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Abstract 

Two multicultural, mixed-ability Standard Nine classes (t 7 year olds) were selected for this pilot study. 

As they were half way through the Senior Secondary phase they had completed most of their English 

Language syllabus. There was a wide range of achievement in English in addition to which, fifteen ofthe 

thirty-nine pupils were English second language speakers. The teacher had to decide how to cope 

adequately w~h these differences in the subject English in general and in particular, in the Language 

component. 

A Language programme was devised, based onthe prescribed textbooks. The pupils could work through 

the programme at their own pace and order and could consult the researcher during or after class time. 

The programme only covered the prescribed Language Study component and only a quarter of the total 

English time during an eight-week period (one term) was given to its completion. 

A Pre-test was set, the Senior Certificate Language examination paper of t 986, and the results analysed. 

The two classes were combined into one group and then randomly placed in the experimental and control 

groups apart from eight boys whose timetable requirements restricted them to being in the same group. 

The experimental and control groups were not matched. Aspects of Action Research were included in 

the design; pupils kept individual records; diaries were written by three pupils from each group and an 

independent observation was made of each group. A Post-test was administered (the 1989 Human 

Sciences Research Council examination) and this was followed by a questionnaire. 

The hypothesis, stated in null form, was: Pupils taught by individualised methods will not achieve better 

results than those taught by traditional methods. This hypothesis proved to be true. The experimental 

group, who achieved a better result in the pre-test maintained their lead over the control group but did 

not increase it. Neither group fared well on the post-test but the experimental group achieved a result 

slightly higher than the provincial average. 

The affective results were more positive, most pupils enjoying their autonomy and experiencing a sense 

of achievement despite their results in the post-test. A few preferred whole and small-group teaching, 

showing that the teacher needs to present the subject in more than one style. 

This small-scale experiment dealt only with one aspect of English teaching, but there is potential for 

development particularly with regard to the use of individualised programmes both for remedial and 

enrichment purposes. The innovative teacher in the multicultural classroom could use individualised 

programmes profitably as part of his teaching repertoire. 
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Introduction 

Introduction 

The introduction of the 1986 syllabus was accompanied by various in-service meetings aimed at showing 

the teachers how the four components of the syllabus could be integrated. This meant for most, a period 

of experimentation where literature lessons also embraced language definitions, and oral presentations 

were linked to both written communication and literature. For many practitioners the term integration 

was simply a new label forwhatthey had been doing to a greater or lesser extentthroughout their classes. 

For others it meant a complete re-orientation of their approach and they struggled with the lessons no 

longer being designated for a particular day and time. 

Together with the principle of integration came a much more definite Language component than had 

been the case in the 1973 syllabus but the integration of this material with the other aspects of English 

was not clearly spelled out with the result that language teaching in many instances became part of the 

written communication and literature lessons. This was acceptable in the sense that the teachers were 

integrating the language and demonstrating through editing and through the deconstruction of texts how 

language was used. This was in accordance with the guiding principle of the syllabus which clearty 

stated that Language work was not to be a series of 'dead exhibits' but that it was to be shown 'in action'. 

What became noticeable after a year or two of the new syllabus, was that the Senior Certificate 

examination required far more precise knowledge of language than this largely incidental approach 

afforded and that the pupils were not able to transfer the knowledge that they had gained in one context 

to another. There was thus a need for each pupil to make his language knowledge precise for himself. 

The textbooks based on the new syllabus were not immediately available, so the teachers had to create 

their own resources or, as many did, they taught sentence and paragraph construction, vocabulary , 

parts of speech and figurative language from literature. This was an advantage as far as understanding 

the prescribed texts went but when faced with figurative language for instance, in a cartoon or a magazine 

article, it seemed that the pupils were unable to recognise familiar concepts. What was needed then was 

a method through which the pupils could retrace their steps and consolidate what they had learned. 

The difficulty with this idea was that not all pupils needed help in the same areas which would mean that 

the able would be marking time while the less able caught up with them. Clearly that was not viable so 

an attempt was made in 1989 to create a Language programme. This initial programme was based on 

the eartier edition of Comprehensive English Practice which had been issued to each pupil. Various 

exercises were selected for practice and this was supplemented by photocopies of sections of Senior 

Language which could be borrowed from a central file. During the first two terms the pupils in two Std 

9 and two Std 10 classes were given specific periods to select exercises and work through them. A 

completion date was set for each section and those who had selected and done those aspects marked 

them with the teacher. These marking sessions were somewhat time consuming although model 
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Introduction 

answers were displayed on transparencies, but the discussions that ensued clarified the thinking of many 

pupils. That this was so was shown in the increasingly successful handling of matriculation level 

examination papers, indicating that the pupils were making their knowledge more precise. 

Encouraged by this, the decision was made to widen the programme considerably for the Std 9 classes 

of 1990. Like the classes before them, they consisted of a number of different nationalities with many of 

the pupils having English as a Second language yet learning it as a First language, most attempting it on 

the Higher Grade. It was thought that in widening the programme an opportunity could be given to all 

the pupils to review what they had learned in earlier standards or had never mastered at all. However, 

allowance had to be made for those who did not need remedial work but enrichment, so the programme 

eventually included sections on the Development of English from Middle English to Modern; South African 

English and language change in general. The two main sections were largely for remedial purposes, 

being Features of Style, and Back to Basics while practice was given in summarising and expanding 

texts and drawing all the skills together to cope with integrated comprehensions. 

In order to quantify the results an experimental design was created incorporating an experimental group 

which would use the programme while a control group would be given whole group lessons on similar 

topics during the same period. They would both write a past Senior Certificate examination paper as a 

pre-test and another as a post-test. However, they would be encouraged to comment on their progress 

and would be asked to write diaries and complete a questionnaire once the post-test had been written 

and marked. 

It can be seen that the intention was to improve the level of precise knowledge of language but this was 

not the only aim. For some time, it has been evident that the teacher has been expected to produce and 

provide forthe pupil as learner-centred education gathered momentum. As the pressure has been exerted 

on the teacher, the expectations of the pupils have risen, with the result that in many classrooms around 

the country, there are pupils who think that their education will be provided and that they have very little 

to do with the process. Poor results are the teacher's responsibility, not the pupil's. This Is a disturbing 

result of placing the pupil at the centre of the education system yet denying him responsibility for his 

learning. In a small way, the pupils in these two classes were given control over some of their learning. 

The response to this freedom with responsibility was mixed. Some pupils thrived on it and did a 

considerable amount of work in a short time. Others openly acknowledged that they lacked 

self-motivation and that they needed the teacher to exert pressure on them before they would do any 

work. Some pupils recognised that they preferred to work independently while others realised that they 

needed the social interaction either of the whole class or small groups. 

It was the first time in many years of teaching that the pupils had been asked to formalise their opinions 

of a method of teaching and it was a salutary experience. What was revealed was that these pupils could 

articulate their thoughts quite clearly; they were capable of introspection and self-criticism and they were 
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CHAPTER 1 

The Case for Self-instruction in Language Study 

Towards a Definition 

I n broad terms, language study is the learning of a language in all its forms: 

• Oral and Written Communication. 

• Reading. 

• The objective study of the structure of the language itself. 

In practice, the last-named has come to be labelled 'Language Study' and it is in this sense that it used 

in this pilot-study. 

Each of the four aspects listed above informs the other and none can be effectively learned without 

reference to the other three. However, the teacher may, during a course of instruction, focus primarily 

on one. This may be in the form of a block of lessons devoted to the study of a novel or a play or a 

particular use of language to which he wants to draw his pupils' attention. In any of the above, the other 

three modes may playa part, but it will be of a peripheral nature. 

In the literature on the subject, both 'self-instruction' and 'individualised instruction' have been used 

interchangeably but that used by Dickinson (1987) approximates most closely the programme that was 

tested. 

The label 'self-instruction' is used to refer to situations in which a learner, with others or alone, is working 
without the direct control of a teacher. This may be for short periods within a lesson, for whole lessons, 
or in the extreme case of learner autonomy, where he undertakes the whole of his learning without the 
help of a teacher. (P. 7.) 

Self-instruction allows the pupil as an individual to concentrate on an aspect of Language Study which 

he may need for remedial purposes or for a topic which may catch his interest because it lies outside his 

experience. In using this method, the teacher has to define quite clearly for himself and for his pupil, just 

what he hopes to achieve, which thrusts him immediately into the debate on the purpose and depth of 

Language Study in the English curriculum. 

Page 1 



Chapter 1 

The Case for Self-instruction in Language Study 

The Place of Formal Language Study 

Frank Whitehead in The Disappearing Dais (1966) asks: 

Why do we in fact teach grammar? Are we motivated by anything more than an unthinking attachment 
to what has always been done in the past, together with a vague feeling that we would somehow be lowering 
the flag of learning, losing face educationally if we left it out? (P 220.) 

In these questions Whitehead is reflecting the thought current at the time, and proven by research, that 

the teaching of Latinate grammar was not having the desired effect, that is, competence in both oral and 

written expression. Whitehead, together with Holbrook, strongly believed in the centrality of literature in 

the teaching of the subject English, and stated so at the Dartmouth Conference of 1966. In this they 

were following the tradition established by Arnold, Leavis and Thompson, but Allen (1980). in reviewing 

the Dartmouth Conference, comments that in an age of mass education and increasing exposure to 

mass media the literature centrists were not able to resist claims for a language centre advocated by 

Britton, Doughty and Dixon, who were supported by the Conference. 

Both groups, however, agreed on the need for education to be child-centred and that there should be a 

developmental pattern, but their perceptions of these differed considerably. Allen quotes Holbrook as 

saying that 'inner order is the need of the child as of the man and literature and creativity are the means 

to that order.' Dixon (1975) in his report on the Conference, sees this as the 'heritage model' in which 

only one form of expression has validity whereas the grow1h model which he proposes would expose 

the child to language not only in the role of spectator as in imaginative literature, but also in the role of 

participant. He sees as the ideal, the leading of the child from the role of participant (his own experience) 

to the role of spectator where he can distance himself and observe. Allen (1980) is critical of this model 

as it does not clearly establish norms whereas the maturation model of Holbrook does, as, in recognising 

the value of good literature, the teacher has established values by which to judge. Allen points out too, 

that in placing the child in the position of deciding what he would read or write, the grow1h model makes 

the child the sale arbiter of the right use of literature and diminishes the teacher's expertise in this regard. 

In practice, during the late sixties and early seventies Holbrook and Whitehead's stance was the more 

popular and was reflected in the South African Core Syllabus of 1972, from which the departmental 

variations developed. This syllabus was divided into three main areas: 

• Spoken English 

• Written English 

• Literature 

Language Study was relegated to a paragraph under the heading 'General Note.' 

A study of language in action should form an integral part of all the above aspects of English teaching to 
the end that pupils may speak and write more effectively and appreciate literature more fully. 
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The Case for Self-instruction in Language Study 

The paragraph continues, 'Guidance and instruction in sound English usage and sentence structure, 

including punctuation, should be related to written and spoken activity in English.' It then lists the aspects 

of language which would be examined in the Third Paper of the matriculation examination. Clearly the 

syllabus reflected the thinking expressed by Whitehead. 

In practice, Language Study was hardly taught at all or the grammarians ignored the instructions and 

continued in the same way as before. Allen (1980) notes that the confusion on the part of the teachers 

arose because the literature centrists neither developed the rationale of language teaching clearly enough 

nor showed how the various aspects of the subject were to be interrelated. Certainly what was achieved 

was a tremendous improvement in creativity; the pupils were encouraged to think for themselves and to 

write and speak freely bUl Shayer (1972) reports that inaccurate self-expression resulted from the 

teachers' abandoning of Language Study. 

Since being so well received at Dartmouth, the linguists had not been idle. As part olthe Nuffield Project 

and under the leadership of M.A.K. Halliday, Doughty and Thornton produced the 110 units of Language 

in Use which showed a different approach to the teaching of grammar. The idea that a new type of 

'grammar' was required, already had been expressed by Mittins (1959) who explains its purpose: 

The new grammar differs by being descriptive rather than prescriptive; it offers to the student, not rules 
and embargoes, but a repertoire of the structural resources of his language. Through it, especially if his 
linguistic studies are reinforced by sensitive and meaningful contact with the rich verbal patterns of expert 
literature, he may well stand his best chance of developing that 'feel for' appropriateness in language which 
is the key to all effective communication. (P.I23) 

In their guide to using the units of Language in Use, Anne and Peter Doughty (1974) explain that it was 

designed as an additional resource to teach language effectively whatever the context. They regard 

editing as an essential feature of the volume and state that only if the need or interest in structural 

description arises through editing should it be used to explain errors. Through using the units, the teacher 

and the pupils can explore language together, rather than the teacher always being in the dominant role, 

but the point is stressed that the pupils' interest must be engaged. Although they see Language In Use 

as Linguistic Science being applied in the classroom, they make the following point: 

A major premise of this volume is that the distance between what the specialist in Linguistic Science has 
to say and what is proper to work in the English class is very great. The theme structure of Lallguage ill 
Use, however, enables the teacher to see how work in exploring language can be related back to the basic 
findings of Linguistic Science. (Introduction, p.ll.) 

Hitherto the debate had been about the value of traditional grammar in the English classroom, but the 

impact of the relatively new science of Linguistics was being felt and the question of the significance of 

Linguistics in the teaching of language was now being raised. 
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Chapter 1 

The Case for Self-instruction in Language Study 

That the creativity period of the late sixties and early seventies had not promoted accuracy, was reported 

by the Bullock Committee in 1975: 

.... .it had received examples of essays by college of education students, with comments by the Professor of 
English who had submitted them. These essays contained numerous errors of spelling, punctuation and 
construction and were a disturbing indication that the students who wrote them were ill-equipped to cope 
with the language demands they would meet in schools. (P.4.) 

These students had emerged from the schools where the language policy was given too little direction 

and where the teachers were uncertain as to how far they should go in language teaching. With the 

emergence of this type of evidence, a new path had to be found and the Bullock Report recommended 

that while 'extensive reading and writing are of prime importance to language growth ..... they should be 

supported by explicit instruction' (P.172). Further recommendations included the abolition of 

prescriptive grammar and that class lessons in grammar should be given only as the need arose. These 

should be related to the pupils' writing activities as the Committee felt that language out of context was 

of little value. However, a checklist should be kept of all the aspects which the pupils could be expected 

to know so that guidance could be given or contexts created using a source such as Language in Use. 

In this way explicit instruction would be given but not out of context and not in the form of the weekly 

grammar lesson. The Report stresses the point that growth in language expertise is not linear. 

In taking this stance, it can be seen that the Bullock Committee, while being influenced by the linguists 

to a certain extent, had not succumbed to the ideas put forward originally by the American delegation 

at the Dartmouth Seminar and gradually gaining ground in Britain, that formal linguistic notation and 

terminology should be taught at school level. Indeed it can be seen by the mildness olthe proposals that 

the creative literature-centred group's ideas were still paramount. 

Having traversed the same road, South African educationalists found themselves moving back to more 

'explic~ instruction.' Venter (1975) goes so far as to present a strong case for specific linguistic teaching. 

He argues that there are two aims in the teaching of language, one the 'liberal' aim (Language Study for 

its own sake) and secondly the 'pragmatic' aim, the teaching of language specifically for its transference 

to the pupils' expression. Hitherto, the emphasis had been on the lack of success of trad~ional grammar 

in achieving either aim, which was why grammar teaching had fallen into disrepute. Venter disputes many 

of the findings of research conducted into the efficacy of teaching grammar on the grounds that there 

were too many extraneous factors which were not taken into account. He raises the question of whether 

the new Transformational Generative Grammar may not be more successful In this regard because a 

grammar which is more operational in approach is more likely to lead to better writing (the basis on which 

most experiments were conducted). 

Roulet (1975) is doubtful about combining linguistic and language teaching as he regards them as 

'different disciplines with different goals, different methods and metalanguages' (P.67) and he points out 

that the science of Linguistics is in such a state of flux that the theories which the language teacher may 

Page 4 



Chapter 1 

The Case for Self-instruction in Language Study 

be trying to apply, may have been discarded already by the theorists. He quotes Noam Chomsky (1957), 

the originator of Transformational Generative Grammar as having similar reservations: 

I am frankly rather sceptical about the significance for the teaching of languages of such insights and 
understanding as have been obtained in linguistics and psychology. Surely the teacher of language would 
do well to keep informed of progress and discussion in these fields, and the efforts of linguists and 
psychologists to approach the problems of language teaching from a principled point of view are extremely 
worthwhile from an intellectual as well as a social point of view. Still it is difficult to believe that either 
linguistics or psychology has reached a level of theoretical understanding that might enable it to support 
a 'technology' of language teaching. Linguistic Theory P. 43. 

The concept of teaching pupils 'about' language seems to suggest that it is something 'out there' ; 

divorced from their actual experience. Venter (1975) argues that there is merit in the pupil knowing 'about' 

his language just as he learns 'about' his body or his environment, simply because it is interesting; this 

is the 'liberal' aim of Language Study. He is really presenting a case for the introduction of a separate 

subject 'Linguistics' because the depth of knowledge about language which he recommends would place 

a heavy burden of time on the subject 'English'. 

Watson (1981), rejects as a fallacy, the notion that the 'building blocks' of language can be 'identified 

and taught' because 'real language cannot exist apart from meaning and function.' (P.72). Barnes (1986) 

agrees, saying that technical . terminology should be introduced to the pupil at the teacher's discretion 

and that only insofar as a pupil can use the terminology in talking, thinking and writing will it perform a 

conceptual function for him. 

The consensus of opinion appears to lie in the fact that the teacher should have the linguistic knowledge 

and in his professional judgement impart that knowledge to his pupils. The problem arises when 

Education Departments prescribe the content of Language Study, thus removing the professional 

responsibility from the teacher. Dixon (1975) regards the syllabus as a goal towards which the pupils 

should be led, whereas most teachers regard it as a body of knowledge which has to be taught to the 

pupil, thus showing themselves to be more subject than child-centred. 

The Cape Education Department Syllabus of 1986 reveals its commitment to the movement back to 

explicit Language Study, as this component is reinstated on equal terms with Oral, Reading and Writing. 

It shows therefore, a reaction to the literature-centred curriculum but, as will be discussed more fully in 

Chapter 2, does not explain carefully enough how the teacher is to integrate Language Study into the 

rest of his work. It does not explain either, how the liberal aim of knowing 'about' language is related to 

the pragmatic aim of being able to use language effectively. By adding the veiled threat of the examination, 

it places pressure on the teacher to ensure that his pupils know the technical terminology. The teacher 

thus faces a dilemma: Does he teach for the the general language competence of his pupil and ignore 

the examination, hoping that general ability will prove adequate, or does he teach for the paper, training 

his pupils in the finicky grammatical points so that they will be able to trot these out on demand? 
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The answer depends on how the teacher views his pupil. Is his work complete when the child has passed 

his matric examination or does he see his task as preparing the pupil for life in which matriculation is but 

one milestone? The choice is important because it will determine how the teacher spends his time in 

class and time is the crux of the matter. If proficiency in language terminology is the goal, much time 

has to be spent teaching it even in context; however, if language competence is the aim the teacher will 

spend far more time reading widely, practising oral skills in large and small groups and as individuals 

and only deal with language issues when they arise naturally from writing or if there is a specific aspect 

that he feels his pupils need, in which case, the necessary metalanguage can be taught and shown to 

be relevant. It is the last-named which can be dealt with most profitably through the method of 

self-instruction as the pupil, with the guidance of his teacher, can identify his specific problem areas and 

work on them without delaying or being delayed by the rest of the class. It may well be that both Venter's 

liberal and pragmatic aims can only be realised if the pupil has to undertake the study of language for 

himself. 

The search for the reconciliation of these two aims continues. In Britain, objections to the National 

Curriculum English for Ages 5 to 16 led to the convening of the Kingman Committee which was 

commissioned to probe the following assumptions: 

Pressures on time and energy, together with inadequacies in the professional education and training of 
teachers and a misunderstanding of the nature of children's learning, are causing important areas of 
English language teaching to be neglected, to the detriment of children's facility with words. As in 1921, 
indifference is not the problem: teachers are anxious to develop children's capacity to use language 
effectively. The distraction today is in part the belief that this capacity can and should be fostered only by 
varieties of English language; that conscious knowledge of the structure and working of the language is 
unnecessary for effective use of it; that attempting to teach such koowledge induces boredom, damages 
creativity and may yet be unsuccessful; and that the enterprise entails imposing an authoritarian view of a 
standard language which will be unacceptable to many communities in our society. (P.l.) 

The Committee was also directed to produce a working model of English which could be used as a basis 

for sound practice. This model is divided into four parts; 

1. The forms of the English language; 

2. (i) Communication; (ii) Comprehension - some processes of understanding; 

3. Acquisition and development; 

4. Historical and geographical variation. 

In the model a number of linguistic terms are introduced which are more specific than the traditional 

terminology; for example 'adjunct', 'conjunct' and 'disjunct' which refer to different types of 'adverbials'. 

It is clear that the Committee wished to give teachers of English a more concrete basis for their subject 

and in describing language it could be useful. However, the Kingman Report has not been well received 

for a number of reasons. 
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The first major objection was raised by Professor Widdowson, a member of the Committee, who in his 

Note of Reservation, makes the following statement: 

The rationale for the model ought to carry conviction. But (it does not) because it does not come to grips 
with the central question of how knowledge about a language can be shown to be relevant to the educational 
aims of English as a school subject. (P.77.) 

He feels that deciding this question should have been central to the whole enquiry, that only 'when the 

vague notion of 'mastery' is given more specific subject content, can a statement be logically made about 

the knowledge of language that is necessary to achieve the objectives of English as a subject. '(P.77.) 

He is critical of the lack of relationship between the proposed model and the requirements of the adult 

world into which the child must eventually move and sees that a definition of English as a school subject, 

taking into account the views of people both within and outside education, is essential; that the logical 

progression ought to have been: 'purposes· objectives - model'. 

Other critics of the report also realised that the relevance of knowledge 'about' language, to proficiency 

in its use had not been demonstrated. David Holbrook (1988) states that this is the fallacy at the heart of 

the Kingman Report: 

The fallacy is in the belief that explicit knowledge improves language use, and that one cannot use the 
language unless one knows the rules. (P.114.) 

Holbrook concedes that in editing pupils' writing and in explaining why one expression is more clear 

than another, some rules are useful, but this is not the main way In which people develop their language 

powers. His contention is that both teachers and their pupils need to 'gain a love of language by 

responding to literature and by becoming excited themselves about using words' (P.114) In this stance, 

he is supported by David Knight, who in his editorial article in the Use of English (Autumn, 1988) says: 

The best English teaching has always proceeded through encounter and demonstration: encounter with 
the best examples of expression and demonstration of what is it is about them that warrants study. (P. 10) 
(and) 'Conscious knowledge of the structure and workings of the language' (certainly as dermed by 
Kingman) never did and never could produce the standards of literacy, that civilized power and grace with 
words that we kuowcan arise from the continuous movement ofthe mind within our best prose and poetry.' 
(P.12.) 

Knight illustrates the points he makes by referring to the language in which the Report is couched, using 

it as an example of the type of language one could expect if rules and models were the source from 

which English teachers should draw. 

Preen and Saunders (1988) are equally concerned about the usefulness of teaching about language and 

think that this should have been the central concern of the Report. They also voice their anxiety about 

the influence of the report on altering the attitudes of the teachers, 'weakening their opposition, first 

through training, and then through pupil attainment targets.' (P.38). The lack of justification for the 

recommendation that language knowledge should be explicit is also noted by Preen and Saunders, who 

think that reference to research should have been given. 
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The Kingman Report thus provoked important discussion and the views of the critics were expected to 

be reflected in the Cox Report English for Ages 5 to 16. However, Peter Barry (1990) argues that the 

Working Group has not resolved the disagreement on what children ought to know about language. He 

states that there are five related questions which teachers of English would expect to be informed about 

and convinced of, by the Group: 

1. What is the purpose of 'knowing about language' teaching? 

2. What evidence is there that such teaching is effective in achieving this purpose? 

3. Should knowledge about language be taught separately or should it be integrated into work on 
literature and the other topics of English lessons? 

4. How much linguistic terminology should be used in the process of teaching children about language? 

5. Is knowledge about language an appropriate topic for the curriculum at school level? (P.13.) 

In his discussion of each of these, Barry points out why the Group has not met the expectation of 

practitioners. With regard to the first two questions, there is no demonstration of the relationship between 

implicit and explicit knowledge of language and there has been no evidence given of the positive effect 

of teaching 'about' language. He states that the very children who need help to express themselves more 

clearly are those to whom linguistic terminology would make the least sense and that if it were used 

extensively it would have the damaging effect of stifling expression altogether as such children would 

think that 'those who can write do so by manipulating formulae about such things as the need for 

contrasting temporal adverbs' (PH). In considering questions three and five, Barry comes to the 

conclusion that both knowledge about language and its consideration as a separate subject should be 

left to tertiary education. 

It is clear that the debate on language study is far from over. What is needed are practical demonstrations 

of a variety of different methods and their results which can clearly show those that are effective In 

achieving the stated aims both of implicit and explicit knowledge of language. Theories will forever remain 

theories unless the practitioners in the field devise new strategies and refine these in the light of what the 

pupil achieves in terms of knowledge and perhaps more importantly his perception of whether that 

method has relevance for him personally. 
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Chapter 1 

The Case for Self-instruction in Language Study 

The concept of 'self-instruction' or individualised learning is not new, having been suggested in one guise 

or another since the 1880s. It has its philosophical base in a humanistic approach to education where 

the child is seen as the centre and where his learning is seen as paramount. Disick (1975), in her 

discussion of the rationale of individualised instruction cites the demands of the 'new student', who is 

more aware and more prepared to question what his educators offer him, as one of the major reasons 

for changing to more learner-centred methods. In addition, the modern technological developments have 

changed perceptions of what is required of education: 

Education for our twentieth century and beyond requires training in creative thinking and wise use of 
material and human resources ... Training in research skills and techniques of inquiry should take 
precedence over rote repetition of the contents of a textbook chapter or a teacher's lecture. (P.l1.) 

The theory thus has as its ideal, the needs of the learner and many designers of programmes claim that 

the learner is at the centre of what they have planned. On close examination, however, very few plans of 

independent learning are as liberal as they may seem. Gibbons (1971) , in his descriptive analysis of 

individualised instruction says that the central question that should be asked is 'To what degree has 

separate instruction been accornplished?'(P17). He argues that there is a scale along which most 

programmes claiming to be individualised could be placed and that unless the learner has complete 

autonomy over the content, pace, style and evaluation of his learning it cannot truly be said to be 

individualised. He is concerned about the plethora of programmes that are all called 'individualised 

instruction' and suggests a classification of these so that each programme can be shown in profile and 

thus indicate to what extent it can be said to differ from mass 'lock-step' instruction. 

Gibbons (1971), Disick (1975) and Davies (1978) all place particular emphasis on the goals of the 

proposed instruction and the reasons for its introduction. In identifying the goals, the teacher actually 

determines whether he is aiming at teaching or learning. Davies (1978) notes that it is the 'extent of the 

teacher's influence that really determines whether the result is teaching, learning or a mixture of the two' 

(P.36), butthe delineation ofthe goals is the first step in ensuring thatthe programme is not an abdication 

of the teacher's responsibility towards his pupils. He, like Gibbons, suggests a framework by which the 

teacher can assess whether he is creating a teaching or an independent learning situation. Under the 

general headings: Goals, Content, Methods of Learning, Methods of Assessing, and Outside Constraints, 

he lists the type of choices a teacher faces when designing a programme. In assessing his design against 

the given criteria, the teacher can easily see to what extent the learner will be taking responsibility for 

achieving the desired goals. 

Once the teacher has established his goals, Gibbons suggests that in order to diminish the chance of 

failure, he should create and refine his model through which he hopes to achieve his aims, developing 

it from the purely theoretical to the operative. In taking these decisions unilaterally the teacher is likely 

to increase the efficiency of his programme but narrow the range of experience for his pupils. Waterhouse 
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(1988) sees this as the best starting-point for what he calls 'Supported Self-Study' which has developed 

from the earlier models of individualised instruction, as in starting with a small group in a tightly structured 

programme, the teacher has more chance of retaining control, learning from the experience and gradually 

transferring responsibility to the pupils. 

There is consensus of opinion, among the writers cited above, on this point: the pupil needs to be led 

gradually into the mode of self-instruction. Programmes where the group has simply been given 

worksheets and left to its own devices are doomed to failure. This is not because the initial motivation 

is absent, but because the pupils are unused to the method, they are initially insecure and need a fair 

amount of support from the teacher. This is particularly true of the weaker pupil who may feel abandoned. 

Rainbow (1987) , in commenting on the failures of earlier attempts at individualised learning, states that 

frequently this type of learning was seen as a replacement of class instruction and not as simply an 

extension; that paper technology only was used; and that tutorial support could not be provided easily. 

The last-named is the central feature of modern individualised instruction as it has been found that the 

student soon loses motivation when working in isolation. 

The teacher should state his goals in general terms taking the cognitive, affective and social aspects into 

account. He thus starts with a fairly good idea of what he hopes his pupils will be able to do once they 

have completed the course of self-instruction. Bloom's taxonomy of educational objectives serves as a 

useful measure of the cognitive demands being made on the pupil. At the simplest level, these may be 

the mastery of content in terms of basic understanding and committing to memory. However, any of the 

other levels of the taxonomy can be built into the programme of self-instruction. These include translation 

into another form, such as the pupil stating the content in his own words or making a point form summary 

of the facts learned. At the level of interpretation, he may have to use the information gained to answer 

questions and so 'discover relationships among facts, generalisations, definitions, values and skills.' 

(Bloom: 1956). I n doing so , he has to formulate his own opinion which, leaving room for more than one 

answer, gives the learner the opportunity of realising that there is more than one angle of looking at 

something. 

A.N. Whitehead, in The Aims of Education and Other Essays (1917) instructs his readers: 'Get your 

knowledge quickly and then use it. If you can use it, you will retain it.' (P.57.) This principle was stated 

a long time ago but still holds good. If the design of the programme can allow the pupil to apply his 

knowledge, he is likely to retain it. However, it is important that the application is sufficiently demanding 

that it requires application of general principles rather than the use of the facts just learned. If he 

understands the principles of his learning, he will be in a better position to analyse the steps which he 

has taken and be more objective in his appraisal of them. 

The educational objectives discussed above, all deal with convergent thinking but the two final categories 

of Bloom's taxonomy require divergent thinking and are therefore, essentially creative. They require the 

pupil's knowledge of the subject and his ability to analyse the basic principle upon which that knowledge 
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operates but in synthesising, he needs to use what he has learned to create something of his own. Finally, 

in evaluating his efforts, he needs to be aware of as many sources of information as possible so that he 

can have a valid standard by which to judge the effectiveness of his work. 

If a programme of self-instruction could embody all these objectives, there is a strong possibility that the 

pupil would master his subject without further ado. However, teachers and pupils live in the real world 

where they are fortunate if even some of the objectives are realised. Dickinson (1987) suggests that the 

learner may not undertake the whole of his learning as an individual but certainly parts of it, in which case 

the teacher can decide which objectives he wishes the individual to master alone and for which he feels 

that whole-class or small-group work would be more effective. The main point to stress here is the 

flexibility of individualised instruction and that it is not to be seen as being in competition with traditional 

class teaching but as a valuable adjunct to it. As Waterhouse (1983) states: 

A better way forward is to graft limited applications of supported self-study on to the existing systems. 
This would have the advantage of increasing the repertoire of the teachers' methods and styles. It would 
give pupils a wider experience of ways of working and learning. (P.17.) 

