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Grahamstown, South Africa, 

Primary school teachers are expected to 

Whether they are adequately prepared to 

particularly for those preparing to teach 

teach reading. 

fulfil this role, 

in the senior 

primary phase, is the concern of this thesis. 

Reading teaching models are useful to reading teaching course 

developers for devising initial training syllabuses . Such 

models are described, followed by an example of such a 

syllabus developed at Rhodes University. The Rhodes 

University model, described early in the thesis, is used as a 

background for the further consideration of aspects of 

reading teaching at other institutions. This model is also 

used as an instrument for assessing the pre-service teaching 

experience of student teachers. 

The study focuses on English speaking teacher training 

institutions where the majority of the student teachers are 

preparing to teach in English speaking primary schools. 

Because of the considerable influence of developments in 

England on South African English speaking teacher training 

institutions, reading teaching developments in England from 

1972 to 1990 are gescribed. The pioneering work of Cook and 

Moyle provides a background against which subsequent 

developments in reading teaching are traced . Reports 

produced by the Department of Education and Science provide 

many insights into the state of reading teaching in schools 

in England as well as developments in teacher training. 



The reading teaching cau~ses at si~ teacher training 

institutions are examined - three in England and three in 

South Africa. The differences are considerable, particularly 

the amount of time allocated to reading teaching during the 

four years of initial teacher education and training common 

to the six institutions. 

Two cohorts of student teachers review and assess the Rhodes 

University reading teaching course in terms of the extent of 

its interest and value for them as prospective teachers, and 

the amount of time allocated to the course. 

The most disturbing finding of this study is the nature of 

reading teaching observed in schools by student teachers. It 

is suggested that if reading teaching in senior primary 

schools is to be improved, the deadlocked cycle needs to be 

broken by education authorities, teachers and teacher 

trainers resolving the problem jointly. 



THE ACRONYM FITE. 

The ac~onym FITE is used in this thesis. It stands fo~ Fo~mal 

Initial Teache~ Education and was gene~ated in this study as 

a ~esult of the many inte~views conducted du~ing the pe~iod 

1985 to 1991. It appea~s that many tuto~s object to the te~m 

'teache~ trdining' , seeing the word ' training ' as 

inapp~op~iate to the natu~e of the wo~k done by these people. 

Thus teache~ training colleges in South Af~ica now ~efe~ to 

themselves as Colleges of Education, and sometimes exception 

is taken when one ~efe~s to cou~ses completed at these 

institutions as teache~ ·t~aining· cou~ses. In this study no 

de~ogato~y intimation is intended when the te~m ·t~aining · is 

used; the wo~d is used loosely to desc~ibe anything done o~ 

expe~ienced by student teache~s du~ing thei~ pe~iod of 

prepa~ation that will qualify them as senio~ p~ima~y 

tea c hers. 

The ac~onym FITE 

which will cover 

qualification. 

is used when ~equi~ing a mo~e global te~m 

the total expe~ience of the teaching 
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A recent survey into teaching method courses in the 
U.S.A. (Roeder 1975) noted that more time was in 
fact given on average to the teaching method 
associated with religious education than was the 
case in respect of reading. He concluded that 'it 
is difficult to comprehend why prospective 
elementary teachers should be required to complete 
an excessive numbe~ of hours in such a subject. 
Perhaps, though, requiring four or more semester 
hours in 'religion' can be justified; if a teacher 
is expected to teach reading and has not been 
adequately prepared for the task, he had better 
know how to pray'. 

Cook and Moyle 1977: 36 

1 



CHAPTER 1: THE NATURE OF THE PROBLEM. 

This study attests to the belief that one of the key roles of 

the primary school is to teach children how to become 

proficient readers. It is thought that most parents and the 

general public at large believe that professionally qualified 

teachers have received a training that enables teachers to 

teach reading. Very few people question whether primary 

school teachers have received a training that enables them 

to be efficient teachers of reading. Over a twenty five year 

period of teaching experience, the writer has had many 

parents seek advice about apparent reading problems 

experienced by their children. Most parents begin such a 

consultation by suggesting that their child has 'dyslexia' 

and that the child does not want to read or cannot cope with 

the reading demands of school. In most of these cases it 

becomes clear that there is nothing wrong with the child 

but that the nature of reading teaching experienced at 

school as well as the school reading environment, is often 

the cause of the problem. Very few parents in such 

consultations entertain the possibility that the perceived 

problem is caused or brought about by the inadequacy of the 

reading teaching taking place in the primary school. 

In considering these 

questioning whether 

cases, 

teachers 

there seems justification for 

receive an adequate or 

appropriate training in the first instance. 

Where a history of reading teaching and reports about reading 

teaching have been chronicled - such as in England it 

becomes clear from a study of such documentation that 

teachers may not be as well qualified to teach reading as the 

general public assumes them to be. If the quality of initial 

teacher training in reading teaching is suspect, is it any 

wonder that the quality of reading teaching in the primary 

school suffers accordingly? 

2 



The reader ' s attention will be drawn to the numbe r o f 
authorities who note that people expect primary school 
teachers to teach reading. The investigation then illustrates 
how teache~s are trained to teach reading and considers 
student teachers ' observations about what is happening in the 
s c hools. 

A NOTE ON TERMINOLOGY DESCRIBING PRIMARY PHASES. 

Different terminology is used in England and South Africa to 
describe the various phases in primary education. Table 1 
provides a guide to clarify the use of the terminology. 

TABLE 1: TERMINOLOGY USED TO DESCRIBE THE VARIOUS PHASES IN 
PRIMARY EDUCATION. 

England Age range South Africa Age range 

First or 3 - 4 Pre-primary 3 - 5 
Pre-school 

In fan t School 5 - 7 Junior Primary or 5 - 8 
Phase 1 

Junior School 8 - 11 Senior Primary or 8 - 12 
Phase 2 

Middle school 9 - 13 (Upper) Senior 10 - 12 
Primary 

This study has as its central concern the teaching of reading 

in the Senior Primary phase and thus developments in England 

in Junior and Middle schools will be referred to when 

comparing reading teaching the two countries. Because 

age ranges overlap at times, the terms are used that most 

closely reflect the age group being considered. 

3 



PRIMARY SCHOOLS ARE EXPECTED TO TEACH READING. 

concern Teaching children how to read is the 

responsibility of all primary school teachers, 

endorsed by Vera Southgate in the preamble to the 

Council project Ex tending Beginning Reading (1981: 

and 

belief 

perceived importance of teaching children 

a 

Schools 

21). The 

to read also is 

seen in the project Aims in Primary Education conducted by 

Patricia Ashton. In this project seventy two aims relating to 

primary education were identified and described. Two of these 

aims are concerned with reading, stating that children should 

be able to read ·· ... fluently and accurately" at a reading age 

of eleven and able to read with understanding material 

" .. • appropriate to his age group ard interests" (Ashton 1975: 

117). Ashton notes how reading with understanding was one of 

the "Top-Ten" aims selected by teachers from the list of 

seventy two aims and that this aim is widely held (Ashton 

1975: 27). 

At Rhodes UniverSity student teachers preparing to teach in 

senior primary classes are asked to select a 'Top-Ten' from 

the list of aims described by Ashton by sifting through and 

sorting 72 cards in the exercise. Each class then draws up a 

list that reflects the opinion of the class as a whole. The 

two aims to do with reading have appeared in the final list 

on every e xercise conducted annually during the past seven 

years. It is clear from this that these student teachers in 

training believe they have to teach children how to read with 

understanding. 

In England and Wales, the Department of Education and Science 

(DES) publication English from 5 to 16 emphasises the need 

to clarify aims to do with reading. The DES suggests that a 

teacher must help children to read a range of different 

materials, to know how to use different reading strategies in 

response to part i cular purposes, to improve the children ' s 

4 



confidence as readers, to extend their literary awareness and 

to develop an interest ~n and liking for reading for pleasure 

(DES 1984b: 2). The objectives for basic literacy are listed 

(1984b: 5-6) and the DES then lists the reading teaching 

objectives for children aged eight to eleven years of age. 

These objectives include the child reading for pleasure on a 

regular basis, knowing how to use a library, how to use 

different strategies to decode words, how to collate evidence 

from their reading, how to read critically, how to draw 

inference from text and how to make predictions based on 

evidence presented in a piece of text. 

eleven year old should demonstrate are 

Other skills that an 

how to use reference 

books, how to interpret non-verbal information such as maps 

and how to distinguish between the literal and the figurative 

(DES 1984b: 7-8). 

The DES aims and objectives are very similar to those 

outlined by South African education authorities such as the 

Cape Education Department (CED). In the pUblication 

primary school course: syllabus for English first language, 

the CED includes as one of the General ~ims the need for the 

teacher to provide regular opportunities for consolidating 

and extending the reading skills of the children and for 

promoting reading for pleasure. The CED describes the Junior 

Primary 

skills 

teacher ' s aim as teaching the child the "mechanical 

of reading" so that the child may read with 

understanding, words, phrases and sentences in the contexts 

in which they are used (CED 1979: 4). 

The CED senior primary syllabus is prefaced by a quotation 

from G.A. Pappas : 

Reading is the key to primary 
to later education. As such, 
the utmost care and thoughtful 
serve 
growth 

its broadest purpose 
and development. 

school, and, indeed, 
its teaching demands 
planning if it is to 

as an aid to child 

CED 1979: 8 

The 

that 

s y llabus sets out aims for the senior primary teacher 

are very similar to the aims and objectives listed by 

5 



the DES in England. Although some of the CED aims are 

actually objectives, the sentiment is clear . The teacher must 

develop the child ' s ' mechanical' reading skills, encourage 

and promote recreational reading, facilitate interpretative 

reading, and train the child to use particular skills such as 

skimming and scanning. The CED sees as an aim the 

development of the reading potential of the child, indicating 

the need for senior primary teachers to involve themselves in 

reading teaching programmes that will achieve this end (CED 

1979: 8). 

It is not only education authorities such as the DES or CED 

who expect primary school teachers to teach reading. Parents 

see this as one of the main responsibilities of the school. 

Margeret Meek believes that "most people think that is what 

schools are for" (Meek 1982: 7) and that parents look to the 

teachers and reading specialists to teach their children to 

read. 

The Schools Council Report Extending Beginning Reading 

how headteachers reported on parental expectations: 

One headteacher who included 'literacy' in 
reply (about general aims and objectives 
school) ... added that parents wanted their 
to be litera te 

and 

his 
for the 

children 

Parents want their children to be literate and this 
is one of the general aims of the school. 

Southgate et al 1981: 44-45 

notes 

This may appear to be stating the obvious. The reason for 

highlighting these points is to raise the question: all these 

agencies 

teachers 

expect the teacher to teach reading, but are 

well enough trained to fulfil the function? If they 

are prepared during their initial training, are they able to 

implement effective reading programmes in the schools and 

promote 

reader? 

those skills that combine to produce an effective 

If not, why is this the case and is there anything 

that can be done about it? 
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First to be examined is what is meant by 'read i ng 

programmes 

READING PROGRAMMES: SOME MODELS OF THE READING PROCESS. 

Aims such as 'helping a child become a fluent reader ' are so 

broad as to be of little help. Harris and Sipay comment: 

When teachers of reading are asked to state their 
objectives, the answers are frequently very 
general. Many teachers do not get beyond the 
statement that their aim is to help children become 
better readers. This praiseworthy desire is much 
too broad and vague to be helpful in the specifics 
of reading. 

Harris A and Sipay E 1980: 72 

Harr-is and Sipay suggest it is helpful to use a model so 

that teachers can plan a programme based on stated strategies 

or categories of reading activities. The word 'mode I' in 

' reading model' requires amplification. Harris T.L. and 

Hodges R.E. see a reading model to mean "a theoretical 

representation of the reading processes" (1981: 200) and many 

such models exist. Potts in Beyond Initial Reading describes 

a simple model 

Stage 1 
Stage 2 
Stage 3 

that is useful as an entry point: 

pre-reading. 
mastering the basic foundation skills 
learning how to use reading efficiently 
and to maximum effectiveness. 

Potts 1976: 29 

Stage 1 requires no amplification here, while Stage 2 is seen 

as the stage at which children become able to read, with a 

degree of fluency, material which is appropriate to their 

age. Potts maintains that this can usually be observed in 

average child r en aged seven. This corresponds with the latter 

period of the South African junior primary phase . The child 

then 

child 

progresses into Stage 3 which is characterised by 

now learning how to use his acquired skills in 
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increasingly complex and varied ways. It is at this stage 

that the child requires as much instruction, guidan c e, 

teaching and experience as they received during their first 

years of formal schooling acquiring Stage 2 skills. Potts 

maintains that there should be a systematic reading programme 

during Stage 3 during which the child's reading techniques 

and strategies will be extended (Potts 1976 : 31). 

The Australians, Drummond and Wignell, offer a model which 

also consists of three stages: the stage of readiness, then 

of dependence and , finally, of independence . The second stage 

dependence 

basic reading 

- is seen as one in which the child 

skills as a result of two broad 

acquir-es 

areas of 

instruction: those to do with gaining a sight vocabulary and, 

secondly, those which provide the child with a range of word 

attack skills (Drummond and Wigne 11 1979: 2-3) . 

The authors suggest that a child acquires a "sight 

vocabulary pool" during Stage 2 which, as it expands, reaches 

a leve 1 that permits the child to be classified as a Stage 3 

reader - that of being independent: 

When a sight pool of approximately 500 words is 
combined with effective word attack skills a 
vocabulary explosion occurs and the development of 
reading ability is no longer dependent on rigid 
control of methods and material. A major step 
towards reading independence has been taken. 

Drummond and Wigne 11 1979 : 3 

The third stage proposed by Drummond and Wigne l l that of 

independence is characterised by two broad categories: 

firstly the chi ld reading independently but where the 

teacher consolidates the skills acquired during the stage of 

dependence and, secondly, where the emphasis is placed 

dev eloping 

become a 

the child ' s reading skills so that 

"multi-purpose tool" (1979 : 4-5) • 
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effective reader as a person who has skills and abilities 

which enable him to 

... identify unfamiliar words and determine their 
to adjust his meaning in context ... that enable him 

reading behaviour in the light of 
purposes; still others that he uses 
read ing ... 

Drummond and Wignell 

his 
for 

reading 
critical 

1979: 72 

The teacher is called upon to consider promoting the skills 

of (a l word identification (bl comprehension (c) selective 

reading, study and locational skills (d) appreciation skills 

and (e) aids to book selection (Drummond and Wignell 1979: 

72- 83) . 

It is clear that Drummond and Wignell stipUlate that reading 

development is to cDntinue once the child passes beyond the 

confines of Stage 2. Just how teachers are prepared during 

initial trainihg to provide for such development programmes 

and whether the schools support such strategies is the 

concern of this study. 

The work done in Australia by Drummond and Wignell has been 

adapted by Raban for the United Kingdom. Other models are 

offered by educationalists in the United States of America. 

One of the more widely known of these models (and it is not 

very 

is 

different from that proposed by Drummond and Wignell) 

t hat des c rib e d by H a r r i san d Sip a yin ,.,H"o,-,w"-_t"",o,--"I.:.n"c"-,-r.>e,,a=-=s,,,-e 

~eading Ability (1980). In terms of creating a sound reading 

programme, Harris and Sipay list eight points set out by the 

Year Book Committee of the National Society for the Study of 

Education, of which point 6 is pertinent in this study. 

good reading programme, it was pointed out, 

... affords, at each level of advancement, adequate 
guidance of reading in all the various aspects of a 
broad program of instruction: basic instruction in 
reading. reading in the content fields, literature~ 

and recreational or free reading. 

Harris A & Sipay E 1980: 73 
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Harris and Sipay propose that this could be done by devising 

a model consisting of three parts: 

Developmental Reading 
Functional Reading 
Recreational Reading. 

The categories of reading are then defined: 

This 

Developmental reading activities are those in which 
the teacher's main purpose is to bring about an 
improvement in reading skills - activities in which 
learning to read is the main goal. Functional 
reading includes all reading in which the primary 
aim is to obtain information, in other words, 
reading to learn... Recreational reading consists 
of reading activities that have enjoyment, 
entertainment, and appreciation as major purposes. 

Harris A and Sipay E 1980: 73 

analysis of these kinds of reading is accepted as a 

useful model in reports such as the Bullock Report A Language 

for Life (DES 1975: Chapter B), and the Schools Council 

report Extending Beginning Reading (Southgate et al 1981). 

The Bullock Report A Language for Life has had a major and 

international impact on the teaching of English. Published in 

1975, the report has served as a catalyst for the renewed 

consideration of almost all aspects of language teaching. 

The nature of reading teaching in middle schools was 

described as requiring three emphases. Firstly, the teacher 

is required to consolidate the work of the junior primary 

years. The second emphasis is to develop and extend the idea 

that reading is a pleasurable activity while the third 

emphasis is to " ... develop the pupils' reading from the 

general to the more specialised" (DES 1975: 115). 

Southgate et al see the the term functional reading as 

referring to what are generally called study skills and list 

examples of study skills that should be taught. These include 

reading for specific purposes, knowing how to read reference 

materials, how to use a library and knowing how to organize, 

select and summarize what is read. In developing and 
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extending recreational reading, Southgate et al see this as 

developing the ability to appreciate and evaluate books read 

for pleasure (Southgate et al 1981: 6 ) . 

The more detailed analysis of the model proposed by Harris 

and Sipay is listed in annexure 1. 

THE EXTENT TO WHICH SCHOOLS, COLLEGES AND UNIVERSITIES MEET 

THE DEMANDS OF READING PROGRAMMES IN THE SENIOR PRIMARY 

PHASE . 

Thus far 

education 

important 

it has been shown that parents, 

authorities see the teaching of 

and that models exist which are 

teachers 

reading 

helpful 

and 

as 

for 

teachers to plan reading teaching programmes based on stated 

strategies or categories of reading activities. The question 

is whether teacher training institutions prepare teachers 

adequately for the task and whether schools provide reading 

teaching programmes that develop and extend the child reader? 

Concern about the nature of reading courses during the 

initial training of teachers has been expressed by such 

research workers as Harold Roeder in the United States (refer 

Nemeth [Ed) 1975), Vera Southgate et al in the United Kingdom 

(Clark and Milne 1973) and more recently in South Africa, 

by Hugh Houghton-Hawksley (Houghton-Hawksley 1983). 

In his report on a national survey of methods courses in the 

United States, Roeder expresses concern about the manner in 

which teachers are equipped to teach reading. He cites the 

case of a teacher who graduated from an institution and his 

concern in terms of the teacher's qualification is worth 

citing in full. 
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(The teacher) ... received his baccalaureate degree 
in elementary education from an institution which 
required such courses as industrial arts (three 
hours), music methods (six hours), arts and crafts 
for classroom teachers (six hours), physical 
education (two hours), and marriage and family 
relations (three hours). When this graduate 
embarked upon his professional career, he was 
prepared consequently, to teach his fifth graders 
how to swim, sing, make puppets, build bird houses, 
play volleyball, settle family arguments, and weave 
baskets. Unfortunately, he was not prepared to 
teach his students how to analyze words, comprehend 
printed materials, or critically evaluate textbook 
selections. Somehow his old alma mater had let him 
down; it had disregarded the most important R 
reading. Although he had fulfilled all of the 
requirements for graduation and state 
certification, he and his contemporaries were never 
required to complete a course in the teaching of 
reading . 

Roeder in Nemeth 1975: 19 

The national survey reported by Roeder (see annexure 2) 

provides some important findings. Of 860 colleges and 

universities that returned usable data, only 3% provided 

reading method courses of six or more hours in duration! Only 

four institutions (0,5%) provided courses in children's 

literature of six or more hours. As many as 86 institutions 

offered no course at all in reading teaching methods, while 

167 offered no course in children's literature. The remaining 

insti tutions offered in one form Dr another courses which 

ranged in duration from one to five hours. 

Roeder's findings are alarming. One needs hardly raise the 

question as to what could be achieved in the period of time 

allocated to reading teaching at the majority of colleges and 

universities included in his survey. Naturally the amount of 

time given to a course is no criterion of excellence in 

itself. Nonetheless, the amount of time allocated to a course 

provides 

regarded. 

some inkling as to the importance with which it is 

The Bullock Report recommends that a basic course 

in language in education should " ... occupy at least 100 

hours, and preferably 150" (DES 1975: 338) , although no 
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guidance is given as to how much of this time should be 

devoted specifically to the teaching of reading. 

The British Schools Council report, Extending Beginning 

Reading, is also critical of the training teac hers have 

received in equipping them to extend children's reading 

ability beyond the initial stages. In background comment to 

the Schools Council project, the authors note that reading 

teaching has not been a particular concern of teachers other 

than those working in infant schools and remedial education: 

Unfortunately, in Britain the emphasis had been 
planned almost exclusively on beginning reading, 
and within that narrow field, almost solely on word 
recognition skills. Consequently, learning to read 
had tended to be regarded as a subject of concern 
only to infant teachers and remedial teachers. 

Southgate et al 1981: 6 

Later in the report the authors ascribe part of the problem 

to the inadequacies of initial training, as will be shown in 

chapter three of this study. 

In South Africa very little research has been conducted in 

reading development and e x tension in the senior primary phase 

for English First Language schools. Research into what is 

taking place in South African schools in the form of school 

inspec tion reports has been a regular and long-standing 

function of the inspectorate and subject advisers. Their 

reports and findings, however, are confidential documents and 

are not available for public scrutiny. The extent to which 

one education authority in South Africa views research into 

classr-oom practice as its prerogative and where independent 

educational researc h into teaching programmes is not 

permi t ted is illustrated by McKellar (1983) . The Cape 

Education Department was asked by McKellar for 

publish findings about the following issues: 
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the numbe~ of times teache~s ~ead aloud to 

children i n their classes 

the du~ation of t hese read aloud sessions 

the titles of books read aloud. 

The officer responsible responded as follows: 

The (Cape Education Department) . .. constantly guards 
against research procedures which could inter alia , 
subject individuals or institutions to 
identification, or which could prove embarrassing 
in any way. 

(and) 

Certain fields of research are considered by 
Department as its prerogative: for example, 
evaluation of teachers and teaching programs in 
schools. (Italics mine.) 

Letter in M.Ed thesis 

the 
the 
CPA 

McKellar D 1983: Introductory notes . 

As a result, this information i n McKellar ' s research was 

published separately and was subject to an embargo. 

A notable exception to this dearth of available research is 

the work of Houghton-Hawksley in his study Enrichment reading 

in the primary schools (1983) . Houghton-Hawksley, though 

concentrating on the fostering of recreational reading, 

pleads for teacher training institutions to plan for 

provision of suitable courses: 

If one accepts that the ' fostering of the reading 
habit ' is of paramount impo r tance throughout the 
whole of the primary school ... then ... teacher­
t raining programmes should place considerable 
emphasis on the children's literatu r e component of 
the c ou~se. 

Houghton-Hawksley 1983 : 4 
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In conside~i n g the p~oblems conf~onting teache~s who wan t to 

en c ourage enrichment read i ng, he points out that " little has 

been done to ensure . .. that teachers, especially 

teachers, a~e t~ained to assist pupils to become 

p~ima~y 

lite~a~y 

~eade~s . .. " (1983 : 5) . 

Among his conclusions and ~ecommendations he notes that: 

16. Teache~s' Colleges and Unive~sity A~t and 
Education Faculties should conside~ giving g~eate~ 
p~ominence to child~en's lite~atu~e in the 
cu~~iculums of all p~ospective p~ima~y school 
teache~s .•. 

17. In University diploma and deg~ee cou~ses for 
p~imQ~y teache~s - English Fi~st and English Second 
Language - the~e should be a mandato~y child~en ' s 

lite~atu~e component involving wide ~eading of 
child~en's books fo~ each year of the cou~se. 

18. Conside~ation should be given to the designing 
of a B.Ed cou~se with child~en ' s lite~atu~e as the 
focal component ... 

19. In a BA cou~se the~e should be a child~en's 

lite~atu~e module at least to fi~st yea~ level. 

20. Fo~ both English Fi~st and English Second 
Language , Teache~s ' Colleges should include a 
mandato~y child~en ' s lite~atu~e component in v olving 
wide ~eading of ch il d~en ' s books fo~ each yea~ of 
the course. 

21. Teache~s ' Colleges should offe~ a specialist 
fou~th-yea~ cou~se in child~en's lite~atu~e. 

Houghton - Hawksley 1983: 240-241 

In McKella~' s study on ~eading aloud in senior p~ima~y 

classes, one of his recommendations also draws attention to 

the need fo~ those in vol v ed in teache~ t~aining to conside~ 

the f i ndings o f his in vestigation so that app~op~iate action 

c an be ta ken. 
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OUTLINE OF THE RESEARCH AND THE RESEARCH METHODOLOGY. 

Considerable research into reading development and extension 

programmes has been conducted in the United States of 

America, 

based on 

model was 

Australia and Britain. A reading teaching model 

this research is described in chapter two. This 

developed at Rhodes University over a period of 

five years. It is presented in chapter two and aspects of the 

model will be referred to in the chapters that follow. 

Some background factors affecting initial teacher training in 

England are considered in chapters three and four. A survey 

of the literature and official reports will be presented in 

which issues affecting the nature and duration of reading 

teaching courses are identified. In this study the focus will 

be limited to a consideration of developments in England and 

South Africa 

education in 

for 

South 

two reasons. 

Africa were 

Firstly, developments in 

shaped to a considerable 

extent by the historical links between the two countries 

(Behr 1988). Secondly, because of the constraints of time and 

funding, visits overseas during 1985-6 and 1990 were limited 

to an examination of developments in England. 

The research examines three institutions in England and three 

in South Africa. The three selected institutions visited in 

England are described in chapter five. Before making the 

selection, visits were arranged to a number of institutions, 

from which three were chosen as most appropriate to this 

study. Tutors were interviewed in 1986 and again in 1990, and 

their course outlines and other documents provide insights as 

to the aims, content, and nature of the courses. 

Analysed in chapter six are three reading courses at South 

African universities offering a Bachelor of Primary Education 

degree where English is the language of instruction. A brief 

precis of the historical involvement of universities in pre­

service primary teacher training is fallowed by an analysis 

of the regulations and criteria imposed on South African 

teacher training institutions. 
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Following the p~ocedu~es adopted in England, tuto~s in th~ee 

South African universities were interviewed in 1988 and again 

in 1991. As well as the info~mation gained in these 

interviews, course outlines as well as other documentation 

helped to p~ovidedetails about the ~eading teaching cou~ses. 

The main objectives we~e to establish the 

teaching cou~ses within the pe~iod 

timing of the 

of pre-service ~eading 

t~aining in the Bachelo~ of Primary Education, the duration 

and content of the courses. Another objective was to examine 

the relevance and suitability or appropriateness of the 

qualifications and experience of the reading teaching tutors. 

The reading teaching course for senior prima~y teachers 

developed at Rhodes Unive~sity was evaluated by two cohorts 

of student teache~s, in 1987 and in 1989. Their evaluations 

are ~eported in chapte~ seven. 

It will be argued that teaching practice experience is of 

vital importance in the training of new teache~s and that 

schools provide models for the student teachers where the 

quality of the teaching taking place affects the student 

teachers' subsequent teaching. This being the case, the 

nature and quality of reading teaching taking place in senior 

primary classrooms is scrutinised. To provide some insights 

into these issues, the reading teaching course example 

described in chapter two serves as an instrument for 

conducting a survey of ~eading teaching taking place in a 

sample of schools. This information gained f~om this sample 

is analysed in chapter eight. 

Chapte~ nine concludes the study by analysing those facto~s 

which indicate what might be done to p~ovide effective p~e­

service reading teaching CDurses by raising same of the 

issues teacher trainers may consider when developing reading 

teaching courses. 
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SUMMARY 

Having established that student teachers, qualified teachers, 

education authorities and parents see the teaching of reading 

as one of the central concerns of the primary school, it is 

important to establish what is meant by 'effective' reading 

teaching programmes. Reading models provide a useful starting 

point and the basis upon which reading 

be planned, taught and evaluated. 

teaching courses can 

Whether institutions offering FITE courses for primary 

teachers do provide an effective education and training of 

student teachers to teach reading particularly in reading 

development and extension programmes - has been queried in 

some of the research conducted in the United States of 

America, England and South Africa. 

This study sets 

teaching courses, 

out to examine a selection of 

to determine the effectiveness 

reading 

of a 

reading teaching programme developed over a period of time, 

as well as to consider other factors which affect student 

teachers being trained to teach reading in the senior primary 

phase. 

============================================================= 
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CHAPTER 2: A FITE READING TEACHING COURSE FOR SENIOR PRIMAR Y 

STUDENT TEACHERS. 

There are plenty of bullets flying about just now. 
It is difficult to preserve the detachment 
necessary to review one's own work calmly when 
there are bullets flying overhead. The media and 
other opinion formers are enjoying the snipe 
season. It is altogether understandable that 
teachers should keep their heads down. But not very 
useful. The only advantage to an ostrich when it 
buries its head in the sand is that it limits the 
choice of where precisely it is shot. It will 
probably not be in the head. 

Dougill 1991: 3 

Any school teacher or professed primary school educationalist 

in Britain during the mid and later months of 1990 (as was 

the writer) will well understand Peter Dougill ' s cautionary 

note about the need to consider one's anatomy in terms of the 

sniper fire that filled the popular press as well as more 

serious publications such as the Times Education Supplement -

during that period. Reading standards and reading teaching in 

primary schools were seriously questioned in a public debate 

that has yet to subside. Thus the Times Education Supplement 

headline of the 29th June 1990: 

Leaked study reveals slump in primary standards 
since 1985 

PSYCHOLOGISTS ALARMED BY FALL IN READING SCORES 

The Daily Telegraph signalled the opening of this barrage of 

criticism with the main headline (of the same date): 

Number below average doubles 
TESTS REVEAL FALL IN STANDARD OF PUPILS' READING 

19 



By September 1990 the concern about reading standards was 

s ti 11 an item of national news as the Daily Telegraph of 

September 1990 illustrates: 

SHARP DECLINE IN CHILDREN'S READING LEVELS 

More evidence of the decline in children's reading 
standards was disclosed yesterday .•. 

15 

The public debate about reading teaching in schools gave rise 

to considerable discussion amongst educationalists as to the 

state and nature of reading teaching. Bearing in mind the 

cautionary note expressed by Dougill, any attempt to compile 

a model of a reading teaching course for initial training is 

also likely to run into the kind of sniper fire described by 

him. There can be no single model that will meet all needs, 

and to be prescriptive in such a matter would be sheer-

fo 11 y. Such a stand would, in any even t, run counter to a 

teaching 

requiring 

philosophy that few would question: that of 

the teacher to know of several approaches to 

reading teaching - and to be able to adapt them to the needs 

of the children in a class. This point is highlighted 

Muriel Somerfield et al in the handbook A Framework 

Reading: Creating Policy in the Primary School, when 

first thing said is: 

All experienced teachers know that: 

different children work in different ways 

to help all children a teacher needs 
various approaches. 

It 
one 

would therefore be wrong to suppose that 
method can be used to teach all children 

any 
to 

read. If there is only one method being used 
school then, whatever it is, some children 
not manage to learn to read. 

Somerfield et al 1983: 3 
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The Cox Report of 1989 English for Ages 5 - 16 makes the same 

point : 

A prime objective of the teaching of reading must 
be the development of the pupils's independence as 
a reader. But "there is no one method, medium, 
approach, device, or philosophy that holds the key 
to the process of learning to read •. • Simple 
endorsements of one or another nostrum are of no 
service to the teaching of reading." 

Bullock Report cited in DES 1989b: paragraph 16.9 

This philosophy ought to serve as the platform upon which 

pre-service reading teaching courses are built. If this is 

accepted as an underlying principle, then any recommendations 

for a pre-service reading teaching syllabus must be viewed 

in the light that such recommendations are tentative. It is 

in this spirit that a syllabus is presented in this chapter. 

WHY OUTLINE A READING TEACHING COURSE? 

There are three reasons for setting it down. Firstly, it is 

presented as a starting point for discussion as to whether it 

satisfies the needs of pre-service senior primary teachers. 

Second 1 y, 

instrument 

in chapter seven of this study it is used as an 

for evaluating the reading teaching course which 

two cohorts of student teachers completed. Thirdly, it serves 

as a framework or 'grid' with which student teachers surveyed 

reading teaching programmes observed 

completing periods of teaching practice. 

chapter eight. 
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THE EXTENT TO WHICH THE ELEMENTS OF THE SYLLABUS ARE 

JUSTIFIABLY INCLUDED IN A PRE - SERVICE READING TEACHING 

COURSE. 

Some eKplanation or justification for the inclusion of 

various elements of the syllabus is provided in this chapter. 

It must be borne in mind ~ however, tha tit 

intention to present such an argument as a main 

is not 

concern 

the 

of 

this thesis. Because of the underlying philosophy described 

above, it is accepted that the inclusion or exclusion of any 

particular aspect of the syllabus is not a key issue in this 

study. In the same way, the degree of stress or amount of 

time allocated to a particular strand or activity within the 

syllabus is viewed as being arbitrary. What matters, it is 

argued, is that the student teacher qualifying to en tel' the 

ranks of the profession as a senior primary teacher should be 

in a position to know where and how to start consolidating, 

developing and extending the reading abilities, skills and 

attitudes of the children in her class. The DES pUblication 

Quality in Schools: the Initial Training of Teachers provides 

a perspective worth keeping in mind when considering the 

nature of a pre-service syllabus in whatever teaching area is 

being scrutinized: 

Initial training cannot prepare for all that a 
teacher may be called upon to do throughout a 
working lifetime . Nor can it be expected to 
turn out a finished product ... Initial training 
must, however, turn out teachers who are 
enthusiastic about their subject interests and 
confident in their understanding of them; know 
about how children develop and learn; are able 
to relate to children and other adults; and can 
prepare, organise, and carry through their work 
and stand back to evaluate and review it. Above 
all, what has been achieved and mastered in 
initial training should enable new teachers to 
respond surely but flexibly, and with some 
imagination and flair, to their pupils in 
whatever particular teaching situation they 
find themselves. 

DES 1987 : 5 
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The qualities and abilities described by the DES provide 

tutors with aims that make the inclusion or exclusion of a 

particular aspect of a subject or activity or skill of lesser 

priority than the over-riding aim: that of making it possible 

for the newly qualified teachers to feel confident in their 

ability to tackle the work. What is needed, it is suggested 

in this thesis, is the right amount of time to achieve these 

ends within a balanced programme where theory and practice 

become an integrated whole. 

THE BULLOCK REPORT ~ L~NGU~GE FOR LIFE LANGUAGE AND READING 

COURSES FOR PRE-SERVICE TRAINING. 

The Bullock Report reminds course developers that it is 

fragmentation that " ... prevents theory 

practice within a coherent intellectual 

being linked 

framework". 

with 

The 

solution, the Report continues, "lies in constructing a new 

type of course" (DES 1975: 333) . The models the Bullock 

Report 

should 

presents are based on the argument that language 

occupy a central position in teacher training (DES 

1975: 337). Two examples are presented and are reprinted as 

annexure 3. A key statement in prefacing the course outline 

examples presented on the Bullock Report is seen in paragraph 

23.24 : 

We can sum up our basic recommendation by saying 
that during their pre-service training all teachers 
should acquire a more complete understanding of 
language in education than has ever been required 
of them in the past. 

DES 1975: 343 

It can be argued that such an understanding ought to 

gained through a complex of language related issues in 

be 

all 

education related subjects and professional studies within 

programme. This type of approach will be their degree 

illustrated in chapter 

Winchester, 

complete a 

England, 

five where King Alfred ' s College in 

required all BEd student teachers to 

compulsory course entitled Foundation Studies. 

This particular cou rse had as one component Language and the 

Principles of Classroom Learning and served as a good model 
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in terms of strategies that start student teachers on the 

road to understanding the link between language and learning . 

(It is of considerable concern to many of the tutors at the 

college that this course has been discontinued due to 

factors that will be discussed in chapter five.) 

In the 

degree 

experience of the writer most 

courses include a Language and 

pre-service primary 

Le~rning component 

either in Education Studies or specialist components such as 

the one offered at King Alfred ' s College. In the case of the 

Rhodes University 8achelor of Primary Education degree, for 

example, students complete modules lasting twenty contact 

hours on Language and Learning during the Education 1 

programme which is linked with Learning Theories. 

ORIGIN OF THE READING TEACHING MODEL FOR SENIOR PRIMARY 

STUDENT TEACHERS USED IN THIS THESIS. 

The model for senior primary student teachers presented here 

was developed at Rhodes University from 1980 to 1984 and has 

been presented in i~s basic form far a period of six years 

(1985 - 1990). Minor changes have been introduced during the 

latter period as a result of administrative changes, but the 

course has retained its basic elements so that an evaluation 

of the course could be completed over a period of time. 

8ASIC DIVISIONS. 

The model has eight sub-divisions: 

1 General backgound or ' theory' 

2 Initial or beginning reading. 

in reading teaching. 

3 Reading development and extension: functional reading. 

4 Reading development and extension: recreational reading. 

5 Student teacher reading programme. 

6 Testing and remediation. 

7 Examination of official documents and guides. 

8 Practical reading teaching expe r ience~ 
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BASIC PREMISE. 

In terms of stressing aspects of reading teaching, Diagram 1 

provides those attending the course with an introductory 

statement about the need to see reading teaching as an on­

going developmental process. 

DIAGRAM 1: READING TEACHING FOCUS AND PROCESS - SUBSTANDARD 

A* TO STANDARD 5**. 

Note: * Substandard A: 5-6 year aIds 

** Standard 5: 11-12 year aIds. 

A 

INITIAL 

REf>..D\NG 
) 

-----

~ 

1. 2 3 
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It is stressed that reading for pleasure in the junior 

primary phase is seen as being as important as the initial 

or beginning reading programme. The diagram attempts to 

clarify the fact that the junior primary teacher stresses the 

initial reading programme in her planned activities as 

getting the children through this stage to the stage of 

independence (refer Dummond and Wignell model in chapter one) 

is one of her major aims and priorities . The diagram attempts 

to clarify to the student teachers that far from the teaching 

of reading ceasing at the end of the junior primary phase, it 

is only a beginning - and that the senior primary teacher has 

two main paths to follow: a recreational reading programme as 

well as a functional reading programme 

of more importance than the other. 

neither of 

It is made clear to the student teachers that there 

point in time at which a child moves from the 

which is 

is no set 

stage of 

beginning reading to being equipped 'overnight' to cope with 

the functional reading teaching programme that becomes the 

concern of the senior primary teacher. Because becoming a 

proficient reader is an on-going process, children progress 

pace (and may regress at times), and the at an erratic 

effective teacher of reading needs to allow for this pattern 

of development. Indeed, this gives rise to discussion about 

the statement made in the DES report English for ages 5 - 16 

that teachers " .•. should recognise that reading is a complex 

but unitary process and not a set of discrete skills which 

can be taught separately in turn and, ultimately, bolted 

together" (DES 1989b: paragraph 16.9). 

GENERAL BACKGROUND OR ' THEORY ' IN READING TEACHING. 

Without an underpinning of theory, reading 'teaching' can 

easily become an activity in which the teacher presents to 

children in her class a series of mechanical exercises pre -

determined not by what the children need, but by outside 

agencies of one sort or another - for example, a work 

programme devised by the employing authority or a text book 

or a set of notes collected during pre-service ' training ' 
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To be able to teach and p r omote reading i n a flexible way, to 

meet the needs of individual children within a class, the 

teacher needs to have a broad understanding of the nature of 

language, of how reading relates to other language skills and 

the nature of the child as a learner (Wilkinson 1971; 

Donoghue 1971: 1-42; DES 1975: 47-50; Moyle 1976:21-27; Potts 

1976: 20-41; Donaldson 1978; Flood and Salus 1984: 1-66; 

Lapp and Flood 1986: 3-49; Beard 1987: 1-6). 

An overview as well as definitions and descriptions of the 

reading process provide the student teachers with the 

essential background needed to understand subsequent 

teaching methodologies and the debate about the effectiveness 

of various approaches. This, in turn, provides an 

introduction to an exploration of the notion of reading 

readiness (rather than reading readiness 'programmes') and 

the opportunity to consider controversies 

teaching. Dealing with the latter is made 

about reading 

that much more 

meaningful if the student considers the history of reading 

teaching however briefly (Smith F 1971 ; DES 1975: 77-96; 

Moyle 1976: 28-92; Smith F 1978; Beard 1987: 3-92). 

INITIAL OR BEGINNING READING. 

Experienced primary school teachers know that the Bullock 

Report is correct in acknowledging that senior primary 

teachers - particularly those teaching at the standard two 

(or eight year old) level - need to " ... consolidate the 

work of the early years , and to give particular help to 

those children who for one reason or another have failed to 

make progress" (DES 1975: 115) . For th i s reason, it is 

essential that senior primary teachers be familiar with the 

teaching philosophies, teac hing methodologies and 

resources 

phase. 

used by their colleagues in the junior 
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In most South African English speaking primary schools the 

main approach used in beginning reading can be described as 

the ' eclectic' approach : a combination of methods endorsed by 

the employing authority and set down in teacher manuals and 

guides . An example of this is provided in Diagram 2 : the 

'eclectic' approach as endorsed by the Natal Education 

Departmen t . 

DIAGRAM 2: THE ' ECLECTIC' APPROACH AS ENDORSED BY THE NATAL 

EDUCATION DEPARTMENT. 

SAY 

SUPPLE -

MEtnARY 

R£A.OERS 

THE 

BI\SIC 

READER. 

WORK CARDS 
WORKSHEEtS 

WORKBOOKS 

Natal Education Department 1977: 39 
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Senior primary teachers familiarise themselves with the 

procedures, advantages and disadvantages of the main reading 

teaching strategies employed by junior primary teachers: t h e 

so-called phonics, look-say and language-experience 

approaches to reading teaching - as well as approaches in 

which the main emphasis in not on reading 'schemes' . The 

latter is sometimes referred to as the 'real' book approach. 

Useful references for senior primary teachers include 

Practical Ways to Teach Reading (Moon 1985), 

Bullock Report A Language for Life (DES 1975 : 

114 Moyle's The Teaching of Reading (1976 

as well as the 

77-79 and 104-

95-132), 

Bennett's Reaching out - Stories for readers of 6 8 (1980), 

Waterland's Read with Me an Apprenticeship Approach to 

Reading, (1985), Beard's Developing Reading 3 - 13 (1987: 

71-93) and Bloom et al Managing to Read (1988). 

Included in this section is a brief discussion about other 

approaches that have been tried such as the Initial Teaching 

~lphabet. 

Because of the persistent and continuing popularity of reading 

schemes in schools, senior primary teachers need to become 

familiar with a variety of such schemes in order to assess 

their various inherent advantages and 

1975: 104-109; Jack and Root 1985). 

disadvantages (DES 

Experienced teachers of children in the junior primary phase 

will also know of the keen interest in progress displayed by 

most parents whose children are beginning school. The 

involvement of parents in promoting a child's reading 

interests, abilities and attitudes is now well documented and 

senior primary teachers should be aware of the role parents 

can play in the continuation of positive gains made in the 

teacher-pupil-school-parent relationship. Many recent 

publications draw attention to these relationships and 

possibilities . Among the most important of these are: 
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Margaret Meek's Learning to Read (1982), Parental Invol v e me n t 

i n Chi l dren ' s Reading b y Tapping and Wolfendale ( 1 985 ), 

Children and Parents En joy ing Reading by Branston and P r ovis 

( 1986) , Wendy Body ' s Lea r ning h ow to Read and Write ( 1 9 89 ) , 

and Beard's Developing Reading 3 - 13 (1987). 

Senior primary teachers cannot ignore the impact that pre­

school groups - or pre-primary schools as they are known in 

Sou th Africa - have had on children's education. Again, 

brief consideration of the effect of such experienc e on young 

child r en is important. Included in their stud y is an 

e x a mination of ' reading readiness ' programmes as practised by 

some pre-primary schools (and most Substandard A teachers ln 

the junior primary phase) (DES 1975: 197-198; Moyle 1976: 

85-92; Smith 1978: 154-158; Lapp and Flood 1978: 53- 114; 

Beard 1987: 52-70). 

While recreational reading is examined in detail in the 

reading course, it is worthwhile including discussion on the 

importance of recreational reading of the power of story -

while the junior primary teacher is teaching beginning 

reading (Meek 1982: 15 - 27; Bloom et al 1988: 3 4 -39). 

Finall y , the senior primar y teacher needs to know how junior 

primary teachers organise a reading teaching programme and 

their reading lessons - particularly so for teachers who will 

be teaching first year senior primary children (i.e. standard 

2 classes) so that the transition from one phase to the other 

can be facilitated (Taylor J 1983; Cape and Natal Education 

Department Junior Primary Guides to English syllabus). 
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READING DEVELOPMENT AND EXTENSION: FUNCrION~L RE~DING. 

Pearson 1987: 43 

During the 

year senior 

past ten years the writer 

primary student teachers 

asked incoming third 

to describe what they 

understood 'reading teaching' in the senior primary phase to 

mean. The response was usually predictable. Following a 

period of silence, the student groups described reading 

teaching as being comprehension exercises from language text 

books, as well as reading aloud around the class or in a 

ring Some students recalled having worked on the S.R.A . 

reading laboratory when they were at school. It regularly 

surprised them to learn that reading teaching at the senior 

primary level requires very much more than that. 

It is necessary 

and extension 

to establish what is meant by the development 

of functional reading skills, and for this 

reason aims and objectives are clarified at the commencement 

of this section (Walker 1974: 8-14; DES 1975: 115-118; Dean 

undated publication; Potts 1976 : 55-60; Wray - undated 

publication: 4 - 17; Lunzer and Gardener 1979: 7-36; Harris and 

Sipay 1980 : 72 - 98; 8eard 1987: 113-133 ; and Dougill 1991: 

81- 9 7 ). 
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A major section involves a consideration of the meaning of 

comprehension as well as different 'levels ' of comprehension. 

A most useful classification is that used by Harris and Sipay 

and the B u I I 0 c k Rep 0 r t "A,---,L",a=-n,-,-"g",u",a=-g"",e,-_f-,-"oC!.r--,L="i...!f-,e~. These are the 

literal, the inferential and the evaluative comprehension or 

interpretation of text (DES 1975: 94-96 and 120-122; Moyle 

1976: 202-203; Harris and Sipay 1980: 447- 514). The reason 

this classification system is described as useful to the 

student teacher is that several excellent school text books 

have been produced during the past few years 

classification 

for 

of 

the 

comprehension 

promotion of departure 

children. Examples of such texts 

levels as the 

comprehension 

include the 

Reading series produced by Allan, Livingstone 

using this 

point of 

skills in 

Sco[:!e for 

and Love 

(1975) and the series titled Directions and More Directions 

by Cooper and Hughes (19B2 ). 

The importance of stressing purpose in reading teaching and 

the need for children to establish their own purpose in their 

reading is a cruc..ial one. Spache is cited in the Natal 

Education Department Guide: 

... most ineffectual or superficial reading is due 
to lack of purpose in the mind of the reader ... 

and 

... if the teacher 
of purposes that 
will be unable 
skills. 

has a narrow view of the variety 
can be met through reading, she 
to develop her pupils' reading 

Spache cited in N.E.D. Guide 197B: 19 

Readings include DES 1975: 119; Moyle 1976: 204-208; Wray -

undated publication: 19-24; Beard 1987: 24-26. 

The acronym 'DARTS' is widely used in British texts and 

sc hoo I s (Directed Activities Related to Texts). The acronym 

describes activities such as cloze procedure, prediction and 

sequencing exercises (Beard 1987: 149). 
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Beard points out that this work was " ... pioneered by Stauffer 

(1969) who drew attention to the possibilities of ' teaching 

reading as a thinking process ' " (Beard 19B7: 149). 

Walker ' s Reading Development and Extension (Walker 1974) did 

much to bring these reading teac hing strategies to the 

attention of a wider audience and, as Beard points out, was 

" ... an important catalyst in the decision by The Effective 

Use of Redding team to carry out some exploratory work ... " 

into pupil - centred discussion (Beard 19B7 : 149). 

Student teachers examine DARTs as teaching strategies for the 

senior primary classroom (Walker 1974: 25-66; Wray - undated 

publicati~n: 31-43; Lunzer and Gardener 1979: 228-265; Pearce 

1985: 16- 24; Beard 1987: 149-155; Taverner 1990: 52-56) as 

well as how to equip the children with word-attack skills 

(Moyle 1976: 179-199). 

Schools in South Africa are sometimes approached by 

of 

the 

commercial houses, the 

tachistoscopes or courses 

children ' s speed of reading. 

part of the student teachers' 

latter sell ing 

which claim to 

a range 

improve 

This vexed issue, therefore, is 

reading teaching course. As a 

result of their understanding of the reading process, student 

teachers soon realise that many of these courses are presented 

by charlatans, whi Ie tachistoscopes and other mechanical 

' accelerating' devices have to be evaluated with enlightened 

caution (Smith 1971; Smith 1978; Far r and Roser 1979: 360-

363; Dechant 19B2: 346-352). 
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The skills of being able to skim and to scan are important if 

children are to be shown how to cope with large volumes of 

tex t and to understand the link between different reading 

strategies being used to meet different demands or purposes 

(DES 1975: 115-123; Harris and Sipay 1980: 486-493; 8eard 

1987: 138- 141). 

The Bullock Report A Language for Life made it quite clear 

that it is the responsibility of teachers to help children 

develop critical insights in their reading and to question 

what they read instead of accepting a point of view simply 

because it is encountered in print: 

There is all too often taken for granted that the 
information in the text book is accurate and its 
opinion not seriously to be questioned at least 
by the pupils .. • it is one of the responsibilities 
of all teachers to ensure that this apparent 
authority receives critical attention. 

DES 1975: 121 

For this reason, the development of critical reading habits 

usually using comparative reading as a key strategy 

major issue in the syllabus (Walker 1974: 9-10; DES 

121; Moyle 1976: 208- 209; Taverner 1990: 70). 

Reading laboratories particularly the S.R.A. 

Laboratory are found in many South African 

is a 

1975 : 

Reading 

primary 

schools. The effectiveness of the use of such laboratories is 

clearly dependent upon the manner in which teachers use them 

(Walker 1974: 

Gardener 1979: 

68-80; 

193-227) . 

Moyle 1976: 210-2 14; Lunzer and 

The course includes an examination 

of reading laboratories (S . R.A. Reading Laboratories [Parker 

1961 ] and Ward Locke ' s Reading Workshop [Conochie et al 

1969]) as well as some of the research findings concerning 

the effectiveness of these laboratories (DES 1975; Moyle 

1976: 210-215; Beard 1987: 143-145). 
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A further part of the functional reading teaching programme 

is concerned with teaching the children how to consult 

reference books and dictionaries. There are many te x ts 

available such as Aithchison's Using Textbooks (Aithchison: 

undated publication) and Underhill's Use Your Dictionary 

(Underhill 1980). 

In terms of reading across the curriculum' or . language 

across the curriculum', Rhodes University Bachelor of Primary 

Education students are provided with a series of lectures as 

part of the English Professional Studies course. During the 

reading course, r-eference is made to this with special 

attention paid to the need for teachers to be sensitive to 

the special language and reading demands made by specialist 

texts. The Bullock Report A Language for Life is used as a 

catalyst for initiating workshops on text analysis (DES 1975: 

190-19). 

READING DEVELOPMENT AND EXTENSION: RECREATIONAL READING. 

The best reading teachers are those who help 
children to become independent readers quickly. 

Meek M 1982: 27 

From 8 to 15 years - this is the vital period to 
develop an interest in reading, to satisfy 
individual tastes and to build the foundations of 
a love for literature that will persist through a 
lifetime. 

Schonnel F 1961: 192 

It is not the purpose of this study to convince the reader of 

the importance of recreational reading and the need for the 

teacher to develop and extend the child ' s recreational 

interests and experiences. Never-theless, it is worthwhile 

bearing in mind the responsibility tha t rests on the 
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shoulders of all primary school teachers and therefore 

those who train these teachers of doing 

and 

everything 

possible to promote the child's range extent of 

v oluntary readinga The Bullock Report, for instance, argues : 

There is no doubt at all in our minds that one of 
the most important tasks facing the teacher of 
older juniors and younger secondary pupils is to 
increase the amount and range of their voluntary 
reading . We believe that there is a strong 
association between this and reading attainment, 
and that private reading can make an important 
contribution to children ' s linguistic and 
experiential development. 

DES 1975: 126 

CHILDREN'S LITERATURE AND THE NEED TO BE KNOWLEDGABLE AS A 

RESULT OF WIDE READING. 

The course developers of the recreational reading component 

at Rhodes University agreed on an underlying principle: that 

The to know about children ' s literature was not enough. 

teacher does need to know something about children ' s 

literature but the course developers believed that this was 

not as important as having read as wide a range as possible 

of books that appeal to children. It was agreed that only 

when a teacher could recommend books to children because she 

had read them; only when she could share a response to a book 

that a child had read , was she in a position to promote 

recreational reading. 

Obviousl y no finite criteria can be set down as to how many 

books a teacher needs to have read to be in a position to 

promote reading effecti vel y . What matters, it was agreed by 

the course developers, is that the teacher has a real 

interes t in the world of children ' s literature, and a wide 

and ever-growing experience of children ' s books. 
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The recreational 

parts: 

reading course thus consists of two main 

* learning about children ' s literature and related 

issues 

* encouragement of wide reading of children's books 

by the students through the provision of time, 

resources, and structured activities. 

COMBINING JUNIOR AND SENIOR PRIMARY STUDENT TEACHER GROUPS. 

A further 

need to 

point agreed to by the course developers was the 

see the growth and development of recreational 

as lineal in the sense that in an ideal world, reading 

children would experience as wide a variety of literature as 

possible throughout their lives. It was agreed, thus, that 

the course would include consideration of recreational 

reading from the time a child was able to respond to and 

experience enjoyment from a book. This meant starting with an 

examination of so-called 'First Experience Books' (Huck 

1976: 93). This, in turn, led to the decision to combine the 

junior and senior primary student teacher groups and to see 

the course as a recreational reading course for all primary 

student teachers. 

THE RECREATIONAL READING COURSE: COURSE TITLE. 

The course developed and outlined here is referred to as the 

' Reading Course' in chapter six. It should be noted that the 

reason for this title is that it gained wider acceptance as a 

legitimate university course amongst some of the university 

staff, than was the case when it was entitled " A Course in 

Children's Literature"! 
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TIME AND ARRANGEMENT OF WORKSHOPS. 

The course was developed to make maximum impact within the 

sixty available contact hours. A four week teaching practice 

period divided the course into the following pattern: 

Weeks 

1 - 7 

8 12 

13 - 17 

Lectures and workshops 

Continuous teaching practice 

Lectures and workshops. 

a double lecture The weekly arrangement is one in which 

period is used as input: getting to know about children's 

literature, while later in the week a triple lecture period 

is used for workshops and discussions about books read. 

THE READING COURSE. 

THE SYLLABUS FOR THE READING COURSE: KNOWING ABOUT CHILDREN'S 

LITERATURE. 

This offers opportunities for discussion and consideration of 

what is meant by 'children ' s literature' and for 

understanding the child as a reader. Another concern is the 

value of reading to children. 

Two general texts are recommended - and they provide readings 

on most of the topics covered in the course: Charlotte Huck's 

Children's Literature in the Elementary School (1976) and 

Sutherland (et all Children and Books (1981). The Open 

University publication Children, Language and Literature 

(Hoffman et el 1982) is also recommended. Many other titles 

are available - and as is the case in each of the strands 

outlined here, only a few are listed to provide some examples 

for the reader. 
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A STUDY OF TYPES OF LITERATURE. 

This section deals with the many different types of 

literature 

children. 

that can make up a reading ' curriculum " far 

Included here are such categories as folk tales, 

fables, myths, legends, modern fantasy, modern fiction, 

historical fiction - and so on. The student teachers consider 

examples of books from these various categories as well as 

recommendations of titles within each category. Apart from 

Huck (1976) and Sutherland et al (1981), useful and 

appropriate readings include such titles as Meek's Learning 

to Read (1982) and Taylor and Braithwaite The Good Book Guide 

to Children's Books (19B3). 

EVALUATING CHILDREN'S LITERATURE. 

Many publications are available which consider what is meant 

by a 'good' book for children. In this course the student 

teachers examine the views of Huck (1976: 6-44), Sutherland 

et al (19B1: 50), and Chambers (1983 102-107). 

SCHOOL LIBRARIES. 

The purpose of this course component is to provide the 

student teachers with a working knowledge and practical 

understanding of the running of school libraries, should 

they be called upon to do so, as well as ways of assisting 

children to gain maximum use and benefit from them. 

Assignments include the compilation of a file in which 

articles and documents are listed so that the student 

teachers are equipped to meet such challenges as come their 

way once they are teaching. 

References include Gawaith ' s Library Alive~ (1988) 

Schalkwyk ' s The School Library and its Use (1976). 
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HOW TO PROMOTE RECREATIONAL READING. 

This topic is also covered in an extensive range of 

publications. The student teachers consider a range of te x ts 

including the Open University package - Part 3 Encouraging 

the reading habit (Hoffman et al 1982) as well as all of 

Chambers ' Introducing Books to Children (1983) and journals 

such as Children ' s Literature in Education and Books for 

Keeps. Also included is an examination of Part 4 of 

Children and Books, Bringing Children and Books Together 

(Sutherland et al 1981). 

SCHOOL AND CLASSROOM POLICY IN PROMOTING RECREATI ONAL 

READING. 

Considera tion 

to provide 

is given as to how a school could be organized 

a meaningful on-going recreational reading 

programme for the children. Where schools do not have such a 

co-ordinated 

which they 

plan, 

can 

the student teachers consider 

formulate such a policy within 

ways in 

their 

classrooms. 

Main readings include Somerfield et al A Framework for 

Reading: 

Huck 

School 

litera ture 

programme) 

Creating Policy in the Primary School (1983) and 

Part 3 of Children's Literature in the Elementary 

(Creating the learning environment! extending 

through creative activities! the literature 

(1976: 587 - 754). 

TESTING 'READING AGE'. 

Because many South African schools test the ' reading age of 

individual children, it is seen as important that the student 

teachers know enough about reading age testing that they 

treat all reading age scores with enlightened caution. 

Using a 

teachers 

tests. 

taped recording of a child reading, the 

establish the child ' s ' reading age ' using 
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Te x ts and mat e ria 1 sus e din c 1 u deS c h rei n e r ' s "R",e",a"d"",i"n.!.g"--_.!.T",e"s,,-,t,,,,-s 

and Teac hers ( 1979 ) , R a ba n ' s ",G",U,,1,,-- ",d--"e~s"----_t"--"o,--,-,A",s"s=e.;s,-,s=m,,,e,-,n.!.--"t~_--,i,,n-,-

Educa t ion - Readi n g ( 1983 ) , Daniels and Diack The S t andard 

Reading Tests ( 197 3 ) and Neale ' s Neale Anal ysis of Reading 

Abi 1 i ty ( 1966 ) . 

TESTING BOOK SUITABILITY. 

Readability tests are considered and students apply such 

tests as the Fry Test and Johnson Test to various examples of 

te x ts . The results of tests are compared - and once again, 

the students realise the e x tent to which enlightened caution 

needs to be brought to bear on any test ' results ' . 

References include Diana Bentley's excellent How and Why of 

Readability (1985) 

(1977) . 

and Fry ' s Elementary Reading Instruction 

USING CHILDREN'S LITERATURE ACROSS THE CURRICULUM. 

We believe that the English department should 
consider the development of reading skills at all 
levels and in all its aspects as one of its most 
important responsibilities. As part of the school ' s 
policy for language across the curriculum it should 
offer guidance in the e x tension of this ability in 
all the pupil ' s learning activities. 

The Bullock Report A Language for Life. 

DES 1975: 223 

Although this recommendation is included under the section 

' The Secondary School', it can be argued that such a policy 

should also be introduced in the senior primary school. In 

the vast majorit y of South African primary schoo ls, subjects 

are taught within stri c tl y timetabled 

hav e subject specialisation 

boundaries and 

rather than 

many 

class schools 

teach i ng. Heads of Department are in v ariably gi ven s u b j ect-

based po r tfolios - suc h as Languages or Mathematics. It 

should be a responsibilit y of the Head of Department to 

introduc e such a policy. 
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Teachers need to be aware of ways in which literature can be 

used across the curriculum to provide a more interesting and 

meaningful approach to the children's growing understanding 

of the world in which they live. This will overlap with the 

next strand in the Reading Course syllabus - using boo k s as a 

theme - and the references are applicable to both. 

USING BOOKS AS THE FOCUS FOR A THEME. 

There has been a growing interest in thematic approaches to 

teaching as evidenced by a spate of recent publications. The 

student teachers consider ways in which literature can be 

used as part of a theme - or, alternatively, how novels can 

act as a springboard to thematic approaches to world studies. 

The student teachers examine the following publ ications 

(arranged in order of publication): 

* 

* 

* 

* 

* 

* 

* 
* 

* 
* 

Shapiro J E (Ed) 
(1979) 

Hoffman M, 
Jeffcoate R, 
Maybin J and 
Mercer N (1982) 

Jackson D ( 1983) : 

Roser N and 
Frith M (1983) 

Hayhoe M and 
Parker S (1984) 

Thomas R and 
Perry A (1984) 

Hill S ( 1986) : 

Little R 
Redsell P 
Willcock E (1986) 

Pearson H (1987) 

Reader E and 
Woods P (1987) 

Using Literature and Poetry 
Effectively 

Children, Language and Literature 
(Open University Package) 

Encounters With Books: Teaching 
Fiction 11 - 16. 

Children ' s Choices: Teaching with 
Books Children Like 

Working with Fiction. 

Into Books. 

Books Alive~ 

Con tex ts Teaching Strategies for 
Fiction. 

Children Becoming Readers. 

Introducing the Novel. 
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* Thomas R and Into Books Too. 
Hipgrave J (19B8) 

* Tyrre 11 M (1988) Storylines. 

* Leggett J, The M Books File. 
O ' Con nor J 
Scott A (1989) 

* Garvie E (1990) Story as Vehicle. 

READING TO CHILDREN. 

The teacher ' s biggest contribution throughout the 
9 to 13 age range is in reading aloud to his pupils. 

Adams and Pearce 1974: 69 

Because of the importance and value of the teacher reading 

aloud to senior primary classes (McKellar 1983; Chambers 

1983: chapte r XII, Trelease 1982), considerable time is spen t 

examining this aspect of the reading teaching programme. 

Useful references include the excellent work by Trelease 

The Read-Aloud Handbook (1984), Lapage 101 Good Read Alouds 

for 5 - 11 Year Olds (1985), Bates Books to Read Aloud 

(Undated I.L.E.A. publication circa 1982) and McKellar The 

Web of Enchantment (1983) . Most general books on the 

importance of children 's literature in the school make some 

reference to this important activity such as Huck ' s 

Children's Literature in the Elementary School (1976). 

GROUP NOVELS IN THE CLASSROOM. 

Students examine and discuss ways in which they can deepen 

the children's response to literature using group novels in 

the classroom. References include Hayhoe and Parker Reading 

and Response (1990), Protherough's Developing Response to 

Fiction ( 1983) and Dougill ' s Developing English (1991: Part 

5) • 
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WAYS TO SHARE READING EXPERIENCES . 

The student 

teachers can 

teachers discuss and devise ways in which 

get children to share their responses to novels 

without having them write traditional ' book reviews' which 

often take the pleasure out of sharing a response. This is 

presented as a workshop with no references provided so that 

the student teachers are compelled to initiate ideas. 

OTHER TOPICS: SEXISM. RACISM. STEREOTYPING - AND SO ON. 

The students are required to select an area of interest 

within the realm of recreational reading. Working in pairs, 

they have to prepare an address on this topic for the rest of 

the class and provide a suitable handout for study purposes. 

THE READING COURSE: THE STUDENTS' READING OF CHILDREN'S 

BOOKS. 

This reading course has two main strategies which provide 

opportunities for student teachers to familiarise themselves 

with as many books as possible by reading group novels and, 

secondly, by reading books from the collection of individual 

titles. 

THE GROUP NOVEL PROGRAMME. 

A collection of books has been established and made available 

in the departmental library. There are six copies of each 

book. The students work in groups and have to read at least 

seven titles during the twelve weeks of the course. During 

workshop sessions students share their response to the novels 

and discuss the books' suitability for use in a classroom . 

THE SINGLE TITLE COLLECTION. 

Students are encouraged to read as many books as they wish 

from this collection . These books are also made available for 

use on teaching practice. 
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The extent 
collection 
Table 2. 

to 
was 

which students 
tested in 1987. 

were making use of this 
The results are listed in 

TA8LE 2: NUMBER OF BOOKS READ 8Y STUDENTS: SINGLE TITLE 
COLLECTION. 

Student Number of Single Titles read 

1 3 
2 8 
3 9 
4 12 
5 11 
6 7 
7 20 
8 12 
9 5 
10 9 
11 9 
12 8 
13 14 
14 4 
15 3 
16 7 
17 6 
18 5 
19 5 
20 8 
21 4 
22 10 
23 3 
24 5 
25 4 
26 13 

The number of students reading 3 - 6 books = 11 
The number of students reading 6 - 10 books = 9 
The number of students reading 11 - 20 books = 6 

The average number of books read = 7,8 

As they have also read at least seven group novels, this 

means that the student teachers read on average fifteen 

books, with a range from ten to twenty seven. 

It is stressed throughout the course that this reading must 

be seen as a start - that as a teacher of primary aged 

children it is essential that they maintain their reading 

habit so as to become informed reading teachers. 
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TESTING AND REMEDIATION. 

Remedial teaching is outside the limits of this reading 

course. The student teachers are made aware, however, of the 

support available for teachers, in the form of school 

psychological services and children's assessment centres. 

Examples of 

reporting on 

also examined. 

interests and 

education authority requirements in terms of 

the child's reading performance or ability are 

The question of monitoring children's reading 

books read by the children forms part of a 

workshop session. 

In terms of equipping the student teacher with an awareness 

of reading problems children may experience and, furthermore, 

what a general class teacher can do about it, Edwards' 

Reading Problems: Identification and Treatment (1978) is 

recommended as well as Children's Reading Problems by 8ryant 

and Bradley (1985). 

The course developers at Rhodes University have considered 

ways in which case studies could be used in terms of testing 

and remediation - using either a simulated case or actual 

case studies. Proposals and details of such a programme have 

not been finalised. 

~XAMINATION OF OFFICIAL SYLLABUSES AND GUIDES. 

As the majority of student teachers are employed in state 

schools, it is considered necessary that they conduct a 

critical study of the various Guides produced by the 

Provincial Departments. The need to read these documents 

critically is illustrated in McKellar' s 1983 study (1983: 80-

101) in which he demonstrates why the Cape Education 

Department Guide to the teaching of English in senior primary 

classes requires urgent revision in terms of many of its 

recommendations about reading teaching. Examples of such 

recommendations in the Guide include children reading ' round 

the ring in such a way that they can 'compete' with each 
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other , teachers 

unsatisfac tory 

allow i ng 

to read 

children whose 

silent ly a n d the 

' performance " is 

. able ' r eade r s 

wearing badges to ident i f y t hemselves as such i n the a c t o f 

assisting the less able readers . Further examples includ e the 

abuse of reading age t ests as well as confusion of purpose. 

Many more examples are provided (McKellar 1983: 85-96). 

PRACTICAL EXPERIENCE. 

Chapter eight of this thesis considers 

teaching practice. 

the importance of 

In terms of the syllabus for a pre- service reading course, 

the course deve l opers saw as important the need for the 

student teachers to teach reading while on teaching 

practice. For this 

the reading course 

the period of 

expected to: 

reason, a teaching practice period divides 

into two sections (refer page 38). During 

teaching practice , student teachers are 

a) observe the host teacher teaching reading 

b) work with an indi v idual child 

c) teach a series of reading lessons to the class in an 

on-going programme. 

The work of the student teac hers is supervised and monitored 

by the tutors. 
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SUMMARY AND CONCLUSIONS. 

In setting out a reading teaching syllabus for pre-servi c e 

training, it is recognized that such recommendations are 

tentative. It is also clea r that p re-service training cannot 

equip a teacher with sufficient skills, knowledge and 

abilities which will meet all their career needs. Further in-

service work will be required. The aim in FITE 

teaching courses is to enable the newly qualified 

reading 

teachers 

to feel enthusiastic about reading teaching and confident in 

their ability to teach and promote reading. 

The model set out in this chapter was developed over a five 

year period. It provides the senior primary student teacher 

with 

study 

some theoretical underpinning of reading teaching, a 

of beginning reading teaching and then a fairly 

intensive coverage of reading development and extension for 

senior primary children in terms of functional reading skills 

and recreational reading. 

In terms of general background or 'theory' to reading 

teaching. then. the syllabus includes: 

1. The nature of language 
2 . The relationship of reading to other language skills 
3. Definitions and descriptions of the reading process 
4 . The nature of the child as a learner 
5. Reading 'readiness' - the notion 
6. A history of reading teaching 
7. Controversies about reading teaching. 

The senior primary teacher needs to know about how a child's 

pre-senior primary experience affects his reading performance 

and attitude . Thus the reading course includes the following 

topics: 
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1. Reading teaching: the parent ' s role. 
2. Reading teaching and the pre-school 
3 . Reading readiness programmes 
4. Major approaches used in beginning reading teaching 

programmes: phonics 
5. Ma j or approaches used in beginning reading teaching 

programmes: 'l ook-sa y ' methods 
6. Major approac hes: the l anguage-e x perience approach 
7. The eclectic approach 
B. Reading teaching without an ' approach ' or 

' scheme ' 
9. Other approaches - eg I.T . A. 
10. Reading schemes: a survey 
11. The importan c e of recreational reading 
12. The organisation of reading activities in the 

junior primary phase. 

The functional reading syllabus is as follows: 

1. Aims and objectives in functional reading 
development 

2. The meaning of ' comprehension' 
3. Developing levels of comprehension 
4. Cloze procedure 
5. Prediction e xercises 
6. Reading for different purposes 
7. Developing word-attack skills 
B. Reading rate 
9. Skimming and scanning 
10. Developing critical reading 
11. Reading laboratories 
12. How to consult reference books 
13. How to consult dictionaries 
14. Language across the curriculum. 

The recreational reading syllabus includes the following: 

1 . About children and literature 
2. A study of types of literature 
3. Evaluating children's literature 
4. School libraries 
5. How to promote recreational reading 
6. School and classroom recreational readi~g policy 
7. Testing ' reading age ' 
B. Testing book suitability 
9 . Using children ' s literature across the curriculum 
10. Using books in theme and topic work 
11. Reading to children 
12 . Group novels in the classroom 
13. Ways to share reading experiences 
14. A study of selected topics such as se x ism, racism 

and stereoty ping 
15. Requ i red reading: group novels 
16. Individual reading 
17. Testing and remediation 
lB. An examination of official sy l labuses and guides 
19. Practical reading teaching experlence . 
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Whether student teachers completing this pre-service reading 

teaching course would be equipped to avoid being hit by the 

sniper fire mentioned by Dougill at the beginning of this 

chapter is a question that will be considered as other 

reading teaching courses are examined. Prior to this, a 

review of developments in England from 1972 to 1990 is 

considered in chapters three and four. 

