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Abstract

Distance education, and therefore the writing aftatice materials, is a growing field in
South Africa. This makes it potentially a siteimfiovation and change as writers experiment
with ways of creating effective teaching situati@aislong range. Th&ort Hare Distance
Education Projectmaterials seem to be a response to both the senleaeed for teacher
upgrade programmes and the need for innovatioaili@r those programmes to the needs of
local teachers in a changing society. This inneeaattempt to communicate with tertiary

distance students has unusual features which stigeshey are worth investigation.

Using discourse analysis, including the work of Ietoand Scollon on politeness theory,
and an analysis of visual elements using categaieesloped by Kress and van Leeuwen,
this study focuses on 18 pages of a sample terkléb9, “A Whole Language Approach,”
to investigate how the writer-reader relationsimg ¢ghe identity of the reader are constructed.

The analysis reveals a complex, interlocking camsion of identity and relationship,
producing and resolving apparent contradictionsrdgrs move from one position to another
while they negotiate their ongoing and evolvingteinship with the readers.

Features of identity and relationship operatinguigh the text include issues of authority,
changing roles of teachers and learners, trustt wbastitutes appropriate language and
materials, acknowledging prior learning in undeslified professionals, ownership of the
text, hierarchy and egalitarianism, and stereotypin

The study suggests that the Fort Hare Distancee&rojpaterials offer an example of

strategies suited to local students which shouldefiethose who design such courses. It
further suggests that visual analysis together disicourse analysis provides insights which
seem not to be accessible through a study of thHealvéext, and that an analysis of visual
elements may widen a researcher’s options. Italewways in which writers can negotiate
conflicting positions and consciously or unconsslgwattempt to resolve contradictions and
ambivalence. It suggests issues which need toeetiated in any text written in South

Africa for a similar audience.
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Chapter One: “What is going on here?”

Part of the interest of this study is that distaeckication, and therefore the writing of
distance materials, is a growing area in SouthcAffor reasons outlined below. This makes
it potentially a site of innovation and change astefs experiment with ways of creating
dynamic teaching situations at long range. Fbe Hare Distance Education Projetd an
attempt by a university education department taensoursework books suited to the unique
needs of educators in South Africa. On first regdithe Fort Hare Distance Education
Project materials seem to be an innovative attempt to conicate with tertiary distance
students (see Appendices 13 and 18 pp 130 & 134ypical features of the materials
suggest that they are worth investigation througletailed textual analysis. This produces a
very simple research question which drove all laspects of the researcWhat is going on

here?

On a more penetrating reading it seems that tlezasting features of the text surround the
writer-reader relationship and the identities oé tleader, suggesting a further research
guestion covering those two concep¥hat identities do the writers make available te th

readers through the relationship they construdhia text?

This seemed to separate into three areas for igaéisin, which now form the three analysis

chapters of this study:

What identities do the writers construct for thaders of the text?
What identities do the writers construct for thelmsg in the text?

What relationship between writers and readers ggasted by the text?

The basic research questioWl{at is going on herg@?also suggests a research tool: the
detailed scrutiny of discourse analysis. As thalysis proceeded it became clear that
identity and relationship intersect in a complex aabtle way with perceptions of text, text
production, social interaction and notions of tgaliThe text is a meeting place of the genres
and discourses which produce such texts, notiorsos$tructivism, critical awareness and
different social contexts. The method, discoursaysis, brings its own complex notions of
reality, society and relationships to bear. Totketscene of the analysis therefore, | unpack
some of the complexities of the field in this irductory chapter. | believe this has the



advantage that | will not have to make theoretdiglessions during the analysis itself. It
also means that the study does not follow the ticadil structure of a thesis. Material
usually dealt with in separate methodology andditee review chapters is addressed in this
first chapter. This is partly because the methoglpl(discourse analysis) and the theoretical
background (constructivism and critical languageai@ness) are intertwined. Because the
relative length of the text chosen for discoursalysis resulted in comparatively long
analysis chapters, | have kept the introductoryptdraas short as possible. In this chapter
therefore | begin by describing tRk@rt Hare Distance Education Projeataterials. Then |
discuss genres which may have influenced theirymah, followed by a description of the
educational context for which this text is producedl explore some of the conceptual
underpinning of a study such as this and finalljkenaome comments on the methodology

and discuss practical issues affecting the analysis

1.1 Details about the production and use of the téx

The Fort Hare Distance Education Projentaterials are the coursework books of a primary
school teacher upgrade programme with a Languatgraty and Communication strand of

two “Imithamo” (Units. The connotations of this wioare described on p 30) a year, as well
as other units focusing on language. It was recenad®d to me as a carefully written and
reputable course developed for teachers who arksBregcond language learners.

The Fort Hare Distance Education Projeanhaterials comprise A4 soft cover stapled
booklets, “Co-ordinated, illustrated and editeddgn and Viv Kenyon” (inside cover). The
authors are listed as Viv Kenyon and Tillie TshdageThe text appears to be a desk top
published venture by the authors and editor inataltation, and they acknowledge the
“patience, expertise and advice” of “the Config Roof L Harry and Sons (printers)” in East
London (bid.). They thank the teachers who trialed the Keyivitgtin their classrooms
during 1998, “especially Ntembsie Guga, Vuyi Tonoawod Hlele Fuku, who gave us
invaluable feedback’l§id.). They also acknowledge the “help and suppoNdabantu Dlipi
who provided us with very useful materialbid.). This all suggests that the booklet was
workshopped and amended. A booklet produced liisei$ more likely than other texts to be
revised, allowing writers to fine-tune their retatship with readers and to engage with them

more personally.



The texts refer to “face-to-face” sessions whergoductory activities take place and
assignments are explained. There may be othelafand informal contacts between writers
(or their representatives such as tutors) and reade the text needs to be seen as only one
expression of a relationship that may also be éshadal though oral individual and group
exchanges, some taking place in a classroom-likeea@mment, but others more informal and
egalitarian. Some features of the written text rbayexplained by the relationship made

possible by personal contact.

The Fort Hare Distance Education Projeataterials are influenced by two contexts, firstly
that of production, that is the writers’ backgrowamt the genres they work in and secondly
reception, that is the context of the readerserésting features of THeort Hare Distance
Education Projecmaterials come partly from their hybrid nature:duroed for a university
degree course, they are a blend of textbook andseavorkbook, showing the conventions of
some academic genres but challenging others. Tgesees are outlined in section 1.2
below. Secondly, their interesting features retatehe contexts they are read in, as they
respond to social and educational forces in Sodtitaand the Eastern Cape. These are

outlined in section 1.3.

1.2 Context of production: Genres which may have iituenced theFort Hare Distance

Education Project materials

These materials are written for tertiary student® wvill obtain a Bachelor of Education
degree on completion of the course, and are thttsgpan academic discourse between a
university and its students. They are also exasnpledistance materials, so | discuss
features of academic writing and distance coursd aiting below.

1.2.1 Conventions of academic writing

Academic writing follows well-defined conventionsieh reflect the purposes and standards
of the academic community. Elbow (1998:152-153)g&sts that “when people use
academic discourse they are using a medium whasentons tend to imply disinterested
impersonality and detachment ... a bias towards rgessaithout senders or receivers.” He
identifies four main features of academic writiitgexplains overtly and explicitly, conceals

writers’ feelings and attitudes, uses formal larggyashowing “a tendency simply to avoid



the everyday or common or popular in languadfeiti(:157) and avoids directness, producing
“locutions of indirectness and detachmerbid.:158).

Elbow (1998:159) suggests that in the academicaatie@se conventions promote language
use and interaction which is power-based and exelushat they teach students “a set of
social and authority relations: to talk to eacheoths professionals in such a way as to
exclude ordinary people.” Elbow (1998:160) alsoint@ns that academic writing
conventions teach how to “display” knowledge in #meademic arena. Summarising, he
maintains that “though we may be modest, open amdodratic as persons — the price we
pay for a voice of authority is a style that ex@saerdinary readers and often makes us sound
like an insecure guarded person showing ofiid;:161). The writers of théort Hare
Distance Education Projeanaterials seem both to oppose and to align themsebith

certain of these conventions.

Recent work by Spellmeyer, Elbow, Fishman and Md@arlvani, and Spack (cited in
Zamel 1998:189) encourages students, who are atentmlly academics, to find their own
“voice,” by using strategies other than establisb@aventions. This means that although the
norms presented by Elbow above remain dominantiesmi conventions are changing.
Harris in Zamel (1998:189) argues that “academsciglines are not as coherent and well-
defined as some of us think ... these disciplineshbtgbe viewed as ‘polyglot,” as a system
whereby ‘competing beliefs and practices’ overlapl @ntersect” | hope to show that the

Fort Hare Distance Education Projentaterialsreflect this trend.

1.2.2 The genre of distance education in South Atra

Distance education texts have special featurdseaf bwn which are a response to the unique
needs of distance students. In the following secti discuss the contexts of distance
education in South Africa, and how the differermguieements of distance education affect the
writing of the text.

1.2.2.1 The growth of distance education in SouthfAca

Institutions such as the Open University in thetekhiKingdom and the University of South
Africa (UNISA) in South Africa have provided distam education for decades, but other



higher education institutions and some Non-GovemaileOrganisations (NGOs) in South
Africa are increasingly interested in writing dist@ courses. The South African Institute of
Distance Education (SAIDE) was established in 1382improve the quality of distance
education. In university education faculties asogafor writing distance materials is the
critical need for teacher upgrade programmes argelscale. The University of Fort Hare
has consulted with the SAIDE on the writing of t®rse work books of this study. The
latest figures in Edusource (Bot 1999:2) indicht thousands of South African teachers are
under-qualified: 25% in 1999, or 87 800 nation washel 15 900 in the Eastern Cape. At that
time these numbers were a strain on the capacitiyigifer education providers, and the
situation appears not to have altered significafgusource 2000:6). Distance learning
seems the most viable way for institutions to refthtime teachers who do not have the

time, leave or funding to attend courses on campus.

There is also likely to be an increase in distate@ning in response to the National
Qualifications Framework, and the recently publghénit Standards explicitly approve

distance programmes. Mercorio (2000:107) expléiad “modes of delivery are also not

prescribed and providers may choose to use eidloertb-face, distance or a combination of
both methods”.

Already many university education departments wipchviously taught only on-campus
courses now offer “mixed mode” teacher upgrade gamognes: combinations of intensive
coursework and distance reading or projects. blead of these courses is adult in-service
training. Bot (2000b:125) notes that while enrahinat distance institutions (UNISA and
Technikon SA) has decreased by 21%, there is a 18886in the numbers of students
studying in distance mode at residential universiti TheFort Hare Distance Education

Projectand its materials is an example of this trend.