The affective goals of individualised learning are arguably more important than the cognitive in that the 

aim is to prepare the pupil for the future, not only in terms of the knowledge he acquires, but the skills 

and attitudes he develops which enable him to cope with the changing world that he enters. Disick (1975) 

quotes the psychologist Carl Rogers on this point: 

The only man who is educated is the man who has learned how to learn; the man who has learned how to 
adapt and change; the man who has realized that no knowledge is secure, that only the process of seeking 
knowledge gives a basis for security. (P .12) 

If pupils are to seek knowledge they must be motivated to do so. Disick (1975) quotes Maslow's five 

basic needs of humanistic education, as follows: 

• Physiological 

• Safety 

• The need to belong 

• Esteem 

• Self-actualisation 

She discusses how these can be met in an individualised programme in order to promote motivation. 

The basic physiological needs are largely outside the teacher's control, but in a teaching situation he 

can see to it thatthe physical arrangement of the classroom is comfortable as far as space and equipment 

permits. He can also allow for movement within the classroom or resource centre in his programme so 

that the learner is not always expected to be in the same place in that particular classroom. Safety needs 

are met when the pupil knows exactly what is required of him during a particular course of study, thus 

reducing his anxiety especially if it is a method with which he is not familiar. The cognitive goals have 
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already been discussed; whether the teacher and pupil negotiate these or whether they are imposed by 

a syllabus is immaterial to the need for safety; the pupil must have a clear idea of where he is going and 

what is expected of him. 

The need to belong is more difficult to meet when the pupils are being treated as individuals as by its 

very nature the individualisation separates the learners. Rainbow (1987) criticizes earlier programmes 

on these grounds which is one reason why his programme at Holyrood School places heavy emphasis 

on the tutoring system. This enables the pupils to work as individuals but to come together in groups 

for tutorials. These may have a variety of objectives such as assessing the work covered, planning the 

neX1 section or working together as a group to apply the content that has been mastered. 

Esteem needs are met when the pupil feels that he has proved himself worthwhile in the eyes of his peers 

and his teacher. Good teaching practice has encouraged the pupil's esteem in a number of ways, but 

individualisation lends itself particularly to this. Loss of esteem occurs when the pupil fails to grasp a 

principle or is shy to ask about something which he does not understand. Being treated as an individual 

can help to eliminate these difficulties. Assessment can take place either in a group or individual setting 

but whichever form it takes, the pupil who has ironed out his problems is more likely to succeed. 

Re-testing is also a part of this type of programme and is advocated for two reasons: The standard must 

be kept high so that it is worthwhile achieving but the student does not have only one opportunity to 

reach the required level which gives him a chance to ascertain where his weaknesses are and to overcome 

them. The more successful he is the more he wants to succeed. 

Self-actualisation is probably the most difficult need to meet, but this is one of the prime aims of individual 

programmes - to allow for differences among learners so that each one can progress according to his 

capabilities. The difficulty arises in the resources designed to meet these needs because they cannot 

be as flexible as a teacher can be in the cut-and-thrust of interaction in the classroom. However, the 

available technology allows for a considerable range of applications and as the Holyrood experiment 

has shown, study packs can be put together at fairly short notice and can provide for a variety of levels 

of competence. 

In his discussion of the subject of the effectiveness of individual instruction, Eshel (1990), states that: 

On the whole, researchers tend to agree that more open educational methods are somewhat more effective 
than traditional instruction for non-academic outcomes. Traditional education is somewhat more effective 
in promoting academic achievement. (P.1.) 

He reports that a number of studies conducted between 1975 and 1984, which used a more narrow 

definition of individualised instruction, reported similar results but Eshel contends that differences of 

interpretation of individualised programmes and in their management could be responsible for these 

results. In his study of 386 pupils in seven schools, he concentrated on the authority structures. Where 

the formal authority, (i.e. the school management and the advocates of individualised instruction) agreed 
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in principle, the academic results were higher and the non-academic results showed little change. Eshel 

therefore contends that: 

Although individualised instruction may serve as a vehicle for improved learning, it does not consist of a 
sufficient condition for attaining this end. Its effectiveness seems to depend on the extent to which it 
conveys an unambiguous message delineating the role of students. (P.7.) 

This suggests that the lone teacher, trying a different approach is not likely to be as successful as a 

teacher in a more supportive environment. This managerial support was provided in the studydiscussed, 

as Eshel explains that individualised instruction had been developed and implemented throughout Israel 

by the Centre for Educational Technology; three of the seven schools which had taken part in the study 

had ranked highest on a rating of achievement in this type of learning, while the other four schools were 

run on traditional lines. Waterhouse,(1988) in his support of the Holyrood school experiment, is patently 

thinking in the same direction but the inconclusive results of research make teachers wary of change 

and unless a more positive climate is created for a change from traditional instruction, it is likely to 

dominate the education scene for a long time to come. Eshel maintains that 'a better understanding of 

individualised instruction and its relationship to student outcomes requires a more crisp definition of the 

intervention involved.' (P.2.) Only ifteachers are prepared to try a variety of approaches to individualised 

learning and report on their results, will the desired clarity emerge. It is imperative that the issue be 

debated in professional journals not only for individualisation to be validated, but for it to be included in 

the best practice of teachers. 

Summary 

There is disagreement on Language Study, as a component of the subject English. Its supporters 

advocate its inclusion on the grounds that speakers need to have a body of knowledge about their 

language; they need to know how it is structured and they need to know a metalanguage which can be 

used to describe it. They have not, however, been able to argue convincingly that the pupils will benefit 

from this knowledge; nor have they shown how it enhances the learner's use of English. 

Their opponents have seized on this failure and refuse to be persuaded that knowledge 'about' a language 

is of any value. They concede the usefulness of a metalanguage to discuss language errors, but are 

wary of using teaching time on technicalities when it could be used more profitably in exposing the 

learners to examples of the best use of English. These literature-centrists, for their part, have not 

developed their rationale clearly enough for practising teachers, with the result that the issue remains 

unresolved and the practitioners need to decide for themselves how much to teach and the method they 

need to use. 
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Individualised instruction is not a new concept and has as its base the humanistic approach to education. 

Writers on the subject define individualised learning differently, with the result that the term can include 

highly-structured programmes for individuals to follow at their own pace and order, on one end of a 

continuum, to completely unstructured learning negotiated between the student and the teacher on the 

other. All are part of self-instruction. 

Various methods of individualising instruction have been tried, the efforts during the sixties and seventies 

being abandoned because they were seen as a replacement of the traditional whole-class method. 

Recent research has shown work undertaken on an individual basis should be supported by small-group 

tutorials and whole-class teaching where they are appropriate. In addition, the pupil should perceive no 

ambiguity between what the teacher is attempting in the classroom and the authority structure of the 

school as this undermines his confidence in self-instruction and affects the cognitive outcomes of 

programmes he undertakes. 

§ § § § § 
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The Syllabus 

The Cape Education Department Senior Secondary Course Syllabus (1986) for English First Language, 

Higher Grade, was implemented from that date and the first matriculation examination on this syllabus 

was set in 1988. It replaced the 1973 syllabus which had reflected the movement towards greater creativity 

and which had stressed Oral, Reading and Writing with Language Study in a relatively minor role. The 

1973 syllabus showed the reaction against the formal teaching of Latinate grammar but the 1986 syllabus 

reintroduces Language Study as one of the four equal components of the sUbject English. This in turn 

reflects the principle that language requires explicit instruction. 

The Global Aims are essentially teaching ratherthan learning aims. Pupils are to be 'encouraged through 

their active participation'; to have their ideas 'enriched'; to have 'developed' their ability to express their 

ideas and to communicate; to be 'assisted' to develop language skills and to use English across the 

curriculum. The responsibility for the pupils' language development is thus placed squarely on the 

shoulders of the teachers and can be seen as prescriptive to a large degree. Four of the six aims briefly 

show how they are to be achieved; through 'meaningful language activities' or through 'language' as a 

whole or through 'material from other subjects' but the other two are not quite as specific. The second 

aim reads as follows: 

To enrich pupils' ideas, to stimulate their thoughts and feelings and to develop their understanding of 
themselves and their own emotional and moral responses to life and to the world around them, so that 
they may live more fully, consciously and responsibly. (P.1.) 

In this rather long sentence there is no mention of from where the enrichment is supposed to come. One 

assumes that it should come from literature or other varieties of language but it is strange that the 

compilers have not suggested any possible sources of enrichment. The emphasis placed on the word 

'understanding' suggests that this affective aim is more important than the cognitive aims of 'enriching' 

and 'stimulating' their thinking, yet one would suppose that all three would be equally important in living 

'more fully, consciously and responsibly.' 
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Considering that the third and fourth aims are to develop the pupils' ability to express their ideas and to 

communicate through language, the fifth aim appears redundant: 

To help pupils develop the language skills which contribute to effective expression and communication. 

The expression 'through language' can be taken to mean language in a variety of forms which the pupils 

can be led to experience. If the compilers are not repeating themselves, 'language skills' must then refer 

to an explicit knowledge of the language itself. Without any qualifying statement as to how this happens 

they assert that these language skills 'contribute to effective expression and communication.' While one 

does not expect this to be spelled out in detail in the aims, the compilers could have made a more definite 

statement. It is interesting to note how the authors of the two South African recommended textbooks 

have Interpreted this aim, the one urging very explicit grammar teaching, the other, thematically arranged, 

showing a more incidental approach. The syllabus, in different sections of the document seems, uneasily, 

to support both. 

While the Global Aims stress the role of the teacher, each of the four divisions of the syllabus place the 

pupil at the centre and the goals of each show what he is expected to know or be able to do by the end 

of the Senior Secondary Course. Broadly speaking he needs to master both Receptive and Expressive 

skills through the four divisions:(i) Oral Communication, (ii) Written Communication, (iii) Reading and 

Literature Study, and (iv) Language Study. It can be seen therefore, that the syllabus is holistic in intent. 

This is reinforced by the emphasis on integration: 

For convenience and clarity this syllabus is presented in four sections ..... but it must be stressed that in 
practice the work should, wherever possible, be integrated. Language competence grows through 
experience of listening, reading, talking and writing and through direct study of the language itself in both 
literary and non-literary contexts. The outcome of such a study should form an organic whole. How 
integration is implemented will depend upon the teacher's methods, approaches and emphases. (P.14.) 

There can be no quarrel with the principle of integration but the difficulty arises with its implementation. 

It can be seen from the above quotation that the teacher is at liberty to decide how he is going to tackle 

this - a welcome freedom. As discussed in Chapter I, he can do this in two ways: either through a 

thematic approach or through separate lessons each with its particular objective, but with reference to 

any of the other three aspects, thus linking them together. The major problem is that the drawing in of 

other aspects can have the effect of fragmenting the lesson so that it loses focus and the subject can 

deteriorate, in W.H. Mittins' words (1959), into 'a thing of shreds and patches.' He was referring to A. N. 

Whitehead 's theory that the pupil should begin with a period of romance and move from there to a period 

of precision during which there should be 'concentration' and a 'mass attack' on language, but he thought 

that many secondary school courses were too disjointed to allow for this concentration. It appears that 

there needs to be a central unifying idea around which a series, rather than a single lesson, should be 

structured so that fragmentation is avoided. This does not mean that the thematic approach is the only 

solution, as there, both the explicit study of language and the study of literature can become 'a thing of 

shreds and patches.' 
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Ken Watson (1981) suggests that a possible solution of this problem is the use of a 'core text' as the 

basis of a unk or series of lessons. This text can be a play, a novel, an anthology of short stories or poetry 

around a theme. From this base the teacher can structure listening and talking, reading, language and 

related writing activities thus maintaining the principle of integration, and dealing with all four aspects of 

the language. Again, this need not be the only way of setting up a scheme of work from the syllabus; 

the 'core text' units can be based on those works of literature set for detailed study, but other units can 

include project work or theme work where the main focus is not on, in Allen's (1980) term, 'art-speech' 

but on language in another context. This can be the language of persuasion or language for different 

audiences or purposes and the oral, reading and writing activities can be incorporated into the unit. A 

combination of the two approaches would be more likely to achieve the all-round language development 

olthe pupil. However, there is still a need for him to keep track of what has been covered in the various 

lessons, for example the terminology he has learned or any other relevant facts to which he may need 

to refer and these should be systematically noted. This 'Ready Reference' can help to unify the four 

aspects as he can use it during any lesson thus proving to him its wider application and it can serve as 

a revision aid. 

Keeping track of the concepts that have been taught is only one way of unifying the learning that has 

occurred in the classroom. In the Elucidation of the syllabus, practical suggestions are made with regard 

to integrating the different aspects. Each skill is to be developed by the pupil with a view to its use 

elsewhere. Stress is placed particularly on oral work in literature lessons and as preparatory work for 

writing. Barnes (1986) in a description of lessons he has seen makes the following observation: 

A one-way presentation (by the teacher) is not enough. Both for the mastery of the style and mastery of 
the concepts, active participation in discussion and in writing is essential: we discover the possibilities of 
what we can say and write by talking and writing. Here lies the importance of pupil participation. It is 
when the pupil is required to use language to grapple with new experience or to order old experience in 
a new way that he is most likely to fmd it necessary to use language differently. (P.S8.) 

Integration through discussion is only one form; another is the use of appropriate register. In assessing 

the oral ability of the pupils, the teacher is to consider 'the speaker's sense of audience, situation and 

purpose as reflected in the style of language used' (P.3). This is the practical application of the study of 

register in the Language Study section and thus the two may be seen to be complementary. 

A close study of the syllabus shows that much of the Language Study syllabus (Appendix A) can be 

taught through the Written Communication and Reading and Literature Study components. Sentence 

and paragraph structure, logical connectors, vocabulary and the use of vivid imagery as well as editing 

skills can be taught with direct reference to the pupil's writing. Examining writers' use of the above and 

more in the prescribed work is simply looking at the process in reverse and in this way, the pupil Is 

reinforCing what he has learned through his writing. 
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In the Elucidation of Language Study, particular emphasis is placed on its integration: Language Study 

is 'a study of language in action'; 'it is not a series of dead exhibits'; 'it should be closely linked to the 

pupils' writing'; 'it should be seen as a means to an end and not as an end in itself'. All these statements 

are acceptable because the transference of explicit knowledge of language can only be effected through 

its use. When the teacher comes to section 5.1 .8. however, the compilers show him that despite their 

opening paragraph of the section, they are anxious about the the pupils' knowledge of a metalanguage 

and its use: 

Detached formal language exercises can be counter-productive: the emphasis must be on language ill 
action, which implies an incidental approach whenever possible based on the error analysis of the pupils' 
written work. Nevertheless, pupils need to be shown that the ability to identify, name and use concepts 
such as the following will be an aid to their understanding of language and style, and may lead to the 
improvement of their own usage. (P.28.) 

In this paragraph, it is noticeable that the incidental approach is limited to the pupils' written work; no 

mention is made of Oral or Literature Study. In the second part of the paragraph the compilers do not 

show how the naming will be an aid to the pupil and the tentative 'may' shows that they are unconvinced 

that the grammatical concepts that they are about to list will improve the pupils' usage of their language. 

Their uncertainty is shown by their not immediately listing concepts referred to in this paragraph, but 

Inserting three rather apologetic paragraphs before the list. In these paragraphs, the following statements 

are made: 

' ..... the knowledge of certain basic terminology will facilitate both the learning and the teaching processes.' 

' ..... many of the components outlined in the Junior Secondary Phase syllabus are ..... repeated here ...... The 
terminology listed below is by no means exclusive of alternate terminology for the same concepts' 

'The following concepts should be taught in appropriate contexts, with due emphasis on their functions' 

' It must be noted that no one terminology is universally acceptable. What follows covers most areas 
suggested in the Goals but is not prescriptive.' 

All these appear placatory as if the teachers WOUld, to a man, object to the use of a metalanguage in 

English. The usefulness of terminology is self-evident and needs no apology although as Barnes (1986) 

poinls out, the teacher needs to decide when this would be effective: 

As their grasp of a concept develops, the technical term becomes a useful centre about which can cluster 
relevant experiences and understanding; presented too soon the term may actually inhibit the process of 
clustering and abstraction. It is a delicate pedagogical choice when the use of a technical term becomes 
helpful rather than the reverse. (P.49.) 

Having sugar-coated the pill they are so reluctant to give, the compilers finally tell the teachers that they 

had better see to it that the concepts are taught: 'Many of the following may well be used by the examiner 

in the final examination paper.' (P.28.) 
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Chapter 2 

The Syllabus and the Recommended Textbooks 

When faced with this list, many teachers simply revert to the deductive teaching of these concepts and 

all the excellent ideas given on integration are lost in the scramble to find the textbooks with the clearest 

definitions and the most examples. It is in 5.1.8. that the compilers should have taken particular care to 

show how each of the concepts they listed should be integrated. Perhaps they took it as read, that since 

integration had been discussed in the other sections, that would be sufficient. However, explicit study 

of terminology - its extent and its transferability - has long been a contentious issue and certainly the 

reiteration of the methods of integration would not have been amiss here. Instead, a single paragraph 

is thought to be sufficient. It is worth quoting in full : 

The teacher should exercise great discretion in deciding on the amount oftime to devote to these concepts. 
Difficult items should be stressed according to the needs and abilities of the pupils. There should be a 
definite commitment on the part of the teacher to teach concepts which relate to how language works, but 
when grammatical terminology, latinate or other, is employed, it should be for convenience only, e.g. to 
assist pupils in proof-reading, editing and polishing their writing. (P.30.) 

It is clear that explicit teaching of these concepts as well as incidental reference to them in the other 

components are required by the syllabus. The questions that then arise are: What resources should be 

used? What is the best way for the pupil to use the resources available to him? The recommended 

textbooks provide an obvious starting-point. 

Recommended Textbooks 

The coursebooks recommended for the Senior Secondary phase include Comprehensive English 

Practice 9 by Rumboll et al (1988) , Insights 9 by Gosher et al (1989) and Senior Language by Sadler et 

al (1986). The first two are South African textbooks, written in direct response to the 1986 syllabus, while 

the third is an Australian text. Comprehensive English Practice 9 and Insights 9 are each part of a series 

and therefore cannot be expected to cover all the ground necessary for this phase; Senior Language, 

although the sequel to a series by the same authors, is a single volume recommended for the three-year 

course. 

The Head of the English department has therefore to choose which books he is going to use, as few 

schools can afford the lUXUry of three sets of textbooks all covering the same ground. His choice will 
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depend on his philosophy of English teaching and he may, of course, choose not to select a textbook 

at all, but he will need to take into account his time in creating new resources and the willingness of the 

school to make its reprographic facilities available to him and his English staff. Ken Watson (1981) 

quoting Elaine Furniss on how textbooks can be evaluated, gives the following checklist: 

1. Is it impressively whole / comprehensive / well-integrated? 

2. Will the content usefully extend the child's world? 

3. Will it communicate to and make sense to the children? 

4. Does the material include useful teaching / learning aids? (i.e. does this material offer aids such as 
questions, pictures, diagrams, definitions, glossary and a book list which will foster independent 
exploration?) 

5. How willing will I be to spend time with this material? 

6. Does it really provide more than any other source? 

(P.113-114.) 

As can be seen from the quote, Elaine Furniss was thinking in terms of younger pupils and textbooks in 

general, but her questions are valid for English coursebooks too. 

Comprehensive English Practice 9 

This series has appeared in two earlier editions, but the 1988 version represents a considerable change 

from those which were published in the 1970s. All the editions are divided into sections dealing with; 

comprehension, listening skills, written communication and language study, but where the earlier editions 

focused on literary texts for close reading, in the opening section, this edition shows a farwider application 

of reading and comprehension skills. For the rest, there is a basic similarity in approach but again the 

texts used to illustrate the points made are from a variety of sources. The volume, designed for use in 

Std 9, was used in the Language programme created for independent study so it is to be discussed and 

evaluated in detail. 

Attractively bound, with a modern graphic by Norman Catherine on the front and back covers, the book 

makes a good first impression. This is reinforced by the layout which shows an enormous amount of 

material. At first, this appears daunting as the sheer volume seems unmanageable. Closer reading, 

however, reveals that the teacher needs to select the skill he wishes to teach and then decide which of 

the texts to use. The resources are more than sufficient so he need not look for supplementary material 

if he needs to repeat a lesson, but he does have to guide his pupils quite carefully if they are not to be 

overwhelmed by the fairly small print which conveys a certain intenSity. 

The greatest strength of this textbook is the variety of texts. They are not only used in the Reading and 

Comprehension section but also as stimuli for Oral work and and for Written Communication. There are 

literary extracts but many articles from the press have been included as have diagrams, lists, 
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photographs, technical texts and a few cartoons. Certainly, the pupil will be exposed to language in 

action in this textbook as the syllabus requires. The authors state in their introduction: 

Because our pupils are expected to make sense of and engage creatively with a complex and multi-cultural 
society, the emphasis throughout Comprehensive English Practice on pupil-productivity is clearly essential. 

This principle has been followed in all sections of the text; the pupil is expected to respond to the texts 

in many different ways. However, each section begins with reference to the one that has gone before, 

so the authors expect that the section will be dealt with in sequence to a large extent. This brings the 

teacher face to face with the underlying philosophy which is that the pupil will be taught in incremental 

steps. This philosophy is even more evident within the sections, particularly the reading and the section 

marked 'Language in Action'. The authors clearly state their intention in the introduction: 

The 'Language in Action' section is a detailed and coherent presentation of formal grammar designed to 
operate as an inductive 'teaching text'. The pupils are encouraged to explore and discover (and, if 
necessary, invent) grammatical concepts step by step, the rationale being that tbey should fully understand 
the concepts and learn to reason grammatically before they apply them. In this way the tendency for 
pupils to acquire an incomplete understanding of how grammar works is counteracted. 

Thornton (1986) doubts that this is effective as the pupil does not learn language in stages, each clearly 

definable from the other and dependent on what has gone before. Thornton makes the point that 'it is 

a phenomenon not clearly susceptible of being cut up into assessable segments, or delivered in teachable 

instalments' (P.20) . Perhaps, what Rumboll and his co-authors intend is the 'mass attack' in the stage 

of precision advocated by A. N. Whitehead (1917) bu1 Mittlns (1959) who is largely supportive of 

Whitehead's cyclic theory adds the proviso that the method should be inductive 'from samples of real 

utterances to patterns and principles rather than the other way round.' (P.125.) 

While there are sections where the approach is inductive, for the most part the approach is decidedly 

deductive. The principles are given and examples follow to show their application. This is particularly 

evident in the Language in Action section where the pupil is shown exactly what to look for; despite the 

authors' claims, he is not encouraged to explore texts for himself and led to infer grammatical rules. Ken 

Watson (1981) criticises the skills approach on exactly these grounds; the pupil is taught that there is an 

ideal 'correct' language to which he must aspire. However, this criticism cannot be levelled althe authors 

of Comprehensive English Practice without reservation, because, while they do give very defin~e 

grammatical rules, they deal extensively with both dialect and register. Rather than being a strength, 

however, there appears to be a dichotomy in the rationale underlying the book; on the one hand a very 

strict teaching and application of grammatical rules and on the other a tolerance of difference which can 

be confusing forthe pupil. Through the use of entirely inductive methods, he can be broughtto the same 

conclusion; that the Standard variety of the language is most used for wide communication but that 

geographical areas frequently develop their own dialect and that the language as a whole would be the 

poorer if an attempt were made to eliminate them. 
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The authors claim that their method counteracts the tendency for the pupil to acquire an incomplete 

understanding of how grammar works. They have perhaps not taken into account the fact that pupils 

forget very quickly unless their knowledge is reinforced by constant reference to what has been taught. 

Unless the knowledge gained in these skills lessons is used in other areas of their work, it will be lost, yet 

the authors make no provision for this type of repetition. 

The syllabus makes a definite statement on integration but in Comprehensive English Practice 9 there 

is relatively little reference to this principle. It does appear in part of the Reading section where a variety 

of activities on related texts are suggested and in the Oral and Writing sections where texts, pictures or 

diagrams are given as stimuli for discussion, and from which many different types of writing activities 

can develop, but these are the exception rather than the rule. 

This textbook, however, fulfils most of the criteria advanced by Furniss (1980): It is impressively whole, 

but not particularly well integrated; it will extend the child 's world ; it will make sense to the pupils but only 

with the teacher's assistance in the form of careful selection; and it does include useful teaching and 

learning aids. The two final questions can only be decided by the individual teacher; to use this book as 

the authors intend will take an enormous amount of the time allocated for English in which Literature 

Study must be given equality with the other components. This leads directly to the last question: Does 

it provide more than any other source? The answer to this must be no. Impressively whole as it is, many 

of the concepts can be taught equally well through the literature or writing lessons, but Comprehensive 

English Practice 9 would be an excellent resource book to help the pupil make precise for himself that 

which he has learned incidentally. 

Insights 9 

Gosher et al in the Insights series approach the syllabus requirements from a very different basic 

philosophy. Theirs is an all-inclusive policy, of which the rationale appears to be total integration of all 

four components. In order to achieve this they have used themes which have been structured around 

the following framework: 

• Reading with Perception 

• Exploring Language 

• Working with Words 

• Perspectives 

• 'Conference Maketh a Ready Man' 

• 'Writing Maketh an Exact Man' 

• Considering Pictures 

• Extensions. 
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The headings of the sections are self-explanatory but what is interesting is the variety of activities offered 

within each one. 

Twelve of the thirteen chapters follow the same format: a passage taken either from a literary source or 

a piece of expository writing, followed by questions which encourage close reading. These are set at 

d ifferent levels to allow for both Higher and Standard grade pupils being in the same classroom. In most 

cases the extracts are of some length, many complete in themselves. James Moffet (1982) explains why 

this is important: 

... .. the larger the unit, the more meaning there is to it - the larger the possibility of there being meaning and 
therefore, motivation and purpose. About the only thing that really has meaning and motivation and purpose 
is a whole discourse;- that is, - some communication complete for its purpose. (P. 96.) 

The passage sets the theme and here the authors have attempted to deal with issues important to pupils 

of this age. These include the experiences of the handicapped, relationships with the opposite sex, sport 

and popular concepts of heroes. This type of work has been criticised on the grounds that literature is 

plundered to fit the theme but it is noticeable that Gosher and his colleagues through using complete 

texts or sizeable extracts have tried to avoid this. They have also avoided the temptation, in most 

chapters, to use just the one extract as the basis of all the work set. Instead, they have included material 

from a variety of sources, not as wide perhaps, as that of Comprehensive English Practice , but including 

writing by the pupils' peers, with the intention of catching and holding the pupils' attention, and 

encouraging their own efforts. 

The approach is inductive with the text being used to show stylistic devices in use. There is particular 

emphasis on punctuation, not only alerting the pupils' attention to why the writer has used those marks 

but also inviting discussion on the effects created. For example, the chapter entitled The Poet Speaks 

begins with an article on the writing of poetry by Douglas Livingstone. Based on this article, the section 

'Exploring Language' includes the following questions: 

You can learn a great deal about punctuation from Livingstone. Note how he uses it to vary his sentence 
structure. 

1. Explain the use of the colon in: 

'First a warning: it is a deadly Muse ..... (paragraph 3) 

'A few random directions: ' (paragraph 4) 

2. Brackets are used extensively in this passage. Quote two examples from the extract of the use of 
brackets and explain why the poet has used them. 

3. What attitude does Livingstone display by his use of exclamation marks in paragraph 2?(P.58.) 

A different approach is taken in the tenth chapter Tradition where rules are given for the use of the 

semi-colon and the pupils are asked to identify an example of each use in the given passage. They are 

also asked to comment on the wayV. S. Naipaul uses the semi-colon. Having done this, they are required 

to work out a definition of the use of the dash from the extract. 
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This incidental learning has the advantage of the pupils' being able to see how the author has constructed 

his meaning, and in this instance to learn how punctuation is used in general, but there is the possibility 

of the pupils' knowledge being incomplete because the texts selected may not lend themselves to certain 

aspects of Language Study that are required by the syllabus. There is, throughout the book, a reluctance 

on the part of the authors to over-emphasise the content of Language Study in particular. As they state 

in their Introduction: 'the focus of this book is .... . primarily on skills not content.' 

That the authors realise that this may be a problem is shown by the way in which language is treated in 

Insights 10. There an entire chapter is devoted to parts of speech with particular emphasis on the verb 

(tense, mood, fin~e and non-fin~e), syntax and sentence construction. This frankly deductive chapter 

illustrates the authors' lack of faith in the method that they have employed up to Std 9 and the chapter 

referred to looks very much like a cram course for the examiner. This sorely undermines the rationale 

that integrated teaching about language in action makes the pupils both knowledgeable about their 

language and able to apply it correctly. 

If the authors think that the detailed knowledge about language is essential to the pupil, more particular 

references to the parts of speech (for example) in the various Exploring Language sections should be 

included on a regular basis, so that the knowledge the pupils acquire about their language is continually 

reinforced and renewed. If this had been done in the earlier volumes, by Std 1 D there would be no need 

for a chapter like The Language Game, but rather an extensive editing chapter, which, following the 

principles of using pupils' writing, could include some of the poorer examples. Through discussion and 

application of their knowledge, the pupils could confirm the grammatical principles which they have been 

taught. There is a Glossary at the end of each book in the series which could be used as a ready reference 

should the need arise. 

In Insights 9, although the format of twelve of the chapters is the same, there is a sudden shift away from 

inductive methods to deductive from Chapters 9 to 12. In these chapters, there are long explanations 

on topics such as 'Realism in the theatre' (Ch. 9) ; on sentence structure (Ch.1D); and on signs and 

symbols (Ch. 11). Both Realism and signs and symbols could have been dealt with as projects so that 

the pupils learned this information for themselves. The reason for the notes on sentence structure is 

more difficult to understand as this topic has been dealt with inductively in an earlier chapter. Surely that 

work could simply have been extended, again guiding the pupils to make their own discoveries? 

Despite this, InsIghts is a series with which most teachers would be willing to spend time; it is 

comprehensive and the pupils are stimulated in a variety of ways. However, where the requirements of 

the syllabus have not been met, the teacher would have to seek out supplementary material or create 

such resources himself. 
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The third of the recommended texts is rather different from the other two. It is deductive in approach, 

partly thematic and each chapter is organised under the following headings: 

• Comprehension 

• Working with Words 

• Language in Action 

• The Language of Literature 

• Thinking and Reasoning (included in Chapters 1-10) or Writers' Workshop (Chapters 11-18) 

• Language Basics. 

It can be seen to be between Insights 9 and Comprehensive English Practice 9 in that the authors make 

some attempt to link the sections thematically but they approach the language study in terms of content 

that must be learned and applied, rather than the incidental discovery method advocated by the syllabus. 

There is considerable emphasis on vocabulary extension through the Working with Words section but it 

is more a case of word manipulation than showing the use of the words in a meaningful discourse. 

Whitehead «(966) does not see this type of text as adequate: 

It is only those aspects of meaning which are conveyed by recurrent word-forms and by the structural 
relationships between words in sentences that can properly be the object of linguistic study on the 
grammatical levels, and grammatical categories can be established only by reference to features which can 
be described in these terms. (P.231.) 

Dixon «(975), Watson «(981)' Boomer (1982) , Moffett (1982) and Holbrook (1988) all support this point 

of view and it is the guiding principle of the Insights series. This can, however, be related to A. N. 