============================================================= 
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CHAPTER 3: DEVELOPMENTS I N FITE COURSES FOR PRIMARY TEACHERS 

IN ENGLAND 1972 - MARCH 1984. 

The conflicts between education and training,the 
unrealistic width of subject and other offerings ~n 

many colleges .... conspire to impose severe 
limitations on the present effectiveness of initial 
training .... In such a hubbub of competing priorities 
it may not be surprising, although it is certainly 
alarming, that such matters as the teaching of 
reading should sometimes appear to be neglected. 

DES 1972: 19-20. 

ANALYSING TEACHER TRAINING COURSES: THE PROBLEM OF CHANGE. 

One of the problems associated with any attempt to examine 

the nature of teacher training courses is that courses 

change in some way or form every year. That this is so is 

endorsed by Mike Rathbone when, in a series of articles on 

recruitment and 

Education, he 

teac her training 

training 

points out 

courses 

written for the journal Child 

how rapidly information about 

becomes out of date. ··Higher 

educa tion, to he writes, "is in such a constant state of flux 

that almost any information given on initial teacher 

training is likely to become out of date quickly" (Rathbone 

1986) . 

Developments in England and Wales during the latter half of 

the 1980 's have been such that any review of the situation 

there must bear in mind the problem of rapid Change. This 

does not mean, however, that attempts to describe courses in 

something like the teaching of reading, are worthless or have 

no significance for anyone examining these courses. What 

must be borne in mind is that courses described in terms of 

the documentation available may have changed in detail since 
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the date of publication recorded on the source document. 

Nonetheless, an analysis of the documents available may 

provide insights about t he approaches, attitudes and concerns 

of a sample of teacher trainers responsible for the des ign 

and planning of FITE courses at colleges and universities. 

RESEARCH. REPORTS AND SELECTED LITERATURE PROVIDING 

INFORMATION ON FITE COURSES AND THE TEACHING OF READING IN 

SCHOOLS IN ENGLAND. 

literature describing FITE courses for 

as well as reading teaching in schools 

A survey of the 

primary teachers 

during the past two decades reveals that, in England, many 

middle teachers in the senior primary phase (or junior or 

school) did not receive adequate training in reading teaching 

and did not teach reading competently in terms of what is 

referred to as reading development and extension programmes. 

The focus of this chapter will be on FITE courses for primary 

teachers concomitant with recommendations and reports 

submitted by various authorities during the period between 

the publication of the James Report of 1972 (DES 1972) and 

the DES Circular No 3 / 84 of March 1984. Chapter two commences 

with a brief review of the main thesis submitted by the James 

Report for the reason that this report heralded the first 

comprehensive investigation and report on the initial 

education and training of teachers. Chapter three e xam i nes 

the situation from the the publication of Circular No 3/84 of 

1984 until the publication of the DES circular on Standards 

in Education 1988 - 89 (DES: 1990b). This division between 

the chapters is considered appropriate in terms of the pace 

and nature of changes that affected FITE courses since the 

publication of Circular No 3/84 of 1984. The latter period is 

distinguished by greater involvement of central governmen t in 

FITE courses for teachers, as will be shown in chapter three. 
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THE 'JAMES REPORT ' TEACHER EDUCATION AND TRAINING 1972. 

It is well known that the James Report recommended a cycl~cal 

pattern of teacher training - cycle one being the personal 

education of the teacher, cycle two, pre-service training 

and induction, and cycle three, in-service education and 

training (D E S 1972: paragraphs 1.9 and 6.5). The James 

Report recognised that 

that 

it is quite impossible to provide 

teachers with all they need to 

teaching during FITE courses. Stating 

know about reading 

that all teachers 

" ... aught to have opportunities to extend and deepen their 

knowledge of teaching methods and educational theory" (1972: 

7) , the Report reminds us tha ton-going training and 

education in reading teaching will be required after pre-

service training is completed: 

Teachers ~n the prima r y schools .... will need to 
continue to improve their understanding and 
competence in the language arts, i.e. language 
development and the teaching of reading and 
writing. Although this deeper understanding, 
however much emphasised in initial training, cannot 
be fully acquired without prolonged experience, 
suitable inservice training, rooted in the 
experience teachers have already had, can be a 
powerful aid. 

DES 1972: 7 

The James Report expressed alarm about the place of reading 

teaching in some pre-service courses (1972: 19-20) , and the 

ca 11 for teachers to undergo further in-service training 

appears well merited when subsequen t literature about the 

teaching of reading in schools is examined closely. 

To what extent did teachers teach reading effectively at 

senior primary level in terms of reading development and 

e xtension programmes? Christopher Walker's 1974 publication 

entitled Reading Development and Extension provides some 

insights. 
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CHRISTOPHER WALKER ' S 1974 PUBLICATION RE~DING DE VEL OPNEN T 

~ND EXTENSION. 

Walker's 1974 pUblication Reading Development and Extension 

has been influential (Beard 1987: 113) in providing a 

framework for reading development and extension activities, 

particularly those concerned with teacher-directed oral group 

activities. Walker pointed out that while infant teachers had 

clear aims and objectives in terms of reading teaching, 

juniOr"" teachers had no such guidelines which would have 

resulted in effective reading teaching programmes (1974: 

5-7). As Walker put it: 

A definite methodological pattern for teaching 
reading has been established in the infant school. 
No such generally recognizable pattern has yet 
emerged at the junior and subsequent levels of 
schooling. 

Walker 1974: 15 

Walker believed that it was the responsibility of teachers in 

the senior primary phase to develop and extend the senior 

primary child ' s reading ability in both functional and 

recreational aspects of reading behaviour. He saw the task of 

the teacher as being to extend the child's critical reading 

ability as well as developing a love for reading both for 

pleasure and for information (1974: 13-14). To achieve this, 

he maintained that teachers and those who trained 

required a change of attitude from that which existed 

that time . He believed that 

Junior and secondary teachers should have longer 
and more relevant training in teaching reading 
than those concerned merely with the beginning 
stage.In junior, middle and secondary schools 
reading should have the same sort of status which 
it enjoys at the infant stage .... reading must be 
taught as a subject in its own right, regularly 
and systematically. 

Wal ker 1974: 13-14 
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This call for" longer and more relevant training in teaching 

reading than those concerned merely with the beginning 

stage", while not new, can be seen to gather momentum in 

subsequent reports such as The Bullock Report (DES 1975 

chapter 23), in the writing of people such as Potts (1976) 

and eventually in official circulars such as those issued by 

the DES in 1984 (DES Circular No 3/84) and again in 1989 (DES 

Circular No 24/89). 

An examination of official reports and formal research 

conducted at or about this time (1974) proves useful in 

determining whether Walker was exaggerating the case or 

whether his appeal for greater attention to reading in the 

senior primary phase was justifiable. British reports on 

initial teacher training in general during the previous four 

decades are available (McNair Report 1944, Robbins Report 

1963, James Report 1972) (DES 1972: 2-3). Apart from the 

Bullock Report A Language for Life (1975), teacher training 

is also referred to in documents such as the DES reports 

Primary Education in England (1978), 9-13 Middle Schools - an 

illustrative survey (1983) and Education 8 to 12 

and Middle Schools (1985). In this study, the 

in Combined 

last four 

reports - that is those appearing after the 1972 James Report 

Teacher Education and Training - will be examined briefly to 

provide some idea of the situation pertaining to the training 

of teachers to teach reading at the post-initial stage as 

well as the teaching taking place in schools. 

In terms of more specific research an the nature of reading 

teaching courses during initial teacher training at colleges 

in England and Wales, the findings and conclusions of the 

study completed by the Professional Association of Teachers 

in 1974 and cited by Cook (Cook 1975: 19-21) provide a useful 

starting point in an attempt to identify the nature of 

reading courses in England and Wales at that time. 
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SUMMARY OF 1974 SURVEY CONDUCTED BY THE PROFESSIONAL 

ASSOCIATION OF TEACHERS. 

Cook provides the following summary of 

Table 3): 

the survey 

TABLE 3: PERCENTAGE OF RESPONDENTS WHO CLAIMED 
EXPERIENCED READING TEACHING COURSES DURING THEIR 
TRAINING. 

Respondents: 

(refer 

TO HAVE 
INITIAL 

Teachers in England and Wales who qualified in the previous 
five years. 

Number of respondents: 556. 

Percentage af respondents who claimed to have experienced 
courses in reading during their initial training as teachers. 

Nursery. Infant and First School Teachers (Junior Primary 
equivalent). 

Had not experienced a course in reading: 221. 

Had experienced a course in reading: 7B% 

Junior and Middle School Group (Senior Primary equivalent.) 

Had not experienced a course in reading: 361. 

Had experienced a course in reading: 641. 

Adapted from Cook 1975: 19-21 

As alarming as those figures are, of equal concern is the way 

in which those teachers who did undergo a course in reading 

teaching viewed the worth of this experience. Table 4 

reflects the survey results. 
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TABLE 4: PROFESSIONAL ASSOCIATION OF TEACHERS 1974 SURVEY: 
VALUE OF FITE READING COURSE. 

Nursery. Infant and First School (Junior Primary Equivalents). 

Of those who had a reading course: 

Cour-se described as "haphazard ll 

Course described as "useful I' for the classroom 
Course described as "partially useful " 
Course described as lIuseless " for the classroom 

Junior and Middle School (Senior Primary Equivalent). 

Of the 64 % of teachers who experienced a reading course: 

Course desc ribed as '1 inadequa tell 
Course descr-ibed as "useful!! to their teaching 

Adapted from Cook 1975: 20-21 

62% 
30% 
53% 
17% 

57% 
22% 

These results were very unsatisfactory if one considers that 

teachers in primary schools need to be confident, 

knowledgeable teachers of reading. As Cook concluded: 

This survey seems to indicate that, in many 
respects, student-teachers are not receiving the 
professional training they and the profession 
expect from colleges of education. It would seem 
that courses in the basic techniques of 
teaching ... reading are neglected or inadequately 
organised. 

Cook 1975: 21 

(These 

Reading 

findings are repeated in the paper The: State of 

Teacher Training by Heather Cook and Donald Moyle, 

published in Readinq Education of March 1977 pages 37-3B.) 

COOK'S RESEARCH ON THE EDGE HILL COLLEGE OF EDUCATION READING 

COURSE. 

Cook's 1975 research provides a useful follow-up to the 1974 

survey. 

provides 

Her research on t he situatlon at Edge Hill College 

interestl n g perspectives of the nature of reading 

c ourses a n d t he amount of time that ought to be set aside for 

languag e cou r ses i n general and reading teaching in 
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In 1975 Cook sent questionnaires to 148 particular. 

probationary teachers who had attended Edge Hil l Col l ege 

between 1971 and 1974 " ... in order to explore their level of 

satisfaction with the reading course which had been provi ded " 

( Cook and Moyle 1977: 38 ) . They received 120 replies. The 

revealed that opportunities for observing and results 

teaching reading during teaching practice were very limited 

(Cook and Moyle 1977: 38). 

That observation will be of considerable interest when the 

experiences of student teachers in a sample of classrooms in 

South African schools is examined in chapter eight. It must 

be borne in mind, however, that the South African student 

teachers provided data on the completion of their reading 

course, whereas Cook ' s data was provided by probationary 

teachers. This difference in timing may be significant to the 

opinions expressed, although it will be seen that the results 

were remarkably similar. 

Of particular interest here is the amount of time available 

for courses. Cook and Moyle point out that the Edge Hill 

course of 40 hours " ... would appear more than reading 

adequate in comparison with time given in other colleges ... 11 

yet ·' ... students were not fully satisfied" (1977: 38). They 

note the following: 

Cook 

In general, both teachers and their Headteachers 
suggested a longer course might ha v e proved more 
beneficial allowing the students to have time 
either to become confident of the various areas and 
techniques involved in teaching reading or to 
enable more practical work to be carried out. 

Cook and Moyle 1977: 38-39 

and Moyle make an interesting aside in terms of the 

responses received. One head teacher telephoned to apologise 

for not having completed the questionnaire " .. . as the 

probationer was not involved in teaching reading - he was 

teaching English to nine and ten year olds"(1977: 39). 
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The research examines the Bullock Report recommendatIon that a 

l anguage course should " ... occupy at least 100 hours, and 

preferably 150 " (DES 1975: 338) and Cook and Moyle sugg est 

tha t e v en t hese figures may be too low. Cook esti ma t e d 

l ecture time In a two y ear course to be approximately 1350 

hours, and therefore a language/reading course of 200 hours 

" ... still does not seem excessive ll (Cook 1975: 

provides a course outline which requires such a 

time (Cook 1975: 6B-73). 

THE 1976 SURVEY CONDUCTED BY COOK AND MOYLE. 

In the same article The State of Reading Teacher 

73) . 

period 

She 

of 

TrainJ."ng, 

Cook and Moyle 

" ... to obtain 

report on their survey conducted in 1976, 

a clearer picture of the pattern of provision 

for reading in England and Wales" (Cook and Moyle 1977: 39). 

Questionnaires were sent to all institutions providing 

courses of initial teacher education in England and Wales 

(1977: 39). Returns were received from 176 institutions . Only 

those who returned completed questionnaires were included in 

the analysis - eighty in all. 

shown in Table 5. 

The types of institutions are 

TABLE 5: TYPES OF INSTITUTIONS EXAMINED IN THE 1976 
CONDUCTED BY COOK AND MOYLE. 

Returns were received from: 

Colleges of Education 
Colleges of Higher Education 
Institutes of Higher Education 
Polytechnics 
Universities 

541. 
1001. 
1001. 

561. 
691. 

Cook and Moyle: 1977: 39 

THE AMOUNT OF TIME SPENT ON READING COURSES. 

The amount of time spent on reading courses during 

SURVEY 

initial 

training In terms of the equivalent Senior Primary age group 

revealed the situation as shown in Table 6. 
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TABLE 6: COOK AND MOYLE 1976 SURVEY: AMOUNT OF TIME 
ALLOCATED TO READING TEACHING COURSES (JUNIOR AND MIDDLE 
SCHOOLS). 

Note that 
paper. 

the average number of hours is adapted from the 

A. Colleges of Education 

Certificate of Education 
B.Ed (3 Years) 
B. Ed (4 Years) 
P.G.C.E. 

Average 

B. Colleges of Higher Education 

Certificate of Education 
B.Ed (3 Years) 
B.Ed (4 Years) 
P.G.C.E. 

Average 

C. Institutes of Higher Education 

Certificate of Education 
B. Ed (3 Years) 
B.Ed (4 Years) 
P.G.C.E. 

Average 

D. Po I y tec hn i c s 

Certificate of Education 
B.Ed (3 Years) 
B.Ed ( 4 Years ) 
P.G.C.E 

Average 

E. Universities 

P.G.C.E 

Junior Middle 

39,7 33,8 
41,2 36,5 
41,6 37,0 
25,9 22,6 

37,1 32,5 

48,3 42,5 
48,2 47,3 
51,8 47,3 
41,5 38,7 

47,5 44,0 

27,5 20,0 
10,0 20,0 
25,0 10,0 
16,5 

19,8 16,7 

34,4 46,1 
27,2 28,6 
89,2 48,4 
14 ,0 10,4 

41,2 33,4 

16, 7 18,1 

Adapted from Cook and Moyle 1977: 40-4 1 
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The ave~age number of hours fo~ all these reading teaching 

courses was 30,7 hours. If the one year P.G.C . E course is 

excluded from the estimations, the average number of hou rs 

for reading courses was 37,6 hours. 

This figure (37,6 hours) is relatively consistent 

with the figure obtained by Moyle in 1972, when in a survey 

of thirty-two colleges he showed an average of 35 hours (Cook 

and Moyle 1977: 40) . The 1976 survey b y Cook and Moyle 

estimated the average for all students (i.e., including 

infants and secondary teachers in training) as 39 hours. 

What is notable, however, ,was the range of time spent on 

reading courses, ranging from nothing at all to 154 hours. 

(1977: 41). This wide range is of more significance than the 

mean, because a few institutions may have been organising 

courses requiring more than 100 hours of time, while many may 

have been offering very short courses of only a few hours. 

Unfortunately the returns are not available for scrutiny and 

the mean or average figures recorded can thus 

a very rudimentary guide. 

serve only as 

It appeared to Cook and Moyle that the amount of time being 

devoted to reading courses was, in general, on the increase -

although this was not always the case: 

There would appear to be an upward trend in the 
number of hours given to reading in 56% of the 
institutions. In a worrying 10%, the number of 
hours now devoted to reading is lower than in the 
past. A number of other institutions suggested 
that time for reading courses might be curtailed 
in future in view of pressure 
levels in the subject areas ... 

to improve academic 

Cook and Moyle 1977: 43 

The latter prediction proved to be correct .. 
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QUALIFICATIONS OF THOSE PRESENTING READING COURSES. 

One would expect that those involved in reading teach~ng 

courses would have had " ... some direct experience of teaching 

reading," (Cook and Moyle 1977: 42) , Cook and Moyle 

reported the following in terms of the experience and 

qualifications of the 1498 people concerned with or involved 

in reading courses. refer Table 7. 

TABLE 7: QUALIFICATIONS AND EXPERIENCE OF THOSE PRESENTING 
READING COURSES. 

Qualification or experience 

No reading teaching experience 

Number with diploma in reading 

Higher degree based on research 
into some aspect of reading 

Those holding a degree or diploma 
which is " ... judged to be related 
and relevant . ... " 

Number with " ... no qualification 
adjudged to be of direct relevance" 

Number 

(No figure 
provided) 

9 

27 

417 

1045 

I. 

2,01. 

or 0,61. 

or 1,81. 

or 27,91. 

or 69,81. 

The table is extrapolated from the information provided in 
Cook and Moyle 1977: 42-43 . 

This is a very worrying finding. those 

involved in reading teaching courses had no qualification 

adjudged to be directly relevant to the teaching of reading 

must surely raise serious questions about the recruitment and 

appointment of staff at institutions preparing teachers to 

teach reading in schools. Although Cook and Moyle suggest 

that these people "perhaps had considerable understanding ... " 

(1977: 43), one feels compelled to ask why this figure was so 

high? 
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THE APPROACH AND CONTENT OF READING COURSES. 

Cook and Moyle report that courses for the various age ranges 

(such as infant, 

of content. 

jun i or or middle school) differed in terms 

In beginning reading, they report that a "great deal " of 

coverage was provided in reading courses (Cook and Moyle 

1977: 44). Both Infant and Junior teachers recei ved training 

in this aspect of reading teaching. They express concern, 

however , about the fact that some reading courses consisted 

of this aspect of reading teaching and nothing more. They 

suggest that this over-concentrat i on on beginning reading 

should be discouraged "" .if there are to be fewer problem 

readers of secondary school age" (Cook and Moyle 1977: 44). 

Prior to this comment about beginning reading, Cook and Moyle 

discuss developmental reading. No discussion about the 

difference between what is meant by the use of this 

terminology is provided, but it must be pointed out that 

while some teachers see the terms as being synonymous, it 

could also be argued that there is a difference in what the 

terms mean . It will be shown in chapter six that for the 

purpose of this thesis the term ' beginning reading ' is used 

to desc ri be any teaching programme provided for c hildren whd 

cannot read a suffi c ient range of words to be able to get 

meaning from the most basic text and which then sets out to 

provide them with the skill of gaining a basic level of 

mean ing from very simple te x t. Developmental r eading, on the 

other hand , refers t o a programme that, apart from including 

aspects of beginning reading, inc l udes a planned strategy for 

developing their reading skills beyond the first stages 

achie v ed ~n the begi nn ing read~ng programme. 

Coo k an d Mo yl e repo rt tha t t hei r research shows that 

de v e lopmental r e adl.ng i s c o v e r ed "s tro n gly " i n courses f or 

I nfa nt te a c he r s (Juni or Pri mar y) , wh il e this i s al s o t he c ase 

.I n a "number" o f Jun i or a n d MIddle Schoo l c ourses . However , 

th e "major i ty" of s t udent s pre p a rin g t o t each i n the Jun ior 
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age range do not e~perience such a course (Italics mlne) 

( Cook and Moyle 1977: 43). 

In terms of approach, Cook and Moyle report that a "1 arge 

number of institutions" (1977: 44) s ti 11 present reading 

courses as though schools have a timetabled period of 

reading. Whether schools do or do not is not the subject of 

their research, although in the writer ' s experience of 

working in ten primary schools in England during 1985 and 

1986, none of these schools still timetabled reading as a 

separate activity. 

The important need for the teaching of reading skills that 

children could apply in project work was only provided by 

" .. less than 501. of the institutions" (1977: 44). Colleges of 

Education, however, provided better preparation of the 

teachers in terms of this part of the reading curriculum. 

Cook and Moyle report that 

••• 831. give coverage of reading in content areas to 
Three Year 8.Ed Middle (School) students and two-
thirds give 
project work 
s tuden ts. 

coverage 
to Three 

of reading in topic and 
Year B.Ed Junior (School) 

Cook and Moyle 1977: 44 

This research conducted by Cook and Moyle is invaluable for 

anyone concerned about the nature of reading teaching courses 

during initial training. The Bullock Report, published in 

1975, provides further insights into initial teacher training 

and the nature of reading teaching courses during the mid 

seventies. 
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THE BULLOCK REPORT ~ L~N6U~6E FOR LIFE 1975. 

As noted in chapter one, the Bullock Report A Language for 

Life has had an enormous 

and policies in schools 

impact on the language programmes 

and tertiary institutions wherever 

English as First Language is taught in schools. The Bullock 

Report included an inves tiga tion of language programmes 

during initial training and provides a useful yardstick for 

anyone concerned with the design and implementation of 

reading teaching courses during initial training. The Report 

provides two examples of basic language courses (DES 1975: 

343 - 346 ). Of p~rticular interest to this study, however, is 

the situation that existed in institutions providing initial 

training as reported by the Bullock Committee witnesses. 

ON THE AMOUNT OF TIME DEVOTED TO READING TEACHING COURSES 

DURING INITIAL TRAINING. 

The Bullock Report, commenting on the amount of time spent 

on the teaching of reading during initial training, said: 

A recurring theme i n the evidence we received was 
that colleges of education give too little 
attention to language in general and reading in 
particular. One after another of the written 
submissions quoted the experience of young teachers 
who claimed to have completed their training with 
only the most cursory attention to the teaching of 
reading (Italics mine). 

DES 1975: 331 

The Report continues: 

A frequent observation was that in some colleges 
there is still surprisingly slight attention given 
to the teaching of reading, with some students 
receiving little more than a few lectures of an 
hour ' s duration. 

DES 1975: 331 
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The Bullock Report refers to the inadequac y of time devo ted 

to reading teaching as a shortcoming "brought most 

insistent ly to our attention" (DES 1975: 332) . The Report 

not e s tha t there appeared to be a 

vari ation in the importance attached 

remarkably wide 

to reading and language 

development in different institutions," but that all of them 

were facing " .. . conflicting claims of other elements of 

professional training" (332) as well as calls for the init i al 

training of teachers to be more 'academic'. The Report cites 

the hope expressed by the Ministry of Education when, in a 

pamphlet issued in 1957, it was said that the " ... student's 

personal education should be strengthened " (DES 1975: 332) . 

The issue is a vexed one as will be shown. The result of such 

a drive is that 

... subjects, which can now be studied to degree 
level, have made major demands on time. In this 
context, English as a main subject has developed 
largely as a study of literature ... Education 
which includes elements from psychology, sociology, 
philosophy, and the history of education - has 
itself developed as an ' academic' subject; it has 
not necessarily been directly related to the 
immediate needs of the beginning teacher. In short, 
there has been a tendency for an emphasis on the 
' academic ' training of the student to emerge at 
the expense of the professional element. During the 
period in which all this has taken place the length 
of the course of teacher training has been 
increased from two years to three, and for some 
students it extends to four. Language and the 
teaching of reading did not automatically gain 

when the course was lengthened, nor when there were 
moves to restore the balance between personal 
and professional education. (I talics mine.) 

DES 1975: 332 

This quotation from the Report is quoted at length because i t 

will be shown in chapter five and si x that this tendenc y has 

de veloped at man y of the teacher training institutions in 

England and South Africa. 
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ON THE DESIGN, STRUCTURE AND TIMING OF READING COURSES DURING 

INITIAL TRAINING. 

The Bullock Report is critical of the design , structure and 

timing of many British courses in the teaching of reading. It 

found that courses were often presented in the first year of 

training and that there was little or no subsequent 

development. This could result in limited knowledge about 

reading teaching and a loss of self confidence by the time 

the teacher commenced teaching. This unsatisfactory situation 

is exacerbated in many cases by an " .... uncertain 

relationship between theory and practice, tI in many cases 

(DES 1975: 331). Complaining that the one is often emphaSised 

at the 

that in 

expense of the other, the Report expresses concern 

some cases there was a great deal of time given to 

actual practice, but" ... no sound theoretical base" upon 

which this practice is founded. In other cases it is reported 

that some student teachers ar-e exposed to " ... a series 

of lectures on theoretical aspects of reading but never have 

the opportunity to work with children at the relevant point 

in the course" (DES 1975 : 331). 

The Report raises questions about the extent to which student 

teachers teach r eading during teaching practice as well as 

the quality of the assistance and guidance made available to 

them by way of the host teacher or tutor. In some cases the 

student teacher may have no opportunity for teaching reading 

during block teaching practice periods; the extent to which 

they receive assistance from the host teachers varies 

greatly; and that, too often, supervisors 

n ot well placed to relate the practical 

work in college" (DES 1975: 331). 

are " .... sometimes 

experience 

The significance of this will become clear in chapters 

six, and eight. 
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The Bul lock Report found that some colleges attempted to 

overcome t he inadequacle s af practical teaching e x perien ce by 

lnt roduc in g other measures . These included bringing ch1ldren 

into the colleges so that the students could work with them, 

while in other cases students went to schools over a per10d 

of two terms for day visits when they would give reading 

assistance to small groups. The Report acknowledged, however, 

that such arrangements are not easy to make and that some 

schools are unwilling to co- operate in such ventures (DES 

1975: 335). 

ON THE QUALIFICATIONS OF TUTORS. 

The surveys of Cook and Moyle showed that large numbers of 

lecturers were ill-equipped to provide detailed theoretical 

to reading practice. The Bullock Report also background 

expressed concern about whether student teachers received 

guidance 

teaching 

teaching 

from tutors who were adequately qualified 

of reading, particularly terms of 

in the post-initial stage. The following 

reflects a situation that was less than satisfactory: 

in the 

reading 

comment 

In most colleges the teaching of reading is the 
responsibility of general practitioners who are 
highly experienced in infant, Junlor or remedial 
work. Only comparatively rarely are they 
strengthened by the presence of a colleague well 
qualified in reading by training or experience. 
There is little attention to aspects of reading 
beyond the initial stages and to remedial measures 
for pupils who are still having mechanical 
difficulties. (Italics mine) 

DES 1975: 332 
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DR JOHN POTTS 1976 PUBLICATION BErDND INITIPL REPDING 

The concerns expressed by Walker, Cook, Moyle and corroborated 

by the Bullock Report are expressed as well by Potts when in 

1976 he wrote that little was done for the teacher of senior 

primary children in terms of reading teaching. Potts said 

that little was available for the teacher who reached out for 

literature which may have helped them in their quest for more 

knowledge about the development and extension of reading 

abilities in older children: 

Many books have been written on the subject of 
reading in the early stages of the primary school; 
few have been written with older children 
predominantly in mind. A great deal of help and 
guidance 1S available to the teacher of young 
children; if she has not received much in the way 
of instruction from her course of training, she 
usually has a variety of in-service courses open 
to her, and even if these are not readily available 
there is a vast literature on the subject, both in 
book form and in magazine articles in various 
educational journals. 

Potts 1976: 15 

But, as Potts pointed out, the position of the senior primary 

teacher concerned about reading teaching, was very much less 

certain. These teachers had little to assist them in terms of 

their own teaching programmes: 

The teacher of older children is less 
fortunate. There is little to guide him in the 
organisation of reading in the classroom, and 
although specialist help is available if the 
children have serious reading problems, there is 
little material which is easily and readily 
available to help him with those children whose 
mastery of the skill of reading may be reasonably 
sound but is still less than perfect . 

Potts 1976: 15 
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Dr John Potts was as concerned about reading teaching in the 

scho ols as Christopher Wal ker. Like Walker , he believed t hat 

a t the junior primary ( or infant ) s choo 1, the purpose in 

reading teac hing was clearl y understood and defined by 

teachers (Potts 1976: 42). In the senior primary classrooms, 

however, he questioned the nature and effectiveness of 

reading teaching: 

There are those teachers who keep the daily or 
weekly reading lesson on the time-table because it 
gi ves the children practice, although just how 
much reading is done during such periods is an open 
question. Other teachers no longer set aside a 
fi xed period for reading, preferring instead to 
integrate it with other aspects of the curriculum. 
(However) The task of the middle school teacher is 
to ensure that the children develop effective 
reading habits, strategies and techniques. 
(Italics mine) 

Potts 1976 : 42-43 

Potts was concerned about whether reading teaching actua 11 y 

took place in the middle school. His concern seems justified 

if the proceedings of the 1977 U.K.R.A. conference are 

e x amined. 

THE 1977 UNITED KINGDOM READING ASSOCIATION CONFERENCE. 

At the 1977 United Kingdom Reading Association (U.K.R.A. ) 

conference, the theme was Reading: Implementing the Bullock 

Report. Conference delegates formed wor l( ing parties whose 

task was to formulate recommendations which various agencies 

should consider and act upon. One group put forward three 

recommendations for initial training . The first was that more 

time should be given to training in reading teaching for all 

students preparing for work in the primar y school. The second 

was the need for improv ed design of courses in both language 

development and reading. The third concerned the need to 

define minimum requiremen ts ( that is objectives or criteria) 

which all courses had to satisfy (Hunter- Grundin and Grundin 

1978: 2 08). 
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The e x tent to which the U.K.R.A. recommendations have been 

implemented will be answered partially through the evidence 

presented in 

four and five. 

the rest of the chapter as well as in chapters 

Between 1978 and 1990 various DES reports, papers and 

circulars were published which are of significance to this 

study. These include: 

1978: Primary Education in England. 
1979: Developments in the BEd Degree course. 
1982: Bullock Revisited: A discussion paper by HMI. 
1982: The New Teacher in School. 
19B3: 9 - 13 Middle Schools - an illustrative survey. 
1984: Education Observed 2. 
1984: DES CIRCULAR No 3/84 ('CH,E 1'). 

1985: Education 8 - 12 in Combined and Middle Schools. 
1985: Better Schools. 
1987: Quality in Schools: the Initial Training of Teachers. 
1988: Education Reform Act. 
1988: Education Observed 7. 
1988: Report of the Committee of Inguiry into the 

Teaching of English Language. 
1988: The New Teacher in School. 
1989: Reading Policy and Practice at Ages 5 - 14. 
1989: DES CIRCULAR No 24/89 ( 'CATE 2' ). 
1990: Aspects of Primary Education: The Teaching and 

Learning of Language and Literacy 
1990: Standards in Education 19BB - 89. 

(Note: the two publications The New Teacher in School of 1982 
and 1988 are different reports.) 

Chapter four (as already stated) is concerned with 

developments from the publication of Circular No 3/84. The 

DES publications prior to that circular provide perspectives 

about the situation in the late seventies and early eighties 

which are corroborated by two Schools Council Projects 

published in 1979 and 1981. 
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THE 1978 DES REPORT: PRIMARY EDUCATION IN ENGLAND - A 

SURVEY 8Y HM INSPECTORS OF SCHOOLS. 

The 1978 DES report Primary education in England, makes no 

mention of the amount of time spent by teachers 

initial training on learning how to teach reading. The report, 

however, 

trained to 

does recognise the importance of teachers belng 

teach reading. Under the heading The Professional 

Development of Teachers, the report submits that: 

... it is necessary that all primary school teachers 
should be trained to teach children to read, write 
and do mathematics; courses should enable teachers 
to understand the nature of these skills and how to 
teac h them ... 

DES 1978: 122 

No other reference is made to initial teacher training in 

terms of the amount of time allocated to reading courses, 

but concern about the nature of reading teaching at senior 

primary level should be noted in terms of the reported 

situation. Teachers appeared to be teaching beginning reading 

but reading teaching beyond that level left much to be 

desired. Graded reading schemes were used in about seventy 

five per cent of classes of eleven year olds (as opposed to 

getting children onto 'real' books). The Report submits that: 

It was evident that teachers devoted considerable 
attention to ensuring that children mastered the 
basic techniques of reading but there was a 
tendency at all ages for children to receive 
insufficient encouragement to extend the range of 
their r'eading. 

DES 1978: 47 

The Report notes that in classes of eleven year aids, only 

about forty percent reflected a situation where the children 

se 1 ec ted and used books with confidence (1978: 47) . The 

Report continues: 
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For the 
little 

abler readers, at all ages, there was 
evidence that more advanced reading skills 

were being taught . The work which the ablest 
readers were given was too easy in about two-fifths 
of the classes .... in only a very small minority of 
classes at any age were children discussing the 
books they had read at other than a superficial 
level of comprehension~ 

DES 1978: 48 

It would appear, then, that the standard of reading teaching 

in terms of reading development and extension programmes left 

much to be desired. Why this was so and what possible link 

this had with inadequate initial training is not explored -

but clearly, the matter required further thought. 

Before examining further DES reports and papers and so as to 

maintain the historical development of the argument being 

established, consideration is given to two Schools Council 

projects conducted during this period . The project published 

under the title Extending Beginning Reading and directed by 

Southgate was conducted between 1973 and 1977; the project 

titled The Effective Use of Reading directed by Lunzer and 

Gardner was conducted during the period 1973 to 1976. In this 

study they are dealt with in this order as the first examines 

reading teaching at the seven to nine year level , while the 

latter deals with later senior primary and junior secondary 

school levels. 

THE SCHOOLS COUNCIL PROJECT EXTENDING BEGINNING READING. 

The findings expressed in the 1978 DES report are remarkably 

similar to the observations recorded in this Schools Council 

project. The project is of signal importance to anyone 

concerned wit h reading development and extension. 
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The project hypothesised that beyond the age of 7 " .many 

children reached a plateau of attainment in reading, beyond 

which their progress slowed or sometimes almost ceased". It 

is suggested that a possible reason for this is that teachers 

tended to focus their attention on !l sloweru children or that 

these teachers are " ... not knowledgeable about the stages of 

reading tuition which should follow" (Italics mine) (1981: 7). 

While the findings and recommendat i ons of the project have 

been criticised in some quarters (refer 8eard 1987: 118-119), 

Southgate's c omments regarding the pre-service training of 

teachers corroborates the DES reports of 1975 and 1978 as 

discussed above. Southgate argues that initi a l teacher 

training during the 1950's and " ... well into the 1960's" 

(1981: 4) did not provide anything like adequate reading 

teaching courses for 

children: 

those preparing to teach senior primary 

One of the problems facing teache r s of first-and 
second - year juniors is that until fairly recen tly 
they have been given little guidance about what 
needs to be done or how to set about doing it. 
Their initial teacher training was unlikely, 
unless it was very recent, to have in c luded much 
in this area; nor have many books on the 
subject been published to help them. Even the 
Bullock Report (DES 1975) has little to say about 
these vital two years. Having discussed in a fair 
amount of detail reading in infant classes, there 
is then a jump to third-and fourth-year juniors. 

Southgate 1981: 35 

Southg a te repeats this thesis later in the rep~rt when she 

says "Unfortunately, teachers in junior classes, through no 

fault of their own, are generally ill - equipped to teach the 

reading skills which extend beyond the beginning stage" 

(1981: 159) . With reference to teaching children how to use 

reference books for 'topic' work, she once again maintains 

that teachers are ill-equipped to do so and that 

that " ... could generally be attributed to the fact 

themselves had received little or no training in 

development of study skills" ( 1981: 165). 
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THE SCHOOLS COUNCIL PROJECT THE EFFECTIVE USE OF REPIDING. 

The project concerned itself with reading behaviour- and 

performance as the child progressed through the later Junior 

school stage and on to early secondary school. The project 

posed the question (1979: 2) whether during these years, 

reading could be 'taught' and whether reading was being 

taught and if so with what success? The project signalled a 

growing awareness of the need for attention to be paid to 

reading development and extension work throughout the senior 

primary and junior secondary levels. 

Some of the project's findings provide results that Beard 

(19B7: 274) describes as It ••• clear and startling": 

The 

Approximately half of all classroom reading occurs 
in bursts of less than fifteen seconds in anyone 
minute. However this is interpreted it is 
impossible to escape the conclusion that a large 
amount of reading is fragmented in nature .... it is 
unlikely that 'short-burst' reading provides pupils 
with an adequate means for developing a critical 
or evaluative approach. 

Dolan et al in Lunzer and Gardner 1979: 124-125 

project leaders used observation studies in a sample of 

primary schools. Their findings were startling: 

A daily average of 33.4 minutes of reading was 
recorded during the thirty-two days observation. 
Well over one-third of this was private reading of 
library books during set reading periods or on 
occasions when children read between lessons. The 
only substantial amount of prolonged reading 
recorded was seen during these reading sessions. 
Although there was reading in the context of 
subject lessons in the primary schools observed, by 
far the greatest incidence of continuous reading 
took place when children were reading privately to 
suit their own purposes rather than to complete an 
assigned learning task. 

Dolan et al in Lunzer and Gardner 1979: 130 
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In their conclusions. Dolan et al prov.ded a perspecti v e that 

should have alarmed all concerned with reading development 

~n the senior primary phase: 

At the outset of this project we believed that 
reading was widely used in the classroom and that 
teacher expectations of possible reading outcomes 
would probably be high. What we have found tends to 
deny both these hypotheses. In most lessons, 
reading for learning s e ems to have a relatively 
minor role. Equally, teachers are generally 
realistic. They know that many of their pupils gain 
little from unsupported reading and they are more 
surprised by the successful reader than the 
unsuccessful. (Italics mine) 

Dolan et al in Lunzer and Gardner 1979: 137 

As interesting as this project is and as wide ranging as its 

findings and recommendations are, the report pays no heed to 

the issue of whether teachers were trained to teach reading 

during their initial training - nor does the report state 

implicitly what colleges or universities ought to do about 

the situation. There is much far schools, head teac hers and 

teachers to consider - but teacher trainers are left to draw 

their own conclusions and recommendations from the study. 

THE 1979 DES REPORT: DEVELOPMENTS IN THE BEd DEGREE. 

In a study based on fifteen institutions, the DES report 

provides an excellent summary of developments in the BEd 

degree. In terms of language and learning, the report noted 

a "wide variation" in the amount of time allocated 

and reading (DES 1979: 31) . The amount of language 

all oca ted to language courses averaged 90 hours, but 

to 

time 

no 

figure is provided for reading teaching courses. 

submits the following: 

The report 
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The range of student contact hours was from 40 to 
lBO, with an average of some 90 hours. Half the 
colleges allotted less time to language and reading 
in middle school than in first school courses, 
reducing it by an average of 20 per cent. In these 
cases the number of contact hours fell to a level 
which was thought by HI1I to be inadequate for the 
task in hand. (Ital ics mine.) 

DES 1979: 31 

As regards syllabus content and balance of language and 

reading courses, the HMI reported that there was 

" ... considerable variation in what it was felt an in tend ing 

teacher should know about language and reading" (1979: 

The report provides the following examples of this: 

... (At) two colleges the emphasis in the ' language ' 
course was upon children's literature, with very 
little attention to features of language growth in 
young children. In one of them the ratio of time 
given to children's literature and to language 
acquisition in the First School course was 9:1 . At 
another institution on the other hand, an intending 
primary teacher could complete the BEd with no work 
at all on children 's literature unless he or she 
took it up as an option, In two others the teaching 
of reading was seriously under - represented. 

DES 1979: 31 

31) . 

Thus, while many of the institutions did offer well 

' balanced ' courses, the situation was such that numbers of 

teachers could enter the profession ill -equ ipped to teach and 

foster reading skills and abilities in the children. It is 

possible that many of these teachers are now teaching in 

schools where they are senior members of staff as a result 

of their period of service - and will be a cti ng as host 

teac hers to student teachers completing their teaching 

practice periods. The consequences of this must be borne in 

mind as the reader considers the information, data and 

vi ewpoints e xpressed in chapters four, five and eight. 
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This 1979 s u r v e y of teacher t r aining inst i t u tions notes the 

need for all primary school teachers to have an 

unde r standing of language a c quisition, development and 

pro gression , and the n eed to be compe t ent reading teache r s i s 

clearly stated: 

. .. the student teache r' s work on reading should 
encompass the continued development of skills after 
the early stages, assessment and diagnosis , and 
children's literature (Italics mine). 

DES 1979: 32 

This DES report is also critical of the arrangement in which 

reading courses are presented by professional studies 

lecturers, whereas language courses are 

from the English department (1979: 32) . 

presented by staff 

Noting that in this 

case the language course usually tends to be the longer o f 

the two, they advise that: 

Where courses were staffed separately links were 
usually not well forged. Moreover, two areas of 
stud y which should be organically related were 
being allowed to develop in the minds of the 
students as quite distinct. This was particularly 
noticeable in its effec t on the reading course, the 
tendency being towards a narrowing of range. 
(Itali c s mine) 

DES 1979 : 33 

As will be shown in chapter five, just such a problem has 

developed at King Alfred's College , Winchester, as a result 

of de velopments affecting FITE courses in the period 198 4 t o 

1990 . 
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THE 1982 DES PAPER BULLOCK REVISITED: A DISCUSSION PAPER 

BY H.N.I. (DES 1982a). 

This paper reiterated the shortcomings in reading teaching in 

schools, pointing out that: 

* children ' s literature remained a neglected and 
underused part of the primary curriculum. 

* schools still allocated too lit tle time to 
individual reading 

* children did not receive adequate assistance in 
terms of book selection 

* schools spent too much of their monetary 
sources on course books and workbooks rather 
than on intrinsically interesting books 

* not enough was done that capitalised on the way 
in which literature refined and extended the 
childrens' experience of life 

* that schools and 
importance of the 
teacher. 

teachers should 
in formed en thusidsm 

Beard 1987: 274. 

see 
of 

the 
the 

The paper highlights an occurrence which many an experienced 

teacher will have seen: the consequence of leaving time for 

reading to spare moments when children have completed 

work ahead of others: 

In a good many primary and middle schools, graded 
reading schemes represent a major part of pupils ' 
reading experience; time for individual reading of 
books... is often limited to spare minutes when 
other tasks have been completed ( which gives 
slower children even less time to read); and 
though many teachers read to their classes (a most 
valuable activity invariably enjoyed by the 
children), " group attention to text" is rarely 
observed. 

DES 1982a: 7 
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They contlnue: 

and 

It is suggested that teachers in both primary and 
secondary schools should consider whether they 
give enough encouragement and opportunity to 
pupils to develop the reading habit ... 

The process of "group attention to the text.. as a 
means of deepening response to imaginative 
literature is one that can occur at many levels 
from junior school to sixth farms; but it is not 
common in primary and middle schools ... 

1982a: 8 

THE 1982 DES REPORT: TffE NEW TE~CHER IN SCHOOL (DES 1982b). 

The 1982 investigation was concerned with establishing how 

well newly qualified teachers were equipped for the work they 

had to do as teachers and, secondly, to ..... iden ti fy the 

circumstances of training and school environment which seem 

to be associated with the new teachers' level of 

satisfaction with their jobs ..... (DES 1982: 1). In terms of 

the teaching of mathematics and reading, the report concludes 

that: 

About three-quarters of the primary teachers 
considered themselves adequately prepared to teach 
mathematics and almost as many to teach 
reading ..... On reading, a typical comment made by 
teachers trained for the younger age group was, "We 
were provided with plenty of opportinity to study 
various reading schemes and given adequate 
information about the development of phonic and 
reading skills." Others complained of "an 
insufficient proportion of the course time devoted 
to the teaching of reading, in particular the 
development of pre-reading and early reading 
skills" while some referred to .. too much theory 
and tao little practical work." 

DES 1982b: 36-37 

The significance of this is that no comment or data is 

presented as to how well prepared teachers of senior primary 

classes were to teach or promote reading at a more advanced 

leve 1. 
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THE 1983 DES REPORT 9-13 ffIDDLE SCHOOLS. 

In the 1983 DES report 9-13 Middle Schools based on a survey 

of fifty schools, no reference is made to the nature or 

e x tent of reading courses attended b y teachers dur i ng initial 

training. However, the importance of reading is recognised in 

several entries ( paragraphs 2.9, 3.23, 6.19, 7.3, 7.10 ) 

although 

English 

it is treated as a sub-skill in the teaching of 

in these schools. The extent to which teachers saw 

reading teaching as important and had organised sound reading 

teaching programmes can be gleaned from statements such as 

the following reference to teaching programmes in first-year 

classes (equivalent to Standard 2 or the first year of the 

Senior Primary Phase in South Africa): 

Thus, 

In three-fifths of the sample there were 
features of good practice in the teaching of 
reading; these included the encouragement of 
personal reading, systematic monitoring of pupils ' 
progress, class libraries of books appropriate to 
children ' s abilities and the provision of readers 
and supplementary readers often colour-coded 
according to level of difficulty, and sometimes 
linked to schemes in the first schools. Other 
schools, however, had no structured approach to 
developing ~upils' reading ... 

DES 1983: 55. 

in as much as forty percent of the sampJ e, (ie 

twenty of the fifty schools), children were not experiencing 

"good practice in the teaching of readi n g." This figure must 

be worrying for anyone concerned with the education of 

children who have onl y completed the first stage of their 

schooling - the First or Infant School. One can only surmise 

that had the teachers been adequately trained in reading 

teaching, this situation might not have been reported. 
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The consequences of this shortcoming are spelled out: 

One consequence of this was that some children , 
particularly in years o n e and two (ages 9 and 10 ) , 
were found attempti"g books substantially too 
difficult for them and becoming discouraged; 
conversely, some children were losing their 
enthusiasm for reading as a result of work which 
was insufficiently stimulating. 

DES 1983: 55 

The Middle Schools report does indicate that where teachers 

were observed teaching reading skills and keeping reading 

records, very satisfactory work was being done. Reference is 

made to cases where 

... many fourth year 
extensively and some were 
sources of information as 

pupils read quite 
adept at using books as 
well as for pleasure ... 

DES 1983: 55 

They add that: 

In a small number of schools, reading skills were 
being systematically extended to enable pupils 
to approach the printed word in different ways 
for different purposes .... In about half the 
schools, such skills were taught in English 
lessons but not applied to work being undertaken 
in other parts of the curriculum. (Italics mine). 

DES 1983: 56 

However, the Report is critical of the extent to which 

teachers were teaching reading where higher comprehension 

skills were developed and where critical reading 

practised. The Report points out that this "happened 

relatively few instances" (DES 1983: 56). 

In terms of the promotion of recreational reading, 

Report ' s findings also gave cause for concern although 

was 

in 

the 

they 

do add that "the time available for (reading for pleasure) 

varied considerably from school to school" (DES 1983: 56) . 

The report is inadequate in that no quantitative data is 
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provided, but the results of their survey provide the 

following indicators (Table 8). 

TABLE 8 : THE PROMOTION OF RECREATIONAL READING IN MIDDLE 
SCHOOLS. 

Activity or Aspect 
observed in Middle Schools 

Interest and enthusiasm of children 
not sufficiently matched by 
opportunities to talk about their 
individual reading .... '· 

Time given each week 
specifically for reading 
for pleasure 

Individual reading guidance 

Reading extracts aloud 
( 'Book se 11 s' ) 

Links between literature and 
other areas of the curriculum. 

Second-hand book 
exchanges/sales 

Sustained Silent Reading 
by all, including teachers 

Childrens' recommendations of 
books displayed 

Childrens ' interest in books 
" .. manifested b y an informal 
network which recommended (novels) .. " 

Indicator 

"Many schools." 

"About half the sample." 

"Some schools. I. 

"Some schools." 

"Some schools." 

" Some sc hool s. " 

One school singled out. 

One school sing 1 ed au t. 

One school singled out 

Adapted from DES 1983: 54-59 
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On the more positive side, the Repo~t maintains that the~e 

was evidence of wo~thwhile teaching - ~efe~ Table 9. 

TABLE 9: SOME POSITIVE ASPECTS OF READING TEACHING IN MIDDLE 
SCHOOLS. 

Activity o~ Aspect 
obse~ved in Middle Schools 

Teache~s regula~ly ~eading passages 
to their pupils 

Indicato~. 

"Mast schools." 

Children encouraged to use 
libraries for recreational reading 

Child~en often encou~aged. 

New books attractively displayed Many schools. 

Books sold th~ough book clubs Two-thi~ds of the schools. 

Adapted f~om DES 19B3: 53-59 

This method of reporting is vague, yet it gives rise to the 

question as to whether the situation would have been improved 

had the schools placed greater importance on all aspects of 

reading teaching? 

THE 19B4 DES PUBLICATION: EDUCATION OBSERVED 2 (DES 19B4a). 

The HMI report Education Observed 2 published in 1984 

provides further evidence that while initial or 

reading was taught reasonably well in most schools, 

beginning 

the same 

could not be said for reading teaching in the post-initial 

stage: 

In nearly all (123) schools considerable time or 
attention are devoted to the foundations of 
literacy ... and most of the pupils acquire 
reasonable levels of basic competence. In language 
work the early stages of reading a~e usually taught 
systematically . .. 
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However: 

Once they are reading fluently, children could with 
profit be challenged more than they are in order 
to e xtend their reading skills, and most need to 
encounter a wider range of information books and 
good fiction than they do. 

DES 1984a: 1 

It is quite clear where and when the problems in reading 

teaching occured. In Education Observed 2 it was spelled 

out yet again. 

SUMMARY AND CONCLUSIONS. 

The James Report of 1972 provided a focus upon FITE courses 

and included the need for reading teaching courses to be re-

examined. Developments in reading development and extension 

courses and the the teaching of reading in junior schools 

(senior primary classes) during the period 1972 to 1984 did 

not appear to improve despite the appearance of several 

influential publications and official reports. Publications 

by Moyle, Walker and Potts provided teachers and teacher 

trainers with teaching strategies an d approaches that could 

improve the situation. It is clear from surveys and research 

conduc ted at or about that time that student teachers, 

teacher trainers and practising teachers could benefit from 

such publications. The survey cond ucted by the professional 

associa tion of teachers revealed that many teachers were not 

adequately prepared for reading teaching, while the work of 

Cook and Moyle provided further evidence of the need for 

teacher trainers to re-examine the nature of their reading 

teac hing courses. Cook and Moyle showed that while 

developmental reading was covered strongly, the majority of 

student teachers preparing to teach in junior schools did not 

experience a course in reading teaching which adequately 

prepared them for teaching at the junior school or senior 

primary level. 
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The Bullock Report of 197 5 highlighted the fact that in FIlE 

courses time devoted to reading teaching was inadequate. 

Expressing concern about the relationship between theor y and 

practice, the Bullock Report also criticised the quality of 

reading teaching experience student teachers received during 

teaching practice. The Report also questioned the 

qualifications and experience of some of the tutors 

responsible for seeing to it that reading teaching courses 

for the senior primary school were worthwhile, noting, as 

well, that while the initial aspects of reading teaching 

received attention, 

for the post initial 

not enough was done to prepare teachers 

stage, as well as for coping with those 

children who required remedial assistance. 

The United Kingdom Reading Association conference of 1977 

called for more time and attention to be paid to reading 

teaching courses. DES reports that appeared in 1978, 1979, 

1982, 1983 and 1984 confirmed the need for such action. It is 

quite clear from these reports where and when the problems in 

reading teaching occur. Again and again the reports and 

opinions of authorities on reading point to the post initial 

stage of reading in the senior primary phase. The evidence 

appearlng in these DES reports is supported by two School 

Council Projects that were conducted in the mid-seventies: 

Extending Beginning Reading and The Effective Use of Reading. 

In the first project it was suggested that teachers may not 

know how to extend and develop the early reader ' s skills, 

while the second project provides evidence about the nature 

of r eading teaching in senior primary classes that is 

startling and worrying. 

DES reports that appeared in the early eighties provide 

little evidence that the situation improved during this 

period. I n 1982 the Department of Education and Science noted 

that reading teaching in schools still required improvement, 

whi l e an in v estigation i nto how new teachers coped in schools 

r e v eale d that the p re- s ervice 

teachers wa s often i n adequate in 
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The 1983 DES report on Middle Schools appears to indicate 

that while in a small number of schools reading teachi ng was 

being taught systematically, man y schools failed to provLde 

adequate programmes, particularly in the promoti on af 

recreational reading. An encouraging development was the 

fact that most teachers read to their classes regularly. 

In the 1984 DES publication Education Observed 2, the 

s ituation is clarified yet again. In the schools observed, it 

appeared that the initial teaching of reading was 

s atisfactory. The problem lay in developing and extending 

the children's reading skills. 

It thus appears that not much progress had been made 

period 1972 to 1984. With the advent of greater 

in the 

central 

government intervention and control of education as evidenced 

in the DES Circular No 3/84 of 1984 , the question becomes 

whether the situation would impro v e as a result of the 

developments that followed this e v ent. Chapter four takes up 

this issue. 

============================================================= 
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CHAPTER 4: DEVELOPMENTS IN FlTE COURSES FOR PRIMARY TEACHERS 

IN ENGLAND: MARCH 1984 - 1990. 

It may be that future students of the history of educat>on in 

England will see the introduction of Circular No 3/84 of 

March 1984 as one of the most significant developments in 

FITE courses since the publication of the James Report of 

1972. Whatever the case, the decade of the eighties was to 

see significant developments take place once Circular No 3/84 

was ratified. In the next few years Thatcher's Conservative 

Party government introduced legislation which was to have a 

profound 

Teacher 

effect on all aspects of education in England. 

training institutions, schools, universities and 

polytechnics were widely and greatly affected by the passing 

of The Education Reform Act, the introduction of a national 

curriculum and the introduction of the follow-up to Circular 

No 3/84, Circular No 24/89. This chapter examines these 

and other - developments in terms of FlTE courses for primary 

teachers, with special reference to reading teaching. 

THE DES CIRCULAR N03/84 OF MARCH 1984. 

The Education Digest of 9 November 1984 identifies 

significance of this circular: 

DES circulars are sometimes ephemeral in their 
importance. This one will have lasting 
significance. In the first place it is trans-
binary, affecting both university based and 
public sector initial training; secondly it is a 
directive from a Secretary of State using in a 
quite new way the powers he has always had >n 
accordance with the Education (Teachers) 
Regulations to say whether a course of training 
is suitable for the professional preparation of 
teachers and hence the conferment of qualified 
teacher status. 

Education Digest 9 November 1984: i-ii 
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On the advice of the Advisory Commlttee on the Supply of 

Teachers (ACSET), a Council for the Accreditation of Teacher 

EducatIon courses (CATE) was established. Its terms of 

reference were: 

... to advise the Secretaries of State for 
Education and Science and for Wales on the 
approval of initial teacher training courses in 
England and Wales. 

DES 1984b: 19 

(Many educationalists in England now refer to the Council for 

Accreditation of Teachers by the acronym 'CATE'.) 

The Council had several functions. Some of its functions were 

to 

* " ... undertake a review of 
courses of initial teacher 
4) ; 

all existing 
train ing ... I I 

approved 
(parag raph 

* " .scrutinize any proposals for new courses. 
(paragraph 4); 

* reassess training courses " ... at regular intervals" 
(paragraph~h 4); 

* have HMI visit institutions in the public sector and 
universities by invitation - and to report to the 
Secretary of State and Council; 

* advise on criteria as to acceptability of courses 
(paragraph 10). 

The criteria for assessing courses is a crucial 

include the following: 

issue. They 

* Post Graduate Certificate in Education courses should be of 

at least 36 weeks duration. 

* Training institutions should establish close partnerships 

with schools so that "experienced" teachers could share 

responsibility with the institution " ... for the planning, 

supervision and support of students ' school experience and 
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teaching practice 't as well as having an "influentlal 

role" in the assessment of the studen t teacher's 

performance (Annex paragraph 3). 

* School teachers should" ... be involved in the training of 

the students within the institutions " (Annex paragraph 3). 

* Staff of training institutions" .. ~who are concerned with 

pedagogy should have school teaching experience. They should 

have enjoyed recent success as teachers of the age range to 

which their training courses are directed, 

frequent experience of 

and should 

maintain regular and classroom 

teaching" (Annex paragraph 4). 

* The four year BEd course should be planned " .. to allow 

for a substantial element of school experience and 

teaching practice which ... should not be less than ... 20 

weeks. Educational and professional studies should be 

closely linked with each other and with a student ' s 

prac tica 1 experience in SC hOD 1 5" (Annex paragraph 5). 

* Subject studies in the BEd had to be of two years duration. 

* Student teachers preparing to teach in the primary school 

should be qualified to teach in a subject area. Training 

courses should also " ... devote a substantial amount of time 

to the study of teaching language and mathematics, and the 

understanding of their significance across the c urriculum. 

As a minimum about 100 hours should be devoted to each of 

these aspects ... " (Annex paragraph 9). 

It can be seen, then, that the introduction of ' CATE' was to 

lead to significant changes in teacher training courses. The 

Education Digest provides an appropriate perspective: 

1984 
te a c her 
George 

ma y pro ve to be an important 
education, and no t only for 

Orwell. Both in initial and 

year for 
r eaders of 
in-service 

training changes 
which would have 

are being effected at a pace 
seemed astonishing a decade 
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ago. The 
changes in 
new is 
change in 
to stay. 

system had come to accept periodic 
organisation and structurE!; what is 

the strong centralised direction of 
content and approach, here apparentl y 

Education Digest 1984: i 

The Education Digest describes this move towards centralising 

control of education as the " ... startling innovation of 

Circular 3/84 •.. " (1984: i i) adding a note of disappro v al 

in terms of this new procedure for the accreditation 

teacher training courses: 

Sadly, many feel, the Secretary of State got 
there first, when the task of accreditation 
might more properly have been undertaken by 
some body, possibly a General Teaching 
Council, representing the totality of the 
teaching profession . 

Education Digest 1984: ii 

of 

The introduction of . CATE resulted in many institutions 

having to assess and modify their FITE courses to meet the 

new criteria~ Almost all aspects of particular courses were 

affected - the duration and content of theory courses , the 

relationship between academic courses and professional 

studies, the length, timing and nature of teaching practice, 

the role of the schools and the qualifications and experience 

of lecturers provide some examples of this. Reading teaching 

courses would also be affected and some notion of how tutors 

in chapter and institutions responded to this is provided 

four. 

In the next six years no less than nine DES reports, 

publications or papers appeared which dealt with reading 

teaching and/or initial teacher training in one way or 

another - e xclud i ng the Education Reform Bill of 1988 and 

Circular No 24/89 An analysis of the key points of each 

publication follows in an attempt to trace whether 

service readi ng teaching courses improved as well as 

nature of readi ng t each ing In junlor schools. 
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THE 1985 DES REPORT EDUCATION B to 12 IN CONBINED AND NIDDLE 

SCHOOLS. 

This report draws its conclusions from a survey of 

nine combined and middle schools, and 

investigate how adequately these schools 

children in the 8 to 12 years age group. 

attempts 

provided 

fort y 

to 

for 

With reference to language and literacy, the report portrays 

a situation in which schools and teachers were teaching and 

promoting reading to a greater extent than was the case 

reflected in previous reports. But it is also clear that too 

many chi ldren still were not experiencing reading teaching 

programmes that can be described as satisfactory. 

Language and literacy programmes are described as " ... ( the) 

elements which most obviously permeated the curriculum," (DES 

1985a : 5) though English was generally timetabled as 

subject. 

In terms of developing and extending the reading skills of 

the children, this report states: 

In about half the schools attention was 
paid to the development of extended reading 
skills, particularly the confident use of 
reference books, though in the majorit y of these 
cases the skills were practised in isolation from 
work in other areas of the curriculum. 

DES 1985a: 7. 

a 

This reflects an impro vement in the situation since 1978 when 

the D.E.S. repo rted " ... little e vi dence that more advanced 

reading s l<ill s were being taught " (DES 1978: 48 ). 

The 198 5 report continues: 

The best practice was based on effecti ve use of a 
wide r a nge of books, both fiction an d non­
fiction, where teachers extended the experience 
of children through well consid ered top ics. 

DES 1985a: 7 
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While this indicates a n improved situation, t h e fact remains 

that 'a bout half ' of the children were not experienc ing 

reading teaching programmes that were cons~dered worthwhile . 

In terms of the provision of books for the recreatlonal 

reading programme, the situation also seemed to 

improved: 

The majority of the schools provided well for 
pupils in terms of the quality and quantity of 
fiction, mainl y through good collections of 
paperback books and their use of the local 
authority library services. The schools which 
bought good quality fiction and regularly replaced 
wornout stock often took steps to promote their 
use through, for example, school boo k clubs, 
sharing of children's book reviews and, 
particularly, the encouragement given to children 
to take books home to read. 

DES 1985a: 5. 

Unlike the situation described in a sample of 

African senior primary classrooms, (Mc Ke 11 ar D. 1983) , 

have 

South 

the 

"major ity" of teachers in the junior and middle schools that 

took part in this survey, were reading aloud to 

c lasses: 

In the majority of the schools the children were 
r ead to .... A wide range of books was read: the 
teachers often chose material which children would 
have found too challenging for themselves but the 
quality of the material and the involvement of the 
teacher ... e n abled children to fol low and become 
invol ved in the narrative. 

DES 1 985a: 7 

their 

Not as promising was the time and opportunity provided for 

recreational reading if it is seen as important that all 

children receive such opportunities: 
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The opportunities provided for the children to 
read for pleasure for themselves were satisfactory 
in over half the schools. Half the sample set 
time aside specificallY for private reading .. 

DES 1985a: 7 

Certainly teachers were not talking to the children about the 

books being read or much guidance being given: 

There were very few schools in which the teachers 
regularly spent much time talking about books or 
guiding children's choice of future reading. The 
discussion of books or poems by groups of children 
was also comparatively rare. 

DES 1985a: 7 

In terms of fiction being used to deepen the pupils ' interest 

in other areas of the curriculum, the Report claims that only 

" ... about a third of the schools" do this (DES 1985a: 8). 

Nothing is said about initial training courses and the 

teaching of reading'in this Report. In terms of the classroom 

situation showing some improvement in comparison with the 

mid-seventies, it could be said that student teachers should, 

of course, benefit from seeing and experiencing sound reading 

teac hing 

periods 

benefit 

programmes when they work in schools during their 

of teaching practice. The extent tJ which they can 

from this improved situation depends, however, on 

whether they have experienced a reading teaching course which 

will make teaching practice meaningful for them. 
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THE 1985 DES REPORT BETTER SCHOOLS. 

This report gives some notion of prevalent 8ritish 

government thinking: 

I t is the government's aim... to promote a more 
rigorous approach to initial teacher training, 
including the selection of students for training, 
the academic and professional content of courses 
and the practical element for training. The 
Government has made it clear that courses should 
include a substantial element of school e'perience 
and teaching practice ... 

DES 1985(b): 50 

Clearly, new criteria for initial training were imminent. 

The report Better Schools is not unsympathetic to the 

comple.ity of the demands facing primary 

notes that 

sc hoo I teac hers. It 

This 

Teachers in almost all primary school classes have 
to teach a broad curriculum to a very wide spread 
of ability ... Teaching the broad curriculum ... and 
doing so with the necessary differentiation, 
places formidable demands on the class teacher 
which increases with the age of the pupils. 

DES 1985(b): 20 

statement is important for in it lies the 

acknowledgement that the older the children are, the more 

complex the task and the greater the demand on the teacher. 

These are useful facts to consider when e.amining the next 

report which deals specifically with FITE courses. 
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THE 1987 DES REPORT QUALITY IN SCHOOLS: THE INI TIilL 

TRAINING OF TEACHERS. 

Of the reports and papers considered in this thesis, thls 

publication is the most comprehensive in terms of initlal 

teacher training courses in England. 

The Report's findings are based on past reports and 

conducted by HM I , and includes a study of thirty 

surveys 

teacher 

training institutions. The survey was commenced in 1983 and 

the findings published in 1987. 

A few of the issues examined are: 

STAFFING. 

The Report maintains that that "the great majority" of staff 

contributing to primary FITE courses were "judged to be well 

qualified academically" (DES 1987: 36), while only about ten 

per cent of staff had never taught in schools. (Interestingly 

over two thirds possessed Masters ' degrees, while about ten 

per cent were qualified at Doctoral level). 

TUTOR TEACHING BACKGROUNDS. 

The Report is critical of the fact that approximately 

thirds of the lecturers 

... had not held full-time teaching posts in 
schools during the previous ten years, and the 
great majority of their teaching experience had 
been in secondary schools. Because of the 
increasing emphasis on the training of teachers 
for junior and earl y years wor k, the school 
t eaching experien ce of a large number of staff was 
therefore neither recent nor appropriate. 

DES 1987: 36 
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TIME ALLOCATION: BEd DEGREE. 

Most institutions had 30 teaching weeks, with contact time 

ranging from 12 to 20 hours per week. What is of particular 

interest was the amount of time allocated to the specialist 

subject. On average 350 hours were allocated, with extremes 

of 135 hours and 600 hours recorded, yet 'I In most instances 

the amount of time students spent on specialist study was 

insufficient to provide them with adequate knowledge and 

confidence in a particular area of the primary curriculum ll 

(DES 1987: 12) . The significance of this will be shown in 

chapter five when Leah comments on the manner in which the 

English course at King Alfred's College has been affected by 

developments during the period 1984 and 1990. 

THE PRIMARY SCHOOL CURRICULUM. 

The Report noted that all the institutions offered courses 

which prepared the student teachers as general class teachers 

(DES 1987: 65). In terms of the amount of time available for 

these courses, the Report showed that, although the amount 

of time allocated "varied widely", it was "seldom adequate" 

( 1987: 65). 

The average amount of time allocated to language courses was 

100 hours. No indication is given about the amount of time 

allocated to reading teaching 

reading courses is that 

courses . What is said about 

All the courses took a comprehensive view of the 
reading process as involving talking and 
listening, and as being related to writing. 
Tutors took care to point to the essentially 
eclectic nature of the teaching task and avoided a 
restrictively narrow concept of teaching reading. 

DES 1987: 66 

This is a positive note. But is it an accurate reflection on 

the situation? Later reports and pUblications are sometimes 

l ess assuring. 
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198 7 : ROGER BEARD ' S PUBLlCATI ON:DEVELOPING REflDING 3- L >. 

This publication brings togethe r the major themes WhlC h 

form the basis of r eadi n g teaching in the junior and sen i o r 

primar y school. It deals with the nature of reading, pre-

reading, beginning reading, the role of the parents, read in g 

development and extension, the experience of literature, 

assessment, delays in learning to read, and then reading 

provides an overview of the situation which prevailed in the 

late 1980 ' s in a chapter entitled Where are we now? 

Beard c onsiders the nature o f reading courses in terms of 

initial training, noting that the " ... patterns of initial and 

in-service teacher education are changing" (Beard 1987: 5). 

THE 1988 DES PU8LlCAT ION EDUCflTION OBSERVED 7 INITIflL 

TEflCHER TRflINING IN UNIVERSITIIES IN ENGLflND, NORTHERN 

IRELflND flND WflLES. 

This pUblication prov ides a useful summary of developments in 

initial teacher training in universities , but does not 

prov ide specific comment on reading teaching. In terms of the 

primary curriculum i t is stated that: 

In both primar y and secondary courses professional 
pre paration is a major feature of training in the 
UDEs ( Unive r sity Education Departments). Much of 
this is c l osel y linked to practical experience in 
schools ... In some of the courses which had not been 
re v ised, bot h undergraduate and post graduate, 
t here were significant weaknesses in the 
professional component. In a n umber of UDEs, for 
e x ample, p r imar y students we r e not trained in 
important area s of the curriculum such as science, 
art , mu sic or religious educ ation and the y rec ei v ed 
onl y minimal training in others . 

DES 1988 ( a ) : 19 

One of t h e report s t hat has had a marked effec t o n 

n atu r e of F I TE courses i n En gland and Wales is the 

' Kingma n Re po rt ' wh ich was a l s o pu b l i shed i n 1988. 
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THE 1988 REPORT OF THE CONNITTEE OF INGUIRY INTO THE 

TEACHING OF ENGLISH L~NGUAGE UNDER THE CHAIRMANSHIP OF SIR 

JOHN KINGMAN. 

This committee was commissioned 

... to recommend a model of the English language as 
a basis for teacher training and professional 
discussion, and to consider how far and in what 
ways that model of the English language should be 
made explicit to pupils at various stages of 
education. 

DES 1988(b): 1 

Whi Ie it is still too early to assess the impact the 

Report's recommendations will have on FITE courses and on 

school language programmes, the recommendations are of 

concern insofar as they may affect the amount of time 

allocated to reading teaching. 

example, that 

The Committee recommends, for 

... all intending teachers of primary school 
children should undertake a language course in 
which the larger part of the time allocated to the 
course (i.e. over 50 per cent) be spent in direct 
tuition of knowledge about language as outlined in 
a model proposed in this report which is relevant 
to the primary school child ... (Italics mine.) 

DES 1988(b): 62 

In allocating time to an English course, it must be borne 

in mind that during FITE cou r ses student teachers are 

required to study and become reasonably proficient at 

developing children's skills in reading, writing and oral 

communication .. The Cape Education Department syllabus for 

English First Language (1979) recognises these three key 

elements and describes the study of a know l edge about 

language as Supporting Language Skills, serving the three key 

elements of reading, writing and oracy. It could be argued 

that the Kingman Report recommends that too much time could 

be spent on student teachers learning about language and not 

enough time learning about reading teaching, the promotion of 

writing skills and the fostering of oral communication. It is 

true that a knowledge of language assists the teacher to 
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become a better teache~ of ~eading, w~iting and a~acy - but 

the cance~n e~p~essed here is that the Kingman ~ecammendatian 

is e~cessive. 

Chapte~ five gives some notion of how the Kingman Repo~t is 

being received by tutors in England. This is reported in 

interviews with Sarah Tann, Marilyn Leah and Donald Moyle. 

THE 1988 DES REPORT THE NEW TE~CHER IN SCHOOL. 

This report is concerned with how well first year teache~s 

were prepared for their task as teachers, 

received them into the profession. The 

and how schools 

findings of this 

to this study and a Report are of considerable importance 

more detailed explanation of some of these findings is 

provided in chapter seven. The information will be used to 

compare the findings of this report with the student teacher 

evaluations of the FITE reading teaching model described in 

chapter two. 

THE 1988 EDUCATION REFORM ACT (ERA). 

The Secretary of State, Kenneth Baker, introduced the 

Education Reform Bill on the 20th November 1987. The Bill was 

to have a major impact on all aspects of schooling - and thus 

teacher training - once it received approval as the Education 

Reform Ac t. 