1.2.2.2 Conventions of distance education materials

Distance course materials need to have the teacheentation deliberately written into
them, as the students enrolled in such a courgetlibave a lecturer present to mediate the
text. The language of such materials thereforefmes crucial in promoting a successful
educational experience for the reader. Rowntr8821.25) emphasises that materials should

“contain a teacher in a state of suspended animatidle suggests materials should have



clearly stated objectives, advice on how to stumwyrhaterial, a friendly “you and 1" style of
writing, material related to learners’ needs, iitasons where they are better than words,
“shortish” chunks of learning, many examples, ardivdies of various lengths and
complexity to help learners consolidate, monitard aeflect (Rowntree 1992:127 - 133).
Some of this advice, for example the friendly “yaxnd |I” style of writing, goes against the
established norms of academic writing, which as éntioned earlier, tends to be
characterised by aloof objectivity. As tRert Hare Distance Education Projeabaterials
show some of the features mentioned by Rowntresy, seem to be located more within the

genre of distance writing than that of academicalisse.

1.3 The contexts for which this text is produced

Fairclough’s (1989:25) model of language shows eatric rings of contexts which

influence the production, use and consumptionxibteThese extend outwards to include the
writer’'s community of practice (in this case tenyismmcademic institutions), socio-economic
forces in the wider society, (in this case in Ediacain the Eastern Cape as well as South
Africa in 2004). Global forces, such as the UWiilian Discourse System, also influence a
text, even one not intended for an internationaflience. This can be represented

diagrammatically as follows:
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WRITERS’ PROFESSIONAL CONTEXT

| have already partly identified the genre of thert Hare Distance Education Project
materials as distance education within the disewfsacademic writing. Below | suggest
other contexts which may have influenced writeeidions. As many of these contexts are
in the process of gradual or rapid change, a textten by and for individuals at an
intersection of these contexts may reflect somiefchanging conventions and struggles of
all these groups.

1.3.1 Schools and Education in the Eastern Cape

The working environment of the readers of thert Hare Distance Education Project
materials is a demoralising one, as | show in whkbws, and this may have influenced
decisions made by the writers about an approprégétionship with their readers.

Problems facing schools and education in the BaS§lape affect every aspect of educational

life. Recent typical local newspaper articles répihie Public Service Accountability

7



Monitor's concern that “Education has made headlifte being one of the most problem-
riddled departments in the Eastern Cape governrbatiting with chronic administrative and

financial management hitches” (Grocott's Mail 2Q04: A United Democratic Movement

representative on national television claimed ligypwould “rescue” the Eastern Cape from
its “mess and chaos” (SABC 3 2004).

The poor administration of the Eastern Cape affeot schools most severely. Speaking of
equipping schools, Bot (2000a:121) reported thatckiogs are severe in schools in rural
areas, and the provinces with a high proportiomuo&l schools have the greatest backlogs
(ie: The Northern Province and Eastern Cape, falbwy KwaZulu-Natal).” Northmore
(2000: 44) gives this picture of the plight of swtinools:

Rural schools are found in the small towns andhgélk, and serve the poorest
sectors of the population. They are mostly undspurced, isolated and

lacking the basic amenities. Very little (if angarental involvement takes

place in these schools. Most of the parents diterdte and many are

unemployed. In many cases parents have movedetartban areas to seek
work, leaving their children to be looked afterreatives.

Other demoralising features of teaching in the &astCape include the effects of
redeployment, which moved a total of 16 651 edusatmountrywide (Bot 2000:121).
Another pressure on these teachers is implemengmagpolicy. The Chisholm report speaks
of teachers feeling “overwhelmed by a ‘barragetibénges, some of which are perceived to
be threatening their professional status, job sgcand deeply-held beliefs” (Chisholm
2000:81).

In addition there are general perceptions aboutldiae status of teachers. For example,
science graduates cite “limited bursaries, poor, plag tarnished image of the profession, a
perceived lack of jobs or job security, and poorkimy conditions in many schools” (Bot
2000a:121). The National Union of Educators (NEHE] News 2004:2) calls attention to
“an overload of work required of [teachers] ... Thedoad is leading to an even lower level
of morale in the profession and is a contributimgtér to attrition in the number of
educators.” Increases in salary are around 0.5%eahterms (Lewis 2000:5), and “rural
teachers generally had no medical aid and houdiogances” (bid.). The results of this
situation can be seen in learners’ performancestudly of 12 African countries showed that

“South African grade 4 learners have among the wwausneracy, literacy and life skills in



Africa” (Lewis 2000:2). The Eastern Cape seniortiteate pass in 2000 was 50%, the
lowest in the country (Beard and Shindler 2000:140)

1.3.2 South Africa as a locus of social and educatial change

Change can create a stressful environment for tilgogepling with unfamiliar situations,
materials and roles. While some of the conditiorentioned below may not apply to all
readers of theFort Hare Distance Education Projecthey nevertheless contribute to
insecurities many teachers experience. Writers e taken this into account while

addressing them.

The decade since 1994 has resulted in social chatiggg cannot easily be listed.
Dismantling apartheid has meant that change itsé¢lie social context of all those in South
Africa. In education changes have been brougbutaby government policies aimed at
reconstruction and development. Outcomes Baseddfidu (OBE) and the redeployment of
teachers mentioned above are examples of thiser@ignificant changes in education are:

» restriction of the age of admission to learners Wi seven in grade 1

» development of the National Qualifications Framekwvor

» introduction of a “Reception” grade

» attempts to involve parents as required by thetSAfrican Schools Act

* movement of learners to schools outside their ¢ignvironment (Sekete 2000:38).

* increased number of independent schools. Sincé t@number of independent schools
has quadrupled (Bot 2000a:126).

» amalgamation and closure of teacher training ceeg

» introduction of learnerships, or “apprentice teashe

* increased access to computers and information démtm

e increased multilingualism. “A typical class mayntain ten home languages — from
siSwati to Hungarian by way of Cantonese” (Dagl@@®00).

1.3.3 Utilitarianism as a global philosophy

As the Education Department tries to improve edanain South Africa it looks at other
countries for models, for example OBE from AustaliWriters of thé-ort Hare Distance
Education Projecimaterials are part of an international academicroamty (they refer for
example to a conference they attended in Adelaidd)ey will both be influenced by and

seek to influence their students with educatiorextids in other countries. Elements of this



global context may have influenced the identitiesyt construct for themselves or their
readers.

Scollon & Scollon (1995:104-130) suggest that modeducational philosophies stem from
utilitarianism. They believe that this philosopbfygood for the greatest number is now the
dominant ideology and discourse system of the Wiesteorld. They suggest that in
education it has produced the discourses of pregmedividualism, rationalism, productivity,

competitiveness and quantification (for exampletk®and 1Qs).

Scollon and Scollon (1995:115) suggest that onehef defining characteristics of this
philosophy in discourse is egalitarianism: the iexgblreader and writer are assumed to be

equals. This means there is

a reinforced emphasis on direct talk, on avoidiladp@ration and extravagance,
and on promoting close, egalitarian social relaiops. The utilitarian
discourse system has little tolerance for hieraadhsocial relationships, and
even where they exist, it is assumed they shoulddieaside in contexts of
public communication.

However, there may be two problems with this. thirghe discourse of equality may not
match the reality of relationships in an institatior community. Many institutions and
communities have a hierarchical nature into whibl practice of equality does not fit
although the rhetoric may be used. In both th@alshwhich are their professional context
and the traditional communities which are theirigocontext, readers of thEort Hare
Distance Education Projechaterials may find themselves at intersectionsiefanchical vs
egalitarian structures which can be expressed gfwr@n opposition of utilitarian and anti-
utilitarian notions.  Secondly, where individualsorh hierarchical communities join
institutions expressing egalitarian notions, thraey be a mismatch of expectations regarding

relationships of power, and a lack of understandintipe conventions which express them.

But this philosophy is not deterministic. Abovecdmmented that “change itself is the
constant social context of all those in South Adtieand individuals who find themselves at
intersections have opportunities for change. Taksp have choices in the changes they
embrace and may construct themselves as teach@esswstudents or readers in opposition

to some of the features mentioned above. Teachewsng into this new system will find
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themselves at the intersection | suggest, and ssiraegies used by writers can be
understood by reference to utilitarianism.

It seems therefore that tik@rt Hare Distance Education Projentaterials are a response to
aspects of the readers’ context which includesr tmemediate professional environment,
changes in education policy in South Africa andglanfluences on that policy.

1.4 Theoretical and conceptual underpinning of thestudy

The interesting features of the text seem to meeteshaped by the contexts referred to in 1.3
and located at an intersection of identity andti@teship, and the way these are constructed
by the language of the text. In the account whiclows therefore | focus first on

constructivism, then on the way in which languag® ©e used to create and maintain
relationships as suggested by Critical Language rAmess. Finally | focus on issues of

identity.

1.4.1 Constructivism

Hyland (2001:41) explains that language is “howasastruct and sustain reality, and we do
this as members of communities, using the langoagf@ose communities.” This notion that
language constructs reality has further implicadiofBecause language produces, reinforces
and maintains contexts, “social institutions useglaage and it is largely in and through
language that meaning is mobilised to defend taristquo” (Janks 1993: iii). In particular,
language locates individuals as members of sociptafessional groups or communities and
thus constructs the identity of group members, sischcademics. “Writing is at the heart of
both professional practice and of learning to bexz@professional, and the acquisition of
specialist literacies is thus central to profesaisuccess” (Hyland 2001:43). This in turn

affects the relationships of members of those conities.

1.4.2 Critical Language Awareness and power relaticships

There is however a need to be critical of the afléanguage in creating and maintaining
identities and relationships, especially whereeinforces inequalities. Critical Language

Awareness (CLA) focuses on how the language of piNvgroups creates hegemony in
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social relationships: “social norms are a gooddation of power relations as many of them
reflect the values of the people or groups in sgcveho have power” (Janks 1993: iii).
Because of this, CLA is particularly interestechiow language could construct and sustain
the identities of marginalised or powerless group€LA makes people aware of how
language can be patronising, demeaning, disrespeatfensive, exclusive, or the opposite”
(Ilvani¢ 1990:129).

But, “anything that has been constructed can bergducted” (Janks 1993: iii)). The
analytic categories developed by CLA and used iitic@r Discourse Analysis, which |
explore in 1.5.1, aim to change society by inteatogy and revealing mechanisms of power
in language. In this way language does not ordter relations of power, but also identifies
and scrutirses those relations, creating the possibility ofngiag contexts of inequality.
Janks (1993: iii) argues that “if CLA enables peofd use their awareness to contest the
practices which disempower them, and to use larggsagas not to disempower others, then

it can contribute to the struggle for human emaatogm.”

1.4.3 Identity

Language can be used to express and create theiédeof individuals and of groups. In the
writer-reader exchange, there are two identitigagoeontinually negotiated: that of writer
and that of reader. Each may choose one of matiitts as a position when writing or
reading a text. The writer may adopt one of mapgsible identities as the voice to use in a
particular text, and write for example as parerpegt, or concerned colleague. At the same
time, the writer may choose to engage with oneiqadar identity of the readers, excluding
possible other identities through lexis and otheastsgies. Engaging with one aspect of a
reader’s identity also creates that identity, suptbompting readers to become the projection
of themselves. It is important to assert here that identity may be less significant than
constructed identity: who readers are thought tosmag have more impact on individuals than

who they really are.
It is important also to assert that identity is aainitary, fixed manifestation, but is multiple,

flexible and changing. Iva®i(1998:15) suggests that this notion is now welalgsshed:

“Several theorists point out the multiplicity ofcsally constructed identities. Parker (1989)
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guestions the notion of a unitary self and commetase’s (1979) ‘notion of a multiplicity
of social selves clustered around any single bio&gndividual.™

1.4.3.1 Identities of the writer

The identities writers choose through the discducbaices they make, and the ways in
which they construct their readers, create a mrighip between writer and reader in the text-
based exchange. As with all relationships, thib e¥splay power differences between the
participants. With institutional endorsement oaitlside, writers can assert power and may
employ a variety of strategies to express theihantly. Ivant (1998:32) maintains that
“writing is an act of identity in which people alighemselves with socio-culturally shaped
possibilities for self-hood, playing their partrgproducing or challenging dominant practices
and discourses and the values, beliefs and inserelsich they embody.” Therefore, an
identity which may most constrain writers is thieientity as spokespeople of institutions or
communities, in this case as members of an educdéiculty. Institutional norms exert
pressure on writers to use structures and convengpproved by and commonly used in that
community. lvani (1998:13) speaks of “the powerful influence of dimamt ideologies in

controlling and constraining people’s sense of telnes.”