Whitehead's rhythm of education. He states that there must be a period of 'romance' where the pupil is 

guided by his interest and enjoyment. What the above writers are referring to is the teaching of 

grammatical concepts in context, not as unrelated facts, in order that the pupil becomes more able to 

transfer the knowledge gained to his own use of language. This is the incidental method advocated by 

the syllabus, and can be seen as Whitehead's period of 'romance'. 

However, the pupil is also required to have a precise knowledge of a metalanguage which he can use 

to describe his language. This can be regarded as part of the period of precision in Whitehead's terms. 

It is only part, because in his use of language appropriately and correctly according to the accepted 

conventions, the pupil is already in a stage of precision What he needs then is to link the terminology to 

what he already knows and it is here that the deductive text can be most profitably used even if this is 

not what the authors originally intended. 
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Senior Language is suited to being used in this way. The structure of each section shows plainly the 

concepts that are discussed and the pupil has little difficulty in locating what he needs. The greatest 

strength of this text is the accessibil ity of the language used to explain the various concepts and the 

humour in the examples given, although some of the Australian terms need explanation. The pupil 

immediately feels in control as it is on his level. The more able pupil, however, needs to discard this text 

once he is sure of the concepts and should look for more challenging applications. 

The Language Programme 

John Holt (1969) in his book How Children Fail asks 'Where are you trying to get, and are you getting 

there?' These are simple questions buttheyforce a teacher to reconsider both his philosophy of teaching 

and the methods he is applying. With regard to Language Study, the answers to the first question are: 

to know and be able to demonstrate a sound grammatical knowledge of English, in both speaking and 

writing; and to be able to explain language usage in grammatical terms if required to do so. To be able 

to answer the second question the teacher needs to assess his pupils' achievement as a whole. It is not 

enough to measure his ability by testing one aspect at random; his whole grasp of the language in all its 

forms needs to be considered. Once that has been done, the teacher, having identified the weak areas, 

needs to work out a strategy by which these can be strengthened. 

The weak areas of the classes which took part in the experiment which is to be described in Chapter 3, 

lay mainly in their inability to describe, in grammatical terms why they chose one form in preference to 

another. This emerged particularly from the editing work that they undertook on a regular basis as each 

piece of writing was written in rough first and submitted to a peer for editing before the final draft was 

written. These editing exercises frequently resulted in an issue being hotly debated on the strength of 

the expression not 'sounding right' and the teacher being appealed to for arbitration and to give a valid 

explanation to support the judgement given. Only the most able pupils were in a pOSition to substantiate 

their own arguments, despite having had regular formal language lessons, having created their own 

Ready Reference and having had Language Study integrated in all the other components of their English 

syllabus. It seemed that there was a need forthe pupils themselves to come to terms with a metalanguage 

but this had to be done on an individual basis as clearly there were substantial ability differences in the 

classes. A possible approach then, was to devise some sort of individual programme through which 

each pupil could work at his own pace, selecting what he thought was most appropriate to him and with 

the teacher on hand as a consultant, answer his personal queries to make good the deficiencies in his 

grammatical knowledge. 

The textbooks offered the neatest solution to the problem of resources. In the first place they were readily 

available (in these particular classes, each child had had a copy of Insights 9 issued to him); secondly 
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they covered the essential .ground, and thirdly they were designed for use by pupils of that age. The 

question of copyright was circumvented by a suggestion given by Dickinson (1987) that the texts be 

dismantled and placed in separate plastic sleeves so that many pupils could work on one book 

simultaneously. It then became a question of selecting the subsections of the programme. 

In the Bullock Report (1975), the suggestion is made of a checklist: 

Though in every instance the need should create the opportunity, the teacher ought to ensure that in a 
given period of time the pupils cover certain features of language and for this purpose he might find a 
check list useful. (P.l72.) 

The syllabus provides such a checklist and it was from this source that the list was drawn up. In the list 

itself, certain sections were grouped as there were definite links between them that the pupils needed to 

understand. From the three recommended textbooks, sections were extracted, so that at least one 

resource, or preferably more, was available for each item on the list. 

Factors which needed to be taken into account in the selection of material included the clarity of 

instructions, the arrangement of the text and the manageability of the source text. Both Insights 9 and 

Comprehensive English Practice 9 in their integrated exercises based a number of applications on one 

source text and this had to be included with the exercises. The problem that arose was that the pages 

were then out of sequence which could have been confusing for the pupil unless very clear directions 

were included. Senior Language, on the other hand, was ideally suited to the fragmentation required 

because each aspect is dealt with more or less separately, the low level of integration being fairly easily 

overcome. Ironically, these are the very grounds on which the series to which it belongs is criticised, by 

Watson (1981) and Boomer (1982), who say it is part of the 'back to basics 'movement, and that it teaches 

language issues out of context making their transferability unlikely. That theirs is a valid criticism will be 

discussed in the next chapter, but if the intention is to isolate an aspect with which the pupil has some 

difficulty, a fragmented text serves very well. 

Once these sections had been selected from the textbooks, they were packaged as suggested in 

transparent plastic folders, each with a borrower's card enclosed and placed in files marked with the 

textbook's title. The procedure followed was to take a folder, remove the card and complete it with name 

and date and file the card in the place of the folder. In this way, a section could be traced to a pupil so 

that he could be encouraged to complete his work on it if another pupil had requested it. Having a copy 

of Insights 9 in his possession was a distinct advantage as it meant a reduction of pressure on the other 

two books. 

Using textbooks only for this type of programme is certainly not the ideal but using them in this way 

revealed a number of interesting facts about the language used in the texts, the pupils' perceptions of 

what was required of them and to what extent the textbooks actually meet the demands of the syllabus. 

Once again, it seems that there is not one solution to a problem, that the teacher who sees the textbook 
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as the panacea of all ills is making a grave mistake; the textbook is very useful but it is only one of the 

many resources that the teacher could use. 

Those who consider individualised study as a viable option, regard the textbook as a good starting-point 

and this is how it is seen in the experiment described in Chapter 3. The discussion will show that there 

are both advantages and disadvantages in using the textbook forthis purpose, but it must be remembered 

that the authors did not compile the texts with self-instruction In mind. 

Summary 

The 1986 Syllabus stresses the importance of integration of all four components. The teacher is at liberty 

to do this in his own way though some suggestions have been made in the elucidation of each section. 

Language study Is not to be seen as a series of 'dead exhibits' but the syllabus compilers have not 

explained how the teaching of a metalanguage is to be integrated into the other components. 

This lack of clarity has led to different interpretations by textbook writers. Rumboll et al in Comprehensive 

English Practice 9, have emphasised structure far more formally than Gosher et al in Insights 9. The 

former clearly believe that the content of Language Study must be taught as a body of knowledge which 

is then applied in a variety of contexts, whereas the latter are more inductive in approach, using texts to 

illustrate usage. A compromise between the two is found in Senior Language by Sadler and his 

co-authors, where there is both explicit and implicit study of language. 

All three texts were used for the Language Programme. Selections were made from Comprehensive 

English Practice 9 and Senior Language ; the relevant pages were taken from the books and packaged. 

Each unit could be borrowed from the central file in a library system. As each pupil had a copy of Insights 

9 issued to him, there was no need to place the exercises from this text in packages. Textbooks were 

selected for this pilot-study as they were accessible, inexpensive and specifically designed for use by 

Standard 9 pupils. 

§ § § § § 
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Introduction 

As mentioned in Chapter 2, the original idea of devising an individualised Language Programme came 

from the realisation that while the pupils had gained an implicit knowledge of language, their explicit 

knowledge was not what it should be. The work that had been done in Std 8 with both these classes, 

involved using their literature as a core text and creating Language Study exercises from the literature 

being studied. In this way, vocabulary, paragraph and sentence structure, imagery and other features 

of style, as required by the syllabus, had been taught mainly in a literary context, although other themes 

had also been studied. From this, they had developed an innate 'feel' for language and for the most part 

wrote correctly, although, in some cases unimaginatively. They therefore needed to continue to read as 

widely as possible and they needed more explicit Language Study based on a variety of texts. 

Atthe beginning of Std 9, owing to the late delivery of Insights 9, the two classes did not have a Language 

Study textbook so a single issue of the Daily Dispatch was used for study. The pupils used the newspaper 

over a period of about three weeks during which time they were exposed to a selection of texts including 

front-page, general and sports reports, editorial articles, letters to the press, tables, graphs, reviews and 

cartoons. Each was analysed in terms of the peculiarities of its style and the pupils responded by writing 

an example of each form taught, thus virtually creating their own newspaper. In the course of this work, 

they explored the concepts of bias, tone and register each being used according to the audience at 

which the article was directed. They also studied G.B.Shaw's Arms and the Man as their literature 

component. 

During the second term, the classes undertook a detailed study of the film Chariots of Fire in addition to 

which they were required to read a library book of their choice per month and present either a written 

or oral book review or, as a group, a forum discussion of an author or genre. Poetry study was related 

to the themes explored in the film and to other minor themes dealt with in the course of the term. Pupils 

wrote their own poetry and answered contextual questions on the poems taught. They also wrote their 

own imaginative pieces on related themes. 

Each piece of written work was planned, written as a rough draft and edited in the classroom. This 

generally took the form of checking vocabulary, punctuation, spelling, paragraphing and register 

according to the intended audience. The editing was done by pupils in pairs for their peers and 

augmented their implicit knowledge of language. However, as previously stated, they were seldom able 
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to give good grammatical reasons for their corrections which gave rise to the idea that in some way, 

each pupil needed to master his metalanguage himself as obviously there was little progress being made 

in this specific direction. The questions that arose were: What method should be used? Should the class 

be given formal language instruction as a whole or should a programme of individualised instruction be 

devised? 

The following hypothesis, stated in null form, was thus formulated: 

Pupils who use an individualised language programme will not be significantly better at explicit language 

than those who are taught as a class. 

It must be noted that, during the third term while the experimental group was using the individualised 

programme, the control group received formal training in an equal number of periods and that the 

Language Study of neither group was integrated with their other work during the eight-week period. As 

can be appreciated, this approach differed considerably from the method to which the pupils were 

accustomed. 

During the term in question, apart from the Language Study, the pupils undertook the following with a 

substitute teacher: The first was a Business Project, in which the classes divided into groups of four and 

compiled a dossier of business correspondence for a club or small company. Included in this 

correspondence were agendas, minutes, reports, memoranda, an advertisement, business letters and 

a financial statement. This last was controlled and marked by the Accountancy teacher, while the Typing 

teacher marked the work of the Typing pupils, thus making the project inter-curricular. 

On completion of the Business Project, the pupils began the study of George Orwell's 1984, related 

poetry and original writing. This was followed by a reading project in which they were to select an author 

or a topic, read at least four books and write a ten to fifteen page report. The reading was begun during 

the latter part of the third term but the report was written during the fourth term. 

From the above account, it can be seen that these pupils were very busy and that their Language Study 

was not emphasised at the expense of their other work in English. 
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Broadly the method used was action research in a quasi-experimental design. Kemmis (1988) defines 

action research as follows: 

Action research is a form of self-reflective enquiry undertaken by participants in social (including 
educational) situations in order to improve the rationality and justice of (a) their own social or educational 
practices (b) their understanding orthese practices, and (c) the situations in which the practices are carried 
out. It is most rationally empowering when undertaken by participants collaboratively, though it is often 
undertaken by individuals, and sometimes in co-operation with 'outsiders.' (P.42). 

That the experiment undertaken was largely action research can be seen by the characteristics ~ shares 

with the definition given above. Its aim was to improve practice; ~ arose as a result of self-reflective 

enquiry; it took place in the classroom situation as part of the term's work. Kemmls refers to action 

research being 'most rationally empowering when undertaken by participants collaboratively' which 

would certainly be more democratic and could have been applied in this pilot study by involving the 

pupils more in the planning. The researcher, however, took responsibility for the identification and 

correction of the problem and the pupils simply participated. 

Cohen and Manion (1983) in commenting on a school-based action research group in 1980, reported 

by King, state: 

A three-way observation exchange was set up where teachers record their own detailed interpretation of 
classroom experience, pupils keep their own diaries or comment on tape and outside observers record 
their own impressions. (P.225). 

This form of triangulation was Included in the experiment to obtain other points of view on the Language 

Programme. Cohen and Manion (1983) also describe action research as 'a small-scale intervention in 

the functioning of the real world and a close examination of the effects of such intervention' (P.208) and 

in order to closely examine the cognitive aspects of the 'planned intervention' the researcher decided to 

incorporate a quasi-experiment into the overall design. It was not a true experiment as the sample used 

was a convenience sample and intact, therefore randomisation could not be said to have been properly 

applied. However, the selection of the groups was done on a random basis apart from eight boys who 

had to be in the same group so as to f~ in w~h their Woodwork timetable. In order to do this a 

representative of the Woodwork pupils simply selected a blue or yellow card to show which group they 

would be in. The rest of the pupils then took their blue or yellow cards. Once these two groups had been 

determined, a representative of each group drew either a blue or a yellow card; the yellow was the 

experimental group and the blue the control group. Since this type of random selection had been chosen, 

it was not feasible to match the groups but on analysis, they showed a reasonable degree of correlation. 

The IQ range of the experimental group was 93 -135, the mean being 110; the range of the control group 

was 89 -140 with a mean of 107. However, in the experimental group there were seven pupils of above 

average ability compared with three in the control group. This imbalance was somewhat redressed by 
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the ability of the top pupil who was in the control group and whose marks on average were 10 - 15% 

above the pupil who came second and who was in the experimental group. Average and low achievers 

inthe experimental group as compared to the control group were in the following ratios; Average 10:12; 

low 3:4. It was to be expected therefore that the experimental group would achieve marginally better 

results than the control group and that this fact had to be taken into account when analysing the results 

of both the pre- and the post-tests. 

The randomisation also resulted in the groups being unevenly split between the sexes and races as 

shown in Table 1. 

BOYS: EXPERIMENTAL CONTROL GIRLS: EXPERIMENTAL CONTROL 

BLACK 2 5 BLACK 4 0 

COLOURED 2 2 COLOURED 2 2 

WHITE 3 6 INDIAN 1 1 

WHITE 6 3 

TOTAL 7 13 TOTAL 13 6 

Table 1 

It must be noted at the ou1set. that race in these classes was not a determinant of achievement: the four 

top pupils were Coloured. Black. Indian and White respectively. while the four bottom students. also in 

descending order were Coloured. Coloured. White and Black and there was little to choose among them. 

As will be discussed in Chapter 4. home language. environment. as well as a change of school and 

Education Department influenced the pupils and only insofar as they were personally affected by the 

application of the Group Areas Act could race be seen as a factor in their results. In this particular group 

only three pupils were disadvantaged in this way. two in the experimental group and one in the control 

group. Sex may have had some influence as the experimental group contained more girls than boys 

and the girls in these classes showed more ability in English than the boys. This 'ability' is, however, 

more attributable to conscientiousness than innate skill in language. 

The structure of the experiment included a pre-test, the Language Programme for the experimental group, 

formal language lessons for the control group and a post-test. The design can be represented in the 

following form: 

Experimental 01 x 02 

Control 03 04 

Cohen and Manion (1980) describe this this as the 'non-equivalent control group design .... .in which the 

parallel rows separated by the dashed line represent groups that have not been equated by random 

assignment.' (P.201.) In this diagram, the experimental group is represented by 01 and 02; the 

experimental treatment is represented by X and the control group by 03 and 04. 
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The Pre-test 

Two Senior Certificate Examinations (Third Paper) set for the Cape Education Department were selected 

for the pre- and post-tests. The researcher thought that these papers would be objective and that the 

pupils' performance could be more widely compared if necessary. Since many of the pupils involved in 

the experiment had had older siblings in the school in 1988 and 1989, they were likely to have access to 

one of these papers so the 1986 November examination paper (Appendix B) was selected for the pre-test 

and the paper set by the H.S.R.C. (Appendix C) as part of a nation-wide experiment in September 1989 

was used for the post-test. No pupils had access to this paper as all copies had been collected and 

accounted for. 

The 1986 paper was checked against the 1986 syllabus in order to determine whether, although it had 

not been specifically set on the new syllabus, it covered the same content. When compared to paragraph 

5.1.8., in which the specific content of the Language Study syllabus is listed, the 1986 paper required 

explicit knowledge of 21/49 items mentioned in the syllabus. Some of these were repeated, and have 

thus not been counted separately. There were only four questions which dealt directly with word classes 

and none relating to recognition of types of sentence or clause structure. These, however, were implicitly 

examined in the questions in which style was taken into consideration. This paper therefore covered the 

syllabus but more implicit knowledge or 'language in use' was examined than explicit or 'knowledge 

about language'. 

This raises the question of the relationship between the syllabus and the examination and the influence 

which each exerts on the other. It is reasonable to expect that the examiner will question the candidates 

on any aspect that is mentioned, listed or discussed in the syllabus. It follows therefore that the teacher 

will strive to cover the syllabus in expectation of this but he will stress the sections which are a recurrent 

feature of the examination, and gloss overthose which do not seem to have so much Importance attached 

to them. In this way, the examinations can be said to have an effect on the teaching especially where 

the results are important to the school's reputation. However, It is difficult to quantify the effect that the 

curriculum has on the examination and vice versa. 

Mathews (1985), in discussing the basis for design of examinations, describes what can be expected of 

examiners: 

Conventional wisdom proclaims that the curriculum must come first; the curriculum, therefore, must be 
the basis for design. To put it another way, the designer of an examination should have as a starting-point 
a knowledge of all the main elements which have gone to make up the learning experiences of the 
candidates, which implies a knowledge not only of the subject-matter, but also the intended outcomes and 
methods of teaching. (P.67.) 

As he shows in his discussion, this is the ideal and 'it would be naive to expect the design of an examination 

to reflect completely the actual curriculum'. In the English Language Study examination it would be 
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unrealistic to expect all the items listed to be examined directly; indeed, if they were the pupils would be 

demonstrating their knowledge 'about' language but not their knowledge of it 'in use'. 

It follows therefore, that in discussing pupils' success or failure in a Language Study examination, It is 

important to identify which questions are testing explicit knowledge 'about' language and which require 

the demonstration of implicit knowledge. Thus the sub-sections, which require specific syllabus 

knowledge that is demonstrated by the choice of a word or phrase or through multiple choice items, 

have been separated from those which depend on the pupils' expository style. To a certain extent, this 

is an arbitrary decision as both types of question require specific knowledge. However, the questions 

testing style as well as explicit knowledge are not marked in the same way; in these questions, either a 

specific style mark is awarded or it is implied as, for instance, in the prose summary. In awarding the 

separate style mark, the sub-examiner is instructed to consider the way in which the answer has been 

constructed regardless of the correctness of the content. In practice, the pupil is unlikely to receive the 

full style mark if his answer is incorrect because style and content are so inextricably mixed. Even if his 

answer is correct, the examiner is unlikely to award the full mark for style unless the answer is almost 

perfect. A good mark for a question of this nature is 3 out of 4. 

In separating these sub-sections for analysis, the following procedure has been used : in those items 

where style has not been considered, the number of pupils who have achieved the full mark has been 

given (as a percentage) and in the style questions the total mark achieved by the group has been 

recorded, again, as a percentage. In this way the achievements of both the experimental and the control 

groups can be compared. 

The first question, Comprehension, is allocated 40 of the total of 130 marks. (This allocation has been 

30 since 19BB). While all the questions require the pupils' understanding of the content of the passage 

set for comprehension, the questions reflect the examiner's emphasis on style rather than content. 

Thirteen of the eighteen items deal with the pupils' explicit knowledge of language and include the 

following: recognition of a proverbial expression; identification of a cliche and its appropriate use; 

recognition of a phrase and its selection with reference to the writer's intended meaning; knowledge of 

appropriate register; recognition and application of a phonic device; understanding of the term 

'connotation'; the analysis of a sketch using visual literacy techniques; vocabulary. The thirteen items 

referred to above account for 19/40 marks; 21/40 are awarded to the remaining five items in which the 

pupil is required to explain the writer's intention or her argument or to explain an expression in context. 

These items require far more complex skills and half the mark awarded goes to the pupil's style of 

expressing himself. 

A comparison of the experimental and control groups' results in the thirteen items described above 

reveals the following : 
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BEST SCORES WORST SCORES 
75% and above (Of pupils in group achieving full marks) 50% and below (Of pupils in group achieving full marks) 

EXPERIMENTAL CONTROL EXPERIMENTAL CONTROL 

Identifying keyword 95 89 Multiple choice; Use of cliches 20 11 

Proverbial expression 75 89 Vocabulary 0 0 

Quoting cliche 75 (63) Phrase in explanation (1) 45 37 

Recognition of phonic device 85 (63) Phrase in explanation (2) 5 21 

Quoting phrase using device 85 79 Connotation 35 26 

Visual literacy 35 32 

Table 2 

From this table certain facts can be deduced. Most importantly, the experimental group appeared to be, 

on the whole, the stronger of the two despite the relatively small (three point) difference in mean IQ 

scores. Secondly neither group really understood the concept 'phrase'. They could only identify it if 

there were an additional aspect - in this case alliteration. While they had no difficulty identifying a cliche, 

they were hard put to it to find a positive reason for its use, possibly because in their own writing they 

had been cautioned against using cliches. Here though, the examiner could be taken to task in his 

construction of the multiple-choice item: 

3.2 The use of cliches can be justified in journalistic writing. Which one of the following reasons would 
you select in order to justify the use of a cliche in this context? (Simply write down the number of 
your choice for your answer.) 

3.2.1. The familiarity of a cliche makes it easier to understand. 

3.2.2. The familiarity of a cliche creates a sociable tone and communicates economically. 

3.2.3. The use of a cliche makes the passage more contemporary. 

3.2.4. The use of a cliche makes the passage more descriptive. 

Scannell and Tracy (1974) in their examination of multiple-choice items for class testing state that 

'Distractors should not overlap each other or the keyed response either semantically or numerically' 

(P.135) but in the question given above it can be seen that there is an overlap between 3.2.1 . and 3.2.2. 

which would account for many of the pupils giving 3.2.1. as their response. 

The term 'connotation' was generally understood but many pupils could only think of 'anger' as a 

connotation of red; few considered the political overtones. Similarly, the question requiring an analysis 

of visual clues was understood but only partially answered, while no pupils could manage the vocabulary 

question completely. In the experimental group, the average on this item was 1,4 and the control group 

1,6; neither group achieving 50% From the Comprehension question therefore, it was clear that 

identification of phrases, vocabulary, visual literacy and the wider application of terms, such as cliche 

and connotation, needed attention. 
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Question 2 is based on headlines, graffiti and an advertisement. A knowledge of literary devices in a 

variety of contexts is required in order to cope successfully. Of the eleven items in the question, four call 

for explanation or detailed analysis while the remaining seven require a more limited response. Table 3 

shows the results: 

BEST SCORES WORST SCORES 
75% and above (Of pupils in group achieving full marks) 50% and below (Of pupils in group achieving full marks) 

EXPERIMENTAL CONTROL EXPERIMENTAL CONTROL 

1. 1. Tense 100 100 1.3. Descripti on of style 5 11 

1.2. Understanding of 
reason for tense (70) 79 2.1.3. Identification 01 irony 35 37 

2.1.4. Identjfication of allusion 85 (58) 2.2.1 . Reason for visual impact 20 5 

2.2.2. Intention of advertisement 75 (68) 

Table 3 

The relative ease with which the section set on newspaper headlines was handled, reflected the detailed 

study of the newspaper that both groups had done earlier in the year. However, this did not extend to 

their remembering that headlines are written in telegraphic style. Both groups also had difficulty 

identifying irony, but this is not an easy concept to grasp and pupils need considerable practice in order 

to identify it in a variety of contexts. With regard to the visual impact created by the graphics of the 

advertisement, a familiar problem arose. The pupils could state what effect had been created but could 

not analyse how it had been done. 

The major part of the third question uses reference books as its source. This assumes that the pupils 

have had access to a variety of English reference books in the classroom which is often not the case as 

they are usually limited to a dictionary and a thesaurus. The pupils' familiarity with other forms of 

reference would most likely be through project work, but there Is little likelihood that they would have 

more than a nodding acquaintance with these and would therefore have to depend as much on their 

powers of comprehension as on their explicit knowledge. 

The testing of figurative language is extended to cartoons in the second part of Question 3; the pupils 

are asked to explain the humour created and to make their own puns. 

This question is worth 20,75% of the total for the paper, yet the syllabus restricts itself to two short 

utterances on the use of reference works: 

Pupils should be proficient in the use and conventions of the dictionary ..... and ..... Suitable dictionaries (for 
spelling) should be used as a matter of course. (P.30.) 
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BEST SCORES 
75% and above (Of pupits in group achieving full marks) 

EXPERIMENTAL CONTROL 

1.7.1. Phonetic spelling 95 89 

1.7.2. Abbreviation 85 89 

1.7.3. Suffix (feminine gender) 85 89 

1.7 .7 . Use of capitals and italics in entries 65 (37) 

2. Two cartoons: literal and figurative language 85 (74) 

WORST SCORES 
50% and below (Of pupils in group achieving full marks) 

EXPERIMENTAL CONTROL 

1.1 . Selection of reference books 30 26 

1.2. Etymology (understanding term) 25 37 

1.3 . Synonym/antonym (recognition) 0 5 

1.4. Understanding difference between 15 21 
encyclopaedia and dictionary 

1.7.4. Prefix and root word (form verb) 25 11 

1.7.5 . Prefixes and foot word 20 5 

1.7.6. Vt. or Vi 5 37 

1.7.7. Create own puns 45 21 

Table 4 

It seems a small point to quibble about, but ~ the pupils are required to know how to use more than just 

their dictionaries, the syllabus should list these and give suggestions for their integration into language 

work. 

From the scores shown above, it is clear that the pupils in both groups needed far more exposure to a 

variety of reference works and that their use of dictionaries chiefly for vocabulary did not fulfil the syllabus 

requirement. 

The final question to demand explicit language knowledge is the latter section of Question 5. Four errors 

of style and grammar have to be identified and corrected : slang; incorrect case after the verb 'to be'; a 

double negative; the incorrect case after a preposition. The first and third (stylistic errors) presented less 

difficulty than the second and fourth (grammatical errors) . The experimental group's scores were: 70; 

0; 70; 5 and the control group's 63; 0; 31; 16. Clearly no one had much idea of the case of the pronoun 

in Standard English. 
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The questions in which style marks were awarded either overtly or covertly, were analysed in terms of 

the total mark (expressed as a percentage) achieved by each group. All told, there were thirteen items 

and they accounted for 71 of the 130 marks. The examiners show through this that style should be taken 

into account even in a paper set to test Language Study. The experimental group scored a mean of 

49,8% while the control group scored a mean of 40,2, the range of each being 15% to 68 % and 21 % to 

61 % respectively. 

In the Comprehension section, the two items invoking the weakest response were those where the pupils 

had to explain the author's point of view. Most failed to place the terms 'outrage' and 'basic human right' 

in context and simply discussed their own perceptions of the given terms. The same type of error 

occurred in the discussion of the slogan of the advertisement. Instead of analysing how the copywriter 

had made his message effective, the pupils gave their interpretation of what the slogan meant. This 

weakness in both groups can be seen as not analysing what the question requires and not really knowing 

how to discuss features of a particular style. 

The summary question was divided into two 

sections: sifting and reducing the passage to 

keywords and using those keywords to create 

a continuous prose paragraph. The scores for 

each section were as shown in Table 5. 

Keywords 

Prose summary 

EXPERIMENTAL CONTROL 

61 59 

50 40 

Table 5 

The control group showed here as they did in other questions requiring style, that their expository writing 

was inadequate. 

The first part of Question 5 is the final question in which style is taken into consideration. It required 

almost a page of writing which, being at the end of the examination paper, meant that time became a 

factor. Five pupils did not attempt the question while others hurried through it, misreading the instructions 

and only giving half the dialogue. The mean of the experimental group was 54% while that of the control 

group was 46%. 

The results of each group in this examination used as the pre-test showed that there were certain 

deficiencies that needed redressing. Both groups needed explicit language teaching but the control 

group also needed to practise brief expository writing. Accordingly, while the experimental group 

undertook their own exploration of language concepts, the control group were led through a series of 

lessons aimed at correcting the faults that had manifested themselves in this pre-test. 
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The Language Programme Experiment 

The eight weeks set aside for the Language programme co-incided with the third term, from the beginning 

until the commencement of the September examinations. It was long enough for the pupils to come to 

grips w~h much of the explicit Language Study envisaged, yet short enough for it not to become tedious. 

In answering their questionnaire (Appendix G). all but two of the pupils stated that they would have liked 

the programme to have extended over two terms. The two who disagreed said : 

Only if in one term we did one method and the next term the other method. (The methods referred to are 
the traditional and the individualised.) 

No, because I would prefer to do it at home and do the normal cycles instead. 

These two answers indicate that these pupils missed the normal interaction in the classroom, whereas 

the rest of the responses showed that the pupils felt that they had had too little time to complete what 

was asked of them. These findings corroborate Waterhouse'(1988} ideas about a trial scheme. He notes 

that the trial should be limited to one unit of work and that the individualisation should be part of a broad 

repertoire of strategies. This pilot study complies with these requirements except that, with hindsight, 

there was either too much work to be covered or, if the pupils were to be offered such a wide choice 

structures needed to be built into the programme dividing it into more manageable sections. 

However, a tighter structure could have defeated one of the major aims of introducing the programme; 

that of making the pupil responsible not only for the pace of his work but also the topics he chose and 

the order in which he did the units. As the Instructions for Using the Language Programme show 

(Appendix O), the pupil was given a certain amount of flexibility in its use. Although he was essentially 

working alone, he could select partners with whom to discuss the work or engage in friendly compet~ion . 

The arrangement of desks in the classroom encouraged this as they were placed in groups of four. A 

suggestion was given as to the amount of work that should be done (three of five sections) but he was 

free to work at his own pace, just as he could choose how many examples to do within each unit. Two 

aspects were stressed: the Ready Reference and the Comments. Both were important, the first to the 

pupil for his revision and the second to the researcher, as these comments gave important feedback on 

the materials. The researcher was available for help particularly with regard to using the answers which 

were given for each example of each exercise. 

Once these instructions had been given and explained, the pupils could begin their programme. As one 

of the diarists noted, the division into the yellow and blue groups was confusing but she rather enjoyed 

the usually separate A and B classes being mixed for the duration of the experiment. 
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Acting on the suggestion of a check-list in the Bullock report, the researcher used the 1986 Language 

Study syllabus (Appendix A) and the recommended coursebooks to compile such a list (Appendix E). 

The list shown in the Appendix does not itemise all the features listed in paragraph 5.1.8., but many units 

encompassed the syllabus requirements. For instance, C16 and C17, both from Comprehensive English 

Practice 9 included concepts such as Active and Passive Voice; Transitive and Intransitive Verbs; 

Sentence, Clause and Phrase structure; and Word Classes, none of which were shown separately. 

The checklist was divided into five sections: 

• Language in General 

• Features of Style 

• Back to Basics 

• Understanding Texts 

• Comprehension of Related Texts. 

These five sections were divided into forty-five units of varying length and where possible references to 

two of the three texts were given in order to increase the availability of material on a given topic. 

Seventeen units were taken from Insights 9 which was the text each pupil had in his possession, twelve 

came from Comprehensive English Practice 9 and twenty-five from Senior Language. The last provided 

the bulk of the material because it was more easily divisible into separate units and each unit was fairly 

short. The instructions were contained in the exercises so it was unnecessary to enclose separate guides 

as suggested by Rainbow (1987) . Where the particular exercise began halfway down the page of the 

coursebook, the starting-point was marked. 