The detail of the Education Reform Bill (which contained 147 

clauses) exceeds the requirements of this study. Some of the 

mo~e important issues, 

A National Curriculum 

would cover the core 

science) 

( histor y . 

educa tion ) . 

and those 

geography, 

however, include the following. 

was to be introduced. 

subjects (English, 

This curriculum 

mathematics and 

described as founda tion subjects 

phys1cal technology, music, art and 
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Four key ' stages ' of education are defined and for 

stage attainment targets were to be specified. 

The Bill 

Councils: 

provided for 

the National 

the establishment of three 

Curriculum Council (NCC), 

each 

new 

the 

Curriculum Council for Wales and the School Examinations and 

Assessment Council (SEAC). 

Specifying 

targets' 

education 

prescribe 

Education 

should be 

what should be taught and setting 'attainment 

that had to be met was a fundamental change for 

in England. Schools would lose the authority to 

their own syllabuses, overseen by the Local 

Authority. In effect the determination of what 

taught being vested in a central national body 

brought education 

the situation in 

in England and Wales more into line 

South Africa. In South Africa 

with 

the 

determination of syllabuses has been prescribed at a national 

level since the introduction of Act 39 of 1967, the National 

Educa tion Po 1 icy Ac t. Behr describes the ten "card ina 1" 

principles of the South African Act, the eighth being that 

"Coordination 

courses and 

an a national basis in respect of syllabuses, 

examina tion standards sha 11 be ef fec ted" (Behr 

19B4: 38-39). 

The result of imposing a curri c ulum at national level by a 

central authority is that teachers are required to be able to 

teach all aspects of the syllabuses. Secondly, teachers have 

to meet and satisfy the prescribed standards as defined in 

syllabus aims and objectives as well as in the examination 

system which is subject to scrutiny by the representatives of 

the education authority. 

For FITE courses the implications are that they have to equip 

the beginner teacher with the skills and knowledge necessary 

for effective teaching of the imposed curriculum. Thus in 

South Africa all FITE courses are required to satisfy further 

criteria as defined in the document Criteria for the 

Evaluat10n of South African Qualifications for Employment in 

Education (Department of Education and Culture, 1988). 

101 



The s i tuat i on in Engl a nd is li ke l y to develop in the same 

way. In a paper titled Cha r ting the Changes in Teacher 

Education , 

s c hools 

Craft points out that the National Curriculum for 

... will requ i re 
(Initial Teacher 
preparation for 

syllabus modifications in ITT 
Training) , and a huge programme o f 

the teachers in the schools ... 

There will now be an even greate r need for 
teacher education programmes in universities, 
polytechnics and colleges to provide specialist 
teaching in curriculum subjects ... as well as in 
assessment and in management. 

Craft 1990: 75- 76 

A summary of the Education Reform Bill from Education Digest 

of November 1987 is included as Annexure 4 . 

DES CIRCULAR NO 24 / 89 OF 10 NOVEMBER 1989 . 

Like Circular 3/84 of 1984, this circular was to introduce 

further dramatic legislation that would also have a 

significant effect on FITE courses. 

(In interviewing educationalists in England during June 

and July of 1990 it appeared that the the circular had 

become known as ' CATE 2 ' . . .. or , ' Son of CATE ' !) 

Once again, new criteria for the accreditation of FITE 

courses were introduced - and these are reproduced in fu 11 

as Annexure 5. The circular updated criteria introduced by 

way of Circular 3 / 84 ( ' CATE 1 ' ). In terms of the c oncerns of 

this study, the relevant criteria include the following (DES: 

1989 a: 7-8 ): 
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* 

* 

School/training institution co-operat ion and 

responsibility f or FITE 

reinforced (Section 1 ) . 

courses for student teacher s was 

I n all four year FITE courses, teaching 

be of 100 days duration (Section 2.1). 

practi c e should 

* There should be classroom experience during the first term 

of the course (Section 2.2). 

* Work conducted within the training institution should 

be " ... closely linked to students ' practical experience in 

schools" ( Section 2.4). 

In terms of the subj ect studies component of the degree, 

section 4.2 stipulates that 

... the minimum period allocated should be the 
equivalent of one and a half years for subject 
studies and half a year for subject application. 

The consequences of 
chapter. 

DES 1989a: 8 

this will be examined in the next 

In terms of the primary curriculum the most significant 

directive is that student teachers should be t rained to teach 

as well as assess t he core subjects of the National 

Curriculum. One hundered hours should be devoted to English 

of which sixty should be contact hours. (The same is 

prescribed for mathematics and science teaching.) 

It will be an impo rtant contention in this stud y that this 

DES directive is inadequate in terms of equipping beginner 

teachers with the skills they need to teach English and to 

develop and extend the children 's 

and attitudes. 

reading skills , competence 
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THE 1989 DES REPORT REPIDING POLICY PlND PRPlCTICE PIT AGES 

5 - 14. 

This survey was conducted in the summer term of 1989. 

Seventeen schools were visited by HMI. Seven of the schools 

catered for the age range 5 11, while the others catered 

for pupils aged 11 - 18. The Inspectors concentrated on Years 

1, 2, 6 and 9 (5-7 year olds, 10-11 year olds and 13-14 year 

olds). 

Issues which received attention included 

* Standards and attitudes; 

* The formal provision for reading made by each school - such 

as policy statements, staffing, resources and accommodation; 

* Reading practice in terms of 

the promotion of voluntary reading 

progression 

information 

in 

critical reading. 

developing the ability to read for 

In terms of standards, the report ' s findings echo a familiar 

theme : 

Standards of reading fluency were at least 
satisfactory and the skills of initial reading 
were taught successfully in all the classes 
visited. The majority of pupils retained positive 
attitudes to reading fiction and non-fiction for 
enj oymen t ... 

Consistenc y of progression was not found 
however. Beyond the earlier stages, reddi n g was 
often less effectively taught. Pupils (aged 5 - 7) 
wer e sometimes not challenged enough once they had 
achieved a reasonable degree of fluency; and those 
(aged lOll) often lacked opportunities to 
reflect on and and discuss features of the language 
the y encountered in their reading ... (Italics mine) 

DES 1989d : 2 - 3 
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! t appears from this report that a central theme of 

thesis continues to predominate in English schools-

this 

that 

initial reading teaching is successful, but problems occur in 

the subsequent stage. 

The Report submitted that reading was taught 1I • •• most 

successfully where there was a coherent programme supported 

by the whole staff·' (1989d: 4). In identifying a school that 

was successful, the Report noted that the "central aim" of 

that school was for " ... every child to see reading as an 

inviting, pleasurable activity" and the Inspectors cited the 

case of an eight year old boy who said 

When I was little I went to school and the teachers 
got me a book to read. My favorite story was the 
three pigs. I took a book home and I enjoyed it. It 
was wonderful. I found it hard to read. I cracked 
it in the end by reading and reading and reading. 

DES 1989d: 4 

Some of the conclusions to the Report include the following: 

In general initial reading was well taught but 
practice was more varied in the later years ... 

The most effective practices in reading were rarely 
all present in anyone school ... 

Advanced reading 
retrieval skills, 
way .•. 

skills, including information and 
were not developed in a coherent 

.. . achievement in reading was not monitored sufficiently 
closely ... 

Good quality poetry 
frequently enough. 

and drama were not read 

In general, practice was not underpinned by sufficiently 
clear, coherent and comprehensive reading policies or 
organisation. 

DES 1989d: 16 
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On a more positive note - apart from initial reading being 

well taught - the report indicated that the following aspects 

of reading teaching were commendable: 

Relatively few pupils experienced severe 
difficulties in reading and those who did 
received extra help. 

usually 

Literature was often well taught, 
the secondary years ... 

particularly in 

Voluntary reading was encouraged ... successfully in 
the primary years ... 

Most schools catering for primary age pupils 
provided an encouraging environment for reading ..• 

Parental 
signi f ican t 
schools. 

contributions (of books) 
source of help in most of the 

were a 
primary 

With an outcry about reading standards in primary schools in 

about to become a public issue leading to prominent England 

head line ra tings in mid 1990, this 1989 DES report is a 

particularly interesting one. 

THE 1990 DES PUBLI CAT I ON ASPECTS OF PRIf1ARY EDUCATION: 

THE TEACHING AND LEARNING OF LANGUAGE AND LITERACY. 

This publication highlights the improvements in teaching 

programmes 

terms of 

since the National Survey conducted in 1978. In 

reading teaching it is reported that teachers 

encourage reading for pleasure, that the partnership between 

home and school is recognised as important, that book shops 

and clubs have contributed in a meaningful way. Published 

reading schemes continue to be used unti I children reach 

appoximately 

sc hemes has 

ten years of age. The selection of reading 

become more discriminating. Good quality fiction 

and non-f Ie tion is to be found in many schools. On the 

negati v e side, p r oblems are still e xperienced in the junior 

leve l s ( i.e. senior prima r y level): 
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most junior children need more experience in 
referring to different sources and to learn how 
to select and use information ... Althou gh they are 
often able to c omprehend literally what is 
stated, many older children find it difficult to 
grasp an implied meaning, or to mOdify an earlier 
interpretation in the light of further 
evidence. These shortcomings are largely 
attributable to reading policies which are too 
narrow and insufficiently demanding. (Italics 
mine) . 

DES 1990(a): 9 

THE 1990 DES REPORT STANDARDS IN EDUCATION 1988 - 89. 

This report states that in terms of the curriculum as a 

whole, teaching in about 701. of primary schools was judged to 

be satisfactory or goad, while in 301. of primary schools it 

was judged to be "poor" (DES 1990(b): 6). 

In terms of English teaching, the report states that 

This 

... the basic 
priority in the 
Most schools, 
range of work 

skills of literacy ... are given 
vast majority of primary schools. 

howe ver , will need to broaden the 
in English ... In English that will 

improved performance in require more time and 
deepening children ' s 
and extending the 

understanding of literature 
range of their written and oral 

wor k . 
DES 1990(b): 6 

publ ication, reiterates the urgent plea for 

improved reading 

thus, 

teaching in the past initial reading 

teaching stage. 
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SUMMARY AND CONCLUSIONS. 

The in troduc tion of 'CATE l' followed by the Education 

Reform Act and ' CATE 2' are clear indicators of the extent 

to which education in England changed during the period 1984 

to 1990. Central government exercised far greater control 

over almost all aspects of education and in terms of FITE 

courses, set out criteria with which teacher training 

institutions were obliged to comply. 

The 1985 DES report on combined and middle schools reflects a 

note of optimism in terms of reading teaching in schools, but 

about half the reported schools sti 11 provided reading 

teaching programmes that were inadequate. 

The DES report Better Schools of 19B5 clearly sets out 

government thinking in terms of fut~re control of education. 

It was evident that this thinking would affect the nature of 

pre-service training. 

One of the most significant reports in terms of teacher 

training is the DES report of 1987: Quality in Schools: the 

Initial Training of Teachers. The report noted that too many 

tutors did not have recent or appropriate primary teaching 

experience. There was criticism that the amount of time 

spent on "specialist study" was insufficient and that the 

amount of time allocated to primary curriculum studies varied 

too widely. On a more optimistic note, the Report claimed 

that most reading courses took a comprehensive view of the 

reading process. 

Other significant reports include the Kingman Report and the 

1988 report The New Teacher in School. 

In the light of the public outcry about reading standards 

which 

Policy 

took place in mid 1990, the 1989 DES report Reading 

and Practice a t Ages 5 - 14 and the 1990 report 

Standards in Education 1988-89 are noteworthy. Once again, 

the situation that existed in the period 1972 to 1984, showed 
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little change: the basic skills of literacy were being taught 

adequately but problems were still encountered at the stage 

where children are able to read with a degree of basic 

understanding during the junior school or senior primary 

years. 

From this survey of reports and pUblications it may be 

concluded that, while some aspects of reading programmes 

observed in schools had improved since the mid seventies, 

there remains much room for improvement in specific ways in 

which teachers can promote functional and recreational 

reading. 

prepared 

The question remains: are teachers being adequately 

to teach and promote reading during their initial 

reading period of training particularly in terms of 

development and extension programmes? If they are receiving 

such training what is the nature of that training? An 

understanding of developments 

examining courses provided 

since then may 

in a sample of 

be gleaned by 

institutions 

visited in 1985 and 1986 and then again in 1990. The next 

chapters provide such a focus. Before consulting these, the 

reader is reminded of the 1972 James Report statement at the 

beginning of chapter two that it is difficult to provide 

adequate courses in the "hubbub of competing priorities" when 

preparing teachers to teach. It seems appropriate to close 

the chapter with a statement from the 1987 DES Report Quality 

in Schools: the Initial Training of Teachers that should be 

helpful as the reader turns to chapters five and six: 

Equipping teachers with the full range of desirable 
capabilities constitutes a formidable challenge for 
those tutors who are responsible for course design. 
Not least among the problems is the need to provide 
a reasonable allocation of time for each of the 
competing priorities ... 

DES 1987: 64 

=========================~=================================== 
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CHAPTER 5: THE READING COURSES PROVIDED IN A SAMPLE 

OF INSTITUTIONS IN ENGLAND: 1985 - 1990 . 

All an initial 
initial. 

training course can ever 

Sarah Tann 
Oxford Polytechnic 
Interviewed: 25 June 1990. 

be is 

I think you would find it hard these days in 
initial teacher education to find a course which 
was precisely on reading - that they would all be 
called 'language in education' or 'language across 
the curriculum' or something of that sort. 

INTRODUCTION. 

Donald Moyle 
Edge Hill College 
Interviewed 26 June 1990 

In the pUblication Teaching for Literacy: Reflections on the 

8ullock Report Chris Crowest describes the Dartford College 

of Education course for primary teachers (Davis and Parker 

1978: 108-116). Crawest sees the principal aim of the 

primary school as being the teaching of reading and writing, 

while other course directives are subservient to that end: 

It lS assumed as a principal aim of the 
primary school that children should be able to 
read and write. Students discuss the demands of 
society within the content of sociological 
studies but essentially the concern is with 
reading and the enjoyment o~ books closely 
linked to studies in the development of speech 
and written language . 

Preparation for the further stages of education 
and the eventual demands of adult life are 
important supplementary aims that lie alongside 
the central task of satisfying the immediate needs 
of the g r owing child. (Italics mine), 

Crowest cited in David and Parker 1978: 109 
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Cr-owest pr-ovides a summar-y of the Dar-tfor-d course in which 

reading teaching is covered in five entries: 

1. Towards literacy. This is a discussion which 
concer-ns definitions of literacy .... 

5. Ear-ly stages of reading. 
establish a balance 
construction~ 

experience ..... 
Emphasis 

The need to 
between inter-est 

on r-eading linked 
and 

to 

6. The development of r-eading schemes. Str-ess 
on matching the mater-ial to the child . Wor-d-attack 
skills. Introducing phonics ... . 

7. Reading compr-ehension. The need to pr-actise 
comprehension skills from the beginning. 
Practising the techniques that ar-e concer-ned 
with contextual cues and extracting meaning 
fr-om the text as a whole. 

The complexity for older- childr-en comes 
thr-ough the examination of more elaborate 
textual structures that deal not only with 
factual questions but also invite conj~cture and 
hypothesis. 

8. Literature. The importance of narr-ative as a 
story motivation for- reading. The importance of 
poetr-y, music and song. 

Crowest in David and Parker 1978: 110 

The Dartford course pr-ovided its student teacher-s with 

coverage of r-eading teaching. Although no detailed 

information is provided about the extent, nature and timing 

of the course, this description of the Dartford course is 

used to provide insights about the nature of teacher- training 

in the post Bullock Report er-a . 

In the same way this study pr-ovides a detailed description 

and analysis of reading teaching courses in a sample of 

teac her- tr-aining institutions recommended for- their-

exce llenee. It is hoped that this will show how other-s have 

tr-ied to equip teacher-s with the necessar-y skills of and 

know ledge about r-eading teaching. This approach is used in 

preference to a large scale survey. As descr-ibed in chapter-s 

three and four, surveys provide some idea of appr-oaches to 

the training of teachers but it is not alwa ys possible to 
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glean from such surve y s details of course structures nor the 

amount of time spent on each section. By examining in detail 

the selected reading teaching courses, it is hoped that 

worthwhile and useful conclusions can be reached in the 

planning of FITE reading teaching courses. 

THE INSTITUTIONS SELECTED. 

Cliff Moon, a widely accepted authority on reading teaching, 

was interviewed in February 1986. Moon was asked to 

recommend institutions where reading teaching courses were 

worthy of examination or for the names of people who could 

provide insights into reading teaching courses which would be 

worthwhile. Various people and institutions 

by Moon (Moon 1986). It is not possible to 

were recommended 

describe all of 

the courses investigated or to record the interviews of all 

of the people recommended and subsequently visited. (A list 

of the visits conducted is included in Annexure 6). As a 

result of these visits, Oxford Polytechnic was one of the 

three institutions selected for this study. The work being 

conducted there as well as the views of Sarah Tann, 

viewpoints and considerations worthy of reflection. 

pr-ovide 

The second institution included in 

Liverpool Institute of Higher Education 

this study is the 

(L.I.H.E.) where Dr 

John Potts, author of 8eyond Initial Reading (Potts 1976) was 

interviewed. The nature of the course offered at L.I.H.E. 

was included on the grounds that the amount of time allocated 

to English Professional Studies in the L.I.H.E. a.Ed degree 

exceeded that of most institutions, and for the fact 

Potts ' publication and views are worth considerat ion. 

that 

The third reading course examined 

at King Alfred ' s College, Winchester 

course is included for three reasons. 

was that 

(K.A.C.). 

Firstly, 

conducted 

The K.A.C. 

the reading 

teaching component of the English Professional Studies course 

had more timetabled contact hours than most other courses -

as will be demonstrated in this chapter. Secon dly, in 

Christopher Powling and Marilyn Leah, (refer Annexure 6), the 
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student teachers had two tutors committed to 

teaching. (Powling is a well known author of 

reading 

several 

children ' books). Thirdly. the writer was a visting lecturer 

at K.A.C. over a 

able to gain an 

component offered 

ten month period, during which time he was 

in-depth knowledge of the reading teaching 

there . 

Because of his work in surveying reading teaching courses in 

the mid seventies as well as his international reputation in 

the teaching of reading, the chapter will include the views 

of Donald Moyle, interviewed in 1986 and again in 1990. 

PROCEDURE ADOPTED IN THE ANALYSIS OF THE READING TEACHING 

COURSES. 

No attempt will be made to describe the entire degree course 

at each institution. 

reading teaching 

in the degree 

To provide some idea of the nature of the 

course as well as where it was positioned 

structure, the following procedure is adopted. 

An overall view of the components of the degree structure 

relevant to the language course is provided. At the Oxford 

Polytechnic, for example, it will be seen that this means 

examining General Education Studies, while at the Liverpool 

Institute of Higher Education the focus is on Professional 

Studies. Other factors that affect reading teaching courses -

such as 

included. 

This is 

teaching practice or school 

followed by a more detailed 

language course. 

visits are also 

consideration of the 

The topics dealing with reading teaching are then identified. 

It will be noted whether courses are compulsory or optional. 
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Final ly. 

available 

an estimation will be made of how much time i s 

for the reading teaching course which all student 

teachers are required to complete. 

For the purposes of comparison wit h other systems, a I I 

lecture periods are classified as one unit of an hours 

duration. 

It is assumed that a I I training institutions require their 

students to do further work in their own time on topics 

covered during lecture periods. As it is virtually impossible 

to determine the amount of time this requires, no meaningful 

comparisons of private study time can be made. Thus the only 

means by which some comparisons can be made is to determine 

the total lecture or contact periods rounded off to one 

units. 

hour 

A further complication lies in the fact that reading will be 

discussed when covering other topics such as language across 

the curriculum. Once again, however, it is impossible to 

determine the extent to which this takes place or the nature 

of such discussions. For this reason the survey of reading 

teaching courses will focus on those topics which are clearly 

and specifically seen as being concerned with the teaching of 

reading. 

THE 1986 OXFORD POLYTECHNIC B.ED DEGREE. 

Oxford Polytechnic offers a B.Ed course over four years. 

In order to understand the nature and timing of the language 

course 

it is 

in general and the teaching of reading in 

necessary to clarify what the Oxford 

describes as General Education Studies. 
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GENERAL EDUCATION STUDIES. 

YEAR 1. 

A feature of General Education Studies is its modular 

stucture. 

In Term 1 a module is completed on children's mathematical 

and scientific thinking. Attention is paid to how children 

think and operate rather than on how to teach them - thus re­

inforcing the tutor's belief that it is important " ... to know 

about and start (by determining) where the children are at" 

(Tann - interview 2 June 1986). 

In Term 2 the student teachers complete a module on the 

Language of Thought and Feeling. This is about children ' s 

moral thinking and aesthetic feeling. In four of the nine 

sessions the 

During these 

student teachers meet and work with children. 

sessions with the children activities are 

arranged so that the student teachers can gain insights 

about the children's levels of development. 

Although details of this module are provided later, it is 

important at this stage to note that it is not the in ten tion 

to teach the student teachers how to teach during this first 

year. 

Contact 

lecture 

time for 

of one 

each session is four hours arranged as a 

hour followed by workshop activities where 

considerable use is made of video or tape recordings. During 

these workshops the student teachers also tryout practical 

activities related to the theoretical information they have 

been given in their lecture. 
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In Term 3. the student teachers c omplete a module on teachlng 

and learning across the curriculum. Although this focusses on 

how aspects of the curriculum are taught, the students are 

also asked to analyse the demands that any task makes across 

the curriculum - particularly in terms of its language 

demands. 

YEAR 2. 

In Term 1 a module termed Teaching Studies 1 provides the 

student teachers with what is best described as a general 

methodology course . Student teachers consider such topics as 

classr-aom 

techniques, 

management and 

communication 

techniques, and questionning. 

organisation, 

in the classr-oom, 

Term 2 consists of a 9 or 10 week School 

Teaching Practice period. 

ins truc tiona I 

discussion 

Exp£?rience or 

An interesting feature of the Oxford Polytechnic School 

Experience plan is the arrangement in which the student 

teachers return to the college one day a week for the first 

half of the block period. Thus on Fridays, for the first four 

weeks, the student teachers report to the college where they 

discuss what they have seen, observed and experienced as well 

as share problems, receive advice and find resource material. 

In Term 3 the student teachers commence learning how to teach 

in a curriculum area. The first unit is a module termed 

Place ., Time and Values? which is a general environmental and 

humanities study of areas taught ln the primary curriculum. 

At the same time a course is provided in Novement Studies 

gymnastics, dance and games. 
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YEAR 3 

This year continues 

curriculuffia 

to 

In Term 1, the focus 

focus on areas of the primary 

is on language teaching, Term 2 

concentrates on mdthemdtics teaching while Term 3 provides 

coverage of the teaching of science and technology as well 

as creative studies such as arts, crafts, photography and 

video. The focus on language teaching will be explored later 

in this chapter. 

YEAR 4. 

Compulsory courses during the first term concentrate on 

multicultural challenges as well as on children with special 

needs in the primary school - the teaching of the gifted as 

well as those children described as , slow ' . 

During the second term the student teachers complete their 

second School Experience over a nine or ten week period. 

During the third and final term, the student teachers 

undertake what is called an Independent Study or Internship. 

Tann described the purpose of this Internship as being to 

help the student teachers get a " ... broader perspective on 

the role of the teacher ... so they can find out about the 

other 

(Tann 

things a teacher has to do other than class 

interview 2 June 1986). The student 

teaching" 

teac hers 

negotiate with the schools to undertake to complete specific 

tasks. Tann provided as an example a school wanting to list 

its information references an a computer and 

teacher undertaking to do this work. 

a student 

Student teachers can also complete a course on children 's 

literature during their fourth year as one of the options 

available to them. This is discussed in more detail as the 

focus shifts to identifying the reading teaching course at 

the Oxford Polytechnic. 
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THE LANGUAGE AND READING COURSES IN MORE DETAIL. 

It has already been noted that the focus on language teaching 

took place in Year 1 Term 2 and Year 3 Term 1. 

TIME ALLOCATION. 

The Year 1 course is a nine week module with four hours per 

week allocated to it, making a total of 36 hours. The module 

in Year 1 is supposed to total 100 hours which means that 

apart from 36 hours of contact time with tutors, the rest is 

regarded as study time. 

In Year 3 the contact time is 3 hours per week for nine 

weeks, making a total of 27 hours, while the rest of the 

allocated 120 hours is seen as private study time. 

The total contact time for the Language and Reading course is 

63 hours while private study time is exp,cted to be 157 

hours. The latter figure is high and it is a matter of 

speculation whether students actually spend this amount of 

time in private study. 

An analysis of how much of the 63 hours is allocated to 

reading teaching is calculated later in this chapter. Before 

doing that, a description of the Language and Reading course 

during years 1 and 2 provides an overall picture of where 

reading teaching was covered. 

The Year 1 Term 2 module is entitled 

and Feeling (Course 6202). 

The Language of Thought 

( In all course outlines those topics dealing with reading 

teaching are italicised.) 

Table 10 lists the Year 1 Term 2 syllabus and contact time. 
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TABLE 10: THE OXFORD POLYTECHNIC YEAR 1 LANGUAGE OF THOUGHT 
AND FEELING COURSE SYLLABUS AND CONTACT TIME. 

1 
2 
3 
4 
5 

6 

Topic 

Oracy. 
Children's moral development. 
Children's writing. 
Children's writing. 
Introduction to reading. 
f1iscue analysis. 
Looking at reading schemes. 

Contact time 
(Hours) 

All sessions 
4 hours per 
week 

7 
9 

and B Looking at language activities in the school. 
Language across the curriculum. 

Total 36 hours. 

FURTHER DETAIL ON THE READING TEACHING COMPONENTS IN THE YEAR 

1 COURSE. 

Tann described these inputs in the First Year as being very 

much concerned with an introduction to beginning reading. 

(Interview 2 June 1986) . The junior and 

student teachers are integrated at this stage, 

nursery/infant 

except when 

working with children, in which case each of the groups work 

with children in the age range for which they wi 11 be 

specialising. Tann argued that at this stage in their 

training no separation of students into infant or junior 

groups is warranted as many of the children aged seven or 

eight still cannot read and are like beginner readers in 

certain respects. For this reason the junior specialists need 

to know about alternative approaches to initial reading. 

In the Introduction to Reading lecture, students are provided 

with some idea of different theories of reading as we II as 

the different approaches that can be used 

approach, 

They are 

teaching 

the language experience approach, 

provided with the pros and cons 

approaches. All this was done in 

flat '" (Tann - interview 2 June 1986). 
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Coverage 

child's 

is provided as to how how a teacher can appraise a 

reading through what Tann describes as "informal 

conferencing" (finding out whether the child understands what 

he he has read and whether he has enjoyed it). More formal 

means of appraising a child's reading such as conducting a 

Niscue Analysis is also covered. The students do a miscue 

analysis using a tape recording of a child reading, although 

it could be argued that the student teachers should consider 

error analysis only when they have studied more theory about 

the reading process as well as how reading is taught in 

schools. 

In Week 6 the students look at Reading Schemes to 

familiarise themselves with the methods of teaching and kinds 

of reading materials being used in many schools. 

During 

student 

the Language of Thought and Feeling course, 

teachers meet and work with children on 

occasions. To help them appraise the language of 

the 

four 

the 

children, the student teachers are provided with a handbook 

of suggested activities which focus their attention on four 

language areas - listening, talking, reading and writing. In 

the sec tion on what is enitled Reading and Storying, the 

student teachers are provided with three "objectives": 

(The 

1) Can the pupil read from a picture book or poster? 

2) Can the pupil follow and complete a story? 

3) Are books an important part of the pupil ' s life? 

first 

Oxford Polytechnic Handbook on 
language activities for primary 
sc hoo Is: 1986 

two questions are to do with determining skills 

while the third relates to attitude. It is nat clear, 

however, whether the student teachers are taught how to use 

the very different investigative techniques required to 

answer these questions - other than at a superficial level.) 
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THE YEAR 3 TERM 1 MODULE: LANGUAGE STUDIES (COURSE 6243) . 

This nine week course had as its aims: 

The 

1. to provide 
prac tica I 
diagnosis 
skills in 
writing . 

a theoretical framework plus 
ideas to help form strategies of 
and development of pupils language 

listening, talking, reading and 

2. to provide a range of learning/teaching 
contexts, especially group discussions based on 
resource packs, lecture/workshops and private 
study. 

3. to encourage use of a variety of sources 
of information, oral , aural (including slide­
tape), visual (video) and printed materials. 

4. to present information in a variety of media, 
oral reports , written essays, plus visual­
graphs/tables etc ." 

Letter from Tann, 11 July 1986. 

course outline follows in Table 11. (All group 

presentations refer to 

topics in groups.) 

the student teachers presenting the 
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TABLE 11: THE OXFORD POLYTECHNIC YEAR 3 LANGUAGE STUDIES 
COURSE SYLLABUS AND CONTACT TIME. 

Week Topic Contact time 
(Hours) 

1 Introduction. All sessions 
2 What is reading? Group presentations on 3 hours per 

a) Teachers' perceptions week 
b) Pupils' perceptions 
c) Parents' perceptions 
Nonitoring reading. Group presentations: 
d) Informal techniques 
e) Niscue analysis. 

3 Beginning reading - group presentations: 
f) Learning to read 
g) Teaching reading (comparing alternative 

schemes) 
h) Structuring reading (without schemes). 
Developing reading - group presentations: 
i) Reading aloud to reading silently. 
J) Becoming a book worm - managing the reading 

environment, motivating readers .. 
response to fiction, biasisms .. 

4 Readability and comprehensibilty. 
5 Developing comprehension - D.A.R.T.S. 

(Directed Activities Related to Text). 
6 Oracy: analysing classroom listening! 

speaking demands. 
Developing discussion skills. 

7 Personal writing - developmental stages, 
crafting a composition, criteria for marking. 

S Transactional writing and graphic information 
presentation techniques. 
Teaching spelling and handwriting. 

9 Analysing the language demands across the 
curriculum. 
Developing language skills through topic 
work. 

Tota I: 36 hours 

In terms of reading teaching • Tann enlarged on the detail 

provided in the course outline above. The course included the 

following: 

1 ) 

2) 

Learning to read: cognitive and 
fac tors in which consideration 
to cognitive styles and the way 
affect the way children may learn 

Ways in 
planning 
keeping. 

which teachers organise 
of teaching programmes 
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3) The daily plan of readf ng teaching. 

4) The value and place 
sustained, silent ~eading 

of uninterrupted, 
(U.S.S.R. ). 

5) The organisation of the reading corner. 

6) How to motivate children to browse. 

7) An e~amination of whether to use a scheme 
or not to - and the pros and cons of each 
approach. 

8) Individualised reading. 

9) Developing further 
promote fluency. 

reading skills -

10) Skimming techniques. 

11) The difference between oral, 
silent reading. 

aural 

how 

and 

12) Factors dealing with cohesion and 
ability to predict, to look ahead. 

13) Reading for detail. 

14) How to encourage children to read fiction. 

15) Children's attitudes to books. 

16) The uses of children's literature. 

17) Se~ism and racism in children's literature. 

to 

18) Different levels of comprehension - reading on, 
between and beyond the lines. 

19) An e~amination of language programmes which 
develop comprehension. 

20) Locating, extracting, organising and presenting 
information. 

21) Modelling and D.A.R.T.S. - e~amination of e~pository 
structures. 

Tann - interview 2 June 1986 

The course, therefore, is comprehensive in terms of 

number and range of topics covered. Bearing in mind 

the 

the 

contact time available (three hours per week for five weeks), 

there is the possibility that the depth of coverage for many 

of these topics cannot be adequate . An Example of how the 
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shortage of time affects matters is illustrated in Ta.nn ' s 

response to a question about when and to what extent poetry 

is covered in the course. Tann replied: 

(There is) not very much , I am afraid. When we 
look at our one week session on children ' s fiction 
in general, poetry gets squeezed into that. In a 
sense it comes in more with writing because one of 
the things I try doing is to discourage students 
from attempting to turn on their creativity at ten­
past-nine and write a whole story. 

Interview 2 June 1986. 

THE TEACHING METHOD. 

When in terv iewed, Tann's approach to the course was an 

interesting one. In terms of lectures as a teaching method, 

she said she tried " ... to avoid them like the plague. " 

(Interview 2 June 1986). Tann developed packs (about fourteen 

in all) which the students used to work on the topics. The 

packs consisted of various envelopes with photocopied 

articles dealing with aspects of the topic being focussed 

upon. Tann favoured using contemporary journals rather than 

texts which, she fel t, became dated very rapidly. Working 

in groups of three or four, the student teachers had two 

weeks in which to prepare and present their findings to the 

this rest of the group. Tann e x pressed the opinion that 

teaching method encouraged and taught student teachers how 

to work in groups, 

conclusions together. 

to do practical activities and to draw 

The student teachers had to learn from 

each other. The other students made notes in the 'teach back ' 

which the student teachers then conducted. This ' teach-back ' 

was usually of about twenty minutes duration. If individuals 

in the class group felt that the presenting group had not 

presented their topic well enough, they were free to ask for 

the pack and work on it individually . 
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ASSESSMENT OF THE COURSE . 

Assessment of the student teachers ' performance is entirely 

During by course work. 

the course they 

No formal examinations are writ t en. 

are required to report, respond, review and 

reflect on the issues raised. 

The students are assessed in four ways: 

a) They have to review a reading scheme critically. 

b) They have to review a language scheme covering 

talking , listening, reading and writing critically. 

c) They have to write a story for children, try it out and 

get feedback. They had to think about readability, 

their audience, how they were going to set it out, the 

pictures and illustrations and how to get the story to 

form a cohesive whole. 

d) An essay is written on any of the packs - other than the 

one reported on during their course. 

[ Interestingly, the external examiner recommended the change 

to complete assessment by course work It •• • when it 

( that ) these developments were exciting and 

(Tann - interview 2 June 1986) . ] 

was seen 

worthwhile" 

THE CHILDREN ' S LITERATURE COURSE OPTION. COURSE 6247 . 3. 

A comprehensi v e course in children ' s literature is offered at 

the Oxford Polytechnic as an optional course. It is of nine 

weeks duration and requires the students to attend 36 hours 

of lectures and s eminars . 

Table 12 lists t he children ' s literature course syllabus and 

contact t i me. 
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TABLE 12: THE OXFORD POLYTECHNIC YEAR 4 CHILDREN'S LITERATURE 
COURSE SYLLABUS AND CONTACT TIME. 

Topic 

1 
2 

Survey of childrens ' literature to 1870. 
Survey of children's literature 1870 to 
1920. 

3 The development of fantasy after 1920. 
4 The family in childrens ' literature . 
5 Race, class, and treatment of minority 

groups in childrens' literature. 
6 Books for young children. 
7 Poetry for children. 
8 Moral issues in childrens' literature, with 

special attention to Roald Dahl. 
9 What children look for in their reading. 

Total: 

Contact time 
(Hours) 

All sessions 
4 hours per 
week. 

36 hours 

Assessment of this course is 601. by e~amination and 401. the 

better of two essays. 

Tann reported that about twenty of the eighty student 

teachers opted to do the childrens' literature course. This 

did mean, however. that si~ty of the student teachers 

qualified as teachers not having covered very much in terms 

of this important area. What bearing this will have on their 

ability to promote recreational reading is subject to 

conjecture. 

SUMMARY OF READING PROGRAMME AND APPROXIMATE LECTURE OR 

SEMINAR CONTACT HOURS FOR ALL STUDENTS. 

Table 13 summarises the reading teaching syllabus and number 

of contact hours allocated to each topic. 
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TABLE 13: THE OXFORD POLYTECHNIC READING COURSE SYLLABUS AND 
CONTACT TIME. 

1 

2 

3 

4 

Topic 

Intr-oduction to r-eading 

Miscue analysis 

Looking at Reading schemes 

TEACHING PRACTICE (TERM 2) 9 weeks. 

What is r-eading 
Monitor-ing r-eading 

Beginning r-eading 
Developing r-eading 

Readability and compr-ehendability 

Developing compr-ehension - D.A.R.T.S. 

TEACHING PRACTICE (TERM 2) 9 weeks. 

Tota I: 

Contact Time 
(Hour-s) 

1 

1 

1 

3 

3 

3 

3 

15 hour-so 

A CRITICISM OF THE OXFORD POLYTECHNIC READING COURSE. 

Four- possible pr-oblems ar-ise fr-om the appr-oach and 

or-ganization of the r-eading teaching cour-se. 

Fir-stly, an examination of the topics in the cour-se outline 

shows tha t in " a bout twenty minutes" gr-oups would have to 

pr-esent their- findings on topics such as (in week 3) lear-ning 

to read, a comparison of alternative reading schemes, 

str-uctur-ing r-eading without schemes, r-eading aloud to r-eading 

si I en tl y, managing the reading environment, motivating 

r-eader-s, r-esponse to fiction, and bias. It is not likely that 

the student teacher-s could have r-eceived adequate cover-age of 

such topics in this limited amount of time. 

The second pr-oblem is the teaching methodology. Gr-oup 

presentations are more time consuming than conventional 

lectur-ing if it is the intention to convey basic infor-mation 

about a topic. Students r-esponsible for- the pr-epar-ation of a 
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'teach back' on a particular topic may have covered the topic 

in some detail and become reasonably knowledgeable about it. 

Whether they could achieve anything like an adequate 

knowledge of a topic presented by other students in a twenty 

minute ' teach back ' is questionable. 

Thirdly, 

are to 

the question arises as to how the student 

judge whether the presentation of a 

inadequate and thus realise the need to ask for a 

personal examination? Only the tutor could be in 

position and would have to advise the students 

teachers 

topic was 

pack for 

such a 

that a 

particular presentation had been inadequate . As a teaching 

methodology, such an approach would be a further waste of the 

limited time available. 

In defence of the approach, Tann reported that many of the 

student teachers used innovative approaches to present their 

reports to the class group. These included such activities as 

dramatic presentations and role playing. She said: "Some 

have smashing ideas there is a tremendous variety of 

output" (interview 2 June 1986). 

Finally, about seventy five percent of the student teachers 

do not attend the children ' s literature course. This means 

the majority of the student teachers will not be adequately 

qualified to promote recreational reading. 

THE LIVERPOOL INSTITUTE OF HIGHER EDUCATION. 

The Liverpool Institute of Higher Education also offers a 

four year B. Ed degree for students. In the Professional 

Studies programme , students complete courses in what is 

termed the Early Years Course (for teaching 4 - 8 year olds) 

or, secondly, the Middle Years Course (for 7 - 11). The 

latter course is the focus of attention in this study. 
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PROFESSIONAL STUDIES: MIDDLE YEAR COURSE. 

The Professional Studies programme takes place in each of the 

four years of the degree. 

In the first year three major strands are evident. 

Educational Studies is concerned with theoretical aspects of 

education in general and child development in particular. 

Curriculum Studies eKplores the teaching of subjects from 

the primary school curriculum. This includes the aesthetic 

subjects (art, music and physical education), language and 

mathematics. The third strand is teaching practice, 

takes place in the second term of the first year. 

The L.I.H.E. Middle Years Course Programme describes 

which 

the 

first year as focussing on child development. During the 

second year, the focus is on the curriculum. Students take 

courses " ... in each major area of the Primary School 

Curriculum and an Education Studies Course designed to help 

them develop a coherent understanding of the teacher's 

curricular role in the school" (L.I.H.E. B.Ed. Year 2 

Professional Studies 1985-86 Middle Years Course 

Programme: 2). Particular emphasis is given to English, 

Mathematics, and Aesthetic Studies. 

In Education Studies during the second year the theme 

studied is the Planning of Children's Learning in the Primary 

School. A spiral or cyclical pattern is followed. In the 

first cycle questions about the curriculum are raised; in the 

second cycle questions about teaching are raised; cycle three 

is concerned with questions about the management of learning. 

Finally, in the fourth cycle, school based work is related to 

the three previous cycles. 

The third year Professional Studies course deals with further 

curriculum studies (including language), children ' s learning 

difficulties, education in a multicultural society and social 

behaviour and learning in school. 
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In Education Studies topics studied include educational aims , 

accountability, discipline , primary school organisation, the 

primary school and a changing world and the changing role of 

the primary school teacher. 

During the fourth year of the B.Ed degree, the student-

teachers select two options from a list organised as follows: 

GROUP A 

History 

Comparative education 

GROUP B 

Curriculum development and evaluation 

Moral education 

Education for a multi-cultural society 

Special education 

Language and reading 

Not more than one course from Group A can be selected . 

THE LANGUAGE AND READING COURSE IN MORE DETAIL. 

From this outline, it now becomes necessary to assess the 

amount of time available for the students ' work on language 

and reading. 

The focus on language teaching thus takes place in years 

offered in one, two and three, 

the fourth year. 

while an optional course is 

As in the case of each institution reported on in this study, 

an estimate is made of the amount of contact time allocated 

to language teaching in general, 

the amount of time allocated 

particular. 

followed by an analysis 

to reading teaching 

of 

in 

Table 14 summarises the amount of contact time allocated to 

language teaching. ( The optional course in Year 4 is not 

i ncluded ) . 
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TABLE 14: L.I.H.E. AMOUNT OF CONTACT TIME ALLOCATED TO 
LANGUAGE TEACHING. 

Year No. of weeks Hours per week Tota I. 

1 18 2 36 
2 27 2 54 
3 25 2 50 

Total: 140 hours. 

The total of 140 hou~s is close to the 150 hou~s that the 

Bullock Repo~t p~efe~~ed, and is significantly highe~ than 

the Oxfo~d Polytechnic 63 hou~s. Howeve~, within the L.I.H.E. 

language course, the amount of time available fo~ ~eading 

teaching p~esented a less satisfacto~y situation. 

In the fi~st yea~ ~eading teaching occupied 12 contact hou~s, 

while in the second yea~ it was 10 hou~s. In the thi~d yea~ 

Potts said that the emphasis was placed on obse~vation, 

analysis and diagnosis of lea~ning and that it was not 

possible to identify scheduled contact hou~s dealing with the 

teaching of ~eading (Potts - inte~view 23 May 1986). 

Thus fo~ all Middle Yea~ students the total contact time fo~ 

the teaching of ~eading was somewhe~e in the ~egion of 22 

hou~s. This is less than 161. of the contact time allocated to 

language teaching. 

THE READING COURSE IN MORE DETAIL. 

Potts desc~ibed Yea~ 1 as conce~ned mainly with ~eading, 

while in Yea~ 2 the emphasis is on w~iting. 

Table 15 lists the ~eading syllabus and the amount of time 

allocated to each topic. 
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TABLE 15: L . I.H.E. YEARS 1 AND 2 READING COURSE SYLLABUS AND 
CONTACT TIME. 

1 

2 

Topic 

The initial teaching of reading 

Contact Time 
(Hours) 

2 
Language experience: approaches to reading. 
The initial teaching of reading 2 
Analytic methods of teaching reading. 
The initial teaching of reading -
Synthetic methods of teaching reading. 
The initial teaching of reading -
Story methods of teaching reading. 
Children and books. 
A gene~al ove~view - discussion. 

Higher order reading skills 
Approaches to the development of 
these skills 
Readability: Problems in developing 
higher order reading skills 
Reading for pleasure 

TOTAL 

2 

2 

2 
2 

4 
2 

2 

2 

22 

This means that the student teachers preparing to teach 

children aged 7-11 years receive 10 hours of instruction on 

beginning reading, 8 hours on reading development and 

extension (functional reading) and 4 hours on r-ecreational 

reading. 

weighting 

student 

It could be argued that this is an inappropriate 

of the three aspects of reading teaching for 

teachers who will be required to develop and extend 

the reading skills and abilities of children a<;;ed 7 - 11. 

Secondly, the total amount of time is inadequate if the 

student teachers are to receive intensive training in 

reading teaching for senior primary children. While ten hours 

of instr-uction may be sufficient to familiarise student 

teachers with beginning reading, 8 hours - or 8 lectures - is 

inadequate for the consideration of reading development and 

extension programmes in functional reading. Allocating 4 

hours to rec r eational reading is v er y inadequate if the 

student teachers are expec ted to become proficient in how to 

de velop and extend children ' s reading for pleasure. 
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The timing of the course is also questionable. In chapter one 

it was noted how the Bullock Report was critical of the 

timing of reading courses when they occurred during the early 

part of the degree and little development followed. In the 

L.I.H.E. degree, it is possible for a stUdent teacher to 

qualify for a first teaching appointment without having 

considered reading teaching for over two years. This would 

not have been the case, however, for those student teachers 

who opted to do the course in language and reading during the 

fourth year of the degree. 

THE FOURTH YEAR OPTIONAL COURSE IN LANGUAGE AND READING. 

As explained earlier, in professional studies the students 

select two courses, from a range of seven, during the fourth 

year. Those selecting Language and Reading complete a 25 week 

course which is comprehensive and 

primary teaching. 

pertinent to the needs of 

The Language and Reading course has a further 50 hours of 

contact time, of which 24 hours is for language teaching in 

general, while 26 hours are set aside for reading teaching. 

The course covers eleven topics in aspects of reading 

teaching. Each topic occupies a weekly meeting of two contact 

hours. The reading syllabus and contact time is shown in 

Table 16. 
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TABLE 16: L. I.H.E. OPTIONAL READING COURSE SYLLABUS AND 
CONTACT TIME. 

Topic Contact tif'le 
(Hours) 

Li teracy. 
The reading process. 
Children and books. 

2 
2 
2 

Early reading 6 
The development of higher order reading skills . 2 
Aspects of a reading policy for schools. 2 
Reading problems of and approaches for 
teaching the advanced stages of reading. 2 
Monitoring reading progress - formal. 2 
Monitoring reading progress - informal. 2 
Reading failure. 2 
Childrens' books. 2 

Total: 26 

It is questionable that such a course should be optional. It 

is important, for example, that teachers should be able to 

recognize reading problems and know about reading failure. 

This does not appear in the L.I.H.E. reading course syllabus 

which all students complete during their first and second 

years. Thus only those opting for the language and reading 

course in the fourth year will have experienced some coverage 

of these topics. 

THE VIEWS OF DR JOHN POTTS ON THE LIVERPOOL INSTITUTE OF 

HIGHER EDUCATION READING COURSE AND RELATED MATTERS . 

Interviewed on the 23rd May 1986, Potts provided the 

following viewpoints. 

ON THE AIMS, TEACHING PHILOSOPHY, METHODOLOGY AND CONTENT OF 

THE L.I.H.E. READING COURSE. 

Potts regarded language being seen in its totality as one of 

the most fundamental changes in language and reading courses 

in the prev i ous decade . He used what he referred to as "the 

Wilkinson model " of oracy-literacy. Potts was referring to 

134 



Wilkinson ' s book The Foundations of Language (1971 ) in which 

Wilkinson claims: 

The ability to read is largely dependent on the 
skill in the spoken language the learner already 
possesses ... The major reading skills are present in 
the oral language of young children: learning to 
read is a matter of drawing upon one's prior 
knowledge. 

Wilkinson 1971: 202 

Potts said that theL.I.H.E. approach to the study of 

reading teaching was determined by taking as their starting 

point a study of the fluent reader. Instead of starting in a 

natural progression from the earl y stages, Potts said that 

they now worked . bac kwards ' : 

We say "What is a fluent reader?" We start from 
where the students are and work backwards that 
way ... it seems obvious to start from where they 
are anyway because so few of them have had 
problems in the early stages .... They can ' t 
remember learning to read and we provide them with 
a course which emphasises a psycholinguistic 
approach. 

Interview 23 May 1986 

Potts said that he tried to develop the student teachers ' 

critical reading skills, getting them to read between and 

beyond the lines. The student teachers then went on to learn 

about activities that develop and extend a reader ' s 

comprehension by doing the activities themselves activities 

such as cloze procedure, sequencing and prediction 

exercises. 

This appears to be contrary to the order in which the reading 

teaching course is organised in years 1 and 2. Potts 

e xplained that the order of the reading course was based on 

the idea that the teacher needs to know where the children 

have come from and where they are heading. Because of this, 

an overview af initial reading teaching approaches is 

provided in the first year before they move on to the higher 

order reading skills in the second year. 
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An examination of the reading course in years 1 and 2 as well 

as the optional course in the 4th year shows that very little 

time is made available for the study of children's literature 

and recreational reading . In response to this Potts expressed 

a belief in the importance of children's literature. He said 

that the English Department was responsible for this part of 

their training but that he was not familiar with the details 

of the course. 

This in itself is worrying as it can be argued that tutors 

presenting reading teaching courses ought to know what 

colleagues include in their programmes. A failure to do this 

may result in student teachers experiencing reading teaching 

courses which suffer from omissions or repetitions . 

Unfortunately no course outline of the L.I . H.E. children's 

lite r ature course offered 

available. 

by the English Department was 

ON THE TEACHING OF LANGUAGE IN SCHOOLS. 

Despite a considerable amount of in-service work being 

conducted, Potts expressed concern about the general standard 

of language teaching in many schools : 

.... frankly, I still despair at the teaching of 
language. I still think it is antiquated even here. 
It's still all too often a case of get your 
exercise book out . It's a case of formal grammar 
and so on. There is still in many schools an 
emphasis on reading aloud to the teacher and this 
is one thing I really am trying to break down with 
the students. 

Interview 25 May 1986 

The use of reading schemes in junior schools was also 

criticised by Potts. He felt that where children have become 

fluent enough in reading, the continued use of reading 

them to schemes inhibits their progress rather than enabling 

develop and extend their reading skills . Potts believes t hat 

insufficient emphasi s is placed on developing reading 
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strategies. HWe ' re not bad on mastering the basic ski l ls. " he 

said, "but using those skills ... is where we are weakest" 

(interview 25 May 1986). 

In the interview~ Potts was critical of traditional 

comprehension exercises as used in many schools. He 

commented that such exercises did not test comprehension at 

all, seeing them as mere memory tests. He said the exercises 

were restricted to questioning the reader a t a literal 

level. 

ON CHANGE IN SCHOOLS. 

Potts was of the opinion that the Bullock Report had had a 

limited influence on schools. On the changes which had taken 

place in language teaching in general, Potts expressed the 

opinion that the process of change had slowed down during the 

preceding six years and that the current period could be seen 

more as one in which consolidation was taking place. He 

described it as a period during which there has been II ••• a 

tendency to sort out the ideas that came out of Bullock and 

the APU (the Assessment of Performance Unit)." However, 

resistance to change was also a problem. He was critical of 

teachers who resist change in language teaching : 

If 

... the education system is rather conservative, and 
change doesn't come easily. Teachers are always 
ready to make excuses why they cannot (try) the 
innovation ..... I am rather surprised in language 
(teaching) because the thing that upsets me is that 
whereas you will see (teachers) doing 
innovative 
to language 
book out ' . 

environmental studies, when it comes 
they will still resort to 'take your 

Potts - interview 25 May 1986. 

Potts is right, the advances in language and reading 

teachi n g appear to have been minimal. From the evidence 

pro v ided in c hapters three and fo ur of this stud y , it seems 

t hat his pessim i stic outlook may n ot be unfounded. 
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It has been noted how the L.I.H.E. reading course for all 

student teachers preparing to teach in children aged 7-11 was 

allocated 22 contact hours, which was less than 161. of the 

contact time allocated to language teaching. The situation at 

King Alfred ' s College, Winchester, was very different. 

KING ALFRED'S COLLEGE, WINCHESTER. 

King Alfred's 

B.Ed.(Honours) 

College 

degree 

(K.A.C . ) offers 

as distinct 

a four year 

from their (now 

discontinued) three year B.Ed, degree, In the K,A,C, 

Undergraduate Prospectus of 1984, 

is described as providing 

the B,Ed, (Honours) degree 

... preparation as a generalist 
range 4-12, and is for teachers 
broad spread of the curriculum, 
on one of the following options: 
years, , , 

(covering) the age 
who wish to teach a 

with concentration 
4-9 years, 8-12 

K.A.C, Undergraduate Prospectus 1984: 8 

GENERAL OUTLINE OF THE B.Ed HONOURS DEGREE. 

For all students there are two components in the degree: 

Professional Studies and a Special Subject. 

Professional Studies is made up of three parts: Curriculum 

Studies, Foundation Studies and School Experience. 

Curriculum Studies comprises a study of the range of subjects 

taught in the primary school, usually separated into the 

appropriate 4-9 or 8-12 year options. 

Foundation Studies is a study of broad educational issues 

such as child development, how children learn, issues and 

problems affecting children, principles of classroom 

learning, the relationship between schools and society and 

the aims and development of the primary school curr-iculum. 
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School Expe~ience is often ~efe~~ed to as Extended School 

Experience (E. S. E. ) o~ Teaching P~actice. It includes day 

visits to schools . 

The Special Subject 

student teache~'s total 

occupying about one thi~d of the 

time - is the study of a subject 

selected f~om a~t, biological sciences, education studies, 

English, F~ench, geog~aphy, human movement studies, 

mathematics, music or religious studies. 

Table 17 illust~ates the time allocation of the deg~ee, o~ 

' weighting' of the cou~sewo~k as K.A.C. ~efe~s to it. 

TABLE 17: K.A.C. TIME ALLOCATION OR 'WEIGHTING' OF 
COURSEWORK: (as a pe~centage) 

Yea~ Cu~~iculum Studies Foundation Studies Special Subject 

1 10,81 5,41 10,81 

2 10,81 5,41 10,81 

3 13,50 5,41 8,11 

4 10,81 2,70 5,41 

To ta I : 45,93 18,93 35,14 

Teaching P~actice of 20 
pe~iod is not included in 

weeks du~ation ove~ the fou~ 
these calculations. 

year 

Thus the students spent almost half thei~ lectu~e time 

wo~king in the field of cu~~iculum studies, about a thi~d of 

thei~ time on thei~ special subject and the balance on 

foundation studies. 

The Cu~~iculum Studies Gene~alist 8-12 p~og~amme is 

illust~ated in Diag~am 3. Language blocks a~e highlighted. 
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-------------------------------------------------------------
DIAGRAM 3. K.A.C. CURRICULUM STUDIES 8-12 O~TION. 
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TEACHING ~RACTICE IN THE 8.Ed HONOURS COURSE. 

It was noted in Table 17 that 20 weeks were spent on teaching 

practice during the four ypars. In an academic year totalling 

31 weeks, this meant that teaching practice took up 16% of 

their four year course . What is noteworthy however, was the 
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timing and duration of the teaching practice periods which 

were arranged to provide the student teachers 

increasing exposure to teaching aver the four year 

with an 

period. 

The model is warth consideration by institutions which have 

teaching practice organised tao late in their course 

structure or in tao concentrated a farm. 

The pattern is shawn in Table 18. 

TA8LE 18: K.A.C. TIMING AND DURATION OF TEACHING PRACTICE. 

(ESE: Continuous extended school experience.) 

Year Term Detail 

1 1 3 visits to schools 

2 5 x 1 day visits to schools 
3 weeks ESE 

3 

2 4 

5 4 weeks ESE 

6 

3 7 

8 5 weeks ESE 

9 

4 10 7 weeks ESE 

11 

12 

The students thus complete nineteen weeks of extended school 

experience, as well as day visits, spread aver the four year 

period, in an arrangement which has each experience slightly 

longe r than the previous one. 
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TH E LANG UAGE AND READING COURSES IN GREA TER DETAIL. 

As s een i n diagram 3 , considera ti on of language teaching for 

all students takes place in: 

Year- 1: Ter-m 2 and Ter-m 3 

Year- 2: Ter-m 1 and Ter-m 3 

Year- 4: Ter-m 2. 

For- those student teacher-s who op t to specialise in language 

teaching, a cour-se is completed in Year- 3, ter-ms 1 and 3. In 

diagr-am 3 this is classified as ' Teaching of a Selected 

Curriculum Area ' ( Tc hg • of selec. Cur- . Ar-ea) • Tutor-s and 

students r-efer to this as the 'TESCA ' pr-ogr-amme. 

The K.A. C . cour-se is notable for- the pr-ogr-essive development 

of experience that the student teacher-s gain in lear-ning 

about r-eading teaching . The student teacher-s consider- aspects 

of r-eading teaching, for- example, in the fir-st, second and 

four-th y ear- of the cour-se , while those opting to specialise 

in the teaching of language complete fur-ther- wor-k in their­

thir-d and four-th year-s of study. Exper-ience in schools is 

gained in each of the four- year-s , enabling the student to 

apply theor-y to pr-actice in an e v er- mor-e meaningful way. 

THE K.A.C. LANGUAGE AND READING COURSE SYLLABUS AND CONTACT 

TIME: 8-12 SPECIALISATION. 

It will be shown that r-eading teaching so 

K.A.C. language c our-se that ther-e is no point 

done i n the case 

dominates the 

in 

of 

descr-ibing 

the Ox for-d each in t urn as was 

Polytechnic and L.I . H.E . courses. To highlight topics dealing 

with r-eading teaching, italics will be used. 
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YEAR 1 TERMS 2 AND 3. 

Fifteen meetings of two unit hou~s a~e held - making a total 

of 30 hours. Five sessions are held in term 1, while sessions 

6 to 15 a~e held in te~m 3 . 

Table 19 sets out the language and ~eading cou~se as well as 

the allocated contact time. 

TABLE 19: K.A.C. YEAR 1 LANGUAGE COURSE SYLLABUS AND CONTACT 
TIME: 8-12 OPTION. 

Sessions 

1 to 5 

6 to 15 

Topics 

The importance of literacy 
Introduction to childrens ' literature. 
Reading and telling stories. 

Stories continued. 
Hearing reading 
C~eative w~iting. 

D~ama. 

Background to teaching literacy in 
infant and junior schools. 
Poet~y. 

Tota 1 : 

Contact time 
(hou~s) 

10 

20 

30 hou~s 

The time allocated to ~eading teaching du~ing the fi~st yea~ 

is app~oximately 24 hou~s, and it can be seen that the cou~se 

is an int~oduction to the impo~tance of ~eading and the value 

of sto~y. 

YEAR 2 TERMS 4 AND 6. 

Eighteen meetings of two hou~s each a~e held du~ing the fi~st 

and thi~d te~ms. Thus 36 hou~s a~e allocated to language 

teaching in Yea~ 2. 

Table 20 lists the syllabus followed du~ing Yea~ 2 . 
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TABLE 20: K.A.C. YEAR 2 LANGUAGE COURSE SYLLABUS AND CONTACT 
TIME: 8-12 OPTION. 

Session 

1 
2 
3 
4 
5 
6 

7 

8 
9 

10 
11 
12 
13 

14 
15 
16 
17 

18 

Topics 

Introduction 
The nature of reading. 
Visiting speaker on reading. 
Approaches to reading. 
Reading schemes. 
Reading 360: examination of the 
scheme. 
Student evaluation of reading 
schemes. 
Reading development. 
DARTS. 
Reading 
Reading 
Review 
Remedial 
school 

development and topic work. 
devel opmen t. 

of literature on reading. 
reading in the primary 

Review of literature on writing. 
Initiating writing. 
Marking and responding to writing. 
Spelling, punctuation, grammar and 
handwriting. 
The development of writing. 

Total: 

Contact time 
(hours) 

All sessions 
2 hours each 

36 hours 

Reading teaching topics are allocated 24 of the 36 hours. The 

focus of the reading teaching topics deal with initial 

reading, which then shifts to the development and extension 

of functional reading skills. 

It is clear from Diagram 3 that a teaching practice period 

occurs midway through this course which means that the 

student teachers will only have started considering reading 

development and extension programmes before embarking on 

their second of four extended periods of teaching practice. 

YEAR 4 TERM 2. 

The course has seven sessions, each of two unit hours 

duration, thus totalling 14 hours. Table 21 

term 2 syllabus and contact time. 
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TABLE 21: K.A.C. YEAR 4 LANGUAGE COURSE SYLLABUS AND CONTACT 
TIME: 8-12 OPTION. 

Session 

1 

2 

3 

4 

5 
6 

7 

Topics Contact time 
(Hours) 

Individual testing and diagnostic All sessions 
investigdtion; miscue dnalysis. 2 hours each 
Books for slow learners; visual 
impact; analysis of vocabulary. 
Apparatus and techniques for developing 
reading sub-skills. 
Support agencies: reading centres and 
the Schools Psychological Service. 
Spelling and the poor reader. 
Capitalising on children ' s interests 
and experiences. 
School organisation and catering for 
individual needs. 

Total 14 hours 

This fourth year course is exclusively concerned with reading 

teaching, the main focus being on reading problems. It can be 

argued that the fourth year course is appropriately 

positioned as the student teac hers have experienced four 

teaching practice periods and therefore are experienced 

enough to assess normal progress against which problems could 

be set. 

THE K.A.C. ' TESCA' OPTION IN LANGUAGE TEACHING. 

It has been noted how student teachers completing the K.A.C. 

B.Ed. (Honours) course can opt to study language teaching (or 

any other selected subject from the primary 

curriculum) during the first term of the third year. 

school 

Those 

their student teachers who select English teac hing as 

curriculum option negotiate with their tutors the nature of 

the topic or topics to be explored. As an example, the 1986 

cohort studied the role of talk in learning by tape recording 

children at work and analysing the children ' s talk. 
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While the student teachers can opt to study aspects of 

reading teaching in the TESCA option, the TESCA programme is 

not included in the analysis of reading teaching at K.A.C. 

as it is an optional course and its syllabus coverage is 

negotiable. 

THE K.A.C. LANGUAGE AND READING TEACHING COURSE: A CONCERN. 

Table 22 summarises the contact hours allocated to reading 

teaching and other language topics at K.A.C .. 

TABLE 22: K.A.C. LANGUAGE AND READING COURSE CONTACT TIME: 8-
12 OPTION. 

Year Reading topics Other topics Total 

1 24 6 30 
2 24 12 36 
4 14 0 14 

Total 62 hours 18 hours 80 hours 

I. 77,5 22,5 100 

It can be seen that the language course for all student 

teachers taking the 8-12 option experience 80 hours of 

language teaching time, of which 62 hours are allocated to 

reading teaching. The contact hours allocated to reading 

teaching provide the opportunity for good coverage of reading 

teaching, but course developers need to ask whether other 

aspects of language teaching can be dealt with adequately in 

18 hours? 

Also in this chapter consideration must be given to the 

problem of change in FITE courses during the period 1986 to 

1990, together with the views of some tutors about the 

changes. A summary of the courses described will also be 

given for comparative purposes. 
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THE PROBLEM OF CHANGE IN FITE COURSES. 

in chapter three, any information about teacher As noted 

training courses becomes outdated within a very short period 

of time. 

controlling 

This 

the 

is exacerbated 

accreditation 

when 

of 

national authorities 

introduce 

respond. 

radical changes to which 

teacher qualifications 

the institutions have to 

The survey of reading teaching courses offered at the three 

i nstitutions described above was conducted in 1986 and a 

follow-up visit made in 1990. As noted in chapter four, it 

was during the period 1985 to 1990 that institutions were 

obliged to respond to the requirements and pressures of 

various agencies. The major influences included those 

recommendations, requirements and pressures brought about by 

the Council for National Ac ademic Awards, the Council for the 

Accreditation of Teacher Education ('CATE l' of April 1984 

and 'CATE 2 ' of November 1989), the Education Reform Bill of 

November 1987, the Kingman Report of 1988 and the National 

Curriculum proposals published at various times during this 

period. Teacher training institutions have had to re-examine 

their courses in broad outline and in detail, with the result 

that these institutions have introduced considerable changes 

during this period. This has affected the three institutions 

examined in this study. In the follow-up visits in 1990 it 

became clear that the courses described in 1986 had changed 

or were being changed in order to satisfy the new criteria. 

Many of the revisions had yet to be finalised. Because these 

course revisions, particularly those in response to ' CATE 2' 

of November 1989 had not been finalised, this study uses the 

courses that existed in 1986 as the platform or common base 

from which further observations and comparisons will be made. 

A further reason for using the 1986 models is that in 

interviewing Leah , Moyle and Tann in 1990, it became apparent 

that many of the changes being introduced were viewed 

negatively. This is demonstrated in the following responses, 

based on taped interviews. 
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SOME VIEWS OF LEAH. MOYLE AND TANN ON THE CHANGES BEING 

INTRODUCED TO FITE COURSES IN ENGLAND. 1986 - 1990. 

Leah of King Alfred ' s College expressed concern about the 

nature of the new language courses being developed in 

response to 'CATE 2' Because of the increase in time set 

aside for SubJect Studies (up from 351. to 501. ) , the 

Foundations Studies component at 

Leah commented: 

K.A.C. has been dropped. 

Leah 

In 1985-6 we had a course for all students on 
Language and Learning, which was background 
knowledge about language and its importance. That 
was the Foundation Studies course. It had to go 
because the CATE criteria said (there should be) 501. 
subject studies. The understanding was that 
Language and Learning would be done via Applied 
Studies the language and learning of the 
individual study. That mayor may not have happened, 
but it ' s gone completely out of the control of 
people who are working on the teaching studies 
side of the degree. 

Leah - interview 6 July 1990 

is concerned about all of the students not getting a 

basic course in language and learning. She believes, as a 

result of this, that curriculum studies programme 

affected: 

Our position has moved into simply the 
curriculum bits of the teaching of writing, 
reading, the role of oracy, dabbling in poetry, 
dabbling in children's literature. The 
curriculum work has nat been cut down in 
time ... we have the same amount of time for 
curriculum work, but we're not doing it with any 
background work going on anywhere else. 

is 

This concern about the student teachers not getting a sound, 

basic, well founded underpinning of language and learning as 

well as 

studies 

the consequences of this in 

is echoed by Moyle and Tann. 

" ... constant changing of goal posts" 

terms of curr-iculum 

Moyle referred to the 

the and worried about 

balance in FITE courses. He expressed his concern as follows: 
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I think that colleges have gone too heavily 
promoting language across the curriculum and 
atmosphere the idea of interest, motivation 
and so on - but that all too often the student 
hasn ' t the back-up to do the detail ... there is a 
balance and if the teacher hasn't got the ability 
to teach the support skills, then these things are 
not going to happen. 

Moyle interview 26 June 1990 

In 1990 Tann was provided with a copy of part of this study 

in which the Oxford Polytechnic language and reading course 

is described. Asked to compare the 1986 course with the 1990 

course, Tann said that the 1990 language course outlines 

have " ... remained substantially the same .. .. .. I. and that on 

looking through them she sees " •.. little differences, but I 

think they are insubstantial differences ... tI and felt that 

the information " .. • still holds true" (Tann interview 25 June 

1990) . Asked what major changes have been made since 1986, 

her response is an interesting one. In terms of the 

requirement that the student teachers spend more time in 

schools (refer CATE 1 and CATE 2, chapter four) Tann said: 

I think in terms of the (Oxford Polytechnic) 
language of thought and feeling module the students 
are working with the children more often and 
the increase in time spent with the children is 
divided between observational work and children 
using language across the curriculum and not 
just in language sessions - and also of them 
teaching more. So they are doing more of both 
of these activities so thay have less time for 
any input or feedback on the observations which 
they have (made). So they are left very much to 
their own devices in terms of following that 
up. I think that is a trend throughout. The 
government has been pushing for more time with 
the children, which to my mind means the 
students are going to be doing more and 
thin k ing less . 

Tann interview 25 June 1990 

Describing that as the I'main change" in the first year 

course, Tann saw the other changes as "cosmetic" .. Referring 

to the Year 1 Term 3 module (teaching and learning across the 

curr i culum ) , 

essentially 

in school. 

Tann aga i n noted that this " .. . . has remained 

the same but with this change of increased time 

So they are doing more but have less support in 
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their conceptual thinking." Tann r epeatedly e xpressed c oncern 

about the quality of the understanding of fundamental 

principles that student teachers will get in terms of the 

amount of time they have to spend in schools. 

It was put to Tann that because of the new demands created by 

the introduction of the National Curriculum, reading teaching 

course contact time had been cut. Would beginner teachers be 

equipped or qualified to teach reading as they took up 

first teaching post? Tann responded: 

I think that the knowledge base that is 
required of teachers is increasing and yet the time 
we are allowed to have contact with students to 
provide any of that knowledge base is decreasing. 
Because the more they are pushed into 
schools, the more they get better at 
thinking up little activities to entertain the 
children, managing and controlling, and all sorts 
of things that end up at very mundane level(s) of 
crowd control . But they don ' t have time for 
grappling with the conceptual framework, 
so they really can analyse what they are 
doing and analyse what the children are 
learning because we don ' t have that 
opportunity to develop that knowledge base at 
College. So their practical skills get better but 
they are not properly underpinned . It just becomes 
busy work . They don ' t know why or how. I 
think that is a very real concern. 

Tann - interview 25 June 1990 

their 

The requirements in the Special Subject Study as defined in 

Circular No 24/89 ('CATE 2') have meant that most 

institutions have had to increase the amount of time 

allocated to this part of the B.Ed. degree. 

that it is in the Special Sub j ect Study 

teachers have to learn how the sub j ect 

Noting, as well, 

that the student 

is taught in the 

primary school , Leah pointed out that this has meant that at 

K.A.C. the TESCA course in English teaching in the primary 

school offe r ed as an option for all students has had to fall 

away . In describing this as a "huge regret", she e x plained 

the consequences , as well as commenting on some of the other 

changes wh i ch have been introduced as a result of the 

implemen t ation of CATE 1 a n d CATE 2 criteria: 
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Leah Tesca had space in it for experimentation and to 
work with children. Students could come up with 
ideas. That has now been moved to Applied Studies 
English so the only ones doing (the TESCA 
English in the primary curriculum) are those who 
are doing English as a Special Subject. It means 
every student who does not do English cannot do 
this course. 

McKellar: And what about the children's literature component? 

Leah: There is some in the first year - but it's minimal 
for all students. It doesn't occur anywhere else in 
the degree except for those doing English as a 
Special Subject. The bulk of students then only 
have the limited first year exposure. 

McKellar: How do you feel about that? 

Leah: Horrible. 
impact on 
people have 

I mean we don't seem to 
changing it because the 
501. of the degree. 

be able to make 
Special Subject 

Tann's views about increased subject specialization in the 

new proposals also suggest 

reconsidered. 

that this development should be 

Tann 

McKellar: 

Tann: 

It is the notion of subject specialization 
is false for primary education because they 
generalist teachers at the primary level. 
need more time to become generalists in 
subjects and not to have this great wad of 
becoming specialists in one. We have 
acknowledge that primary teachers are at 
moment generalists and yet we are trying 
give them a specialist training .... it seems 
be very much a secondary (school) model. 

Is this a widespread concern? 

that 
are 

They 
all 

time 
to 

the 
to 
to 

Yes. Especially at initial teacher training level. 

Tann's concern about recent developments are thoughtful and 

worth consideration. The following record of her response to 

the question that follows is given in full as it it is very 

pertinent. 

McKellar: Will the influence of CATE, the National Curriculum 
and the Kingman Report result in teachers going out 
less well prepared or equipped to teach reading? 
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Tann: I think it is very easy to be very pessimistic that 
it is highly likely that most teachers will go out 
less well equipped, really being able to understand 
what (it ' s about). They will be able to do reading 
at a superficial level. They will put books in 
front of children and hear children read and tick 
them off . .... but they will do it in a very 
uninformed way . I think that there is a very great 
danger that this will happen. 