1.4.3.2 ldentities of reader

Ilvani¢ (1998:16) emphasises the important link betweeantiles and educational
experience: “l view the experience of enteringhleigeducation later in life as one of these
critical experiences which foregrounds change enidy.” The identities constructed for
student readers can subtly affect their successuaients and is therefore also an issue of
access. lvani(1998:33) maintains that “When people enter whdbr them a new social
context such as higher education, they are likelyind that its discourses and practices
support identities which differ from those theyrgriwith them.” If these different identities
are in conflict with those notions of self-hoodealdy in place they may cause individuals to
reject other aspects of the learning experienceredf to them. Ivani(1998:7) tells of
students who reject the roles offered to them rtialgy institutions because they feel false
and unlike themselves, since the constructed itlientbppose important facets of the readers’
real identities. Hockey (in lvahil998:7) speaks of “the great difficulty matured&tuts have

in establishing a confident and positive self-imad®r, despite having gained a university
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place, their academic identities often remain cstett threatened and insecure

Confidence and a new educational identity are haoh in the face of considerable
difficulties.” The innovations apparent in tHeort Hare Distance Education Project
materials may be a response to this challenge iéasrsvattempt to avoid disjunction between

text and reader.

Nevertheless there is always the possibility oingjea Writers may ignore the constraints of
discourse and readers may assert another voi@ni 1{1998:13) suggests that “identity is
not socially determined but socially constructddhis means that the possibilities for the self
are not fixed, but open to contestation and chdndemust be recognised however that
student readers sometimes have fewer options becduke unequal power relationship and
their need to become accepted members of the coitymtithey are to be academically
successful. If readers are not able to negotdter identities or voices successfully, the
consequences for them may be severe. InFRbe Hare Distance Education Project
materials this means that whether the writers ahidosonform to or challenge institutional
conventions, and whether they signal to readers ttiey may adopt other voices, adds

another dimension to the complex relationship eaind maintained by the text.

To summarise, the language writers use constraestities for themselves and for their
readers. These identities propose a certain Kindlationship between writers and readers,
creating and sustaining power differences betwdwmi{ which can impact on student
readers’ success as students. Both writers an@rganay challenge norms of writer-lecturer
reader-student relations through language, andtis¢g@ unique relationship in a particular

text. This seems to be the case withRb& Hare Distance Education Projentaterials.

1.5 Methodology

1.5.1 Critical Discourse Analysis

Critical Discourse Analysis (CDA) is the analytidalol of Critical Language Awareness
referred to on pll above. Both are located initicar paradigm which suggests that as
language constructs realities it can also be usedhtllenge those realities. In this it
intersects with perceptions of constructivism. C8geks to penetrate the surface meaning of
language to find a deeper ideologically driven Bigance (Janse van Rensburg 2001). The
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early use of CDA focused on revealing the poweati@hship between writer and reader, and
the way in which language created and entrencheguadities in society. It suggested that
there was no such thing as an “innocent” exchaatjgexts are able to suggest and affirm
dominant or subordinate relationships for the pardints, to construct inequality in the deep
meanings of the text. This view of texts and thgopse of analysis is combative rather than
exploratory. Located in sites of social changehsag gender issues or racial oppression, it
sought to expose the “autocrat in the wordpile.”elc8-Murcia and Olshtain (2000:10)

suggest:

The primary interest afritical discourse analysisis to deconstruct and expose
social inequality as expressed, constituted, agdid@zed through language

use... The research of critical discourse analyfienaakes on a problem-
posing/problem-solving quality and addresses disoatory use of language
directed at women, lower socio-economic classesnlees of ethnic, racial,

religious and linguistic minorities, and others.

While CDA is still used to explore social inequglithis combative use of the analytic
method developed into a resiion that CDA could explore other issues in texsisyays
related to power, but focusing on the way in wHariguage creates and maintains identities,
access and a diversity of writer-reader relatigmshiJanks (2001:241) argues for “a view of
literacy that includes the issues of access anersity as well as text production and design
that create new possibilities”.

| would like to suggest that a researcher needseek for the “true” reading where there are
apparent contradictions in a text. These conttiatis are a linguistic expression of the

writer holding in tension the many subtle dominaunbordinate elements of an ongoing and
possibly changing relationship. As such they preae opening for the researcher to explore
negotiation, conflict and change in the constructié reader identities, and the social forces
that produce them. Used in this way CDA alertsipi@dnts to the process of change and the
position they are taking. It is within this broadmderstanding of CDA that | have explored

the text in question.

CDA is not unproblematic in its application howeve€arefully and methodically used, it
can provide rich insights into the ideologies oftse but Fairclough and Wodak in Hyland
(2001:46) warn that the agenda of the researchey Witervenes on the side of the

dominated and oppressed groups against dominatinogpg’ can affect the analytical
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process. Hyland (2001:47) claims that “unfortehatmuch CDA has privileged the
meanings of the researcher rather than the patitspby failing to go beyond the analyst’'s
interpretations of texts or his or her ‘reflexiuderstandings of its contexts.” He suggests
that the solution is to ground textual analysisaim understanding of the participants’
contexts: “The plausibility of any interpretaticaf a text ultimately depends on our
willingness to accept it, and this is greatly erdehby seeking to establish the intentions and
interpretations of participantsthid.). Perhaps for this reason Janks (1997:331) stgtes
importance ofengagementwith andestrangementfrom a text. In this dual response, the
researcher must acknowledge a tension within thimeséetween accepting some aspects of
the text and rejecting others. In my own cased iwmamediately aware that the writers of the
Fort Hare Distance Education Projeataterials had attempted something exciting and new.
At the same time | found the “tone” of the writingpleasingly authoritarian. Janks (1997:
331) observes that

Engagement without estrangement is a form of sudanisto the power of the

text regardless of the reader's own positions. rdagement without

engagement is a refusal to leave the confines @6mwn subjectivity, a refusal

to allow otherness to enter. Without the entntraf other, can we be said to
have read the text at all?

As | pursued the study | also became aware of aaldnee expressed through the text. In
seeking to explain this duality and the appareotnflicting positions, | have suggested

alternative interpretations where they suggestethielves to me.

1.5.1 The process of Critical Discourse Analysis

| applied the analytical categories suggested hxcleagh’'s (1989:25) model of Discourse
Analysis to the Whole Language Approach bookleds well as looking at the three main

foci of the research:

« What identities do the writers construct for thaders of the text?
+ What identities do the writers create for thems&nethe text?
* What relationship between writers and readersggested by the text?

Such an investigation interrogates the text witlesgns such as: Who has the right to
speak? To question? Who drives learning? Whaldsavhat and how? And why?
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Although earlier | suggested the limitations ofoaling the text to speak for itself, | have
chosen not to ask the writers how they perceive tieaders or their construction of them.
Nor have | asked the readers for their responssedms to me that writers are not always
aware of all the effects their words may have, wad readers may not be fully aware of why
they respond as they do. To make good the liroitatiof this approach | have suggested
alternative interpretations where they have occutoeme, seeking to justify claims from my
own experience of the context in order to dealyusith the text and its writers. Fortunately
the context is a familiar one, as | have visitedarresourced schools of the Eastern Cape in

my capacity as moderator of English Second Lang@gee 12 orals.

Validity is also created by the detail and rigodirttee study. | have looked especially for
recurrent features of identities and relationshigsich repeat and confirm each other.
Patterns which appear at many levels and in a nunabecategories, suggest that

interpretations are valid.

1.5.2 Practical issues

1.5.2.1 Choosing a section of the text

As theFort Hare Distance Education Projentaterials are an extensive set of texts, | chose
to focus on the Language, Literacy and Communinafiore Learning Area. After studying
booklets 1, 9, 17, 18, 20 and 25, it appearedalsxction of text would have to contain the

following to be sufficiently representative:

* Un-glossed Xhosa words, phrases or stories,

* Instructions for a report / research activity,

» Instructions guiding readers through an activityhvitheir own students,
* Intertextual reference to at least one other Umthédnit),

» Photographs of learners or teachers,

* An explanation of a learning theory or philosophy,

* Icons and text boxes,

» References to previous lessons and trialing.

Book 9, the Whole Language Approach booklet, hhthake features but again | needed to
reduce the 48-page booklet to a text small enoaghdtailed analysis. Therefore | excluded

repetitions of materials or activities, as sectiovith similar purposes seem unlikely to
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construct different relationships and identities.also excluded the conclusion (mainly a
passage for students to read) and the appendittu@tisns on preparing teaching aids),
which left 18 pages of text and photographs. Whadknowledging that any exclusion may
limit the validity of the study, this remains a tptext for a discourse analysis in a half thesis.
However the text is written so much as a whole,wates so significantly from section to
section, that it is difficult to find a smaller mgsentative extract. In addition, many of the
patterns that are broken are as interesting agatterns that are established. For this making
and breaking of rules to emerge | found it usedulobk at a large section of the text, and to
list findings in an appendix rather than put alaewles into the body of the thesis. | must
emphasise that it is not my purpose to provide mprehensive evaluation of the whole
course, but to probe relationships and identit@sstructed by writers in the specialist area of

distance education.

1.5.2.2 The structure of this thesis

Because of the length of the text | group the repgrof the analysis into four thematically
related sections, dealing respectively with theleeathe writer, their relationship and visual

aspects. Therefore they are:

Chapter 2: The reader. This section focuses on the assumptions writersenaddout the
readers and the readers’ probable life experiencesping of the readers, and the

implications of figurative language and negatives.
Chapter 3: The writer. This section focuses on the identities the writemastruct for
themselves. It looks at naming of the writers,noumns, intertextuality and referencing,

stating rules, modals and conditionals, imperataues questions.

Chapter 4: The relationship. This section draws particularly on the work of Bwo and

Scollon (1995), and focuses on the relationshipteeby politeness strategies.

Chapter 5: Visual aspects. This section focuses on the visual aspects of éke layout,

photographs and illustrations, drawing on the wafrKress and van Leeuwen (1996).
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Chapter 6: Conclusion. In this section | summarise the main featurethefconstruction of

identities and relationships in the Whole Languageroach booklet, suggest limitations of
the study and suggest further avenues of reseatsha result of this structure there is no
separate methodology chapter because | deal wiatedemethodological issues within each

chapter.