Since index cards were included with each unit and the pupils entered their names on the cards, it was 

easy to see which exercises were the most popular and how much of the work was covered. The figures 

were not available in the same way for Insights 9 as borrowing was not necessary. However, the figures 

in marks out of a possible 20, for Comprehensive English Practice 9 and Senior Language have been 

tabulated for comparison in Table 6. 

On the whole, Senior Language was the more popular choice. A selection olthe pupils' comments taken 

from alongside the index of the units that they did reveals why. Many have used the words 'easy', 

'enjoyable' and 'humorous' as well as 'Difficult until I got used to what was expected' to describe the 

material, showing that they found it approachable and on their level. However, it is noticeable that the 

comments change with regard to Insights 9 and Comprehensive English Practice 9 where 'challenging', 

'the questions were quite difficult', 'I found that in these exercises, I had to concentrate,'are found and 
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Senior Language 

Language Basics Language In Action 

Cl Punctuation 13 82 Context 8 

C2 Conjunctions and Verbs 14 83 Register 
" 

11 

C3 Adjectives and Adverbs 8 84 Tone 12 

C14 Concord and 85 Bias 10 
C6 Unrelated Words and Phrases 12 

86 Slang and 9 
C4 Pronouns and 12 Colloquial Language 11 

More on Pronouns 15 
87 Jargon 10 

CB Prepositions 17 
89 Irony and Sarcasm 10 

C9 Mixed Metaphors 10 
810 Pun 18 

812 Denotation and Connotation 10 

Comprehensive English Practice 813 Euphemism. 12 

814 Satire 10 
AI Development of English 4 

South African English 
Cl0 Cliches 

, 
, 14 

A3 7 

C 11 Ambiguity 11 
8 11 Persuasive Devices 8 

C 12 Circumlocution and Verbosity 14 
C 16 Common Problems 8 

D 1 Summarising Texts 
C13 Tautology and Redundancy 15 

8 

04 Propaganda 8 
D2 Expanding Texts 8 

, , 

D5 ' Advertising 10 
06 Newspaper Study 6 

E 2 Comprehensions (2) 6 

E 3 Integrated Comprehension 8 

E 4 Advertising 7 

Table 6 

none were thought 'easy'. On the other hand, few Senior Language units were considered boring while 

this adjective was used more frequently with reference to the other two texts. 

What emerges from this, is that in making their Language Study precise for themselves, this group chose 

to work at a lower level, comparatively few consistently choosing challenging units. It would have been 

appropriate to build in checks on achievement as Davies (1978) suggests; whether they were formal or 

informal was not important, but leaving the choice entirely to the pupils was clearly counter-productive 

as they were not motivated to make progress in the quality of their work, merely in the number of exercises 

they completed . Quantity of work was less of a problem. In the eight week period, the most conscientious 

pupil completed 43 of the 45 units while the least productive only managed 9. The average number of 

completed units was 22 or approximately 50% of the total programme, with 13 pupils completing more 

than this and 7 pupils well below the average. 
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It is interesting to note that each exercise in Senior Language and Comprehensive English Practice 9 

was attempted. The irony of the lowest score for the CEP exercise 'Language Basics' is that that particular 

unit would have helped far more in the post-test than the rather diffused Language basics of Senior 

Language. The three who attempted it were among the better scorers in the question requiring this 

knowledge. 

From the pupils' records of work, it is evident that they used Insights 9 chiefly when the other units were 

not available. This was an unexpected and unfortunate side-effect of the pupils having the text in their 

possession as many left it until last, thus missing some excellent applications of grammatical knowledge. 

It becomes clear that the less able in this group needed to be steered towards Senior Language while 

the more able needed to work from Comprehensive English Practice 9 and Insights 9. How this could 

be achieved without infringing on the pupils' autonomy, which they valued, is not entirely clear. 

Waterhouse (1988) recommends a system of tutorials in which the pupils could be directed, but he does 

not advocate ability grouping the tutorials on the grounds that the weaker groups would not be stimulated. 

However, this is perhaps what should be done to ensure that brighter pupils are not wasting their time 

or talent. 

As has been stated, for each exercise in each unit, answers were given. Where the question required a 

free response, a suggested answer was given w~h a note added that the pupil should discuss his answer 

if ~ differed. Disappointingly few made use of this offer and the reason only became clear when the 

questionnaires were returned. Because most pupils felt that it was more important to complete as much 

of the programme as they could, they did not take time to mark every exercise that they did. This was a 

vital part of the programme and was not stressed enough. Gibbons (1971) quotes the psychologist Carl 

Rogers on this point: 'a student's estimate of his own achievement is a fundamental part of the learning 

process' (P.37) . They cannot really know how well they have performed unless they measure their work 

against a standard and for many of these pupils this measurement only came in the form of the post-test. 

In the questionnaire, when asked to analyse their performance in the post-test examination, most pupils 

expressed dissatisfaction with their mark. It appears that there was a need for interim evaluation and 

that this needed to be built into the programme so that pupils could identify both strengths and 

weaknesses on a continuous basis. Dickinson stresses this: 

Regular evaluation is a key part of the process, encouraging pupils to think about what they have been 
doing, what the successes were, what problems they came up against and how they might solve them. 
(P.65.) 

Without this regular evaluation, pupils may be lulled into a false sense of security equating quant~y of 

work with progress in learning. The fault in this pilot study, however, did not lie with the pupils but in the 

researcher's failure to monitor their progress and to direct them to more challenging levels. These 

weaknesses in the programme were revealed by the demands made by the post-test examination. 
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The Control Group 

In selecting the eight lessons to be given to this group, the researcher had to ensure that as much work 

as possible was done so that this group would not feel at any disadvantage. This of course placed 

pressure on the pupils as the diarists (Appendix F) noted when they complained about the amount of 

homework they were given. 

The aspects chosen were the following: 

1. Advertising techniques and a comparison between language used in advertising and 
Standard English. 

2. (i) The intentions of advertisers and how these are achieved visually in both videos and still 
pictures. 

(ii) Scanning short texts for the main ideas; precis writing. 

3. Common Errors: Their recognition and the grammatical reasons given. 

4. Correction of own original writing, giving grammatical explanations. 

5. Analysing Style: Newspaper and magazine articles analysed. 

6. Analysis of cartoons: cartoonists' techniques studied. 

7. The Dictionary: Terminology and layout. 

8. Comprehension: Class marking with discussion of answers and analysis of questions. 

A comparison with the Language Programme checklist shows that in these lessons listed above, an 

attempt was made to cover all five sections. The concern with style was tackled from two angles: the 

analysis of styles from the popular press and the pupils' own style. Each pupil wrote a precis of an article, 

an original piece of his own choice as well as an expository article discussing the techniques used by 

three cartoonists. These were marked by the researcher and linked to the lessons on Common Errors; 

their correction and explanation in grammatical terms. The grammatical terminology was again extended 

into the dictionary lesson which focused on both dictionary terminology and the grammatical features 

of words. The term's work was brought together in the comprehension which required an analysis of 

the writer's style and comment on grammatical features. 

From the diaries, the worst lesson was on Common Errors, all three describing the double period as 

boring, but one showing more perception: 

It is much more fun marking something where each opinion may be right. It has no fun when your answer 
must be a certain one. The long discussions and 'lecture' were boring too. 

Surprisingly, this same pupil, after the lesson discussing errors made in the class' original writing, writes: 

This was another interesting lesson. I think it's because it involved us and concerned us personally. 
Discovering your errors and why they were wrong, as well as the correction, affects you, so we were all 
interested. Also, everyone else had errors and a relaxed atmosphere made it easy to admit yours. 
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The best lesson, judging from the same sources, was - predictably - the analysis of video 

advertisements. Here, each group of four had to present a critique of the advertisement that the group 

considered the most successful. Video work is usually popular, but interestingly this was not the reason 

for the lesson's appeal. All three diarists commented on the freedom to express their opinions, contradict 

each other and agree to differ. That this was seen to be different was somewhat disconcerting to the 

researcher, who as their class teacher had thought that the class had always enjoyed this freedom. In 

reviewing the content of the eight lessons, it can be seen that it was somewhat ambitious and lacked 

opportunities for reinforcement. Had the content of the Language Programme not been as extensive, 

the work of the control group could have been more focused , perhaps resulting in a better grasp of 

grammatical terminology and its application, particularly by the less able pupils. 

The Post-test 

This paper, set by the Human Sciences Research Council in September 1989 (Appendix C), was selected 

for the post-test for two reasons. Firstly, the paper made particular demands on the pupil with regard to 

explicit knowledge of language. Style was far less of a factor, as the analysis will show, and what was 

revealed was how much actual grammatical knowledge the pupils had at the time of writing. This in turn 

reflected on the effectiveness of the teaching methods employed, both the experimental and the 

traditional. The examination paper itself comes under scrutiny in orderto establish whether the demands 

it made on the pupils were realistic. Secondly, the results obtained by the two Std 9 classes could be 

compared with the provincial result obtained by the matriculants in 1989, bearing in mind that the pupils 

examined then, were a year older than the groups who wrote the paper as part of the experiment. 

This examination paper has a distinctly utilitarian approach, both in the choice oltexts and in the phrasing 

of the questions. While this is desirable in an objective test, what is lost is the view of the pupil as 

respondent. If he Is not interested in the content of the paper, if it strikes no chords within him as a 

person, his performance is unlikely to be his best. In choosing this paper, the researcher overlooked 

this fact; from an adult point of view, the paper as a whole is interesting, but the adolescent view is not 

necessarily the same. Quite apart from the difficulty level of the paper, the pupils' responses showed 

that they were not at ease with the texts and that in some way they felt constrained. This was particularly 

evident in the summary question. 

The following method has been followed in the analysis of the post-test: The Language Programme 

checklist has been compared with the examination paper in order to ascertain how much of the syllabus 

has been examined directly. The relevant question numbers have been inserted in Table 7 giving this 

information, as well as the number of pupils in the experimental group who selected that particular aspect 

as part of their programme. The results of both the groups have been shown as for the pre-test: the 
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language Programme Checklist Matched With Post-test Examination 

Items On Ust Examined Directly Question Numbers No. of Pupils Who 
Completed Section . 120 

Language in General A,2 Standard English (See 63) 1 

Features of Style B.3 Register 4.2.1.(a&b); 4.1.5.(a&b) 9 

8.4 Tone 1.7.2; 4.1.1.(a&b) 14 

B.8 Analysis of arguments 4.1.5.(a&b) 1 

B. l 0 Pun 6.3;6.4. 16 

B.12 Denotation & Connotation 1.7.1 11 

8 .1 5 Visual Literacy 1.8 4 

Back to Basics C.l Punctuation 3.1; 3.6-3.10; 5.2.6 16 

C.3 Adjectives and Adverbs 5.2.1; 5.2.2 6 

C.S Prepositions 5.3.1 ;-.5.3.3 16 

C.g Mixed Metaphors 1.5.2;6.5; .6 .6 14 

C. 13 Tautology and Redundancy 5.2.5. 14 

C.15 Vocabulary 1.2.4; 1.2.5; 1.6; 1.7.2;3.1.3 7 

C.15 (a) Dictionary 5.1.1 ;5.1.3;5.1.4;5.2.3;5.3.4. 

C.16 Common Problems 4.1 .3.b 6 

C.17 Language Basics: 
General Revision 3.1.4;4.1.3; 2 

Understanding Texis 0.1 Summary and Precis Question 2 8 

0 .5 Advertising 6.8;6.9. 14 

Comprehension E.1-4 Comprehensions 1.1; 1.2.1; 1.2.2; 1.2.3;1.4.1. 16 

Table 7 

sub-sections requiring explicit knowledge have been separated from those including style; the results of 

the former have been given as the number of pupils in the group who obtained full marks while the latter 

has been shown as the total mark obtained for that question. Both have been given as percentages. 

Before analysing the sections that were covered by the Language Programme, it is worthwhile looking 

at those that were not. They included questions on innuendo, literal and figurative meanings of an 

expression, idioms, an abbreviation and its Latin equivalent, prefixes and suffixes, the reason for the use 

of the subjunctive and a homophone. Apart from literal and figurative meanings, none of these was 

specifically dealt with in any of the textbooks. Prefixes and suffixes are usually handled as part of 

vocabulary extension or as they arise in texts; similarly, figurative language and idiomatic expressions 

are explained in context. There seems little point in learning lists ofthese out of context, although idioms 

and proverbs may merit more intensive attention since their use is not as widespread as it once was and 

neither the teacher nor the examiner can assume that an expression is 'well-known.' Question 6.2 is a 

Page 45 



Chapter 3 

The Experimental Language Programme 

case in point: the pupils were asked to 'Give the well-known idiom to which the diner (in the cartoon) 

alludes. The caption reads: 'Oysters followed by the pork. Pearls before swine'. Just 30% of the 

experimental group and only 15% of the control group knew the idiom. In total, the scores on these 

questions, which tested etther general language knowledge or work done in previous years, were 38,4% 

and 31,8% (of pupils scoring full marks) for the experimental and the control groups respectively. The 

total mark for these sections is 26/130 or 20%, thus 80% of the post-test correlated with lhe Language 

Programme. 

Table 7 reflects how many units of the Language Programme formed the 80%. 

In order to provide a broad base for a discussion of the Language Programme, the scores for all the 

questions listed in Table 7 will be given, not just the best and the worst. They will be shown and discussed 

according to the section of the programme with which they correlate. 

Features of Style 

The results in Table 8 show that register presented little difficulty although only halfthe pupils had chosen 

to do the relevant exercises. Similarly, the control group who had also worked on this concept, managed 

easily. It should be noted, though, that the written communication of both groups could have had as 

much influence on this result as the language work which they had done. 

A: Pupils' style not considered (percentages refleot number of pupils achieving full mark.) 

Feature Required by Question Experimental Control 

Register describe register 90 89,4 

avoid in formal register 95 94,7 

Tone multiple choice 20 15,7 

multiple choice 35 26.3 

quote phrase 5 5,2 

Analysis of arguments review expressing approval 35 52,6 

quote in support 5 5,2 

Denotation and connotation connotation 40 31 ,5 

Visual Uteracy appropriate sketch 80 94,7 

B : Style taken into account. Percentages reflect total marks scored. 

Pun explain play on words (1) 90 68,4 

explain play on words (2) (2e9s) 40 50 

Table 8 
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The pupils could not cope with the next concept, tone. In question 1.7.2., where an adjective describing 

tone was required, only 20% of pupils in the experimental group and 15,7% of the control group achieved 

full marks. This result is disappointing, considering that 14/20 pupils had elected to do the exercises on 

tone and the control group had discussed it quite thoroughly when analysing their articles. The question 

asked was: 

Which of the two following words would best describe the tone of the last two sentences (of the 
comprehension passage) 

sarcastic / flippant / cynical / serious / provocative 

Eighteen pupils, nine from each group, selected 'sarcastic' while ten, five from each group, selected 

'cynical' the closest distractor from 'flippant' which only five selected (three and two respectively) . This 

shows that 33/39 pupils had realised thatthe writer's attitude towards his sUbject was negative, indicating 

that they understood the concept but were not familiar enough with the term 'flippant' as it was seldom 

used in the classroom. Multiple choice questions may place too fine a vocabulary distinction and may 

restrict the pupil if an explanation is not required. 

Question 4.1.1 again asked the pupils to decide on the tone of a passage. Both groups were marginally 

more successful (experimental: 35%; control:26,3%). They were asked to justify their choice but were 

restricted to choosing a three-word phrase. Although ostensibly tone was being tested, success 

depended heavily on vocabulary and picking out exactly the right phrase. That the two groups could 

not do this with any degree of precision shows in the section 'analysis of arguments' where again they 

had to quote a particular phrase in support, as for the full mark only one possibility was given in the 

memorandum. Only one pupil in each group managed to be as accurate as the answer demanded. The 

question arises whether this inability is the direct responsibility of the teacher and the methods used or 

whether the examiner expected too much, even of a matriculant. 

While the fairly straightforward question on visual literacy was handled easily, the failure to perceive the 

difference in connotation between 'dreams' and 'nightmares' is puzzling. More than half the experimental 

group had done the exercises on denotation and connotation and had enjoyed them. In addition the 

question tied in with Orwell's vision in 1984 but only 40% of the experimental group and 31,5% of the 

control group could answer the question correctly. 

The discrepancy between the results of the two questions about puns is also interesting. Practically the 

whole experimental group (80%) had worked through the worksheet on puns; most managed the first 

question easily yet the second produced only half as good a mark as the first. It may come back to 

vocabulary as most did not know what a musician's score was. It is noticeable that there is very little 

difference between the two groups and that what the one found difficult so did the other despite the 

difference in teaching methods. 

l:l l:l 
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Back to Basics 

Table 9 shows the pupils' results in questions where style is excluded. The questions on punctuation 

were given as multiple choice items and the experimental group averaged 53,5% (of pupils scoring the 

full mark) while the control group scored 50,3%. The use of italics has been included in this section as 

this is usually taught in conjunction with underlining or using inverted commas for titles. Because the 

latter has become an ingrained habit, 9/39 selected this as the reason for using inverted commas. 13/39 

showed that they could apply what they had learned and chose the nearest distractor 'a special use of 

the word' while only 7/39 recognised the irony. These choices were virtually evenly distributed between 

the two groups. 

A: Pupils' style not considered (percentages reflect number of pupils achieving full mark.) 

Feature Required byauestlon Experimental Control 

Punctuation use of italics 55 57,8 

use of hyphen 35 31,5 

function of hyphen 60 68,4 

inverted commas 25 15,7 

brackets 60 63 

commas 70 47,3 

use of italics 70 68,4 

Adjectives and Adverbs difference between two adverbs 50 52,6 

reason for incorrect adverb 10 21 

Prepositions use of phrasal verbs (3 examples) 10 15,7 

non-standard use of phrasal verbs 25 36,8 

figurative use of phrasal verbs 15 15,7 

Mixed metaphors mixed metaphors 5 5 ,2 

Tautology and Redundancy reason for pleonasm 35 21 

Vocabulary multiple choice 50 47,3 

multiple choice 15 5,2 

multiple choice 5 0 

multiple choice 60 57,8 

Dictionary syllable stressed 50 47,3 

derivatives 30 15.7 

use of numbers in dictionary 30 15,7 

capitals in dictionary 35 36,8 

language basics Participial phrase to subordinate 15 10,5 
clause 

Table 9 

Page 48 



Chapter 3 

The Experimental Language Programme 

The use of the hyphen in 'equal-rights' to form a compound adjective describing 'movement', was 

correctly answered by 13/39, again evenly distributed between the two groups, being 7 and 6 respectively. 

The nearest distractor 'compound noun' was chosen by 14/39, 10 and 4 respectively. It appears that 

most of both groups knew that a hyphen formed a compound word but that the precision was lacking. 

This lack of exactness showed in the answers to the question: 

Say whether the word 'regretfully' has been used correctly or not in the following sentence, giving a reason 
for your answer: 

Regretfully, the rain fell too late. 

There is less excuse for a lack of precision here as the answer was clearly in the extract given, but, as 

so often happens under examination conditions, the pupils try to answer from general knowledge which 

is woefully inadequate. 

The idiomatic use of prepositions was asked in a section from A Dictionary of Phrasal Verbs. The 

terminology in the question, (see below) if not In the extract on which it was based, would have confused 

most pupils. Only when it was pointed out to them that the idiomatic use of prepositions were being 

tested, did they realise that they had overlooked the obvious: 

5.3Refer to extract C 

5.3.1. Complete the phrasal veros in the following sentences, using the extract as a guideline. (Write 
down the missing word only.) 

(a) He swam on and on until his strength gave ..... 

(b) The rotting vegetables gave ..... a powerful odour. 

(c) The last week at school was given ..... to revision. (3) 

5.3.2. Give a non-standard meaning (taken from the extract) ofthe phrasal verb 'give over'. (1) 

5.3.3. Explain why 'r give in; r can't solve this riddle' is cited as a figurative usage of 'give in'. (2) 

5.3.4. What do the words 'usually sep' indicate about the use of the phrasal verb 'give over'1? Give an 
example of your own using this phrasal verb to substantiate your answer. (2) 

The scores are dismal. On average, the experimental group scored 15%; the control group managed 

fractionally better at 22,7. % 

As was pointed out earlier, the knowledge of idioms is not good so there is little likelihood that a mixed 

metaphor will be successfully disentangled, even though 70% of the experimental group had worked 

through mixed metaphors and understood the principle. An interesting factor emerged here, which was 

that those whose home language was mixed could not even cope with the exercises in the classroom 

simply because they had never heard the expressions before; the 5% and 5,2% accurately reflects the 

trouble that both mother-tongue and EL2 speakers had with this question. 

The syllabus recommends that a definite policy of vocabulary enrichment should be followed at all levels, 

and the results shown in this test indicate that it is necessary for the pupils to be able to differentiate 
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between nuances of meaning. Kotze (1989) suggests that classroom practice should include multiple 

choice items which force the pupil to make finer distinctions between words. Whether this would be 

more viable than encouraging wider reading is debatable, bu1 it certainly can be added to the teacher's 

repertoire in teaching vocabulary. 

From the control group's point of view, the section on the dictionary was very disappointing. (28,8% on 

average of pupils attaining full marks) All the concepts that were tested had been taught just a few lessons 

before the examination. Apparently this was not transferable to an examination situation, possibly 

because while it had been taught in principle, there had not been an opportunity to reinforce it in 

ordinary dictionary work in, for instance, the literature lesson. The experimental group managed better, 

despite having only one page of dictionary work which only 7/20 had done. Their 'success' (36,25%) 

cannot therefore be attributed to the programme itself. 

The results of the questions including style can be seen in Table 10. 

Feature Required by Question Experimental Control 

Metaphor explanation of metaphor 32 40 

apt metaphor in headline 71 ,6 33,3 

Dictionary explanation of 'usually sep,' 32,S 42,1 

Understanding Texts 

Summary and Precis Pr6cis 41 ,7 32,6 

Advertising aptness of slogan 72,5 47,3 

explanation of misleading 
homophone 75 34,2 

Comprehension writer's intention 27,5 28,9 

understanding content 
(Average of 3 questions) 49 47,8 

Table 10 

The average mark for these sections is 49,98% for the experimental group and 40,2% for the control 

group. As can be seen from the table, their scores fluctuate considerably even within a particular feature. 

The precis was badly done, not because the groups did not know the method of summarising, but 

because they could not sift out the main points given in the memorandum. It is customary for the main 

ideas to be listed in the memorandum but in this case a complete paragraph was given leaving it to the 

discretion of the sub-examiner to decide how many marks would be awarded for the sifting process. In 

this question the marks awarded by the researcher and those given by the sub-examiner differed 

substantially, because the memorandum appeared to require a more global mark which apparently was 

not the case and the marks were reduced. Interestingly, the pre-test papers that were moderated showed 

the opposite with the marks being moderated upwards. 
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Since the experimental group's average on the paper as a whole, taking all marks into account, was 

46,8% (with a range of 26% to 60%) and the control group's average was 40,2% (with a range of 20% to 

70,7%) neither can be said to have coped with the post-test successfully, particularly in comparison with 

the pre-test results of 52,6% (experimental group) and 46,1% (control group), both groups dropping by 

virtually the same margin (5,8% and 5,9%). The result is that the null hypothesis has been proved; there 

is no significant difference between using the individualised method and the traditional method. It would 

appear that the researcher has failed in both methods and one would be justified in coming to this 

conclusion were it not for the fact that the provincial average for this paper was 45,3%. This fact, 

unfortunately, was only availabletothe researcherafterthe experiment had been completed; the post-test 

was of too exacting a standard for both groups to be a fair test of their language competence. 

One may ask, why go to all the trouble of setting up an individualised programme if it does not show 

considerably better results? The short answer to this question is that this programme, a pilot study, has 

shortcomings and as such can be improved upon which is what action research is about. Kemmis (1988) 

states that a 'self-reflective spiral of cycles of planning, acting, observing, and reflecting is central to the 

action research approach'. What is needed is reflection on why this study was not academically 

successful and consideration of the affective elements which make practitioners willing to try 

individualised work. The neX1 step is to improve the practice until the pupil as an individual, can use and 

explain his language with precision. 

Summary 

The Language Study Programme was undertaken by the two classes as part of their English studies but 

was not specifically integrated. The hypothesis to be proved by the study was that the individualised 

programme would not produce results significantly different from the traditional method of teaching 

English Language. 

The research method used was action research in a quasi-experimental design. The Std 9s were divided 

into two groups as randomly as timetabling constraints permitted and were not matched. One group 

undertook to complete the Language Programme while the other was taught traditionally. Both wrote 

the 1986 Senior Certificate Examination (Third Paper) as the pre-test and the pupils' answer papers were 

analysed with regard to weaknesses in grammatical knowledge according to the specifications of the 

1986 Syllabus. The results of this paper showed that the experimental group was marginally stronger 

than the control group, achieving 52,6% compared to 46,1% on average. Specific problem areas were 

revealed and used as the basis for teaching the control group in a series of eight double-period lessons. 

The members of the experimental group were not directed to topics but they were encouraged to do as 
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much of the programme as possible. The pre-test showed that vocabulary and the wider application of 

language terms needed attention. 

Pupils from both groups kept diaries of the lessons; these reflect their response to the work undertaken 

Some of the experimental group missed the normal classroom interaction while others enjoyed working 

on their own. These diarists also show that Senior Language was the most popular choice of the three 

textbooks but this text was not of a high enough standard for the pupils to be adequately prepared for 

the post-test examination. Some pupils found the Comprehensive English Practice and Insights texts 

tedious while others described them as challenging. Since the researcher had emphasised quantity of 

work to be covered, pupils did not take time to mark enough of their work thus not evaluating their 

progress and not realising that they needed to work on more challenging material. The diaries of the 

control group showed that they enjoyed working in small groups discussing errors and features of style, 

but that whole group work on common errors unrelated to their own work was boring. They also found 

that the quantity of work they were expected to do was more than they could manage. 

Neither group coped easily with the post-test, the experimental group average being 46,8% and the 

control group 40,2%. These results show that the pupils were not adequately prepared for their 

examination paper and that the post-test was of too exacting a standard. Much use was made of multiple 

choice questions thus forcing the pupils to be precise and not giving any leeway for explanation which 

most pupils seemed to need in order to clarify their statements. The terminology used in some questions 

was unfamiliar and the pupils did not respond well to the utilitarian approach of the examiners. 

From this pilot study, the use of an individualised Language Programme may be questioned as it appears 

unsuccessful. However, the programme itself was flawed and with improvements such as the extension 

of resources and the use of tutorial groups, it may achieve more satisfactory academic results. 

§ § § § § 
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Multicultural Classes 

In South Africa, prior to the introduction of the various models, the norm was that a school under the 

control of the House of Assembly, would have as its pupils white South Africans, either English or 

Afrikaans speaking. Owing to the policy of encouraging European immigrants, there may also have been 

children from the United Kingdom or from the mainland of Europe, while the independence of countries 

to the north of South Africa led to many citizens of Zimbabwe and Mocambique making their home here. 

Classrooms in South African schools have reflected these policies and movements of people, but by and 

large there would be at the most only four or five different nationalities represented. 

The school at which the experiment took place was unusual in this respect. It had been a Model B type 

school for the past fourteen years, which means that it had not followed a 'whites only' policy although 

it was a government school. It was not an open school in the sense that, while other race groups were 

admitted, this was through selection, rather than on the grounds of their residence in the feeder area. 

Selection was somewhat arbitrary, as no entrance test was set, and on the whole pupils were the offspring 

of local white English-speaking families, seconded officials and professionals who were involved in 

developmental programmes. The staff of the school was appointed according to South African norms, 

ie all the teachers were white as it was a 'House of Assembly' school. 

In 1990, there were thirty-five different nationalities in the school, with pupils coming from as far afield as 

Nepal, Taiwan and Canada. In the two Std 9 classes, there were pupils from these countries: 

USA: 2 Sri lanka: UK: 3 

Uganda: 2 Ghana: 4 South Africa: 19 

Portugal: 3 lesotho : Transkei: 4 
(or Mocambique) 

Among the nine nationalities listed, there were seven different languages spoken as the mother tongue. 

These inclUded: English, Afrikaans, Portuguese, Xhosa, Sesotho, Tamil and Twi. Two Ugandan and two 

Ghanain pupils gave English as their mother-tongue as this was the language of communication between 

the parents; in each case the mother and father came from different tribes and could not speak the 

spouse's language. The parents in each family were professionals and spoke English fluently. 
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While the classes were multicultural, the education at this school was not. The philosophy followed by 

the school administrators was decidedly assimilationist with the pupils having to adapt to the South 

African education system. While there was total acceptance of difference, there was no specific 

allowance made for pupils of different cultures apart from an Annual International Evening, where each 

group dressed in national costume and served national dishes. There was however, complete 

integration, in that the children mixed socially as did the parents and the parental support for the school 

functions came from all. The rules governing the election of the Management Council, however, 

precluded any but South African Whites from holding office which meant exclusion of other groups from 

this body, but the Parent Teachers' Association reflected the mix of the school population. 

Cohen and Manion (1983), Nixon (1985) and McCarthy (1990) amongst others criticise the assimilationist 

policy in a multicultural school. It is criticised on the grounds that only the prevailing culture olthe majority 

in the school is taken into account. In this case it is South African, based on Eurocentrism. Referring to 

white South Africans as the 'majority' is like looking through the wrong end of a telescope as the whites 

in the country are very much in the minority, but in the situation that pertains here at present, with the 

white schools now admitting children of other races, the racial mix in the schools still shows a white 

majority and will do so until there is a new education dispensation. Our schools therefore, for the 

foreseeable future, face challenges similar to those described in the USA and Britain. 

Cohen and Manion (1983) declare that the result of treating all children alike, of being 'colour blind' has 

been that the very real differences and difficulties facing pupils from other backgrounds have been 

ignored. In effect, their diverse cultures have been devalued and the majority culture has been set up 

as the model to which all should aspire. This has been justified in the United States on the grounds of a 

common citizenship and in Britain on the grounds that 'a national system cannot be expected to 

perpetuate the different values of immigrant groups' (Commonwealth Advisory Council, 1964, para. 10 

quoted by Nixon (1985). The specific problems that arose from the assimilationist philosophy, according 

to Nixon (1985) were that the black community was defined as a problem which promoted negative 

views; the blacks were placed at a serious disadvantage because they were required to ignore their own 

cultural identity and background; it miseducated both black and white children and it was racist insofar 

as it reflected and communicated the notion of white cultural superiority. 

These problems were not immediately apparent in the school under discussion. In the first place, the 

Black and Asian pupils were not seen as a language 'problem' because competence in English was a 

prerequisite for admission. This overcame a major hurdle and right from the first year that the school 

was opened to other races, the black pupils were by and large, able to cope. However, the other criticisms 

listed by Nixon hold true because, in orderto attend this school the black children had to suppress their 

own cultures. They were, they felt, privileged to be at this school with the noticeable result that criticism 

of the system in general, or the school administration in particular was seldom voiced, that in itself being 

a false representation of the true state of affairs. The same constraints did not operate on the white 

children who were far more secure in their position and therefore, within the limits of the South African 
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authoritarian system, could state their opinions. It must not be thought that the school body was 

obviously discontented; only after a while did it become apparent that the black children were unusually 

compliant. 