But it isn't inevitable. It is going to take a lot 
of hard work and imagination to ensure that this 
won't happen . It ' s going to be hard for it not to 
happen . If students are going out to be in schools 
more, they are going to pick up what the 
teacher does . And one of the whole reasons for the 
National Curriculum is that we are told teachers 
weren't doing it right - so they are going to be 
copying the people who aren't doing it right . There 
aren't enough good models out there, so students 
will pick up not particularly good habits, but 
habits which will get them by, unless we do 
something fairly drastic like • .. changing our own 
teaching strategies and practices, being much more 
rigorous about how we monitor and structure and 
guide the time they do spend in school, unless 
we have much better contact with classroom teachers 
who are going to be their monitors, to show them 
how we want them to be monitors and what we want 
them to monitor . 

Tann said that tutors would have to provide II .. . a lot 

more .. . 01 in the form of text books, handouts and other 

materials if the student teachers were to acquire a basic 

knowledge which would underpin practice. The problem, 

however , was the decrease in contact time. Tann said that if 

tutors did not have time to talk to and teach the student 

teachers Ilface to face lt the student teachers would then have 

to "pick it up for themselves!!. In addition Tann felt that 

tutors would have to find better ways of assessing how 

student teachers used their spare time. If this was not done, 

she foresaw a lowering of standards in terms of teacher 

quality at the initial qualifying level: 
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(If) we do not do all of these things then we are 
going to get an awful lot worse teachers going out 
and my fear is that because the teachers in the 
schools are so busy and so hectic at present, and 
because things are so hectic here, it is highly 
likely that we won't have the time as teacher 
trainers to put into the preparation of courses and 
all this extra structuring etcetera, to make 
them as good as they could be and it will end up 
being second rate if not third rate - and therefore 
the teaching of reading will suffer. It isn't 
inevitable but the government is making it as near 
as to the inevitable as possible because they are 
not providing us with the time or the resources to 
be able to put all that extra effort in. If you 
want new courses that are going to be taught in a 
new way, you have to re-orientate, you have to 
replan, you have to rethink and all the rest of it 
- and thinking is not on anybody's agenda. 

Tann interview 25 June 1990. 

Tann's worry that too many teachers are not suitable as 

role models or tutors for student teachers appears to 

have been endorsed by the Education Minister, Tim Eggar. The 

irony of this report in the Daily Telegraph ~n November 1990 

underlines the point. The report is headlined 

SCHOOL LESSONS TO END TEACHER TRAINING ERRORS. 

The vast majority of teachers in England and 
Wales are inadequately trained for their jobs, and 
their pupils are having to live with the 
consequences, Mr Tim Eggar, Education Minister, 
said yesterday. Announcing a radical change ~n 

Government policy, he said most teachers would in 
future be trained in schools instead of in 
teacher training institutions. 

The Daily Telegraph 
30 November 1990: 10 

Rather than introduce "radical change", it might have been 

worthwhile 

professional 

the debate: 

for the policy makers to take more heed of 

educators such as Moyle have to contribute 
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If you get the frequency of year after year of 
change being made, there is never a point in which 
you can say what has been successful, because you 
have to have a fairly static situation in order to 
develop any measurement instrument of any sort to 
appraise what is going (on). 

Moyle - interview 26 June 1990. 

SUMMARY AND CONCLUSIONS FROM THIS EXAMINATION OF THREE 

INSTITUTIONS IN ENGLAND. 

This chapter has examined three FITE language courses. The 

reading teaching syllabuses were identified and the amount of 

time allocated to language courses in general 

teaching in particular has been established. 

In the 1987 DES report Quality in Schools: 

and reading 

the Initial 

Training of Teachers it was reported that the average time 

allocation for language courses at the thirty institutions 

examined was 100 hours (refer chapter four of this study). No 

figure was provided as to the number of contact hours 

allocated to reading teaching. 

Table 23 reflects the amount of timetabled contact time for 

language for all students completing FITE courses for 

teaching senior primary children, 

examined in this study. 

at the three institutions 

TABLE 23: TIMETABLED CONTACT TIME: LANGUAGE COURSES FOR 
SENIOR PRIMARY STUDENT TEACHERS AT THREE INSTITUTIONS IN 
ENGLAND . 

Year 1 2 3 4 TOTAL 

1. Liverpool Institute of 36 54 50 140 
Higher Education 

2. King Alfred's College 30 36 14 80 

3. Oxford Polytechnic 36 27 63 
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The total number of hours at the three institutions examined 

shows how misleading an average can be . In the case of the 

Oxford Polytechnic in particular, the total number of hours 

allocated to language courses was very low . 

The 1987 DES report also noted how " ... some institutions 

encouraged students to top up their compulsory courses with 

language related options, for instance on children's 

literature ... " (DES 1987: 66). This was the case in each of 

the institutions examined in this chapter, but it could be 

argued that if language teaching is accepted as a cornerstone 

of primary education, such courses should be compulsory. 

The DES report also claimed that " ... in the majority of 

instances the time was well distributed ... " (DES 1987: 66). 

The distribution of time in Table 23 shows that only one 

institution (K.A.C.) had a language course during the final 

year of training - and then only 14 hours were allocated to 

it. From the sample examined it can be argued that the 

majority of student teachers would take up their first 

teaching post without having considered language teaching 

issues during the preceding fifteen months. 

It was seen in chapter four of this study that the same 1987 

DES report claimed that "lllI the courses took a comprehensive 

view of the reading process as involving talking and 

listening, and as being related to writinc::;" (DES 1987: 

66)(Italics mine). In terms of the description of courses 

offered at the sample of institutions examined in this study 

as well as the differences in time allocated to reading 

teaching, it is arguable whether the HMI report permits 

complacency about the courses offered. 

time are collated in Table 24 and the 

The differences 

question asked 

in 

is 

whether a comprehensive view of the reading process could be 

gained at each of the institutions in the time available? 
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TABLE 24: ALLOCATION OF CONTACT TIME TO READING TEACHING 
COURSES FOR SENIOR PRIMARY TEACHERS AT THREE INSTITUTIONS IN 
ENGLAND. 

1. 

2. 

3. 

King Alfred's College 

Liverpool Institute of 
Higher Education 

Oxford Polytechnic 

64 hours 

22 hours 

15 hours. 

In terms of the "competing priorities" referred to by the HMI 

at the end of chapter four and the range of time allocation 

ref lected in Table 24, it is doubtful whether the 

institutions could be said to provide reading teaching 

courses which paid close enough attention to all aspects of 

reading teaching. 

An examination of the syllabuses also shows that too much 

attention is paid to initial reading teaching and not enough 

to reading development and extension programmes in functional 

and recreational reading. 

This chapter also recorded the views of the tutors from the 

selected English institutions about the effects of 

developments such as 'CATE 1', the Education Reform Act, the 

National Curriculum and 'CATE 2 ' during the period 19B5 to 

1990. The views of Leah, Moyle and Tann, each interviewed in 

June 1990, provide the final perspective. 

Question put to Leah of King Alfred's College: 

Are student teachers being better prepared to 
teach reading than was the case in 1985/6? Or are 
you alarmed about what is happening? 

The alarm gets to panic proportions when 
actually begin to look very closely at what 
are delivering now as compared to what (we) 
delivering in 1985-6. 
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Question put to Tann, Oxfo ~d Polytechnic: 

In te~ms of the ~equi~ements of the national 
cu~~iculum . do you think that the students a~e 

being p~epa~ed adequately to cope with thei~ 

ea~ly yea~s of teaching to achieve those ends 
if in fact you haven ' t the time to teach o~ 

g~apple with ~eading teaching du~ing thei~ 

initial teache~ t~aining? 

Tann: 

I think it is getting a lot wo~se. 

Question put to Moyle, Edge Hill College of 
Education. 

In 1986 you said that many gains had been made in 
~eading teaching techniques . • . You said we needed a 
time of consolidation and you fea~ed the new CATE 
p~oposals would not allow fo~ this 
consolidation. Do you think you~ fea~s 

mate~ialised? 

Moyle: 

r think they a~e wo~se than I fea~ed. 

=============================================================== 
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CHAPTER 6: B~CHELOR OF PRIN~RY EDUC~TION DEGREES AT THREE 

SOUTH AFRICAN UNIVERSITIES . 

... it seems to me impossible to avoid the 
conclusion that there is no institution which can 
adequately train men and women for (the teaching) 
profession save one of University rank. 

Adamson J 1937 cited in 
Rose and Tunmer 1975:291 

UNIVERSITY INVOLVEMENT IN FITE COURSES FOR PRIMARY TEACHERS. 

As Clark has pointed out, universities in South Africa have a 

long tradition of involvement in FITE courses for primary 

teachers (Clark 1978: 2-3) . He notes that "South African 

universities have been more directly involved in the training 

of primary teachers than their counterparts in Britain" 

( 1978: 2). This may surprise many, but is supported by the 

research of Rose and Tunmer (1975), Behr (198B) and Robertson 

( 1990) • 8ehr points out that in England the preparation of 

secondary school teachers was the responsibility of the 

universities, but that " ... there was no real contact between 

universities and the training colleges" (Behr 1988:151). This 

type of collaboration was seen in certain South African 

universities as far back as the late 1890·s. These links, for 

example, can be traced back to 1895 (Victoria College, later 

to become the University of Stellenbosch) (8ehr 1988: 160), 

to the Transvaal in 1908 (Ibid: 58) and the UniverSity of 

the Orange Free State in 1951 (Ibid: 63). 8ehr sums up the 

part universities in South Africa have played in FITE courses 

for primary and secondary teachers: 

All the universities in South Africa have, since 
their inception, concerned themselves with 
providing .... courses directed at the initial 
professional preparation of primary and secondary 
teachers ... during the present century the 
universities have come to play an important part in 
the training of teachers. 

8ehr 1988:163 
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Whether universities provide FITE courses which adequately 

prepare teachers for their task is often contested, 

not a recent debate: 

and is 

The universities are not delivering the goods •.. we 
want more skill, far more definitely useful 
training, than we are now getting, and if the 
professors want to control the training of 
teachers, they must come out of the clouds of the 
Academe, and roll a little in the garden of the 
primary school . • . 

Annual Report, Natal Education Department, 
1929, quoted in Clark 1978: 1 

It appears, then, that while South African universities have 

been involved in primary education for some time, some people 

believe that the university training primary teachers receive 

is not adequate or appropriate to the needs of teachers in 

primary schools. This study now examines whether or not a 

sample of English speaking universities 'roll a little in the 

garden of the primary school' with special reference to 

English as first language reading teaching courses for senior 

primary teachers. 

NATIONAL REQUIREMENTS FOR THE RECOGNITION OF DEGREES FOR 

TEACHING PURPOSES: CRITERIA FOR A FOUR YEAR DEGREE IN PRIMARY 

EDUCATION . 

South African universities as well as colleges of education 

and technikons offering degrees and diplomas for teaching 

purposes are required to conform to criteria prescribed by 

the national authority and specified in the document Criteria 

for the Evaluation of South African Qualifications for 

Employment in Education (Department of Education and Culture, 

1988). (This document will be referred to by the acronym CESAQ 

in this thesis, while the Department of Education and 

Culturee will be referred to as the DEC.) It is thus patent 

that all South African institutions offering FITE courses are 

not entirely independent. 
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The CESAQ criteria governing a four year bachelor's degree in 

education for the primary school are set out in Annexure 7 . 

For convenience, the criteria can be grouped into five main 

categories: a) academic courses b) professional studies 

c) practical courses d) teaching experience and e) other 

requirements. The CESAQ criteria specify the components of 

degrees and diplomas but not the content of each component. 

This means that teacher training institutions are free to 

decide on the content or syllabus of each curriculum area or 

component of the degree/diploma. The implications of this are 

that institutions are able to pursue individual philosophies 

broad structure of the CESAQ of education within the 

criteria. 

ACADEMIC COURSES. 

For the purpose of this study, 

to those courses which can 

'academic' courses will refer 

be seen as furthering the 

undergraduate's own personal education. In this sense, for 

example, the English I course offered in the Bachelor of Arts 

degree and completed by students registered for the four year 

primary education degree will be treated as an ' academic ' 

course, while English Professional Studies will be treated as 

dealing with the teaching of English in the primary school. 

The CESAQ criteria require that a degree in primary education 

should comply with the following minimum requirements. Each 

course is to be of the same standard as an undergraduate 

degree course. 

a) One course in each of the official languages ie. 

English 1 and Afrikaans 1. (The University of the 

Witwatersrand and Rhodes University allow student 

teachers to study a language other than Afrikaans. It is 

explained to these students that the successful 

completion of the degree will be recognized by the 

Committee of Universicy Principals, but that as their 

degree does not have Afrikaans as one of their courses, 

they will only be able to take up temporary posts in 
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state schools under the control of the Department of 

Education and Culture. Foreign student teachers from 

countries such as Zimbabwe and Zambia as well as many 

students from the 'homelands ' such as Transkei generally 

opt to study a language other than Afrikaans . ) 

b) Three courses in at 

subjects: 

least two of the following 

mathematics,history, geography, biblical studies, an 
African language, physical science, chemistry, physics, 
biology, zoology (but may not be taken with biology), 
botany (but may not be taken with biology), natural 
science, instrumental music, class music , art education, 
physical education, oral communication, school library 
and media science, school guidance and counselling, 
speech and drama . 

(These subjects are stipulated as they are considered to have 

relevance to the school curriculum.) 

c) Education which must include aspects of history of 

education, philosophy of education, 

education, sociology of education, and 

psychology of 

didactics must 

be taken at least up to second year university level. 

PROFESSIONAL STUDIES. 

This category includes the study of the content and teaching 

procedures of those subjects seen as the main branches of 

knowledge 

language, 

that make up the primary school curr-iculum: 

mathematics, history, geography, science and 

environmental education. For the senior primary Course it is 

specified by CESAQ ( 1988: 49) that the "method" of teaching 

at least three primary school subjects shall be included in 

the four year primary education degree. The nature, syllabus 

and duration of each subject is not stipulated. 
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PRACTICAL COURSES. 

This refers to those skills taught or developed in the 

primary school as required by CESAQ. The practical courses 

include art, school music, handcraft and physical 

educationlhuman movement studies. 

TEACHING EXPERIENCE. 

It is a requirement that the student teacher completes at 

least ten weeks of teaching practice. How or when this has to 

be done is not specified. 

OTHER REQUIREMENTS. 

Course developers have to include a course in Bible Education 

as well as Teaching Aids. By the latter is meant " ... aids 

used by a teacher in teaching, including the use 

school library, media science and other teaching aids" 

criteria, DEC 1988: 9). 

of the 

(CESAQ 

It can be argued that the CESAQ criteria are less specific 

than the criteria specified in England's DES Circulars No 

3/84 and 24/89 ( 'CATE l' and' CATE 2'). In the teaching of 

English in the primary school, for example, the duration of 

the course is not spelled out in the CESAQ criteria, whereas 

DES Circular 24/89 specifies that at least 100 hours should 

be devoted to the subject. 

How three South African universities interpret and apply the 

CESAQ criteria and the nature of their language courses, with 

particular reference to the teaching of reading, is now 

examined . 
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SURVEY OF THREE ENGLISH SPEAKING UNIVERSITIES IN SOUTH 

AFRICA. 

THE UNIVERSITIES SELECTED. 

At the outset of this thesis it was decided to stud y the 

reading teaching courses at three institutions in England and 

three in South Africa . The three South African universities 

selected are the University of the Witwatersrand in 

Johannesburg, Transvaal, The University of Natal (Durban) in 

Durban, Natal, and Rhodes University in Grahamstown, Cape 

Province. They were selected for several reasons . Firstly, 

they have an academic tradition which is similar to their 

counterparts in England. Secondly, their language of 

instruction is English. Thirdly , in terms of the considerable 

distances involved in visiting the institutions, they formed 

a more manageable geographical link for travel arrangements. 

Fourthly, the University of the Witwatersrand and the 

University of Natal (Durban) have combined with the 

Johannesburg College of Education and Edgewood College of 

Education respectively. It was postulated that this will have 

resulted in a ' blend' of college and university thinking in 

terms of the nature of the FITE courses they offer, 

especially in the case of professional studies and reading 

teaching courses in particular. 

Rhodes University has been included as it was at this 

university that the reading teaching course model examined in 

this thesis was developed, and student teachers were able to 

provide information about reading teaching in a sample of 

primary schools. 
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THE NOMENCLATURE OF FOUR YEAR FITE UNDERGRADUATE DEGREES. 

Whe~eas in 8~itain the fou~ yea~ FITE deg~ee cou~se fo~ 

p~ima~y teache~s is widely ~efe~~ed to as a 8achelo~ of 

Education (8.Ed), South Af~ican English speaking unive~sities 

~efe~ to the fou~ yea~ FITE deg~ee as the 8achelo~ of P~ima~y 

Education (8.P~im Ed). (In South Af~ica, the 8achelo~ of 

Education deg~ee offe~ed at these unive~sities is a Post­

G~aduate Honou~s deg~ee cou~se.) 

THE ANALYSIS PROCEDURE. 

The analysis of the deg~ees offe~ed at these institutions 

will focus on the gene~al st~uctu~e of the deg~ee, followed 

by a mo~e detailed examination of the English P~ofessional 

Studies cou~se. That, in turn, will be followed by an 

analysis of the ~eading teaching cou~ses. As was the case in 

chapte~ five, the analysis of the ~eading teaching cou~ses 

will focus on those components completed by all students; 

specialist options a~e excluded f~om the compa~ative figu~es 

as this study is conce~ned with the natu~e of ~eading 

teaching education and t~aining ~eceived by all 

teache~s qualifying to teach in English (fi~st 

senior primary schools. 

student 

language) 

THE UNIVERSITY OF WITWATERSRAND BACHELOR OF PRINARY EDUCATION 

DEaREE. 

Act No. 73 of 1969 sepa~ated the t~aining of teache~s fo~ 

seconda~y and p~ima~y schools. Teache~ colleges lost thei~ 

seconda~y school wo~k which was made the ~esponsibility of 

universities. The Act stated, howeve~, that 

The t~aining of white pe~sons as teache~s fo~ 

p~ima~y and p~e-p~ima~y schools shall be p~ovided 

at a college o~ a unive~sity: P~ovided that ... such 
t~aining shall be p~ovided at a college and a 
university in close co-operation with each other. 

Rose and Tunme~ 1975: 312 
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The University of Witwatersrand (WITS) and the Johannesburg 

College of Education (J.C.E.) have co-operated in the 

development of a Bachelor of Primary Education degree. The 

J.C.E. teaching staff are accredited WITS lecturers. 

In general terms the degree can be defined as being of 

concurrent format (refer Clark 1978:1), the students 

completing a mix of academic, professional and practical 

courses during each of the four years. 

is set out in Table 25. 

(See page 166.) 
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UNIVERSITY OF WITWATERSRAND/JOHANNESBURG COLLEGE OF EDUCATION 
BACHELOR OF PRIMARY EDUCATION DEGREE. 

Year 1 Year 2 Year 3 Year 4 

,. English I F 2a Educati on I J 3a Education 2 M 4a Education 3 
1b Afrikaans 1 Of 2b English 2 or 3b A further 4b A further course 
Zulu 1 .or an Afrikaans 2 or course at at first or second 
African language Zulu 2 first or year level froal 
1c one of lc A further second year Ic. (Students to have 

Biblical Studies I course at first . le,el frtllll Ie completed two courses 
or second year at second year level Biology I level from 1L plus one other course 

Geography I in their degree. 
Hi story 1 
Mathematics 1 
Physical SCience 1 
Zulu 1 

-Art I 
Library Science 1 
MuSic I 
Physical Education I 

Id Professional ~tudles A 2d Profess lanai 3c Professional G K 
Studies B Studies D -

(Math_tics) (Language) 

H 2~ Professional - Studies C - -
One of 
Art. Music. -Phys Ed. i 

Ie Teaching aids as -I 
part of 1 d above 4c Professional I N 

Studies F ! - -
Bible Educatio~ 

3 weeks I 3 weeks L 3 weeks 0 3 weeks 
3 weeks J weeks 3 veeks 3 weeKS 
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PROFESSIONAL STUDIES: ENGLISH TEACHING. 

The p~epa~ation of student teache~s to teach English in the 

senio~ p~ima~y school takes place in yea~s 1 and 3 of the 

degree, although yea~ 3 is the main pe~iod du~ing which 

this is done. An explanation of the P~ofessional Studies A 

cou~se in the fi~st yea~ of the deg~ee is ~equi~ed if one is 

to unde~stand this. 

This fi~st yea~ P~ofessional Studies cou~se has no sub-title 

but is conce~ned with int~oducing the students to the natu~e 

of the p~ima~y child as a lea~ne~ as well as those teaching 

skills which facilitate child~en's lea~ning. 

The aims of the cou~se a~e stated as: 

1. To 
the 
the 

begin to develop insights into the ~ole of 
lea~ne~. the teache~ and the school within 
st~uctu~ed lea~ning situation. 

2. To p~ovide oppo~tunities fo~ students to 
inte~act with lea~ne~s in diffe~ent situations. 

3. To develop in students an awa~eness of the 
facto~s involved in lea~ning. 

4. To develop teaching skills which facilitate 
child~en's lea~ning. 

Unive~sity of Witwate~s~andl 
Johannesbu~g College of Education 
Wo~k P~og~amme JCED 143 1991. 
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The syllabus ( Table 26 ) ~eflects the dive~si ty of the cou ~se. 

TABLE 26: WITS YEAR 1 PROFESSIONAL STUDIES CA) SYLLABUS: 

1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 

The cu~~iculum 
Lea~ning and teaching 
Teache~/pupil inte~action 

Obse~vation techniques 
Aims and objectives 
Evaluation and assessment 
Poetry and literature in the primary classroom. 
Lea~ning beyond the class~oom 
Unit and lesson planning 
Developing language ability 
Media education. 

At a fi~st glance this syllabus appea~s to be an illogical 

development, 

unde~standing 

pa~ticula~ly as a fi~st yea~ cou~se. A bette~ 

of the pu~pose and natu~e of the cou~se is 

p~ovided by cou~se co-o~dinato~ Rees 5 in an inte~view on the 

30th Ap~il 1991: 

The fi~st eight weeks we send the students into 
va~ious institutions once a week fo~ a bloc k of 
time (three to fou~ hou~s) and that ~anges from 
children lea~ning in second language (ie. they look 
at black education ) , handicapped child~en, and pre­
p~imary schools. The whole of the fi~st eight weeks 
is designed to suppo~t thei~ obse~vation. So we 
have lectures in child development (simplified 
because they haven · t sta~ted Education which is a 
problem fo~ us), how child~en lea~n, various styles 
of lea~ning, (and) movies showing styles of 
teaching and learning. We look at what makes a good 
teacher, what types of teachers there a~e ... all 
designed to suppo~t thei~ obse~vation . 

(Fu~the~mo~e) they ~ead novels about teaching 
and watch videos ... The idea is that the places 
they go to a~e not just the o~dinary p~ima ~y s chool 
that the y a~e used to and that they will end up in. 

te~ms of the amount of time and natu~e of attention paid In 

to the teaching of English in the p~imary school, Rees S 

pointed out the following: 
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We (then) 
teaching 
simply a 
we look 
teaching 
block on 

go into a block of so-called English 
but it is not designed as that its 

vehicle to teach about teaching in which 
at child~en's talk in the class~oom, 

poet~y in the p~ima~y school, and a big 
child~en ' s lite~atu~e and film ... 

Rees S explained that the cou~se also includes aspects of 

wo~k that CESAQ ~efe~s to as Teaching aids: 

We then have a sho~t block of about th~ee weeks 
which is st~ictly p~actical whe~e we teach them to 
make transparencies, use overhead projectors, write 
on the blackboa~d, make wo~k ca~ds, (and) w~ite 

lesson plans • 

.•. afte~ the second (teaching p~actice expe~ience) 

we do assessment and evaluation •.• and then a block 
of media lite~acy. 

Rees S - inte~view 30 Ap~il 1991. 

The cou~se is thus ve~y much a gene~al int~oduction to the 

wo~ld of the p~ima~y class~oom and the p~ima~y child. The 

mo~e specialised teaching of English takes place in yea~ 3. 

PROFESSIONAL STUDIES: YEAR 3 LANGUAGE TEACHING (SENIOR 

PRIMARY). 

Rees Sand To~~ens pointed out that the~e have been 

conside~able changes in the cou~se dealing with English 

P~ofessional Studies. In view of the inc~eased numbe~ of 

English as second language speake~s ~eading fo~ the deg~ee 

(~efe~~ed to as English L2 speake~s), 

have conflated English and Af~ikaans 

the cou~se develope~s 

and they now talk of 

English P~ofessional Studies as being a cou~se dealing with 

language teaching. Rees S believes that this cou~se will 

eventually become one dealing with South Af~ican languages. 

At p~esent the cou~se is such that the students pu~sue an 

extensive study of the teaching of English without focussing 

on it as being L1 o~ L2, although Rees S accepts that this 

means that it tends to be the teaching of English as fi~st 

language. She also points out that the~e is " ... a st~ong 

movement to have Zulu come into it as well" (Rees S 

inte~view 30.4.91). 
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These a~e impo~tant 

language teaching and, 

The needs of pupils 

pointe~s to futu~e developments in 

the~efo~e, the teaching of ~eading. 

whose mothe~ tongue is English ( Ll 

speake~s) diffe~ f~om the needs of pupils fo~ whom English is 

the second (o~ thi~d) language. The p~oblem is compounded by 

the fact that in schools unde~ the cont~ol of the Depa~tment 

of Education and T~aining (DET), the policy has been that 

child~en were taught in their mothe~ tongue fo~ the fi~st 

th~ee yea~s of thei~ schooling, afte~ which the language of 

inst~uction changed to one of the official languages 

Af~ikaans o~ English. This has meant that in the system of 

apa~theid education black child~en have been taught to ~ead 

in thei~ mothe~ tongue, and then had to conve~t to a second 

language of inst~uction (English o~ Af~ikaans) du~ing the 

ea~ly stage of thei~ senio~ p~ima~y schooling. The effects of 

this a~e beyond the scope of this study which is conce~ned 

with the teaching of ~eading to child~en whose fi~st language 

is English . Nonetheless, all English speaking South Af~ican 

teache~ t~aining institutions p~epa~ing teachers fo~ a South 

Africa f~eed of apa~theid education are going to have to 

develop st~ategies and cou~ses which will p~ovide fo~ the 

needs of the va~ious language g~oups. Fo~ example, at Rhodes 

Unive~sity in the Molteno P~oject, ~esea~ch has been 

conducted into ways in which child~en speaking a va~iety of 

Af~ican languages can be taught to ~ead in thei~ mothe~ 

tongue and subsequently assisted in the p~ocess of conve~ting 

to ~eading in English. 

Because the needs of child~en whose fi~st language is English 

a~e so diffe~ent to the needs of child~en fo~ whom English is 

a second language, the~e is a st~ong case fo~ a~guing that 

all student teache~s should be ~equi~ed to complete cou~ses 

in English language teaching which equip them with the 

knowledge and skills that allow them to be effective teache~s 

in the mo~e hete~ogeneous classes and schools that a post 

apa~theid society is likely to b~ing into being. Just as this 

study attempts to p~ovide a ~eading teaching model fo~ 

child~en whose fi~st language is English ~ega~dless of 

thei~ ~acial classification - it is a~gued that the~e is a 
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need for further research on reading teaching to children for 

whom English is the second language. 

In the case of the WITS English professional studies course, 

an attempt is made to handle the problem of first and second 

language teaching by classifying the English professional 

studies cou~se as a language course and considering the 

differences of Ll and L2 teaching within the course. The aims 

of the course are clear in this respect: 

The student teacher should have: 

1. An awareness of the principles of language 
education. 

2. An awareness of the conditions and needs of 
all pupils in the South African context. 

3. An awareness of the challenge and 
responsibility fundamental to teaching language. 

4 . Been equipped with a practical foundation of 
approaches and methods applicable to the 
teaching and assessment of language. 

University of Witwatersrand/ 
Johannesburg College of Education 

Work programme JCED 364 1991. 

Rees S commented on the changes taking place: 

The diffe~ence is, whereas befo~e we were 
teaching reading acquisition concentrating on 
First Language children who were reading in their 
mother tongue, we now are also dealing with 
children who are not reading in th~ir mother 
tongue and that is going to become more and 
more prominent as the years go by .... We spend a 
lot more time on beginning reading because our 
schools are open .... and many of the students are 
going to confront Standard 3 and 2 children who 
virtually have no reading - so we devote much 
more time to beginning reading instruction than 
we did when we expected their constituents to 
have come to them in the senior primary able to 
read more or less. So it ' s changed the focus of 
the course and that ' s going to be more and more 
so. At the moment it ' s not a problem because of 
the selection procedure (of children to schools) 

but that will drop away and the children will 
just come, reading or not reading. 

Rees S - i nterview 30 April 1991 
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The course outline is brief, something that Rees S ascribes 

to the fact that they are developing the course as it 

unfolds. Table 27 lists the syllabus. 

TABLE 27: WITS YEAR 3: PROFESSIONAL STUDIES (D) (LANGUAGE) 
SYLLABUS. 

1. Foundations of language 
2. Receptive and productive methods of developing L2. 
3. Poetry and drama : L1 
4. Developing reading: Ll and L2. 
5. Developing writing. 
6. Children'5 fiction. 

University of Witwatersrandl 
Johannesburg College of Education 

Work programme JCED 364 1991. 

More detail about the nature of the reading teaching course 

is provided later in this chapter. 

THE AMOUNT OF TIME AVAILABLE FOR READING TEACHING STUDIES AND 

RELATED ISSUES. 

THE YEAR PLAN. 

The WITS B.Prim. Ed. academic year is of thirty-three weeks 

duration with teaching practice taking place each year as 

shown in Diagram 4: 

172 



-------------------------------------------------------------
DIAGRAM 4: WITS: ACADEMIC YEAR AND TIMING OF TEACHING 

PRACTICE. 

Term Week no. Lecture weeks Teaching Practice 

1 1 1 
2 2 
3 3 

9 weeks 4 4 
5 5 
6 6 
7 7 
8 8 
9 9 

VACATION 

2 10 1 
11 2 
12 3 
13 4 

11 weeks 14 10 
15 11 
16 12 
17 13 
18 14 
19 15 
20 16 

VACATION 

3 21 17 
22 18 
23 19 

7 weeks 24 20 
25 5 
26 6 
27 7 

VACATION 

4 28 21 
29 22 
30 23 

6 weeks 31 24 
32 25 
33 26 

EXAMINATIONS 
-------------------------------------------------------------

Based on J.C.E. Calendar: 1991. 

173 



THE AMOUNT OF TIME ALLOCATED TO ENGLISH PROFESSIONAL STUDIES. 

According to Rees S, the approximate amount of time devoted 

to the teaching of English in the primary school in Years 1 

and 3 is 120 hours: 

TABLE 28: WITS: AMOUNT OF TIME ALLOCATED TO ENGLISH 
PROFESSIONAL STUDIES, SENIOR PRIMARY STUDENTS. 

Number of weeks Lectures per week Total hours 

1 7 6 42 

3 26 3 78 

TOTAL 120 

This exceeds the minimum 100 hours recommended by the Bullock 

Report (DES 1975: 338). 

THE AMOUNT OF TIME ALLOCATED TO READING TEACHING. 

Rees S notes that the amount of time spent on reading 

teaching (L1) totals 48 hours. This is based on the third 

year Professional Studies D programme and is shown in Table 

29. 

TABLE 29: WITS: AMOUNT OF TIME ALLOCATED TO READING TEACHING, 
SENIOR PRIMARY STUDENTS. 

Focus No. of weeks 

Reading teaching L1 
Children's fiction and poetry 

5 
3 

Lectures per week Total 

6 
6 

30 
18 

TOTAL 48 

This means that 401. of the English Professional Studies time 

is spent on reading and it will be shown later that this 

compares favourably with the other institutions examined. 
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THE QUALIFICATIONS AND EXPERIENCE OF LECTURERS PRESENTING THE 

ENGLISH PROFESSIONAL STUDIES COURSE. 

Fou~ lecturers are responsible for the course. 

summarises their qualifications and experience. 

Table 30 

TA8LE 30: WITS: QUALIFICATIONS AND EXPERIENCE OF ENGLISH 
PROFESSIONAL STUDIES TUTORS. 

Experience * Lec Degree Area School JP SP Sec Tert Tot 
Qualification 

1 8A Hans English Primary 6 10 0 8 24 

2 8A Hans English Secondary 0 10 6 6 22 

3 8A Hans Linguistics Secondary 0 10 3 7 20 

4 M Ed Tertiary Secondary 0 0 10 0 10 
didactics 

TOTAL: 6 30 19 21 76 

* Where JP = junior primar-y; SP = senior primary; Sec = 
secondary school; Tert = tertiary teaching; Tot = total. 
-------------------------------------------------------------

Rees S - interview 8 July 1988 

It can be seen that while three of the four lecturers were 

not trained as primary school teachers, their experience in 

lecturing at the senior primary level is considerable 

(although lecturer 4 had no primary qualification or p~imary 

experience at the tertiary level). 

================================================================ 
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THE UNIVERSITY OF NATAL ( DURBAN) BRCHELOR OF PRIf"!?lRV 

EDUCATION DEGREE. 

As in the case of the WITS/J.C.E. arrangement, the Uni versity 

of Natal ( Durban) offers a four year Bachelor of Primar y 

Education degree in collaboration with Edgewood College of 

Education. The development of this degree is an interesting 

one. It was first offered in 1983 in an arrangement in which 

the University of Natal provided tuition in the academic 

courses, including Education Studies, while Edgewood 

presented the courses in Professional Studies. Interviewed on 

6th May 1991, Dr Michael Thurlow of the University of Natal 

noted the uniqueness of the design of the degree in that 

students had to complete majors in three areas: Education, 

Professional Studies and in one academic course from a 

prescribed list. These were three year majors enabling the 

student to go on to B.Ed or Honours degree courses if 

invi ted to do so. 

The history of how the degree developed serves as a model in 

terms of two institutions co-operating in such an endeavour. 

In the first year of the degree students completed what was 

in every sense a first-year B . A. course. Education was nat 

included at all in this year. During the second and third 

year the Edgewood staff would travel to the University to 

present the Professional Studies courses. During this time 

the University lecturers continued to provide tui tion in the 

academic courses and Education studies. During their fourth 

year the students were relocated to the Edgewood campus 

because of the better facilities there for the intense work 

conducted in Professional Studies. The University lecturers 

then travelled to Edgewood to provide tuition in Education 

studies . 
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Beginning in 1990, this arrangement was changed. It is 

planned that the entire degree is to be offered at the 

Edgewood campus with effect from 1992. During 1991 the change 

is being implemented in such a way that the first and 

second years are located at Edgewood, the third year is 

offered at the University, while the fourth year courses are 

at Edgewood. Edgewood staff are to take full responsibility 

for all tuition, while the University will continue to act as 

the accrediting body. 

This transition makes it difficult to comment on some 

aspects of the degree as much of the planning is being done 

as the changing circumstances demand. However, 

the English head of department, Peter Rees and 

according to 

cou~se co-

ordinator Rosemary Miles-Cadman when interviewed on the 6th 

May 1991, the detail of the courses with which this study is 

concerned will remain in essence much the same. For the most 

part they will continue to be presented by the same staff. 

UNIVERSITY OF NATAL (DURBAN) B~CHELOR OF PRIN~RY EDUC~TION 

DEGREE: GENERAL OUTLINE. 

Table 31 sets out the University of Natal (Durban)/Edgewood 

College of Education (referred to from now as U.N.D.) Bachelor 

of Primary Education degree. 
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TABLE 31: UNIVERSITY OF NATAL ~OURBANO~EOGEWOOO COLLEGE OF ~O~CATION 
B~CRE[OR OF PRl~RY DUCAl I 

Year 1 Year 2 Year 3 

A 1 Education 1 a F 1 EducaUon 1 b K Education 2 
2 English 1 a 2 Afrikaans 1 b Two further academic 
3 Afrlk .. ns 1 a 3 Two from A4 at courses 
4 Three of: second year level 

Biology lA 
Geography lA 
History lA 
MathematIcs lA 
Physica 1 Science lA 
Zulu lA 
Class music 
Art 
Physical education 
Speech and drama 
Scool library and 

media science 

B Professional G Professional L Professional 
Studies lA Studies lB Studies Il 

(Mathematics. (Mathematics, 
Science) Science. 

Afrikaans. 
EnglIsh. ) 

C (Physical H Art (as part H Music (as part 
education as of G1) ·"orProfe"lonal 
part of Bl) Studies 11) 

Handwork (as part 
of Professiona 1 
Studies (1) 

0 Teaching aids I N 
(as part of Bl) -
Biblical Studies lA -

E lOne week J Five weeks 0 5 weeks 
2 Five weeks 

----

Year 4 

P 1 Education 3 
2 Two further academic 

courses 

Q Professional 
Studies J Il 

(Mathematics. 
Science, 
Env i rOlllnental - Education 
English 
Afrikaans 

R 

-

S 

-

T Five weeks 



(The numbe~ of academic cou~ses completed ove~ the four years 

~equi~es explanation. Du~ing the first yea~ the students a~e 

~equired to complete Education lA, English lA, Af~ikaans lA 

and th~ee fu~the~ courses f~om the list provided unde~ A4. 

Du~ing the second yea~ they complete Education lB, Afrikaans 

lB, and eithe~ two subjects f~om A4 at second yea~ level o~ 

one subject f~om A4 at first yea~ level as well as Biblical 

Studies. In the thi~d yea~ the students complete Education 2, 

two furthe~ 

English o~ 

cou~ses from A4 or one f~om A4 as well as 

Af~ikaans. Du~ing the fou~th year they complete 

Education 3 as well as two fu~the~ cou~ses based 

thi~d yea~ selection.) 

on their 

It should be noted that School Lib~ary and Media Science is a 

cou~se option in group A4. This is a cou~se in which 

comp~ehensive cove~age of child~en's literatu~e and 

~ec~eational ~eading is p~ovided. Refe~ence will be made to 

this cou~se late~ in the chapter when consideration is given 

to the question of whethe~ such courses should be optional. 

ENGLISH PROFESSIONAL STUDIES. 

It can 

degree, 

prima~y 

be seen from Table 31 that in terms of the new 

the p~eparation of teachers to teach English in the 

school will take place in yea~s 3 and 4. As the new 

degree will only start affecting course planning in 

Professional Studies with effect f~om 1992 (and has yet to be 

planned), the existing course is used to p~ovide an outline 

of the wo~k undertaken. As mentioned earlier, the lectu~e~s 

responsible for the development of the new cou~se feel that 

it would not be inapprop~iate to examine the existing course, 

as rev i sions will serve the same basic aims described in the 

existing course Dutlinesw 
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THE YEAR 3 PROFESSIONAL STUDIES II COURSE. 

ENGLISH. 

The aims of the course are as follows: 

By the end of the third year course students 
will be able: 

a) to plan and execute a representative range of 
lessons to foster writing skills; 

b) to choose an appropriate variety of poems for 
Senior Primary pupils and use them to good 
effect in the classroom ; 

c) to present a wide variety of interesting and 
canst~uctive language lessons ; 

d) to outline the basic principles of teaching 
English as a second language to Afrikaans and 
Zulu-speaking pupils at Senior Primary level. 

University of Natal/Edgewood College 
Professional Studies II Course Outline 1991 . 

The course is divided into four sections as shown in Table 

32. 

TABLE 32 : U.N . D. PROFESSIONAL STUDIES II (ENGLISH) SYLLABUS . 

SECTION A: THE TEACHING OF LANGUAGE . 

a) Formulating a sound language programme. 
b) An approach to grammar. 

The teaching of parts of speech and sentence 
structure. 
Punctuation. 
Vocabulary. 

c) Comprehension . The importance of fostering 
comprehension skills .; distinguishing between 
good and poor questions. 

d) Practical work on the above ... 
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SECTION B: THE TEACHING OF WRITTEN ENGLISH. 

a) Traditional methods. 
b) New trends - expressivE, transactional and 

poetic writing. 
c) Writing for a specific audience. 
d) Writing to fulfil a particular function. 
e) Suggestions for lessons. 
f) A consideration of actual examples of a range 

of children's written work ... 

SECTION C: THE TEACHING OF POETRY. 

a) The place of poetry in the primary classroom. 
b) The choice of suitable poems - types of poems 

to be included. 
c) How to conduct a discussion of a poem. How to 

construct questions. 
d) Various methods - choral verse, dramatisation, 

work on a theme. 
e) Verse composition. 

SECTION D: THE MEDIA. 

A survey of the mass media and the need to foster 
discrimination in primary schaol children; 
emphasis on the printed media (newspapers, 
magazines), radio and television; some discussion 
of press freedom, propaganda, advertising and 
photo-journalism. 

University of Natal/Edgewood College 
Professional Studies II Course Outline 1991. 

It is clear from the syllabus that the first two aims of the 

course could be satisfied. It is not possible to determine 

from an examination of the syllabus whether the third aim 

could be satisfied. The fourth aim - to outline the basic 

principles of teaching English as a second language - is not 

reflected in the syllabus. It could be argued that the needs 

of pupils for whom English is a second language are so 

different from the needs of English first language speakers 

that a course for the teaching of English as second language 

ought to be a separate entity. The topics listed in the 

course outlined above are very much the concerns of teaching 

English as first language. 
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YEAR 4: PROFESSIONAL STUDIES III (ENGLISH). 

The aim of the course is broad . 

To consolidate, enlarge and extend students' 
experience of the necessary theories and concepts 
for the teaching of the various elements of the 
primary school English syllabus, to enable them to 
organise and integrate these elements into a 
coherent, co-ordinated English programme. 

The course is divided into five sections: 

TABLE 33: U.N.D. PROFESSIONAL STUDIES III (ENGLISH) SYLLABUS. 

SECTION A: CHILDREN'S LITERATURE. 

1} Literature as the focal point of English 
teaching in the senior primary school; 

2} The use of literature in the development of 
communication skills . • . 

SECTION B: SETTING AND MARKING CHILDREN'S WORK ... 

SECTION C: THE MEDIA ... 

SECTION D: LANGUAGE IN USE, INCLUDING LINGUISTICS, 
SEMANTICS AND REGISTER. 

1) Semantics; 
2) Varieties in language (Register); 
3) Phonology; 
4) Morphology and Syntax ... 

SECTION E: THE TEACHING OF READING. 

1} Initial teaching methods (first three years); 
2} a} Goals during the senior primary phase .. 

b) Reading activities, including SG3R, cloze 
procedure, group oral prediction E'xercisesi 

3} Remedial reading, error analysis and corrective 
strategies. 
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The aims of the syllabus and its content also shows that the 

course was very much concerned with the teaching of English 

as first language. 

A concern about the syllabus is its position in the degree. 

Leaving the teaching of reading to the final year of the 

degree means that the student teachers will not have had the 

opportunity to teach reading with any kind of meaningful 

insight during the teaching practice periods in the first 

three years of the degree. The fact that the teaching of 

initial reading, developmental reading (functional skills) 

and remedial reading is the last entry on the syllabus also 

suggests that this work comes too late in the professional 

studies programme. 

As in the case of the WITS English Professional 

syllabus, the detail as to course content does not 

much information about the nature of the reading 

Studies 

provide 

teaching 

course. However, further detail about course coverage will be 

explored later in this chapter. 

THE AMOUNT OF TIME AVAILABLE FOR READING TEACHING STUDIES AND 

RELATED ISSUES. 

THE YEAR PLAN. 

The academic year is of 35 weeks duration, excluding study 

weeks and examinations. (The first year is slightly shorter.) 

Teaching practice and observation 

totalling 22 weeks over the four 

take place in six blocks 

years. Thus the students 

have a lecture programme of about 28 weeks a year. 

The academic year is demonstrated in Diagram 3: 
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DIAGRAM 3: U.N.D. ACADEMIC YEAR AND TIMING OF TEACHING 
PRACTICE. 

The year is divided into two semesters. 

Year 1 

7 weeks 
lectures 

, , 
1 week 

: observa t~on~ 

8 weeks 
lectures 

9 w .... ks 
lectures 

Year 2 

21 weeks 
lectures 

9 weeks 
lectures 

/ 

* Year 3 

18 weeks 
lectures 

VACATION 

14 w .... ks 
l .. ctures 

* Still at Univ .. rsity of Natal (Durban) campus. 
** Still und .. r pre-1990 regulations. 

** Year 4 

18 w .... ks 
l .. ctur .. s 

9 weeks 
l .. ctures 

THE AMOUNT OF TIME ALLOCATED TO ENGLISH PROFESSIONAL STUDIES. 

Based on information gained from the Professional Studies 

Cours.. Outlin.. bookl .. ts, th .. approximate amount of tim .. 

allocated to English Professional Studies is s .. t out in 

Table 34. 
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TABLE 34: U.N.D. AMOUNT OF TIME ALLOCATED TO ENGLISH 
PROFESSIONAL STUDIES. 

Year No of weeks Lec/week Total 

3 11 3 33 
4 25 2 50 

TOTAL: 83 

This is below the minimum 100 hours recommended by the 

Bullock Report. 

THE AMOUNT OF TIME ALLOCATED TO READING TEACHING. 

Based on information gained from the Professional Studies 

Course Outline, Table 35 sets out the estimated amount of 

time available for reading teaching. 

TABLE 35: U.N.D. AMOUNT OF TIME ALLOCATED TO READING 
TEACHING. 

Focus 

Children's literature 
The teaching of reading 

No of weeks 

6 
6 

Total 

Lec/week 

2 
2 

Total 
(Hours) 

12 
12 

24 

This represents approximately 291. of the time available for 

English Professional Studies. 

THE QUALIFICATIONS AND EXPERIENCE OF LECTURERS PRESENTING THE 

ENGLISH PROFESSIONAL STUDIES COURSE. 

As many as nine lecturers are responsible for the teaching of 

English Professional Studies, three of whom are concerned 

with reading teaching. For the purpose of comparing this with 

the other institutions, only these three lecturers concerned 

with reading teaching are considered. 
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TABLE 36: U. N. D. QUALIFICATIONS AND EXPERIENCE OF ENGLISH 
PROFESSIONAL STUDIES TUTORS. 

Experience * Lec Degree Area School JP SP Sec Tert Tot 
Qualification 

1 MA History Primary 8. 6 6 9 14 35 
English Secondary 

2 BA Hons English Secondary 8 8 10 14 32 
B.Ed 

3 BA English Secondary 0 3 10 1 14 

TOTAL: 14 17 29 29 81 

Where JP = junior primary; SP = senior primary; Sec = 
secondary school; Tert = tertiary teaching; Tot = total. 

Miles-Cadman and Rees P - interview 6 May 1991 

This is very similar to the WITS/J.C.E . situation. Tutors 

tend to be qualified to teach in secondary schools and have 

considerable e x perience in secondary education. This is 

probably brought about because graduate teachers in South 

Africa have tended to teach in secondary schools, and 

colleges of education and universities have appointed 

graduates to the lecturing staff. 

It is also the case at Natal that the tutors responsible for 

reading teaching courses for senior primary student teachers 

have amassed considerable experience in tertiary education. 

============================================================= 
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RHODES UNIVERSITY, GRAHAMSTOWN. 

Rhodes University has offered FITE courses in secondary and 

senior primary education since the establishment of a 

department of Education in 1913 (as Rhodes University 

College) (Behr 1988: 165). Unlike The Universities of Natal 

(Durban) and Witwatersrand, Rhodes University does not have a 

College of Education with which it co-operates in the 

provision of a Bachelor of Primary Education degree. 

Following the closure of the Grahamstown Training College, 

the Faculty of Education moved into the buildings previously 

occupied by the Training College in 1977. Until 1983, primary 

FITE courses were only offered at diploma level. In 1984 the 

Bachelor of Primary Education degree was introduced, based on 

a mix between consecutive and concurrent design. This mix was 

brought about as a result of several linking factors: the 

size of the city of Grahamstown, the number of schools in the 

city and the teaching practice requirements set out in the 

CESAQ criteria. 

Grahamstown is a relatively small city with a population of 

57719 (Bulpin 1986: 350) . The limited number of schools in 

the city means that about two thirds of the B.Prim Ed. 

student teachers have to do their supervised block teaching 

practice periods (of four or five weeks) at schools in cities 

or towns within a two hundred kilometre radius of 

Gr2hamstown. This means that during these teaching practice 

periods the students are not able to attend lectures at the 

University. 

As a small university (1990 enrolment 3950), the academic 

courses specified in the CESAQ criteria other than Education 

are undertaken in other faculties in the University. Thus, 

for example, all 8.Prim Ed. students will complete English 1 

in the Faculty of Arts. 
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Because the majo~ity of the students have to leave 

G~ahamstown fo~ e x tended pe~iods to complete thei~ teaching 

p~actice , the B.P~im Ed deg~ee has been st~uctu~ed in su c h a 

way that the academic cou~ses unde~taken in faculties other 

than the the Faculty of Education have to be completed du~ing 

the fi~st two yea~s of the 

teaching p~actice pe~iods 

fou~th yea~s of the deg~ee. 

deg~ee, while supe~vised block 

a~e completed du~ing the thi~d and 

The st~ucture of the Rhodes Unive~sity B.P~im Ed 

set out in Table 37. 

(See page 189) 
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TABLE 37: RHOOES UNIVERSITY BACHELOR OF PRIMARY EDUCATION DEGREE. 

Year 1 Year 2 Year 3 

A 1. Engl ish 1 F 1 One course at K 1 Education 2 
2 Afrikaans 1 second year level 
3 TWO from: from A3 

African 
Education 1 languages 1 

Biblical Studs 1 
Biological Sc 1 

~ Botany 1 " ~ Chemistry 1 ~ 
u ~ Drama t ._ 0 

EU Geography 1 " '" History 1 ~ 
u Mathematics 1 "'" Music t 

Human Movement 
Studies 1 

B G Environmental L Engllsh 
Education Reading 

History Math .... tIcs 
Geography EnvirolllAental 

- Education 
Computer literacy 
History 
Geography 

~'" Afrikaans 
c " 0_ .- '" ~~ 
~.., 

C H 1 Two from: M One course from H1 "'" ~ Art. Music. completed in 0 -~ Phys Ed, year 2 "-
Needlework 

~ D I N Religious 
" - - education 
'" .., 
0 Teaching aids 

" u 
c 

" E J Two weeks o 1. Too oeeks ""-c ~ - Four weeks .- " '" ~ Five'lleeks u x 
~ " 
" .... 

Year 4 

P 1 Education 3 
2 Special study. 

Q Science 
Mathematics 

R Games coaching 

S -

T Four weeks 



As explained ea~lie~, in cases whe~e student teache~s a~e not 

able to study Af~ikaans I ( o~ who p~efe~ not to), an 

alternative cou~se is offe~ed (usually a language), on the 

understanding that 

pe~manent post in 

have qualified. 

such a pe~son will not be able to get a 

a state school in South Af~ica once they 

AN IMPORTANT DIFFERENCE BETWEEN THE ENGLISH PROFESSIONAL 

STUDIES COURSE AND THE READING COURSE. 

Both the English Professional Studies cou~se and the Reading 

cou~se are completed in year 3 . The student teache~s 

completing the junio~ prima~y qualification combine with the 

senio~ prima~y students fo~ the Reading course, which is 

conce~ned with ~ec~eational ~eading . The g~oups sepa~ate fo~ 

English P~ofessional Studies, du~ing which the emphasis on 

~eading teaching diffe~s. In the junio~ p~ima~y g~oup the 

emphasis is on the initial teaching of reading, while in the 

senio~ p~ima~y g~oup the emphasis is on the development and 

extension of functional ~eading skills. 

ENGLISH PROFESSIONAL STUDIES (SENIOR PRIMARY) . 

No aims a~e p~ovided in the course outline, but the cou~se 

commences with the topic: 'Int~oduction to the cou~se: What 

is English? ' It is du~ing this se~ies of lectu~es and 

tuto~ials that the aims of the course a~e clarified. 

Nonetheless , the aims should be included in the course 

outline as the outline is dist~ibuted to a wider audience 

than the student group alone. 

Table 38 sets out the English P~ofessional Studies 

P~ima~y ) s y llabus. 
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TABLE 38: RHODES UNIVERSITY: ENGLISH PROFESSIONAL STUDIES 
(SENIOR PRIMARY) SYLLABUS . 

1. Int~oduction: what is English? 
2. The teaching of poet~y in the p~ima~y school. 
3. The teaching of reading in the Junior primary school. 
4. The teaching of reading in the senior primary school . 
S. Newspapers in education. 
6. D~ama as a lea~ning medium. 
7. Language ac~oss the cu~~iculum. 
8. Child~en's w~iting . 

9. P~omoting spelling. 
10. Responding to child~en's w~iting. 
11. Suppo~ting language skills. 
12. Attitudes towa~ds the teaching of English. 

The teaching of poet~y is included in this syllabus ~athe~ 

than in the Reading cou~se as well as positioned ea~ly in the 

course for two ~easons. The emphasis is on how to encou~age 

child~en in the senio~ p~ima~y phase to write poet~y ~athe~ 

than on how to ' study' poet~y. The lectu~es and wo~kshops 

p~ovide the student teache~s with ideas that can be used 

du~ing thei~ fi~st supe~vised teaching p~actice which takes 

place soon afte~ they have completed this section of the 

syllabus. Secondly, the topic is dealt with in such a way as 

to encou~age the student teache~s to question p~e-conceived 

ideas they may have about the teaching of English in senio~ 

p~ima~y classes. The students a~e encou~aged to consider 

alte~native viewpoints about the natu~e of poet~y and a~e 

asked to do what they in tu~n will ask of the child~en - that 

is, to w~ite poet~y. 

Table 39 lists the Reading cou~se syllabus. 
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TABLE 39: RHODES UNIVERSITY READING COURSE SYLLABUS (JUNIOR 
AND SENIOR PRIMARY). 

1. What is children ' s l i terature? 
2. Reading aloud in the primary classroom . 
3. Guides to evaluating children ' s literature. 
4 . Books for ages and stages. 
5 . ~ literature policy for the school . 
6. Promoting the sharing of novels . 
7. The testing of children ' s reading age. 
8 . The Testing of the readability of books . 
9. The 'use' of children ' s literature in the primary 

classroDm . 
10. Using books in theme teaching. 
11. School libraries. 
12. Group novels: reading and workshop discussion. 
13 . Producing a slide-tape show of a book title. 
14. Writing for children. 
15. Paired research: selected topics. 

Based on Rhodes Unive~sity Reading 
Cou~se outline: 1990. 

The cou~se develope~s believed it was impo~tant that in a 

course on recreational ~eading conside~ation should be given 

to a child ' s p~e-school expe~ience of books and sto~y as 

this affects a child ' s ~eading inte~ests and attitudes once 

they a~e at school (Huck 1976, Meek 1982, T~elease 1984). In 

the same way , the develope~s felt that fo~ ~ec~eational 

~eading to be p~omoted at any le vel in a p~ima~y school, it 

is desi~able that all p~ima~y teache~s should be familia~ 

with a wide ~ange of child~en's books as well as having a 

knowledge of how ~eading inte~ests can be p~omoted at all 

ages. 

This cou~se is a compulso~y one fo~ all Rhodes Unive~sity 

B.P~im. Ed. student teache~s. This fact alone pa~tl y e x plains 

wh y the Rhodes Unive~sity ~eading teac hing cou~se fo~ all 

student teache~s has mo~e time allocated t o it than any of 

the ~eading teaching cou~ses e xamined in this study. 
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THE AMOUNT DF TIME AVAILABLE FOR READING TEACHING STUDIES AND 

RELATED ISSUES. 

THE YEAR PLAN. 

Rhodes University has twenty nine weeks for lectures. As 

shown in Table 40, most of the teaching experience is gained 

in year 3, as by that stage they have completed all non-

education department controlled academic courses. It is for 

this reason, too, that most of the courses in Professional 

Studies take place in the third year. 

TABLE 40: RHODES UNIVERSITY B.PRIM. ED. YEAR PLAN. 

Term Year 1 Year 2 Year 3 Year 4 

(Pre-term) ~2'week:7#2 we% 
School T.P. 

/" observation / /; 'i 
1 7 weeks 7 weeks 7 weeks 7 weeks 

lectures lectures lectures lectures 

VACATION 

2 9 weeks 9 weeks ~ 4/we~,% ~ // /~ /: 4 wee~ lectures lectures "T.P.'; ~ ,; T.P:/,: '/ 

S ' weeks S weeks 
lectures lectures 

VACATION 

3 7 weeks 7 weeks 2 weeks 7 weeks 
lectures lectures lectures lectures . 

V:s :ee% V; T.P/ ~ 
VACATION 

4 6 weeks 6 weeks 6 weeks 6 weeks 
lectures lectures lectures lectures 

EXAMINATIONS 
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THE AMOUNT OF TIME ALLOCATED TO ENGLISH PROFESSIONAL STUDIES 

AND THE READING COURSE. 

The lectu~e~s ~esponsible fo~ English P~ofessional Studies 

elected to have an intensive pe~iod of tuition du~ing the 

thi~d yea~, ~athe~ than extending this ove~ two yea~s, so as 

to enable the student-teache~s to make as meaningful a link 

as possible between thei~ wo~k at the Unive~sity and thei~ 

time spent in schools. Five lectu~e pe~iods a week th~oughout 

the yea~ a~e allocated to English P~ofessional Studies, and a 

fu~the~ five pe~ week fo~ twelve weeks (ie Te~ms 1 and 2) fo~ 

the Reading cou~se. The total amount of time is shown in 

Table 41. 

TABLE 41: RHODES UNIVERSITY TOTAL AMOUNT OF TIME ALLOCATED TO 
ENGLISH PROFESSIONAL STUDIES AND THE READING COURSE. 

Course Numbe~ of Lectu~es Total 
lectu~e weeks per week hou~s 

English 20 5 100 
P~ofessional 

Studies 

Reading Course 12 5 60 

Total 160 

This total exceeds the amount ~ecommended as a minimum in the 

Bullock Repo~t (100 hou~s), and is in fact above thei~ 

~ecommendation that such cou~ses be ideally, of 150 

du~ation. 

THE AMOUNT OF TIME ALLOCATED TO READING TEACHING. 

hours 

As noted in the senio~ p~ima~y English P~ofessional Studies 

syllabus, wo~k on ~eading teaching is conce~ned mainly with 

Beginning Reading and Developing Functional Reading Skills. 

This is ~efe~~ed to as Reading Ll in Table 42. 

course is concerned with recreational reading. 
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TABLE 42: RHODES UNIVERSITY: AMOUNT OF TIME ALLOCATED TO 
READING TEACHING (SENIOR PRIMARY) 

Focus No. of weeks Lectures per week Total 

Reading L1 
Reading course 

6 
12 

5 
5 

30 
60 

Total: 90 

This exceeds the totals of all of the teacher training 

institutions examined in this study and is attributed mainly 

to the fact that the Reading course dealing with recreational 

reading is compulsory for all seniur primary student 

teachers. Comparative figures will be presented later in this 

chapter. 

THE QUALIFICATIONS AND EXPERIENCE OF LECTURERS PRESENTING THE 

ENGLISH PROFESSIONAL STUDIES COURSE. 

Two lecturers are responsible for the English Professional 

Studies and Reading courses, each specialising in junior and 

senior- primary respectively. Table 43 lists their 

qualifications and experience. 

TABLE 43: RHODES UNIVERSITY: QUALIFICATIONS AND EXPERIENCE 
OF ENGLISH PROFESSIONAL STUDIES TUTORS. 

Experience * Lec Degree Area School JP Sp· Sec Tert Tot 
Qualification 

1 M.Ed Reading Primary & 3 10 2 11 26 
Secondary 

2 M.Ed Multicultural Primary 17 2 0 10 29 
Education 

TOTAL: 20 12 2 21 55 

Where JP = junior- primar-y; SP = senior primary; Sec = 
secondary school; Tert = tertiary teaching; Tot = tota I. 
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Some idea of what the three universities include 

reading teaching courses has been presented in this 

in their­

chapter. 

However, syllabuses do not always provide a complete or 

detailed enough list or a 

of a course. To provide 

clear understanding of the con tent 

more insight about the reading 

teaching courses offered at these institutions, tutors were 

interviewed and asked to comment on particular reading 

teaching activities or topics. Their responses follow. 

A COMPARISON OF THE COVERAGE OF READING TEACHING TOPICS AND 

ACTIVITIES AT THE THREE SOUTH AFRICAN INSTITUTIONS. 

In July 1991 the list of reading teaching topics and 

activities in the reading course described in chapter two was 

presented to lecturers responsible for the teaching of 

reading teaching courses. The lecturers at WITS and U.N.D. 

were interviewed together at their respective institutions, 

and could compare the details of their own lectures and 

ensure that any appropriate topic or emphasis was not 

omitted. At Rhodes University the two tutors also completed 

the schedule together. The lecturers were asked to indicate 

whether they included particular topics in their courses 

and if so, the extent to which this was done. Attempts to 

quantify this in terms of actual time spent on the topics did 

not prove practicable or worthwhile because of the complexity 

of courses, and because some topics were dealt with by 

different people at different times. A more meaningful 

indication emerged by asking the respondents to classify 

whether coverage was provided according to the following 

procedure. 

If the students did not receive tuition on or acquire a basic 

knowledge of a given topic during their four year degree 

course, this was classified as: 0 = not covered. 

If the student received some tuition on a given topic but 

through a course other than the English Professional Studies 

course or specif~·c read~·n9 course .. this was classified as: 

1 = indirectly covered. 
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If, during the English Professional Studies reading course, 

studen ts received a working knowledge or familiarity with a 

procedure or topic , this was classified as: 2 = basic 

coverage . 

If during the English Professional Studies reading course 

the students ,.-eceived a comprehensive, 

knowledge of a topic, where (for 

detailed 

whatever 

working 

reason) 

considerable time was devoted to the topic compared to other 

topics, this was classified as: 3 = extensive coverage. 

It is stressed that in each case at each institution, the 

lecturers worked together in the completion of the for-m, 

making it possible for them to confer with each other before 

responding. The lecturers concerned were: 

Insti tution A: 

University of Witwatersrand 
S. Rees and A. Torrens. 

Institution B: 

University of Natal 
P. Rees and R. Miles-Cadman (English Professional Studies) 
H.B. Lee and D. Benzulla (Recreational reading component.) 

Institution C: 

Rhodes University 
D. McKellar and A. Mayo 

The reporting procedure lists the lecturers' responses in 

tabulated form and comment is then made in response to each 

table. For tables 44 to 51 the lecturers were asked 

".a.comment 
the topics 
where 

on the amount of time allocated to 
or activities listed in the tables 

o = not covered 
1 = indirectly covered 
2 = basic coverage 
3 = extensive coverage." 

The meanings of the codes 0 to 3 were explained in 

detail as outlined above. 
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TABLE 44: GENERAL BACKGROUND OR 'THEORY' IN READING 
TEACHING. 

1. The nature of language 
2. The relationship of reading 

to other language skills 

University 

3. Definitions and descriptions 
of the reading process 

4. The nature of the child as a 
learner 

5. Reading 'readiness'- the notion 
6 A history of reading teaching 
7. Controversies about reading 

teaching 

Comment 

It appears that this aspect of reading 

A 

2 
3 

3 

3 

2 
o 
2 

teaching 

B 

1 
2 

2 

o 

1 
o 
1 

is 

C 

2 
2 

2 

2 

2 
2 
3 

covered by the three institutions. ReE!s S, for example, 

r-esponse to 2 above, noted the importance that 

Wits/J.C.E. staff attach to reading: 

We take reading as the centre of the language 
process and we feel if you teach reading as we 
advocate it, everything comes out from reading. 

Rees 5 - interview 30 April 1991 

well 

in 

the 

Consequently extensive attention is paid to the relationship 

of reading to other language skills as well as definitions of 

the reading process and the nature of the child as a learner. 

Although a consideration of a history of reading teaching may 

provide the student teachers with a better understanding of 

the ' phonics/look-say ' debate, the omission is not important 

as controversies about reading teaching are discussed at each 

of the institutions. 
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TABLE 45: BEGINNING READING 

Institution 

1. Reading teaching: the pa~ent's 
~ole 

2. Reading teaching and the 
p~e-school 

3. Reading ~eadiness p~og~ammes 
4. Majo~ app~oaches: phonics 
5. Majo~ app~oaches: look-say 
6. Majo~ app~oaches: the language­

expe~ience app~oach. 

7 The eclectic app~oach. 

8. Reading teaching without an 
'app~oach' o~ 'scheme' 

9. Othe~ app~oaches - eg ITA 
10. Reading schemes: a su~vey 

11. The impo~tance of ~ec~eational 
~eading 

12. The o~ganisation of ~eading 
activities in the junio~ p~ima~y 
classroom 

Comment 

A 

2 

2 

o 
2 
2 
3 

3 
2 

2 
o 
3 

o 

B 

2 

2 

o 
2 
2 
2 

1 
1 

1 
1 
2 

1 

C 

2 

2 

2 
2 
2 
2 

2 
2 

2 
o 
3 

2 

It ~s a su~p~ising - and welcome - finding that the student-

teache~s p~epa~ing to teach senio~ p~ima~y classes a~e given 

a basic knowledge and expe~ience of ~eading teaching at the 

beginning stage, the stage at which thei~ colleagues at the 

junior- p~ima~y level a~e wo~king. The va~ious app~oaches to 

the teaching of ~eading gain attention at all of the 

institutions while it is ve~y pleasing that the impo~tance of 

~ec~eational ~eading at this level is endo~sed by all. 

Time should be found to examine the more commonly used 

~eading schemes. Teache~s need to be awa~e of some of the 

sho~tcomings that child~en ente~ing the senio~ p~ima~y phase 

may have. These sho~tcomings may be the consequence of the 

child having been taught to ~ead by a teache~ o~ teache~s 

who ~elied upon a pa~ticula~ ~eading scheme du~ing the junio~ 

p~ima~y yea~s. 
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TABLE 46: READING DEVELOPMENT AND EXTENSION: FUNCTIONAL 
READING. 

Institution A B 

l. Aims and objectives in 3 2 
functional reading development 

2. The meaning of comprehension 3 2 
3. Developing levels of comprehension 3 2 
4. Cloze procedure 2 2 
5. Prediction exer-ises 2 2 
6. Reading for different purposes 3 2 
7. Developing word-attack skills 2 2 
B. Reading rate 2 1 
9. Skimming and scanning 2 2 
10. Developing critical awareness 3 2 
1l. Reading laboratories 0 2 
12. How to consult r-eference books 2 2 
13. How to consult dictionaries 2 2 
14. Language acr-oss the 3 2 

curriculum 
15. Looking at texts across the 2 0 

cur-r-iculum 

Comment. 

The most significant observation which can be made from this 

response is the amount of coverage given to aims and 

objectives in senior primary reading teaching, the meaning of 

comprehension and ways in which comprehension can be 

developed. A further highlight is the coverage or attention 

given to the development of critical awareness, 

the role of language across the curriculum. 

as well as 

Once again, 

adequately 

it appears that student-teachers are being 

prepared to develop the reading ability of 

children during the senior primary phase. 
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TABLE 47: READING DEVELOPMENT AND EXTENSION: RECREATIONAL 
READING. 

Institution 

1. About children and literature 
2. A study of types of children's 

literature 
3. Evaluating children's literature 
4. School libraries 
5. How to promote recreational 

reading 
6. School/classroom policy 

in promoting recreational 
reading 

7. Testing book suitability 
8. Testing 'reading age ' 
9. Using children's literature 

ac~oss the curriculum 
10. Using books as focus for a theme 
11. Reading to children 
12. Group novels in the classroom 
13. Ways to share reading e~periences 
14. Other topics (such as 

sexism, racism and so on) 

Comment. 

A 

3 
3 

2 
1 
3 

2 

2 
1 
2 

3 
3 
2 
2 
3 

B 

2 
2 

2 
o 
1 

o 

o 
o 
1 

1 
2 
2 
2 
o 

The effect of having a separate reading course dealing with 

recreational reading is seen in this response. It is clear 

that in institutions A and C the student teachers receive a 

broad coverage of issues dealing with the development and 

extension of the childrens' recreational reading. 

Rees S commented on the issue of schools establishing a 

policy for recreational reading: 

Interestingly enough ... we have worked with the 

Inspector on a thing he is doing with si~ pilot 

schools at the moment doing e~actly that. The 

schools are e~amining different titles, how well 

or badly they are received in the classroom, how 

best to promote them, how best to use them for 

developing other language skills. 

Rees S - interview 30 April 1991 
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At Institution B, Lee and Benzulla noted that t he main 

problem was lack of time. They said that if they were able to 

have the student teachers for a longer period of time , t hey 

would include more of these topics in their course. (As said 

earlier, their institution offers a very comprehensive course 

as an option.) 

In chapter seven, an analysis is provided of how the student 

teachers view the topics in Table 47 in the Reading course 

offered at Rhodes University. 

TABLE 48: STUDENT READING OF CHILDREN'S BOOKS . 

Institution A B 

1. Compulsory individual reading 3 2 
2 . Voluntary individual reading 0 2 
3. Combination of 1 and 2 above. 0 2 
4. Compulsory group novels. 0 0 
5 . Whole class/shared novels 0 0 
6. Other 0 0 

Comment . 

In terms of 

Rees S noted 

the student teachers reading children's books, 

that at WITS/J . C.E . they are required to read 

twelve to fifteen titles , apart from bei n g encouraged to read 

mor-e books voluntarily . Group novels are not used, although 

they do spend a considerable amount of time examining 

particular navels as a class. 

U.N.D. requires the student teachers to read two titles as 

part of an assignment . 

Rhodes University 

copies pe r title) 

has a collection of grou p novels (six 

and requires the students to read seven 

titles from this collection . Workshops are then held where 

the student teachers discuss the novels they have read in 

terms of the books' appeal to the children, the age range for 

which they are suitable, teaching possibilit i es and so on. 
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In add i tion , these student teachers view commercial slide-

tapes based on a selection of novels, as well as similar 

programmes 

groups. 

produc ed by student teachers in previous year 

Rhodes University also has a collection of novels which are 

used for voluntary reading as well as for use during teaching 

practice periods. 

TABLE 49: TESTING AND REMEDIATION 

Institution A B C 

1. Identifying problems in reading 2 2 0 
2. Treating problems 2 2 0 
3 . Examining diagnostic tests 0 0 0 
4. Referral agencies 0 0 2 
5. Testing and reporting as required 0 2 2 

in schools 
6 . Monitoring and recording 2 2 2 

chi ldren s reading interests 
and books read by children 

7. Case studies - simulated 0 2 0 
8. Case studies - ac tua I 0 0 0 

Comment. 

The response in Table 49 is not satisfactory, particularly in 

the case of Rhodes University. Teachers need to know how to 

identify problems in reading and to have some idea of what 

action needs to be taken or be able to make recommendations 

as to how 

Referral 

the child with a reading problem can be assisted. 

agencies sue h as assessment centres and school 

psychological services play an important part in supporting 

teachers in their work and this table indicates that the 

student teachers may not be getting the kind of information 

they need to use such agencies in the best way possible. 