1.5.2.3 Examining the text: some practical commentsn terminology

The text under analysis is an 18-page extract fwok 9 of theFort Hare Distance
Education Project It is the Core Learning Areas Course in Langudgéeeracy and
Communication, Umthamo A Whole Language ApproachMy text comes from the Pilot
Edition printed in January 1999. | shall referthés text as th&Vhole Language Booklet.
When | quote from this text | include the page mefiee as follows: (p00). Unless otherwise

stated, italics and bolding is the emphasis ofthters.

For the sake of simplicity | have chosen to cadl students of this course treaders. The
Whole Language Booklasbmetimes refers to them seacher-learners and they are also
distance studentsandviewers of the visual elements. | have chosen the sinhgleseric
form but nevertheless recognise their other roled @lationships to the text and writers.
Similarly, although the writers are alskecturers, course designers, authorsand
photographers, | refer to them asvriters and use this term also in Chapter 5 where |

examine visual elements of the design.

1.5.3 Ethical issues

| have been in contact with the editor of the ceuisiv Kenyon, who is enthusiastic about
the study. |intend to make my research availableer and to the writers. The study may be
useful to them as they continue to develop materidielieve it may also establish principles
for other such distance courses in South Africa eodtribute to decisions made by the
writers of similar in-service training courses ettiary institutions. The writers are happy
that | should refer to the texts and to themsebyesame and this will make it easier for the
study to contribute openly to a community of teaghand learning practitioners in South

Africa.
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Chapter Two: “Who are you?”

In this chapter | focus on the way in which thetens of theWhole Language Booklet
construct the readers through assumptions aboutrébders and their probable life
experiences, through ways in which the readers remmed and referred to, and the
implications of metaphor and negatives. | begirsbaggesting how an awareness of audience

can construct identities, and then proceed withatiaysis.
2.1 Awareness of audience

All writers will give thought to their readershipr caudience, as the success of the
communication depends on it. Cook (1989:68) suggtst “existing knowledge in the

receiver of the message, and the correct assessihéme extent of that knowledge by the
sender, are essential for successful communicationspoken communication, perceptions
about the audience are adjusted as an interactmse@ds. In written communication the
notion of audience may be both less accurate asddpen to adjustment. Writers may also
need to keep several groups or a general very lgrgep in mind as they proceed. An

awareness of audience affects every aspect of caioation. Cook (1989:90) comments:

Apart from needing to know varying amounts aboet tffice, status, role and
personal details of people we are communicatingp,wite also need to form
hypotheses about the degree of knowledge we shdrehem and the degree to
which the schemata they are operating correspotid aur own. As we have
seen, this assessment affects every level of disepdrom the quantity and
ordering of information, to cohesion, the use of #rticle and grammatical
structure.

Commenting on designing distance learning matefiéts the Whole Language Book)et
Rowntree (1992:38) suggests that writers need ¢éavKianything you might use to help them
enjoy the most productive and satisfying learnimgegiences. Even if you are developing

programmes for learners you will never meet, theerauch you need to know about them.”

By mentally identifying a real or hypothetical aexce, however, writers also provide
reading positions for them. Kress (1989:18) sutggdsat “the function of the writer is to
construct texts which confer or alter the mannewlich particular texts are read.” On every

level a text creates a picture of an “ideal redderluster of identities which writers wish
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real readers to adopt. Readers usually facilttegecommunication process by taking up this
projection. If they do not adopt the identitiesmsoucted for them, they may be alienated

from the text and the knowledge it transmits. Krg989:36-37) maintains that

The text attempts to coerce the reader, by itsimsness’ and ‘naturalness’, to
become the ideal reader, to step into the readositipn constructed for the

reader in the text ... In the longer term these ikt reiterated demands
construct certain ‘subject positions’, that is,sset statements which describe
and prescribe a range of actions, modes of thinkimtybeing, for an individual,

compatible with the demands of a discourse.

If readers do not accept the reading position sstggeby the text they may be alienated from
it. If the readers are students of a course sadhefort Hare Distance Education Project
alienation may contribute to their ultimate failur&éhe problem may be more acute for first

language speakers of Xhosa, reading in EnglislgeMRCarter (1995:7) suggests:

In post-apartheid South Africa, where an increagiraportion of our students
come from poor educational backgrounds, and whoseapy discourses may
be very different from that of the school, and thekscourses may be very
different from that of the university, failure toake the transition successfully
is a real possibility.

They may have, as Cook (1989:41) expresses it, disieirbing sensation of understanding
every word and the literal meaning, but somehowsimgsthe point.” The writers of tHeort
Hare Distance Education Projeeippear to be aware of this and to adjust theirivgrito as

accurate and sympathetic a projection of readdesitities as possible.

By constructing a “reading position,” (a set ofitattes to the materials, and their
presentation, logic and ideas) the writers constidentities for the readers as people who
adopt or reject those attitudes. Kress (1989:88psests that “the construction of a reading
position has at least two effects. On the one h@ngbsitions readers precisely in a text,
instructing them what role to assume in readingatveitance to take.”

| begin the process of investigating the identitieastructed for the readers by the writers of
theWhole Language Booklbly looking first at direct statements about thepmsed interests

of the readers. | then look at the way in whichders are named and examine assumptions
contained in the pronouns. | then analyse theofiseetaphors and figurative language and

finally | look at the use of negatives.
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2.2 The analysis

2.2.1 Assumptions about readers

The direct assumptions made in the text seem makdyresult of writers’ attempts to
connect with the lives of these teachers and ta gharallels with situations they hope will be
familiar to them; to create relevance. Cook (1889calls knowledge structures which help
us understand text “schemata” which he defines eagéctation driven understanding.”
Schemata usefully explain the notion of relevaaseselevant information activates schemata
and makes the text more accessible. The ways ichwhriters try to make their text
accessible, including relevance, show what thesumptions about the readers are. The
assumptions made about the readers o¥Whele Language Booklare that they are Xhosa-

speaking women.

2.2.1.1 Readers are Xhosa speakers

A basic assumption about these readers is thatareyXhosa speaking. The course uses a
number of Xhosa words for sections and structuadlsunglossed but explained at the
beginning of Umthamo One, such @sthamo, iintsomi, umKwezeli A whole intsomi
(traditional tale), included on pages 19 and 2@iven first in Xhosa (p19-20) and then in
English. Some phrases in the story are unglossetipthers glossed almost incidentally (see
1 p114). For example:

Eventually she remembered parts of a story behind particular idiom,
‘Ayikho impungutye kunene. Zonke iimpungutye zlyaana.’ (p16).

The river was actually called ‘umlambo otshayelaa=oki,” the river which
drowns all liars (p17, 26).

This locates the readers firmly in the Eastern CaBerder area. If they are not Xhosa or
Zulu speakers they will miss the significance a tarms. This assumption is reinforced by
the writers’ use of Eastern Cape place names ssichdelaide (p10) and King Williams
Town (p18).

Although the writers use Xhosa, they do not seeras® any African English forms. The

only exception may be when they speak of approgctan elderly somebody” (p22) for a
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story. This structure may be embedded in a comwerdgf showing respect by referring
obliquely to “a person.” If so, it is the only ewple of African English in the text.

2.2.1.2 Readers are women

Another assumption is that the readers are womAas.the course is designed for rural
primary school teachers this is not unreasonabteatisnal statistics show that “the teaching
staff is predominantly African (71%) and female ¥9§3 At the primary level, women

comprise 73% of the teaching force” (Bot 2000b:2he writers use their readers’ gender

when they make this analogy:

Now think of yourself. You probably have lots offérent jobs or roles to play.
Maybe you are a mother, a wife, and a housekeggmnyell as a teacher.
Maybe you also have certain other jobs that youndgour community. You
aren’t four or five different people. And ofteretlother ‘unofficial’ jobs that
you do, help you to do your job as a teacher ewwdteb We sometimes have
regular times to do certain things. But we dordvé a rigid timetable for the
jobs that we do in daily life (p12).

This passage expands the writers’ assumptiongs: thadlers are middle aged family women

with many calls on their time from their homes aineir communities.

2.2.2 Naming

Naming of any kind is an important clue to how wn&er is constructing the identities of the

readers, explicitly identifying the readers.

On page 26 of the text, the readers are referregteachers. Hyland (2000:1) suggests that
“successful academic writing depends on the indiadwriter’s projection of a shared
professional context. That is, in pursuing thergonal and professional goals, writers seek
to embed their writing in particular social worldéich they reflect and conjure up through
particular approved discourses.” In the rest eftidxt the writers do exactly that, revealing

assumptions about the readers in their role asi¢esc They assume that:

» They are concerned care-givers “If we want our children to grow up into trulyhole
human beings, we should think about whether tlaigrfrented (broken up) curriculum is a
good way to help them to béhole” (p12).
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They are teaching at poor schools with large classe*You will also have to decide
whether you write this story-beginning on the cbalkrd, or whether you make copies so
that your learners can share one copy betweendarnérs. If you have a very big class,
this could be quite expensive, especially if yoclaol does not have copying facilities”

(p27).

They have poor classroom technique “Try to get a question frormachgroup. Don’t
just ask the children who you can rely on to gieel yanswers. Ask some of your more
shy learners. Encourage everyone to particips®8)

They are degree- not change-orientedWe have found out in our work with teachers,
that if they are asked to try out a particular taslkactivity with their learners, quite often
they do it just that one time. When we were tingll(sic) the Key Activity in the first
Mathematics umthamo, we explained to the Princgdah farm school what we were
doing with the learners. “Oh yes,” she said. il domething like that once with my
grade 1s for an assignment for my FDE. But | hdvedane it since.” But that's a
problem. If we want to see a change in educatiew ideas need a chance to become
part and parcel of the regular work in classroo(p§2).

They need practice and repetition to prevent backigling: “If you carry out this
activity more than once, we believe that you wilbitiobe some differences in the
experiences. The second time you do this, we @ that both you and your learners
will improve on what you did before, and how yod di' (p32).

They want to give their learners pleasurable learmg experiences “Any primary
school teacher knows that children take great deligrepeating an experience that they
have enjoyed” (p32).

They may not be aware of developmental opportunite in their classrooms “As a
teacher you can choose to build on these things. fo€us on, and to build on the
strengths of learners is a good way of workinggp3

In addition, readers are referred topgople. This group is vague and general. It suggests

that their fallibility is a natural human charagséc which they share with the rest of

humankind. It dissolves the blame and absolvesahéers at the same time:

Many people assume that the word ‘literature’ reterstories, poems and plays
that have been written down (p2). People don't fdedr families meals as
separate items (p13).

...and to appraise how well people were using tlagigliage abilities (p16).

Readers are also calladacher-learners a name which may have been coined for this

course. It suggests that the writers are honouthegexperience and skills readers already
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have as teachers as well as acknowledging thahépurpose of this course they are also
students, but elevated above the status of theirppils. For example:

This was a chance for your umKwezeli to do someiooous assessment of
how the teacher-learners were working...” (p16) aMdu' will be expected to
share this experience with your fellow teacherdess (p29).

Finally they are referred to once as members oflaasand group, suggesting the double
identities of teacher and student. For example:

After a few minutes, as a whole ‘class,” share dhestions from each group,
and together think of some probable answers teethasstions (p15).