Since the policy of assimilation has been found to be neglectful of the minority cultures in the total school 

population multicultural education has been advocated by, amongst others, Tiedt and Tiedt (1979) , 

Twitchin and Delmuth (1981) and Cohen and Manion (1983). The concept 'multicultural' has escaped 

exact definition bU1 broadly its aim is to recognise the diversity of society and to ensure that other cultures 

are valued and respected as much as the majority culture. The Rampton Report (DES 1981) stated that 

'the intention of multicultural education is simply to provide all children with a balanced education which 

rellects the nature of our (British) society' (quoted by Modgil et a11986, P.12). In order to achieve this, 

the liberal educators advocated compensatory programmes where there were deficiencies and 

curriculum changes to allow for the study of other cultures. 

Critics of this approach maintain that it is largely tokenism and that where compensatory programmes 

have been implemented they have not been successful in eliminating the deficits experienced by the 

pupils of the minority cultures. To a large extent this has been attributed to decreases in government 

spending on these programmes, but there is also the school of thought that the real problems were not 

being addressed. Criticism came from two sources. Within the mainstream of education it came from 

what McCarthy (1990) calls the Neo-Conservatives. These are both black and white educationists who 

criticise the pluralist approach to multicultural education on the grounds that it is divisive and that there 

is no necessity to include other cultures in the national curriculum as supplementary schools or centres 

can fulfil this need, much on the same lines as the Sunday School movement did in the last century. 

Black Neo-Conservatives see the liberal approach as encouraging of a 'victim' mentality, where excuses 

are easily made for lack of achievement, while they would like to see schools become centres of 

excellence where merit is the only criterion. In this last sentiment, they are supported by the white 

Neo-Conservatives who are concerned that the Americans are losing economic ground to the Japanese 

because the curriculum in the USA is becoming so diluted by the attention being given to what they think 

are peripheral issues, that the basics are being neglected. 

McCarthy (1990) points out that the black Neo-Conservatives are usually members of the middle class 

rather than the working class. This conservatism was evident in the school in which the experiment was 

conducted, and affected the English class mainly in terms of the parents' aspirations for their children. 

In some of the Xhosa homes, the pupils were discouraged from speaking their mother tongue unless 

there were people present who could not understand English. Some pupils too, had never learned to 

read or write Xhosa as the parents' perception was that in the wider community this would be of little use 

to them. The Ghanain and Ugandan homes mentioned earlier shared this opinion and were untroubled 

by the factthatthe children would have difficulty communicating with their grandparents or other relatives 

on visits to their home countries. These pupils were also determined to stay on Higher Grade, although 

they struggled, and low marks were unacceptable both to them and to their parents. The pupils 
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themselves were determined to master English sufficiently well to be able to attend university and it was 

seldom the black pupils who had to be corrected on matters of register. 

Their determination to succeed had to be accommodated and it can be appreciated that the needs of 

these pupils were different in many instances from those of the mother-tongue English speakers. There 

were no compensatory programmes available and the individualised programme was seen to be a way 

through the problem. The pilot study has shown that the resources need to be expanded not wholly 

dependent on textbook or worksheet resources and they should take cognizance of cultural difference 

if possible. Watson (1981) describes three phases of English speakers among those who do not have 

it as their mother tongue. The first two phases include those who have the most basic understanding to 

those 'whose understanding and production of spoken and written English in social and educational 

situations are enough to begin participating in and meeting the language demands of some class 

activities' while third phase learners are: 

Those who function at levels similar to comparable native speakers but who unexpectedly cannot meet the 
language demands of some specific situations. (P.94.) 

The area where this was most evident was in the knowledge of idiomatic English and in allusions to 

nursery rhymes and tales. In an expansion of the individualised programme, headlines and magazine 

articles which presumed such knowledge could be collected over a period of time and the pupils given 

the opportunity to see whether they understood the allusions. They could then be directed into reading 

the appropriate tales. This may sound somewhat juvenile for this age group, but it could have been allied 

to a project already undertaken by these pupils; the writing of original tales suitable for small children. 

The reading considered necessary for the appropriate language and style of the project was undertaken 

with good humour, not to mention a fair amount of interest. This reading was for a specHic purpose, but 

it goes without saying that a wide reading programme would be the ideal solution to the problem of 

exposure to the English language in all its complexity. 

In the USA and Britain, the radical educators have also attacked the pluralist approach to multicultural 

education. The Marxists ally the racial problem to the class struggle in society and see education as part 

of the wider struggle for an egalitarian society. Both Banks (1986) and McCarthy (1990) discuss the 

radicals' criticism, and observe that while they attack the theory on a number of issues, they have not 

developed strategies to deal with the problem. This is probably as a result of thinking that the organisation 

of the school has its power base in the capitalistic system and that the schools cannot be agents of 

change because they are part of the problem. Both Banks and McCarthy concede that these 

Neo-Marxists have a valid point to make, but in concentrating on class structure they are not taking all 

factors into account, even race is not the pivotal part of their argument against multicultural education. 

Although McCarthy considers himself part of the radical movement, he takes the issues involved 

considerably further. He advocates a 'Non-synchronous' approach to the problem of race in education. 
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He maintains, along with the Neo-Marxists, that race and class are interwoven in society, but he considers 

gender too: 

These dynamics of race, class and gender are interwoven, in an uneven manner, into the social fabric of 
the institutions and structures of American society - in the educational system, the economy and the state. 
This uneven interaction of race with other variables, namely class and gender - a process that I have 
called nonsynchrony - is a practical matter that defines the daily encounter of minority and majority 
actors in institutional and social settings. (P.1l7.) 

He reports that the dynamics of sex and class can be dominant over race, which is evident in the 

discussion above of the parents opting for a Eurocentric education for their children, and the subjugation 

of their own culture in the bid for upward mobility in a society that pays scant attention to the different 

cultures that constitute that society. He also quotes research by Grant (1984) that the teachers observed 

in her study unconsciously adopted stereotyped attitudes to black girls, and assigned 'caring' roles to 

them or placed them in the non-academic stream. This report is somewhat surprising when compared 

with the school in which the experiment took place. Because many of the black pupils showed a high 

degree of motivation and ability, they were actively encouraged in their studies by the teaching staff. At 

present, the first three places in the two classes, are held by coloured and black pupils, two of them girls. 

There are of course, those who do not achieve as highly, but at no stage in the researcher's experience 

were the expectations for black girls lower or different from those for their white counterparts. However, 

the staff were particularly pleased when black pupils achieved, as their teachers were aware of the 

difficulties many had had to overcome. In this group two pupils came in the top hundred of the 1990 

English Olympiad - neither of them white, and both are expected to achieve A symbols in their English 

matriculation examination. 

McCarthy is, however, right to draw our attention to the pressures inherent in a mixed society and there 

is no doubt that we in South Africa are going to be increasingly exposed to them. It is unlikely that the 

Eurocentric education system as we know it now will continue to dominate the educational scene as it 

has too narrow a base and serves too small a section of the population. Whether the dynamics of class 

will be dominant over race and whether the class to dominate will be the middle class remains to be seen. 

As far as English teaching is concerned, there will be the need of the Standard language for the 

academically orientated pupils but it is unlikely that their needs will prevail over those of the rest of the 

population. Interviewed in 1989, the poet Mfika Gwala had this to say about using English and writing 

as 'a cultural weapon': 

Partly it implies national literature as opposed to 'art' literature, popular language as opposed to 'purist' 
language. The objective is to place imagination and suavity before purity and precision. Therefore, it 
means what the black imagination can do with the English language through the metaphorical language 
of ghetto and rural blacks. Also, it means exploring the potentialities of the English language within the 
Third World context. Is the small 'freedom' conceded to writers not, at times, a proof of our cultural 
failure? The workers need freedom as well. How literate are they? Why should I write for the already 
convinced, converting the converted? Literature should not be the refrigerated food of bourgeois culture. 
(P.74.) 
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Clearly Gwala is speaking from a Marxist perspective. but his attitude to English in this country is likely 

to be shared by others. The English teacher will have to be a master of a wide repertoire of teaching 

styles and resources if the variety of learning needs is going to be met. 

J:l J:l J:l J:l 

The Pupils' Response to the Language Programme 

Whatever the teacher decides to include in his repertoire. he needs to be very clear as to why he is 

introducing a particular method into his teaching. Davies (1987). in his discussion of individualised 

learning. shows that it can be selected for two major reasons. Either the teacher wants to concentrate 

on the product or he is more interested in the process. In other words. he hopes that the pupils will either 

be able to do something better as a result of their learning or that they will have learnt how to work on 

their own. In the light of this thinking, the programme undertaken by these Std 9 classes was primarily 

for the improved knowledge of the product. making allowances for different capabilities within a mixed 

group. What they learned about themselves and their learning style was more incidental although it was 

hoped at the outset that they would enjoy a certain amount of autonomy and working at their own pace. 

In order to determine the pupils' response to the programme a method of triangulation was used. This, 

as has been stated, included all pupils responding to the various exercises as they did them, diaries of 

three volunteers in each group, the observation of a teaching colleague during one lesson of each group 

and questionnaires administered after the post-test to the experimental group. The discussion that 

follows will be based on the questionnaires, with reference being made to the diaries and the class 

observation where these are relevant. 

The questionnaire (Appendix G) contained twenty-four items, twenty-two of which were open-ended so 

thatthe pupils were free to answer as they pleased. Honesty was stressed and the pupils were requested 

to express negative views, as any limit on their self-expression would adversely affect the reporting of 

the programme. The anonymous nature of the questionnaire assisted in this regard but it cannot be 

ruled out that, because the researcher was so well-known to them, that some may have censored their 

answers. Even making allowances for that, the response to the programme was overwhelmingly positive 

as the discussion will show. 

When the experiment was introduced to them. they were asked what they thought Language Study was. 

The answers were largely that it was 'Nouns and verbs and all that', with a few more knowledgeable souls 

venturing punctuation and figures of speech. Some of the answers to the same question after the 

programme were far more sophisticated: 

I would deflne Language Study as the study of all the important aspects in language. 

It is the learning of principles and rules of a particular language. 
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It is the study of the use of language, how it is derived and the numerous parts of speech and the role they 
play. 

Each of these answers demonstrates a breadth that was not apparent prior to the programme. However, 

some were far more limited and one had not budged from the earlier position: 

"Language Study" is the studying of the English Language using worksheets and exercises to help us 
understand the way in which the language works. 

A study of the different parts of speech and the rules that go with them. 

These answers showed the extent to which the pupils had grasped the purpose of the programme and 

whether they felt it had changed anything for them. The pupil whose answer showed the least response 

had other fairly interesting comments to make, showing that he was an independent thinker, (albeit a 

somewhat flippant one) and incidentally suggesting a valid route for further individualised work. He said 

that he had decided not to do the exercises applying the principles, that he had made notes and had 

done the work 'in his head'. This may be quite valid for pupils of above average ability. 

The rest of the questionnaire, although it was not divided into sections, dealt with different aspects of the 

programme and these can be grouped as follows: Enjoyment; Selection of ~ems; Answers; Learning; 

Time; Integration; Traditional teaching. 

The term 'enjoy' is relative as one wag showed in his answer to the question of whether he had enjoyed 

the programme: 'Not really. Well just like any other school work. I'd rather be surfing or even sick in 

bed.' Unlike him, the rest of the pupils took the question seriously. Of these, fourteen of the nineteen 

respondents (one was absent) reacted positively, most stressing the autonomy of the programme while 

others reacted to the content: 

The question was: Did you enjoy doing the programme? Why? 

Yes I did. I thought that it was fulfilling and also I gained some satisfaction from it because I was left on 
my own to do my own thing. 

The programme was enjoyable as it was easy doing it myself. I could use my own examples and methods 
rather than a teacher's which at times are confusing or tedious. 

Yes, I did because I found that choosing worksheets on things I did not know about, made them easier to 
understand. 

Yes, it taught me alaI. The examples on each exercise were clear and understandable. 

Those who reacted negatively, were able to give valid reasons for their answers too: 

Not particularly. I find that I learn more easily when the class at first does the work together, rather than 
each on her own. It is much more interesting when the work is dealt with orally and in writing. 

Most of the time I did because the exercises were interesting. The times I did not enjoy it were when I was 
not in the mood for English but I knew I had to do some. 
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Not really. I suppose if it had been given to us at a different time of the year and there was more time, it 
would have been morc enjoyable. 

Berry (1986) describes learners as being Field Independent and Field Dependent and gives the 

characteristics of each. The first group prefers working in social situations and is usually more language 

and humanities orientated, while the Field Independent group inclines more towards the sciences. prefers 

analy1ical work and enjoys learning on its own. It is clear from the statements given above that there are 

those who find taking responsibility for their own learning enjoyable, but to many of the others the 

programme was something of a novelty and once that had worn off. they were quite happy to return to 

whole and small-group lessons. This was demonstrated by the offer to leave the programme in the 

classroom for another term so that those who had not had an opportunity to complete it, could do so in 

a more relaxed manner. However, few availed themselves of the offer and interest dwindled as the time 

passed. 

Davies (1987) states that this is a common phenomenon; while the person who has advocated the new 

method is actively involved in it, enthusiasm waxes, but as soon as that person moves on, even if others 

(,disciples' as Davies calls them) have expressed interest, the method becomes diluted until it fades into 

oblivion. He further suggests that the reason for this may well be lack of interest, but it can also be that 

teachers actively oppose the new method because their expertise in other methods has produced good 

results. Any method introduced needs to show that it is really worthwhile before it is wholeheartedly 

accepted, but this can only be shown over a longer period of time, not from a pilot study only. 

The response to the question 'Which section did you do first?' would have pleased most conservative 

educators as more than half the group selected Section C: Back to Basics. The popularity of this choice 

suggests that there is a realisation that concepts have been imperfectly learned in the past and that there 

is a need for revision. One pupil stated in answer to the question, 'From which section did you learn the 

most?' that he had learnt most from this section, saying: 'There are some important features that I had 

forgotten which teachers no longer review,' while another reported: 'There were many things in this 

section that I thought I knew, but didn't really know, and that is why I learned the most from this one.' 

Similar comments were made by those who felt they had learned the most from Section B : Features of 

Style. A common emphasis was that the features listed were known vaguely and that having worked 

through the exercises, the pupils felt that they had a better grasp of the concepts. These responses were 

satisfying in that this had been one of the main aims of the programme. However, transferability is a 

problem as, if the pupils had consolidated their knowledge of the concepts sufficiently, they ought to 

have been able to recognise them in other contexts. As discussed in Chapter 3, the pupils needed to 

be guided to more challenging levels in the programme in order to be able to do this. In addition, a wider 

range of resources needed to be offered so that the pupil could see, for example, irony, in an article, a 

cartoon, a bumper sticker or a newspaper headline and come to realise that it is not only evident in Mark 

Antony's oration or in Gulliver's Travels . 
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There are conflicting claims in the literature about individualised programmes and time. While Dickinson 

(1987) and Waterhouse (1988) state that pupils working as individuals actually save time, Davies (1987) 

states that this is not so and that each pupil takes longer to cover the required ground. There are elements 

of truth in both arguments. Setting up and administering a programme is time consuming for both the 

teacher and the pupil while the evaluative checks and consultations make further demands. On the other 

hand, the able pupil does not have to wait for the slower one and can cover more ground in less time. 

His queries can be answered quickly and he can continue without further ado. The slower pupil is not 

expected to do as much and need not feel that he is wasting the time of the class when he needs extra 

explanation. In order to ascertain how the pupils felt about time and the programme, they were asked 

the following questions: 

<> How much time do you think you spent on the programme on average per week? 

<> Could you have done more? 

<> Did you feel under pressure to complete the work? 

<> Did you find the double lesson (70 min) too long? 

<> Would you have preferred two single lessons on separate days? Explain your answer. 

<> Would you have preferred the programme to have extended over two terms? Explain your 
answer. 

These questions represent a quarter of the questionnaire, showing the researcher's preoccupation with 

time and completion of the work. A question which ought to have been included was the obvious one: 

Do you feel that you have saved time by working in this way? Unfortunately that was omitted, but the 

researcher's own perception together with the diaries and the observation can shed some light. 

While working through the stylistic features of various newspaper and magazine articles with the control 

group, the researcher was aware of a feeling of helplessness, noticing how the faster readers had to wait 

some time for the slower ones and knowing that the experimental group, over the same time period, was 

working through a far wider range of features than was possible with the control group. The observer 

noted the ability differences: 'Pupil stretches and is obviously finished - gazes out of window' and 

'Another pupil impatiently waiting for the rest of his article. ' These two had to wait almost fifteen minutes 

for the rest of the class to complete the reading that was required. However, in thinking about the able 

pupils, one is inclined to overlook the weaker ones. One of the diarists had this to say about the same 

lesson: 

This was an embarising period. Each person was handed a newspaper cliping. We had to read all the 
newspaper clipings in our group and then enalise one of the newspaper c1ipings. I must admit, I am not 
the best reader, and when we had to read our clippings, the other people had read all the clippings while 
I was still reading. 
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Time was required with each small group within the control class to discuss, particularly, the use of figures 

of speech in what the pupils considered to be 'ordinary writing', as they associated figurative language 

with literature only. The observer noted that the groups needed considerable help, the researcher having 

to circulate from group to group throughout the remainder of the lesson, although some queries just 

needed arbitration if there was a dispute. The teachers's help was not needed by all; another of the diarists 

showed her group's independence: 

Having read our own article we had to read the other 3 articles, then we had to work in groups and boy 
was that fun it's funny how two people can disagree on one silly thing, but that was quietly overcome, we 
used a dictionary and found the correct answer. It was fun, today. 

Just this one lesson showed clearly that different pupils require varying amounts of time. The answers 

to the question asking how much time per week was spent on the Language Programme substantiate 

this statement. Six estimated that they spent between one and two hours a week, while seven thought 

their average was three to four hours. Two gave '10 minutes' and 'twice a week' as their answer while 

three spent five to nine hours, one deciding on a different rate - a packet a day. Only one respondent 

felt that she could not have done more than she did. It is apparent that time was not the only consideration 

here; interest and motivation to complete the programme played their part too. 

How the group perceived their time, showed in the answers to the question 'Did you feel under pressure 

to complete the work? Explain your answer.' Not surprisingly the two who had put in the most time felt 

the least pressure: 

No, not really. I completed it for my own benefit. 

Not really because I managed to do something per day and at weekends I would do more if I had time. 

Most of the other answers showed the realisation that the freedom to work at one's own pace entails a 

certain amount of responsibility: 

Yes, I had not spent much time on the programme and realised that only later. 

Yes. Not from the teacher but more out of self-satisfaction. 

Yes, because I waited until the last minute. 

Yes. I was under my own pressure. I had to work for myself. 

The observer's notes on the experimental group showed why most of them were quite happy with the 

double period being used for the Programme rather than two singles. She recorded that within five 

minutes the pupils were working on the packets they had selected and that for the first twenty minutes 

they worked steadily, although they apparently felt free to discuss the packets they had selected. There 

was a certain amount of movement during the lesson, twenty changes of worksheet and four moving to 

consult either a dictionary or a thesaurus. Halfway through the period there was a general lapse of 

attention with most of the groups taking a 'chat break' but settling down to work for the next twenty 

minutes after which concentration and interest diminished. The answers to the question asking whether 
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a double or two single lessons were preferred showed that the majority felt they achieved more in the 

double period as they could work without interruption. 

This seems to presuppose that all the pupils were interested and self-motivated but this was not 

necessarily so. In answer to the question, 'Did you work from interest, duty or both?' no pupils selected 

the option 'worked out of interest', while seventeen selected 'interest and duty' and two 'duty' only. 

Rainbow (1987) and Waterhouse (1988) both comment on maintaining interest and motivation because 

they are aware that the adolescent has interests which appeal to him far more than his schoolwork. They 

therefore suggest working in small groups to satisfy the social needs of the pupils and tutorials to monitor 

progress and make sure that the in~ial interest is continually renewed. One of the diarists realised that 

this was something of a problem: 

These past periods have actually been quite different than the periods and lessons we have had before. 
Before, everyone worked together on the same exercise and were thus motivated to do some work. I don't 
think that this method of teaching motivates or is effective for some students. They think that since there 
is nobody pushing them, they work at their own pace, a slow pace, and they don't get anywhere. 

A valid point is raised here. While an individualised programme may appear to cater for the needs of the 

individuals, it does not take into account those who prefer to be taught as part of a whole group. Dunn 

and Griggs (1988) describe a movement that appears to be gaining ground in the USA, that of ascertaining 

a pupil's 'learning style'. While this may be dismissed as idealistic, pandering to the whims olthe pupils, 

they report that in the schools where this has been taken seriously, the drop-out rate, the absentee rate 

and the academic results have improved dramatically. They do not give a description of the testing that 

is done to deduce which learning style is appropriate, but in their introduction give an outline of what 

learning style is: 

Learning style is a biologically and developmentally imposed set of characteristics that make the same 
teaching method wonderful for some and terrible for others. It describes the way a classroom would be 
organised to respond to individual needs for quiet or noise, bright or soft illumination, temperature 
differences, seating arrangements, mobility needs or grouping preferences .... Learning style also considers 
motivation, on-task persistence, or the need for multiple assignments simultaneously, the kind and amount 
of structure required, and conformity versus non-conformity levels. (P.3.) 

This appears to be the educational equivalent of Versailles but in the case histories given, Dunn and 

Griggs mainly describe schools in small towns where neither funding nor amen~ies were adequate. What 

is required is the enthusiasm of the staff, preferably including the school or district administration and 

teachers who are prepared to innovate in order to reach the desired goals. Individualisation is just one 

of the learning styles, but in introducing it the teacher is beginning to make allowances for differences 

among his pupils. 

Since 1986, the principle of integration has been followed in the English syllabus, with the result that 

language issues would be discussed in predominantly Literature periods and vice versa. There was a 

mixed reaction by the pupils to the question: 'Do you prefer having periods set aside for Language or 

would you prefer to have Language taught as it arises in Literature or Oral or Original Writing periods? 
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Please explain your answer.' The class was divided into three roughly equal groups on this question and 

an example of the standpoint of each is given: 

I would prefer it as it arises in literature or oral, because that way, we can apply it to our work. We can 
associate language with the other parts of English Study and this makes it much easier to understand. 

Both, because during periods set aside for language you learn the theory behind it but to have language 
taught as it arises would show us how it is used in practice. 

Yes. If we were taught language as it arose I would become at least a little confused because I would need 
to concentrate on both the language and the literature. I think it would be best if we were taught the 
language first and then apply what we know to the literature in a short time so we can still concentrate on 
the literature. 

Despite their seemingly different viewpoints there is a common thread - that of application. Only one 

person tried to isolate language from the rest of his English classes: 'It would be betterto have a language 

period and language books. I find it easier to learn out of a book than having to look for the language 

in poems etc.' What is apparent is that the pupils came to realise themselves that the purpose of 

Language Study was its application to the understanding and use of English but they also seem to 

understand that there is a body of knowledge that they do have to master and remember. 

When questioned about working on the individualised programme compared to being taught by 

traditional methods, there was complete consensus of opinion. This was that some of the work should 

be taught traditionally, particularly those aspects which required discussion, while other areas could be 

set aside for individual work. Many assigned the individual work to revision, feeling that it would give 

them a chance to consolidate what had been explained in class but that different pupils would have 

different needs in this regard . However, others suggested that some new work could be done on an 

individual basis as it was interesting to work alone and explore new ideas. 

It is not often that we ask the pupils whom we teach, just what they think of the way they are being taught, 

but certainly we could do it more often. These young people have shown themselves to be fairly mature 

in their appraisal and there is much that has been expressed that the teacher would be wise to note. 

What about the teacher? Where does he stand In all this? The main focus in education today is on the 

learner but the teacher plays a vital role in creating the circumstances in which the pupil can learn. 

The Teacher 

McArthur (1983) writes: 

Whatever facilitates the mysterious process of learning is what we are always after: to fit the course to 
the students and their real needs, rather than to fit the student to an unyielding procrustean bed of a 
course. (P.I05.) 
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This statement places the student right in the centre of the learning process; the very use of the word 

'student' in place of pupil, emphasises the changed relationship between teacher and taught. Dixon 

(1975) reports that learner-centred education was the single most important principle to emerge from 

the Dartmouth Conference in 1966. However, in maintaining this centrality, the teacher has to achieve a 

very delicate balance between himself and his pupil. Rosen (1982) , Thornton (1986) and Barnes (1986) 

all refer to the barriers which can exist between teacher and pupil in language, style and in the presentation 

of literature. Barnes particularly, is concerned at the language level used by the teacher in the classroom, 

which may be very different from that understood and used by the pupil in other circumstances. Thornton 

takes this thought further and refers to the experiences and values which the child brings to school, while 

Rosen draws attention to the unspoken as well as the spoken language. Referring to Chris Searle's 

Stepney Words, where the attemptto break down the barriers 'made the sparks fly' he asks the provoking 

question: 

To broaden that attempt to include all the minority children in our schools must mean that there will be 
sparks galore. Are we prepared for that? (P.23.) 

These wrtters show that placing the pupil in the centre makes demands on the teacher which he may not 

be fully prepared to meet, but in making the attempt, he is breaking down traditional barriers and creating 

more favourable circumstances for learning. This is one of the basic principles on which individualised 

learning rests; the pupil can begin from where he is; he does not need to make a quantum leap to where 

the teacher is before he makes any progress, but the teacher has to make the effort to determine what 

the pupil actually knows. 

If the teacher knows his pupils and bears in mind the structure of what he wants to impart, he will be in 

a good posttion to judge when certain ideas are likely to be effective and well received. Dixon (1975) 

maintains that the effective teacher operates on these two levels and that his skill is shown when he 

chooses the right moment to teach a concept as it will then have meaning for the pupil. Knowledge of 

his subject has always been of paramount importance to the teacher and much of his recognition comes 

from the social perception of the knowledge that he has. Barnes (1986) differentiates between the 

Transmission and the Interpretive teachers: Transmission teachers, in his view, attach importance to a 

'body of authoritative knowledge with its associated values and crtteria' and the pupils written work tests 

this, while the I nterpretive teacher sees written work as giving the learner the opportunity of making sense 

of what he has been taught. There is no question that both types of teacher should know their SUbject 

but the approach to the learner is different. The Transmission teacher can be seen to be subject or 

teacher-centred whereas the Interpretative teacher is learner-centred. Percival (1988) is critical of the 

teacher-centred approach: 

It is generally true that teacher-centred strategies at most levels of education encourage neither intellectual 
curiosity nor an individual student's responsibility for organizing and planning his or her learning. (P.38.) 

This view is corroborated by Britton (1986) who writes that being 'an authority on Jane Austen does not 

make us an authority over Tom, Dick or Jane.' (P126.) 
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If one takes the subject knowledge as a sine qua non, one needs to look at what the teacher does with 

this knowledge. Whether he holds that the knowledge he has and to which he is constantly adding, is 

the ideal to which the pupils must aspire, or whether he allows the pupils to experiment and explore until 

they have gained the knowledge he has guided them towards, one fact is vitally important. This is, as 

Allen (1980) and Holbrook (1988) state, that the teacher must demonstrate his knowledge. Allen says 

that he must show 'a lively curiosity and awareness of English as a force in his life' (P.1 06) while Holbrook 

maintains that 'teachers need to gain a love of language by responding to Itterature and becoming excited 

themselves about using words.' (P.114.) 

The training that a student receives in preparation for the teaching styles described above, would need 

to be both intensive and extensive. Adams (1986) describes a course at Cambridge in which the students 

are prepared both for the subject and for their pupils. He records that the students are asked to examine 

their reasons for wanting to teach English and they are shown that their prospective pupils are likely to 

be very different from themselves in their perception of the subject English. This is valuable as too few 

commentators on the teaching of English, focus on the calibre of learner that the teacher is likely to face. 

The ideal of learner-centred education is laudable, but often the lack of motivation of many students is 

overlooked. English in South Africa is a compulsory subject to matriculation level, with the result that 

the teacher is faced not only with a wide ability range but a wide range of motivation too. The teacher 

has to be prepared for those who do not share his interest in reading or poetry or drama or writing but 

he may not allow himself to become cynical and despondent because even in the least responsive class 

there is so often a sudden flare of interest. 

It is important for the prospective teacher to develop a philosophy of teaching which embraces his own 

attitude tothe subject but which places atthe centre those with whom hewill explore a common language. 

He will appear to be teaching them but he will come to realise that in the classroom the teacher learns 

the most. This continual learning process is the basis for innovation not for tts own sake, but in order to 

explore methods through which the pupils' interest and expertise are improved. The English teacher in 

South Africa has to be prepared to create new learning opportunities for the student body he will be 

helping to meet the challenge of the future. These challenges include the appreciation of other cultures, 

a more flexible approach to the content of the subject English and the creation of optimum learning 

conditions for a wide range of pupils. 
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Multicultural education is in the process of being explored in a number of countries. While the 

assimilationist policy has been largely discredited, the critics cannot agree on the best method to deal 

with the diverse cultures found in many classrooms. The liberal educators advocate a pluralist approach 

in which each culture is given equal value and time is taken to explore cultural and language differences. 

The Neo-Conservatives consider this to be divisive and think that attention should be given to basic skills 

rather than cultural diversity. Both the above schools of thought are scorned by the Neo-Marxists who 

maintain that an egalitarian society has to be created before any reform of curricula can take place. 

McCarthy (1990) advocates a non-synchronous approach where the forces of class, race and gender 

are taken into account as they arise in each community. In SoU1h Africa, the teacher will be faced with 

pressure from people of all shades of opinion, but it will be some time before multicultural education 

takes a decisive course. 

I ncreasingly, the pupils in South Africa will want a say in their education. The questionnaire showed that 

this small group was capable of articulating its opinion and of reasonably mature judgements. The 

students' voices need to be heard and considered but the teacher's role cannot be overlooked. He will 

have to adapt his style to the changing circumstances without compromising his rationale of education. 

The English teacher in particular, has to be trained to cope with a wide range of language needs which 

places responsibility on the training institutions. They need to ensure that the prospective teacher Is 

neither inflexible nor dogmatic in the face of a very different student population. 

§ § § § § 
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The teacher in South Africa faces a number of challenges and the teacher of English will possibly have 

the most demanding task. Hitherto, he has dealt largely with a fairly homogeneous group sharing the 

same culture and language. He now has to deal with pupils who come from very different backgrounds 

and whose needs in the English class may vary from communication on a basic level to preparation for 

university English. The teacher's problem arises in that there is unlikely to be funding for differentiation 

of classes initially and he may well have to cope with many levels of learning within one classroom. 

Financial constraints may operate on the supply of resources too, placing a further burden upon him. 

The English First Language Syllabus for the Senior Secondary phase allows for English to be taught on 

the Higher, Standard and Lower Grades, but it has been compiled with the English mother-tongue 

speaker in mind and makes no reference to pupils for whom English is a second language That is not 

to say that English as a second language has not been developed in this country, as it is the second 

language of speakers of the other official language, Afrikaans, but the division of schools into English 

and Afrikaans medium has meant that English as a second language has not been offered in the English 

medium schools. The three grades do offer some differentiation, but by and large the Standard and 

Lower Grades are watered-down versions of the Higher Grade syllabus, calling only for language 

accuracy and requiring less insight. There is very litlle scope forthe active development and progression 

01 pupils initially placed on these grades. 