As teachers are required to report on a child's progress at 

school, it appears that more coverage of this aspect of 

reading teaching should also be prov i ded. 
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TABLE 50: EXAMINATION OF OFFICIAL SYLLABUSES AND GUIDES. 

Insti tution A B C 

l. Local Provincial Education 2 2 3 
Department Syllabuses and Guides 

2. Other South African syllabuses 2 0 0 
and guides 

Comment. 

All of the institutions examine their local provincial 

syllabuses and guides. Only Institution A examines one other 

guide that of the Department of Education and Training. 

Consideration should be given to studying other guides 

even if only in a very cursory manner so that the student 

teachers get some idea of what other employing authorities 

stress in terms of reading teaching. 

TABLE 51: PRACTICAL EXPERIENCE. 

Institution A B C 

l. Working with a child - on-going 0 1 0 
2. Working with a class - on-going 0 1 0 
3. Far-mal, monitored requirement 3 0 2 

of teaching prac tice 
4. Other: Observe host teacher's 2 1 3 

teaching of reading. 

Comment. 

While all of the institutions require the student teachers to 

observe qualified teachers teaching reading (during teaching 

practice periods), the value of such a strategy may not be 

very great as will be demonstrated in chapter eight. 

Secondly, two of the institutions require the student 

teachers to teach reading while on teaching practice and 

record the outcome of such teaching. However, this may not be 

enough as will also be shown in chapter eight. A possible 
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solution lies in course develooers arranging for tne 

student teachers to work with children over a oeriod of time. 

be it on a one-to-one basis or by wor k ing with a class over 

an extended oeriod of time. 

A better understanding of the amount of time allocated to 

reading teaching can now be established by comparing the 

three South African courses and then comparing them to the 

three institutions in England. 

SUMMARY OF THE AMOUNT OF TIME ALLOCATED TO ENGLISH 

PROFESSIGNAL STUDIES AND READING TFACHING AT THE THREE SOUTH 

AFRICAN UNIVERSITIES. 

The amount of time allocated to English Professional Studies 

at the three South African institutions examined is shown in 

Table 52. 

TABLE 52: AMOUNT OF CONTACT TIME: ENGLISH PROFESSIONAL 
STUDIES AND READING TEACHING. RANKED IN DESCENDING ORDER. 

(Percentages are approximated) 

Reading Other aspects Total 
teac hing of English 

teaching 

Hours 'l. Hours 'l. Hours 'l. 

Rhodes 90 56 70 44 160 100 

WITS 48 40 72 60 120 100 

U.N.D. 24 29 59 71 83 100 

The differences are considerable. While WITS allocates twice 

as much time to reading teaching as the U.N.D. model. Rhodes 

almost doubles the WITS allocation. The total number of hours 

in the Rhodes reading teaching course is so much more than 
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than the other universities mainly because the Reading course 

dealing with the promotion of recreational reading is not an 

optional course. If Rhodes University did not require the 

student teachers to attend the Reading course, the table 

would reflect Rhodes as having 100 hours for English 

Professional Studies (because the Reading course totalled 60 

hours), of which 30 hours were allocated to reading teaching. 

Clearly, the compulsory Reading course accounts for the 

considerable difference between Rhodes University and the 

other institutions. If course developers want to make more 

time available for reading teaching studies, a separate 

compulsory reading course is necessary if reading teaching is 

not to become buried by all the requirements of a Bachelor of 

Primary Education degree. It was noted earlier in the chapter 

that the University of Natal (Durban) offers an optional 

course in children's literature and students completing 

this option will receive an intensive, in-depth study of 

recreational reading. The point is stressed again, however, 

that as all primary teachers have a responsibility in 

promoting the primary child's reading ability, courses in 

reading teaching dealing with both the functional and 

recreational aspects of reading should be compulsory for all 

student teachers. 

But how do the English Professional Studies and reading 

teaching courses offered at the three institutions in England 

examined in this study compare with the three South African 

courses? The results of such a comparison reinforce the need 

for course developers to reconsider the question of reading 

courses being optional. 
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THE AMOUNT OF TIME ALLOCATED TO ENGLISH PROFESSIONAL STUDIES 

AND READING TEACHING: A COMPARISON OF THE SIX INSTITUTIONS 

EXAMINED. 

Table 53 shows the amount of time devoted to English 

Professional Studies and reading teaching at the six 

institutions examined in chapters five and six. The 

institutions are ranked in descending order in terms of the 

total number of hours allocated to English Professional 

Studies. 

TABLE 53: AMOUNT OF TIME ALLOCATED TO ENGLISH PROFESSIONAL 
STUDIES RANKED IN DESCENDING ORDER. 

Institution 

Rhodes University 
Liverpool 
Wits 
Na ta 1 (Durban) 
KAC 
Oxford 

In chapter one, 

English Reading 
Prof Studs teaching 

160 60 
140 22 
120 4B 

B3 24 
BO 64 
63 15 

The Bullock Report recommendation 

Country 

SA 
Eng 
SA 
SA 
Eng 
Eng 

that a 

basic course in language should " . . _.occupyat least 100 

hours, and preferably 150" (D.E.S. 1975: 33B) was refer-r-red 

to. Only three of the six institutions examined in this study 

provided courses that satisfied this 1975 minimum 

recommendation. 

The amount of time allocated to reading teaching is shown in 

Table 54. 
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TABLE 54 : AMOUNT OF TIME ALLOCATED TO READING TEACHING RANKED 
IN DESCENDING ORDER. 

Institution Reading English Country 
Teaching Prof Studs 

Hours I. 
of total 
available 

KAC 64 80,0 80 Eng 
Rhodes University 60 37,5 160 SA 
Wits 48 40,0 120 SA 
Natal (Durban) 24 28,9 83 SA 
Liverpool 22 15,9 140 Eng 
Oxford 15 23,8 63 Eng 

Of particular significance here is the fact that the three 

institutions providing the least amount of time for reading 

teaching have optional courses in children's literature or 

recreational reading. If the courses were made compulsory for 

all student teachers, Liverpool ' S figure, for example, would 

increase from 22 to 48 hours, while the Oxford Polytechnic 

course would increase from 15 hours to 51 hours. 

A further means of demonstrating the amount of time spent on 

preparing student teachers to teach reading may be found in 

the following hypothes i s. If a spec ialist course on reading -

and nothing but reading - was held over a period of a few 

days and six hours per day were spent teaching the subject, 

then the amount of reading teaching preparation received by 

the student teachers would approximate as follows. 
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TABLE 55: APPROXIMATED THEORETICAL NUMBER OF DAYS TRAINING TO 

TEACH READING. 

Institution 

KAC 

Rhodes 

Wi ts 

Na ta 1 (Durban) 

Liverpool 

Oxford 

Hours 

64 

60 

48 

24 

22 

15 

Theoretical number 

of days 

11 

10 

8 

4 

4 

3 

Considering that the FITE degree is taken over a four year 

period, a case can be made that for something as important 

as the teaching of reading in the primary school, only three 

of the institutions have allocated enough time for a 

comprehensive study of reading teaching. On the other hand, 

to prepare a teacher adequately to teach reading in three or 

four days, would seem to expect the impossible from the 

lecturing staff and the student teachers. 
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1. 

SUMMARY AND CONCLUSIONS. 

From the evidence presented in this chapter, 

the primary teaching courses offered 

it appears that 

by the three 

institutions examined do provide the student teachers with a 

little roll in the garden of the primary school'. In meeting 

and satisfying the demands of the national criteria and 

often exceeding them the degrees appear to be sound in 

terms of balance between theory and practice. Professional 

Studies make up a Major Course in each of the universities 

and appear to be comprehensive. 

2. Changing enrolment patterns at schools (the introduction of 

non-racial classes) appear to be affecting planning. The 

3. 

issue of second language acquisition and teaching is being 

considered and changes are already being made - WITS taking a 

1 ead at presen t. 

Staff responsible for the presentation 

have secondary qualifications, but 

experience in their field. 

of 

have 

courses tend to 

a wealth of 

4. The courses offered in terms of reading teaching are generally 

sound, particularly bearing in mind the fact that they are 

initial pre-service courses. Student teachers appear to be 

receiving training in reading development and extension 

procedures applicable to the senior primary phase, while 

recr-eational reading is also considered important 

particularly in the case of two of the three institutions. 

5. The amount of time allocated to English Professional Studies 

is generally satisfactory and compares favourably with those 

institutions in England which were subject to scrutiny. 
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It appears that student teachers qualifying at these 

institutions will be reasonably well equipped to teach 

reading in senior primary classes, but what will they find is 

common practice in the schools? This issue is investigated in 

chapter eight, before which a review of the reading teaching 

course (described in chapter two) is considered. 

============================================================= 
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CHAPTER 7: STUDENT TEACHER EVALUATION OF A READING TEACHING 

COURSE. 

Too 
felt 

many 
less 

result of 
read ing .•. 

primary and middle school teachers 
than adequately prepared, as a 

their training, for ... teaching 

Report: The New Teacher in School. 

DES 1988c: 36 

THE 1988 DES survey: THE NEW TE~CHER IN SCHOOL. 

The 1988 DES report The New Teacher in School: A survey by HM 

Inspectors in England and Wales 1987 (DES 1988c) provides 

valuable and comprehensive information for anyone concerned 

with the quality and appropriateness of primary FITE courses. 

In a survey in which 120 primary and middle school 

probationers were visited, the results showed an improved 

situation when compared to a similar survey conducted in 1981 

(DES 1988c: 2; 9· , 36; 58) . The probationers competence in 

teaching skills was assessed by the Inspectorate and they 

classified 431. of probationers as displaying a high or 

relatively high competence, 341. displayed a "moderate" level 

of competence. As many as 201. " ... lacked some or many of the 

basic teaching skills", a situation which is described as 

"unsatisfactory" (DES 1988c: 24) . Asked to record an 

assessment of their training, the probationers indicated that 

"671. were well or reasonably well satisfied, 241. were 

moderately satisfied, and 81. were less than satisfied or 

dissatisfied " (DES 1988c: 25). 

, 
The probationers views about the balance of their training 

courses and, secondly , the extent to which they felt 

adequately prepared to teach reading are of particular 

interest to this study. 
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In terms of the balance of their courses~ five strands were 

identified: ed uc ation studies, teaching methods, study of 

academic specialist subject/s , classroom observation , and 

teaching prac tice. The survey revealed that 44 per cent of 

the primary teachers felt that too much emphasis had been 

placed on education studies, 34 

academic/specialist study, while 40 

per cent 

per c ent 

too much on 

felt that too 

little emphasis had been placed on teaching methods, 42 per 

cent would have liked more classroom observation, and 38 per 

cent would have liked more teaching practice .. Table 56 shows 

their response. (Note: in all of the DES tables the 

percentages do not always total 1001.. The tables are compiled 

quoting the percentages as presented in the DES report.) 

TABLE 56: DES PROBATIONERS' VIEWS ABOUT THE BALANCE OF 
TRAINING COURSES (PRIMARY AND MIDDLE SCHOOL TEACHERS). 

Probationers 
considered that their 
course had placed: 

too much emphasis on 

education studies 
teaching method 
academic/specialist 
subject 
classroom observation 
teaching practice 

Percentage of teachers 

1-2 

44 
8 

34 

8 
8 

Rating 
3 

46 
52 
55 

50 
55 

4-5 course 

11 
40 
11 

42 
38 

too lit tl e 
emphasis 

Adapted from Table 5, DES 1982b: 26 

Bearing in mind that in terms of CATE '2' (DES Circular No 

24/89 of November 1989) the academic/specialist subject 

strand has been increased in time, the fac t that a third of 

the probationers thought too much emphasis was placed on this 

strand in the period 1983 to 1986 (when the majority would 

have studied towards their teaching qualification), means 

that this situation is likely to worsen. 
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I 
The probationers views about their training to teach reading 

is extremely worrying. It has already been noted (in chapter 

one) how important it is for primary teachers to be able to 

teach reading. Yet the HMI survey showed that only 43 per 

cent of probationers felt well prepared to teach reading, 

while as many as 26 per cent reported feeling inadequately 

prepared to teach reading. The survey reports: 

A group of six questions was directed specifically 
at primary teachers. Just over four out of ten 
teachers working in primary and middle schools 
considered that they were well prepared to teach 
reading. Three quarters thought they were at least 
adequately prepared but a quarter felt inadequately 
prepared. 

DES 1982b: 32-33 

The response to reading teaching was considerably worse than 

the probationer~ views about their preparation to teach 

mathematics. Table 57 shows the difference. 

TABLE 57: DES PROBATIONERS' VIEWS ABOUT ASPECTS OF THEIR 
TRAINING: READING TEACHING AND MATHEMATICS TEACHING. 

Percentage of teachers (primary and middle school) 

Probationers Rating 
considered that 
they were: 1-2 3 4-5 

well prepared to 43 30 26 not prepared 
teach reading 

well prepared to 61 25 14 not prepared. 
teach mathematics 

Adapted from Table 8, DES 1988c: 32 

While the report on preparedness to teach mathematics does 

not leave room for complacency, the reading return means that 

as many as one in four teachers felt inadequately prepared to 

teach reading. The consequences of this for the pupils gives 

cause for concern. 
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REPORTS ON PROBATIONERS IN SOUTH AFRICAN PRIMARY SCHOOLS. 

The inspecto~ate in all of the main South Af~ican education 

autho~ities ~epo~t on the pe~fo~mance of p~obatione~s to 

thei~ ~espective chief inspecto~s and Di~ecto~s of Education. 

Such info~mation, howeve~, is t~eated as confidential to the 

education autho~ity. Fo~ this ~eason no ~epo~ts such as those 

published by the DES in England a~e available fo~ public 

sc~utiny in South Af~ica. 

EVALUATION OF FITE COURSES BY STUDENT TEACHERS. 

What is possible is the evaluation of cou~ses by the student 

teache~s themselves. Such a policy was adopted by the 

staff of the Rhodes Education Depa~tment in 1984 and an 

p~ocedu~e ag~eed 

courses 

p~ocedu~e 

established. Lectu~e~s ~esponsible fo~ 

depa~tmental evaluation we~e encou~aged to use the 

as well as to establish thei~ own assessment 

instruments 

colleagues . 

and to sha~e such findings with thei~ 

EVALUATION OF THE RHODES UNIVERSITY DEPARTMENT OF EDUCATION 

ENGLISH PROFESSIONAL STUDIES (PRIMARY) AND READING COURSES. 

DEVELOPMENT OF THE EVALUATION INSTRUMENT. 

In the case of English P~ofessional Studies (p~ima~y) and the 

Reading Cou~se, evaluations have been conducted since 1982. 

In the fi~st instance an anonymous open-ended statement was 

invited f~om each student. In 1985 a mo~e ~igo~~us fo~mat was 

int~oduced, to be administe~ed eve~y alte~nate yea~. The 1985 

questionnai~e was used as a pilot p~obe and the questionnai~e 

was then assessed by th~ee lectu~e~s. Using the ~esulting 

questionnai~e, the cou~ses we~e evaluated in 1987 and again 

in 1989 . The latte~ evaluations fo~m the basis of the ~epo~t 

in this chapte~. 

215 



THE EVALUATION INSTRUMENT . 

THE TIMING OF THE EVALUATION. 

It was seen in chapte~ six that English P~ofessional Studies 

(p~ima~y) and the Reading Cou~se a~e completed du~ing the 

thi~d yea~ of the 8achelo~ of P~ima~y Education deg~ee . The 

cou~ses a~e evaluated at the end of the academic yea~. This 

means that the student teache~s will have completed fou~ 

pe~iods of teaching expe~ience in the schools p~io~ to 

evaluating these cou~ses. They a~e the~efo~e able to ~eflect 

to some extent on the value of thei~ p~ofessional studies 

cou~ses in te~ms of thei~ teaching, as well as the way in 

which schools teach (o~ do not teach) such subjects. 

THE SAMPLE. 

The 8achelo~ of P~ima~y Education is offe~ed at two levels: 

fo~ those wishing to qualify as junio~ p~ima~y teache~s 

(teaching child~en aged 5 to 8 yea~s of age) and those 

wishing to qualify as senio~ p~ima~y teache~s 

child~en aged 9 to 12 yea~s of age) . 

(teaching 

As has been 

into these 

togethe~ fo~ 

noted, English P~ofessional Studies 

two specialisations, while both 

the Reading Cou~se. In te~ms 

is divided 

g~oups come 

of ~eading 

teaching, this allows the students in thei~ ~espective g~oups 

to specialise in beginning ~eading in the case of the junio~ 

p~ima~y teache~s , while the senio~ p~ima~y English 

P~ofessional Studies g~oup specialise in ~eading development 

and extension in the functional ~eading catego~y (~efe~ 

chapte~ two). In combining fo~ the Reading Cou~se, no 

distinction is made as to thei~ ~espective phase 

specialisations. 

It is fo~ this ~eason that the sample of those evaluating the 

courses differs in number. The sample size is shown in Table 

58. 
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TABLE 58: SAMPLE SIZE OF STUDENT TEACHERS 
ENGLISH PROFESSIONAL STUDIES (SENIOR PRIMARY) 
COURSE - 1987 and 1989. 

Course 

English Pr-ofessional Studies 
English Pr-ofessional Studies 
Reading Cour-se 
Reading Cour-se 

METHOD OF COMPLETION. 

1987 
1989 
1987 
1989 

The evaluation is completed anonymously, 

EVALUATING THE 
AND READING 

Number-

13 
9 

23 
21 

r-equir-ing the 

r-espondents to r-ecor-d a numer-al in their- r-esponse to the 

questionnaire. They ar-e also invited to comment about the 

course as indicated in the questionnaires - refer annexures 

8 (English Pr-ofessional Studies: Senior- Pr-imar-y)and 9 

(Reading Cour-se). 

ASSESSMENT CODES. 

Thr-ee r-esponses ar-e r-equir-ed on the questionnair-e. In ter-ms 

of the topics, wor-kshops, assignments and r-elated activities, 

the student teacher-s ar-e asked to indicate the following. 

1. Inter-est. 

Indicate the extent to which a topic or- an 

activity had pr-oved to be of inter-est or- had 

been inter-esting. The following codes apply: 

5 = Of ver-y much interest 
4 = Of much inter-est 
3 = 'Okay' 
2 = Of little inter-est 
1 = Of very little inter-est. 
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2. Val u e. 

3 . 

This category is defined as a topic o r 

activity being of value to the stu dent teacher 

as a prospective teac her. In other words, the y 

are asked to indicate the extent to which they 

thought an activity or topic covered during the 

course would prove useful to them as teachers. 

The following codes apply: 

5 = Of very much v alue 
4 = Of much value 
3 = 'Okay ' 
2 = Of little value 
1 = Of very little value 

Time. 

Indicate whether or not the amount of time 

spent on a topic or activity was excessive, 

satisfactory or too little . It was explained 

that this referred to lecture contact time as 

well as any non-contact time. 

5 = Time allocation was just right 
3 = Too much time spent on this topic or activit y 
1 = Too little time spent on th i s topic or activity 

CLUSTERING OF CODES. 

Because of the limited size of the sample, the responses are 

clustered in the tables that follow. Those responses 

indicating 1I0f very much interest" and "of much i nterest" are 

gro uped together (1-2 i n tables below ) , whi le those 

reflecting "of little interes t " and "of very little interest" 

(4 - 5 in tables below) are grouped accordingl y. A , 3' thus 

indicates an ' o ka y' or ' acceptable ' response . 
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STRUCTURE OF THE EVALUATION. 

So as to indicate the response in terms of interest, value 

and amount of time taken up by a topic or activity, the 

tables of information are arranged in those groupings. 

ENGLISH PROFESSIONAL STUDIES: SENIOR PRIMARY (REFERRED TO AS 

READING L1.) 

It was noted in chapter six that this course takes place 

during the third year of the degree. It is of twenty weeks 

duration and incorporates five timetabled lecture periods per 

week - one single and two double periods. 

The evaluation considers each of the topics and activities in 

this course (refer Annexure B), but for the purpose of this 

study, only those dealing directly with reading teaching are 

included. Topics such as attitudes to the teaching of 

English, the planning of work and factors such as assignments 

and handouts are not included here. 

EVALUATION OF INTEREST IN TOPICS AND ACTIVITIES. 

The students' 

in Table 59. 

expressed interest in the topics is collated 

(Note: in some of the tables,'N/A' categorises a non-return 

or nil response by a respondent or respondents. ) 
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TABLE 59: INTEREST IN ENGLISH PROFESSIONAL STUDIES ( SENIOR 
PRIMARY) READING TEACHING TOPICS. 

Number of respondents: 22 

Students who were: Rating 

1-2 3 4-5 N/A 

very interested in 
background theory to 
reading teaching 

very interested in 
junior- primary 
reading teaching 

very interested in 
developing functional 
reading skills 

16 

16 

21 

This is an interesting reponse. 

5 o not interested 

6 o not interested 

1 o not interested 

Paticularly notable is the 

fact that no students expressed a lack of interest in theory 

as well as the teaching of reading in a phase outside of 

their own immediate interests. In terms of the need for 

con tinui ty in teaching strategies between the two phases, 

the latter is encouraging. 

Of the 65 recorded responses, 53 expressed interest in the 

topics or- activities, while there were 12 lIokayll responses .. 

This means that 82;:: of the responses indicate "much interest" 

while 18% indicate an ··okay" response. 

EVALUATION OF V~LUE IN TOPICS AND ACTIVITIES. 

This is the most important of the three aspects considered. 

It is very likely to be the case that if student teachers do 

not see any value in studying a topic in terms of the their 

needs as prospective teachers, their motivation, interest 

and application will be adversely affected. 

The students ' response is tabulated in Table 60. 
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TABLE 60: PERCEIVED V~LUE IN STUDYING TOPICS IN THE ENGLISH 
PROFESSIONAL STUDIES (SENIOR PRIMARY) COURSE. 

Numbe~ of ~espondents: 22 

Students who asc~ibed 

much value to 
backg~ound theo~y 

to ~eading teaching 

much value to 
junio~ p~ima~y ~eading 

much value to 
developing functional 
~eading skills 

1-2 

16 

14 

18 

Rating 

3 4-5 

5 o not much value 

8 o not much value 

4 o not much value 

Of a total of 65 ~esponses in this evaluation, 48 indicated 

"much value" while 17 ~esponded by classifying the . value of 

the topics as lIokay". This is a 74% and 26% response 

~espectively. 

little value. 

No students indicated that the topics we~e of 

This is a pa~ticula~ly pleasing ~esponse. The fact that no 

students ~ated any of these topics as valueless in te~ms of 

thei~ own p~epa~ation to teach in the senio~ p~ima~y phase is 

notable. While it is to be expected that the students would 

see the developing of functional ~eading skills as directly 

~elated to thei~ teaching, it is g~atifying to note that they 

see having a knowledge about junio~ p~ima~y ~eaaing as an 

advantage. 

transition 

This should also ~esult in a much mo~e effective 

fo~ the child~en as they move f~om the one phase 

to the othe~. 
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EVALUATION OF THE AMOUNT OF TINE SPENT ON THE READING 

TEACHING TOPICS OR ACTIVITIES INCLUDED IN THE ENGLISH 

PROFESSIONAL STUDIES (SENIOR PRIMARY) COURSE. 

As listed in Table 42 in chapte~ six, the ~eading teaching 

topics o~ activities included in the English P~ofessional 

Studies (senio~ p~ima~y) 

with 5 lectu~es each week. 

course are covered in six weeks, 

The amount of time fo~ each topic 

is listed in Table 61, as well as the students' ~esponse to 

the amount of time spent on these topics o~ activities. 

TABLE 61: EVALUATION OF THE AMOUNT OF TINE SPENT ON THE 
TOPICS OR ACTIVITIES: ENGLISH PROFESSIONAL STUDIES (SENIOR 
PRIMARY) COURSE. 

Numbe~ of ~espondents: 22 

Topic o~ activity: Contact Rating 
hou~s 

Right Too much Too little 

Backg~ound theo~y 

Junio~ P~ima~y ~eading 

Developing Functional 
Reading skills 

TOTAL 

AVERAGE f. 

5 

7 

18 

30 

Backg~ound theo~y is p~esented in 

16 

17 

18 

51 

77 

lectu~e 

additional ~eadings p~ovided fo~ self-study. 

4 

3 

3 

10 

15 

fo~m with 

The amount of time allocated to Junio~ P~ima~y ~eading is 

dete~mined by the numbe~ of students in the class. Following 

an int~oducto~y lectu~e, the students a~e issued with wo~k 

packs, each pack dealing with an aspect of ~eading teaching. 

This st~ategy is adopted f~om the app~oach used by Tann at 

the Oxfo~d Polytechnic (~efe~ chapte~ five). Students study 

such issues as the notion of '~eadiness', the teaching of 

phonics, the ' look-say' method of ~eading teaching, the 
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language expe~ience app~oach, the o~ganization of the ~eading 

lesson in the junior primary classroom as well as examining 

some of the mo~e commonly used ~eading schemes used in South 

Af~ican English speaking p~ima~y schools. 

Developing functional ~eading skills occupies most of the 

contact time. As the class g~oups a~e small, ~eadings, 

discussion and wo~kshops a~e a~~anged to cove~ such topics as 

the meaning and development of comp~ehension, cloze 

p~ocedu~e, p~ediction exe~cises, ~eading fo~ diffe~ent 

pu~poses, ~eading ~ate, skimming, scanning, the development 

of c~itical ~eading, study skills, how to use ~efe~ence 

books, dictiona~ies, newspape~s and di~ecto~ies, and ~eading 

labo~ato~ies. 

The majo~ity of students (18 of 22 o~ about 821.) desc~ibed 

the time spent on these activities as "just right". 

THE READING COURSE. 

As indicated ea~lie~ in this study the Reading Cou~se is also 

held du~ing the thi~d yea~ of the deg~ee. The cou~se is of 

twelve weeks du~ation, with five contact pe~iods scheduled 

fo~ each week. It is o~ganised so that a double pe~iod is set 

aside fo~ lectu~e input, while a follow-up t~iple pe~iod is 

used fo~ wo~kshop pu~poses . The wo~kshop is usually based on 

the p~eceding lectu~e input. Time is also set aside fo~ the 

students to discuss the g~oup novels which they have ~ead 

du~ing the p~eceding week. 

The evaluation of the Reading Cou~se is divided 

sub-sections. 

A: Cou~se content: fo~mal input. 

8: Wo~kshops. 

C: Assignments. 

D. Othe~ aspects of the course. 

E. General. 
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The detail of each sub-section becomes apparent in the tables 

that follow. 

EVALUATION OF INTEREST IN READING TEACHING TOPICS AND 

ACTIVITIES: JUNIOR AND SENIOR PRIMARY STUDENTS. 

Table 62 lists the response of the students ' interest in the 

topics and activities in the Reading Course . As assignments 

for the two year groups changed, as well as other aspects of 

the course, only an evaluation of the formal input and group 

novels read by the students is shown jointl y , these latter 

aspects of the Reading Course being common to both year 

groups. 
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TABLE 62: INTEREST IN THE READING COURSE (J UNIOR AND SENIOR 
PRIMARY) • 

Number of respondents : 44. 

(A: Course content: formal Input.) 

Students who were: 

very interested in 
' What is children ' s 
literature? ' 

very interested in 
' Guides for evaluating 
litera ture. ' 

very interested in 
'Books for ages and 
stages' 

very interested in 
' A literature policy 
for the school. 

very interested in 
' Uses of children ' s 
literature in the 
c 1 assr-oom ' . 

very interested in 
' Testing reading age . 

very interested in 
' Testing book 
suitability' . 

(B: Workshops) 

very interested in 
reading group novels 

very interested in 
disc ussing group novels 

Rating 

1-2 3 

42 2 

38 5 

36 6 

32 6 

41 1 

33 10 

29 11 

41 3 

24 19 
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4-5 

o n ot interested 

o not interested 

1 not interested 

o not interested 

2 not interested 

1 not interested 

4 not interested 

o not i nterested 

1 not interested 

N/A 

1 

1 
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The numbe~ of ~esponses made by students totalled 388. Of 

these 316 indicated "much inte~est" in the topic o~ activity, 

63 indicated an "okay " response, while 9 ~esponses indicated 

that the topic o~ activity was of "little inte~est". This 

~ep~esents the following ~atio: 

"Much inte~est" in the topic o~ activity: 82% 

"Okay" 16% 

"Little inte~est" in the topic o~ activity: 2% 

In the case of assignments, the 1989 coho~t we~e not able to 

unde~take the assignments included in the evaluation below 

because of timetable changes within the deg~ee. Consequently, 

the evaluations listed below a~e based on the 1987 evaluation 

completed by twenty th~ee students. (The 1989 coho~t 

completed an assignment which involved the w~iting of a book 

fo~ child~en, but this activity was not assessed in the 

cou~se evaluation.) 

TABLE 63: INTEREST IN READING COURSE ASSIGNMENTS AND OTHER 
ACTIVITIES (JUNIOR AND SENIOR PRIMARY STUDENTS). 

Numbe~ of ~espondents: 23. 

Students who we~e: 

ve~y inte~ested in 
p~oducing a slide-tape 
based on a book 

ve~y inte~ested in 
viewing othe~ students ' 
slide-tapes 

ve~y inte~ested in 
~esea~ching a topic 
of inte~est 

ve~y inte~ested in 
attending the 
'teach-back ' of 
~esea~ch topics 

1-2 

19 

21 

16 

12 
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Rating. 

3 4-5 

3 1 not inte~ested 

2 o not inte~ested 

7 o no t in te~es ted 

11 o not in te~ested 

N/A 



Clea~ly the student teache~s found the cou~se to be of 

inte~est. Ve~y few ~esponses show that any topic o~ activity 

was not of inte~est to the majo~ity of the student g~oup. 

But of what value was the cou~se to the students as 

prospective teachers? Tables 64 and 65 p~ovide some idea of 

thei~ ~esponse to this question. 
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-------------------------------------------------------------
TABLE 64: EVALUATION OF THE V~LUE OF THE READING COURSE 
TOPICS AND DISCUSSION OF GROUP NOVELS. 

Number of respondents: 44 

(A: Formal inputs. ) 

Students who ascribed Rating 

1-2 3 4-5 N/A 

much value to 42 2 0 not much value 
'What is children's 
literature?' 

much value to 41 3 0 not much value 
'Guide for evaluating 
li terature.' 

much value to 35 5 1 not much value 3 
'Books for ages and 
stages. 

much value to 31 8 0 not much value 5 
'A literature policy 
for the school. ' 

much value to 41 2 0 not much value 1 
'Uses of children's 
literature in the 
classr-oom. 

much value to 33 9 2 not much value 
'Testing reading age. 

much value to 32 9 3 not much value 
'Testing book suitability. ' 

(8 : Workshops. ) 

much value in 37 5 1 not much value 1 
reading group novels 

much value in 24 18 2 not much value 
discussing 
group novels 
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Once again , the majority describe the course content as being 

of great value to them as prospective teachers. There are 386 

recorded responses in this evaluation. The total number of 

responses in the categories lIof very much value " and "of much 

value" totals 316, while there are 61 "okays". The total 

number of responses indicating "of little value" Or lIof very 

little value" is 9. Thus it may be deduced that 82% rate the 

course as being of much value, 16% as "okay" while 2% of the 

responses indicate "of little value tl
• 

The value of the assignments completed by the 1987 year 

group is shown in Table 65. 

TABLE 65: EVALUATION OF THE READING COURSE ASSIGNMENTS AND 
OTHER ACTIVITIES. 

Number of respondents: 23 

Students who ascribed: Rating. 

1-2 3 4-5 

much value to 18 3 2 little value 
producing a slide-tape 
based on a book 

much value to 17 4 1 little value 
viewing other 
students ' slide-tapes 

much value to 17 6 0 little value 
researching a 
topic of interest 

much value to 14 7 1 little value 
attending the 
teach-back of 
research topics 

N/A 

1 

1 

----------------------------------------------------------------

Of a total of 90 r-esponses, 66,6% rate the activities as 

II being of much value ll
, 22,2% as "okay", while only 4,4% 

expressed the view that these activities were "of little 

value". 
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EVALUATION OF THE AMOUNT OF TINE SPENT ON READING COURSE 

TOPICS AND ACTIVITIES. 

The amount of time spent on the Reading course topics and 

activities as well as the students' 

allocation is shown in Table 66. 

TABLE 66: THE AMOUNT OF TINE SPENT ON 
TOPICS AND ACTIVITIES AND THE STUDENTS' 
ALLOCATION - 1987 and 1989. 

Number of respondents: 44 

evaluation of this 

THE READING COURSE 
EVALUATION OF THIS 

Topic/Activity Hours Rating 

Right Too much Too little N/A 

What is childrens ' 4 
literature? 

Guide for 
evaluating lit 

Books for 
ages 8< stages 

Literature 
policy 

2 

6 

2 

Uses of literature 6 

Testing reading age 4 

Testing book 
suitability 

Group novel 
discussion 

TOTAL 

AVERAGE I. 

2 

4 

30 

28 

29 

31 

30 

30 

30 

28 

16 

222 

64 

8 6 

10 5 

8 4 

9 3 

5 9 

8 6 

10 5 

14 13 

72 51 

21 15 

The total number of "just right" responses is 222 out of a 

total of 345 recorded responses, while 72 responses indicate 

that too much time was allocated to aspects of the course. A 

total of 51 responses indicated that there was too little 

time. This means that 641. of the responses are "just right", 

21% "too much time" and 15% indicate that "too little time" 
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was available. With the p~oblem of a heavily scheduled 

timetable in the thi~d yea~, this ~ep~esents a ~easonably 

satisfacto~y ~esult. In te~ms of individual topics o~ 

activities, it appea~s that the time spent on g~oup novel 

discussions p~oduces a mixed and fai~ly divided ~esponse. 

(The amount of time allocated to othe~ topics and activities 

in the Reading Cou~se is shown in Table 67: 

TABLE 67: THE AMOUNT OF TIME ALLOCATED TO OTHER READING 
COURSE TOPICS AND ASSIGNMENTS . 

Topic/activity 

The school lib~a~y 

Slide-tape assignment 
Resea~ch topic 
Listening to ~eco~ded novels 
P~omoting ~eading - wo~kshop 

TOTAL 

Hou~s 

30 

* This is the amount of time allocated to class~oom meetings 
fo~ the p~esentation of topics and p~og~ammes. They do not 
include the amO!'nt of time taken to p~epa~e these 
p~esentations. 

These topics a~e not included in Table 65 as they we~e not 

evaluated by both student g~oups. The ~eason fo~ this was 

explained 

assignments. 

earlier: each coho~t completed diffe~ent 
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SUMMARY AND CONCLUSIONS. 

1. The HMI survey The New Teacher in School, (DES 1988c) 

produced findings which are perturbing if one believes that 

children placed in the care of newly qualified teachers have 

a right to expect competent teaching, particularly in an 

activity as important as learning to read. Some of the key 

findings suggest that the training received by too many of 

these teachers failed to provide them with the competencies 

one would expect newly qualified teachers to have acquired in 

preparation for their first teaching post. In view of these 

comments, one is obliged to consider the quality of teaching 

received by pupils whose teachers are included in these 

findings. 

* Over half of the teachers (54%) could not be classified 

as displaying high or relatively high teaching competence. 

* As many as 20% lacked some or many of the basic teaching 

skills. 

2. No comparable statistics are available for the situation in 

South Africa because of official policies. If the education 

and schooling of children is viewed as important enough to be 

subjected to dispassionate or independent scrutiny, such 

policies are unjustifiable. 

3. What can be done is to compare the quality of training as 

perceived by the student teachers. In chapter one it was 

established how important it is that the newly qualified 

teacher should feel enthusiastic and confident. Bearing that 

in mind, the 1988 

satisfying picture. 

DES survey does not provide a very 

* Almost half the respondents (44%) felt that too much 

emphasis had been placed on Education Studies and a third 

felt the same about academic studies. 
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4. 

* Far too many teachers felt that teaching methods had not 

been emphasised enough (401.) and that other professional 

activities such as classroom observation and teaching 

practice were not sufficiently emphasised 

respectively). 

(421. and 381. 

* Only 437. of the teachers felt well prepared to teach 

reading, while 267. - one in four teachers 

were not prepared to teach reading. 

felt that they 

The remainder 

regarded themselves as falling somewhere in the middle of 

such a classification. 

In chapter three the Bullock Report was cited: 

One after another of the written submissions 
quoted the experience of young teachers who claimed 
to have completed their training with only the most 
cursory attention to the teaching of reading. 

DES 1975: 331 

From the 1988 DES report it appears that only about four in 

ten newly qualified teachers attended training institutions 

which had put right the situation described in the Bullock 

Report of 1975 . 

Two cohorts of students attending the Rhodes University 

English Professional Studies (Senior Primary) course, as well 

as the Reading Course, completed anonymous evaluations of the 

reading teaching courses they had experienced. It has already 

been shown that the Rhodes University reading teaching course 

was the second longest course (after King Alfred's College, 

Winchester) of the six institutions examined in this study. 
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5. Th~ee questions we~e asked of the Rhodes Unive~sity senio~ 

p~ima~y students students: 

* To what extent we~e the topics of inte~est to you? 

* To what extent we~e the topics of value to you as a 

p~ospective teache~? 

* Was too much, too little o~ the ~ight amount of time 

spent on the topics o~ activities? 

6. The ~esults of the su~vey indicate the following ~esponse by 

the student teache~s. 

TABLE 68: INTEREST AND VALUE ASSESSMENT OF TOPICS AND 
ACTIVITIES IN THE READING COURSES FOR SENIOR PRIMARY STUDENT 
TEACHERS: 1987 AND 19B9. 

Evaluation "Much "Okay" "Little 
inte~est inte~est 

o~ value ll 
o~ value" 

Inte~est (Reading Ll) 821. 181. 01. 
Inte~est (~eading cou~se) 821. 161. 21. 

Value (Reading Ll) 741. 261. 01. 
Value (Reading cou~se) 821. 161. 21. 

AVERAGE 801. 191. 11. 

Thus eight in ten of the student teache~s stated that the 

topics and activities we~e of much inte~est and value, the 

majo~ity of 

satisfacto~y. 

the balance feeling that the cou~ses we~e 

Only a ve~y small numbe~ of responses 

indicated that the topics and activities we~e of little 

inte~est o~ of little value. It can be concluded that these 

students do not feel that the ~eading teaching cou~ses we~e 

inapp~op~iate to thei~ needs as teache~s. 
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The amoun t of time spen t on reading teac hing was not 

c onsidered excessive by the majority of students. The amount 

of time spent on the functional reading course was seen as 

"right " by 77"1. of the students , 81. said there was too little 

time, while 151. said too much time was spent on it . Wi th 

regard to the Reading Course, 641. described the amount of 

contact time as right, 15 I. said there was too little contact 

time and 211. said too much contact time was allocated to this 

course. Taken as a whole this means that 70,51. of the 

responses indicated that the amount of time allocated to all 

reading teaching was right, 181. felt there was too much time 

and 11,51. felt that there was not enough time allocated to 

these courses. 

In a university timetable which makes many demands on the 

students, these returns are acceptable. For seven in ten 

students to feel that the amount of time allocated to reading 

is right is probably as good a return as could be teaching 

expected, particulary as the remaining three teachers in ten 

are divided in opinion as to the amount of time that 

be allocated to reading teaching. 

should 

The student teachers ' comments about the reading course 

and particularly the value of being asked to read children ' s 

books provide a perspective which course developers of 

reading teaching courses might well c onsider. Some of 

students' comments include the following: 

" Every teacher should know of children ' s 
literature. After this course I feel more sure of 
advising children on what to read." 

" ( The course was) of great value. I myself am a 
reluctant reader. It gave me the opportunity to go 
back and read a lot of what I'd missed." (Italics 
mine) • 
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"I would have liked to r-ead a few 
books but I am awar-e that time can be a 
my cur-iosity has been ar-oused and I'll 

mor-e childr-en ' s 
problem - even so 

continue reading. " 

Rhodes Univer-sity Reading Cour-se Evaluation 
November- 1987. 

If these r-esponses per-mit cour-se developer-s to believe that 

the r-eading teaching cour-se is pr-oviding a wor-thwhile 

exper-ience and tr-aining for- the student teacher-s as indicated 

by the student teachers, the question which remains 

unanswered in ter-ms of the students being pr-epared as 

tea.chers is the natur-e and quality of the pr-actical 

teaching that they gain in the schools while on experience 

practice. Chapter- eight is an analysis of this experience in 

a sample of classr-ooms. 

============================================================= 
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CHAPTER 8: THE ROLE OF SCHOOLS IN MODELLING READING TEACHING 

FOR THE STUDENT TEACHER UNDERGOING INITIAL TEACHER 

PREPARATION. 

Needless to say, the universities and teachers' 
colleges must be supported by the (education 
authority) and schools if their efforts are to be 
successful. 

Houghton-Hawksley 1983: 183 

THE IMPORTANCE OF TEACHING PRACTICE. 

The importance of teaching practice for student teachers has 

been highlighted by many authorities (Ruddick and Sigworth 

in Hopkins and Reid 1985: 153; Souper 1976: 2; Hadley 1982: 

ix). As Ruddick and Sigworth point out, student teachers view 

the teaching practice experience as being of more value than 

any taught education course. They add: 

Experience in schools represents for students the 
peak of their training. Such episodes are also 
important to teacher tutors and college tutors, for 
it is only when their students are loosed on a 
diversity of classrooms that they can see how 
effectively seminar and classroom activity 
interweave. 

Ruddick and Sigworth in Hopkins et al 1985: 153 

In the publication Developments in the BEd Degree Course, 

The Department of Education and Science in the United Kingdom 

commented that it was " ... generally agreed by college staff, 

teachers in schools and students that the major practices 

were of vital importance in the total BEd course " (DES 

1979: 27). 

The role of the school and the host teacher in particular, 

has become extremely important in terms of the quality and 

nature of the experience gained by student teachers. As 

Hadley points out, schools in the United Kingdom have become 

more involved in the training of teachers during the past 
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twenty years and that there has been a ttgrowth in many cases 

of a par-tner-ship between the initial training institutions 

and the schools into which they send their- students" (Hadley 

1982: i x ) • This is nat different fr-om the patter-n of 

experience undergone by student teachers in South African 

colleges and 

University, 

universities. As noted in chapter si x, Rhodes 

for example, requires primary school student 

teachers to complete thirteen weeks of supervi sed teaching 

practice during their four year course as well 

of unsupervised teaching practice experience. 

as four weeks 

Institutions offering FITE courses for teachers cannot work 

alone, providing the student teacher with a body of knowledge 

and a ' rule book ' as to how to teach. This point is taken up 

by Hadley who points out that one cannot learn to teach by 

way of being 

instructions. 

provided with a recipe book and a set of 

In teaching, the kind of practical knowledge 
requir-ed can neither be taught nor learned ('from 
the book'), bu t on I y imparted and acquired. This 
knowledge only exists in practice and the most 
potent way of acquiring it is by working with those 
who are pr-actising it day by day .. .. it is much more 
a matter of the student observing, listening, 
working alongside and doing, and having that doing 
sympathetically guided and made more conscious. 

Hadley 1982: x. 

THEORY BUILT ON PRACTICE AND PRACTICE INFORMED BY THEORY. 

What the student teacher- requir-es is a study of the 

and then the opportunity to pr-actise that theor-y and 

theory 

r-ef lect 

upon it. As the DES in the United Kingdom puts it: "Ideally, 

theo ry must be built on practice and pr-actice infor-med by 

theory .... " (DES 1979: 30). 

If this 

question 

teachers 

is the case - and it seems a reasonable one 

that ar-ises is whether schools provide 

the 

student 

with experiences in areas of the curriculum which 

enable student teacher-s to practise the ar-t of teaching those 

curricular components? Con versely, wha t happens if a host 
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teacher does not pay attention to a pa r ticular part of the 

curriculum? In the case of reading teaching, it is important 

that a 

reading 

teacher 

host teacher teaches reading skills 

amongst her pupils in such a way that 

or 

the 

promotes 

student 

can observe, practise, experiment, and conduct 

reading lessons or activities which the student teacher has 

learned about in theory. If the host teacher is not seen to 

be teaching reading or promoting reading amongst the pupils 

- or, indeed, 

who expresses 

displays hostility towards the student teacher 

an interest in reading teaching there is 

little chance that the student teacher will become an 

enthusiastic and effective teacher of reading. Both the 

schools and the training institutions should work together, 

providing student teachers with experiences which enable 

student teachers to go on to become effective teachers in 

curriculum areas as importan t as the teaching of reading. 

Teacher training, as Bassey says: 

... needs to be a partnership between students, 
tutors and school teachers with common objectives 
and, as such, it is obviously helpful for the 
different partners to know what the others are 
trying to do. 

Bassey 1978: 1 

DO SCHOOLS SERVE AS ROLE MODELS IN READING TEACHING? 

In earlier chapters six institutions were seen to provide 

courses in the teaching and promotion of reading. A cause for 

concern is that too many schools may not be providing reading 

programmes 

alongside 

which enable the student teachers to work 

their professionally qualified host teachers. In 

chapters three and four it was shown that while the teaching 

of initial or beginning reading in English schools was 

satisfactory, the main problems appear to be found in the 

inadequacy of reading teaching programmes which should cater 

for the children who are able to read with a degree of 

fluency. 

programmes 

for student 

If schools do not have effective reading teaching 

at this (senior primary) level, the consequences 

teachers and reading teaching in both the short 

and long terms are perturbing. 
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The evidence available suggests that this situation p~evails 

in many junio~ schools in England. What is the situation in 

English speaking South Af~ican p~ima~y schools? 

THE POSITION IN SOUTH AFRICA. 

Independent ~esea~ch, ~epo~ts and investigations about 

teaching in senio~ p~ima~y classes in English speaking South 

Af~ican senio~ p~ima~y class~ooms a~e ve~y limited. As shown 

in chapte~ one, pa~t of the p~oblem in t~ying to establish 

what is taking place in South Af~ican schools is that 

education autho~ities such as the Cape Education Depa~tment 

will not pe~mit independent educational research into 

teaching p~og~ammes in schools unde~ thei~ cont~ol. One of 

the exceptions is the ~esea~ch conducted by Houghton­

Hawksley, a CED Inspecto~ of Education (now ~efer~ed to as 

Supe~viso~s of Education). 

HOUGHTON-HAWKSLEY ' S 1983 RESEARCH: ENRICHNENT READING IN 

PRINARY SCHOOLS. 

Some idea of what takes place in Cape Education Depa~tment 

schools in te~ms of the p~omotion of ~ec~eational ~eading can 

be gleaned f~om a study of Houghton-Hawksleys' docto~al 

thesis En~ichment ~eading in p~ima~y schools (Houghton­

Hawksley 1983). In a sample of 608 teache~s who ~esponded to 

a questionnai~e, the teache~s p~ovided the following 

information. 
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TABLE 69: SOME TEACHERS' COMMENTS REGARDING ENRICHMENT 
READING 
DURING SCHOOL TIME. 

Percentage who want to implement 
"free reading U 

Per-centage who advDcate "free reading" 
during school time 

Percentage who claim to make 
allowance for this in their timetable 

Percentage in schools where provision is made 
for this in the school timetable 

Percentage who claim to have stocks 
of books for this reading in their classrooms 

Percentage who claim to have sets 
(4 - 6 copies of individual titles) 
available for group reading and discussion 

Percentage who use a single title for 
class reading 

Percentage who believe teachers should 
discuss reading matter with individual 
pupils during "free reading time" 

98,01. 

94,91. 

76,81. 

31,41. 

65,31. 

43,91. 

46,91. 

80,81. 

Adapted fram: Houghton-Hawksley H 1983: 180 

These figures are interesting, but need to be viewed in 

conjunction with other evidence which is available. 

With reference to classroom collections, for e)(ample, 

Houghton-Hawksley reports earlier in his thesis that 

...... many primary classrooms in the Cape Province do not have 

either classroom collections or block loans, and the pupils 

grow up in a relatively bookless .... environment" (1983: 165). 

This is contrary to the claim made by 651. of the teachers who 

maintain that they do have stocks of books in their 

classrooms - as well as almost 441. claiming that they have 

sets of individual titles. A further problem is that where a 

class collection exists, no indication is given as to the 

quality and quantity of the titles or the patterns and 

methods of usage. The claimed amount of "free readingll time 

and allied factors could usefully be validated against a 
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sample of classrooms actually observed in terms of book 

p~ovision and actual teaching p~og~ammes. The problem is how 

this is to be established for as long as ~esearchers are 

denied permission to investigate teaching programmes in this 

way . 

The ways in which teachers claim that they encourage the 

reading of English "imaginative books" (Houghton - Hawksley 

1983: 181) , is also worth scrutiny. 

recommend books that they like, yet, 

89,3% of the teachers 

as Houghton Hawksley 

points out, this response 

degree of circumspection" 

"must be viewed with a certain 

(1983 : 186) as, of the teachers 

surveyed, "67,91. read fewer than six children's books 

annually" (1983: 180). 

It is how teachers encourage the reading , of English 

imaginative books in Houghton-Hawksley's study that is most 

interesting of all. He provides the following returns: 

TABLE 70: HOW TEACHERS ENCOURAGE THE READING OF IMAGINATIVE 
BOOKS. 

"89,3% recommend books they like ; 
56,9% advertise books which are available in the school 

55,4% 
50,0% 

40 , 5% 
37,3% 
34,5% 
34,0% 

27,0% 

17,1% 
1,6% 

library; 
arrange book talks by individual pupils; 
encourage pupils to keep their own 'book records ' 
file; 
compile ' class collections ' of fiction; 
arrange 'book exchanging ' among pupils; 
hold ' book displays' 
give formal, instruction-type lessons to encourage 
such reading; 
advertise books which are available in the public 
library; 
organize ' book discussions' in groups; 
hold ' book auctions ' among pupils." 

Houghton-Hawksley 1983: 181 

( I t is disappointing to note that reading aloud to the 

children i s not even listed.) 
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How accurate are these figures obtained from a questionnaire? 

It seems worthwhile to compare the picture po r trayed by these 

returns against the experiences of student teachers who work 

in senio~ primary classrooms during their teaching practice 

periods. While the sample in the latter case will be very 

much smaller, it may provide a realistic picture of reading 

teaching and the promotion of recreational reading taking 

place in the classrooms . The tables which follow illustrate 

this situation. 

STUDENT SURVEYS AND REPORTS ON READING TEACHING ACTIVITIES 

DURING CONTINUOUS SUPERVISED TEACHING PRACTICE. 

In 1988, 1989 and again in 1990, the Rhodes University third 

year student teachers participated in an intensive reading 

course which included the study of developmental reading, 

functional reading and recreational reading. This enabled 

these student teachers to identify the reading teaching 

activities listed below. 

The student teachers were set a formal assignment in which 

they had to record the lessons taught 

(a) by their host teacher. These were coded as ' T'. 

(b) by the student teacher as instructed by their 

host teacher. These were coded as 'TIS ' . 

(c) by the student teacher where this was initiated, 

planned and executed independently, without the 

assistance or involvement of the host teacher. 

These were coded as'S' . 

A diary describing these reading activities had to be 

maintained by the students. 

During the teaching practice period, Rhodes University 

Education Department tutors checked that the student teachers 

were recording the reading teaching taking place on the grid 

provided. 
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On retu r-ning to the Uni ve~sity, the stu dent t e a e hers 

described the a c tua I practice of reading teaching in 

classrooms in relati o n to the i r understanding of the theo ry 

of sound readi n g teac h ing prac t i ces . 

The results were dev astating. 

THE SAMPLE. 

Only schools where English was the language of instruction 

from Subs tandard A to Standard 5 have been included in the 

sample reported here. So that duplication did not take place, 

classrooms which had been sampled in a previous year were not 

included in successive surveys - which partl y accounts for 

the reduced number of surveys. Table 71 tabulates the sample. 

TABLE 71: SAMPLE OF SCHOOLS INCLUDED IN THE SURVEY. 

1988 1989 1990 Total 
Number of schools: 6 4 3 13 

Number of classes: 11 7 6 24 

Student-teachers in Standa~d 2: 3 2 2 7 
Student- teachers in Standard 3: 4 2 2 8 
Student-teachers in Standard 4: 2 2 2 6 
Student-teachers in Standard 5: 2 1 0 3 

THE SURVEY . 

The survey completed b y each student teacher was divided into 

these main sections: 

Developmental reading 
Read ing development and e x tension: functional reading 
De veloping comprehension 
De veloping critical awareness 
Reading speed 
Read i ng laborator i es 
Other funct i onal reading activities 
Rec r eational reading 
Diagnostic and ~emedial wor k . 
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The grid that each student teacher completed is reproduced as 

Annexure 10. 

Each survey was conducted over a four week period. 

THE RESULTS OF THE SURVEYS. 

An analysis of the information provided by the student 

teachers produced the following results. 

DEVELOPMENTAL READING. 

Table 72 lists the developmental reading lessons or 

activities observed by the student teachers. 

-------------------------------------------------------------
TABLE 72: DEVELOPMENTAL READING LESSONS OBSERVED OR 
ENCOURAGED TO TEACH - Codes T and TIS. 

Year-: 1988. 
Std 2 2 2 3 3 3 3 4 4 5 

1. Using a graded reading scheme: 0 1 2 0 0 0 0 0 0 0 
2. Using phonics: 0 0 0 0 0 0 0 0 0 0 
3. Using flash cards: 0 0 0 0 0 0 0 0 0 0 
4. Language master or other 

mechanical devices: 0 0 0 0 0 0 0 0 0 0 
5 . No other developmental lessons or activities reported. 

Year 1989. 
Std 2 2 3 3 4 4 5 

1. Using graded reading scheme: 0 0 0 0 0 0 0 
2 . Using phonics: 0 0 0 0 0 0 0 
3. Using flash-cards: 0 0 0 0 0 0 0 
4. Language Master or other 0 0 0 0 0 0 0 

mechanical devices 
5. Other 0 0 0 0 0 0 0 

Year: 1990. 
Std 2 2 3 3 4 4 

1. Using graded reading scheme: 0 1 0 0 0 0 
2. Using phonics: 0 0 0 0 0 0 
3. Using flash-cards: 0 0 0 0 0 0 
4. Language master- or other 0 0 0 0 0 0 

mechanical devices: 
5. Other 0 0 0 0 0 0 
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Comment: 

Apa .... t f .... om four occasions when two teache .... s were obse .... ved 

using a .... eading scheme to teach r-eading, no developmental 

teaching was obse .... ved. The patte .... n would seem to endorse the 

view that ve .... y little is done about "consolidating the work 

of the ea .... ly years" as advocated by the Bullock Repo .... t 6. 
language fo .... life (DES 1975: 115) . 

FUNCTIONAL READING LESSONS AND ACTIVITIES. 

Table 73 .... eflects functional .... eading lessons whe .... e the 

following skills were taught by the host teacher 0 .... whe .... e the 

student teache .... was encou .... aged to teach such lesson - Codes T 

and TIS f .... om above. 

-------------------------------------------------------------
TABLE 73: FUNCTIONAL READING SKILLS - CODES T AND TIS. 

yea .... : 19B8 
Std 2 2 2 3 3 3 3 4 4 5 5 

1- Teaching the child .... en the 0 0 0 0 0 0 0 0 0 0 0 
importance of pu .... pose: 

2. Teaching/p .... actising how to 
findl locate info .... mation in: 

di .... ectories 0 0 0 0 0 0 0 0 0 0 0 
. Yellow pages' 0 0 0 0 0 0 0 0 0 0 0 
newspapers 0 0 0 0 0 0 0 0 0 0 0 
text books 0 0 0 8 0 0 0 0 0 0 4 
atlas 0 0 0 0 0 0 0 0 1 0 4 
b .... ochu .... es 0 0 0 0 0 0 0 0 0 0 0 
dictiona .... y 1 0 0 0 0 0 0 0 0 0 0 
o the .... 0 0 0 0 0 0 0 0 0 0 0 

3. Study methods eg SQ3R 0 0 0 0 0 0 0 0 0 0 0 
4. Skimming exercises 0 0 0 0 0 0 0 0 0 0 0 
5. Scanning exercises 0 0 0 0 0 0 0 0 0 0 0 
b . Reading fo .... main ideas 0 0 0 3 0 0 0 0 0 0 0 
7. Reading fo .... detail 0 0 0 1 0 0 0 0 1 0 0 
8. Sequencing 0 0 0 0 0 0 0 0 0 0 0 
9. Othe .... 0 0 0 0 0 0 0 0 0 0 0 
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Year: 1989 

Std 2 2 3 3 4 4 5 

1. Teaching chi ldren the 1 0 0 0 0 0 1 
importance of purpose 

2. Teaching/practising how to 
find/locate information in : 

directories 0 0 0 0 0 0 0 
'Yellow pages' 0 0 0 0 0 0 0 
newspapers 0 0 0 0 0 0 0 
text books 0 0 3 0 0 3 0 
atlas 0 0 0 0 0 0 0 
brochures 0 0 0 0 0 0 0 
dictionary 0 0 0 0 0 0 0 
other 0 0 0 0 0 0 0 

3. Study methods ego SQ3R 0 0 0 0 0 0 0 
4. Skimming exercises 0 0 0 0 0 0 0 
5. Scanning exercises 0 0 6 0 0 0 0 
6. Reading for main ideas 1 0 0 0 0 0 0 
7. Reading for detail 2 0 2 0 1 0 0 
8. Sequencing 0 0 0 0 0 0 0 
9. Other 0 0 0 0 0 0 1 
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Year: 1990 
Std 2 2 3 3 4 4 

1- Teaching children the 0 0 0 0 0 0 
importance of purpose 

2. Teaching/practising how to 
find/locate information in: 

dir-ectories 0 0 0 0 0 0 
, Yellow pages' 0 0 0 0 0 0 
newspapers 0 0 0 0 0 0 
text books 0 1 4 0 0 0 
atlas 0 0 0 0 0 0 
brochures 0 0 0 0 0 0 
dictionary 1 0 0 0 0 0 
other 1 0 0 0 0 0 

3. Study methods ego SQ3R 0 0 0 0 0 0 
4. Skimming exercises 0 0 0 0 0 0 
5. Scanning exercises 0 0 0 0 0 0 
6. Reading for main ideas 1 0 0 0 0 0 
7. Reading for detail 2 0 2 0 1 0 
8. Sequencing 0 0 0 0 0 0 
9. Other 0 0 0 0 0 0 

------------------------------------- --------- ----- ----------

Comment: 

(a) Quite clearly the teac her-s ar-e not teaching 

children the importance of purpose when asking the children 

to read , or discussing purpose with them. It is worth being 

reminded of the importance of teachers stressing purpose. As 

David Cooper writes: 

The purpose an individual has for reading something 
directly influences how that person will comp~ehend 
the reading and to what the person will pay 
attention. 

Cooper J . D. 1986: 15 

The Bullock Report put it thus: 

It will often be helpful for teachers to encourage 
their pupils to identify their purposes before they 
undertake a piece of particular reading . 

DES 1975 : 119 
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( b) Very 

practising, or 

little attention was paid 

drawing to the attention of 

to 

the 

teaching, 

children 

techniques on how to locate info~mation in documents or 

books. A minimal number of the teachers were observed by 

student teachers to be doing this in their approach to the 

text-books used by the children. The remainder paid no 

attention to these techniques during the observation period. 

(c) No teaching or application of study methods (such as 

SQ3R) was observed or noted by the student teachers. 

(d) The importance for children as readers learning to 

skim or scan has already been established. It is therefore 

alarming that the children were not taught how to skim and 

scan during these periods. (Practising these skills is 

tabulated in Table 76 below refer developing reading 

speed. ) 

(e) Children experience great difficulty establishing the 

main ideas expressed in paragraphs, sections, or chapters -

which helps explain why they experience such difficulty in 

note making, reporting or summarising. As noted in chapter 

two, teaching children how to identify main ideas is 

important. However, such teaching is not taking place in the 

majority of the classrooms observed. One teacher of a 

Standard 3 class practised this on three occasions, while two 

other teachers were observed doing this on one occasion each. 

(f) No sequencing exercises whatsoever were taught during 

the observation periods. 

These returns are cause for considerable concern. It was 

hoped, nevertheless, that teachers would be seen to be 

developing the children's ability to comprehend text. The 

returns were as disappointing, as shown in Table 74. 
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TABLE 74: LESSONS IN WHICH THE IMPROVEMENT OF COMPREHENSION 
WAS THE STATED OBJECTIVE - CODES T AND TIS. 

Year-: 1988. 
Std 222 3 333 4 4 5 5 

1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 

1 1 0 Using conventional text-books. 
Developing liter-al compr-ehension 1 1 0 
Developing infer-ential skills 0 0 0 
Developing evaluative skills 0 0 0 
Dealing with fact and opinion 0 o 0 
Cloze pr-ocedur-e work 
Pr-ediction exer-cises 
Multiple choice 
Poetr-y 
Other-

000 
000 
000 
000 
000 

Year-: 1989. 

o 14 1 1 
o 300 
o 300 
2 000 
000 0 
o 000 
1 000 
o 100 
o 000 
o 000 

Std 2 2 3 3 445 

1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 

Using conventional text-books. 1 2 
Developing liter-al compr-ehension 6 0 
Developing infer-ential skills 5 0 
Developing evaluative skills 
Dealing with fact and opinion 
Cloze pr-ocedur-e wor-k 
Pr-ediction exercises 
Multiple choice 
Poetr-y 
Other-

5 0 
o 0 
o 0 
o 0 
o 0 
8 0 
o 0 

Year-: 1990. 

2 0 
o 0 
o 0 
o 0 
o 0 
o 0 
o 0 
o 0 
o 0 
o 0 

o 1 
3 4 
o 0 
o 0 
o 0 
o 1 
o 0 
o 0 
1 0 
o 0 

Std 2 2 3 3 4 4 

1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 

Using conventional text-books. 
Developing liter-al compr-ehension 
Developing infer-ential skills 
Developing evaluative skills 
Dealing with fact and opinion 
Cloze pr-ocedur-e wor-k 
Prediction exercises 
Multiple choice 
Poetr-y 
Other-

Comment: 

4 1 
3 2 
3 0 
3 1 
1 0 
o 0 
o 0 
o 0 
o 0 
o 0 

o 0 
o 0 
o 0 
o 2 
o 0 
o 0 
o 1 
o 0 
o 0 
o 0 

1 0 
1 0 
o 0 
o 0 
o 0 
o 0 
o 0 
o 0 
o 0 
o 0 

o 
o 
o 
o 
o 
o 
o 
o 
o 
o 

o 0 
o 1 
o 1 
o 1 
o 0 
o 0 
o 0 
o 0 
o 0 
o 0 

o 0 
o 1 
1 0 
o 0 
o 0 
o 0 
o 0 
o 0 
o 0 
o 0 

(a) As pr-eviously shown, developing the childr-en's 

compr-ehension is vitally impor-tant. The r-esults in Table 74 

r-eflect a situation wher-e these teacher-s ar-e not paying 

anything like enough attention to this par-t of the childr-en's 

r-eading development. Only one teacher- of a standar-d 2 class 
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in the 1989 sample and one standard 2 teacher in the 1990 

sample appear to be developing the comprehension skills of 

the children in terms of the activities listed in Table 74. 

(b) While 

conventional 

one teacher is reported to have 

English language text-book on fourteen 

used a 

of the 

twenty teaching days observed, it is surprising that the use 

of text-books is not as widespread as one might have thought. 

(c) It is alarming that only one student teacher observed 

cloze procedure exercises being done - and then only on one 

occasion. Prediction activities were observed on two 

occasions. So too, multiple choice exercises are hardly used. 

( d ) The one standard 2 teacher in the 

the children examining meaning in poetry. 

1989 group had 

The fact that this 

was never seen on any other occasion is very worrying and 

indicates the need for further research to be done in this 

field. 

It is worth recalling the statement from the Bullock Report ~ 

Language for Life that it is the reponsibility of all 

teachers to see to it that the apparent authority of the text 

be questioned by the pupils (DES 1975: 121). Developing 

critical awareness, as we have seen, is of crucial 

importance, particularly as the child reaches the later 

stages of the senior primary phase and early junior secondary 

phase. Table 75 indicates how often this was observed 

happening in, the classroom. 
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- ---------------------------------------------- --------------
TABLE 75: DEVELOPING CRITICAL AWARENESS - CODES T AND TIS. 

Year: 1988. 
Std 2 2 2 3 3 3 3 4 4 

1. Comparative reading 0 0 0 0 0 0 0 0 0 
2. Dealing with fact and opinion 0 0 0 0 0 0 0 0 0 
3. Examination of inference 0 0 0 1 0 0 0 0 0 
4. Questionning accuracy of text 0 0 0 0 0 0 0 0 1 
5. Other 0 0 0 0 0 0 0 0 0 

Year: 1989. 
Std 2 2 3 3 4 4 5 

1. Comparative reading 0 0 0 0 0 0 0 
2. Dealing with fact and opinion 0 0 0 0 0 0 0 
3. Examination of inference 0 0 0 0 0 0 1 
4. Questionning accuracy of text 0 0 0 0 0 0 1 
5. Other 0 0 0 0 0 0 0 

Year: 1990 . 
Std 2 2 3 3 4 4 

1. Comparative reading 0 0 0 0 0 0 
2. Dealing with fact and opinion 0 0 0 0 0 0 
3. Examination of inference 0 0 0 1 0 0 
4 . Questionning accuracy of text 0 0 0 0 0 0 
5. Other 0 0 0 0 0 0 
------------------------------------------------------------

Comment. 

The figures reflected in Table 75 are alarming in the 

extreme. It appears from this sample that children are not 

being asked to identify fact from opinion, to query intent 

or insinuation or to question text in a way which will result 

in them becoming critical readers. Here too, further 

research appears to be necessary in order to determine the 

extent to which critical reading is being done at the senior 

primary level. 

Developing the children's reading speed, where the teacher 

consciously has such an objective in mind, was also not 

observed . Table 76 records the situation observed by the 

student teachers. 
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----------------------- - ------- ------------ ------------------
Table 76: DEVELOPING READING SPEED - CODES T AND T I S . 

Year: 1988. 
Std 2 2 2 3 3 3 3 4 4 

1. Skimming exercise practice 0 0 0 0 0 0 0 0 0 
2. Scanning exerc:ise practice 0 0 0 0 0 0 0 0 0 
3. Reading laboratory exercises 0 0 0 0 0 0 0 0 0 
4. Mechanical devices 0 0 0 0 0 0 0 0 0 
5. Other 0 0 0 0 0 0 0 0 0 

Year: 1989 . 
Std 2 2 3 3 4 4 5 

1. Skimming exercise practice 0 0 0 0 0 0 0 
2 . Scanning exer-c ise practice 0 0 0 0 0 0 0 
3. Reading laboratory exer-cises 5 0 0 0 0 0 0 
4. Mechanical devices 0 0 0 0 0 0 0 
5. Other 0 0 0 0 0 0 0 

Year: 1990. 
Std 2 2 3 3 4 4 

1. Skimming exercise practice 0 0 0 0 0 0 
2. Scanning exercise practice 2 0 0 0 0 0 
3. Reading laboratory exer-cises 0 3 1 0 0 0 
4. Mechanical devices 0 0 0 0 0 0 
5. Other 0 0 0 0 0 0 

------------------------------------------ - ---------------

Comment: 

Equipping pupils with strategies which will allow them to 

handle large volumes of printed materials as they progress 

::hrough school is important. Skills such as skimming and 

scanning in timed exer-cises were given minimal attention in 

terms of the sample observed. For maximum effectiveness, such 

training requires, in addition, that children practise these 

skills regularly. Such opportunities were not being provided. 

Table 77 shows the extent to which reading laboratories were 

used during the periods observed . As laboratories can be used 

at other times of the year when student teachers are not 

presen t, the results of their observations must be viewed 

bearing this factor in mind. 
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TABLE 77: WORK WITH READING LABORATORIES - CODES T and T I S. 

Year-: 1988. 
Std 2 2 2 3 3 3 3 4 4 

1- S . R.A. 3 2 0 0 0 0 0 0 0 
2. War-d Lock 0 0 0 0 0 0 0 0 0 
3. Other- 0 0 0 0 0 0 0 0 0 

Year-: 1989. 
Std 2 2 3 3 4 4 5 

1- S.R.A. 5 0 1 0 0 0 0 
2. War-d Lock 0 0 0 0 0 0 0 
3. Other- 0 0 0 0 0 0 0 

Year-: 1990. 

Std 2 2 3 3 4 4 

1- S.R.A. 0 3 1 0 0 0 
2. War-d Lock 0 0 0 0 0 0 
3. Other- 0 0 0 0 0 0 
-----------------------------------------------------------

Comment: 

The develope..-s of the S.R.A. Reading Labor-ator-y point out 

that in or-de..- to be effective, the labor-ator-y must be used on 

a r-egular- and f..-equent basis . This r-ecommendation does not 

appear- to be common pr-actice in this sample as the fr-equency 

of usage as r-ecor-ded is ver-y low. Ther-e is one exception: a 

1989 standar-d 2 class wher-e the teacher- used the labor-ator-y 

five times dur-ing the per-iod of obser-vation. 

Tr-aining childr-en how to use r-efer-ence books and a libr-ar-y is 

a valuable skill - as outlined in chapter- two. The extent to 

which this occur-..-ed in the classr-ooms obser-ved dur-ing these 

thr-ee per-iods of time is shown in Table 78 . 
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TABLE 78: OTHER FUNCTIONAL READING TEACHING - CODES T AND TIS. 

Year: 1988. 
Std 2 2 2 3 3 3 3 4 4 5 

l. Training in how to 
consult r-efer-ence books 2 0 0 8 0 0 0 0 0 0 

2. Training in how to use a library 0 2 4 2 4 0 0 0 0 0 
3. Other 0 0 0 0 0 0 0 0 0 0 

Year: 1989. 
Std 2 2 3 3 4 4 5 

l. Training in how to 
consult reference books 1 0 0 0 0 0 0 

2. Training in how to use a library 0 0 4 0 1 2 0 
3. Other 0 0 0 0 0 0 0 

Year: 1990. 
Std 2 2 3 3 4 4 

l. Training in how to 
consult reference books 0 0 7 0 0 0 

2. Training in how to use a library 1 3 2 0 0 0 
3. Other 0 0 0 0 0 0 

Comment: 

(a) Because children in this phase of their education have 

poorly developed skills in terms of consulting reference 

books, it is important that teachers should be teaching these 

skills regularly. Some teachers appear to pay attention to 

these skills, 

not. 

but the results suggest that the majority do 

( b) Just under half of the classes (ten of twenty four) 

were taught some aspects of how to use a library. It is 

notable, however-, that less attention is given to library 

usage in the senior classes. The reverse should be the case. 

(c) During the period of observation two standard 3 

teachers in the 1988 and 1990 samples stand out in that 

they taught the children how to consult reference books and 

how to use a library an many more Dccassions than the rest of 

the sample. 
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The e)(tent to which recreational reading is promoted in the 

classr-ooms as observed in the student teacher survey, 

provides data that is in conflict with the claims made by 

teachers in Houghton-HawKsley's research (refer Tables 69 and 

70) . Table 79 indicates how often teachers were seen to be 

teaching or promoting recreational reading in terms of the 

categories listed. 