Creating identity through this kind of naming idregquent however. The writers seem to

prefer the less specific and more personal uskeo$¢cond person pronoun, discussed below.

2.2.3 Naming through pronouns

In addition to direct naming practices, the readeesreferred to by pronouns. Pennycook (in
Reed 2001: 57) observes that pronouns are “venplmnand political words, always raising
difficult issues about who is being representedi’’ particular there is the problem wofe,
which is “always simultaneously inclusive and esohe, a pronoun of solidarity and of
rejection, of inclusion and exclusioflbid.).

2.23.1You

The most common way that the writers address readehrough the direct second person
pronounyou, which is used 207 times in 18 pages. By doing, tfme writers recreate the

direct oral forms of address used in face-to-face ather classroom types of interaction.
They insert the readers into the text as the stdjef the instructions, receivers of

knowledge, those who must answer questiorisu reminds readers of their obligations and
position: they must respond to the demands of syach They may be called “teacher-
learners,” but their duties are clear. In mosesgsu is combined with questions which the
readers must follow, or with imperatives, whichedtiate this, for example:

At the face-to-face sessiavhere this Umthamo is monitored you will have
to report on your experiences carrying out Part heKey Activity. So you
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will need to make sure that you have completedvitgti7 beforethat face-to-
face session (p3)

Linked to imperatives and questiogeu creates a direct, compelling interaction between
writers and readers. This is not usual in acadewiiting, which, as mentioned on p3 uses
neutral terms and prefers to produce “messagesoutitienders or receivers” (Elbow
1998:152). In th&Vhole Language Booklgtou seems to address the reader as an individual
rather than as part of a vague group, giving eaamer direct responsibility for carrying out
tasks. It suggests that the writers of Whaole Language Bookleindorse the principles of
utilitarianism, constructing the readers as indmald with unique needs and suggesting a

direct relationship with them.

2.2.3.2 We and us

The inclusive pronoumve suggests that the writer and the reader belontbegsame group
(Appendix 2 p115). There are 15 usesvefandusin theWhole Language Bookldbut not
all them suggest identities with the same clarifyor example “In this umthamo we are
concerned withoral literature” (p2) could mean We, the teachers and students of the
course” or We, the teachers of the course.” Although 15 of susds may seem a significant
number of occurrences, it needs to be contrastedet®5 times in whichve excludes the
readers, meaning onlwe, the writers.” (This use is explored in Chaptgs4d). Whenwve

is used to exclude, the exclusion is often empkdsigy the additional use ofou,
accentuating the division between writer and readker example: “In this unive are going
to start by givingyou something to do” (p14, my emphasis). Neverthetes45 occasions
we suggests that writers and readers share group erehip and creates the following six

kinds of identities for them:
Participants in the Fort Hare course, both teacherand students. This identity suggests
co-operative learning and sharing. For examplethla umthamo, we are going to look at a

way of teaching language which fits in with OutceniBased Education” (p1).

South Africans, perhaps South African teachers, pably Eastern Cape educators(11

uses). This identity suggests teachers and leamfethe Fort Hare Distance Education
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Projectwho subscribe to the ideals expressed in the cdarseproving education in South
Africa. For example “It is high time that we caugip with other parts of the world ...” (p1).

Concerned educators Perhaps also concerned parents, responsibléyfamd community
members (2 uses). For example “If we want ourdeéil to grow up into trulywhole human
beings, we should think about whether this fragee@rbroken up) curriculum is a good

way...” (p12).

Teachers. This identity has been discussed above, and stgytjee writers as collaborators
with the readers in a common educational effottimplies that the writers understand the
problems faced by their readers in their profesditimes. For example “Perhaps we need to

think of the school curriculum in the same way”Zp1l

Working professionals People in general or perhaps those teachersavéhalso wives and
mothers (3 uses). Readers are referred to in tludse at the top of page 12 and the three
occurrences of this usage happen immediately adrelsvy For example “We sometimes have
regular times to do certain things. But we doivd a rigid timetable for the jobs that we do
in daily life” (p12).

People in general.Perhaps story tellers or older community membecsstomed to the role
of story-teller. This identity suggests also théage, wider community, South Africans,
humankind (2 uses). For example “When we telbaysbrally, the people listening influence

the way the story is told (p22).

By suggesting they all share membership of the sgmmep,we hints at an equal status for

writers and readers, the egalitarianism of uti@arthinking discussed on p 9 & 10.

2.2.4 The use of figurative language, allusive langge and idiom

Angelil-Carter and Murray (1996:23) observe thaketaphor is so often naturalised, that it is
extremely difficult for the speaker of a languagedetect it.” Metaphor, allusive language
and idiomatic usage have a cumulative effect, mgldmages whose invisibility makes them
all the more irresistible. In the section whichHldas | look first at the similes and
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comparisons used in th&hole Language Bookletnd then at course markers and other

idioms.

2.2.4.1 Simile and comparison

The writers of thewhole Language Booklétave used comparison and analogy sparingly:
four times in 18 pages. They may be aware of tbblpms idiomatic language can cause for
second language speakers because of its non-litegahing, and be trying to make their
writing as plain as possible. This makes each pheta all the more significant and

highlights the importance of material associatetth i

Feeding On page 12 and 13, the writers quote Hugh Hagesstion “Does ihourish the
child’s growing mind?” (See Appendix 3 pl16 for ald quote). They unpack the
implications of this metaphor for the readers andedtheir point home by comparing the un-

integrated curriculum to an uncooked meal:

If you think carefully about what he was saying, nieans that to serve
nourishing food, you have to put together interggtmeals, made up of a
number of different ingredients. Perhaps we needhink of the school

curriculum in the same way. ... People don't feedirthamilies meals as
separate items, such as, first eat some dry perithgn have a small bowl of
amasi, then swallow a pinch of salt. Now takeieesbf bread, followed by a
spoon of butter, then a spoon of jam. Then fim8hwith a cup of hot boiled

water, followed by a spoon of coffee grains, amalfy, two heaped spoons of
sugar. (No need to stir!) (p13)

The length of the explanation suggests that theagnis significant and that the writers
would like to emphasise it. They seem to have ehdkis analogy in the hope that relevance
will help make it more concrete; they seem to lyengy to awaken schemata. The jocular
note (“No need to stir!”) is the only attempt atnmour in theWhole Language Booklaind
underlines the importance of integrated teachiniy) fstrther. Added to the notion of a
balanced “diet” of nourishing knowledge in the ccwtum is the idea that to be digestible,
the knowledge must also be presented in a holisdig — “mixed.” The identity this creates
for the readers is that of nourisher, cook and-garer, an unglamorous but vital female role.

The chain and the river. On p22 a double metaphor appears. Speaking ofodse of
traditional tales through the death of the stoliete, the writers say:
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A terrible thought is that when these old people are no lomgé us, a link of
the chain that holds oral storytelling togethell| i broken. Many parts of the
story will be washed down to the sea by the strorey of time (p22).

Here they openly communicate their emotion: térible thought is that...” and encourage
readers to share it. But the intensity of thedlifeg seems to have produced an image out of
control. The breaking chain suggests discontinaitgt rupture of tradition, while the second
part of the image (stories washed to the sea) seenevoke rural concerns around soil
erosion in which the story, nourishment to futuemerations, is eroded by time and forever
lost. In which case, what is the sea? Annihitattmd loss? Eternity, if the river is Time?
The metaphor also combines an image from Westatastnal technology and one from
rural farming rather strangely. This double imggees readers the identity of people located
in a modern rural environment, but little more. tYeseems an image most true to the

writers’ own voice and is the most spontaneous pietain theWhole Language Booklet

Choir leader. A third metaphor appears on page 28: “At thisnpgiou are going to

‘conduct’ a class discussion — rather like a cm@ster or a choir mistress!” This image
would be extremely familiar to the readers, aschiniging, both sacred and secular, is a well
established tradition in Xhosa schools and comnesit The identity it gives the reader is

that of group leader in a familiar social setting.

Part and parcel. The last metaphor is contained in an idiom usegage 32: “If we want

to see a change in education, new ideas need zetmimecome part and parcelf the
regular work in classrooms.” This idiom seems asit#e to readers through the idea of
being included, wrapped up with, although the @slliEnglish Dictionary (1994:1136)
defines it more elliptically as “an essential irdjent.” It is part of a section exhorting
learner teachers to see their study as more thl@gr@ee paper-chase. The section is in italics
and surrounded by a double border to draw atterttoh The identity it suggests for the
reader is of one who wraps or packs, perhaps piesdncation. It is an image of inclusivity
but anattitude must be embraced, and the responsibility is tadegs. This phrase seems
to have been adopted into the idiom of African Esiglnd may have been chosen for this

reason.

The dearth of metaphor suggests that the writegsirage edited out allusive language, and a

closer look suggests that the metaphors that remmaip result from writers’ emotional
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involvement. For example, the first metaphor corapaeparating subjects in the curriculum
to feeding a child unblended and uncooked ingragie he illogic of feeding a child like
this appeals charmingly to the sense of the ridicsiland the writers point this out in
parenthesis “(No need to stir!)” But this is neally what Hugh Hawes suggested with
“Does itnourish the child’s growing mind?” It is not even whaettvriters suggest by their
own questions: “Is it a balanced diet? ... Is it apeg? Is it served up in an interesting and
enticing way?”(pl12). Instead of picking up the geaof nourishing the mind with skills to
help it grow, or suggesting that the best way efdfeg the mind is to ensure it “ingests” a
wide variety of information and skills, the writefamp sideways into this image of
uncombined raw ingredients. A similar thing happeas | explained above, with the image
of the chain of storytelling tradition and the evesforces of time. If writers have carefully
written out idiomatic language, which has creptibiacwhen they feel strongly about a topic,

this has also has implications for the identitlesytpropose for the readers.

It suggests that the readers’ grasp of idiomatiitteyr English is not good; that the writers
believe they must write as plainly as they can wkenthe material accessible. Research
supports this: the level of primary school teachéisglish was not good enough to
understand grade 5 (standard 3) geography textbakgyhan 1993:140). It also suggests
the writers’ are concerned that readers will stleiggith sophisticated abstract concepts.
These they elaborate with concrete comparisonsrdfemm the readers’ probable everyday

domestic duties.

2.2.4.2 Organisational course markers

Some of the most pervasive metaphors are the s8eb-tor sections of the course. Their
cumulative effect makes them especially powerfsiltheey are repeated throughout the course
and are presumably used in other exchanges betwets and readers. They may thus
achieve that unmarked, invisible quality that Amg€hrter and Murray (1996) speak of,
when a metaphor sinks into the naturalised lang@asgeciated with a topic. In thghole

Language Booklghey areumthamo, face-to-face sessions, umkhwezaldkey activity.

Umthamo. This word is explained in Umthamo One. It by means a “mouthful” with
the idea that material is delivered in manageabl¢e-sized chunks. A figurative
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interpretation might beectionor unit of work. In its literal meaning it resonates with the

metaphor of feeding described above.

Face-to-face sessions These are meetings between the teacher-leaametsthe course

presenters. The name suggests that their primiarysgpersonal contact, and is a contrast to
the rest of the course which is distance and “&s=! It suggests that readers are valued
individuals who will become personally known to ceel writers at these sessions. It

suggests utilitarian notions of individualism amdqueness.