These syllabuses are all divided into these four components: 

<> Oral Communication 

<> Reading and Literature Study 

<> Writlen Communication 

<> Language Study 

but the principle of integration is stressed. As discussed in Chapter 3, the integration of the knowledge 

of language terminology is not sufficiently well delineated, leaving the individual teachers or English 

departmental heads to decide on the policy which they will adopt. The decision that must be taken is 

whether to undertake the study of language only with its application to the three other components in 

mind, or to teach Language Study as a body of knowledge for its own sake. The teacher, or English 

department head, taking this decision, has to choose very carefully as it will affect the time the teacher 

devotes to the Language Study component, and the emphasis in his teaching on the whole. 
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David Holbrook (1988) maintains that learning the language for its own sake is 'peddling the fallacy' that 

one can know the facts of the language and thus become a master of its expression. He uses the analogy 

of the bicycle: one learns to ride the bicycle by 'dwelling in' the bicycle not by learning about its parts 

and their functions and he scorns the Kingman Report's statement that it is 'as important to teach about 

the structure of English as about the structure of the atom'. His objection to the analogy stems from his 

bel iefthat explicit knowledge aboutthe language does not improve its use, but Venter (1975), the syllabus 

compilers and the 'back to basics' movement for economic expedience challenge this view. 

In the middle is the teacher. Unless he develops a very clear rationale for himself, he is going to find that 

he is constantly pushed from one point of view to the other and that his teaching simply reflects the 

pressures exerted from outside the classroom. This does not mean that he has to be dogmatic about 

his point of view, but what he teaches must be defensible, both from the learner's perspective and from 

his belief in the subject as a whole. In order to develop this, Teachers' Centres need to promote 

discussion groups and debates so that the teacher is exposed to the thinking of others and this may help 

to clarify his own thoughts. In addition, there needs to be far more debate in the professional journals 

by the leaders in the field, particularly the academics involved in research and training. It is important 

that the journals that are widely circulated are used as channels of information; academics writing for 

other academics are short-changing the practitioners. 

The major premise of this thesis is that individualised instruction is a method which can profitably be 

used in the English classroom. The experiment conducted showed a number of flaws in the pilot study 

and challenged the initial assumption that the pupils would perform better academically if they undertook 

part of their own learning. The post-test did not show the expected result, but a number of conclusions 

can be drawn from the experiment itself. The first and possibly most important, is that although the 

experimental group did not pull ahead of the control group in the post-test examination, they held their 

ground, showing that while the individualised programme does not produce substantially better results 

than the traditional method, it is nonetheless a viable alternative. This raises exciting possibilities for the 

teacher facing a class whose members have very different needs. It means that he can devise 

programmes for small groups of pupils who have similar requirements and as Rainbow (1987) and 

Waterhouse (1988) recommend in their Supported Self-Study programmes treat these as tutorial groups 

whom he can help to realise their objectives, which may be very different from those of another group. 

This again opens more possibilities as the content of the programmes can be negotiated with these 

tutorial groups thus increasing the the autonomy of the pupils. 

There Is no need for all, or even a major part of the English programme to be handled in this way. The 

teacher can decide whether a section of literature or an oral presentation or the bulk of the Language 

Study could be handled competently by the pupils on their own. It depends largely on the class he has 

to teach. He may find that there are those who need to be guided solely by the teacher, in which case 

the others could be directed to autonomous learning while he teaches the group needing his particular 

attention. The possibilities would be endless if the teacher's time and resources were not finite. 
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As shown by Eshel (1990) in his study of Israeli schools, individualised Instruction Is most effective where 

the school administration supports it. This Is shown in the consideration of different learning styles by 

Dunn and Griggs (1987) who also show that the authority structure of the school influences the success 

rate of a particular method. In South African schools there is a policy of in-seNice training conducted 

by the head teachers on a regular basis. This time may be devoted to any aspect that the principal thinks 

the staff should give attention; in the most recent past this has been the challenge that the schools will 

face on admitting pupils from other race groups, during the period that the models are more widely 

accepted as an interim measure until the new educational dispensation comes into force. Part of this 

social challenge could be a renewed look at different methods of teaching where the staff are actively 

encouraged to make allowance for difference and the resource centre developed to become the pivotal 

point of the school. large-scale innovation overnight is not the objective. Waterhouse operates on the 

principle that 'small is beaU1iful' and this could well be adopted by our schools. The major point is that 

in a changing environment, the tried and tested methods may not be appropriate or even effective and 

there should be active encouragement of teachers to make their practice more flexible and 

accommodating. There will be mistakes, as this pilot study shows, bU1 as long as the pupils are not 

actively harmed by the errors, they can be shown that in order to learn one has to be prepared to make 

mistakes; that often they show the way to new possibilities. 

Davies (1987) refers disparagingly to individualised learning based on 'interminable worksheets' and far 

more approvingly of a variety of resources. The experimental group diarists hinted that working entirely 

alone with the worksheets could become monotonous. Fortunately, the experimental programme was 

relatively short and only encompassed part of the class' total work for the term. If this had not been the 

case, the pupils themselves would have referred to the 'interminable worksheeets'. Since individualised 

work is largely dependent on resources, the teacher who undertakes this method has to be critically 

aware of the resources he employs. In the pilot study undertaken, tex1books were the only resource 

used. That they had some value was illustrated by the comments made aboU1 them by the pupils. They 

also had their limhations particularly as their original design did not envisage autonomous learning. The 

discussion of the tex1books in Chapter 2 shows that the teacher needs to evaluate the level of difficulty 

of each tex1 and to judge which section of the tex1book would lend itself to individualised use. The tex1s 

most often criticised for their fragmentation are those which can be most profitably used, especially for 

remedial exercises. For unfamiliar work, the teacher has to be more careful as the units compiled need 

to be stimulating, yet not too unwieldy. Tex1books certainly provide the most convenient starting-point 

and as funding is likely to be stretched to its limits over the nex1 few years at least, dividing tex1s into 

learning packets would seem to be economical. The creative teacher need not stop there. Using the 

existing learning packets as a base, he can add to them articles of interest and directions to other media 

available on the school premises. This is where h is essential to have the head teachers' support for 

autonomous learning so that the Media Teacher's help can be actively enlisted. However, the classroom 

teacher cannot expect media to be available to him at short notice; nehher can he expect that what he 

requires will be in stock. He needs to make a very careful sUNey of the Media Centre noting what he 
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can use to usefully enhance the learning packets that he plans to construct. From the foregoing 

comments, It can be appreciated that the teacher cannot embark on any form of individualised work 

unless he has prepared n thoroughly. 

The actual operation of the programme also requires careful planning. Resources need to be packaged 

properly, they need to be freely available and their housing needs to be accessible. All this is the direct 

responsibility of the teacher but he can enlist the help of his pupils as their constructive criticism can help 

to improve the operation of the system. Apart from the physical planning, the teacher needs to plan for 

consultation and for evaluation. In the pilot study, the pupils were invited to consult the researcher after 

hours if necessary and of course they were actively encouraged to discuss difficulties during the class 

itself. The last presented no problem; they did ask for help in the classroom when they needed it but no 

one telephoned for help at any other time. In restricting their appeals for help to the double lesson once 

a week, the pupils did not really have enough help which is why the practice of tutorial groups has merit. 

In small groups the pupils can be guided with regard to the level of work they should be doing, their 

interest level can be monitored and their achievement thus far can be evaluated. It is possible that through 

this, the brighter pupils can be accelerated through the basic work required and directed to other areas 

for enrichment. It is however, vital that their progress is carefully evaluated and that the skills that they 

have learned on their own are evident in their other work. If what they have covered on their own Is not 

transferable in other contexts, it is of little value. 

The evaluation needs to be broken into sections, but should not be conducted after each small unit of 

work has been completed. The reason for this is, as earlier practnioners of individualised work found, 

that the pupils achieved highly on subsections, but when these were put together, they floundered. The 

same principle applied in the pilot study. The pupils were able to answer the questions set in each unit, 

but when these were presented in a different context and all together in the post-test, the pupils showed 

that their grasp of the concepts was superficial. A possible solution to the problem is to test sizeable 

units and provide opportunnies for a re-test using similar material. In this way the pupil and the teacher 

can be reasonably sure that the principles have been grasped and that they can be applied in a variety 

of contexts. 

If one takes seriously McCarthy's (1990) non-synchronous multicultural education, individualised 

programmes can be created to cater for the variables of race, gender and class, as there is then scope 

to build into the materials and the grouping, elements which will cater for different needs, rather than 

imposing one set of cultural values only. As far as English language in particular is concerned, the value 

of dialect and register can be inculcated, thus moving from the position that the only language worth 

knowing is the Standard variety. However, from this attitude of tolerance the value of Standard English 

for wider communication can be taught, possibly with less resistance than h might meet if it is taught in 

an atmosphere of intolerance for any other varieties of the language. 
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Writers on individualised learning stress that any programme is individual only to the extent that ~ allows 

the pupils autonomy. This can be seen on a continuum from complete freedom to choose the curriculum 

and the way In which it is studied, to a far more structured programme where the teacher sets definite 

limits and the only autonomy is pace or order of work. If one bears in mind this continuum, one can 

understand the value of beginning with highly structured work in which the pupil feels he has a certain 

amount of decision-making to do and leading on to more autonomous programmes as soon as the pupil 

feels confident enough to do so. Again the teacher is going to meet with developmental differences in 

this regard and he may have to learn to work with a number of learning styles simultaneously. These 

need not be formalised as Dunn and Griggs (1988) suggest but can be used as the need arises. The 

main aim of such teaching is to realise the potential of each pupil in his care and not assume that what 

the teacher decides the pupil will enjoy or benefit from is necessarily what the pupil would agree with. 

The pupil is after all why the teacher is in the classroom and his needs are paramount, but the teacher 

is the arbiter between needs and wants so there may be times that he decides on a course of action 

against the pupil's wishes but in his best interest. 

The individualised method may have the learner at its centre but the teacher is vital to the whole process. 

It is he who will be responsible for creating the atmosphere of learning; it is he who will need to show 

flexibility and tolerance and it is he who needs to be constantly aware of changing circumstances to 

which his pupils will have to adapt. No teacher can hope to be all things to all his pupils but as a 

professional, he can, through his efforts to meet his pupils' needs show that they are important to him. 

He does, however, have to balance the demands made by his pupils with the demands made by his 

subject as he cannot allow his subject knowledge to fall behind because he devotes too much time to 

the pupils' requirements. 

The teacher has his limits. He can achieve an enormous amount as long as he has the support, not only 

from his immediate school but also from the wider academic commun~y. The education system in South 

Africa needs all the creative teachers it can muster; they are the vanguard of a new dispensation but they 

cannot shoulder the entire responsibil~y. The creative English teacher has a special role to play; it is he 

who is responsible for teaching the new generation how to communicate in a language all can 

understand. Each English teacher who meets the challenge and learns to cater for the individuals within 

his classroom will be helping to achieve the objective of education stated in a Reith Lecture by Ralf 

Dahrendort and quoted by Geoffrey Thornton (1986): 

The central task of education is not simply to produce spare parts for our economic process, but to develop 
human abilities by opening them up for varied choices rather than streamlining towards alleged 
requirements. (P.68.) 

The pupils need to learn how to cope with choice; the place that they can begin to learn this is in the 

English classroom. 

§ § § § § 
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Appendix A 
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LANGUAGE STUDY 

INTIW[)UCTION 

A study of language in action should form an inteyral 
~art of all aspects of ~nglish teaching - listening, 
speaking, reading and writing. 

Language activities must meet the needs of ~upils and 
~romote their language development effectively. The 
formal teaching of language conce~ts and skills intro­
duced and developed in Standards 5, 6 and 7 should be 
positively extended, bearing in mind the goals and 
~rinciples outlined in this section. In focusing on 
the skills that promote language competence, the teach­
er must not lose sight of the need for pupils' enjoy­
ment of language activities as language is essentially 
creative and expressive. 

Pupils' experience of language should be extended and 
developed to allow growth to a mature level of compe­
tence. Increasingly pupils should be led to discover 
that language is a means of abstraction, and that some 
understanding of how it works will help them to adapt 
it to circumstances and situation; and to develop the 
ability to formulate ideas and judge with insight the 
messages of others. 

At Higher Grade level, the acquisition of some linguis­
tic or grammatical terminology should be seen as part 
of the extension of communicative skills, as well as of 
the ability to learn more effectively how language 
works and to participate intellectually in responding 
to language in action. 

GUALS 

The ability to use language appropriately is a complex 
process depending on the acquisition of many skills 
which should be developed through practice. Pupils may 
also benefit from the explicit study of rhetorical 
devices employed across a variety of styles of language 
at different levels of complexity. 
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The ability to read wieh a high level of comprehension 
is fundamental to school acnievement. Language and 
thought are inseparaDle, and different discipline s , 
contexts and purposes make different demands on t De 
language. This intimate connection should be explorea 
in the close study of texts taken from a wide range of 
sources, e . g . 

in informal discussions, talks, newspaper reports, 
business reports, legal coneracts, literature, 

the victim of an accident, in turning his personal 
account of the event into a police statement, would 
have to select an appropriate register from: 
Standard English, dialect, formal language, collo­
yuialisms, jargon and slang, and 

the language of persuasion as encountered in propa­
ganda and advertising. 

~luch of what is said u nder the secti o n on l{eading anci 
Ilrit.ing is relevant het-e, bu t pupils should also be 
shown that the ability to follow main arguments, select 
relevant materials, evaluate bias, identity 
assumptions, etc., dependS on t he recognition of 
language cues. The writing of a s urr"T,ary must 
presuppose a specific purpose, which in turn demands a 
specific register of language. 

Uetached formal language exercises can be counter-pro­
ductive: the emphasis must be on languaae in action, 
which implies an incidental approacn whenever possible 
based on the error analysis of pupils' written work. 
Nevertheless, pupils need to be shown tnat the ability 
to identify, name and use concep es such as the follow­
ing will be an aid to their unaerst a nding of language 
and style, and may lead to the impro vement of their own 
usage. Nevertheless, pupils need t o be shown that the 
ability to identity. name and use concepts such as 
those listed below will be an aia to their unaerstand­
ing and appreciation o f language ana style, ana could 
lead to an improvement of their own language usage . 

It is essential that pupils view the above as a means 
to an end and not an end in itself, and that they come 
to realise that the knowledge of certain basic termino­
logy will facilitate both the teaching and learning 
processes. 

It must be pointed out that the Senior Secondary Phase 
implies a natural continuation and consolidation of the 
Junior Secondary Phase; many of the components out­
lined in the Junior Secondary Phase syllabus are there­
fore repeated here. I t is e xpected, however, that 
these components, together with additional, more 
complex concepts, be studied in gre ater depth. 'rhe 
terminology listed bel ow is by no mea ns exclusive of 
alternative terminology for the same concepts. 
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The following concepts should be taught in appropriate 
contexts, with due emphasis beiny placed on their func­
tions. 

It must be noted that no one terminoloyy is universally 
acceptable. What tollows covers mose areas suyyested 
in the Goals but is not prescriptive. Neverthe l ess, 
the tollowing should-a5ist those who feel that they do 
not have a wide backyrouna in linyuistics. The splrit 
of the Syllabus implies that what follows is noe to 
place an extra burden upon teac!lers and pupils. Many 
of the following may well be used by the ~xaminer in 
the tinal examination paper. It must be stressed ayaln 
that language must be taught in action and not as a 
sl!ries of (jead exhit) its. 

• 

parts of speech (word classes): nouns, pronouns, 
adjectives (includiny articles), verbs (including 
infinitives, participles, gerunds, auxiliary verbs 
and the concept of finite and non-finite verbs, 
reported speech), adverbs, prepositions, conjunc­
tions and interjections; 

the function of the verb in respect of: tense 
(sequence of tenses, use of historic present, etc. 

mood (payiny particular attention to imperative 
mood used in commands, and sUbjunctive mood used in 
hypothetical sentences and wishes) 
voice (paying attention to function and effect) 
concord 
transitive and intransitive use 

subjective, objective and possessive cases of nouns 
and pronouns 

sentence structure: simple, complex and compound; 
main and subordinate clauses; adjectival and adver­
bial phrases, loose periodic and balanced; inver­
sion (toregrounding); parallelism 

NOT!::: 

( i ) 

( i i ) 

the relationship of sentence structure to inten­
tion and style should be stressed; 

detailed, mindless clausal analysis is definitely 
not recommended. 

loxical terms, e.g. synonym, antonym, homonym, homo­
phone, compound woras, denotation, connotation, 
ambiyuity, diction; 

various stylistic devices such as: irony, pun, 
innuendo, satire, ambiguity, pathos, climax, rileto­
rical 4uestion, repetition, ellipsis, antithesis, 
hyperbole, foregrounaing; 
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phonic devices such as: alliteration, assonance, 
onomatopoeia; 

functional concepts such as: subject, predicate, 
object, complement, modifiers, connectives, deter­
mlners 

appropriate usage, including Standard South African 
~nglish, slang, colloyuialism, cliche, Jargon, dia­
lect 

literal and figurative use of language 

factual and emotive language, referring to neutral 
and emotionally 'loaded' words 

register and tone. 

NUT~: 

The teacher should exercise great discretion in 
deciding on the amount of time to devote to these c on­
cepts. Difficult items should be stressed according to 
the needs and abilities of pupils. There should be a 
definite commitment on the part of the teacher to teach 
concepts which relate to how language works, but when 
grammatical terminology, latinate or other, is employ­
ed, it should be for c o nvenience only: e.g. to assist 
pupils in proof-reading, editing and polishing their 
own writing. 

Vocabulary should be enriched as part of a deliberate 
teaching policy. Pupils should acyuire a vocabulary 
that enables them to cope with the demands made by 
their own writing, literature, other SUbjects in the 
curriculum, the media, and social situations. 

Words should be explored in configurations or in con­
text, e.g. in relation to literature or in '~ord 

families'. Denotation, connotation, and the compatibi­
lity of vocabulary with register and context need 
attention. Knowledge of roots, prefixes and suffixes 
can provide clues and help pupils extend their 
vocabulary. 

Pupils should be proficient in the use and conventions 
of the dictionary. 

A meticulous approach to the learning o f spelling 
should be fostered. The teacher must identify and meet 
the needs of the individual pupils. The incidental 
learning of spelling must be complemented, where appro­
priate, by attention to spelling rules. Suitable dic­
tionaries should be used as a matter of course. 
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Accurate punctuation clarifies meaning and promotes 
effective communication; pupils should be aware that 
negligent or faulty punctuation interferes with com­
munication. They should become completely proficient 
in the effective use of punctuation, e.g. full-stop, 
comma, colon, semi-colon, apostrophe; question, excla­
mation, and yuotation marks; parentheses (brackets, 
dashes); hyphens, correct punctuation and functions of 
direct speech. 

Although the acquisition of syntax is a natural 
process, practice ana functional analysis can help to 
produce insight into the nature of language and 
improvement in performance. Pupils should realize that 
a writer'S choice of syntax is part of his intention 
and reflects decisions about audience and occasion. 

Language development for both the individual ana 
society is organic and continuous. Changes in use and 
meaning take place over time ana (particularly in the 
case of ~nglish) in different parts of the world 
because of aifferent demands, different cultural con­
text, and the proximity or interference of other 
languages. Pupils should: 

be able to identify some of the essential differen­
ces in usage and idiom between South African, 
British and American English; 

have some understanding of the influences at work on 
the language they and others use; 

have some knowledge of the historical development of 
~nglish, particularly with reference to its vocabu­
lary and its descent from an inflected language, and 

be able to distinguish between slang, jargon, collo­
quialism, dialect and Standard ~nglish as they func­
tion in context. 
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Time: Two and a half hours 
Marks: 130 

QUEST! ON ONE 

The passage set for comprehension is printed on a separate enclosure. 
passage carefully and answer the questions based on it. Use the mark 
for each question as a guide to the amount of detail required for each 
USE YOUR OWN WORDS WHEREVER POSSIBLE. 

PLEASE NOTE: 

* Marks awarded for style are built into certain questions. 
style mark is indicated as follows: 

2 (content) + 2 (style) = 4 (total) 

The 

• Candidates who do not heed the instruction 'USE YOUR OWN WORDS' 
will be penalised. 

Read the 
allocation 
answer. 

1. Quote the. word from the first paragraph which describes the topic of 
the article . (1) 

2. With reference to paragraph one: 

The writer uses a well-known proverbial expression to define her 
approach to the topic. 

2.1 Quote the expression. (1) 

2.2 Using your own words, explain its meaning in the context 
of the sentence in which it appears . (2 + 2 = 4) 

2. 3 State which of the following definitions is closest in 
meaning to the phrase 'an outrage' (line 7): 

2.3.1 
2_3 . 2 
2 . 3.3 

2.4 

a misapplication of feeling 
a disservice to one's morals 
an injury to one ' s judgement 

In the- context of the whole paragraph, explain in your own 
words what the author considers to be an 'outrage'. (2 + 2 

3. With reference to paragraph two : 

3.1 The writer uses a cliche to define the full range of reading . 
Quote this cliche. 

PLEASE TURN TO PAGE 3 
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3.2 

3.2.1 

3.2 . 2 

3.2.3 

The use of cliches can be justified in journalistic writing. 
Which one of the following reasons would you select in order 
to justify the use of a cliche in this context? (Simply 
write down the number of your choice for your answer.) 

The familiarity of a cliche makes it easier to understand. 

The familiarity of a cliche creates a sociable tone and 
communicates economically. 

The use of a cliche makes the passage more contemporary. 

3.2 . 4 The use of a cliche makes the passage more descriptive . (2) 

3.3 Quote the phrase which describes what the writer considers to 
be 'a basic human right' . (1) 

3.4 Explain in your own words as far as possible what, according 
to the writer, the serious consequence is, when this basic 
human right is removed. (2 + 2 ~ 4) 

4. The writer interrupts her discussion with a reference to the late 
Professor D.J . Opperman. By quoting his words, the writer illustrates 
a point she wishes to make . Expl~in in your own words what this point 
is. (3 + 2 ~ 5) 

5. Choose the word which is nearest in meaning in the context of the 
article to each of the following: 

5. 1 pernicious (line 15) 

5.2 naivety (line 16)-

5 . 3 criterion (line 29) 

5.4 credo (1 i ne 45 ) 

mischievous / intolerant / 
harmful / destructi ve 

foolishness / artlessness/ 
naturalness / unsophistication 

control / speculation/ 
yardstick / sampling 

religion / principle / faith / 
ideol ogy 

6. With reference to the writer's argument in the final four paragraphs: 

6 . 1 

6.2 

According to the writer, what force influences children's 
values more than anything else? For your answer merely quote 
the appropriate phrase. 

Quote the phrase the writer uses to express her confidence in 
Children's natural powers of discrimination. 

6.3 The writer argues that in the act of censoring reading and 
visual material, we offend the basic standard of being fair 
to children . 

Explain, in your own words , one of the areas raised by the 
writer, in which this lack oTfairness displays itself. (2 + 2 ~ 

(4 ) 

(1) 

(1) 

4) 
I 

PLEASE TURN TO PAGE 4 _J 
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7. In the opening sentence of this ·article the writer, a journalist , uses 
a phonic device to attract immediate attention to her topic . 

8. 

7.1 

7. 2 

7.3 

Name the devi ce 

Quote the relevant phrase which illustrates the device . 

What is the connotation of the adjective 'red' in the 
context of this article? 

Explain the appropriateness of the accompanying sketch to the theme of 
this article. 

PLEASE TURN TO PAGE 5 
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QUESTION TWO 
1. Read carefully the following headlines from the sports page of a 

newspaper, and then answer the questions printed below them: 

Natalians 

(036 ) 

hold aces 
in big 

Curry sees Jones 
as stepping stone 
on road:,to glory 

,.-

Cape race 

~ WP move out of bottom gear 
thanks to new batting hero 

1.1 

1.2 

1. 3 

1.4 

- -- _ . 

What tense is used in all of the above headlines? 

Give a reason why this tense is usually used in headlines. 

What single word would describe the structure of all 
three headlines? 

Identify and write down the metaphor used in any ONE of 
these headlines, and then explain its figurative meaning 
in its context . Label your answer correctly 
(e. g. A. 8 or Cl. 

PLEASE TURN TO PAGE 6 
-.. ------- -------- - - .•• 
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2.1 Printed below are some examples. of graffiti (i.e . scribblings or 
drawings on walls.) 

Often the way in which the graffito message is written (its style and 
tone) ratllcrthan the message itself makes the graffito effective ann 
memorallie. The effectiveness is usually the result of certain 
litcr.o,·y d~vi c es such as irony, climax, anti-climax, rhyme, parallelism 
(i.e. the similarity of construction or meaning of phrases placed side 
by side), allusions, word-play (puns) and tone. 
(Note: 'graffito' is the singular form of graffiti'.) 

Read the examples given below and then answer the questions 
which follow: 

2 . 1. 1 

2.1. ~ 

Quote an example of word-play from the above examples, 
and explain why it is an example of this device. 

(11(lOSe anyone of the above examples of graffiti, write 
it down and then s ta te whi ch one of the fall owi ng tones 
it conveys: 

irreverent; bitter; mocking; sarcastic; flippant. 

Give a reason for your choice. 

2.1. 3 Which one of the examples of graffiti above contains irony? 
Write down the number only of your choice . 

PLEASE TURN TO PAGE 7 
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(THIRD PAPER) 

2.1.4 Which one of the examples contains an allusion with an 
unexpected ending? Write down the number only of your 
choice. 

2.2 Broadly speaking, an advertisement may be defined as a public notice. 
Study the advertisement printed below, and answer the questions that 
appear next to it. 

2.2.1 Paying particular attention to the 
two pictures, give one possible 
reason for the visual impact of this 
advertisement. (2) 

2.2 . 2 What is the intention of this 
advertisement (i.e. what message 
does the adverti sement convey)? (2) 

7 

(1 ) 

2.2.3 Paying particular attention now to 
the words used, and to their 
arrangement in each sentence, give 
one good reason why the message 
referred to in 2.2.2 is conveyed 
with such great impact. Do not 
discuss meaning in your answer . (2) One tree can make 

3,000,000 matches. 

/20/ 
PLEASE TURN TO PAGE · 8 

One match can burn 
3,000,000 trees. 
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QUESTION THREE 

1. The extracts printed below are taken from the following English 
reference books: 

Chambers Students' Dictionary 
Chambers Twentieth Century Dictionary 
The International Thesaurus of Quotations (compiled by R.T. Tripp) 
The Nuttall Dictionary of English Synonyms and Antonyms 
The New Standard Encyclopaedia (Odhams Press Ltd) 

Study them and then answer the questions that follow. 

A Act' DlvlBlon of .. plAy. For lonll" pi .. ,.., 
Shakespeare'li belD" an example were 

al .... ,.. dlvided Into ATe acto, but there I. now 
'-- no fixed number. An act 11 dlvided Into 

K.ene8. 
In Greet BrI_ an Aot of Parllamo .. tlB the 

proper name tor a law. The Acta of e.ch 
8e88ion are a.rra.nged in cbaptenJ Il·nd are quoted 
&ocordilllf to the yea.r of the rel$rD in whio.h thoy 

. were pasaed. For in"tanoe, the -National Be&1tb 
lnourance Act, p ...... d In 1928, Ia 18 &Ild 19 
Geo. Oh. U. beco.uae it WM pll.Alled tn the 
elehteenth and nineteenth y ..... of that ~I 
reign .. The Parliaments of Oanada, A_ 
and other pa.rtl of the Empire, have .their own 
Aoto. . 

A n Act of God Ia aomethlng due to the 
violence of the elementa, suoh 8.11 a atorm at 
sea or 8ometh1.ng e188 for whioh no human belnw 
18 respoDsible. The phraae 18 muoh Ulled" 1D 
inauranoe pollciee. 

Act, v.a., Do, perform, carry out, execute. 
V,ft . , Work. 1unction, operate, beha.ve. 
Play, pretend. simulate, represent, per-

. aona.te, mimic, counterfeit. 
fl., Action, deed, 1ea:.. achievement,. 
exploit, performance. . 
Law, bill. statute, ordinance, decree, 
enactment. edict . 

Action, Act, deed, feat, t operation, 
movement, agency. exercise. Re.t 

./ 'i.- Effective action Is always unjuSt. JEAN 

ANOUILH, C"tch A. C"tch C,," (1960). tr. 
Lucienne Hill 

c act, akt, v.i. to exert force or iDft~~n~e :Ati, produce­
an effect: to behave oneself : to perform, as on the 
Itage: to feign: to be suitable for performance.­".t. to l'erform: to imitate or play the part of.-n . . 
lomething done or doing: an exploit: the Tot;' 
proc ... (of doing .omething): a decree: a lelfiolo" 
tive enactment: I -written instrument in 'VenficB­
tion: (theol.) oomethlna done onco for all: (R.C. 
cJmrcJrlll short pnyer: Co distinct main section of a 
play: n univeraitiet, • public disputation or lecture 
muntained by • candidate for a derree.--ru. 
actabU'Uy: act'lnl(. action: Ict or art of per- · 
forming an ... umed or • dnmatic part: folll!linlJ. 
·'-adj. perfonnlng lome duty temporuDy, or for 
·anotber.-1lI. act' or. ane who acts: I eta.&­
. player :-/mr. act'res!!; act'ure (Shalt., Lov~. 
COm/JI.) .ction~ performance.-act of God, a 
result of natural forces, unexpected and not 
preventable by human foreS1iht; act or rrace, 
I. fAVOur, ~p. a pu-don grlnted by • lovereign; 
act OD, to exert an influence on: to let in accord­
ance with; act up to, to come in practice up ·to 
the otand.,.d of : to CulJil. [L. "<tw, -ar an ICtiOn. 
doing, 4.ctum, a thinit' done, 4&1or, • doer, actoli 
aglre, 4ctum, to do. drive.] 

2. In the orena of human life the honour.; 
and rewards fall to those who show their 
good qualities in action. ARISTOTLE. 

NlcofTI(Jch.,," Ethic. (4th c. B.C.), 1.8, tr. 
J. A. K. Thomson. 

3· A thought which does not ""ult in an 
action is nothing much, and an action 
which does not proceed from a thought is 
nothing at aU. CEORCES BERNANOS, "France 
Before the World of Tomorrow," Tlur La.t 
£""v' of CI!Orge. Bemano. ('955), tr. Joan 
and Barry Ulanov. 

-

E act, aJct. v.i. to f!:Xert force or influence: to p~ 
duee an effect: to conduct oneself: to perform • 

.;;..... as on the stage: to feign.-v.~ to perform: to 
imitate or play the part oL-ll. something 
done. a deed: an exploit: the very process of 
doing something: a law or decision of a legis. 
lative body: a distinct section of a play.-ll. 
adiDe. action: act of performing an assumed 
or a dramatic part.. -adj. performing some 
duty temporarily, Of for another.-n. act'or, 
one wbo acts: a stage-player:-fem. 
aer ...... -.ct of God, a result of forces beyond 
the control of human foresight. II.. /l.g!!"" 
actum ; Gr. agein. to .put in motion; Sans. aj, to 
drlveJ . 

PLEASE TURN TO PAGE 9 
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1.1 

1.2 

1.3 

1.4 

1.5 

ENGLISH FIRST LANGUAGE HG 
(THIRD PAPER) (036) 

Write down the letter of each extract (A,B,C,D & E), and then 
write next to each letter the title of the relevant reference 
book. selected from the list given, from which you think each 
extract has been taken. 

If you wished to ascertain the etymology of the word 'act'. 
which extracts would provide this information? Write down 
only the relevant letters. 

Account for the inclusion of the word 'Rest' in extract B. 

Explain in general terms (i.e. Do not quote specific examples 
from the extracts.) the main difference between an entry in a 
dictionary of words and one in an encyclopaedia. 

If you were looking for a suitable opening to a speech that you 
were preparing, which of the reference books in the list given 
previously would you consult? Give a reason for your choice. 