-------------------------------------------------------------
TABLE 79: RECREATIONAL READING - CODES T AND TIS. 

Year: 1988. 
Std 2 2 2 3 3 3 3 4 4 5 5 

1- Teacher reading class novel 0 0 0 0 2 3 0 0 1 0 1 
2. Teacher conducting 'book sells' 0 0 0 0 0 0 0 0 0 2 0 
3. Teacher reading - other (eg 

poetry, articles etc) 1 0 0 0 0 0 0 0 0 1 0 
4. Silent reading - pupils (eg 

USSR) 3 2 0 0 3 17 1 0 16 0 9 
5. Group novel reading 1 0 0 17 0 0 0 0 0 0 0 
6. Group novel discussion 1 0 0 0 0 0 0 0 0 0 0 
7. Listening to recorded novels 0 0 0 2 0 0 0 0 0 0 0 
8. Book 'sells' by pupi 1 s 0 0 0 0 0 0 0 0 0 0 0 
9. Reading aloud whole class 0 0 0 0 3 0 1 0 0 0 0 
10. Reading aloud ring 1 0 3 0 1 0 0 0 0 0 0 
11- Reading aloud individual 

to teacher 0 0 0 0 0 0 2 0 0 1 0 
12. Poetry 0 0 0 0 0 0 0 0 0 0 0 
13. Other 0 0 0 0 0 0 0 0 0 0 0 
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Year: 1989. 

1. 
2. 
3. 

4. 

5. 
6. 
7. 
8. 
9. 
10. 
11. 

12. 
13. 

Std 

Teacher reading class novel 
Teacher conducting ' book sells 
Teacher reading - other (eg 
poetry, articles etc) 
Silent reading - pupils (eg 
USSR) 
Group novel reading 
Group novel discussion 
Listening to recorded novels 
Book 'sells' by pupils 
Reading aloud - whole class 
Reading aloud ring 
Reading aloud individual 
to teacher 
Poetry 
Other 

Year: 1990. 

2 233 4 4 

o 000 000 
o 0 0 0 040 
o 0 0 0 000 

o 0 9 0 222 

o 0 
6 0 
o 0 
o 0 
3 0 
6 0 
3 11 

o 0 
o 0 

o 0 
o 0 
o 0 
o 0 
o 0 
3 0 
o 0 

o 0 
o 0 

o 0 
o 0 
o 0 
o 0 
o 0 
1 2 
o 2 

o 0 
o 0 

o 
1 
o 
o 
o 
o 
o 

o 
o 

Std 2 2 3 3 4 4 

1. 
2. 
3. 

4. 

5. 
6. 
7. 
8. 
9. 
10. 
11. 

12. 
13. 

Teacher reading c l ass novel 
Teacher conducting 'book sells 
Teacher reading - other (eg 
poetry, articles etc) 
Silent reading - pupils (eg 
USSR) 
Group novel reading 
Group navel discussion 
Listening to recorded novels 
Book ' sells' by pupils 
Reading aloud 
Reading aloud 
Reading aloud 
to teacher 
Poetry 
Other 

- whole class 
ring 
individual 

Comment: 

003 
000 
000 

o 
o 
o 

15 3 16 3 

o 0 
o 0 
o 0 
o 0 
o 4 
o 4 
o 2 

9 17 
o 0 
o 2 
o 0 
o 0 
o 2 
1 0 

o 0 
o 0 
o 0 

3 0 

2 0 
o 0 
o 0 
o 0 
o 0 
2 0 
o 0 

o 0 0 0 0 0 
000 0 0 0 

5 

(a) As many authorities have pointed out, teachers 

reading a class reader aloud to the class, is the most 

potent way in which they can develop the children ' s interest 

in reading for enjoyment (Sutherland and Arbuthnot 1981, 

Calthrop 1971, Chambers 1983, Huck 1976, McKellar 1983). 

McKellar s 1983 study showed that teachers in the sample of 

South African schools examined, were not reading often enough 

(if at all in some cases) , and where they did read aloud to 
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the pupils, the choice of books read left much to be desired. 

The figure recorded in Table 79, item 1 of each year seems 

to indicate that the teachers observed in this sample are 

still not reading aloud to their classes often enough - and 

indeed, in some cases, not at all. 

(b) In Table 70 Houghton-Hawksley noted that 89,3% of 

teachers recommend books they like, that 56,9% advertise 

books available in the school library, that 34,5% hold book 

displays and that 27,0% advertise books which are available 

in the public library . These activities, including reading 

selected parts of books as a 'bait' in an attempt to'spell­

bind' the children, were classified as 'book sells" on the 

student teacher survey. Yet the student teachers report that 

only two host teachers were seen conducting 'book sells' 

involving these activities. 

(c) The student teachers report that in 16 of the 24 classes 

silent reading for pleasure was observed taking place (Table 

79 point 4 in each year group). In 5 of the 16 classes, this 

silent reading was given a place of real importance in the 

organisation of the timetable - the children read silently on 

nine or more occasions during the period of observation, or 

almost every second day. 

The returns on this category stand out when compared to every 

other category. Why this is so could well be explained by the 

fact that the education authority whose schools predominated 

in the survey, instructed schools and headteachers that 

'USSR " (uninterrupted, sustained, silent reading) was 

desirable and necessary. Schools were invited to introduce 

this activity into their programmes. This authoritative 

commendation resulted in many schools introducing a period of 

silent reading into the routines of their teaching programme. 

(d) The reading of group novels was prominent in three 

of the twenty four classes. 
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(e) In Table 70 Houghton-Hawksley reports that 55,4r. 

of teachers arrange book talks by individual pupils. In the 

period of observation, the student teachers did not on any 

occasion see any child conducting a ' book sell ' or book talk 

in response to a request to do so by their teacher. 

(f) In thirteen of the twenty four classes children were 

seen ~eading aloud, either as a class, or around the ring or 

11), to which it would to the teacher (Table 79 items 9, 10, 

seem well to be reminded of the point made by Walker 

when he said: 

(g) 

..• isolated examples of archaic practices still 
survive and it is essential to eradicate these in 
order to establish a methodology based on sound 
pedagogical principles .. • 

Walker 1974 : 15 

It is extremely regrettable that no poetry 

whatsoever was read for the sake of pleasure in any of the 

twenty-four classes during the periods of observation. 
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DIAGNOSTIC AND REMEDIAL TEACHING. 

In terms of diagnostic and remedial work, 

observed the following: 

the students 

TABLE 80: DIAGNOSTIC AND REMEDIAL WORK - CODES T AND TIS. 

Year: 1988. 

Std 2 2 2 3 3 3 3 4 4 5 

1. Testing 0 0 0 0 0 0 0 0 0 0 
2. Diagnostic Work 0 0 0 0 0 0 0 0 0 0 
3. Remedial work 0 0 3 0 0 0 0 0 0 0 
4. Other 0 0 0 0 0 0 0 0 0 

Year: 1989. 

Std 2 2 3 3 4 4 5 

1. Testing 0 0 0 0 0 4 0 
2. Diagnostic Work 0 0 0 0 0 0 0 
3. Remedial work 0 0 0 0 0 0 0 
4. Other 0 0 0 0 0 0 0 

Year: 1990. 

Std 2 2 3 3 4 4 

1. Testing 0 3 0 0 0 0 
2. Diagnostic Work 0 0 0 0 0 0 
3. Remedial work 0 0 0 0 0 0 
4. Other 0 0 0 0 0 0 
------------------------------------------------------------

Comment: 

Good teachers know that good teaching has as part of its 

planning and organisation, good testing. This was not 

observed during this period, with the exception of three of 

the twenty four classes. 

It is important now to examine the teaching practice which 

the student teachers experienced when left to their own 

devices. 

260 

0 

5 

0 
0 
0 
0 



STUDENT TEACHER EXPERIENCE OF READING TEACHING: SELF-

INITIATED LESSONS (CODE S). 

It was noted earlier that theory without practice and 

practice devoid of underpinning theory is the antithesis of 

what teacher training programmes set out to achieve. Thus, 

teaching practice requires a partnership between the host 

teacher and the student teacher, ideally sharing ideas with 

each other. 

Student teachers are often left to plan and teach lessons on 

their own, without the host teacher being consulted about the 

nature of the lesson or being present during the teaching of 

these lessons. This in itself is not an undesirable 

procedure. In this examination of the teaching of reading, 

however, it is worth noting how often student teachers who 

found themselves in this situation, chose to attempt readinQ 

teaching activities. Interesting too is the nature of the 

chosen activities. Given the realities facing them when left 

alone with a class of children, given the situation portrayed 

in the tables above, would the student teachers attempt 

reading teaching lessons of the type discussed thus far? The 

following tables provide some idea of the experience they 

gained in this situation . 
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SELF-INITIATED LESSONS: DEVELOPMENTAL READING. 

-------------------------------------------------------------
TABLE 81: DEVELOPMENTAL LESSONS TAUGHT - CODE S. 

Year: 19B8. 

Std 2 2 2 3 3 3 3 4 4 5 

l. Using a graded reading scheme: 0 0 0 0 0 0 0 0 0 0 
2. Using phonics: 0 0 0 0 0 0 0 0 0 0 
3. Using flash cards: 0 0 0 0 0 0 0 0 0 0 
4. Language master or other 

Mechanical devices: 0 0 0 0 0 0 0 0 0 0 
5. No other developmental lessons or activities reported. 

Year-: 1989. 

Std 2 2 3 3 4 4 5 

1. Using a graded reading scheme: 0 0 0 0 0 0 0 
2. Using phonics: 0 0 0 0 0 0 0 
3. Using flash cards: 0 0 0 0 0 0 0 
4. Language master or other 

mechanical devices: 0 0 0 0 0 0 0 
5. No other developmental lessons or activities reported. 

Year: 1990. 

Std 2 2 3 3 4 4 

1- Using a graded reading scheme: 0 0 0 0 0 0 
2. Using phonics: 0 0 0 0 0 0 
3. Using flash cards: 0 0 0 0 0 0 
4. Language master or other 

mechanical devices: 0 0 0 0 0 0 
5. No other developmental lessons or activities reported. 

Comment. 

Clearly, then, no student teachers attempted any lessons 

where developmental teaching strategies were required. 

SELF-INITIATED LESSONS: FUNCTIONAL READING TEACHING. 

The following tables illustrate the extent to which the 

student teachers initated functional reading teaching lessons 

and activities. 
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TASLE 82: FUNCTIONAL READING LESSONS - CODE S. 

Year- : 1988. 

Std 2 2 2 3 3 3 3 4 4 5 5 

1. Teaching the childr-en the 0 0 0 0 0 0 0 0 0 0 0 
importance of pur-pose: 

2. Teachingfpr-actising how to 
findl locate infor-mation in: 

Dir-ector-ies 0 0 0 0 0 0 0 0 0 0 0 
Yellow pages 0 0 0 0 0 1 0 0 0 0 0 
Newspaper-s 0 0 0 0 0 5 0 0 0 0 0 
Text books 0 0 0 2 3 1 0 0 0 0 2 
Atlas 0 0 0 0 0 1 0 0 0 0 0 
Sr-ochur-es 0 0 0 0 0 0 0 0 0 0 0 
Dictionar-y 0 0 0 0 0 0 0 0 0 0 0 
Other- 0 0 0 0 0 0 0 0 0 0 0 

3. Study methods eg SQ3R 0 0 0 0 0 0 0 1 0 0 0 
4. Skimming exer-cises 1 0 0 0 0 0 1 0 0 0 0 
5. Scanning exercises 0 0 0 0 0 0 0 0 0 0 0 
6. Reading for- main ideas 0 0 0 2 0 1 0 0 0 0 0 
7. Reading for- detail 0 0 0 0 0 0 0 0 2 0 0 
8. Sequencing 0 0 0 0 0 0 0 0 0 0 0 
9. Other- 0 0 0 0 0 0 0 0 0 0 0 

Year-: 1989. 

Std 2 2 3 3 4 4 5 

1. Teaching the childr-en the 0 0 0 0 0 0 3 
impor-tance of pur-pose: 

2 . Teaching/pr-actising how to 
f indf locate infor-mation in: 

Directories 0 0 0 0 0 0 0 
Yellow pages 0 0 0 0 0 0 0 
Newspaper-s 0 0 0 1 0 0 0 
Text books 0 0 0 1 0 2 2 
Atlas 0 0 3 0 0 1 0 
Sr-ochur-es 0 0 0 0 0 0 1 
Dictionar-y 0 0 0 0 0 0 0 
Other- 0 0 0 0 0 0 0 

3. Study methods eg SQ3R 0 0 0 0 0 0 0 
4. Skimming exercises 0 0 0 0 0 0 0 
5. Scanning exercises 0 0 0 0 0 2 0 
6. Reading for- main ideas 0 0 0 0 0 0 0 
7. Reading for- detail 1 0 0 1 0 0 0 
8. Sequencing 0 0 0 0 0 0 0 
9. Other- 0 0 0 0 0 0 0 
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Year: 1990 . 

Std 2 2 3 3 4 4 

1- Teaching the children the 0 0 0 0 0 0 
importance of purpose: 

2. Teaching/practising how to 
find / locate information in: 

Directories 0 0 0 0 0 0 
Yellow pages 0 0 0 0 0 0 
Newspapers 0 0 0 0 0 0 
Te><t books 0 0 0 3 0 0 
Atlas 0 0 0 1 0 0 
Brochures 0 0 0 0 0 0 
Dictionary 0 0 0 0 0 0 
Other 0 0 0 0 0 0 

3 . Study methods eg SQ3R 0 0 0 0 1 0 
4. Skimming exer-cises 0 0 0 0 1 0 
5. Scanning exercises 0 0 0 0 0 0 
6. Reading for main ideas 0 0 0 1 1 0 
7. Reading for detail 0 0 0 0 0 0 
8. Sequencing 0 0 0 0 0 0 
9. Other 0 0 0 0 0 0 

----------------- --------------------------------- - ----------

Comment. 

Very little experience was gained by the student teachers in 

this important part of reading teaching at the senior primary 

leve I . Where student teachers did attempt a lesson, it was 

usually a 'one-off' experience without follow-up. 

The reason for this has not been ascertained and could 

provide a worthwhile topic for further research . I t is 

possible that the student teachers ' theoretical training is 

not adequate, or that they lack confidence in themselves to 

try something with which the children are unfamiliar, or that 

they take their host teacher as a model and teach in the 

manner they observe. This situation also gives rise to the 

question of whether there may be a need for closer 

s u pervision or direction of the student teachers during 

teach i ng practice than is presently the case . 
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---------------------------------------------------------- ---
TABLE 83: LESSONS IN WHICH THE IMPROVEMENT OF COMPREHENSION 
WAS THE STATED 08JECTIVE - CODE S. 

Year: 1988. 

Std 2 2 2 3 3 3 3 4 4 5 5 

1. Using conven tiona 1 text-books. 0 0 0 0 0 0 0 0 0 0 0 
2. Developing literal comprehension 0 0 0 0 0 0 0 0 0 0 3 
3. Developing inferential skills 0 0 0 1 0 0 1 0 1 0 1 
4. Developing evaluative skills 0 0 0 0 0 0 0 0 1 0 0 
5. Dealing with fact and opinion 0 0 0 0 0 1 0 0 0 0 0 
6. Cloze procedure work 1 0 0 1 1 1 1 1 1 0 1 
7. Prediction exercises 0 0 0 0 0 0 1 0 0 0 0 
8. Multiple choice 0 0 0 0 0 0 0 0 0 0 0 
9. Poetry 0 0 0 0 0 0 0 0 0 0 0 
10. Other 0 0 0 0 0 0 0 0 0 0 0 

Year: 1989. 

Std 2 2 3 3 4 4 5 

1. Using conventional text-books. 2 0 0 0 0 1 1 
2. Developing literal comprehension 1 0 0 0 0 2 1 
3. Developing inferential skills 1 0 0 0 0 1 1 
4. Developing evaluative skills 2 0 0 0 0 1 1 
5. Dealing with fact and opinion 2 0 0 0 0 0 1 
6. Cloze procedure work 1 0 8 3 0 0 0 
7. Prediction exercises 0 0 8 0 0 0 0 
8. Multiple choice 0 0 0 0 0 0 0 
9. Poetry 0 0 0 2 0 0 3 
10. Other 0 0 0 0 0 0 0 

Year: 1990. 

Std 2 2 3 3 4 4 

1. Using conventional text-books. 0 0 0 0 0 0 
2. Developing literal comprehension 2 1 0 1 0 0 
3. Developing inferential skills 2 0 1 1 0 0 
4. Developing evaluative skills 2 0 0 1 0 0 
5. Dealing with fact and opinion 0 0 0 1 0 0 
6. Cloze procedure work 2 0 1 1 1 2 
7. Prediction e xercises 0 0 0 0 0 0 
8. Multiple choice 0 0 0 0 0 0 
9. Poetry 0 0 0 0 0 0 
10. Other 0 0 0 0 0 0 

-------------------------------------------------------------
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Comment 

The most striking feature of these returns is the fact that 

many of the student teachers try a teaching procedure or 

activity once only. There are exceptions , but it appears as 

if student teachers do not experience using a procedure more 

than once. 

The procedure tried most often is cloze procedure, possibly 

because the student teachers feel they can ' control' the 

lesson by easily managed guidelines. 

It is noted how one student teacher organised no less than 

eight cloze procedure lessons during this four week period as 

well as three prediction exercises (Std 3 1989). 

There can be no doubt from these returns 

gained in terms of reading teaching 

inadequate. 

that the experience 

as listed here is 

To what extent did the student teachers teach lessons where 

the de velopment of critical awareness or critical reading was 

the aim? I s there a traceable increase in this reading as 

the children move into the higher standards? The returns are 

not very promising . 
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-------------------- -----------------------------------------
TABLE 84: DEVELOPING CRITICAL AWARENESS - CODE S. 

Year: 1988. 

Std 2 2 2 3 3 3 3 4 4 

l. Comparative reading 0 0 0 0 0 0 0 1 0 
2. Dealing with fact and opinion 0 0 0 0 0 0 0 0 0 
3. Examination of infer-ence 0 0 0 0 0 0 0 1 0 
4. Questionning accur-acy of text 0 0 0 0 0 0 0 1 0 
5. Other 0 0 0 0 0 0 0 0 0 

Year: 1989. 

Std 2 2 3 3 4 4 5 

l. Comparative reading 0 0 0 0 0 2 0 
2. Dealing with fact and opinion 0 0 0 0 0 2 0 
3. Examination of inference 0 0 0 0 0 0 0 
4. Questionning accuracy of text 0 0 0 0 0 0 0 
5. Other 0 0 0 0 0 0 0 

Year: 1990. 

Std 2 2 3 3 4 4 

l. Comparative reading 0 0 0 2 1 0 
2 . Dealing with fact and opinion 0 0 0 2 0 0 
3. Examination of infer-ence 0 0 0 1 1 0 
4. Questionning accur-acy of text 0 0 0 2 1 0 
5. Other 0 0 0 0 0 0 

-------------------------------------------------------------

Comment 

Only four students attempted lessons in this critical field 

and then not very often. Only one student teacher gained a 

reasonable experience in this area, teaching seven lessons in 

the four week period (Std 3 1990). 

The following tables dealing with other aspects of functional 

reading indicate that the e x perience gained was not good. 
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-------------------------------------------------------------
TA8LE 85: DEVELOPING READING SPEED - CODE S. 

Year: 1988 . 

Std 2 2 2 3 3 3 3 4 4 5 5 

1. Skimming exercise practice 0 0 0 0 0 0 0 0 0 0 1 
2. Scanning exercise practice 0 0 0 0 0 0 0 0 0 0 0 
3. Reading laboratory exercises 0 0 0 0 0 0 0 0 0 0 0 
4. Mechanical devices 0 0 0 0 0 0 0 0 0 0 0 
5. Other 0 0 0 0 0 0 0 0 0 0 0 

Year: 1989 

Std 2 2 3 3 4 4 5 

1. Skimming exercise practice 0 0 0 0 0 0 0 
2. Scanning exercise prac tice 0 0 0 0 0 1 0 
3. Reading laboratory exercises 0 0 0 0 0 0 0 
4. Mechanical devices 0 0 0 0 0 0 0 
5 . Other 0 0 0 0 0 0 0 

Year: 1990. 
2 2 3 3 4 4 

1. Skimming exercise practice 0 0 0 3 0 0 
2. Scanning exercise practice 1 0 0 3 0 0 
3. Reading laboratory exercises 0 0 0 1 0 0 
4. Mechanical devices 0 0 0 0 0 0 
5. Other 0 0 0 0 0 0 

----------------------------------------------------------
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----------------------------------------------------------
TABLE B6: WORK WITH READING LABORATORIES - CODE S. 

Yea..-: 1988. 

Std 2 2 2 3 3 3 3 4 4 5 5 

1. S.R.A. 1 0 0 0 0 0 0 0 0 0 0 
2. Wa..-d Lock 0 0 0 0 0 0 0 0 0 0 0 
3. Othe..- 0 0 0 0 0 0 0 0 0 0 0 

Yea..-: 1989. 

Std 2 2 3 3 4 4 5 

1. S.R.A. 0 0 1 0 0 0 0 
2. Wa..-d Lock 0 0 0 0 0 0 0 
3. Othe..- 0 0 0 0 0 0 0 

Yea..-: 1990. 

Std 2 2 3 3 4 4 

1. S.R.A. 0 0 0 0 0 0 
2. Wa..-d Lock 0 0 0 0 0 0 
3. Othe..- 0 0 0 0 0 0 

TABLE 87: OTHER FUNCTIONAL READING TEACHING - CODE S. 

Yea..-: 1988. 

Std 2 2 2 3 3 3 3 4 4 5 5 

1. 

2. 
3. 

T..-aining in how to 
consult ..-efe..-ence books 
T..-aining in how to use a lib..-a..-y 
Othe..-

Yea..-: 1989. 

000 0 0 0 0 
000 0 0 0 0 
000 0 0 0 0 

Std 2 2 3 3 4 4 5 

1. 

2. 
3. 

T..-aining in how to 
consult ..-efe..-ence books 
T..-aining in how to use a lib..-a..-y 
Othe..-
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o 0 0 0 
o 0 0 0 
o 0 0 0 

003 
002 
000 

o 0 0 0 
o 0 0 0 
o 0 0 0 



Year: 1990. 

Std 2 2 3 3 4 4 

1. 

2. 
3. 

Training in how to 
consult reference books 
Training in how to use a library 
Other 

Comment. 

o 0 o 0 0 0 
o 0 o 0 0 0 
o 0 o 0 0 0 

It is clear from the information gained in Tables 85, 86 and 

87, that apart from isolated lessons, the student teachers 

did not experience these aspects of teaching reading during 

teaching practice. 
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RECREATIONAL READING - CODE S. 

To what extent did the student teachers gain experience in 

promoting recreational read ing when left to their own 

devices? Table 88 provides some idea of what transpired. 

TABLE 88: RECREATIONAL READING - CODE S. 

Year: 1988. 

Std 222 3 3 3 3 4 4 

1. 
2. 
3. 

4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 

12 
13 

Teacher reading class novel 
Teacher conducting 'book sells' 
Teacher reading - other 
(eg poetry, articles etc) 
Silent reading - pupils (eg USSR) 
Group novel reading 
Group novel discussion 
Listening to recorded novels 
Book ' sells' by pupils 
Reading aloud 
Reading aloud 
Reading aloud 
to teacher 
Poetry 
Other 

whole class 
ring 
individual 

Year : 1989. 

110 
000 

400 
000 
100 
000 
000 
000 
000 
100 

000 
000 
000 

6 7 5 0 
o 0 0 0 

000 2 
100 0 
o 000 
o 0 0 0 
o 0 0 0 
o 0 0 0 
o 0 0 0 
o 0 0 0 

o 0 0 0 
o 0 0 0 
o 0 0 0 

2 5 
o 0 

o 0 
o 0 
o 1 
o 0 
o 0 
o 0 
o 0 
o 0 

o 0 
o 0 
o 0 

Std 2 2 3 3 4 4 5 

1. 
2. 
3. 

4. 
5 . 
6. 
7 . 
8. 
9. 
10 . 
11. 

12 
13 

Teacher reading class novel 
Teacher conducting ' book sells ' 
Teacher reading - other 
(eg poetry, articles etc) 
Silent reading - pupils (eg USSR) 
Group novel reading 
Group novel discussion 
Listening to recorded novels 
Book ' sells ' by pupils 
Reading aloud whole class 
Reading aloud - ring 
Reading aloud individual 
to teacher 
Poetry 
Other 
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17 7 
o 0 
2 3 

o 1 
o 0 
o 0 
o 1 
o 0 
o 0 
o 0 
o 0 

o 0 
o 0 

o 0 
o 4 
5 14 

o 2 
o 0 
8 0 
8 0 
o 4 
o 0 
o 0 
o 1 

4 5 
o 0 

o 2 
1 0 
1 1 

o 0 
o 0 
o 0 
o 0 
o 0 
o 0 
o 0 
o 0 

o 0 
o 0 

o 
o 
o 

o 
o 
o 
o 
o 
o 
o 
o 

2 
o 

5 5 

o 0 
o 3 

9 0 
o 5 
o 0 
o 0 
o 0 
o 0 
o 0 
o 0 

o 0 
o 0 
o 0 



Year: 1990. 

Std 2 2 3 3 4 4 

1. Teacher rea.ding class navel 0 1 6 0 2 6 
2. Teacher conducting 'book sells 0 0 0 0 0 0 
3. Teacher reading - other 0 2 0 0 0 0 

(eg poetry , articles etc) 
4. Si lent reading - pupils (eg USSR) 0 7 0 0 0 15 
5. Group novel reading 0 0 0 0 0 0 
6. Group novel discussion 0 0 0 0 0 0 
7. Listening to recorded novels 0 0 0 0 0 0 
8. Book sells' by pupils 0 0 0 0 0 0 
9. Reading aloud - whole class 0 0 0 0 0 0 
10 . Reading aloud ring 0 0 0 0 0 0 
1t. Reading aloud - individual 0 0 0 0 0 0 

to teacher 
12 Poetry 0 0 0 0 0 0 
13 Other 0 0 0 0 0 0 
---------- ------------------------------------------------

Comment: 

While fourteen of the twenty four student teachers read to 

their classes, the table shows that their experience in 

promoting recreational reading was very inadequate and 

limited . Is it any wonder , then, that the promotion of 

recreational reading in schools continues to be a problem , 

for it is evident that student teachers are not trying 

different approaches during this formative stage of 

teaching careers. 

DIAGNOSTIC AND REMEDIAL WORK - CODE S. 

their 

The student teachers did not attempt any diagnostic or 

remedial reading teaching - a not surprising factor when one 

considers the limitations of their teaching practice 

experiences in reading teaching . 
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SUMMARY AND CONCLUSIONS. 

In terms of 

(a) the observations made by the student teachers of 

their host teachers at work 

(b) the lessons or activities student teachers were 

asked or instructed to teach 

(c) the lessons or activities student teachers taught 

when given free choice 

..• it is clear that the experience they gain during teaching 

practice in terms of reading teaching 

restricted. 

is very limited and 

The analysis produced by the three sets of student teachers 

provides enough evidence to indicate that the nature of 

reading teaching tuition is inadequate. Table 89 (page 274) 

combines the findings of the student teachers from 1988 to 

1990. The data in this table presented as a summary is based 

on the teaching done by the host teacher (Code T) or the 

student teacher working with the host teacher (Code TIS). The 

reason for selecting these returns is to highlight whnt the 

student teachers experience when working in an 'apprentice' 

type situation where the influence of the teachgr is most 

keenly felt. 

There were twenty-four classes in all. In Table 89, Column A 

lists the number of classes in which a particular type of 

reading lesson was observed, 

a single occasion. 

even if it was only observed on 
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Column B shows Column A as a percentage of the total number 

of classes. Thus if a particular reading activity was 

observed being taught even if once only in twelve 

classes, Column B will record 501.. 

Column C is the total number of times a particular reading 

activity was observed in all of the classes where that 

activity was recorded as having been taught. Thus if in three 

classes an activity was observed taught twice in the first 

class, three times in the second class and once in the third 

class, the total will be six. 

Column D shows the average number of times a particular 

activity was taught in the classes where that activity was 

observed. In the example this means that if it was taught in 

three classes and was seen a total of six times, 

is two. 

the average 

TABLE 89: OVERALL FREQUENCY OF READING ACTIVITIES OBSERVED 
IN TWENTY-FOUR CLASSES DURING SIXTY DAYS OF OBSERVATION. 

1. 
2. 
3. 
4. 

Using a graded reading scheme: 
Using phonics: 
Using flash cards: 
Language master or 
other mechanical devices: 

5. Teaching the children the 
importance of purpose: 

6. Teaching/practising how to 
find/ locate information in: 

Directories 
Yellow Pages 
Newspapers 
Text books 
Atlas 
Brochures 
Dictionary 
Other 
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A B 

No. classes 
I. 

3 

2 

6 
2 

2 

12,5 

8,3 

25,0 
8,3 

8,3 

C D 

No. lessons 
Average 

4 

2 

23 
2 

2 

1,3 

1,0 

3,8 
1,0 

1,0 



7. Study methods eg SQ3R 
8. Skimming exercises 
9. Scanning exer-cises 
10. Reading for main ideas 3 12,5 5 1,7 
11. Reading for detail 8 33,3 12 1,5 
12. Sequencing 1 4,2 1 1,0 
13. Other 

14. Using conventional text-books. 12 50,0 30 2,5 
15. Developing literal campr-ehension 11 45,8 26 2,4 
16. Developing inferential skills 5 20,8 13 2,6 
17. Developing evaluative skills 6 25,0 14 2,3 
18. Dealing with fact and opinion 1 4,2 1 1,0 
19. Cloze procedure work 1 4,2 1 1,0 
20. Prediction exercises 2 8,3 2 1,0 
21. Multiple choice 1 4,2 1 1,0 
22. Poetry 2 8,3 9 4,5 
23. Other 

24. Comparative reading 
25. Dealing with fact and opinion 
26. Examination of inference 3 12,5 3 1,0 
27. Questionning accuracy of text 2 8,3 2 1,0 
28. Other 

29. Skimming exer-cise practice 
30. Scanning exercise prac tice 1 4,2 2 2,0 
31. Reading laboratory exercises 3 12,5 9 3,0 
32. Mechanical devices 
33. Other 

34. S.R.A. 6 25,0 15 2,5 
35. Ward Lock 
36. Other 
37. Training in how to 

consult reference books 5 20,8 19 3,8 
38. Training in how to use a library 10 41,7 25 2,5 
39. Other 

40. Teacher reading class novel 5 20,8 10 2,0 
41- Teacher conducting . book sells' 2 8,3 6 3,0 
42. Teacher reading - other (eg 

poetry, articles etc) 2 8,3 2 1,0 
43. Silent reading - pupils 

(eg USSR) 16 66,7 106 6,6 
44. Group novel reading 2 8,3 18 9,0 
45. Group novel discussion 3 12,5 8 2,6 
46. Listening to recorded novels 2 8,3 4 2,0 
47. Book . se 11 s by pupils 
48. Reading aloud whole class 4 16,7 11 2,8 
49. Reading aloud ring 10 41,7 25 2,5 
50. Reading aloud individual 

to teac her 7 29,2 20 2,9 
51. Poetry 
52. Other 
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53. 
54 
55. 
56. 

Testing 
Diagnostic Work 
Remedial work 
Other 

2 

1 

8,3 7 3,5 

4,2 3 3,0 

From this table it is possible to list the reading teaching 

activities taught in most classes as well as the frequency of 

teaching. Table 90 lists the activities taught in more than 

twenty-five percent of the sample, ranked in descending 

order. 

TABLE 90: READING TEACHING ACTIVITIES TAUGHT IN MORE THAN 
251. OF THE SAMPLE OF TWENTY-FOUR CLASSES. 

No. of classes r. Average frequency 

Si len t reading (USSR) 16 66,7 6,6 
Comprehension using 
text books 12 50,0 2,5 
Developing literal 
comprehension 11 45,8 2,4 
Training to use a 
library 10 41,7 2,5 
Reading aloud -in a 

ring 10 41,7 2,5 
Reading for 
detail 8 33,3 1,5 
Reading aloud to 
the teacher 7 29,2 2,9 

These figures are very alarming. Only silent reading (USSR) 

was observed in more than half of the sample and it is the 

only activity used with a fair degree of frequency by the 

majority of teachers. However, children should be encouraged 

to read silently for a short period of time on a regular 

basis, 

reading) 

(ideally time should be found each day for silent 

and it could be argued that even an average 

frequency of 6,6 over a twenty school day period is too low. 

It is also disconcerting to realise that in eight of the 

twenty-four classes, silent reading was not observed at all 

during the period of observation. 
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Also disturbing is 

activities we~e seen 

how few kinds of 

being taught or used 

reading 

at all. 

teaching 

Table 89 

shows that no teachers in all of the classes were seen 

teaching or helping the children to acquire study skills, 

skimming and scanning techniques, or comparative reading. 

Other important reading development and extension activities 

or lessons were observed in a minimal number of classes. Some 

examples of this include: 

* teaching the importance of establishing purpose 

* finding information in directories and dictionaries 

* reading for main ideas 

* dealing with fact and opinion 

* DART activities 

* the promotion of recreational reading, other than 

USSR. 

* testing and remedial teaching. 

Put another way, it is sobering to reflect that none of these 

reading teaching activities were observed in the overwhelming 

majority of the classes. 

The teaching 

promotion of 

of reading - improving reading skills and the 

recreational reading - is not something which 

can be done in isolated or brief periods of time. It requires 

teachers to teach and to promote reading throughout the year, 

across the curriculum. As in the case of learning to play and 

master a musical instrument, reading requires tuition and 

regular practice. It is imperative that such tuition and 

regular practice should have been observed in the selected 

senior primary classrooms during the month long periods. The 

survey over the periods of time in the three years reveals a 

situation which is extremely disturbing. It is clear that 

children in these senior primary classes are not being taught 

how to improve their functional reading skills and are given 

very little practice of these skills . 
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A fu~the~ conce~n is that if student teache~s model 

themselves on thei~ host teache~s o~ take on the no~ms of the 

schools in which they complete thei~ teaching p~actice 

periods, it is ver-y possible that the inadequate 

~eading teaching p~og~ammes ~eco~ded he~e will be pe~petuated 

as these student teache~s take up posts as teache~s in 

schools. 

t~aining 

It will be ve~y difficult to b~eak 

institutions, teacher-s, in-service 

this cycle if 

t~aine~s and 

education autho~ities do not wo~k togethe~ to ensu~e that 

sound ~eading teaching p~og~ammes become a pa~t of the 

eve~yday ~outine. 

It was noted in chapte~ fou~ how schools in England will be 

expected to play a g~eate~ pa~t in the t~aining of teache~s. 

The conce~n exp~essed by Tann was ~epo~ted at length. Tann 

expressed concern about teache~s who " ... we~en·t doing it 

right ... ". F~om the info~mation gained f~om this su~vey of 

~eading teaching in twenty fou~ class~ooms in the Easte~n 

Cape, it is clea~ that a simila~ move he~e could p~ove to be 

a ~et~og~essive step. 

What did the student teache~s have to say about thei~ 

observations? Thei~ insights a~e as valuable as any 

statistical data. 

SOME COMMENTS ABOUT READING TEACHING. 

Each student teache~ was asked to show this quotation f~om 

the Bullock Repo~t, 

thei~ host teache~: 

cited in chapte~ one of this thesis, 

In the middle yea~s the~e should be th~ee majo~ 

emphases. The fi~st is to consolidate the wo~k of 
the ea~ly yea~s, and to give pa~ticula~ help to 
those child~en who fo~ one ~eason o~ anothe~ have 
failed to make p~og~ess. The second is to maintain 
and extend the idea of ~eading as an activity 
which b~ings g~eat pleasu~e and is a pe~sonal 

~esou~ce of limitless value. The thi~d is to 
develop the pupils' ~eading f~om the gene~al to the 
mo~e specialised. 

DES 1975: 115 
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The student teachers then asked their host teachers for their 

views on this quotation and included the responses in their 

subsequent assignments. The responses make interesting 

reading and may throw some light on the nature of the reading 

teaching activities taking place in the classroom. 

Some of the comments included the following: 

Example 1. 

During the four weeks we only had two comprehension 
exercises. I took the class for a cloze procedure 
exercise .... The response from the class was one of 
enthusiasm and they were eager to do another cloze 
procedure exercise ... (but) My host-teacher did not 
favour this method of comprehension. His criticism 
was that the boys were only writing one-word 
answers, while he preferred the boys to write out 
full, complete sentences where (he could) test 
their grammar and punctuation. 

Std 2 teacher. 

Comment: 

This statement reveals an appalling ignorance of the purpose 

of claze procedure as well as illustrating that the host-

teacher is confused as to purpose and means in terms of 

developing childrens' understanding of text. 

It also reveals the problem for many student teachers of 

putting into practice the teaching theories which they have 

studied at college or university. As stated earlier, it is 

important that they be given these opportunities. 

Example 2. 

Although agreeing with the statement from the 
Bullock Report, my host teacher found that the 
biggest single problem in trying to (satisfy the 
criteria) was the lack of time. She very seldom 
found time to read to the class .... the school did 
not have any period of USSR, but there was a mini­
library in the classroom, and the children took 
books out of the school library once a week. Early 
finishers in particular were enouraged to read, if 
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there was no other work to be done . This means 
that only a certain proportion of the children ever 
get the chance to read in class - for the sake of 
reading. 

Std 2 report. 

Comment : 

The question of seeing the teaching and promotion of 

as important for all the children seems a key one. 

reading 

E~ample 3 

My (host teacher) agrees with the statement, but 
quickly e~plained that the teaching of languages 
were his weak points. He was aware of the fact that 
silent reading is now seen as a very important part 
of the child's process of learning to read or 
rather developing (the child ' s) reading skills. In 
the past he had relied almost solely on the use of 
reading aloud in both groups and as a class, 
together with the conventional comprehension as 
presented in the prescribed te~t book ... The te~t 

book was used e~tensively, in fact, with the 
e~ception of two or three English lessons, it was 
used every English period. 

Std 3 report . 

Comment: 

Paffards ' comment is appropriate and no further comment 

necessa~y : 

Te~tbooks can still be found intent on dinning into 
the heads of young secondary and even primary 
school children the parts of speech and 
i~~elevancies of gender, case and mood in the face 
of all the research evidence that such knowledge 
gives them no useful skills. 

Paffard 1978: 18 
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Example 4 

I was fortunate enough .... to have (a host teacher) 
who had recently completed a reading course ... 
reading skills were practised across the 
curriculum... From the interview I had with my 
host teacher, the following strategies were both 
seen and practised in the classroom. 

Reading is 
education. 
timetabled 
activities 
strategies. 

seen as a vital part in every 
Although "reading skills" 

as such, exercises involving 
are done frequently using 

child ' s 
are not 

reading 
current 

(The) USSR scheme provides time for each child to 
develop their own reading ability, at their own 
pace .... it is also interesting to note that during 
a creative writing exercise in which the pupils had 
to draw up their own timetable, many of the 
children allocated much more than 15 minutes to 
silent reading. 

Std 4 report. 

Example 5. 

I did not share the (quotation) with the English 
teacher, as I sensed that she might feel criticised 
if I asked leading questions, since so little 
reading teaching was done in her English classes. 

I did, however, ask her what she thought about the 
reading (skills and otherwise) of (the) children 
and what she did about it. The answers were quite 
defensive. However, she thought that reading was 
obviously important, and (said) it was imperative 
that children be able to read properly. When 
referring to the Std 5 class I was observing, 
however, she maintained that there was not enough 
time in the programme to improve their rpading 
abilities. 

Basically, she was not interested in "wasting time " 
reading to the class, or, worse still, teaching 
them skills which would help them to improve their 
reading, let alone encourage them to read for the 
pleasure of it. 

Std 5 report. 

Other comments from the student teachers as they reflected on 

their experiences include the following: 

A lot of children had a problems using their 
dictionaries - possibly due to the lack of practice 
in using them. 

Std 2 report 
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There was a fair amount of emphasis on silent 
reading which the majority of the class seemed to 
enjoy. 

Std 2 report. 

There was no attempt whatsoever, made to develop 
critical awareness, and I do not believe that the 
children would ever question the veracity of the 
text presented to them. 

Std 4 report. 

During 
'Test 
had 

my third week at (school's name) it was 
Week'. For their reading test the children 

to learn a passage and then come up and read 
I found this an artificial reflection • .. it. 

Std 2 report. 

As far as I am concerned there is little gain in 
answering questions such as I'How many mattresses 
were there in the story of the princess and the 
pea?" or such-like, which no-one could remember or 
even cared to remember! 

I cannot see any educational purpose for giving 
such a ridiculous exercise to intelligent pupils 
who were quite capable of handling something more 
stimulating and creative ... 

Std 3 report. 

The student teachers' reports are very critical of the 

nature of reading teaching observed by them in the classrooms 

and the data examined thus far supports their criticism. 

In the final analysis, perhaps it can be said that the 

exercise itself - that is, monitoring reading teaching over 

the three year period was a worthwhile one for the student 

teachers themselves. One of them put it thus: 

I really enjoyed this reading assignment. More than 
anything, I found this quite an eye-opener to see 
how English Reading is put on ' hold ' and where 
appropriate, fitted into the lesson planner. 

Student teacher in a Std 2 class. 

============================================================= 
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CHAPTER 9: SUMMARY, CONCLUSION AND RECOMMENDATIONS. 

1. A SYNOPSIS OF THE STUDY. 

This study set out to eKamine the formal initial 

training of teachers with particular reference to 

reading teaching courses. It includes a consideration of 

the nature of reading teaching which student teachers 

eKperience in schools. 

In noting the Bullock Report recommendation that 

ought to be three emphases in reading teaching in 

there 

the 

senior primary school (consolidation, reading for 

pleasure and reading becoming more specialised), it was 

clear from Roeder's American study that many 

institutions did 

reading teaching 

not provide adequate courses in 

that would equip teachers to implement 

such ~ recommendation. Reading courses in the United 

Kingdom prior to the 1980s tended to concentrate on 

beginning reading (Southgate 1981: 6). In South Africa 

little public research is available on reading teaching 

in English speaking senior primary schools or classes. 

However, Houghton-Hawksley's pioneering research on 

recreational 

McKellar's 

classrooms 

reading in the primary school as well as 

work on 

have in 

reading aloud 

common the 

in senior primary 

recommendation that 

teacher trainers consider the efficacy of the reading 

teaching courses provided in FITE programmes. 

Models of the reading process such as those suggested by 

Drummond and Wignell or Harris and Sipay provide course 

developers with structures to plan reading teaching 

courses. At Rhodes University a reading course was 

developed over a period of four years and used for a 

period of siK years (chapter two). This reading course 

is used in this study as the instrument for the further 

consideration of reading teaching courses for pre­

service senior primary teachers. 
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Rather than conduct a broad survey of the nature of 

reading teaching courses at many institutions by way of 

a questionnaire - such as that completed in England by 

the Professional Association of Teache r s in 1974 it 

was decided to focus on reading teaching courses at six 

selected institutions, three in England and three in 

South Africa. It was the intention to identify, by way 

of such a study, 

when developing a 

factors which ought to be 

reading teaching course 

service teacher training. 

considered 

for pre-

Any attempt at describing FITE courses is hampered by 

change that takes place within institutions as well 

as a result of external forces that shape course 

structures and content. Accepting this to be the case, 

the strategy adopted in this study was to analyse 

reading teaching courses at a stated point in time. 

In analysing reading teaching courses, one cannot do so 

in vacuo. For this reason a survey of some of the 

reports and research which affected reading teaching 

courses in England during the period 1972 to 1990 was 

conducted. Research conducted by Cook and Moyle in the 

mid 1970s provides a useful platform upon which further 

research can be built. Since then changes in pre-service 

training in England have been described by some as 

"dramatic" (Craft 1990:76), particularly as a result of 

the formation of the Council for Accreditation in 

Teacher Education (CATE), the Education Reform Act of 

1988 and 'CATE 2' of November 1989 . 

In chapter five an analysis of three reading courses at 

the Oxford Polytechnic, Liverpool Institute of Higher 

Education and King Alfred's College is presented. This 

is followed in chapter six by a description of three 

courses at South African universities: the University of 

the Witwatersrand, University of Natal (Durban) and 

Rhodes University . 
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These course descriptions 

reading teaching courses 

provide 

which 

perspect ives 

facilitate 

on 

the 

compilation of com parative tables . Course developers may 

wish to use this information to analyse their own 

reading teaching courses. 

In chapter seven an evaluation of the reading 

course developed at Rhodes University is 

Noting that although reports of probationers 

teaching 

presented . 

in South 

Africa are not made available for public scrutiny, the 

DES reports The New Teacher in School (1982b and 1988c) 

nonetheless provide perspectives that are worth 

considering in terms of the needs of beginner teachers. 

The evaluations of the Rhodes University reading course 

conducted in 1987 and 1989 provide interesting 

perspectives which have implications for course 

developers of reading teaching courses. 

The study then makes use of the reading teaching 

syllabus as an instrument for assessing the nature and 

extent of reading teaching taking place in a sample of 

classrooms at senior primary level. The outcome of this 

assessment is a cause for considerable concern. 

2. CONCLUSIONS. 

The following conclusions emerge from 

Chapter and page references are provided. 

this study. 

2.1 A survey of 860 colleges and universities in the 

United States of America showed that reading teaching 

2.2 

courses at all but a few institutions were very 

(if offered at all )( chapter one: 12 ). 

brief 

Reading courses in England prior to 

focus on beginning reading (chapter on e: 
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2.3 There appeared to be a need for teacher training 

programmes in South Africa to place considerable 

emphasis on recreational reading (chapter one: 14). 

2.4 Houghton-Hawksley's study recommended that pre-service 

student teachers in South African teacher training 

institutions should be required to read children's 

literature (chapter one: 15). 

2.5 FITE courses cannot prepare teachers in such a way 

that qualifying teachers have all the skills and 

knowledge required for a lifetime of teaching (chapter 

two: 22). 

2.6 FITE reading teaching courses in England do not 

always enjoy a history worth emulating (chapter three). 

2.7 In the seventies the amount of contact time 

2 . 8 

available for reading teaching courses in England 

averaged in the region of 38 - 39 hours (chapter three: 

60-61). 

In the seventies almost 70 per cent 

responsible for teaching reading had no 

qualification to do so (chapter three: 62). 

of tutors 

appropriate 

2.9 When teacher training institutions increased the length 

of p~e-se~vice courses, 

did not automatically 

three: 66). 

language and reading 

gain additional time 

teaching 

(chapter 

2 . 10 A spate of reports, publications, circulars and the 

Education Reform Act of 1987 resulted in many changes 

being introduced to FITE courses for primary teachers in 

England (chapter three: 71- 87 and all of chapter four). 
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2.11 All of the tuto~s inte~viewed in England in 1990 

exp~essed conce~n about the effect ~ecent developments 

(such as satisfying the CATE c~ite~ia) we~e having on 

p~ofessional studies and ~eading teaching cou~ses in 

pa~ticula~ (chapte~ five: 148-157). 

2.12 South Af~ican unive~sities have a fai~ly long-standing 

involvement in pre- service teacher training courses, 

including p~ima~y teaching (chapte~ six: 158-159). 

2.13 Cou~se develope~s and cu~~iculum planne~s in South 

Af~ican teache~ t~aining institutions have to confo~m to 

national c~ite~ia just as thei~ colleagues in England 

and Wales have to (chapte~ six: 160-161). 

2.14 An analysis of the amount of time allocated to English 

P~ofessional Studies at the six institutions showed that 

cou~ses ~anged f~om 63 hou~s to 160 hou~s (chapte~ six: 

207) . 

2.15 The~e was no patte~n in the amount of time allocated to 

English P~ofessional studies at the six institutions 

insofa~ as compa~ing English and South Af~ican 

institutions is conce~ned (chapte~ six: 207). 

2.16 The amount of time allocated to ~eading teaching cou~ses 

at the six institutions ~anged f~om 15 to 64 hou~s 

(chapte~ six: 208). 

2.17 The th~ee institutions p~oviding the least amount of 

time to ~eading teaching cou~ses had optional cou~ses 

in ~ec~eational ~eading (chapte~ six: 208). 

2.18 At the 

p~ov ided 

South Af~ican institutions 

in gene~al backg~ound o~ 

good cove~age is 

theo~y in ~eading 

teaching, beginning ~eading, and ~eading development and 

extension (functional ~eading) (chapte~ six: 198-200). 
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2.19 At the South Af~ican institutions cove~age of ~eading 

teaching in the following a~eas va~ies in te~ms of 

scheduled contact hou~s fo~ all students: ~eading 

development and extension (~ec~eational ~eading), the 

wide ~eading of child~en's lite~atu~e, and testing and 

~emediation (chapte~ six: 201-203). 

2.20 Oppo~tunities fo~ student teache~s to lea~n f~om 

extensive ~eading teaching expe~ience du~ing teaching 

p~actice appea~ to be fai~ly limited (chapte~ six: 204-

205 and chapte~ eight). 

2.21 In gene~al te~ms the Bachelo~ of P~ima~y Education 

deg~ees offe~ed by the th~ee South Af~ican institutions 

appea~ to be sound in te~ms of the balance between 

theo~y and p~actice. P~ofessional Studies is a majo~ 

cou~se in each of the institutions (chapte~ six: 210). 

2.22 The majo~ity of 

teaching cou~ses in 

tuto~s ~esponsible fo~ ~eading 

South Af~ican institutions tend to 

have seconda~y school qualifications and teaching 

expe~ience - but have accumulated many yea~s of te~tia~y 

expe~ience (chapte~ six: 210). 

2.23 In gene~al te~ms, senio~ p~ima~y teache~s qualifying at 

any of the th~ee South Af~ican institutions which we~e 

examined a~e ~easonably well qualified to teach ~eading 

at the senio~ p~ima~y level (chapte~ six: 210). 

2.24 In England, only 43 pe~ cent of p~obationa~y teache~s 

felt that they had been well p~epa~ed du~ing thei~ 

initial t~aining to teach ~eading in p~ima~y and middle 

schools (chapte~ seven: 214). 

2.25 In the English P~ofessional studies course at Rhodes 

Unive~sity, the majo~ity of students ~ated the cou~se as 

being of inte~est and value to them and that the amount 

of time spent on this cou~se was about ~ight (chapte~ 

seven). 
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2 . 26 In 

the 

terms of the Reading Course at Rhodes University, 

majority rated the course as interesting and of 

value to them as prospective teachers (chapter seven). 

2.27 Pre-service teachers require the assistance, leadership 

and role modelling of host teachers on teaching practice 

(chapter eight) . 

2.28 Very little consolidation of initial reading skills 

and abilities appears to be taking place in the sample 

of senior primary classrooms observed (chapter eight). 

2.29 In the South African schools sampled there is almost 

total neglect of the development and extension of 

functional reading skills (chapter eight). 

2 . 30 Recreational reading is not being promoted adequately 

in senior primary schools except in the case of 

Uninterrupted Sustained Silent Reading programmes. The 

latter appears to be a part of the reading teaching 

programme in many schools who implement this as a result 

of the education authority officially recommending the 

practice (chapter eight). 

2.31 Very little diagnostic and 

done in the sample observed 

remedial reading work is 

(chapter eight). 

2.32 Even when student teachers are able to initiate and 

teach reading development and extension procedures, 

they appear not to do this if such procedures are not a 

part of the normal teaching programme of the classes 

with which they are associated (chapter eight). 
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3. RECOMMENDATIONS. 

3.1 The aim of p~e-se~vice ~eading teaching cou~ses should 

be to produce beginne~ teache~s who a~e confident in 

thei~ ability to teach ~eading (chapte~ two: 23). 

3.2 The Bullock Repo~t ~ecommendation that 150 hou~s is 

the p~efe~~ed amount of time allocated to the teaching 

3.2 

of English appea~s to be well me~ited. Institutions 

should use this figu~e as 

cou~se claiming at least 50 

1: 12). 

a ya~dstick, with a ~eading 

hou~s of this time (chapte~ 

Pre-service ~eading teaching courses should be 

unde~taken once the student teache~s have conside~ed the 

link between language and lea~ning and unde~stood that 

~eading is but one pa~t of the language studies spect~um 

(chapter two: 23-24). 

3.3 Reading teaching cou~ses fo~ senio~ p~ima~y teache~s 

need to include ve~y much more than a conside~ation of 

initial reading teaching (chapte~ 2: 7 - 11). The p~e­

service reading teaching course for senior primary 

teache~s should consist of two main st~ands: (a) ~eading 

3.4 

development and extension functional reading (b) 

~eading development and extension - recreational reading 

(chapter two: 27-50). 

Pre-service ~eading teaching courses 

have ~ec~eational ~eading o~ child~en's 

should not 

lite~atu~e 

cou~ses as an option. All student teache~s qualifying to 

teach in the senio~ p~ima~y phase should complete such a 

~eading cou~se (chapte~s six: 206 and also 192, 195, 

202, 206, 208,). Implementation of this single 

recommendation will do more to improve pre-service 

~eading teaching cou~ses than any othe~ action. 
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3.5 Pre-service student teachers should be required to 

read a wide range of children ' s literature (chapter 

two). 

3 . 6 Experience in reading teaching should be gained during 

teaching practice. Because of the inadequacy of reading 

teaching programmes in many senior primary schools 

(chapter eight), reading teaching tutors should consider 

how they could initiate such teaching by their student 

teachers during teaching practice. A system of 

monitoring this teaching as well as the possibility of 

introducing reading teaching case studies to their 

courses should be considered. 

3 . 7 Further research should be conducted as to the nature 

and quality of reading teaching in senior primary 

schools (chapter eight: 252-264). 

3.8 If further research about reading teaching in senior 

primary schools reveals that the situation is as 

unacceptable as the findings of this study suggest, 

education authorities and professional associations 

should initiate intensive in-service training so that 

the cycle of incompetence can be broken . 
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Du~ing the past decade the Depa~tment of Education and 

Science in England has had much to say about what ought 

to be done in terms of pre-service courses. Perhaps 

thei~ wisest utte~ance is to be found in this final 

statement, which is quoted in full because of its 

balanced and sensible unde~standing of the complexities 

involved in p~e-se~vice t~aining: 

The t~aining of a teache~ is a complex 
unde~taking, and one that should be seen as a 
continuous p~ocess occupying the full span of 
p~ofessional life. Building on what the 
students b~ing with them, good initial 
t~aining sets out to lay fi~m foundations fo~ 
a lifetime as a teache~ that will st~etch into 
a futu~e at best only dimly pe~ceived, and be 
ca~~ied out in a thousand and one diffe~ent 

situations. The student's expe~ience in this 
fo~mative pe~iod will go fa~ towa~ds shaping 
his o~ he~ attitudes and unde~standings; it 
should p~ovide a body of knowledge and a ~ange 

of skills that will meet immediate 
p~ofessional needs; and it should encou~age an 
open mind and a desi~e to go on lea~ning and 
developing. The initial t~aining system 
cannot give the teache~ eve~ything he o~ she 
will need as the yea~s unfold, no~ can it be 
expected to. The teache~ is only at the 
beginning of what should be a p~ocess of 
continual p~ofessional g~owth and ~enewal ... 
The success of the initial t~aining system 
must be measu~ed by the quality of the 
foundation it lays, and by the tho~oughness 

with which it p~epa~es students fo~ thei~ 

p~ofessional ~esponsibilities. 

DES 1987: 2 

============================================================== 
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A SURVEY OF THE 

TOTAL READING PROGRAM 

This is the third of three chapters that provide an overview of the total pro­
gram of reading instruction. Readiness for reading was discussed in Chapter 2, 
and beginning reading in Chapter 3. The present chapter reviews the objectives 
of the fUding program. brie8y describes the la~ stages in reading instruction., 
discusses some special issues in the teaching of reading, and considers factors 
that influence tlie effectiveness of reading instruction. 

I. OBJECTIVES OF READING INSTRUCTION 

When teachers of reading are asked to state their objectives, the answers are 
frequently vcry general. Many teachers do not get beyond the statement that 
their aim is to help children become better readers. This praiseworthy desire 
is much too broad and vague to be helpful in the spec:i£cs of teaching. 

It is important to be as definite as possihle about educational objectives. 
T eacbers who set up as a major objective the development of a love for reading 
as a form of recreation can .6nd many different ways of working toward it. and 
each an amieve substantial success. But if developing 8 love for reading is Dot 
ODe of the teacher's goals, it is unlikely that her pupils will acquire such an .tti~ 
tude as a r<SUlt of her e!lorts. Having the right goals and knowing what they are 
is: the oecessary first step in working out a sound reading program. 

Some objectives should characterize the reading program u • whole. In set­
ting down a list of eight major criteria of a sou.nd reading program, the Yea.r-

72 I , 

Ii 

A Survey o( the Tots' Reading Proorsm 73 

book Committee of the National Society for the Study of Education pointed out 
the interrelationship between the reading program and the school program as a 
whole and emphasizt'd that reading must fit hannoniously into the total plan 
of a good educational program. Acoording to this conunittee. a good readiug 
program in elementary school 

1) Is consciously directed toward specific valid ends whim have been agreed 
upon by the entire school staB 

2) Coordinates reading activities with other aids to child development 
3) Recognizes that the child's development in reading is closeJy a.ssociated 

with his development in other language arts 
4) At any given level, is part of a well~worleed-out larger reading program 

extending throughout all the elementary and secondary school grades 
5 ) Provides varied instruction and 8exible requirements as a means of mak­

ing adequate adjustments to the widely dif£erent reading needs of the 
pupils 

6) Affords, at each level of advancement, adequate guidance of reading in. 
all the various aspects of a broad program of instruction: basic instruc­
tion in reading, reading in the content fields, literature, and recreational 
or free reading 

7) Malees special provisions for. supplying the r~ding needs of aLSe5 of se­
vere reading disability; in other words, the small proportion of pupils 
whose needs cannot be satisfied through a strong developmental program 

8) Provides for frequent evaluation of the outcomes of a program and for 
such revisions as will strengthen the weaknesses discovered. (ViTbipple 
1949) 

These eight criteria well desaibe the broader aspects of the reading pro­
gram. Each criterion necci; to be speJ1ed out in greater detail for its applicatioo.s 
to be clear. These applications are developed in later chapters. At this point, it 
seems desirable to point out in expended degree the meaning of the sixth cri· 
terion., which mentions different aspects of a broad reading progn.m. 

The teacher of reading wants his pupils to be able to read, to use reading 
diectivd)' as a learning too~ and to enjoy and appreciate reading. Using SIIJIDe­

what more technical language, we can talle about developmental reading. hmc­
tional reading, and recreational reading. Developmental reading activities are 
those in which the- teacher's main purpose is to bring about an improvement in 
reading skills-activities in which learning to read is the main goal. Functional 
reading includes all reading in which the prima.r')' aim is to obtain information; 
in other words, reading to learn. Some writers prefer to call it study~type read~ 
ing or worle~type reading. Recreational reading consists of reading activities that 
have enjoyment. entertainment, and appreciation as major purposes. 

A somewhat more detailed analysis of these three kinds of reading. stated. as 
general outcomes in terms of learner behavior, is as foUows: 
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74 HOW TO INCREASE READING ABIUTY 

I. Developmental Reading 
A. Basic or facilitating skills. The learner 

1 lias a large sight vocabulary 
2.. Flexibly uses a variety of skills to J"C(Xlgnize and decode words 
3. Reads silently with speed and lIueoc:y 
4. Coordinates rate with comprehension 
5. Reads orally with proper phrasing, ex-pressioD, pitch, volwne. and 

enunciation 
B. Reading Comprehension 

1. VOC'abuiary. The learner 
a, Has an extensive and accurate reading vocabulary 
b. Uses context effectivel), to 

1) determine the meaning of an unfamiliar word 
2) choose the appropriate meaning of a word 

c. Interprets figurative and nonlitera.llanguage 
2. Literal comprehension. The learner 

o. Grasps the meaning and interrelatedness of increasingly larger 
units : phrase, sentence. paragraph, whole selection 

U. Understands and recalls stated main ideas 
c. Notes and recalls significant stated details 
d. Recognizes and recalls a stated series of events in correct se-

quence 
e. Notes and explains stated cause-.effect relationships 
f· Finds answers to specific questions 
r,. Follows printed directions accuratel), 
Ii. Skims to obtain a total expression 

3. Inferential comprehension. The learner 
tl . l1nderstands and recalls inferred main ideas 
b. Kates and recalls significant inferred details 
c. Recognizes and recalls an inferred series of events in correct 

sequence 
rl . !\otes and explains inferred cause-eHect relationships 
c. AntiCipates and predicts outcomes 
f. Grasps the author's plan and intent 
l!. Identifies the techniques authors use to create desired eflects 

4. Critilal reuding. The learner critically evaluates what is read. 
S. Creative reading. The learner extrapolates from what is read to 

reach new ideas and conclusions. 
11. Functional Reading 

A Locates needed reading material. The learner 
I . Uses indexes 
2. Uses tables of contents 
3. Uses dictionaries 11 
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•. Uses encyclopedias 
5. Uses other bibliographic aids 
6. Slrims in search for infonnation 

B. Comprehends informational material The Leamer 
1. Understands technical and specific vocabulary 
2. Applies the general comprehension sJcills listed above 
3. Uses thespecilic sl:ills needed by special subject matter, e.g., 

a. Reading of aritlunetic problems 
b. Reading of maps, charts, and gnlphs 
c. Conducting a science experiment from printed directions 

4. Interprets headings, subheadings, marginal DOtes, and other study 
ajds 

5. Reads independently in the content subjects 
C. Selects the material needed for a purpose 
D. Records and organizes what is read. The learner 

1. Takes useful notes 
2. Summarizes 
3. Outlines 

E. Displays appropriate study sl:ills and habits 
III. Recnatiopallleading 

A. Displays an interest in _ding. The learner 
1. Enjoys reading as a voluntary leisure-time activity 
2. Selects appropriate reading matter 
3. Satisties interests and ':';'ds through ruding 

B. Improves and refines reading interests. The leaJ'1lC!' 
1. Reads dilierent kinds of material on a variety of topiCt 
2. Reads materials that reSect mature interests 
3. Achieves personal development through reading 

C. Refines literary judgment and taste. The learner 
1. Applies di.fferential criteria for various literary forms 
2. Appreciates style and beauty of language 
3. Seeks for deeper symbolic messages 

These three major kinds of reading cannot and should _ be kept en~ly 
separate. In a developmental lesson children must read material that is either 
recreational or functional in character . An enjoyable story may be wed for the 
cultivation of particular reading skills. and developmental lessons should be 
planned to help pupils in their reading of content-subject material. 

A sound reading program must have balance amoug the major lcinds of read­
ing. If the desire to n:ad for fun is killed by an overemphasis on drills and exer­
cises, one of the major' aims of reading instrudion is defeated and the result is 
the pathetic graduate who never opens a book after commencement. The relative 
b&lance dJaoges gJOde by gJOde. For the ~, nearly all reading activities 
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A NATIONAL SURVEY 
OF METHODS COURSES 

Harold H. Roeder 
State University of New York 
College at Fredonia 

During the past decade, research studies have revealed that the 
teacher is one of the most important variables in reading instruction 
(1,3,4). Unfortunately, very few researchers have attempted to estab­
lish whether colleges and universities are preparing teachers to carry 

'" out this task. 
.D 
Ch 

When a teacher is graduated from an accredited institution and 
awarded some form of state certification, it is often assumed that he 
possesses at least a minimal understanding of how to teach reading. 
However, due to the variations ·which exist in institutional and state 
certification requirements, there is no guarantee that the graduates of 
all elementary education sequences have completed a course in 
reading methods. As a marter of fact, one researcher involved in this 
investigation received his baccalaureate degree in elementary educa­
tion from an institution which required such courses as industrial arts 
(three hours), music methods (six hours), arts and crafts for class­
room teachers (six hours), physical education (two hours), and 
marriage and family relations (three hours). When this graduate 
embarked upon his professional career, he was prepared conse­
quently, to teach his fifth graders how to swim, sing, make puppets, 
build bird houses, play volleyball, settle family arguments, and weave 
baskets. Unfortunately, he was not prepared to teach his students 
how to analyze words, comprehend printed materials, or critically 
evaluate textbook selections. Somehow, his old alma mater had let 
him down; it had disregarded the most important R-reading. Al­
though he had fulfilled all of the requirements for graduation and 
state certification, he and his contemporaries were never required to 
complete a course in the teaching of reading. 

Inmuction in reading methods was relegated to a two-week 
segment of a language arts course. It was sandwiched in among 

creative wnrmg, poetry, choral speaking, how to teach spelling, 
developing listening skills, teaching correct grammar, and Iener writ­
ing. I f a prospective teacher happened to be absent from the language 
arts sessions which dealt with the teaching of reading, he never met 
Dick and Jane, Jack and Janet, Tip and Mitten, or anyone else in the 
area of reading. 

Succinctly stated, the purpose of this investigation was to ascer­
tain how many colleges and universities throughout the United States 
require prospective elementary teachers to complete a co= in the 
teaching of reading. 

Procedures 
Criteria . The colleges and universities which were included in this 

investigation met the following criteria: 
I. Each institution offered an undergraduate elementary educa­

tion sequence. 
2. The undergraduate elementary education sequence was con­

sidered to be a major institutional offering. 
3. Each institution was a four-year college or university. 
4. In states where appropriate, each elementary education se­

quence was approved by the state education department. 
5. The elementary education curriculum of each institution was 

region~lly accredited by the appropriate regional accrediting 
commiSSion. 

6. The elementary education curriculum of each institution had 
functioned for a minimum of four years. 

Population. Identification of the population which met the cri­
teria established for this investigation was not an easy task. Refer­
ence sources (2,6,7) reported that in 1970 there were over twelve 
hundred approved teacher-education programs in the United States. 
This totally encompassing figure included: four-year colleges and 
universities, junior colleges, graduate offerings, undergraduate offer­
ings, and all types of curticula from highly specialized areas of study, 
such as art and music, to miscellaneous elementary education 
sequences. Identification of the population was also impeded by 
erroneous and incomplete listings which appeared in the sources. 

A total of 940 colleges and universities appeared to meet the 
criteria. All states and the District of Columbia were represented in 
this population. 

Data collection. A questionnaire which requested data on several 
aspects of teacher preparation was mailed to the president of each 
institution. In most instances, the questionnaire was forwarded to 
the administrator who was directly responsible for the elementary 
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education curriculum. Two follow-up inquiries were mailed to non­
respondents. A total of 97.3 percent ( N~915) of the colleges and 
universities contacted responded. In 32 of the states, rerurns of 100 
percent were recorded. 

The willingness of respondents to return completed question­
naires was attributed to two factors . First, the questionnaire was as 
concise and unambiguous as possible; pretests eliminated any diffi­
culties which had appeared to exist. Second, the correspondence 
which accompanied each questionnaire assumed the appearance of a 
personal request for information by printing the leners without the 
inside address, salutation, and signature . Later, matching rype was 
used to insert the appropriate inside address and salutation. Finally, 
each letter was personally signed by one of the researchers. 

Of the 915 responses which were received, 860 were usable , 9 
provided insufficient data, 44 institutions reported that they did not 
offer undergraduate elementary education sequences, and 2 
responses were received after the data were analyzed. 

Analy sis of tbe data. Approximately 18 percent (N~156) of the 
N institutions which were surveyed did not report course work in 
\.D semester hours; consequently, a conversion table was devised . It was 
--.l based on a 3: 2 ratio (quarter hours to semester hours) similar to the 

type of procedure which registrars use in establishing credit for 
transfer students. Other variations in reporting were resolved through 
the use of appropriate coding procedures. 

Major Findings 

It was gratifying to discover that the majority of colleges and 
universities which were surveyed required prospective elementary 
teachers to complete a course in the teaching of reading. As indicated 
in Table 1, most institutions also required prospective teachers to 
complete courses in language arts and children 's literature. 

Reading. Approximately 89 percent (88.6 percent/N~763) of the 
institutions which were surveyed required a course in the teaching of 
reading. Of the 143 (16.6 percent) institutions which combined the 
teaching of reading with another methods course, 110 institutions 
incorporated instruction in reading methods and language arts. It was 
interesting to note that only 42 of the institutions which combined 
these two courses allocated more than three semester hours of credit 
to the combined course. 

Although it is not revealed in Table 1, approximately 3 percent 
(N~26) of the institutions which were surveyed offered highly spe­
cialized courses in reading, such as Reading for Urban Teachers and 
Diagnosis for Classroom Teacher< 

Related Findings 

Lmguage arts. Over 83 percent (83.2 percentlN~715) of the 
institutions which were surveyed required a couts<: in language arts. 
As Table I indicates 256 (29.8 percent) of the institutions combined 
insttuction in language arts with preparation in at least one other 
content area. 

Cbildren's literature. Although an understanding and apprecia­
tion of children's literature are essential to the teacher of reading, 
19.4 percent (N~167) of the institutions did not require such a 
course. 

Evaluation. Approximately 58 percent (57.7 percent/N~496) of 
the institutions surveyed did not require prospective teachers to 
complete a course in "tests and measures." Only 7.2 percent (N=62) 
of the institutions reported that this area of instruction was a major 
component of another course. These data raise an interesting ques­
tion: If elementary teachers are expected to seiect, administer, score, 
intapret, and implement the findings of standardized and informal 
re3ding instruments, when and where is the necessary preparation 
obwned? 

TABLE 1 
Nationwide Summary of Specific Methods 

Requirements for Classroom Teachers 

No Hours 1-2Hrs. 3 Hrs. 4- 5 Hrs. 
<Aurses Freq. Pet. Freq. Pet. Freq. Pet. Freq. Pet. 

Reading Methods 86 10.0 118 13.7 408 47.4 68 7.9 

Lmguage Arts 102 11.8 181 21.1 237 27 .6 27 3.1 

Children's Ut. 167 19.4 162 18.8 397 46.2 23 2 .7 

Ealuation· 496 57.7 104 12.1 153 17.8 10 1.2 

6+ Hrs. Combined Unscorable* TOTAL 
CAurses Freq. Pet. Freq. Pet. Freq. Pet. Freq. Pet. 

Rnding Methods 26 3.0 143 16.6 11 1.4 860 100.0 

Lmguage Arts 14 1.6 256 19.8 43 5.0 860 100.0 
Children's Ut. 4 .5 63 7.3 44 5.2 860 100.0 
Evaluation 2 .2 62 7.2 33 3.8 860 100.0 

-Restricted choice or confused response 



Limitations of the Research 

In addition to the difficulties which were encountered in identi­
fying the institutions which met the established criteria, two other 
limitations were noted . First, this investigation disregarded the prep­
aration of those individuals who did not complete an elementary 
education sequence but who eventually became classroom teachers. 
Second, it was impossible to evaluate adequately the quality and 
content of the required reading methods courses. 