Umkhwezeli. This word is explained in Course Book 18:

Take the isiXhosa word, khwezela, meaning to kbedite going. When Tillie
was growing up she had been umkhwezeli. Her jdmate was to keep an eye
on the pot and the fire. But we learned that thwmdwkhwezela became
associated with activists during the struggle yeamdow, in the Distance
Education Project, we have taken the word to descitie people who work
with you on these materials and activities! (p10)

So the writers deliberately chose to describe mitese with a word reverberating in both
traditional and recent political life with respadpisity, nurturing, “carrying the torch” into the
future and activism in education. It suggests wWamth and life-giving qualities of the
educational hearth. It constructs the tutors imgeof a vital if humble female domestic role
(young girls are umkhwezeli) with which the readesi$ identitfy. In this it suggests an
identity similar to that suggested by the metapdfdieeding (p30). It also constructs tutors
as inheritors of the political struggle, now cadri@to the educational arena. This second

identity is not gender-related but puts readera par with activists in the struggle.

Key activity. This word suggests the positive qualities ofeascand opening as well as the
idiomatic sense afnain, most important, cruciallt suggests that this activity will give the
readers understanding to “unlock” other parts ef thmthamo and the course. The verbal
significance is underlined visually: key activitiese marked by the icon of a key. The
identity it suggests for the readers is of acadesuisiders: those who have been locked out,

but who through these important exercises will gaioess.
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2.2.4.3 Other idiomatic usage

Metaphor is also contained in the choice of nourts\&erbs that have become naturalised as
“the way to say things.” In th&/hole Language Booklethese coalesce firstly around
building (and breaking) and secondly around waigl{see Appendix 4 p117). Apart from
these two clusters the writing is not imagery-dnive

Building and breaking. The image of building, of creativity and constrac and its

opposite, of breaking, creates a more vigorousnaasktuline identity for the readers than the
metaphor of feeding does. This is also a metaphtiralised in the discourse of education,
and suggests the readers are actively involvedaatiwe construction in their classrooms,
their community and the educational environmertie Tragmenting and breaking up is to be

rejected by the readers.

Watching. The second cluster of images has to do with wagzhseeing and observing.
Sometimes readers literally watch their own leagnbut mostly it is used figuratively, for
example it is suggested that readers will “seevtdiae of working in this way” (p2). Some
of the watching is particularly intenséog¢us on) and identifies the readers as acute and
perceptive viewers of their world, not passive oRlers.

An examination of the marked and unmarked metaptewsals that they construct identities
for the readers which are lodged in a familiar dsticeand rural environment: care-givers,
fire-watchers, choir leaders, builders and obsarvér seems that they have been chosen for
their relevance to the readers and that the wriescareful not to construct readers in

unfamiliar roles.

2.2.5 Warnings and negatives

Fairclough (1989:188) argues that “negative asm®stievoke and reject corresponding
positive assertions in the intertextual contextThey suggest a reply in an ongoing debate
and “implicitly taking issue with the correspondingpsitive assertions” Il§id: 154).

Intertextuality in other forms (referencing and taimn) used to construct the identities of

the writers is dealt with in more detail in Chager
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Warnings and negatives are an indicator of whatnttieers expect their readers to be like. It
suggests an ongoing argument with supposed readhershe writers are trying to “correct.”

The writers seem to believe that the readers vatl value the whole language approach
unless they experience it for themselves. In tv@duction the writers assert: “We believe
that this is important if you are to understand hbws approach works and if you are to see
the value of working in this way” (p2). In an itased, framed interjection they are more

explicit about this fear:

We have found in our work with teachers, that #ythare asked to try out a
particular task or activity with their learners,itguoften the do it just that one
time. When we were trialling (sic) the Key Actiyitn the first Mathematics
umthamo, we explained to the Principal of a farmost what we were doing
with the learners. “Oh yes,” she said. “I did stmay like that once with my
Grade 1s for an assignment for my FDE. But | haveone it since.” But
that's a problem. If we want to see change in atlom, new ideas need a
chance to become part and parcel of the regulak imarlassrooms.

So we are asking you to repeat this activity. Tdasvity can be an important
way of making your language work with your learnersre learner-centred,
and more integrated. If you carry out this acyivitore than once, we believe
that you will notice some differences in the expeces. The second time you
do this, we are sure you that both you and yountya will improve on what
you did before, and how you did it.

We also think you are more likely to develop a hédy working in this way if
you carry out the activity more than just once.eitht will be more likely to
become part of your approach to language workerctassroom (p32).

The passage suggests that the writers believe nreead@y abandon the approach through
laziness or lack of motivation or see it as impgcattbook-learning. It further suggests

possible reasons: Firstly, readers may not trulgtvehange in education or be motivated by a
search for the common good. Secondly, readersmoialge motivated to experiment and find

what works for themselves and their learners. Iijingeaders are unlikely to make a striking

success of the first lesson, the “conversion eegpeg” which will convince them to

incorporate this approach into their teaching.

The writers use negatives in similar exhortatory rootivational passages, implicitly
suggesting negative traits for the readers and tiatreaders lack the qualities writers
mention. The revealing use ofore has this effect, as does the implied negative in

conditionals such as “if you” which suggests “ifuydo not...” Some of the italics and
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bolding also suggest negatives (see Appendix 5 )p1Edr example: “We think that this

approach to language teaching will make your lagguassons more meaningful and more
interesting for both you and your pupils” (p3) inesl that readers’ lessons are less
meaningful and interesting than they should beldIBaut, the writers expect the readers to
display a series of negative traits: to be unedtng, unconscientious, unable to design and
provide tasks, unable to see value, lacking thdmoags, classroom management skills,
focused on the negative, even lacking appropriatierpersonal skills in their own

communities.

2.3 Conclusion

The writers seem to construct identities for thremders which cover three aspects of the
many identities they might actually have: readepsivate domestic identity, their
professional identity as teachers, and their itherais learners on this course. In the
comments which follow | shall deal with these sepaly, while recognising that in the

individual these are changing interrelated parts dynamic self-concept.

Readers’ private identity. A private identity is constructed for readers nasgldle-aged
Xhosa-speaking family women of the Eastern CapeBaorder regions. They are still linked
to rural communities or have knowledge of tradiibnural customs. In this identity as
working women they are given positive attributesaders, responsible care-givers and

providers, busy and concerned.

Readers’ professional identity as teachers The professional context of these readers has
already been suggested in Chapter 1 (p7). Oneassuime that many of them teach in the
under-resourced rural Eastern Cape schools dedctiteze. As professionals the writers
construct an identity for them which has both pesiand negative traits. The difficulties of
their teaching environment are recognised and #reyhonoured in that role, but there are
also hints that the writers doubt their commitmexst, many motivational passages urge the

need for real change. They seem to see their readerofessionally lacking.

Readers’ identity as students on thé-ort Hare Distance Education Project. It is in the
role of learners that the writers show the greatesicern, constructing for the readers an

identity as struggling students greatly in needsopport and direction. This identity is
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suggested so far mainly by the use of the veryctivie “you.” The writers’ concern emerges
from other features of the text also, and Chaptele8ls with some of these. As writers’
primary objective is to teach, readers’ shortfalisstudents will be most obvious to them and
cause them the greatest anxiety. Other aspeceadérs’ background which may contribute

to writers’ perceptions are their probable scha@phnd training experiences.

It is likely that middle aged Xhosa women receitbéir education in the Bantu Education
system of the apartheid years and that the poditgad their schooling and training was a
“legacy of the apartheid school system that deditedy gave blacks second-class education”
(Robinson 2004:44). Chapter 1 (p7) outlined reddensfessional circumstances. In 2000,
26% of teachers in the Eastern Cape were un(déifigdaBeard and Shindler 2000:138),
and as two-thirds of under-qualified educators lmafiound at primary level (Bot 2000b:2) it
is probable that many of the readers are undeiifopghl explaining their enrolment in this
course. The experiences of their own schoolingmossibly inadequate tertiary training may
manifest themselves in weak English and in teachimgroaches that favour rote learning,
silent language classrooms, content rather thdls-$ldsed testing and an emphasis on the
role of the teacher rather than the learner. Gmbat has already been said about the
probable lack of resources in their communitiespynaay not have access to much reading
material or television and may therefore be unsipsited readers and viewers. This is a

point which chapter 5 returns to.

The writers are not unsympathetic towards the msade their situation, however. While
being directive they also offer support and clarifyhe use oyou therefore functions both to
draw the readers into the text by projecting aquaakrelationship, and to distance readers, as
writers direct and order readers’ responses. K({E389:25) asserts that “linguistic features

can serve different functions at one and the sam®="tand that seems to be the case here.

2.3.4 Intersecting identities

In chapter 1 (p11-13) | suggested that writers orapate a number apposingidentities for
their readers, or that there might be an appammftict in the identities created. This is not
because of a poorly conceived notion of their restdp. It reveals instead that these texts
are the sites of struggle, negotiation and chargess (1989:14) speaks of the way in which

texts attempt to resolve apparent differences: é&ud the task of the author / writer is
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precisely this: to attempt to construct a text ihick discrepancies, contradictions and
disjunctions are bridged, covered over, elimindted.

Instances of opposing identities suggested by nlaéysis so far seem to spring from writers’
dual need to project on the one hand their esteerniéir readers and on the other to retain a
critical professional distance. This expressesrierthe central dilemma of the teacher: how
to communicate value, respect, closeness and esteerthe learner, yet be maintain
sufficiently critical distance from the learnersoduct (as examiner, critic and guide) to
promote growth. So the writers of tNehole Language Bookletegotiate a path between
several positions. They suggest that readers’ aamliifie experiences and language are
known to and valued by them, but at the same tireegmt the readers as lacking important
professional skills. They are also critical of teaders’ commitment as students. The use of
you is simultaneously distancing and intimate: it daakthe writers to assume a bossy,
directing tone and at the same time affirm a clm=sonal relationship.

2.3.5 Real vs constructed identities

It is important to remember that the writers of iWdole Language Booklehay meet the
students in “face-to-face” sessions and trial theterials in their classrooms, as described in
Chapter 1, p2. They have accurate, specific knbgdeof their readers and good reasons for
making the assumptions they do. Scollon & Sco(b®95:89) suggest that writers need to
consider two kinds of relationship: the actual tietsship between reader and writer, and the
implied relationship between reader and writer.e @btual writer may have any of a number
of face relationships with the reader, but will @gaén the role of the implied writer, and
address a standardised or ideal reader. The writewant to get as close to the actual
readers’ characteristics as possible and the wri@gétheWhole Language Bookléiave an
opportunity of doing so. In addition the writerfstioe Whole Language Booklate in control

of the publishing (see Chapter 1 p2) and are ablehainge their coursework books as their
readers change. This avoids the complexities @edal textbooks and described by Hyland
(2000:107) as follows:

Textbooks therefore seem to represent a complefegsional discourse that
involves the writer in, at least, two dimensions swicial interaction: one
pedagogic and designed to engage with student owrsuand another
addressed to colleagues as evaluators.
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As the booklets are coursework materials and nbtighed for general sale, there is not a
large critical professional audience of colleagtesengage with for these writers, The
directness of the writers of tW¢hole Language Bookland the assumptions they make may

be explained by the unusual access of writersadees.