1.6 If you were doing a crossword puzzle and were given the clue 
printed below. which of the reference books in the list given 
previously would you consult in order to find the answer most 
quickly? 

presenter (anagram) meaning 'to act' 

(Note: An anagram is a word formed by writing the letters 

9 

(5 ) 

(1) 

(2 ) 

(4 ) 

(2 ) 

of another word in a different order.) (2) 

1. 7 The following questions refer to specific extracts: 

1. 7.1 

1. 7.2 

1. 7.3 

1. 7.4 

1. 7.5 

1. 7.6 

Extract C 

Write down the phonetic spelling of 'act' . 

Of what word is 'theol.' an abbreviation? (line 8) 

\;ri te down the suffi x that i ndi ca tes the femi ni ne gender 
of the noun agent formed from 'act' . 

By adding a prefix to 'act'. write down the missing word 
in the following sentence: 

(ll 

(ll 

(ll 

Elizabeth Taylor was asked to ... the role of Cleopatra. (1) 

By adding another prefix to the word you have supplied in 
1.7.4, write down the missing word in the followin g sentence: 

Elizabeth Taylor was asked to ... the scene with Enobarbu s, 
as the director was not satisfied with the first 'shot ' . (1) 

State whether the word 'act' has been used transitively or 
intransitively in the following: 

The late Richard Burton acted in the film 'Antony and 
C 1 eopa tra ' . 

PLEASE TURN TO PAGE 10 
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I 
! 
I 
1 ___ - _ .• 

2. 

1. 7 . 7 

Extract D 

Why are certain words written in capital letters, and 
others in italics? 

Cartoonists often create their humour by playing on both the literal 
and figurative meanings of i diomatic expressions. Explain how humour 
has been created in this way in ONE of the follo'ding cartoons: 
(Label your answer correctly.) 

L CAPTAi~ ViNciBle, 
I-II\\', DECiD,D To TAKE; I 

A 5TAND oN Ttll: 
WAR AGAiN~T POV~RW l 1 

~-'"\---t"I-....,. 

1 "'LIES!'> !'LL STAND 
RIc;HT ABoUT HERE.. 

PLEASE TURN TO PAGE 11 
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1'17 RA1HER 'IOU 
GAVGMGA 

fool' . 
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3_ Supply the missing word in EACH of the following captions, so that 
a plln is created: (Label your answers correctly) 

A 

A pickpocket eventually got caught stealing pocket 
watches because he took too much . (l ) 

A couple of ghosts walked into a tavern and asked 
the bartender if were served in his es- (1) 
tablishment. 

Page 92 
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QUESTION FOUR 

l. Read the following extract from an article entitled 'Winston Churchill: 
A Study in Oratory' and then carry out the following instructions: 

l.1 Imagine that you are preparing a short talk, based 
extract, fo r the debating society at your school. 
your very brief guide as follows: 

on this 
Prepare 

Fo r each paragraph, numbering them 1 - 5, write down 
the KEY WORD (i . e. the word that best summarises the 
content) . (10 ) 

l.2 Using the five key words you have identified i.n 1.1 as a 
gUlde, wrlte a brlef prose summary of the article for 
inclusion in the deba ting column of your school newspaper. 
Your answer should consist of one paragraph of not more 
than 60 words. Write down the number of words you have 
used. Note: No marks will be awarded for an answer 
where the incorrect number of words is given. (10 ) 

An important feature of the Churchillian 
style of delivery was the drama-
tic pause. He was a master at this. He 
said once, "I .. . made a pause to allow 
the House to take it in ... As this 
soaked in, there was something like a 
gasp. He relied on timing to assure 
heightened effect because it made 5i­
lenceeven more eloquent than words and 
allowed his listeners to digest what 
they heard and get ready for what would 
be said next. His timing - his use of 
the dramatic pause - forced any restless 
members of his audience to look at him 
and listen. Even his "gar-rumphs" and 
throat clearings came at the right mo­
ments . 

Those who saw him say that his facial 
~xpressions as he worked through and up 
to his main points were something to see. 
He snarled and scowled as he spoke of 
"strangling the U-boats" or of "the dead­
ly, drilled, docile, brutish masses of 
the Hun soldiery plodding on like a swarm 
of crawling locusts" and of "Musso1ini, 
this whipped jackal ... frisking up by 
the side of the German tiger with yelps ..... 
His manner was stern yet stimulating as 
he growled, "I have nothing to offer but 
blood, toil , tears and sweat." 

Even in his most serious speeches he 
sprinkled jokes, quips and other humour. 
\.Jhile German bombers were devastating 

PLEASE TURN TO PAGE 13 

London he quipped, "At the present rate 
it would take them about ten years to 
burn down one-half of London~s buildings. 
After that, of course. progress would be 
much slower." In one speech he said. 
"We are expecting the coming invasion; 
so are the fishes." In another. "We have 
a higher standard of living than ever be­
fore. We are eating more." Then. gazing 
at his ample round belly, and with his 
eyes tw'inkling, he added, "And that is 
very important." 

Although his voice wasn~t especially 
appealing, it carried conviction, and his 
delivery gave the impression of power and 
sincerity. He combined flashy oratory 
with sudden shifts into intimate, conver­
sational speaking. Each change of pace, 
each dramatic pause, each rhetorical 
flourish - all were carefully orchestrat-
ed. He roared like a lion and cooed like 
a dove with hand and facial gestures to 
suit. 

Effective delivery, however, is more 
than voice and gestures. It is the impact 
of personality on the listeners. Al-
though Churchill was always carefully pre­
pared, his delivery never lacked spontan-
eity. He put feeling into his words . 
He made them breathe with life through his 
exhilarating and forceful personality. 
This uniqueness as a person made the 
difference in his speech delivery, and in 
his effect on the audience. 

1201 
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QUESTION FIVE 

The passage printed below is an amended 
of Bores' by Private Eye Producti ons. 
instructions that follow: 

extract from a book entitled 'Book 
Read it carefully and then carry out t he 

"Now look squire, why don ' t you push off home and forget about it? I've 
told you before - if it was up to me it would be a different story". 

"And that kind of 1 anguage won't get you anywhere: Look , it's not me t hat 
makes the rules. I just work here . " 

"You can wri te letters to who you want. 
stand your point of view. You ' ve come 
anyone in I felt sorry tor, it would be 
don't you run along." 

1 'm not stopping you. 
a l ong way, but if 1 was 
more than my jobs worth. 

I under­
to let 

So why 

"Look I don't care who you are, you could be Aristotle Onassis and it 
wouldn't make no difference." "I'm just doing my job . We've all got a 
job to do . " 

"Now don't you threaten violence on me. 
I 'm just doing my job. 

I'm not responsible for the rules. 

PLEASE TURN TO PAGE 14 
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1. Rewrite the given passage correctly punctuated in dialogue form, 
correcting any punctuation errors that you find. 00 not alter or 
omit any words. Supply, wherever the dots appear, suitable words 

(036) 

the other person might have spoken to evoke the responses in the 
passage, paying particular attention to punctuation. 00 not supply 
the names of the two speakers or any introductory verbs, but indicate 
the change of speaker each time by leaving a line free and beginning 
a new paragraph. 

2. The passage printed above contains the following errors of grammar or 
style: 

2.1 slang 

2.2 the incorrect case after the verb 'to be' 

2.3 a double negative 

2.4 the incorrect case after a preposition 

For each of the above, find and write down the relevant error, and then 
rewrite the phrase or sentence in acceptable English . 

(15 ) 

Note: Use the same numbering system as given above . (8) 

/23/ 

----------
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'nOENOUM : PASSAGE FOR COMPREHENSION 

An extract from Last Wo~ds by Jane Mullins (1974, Tafelbergl entitled, 
'Censors and Sensibilities' 

036 (al 

Those of us who feel that censorship is an insult to our intelligence are not 
raving, red, sexually rampant rebels. We prefer to look before we leap into 
criticism ___ a simple precaution which few critics of banned books bother to 
apply . I believe that one lady who registered a formal complaint against one 

5 partlcular book had the "relevant" passages read out to her over the ' phone by an 
acquaintance who was organising a protest because his sensibilities were 
outraged. I think that is an outrage. 

I wouldn't employ such methods - or enlist such dubious support - even if my 
senses were being assailed by the most violent propaganda. It is only by 

10 reading the good, the bad and the ugly that one can hope to discriminate 
among them. No adult will develop judgement without practising it. If one 
takes away the freedom of choice one impairs the ability to reject and select. 
Any organisation which takes over this basic human right is impoverishing the 
society it so desperately wants to protect. The intention may be benevolent, 

15 but the practice is pernicious. One cannot corrupt an informed, 
well-furnished mind. It is ignorance, naivety and lack of knowledge which are 
dangerous. 

Which brings me to the most-quoted, most-used paison d'et~e for censorship. 
At a formal luncheon one of the few wome n on the Publications Control Board 
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20 tried to conclude a discussion on this subject by saying: "It is the minds of 
the children we must protect. " 

"Do you mean," I said, "that you are judging the suitability of reading matter 
for me on the basis of what a child of thirteen should read?" 

"Yes," she said, and the whole table fell silent . 

25 Professor D. J . Opperman, the greatest living Afrikaans poet, has now provided 
the answer I lacked the wit and self-possession to produce. Commenting in 
Die BUT'geT' on Mr . Jannie Kruger's* criterion for art criticism, "Will you show 
your child this work of art or not?", he asks: "Can a nation ever become adult 
if the child is its criterion?" I wish I had said it first, but no doubt this 

30 thought will have a more profound effect coming from Professor Opperman . 

I can only add that all parents struggle with the problem of protecting and 
informing the minds of their children. No one needs to tell us of the dangers 
of gixing too much - or too little - to minds that can still be deformed . But 
I believe each family has the right to decide what sort of information is 

35 right or wrong for its children. The home and the parents still, thank God, 
exercise the most profound influence on the growing child. Those who are 
excessively afraid of "outside" influence are uncertain about their own 
relationships with their children . 

I have great respect and admiration for the generation of children I ' ve 
40 watched growing up. They really do come "trailing clouds of glory". There 

seems to be an innate ability to reason, a genuine kindliness towards 
grown-ups, animals, the sick, the halt and the lame which we cannot take 
credit for. Their sophistication is far greater than most adults around them 
realise, perhaps because so few of us actually listen to children . That 

45 constant phrase "It isn't fair" is the credo they live by, and our basic duty 
towards them is to be fair. 

By hiding and suppressing all that is considered (by some) to be harmful or 
dangerous, we are being very unfair . We are under-estimating their ability to 
learn and discriminate; we are undermining their parents ' ability to direct 

50 and control and we are over-estimating the power of the written word and 
visual image. 

Besides, the truth will out, whether we like it or not . Suppression has a way 
of spreading the word more quickly than any publicity campaign. The advocates 
of censorship will probably discover that, inadvertently, they have created 
more interest in the fruit by forbidding it. 

Glossary: 

raison d'etre : purpose of existence (line 18) 

* Then Chairman of the Publications Control Board. 
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INSTRUCTIONS 

1. Allswer ALL questions, and in tile orde r in which they appear on 
the question paper_ 

2. START EACH QUESTION AT THE TOP OF A NEW PAGE. 

3. Above each answer write the number of the question as it appears 
on the question paper. 

4. Correct use of lang~ag e and neatness of presentat ion will be to 
your advantage. 

--- -- 000 - - ---

QUEST! Ol~ 1 

The passage set for compreh ens ion is printed on a separate enclosure, 
marked Addendum A. Read the passage carefully and answer the f ollowing 
questions. Use the mark allocation for each question as a guide to the 
amount of detail required f or each answer. USE YOUR OWN WORDS WHEREVER 
POSS I BLE. 

PLEASE NOTE: 

+ Marks awarded for style are built into certain questions . This is 
indicated by (S) inserted at the end of each relevant question. 
Pay particular attention to correct, clear and effective use of 
language in these answers, remembering that it is very important to 
use your own words as far as possible. 

+ Where you answer multiple choice questions, write down only the 
letter or number of the best answer. 

+ Candidates who do not heed the instruct ion 'USE YOUR OWN WORDS' will 
be penalised. 

1.1 What is the writer's point in referring, in the first para­
graph, to "God's first act after saying, 'Let there be ligh t"'? 

1.2 Refer to paragraph 2. 

1. 2. 1 How do parents assert their po.,er by deciding on a baby's 
name? (2) 

1.2.2 

1. 2.3 

1.2.4 

Using your own word s as far as possi ble, explain why the 
French courts forbode the name of Celise. (line 16) (S) (5) 

Suggest the name of one of the br oth er s of Measles Jones and 
Pneumon i a Jones. (1) 

Which of the - fo ll owing words would best describe France 'j 
attitude to the naming of babies: 

laissez-faire; /'eligious; 
blase? 

toierzr.t; re~tri ctivp.; Pronel' . , , 
(1) 

[2] 

, , 

I 
-------- .-----~ 
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1.2.5 

1.3 

ENGLISH FIRST LANGUAGE HG (THIRD PAPER) 

Which of the fol lowing words would best describe Ame rica 's 
attitude to the nam ing of babies: 

traditional; ridi culous; humorous; conservative; 
indulgent; selective? 

Quo te the two consecutive words from paragraph 3 that 
explain why" a name that would have seemed weird a gene­
ration ago, like Kimberly, becomes a cliche." 

1.4 Refer to paragr aph 4. 

1. 4.1 

1. 4.2 

Explain carefully, and in your own words as far as possible, 
why Miss Hogg "had good reason to grow up scowling" (line 
281. 

What does the writer imply about James Oliver Buswell IV's 
parents' v iew of his place in the world? (lines 30 - 31). 

1. 5 Refer to paragraph 6. 

1. 5.1 

1.5.2 

What is implied by the writer's use of the word "theoreti­
cally" in line 43? 

Explain the metaphorical delcription "the face-lifting change 
in spelling" (lines 47 - 48) and suggest why this might be 
considered an unusual metaphor to use in the context of teen -

3 

(1) [10] 

[1] 

(2) 

(1) [3] 

( 2 ) 

agers. (S) (5) [7] 

1.6 Choose the word or phrase nearest in meaning to each of the 
following, as used in context: 

1. 6.1 

1.6.2 

1.6.3 

eccentricities (line 13) : exceptions/ oddities / extravagances/ 
abnormal ities 

protege ( l ine 15) 

Anglophile ( l ine 53) 

ward / child / dependant / foster­
ch i 1 d 

loving the English / fea r ing the 
English / re ligi ous / fish-loving 

1.7 Refer to the la st paragraph. 

1. 7 . I Why do you think the writer uses the word "nightmares" and not 
"dreams"? (2) 

1. 7.2 Which of the foll owi ng words would bes t describe the tone of 
the last two sentences: 

[3 ] 

sarcastic / flippant / cynical/serious / provocative? (1 ) [3] 
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1.8 Which of the fol lowing suggested an swers best explains 

t he relevance of the accompanying sketch to the essay? 

(Write down the letter only.) 

(a) It emphasises the dehumani sation of man. 
(b) It ri dicul es the US Navy. 
(c) It i nd ic ates the incong r ui t ies of name-giving. 
(d) It draws attention to the name O'Hara. 

QUESTION 2 (Summary quest ion) 

Your class is due to discus ~; the ways in which South African English 
is chan ging in re spons e t o the world-wide movement towards non-sexist 
language. As the le ader of the discus sion you must give a brief intro ­
duction outlining the general situation. 

Extract the neces sa ry information from the passage (printed on a 
separate enclosure and mar ked Addendum B), to form a continuous prose 
passage of not more than 80 words. 

Before you compose your answer, please note the follow in g: 

+ Do not supply a title. 

+ Cross out your ro ugh draft. 

+ Wri t e, in pen, at the end of your summary, the number of words used. 
(Note: marks will be deducted for an answer where an incorrect 

[IJ 

/30/ 

number of words i s given.) /20/ 

QUESTION 3 

Answer all the following questions, which refer to the passage entitled 
'The English lan gua ge moves towards non -sexism', printed on a separate 
enclosure and marke d Addendum B. 
Please note that in the multiple choice questi ons you need to write down 
only the appropriate letter f or the answer. 

3.1 Account for the use of italics in t his extract. [JJ 

3.2 Give the meaning of 'vice versa' (line 26). 
i 

[J J I 

3.3 

3.4 

3.5 

Give the literal and figurati ve meanings of 'in the wake of' 
(lines 19 & 20). 

Give the we11-known Lat in equival ent of 'and so on' (line 39). 
Give first the full form and then the abbreviated form. 

By using a prefi x, f orm the antonym of ' reputab le' (line 41). 
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3.6 The hyphen in 'equal-rights ' (line 17) performs the 

following function: 

(a) Keeps the word disyllabic. 
(b) Forms a compound adjective. 
(c) Prevents ambiguity. 
(d) Forms a compound noun. 

3.7 The colon after 'slowly' in line 21 is used to 

(a) preserve the unity of thought in a long sentence. 
(b) introduce a list. 
(c) illustrate or elaborate on the statement before it. 
(d) introduce an enumeration of several words . 

3.8 The inverted commas used with ' Mascul ine' (line 49) indicate 

( a ) a quotation. 
(b) a llus ion. 
(c) irony. 
(d) a special use of the word. 

3.9 The brackets used in '( the way French -spea kers do)' (li ne 59 ) 
perform t he foll owing fun ction: 

(a) Elaborate by way of an example. 
(b) Indicate an afterthought. 
(c) Create an antithesis. 
(d) Promote brevi ty. 

3.10 The comma af t er ' 1 anguage' in 1 i ne 60 i s used 

( a ) to separate a noun from a pronoun. 
(b) to separate a phrase from a clause. 
(c) to indicate a parenthesis . 
(d) to separate a subordinate clause from the main clause. 

3.11 The subjunctive 'would' is used in 'would ignore ' (lines 
60 & 61) because 

(a) it expres se s an uncertainty. 
(b) it follows a conditional c lau se. 
(c) i t ex presses a wi sh. 
(d) it expresses determinati on. 
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3.12 

3 . 12.1 

3.12.2 

ENGLISH FIRST LANGUAGE HG (THIRD PAPER) 

Refer to line 59. 

Substitute either 'like' or 'as' fo r 'the wai'. 

Why would the word you rejected have been incorrectly 
used in this context? 

3.13 Choose the word that is nearest in meani ng to 'largely' 
(line 61) as used in context: 

3.14 

3.15 

3.16 

(a) generously 
(b) extensively 
(c) generally 
(d) copiously 

Rewrite the participial phrase 'D iscussing the singles fina l s' 
(line 6) as a subordinate clause. 

Change the suffix in 'parliamentary' (line 48) to form a noun 
agent. 

Suggest how ' Ms ' was formed (line 42). 

QUEST IOU 4 

4.1 Read the accompanying four book reviews and answer the questions 
printed next to them . 

. - ---- -------_._._----_.-------, 

o 

EVERYTHING WE WANTED 
by LINDSAY MARACOTTA 
(Macdonald R22,45) 

A post- feminis t romance about three 
friends with talent and ambition, vho 
Plust struggle against their own inhibi­
tions and obstacles to success. The 
background is New York, t he heroines 
are sexy and gorgeous and there is ju s t 
enough understanding of the rea l prob­
lems of women in business to make the 
book rirlg true. 

4.1.1 Refer to review A. 
(a) The tone of this review 

could best be described 
as 
humorous; patronising; 
admiring; indulgent. 

(Write down the appro­
priate word.) 

(b) Quote a phrase of three 
words to justify your 
choice in (a). 

[2J 

[lJ 

[I J 

[I J 

[2J 

/20/ 

(1) 

(1) [2J 

I 

----------------------

.~ 
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MAJENDIE'S CAT by 

(Frank Fowles (Methuen) 

ERDMAN fa ns should enjoy 
th i 5 one. 

Author Frank Fowles was 
formerly a New York banker 
who writes high ly regarded 
articles on international 
finance in major American 
newspapers , so he has impec­
cable credentials when it 
comes to writing ah i ghly in­
genious thri ll er about a 
diabo lical plan to ruin the 
world's economy by bringing 
about the collapse of the 
American dollar. Exciting 
reading for those who have 
nothing to lose . 

ALWAYS A STRANGER 
by MARGARET KIRK 
(Macdonald R19,95) 

A war-time romance about a gallant, 
brooding Polish airman who wins the 
heart of a Yorkshire lass and marries 
her. But not even the birth of their 
son can assuage his longing for his 
homeland, and the ill fortunes of war 
separate the lovers. Will they be re­
united? Can ou r heroine withstand the 
seductive ways of a childhood sweet ­
heart? Stock up on some tissues and 
find out for yourself. 

SUNRISE WITH SEA MONSTERS 
by Paul Theroux (Penguin) 

A LOUSY title for a good col­
lection of short travel pieces 
by this popular, many-faceted 
writer. 

One quibble -- surely he had 
sufficient material to avoid 
the indulgence of including a 
couple of embarrassing peeves 
of juvenilia? For the rest, 
entertaining, educational stuff, 
from Malawi to Chittagong. 

4.1.2 Refer to review B. 

(a) Write down the word from 
the following list that 
best describes the style 
of the rev i ew: 
verbose; simple; 
figurative; force ful. (1) 

(b) Justify your choice in 
(a) by quoting two dif­

- ferent examples of dic ­
tlon (choice of - ~or ds) 
from the rev iew. (2) [3J 

4.1.3 Refer to review C. 

(a) Name a figure of speech 
or literary device which 
assists the writer in ex­
pressing the melodramatic 
tone of this review. (Do 
NOT quote the example.) (1) 

(b) The first' sentence' of 
this review is incomplete, 
as are those of reviews A 
and D. Suggest why the 
use of incomplete sen­
tences could be justified 
in this context. (1) 

4.1.4 Refer to review D. 

(a) Quote two -entirely sepa­
rate words from this re­
view that come from a 
different register from 
that used in the rest of 
the review. (2) 

(b) Justify your answer to (a) 
by referring to the rest 

! 
I 

[2 JI 
I 
I 

of the review. (2)[4J 

4.1.5 Refer to all four reviews. 

(a) Which review expresses the 
greatest approval of the 
book under review? 
(Write down merely A,B,C 
or D. (1) 

(b) Quote the two consecutive 
words (taken from the re­
view named in (a» that 
indicate this approval. (2)[3J 

. _______ PLEASlhE_TllUmR1!N~O,LlV'_~En.R __________________ _' 
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4.2 Study the ca rtoon printed below and then answer th e questions 
based on it. 

';AGREE or disagree 
with the view that Hamlet 
was a slob, never pulled his 
finger out and 'frankly 
gives me a pain . . .' " 

This was one of the ques· 
tions in the Cape Senior 
Certificate setwork exam. 

. .•. ' .' 

By TONY GROGAN of the Cape Times. 

4.2.1 The candidates depicted in this cartoon are obviously using 
an inappropriate register for their answers. 

(a) The app ropria te register for answering examination 
questions would be in ... English. (Supply the appro-
priate adjective.) (j) 

(b) In the register referred to in (a). you should avoid 
using . .. (Supply a suitable noun.) (j) 

(c) Cite two examples (one for each type) of two different 
types of inappropriacy. (2) 

(d) What is the connection between the ins2rt in the top 
left-hand corner and the re st of the cartoon? (2) [6J 

/20/ 

--- ---- .-.. - -.-. 
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QUESTIOI~ 5 

Study the 3 extracts (pr inted opposite) from 3 different types of 
dictionaries, and t hen answer the question s based upon them. 

5.1 Refer to extrac t A. 

5 . I. 1 

5 . I. 2 

5. I. 3 

5.1. 4 

Which syllable of ' regret' is stressed? 

Compose a sentence using the past participle of 'regret' 
together with an auxiliary verb. 

How many derivatives of 'regret' are given in this entry? 

Explain what the f igure '2 ' means after t he word 'greet ' 
in the etymology. 

5.2 Refer to extract B. 

5.2.1 

5.2.2 

5.2.3 

Explain why 'regretfully' and 'regrettably' have been cited 
as ' troublesome words' . 

Say whether the word ' regretfully ' has been used correctly 
or not, in the following sentence, giving a reason for your 
answer : 

Regretfully, the rain fell too late. 

Account for the use of capitals for 'REGRETFULLY, REGRETTABLY' 

(1) 

( 1 ) 

( 1 ) 

(1) 

(1) 

( 2 ) 

after the ent ry ' regrettably'. (l) 

5.2.4 

5.2.5 

5.2.6 

'Re-repeat ' means to 'repeat 
word. ) 

(Supply the missing 

According to the compiler 
phrase 'reiterated again' 
Account for your .answer. 

of this reference book, is the 
an example of pleonasm (redundancy)? 

Account for the use of ita l ics in '(The Times)'. , 

( 1 ) 

(2 ) 

( 1 ) 

5.3 Refer to extract C. 

5.3.1 

5.3.2 

5.3.3 

5.3.4 

Complete the phrasal verbs in the fol l ow ing sentences, using 
the extract as a guideline. (Write down the missing word 
only.) 

(a) He swam on and on until his strength gave .. . 
(b) The rotting vegetab les gave ... a powerful odour. 
(c) The last week at school was given . . . to revision. (3) 

Give a non-standard meaning (ta ken from the extract) of the 
phrasa 1 verb 'g ive over'. (1) 

Explain why 'I give in; I can't solve this riddle' is cited 
as a figurative usage of 'give i n'. (2) 

What do the words 'usually sep ' indicate about the use of 
the phrasal verb 'give over' I? Give an example of your own 
u5ing this phrasal verb to substantiate your answer. (2) 

,---------------- ---- ------
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regret, ri-gret', V.t. to remember with sense of 
loss or of having done amiss: to feel sorrow or 
dissatisfaction because (with til,t), or be­
cause of:-pr.p. regrett'ing; pa.t. and pBp. re­
grett'ed.-n. sorrowful wish that something 
had been otherwise: compunction: an intima­
tion o f regret or refusal.-adj s. regret'ful, feel­
ing regret; rcgrett'able, to be regretted.-Bd\,s. 
regret'fullv. regrett'ably. lO.Fr. regreter. re­
grater; perh. conn. with greet (2) .1 

regretrully, regrettably. 111e first means with feelings of regret: 'Regret­
fully they said their farewells'. The second means unfortunately: 
'Regreltably I didn't have enough money to buy it'. 

regrettably. Sec REGRnTfULL Y, RBGRETTABL Y. 

reiterate. Since iterate means repeat, reiterate ought to mean re-repeat, 
but it doesn't. It too just means repeat. That is perhaps fortunate; 
otherwise the following sentence would in efTeet be saying re-re-repeat: 
'She hopes hrr message to the markets, reiterated again at the week­
end, will be enough to prevent the pound sliding further' (The Tillles) . 
'Again' is always superfluous with re- words (reiterate, repeat, re­
affirml and should be deleted. 

give back £It sep to give to someone: (something that he or 
she gave to one earlier): She gave me back the book that 
she borrowed last week. Girls who break their engage- . 
ments usually give back their engagement rings. 

give in 1 vi (o[ten with to) to stop fighting and admit thac 
on< has been defeated: The only way to win a war is to 
keep fighting and never think about giving in (to the 
enemy). (fig) I give in; I can't solve this riddle. 2 vt sep 
to hand, bring or present (something) to someone (oltoo 
a person in auchority): Do we have to give in our books 
at the end o[ the lesson? 

give off vt sep to produce (something): That [ire is giving 
0[[ a lot o[ smoke. 

give out 1 vt sep to give (something) usually to several 
people:: The mayor is giuing out the school prizes this 
year. 2 vi (inf) to come to an end or be: used up: My 
patience/money gave out. 3 £It sep to send out or pro­
duce (something): The [ire burned [iercely, giving out a 
lot o[ heat. 4 vi (in[) (o[ten with on) to break down , 
stop working etc: My car engine gave out (on me). 5 vt 
sep to make (something) known: [t was given out that 
there would be another wage freeze. 

give: over 1 £It usually sep to give: (a person, thing etc) to 
someone: He gave his prisor.!,r~/the jewels over to the 
police. 2 vi, vt [us (51) to stop (doin'g something): Give 
over whistling I Do gille oller! 3 lit usually sep to be 
devoted to or used for (some purpose): This ellening 
will be gillen oller to discussion of this paper. . 

fr om : 

Chambe rs Student 's 
Dict ionary 

from : 

A Di ct ioniJry of 
Troublesome Words 

fr om: 

A Di ct ionary of 
Phra sal Verbs 
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QUESTION 6 

6_1 Explain how humour is created in the following cartoon, by 
referri ng to the use of innuendo . 

NoW PI 0 y"" 
F'~D '>'<XJP-
5TU\K,~'R? 

.:r .JUS,T MOIIE.D A 
W'P, I'\N() TljeRE 

IT "' ... ~ 

6.2 Refer to the cartoon below. 

6.2.1 

6.2.2 

~cP/~1 
"Oysters follolUed uy th~ {lork . /hnfs ''''(Ofl' swille," ; 

Give the well-known idiom to which the diner alludes. 

Ex plain how the cartoonist has used the allusion to this 
idi om to create a witty ca pti on. 

--------------_._--_.-

(1) 

( 2 ) 
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6.3 Refer to the ca rtoon below 

and expla in why the appearance of t he word ' scratch' in the 
second frame makes the first frame funny. 

6.4 Explain the use of pun (word-play) in ONE of the following 
statements, by identifying the pun and then giving both 
possible meanings of it. 

6.4.1 

6.4.2 

Any mother c:an rc:ll YOU:I teemger's 
h:mgups don't include his clothes.. 

------- ------------------, 
Musician: III have got .. SCore fo 
settle! " 

~-- - ----_._------------' 

6.5 The following caption to a press photograph is an uninten­
tional mixture of two idiomatic expressions, both with the 
same meaning. Rewrite the caption twice in order to illu ­
strate the two different idiomatic expressions. Then give 
the one meaning that fits both of these expressions. 

MIKE VOSLOO puts his shoulder to the 
grindstone. 

-PLEASE TURN OVER 
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6.6 Explain why the following newspaper headline con tains a 
particularly apt metaphorical expression. In your answer 
first quote the relevant expre ssion , then say what it means, 
and finally explain its appropriateness. 

Horse flu epidemic has run its course 

6.7 Why would it be difficult t o carry out the following 
instruction? 

BE MORE OR LESS SPECIFIC IN YOUR ANSWER. 

6.8 Say why the following sloga n is particularly clever, apt, 
amusing or eye-catching: 

EVERYTHING WE TOUCH TURNS TO SOLD. 
(a slogan for an estate agency) 

6.9 Why would this advertisement probably not attract many 
buyers? 

FOR SALE: A rar ely comfortable modern J 
detached residence 

L----__ 
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What's ill a Name? 

There is some deeply mystical power in the names we give ttlings and in the 
process of naming. God ' s first act after saying "Let there be light" was to 
"call t he light Day, and the darkne ss he called Night." One of his first acts 
after creating Adal!'. was to oring every beast of the field so that Adam could 
give them name s, "and whatsoever Adam called every li ving creature, t hat was 
the name thereof." 

One of the most pleasant avocations· of pregnancy -- and one of the earl iest 
assertions of parental power - is deciding on the baby' s name. The discuss­
ions sometimes go on until after the baby is born, when it becomes clear, 
fur example, t hat the little girl should not be called Howard. Occasionally, 
of course, the father's {or moth er 's} year n ing for a son is so intense that 
the girl is called Howard anyway. Some nations feel obliged to intervene 
against such eccentricities. in France, it is illegal to give any child a 
name that is not a l ready held by a sainl (o r a "well - known figure in anci ent 
history"), who presumably would watch over the prot~g~. The courts specifi­
cally fo r bade one coup l e to name their child Cerise (Cherry). In the U. S., 
by contrast, the Navy once got applications from half a dOlen brothers who 
all bore names like Measles Jones and Pneumonia Jones and whatever other ills 
had afflicted the family at the time of their births. 