Concluding Statement 

Requiring a course in the teaching of reading is certainly not a 
panacea. Prospective teachers may sit through two, four, or six hours 
of instruction and remain virtually unchanged. Naturally, a great deal 
depends upon the quality of instruction and the commitment of the 
student. Requiring a course in reading methods or a related reading 
course, however, does have certain advantages. It emphasizes the 

'" importance of reading as an area of instruction, commits institutional 
'.D and state funds for the financial support of the course or courses, 
OJ and guarantees the appointment of faculty members to teach the 

courses. 

Although the colleges and universities which were surveyed left 
little doubt that they were anempting to prepare elementary 
teachers to teach reading, perhaps they have not gone far enough. 
Ten percent of the institutions which were surveyed did not require 
students to complete a course in reading methods. Also, most of the 
143 institutions which incorporated the teaching of reading with 
instruction in at least one other methods course did not allocate the 
amount of time and course credit which the combined course mer­
ited. Finally, while only 94 institutions required prospective teachers 
to complete more than three semester hours of course work in the 
teaching of reading, 133 institutions required more than three semes­
ter hours in art methods for classroom teachers; 152 institutions, 
more than three semester hours in music methods; 298 institutions, 
more than three hours in physical education; 252 institutions, more 
than three semester hours in religion and theology; and 124 institu­
tions, more than three semester hours in geography. 

It is difficult to comprehend why prospective elementary 
teachers should be required to complete an excessive number of 
hours in such subjects. Perhaps, though, requiring four or more hours 
10 "religion" can be justified: if a beginning teacher is expected to 
teach reading and has not been adequately prepared for the task, he 
had better know how to pray. 
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ANNEXURE 3: THE BULLCCK REPORT 

A LANGUAGE FOR LIFE - TWO ~lODELS. 

23.25 TWO EXAMPLESOF A BASIC LANGUAGE COURSE (see 23. 12) 

Example 1 

(I) TilE NATURE ANL> FUNCTION Of LANGUAGE 

(based on (althe students' own language and (b) the language of 
.chool children). 
Language as rule-governed behaviour: reference to phonology, grammar, 
texis. 
Accents, dialect, standards. 
Spoken and written media. 
The functions of language-some theoretical models. 

(2) LANGUAGE ACQUISITION 

Pre-speech behaviour in the family. 
'Speech for oneself' and the regulative role of language. 
Speech and the development of higher mental processes (Piaget, 
Vygotsky). 
Creativity and language (Chomsky). 
The development of syntax; transitional grammars. 

(3) SPEAKING AND WRITING AS SOCIAL PROCESSES 

(4) 

(S) 

The context of situation. 
Language and role relations. 
Language and social control. 
Language and the presentation of self. 
Conversation and the validation of social reality. 

THE PROCESSING OF CODED INFORMATION 

Stages in data-processing (a) perceptual, 
encoded in writing. 
'Ear language' and 'Eye language' . 
• Linguistic awareness' and reading. 
Storage and retrieval of information. 
t(,o_1Dli .... 

(b) encoded in speech, (c) 

The initial stages: sight vocabulary, phonics, reading for meaning. 
context Clles. the role of e.'~pectations. 
Reading and the internali!'atiol1 of written language form5. 
Reading and the purposes of the cllrrkulum. 
Developmental reading: suiting the skill to the purpose. 
Diagnosis. testing. observational techniques. 
The rille of fiction in developing reading. 
Children's literature and palterns of individual reading. 

(6) LANGUAGE IN SCIIOOL 

The language hehaviour of the tcacher (the language of instruction, of 
questioning, of control; the tcacher as listener). 
The language of text books. 
The heuristic function of language-talking and writing as ways of 
learning. 
The development of expressive, transactional, and poetic writing. 
Literature as language. 
Language across the curriculum-a language policy for a school. 
Organisation: class' organisation for talk, for writing. for reading. 

organisation of resources. 
diagnosis and recording. 

Evaluation: educational aims and the uses of languagc in school. 

23.26 Example 2 

(I) INTRODUCTION 

(a) An historical introduction to language change and stability. 

(b) A sketch of linguistic theory, w'ih psychological and sociological 
links. 

(2) COMMUNTCA nON TN TilE CONTEXT OF COGNITIVE AND AFFECTIVE 

DEVELOPMENT 

(a) Goals of communication in speech and writing: Information needs; 
negotiation processes; control processes; thinking; forms of self­
expression. 
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(b) Sm.:iological and psychological factors affecting communication 

(i) accents and dialects; styles of print and writing; conventions 
of presentation; linguistic constraints in a multi-cultural 
~ociety; attitudes anu preconceptions; knowledge structures: 
motivations. 

(ii) social context and style; comparative study of a range of 
texts; the kinds of writing required of children at school; 
the kinds of writing relevant to a teacher's professional role. 

(3) THE COMMUNICATIVE EVENT 

(i) Strategies and tactics used in accomplishing communication 
goals. 

(ii) Receptive organisation-information access nnd selection 
procedures. 

(4) SKILLS AND STRUCTURES 

(a) Primary skills-Language substance. 

(i) the sound syslem of English, with an emphasis on intonalion, 
auditory perception and discrimination. 

(ii) the graphic system of English, inciuJing punctualion, visual 
perception of letter shapes und groupings. 

(iii) correspondences and anomalies in the sound and graphic 
systems. Auditory and visual association, 

(b) Intermediate skills-Language form. 

(i) Syntactic structures in speech and writing. 

(ii) semantic structure: words and collocations 
semantic relationships. 

(iii) inter-sentential structures in speech and writing; the paragraph 
and beyond. 

(iv) redundancy as a feature of natural language: context cues in 
reading alld listening, writing and speaking, arising from 
redundancy; stochastic processes. 

(c) Comprehension skills-Language function .. 

(i) kinds of comprehension-literal, interpretative, reorganisation. 
inferential. evaluative. appreciative, applicative. 

(ii) factors affecting comprehension. 

(a) reader/listener preconceptions; reader/li,!ener goals. 

(b) behaviour of speaker/writer: language varialion (e.g. 
restricted codes); sensitivity to situations (e.g. registers. 
language for special purposes); awareness of audience­
aiming at target groups of listeners/readers. 

(iii) Aids to comprehension: questions; note-taking techniques, 
models and diagrams. 

(5) seLF-DEVELOPMENT, SKILLS AND STRATEGIES 

(a) De,elopmental analysis and evaluation, 

(b) Learning to use verbal skills in communication; self-evaluation, 
recording techniques and personal resource management. 

(c) Interdependence of resources and skills: the limiting effect of defici­
encies in either: techniques for overcoming transitory and develop­
mental deficiencies. 
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(0) OR(jANISArHJN OF I.AN(jUA(iE ANI> RI:AI>INU IN rilE CURRICULU~I 

(a) Varieties of media ror learning. 

A. Rending: rcading 5(:heme5 nnd workshop~ 
suhject-area textbooks and materials 
other types of printed media 

Il. Speech: the language of the teacher 
verbal styles and strategies 
recorded and broadcast speech 
olher varietics of spoken Innguage 
I:mgunge interaction in grollplcarnillg situations. 

(h) Evaluation of media for learning. 

II. intelligibility, legibility, readability of medi. , 

S. analysis of content: logical and ideological. 

(c) Language ncross the curriculum. 

(i) activiti« for developing the full range of language/reading 
hehaviour in each curriculum arca . 

(ii) organisation of learning situations within the normal curri~ 
culum. 

(7) Tf:ACIIING TIlE INDIVIDUAL CIIILD 

(i) Assessment or individual language and reading perrormance; 
record keeping. 

Creative analysis of the child's idiolect, using the skills 
acquired earlier in the course. 

(ii) Devising of individual learning activities based on the assess­
ment of analysis. 

Assessment and selection or appropriate materials to match 
individual needs. 

(iii) Spccial individual probkms in language and reading; all 
awareness of the various innucncing factors. 

(8) DEVEI.OPMENT UF TIlE LANGUAGE CURRICULUM 

(a) Evaluation of teaching materials and procedures in lise. 

(b) Resource development. 
(i) stornge and retrieval systems for the tcnc.:her. 

(ii) management or audio-visual resources . 

REFERENCES 
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2. £dll("(7I;(III : A FramC'work jar Expansion: H.M .S.O.: 1972. 
3. Ministry ofEducatio? pamphlet No. 34 "The Trnil'''''K oj Tead,crs" : H.M.S.O. : 

1951. 
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ANNEXURE 4. 

EDlICATfOi\' ~ 1; NOVEMBER 19//; 

iDIGESTj 

The Education Reform Bill 
T

h~ S~cr~lary of Statr Mr Ktnne!h 
B.,krr introduced the Education 
Reform Bill into tht House cream­

mons al 9.30 am on 20 November. This 
dlgut 5ummariZI!'S the 1.7 clauses In the 
Bill. except for the clauses on further and 
hlsher .. duCAtion which will be sum­
marlud in detail on 4 DKember. Further 
clauses are rxpr<:ted to he inserted into 
the Bill by the Govemment on charging 
and on /;Iogus degrees. 

Part I: Schools 

Chapin I: the curriculum 
The first ch"pter of the 8i1l (Clltusf: 1 to 16) 
de ... ls with gt'neral duties in respect of the 
school curriculum. the establishment of ,. 
nationa' curriculum. and the approval of 
external qUlIlifications lind their u!oci­
aled syU .. !;.u,." 

The Bill sels oul the general purpos~s of 
th~ !';chool curriculum - to promot~ th~ 
d~velopmtnl of the pupil and lociely, and 
10 pr~pare pupils for adult life. The Secre­
tary of State, local education authorities, 
school governing bodies and htad ttach­
ers ar~ required to carry out their (unc­
tlons 50 that the curriculum for all 
maintained schools is broad and 
balanced, and supports these purposes . 
(Clau~e 1) 

The Aill sp~C\fjes certain common cur­
riculum elements to he offered to pupils of 
compul,ory school age by maintained 
,chools, including grant-mllintained 
schools, and to be known as th~ 'national 
curriculum'. Thes~ ~Itmtnls ar~ 

• the core ,ubJ~ch of mathematics. 
English and science 

• the oth~r foundation subjects of 
hi-story, geography. technology. music. 
art, physical ~ducalion and ((or second­
ary pupil,) a modern (oreign language 

• In rnp~ct of each o( these subjects 
altalnm~nt targets. programmes of 
study and assessment arrangements, to 
b~ specified as appropriate, in relation 
to four key stages covering together the 
period of compulsory education . 
(Clauses 2. 3. and 4) 

• In Wales. Welsh will be a core subject in 
Welsh-speaking schools and a foun­
dation subject el!twhere. though the 
Secr~tary of State will have pow~r to 
make exemptions. 

The Bill provides for the establishment 
of the National Curriculum Council. the 
Curriculum Council for Wales and the 
School ElI.1Iminations and Assessment 
Council . These will be given specific func­
tions, some of which are currently exer­
cis~d by the School Curriculum 
Oev~lopment Committ~~ and Ihe Secund ­
ary Examinations Council . (Clauses 7, 8, 
1 t and Schedule 1) 

A summary of tht clauses of the 
Education Reform Bill prts<nted 
to Parlinmetlt o,r 20 November 

nnd ordtrtd to bt prillttd. 
Further cop its of the digest cnn 

be obtnined, price 25p, from 
LOllgmnn loumnls, Tht 

Pi1lllncles, Fourth Ave-true, 
Harlow, Essex. 

The Secretary of ShIIte Is required to 
establish and therea'ter maintain the 
national nlrrlculum, by making orders as 
he consld~rs appropriate defining attain­
ment targets, programmes of study and 
assessment arrangements as described 
above. He may also by order alter the lists 
of (oundation subjects and key 'tages . In 
the case of these latter orders, and those 
concerning attainment largets lind pro­
grammes of study, he must refer his pro­
posals as respects England to t!te National 
Curriculum Council. who art" to consult 
uron them and report their conclusions to 
him; he must thereafter publish the order 
in draft to allow further comment, before 
laying It bel.,re Parliament. Th~ National 
Curriculum Council Is also to keep the 
school curriculum under review, and 10 
advise the Secretary of Stal~ on - and 
when reques ted by him. to participate in 
- programmes of research and develop ­
ment r~laled to the school curriculum. 
(Clauses 3, 4, 7, 11 and 141) 

There are separale order making 
powers for Wal~s, whe,. the Secretary of 
State is requited 10 conducl consultations 
and to consult the Curriculum Council for 
Wales, to be established under the Bill. 
before publishing thf' order In drafl to 
allow further comment, and then laying It 
before Parliament. (Gause 12) 

The orde["3 defining the national curric­
ulum may specify modifications in par­
ticular circumstances, and statutory 
statements of specia.l educational need 
may modify how the requirements of the 
nationlll curriculum should apply for 
individual pupils with such statements. 
(Clauses -4 and to) 

There Is spedfic provision for the Secre­
tary of Stale to disapply the national cur­
riculum , or to modify how it will apply, in 
individual schools to enllble curriculum 
development work to take place. (Clause 
9) 

Only external qualifica tions approved 
by the Secretary of State mlly be offered in 
m.,intained schools to pupils of com­
pulsory school ag~. Approval of the asso-
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dated syllabuses will be delegated to a 
body design .. ted by the Secretary of St .. le. 
The Bill provides similar reserve powers 
over quallflcatlonl offe~d to all up to the 
.. ge of 19 In full-time education. (Clauses 
5,7 .. nd 13) 

loeal education authorities, school 
governors .. nd hud teachers must exer­
cise their functions to secure that Ihe 
nation .. 1 curriculum Is implemented In all 
maintained schools; that only approved 
qualifications are offered 10 pupils; and 
that the reqUirements of the 19-'"4 Edu­
cation Act in respect of religious instruc­
tion are complied with. Until such date as 
the national curriculum has been est .. b­
Iished for any coreorfound .. tion subject it 
is to be t .. ught for a reuonable time in 
e\'ery m .. lntained school. (Clause 6) 

The Bill sives the Secretary of State 
rowers 10 make ftsulaUon. !overnln! 
information to be made available either 
gener .. Uy or to particulu people about 
schools, the curriculum and assessment 
arransements and the results of assess · 
ment. The regulations are to be m .. de fo1-
lowins consultation, and will be subject 
to Parliamentary approval. (Clause 14) 

l(lcal education authorities .. re to 
establish arrangements, following con­
sultation wit h the governing bodies of 
voluntary aided schools and ha\'ins 
obtained the Secretary of State's approval. 
for the co"sider .. tion and resolution of 
complaints in relation to the nation .. 1 cur­
riculum. th e provision of religious edu­
cation. the use of extern .. 1 qUAlific .. tions 
lind the provision of inform .. tion. in 
respect of 5chools which they maintain . 
Compl .. ln" about Ihe actlons of u .... s. 
governo!"! or head teachers must b~ con­
sidered under this machin~ry before the 
Secretary of State nn consider them 
under Sections 68 .. nd 99 of the.Education 
Act 1944. (Clause 15). Clause 41 makes 
similar provisions for de .. Uns with com­
plainll In respect of snnt·m .. lnl .. lned 
5chools. 

Chapter H: Admission of pupils to 
schools 
Charter II (Clauses 17 to 22) sets out the 
provisions which will ensure that school', 
admission limits ar~ not set at a level 
luwer th .. n they <Ire physlc .. lly capable of 
accommodating. Every school has a sl .. n ­
dard number. which is either the number 
of pupils admitted in 1979 or, for schoots 
~stablish~d since then, the number fixed 
when they came into b~lng . If the number 
of pupils admit.ted in the year before the 
legislation takes effect Is higher, th .. 1 will 
become the stand .. rd number for the 
school. The admissions authority 
(generally Ih~ loe .. 1 education authority In 
the case of county and voluntary control­
led schools, and the school governors in 
the case of voluntary aided school) will be 
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required tCl sel the ~dmlsslons limit al a 
level no low('r Ih"n Ih(' school's st ... ndara 
numb('r. (eI"us(' 17 (I). (2). (3) and Claus(' 
18) 

If whi(h('v('r of the school's governing 
body or local ('ducation Aulhorily Is 11(11 

responsible for fldml"ions consid('ts Ihat 
• ,chool has room to admit at a hlgh('r 
l('vel. they may propose to 11'1(' admissions 
Authority Ihat the admissions limit 
.hould be rah('d . If the admissions au tn· 
orlly relects this propos .. l. the ,ulhorlly 
which made It may apply to the $('cret ... ry 
of SI ... I!! for an order raising the n~lev ... nl 
st ... ndard number. (ClauS(' 17(4) - (9)) 

1£ the admissions authority consider 
that the school's physical capacity cannot 
accommodate admissions at the level of 
the standard number. th('y may after con­
sultation apply to the Secr('tary orState for 
an order reducing the slandMd numt-er. 
This application must IlIke the form of 
publlshed statutory proposals . Publi­
calion will be followed by II period of two 
months during which objections may be 
made. The Secretary of Slate may ('ilher 
make lin order as requested. refuse 10 
make an order. or. lifter consultation. 
m/lke lin order specifying ... n ... dmission, 
limit between the limit reqllt'st('d and th(' 
standard number. (Cli\use 19) 

Th(' admissions authority must keep 
stand"rd numbers under re ... iew in the 
liSht of any chang('s in Ihe school's physi · 
c ... l capacity (CI"usr 18). The Bill specifies 
the circumsl"nces in which ) ' school's 
npacity coln be rE'garded as ha ... ing 
changed , (Clause 22) 

Chapter Ill: School finl1nce and staff 
ChaptE'r III (Clauses 23 to 36) sets out 
provisions for the annUl'll determination 
k>)' 10c~1 ('ducatlon lIuthorities of the 
financing of each county and voluntary 
school thE'y maintain. and for delegating 
to cert.,in school ~o\'erning I:'todi('s the 
responsibility for import"nt aspects of 
financial management i'lnd the appoint· 
ment of st"ff. 

All local educl'lli on i'luthoritiE's will be 
required to prepare. and submit to the 
Secretary of State for his approval. a 
scheme setting out the means they will 
use each year to allocate their aggregated 
schools expenditure between all th(' 
county and voluntary schools they main­
tain (Clause 23), .' Aggregated schooh 
expenditure N means all expenditure 
attributable to schools apart from capillli 
spending. expenditure financed b y 
specific grants from central government. 
and expenditure on CE'rta;n olher 
cE'ntrally·provided sE'rvices. The "hE'mes 
must provide for resources to be allocated 
between schools b), means of a formula, 
and among the ractors which the formulu 
allow for must b(' the number and ages of 
each school's pupils. The fonnula may 
also make allowance for othE'r special 
fI1CIO(5. (Clause 27) 

The schemes must also Include details 
of the authority's arrangements for dele· 
gallng to governing bo~ies of all second­
ary schools and p rimary schools with 
more than 200 pupils r(',ponsibllity for 
managing their 5chool's budget share. 
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local education Authorities will be free to 
drlegate to other schools - for e.ample. 
'pe1:ial schools or smaller primary schools 
- if they wish. In addition. the Secretary of 
Siale will have Ihe power to require the 
extention of delegation to other t)'pes of 
school (Clauses 30 .. nd 32). The authority 
will be able 10 set out In the scheme cer­
tain conditions. tI!~lating for example to 
Ihe management of Ihe budget and to the 
keeping and .. udlt of accounts, which the 
governors of schools with dE'leg .. led 
budg('ts must observe (Clause 28). Gover­
nors may. If they wish, deleg .. le res pan· 
slbility to Ihe head teacher. Local 
education aulhorities ma), suspend a 
governing body's right to a d('legated 
budget if they appear to be mismanaging 
It; if they do so. Ihey must review the 
suspension annually. taking into account 
anything the governi ng body ma), lell 
th('m. and revoke the suspension as soon 
as It appears I1ppropriate to do 10. The 
governing body may appeal. to the Secre­
tary of State against wilhdrawal oE delega­
tion. (Oause 26). 

The Secretary o f State may Ipecify a 
datE' by when schemes must be submitted 
10 him. and may issue guidance to local 
education authorities on the preparation 
of sch('mes . When a scheme has been sub­
mitted to him, hE' may approve it, rE'ject it 
or. dtN consulting the authority, approve 
it with modifications. If an authority d oes 
nol submit a scheme b y the required date. 
or submits onto which does nol comply 
with the guidelines. and cannot be modi · 
fied to do ;0, the Stcreti'lry of State will 
have {he power 10 impose his own 
scheme. He will also be able to vary 
approved schemes (Claus(' 24). The local 
education lIuthority must publish lis 
approved "hE'me when it comes inlo 
(orce; It mu st also publish each y('/lr- and 
make ...vailable to all governing bodiE'S -
specified financial information about its 
ov('rl'lll schools budget and each scnool's 
share (Claus(' 31). Until schemes come 
into ('Heet. financial infonnation and lim­
ited financial delegation requiremenls 
corresponding to those introduced by 
section 29 of the Education (No 2) Act 1986 
will apply; and these limited delegation 
requirements will apply, after schemes 
come into eHect. to schools without dele­
gated budgets, (Clause 35) 

The governing bodies of schools with 
delegated budgets will also be respon­
sibl(' for deciding. within the lotal 
resources available to Ih('m, how many 
teaching and non-teaching staff should 
work at the school. and will have greatly 
increasE'd powers in respect of appoint­
ments, suspensions and dismissals 
(Clause 33 and Schedule 2). In county. 
controlled and special agreement schools. 
when selecting a new head or deputy. 
governing bodies will have to set up a 
fonnal selection panel lind advertise 
nationally, Goveming bodies may dele­
gat(' their respons ibility for selecting 
other staff 10 one or more govemors 
and/or the head teacher. 

In fulfilling their responsibilities in 
relation to the selection of leaching staff. 
go\'erning bodies must consider any 
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advice offered to them by the chief edu­
cation officer and the head teacher. who 
hi'lve th(' right 10 attend relevant meetings 
and to offer advice. When selecting staff 
olht't Ihan a head or deputy, governing 
bodies must include among those they 
consider· teachers whose names have 
been put forward by Ihe local education 
"ulhority. In sen era I. costs incul"red In 
relation to the provision of teachins and 
non-teaching staU.t. school with a dele­
g .. ted budget will be met from thai 
budget; but costs arising from dismissal 
or premature relirement will need to be 
met b)' the local educalion l1uthorlty from 
outside the school's d('legatE'd budget 
unless the local education .. uthority has 
good r(',sons for deducting IhE'se costs 
from the budget. The position of aided 
schools. where the staff are employed by 
the governors, is covered in Clause 34. 

Chapter IV: Grl1nt-malntalned Ichools 
Chapter IV (ClaUSE'S 37 10 78) sets oul th(' 
arrangements for the establishment. 
maintenance and d iscontinuance of 
grant-maintained schools. 

It will be open to the gO"erning body of 
any county or voluntary secondary 
school. or an)' such primary school with 
more Ihan 300 pupils. to initiate pro­
cedu res leading to lin application to the 
Secretary of State for granl-maintained 
status. A ballot of parents on the question 
whether such a change of status should be 
sought m'ut be held within three months 
of the governing body's resolving 10 do 
so, or of their receiving a written request 
to do so signed by a number of parenls 
equal to at Ius! 20 per cenl of the numbE'r 
of registered pupils lit the school. Once 
they have passed such a resolution or 
received such a request. the governing 
body must notlf}' the local education 
authorilv and. in the cue of a voluntary 
school, the trustE'es (Clause 44) . The ballot 
must be a secret postal ballot. 

The arrangemE'nts will be Ihe respon­
sibility of the govrming body. who will 
be able to seek reimbursement of all or 
part of the costs of the ballot from the 
SE'cretary of State (Clause 45). If the ballot 
shows that a ml1/ority of parents voting 
are in favour. the governing body must 
within six months publish proposals for 
the acquisition of gnnt·maintained 
status. The propo,.ls will have to contain 
specified infonnation I1bout the existing 
school; about the propo5ed gr.nt-main­
lalned school. Includlns information 
about the proposed governing body of the 
school; and about the way in which objec· 
lions to the proposals may be mad('. After 
a period of Iwo months has elapsE'd. 
during which objections miy be submit~ 
ted. the proposals will be considered by 
the Secretary of State who may rei.ec~ 
thE'm. approve them or. afler consultaho~ 
with Ihe governing body oC the uislin~ 
school. approve Ih('m with modifications. 
(Clause 46) I 

If a school's proposals for the acqul· 
sitlon of grant-maintained tlatus coincide 
with proposals made under section 12 or 
13 of Ihe Educlltlon Ac11980 affe<ling tht: 
school. the Secrelary of State will consldet 
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both ,~ts of propo,~1s togeth~r but will 
reach /I decision on the i'lppHciltion for 
gri'lnt-maintained status first. (Clause 55) 

If the Secretary of State approves a 
school's proposal, for the acquisition of 
grant-maintained status, he will make an 
Instrument and articles of government. 
The Instrument wll provide forlhe consti­
tution, proceedings and tt'nu~ of office of 
the governing body (Clauses 38, 39 and 
40). The govemlns body of a grant-main­
tained school will consist of Ave elected 
parent governor!. one or two elected 
teacher governors, the head teachu and II 
sufficient number of "first" governors (in 
the case of ex-cClunty schools) or "foun­
dation" governors (in the case of 
ex-voluntary schools) to outnumber the 
other governors; at lust two first or foun­
dation governors musl hI! pl'lrenls al the 
lime Ihey Il'Ike office. The instruml!nt of 
government may provide for the Secre­
tary of Stale to appoint up 10 two addi­
tional governors if the governing body 
appears to be failing to manage the school 
adequlltely, lind for him to hllve the rower 
to appoint two vacancies among first (but 
not foundation) governors if the govern­
ing body aprears unwilling or unable to 
fill such vacancies. The articles will set out 
the functions of the Secretary of Stale and 
the governors in relation to Ihe school. 
and will include dl"tl'lils of the school's 
admissions policy; its arrl'lngements for 
ncuring the implementaton of the 
national curriculum; and the procedures 
for dealing with pllrents' complaints or 
appeals. (Clause 42) 

On the date on which approved pro­
posls for the acquisition of gl.;nt-main ­
tained status are implemented, the 
premins will transfer from the former 
maintaining authority to Ihe governing 
body of the school. and the duty of that 
authority to maintain the school will cease 
(Clause 56) . On the same datI", the staff 
employed al the school will transfer, wilh­
out any break of service, to the employ­
ment of Ihe grant·maintained school 
(Clause 57). In any period during which 
procedures for acquiring grant-main­
tained status are in operation. Ihe main­
taining authority will be prohibited from 
disposing of any of the school's IIssels 
wlthoul the consent of the governing 
body or the Secretary of State. depending 
upon the value of the assel (Clause 58) or 
appointing of dismissing staff without 
the governing body's agrl"ement. (Clause 
59) 

The governors of a granl.maintained 
school will be required to conduct their 
school in accordance with the require­
ments of the articles of government. The 
school must be of Ihe same character as 
that which it had before acquiring grant­
maintained status, and will be subject to 
the same prohibitions on the charging o( 
(ees as schools maintained by local edu­
caUon authoritles (Clause 41). If the gov­
ernors of a grant-maintained school wish 
to change the character of the school or 10 
enlarge ils premises significantly. 
thl"y musl publish statutory proposals, to 
which objection r.o.,y be made, for deter­
mlnallon by the Secretary of State 

(Cilluses M and 65). The governors of a 
grant-m.lintained school will not be 
empowered to borrow money; and they 
will be required to secure the Secretary of 
State's consent before disposing of any 
assets of the school. In granling consent. 
the Secretary of State may require the 
uset to be transferTed. or a sum of money 
In rl"spect of it to be paid. to the local 
education authority If it had been the pre­
vious owner. (CI,uses 41 and 76) 

The Secretary of StMe will be required 
to pay to tbe governors of • grant-main­
lained school annual maintenance granl 
in respect of Ihe school's running costs. 
He will also have the power to pay grant at 
the rale of tOO per cent on capital expendi­
ture. and to pay grants in rl"lalion to cer­
tain other types of expenditure. The 
Secrelary of Slate will be requl~d to make 
regulations which will specify the details 
of the determination and payment of 
grants (Clause 60). The Secretary of State 
will bl" able to require a local education 
authority to make payments to him in 
respect of the maintenance srant paid to a 
grant-maintained school lor which It had 
previously been responsible (Clause 61). 
To enable the Secretary of State to fix the 
granl payable to a grant-mainlained 
school In the period before local edu· 
cation authorities' schemes for allocation 
by formula a~ in fort:e. each local edu­
cation authority will be required to pub­
lish ftnnuftlly information about its tolal 
schools expenditure, and the amount 
attributable to tIIch school. (Clause 62) 

The local education authority which 
formerly maintained a gnnt-malntained 
school will retain responsibility for the 
provision of certain services and benefits 
10 pupils at the school. In meeting these 
responsibilities, the authority will be 
required to treat pupils at the grant-main­
tained school no less favourably Ihan 
pupils at schools maintained by them. 
(Clause 75) 

If Ihe governing body of a grant-main­
lalned school wish to discontinue the 
school, Ihey will be required to publish 
proposals. to which objection may be 
made, for detennination by the Secretary 
of State (Clause 67). If the Secretary of 
State wishes to discontinue a grant-main­
tained school, he may doso by giving not 
less than five years' notict' to the govern­
ing body of his intention to cellse to main­
ain the school. after consultation with 
them and with the relevant local edu­
cation authority. He may give shorter 
notice ifhe is satisfied that Iheschool is no 
longer educationally or financially viable, 
or thai the governing body is failing sub­
stantially in is duties (Clause 68) 

Once proposals for discontinuance 
have been approved, or the Secretary of 
State has given notice of closure, he may 
make a winding-up order which will 
specify the timetable for winding up , the 
actions to be taken, arrangement' for the 
transfer or reve"ion of property and other 
assets and the discharge of liabilities. 
Grants may be paid by the Secretary of 
State to the governing body for the pur­
pose of dlscharglr,g any debts,liabllillis 
or olhercosls 01 winding up the IchooL tn 

304 

WUCAT10N.17 NOVEMBER 1987 

certain drt:umstances, compensation for 
capital expenditure would be payable 
after winding up; and, if thl" premises 
we~ sold, the Secretary of State could 
seek from any proceeds of sale accruing to 
the local education authority compen­
sation for grant paid in respect of wind­
Ing-up COlts (Clauses 69-14). The 
Education Asset, Board will have respon­
sibilities In relation to any transfer of 
assets by a grant-maintained school. and 
for transfers connected with the establish­
ment or discontinuance of a srant-main· 
lained school (Clauses 127 and 128 and 
Schedule 8) 

Chapter V: Miscellaneous 

Collective worship 

Chapter V (Clauses 79 and 80) amends the 
ex ising law on collective worship in 
schools and makes certain provisions for 
the establishment of city technology col­
leges. All pupils in maintained schools are 
required to attend an acto! collective wor­
ship in each school day, unless with­
drawn at their parenls' request. The Bill 
proposes (Clause 79) to modify the exist­
ing requirement that this should be a 
'ingle act of worship for all pupils (unless 
the premises make this impracticable), 
held at the beginning of the day. It Is pro­
posed that headteachers, after con­
sultation with their governors, will be 
able to prOVide for either a single act or 
separate acts of collective worship for 
groups of pupils, held at any time during 
the school day. Collective worship in 
maintained county schools must continue 
to be non-denominational. The provisons 
will come Into force immediately after the 
Bill recl!ives Royal Assent. 

City technology colleges 

Clause 80 will enable the Secretary of State 
to enter into long-term agreements for the 
funding of city technology colleges. 80th 
capital and recurrent costs will be 
covered. Capital costs will be sharl"d 
belween the Secretary of State and the 
bodie, responsible for running CTCS. 

Normal school running costs will be met 
entirely by the Secreatry of State. Costs 
will be in line with similar costs in main­
tained schools. and will be based on Ihe 
number of pupils recruited. CTC bodies 
will be bound by undertakings to run col· 
leges in line with conditions and require­
ments laid down by the Secretary of Stale. 

Public expenditure will be protected by 
conditions in funding agreements which 
make CTC bodies accountable for the grant 
which they receive and for the capital 
assets which are vested In thl"m. CTC 

bodies will be indemnified against 
expenditure which they might otherwise 
incur in the event of the tenniniltion of an 
agreement by the Secretary of State wh~~ 
the CTC is not itself in default of the condi· 
lions imposed. 

The clause will come Into effect upon 
Royal Assent and will be the basis of 
funding .greements as they are drawn up. 

III 



Pm111: Higher m/(f fl/rther 
edueafioll 
This part of the Bill eftals with the transf~r 
of polytechnic's and m"jor colleges oul of 
lEA conlrol . It sels up the Universities 
FundingCouncil and the Pol)·technics and 
Colleges Funding Council. It redefines 
higher and further education and reim­
post's 11 dutron e~ch LEA 10 provide further 
educalion 10 meet the needs of its area. 
Clauses 9610109 require LEAS 10 deles.,!!!' 
financial and other powers to collegu <'Ind 
reform the size and composition of 
governing bodies, (Clauses 81 to 113) 

Parllll: Educafioll ill illller 
Lolldoll 

Pa rt HI of the Bill (Clauses 114-125) pro­
vides for the Irllnder of responsibility for 
educlltion in the are .. of <'In inner London 
borough or the City of london from the 
Inner London Education Authority (ILEA) 
to the council of Ihell borough (or the 
Common Council of the City of london). 

Borough! wishing to take over re!pon­
!Ibility for educ.tion will be required to 
make lin application to do!o to the Seere­
tllry of Stilte. Such application! must 
explain how the borough intenets to carry 
oul ils statulory functions itS iln lEA. Bar· 
oughs m .. y .. pply to opt out from 1 April 
1990 or I April in any subsequent year. 

The Bill !ets out cerlain requirements 
for applications 10 opt out. They must be 
submitted in writing. 1>y a deadline to be 
set by the Secretary of State. and copied to 
IlE ..... N otice of the application musl be 
published and copies made available for 
in~pection b}' the general public. The bor­
ough must include with Ihe ..,pplication a 
full list of Ihe property owned or leased tty 
ILEA which it regards .. s nE'cessary 10 c .. try 
out the functions of .n lEA lot Its area. 
One month 15 allowed for objections to 
the IIppllcAlion. (Clause 114) 

Once the Secretary of State hilS con­
sldered.n appliCAtion and Any objections 
to it. he must make his decision on the 
IIppJicAtion known to the borough and to 
ILEA. If he has .. pproved the <lpplic<lti o n . 
he will Ihen lay an order before Parlia­
ment (by Statutory Instrument suttiect to 
the IIffirmalive (E'solution procedure) 
trllnsferring responsib ility from ILEA to 
Ihe borough. The order. if approved by 
P.uliamenl. will come into effect on I 
Aprill9QO or 1 April of a subsequent year 
liS directed . 

If elghl or morE' boroughs have suc­
ce"fully applied to opt out. leaving ILEA 
serving the area of five or fewer boroughs, 
the Secrelary of Stale may. by affinnative 
resolulion order. require the remain Ins 
borous"s to tllke over responsibility for 
educallon. The Secrelary of Siale Is 
required 10 publish nolice ofh!s Intention 
to lay an order; one month is allowed fo r 
objeclions. The Secretary of Slate may 
es tablish a reSiduary body (along the linE'S 
of thE' london Residuary Body set up 
under Ihe Loc<ll Government Act 1985 to 
assist with the abolition of the GLC). 
(Clause 115) 
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Whrn an ordrr tranlferrln. rducatlon 
responsibilities comes Into dfect. ILEA 
members elected for the area of that bor. 
ough will cun to hold office. ILEA will be 
required 10 form II new education com­
mittee (for which II must seek the Sene­
tary of State's approval. under Ihe 1944 
Education Act). Governors of schools in 
the borough. who have been either 
appoinled by ILEA or co· opted on 10 the 
governing body. will also cease to hold 
office. although the new LEA or the gover­
nors. as IIppropriate. m .. y choose to reap­
point them. At the limeo! Ihe Iransfer. the 
borough will be required to maintllln all 
Ihe schools which it inherits; it will sub­
sequently be subject to the usual statu lory 
requirements if II wishes to close or IIlter 
the status of a school. (Clauses 116 
&c 117) 

When a borough is preparing an appli­
Clition to opl out, ILEA will be required to 
provide such Information as IhlP borough 
may need to complete thai application. 
ILEA will also be required to furnish the 
borough with Information which II 
requests afler Its application has been 
approved, and durins Its first yur of 
responsibility as lin LEA, to enable It to 
cllrry out that responsibility. (Cllluse 123) 

The Secrelary of State II responsible. 
once he has approved An applicallon to 
opt out. lor deciding which properly 
should Iran!fer to Ihe borough. Rights 
and Iiabililies associated with property 
will be Iransferred wilh Ihe property. The 
Secretary of Stale will be ahle to deter­
mine Ihe terms of Ir<lnsfers which will be 
made by order under the negativr resol­
ution procedure. (Clause 118) 

Staff who are working for ILEA at the 
lime a borough opts out may be Irans­
ferred tOlhe employment of the new bor­
ough lEA . Staff tr<lnsfer orders. specifying 
which staff should be so transferred. will 
bE' made by order subject to the negative 
resolution procedure. (Clause 119) 

On 221uly 1987, the Secretary of Slate 
told the House of Commons Ihllt he would 
be takIng powers to require ILEA 10 seek 
his consent to all disposals of land and to 
the letting of contracts worth over £15.000 
fro m midnight on Ihal day. The Bill gives 
E'Hect to thai SlalemE'nt. Once a borough 
has sent an application to opt oul to the 
Secretary of State. ILEA will also be 
required to seek the borough 's consenl to 
disposals of land and letting of contracts 
worth over £15.000. These provisions par­
allel those for the transfer of higher edu­
cation sites and buildings. (Clauses 120 
and 121) 

If ILEA disposes o(land In conlraventlon 
of Ihue proVisions. tt,r boroughs will be 
able to serve a compulsory purchase order 
in relatinn to the property, subject to the 
usual procedure (or maklns .ueh orders. 
Similarly, if ILEA lets contracts without 
seeking cOMent, the aggrieved council 
will be able 10 repudiate that conlract. 
(Clause 122) 

The Bill will repeal Section 22 of the 
local Government · Act 1985, whleh 
enabled the Secrrlary of Stale to review 
the operation of ILIA before 31 March 
1991. (Schedule 10 paragraph 28) 
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PartiV: Miscel/mreol/s alld 
gel/era/ 
Education Assets Board 

The eslabll.hmenl and functions of the 
EAB are covered by Clauses 126 to 129. The 
bOllrd will have a chairman and between 
two and ten other members. all appointed 
by the SecrelllryofState. It will appoinl it. 
own staff. The EAII will act on behalf of the 
granl -maintained schools and poly­
technics lind colleges to be Incorporllted 
under the proviSions of Parts J and" of 
the Bill to ensure Ihat .iI the relevant 
property, rights and liabilities tran.fer 10 
them from the LtA concerned. 

Clause 9S (see paragraph 44 llbeve) 
requires lEAS to secUn! Ihe consent of the 
Secrelary of Slate belore disposing of land 
and buildings. or an Interest in them. 
relating to the polyt«hnics and cert')in 
colleges of hlsher rducation. If any LEA 
makes a disposal without such consent. 
the EAS will have power to repudiale con­
tracts in the name of Ihe LEA. where the 
disponl hu not yet been curled out or to 
acquire back Ihe IlInd compulsorily for thr 
instllullon concerned . In cues where the 
contract for disposal hIlS been put Into 
effect. The tAa will be able to t'KO\'rr the 
cost of compulsory purchases from thr 
LEA. 

Academle lenure 

Academic tenure is covered by Clausu 
130 10 136. There will be pro\'ision for 
Unh'erslly CommiSSioners to be 
appointed (Clause 130) to amend where 
necessary Ihe statutes of universities lind 
Iheir colleges and some other r;rant-aided 
institutions Ihalllward der;rees In orderlo 
provide. in respE'ct of academic and 
related slaff. for: 

• staff whose appointments arr made or 
who enter Into contract. after 20 
November 1987 not to be protectrd 
from dlsmlsnl on srounds of redun­
dancy or financilll uigeRcy (C1.auses 
131 and 132); 

• dismissal for inefficiency In the future 
(ClausE'S 131 a.,d 132); 

• appropriale procedures governing dis­
missals and .ppeals (Clauses 131 and 
132); 

• removal 01 the exclusive jurisdiction of 
Ihe Visitor in relalion to wrongful dis­
missal so that university staff may 
bring IIction.ln Ihe Courts for such dis­
missal in Ihe SlIme wily IS Ihe great 
majority of other employees (Clause 
134). The Bill .lso provides for the 
IImendment of charters or Acts 01 Pllr­
lIament by Order In Council where thl. 
is necessary or expedient. 

Miscellllneous and supplement.ry 
provisions 

Clauses 137 and 140-147 make nece5nry 
consequential ilnd supplementary provi­
sions and define certain tenns for the pur­
pose of the Bill. Clause 138 brings 10 lin 
end lEA no redundancy agreements and 
prevents LEA', fenerlns the discretion 01 
governing bodies over compensalion. 
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INITIAL TEACHER TRAINING: APPROVAL OF COURSES 

o Introduction 
0'\ 

1. This Circui .. r repb . .:es DES Circular 3/S~ and Welsh Office Circul~ 21/84. It introduces 
ne~' ,riter!.:; and n~' unngements fOf the accreditation of courses of initial teacher training (ITT) 
and their _P?rov:;;,! cnder Schedule S of the Educat ion (Teachus) Regulations 1989 (S.1. 1989 
!"o 1314) .. 4,. p . .,.:o.lltJ Clr.:ul .. r '0.,,11 be issued in !'-:onhern heland. 

~ . The accre= i: .. ::cn of ITT courses is sep ... ::It! from their ;eademi.: nlid.:ien. Accredit.uicn 
is concerr.ec wit~ :r.t s:; ;;abilHy of counes ... 5 a proiession.1 prep ... :ation for tea.:hen. Tht" _ppro· ... J 

g:vcr; by the Se~~e.~~y O~· Siate foHo""!!'Ig accreditation ent:des s~ucients succ~ssf~!ly corr.pie::i:lg. ;;. 
course to Gu;.;ii:e.:i ;.e .. ;::e: s~;.:cs (QTS). In :urn tt is allo",'s toem to be employed as tea.::he~s If. 

m .. i nt;'lr~e.:i schooh. 

To:- GC' ... ·f::-.;. .... ::~ ?~:.;ishe .:: in ~t.~· 198'1. coml.!h.:io:: cio':-':';.lent on r"':'Jre a:ran~emen!s 
ior the ;.;cre':::.::.:.:-. c·: 171 eou~ses. Tne r.e ... · a!"r ... n~err:e;m ... ~.: :;e ... · erne:; ... ha .... e ~ee:l preparec iT, 
:he h£.h~ 0:" the r "!"~? ::- ::;;(-; t{I :r,t ':::o:ls'Jl:atLo:, civc~:nent . 

Cocnd for :i:e . ..:.,;~:~~::;.;:c..:-: 0: T e~ne= Ecic.:;.:i:m 

4. The presen: .. .:.:::redit::nio!i s~·stem was se: up ir:. 1984. DES Cltcul;.r 3/8-4 (\1:·'ds;'. Oiilce 
Circul;.r 21 /S" j ar::-.o·.J::.:::e..:! the es:ablishment of the Council tor the Accrediution ot Te .. .:~e:­
Edu.:atior. (C.~ TE ~ Tnt COlOr.c: : w .. s .. skec to un':enake .an inni ... l scn..ltlny oj ;.Ii cocrse~ oi m::i.! 
teacher tr.....injn~ .p·'u: ::ne Go .... e:-n:nent·s criten~ -v.·hi;h were publishe:: .. 5 the .nnex Ie th~ 
Circular. To hdp C.'=',7£ in it) "\\'ork ali initia! tCadler tr ... inm~ Institut ions were \'islteci and 
reponed on b~' H~; ! . 

5. Since 198..: the Council has scrutinised o .... er 3D~ individual coursr ~ for compliance "\\'ith 
thr criteria. meetir.~ re?resenutive~ of rad'. institution and ad,'jsing the Secreu.1ies of State on 
whether [he Go"\'ernmem's criteria arr met. 

IAc.:rediuticm proccd ... 

10. New co.nn will DOnMlly be cODSidorod f"" by tho approp""" local committH. which 
",ill scrutinise them in the licht of the new aiteria and commentary and any pidanc.e on poinu of 
principle or precedent issued by CA TE, If the loal committee recommcnd a course for approyai it 
will thcn be considered by CA TE who if thcy ilrce with the recommcnciaUon wiu submit the 
coune to du Secretary of Stale for his approval. 

11. Local comminees will keep txlstin« COUntS under review and will Deed to atablish a 
prop-amme for doing so. Institutions Ihould not dela)' for this but should bqin to acb.pt tbeir 
ainin, countS to meet the new criteria as lOOn as possible. 'Where tMy c:ca.idcr that subnantial 
changes arc .cequired they should consult their local comminee ..... ho may i.D turn wish to consult 
CA TE. as to whether the changes propmed are of such magnitude that tbe coone shou.ld be 
submined for re-accred.iUtioD. 

.12. As well :u scrutinising all new courses in the light of 1Oc.t1 comm.iu« ctporu, mc 
Secretarics of State cxpect tb.at CA IE will wish to c.a.ll in each yeu a sampk: of existing countS for 
direct re\ie~ 

13. In 'the initiaJ stages of the operation of the new procedure, CArr .... ill DCtOliate a &fadual 
uansfer of responsibilit)· to local commintn for ceruin aspeas of the criteria. For some aspects the 
transfer may be immrdiate and for othrrs it may be delayed until tbe: new system is woekin, 
smoothly. CA TE .... ill also supervise the .... ork of local comminees to ensure consinency in their 
approach and wiU advLsc local committees on points on .... hich they seck advice. 

14. The Go ... ·cmmrnt intends to revin.' the local commiuet arrangements after they have been 
in operation for tWO yean. 

Revised criteria 

15. The! revised criteria are 5C't out in annex A to this Circular. They come into force- on 
1 January 1m, Guidanet for innitutions on their interpretation and implemenucion is offered in 
the commentary at annex B. 

16. IhC!""reviscd. criteria are intended to be clearer in form and contem than their pff'deunors. 
They "re also directrc! more tOla.'ards OUtpUts: tOl.:ards statements of ,·bit students should be able 
to sho"\\' they. kno'9.·, undemand and can do by the end of their tr.o.ininf.. 

17. Thr criteria and comme:1t ... :-y throulhout eeflect the impotunce of the K.uional 
Curricuium and the netd for ne",,·ly·trained tucben to be abk to contribute to its delivery on 
entering employment. As the subjects of the National Curriculum are: dtvdoped, institutions 
should review their course content to ensure that this n~d is being met, and that their COUrRS a!"e 
in line with the statutory documrnts, and with the non~sta.rutory guidance which will be available 
from the National Curricuium Council, the Curriculum Council for Wales and thr Scnool 
Examin ... tions and Anessmem Council. 

18. The re"isc:d criteri.;. and the commentary reflrc.: man)' of thr detailed comments made 
during the period of con$Ulta~ion, Two major changes should panicularly be noted in 5COion 5. 
First, the ne'llt' criteria provide ,hat 100 hours shall be de\'oted to science, in place of the proposal 
that 100 hours should be dt .... oted to science and design and technology taken tOUt-ber. Dtsip1 and 
technoiosy is now to be coverc-d in the same way as the other non<ore subjects in the National 
Curriculum, 
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ANNEXA 

CIUTERIA FOR TIiE APPROVAL OF lNITlAL TEACHER TRAINING COURSES 

Introduction 

i. The criteria Son OUt in this documt:nt apply to all COUrv5. tbe successful completion of which 
Iuds automatially to the awan! of Qualif...l Tuchtr S .. "" in Enp.nd and Wain or 
Northern lr.lmd and r<pIac. thoo< ... OUt in DES Cir<ular 3/84, Welsh 0f6c. . 
Circular 21/8 ..... Dc:panmc:nt of Education for Nonhem Ireland (DENI) Circu1ar 198.s/20b, 
DES Tuchtr Training Circular lotter 7/84< and DEN! Cir<ular lmu d ... d 18 July 1985d. 
Compliance: with the criteria is DeCeSSary' for courses to be ~pproved as courses leadin, to 
Qualified T.acher Statu •. 

Commen~(')' 

u. The critem art accompanied by a commentary. The commentary is not part of the criter~ 
but inuirutions uc asked to have regard to it when plannint and running courses. 

Contents 

Ul. The criteria and the commentary are sn out in sections as rouows: 

1. CCH>peration Between Institutions. Local Authorities and Schools 

2. Students ' School Experience and Teaching Practice 

3. Phase and Age Range 

4. Subject Studies and Subject Application to Pupils' Learning 

5. Curriculum Studies in Primary Courses 

6. Educational and Professional Studies 

7. $election and Admissior. to Initial Teacher Tnining 

Courses can orJy De assessed .fainsr the criteria insof.t 15 the aspectS to .... hicr. they relate are 
ioe-ntiii;.ble. The- crice-ria in Sections 2, -4, ~ and 6 arC' ~t ou" for convenience, under thC' 
traditional main components of courses but in coherently planned courses various elemenu 
might often be inte~rated, or distributed over the duration of the course. 

Definitions 

IY. In this dOC-<Jment: 

"COUrK" means a course leadin, to a det.ree or other qualification, the award of 
which e,ntitles ; student to the conferment of Qualified T ucher Status; 

Footnotes: 

"institutioru" means colleges, polytechnics and universities which provide: courses 
leading to an .n.-ard which entitles .1. Student to the conferment of Qualified T cacher 
StatUS; 

"year" means an academic teachint year; in the cue of one·yeu postg.raduuc 
Coursn, the year is a minimum of )6 "".ttks; 

"subject studies" means the academic subject or subjects studied at a level and depth 
appropriate to higher education; these are the subjcCts in which nudcnt teachers 
specialise during their courses; 

"curriculum studies" means che component in a primary ?h~ course comprising 
the Study of how to teach subjectS of [he basic curriculum mhe: dun students' 
subjeCt specialisms; 

.. Jubjecr applic:uion" means the study of the application of subject specialisms to 
[caching, assessment and learning in schools. 

a.. "Initial Teacher Training: Approval of Courses", DESiWOED, .... pril 198i 

b. "Teacher iducation: Approval of Cou~s of Initial Training", DEi'-."I, .May 1985 

c. "T:-.ining in a Second Subject [or Intending Secondary Teachers", DES, October 198-4 

d. "Tr.:r:.ing in a Second Subject for Intending Second.ry Teachers", DE~I, July 1985 
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SEcnON I, COOPERATION BETWEEN lN5TITUTIONS, lOCAL AUTliORfIlES AND 
SCHOOLS 

1.1 Institutions should establish links with local authorities and 1 number and variety of 
schools, ;and should dtvelop and run the professional and educational aspKts of COUCKS of initial 
cuchcr training in do~ working putn.enhip with those schools. 

1.2 Institutions should ensure that u?trienced tC2.Cnen from schools are involved in: 

1. the phnning of initial te'1cher training counes and in their evalu;uion; 

u. the se!C'Ction of st'udenu; and 

UI. the supervision and usessrnent of studentS' pnc:ic,d work (Re criterion 23); 

and that they are: 

iv. ;n ... it«!:o mae contributions as a?propri.ne to lec::ures, seminars or omcr utivities 
in the ;nSt:tutions' caunes. 

1.3 Institutions should utisfy themselves that teachers ate appropriately prepared before they 
undertake $uch :a.cti,,·ities. 

1.4 Institutions should ensure that suff concerned with subject .pplication and education.1 
and professional nucies have recent experience of teaching in schools, .nd maUna;n a.nd develop 
that experience. 

1.5 School te.ching experience ",,·bich such sufi undtrt.ke should be relevant to their 
puticular phase. subject or other specialisms. By the beginning of academic year 1991-93 
innitutions should ensure that this eltperienu is the equivalent of not less than one term in every 
five yun. In the meantime it should at the minimum amount to the equivalent of DOl less than 
35 days in every fi~ featS. 

SEcnON 2: STUDENTS' SCHOOL EXPERIENCE AND TEACHING PRACTICE 

2.1 Counes should include a substantial clement of teaching puctice and other school 
experience in more than one school. In total, this should be at lust: 

2.2 

2.J 

in undergraduate and postgraduate courses luting three yean or less; aod 

in four-year concurrent undergndu.ne courses (ie where the teacher trUning element 
accounts for the equivalent of about one year and leads to the award of a separate 
Certificate of Education) .... 75 days 

in aD other four year coursn _00 100 cUrs 

There should be practical ~lasstoom experience during the fint tenn of a ODUISC. 

All counc:s should include a s~nained period of teachin, practice. In the ase of counes 

2." Those putS of Subject Applicuion work, Curriculum Studin and Educarional and 
Professional Studies courses which take place in institutions should be closely linked co srudenu' 
practia.l experience in schools. 

2.5 Institutions should have a written policy statement which SCtS OUt the coles of tuton, 
beadteacbers, ocher teachers. employers. and nudentS in relation co nudents' school experience (see 
aiterion 1.1 iii.). 

2.6 No degree or other qualification aa:tactinr; qualified teacher Status should be awarded 
unless the srudent has demonstrated a satisfactory standard of practical classroom work, including 
the ability to secure that eHect..ive teachinr; and iearninr; can take place and to manage pupil 
behaviour (see criterion 6.5). 

SECTION), PHASE AND AGE RANGE 

3.1 Courses should prepare students to teach either wholly or mainly in primary schools or 
wholly or mainly in secondary schools. 

).2 Seconda.ry counes should normally cover the age r;.r:gt1 11·16 or 11·18. 

3.3 Primary cour~ should normally cover the .ge ranges 3 or >-12 a.nd within such courses 
tbere should be an emphasis either on the age range 3 or 5·8 or 7·11 or 12. 

SECTlON~: SUBJECT STUDIES AND SUBJECT APPUCA TlON TO PUPILS' lEARNING 

".1 The content of che subjea studies in studenu' courses should be at a Ie-,·d appropriate co 
higber education and should provide them with teaching strengths appropriate to the primary or 
the s«ondary school curriculum and the age range for which tbey are being tnined. 

4.1 For primary phase undergraduate cou~ the minimum periods allocated should be the 
equi:nlent of one and a half years for subject srudies and half a year for subject application. For 
primary phaSe pOstsraduate courses the JUbjeo: nudics relevant to the school curriculum should be 
the equivalent of one and a half years within the student'S initial degree but no minimum time is 
specified for subject application. 

4.3 For $CCondary phase undergraduate and postgraduate courses the m..inimum periods should 
be the equivalent of 2 yean for subject. study and one-third of a year for subject application. 

..... For studentS on secondary phase undergraduate cou~ the subject Studies should be in no 
more than twO subjects. In primary phase ,,-ndergr~uate cour.se5 the rubjea srudies ~ould be in 
not more than three subjcas: _. . . 

".5 Subject studiC1 work should develop i.n students: 

i. an underSlandial of the unckrlyinr; principlC1 of their specialist subject or subjects; 

ii. an appreciation of tb~ pl~ of their subjm. or subjecu in tbe primary or secondary 
curriadum as appropriatej and 

iii. a brad,h and d<p,h of subjoa mowled,o o",onding btyond ,ho domands of 
orou.unmes of study or enmin,2Ition svllabusn in schools. 
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-4.6 All courses should include training in the application of students' subjea special isms to 
the teaching l.nd Use5sment of pupils. This training should be additiorW to the time spent on 
subject studies l.l1d should include some structured school txpe:rieDce. In undeqndulte courses for 
intending prirnuy teachers, the length of this training should not be less th1Jl h~l~.Jar full-time 
or i.ts equivalent. In both undergraduate and postgraduate courses for i.ntendins secondary teachen 
the corresponding time should be nO( less thut one-third of a year full tUne or iu equivaJent. For 
postgraduate courses for intending primary teachers no minimum time is specified for applications 
work. 

4.7 On completion of their ,ourst students should be able to: 

I. pllJ1 a 5equence of lessons in the 5ubjtct or subjects covered by their " subject 
application" work, throughout the age t'1l1ge for wbich they have been tnined.; 

ii. teach a!'ld U5('SS these subjects to the level appropr~ate to the top of thu age 
range; and 

iii. provide .dvice on subjea content and approaches to teaching their subject or subjeCts 
to col!e.o.gues ~'ho have specialistd in other fllbjec~. 

SECTION 5, CURRICULUM STIJDIES IN PRIMARY COURSES 

;.1 The criteri. in [his section apply except to the extent that l. student'S "subject 
.pplication" work l.S s~cified in cnterion 4.-4 already co .... ers one or more of the subjects 
..::once!':led. 

5.2 COl!nes for primary phase studem:s should prepl.re students 50 thl.t they can te2Ch and 
assess the core subjects of the National Curriculum to the l.ttainment taq;ets appropriate to the age 
r&elge for which they are being trained.. In every primary course at least 100 houn should be 
devoted to the teaching of mathematics, 100 hours to English and lCC hours to science~ Work in 
each of these three subject areas should include a minimum of 60 hours contact time (including in 
the c~ of English, adequ4.te attention to knowledge about the structure and workmgs of the 
language), supplemented by work in school and directed private Stuuy. 

S.3 Primary courseS should l.lso prepare stud.ents so that, with suitable support and guidance 
from more experienced colleagues, they can plan individual lessons within pven schemes of work 
in design and technology, hinory, geogr.phy, an:, music, religious education and pbysial education 
(see note 2) and teach to the level required by the Nationl.l Curriculum, and assesJ the .cltievement 
of pupils in all founduion subjects. 

NOTES 

1. In Wales students should have tbe opportunity of pursuing counes in Welsh as a fuu or 
second langua~. For Welsh speaking students being trained to teach Welsh as a fim lanp!age, 
provision should be m1de for a course in Welsh comparable in scope and aims to that 
Stipulated in Engli.sh, regardless of the subject studies Students are punuinc-

2. In Nonhern Inland training. should prepare Stucknts to teach the "Areas of Study" specified 
- English. mathematia. science and. technology. the environment and society. aar:i~ and 
expressive studies and. in Irish·mrdium schools. language studies (Irish) - and also the "Cross­
curricular Themes". Training should take accourn of attainment UIlets contributinc to the 
Areas of Study. 

SECTION 6, EDUCATIONAL AND PROFESSIONAL STUDIES 

6.1 This elem~nt in courses should develop in nudenn competence in k~y professional skills. 
It should also enable nudenn to l.ppreciate their task as teachers within the broad framework. of 
the purposes of education, the development l.Od Structure of the education service. the values and 
the economic and other foundations of the free and civilised society in which their pupils are 
growing up, &nd the need to prepare pupils for adultbood, citizenship .nd the world of 'Vr.·orL 

6.2 On completion of their course, Students should be a"""'are of the links lJ1d common 
ground between subjects and be .ble to incorporate in [helr teaching cross<urricular dimensions (tl 
equal opportunities, multicultural education and personal ~nd social education), themes (eg 
environm~u.I educuion. economic and industrial undenunding. he:olth education and the 
E:Jropean Dimension in education) and skills (eg oracy. literacy and numeracy). 

6.3 Courses should prepare students for teaching the full iage of pupils md for the diversity 
of ability, behaviour, socil.l background ;lOd ethnic and cultur.J origin they are likely to encounter 
among pupj~s in ordinary schools. On completion of their coune Students should have developed: 

1. ;n understanding of the different ways in which ?upils develop :md learn md the 
ways in wllich pupils' work can be planned to sec:Jce dear progression; 

u. the ability to set appropriate objeCtives for dleir teaching and their pupils' learning; 

Ul. the capacity to use a rmge of teaching methods appropri;;,ce co tbe different abilities 
and other needs of pupils l.nd organise tbeir work accordingly; 

IV. the capacity to identify gihed pupils and pupiis .... ith spec ial educuional needs or 
with learni.""lg difficulties~ and to undersclJ1d the W4.ys in which the potential of such 
pupils Cl.n be developed; 

v. skills in the evaluation 1Jld recording of pupil performance, including in pmicuhr 
the testing and assessment requirements related to the National Curriculum and. 
where relevant, the preparation of pupils for public examinations. 

Students should learn to guard against preconceptions based on the race, gender, religion or otber 
attributeS of pupils and understand the need to promote equal opportunities. 

6.4 On completion of their course, students should be able to teach conuoversil.l issues In a 
balanced way. 

6.5 All coursn should COntain compulsory and clearly identifiable elements of praaical 
uaining which will develop in stUdents skills in the effective management of pupil behaviour. Such 
training should include specif1.C, institution·based elementS on the acquisition of group manapment 
techniques. '. 

6.6 On completion of their coune, all students should be able to select and make appropri4.te 
use of a ran&e of equipment and resources to promote learning. In particulu, all counes should 
conta.in compulsory and clearly identifiable elcmenu which enable students to make effective use of 
information techno1ocY (IT) in the classroom and provide a sound basis for their subsequent 
development in this fieid. They shouJd be trained to be able to: 

i. make confKlent personaJ use of a ran&e of software packages and IT devices 
appropriate to their subject speciaJism and age rmge; 



II. review c:iticaJly the relevance of wEtware packages and IT dev ices to their subjtct 
sp«ialism and J.ge range and judge the potential value of these in classroom use; 

UI . make corutruaive use of IT in their teaching Uld in particular prepare and PUt into 
effect schemes of work incorporating appropriate uses of IT; and 

6.7 

iv. evaluate the "'ays in wh ich the use of IT changes the naNre of teaching and learnin&­

Courses should also cover other aspects of the texher's work. including: 
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6.8 

i. 

u. 

the panoral , contractual. IcpJ and administruive responsibilities of tachen, including 
the orepuatlon of teachers to detea the maltre.tment of children and an awareness 
of the healtn and safety of pupils; 

mews of de .. ·eloping and sustaining links '\\·ith puents; 

iii. the school in its wider social context, including issues of culture, gender and ncc. In 
~orrbc:n Ire!u:d, tois element in cour$es should cover EducJ.tion for Mutual 
Underm:lcing" (EMU) and cultunl heri~;,ge. Students in the ~onhern Ireland 
Coll~ at. Education should unden.o.ke joint work in these areas , and all S't".ldenu in 
Northern 1reland should have experience of E>1.U in schools of both malar 

traditions; 

IV . the sipliicance of links betw«n schools and the wider community; including thOle 

betwttn schools. local businesses and the world of work; 

v. the nrJcture and ll!gal framework of thi!: educ.tion service. 

All courses should have .u explicit objectives to s«ure that studems r~cognise: 

I . 

II. 

the need to mainu.in their professional competence throut;h regular updating and in· 
service training during their teaching"careen; and 

that as members of the suff of the schools in o;I.·hich tbey will serve they should 
~xpect both co help, and to draw on the support of, their colleagues and other 
agencies eg in muters of discipline and curriculum dC"Veiopmem. 

SEcnON 7, SElECTION AND ADMISSION TO INITIAL TEACHER TRAlNlNG 
COURSES 

SelectioD Pnx.edura 

7.1 Institutiom should have adeqlWe procedures to ensure that candidates possess tbe prl'1Onal 
and intellectual quaJitiC"S suitable for teachin" and the physical and mental fitness to teach. 

7.2 In all sups of selection, institutions should ensure that equal opportunities are given to 
every candidate. irmp«tive of ,race, nationality or gendtr. 

7.3 No candidate should be admitted. for a course without a ~nonal or youp interview. 

Entry Rcquiremeau 

7.4 Institutions should satisfy themselves that all entrants: 

I. are able to communicate efftctively in spoken ud wrinen English and where 
appropriate Welsh; and 

u. have attained in muhem.[jcs md in English ianguage tne StandlId required to achieve 
a grade C in the GCSE u.mination. 

7.S In the ClSe of postyaduate courses, institutions should satisfy chemselvC$ that: 

i. entrants hold a degree of a United Kingdom university or th~ CNAA or a recogrused 
equivale:u qual ification; and 

ii. the content of entrants' initial degrees is appropriate to the primary or secondary 
school curriculum and to the subject or subjeas and age range for which they will 
be tnincd. 

7.6 In the c.ue of extended postgraduate courses designed to equip students with ;l s~c:aiism 
in a " shortage subject" by an extension of [he "subjea st'.ldy" in their initial ~gree, institutions 
should ensure that the content of candid.tes' initial degrees includes u leut one year of full· time 
higher education Study in the field of the a.ppropriate subject s~c:alism . 

7.7 In the c.ue of undergraduau~ courses, instinltions should satisfy themselves that, sub;tct to 
criteria 7.8 to 7.10: 

I. entrants fulfil the normal academic requirements for J.dmission to firn degree studies; 
and 

u . entranu intending to teacb scconcb.ty pupils hold an A level pass. or equ ivalent, 
appropriate to their intended main subject s~ciallsm or specialisms. 

7.8 In the case of shonened BEd courses designed for students with some exptrience of higher 
education short of the sundud of a recognised. ~ree. institutions should satisfy themselves that 
entranu have satisfactorily completed at least one year of higher education in the appropriate 
subjea or $U8j~u. 

7.9 Institutions may admit to undergraduate courses mature nudenu who lack the 
conventional entry qualifications for first degree studies where they arc satisfied .s to [he 
imelltctuaJ capacity of the student to complete a deuee course successfully. 

7.10 Where institutions a.dmit such students. they should be ab lt to demonstrate that they have 
carefully considered the basis on wbich such CDtnntS are admitted, and. that tbe academic and 
profnsional standards of courses will not be compromised in order to accommodate such students. 
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ANNEX 8 

COMMENTARY 

SECTION 1: COOPERA nON BETWEEN INSTITUTIONS, LOCAL AUiHORITlES AND 

SCHOOLS 

1. Close coopuation between schools. local education :uthontiu .and i.niti.al teacher ua.ining 
institutions leads :0 better tuining of s;udent teachus for their future careoers Uld provides valuable 
staff development fOI institutions .. rod schools. Where possible. institutioru should build Ions-term 
partnerships with individual schools ~'nich will fO$tel collaboration and tninin& opportunitln. 
Arr:ngements should be reviewed regularly co ensure chat the benents co institutions and schools 
are maintained. 

Involvement of T eu.hers in lTI' Cou.nes 

2. The involvement of experienced ~C"\'ing teachers in ~hc initial traini~ of teachers provides 
student !eachcn with a crounce to meet .nd 'V.:ork '9I.-ith J. tinge of ;m.ctitionc:s ,.,;ho ':6r. provide 
different ~umples of teaching metnod..s .nd styles. Serving • .e2c~~rs sund :0 g:.in through conuct 
with. developmentS in curriculum tn:.nking and from the fresh insi;htS of the studentS ~nd tucher 
trainers 'O.·ith whom they work. The 2ctivitic:s related to init~al te2cher trainin, in which serving 
teachers p.r.icip~te :ue 2 v21uable form oC st:att development. 

3. Institutions should ensure th:u the role of serving te:achers in guiding students during their 
periods or schooi experience, ~nd puticularly in the su?Cr"ision md .ssessmc:m of students' 
pncr..ical work, is understood by all those involved. Such te:achers should see a large p:an of the 
~.-ork at studems on teaching practice and other school experience. The assessment of students 
should be a shared judgment, in 'O.·hich the ,·jews of both serving teachers and teacher trainers arc 
given full ",·eight. 

4. The involvement of serving teachers in selection should not be confined to assisting 
inStitutions in drawing up or revising their selection procedures and guidelines. Te2chers should, 
when possible, be dirrctly involved in interviewing candidates for initial tcacheT uaining. They can 
make a valu~ble contribution to the .ssessment of candiducs' potential in relation to the current 
and changing needs of schools. If students arc given the opportunity as put of me selection process 
to visit schools, teu:bers c~n be in"oived in assessing students' reactions to this experience. "Scrving 
teachers" would include not only classroom teachers but also he~ and dtPUI1 heads and also 
teachers on secondment to nudy for higher dcgl"C'C'$ at the ·institution. 

S. There arc skills specific EO the (eachin, of young and mature ~dults 2! the level of higher 
eduC2.Eion. Scrving ccacht!'r5 and ne"".-J~· 2?pointed. tUtors m~y nt!'ed help in acquiring these skills. 

6. The preparation of serving [eachers for their involvement in teacher tnjning should be 
tbe joint responsibility of the institution, the senior staff of the school and employers. In some of 
the most effective aamples of pannership between schools and institutions. the institution. in 
collabontion with 211 the relevant staff in me schools. h2s produced ... wriaen statement or ... 
handbook on the role of teachers in the course. panicularly in the supervisioa and aucssmcnt of 
nuckncs, which has 21so been available to students. There is evidence that tbe absence of Nth a 
document can lead to less effective supervision and assessment of students' teaching pcacticr. 

School Experience for m T UtO" 

7. The requirements in criteri ... 1.4 and 1.5 apply to all tu.tors responsibk for subject 
application work, curriculum studies and educational and professional studies. but not to staff 
responsible onJy for subjea Studies. Tutors., as well as practising te:acheu, arc scm as role models 
by nudents. Long absence from te2ching in school creues the risk that tUtors will lose confidence 
in their own c1.ssroom skills and that their tutoriaJ ""'ork will become detached from the 
professional nceds of students. If tuton maintain and deveiop their teaching experience they will 
ensure that the training which they provick for students :eflrcts the changing curricula and needs 
of schools. 

8. Institutions should have suif development programmes which offer tutors appropriate 
teaching and other school experience. This might take the form of block or serial experience but 
prefer:ably both. Although not aU school txperience nteds in stricness to be in classroom teaching. 
chis should ftft'm the m~jor element in each :utor's development progrmtme and. such work should 
be closely relued to tUtors' normal work with student te ... chers. Inst itutions should take accOUnt of 
tuton' own wishes in undertaking scbool experience. They should also ensure that it is 
systematically evaluated in terms of the benefits to s.:hools md pupus as well as to tutors' work in 
the training of students. 

9, The repon of the Elton Comminee of Enquiry into Disc ipline in Schoolsc (the Elton 
Committee) recommended that [uton should have regubr c!assroom teaching aperiencc equivaJent 
to one limn in every five ye2Cs. In rcspo~ tbe Secre.2ry of SUte announced mac he intended. to 
set a dear nationaJ standard. The criuri:!. embed\" the Elton Committee rrcommer-dation but 
propose that where they do not already achieve 'it institutions should move towards it over the 
period up to the beginning of academic year 1992·93. Institutions should devise programmes for 
... chieving this objecci'·e. 

SECTION 2: STIJDENTS' SCHOOL EXPERIENCE AND TEACHING PRACTICE 

1. The figures for the amount of scbool experience in criterion 2.1 arc minimum figures and 
institutions should seek to provide much more chan these minim2 wherever possible. 

2. Stu~ents should be encouraged to gain some school experience btforc their CQurse begins. 
This could mvolve visits to meet serving tc-acbers a.nd to observe good practice and might include 
experience of both primary and seconduy schools. This can help students to decide whether they 
have teaching potential ,lOd whether they have chosen the right subjeCt specialisrns and ;age range. 

3. School experience during the coune should relate to the full ag~ nnme for which students 
are bring uaincd and to the subject or subjccu which they :lIe being trained to teach. Otbrr age 
ran.r;es may be indudrd where appropriate co extend their awueness of the wor-k of te2chers. 
Students should work with pupils with a widt: nnge of abilities in a variety of schools 2nd should 
have tbe opPOrtUnity to become fully involved in schools' d;aily routines. 