However, this may produce a problem of its owrgdits with writers’ professed intention of
teaching for change. If the constructed identiéiesclose to readers’ real identities there is a
danger that the writers will reinforce stereotypd®eing constructed in text as middle-aged
Xhosa matrons, only partially adequate teacherssandgling students may limit readers’

views of themselves and retain them in limited td&rs.
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Chapter Three: “Who are WE?”

The construction of identities explored in Chap?ecan be expanded by examining the
identities writers construct for themselves.  8ybby establishing their own position,
writers construct mirror-image identities for tleaders agvhat the writers are not. Ivanic
(1998:33) maintains that “the discoursal self whiafiters construct will depend on how they
weigh their readers up, and their power relatignshith them.” For example, if writers
appear confident and directing, they constructtitiea for the readers as lacking confidence
and needing direction. This chapter focuses on whigers and how their identities
necessarily add to an understanding of the idestitielationships and roles of the readers

already explored in Chapter 2.

Because they have written these coursework bookletsfirst assumption that readers can
make about the writers of thW¢hole Language Booklet that they are experts, in this context
academics, giving them the right to state and aisgar associated second assumption is that,
as presenters of a university degree course, tteeyeachers, giving them the right to teach
and direct. Chapter 3 therefore looks at how thiéevs present themselves as members of
these two professional groups, academics and tegacmad the extent to which they support
or subvert conventions which usually establish ¢hesles. Comments on academic

conventions have already been made in Chapter-#)p3his chapter therefore begins by

looking at the relationship between knowledge amavgy before proceeding with the

analysis. The analysis has three main sectiomaingapractices through proper nouns and
pronouns, strategies used to assert writers’ aliyhand strategies used to deprecate their

authority.
3.1 Knowledge and power

By publishing an article or textbook, writers ateeady identified by peers as having expert
knowledge. The power balance in this kind of retaghip is weighted towards the teacher-
writer and the academic community they represeBernstein (1990:171) asserts that “what
goes on in a school: the talk, the values, thalstuhe codes of conduct are biased in favour

of a dominant group.”
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In academic writingknowledge is the source and indicator of power, status aodthy
regardless of the social or institutional standaghe individuals. It is the academic capital
which separates the superior knower from the iaofemon-knower and therefore defines the
relationship between them. Kress (1989:1-2) asdwt “all social interaction involves
displays of power; in education this is highlightédough a characteristic conjunction of
knowledge and power.” Mentally reproducing theatienships of the classroom, writers
may assume that their readers need guidance atrdciinen, and predicate that kind of

relationship with them.

In many cases, students have no choice but to aaticepsuperior-inferior teacher-learner
roles constructed in and by learning environments@ntinued through textbooks and other
academic writing. In other cases readers and rsriteay oppose this construction of the
power relationship between them. Hyland (2000:5ygests that writing is central to

disciplines and that “it helps to create thoseiglsees by influencing how members relate to
one another, and by determining who will be regarde members, who will gain success

andwhat will count as knowledgé (my emphasis).

Kress (1989:53) asserts that “the statements gbakaerful can count as knowledge by virtue
of their power.” In the academic community writéypically assert their power through
guotation and use the conventions of academic eebang to support their positions as

experts. Conventions of academic referencingheltevisited on p50 below.

3.2 The analysis

3.2.1 Naming the writers

Conventions of academic writing suggest that wsiteithdraw from the text, but in the
Whole Language Bookl#dte writers name themselves, give details of theifessional lives,
relate their own teaching experiences and evemdiecphotographs. In Distance Education
materials is however common practice for writersxéane themselves and often to include
photographs as well (Reed 2004 pers. com). Thewde follow Cook’s (1989:87) advice to
language teachers that “it should always be asnedathat students know as much as
necessary about the identity of the receimesender of the discourse” (my emphasis). The

writers are:
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» Tillie, named eight times (p10, 14, 16). Her plypaph appears on page 17.
* Alan (Kenyon) named on page 10.
* Viv (Kenyon) named on page 22.

This makes the writers very “visible” in the temiith a strong presence. Contributors are
also named in the booklet. When Tillie relatesstoey of how she tracked down the intsomi
behind the saying “the river which drowns all liashe identifies each contributor by name

and adds personal and circumstantial detail:

» Tillies’s sister-in-law Lulu Maholwgana and her pbgraph (p17).

* Mr Caga and his photograph. We are told he “hamhlzeteacher of isiXhosa, and who is
now an inspector of schools.” “His age fits tha ethen we read the story in our Xhosa
readers in the lower primary classes. The onlygtie remembered was that there was a
version of this story in a booklet which was onehef Stewart Readers” (p17).

* Miss Kolisa Ngodwane, “who has been a Maths ane@rfee teacher.” (p18) and her
photograph. She is referred to a second time éis&o

* Mr Hinta Siwisa, “an attorney” and his photograpii). He is referred to a second time
as Mr Siwisa.

* “The Minister of Sport, Steve Tshwete” and his ggpaph (p18). He is referred to
another three times and the intsomi is called “&teshwete’s version.”

* Anise Waljee, “someone from Tanzania,” (p22) a studr colleague of Viv Kenyon'’s.

The detailed naming of the writers and contributoais a number of effects. Firstly there is
the assumption that the readers may know contrnibuespecially Mr Caga, perhaps Mr
Siwisa, and certainly the late Steve Tshwete, hthede have Eastern Cape roots. If the
readers do not know them, the photographs andlsigi@sent a community into which the
readers will fit in time. It also suggests thelabbrative nature of the Fort Hare Distance
Education project. This creates an identity fag tkaders as initiates, or newcomers to a
group some of whom they may already know. Thepaofunity to join the group is made
clear when they are also invited to contribute: {3 know any other or different versions
of this story? If you do, please write out thesien you know...” (p21). Their name and

photograph might then be included with those oélatignitaries.

Secondly, naming contributors in this way idensiftae writers as people of local knowledge
and influence. The contexts in which writers aemed also seems to confirm them as
experts — attending conferences, going out to ifitsbmi, and meeting Steve Tshwete: they

have enough influence to persuade a Minister te take off and tell them a children’s story.
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Thirdly, naming contributors in this way createsarative, a story in which writers and
others appear as characters. The effect of naretidealt with in more detail on p56. Here

are the opening lines of these narrative-like pgessa

* “When Tillie was in Australia...” (p10). This accaulasts for two pages, telling of the
benefits of the whole language approach to Ausindkarners.

*  “We remember talking to Hugh Hawes a few years gg@@2). This introduces the idea
that children should receive a mixed diet of ediocal experiences and skills.

* “The story of how Tillie collected this intsomi. We wanted to include a story in this
Umthamo, but we wanted to include a story that m@sone of the best known stories”
(p16). This recounts Tillie’s search for a traali@l tale of which she only knew the
idiom. It covers more than two pages.

*  “When Viv was doing some research about using etoin classrooms...” (p22). This
illustrates how many elderly people it might be essary to contact to get a complete
story.

* “We have found in our work with teachers...” (p32)his story illustrates the dangers of
backsliding and is used as an opportunity to ptesenoral: “If you carry out this activity
more than once, we believe that you will notice sodifferences in the experiences”
(Ibid.).

Fourthly, by establishing their own individualityriters suggest that the individuality of the

readers will be valued, again suggesting the iddialistic principles of utilitarianism.

The effect of these passages is reassuring. thstea distant, formal academic argument,
material is presented in a series of story-unitd) the writers named like familiar characters.
It suggests an identity for the writers as kindlypportive and welcoming. It may pick up on
the relationship established by them in the fackte sessions. It also suggests that the
readers are unsophisticated students more at hathesiwple narrative-like structures than
academic ones, who need the reassurance of thesnadrstyle and learning context. It

suggests that they will be welcomed as group mesnber

3.2.2 Naming the writers through pronouns

3.2.2.1 We (and us)

Having provided the readers with names and in stases photographs in informal narrative
contexts, the writers continue to insert themseinas the text through the personal pronoun
we. The majority (35) of the 50 uses wk in the Whole Language Bookleefer to the
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authors. As it is written by two authors and amtagdthis is a literal plural, not a vague,
masking device. Chapter 2 listed usesvefwhich include the reader&Ve also refers to the
following groups which exclude the readers: Fystle refers to the writers and presenters
of the course. This usage suggests an assertgenme for the writers. For example: “At
the last face-to-face session of the first semegtan were given a tape-recorder, and we
asked you to use it to tape-record a story...” (p Z2@condlywe refers to the writers backed

up by academic theory and thought. For example SWgest that this is unnatural...” (p 2).

3.2.2.2 One

The use ofwe (andyou) is so common in th&vhole Language Booklé¢hat a sudden single
use ofoneis surprising: “One really wonders why we split ug tichool day into all those
neat little 30 minute periods?” (pl3). Here theitevs seem to retreat into formal

facelessness as if they are reluctant to critigzipeactice their readers may be involved in.

3.2.2.3 | (First person singular)

At two points in theVhole Language Bookléte writers present themselves in the even more
immediate first person singuldr, accompanied by her name: Tillie. “When Tillie svia
South Australia she was very impressed by the wayhich the teachers in Grades 1 to 7
integrated the different learning areas” (pl10).tekashe is joined: “At the conference that
Tillie and Alan and John Bartlett attended in Adg#da..” (Ibid.). Tillie appears as a
character in the narrative (p14) when she triedisoover the story behind an idiom. Her
experience appears under the title “The story of Adllie collected this intsomi” (p16).
After an introduction, she tells it in the firstrpen: “What | still remember in the story | want
to tell... I'm not sure what happened or led the tavdalk about a jackal...” The narrative is
accompanied by photographs of Tillie and everydme consulted in her research. | will

return to these photographs in Chapter 5.

In this way the writers make the usually vagueeabsolutely specific. By identifying one of
the writers by first name and giving her a cle@niity and voice of her own for a number of
pages, a sense of personal contact is createdothbewriter, Viv, is similarly made part of
the story (p 22), although the account is shor®y.creating a personal face for themselves,

the writers seem to be assuring readers that tieegimilarly valued as individuals.
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3.2.3 Being assertive: Imperatives, questions, séanents

3.2.3.1 Imperatives: the power to order

Imperatives assert the right of the writer to diremd possibly to penalise. Hyland
(2000:126) suggests that

the most obvious manifestation of how writers neget an asymmetrical
relationship of competence, however, is throughuthee of relational markers ...
These allow writers to intervene directly into tthecourse to address readers
directly.

The examples he gives are questions and imperatwash he suggests display authority
and create a relationship in the text which repdéisaclassroom interaction. In théhole
Language Bookletimperatives are one of the most commonly useacttsires (89 examples
in 18 pages) and their effect is direct and dixecti In addition, they are often grouped
together and the cumulative effect is strongly aritative. The following example appears
as the first of five paragraphs of continuous inagiges:

Now take a clean sheet of paper, and write the aladetime. Then think of any
guestions that you have about this story, and naakst of all your questions.
Try to think of questions about what might have happened befasestory
began...Don’t write down questions as if you are testing your awading

(p14).