We can only guess at the psychologic al effects of names, (What happens when 
that girl Howard reaches an age to be interested in other Howards?), but it 
seems reasonable to suggest that a boy named John will grow up differently 
from one named Cuthbert. He is less l ikely to be beaten up by his school­
mates, for one thing. Fashions change, though, as Gertrude gives way to 
Marilyn, and Marilyn to Debbie; a name that wou ld have seemed weird a gene­
ration ago, like Kimberly. becomes a clich~. 

Some names have a special kind of imprint. The famous Miss Hogg, whose father 
cruelly named her Ima, had good reason to grow up scowling, but maybe she 
would have even if she ha d been named something sweet , like Charlotte. Anyone 
named James Oliver 8uswell IV carries his parents ' announcement of a certain 
view of the child's place in the worl d , but the effect of such a ... iew probably 
differs considerably from one person to another. Someone with a name like Otto 
inevitably knows the burdens of an ethnic heritage, but so , presumably, do 
Madonna Ciccone and Fernan do Valenzu ela, and we all survive. 

Travel broadens the horizons . A glance at a Berlin telephone book reveals 
Otlos everywhere, but hard ly any Kimberlys. Evelyn Waugh periodically had to 
reassure Americans that he was not a woman and that Evelyn was Quite a common 
name for boys in England. Or as Peter lorre whined in Beat the Devil, "In 
Chile the name of O'Hara is ... a tip-top name. Many Germans i n Chile have 
come to be called O'Hara." 

Just as naming a child is one of the first assertions of parental power, so 
one of the first attempts at teenag e rebellion is an nounci ng that one is 
changing one's name (and thus, theoretically. one 's identity). One now 
wi shes to be addressed not as Bobby but as Hercules, or vice versa. 
Susan Weaver, for example, an nou nced at 14 that she was henceforth Sigourney. 
a name that impressed her as "long and curvy, with a musical ring." For 
tho se apprehensive about anything so drastic, there is the face- l ifting change 
in spelling: Oeubie now wishes to ue Debi, or Debbey. 

O Even after we come to accept the names imposed on us, or acquire ones we like, 
we still have some difficulty in agreeing on what to call one another . In 
England it is considered very proper and Oxbridgian· to address a man simply 
by his last name. Most Americans call one another by their fi r st names, even 
if they have just met. Except in Angl ophi l e circles. many consider It stand­
offiSh. if not rude, to address a fellow worker as Mr. Jones. On the other 
hand, a fair numbe r of people still dislike being patted on the shoulder and 
called Harry by someone who is t rying to se ll something. Wome n, in particular, 
object to being addressed as Susan by a doctor who wo u ld look startled at 
being called Jack. There are no doubt mil l ions of people , notably in-laws, who 
have never succeeded in figu ring out what to call one another at all. 

In most of our nightmares about the future, the dehumanized citizens wi 11 be 
given numbers Instead of names, as traditionally happens in pris.on. Perhaps 
it would be more effective to persuade everyone to stop using names at all. 
The n everybody would have the same name: Hi. By Otto Friedrich 
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30 

35 

r ------ --- __ 
I 

GLOSSARY: 

+ avocat ions (line 7): 

diversions, minor 
occupations 

+ Oxbridgian (line 51): 

pertaini ng to graduates 
of Oxford or Cambridge 
Universities in Eng l and. 40 L-________________ ~~ __ _ 
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ADDENDUM B (SEE QUESTIONS 2 & 3) 

THE ENGLISH LANGUAGE MOVES TOWARDS NON-SEXISM 

Tennis com~ within English, they insist, are responsible for 
mentators at Wimbledon - both male and female perpetuating the attitudes underlying them. 35 
- speak of the men's championship and the Accordmgly, they urge the introduction of new 
ladies' championship. They compare the progress neutral terms to replace the old sexist terms _ 

5 of the British men with that of the British girls. humankind for mankind, chairperson or choir for 
Discussing the singles finals, they refer typically chairman, and so on. 
to McEnroe and Connors, and to Chrissie and They have achieved some successes, certainly. 40 
Martina. The scoreboard lists McEnroe and Con- Many reputable newspapers throughout the 
nors, and Mrs Evert-Lloyd and Miss Navratilova. English-speaking world have adopted Ms as an 

10 Whether these distinctions serve to demean addition to, if not a replacement of the tradi-
women, or patronise them, or elevate them, is a tional forms Miss and Mrs. On a ~uch larger 
matter of opinion. But they clearly do set women scale, the federal government in Australia decid - 45 
apart, tr.cat them in a different way, where there ed in 1984 to expunge all sexist references from 
is no apparent need (except that of convention) the statute books. Over 50,000 words in hundreds 

15 to do so. of parliamentary Acts will apparently have to be 
altered. 'Masculine' words such as seaman and 

Western society is changing a great deal in its chairman will be replaced - by mariner and can- SO 
view of the role of women; the equal-rights move- venar or president, for instance. And sentences 

ment has brought about not just practica.l changes will be restructured in order to avoid having to 

but changes in thinking as well. And in the wake us~ he, him, and his to refer to both men and 

20 of these, language has been changing too, though women. 

rather more slowly: English remains strongly col- But these policies can go only so far. They can- 55 
oured by beliefs of the past. (Language is like not :orce changes in people's speaking and writing 
that. We continue to speak of the four corners habIts, though they can influence these habits 

of the earth and of the sun as rising and selling, slowly. Even if English-speakers had an official 

25 even though we know that the earth is round, and academy (the way French-speakers do) to monitor 

that it goes round the sun and not vice versa.) and adv~se on the use of language, they would GO 
Language reflects current beliefs too, not just largely Ignore its recommendations Gust as 

those of the past, and residual sexism within French-speakers do). English technica.l and scien-

English can be an tndication of sexism in people's tific vocabularies are standardised from time to 

30 actions and attitudes. Some feminists go further, time, but no large-scale language-planning and 

and argue that sexist language is in some way a standardisation (of the kind undertaken in 65 
cause, rather than simply a result, of sexist think- ~ndonesia, Malaysia, or the Philippines, for 
ing and behaviour. The inequalities fossilised Instance) would be tolerated in most English-

speaking countries. 

From: "The · Right Word at the Right Time" (A Guide to the English Language 
and how to use it), published by the Reader's Digest Association Limited. 
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Appendix 0 

Using the Language Programme 

1. Partners 

You may work in groups of 2 or 3 but remember to pursue your own interests as an individual as these 

may be different from those of your friends. 

2. Volume of Work 

The volume of work that you do is entirely up to you. I would suggest that you complete at least 3 sections 

by the September exams. Obviously it is in your best interest to complete all 5 sections. This is not 

impossible! 

3. Order of Work 

The sections and the items within the sections may be done in any order. The best way is to first select 

areas with which you have had difficulty in the past. Subsequently, be guided by your own interest. 

4. Num.ber of Examples 

In each of the packets, you will find that a number of exercises have been given. There is no need to do 

them all. Only work through the examples until you are sure that you understand the principle that is 

being demonstrated. 

5. Ready Reference 

It is important to make notes from the discussions so that you have a reference from which to revise. 

Write these at the back of your exercise book. 

6. Answer Sheets 

These are in preparation and will be available shortly. There will be answers given for each example in 

each exercise. 

7. Help 

Periods 5 and 6 on Tuesdays have been set aside for the programme. I shall be at school during these 

periods. If you need help after hours, please phone me at 22476. 

8. Comments 

Please complete the record of work done and your comments as you work through the programme. This 

is very important 
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Appendix E 

Language Programme 

LANGUAGE PROGRAMME BASED ON INSIGHTS COMPREHENSIVE ENGUSH SENIOR LANGUAGE 
SENIOR SECONDARY SYlLABUS 1986 PRACTICE 

A LANGUAGE IN GENERAL 
A.l D",e~opmenl ?t. English P.222-228 P.247-P.253:Ex 50-55 
A.2 Standard English P.75-80 
A.3 South African En.Qlish P.96- 101 P.255-257 Ex59-60;P.278-280 

B FEATURES OF STYLE 
B. 1 Foregrounding and Apposition P.194 
B. 2 Context No. 18 
B. 3 Register P. 154-156 No.6 
B. 4 Tone P.113 No. 1 
8. 5 Bios No.2 
B. 6 Colloqiolism and Slang P.152- No.7&8 
B. 7 Jorgon P. 154 No.9 
8. 8 Analysis of arguments P.132 
B. 9 Irony and Sarcasm No.16 
B.IOPun P.26-28 No.17 
8.1 1 Persuasive devices P.24 -37 
B 12. Denal. & Connot. P.43:A I &2;P.59:A 1&2 
8.13 Euphemism P.5 
8. 14 Satire No. 15 
B. 15 Visual literacy P.66-70 

C BACK TO BASICS 
C. 1 Punctuation P.24;P.42;P.58;P.I 72 lang Bosics:l,2 &11 · 18 
C.2 Verbs Lang Basics 15 & 16 
C.3 Adjectives and Adverbs Long Basics 12 
C.4 Pronouru long Basics 9,1 0 & 11 
C.S Direct and Indirect Speech long Basics 8 
C6 Agreement (Concord) lang Basics 4,5,6 & 7 
C.7 Conjunctions Long Basics 14 
CS Prepositions long Basics 1 7 
C. 9 Mixed Metaphors long Basics 18 
C. 1 0 Cliches No. 12 
C I I Amb;guity No.5 
C. I 2 Verbosity No.4 
C.13 Toutology and Redundancy No.3 
C. 14 Unrelated Words and Phrases Long Basics 3 
C.15 Vocabulary P.59:C;P.I OO;P. I 13 
C. 1 6 Common Problems P.242-246 
Cl? LonCluaCle Basics: General Revision P.235-240 

D UNDERSTANDING TEXTS 
D.l Summary and Precis P.219-221 P.3-1 2 
D.2 Expanding Texts P.17-1 B 
D.3 Persuasive Devices P.24-38 
D.4 Propaganda No. 13 
D.5 Advertising P.40-42 No.14 
D.6 The Newspaper P.282-286 

E COMPREHENSION OF RELATED TEXTS 
E.1 Comprehensions\2J, P.47-50 
E.2 Integrated Comprehension P.68-70 
E.3 Integrated Comprehension P.83-94 
E.4 InteQrated Comprehension P.38-43 
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Appendix F 

Diaries 

The Experimental Group 

The diary entries are shown as they were written by the diarists. The irony of the language mistakes 

made will not be lost on the reader, but I trust the diaries will be accepted in the spirit in which they were 

written. 

Diary 1 

24 July 

Lesson 1 

Mrs Hartman introduced us to her experiment. So, today is the start of us Std 9's being guineapigs. To 

tell you the truth, it is really exciting or should I add to that and say different! 

We were divided into two groups: Blue and yellow. I'm actually glad to be in the yellow group as we can 

work at our own pace choosing what we want in any order. 

I personally enjoy working at my own pace and knowing that Mrs Hartman is there if we need any 

questions answered! As we have the freedom to do our work in what ever order and in what ever quantity 

we like I plan to start on the topics that I'm not too sure off and also the topics which are not available 

for use in Insights. 

I have a funny feeling that English grammar will be much more fun than it would be if I were taught step 

by step by a teacher. I learn more when I research the work myself. Although, I am kind of worried that 

I don't cover enough work or go about it in the wrong way. But, I suppose thats what I'll learn as time 

goes on! 
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Appendix F 

Diaries 

25 July - 30 July 

I have been trying to change my 'packets' as frequently as possible. My main aim is to complete the 

Senior Language ones first. I've been talking to some of the people in my group and some of them enjoy 

the way we are learning and others are worried that they'll do badly in exams because they are not too 

confident of not being taught. My personal opinion of what those feel who are not confident is that they 

are most probably going to be the one's who do well. My philosophy is, if you want to learn and are 

determined to do well then you will . 

Lessons 2 & 3 

31 July and 7 August 

When Mrs Hartman told us that we should be practically halfway through our list I nearly died. I did not 

really realise how much work we should be putting in. I guess neither did the majority of the class. I am 

now trying to move alot faster but at the moment I find marking my work fairly difficult. Only because I 

can never get to the answers that I need. So it becomes hard to mark your completed work. I am also 

a little worried about not being able to finish the sheet on time. I guess that means dedicated work, more 

work done in a short period of time and I will try and enjoy what worksheets I choose to do. To tell you 

the truth, I do enjoy them and I really am learning alot about Grammar as a whole! 

8 August to 14 August 

I am beginning to feel worried as I am trying to work fast and thoroughly yet I don't seem to be getting 

anywhere. Well, maybe that is not entirely true, I just don't seem to be able to see any light. 

Well, I suppose I should just work faster. I took home, over the weekend a couple of 'packets' and worked 

through them. I brought them back to school and replaced them with another 'packet'. I also marked 

most of my work. 

The exercises I do, I get the majority of it correct so I am more confident with what I am doing. 

Lesson 4 

14 August 

I did not realise that we have four more lessons left. Time flies! I am nearly finished Senior Language 

but I must start on Insights and CEP. I am now determined to do Insights exercises everynight so that 

I'll finish the programme - marked, before exams. I have looked at CEP and InSights and I enjoy the 

Senior Language the best. I find CEP far too serious - boring and dull . Insights is not too bad but Senior 

Language is fun to do. 
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Appendix F 

Diaries 

Lesson 5 
21 August 

I cannot believe that we have only two more lessons left. It is utterly amazing how time flies. I spent 1 

period of the double that we have, marking my exercises. I have been getting most of them correct. If 

there was one exercise that shocked me ... Verbs in Senior Language. I never knew my spelling was that 

bad. It was terrible! 

I think that is the advantage of doing English grammar this way. You mark things yourself. The teacher 

is not watching over you or marking it and you realise how much you know and what you don't know. 

When your marking your work in a big group you fill in answers and try to hide what you got wrong. 

Whereas when you mark it alone you are honest with yourself. 

Well, I spent the second period trying to finish Senior Language packets but I could not get any. So I 

moved on to CEP and I managed to work steadily. 

I still have alot of work to do, even though I've done a fair amount. I must work more during the week! 

22 August 

Here I am babysitting and I thought this the periect opportunity to go through all the Insights exercises. 

I managed to go through five of them and I could not do any more. Maybe it was because I was tired 

but I find the Insights exercises rather tedious to do after you have done three. 

I guess I'll have to sit down and work through Insights on and off for a week then I'll finish. 

22 August - 28 August 

I've been trying to do Insights exercises. I enjoy the comprehensions and the exercise on 'tone' and 

'visual literacy' but I found the first section of our assigned work, terrible. I enjoyed reading the extracts 

butthe actual exercise was tedious. 

I have nearly completed Senior Language there are only two more to do but everytime I go to look in 

the files nothing is there! 

Lesson 6 

I have decided to leave Insights for a while and do some CEP. I have not done as much CEP as I should 

have. 

I have found that the CEP exercises are either interesting or boring. But I always learn something new. 
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Diaries 

29 August - 3 September 

I have done the majority of the CEP 'packets'. I enjoyed the comprehensions tremendously. 

It is amazing how much I have learnt. I say thet because the exercises are becomming easier to do. 

Lesson 7 

One more lesson and then exam time. I can not believe how fast time has gone by. 

I have nearly completed the programme, even the first section. Many people in my group have done a 

tremendous amount of work. Some say that they have really enjoyed it. I wish there was plenty more 

time though. 

5 September - 10 September 

I have been trying hard to finish the sections but everyday I go to the files and there is either no packets 

in the file or they are the ones I have completed. So I have only two more Insights exercises left as I 

have been doing exercises from there. 

Personally I have enjoyed this experiment of working at my own pace. I have learnt how to manage my 

time and also discipline of doing work instead of something else. 

Lesson 8 

This is our last lesson of this 'experiment'. We did not even have a double period. I am glad that Mrs 

Hartman has asked if we would like to continue with the programme next term but I do think there will 

be problems with there being 'packets' left in the files. (As both classes will most probably be doing this) 

I have practically completed the programme and I feel confident for my exam tomorrow. The only thing 

that worries me is 'time'. I always battle to finish. 

12 September. 

After the Exam. 

The paper was extremely long. I did finish though. I battled. It was my precis that held me up. The 

comprehension was enjoyable. 

All in all I enjoyed the paper up until I thought I was going to run out of time. I can not say how I think I 

have done because it was one of those papers that you could have done badly or well. I honestly do 

not know. 
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Diaries 

Diary 2 

24 July 

Today was the first day of the new method in which we are going to be taught English. At first, all the 

students were excited. Later, some said it was boring. Others said they thought this new method was 

a challenge. 

31 July 

It is a week since the inception of the new method in which we are to be taught. Most of the students 

are beginning to settle in. They are getting used to doing exercises on their own. Most of the pupils are 

beginning to complain that getting up and looking for exercises is beginning to be a waste of time. 

14 August 

All the students have settled into this new method. They have realised that they must work steadily in 

order to complete all the exercises. 

21 August 

All the exercises have been taken from the files. I think that everyone has decided that exams are too 

soon to be playing around and that there was alot of work still to be completed. Some of us are still 

working slowly, but others have gone quite far and have almost completed the three sections required. 

28 August 

Today, we were all very noisy. Everyone seemed to forget to work and that exams were close. 

11 September 

Today was the last period before exams. The weeks just seem to have flown past. Most people have 

finished all three sections required to complete, some - a very few of us, have actually finished all five 

sections. You do get the lazy people, who have hardly done anything at all. These past periods have 

actually been quite different than the periods and lessons that we have had before. Before, everyone 

worked together on the same exercise and were thus motivated to do some work. I don't think that this 

method of teaching does not motivate or is effective to some students. Some students think that since 

there is nobody pushing them, they work attheir own pace, a slow pace and thus they don't get anywhere. 

II II II II 
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Diaries 

Diary 3 

24 July 

At the beginning of school today Mrs Hartman caused a general muddle by insisting that everyone had 

to be either in the Yellow Group or the Blue Group. 

Once everyone realised that this was part of Mrs Hartman's experiment we (the Yellow group) settled 

down to hear what this was all about. 

Basically we were told that we would be working alone with Mrs Hartman more as a consultant than a 

teacher. We were told we could do exercises on any kinds of Grammar we wanted to and as many 

exercises as we wanted to. 

I feel this places a lot of the responsibility of doing the work on our shoulders. For some people this 

could be good, because they can work at their own pace, and they can pay more attention to what they 

feel is important. Personally, I think I will manage to do more work in less time when working on my own. 

However, there are also people in the class who cannot work on their own, and need a teacher to check 

on them constantly. Whether they are just lazy, or whether they just can't take the responsibility fortheir 

own work, I don't know. 

I feel this method of learning may be able to help some of us, and it is worth a try. 

31 July 

Today at the beginning of our weekly English period with Mrs Hartman. Everyone spent a lot of time 

swopping exercises with each other, in fact when we left one file was empty. 

So far I've completed 8 or 9 exercises and because I'm working on my own I should be finished with the 

most important of them soon. 

7 August 

We're still going on alone but not everyone is as far in the work as it seems they should be. Also the 

periods are becoming monotonous - 'just passing the time' as someone said. And that is what it feels 

like sometimes. 
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Diaries 

14 August 

By next week we're told we should be half way through the work. I think I'm just about there, but I know 

that some of the others haven't done as many exercises as I have. That is the disadvantage of this system. 

The advantage is that I'm learning about some things I've never really understood before and I've got 

the chance to make sure I know those things. 

21 August 

Many people will have to work hard to get up to where we should be in our work. Some ofthe exercises 

are quite interesting. Others, especially those from the Comprehensive English Practice are quite boring. 

28 August 

We have two more classes before this programme is over. I have learnt a lot that I didn't know, or that 

I only knew vaguely. What I haven't managed to do yet I can do in my own time from 'Insights' because 

I tried to do all the other exercises first. These regular English lessons are good revision for the exams. 

4 September 

Today we were told that everything should be finished by next week. I have just managed to finish except 

for my comprehensions. I intend to practice those from Insights. Many people have had to work very 

hard to catch up, I doubt whether some of them will manage that. 
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Diaries 

Control Group 

Diary 1 

24 July 

Today Mrs Hartmen gave us assignments to do. I must admit that the class was more fun to be in and 

Mrs Hartmen made English more interesting although she gave us homework it was sort of unexpected 

considering that we also have other English homework but I find that that Mrs Hartmen didn 't give us 

enough time one week to do and look for advertise on television really isn't a long time. 

29 July 

Today I actually got around to do my English assignment no. 1 a-h. It was pretty basic, but actually 

looking for the adverts was difficult because the ads that our group wanted did not show on television. 

(when we actually had time to look and watch) 

31 July 

Today everyone enjoyed Mrs Hartmens class, we went to the video room to watch the different (video) 

television advertisements, they were enjoyable. The second period we went to class and discussed the 

magazine ads. The class was enjoyable everyone had fun. 

We all feel at ease and feel that we can say anything even if it is wrong and the teacher won't even shout 

back and say why would you say such a thing etc. 

These new English classes are sure fun, it actually makes English an enjoyable subject. 

. 7 August 

English! well, today was it my two longest periods, it looked like it would never end, it was boring and 

tireing, I don't really know, but I think that was because two periods of the same thing is boring. 

We marked homework towards the end of the period and gave us new work as a group, that was fun, I 

prefer doing group work than individual work. I don't know why but I find that when I'm doing work in a 

group that I tend to know more work than on my own! I tend to become more lazy on my own and in a 

group I tend to life 'n up and speak more. 
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Diaries 

14 August 

Boy! I must admit it was an improvement to last weeks periods. Although we were actually learning it 

was interesting. I learn things that I never knew had to be doen and why. For example when I wrote an 

essay all I used to see or still see is red pen marks and these two periods Mrs Hartmen explained what 

these red pen marks mean'!. Now I know what I did wrong and learn't how to correct i!. 

I'm sure evryone enjoyed these two periods, well when we left the class for break everyone was smiling 

and not frowning as usual. 

21 August 

Today before English it was quiet a rush considering that Mrs Hartmen asked for our books 5 periods 

before English. Nearly have the class didn't have the homework doen but as usual Mrs Hartmen gave 

us 3 periods to give them in which gave us 1 1/2 hours to complete the precis. When we got to class 

there was the odd one or two that only handed their books in during English. 

I enjoyed English although I do take long reading. (today we had to work in our groups and Mrs Hartmen 

gave us each an article to read and then answer some questions) Anyway when having read our own 

article we had to read the other 3 articles, then we had to work in groups of two and boy was that fun ~'s 

funny how two people can disagree on one silly thing, but that was quietly overcome, we used a dictionary 

and found the correct answer. It was fun, today. 

I think what is more fun about English on a Tuesady is that Mrs Hartmen tends to make us feel comfortable, 

Mrs Hartmen doesn't seem like a teacher, she seems more like a friend willing to help us past our English. 

I'm enjoying it and so is the rest of the class. 

28 August 

Class today was ok, not boring but not thrilling either. 

We went through the previous Tuesday's work and Mrs Hartmen shouted at some people. You can say 

that she was angry. 

Mrs Hartmen then explained to us what cartoons are all about and then she explained to us how to write 

the essay and to have it doen by Tuesady next week and to be handed in by Tuesday the 4th September 

and before school started. 
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Diaries 

4 September 

English, well it started off boring because Mrs Hartmen said that we were going to work with dictionaries 

and of course everyone said to themselves 'But we know how to use them!' But we were wrong. 

We started talking about abbreviations and why cerytain letters eg upside down letters and brackets 

appeared in the dictionary. It actually turned out to be quiet fun considering we all started asking 

questions and we all learnt things we never knew. As they say 'you learn something new every day! ' 

There was just one big problem as the bell rang, Mrs hartmen smiled and gave us homework which we 

didn't expect considering we write exams in one week. 

11 September 

Today class was sort of unorganised, no not the teacher b.ul the pupils. 

Half of us didn't have our comprehensions completed considering that we start exams tomorrow we 

didn 't think that we had to have our homework done! But we were wrong as we walked into the class 

Mrs Hartmen said books out and was ready to mark! 

Some of the pupils complained so Mrs Hartmen gave us all 5 min. to complete the comprehension. 

We marked the work and then Mrs Hartmen asked us to ask questions on the work we had to study for 

exams. She explained some of the pupils questions and told us that the paper was long and that we had 

to work fast but accurate. 

II 
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Diary 2 

Day 1 

Looking for adverts was fun, finding appeals also quite interesting. Didn't quite see the connection to 

English or Grammar. Picture didn't seem to playa part in English. Point of exercise should have been 

explained. Too much homework considering normal classes especially the group video project. Also 

seems pointless although interesting. 

Day 2 

Definitely the best lesson. Looking at the adverts and the videos was very interesting. The relaxed 

atmosphere made it easier to think and give your ideas. Very nice to throw around ideas and discover 

things for yourself. The homework was a fair amount and not too difficult. 

Day 3 

A rather boring day. It is much more fun marking something where each opinion may be right. It has 

no fun when your answer must be a certain one. The long discussions and 'lectures' were boring too. 

The homework seemed a lot but it was quite interesting. 

Day 4 

Marking the homework was okay but rather boring. Whatever else we did couldn't have been too great 

because I can't remember what it was. 

Day 5 

This was another interesting lesson. I think it's because it involved us and concerned us personally. 

Discovering your errors and why they were wrong as well as the correction affects you so we were 

interested. Also everyone else had errors and a relaxed atmosphere made ~ easy to adm~ yours. The 

exercise on scanning etc. was okay. The precis seemed fair for homework. 

Day 6 

The precis did not seem quite right and we were moaned at. The exercise with articles was fun. It is 

much nicer working in groups because a whole lot of ideas come up. It was interesting to discover things 

for yourself. The homework (Find 3 cartoons and write an essay) 
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Day 7 

It had not been easy to find 3 cartoons on the same theme but it had been done. The exercise with the 

leopard pictures was boring but then it was fun to argue about what you saw. The dictionary exercise 

was okay. It was interesting to find out how to use it. Homework seemed okay, too. 

Day 8 

Marking the homework was okay. It was fun to see the different things people had seen and you hadn 't. 

It was nice getting our essays back and seeing our mistakes and knowing what was wrong. 
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Diary 3 

24/07/90 

Todays English period was different. It was different in the sence that there were students from the Std 

9A class. This gave me a chance to see how they answered the questions. I must say it was of a higher 

standard. The fact that we worked in groups gave each of us in the group an oppertunity to see how 

your friends think. I enjoyed this very much. Another interesting thing was when we discussed the 

advertisement. This not only gave me a chance to see how the group thinks and answers but I got to 

see and hear just about the hole class. I enjoy it also when we have got an television advertisement. 

You can deduce a fair amount from the groups way of life if you had to see the advertisement and their 

comments about the add. 

31/07/90 

Today's English period was something different. We had a lenghty discution on Video's and how we put 

ourselves in one of the characters shoes while watching the movie. 

Just before the end of the period we discussed the Mint Imperial picture. Five minutes before the end 

of the period we were asked to write an essay on the picture. This is a fairly difficult task and it spoiled 

the hole period. I find that writing is one of my weak points but I intend to give it my best shot. 

07/08/90 

The home work that we got today seemed to be of an extreme amount. It was alot of work but I did not 

expect it to be this easy. 

We discussed several aspects in the advertising world. This was fairly interesting, especially the 

advertisement with Mercedes and BMW. The bends part of the advertisement was very interesting. This 

was an excellent eg of propaganda. 

Hopefully we will have more periods like this one. Normaly I can't wait for the bell to ring for the end of 

the period but this period was different, it was sortoff special. 

14/08/90 

Mrs Hartman explained the usage of different words. She expalined why we should rather use this word 

inslaed of that word in our essay. I found this period extremely boring because I did not know what was 

going on. Although I try hard in English, I think my main problem is the fact that I am scared to ask 

questions in class. 
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21 /08/90 

This was an embarising period. Mrs Hartman handed each person a newspaper cliping. We had to read 

all the newspaper clipings in our group and then enalise one of the newspaper clippings. I must admit, 

I am not the best reader, and when we had to read our clippings, the other people had read all the 

clippings while I was still reading. 

The main aim of analising the newspaper clippings was to see how it was written and what language was 

used when writing a certain column for certain people. 

We were told to make notes on precis. 

28/08/90 

The task for today was to analise at least three cartoons. I found this great fun. Only after you start to 

study a cartoon you realiize how much effort gets put into a cartoon. 

After analizing the cartoons, Mrs Hartman gave my analization of the cartoons a good report. After I 

received the good comment, I felt better. This made my day. This encouraged me to continue to work 

hard at my English. 

04/09/90 

Today I gave a couple of good answers in connection with the dictionary work. I was proud of myself. 

After a long explanation, we got to do some tricky work in the dictionary. Although it was interesting to 

magnify the minor details in the dictionery, I would have preferred to do something else. 

I am not sure what to expect in my English exam, but I am starting to get very nervious. 

11/09/90 

During this period we marked our comprehensions and Mrs Hartman explained to us how we should 

aproach and answer our exam the next day. She advised us that we must have a fresh and clear mind 

to understand or to be capable of doing well in the exam. After this message, I was just about sure that 

it was going to be a rough and tough exam. 

I was right, it was very tough. 

§ § § § § 
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Language Programme Questionnaire 

Dear Std 9, 

Please will you answer the questions given below as frankly as you can. Where reasons for your response 

are asked for, try to be as specific as possible. Thank you for your time. 

1 . From your work on the programme, how would you define the term 'Language Study'? 

2. Did you enjoy doing the programme? Why? 

3.Which sections of the programme did you select first? 

4. Tick off the sections that you attempted: 

Language in general 

Features of Style 

Back to basics 

Understanding Texts 

Comprehension of Related Texts 
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Language Programme Questionnaire 

P.2 

5. From which section did you learn the most? Explain your answer. 

6. From which section did you learn the least? Explain why. 

7. How much time do you think you spent on the programme on average, per week? 

a.Could you have done more? 

9. Did you work from 

interest 

duty 

both 

(Tick one.) 

10. Did you feel under pressure to complete the work? Explain your answer. 

11 .Did you mark all the work that you did? 
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Language Programme Questionnaire 

P.3 

12. Did you find that this helped you at all? Why? 

13. Would you have preferred class 'marking sessions' or just individual queries answered? Explain 
your choice. 

14. If you did not consult the answer file, can you explain why? 

15. Did you find the double lesson (70 mins) too long? 

16. Would you have preferred two single lessons on separate days? _ _ __ _ 
Explain your answer. 

17. Would you have preferred the programme to have extended over two terms? 
Explain your answer. 
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Language Programme Questionnaire 

P.4 

18. Are you satisfied with your result in the Language Paper? 

19. Did the work done on the programme help you to answer the questions? 
Look through your paper and specify which. 

20. Were there questions for which the programme did not prepare you? 
Specify which. 

21. Would you like to continue the programme as part of your normal classwork until you have 
completed it? Please give a reason for your answer. 

22. Do you prefer having periods set aside for language or would you prefer to have language taught 
as it arises in literature or oral or original writing periods? Please explain you answer. 

Page 134 



AppendixG 

Language Programme Questionnaire 

P.5 

23. Would you like to have some of your Language Study lessons taught in the traditional way and 
some as you have done on the programme? 
Explain your answer, listing those which you would like to be taught. 

24. Have you any further comments on the programme? 

Thank you for your co-operation. 
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