4. Innitutions should ensure mat school experience is uied as far :u possible to illuminate 
students' cducar.ional. professional and curriculum studies and their applic.ations work . AU school 
experience should be cucfully struCtUred and. prepand in advance and urangemcnu should be 
nude for ,he evaluation and assessment of all praaical work. 

FOOtn<xe 

Co "DUcipline in Schools", HMSO 1989 
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S. Care should be: tuen to ensure tbt student tca.::hers ,ue not handicapped by bc~ placed 
in schools which .m~ unable to provide appropriate expenencc. In particulu, it i.s important that 
students are supervistd by SOC·j practitioners. Where possible institutions shoufd try' to ensure that 
students obtain e:'(pcrience of multi·racial schools. In Northern Jrelmd, all StudentS should have 
experience of work~ in schooh of both major traditions. LEA office" and advisers art often able 
to advise on the suitability of individul1 schools for teaching pr2Ctice and other school experience. 

6. School experience should inciude a subsu.mial amount of class teaching which should 
include opportunities for whole dan :eaching early in the coune. There should be a period of 
sust.ined tcaching practice of not less than 10 days towards the ene of the course, in which the 
student shou:O be given the opportunity to teach a whole class without the responsible tutor or 
supervising uacher present. Possible p.aterns for this sustiined teaching practice include full·time 
blocks or a specified number of days each " .. eek. If a part.time pattern is chosen. the time spent 
should be a minimum at t .... o days a 'Q,.·cek but prefcrably marc. Students should have the 
opportunity to build up a relationship .... ith classes over ti.me in the same .... ay as servin, teachers. 

7. Institutions should satisfy themselves that students' practical work in schools, particularly 
du:-ing ftnll uachmg ?!'";cti~, demonstrates a level oJ competence :I.?prop:-i.ne to a nn.ly.qualified 
teac:,er entering the period of induction. 

8. Institutions should ensure that they have appropn.;ae .tr:-. .ngements for counselling 
st:.ldenu .... ho meet di!!: culties in their teach ing. Where appropriate students should have tbe 
oPPOrtunity to re?eat e;.r1y [eachinr; practice. If it is concluded [nu a nudent is not suited to 
teaching. arr.angemems should be m.de for the stude!U to withdr ... 'lO from the count as soon as 
possible. Innir.nions should. in the case of undergnduate nudents. seek to provide places on 
aherr.alive courses of hi&-I,er education. 

9. Institutions' policy sutemems required by criterion 2.S should CO\'er arrangements for 
planning. prcpan.tion, supervision md assessment of school experience and procedures for its 
evaluation and. review. Statements should be in sufficient detail to be of practical assistance to all 
concerned in tbe arrangementS. 

SECTION), AGE RANGE 

1. It is generally recognised :ha: courses which aim to cover the whole primary age unse of 
)·11 or )·12 often do roOt cover adequ;.tely all of its sub·phases. The criteria arc not, bowcver, 
intended to t~ the di";sion of the primary age range to Key Suges 1 and 2 of the National 
Curriculum. since continuity between phases is important. Some coursts have 11$0 been designed in 
collabonrion with LEAs wbich use a particular form of school organisation, er; middle schools, 
where the age of transfer don not match the Key Stages. 

2. Some primar), courses are designed to cover only the ase range >-8 since the institution 
laclu staff qualified to cover the yean be:low 5 and in those LEAs ""here it is praa:ic:able 10 provide 
school experience the age of admission remains the bepnnin, of the term after the pupil's fifth 
binhd.y_ 

Instirutions 

3. Some secondary courses or subjea specialismJj are designed to cover only the age range 
11.16, since in the lEAs where: it i.s practicable to provide school experience the prcdominmt form 
of school organisation for the l~lCJ age ran,e is tertiuy. It may also be the case, where students 
take tWO subject spcciaJisms, that the content of one of the subjects does not prepare the students 

for SUtth form teac.bin&-

SECTION 4, SUBJECT STUDlES AND SUBJECT APPUCATION TO pupn.s- LEARNING 

1. The "subject studies" in the BEd degr~. in the original degrees beld by PGCE students 
md in the post 'A'levd Study of entnnu to shortened. unde!'gnduate courses art essential dements 

.. in both the professional training md the ?Crsonai edl!c .. tion of te~hen. Mastering a subject, or an 
a:'ta of learning. provides students ""ith confidence in their own ability, and facilitates more 
effective teaching. better learning experiences for pupils .nd better planning md orga . ..'lisation of the 
subjKtS within the school curriculum. 

Content of subjtct srudies 

2. The title mel the content and ambit of the sl!bject Studies in students' detrees .... ill not 
al-v.'ays much closely those of the subjects in the National Curriculum. However the content of 
Students' subject Studin provides the basis for their work throughout their future wlching careers. 
It is therefore euential that subjea studies include subsunt:al dementS clearly rela.ted to the 
curriculum of the ~e nnge for which students are be ir.g trained. It is also importmt that the 
subject studies element of a course relaced [0 lo-v.·er age r;..nges should not be constituted from 
subjects 'which .... ould not be found in the school curriC'.llu:'Tl for those reU's. 

3. Courses for Rudents intending to specialise in "e:.rly years" cater for tbe needs of the age 
ranr;e )·8 yeatS, and. thus include pupils to whom the requiremenu of the National Curriculum 
apply. Althou~ the curriculum for under fives is not usuuly defmed in subject terms it is still 
necessary for the ttamer to be able to teach number and language .... ork.. md aspects of science. 
design and technology. history, geography, art. music. religious education and physical education. 
In courws for intending early years teachen as in other courses these subjects should be treated. as 
appropriate, as subject nudies or curriculum Studies. "Child development" ho .... ever should be 
mated as an aspect of educationl1 and professional nudies. 

Uuderp-adu". sccoodary pbasc <ou= 

4. For intending secondary teachers on undergraduate counes, the criteria provide thu the 
time to be spent on subject studies should be the equivalent of at leut twO yean full· time and the 
number of specialisms which may be nudlcd is limited to tWO. This reflectS the knowledge and 
undemanding which students .... ill require in order to be able to teach in schools. There are areas 
of academic study which, wh.ile proper to hi&her education. are remote from or represent onJy a 
very small pan of tht school curriculum. Where th~ are oUered as subsidiary Nbjcct ttud.i.es, they 
should be available ocly to sturlcnts takin, a main subject to which they are rtlated in the basic 
....... ...;,.... 1 .. -
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U!ldtruld.ur:e primary phase courses 

~. For intending primary telehers on an undertladuate coune, the criteria provide that the 
amount of time to be spent on subject studies should be at least one Uld half years. This reflects 
not only the extent oi the knowledge and undtnunding which prim2l'Y teachers will ned m order 
to te~h their specialist subject or subjectS, but also the flCt that most primary telehers, except for 
some teachers tn the u?ptr yean of some primary schools, 'Q,·ill be required to teach the .... hole or 
men of the curriculum r.uher than just their specLalin subject uea 2.ftd ,hat time mUSt also be 
allo ... ed within the course for curriculum studies (see section 5 belo ... ·). 

Breadth of curriculum w be covered in subject studies on prim.uy courses 

6. One of the net:ds of schools, particul2l'ly in response to th~ !';ational Curriculum, wiJi be 
for ttachers who :re able to uke the role of "CUrriculum le2ders". Such te.chers ..... ill advise their 
collc2gues Uld co-ordinuc tne ""ork of the school in panicular :ee2S of the curriculum. In sma.l.ler 
schools, tC'2.chers m2r need to taC the lead in st'Vtu! subjecu:. It is therefore likely that the 
tr;.inin~ which will prove most useful to intendinr; primary teac::'ers "g.·ill en.ble them to speciali~ 
:n ::1Ote than one $l:biect. h is imponant, ho.:ever. :h:t :he pr:m:o.ry ph.se ~ndergndu.ate m:.der.J: 
shouici not attempt a S".:.:'ject study progt1r.'lme v.·hicn is ;:00 bread. ~:he:e three subjtCU in the 
="'at':ona.l Curriculum .. :e studied, institutions should ensure th ... t ~~ev are :el.ated and tbat their 
st-.:.dy is therefore mutually reinforcing. Where the subjects are not ;e!ated in this W2y tbe student's 
prO!ramme should comprise no more th2.ft tWO subjC"Cu. Where more tban one subject is included 
in a n"Jd~nt's subject Study progumme, and the rubj«ts are not stucied to the same depth, the 
mir":mum time for anyone subject should be the equivalent of half 2 yeu. 

Deferment of selection of subjca nudies on primary undergraduate COUtse!l 

7. In somt innitutions it is possible for stuckms on primary courses to deby the selection of 
their subject studies until the 5tcocd year. This 2fungement enables students to demonstrate, 
through work on curriculum Studies, ""hether they bave sufficient interest 2.ftd ability to punue 
subjects other than those in which they have tbe highest entry qualifications. Such an arrangement 
can be particululy useful to i.ncrease the numbers of primary Students who are prepared to take 
shorage subjects such as m2t~ematics. science or technology as their subj«t studies. 

Subjca application 

8. Both undergudu.;ue lnd postgraduate courses should include training in the application of 
spttialist subjects to the teaching and assessment of pupils. This aspea is sometimes called "subject 
method" in secondary training. Application .... ork in prim.uy courses: should include tht role of 
curric>llum leadtr. For primary postgraduate ccurln, the criteria specify no minimum time for 
applications 'Work in view of the CKher dem2nds on the time available. It is important in aU counes 
tbat the element of applications ... ork undertaken in schools should include, in addition to teachinr; 
pract..ic~. cxher forms of school experience related to the specialin subject or subjects. III primary 
courses. this is panicularly imponant if tbe opportunity for nudems to teach their subject 
specialisms during normal teaching practice is restricted. 

9. The compeunce sutements in criterion 4.7 are intend~ to be challenpn&o but recopisc 
tbat newly-trained teaChers .... ill only be able to do so much. These competences ... iU be developed 
and extended durin, a tcacher's carter. 

NaU.ocu.I CWTiculwn. Sea.tutory Orden and non-natUlory t;uidance 

10. Subject iNdies in undergndu.ne countS md subject 2pplic;.r:ion work should take 2CCOUnc 
of tbr Stuwory Ord~n in respttt of 211 Nuiorul Curriculum subjecu n they at't introduced and 
related non-iurutory guidUlce from, as appropri . .ue, the 0qJ2rtment of Eduotion and Science and 
the National Curriculum Council; in Wales th~ Welsh Offic~ Education Departm~nt 2.ftd the 
Curriculum Council for Wale'S; and in >Jorth~m Irel2nd the correspondin& material from the 
Dc:pattm~nt of Education for Northern Ireland and the North~m Irebnd Curricwum Council. 

SEcnON 5: CURRICULUM STIJD!E5 IN PRIMARY COURSES 

1. Pnmarv teachers usually hav~ to teach the who!e of the basic curriculum - that is. all the 
foundation rub~s of the !,:1[io~21 CurriC"oJlum for the ?rimary i'hue plus religious educatio~ 
subject: to a ~e4Cher's right not to teach this subject on ~ounds vi conscienu: - ·9.,h2tever the 
subject or subjects they have covered in .heir "s~bject s:~dies" (see SC'1::ion 4 of the criteria). The 
object of tbe "curriculum srudies" component in primary courses is to enable trained teachers to 

teach those putS of the basic curriculum v.:hich ""ere not covered by tbeir subject. studies and 
subject 2ppliotion. 

2. lrutirut:ons should consider 'Q,.·hether they are acie- to ?rovide [raining in collective 
wonhip in conjunction with students' work on Reli!ious Educ..::on since chis is an es~ntjal pan of 
the work of sc.i.ools. 

3. The requirements of criterion 5.3 will email c ... refulpia....1r. !!1g if they are to be s2tisfied 
within the time available on primary phue courses. It is not envis ... ged chat all foundation subjects 
c2.ft be coveted to the same depth or brea.:!~h , I!speci ... Hy in postgr:t.ciu.~e courses. HO'Q,'evu, 
institutions should emure thac all students h2ve 2 signiilC;nt mlOU:lt of dt .. ~'Cted study in each 
subject. Where coveuge has to be limited in any v.·ay, ir.scitutions should ensure thac the first 
employen and. where appropriate, bead teachen of their studeft[s ue told beC2U5e teachers ue 
likely to reqv.irc consider2ble support in those subjects from experienced colleagues in their flrSt 
year of teaching. 

4. Criterion 5.1 recognist1 that primuy counes should avoid duplication in the ground 
covered by sUbjeCt studies, subject application and curriculum studies. Whe~ "curriculum studies" 
211d "subjed'appiic2tion" elementS arc planned jointly to form 2 coherent coune, students should 
be required to follow both elements. Instinalons should not 2ilow students to omit 211y component 
of their "curriculum studies" unless they 2l'e certain that no important aspects of their [raining are 
thueby misSed. out. 

5. Primuy curriculum srudies should ukt acCOUnt of the SutUtory Orders in respect of all 
National Curriculum subjects as they are introduced. and related non-iu(Utoty guid:..nce from tbe 
Depanmeru: of Education and Science and the N2tionaJ Curriculum Council; in Wales, the Welsh 
Office EduC21:ion Department and thr Curriculum Council for Wales; and, in Nonhero Ireland, the 
corrnpondin, material from the Department of Educ2tion for Northern Ireland 211d tbe Nonhem 
Ireland Curriculum Council. 

6. The requirement in Section 5 regardin, provision to prep21't Students to teach or suppa" 
the tcachinC of Welsh as a fil"Sl or second i211gua,e is in conformity witb the National Curriculum 
in W21n. in which Welsh is a foundation subject in all schools 211d a core subject ... here the 
pmlominant medium of inruuaion of the individual school is Welsh. Prepantion to teach Welsh 
.as a lim lanr:uate is confined (0 students 'Who lIr .. nr r," nuirklv h ..... n ...... n" ...... : .. W .. lch ....... ;... .... 
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present av.ail.able .at tbe tbre-e innituti.ons able to pro'\-ute training .almost emirely throush the 
medium ot Welsh, ie the University CoUrse of Wales Aber)'RW'}'th. Ban&or Nonna! Colle&e and 
T riniey Col1c-ge, C~rm.anhO!n. R~ard.lCS$ of their subject studin, nudenu tnU..ed throu&h tbe 
medium of Welsh at these institutions should pursue a COUCK in Welsh iantya!,e which is 
comparable in sco~ ;.nd aims to curriculum studi« in English. (Their cou.nc must also contain tbe 
100 hours English element of study.) Students tr~ned at these institutions throu!,h the medium of 
Welsh. would h.ave received prep.antion for ceacbin, in schools ",,·here Welsh is tauyn as a fU'1t 
language. Preparuion to teach or suppon the teachinc of Welsh a.s .1 .s«ond lantw«e should be 
available aJ an .Additional study in all institutions in Wales. Botb courses should uke account of the 
relevant ?'-i.uiona.l Curriculum' Statutory Order for Welsh and supporting n.on-tUI:utory guidance. 
Subject studies and curriculum studies in institutions in Wales should also take appropru.tc account 
of the environment and the unique C".llrunl heritage of Wales. 

7. Likewise, in ~onnem Irehnd. C".lrriculum studies should reflect the cross<urriculu 
themes, in particulu cultur.a.l heriuge and Educuion for Mutual. Understanding a.nd should also 
take ~CCOUnt, as appropriate, of the needs of Irish teach ing in Irish-medium schools - and in other 
schools which so cboose. 

SECTION 6: EDlJCATIONAL AND PROFESSIONAL STUDIES 

1. In desig.nin& the educatiorui and professional studies dements of co\!cws, institutions 
should ensure :hu tbey ue clearly linked. to students' school experience, $0 as to enable them to 
develop both a full :-ange of competences and the ability to analyse and evaluatr their own 
performance. 

2. Students 1hould be m.adc .aware of all the crosH':.1rricaJu a.s~as recognised by the 
Nation.al Curriculum Council, the Curriculum Council for Wales or tbe Cl!Cricuium Council for 
Northern Irebnd. Institutions should uke account of any reports or guidance issued by the 
curriculum councils on these a.spects of the curriculum. 

3. In particul:.r, courses should en.able students to acquire sufficient knowledge abOUt the 
structure and workings of the langua~ to enable them to assist the development of pupils' 
communication skills th,roush the subjKu they teach. Institutions should uke aCCount of the report 
and recommend,;,tions ot the Kingman Committee on the Teaching of the English Lanr;uacef. 

4. Institutions should also have retard to relevant European Community Resolutions, and 
panicululy those concerning the Europc.an Dimension in Educationl and Health Educationh. 

5. Students should be introduced to a variety of types of lurnin!, d.ifflCUlty and ways in 
which they Can be cased or overcome. They should be able to usc approprUte texhin, methods 
and styles in .1 ra.ntc of situations. 

6. Students should be trained to recognise outstanding ability in pupils, for uarnple. 
intellectually or in the performing am or physical aaivities, and to be aware of different ways in 
which such ability can be developed.. bOtb within and outside the school curriculum. They should 
be trained co adapt cheir teaching methods and styles as appropriate. 

7. 5tudenu should ilso be made aware of the limitations which schools face in belpin, pupils 
.,ilh learning difflCUlli" and plied pupils. They shoold be .ble 10 judge .,hen 10 seek .. sisunce 
frnm ("nll~::IO'IH.'t ::Inri h~ HIIU~ nf rhl" v::lrit'tv nf nrher suvices which mitht be used. 

\ 
8. Insticutions may find it helpful to draw up a written equal opportunir:its policy, and wi!\, 
also be inte:nted in the repon published in June 1989 by the Equal Opponunities Commissioni 
which relates spcaficaJly to U:UtiaJ te.acher training. 

9. Students should leun the importance of classroom manatement and different models of 
c:lassroom organisation. Students should be able on completion of the course to 

mana&e children individu.a.lly, in groups and as .1 whole clus 50 that work is carried 
OUt in a responsible and orderly manner; 

differentiate work according to the r~rlge of abilities and uta.inmtnts within .1 g.iven 
teaching group or class; 

employ a range of teachin& methods 1ppropri.1te to a whole class, youps or 
individuals; 

m.accb teaching methods to learning activity and p.ay due attention to pace; 

establish good working reLationships with classes and individual pupils; 

communicate clearly and ime!l;~e::.dy with pu?ils orally :L'ld in writing; .1nd 

evaluate the ct1ectiveness of ~heir ~eachi~g in the light of ?upiis· responses and nuke 
appropriue adjustments. 

10. Srudcnts should be enabled to obsuve and underst.and the tr:.mition.a.1 pc:-iods in pupils' 
s.:hool careers appropriate to the .age phase of their course, that is. ;u _?propri:ue, the trU15ition 
from preschool to primary school and from primuy to second.ary and the Jinks between seconduy 
and further education. 

11. Institutions should consider the implic.t ions fo r courses ot the repan of the Elton 
Committee and iu specific references to the study of group behaviour and the use of peer group 
support. 

12. lrutituuoru should also consider the recommendations of the expert youp on information 
technology in initi.a.l teacher training). 

13. The monitoring .Uld assessment of pupils' perform.U1ce is an important pan of the 
responsibility of all teacben_ Instituti.ons should ensure th.at students -are aware of the requirements 
of the National Curriculum and their implications for .assessment at all stap. In the light of advice 
from the School Examinations and Assessment Council. students should aho learn how to assess 
pupils' progress againSt the NationaJ Curriculum attainment targets and how to record and report 
pupils' progress. Consideraz:ion of assessment should include, in secondary cnurses. an introduction 
to the principles employed and methods used in public examinations, and tbe development of some 
competence in the asseS!ment of course work within the context of the examination system. On 
completion of the COurse. studcms should be able to undertake a reasorubk range of ty~s of 
assessment for formative and summative purposes and be able to record them appropriately. 

14. Students should understand the fUture, purpose and praa iCt' of p2ll0ral care, be 
inuoduc:ed to basic COUn5eJlin, skills., be ready to undertake the administrative and pastoral duties 
of a class teacher and be- pven the opponunity to observe experienced lueDers in their COntacts 
with parems. H possible, (hey should consider the role of • .and meet, membcn of Governing Bodies 
of schools. With respect to the maltreatment of children, institutions should consider panicuJuly 
<he ~ichnce issued in DES Circular 4/88k. 
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1 S. Studenu should Ix madt av. .. ue of th~ range of .,encies and other facilities with which 
schools co-opentt includin, social ~rvic.es.. police, transport underukinp, health strvices, school 
meals services, school p"ycholopcal services, YOUt:1 and community services, spons f~i.litin and 
mUSCUrTIS. They should ~so undc:mand as; appropriate the role of suppon scrvices within scbools. 
for ex.mple c1.nroom usistants, media resource officers and laboratory techniciaru. 

16. Students' ~ppreciaUon of the imporunce of school·indunry links may be enhanced 
:hrou,h pt2ctical apcrience of industry and commerce before and during their cour~. Such 
experience can also be b~ndicia1 for the tutors themselves. Institutions should ensure that students' 
awareness is developed through s.cbool experience and educ.ational and professional studies 1$ well 
as. where possibk. in subject. applica~ion work. Institutions should be aware of the various national 
and reponaJ ?ro;cru which art being underuken md the materilis that have been and an: heinz, 
prod\:ced in (his arn for usc both in leacher training courst1 and in naff development for texber 
tuiners. 

SECTION 7, SELECTION AND ADMISSION TO INITlAL TEACHER TRAINING 
COURSES 

1. Responsibility for assessing c;.ncidates· suiubility for admission to courses lies with 
indi,;duaJ institunons. Institutions shouid ensure th.t ad"enising or publicity relating to courses or 
to tbe instimtion iuclf m.kcs clear that :.11 .pplic:uus will ~ treated in the nme '9,·ay. Further 
general guX:i.nce on equal opporrul"..i::es in selection may be found in the Codes of Practice of the 
Equ.;.1 Opportunities Commission a.!\d :he Commission for Racial Equality . 

Selection Proc:ec:hues 

2. An assessment of person;.\ qu.tlities is particularly important in selecting intencfjng teachers 
sino: their ability to teach and to m..n.ge duses depends on the relationships they form ",·ith 
children and with. their tueher colleagues. The perlonal qualities v,'hich selection procedures are 
designed to explore should include: a sense of responsibility; a robust but balanced outlook; the 
potential ability to rei ate ... ·ell to children; seruitivity; enthusiasm and a facility for communicating. 
Some evid.ence of these qualities may be obtained from application forms, references and any other 
records of cwdi6.tcs' reIn-ant experience. Institutions may .also wish to lo.,k for other qualities in 
andid.tes. 

Footnotes 

f. "Repon of t.bt Committee of Inquiry intO the Te.aching of the English Lmguage", H.\1.S0, 
1988 

50 " Resolution of the Council and the Ministers of Education Muting within the Council on the 
European Di..mtnsion in Edoation" (8S/Cln/0l), European Commission, May 1988 

h. " Resolution of the Council and the Ministers of Education Metting within the Counci..1 
concerning Hulth Educwoo in Schools" (89/C3/01), European Commission, November 1988 

i "FormaJ lnvatiption Report: Initial Teacher Training in Enpand and Wales", Equal 
OpportUnitlcS CommWion, June 1989 

j . "Information Technolog in Initial Teacher Trainioc", HMSO, 1989 

k. "Workin, Tor;etber for ,be Protection of Cbildren From Abuse: Protection witbin the 
Education Savic<", DES, July 1988 



ANNEXURE 6: VISI TS TO EDUCATIONAL INS TITUTIONS AND 

RECOMMENDED AUTHORITIES IN ENGLAND. 1985 and 1986. 

During 1985 and 1 986 the writer worked with Maril y n Leah and 

Chris Powling at King Alfred ' s College, Winchester . 

During 1986 visits were made to the following people and 

insti tutions: 

7 February 

22 April 

28 April 

12 May 

13 May 

15 May 

19 May 

20 May 

20 May 

20 May 

21 May 

21 May 

21 May 

22 May 

23 May 

2 June 

4 June 

17 June 

Cliff Moon 

Diane Bentley 

Michael Benton 

Cliff Moon 

Geoff Fox 

Gabrielle Maunder 

Jim Johnson 

Robert Protherough 

David Bowen 

Sylvia Emerson 

Lyn Overall 

Nigel Hall 

Anne Robinson 

Donald Moyle 

John Potts 

Sarah Tann 

David Wray 

Bridie Raban 

316 

Bulmershe College 

Reading Reading Centre 

University of Southampton 

Bulmershe College 

Exeter 

St. Mary s, London 

Trent Polytechnic 

University of Hull 

Humberside College 

Humberside College 

Sheffield Polytechnic 

Manchester Polytechnic 

Manchester Polytechnic 

Edge Hill College 

Liverpool Institute 

Ox ford Polytechnic 

University College, Cardiff 

University of Reading 
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11.S.2 A four-year Bachelor's degree in Education for the pr~a­
ry school 

11.5.2 . 1 

The minimum aca4meic and professional requirements are aa 
followa: 

The admisaion require.ents and choice of subjects must 
comply with the requir~nt. for a degree approved for 
teaching purposes: Provided that at least one course 
in each of the official languages has been taken (one 
of the language courses may be a practical or special 
course), and provided :!urther that at least another 
three courses in at least t~o of the following subjects 
are effered: 

Mathematics 
History 
Geography 
Biblical Studies 
A Bantu Language 
Physical Science 
Chemistry (may not be taken together with Natural Scien­
ce or Physical Science) 
Physics (may not be taken together with Natural Science 
or Physical Science) 
Biology or Bioloqical Science 
Zoology (may not be taken together with Biology or Bio­
logical Science) 
Botany (aay not be taken together with Biology or Bio­
logical Science) 
Natural Science 
Instrumental Music 
Class Music 
Art Education 
Physical Education/Human Movement Studies 
Oral Communication (Afrikaans andlor English) 
School Library and Media Science 
School Guidance and Counselling 
Speech and Drama 

(This amendment is applicable to Bachelor's degrees in 
Education for the primary school and Bachelor'S degrees 
which are offered for admission to a post-graduate Di­
ploma in Education for the pri~ry school, which com­
mence ..... ith effect from 1 January 1985). 

Education (Pedagogics', including the following five 
subdivision. of the disciplines and taken at leaat up 
to second-year degree level: 

History of Education 
Philosophy of Education 
Paycholoqy of Education (and the relevant Orthopedago­
g1cal aspects) 

Didactic. 
Sociology of Education 

(School Guidance and Counselling and Orqanisation and 
Administration of Education must be included) . 

11.5.2.3 Methods 

For the senior primary lichool, lllethod of teaching at 
l~ast three primary school subjects; 

OR 

for the junior primary school, method of teaching be­
ginners. 

Method of School Guidance and Counselling may be taken 
in addition to any of the above, provided that Psycho­
logy III or Guidance and Counselling Psychology III or 
Education III ( ..... hich may not overlap paragraph 
Il.S.2 . 21 has been included in the degree course . 

11.5.2.4 Bible Education (see paragraph 1.13) . 

11.5 . 2.5 Teaching aids (see paragraph 1.12). 

11.5.2.6 Training in at least one of the following practical 
subjects for the senior primary course, or at least two 
of the subjects for the junior primary course: 

Physical Education/Human Movement Studies 
Art 
Class Music 
Hand ..... ork (Men/women) 

11.5.2.7 Ten weeks' practice teaching is a minimu. requirement . 

11.5.2.8 Language endorsement (see paragraph 11.2.2). 

11.5,3 . A four-year Bachelor ' s degree in Education for the pre­
. primary school 

11.5.3.1 The admission requirements and choice of subjects must 
comply with the requirements for a degree approved for 
teaching purposes: Provided that at least one course -

(a) in each of the official languages (one of the lang­
uage courses may be a practical or special course), 
and 

(hI in Education, or at lea~t one course in both Socio­
logy and Psychology has been included. 

11.5.3 . 2 Education (Pedagogics), including the following five 
subdivisions of the disciplines and taken at least up 
to sedond-year degree level: 

History of Education 
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Philosophy of Education 
Psychology of Education (and the relevant Orthopedago-
gicel aspects. 

Didactics 
Sociology of Education 

(School Guidance and Counselling and Organisation and 
Administration of Education must be included). 

11.5 . 3.3 Method. 

Infant Didactics (including English and Afrik~ans In­
fant Literature • • 

Method of School Guidance and Counselling may be taken 
only by students who have taken Psychology III or Gui­
dance and Counselling Psychology III or Education III 
(which may not overlap par . 11.5 . 3.2) for their degree • 

• 
11 . 5.3.4 Bible Education (see paragraph 1.13). 

11.5.3 . 5 Teaching Aids (see paragraph 1.12). l 

11.5 . 3.6 Training 
course in 
remaining 

in practical subjects : A 
one of the following and also 
three : ---

Developmental Play 
Art 
Han~work 
Infant Music . 

specialisation 
cours.1I in the 

11 . 5 . 3.7 A curriculum course in Infant Health Care. 

11.5 . 3.8 Ten weeks· practice teaching is a minimum requirement. 

11 . 5.3.9 Language endorsement (see paragraph 11 . 2. 2). 
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ANNEXURE 10. 

ENGLISH ASSIGNNENT: READING TEACHING 
IN THE SENIOR PRIMARY SCHOOL 

MIn the 1IJiddle "tE,ars theYE- should be threE . aiiljl.lY PWiphase-s ... 
The ~iTst is to consolidate the work of the early years, The 
second is to maintain and extend the idea o~ rpading as an 
acti~ity that brings great pleasure and is a personal 
rE$ (·urCE Df l~.itless value... The thiyd is to develop the 
,.,Hpj 15' readiTlt;/ fyolit the gEneral to the .ore speciaJised,# 

The Bullock Report 
A language for life 

Your task as a newly qualified teacher is to know how to 
accomplish the aims outlined by the Bullock Report within the 
realities of practice that exists in schools. 

1. Identif-,.' current strategies of reading teaching using thE key 
p.-ovi dEd. ~Jhere you are permi tted to teach usi ng a strategy 
I isted, indicatE this with an'S' in thE blocl, against the 
day of your teaching practice. Where the strategy is used as 
part of thE normal programme but not taught by you, indicate 
this in the appropriate block by means of the letter 'T'. 

2. In a diary kept 
describes the 
applicable), 
appropri ate) , 
(eg 30 rninutEs~) 

for this purpose, providE further detail that 
strategy used, the text-book/s used (if 
the pagels, the article heading (if 
and the amount of time spent on the activity 

3. In the final week of your teaching practice, ask your host 
teacher (or the teacher of Engl i sh if subject teachi ng is 
used) whether t-t-.ey agree ,:,i th tlJe 0p'pni ng quotat i on 
(reproduced for you below for this purpose> .Ask how they set 
about the teaching of reading in their senior primary 
class/classes. This need not be a structured interview 
simply talk to them about their reading teaChing. Ask them if 
-you could include their comml?nts in your assignment .. 

4. When YDU return to Rhodes University, write up a conclusion 
that demonstrates your awaremess of the theory _and real i ty of 
reading teaching in senior primary classes today. 

5. Note that school names and teac.hers are to remain anonymous. 

------------------------------------------------------------------

"In the middle years therE should be three major emphases. 
The first is to consolidate the work of the early years. The 
second is to maintain and e ::-:tend the idea of reading as an 
acti -"ity that brings great pleasure and is a personal 
res ource of limitless value. The third .is to develop the 
pupils' reading from the general to the more specialised." 
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THE SENIOR PRIMAR}' PHASE . 

I d e ntify c urrent strategies of r e adin g te~ching using 
provided, in the following way: 

If your host teacher teaches a reading 
1 e sson ~-;hi c:h YC·L.\ ObS:E'Y-VE ,.,..,. • • ,. ••• ,.,. ••• ,.,.,.,. ••• ,..,.,. •• T 

If your' host teacher- instrLtctsja s ~~s 

y ou to teach a particu16r f'eading lesson ........... .. T/S 

If YGIJr t1DSt teacher gives you 8bsolute 
fr eedl~m of choice ar~d YGlJ opt to 'teactl 
a p 3~- t1cLtlar- readi n g lesso n .......•......• . ....... 

If i?':l !~E· nE·I ... l~~l tF.:' ~ :t t~· c)c, k is l .iSEtj, ),,"Ecc,y"d the title CJ 'f this.; 

key 

3. Engli s h is SLlpposed to be ·t~ugt~t for- 5 hOUTS per wee~, . 

Keep a diary o'f ttlE Englist) les sorls talJgtlt, llsing the same 
code ,:7is, i n ~.t) ,-;tbC;\:' I? R+:::'cDrrJ 'U-lf2 i:liTlDunt Clf cl a~. s ti me spent 
o n the a ctivity. Ta bulate ttle final ~eCQrd_ 

Ef~ • Mond;~ 'y' ::'~1. 

TUE-!:::.day 1 

ThUj'"sd.=. y 3 

Comporsl t~i. on. 

Poetry r eci tr.-d .. 

Gralnmar - listing 
of collec 'tive nouns. 

Reading of class 
n c)"o,/E' 1 

No En glistl lesson 

40 mi nut E'?!! •• 

To 30 minutes. 

TIS 30 mi nl.ttes. 

T 40 mi nutes .. 

4. l~l~ite a cr' itical an~lysis of how English is taught compared 
tD the r~pot'# t headE?cj ~ng1..:~";:.h in the F~im~'-Y2c:hool. 
(Education 10 ,JIJne 1983.) You are to head your re~)Drt~ 

A critical review of English teaching 
in pri i~ary schools today .. 

5. You are to s\Jbmit three dDI:uments: 

~) 'IOUI'" e~. say (4 above) 
b) 'I["Jur Engli!:,h d i """y (3 abo ... ;e) 

c) '.fCJUT f"eadi ng rEc()rd (2 above) 

by Friday 16 September .. 

Because of the pressure o 'F the last term, I regret that no 
E >~tensions will be possible. 
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Std 

I I 

B. 

1. Using a graded p-eading SChell)E 

2. Teactling phonics 

3 . Using flash cards 

4. Li:::"cngiJage j':lE1~,t~'r vJoy"k 

1. 

2. 

'7 

"-' . 

4. 

~ 
~_I • 

6. 

7. 

8. 

9. 

1 . 

2. 

(or" other mech~nical device). 

Teaching imp()J~tance of plJrpOSE 

Te~ct)irlg/practising how to 
find/loc:ate in"Formation in:-

Di ,,-ector-":i es" 
YeJ J eM Pages 
Ne\.'I!;"p Bpei'- S 

Te;-:t bODks 
AU ",.c, 

Br- DC hur" es 
Othe,'s 

Study met.hods ~ SD3R 
Dr" 51 mi 1 ar 

S~(imming e>:ercises 
(Teaching and Using) 

Scanning e>:ercisEs 
(Teaching and Using) 

Reading for main ideas 

Reading for detail 

Sp-quencing 

Oth",,.-

Using conventional tE):t 
bOD~'S. Record book title 
and e>!E<rcise/s. 

DEveloping literal 
cDmpret-"JEns"ion: STATED 
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3. Develc.:.ping infE-I'""Ent.ial 
ceomp: STATED 

4. DevEloping evaluative 
comprehension! STATED 

5. Dealing with ·fact 
and opinion 

6. CI02E procedure wor~' 

7. Prediction exercises 

8. MLlltiplE? choice 

9. Poetr-y 

10. Othe .... 

C . DE')ELOPING CRITICAL AWAF:ENESS 

1. Comparative reading 

2. Dealing with fact/opinion. 

4. 

Ex amination of inference. 

Questionning accur~cy 
of te>:t . 

D. READING SPEED 

L Skimming: speed as purpos~. 

. 
2. Scanning: speed as pur-pose. 

Lab wor-k 

4. Mechanical devices 

Other 

E. READING LABORATORIES 

F. 

1. S.R.A. 

2. Other 

1. 

2. 

Training in how to consult 
t-efEt'""encE books 

Tr-aining in how to 
USE? a librar-y. 

Other-
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I II 

1. 

2_ 

7 -'. 

4. 

5. 

6. 

7. 

8. 

9. 

1 C>. 

II. 

12 ... 

13 .. 

IV 

1. 

2. 

7 -' . 
4 . 

RECREATIONAL READING 

Teactler reading cl.ass novel 

Teacher condLlcting 'boo~ sells 

Teacher reading - other, 
eg. poet,·y. 

Silent reading - pupils (USSR) 

Group nDvel readi ng 

Gr-OLIP novel d i scussi ["',rl 

Li steni n9 to r-er:or~ded nDvel s 

Book sells by pupils 

Reading aloud -whol& class 

Reading aloud - "i ng 

R<>",ding cdoud - individui:fl 
to teachet- • 

Poetry. 

Ot.t·,e,-

DIAGNOSTIC AND REMEDIAL WORK 

T<>st.ing 

Di agrlclst i C work 

Rem",di",l ~,lCiI'"' k.-

Other 
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English • 
In 

the · primary school 
An 'Education' mgest Prics 2Sp post fre 

This is one of a serias of puJl-<>ut 'digests' which ara published in ·'Educat!on' from lime to time. Each condense 
tha present stat!! of knowledge of a given topic, and Is written by a leading authority on !he subject !MPacially fe 
the busy education committee member, administrator, head and h .... d of department. . .. . 

II is alm"" a decade since th. 3ullocJc 
Report'. and several years since the 
Primary Survey': wbat indueo"" have Ihey 
had 00 En &I ish te&chinll! Has Ih. pattern o( 
primary school work dcsecved tho implied 
rebuke o( the 'back to basics' emphasis of 
tho put few ye.a.rs. and how has it reacted? 
Wh", atO Ih. trends that mark good 
pra.ctico and wbere uc !.be leaders of them 
takinlus? 

PrirnOJ)' schools ia England and Wales 
prove on close examination to be sur .. 
prisiDgly conservative. Ask:: any new 
primary hcadtca.cl!er about Ih. stoc:k h. 
hid to repl ..... and you will h .... lbout setJ 
o( t"'tbooks 20, 30. eveo 40 yean old -
especially In En&llsh. 000 realOn why th. 
Enalish books tend to bo older tbaJI. say, 
tb, mathematics ones is that they serve as a 
prop _ than u tho rna!n ~ but 
what they prop up does Dot chaniO Vert 
much. Th. chan,es that """ bo observed 
.,. cbaoses o( troatmeat lad approach 
rath .. than Nbolance, almost all In r=t 
yean involviDI J. ~t increuo in the pf'Ooo 
fessiooaJism and skill brouibt to the c! ..... 
room. The inftucnce on this of idc.ntiti&blo 
sowa:s of advic:o and insiaht is plaia -
partlcuJariy tho work of Cllristopber 
Walker-, tho Open Univecity4, KMl"S 
Primary Survey. Lu=..,d Gardiner', and 
the disciples o(JUye Webb. 

a...un. dmoJop_ A central ",ossaiO of 
the Bulloc:k Report wu lhat lcarnioll to 
read did not stop wben childn:n lett th. 
In(lat sc.hool. At that lim. most teach ... 
would bave !.&ken this to mean JOinl aD 
heanD, chlIdrcn read and keepin. them CD 
readiD, sc.hemes (or lonser. Tho Schools 
Council project 'Extendia, Bed=ioc 
Readin,' did • clwic pi"", o( hypotheois­
teolln,: what bapponed It ehJJdrea read to 
tho teach .. much less frequeotly but for 
much lonser w:h time tbey did it? FindiDp. 
o( In edUatiODAI study of this sort bav. 
ruely boea sa catqorical or so UD­

chaJleDied : 10 h .... children of sevea and 
ei,ht read mere sruppetl every week wu & 

serious 'NUtl of tima..lt is (at mOA effective 
to hear them (or much lon,e< It less froo 
quent interv&ls. cnPlinc much other worle 
with lheir rudinl. I.Dd insutinl that tho 
child II'1SP meaninl (rom it. This c.nt.&il.s 
o....,usinillhe rest of tho class to lcam mon: 
independently, especially 10 set tho teacher 
f,ee o(inccssant demands 10 spell individual 
worm. Tho projecl !'OI'OTt', altho\lllh much 
dellyed, is a lanclmarL . 

At Ih. same tim .. junior ochoolchildn:n 

are boing introduc:<d. iD good praaicc, 10 
many other wb Unto:! at readinl (or 
uDd.enundia • • First disseminated in this 
COWltry by Christoph ... Ufalkcr'; tho idus 
involved b=mo tho mainstay of tho Opco 
University course in Readial Development. 
possibly the most potent sinaJo venNte in 
in .. servica r::raining (or two dec:ade:s. Ooze 
proccdlln!, prediction and _cia, are 
boccalin, staples of course-book pro-

. ductioa, and· becawo their Inclusion In 
cheap, m ..... produ=d t"'tbooks is usually 
at the expense o( mucb quality, they do­
serve some exp1anat1on .. 

Clou pro 1_ and _ rltale!lfes No .... 
that tho reader is accustomed. tho 
styl. o( thi.s paper. it pos.sibl. to 
illustrate tbe principlo involveu than 
juat =pl&in it. A 'Oou' is oal in 
which USI1&!ly evert won! is omitted. 
The reader bas rupply th. mJssia. 
items by in(ormco . tho surroundinr 
words. Th. ocamlssloas (techaJcally, th. 
dclerioos) are usually easy to supply. but 
sam .. call for closo adentioa (rucb as 
, .. enlh in tho PasslllO just given).· 

Thera is much sc.holariY deb= .bout 
how qoze procedure ",ories, but it brinp· 
you", read... to weed closely to tc><t. 
Used with aroups it provakco dlsc:lSSioa of 
alternatives, and thus coatributes to tho 
oral werle of & cl .... Ie principl. Cloze is DO 

caoro than a teachiIl, awlic:arioQ 0' a skill 
that ClIperienced ~ UlO evert day. Th. 
rese.arch evideoce that Clom CII1 hav. 'fert 
varyin, elfecu litJ into tho wider picrurw 
tbat individual zoadin, bcbaviour.s aro vert 
varied. 

Predictioa is in_principia- equally simpl •• 
A ,",up at chiJdien i. shawn tho opcoi", 
section or & story and is .. ked to predict 
tho next so:tfOD. When thBY have deae so. 
tho aellt scc:Joa o( what tho author l,ctuaUy . 
....",t. is d isplayed, tho ,",up predi;tS tho 
thini section. a.nd so on through to tbe end. 
Th. material may bo displayed on a = 
or in booklet fona or an 1lip-c.'l4rt sheets. 
Ea.ch aoW section lIdS · IS a chock or a 
comment on th. IIUCOSOS made, &ad as a 
souz,:o or clues aboul. what is to come. The 
Wlderlying aim is to sbar;>ea chiJdn:n', 
attention to such clues in their O"N'D rea.di.ni. 
and th .... ·i. evidence to lIlo .... that this 

. happens. A class well used to picc!i.:dOtl CII1 
also OIlply if to the proc:ess of II"lentiDI 
new stories or their own. section by section. 

Sequencin, involves takinl a flory or 
c!<:ocription and brcaltina it up Into cllunb 
.(ot a scnlCI¥'O tIr .. m"Pb), ideally oa 

sepante picoes of C3ld. The group of ~upi , 
then have to I'QITI.nIC them in ·locicaJ c 
nam&tive order. It is :lot d.i.8kult :0 devis 
textJ (or UlO in ~n, that would b 
problematic even (or adults, and u wi~ 
Cloze and prediCtiOD tho discussion 0 

possibilities (onas a key p:>rt o( th. work 
Th. pt'OC'JcaI problem of too maay bitJ 0 
paper is real but pczfoc:tJy ,ol\lblc. Wh& 
totIJly deotroys tho merit .of tho pnxed\lt1 
i. to ask chiJdn:n (who need to bo able te 
manipu1aJ:o tho pieces) to work from Atingle 
sheet and rearrange the sectioos by writin! 
down their numbeD. Tacbook.s provide 
other, oquaJ.ly UD!orND&te versions of these 
&l:tivitJes. which in purl form &R verj 

producdva Indeed. . . 

I.aapap Iadtnhlp Piaaoln, and maIda. 
readlns dcveJopmCDt raaIlCrials· c.aIIs for 
hani thouibt about zr,adln, u w.,u .. 
dcsJ", •. Ie tho typical primary school it Is 
unreasonabl. to expect this ·of t:Very 
teacher. ADd the CI11If'1M1C8 or tho II&DJUap 
consultant' or 'teacher ia c;harie · of 
l&I1auqe· ia many sc.,Ools is & naruraJ 
response. Tho WIIU34I' lader pen is ;L 

ScaJe 2 or Scale 3 responsibility in a ruJ>. 
.tanti&I proportion of primary schools. A 
su=t\I.l holder will bave or;p.nised tbo 
dcveJop",eetal rcadioll worle of. th. IOWQ' 
junior cJa.sscs, tbe materials for Clom in" 
rd&tecI activiries up &ad doW1l the schooL 
A teach.. used to primary school. or a 
decade "'A retumioll today wO\lld fiIld an 
umnlstakal>l. ch&.tliO itl the ..... y Jaaiu.aID 

. bas boccrn. a priority area. 
Th. srowth o{ S1lcb "'teotion· to this 

curric:uJum area has also ~roduad, nat­
urally eeouch, a Comm~aI rospoase. Few 
publlsb .... of readinll sc.hccoeo <an rest easy 
with & I metl' scheme providinl. for & linear 
seq\l..,.,. of mad ... that stop. &t & readinr 
level or. say 10 )·ean (which most chiJdtcn 
reach by the III of eiibt). Th. mote am · 
bitious publishcn now seek. 10 provid< 

·oC:OVet1.p of t!lo wbola re:a.d.inI·&.D\~ · 
1&nIUAIC. cwric:u1um. ia the (orm o( .1 

cohemlt. list wbuo the core ~;. 
>Cherne, scvo:al sets oC S1lpplemcatar' 
read.... and a body ot 1&.tIIIU&;'O wor~ 
In&tcri&ls han, top:thet. Th. mOOl &n' . 

- bitious seek to put all this 101etl:cr In·. tOl.1 
packa"" embruiDI a wide !uco o( su~ 
port matt:riaI, coveric, such &r'<U as oral 
and listeNo, skills io addition. Good ",. 
amples ·o( Ih. fomlCl' IPProac.'t 0CctIr In 'he 
lists oC Macmillan, OUv .. .t Boyd, Holm<:s 
McDoupll and ·otbc:s. n • . caly serio" 
contend .. in· tho total po<k&110 1Icld 's 
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Ginn', iltadinr ]6IJ, wlticb farruna,ely is of I 
oUlSt~ndjnl quality in ~most o:vcry iLSpec:E. 
The Tea.chcr's Guidc.3 for Readinr J60 arc 
probably the 't>c:st single source o( pro­
fessional d.ircc,ion in ,hi. rield for ,w:hers 
o(chUdren otany ale from four to 14. 

J.nd much ~:se. The standard ways in whkh 
'Nords com:,IOC IJ1d derive in families .1f'e 

rerlec:ed in the spelling and Jive ready· 
:l.CCC$S 10 (ho~nds of words. Any feature 
,hat can be S<!t up, a.s , 'rule' is obviously 
;:la.tterned. but children .tre confused. by 
~Jes. because they are abstmct and ha.ve 

. exccptions • .1nd 'pattern', ta.ught by drawing 
together setS of similarly patterned word.t.. 
is a. . bctt~r guide. The ill'gU.tnent Ihn 
speiling is solely a. visual a6air ovcrtoolu 
it! comple..'t linlts to sound (e.g. the vowel 
sounds before most double consonants 
contrast with those before single ones). But 
tho essentia.l thlnl is confidence. in tho 
pupil and 'he 'eacher, 'hat spellins an be 
learned, 

Th. 'blck to basics' trend A significant 
pro1'Onion o( ;lrimary schoois. however. 
remain without benent of a. language leader 
and in lIAS where specia..list primary ad­
visers have not yet been appointed. Such 
schools are apt to be influenced in some 
dell"" by publishers' eatalasu .. , and = 
monJly aJl'ected (as:ltO aU primary school.) 
by such documents as the MMI Survey o( 
1978. The former would sUllest 01. whole­
s.alo swins back to 'buics', and some MMI 
reports hl-vo. SUgt:3ted that schools can 
overdo the stress on tho 'tbree 1\1' at the 
expcoso of science or hi5tory.· However, 
primary schools have always laid a strong 
emphasis on writin, Uld spelling and 
mathematical tables. and any shin in 
recent yean is a compl.t2.tively small 
chansc o( empha.sis. In comparison with 
suc:h a shift by individual teachers. however 
numerous. tho drivo towards orp.ni.sed 
school-wide policies is (ar more siltliticant. 

Handwritinc is perha.ps the best aample. 
The adVocale5 of italic saipt have been in 
retreat. while the a.ttempt to demop 
Khool-wide adoption of the morc moderate. 
approaches (such as the Nelson scheme) 
have pined JTOund. What rema.ins very 
rue., how~er. is the kind or infonnod and, 
sympathetic' study o( individual children's 
problem. ,hat is needed. (A good cu"",le 
occun. almost in pLUin" in Chapter 17 oC 
Graves' recent book.' on Wririnr.) HMI 
poured scorn on the school that was·.secm .. 
inlly proud o( tbree contrasted I.ppreaches 
to handwriting in &s many classes. and many 
schools·took the point. It remains a.a aspeCt 
of prKtico about which many ,eachers 
would probably be gra'eful for finnu 
SUidance from LlAt- . 

Spoilinl is usually cited as ,h. hall·mark 
of competoatly '.ught children, In (act. 
thouch few teachers would have tbe 
couraga to .sa.y it, the lonl early. process oC 
inventin& spellings (correct or not) Is a yita.l-

. pan: or rho pl"OCeSS or learninl to write. Dis.­
passionato observ&tion susaests that. hups 
proponfon or early rormal in,truclion in 
spdJinl is a waste of time.:.. Ono reason is 
tha..t it happens too early, before the 
children can have had anythinl like 
enough rudln.upon.n", '0 p"",ldA! a but 
(or tho new s~lln;s to tit lata. Another 
reason is that it Is usuaJly dona with spoil­
ings selected a1 random or on mist.a.k.cn 
principl~ Tho great majority of tcad1en 
remain convinced. by tho IInavi.tlcaJly 
erroneous prejudices or Shaw and many 
since him that our spelling is hopelessJy 
irregular. Only very ~Iowly is the tn.llh being 
perceived - that it combines a large nwnber 
of reculu sub-sets which can be u.\ed to 
reinforce children'., learning. Among tho 
better e.ommcrdaJ materials for te.adten to 
usa ror this purposct &Ie Allen's Lotlcal 
SfHlII", ', the n:ccnt series by Cuff" and 
Mway' and that by darke u • 

Many of 'he !qui .. pattern. in .pollinl 
are pufl)Osive. u Pea.rc:e' I snows. Spellinp 
ofltn muk otf' anmmatal words from 
vocabulary ana., di~tJnlUish verbt (rom 
nouns. propel' nouns from common ones. 

?uncluation is a lariely adult pre­
occupation. like tho nrucnm:::s o( con­
tlnuou. prose it is usually a,bsorbed (rom 
rcadina, in performing its true function o( 
mediadn& between" tho silent structures o( 
writinl and the cadences or speech. Tho 
aspect o( spa:ch which the stops relaJe to is 
pitch. (Most textbooks still insist. cr­
roneous.ly. that they relate to pau.ses.) The 
slow penetration o( insightJ (rom modem 
linguistics. which hu transfonnecl work in 
EnSlish .. a rom", ianlU&lIC. and can be 
seen underlying such diverse work as 

. R~adiJt, )6() and the writing oC HMJ. hu yet 
to impinge on most '~pens' on punctu­
ation. Thc:t marks (hyphen. apostrophe. 
etc.) can be easily taUlht since they admit or 
littlo uncertainty, but thit is best left until 

.. chiJd~ are nir',e or 10. and the saine may 
well hold ror teaching d.i""t speech 
marks I'. 
I.<anIini to 'llTite Child"n learn 'he ,peech 
oC their parents but the wridnc 0(. their­
leacheD, fly 'be aae of II a majori'y of 
children Ilre apected to be able to write 
c:ontinuou. ... prose both to relate nUT'&tivo 
and to sct (orth ractuaJ information; to be 
wlc to u~ diaJoauo in their narra.tives and 
somo .degree o( textual organisation; 10 
have acquired tbe norms of EnJlish proso 
writing in res~ oC sentence structures 
beyond the simpJc.st.. layout., punctua.1ion.. 
&nJT'malicai coherence and continuity, Put 
like that. it is a (ormidablo·requiremcrn. yet. 
it is met for &..l&.rlO minority and in some 
regions (or a largo majority. What ate tho 
stases by which cbildren achieve it? 

First of all, children have to learn to 
d.i.W1ce what 'hey write· from how ,hey 
speak. - n·ol because what ,hey speak i. 
,Ian .. bu, because written lanlU&lIO IU1d . 
speech have dltrcretlt structUrc:s and nonns. 
A younW cllild hu to· lcam 'hat a r.ader 
docs not automatically k.now who the. 
woni 'wo' sisnifi .. : he has to· bO 'old. A · 
d1i1d hu 10 leam.to taU us whon th.evontl" 
or history took place. where. in what 
setting: merely saying 'We were up at our 
place • . : does not meet tho flrst require­
ment or ..... riting. which is explicitness.. 
Speech t.lne:s not need. this bccau.\C it 0CCW'3 

in a contcAI ofmutu&.! reference and knowl;" 
edlc - a. ract Ihat children need to discover. 
Simillll'ly. cau.scs., conscquencer,. I.tld etfcc:ts 
have their ways of bdnl put into la.nluace. 
and lcuninl which ways opcr&te. in wrilitll 

. takc::s time:. · 
When· yount cbild",n besin writinl ,hey 

are under pressure to writo in scntCDCCI. 
without l'I«:C:S.I&riry havinc more than & 

valWl nntion or what a JClStcncI reaJJ)' II; 
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As !hcir skill in p3.Ckinll meanin. inlf 
SC1\tenc.cs srows., the sentences becom, 
crowded. in readiness ror an exhiw-atinl 
discovery: that if you can cut up you 
whole mw or meaninp into bit chunk: 
(ealled P."'craPhs) you elln be rar mor"l 
rree a.nd flexible with the litt!e chunks (the 
sentences). This useful step is describe,,; 
well by Kress", but Ihere is morc practica 
help for the rc:ac:her in other recent book~ 
such ~ Graves' a.nd Fra.nk Smith II. ;">lone 
of these books. however. d~aJs adeqwuel)' 
with the need. to help children of 10 or so 10 

go beyond the Simple choices between 
nlZT'atlve. dlalolUe and rc;taMed. speech 
into more complex. llUS like· re~oned 
thoudtt. implied comment by one cha.n.cter 
on another. the writer spe::Lkinc to reader or 
writer speakin& to himsej( with thG" rea.der 
Iistenin. in. All thc:so common devices of 
story .. teUin, occur routinely in·the writing 
that children read... that is in Ihcir models.. 
ilnd. therefore. in tho best won. :'y older 
junior chiJdren. SUe they ocxur by osmosis 
rather thaA instruCtion. 

The thrust of all these developments is 
comparalivdy technical. The emphasis of 
tho great bulk of clas&rOom &c:tivity in 
writinl by children remains. however. 
strongly creative. The ~ innoY&.tion of 
the post .. war deca.dc:s. 'Cre:1tivo wrifin,' was 
still a rather darin. title when Barry May­
bury wrote his Crrarillt' HldrinK fur 
Junion (Bauford) in 1961. Its thoroulhly 
deserved sc=nd edi,ion ('981) bcloken.s 'he 
a.cc.eptanc:e or cre:&livo writ in I a.s & normal 
and baste feaHuo or;ooci Enllish pra.ctic.."'C.. 
Tho dose dependence or su.ch· praaicc un a. 
goOd supply· or excmpl:u-s is obvious but 
often overlooked. while Maybury' himself 
has assembled one o( the ~t coUCC1~uns of 
,uch antholo;i .. (Ox(ord url. 

CIliIdn:D'.litenturo.Slowly bu, sun:ly in 'he 
put two dCCil.des children's literature h.", 
come of qc as .. basic racurc of primary 
EngHsh. ThercucSljIJ hugc·varialions: it i~ 
still possible in S4,Jme 1..EAS 10 vi"it lC scan: 
of junior schools without _n' & novel 
publWlcd sinca: 1920 or a. novel in ~p;t' ... 
back at ILlL But in mos~ one carmoL viJ.iL a. 
d&S$t'oom without PLSSinl a library otferin~ 
tho HMI ... ra:ommended. levd .of cilbt or 10 
'illct per pupil, often \:I'Oded for dilllc:ul,y, 
supported. .by sY5lcmaCic: work on library 
u.se.. If soma te.a.c.hcrs know marc about Ihu 
'kilb of uSinl boolu than abOut 'he no",l. 
thc:mse.lvc:s. ttie propOrtion. who .. kn~JW 
children', t'tctlon w. tlrsl hand is no luolOl''' 

. se.lf<eris:ious minority. . .. 
ana reuon .is. ·or Io"OU,.,c; lhAl . so mU\:h 

published cbild",n's lIc:lion i. afmasnlnc.;I1t 
qUaJily. Novers thal a dCClde· IKO w.:n: 
callriy commcn\Jcd arc &Cquirinl .. mun: 
fuhionllbfo stU.lU.1: rhiUppa PalrL'U· p.l11~ 
sta.turc every )'cur. Joan. Aitken and Ja.lle 
OanJam. Ted HUlb~ IJ1d AJan (juner. 
UrsuJa LeGuin am! Rusemary Sutditr in 
their "et"'f contrasted . wa)'l1 commam' 
attention u do.:ply S&:riuu." (i( al limo 
poncntous) iI.tId comist~ntl)' absorbinl4 
ablG to &iva 11,,:IOu')' ~pu to ·l.Ioeply (t:1t 

experience.. Tho sli&tus of chi1dren's tktiun 
is hi'" and xcun:. iU1d Iho pri~jpaJ aaJit 
for 'his must su, su",ly, '0 Kaye Wehh, 
who u foundinl edilur of PulOn Bouh 
U1C:"~ many Rna writer.., antJ h~ulo:hl 
up ·!M:"ICfa1 ~kifful cdHur.t nuw wntinuJn. 
her *lrk. ·J'hcro i.." a aatnnl "oiue fut v,---ry 
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'UP-IO..J.atC· novels. mainly ,-\meriQlt. wnic., 
may win a. ~uiektr populurry I::ur m.1Y :10t 
SCC'Jre the endurinJJ stAtW o i their i're .. 
decc:s.sorslJ, lr there is .1 wmel- oi seniu$ 
catennl (or ~hjJdten oi .lll 19es 10dilY It is 
Rwseil Hoban , but the more famous 
' novels for chllJren' or tJur own "me, 
W(J'~rllt;p Dow" 3nd LlJrd 01 thlt ltll'flJ, ol(e 

SQl'Cely rCOld by ordina.ry children under I t. 
nor, probably, ue they re!l.dable 3.t that age. 
however much they Jre set fair .0 become 
what our parents used to C3.il 'cla.s.sics'l', 

Readability is an J.ltribute of aJl tUt . but 
in the c.ue o( novels it C:l.l1 powerfully 
.1lfect a child's response. Tea.chcrs have 
been qui~k to ar;up this, and to understand 
3.nd apply the simpler w~ys o( measurinl it. 
well dccribed by HarTison u , :t is easy to 
become too mechanistic about il. and the 
teacher who has mUlcted 3. rormal 
re.3dability measure and used it widely will 
have 3.cquired a sharp intuitive aW&rencss 
of the re:Ldinc level o( a text. It is not an 
3.warene:ss acquired. as yet. :,y .1..11 t'ub· 
lishers of school textbooks. e:speci~ly in the 
introdw;lory stalts for studying subjcc:s 
(e,g, history, geosraphy. elementary 

. science), COle procedure 1s. of COUCle. a. 
useful way of finding: out how 'C!1Sy' z child 
:inds a gjven lext : if the reader COlnnot com .. 
t'lele eight out of 10 deletions. it is prob3.bly 
too djfficulf ror him, 

Comprtbe:nsJon The veat majority or 
primary leachers \UO ch ildten'.s fiction :l.S 

the source of their pupib' perSOnal tudlnr_ 
The junior class without it! 'readins books' 
available to till odd minutes is now 
extremdy rare. Equally r:ue is the tra.-

jilionaJ l<conduy l<hool pro<li<C of h .. , ini I 
.L wnole C!"!lS rud thl! s.ame novel ~nd read r 

it ol.ltJud 'rclJnd the c1J,$.$' , ~a.ny le:lchen II 
seem to hi1\o,: an acute sen~ of tl. nc:cd to u.sc 
textbooks .Jr ..... orkc.ltds for ',ornprc­
hensions', The conventiona.l {arm of :his: i 
denves (r('lm School C"unQte e.,"'(amin. , 
~tions oJf :he 1940s : a pa..ua~ to read. l..set 
ot" sin~e words ior which to lind synonyms; 
a set IJt' phr3SC:S 10 explicate. C3.ch one in a. 
sentence : and z rew questions about mean. .. 
ing ~t 3Cnlence level. One can judge the 
durability "r this: model from surveying tho 
textbooks and coursebooks published ror 
junior school use since 197$: {our-fifths of 
them rely on it substantially. 

The model is: seriously defective. Almon 
aJl current examples o( it rely 00 very· short 
Passalt:S. and io publhihcd counebooks 
they have become steadily shorter since 
196', The l'03ding wk il>Olr. that is to say. 
~rC$Cnts no challenge to the pupil. and fore­
tells boredom even before he statts. Short 
pieces ior ~omprehcnsion arc as un­
satisfactory a.s very short snippetS o( 
reading to the teacher. Second.. J.U :00 orren 
the pupil can answer the questions without 
looking at the passage. This is so well 
recognised that askinl .I. dass to answer a. 
set of 'comprehension I questions without 
the pUQgc is a. sta ple task Jiven to poe! 
srudcnts in traininc. Thirdly, we now know 
a. great deal a.bout typeS o( comprehension­
literal, inferential. evaluative. etc., but tho 
majority or published. Ql.Icstions are over· 
whelmin,ly literal in type, (A welcome ex· 
ccpt/on is tho work of Allen and his 
eollcacucs in the Holmes MeDouga.lllis~)" 
Fourth. this approa.ch to rea.dlnl omJu a 
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wide r~nie of , eadin, .kills which .::11\ t> 
.y"em'I,caJly laul~t and would be. mIlO; 
better use or' the time. 

Thw. child ... or eight need 10 learn b' 
apericncc how to nnd their 'Nay ~oUJ]d 
simple libr:uy, how to usc an inde..'t, how tc 
tr~1c down 01. pagc reference. how to u.s. 
the pqc .. headinp in J, dIctionary, how Ie 

'read' a dictio~ entry, Beyond t!lil. ther. 
ue the c:s.scntiaJ skills at SCJJ1ning an< 
skim"Tlinl - lookin, over a chapter to till' 
the risht p.,e in it. and lookiDI over a t'aa' 
or twO to find the right s.caion in them 
Child.ren o( eight and nioe need to be a.1vel 
time and auida.nce on how to we the ;n 
fonnation these skills make ~vaiIAbl. Ie 
them - maJdnc simple notes. e.ll.t"al:ting ke) 
points. puuinlthcm in ordc:r. and ~ on. AI 
these activities come under tho head.ln& 01 

study skills. and the need. (or them wa.: 
p~d by Bullock ""d by tbo Priman 
Survey, (Tho work or 10hn Cooper and hi' 
colleasut:S. It to be round in the Oliver anc 
Boyd list.. is weU ~e:ad o( the competitior 
in this field,) . 

The· truth is that by comparison witt­
susta.ined indivicLuaJ. readinl of whole boo~ 
or tho systcma.uc deveJopment of study 
skills. c:anventiona! comprehcn.sion as .a 
written exercise is a. waste o( everybody ' , 
time. The SoiIlttC applies whether tbe .source 
is a textbook. a workc::ud. or ~ series o ( 
workc:ards orpniscd u a... -laboratory', 
where tbe proll'cssion c:Wr.1eci is inherently 
questionable. AU these (onnats have the 
merit at caprin, dUldten. Jettiol (rea thc 
tucher. while producinl &nSweo in easily 
marked. (orm. but tho. (canucs d.o not 
constin.u. InstructJona! muit. Uk. aduJu,. 
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children dJ:qUire the vOCLbulacy Ihey want 
and need: 'hey wi II "ot develop v=buluy 
by doing comprehensions. Thee are better 
ways o( fostering verbal resourcefulness (J.S 
we saw in Ihe section on speUing). The oral 
Qploration 1)( meal'lIn,. - tAkinl a aroup 
throulh ~ complex or ditflcult poem, say, Ij 
one of the spJendours of JJJ tGactl,ing. Uld 
mucinl it to writtea e."tercises destroys itJ 
soul. 

Cornctlnc 1JId marki", The central prob. 
lem of primary Engli.sh work. .. with 
:w;ondary, is timo: pll"ticuLarly, timo to sit 
dDW11 with eaclI individual child &lid help 
him find solutions to his private problem -
whether it be holding the pen badly, or 
bein, disa.strously uptiaht .bout bis spell. 
ing. or just as diS&StrousJy ca.rc.Jcss about ie, 
or "havia, nominl to say', or finding every 
novel in the school 'boring': children's 
problems arc innnitely various. Good 
practice in markinl and corrcctinr is 
governed by the conviction that whatever 
else it does. markinl mus[ not make th&t 
vital contad more difficult. ~t remembers 
the truth once put by iUl American teacher 
of management: 'Tho best manaler, Iikc 
'he best 'eacher. doesn't need any pru.e. 
but he knows 'he rest of us need it aU the 
time: 

A teacher's marking Prac"'Jce is also a 
filter, sifting out the three or fout children 
in Dced. of close attention aDd help that 
week. and giving Lhc othen encoungement 
iUld feedback. The conviction that onc .. to­
ana contad is crucial for En;Jish is shared 
by most primary teacb~ OLDd many see 
markins as the best context for it. Gravest 
puts an &1tr2Ctiva ase Cor seuing it in tbe 
run.up to writing work instead. 

Day·to-d&y markinc. then, will Dot tcU 
a parent much about a child's progress over 
tima or relative to others io "the class: that 
is Cor tests to do it ir is tbought essential -
and parents pve such competitive c:oa .. 
sidcrations much more weight tban tc:achc:rs 
do. In the on!inaly routino of a well­
organised t:Ias3 ,ho CODStaI:t Bow of di .. 
~OQ and muruaJ comment is a straoger 
so= of feedba<:k, .. is tho .aeam of 
questJon &lit! oomment from the teacher u 
she works with each IfOUP in turn or 
circulates rount! the class. 

aa-m ........ doa Mention of a 'well· 
orpnised class' raises complex issues. EYeD 
in a str<amed school. English is by its 
n.1Ure a mixed .. bili,y subject. A class may 
be doing 'he same activity, but its widely 
varied abilities wiIl dic:late that different 
aroups usa different material. Providinl 
this I.u led ltWly teacl!ers :0 roaIiso that it 
is often better to have groups doing 
activities in rot&tion - not least, these days. 
bocawe it can cut casu. Planned rotation 
of II"OUp work also makes it possiblo to 
plan tho use oC the most vOLluablo rc:sourca 
or all, the teacher's own time and attention.. 
Scttinc out the detail or such a plan makes 
ic took and red more rigid than it is in 
practice, but this is what a substantia.l pro­
portion of primary teachers now do. Fiaure 
I over-simpU5cs only a little, and the 
shaded arcu denote the tcachet's avail-
ability to pupils. . 

The examplo comes from a two-ronn­
entry primll)' school on a mixed estate in & 

OOUDtry town; 32 boys and ,iris, 5eCOad· 
reaz juniors, iD<ludo IItrcc slow readers 

Figure ~: Scheme for intensive language study based on group 
i work - four groups rotate daily for four days. 
I ' 
I ! l . ""t ;r"Jup r .6d.r t.ask !or the _Jc. 
I , 

1. 01/ 

I :.1. =e\· . !. -;J l .. st -_ ek' , ;. r..t. :QcI",c;::;'Qn ::of lyncl'lYlflS ' 

) •• 1. 
1 ' 1It ".d~:1q !X:' , :1S10n A. :!t ... h,r:q £.xt.n:u " n a i ·~r' A.n • • e" 

exten_ Lon •• l •• t. _k, 
thi. _Ju 
next. ~, 

who have special help twice a week for an 
hour. The cla.u works in fout sroups of 
eight, rotating round four activity blocks 
=h day, usial tho samo ,imo on tho fifth 
d&y for writina storics and poems with a 
radio -.series used as stimulus.. No bells or 
timo--signals are cccd.cd.. and very few 
children waste time saying to themselves 
'I've finished'. 

This ltind of class orpnisation is most 
'ppropriate to middle juniors, but cha:a.c­
,erl ... goot! p=tico in many infant schools 
too. The rotation may Ic:ssea. ill the founh 
junior year. Even there. the emplwis on 
sustained readlaa. .study skills, ordered · 
work ill spellina. stcadily more chaUengial 
writing tasb ill have priority over 'com. 
prehensioQ'. There is a minor trend. as in 
MOOaclary schools, '0 work which loob 
more specifically at lanauqc itself, but only 
Frank: Sldtl" hu solved the problem oC 
relatinl such work to goot! primary 
praaioe. 

TesUDc aa,h t The cunieulum out­
lined hens is not matched by existing pub­
lished tests of attaiament. As with CC!, 

En&llsh is poCuuarly 'ho victim of bad 
'bacl<wuh' effects of 'cstina. and rot tb&t 
realOa it is 10 bo hoped that even tho best 
t ..... 'ho bank devised by the,utl t.anauqc 
Uait, will remain in very limited ciro1Iation. 
Tho ncacest commercial alternative is tho 
EdlnbUllh Reading T ..... which are oostly 
to buy &.ad very timo-consuming to ma.rlc. 
ThO' prospect ,hat gradDd t .. ts miaht tlIter 
down from secondary dc:velopments is 
particular:ly disturbinl: the idc.il. that there 
is a notional 'foundation' level in Enslish 
to act as a base for a Grade Ono test :ill tho . 
.ago of eight or nine is an illusion, but 
attr.u:tivc to tcst desjgDClS. 

A dmo. or I""'tlo The in1lueace of Bullock 
and of 'he Primary Survey, we may con­
clude, has been marked and still endu .... So 

. lup a /icld will have its fallow patA:hcs ror 
mLtly y.:ars, but by oomparison with 10 
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years ago the quality of tca.chioa is as much­
improved ilS that of mareria.Ls. In-service 
traiaiag of 'eaclIers hu grown out of &11 
recognition. both at award-bcariDI level 
and, j\.LIt as si;ni4cant on tbo If'Ouad, at the 
level of short coursc::s in tC1Chus' c:eatres. It 
is also worth notinl tha.t the cra.t impro~ 
ment in quality oC pubUsbed materials has 
beeu helped, ia a time of seriously t<dueed 
daancina. by a cleo.r t<duction in roal·tmns 
costs.. Many teachers would wish to ac:­
knowledgo the in1luencc of ""'1. who .. 
decade ago had only just beaun full·scale 
;>rimary work, and lEA .dvisen and in­
spectors. amona whom aperiax:ed for­
met" primary beads now exist in .some 
numben. 
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