The Intended Outcomes on page 3, the instructiongages 22, 25, 26, 27 and 28 and the
activity on page 32 are the same: paragraphs agelspaf paragraphs of imperatives, often
with the additional emphasis of italics or boldinghe context however is always and only
that of giving directions about lessons or assigmsjewhere they are both appropriate and
necessary. In a coursework booklet large sectames inevitably given over to such
instructions, as the writers have limited contathwstudents. The effect is of writers who
seem anxious not to leave anything to chance.udgeasts they believe their readers need
strong guidance through even basic instructiongheoextent of saying “Open your Journal.
Write the date and time” (p26). The writers mayrbsponding to their readers’ probable

educational experiences, as suggested in Chapt&$.2

The movement from the more relaxed narrative (diecbng intsomi for example) which

sets the scene and provides background, to theougly authoritative instructions of the
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activities and assignments provides a sharp cdntiasuggests a mental rolling up of the
sleeves for action and the urgent need to follaeséhstep-by-step directions. It suggests that
the writers are negotiating between their needate teither a cooperative or a coercive

position appropriate to different sections of tberse.

3.2.3.2 Questions: the power to ask

Questions may have a dual effect on the receivguestion can be a sign of interest, of
concern and an attempt at closeness, especialtiréct conversation. It can also be a
distancing device if the topic or tone is offensorenvasive. The right and authority to ask,
as well as what one may ask about, is a power @sdewill govern what is asked and how.
A teacher’s question can also compel a learnen tack answering, and in a classroom it thus
expresses the power to order and direct. In doekt a question can similarly compel the
reader to respond. In a relationship construated written text the uneven nature of the
relationship is accentuated by questions, whichtnallsto a greater or lesser extent be
rhetorical. Apart from written answers, readergehno chance to oppose, agree or to have
their opinion valued. Hyland (2000:129) suggelst t

By asking (mainly rhetorical) questions, varyingeithdegree of certainty,
confidently evaluating the assertions of otherspirsg directives, providing
definitions and leading readers to particular imtetations of material, writers
massively intervene in these texts to constituenidelves as experts. ... The
constitution of one participant in the interactesman expert, however, is also a
simultaneous construction of some other particgpastless expert. In selecting
these metadiscourse options to address differeheaces, writers define one of
these audiences as novices, subscribing to theeappeship’ metaphor, which
may also underlie many of the classrooms wherégetkte will be read.

In the Whole Language Booklghe 49 rhetorical questions, like the imperativea® often
grouped in paragraphs, mostly in the context ofvaiets and assignments, and contrast
sharply with the narrative style of other sectio&aragraphs of questions also often follow
paragraphs of imperatives. This seems to creatextan which the writers keep strong
control of the interaction. The questions may beled writing, but this is not clear, for

example:

“Reading - First of allthink about yourreading. When did youead? Did
you onlyread when you first worked with the passage? Did youbgck and
re-read at any time? What did yote-read and why? Did youe-read
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because you didn’'t understand something? Or becsarmething caught your
interest? Or did yote-read because you wanted to check something?” (p15).

Only five questions do not appear as part of tls&ructions for activities or assignments (see
Appendix 10 p127). The first tries to lead readersa conclusion and is rhetorical, another
two introduce a new section. A fourth guides taders in self-assessment and only the last

is an interactive question which might elicit alyep

With regard to both imperatives and questions, i@sd van Leeuwen (1996:147) suggest
that it is essentially thiack of reciprocity between the choices available to each party in an

exchange that causes the power relationship:

In writing, as in unmediated communication gengradhe absence of a writer
causes, from the start, a fundamental lack of recity (you cannot talk back to
the writer), but also because the writer and tleelee are often unequal in a
number of other ways. The reader may be addredisectly, by means of the
second-person pronoyou wWhile the writer hides behind impersonal forms. ...
Imperatives may be used, as modulated processeésgter] of the readeydu
can, you should, you neegtc), while such forms are not used of the writer.

The way writers of theWhole Language Booklaise questions suggests that they do
“massively intervene ... to constitute themselvesggerts,” (Hyland 2000:129) but only
when they are clarifying requirements for reademstten responses. In other contexts they
do not use questions to assert their authorityjmglinstead on other strategies.

3.2.3.3 Stating a rule

| suggested earlier that readers might assumenttiters are experts and that they therefore
have the right to assert, claim and state. Invttmle Language Approach booklet however
there are only ten examples of a scientific, thietson, disengaged, factual style (see
Appendix 6 p120). For example: “This approachatogluage learning and teaching does not
divide language into different parts. It is abtlue links betweerall aspects of language”
(p2). Ten examples show how sparingly generalsralee stated in th&/hole Language
Booklet They seem to be used in contexts where the ramiistify a position or explain an
enthusiasm. The claims they want to put beyondstipre refer to accepted academic
thought, such as defining a whole language apprazrctedefining literature to include oral

literature. Others are claims based on commonesehservation, such as that separating
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subjects in high schools has filtered down intenamy schools. Still others are claims based

on strongly held personal beliefs.

Writers seem reluctant to use this structure atehafithdraw from its authoritative position:
six of the ten claims are hedged by conditionalsdats or personal pronouns, italicised in
the following example (also Appendix 7 p121) “Te@s on, and to build on the strengths of
learners is a good way of working. Emphasising @exkloping strengths builds confidence.
If we focus on what learnersan do...” (p36). It seems they do not wish to present
themselves too obviously as experts and may bengryo keep the egalitarian tone
established by naming practices and the inclussecaiwe.

3.2.4 Being deferential: Modality, conditionals ad giving choices

3.2.4.1 Modality

By expressing different levels of obligation angbegtation, modality and modal verbs create
both politeness and formality and its oppositen English we often give orders, and make
requests and pleas in the form of elaborate ques{{®ould you mind...") which give the
option of refusal” (Fairclough 1989:33). The sbaianventions governing modal verbs
make them important constructors of power relatiggs Modal verbs can indicate whether
the writer considers the reader an equal worthespect and consideration. Kress (1989:26)
points out that modality also marks that which ligeatively known from that which is still
subject to speculation or doubt. They are theesfoway in which writers show that they can
and do distinguish types of knowledge. The wamlsld, might, can, may,suggest different
levels of certainty or uncertainty and mask thegattion of the reader to respond. They may
also suggest that readers have an option or teatther is unsure of the readers’ reaction.

On the other hand the modal verbast andshould suggest the weight of obligation.

Two other aspects of modal verbs may provide irsigio the identities being constructed
for the reader. Firstly, the extent to which maedale used: how formal are the writers trying
to be? Secondly, context may provide insight: wthatthe writers think they should be
formal about? Avoiding modals contributes to aovayus, direct and directing style of
writing, so the study of modals can be added te@@eamination of other verbs, especially
imperatives which are discussed on p42.
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In the Fort Hare materials there is very low usenofial verbs. This suggests that the writers
are constructing for themselves a confident idgrag people who have the right and ability
to direct and instruct others. The mirror-imagéhad identity is therefore constructed for the

readers, as learners who need direction, lack @enéie and perhaps also ability.

Many of the modal verbs in th&hole Language Bookle¢fer to third parties (Appendix 8.1
pl22). This means that of the few modal verbshim text, fewer still (24 in total) are
addressed to the readers (Appendix 8.2 p123). cbhe&exts in which they appear are also
fairly limited. The greatest number of uses (B4pfican andcould to give choices either in
readers’ lesson planning or in their assignmefitsee modalmay is used similarly in another
three contexts. For example “What would happextin your class, if you were to adapt this
activity for you learners? You could tell or rethe rest of the story. Or you could ask your
learners to write theiown versions of how the story might go” (p16). Lesgdsinning and
assignments are therefore the two areas in wheehwtiters are prepared to hand over some
responsibility, but these are not an open invitatio free creativity. Choice is discussed

further on p50.

May also suggests that the writers are withdrawingnfi® potentially accusing statement.
For example, they seem to avoid making assumpabosit the ignorance of their students:
“It may be new to some teachers” (p2). In anothstance they do not want to be associated
with possible failure: “You may realise that them® some things that your learners cannot
yet do” (p36). In another two instancgsould is used to convey a sense of obligation: “We

suggested that you should go to an elderly somebothe community” (p22).

These writers seem not use modality to exprestepelss and formality. As modal verbs are
notoriously difficult for second language speakersnaster, this choice may be a pragmatic
one. It also seems that writers have chosen tidests’ work and the choices they must
make almost exclusively as the sites of modalithe overall effect is of writers happy and

able to take charge and assert themselves ireththing context.
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3.2.4.2 Conditionals

Conditionals also contribute to the modality of tegt. They may signal that the writers are
hesitant or diffident about the topic under discwss As mentioned before, the overall
impression of th&Vhole Language Booklé one of confidence and authoritativeness. Like
modal verbs, conditionals are not much used, arehvthey are they seem to be used a small
range of interpersonal purposes.

The conditional used mostiis (see Appendix 9 p125) which is used in three ncaimexts.
The first and commonest useifig/ou, referring to readers’ assignments and sugge hiaig
the writers cannot rely on them to conduct theaedein the most efficient and effective way
possible. For example: “If you do this during tiadiday, it will save time next term” (p22),
and “If you approach them in an appropriate manyeu, will be able to collect your data”
(p25). Other uses suggest that the writers aresmi if the readers are committed to the
course and the changes it will bring about in theaching: “If you are to understand how
this approach works and if you are to see the valweorking in this way” (p2), and “... you
are more likely to develop a habit for working mstway if you carry out this activity more
than just once” (p32). Others acknowledge readéifficulties: “If you have a very big
class, this could be quite expensive, especiallyabir school does not have copying
facilities” (p27).

A second use of the conditionaliighey, or sometime# the xxx, where the person referred
to is either a learner or a contributor to theomsresearch. In these two contexts the writers
withdraw slightly and acknowledge the likelihood thfings not going entirely to plan.
Finally there isf we, which draws the readers into an ideal future: “& want our children

to grow up into truly whole human beings ...” (p12).

Other conditionalsgeem, probably, maybe, perhaps, possihlare used equally sparingly
(Appendix 9 p125). Two suggest an ideal: “Perh@psould be better to integrate the
different aspectsof learning areas...” (p12) and “Perhaps we neethittk of the school
curriculum in the same way1l{id). The writers seem to use their apparent hesitat draw
readers with them along a desired line of thinking.
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Of the remainder, some conditionals are speculatatements about third parties: “They
[the learners Tillie observed in Australia] seen@dhave picked up the idea that people may
disagree for some good reasons” (p10). Othersestigbat learners should be given some
leeway: “... together think of some probable answierthose questions” (p15). One gives
teacher-learners a hint of independence in anrasggt: “... and perhaps something which
indicates why you chose this person” (p26). Ano#sks them think of a creative solution to
learners’ problems: “Perhaps you can think of wi@ysncourage them to develop the skills,

and give them the understanding they seem to ngad).

Finally, conditionals are used to speculate abloatroles and lifestyle of the readers. Here
the writers know their observations may not appiyadly to all their students, and hedge

their assumptions (referred to in Chapter 2):

You probably have lots of different jobs or rolesptay. Maybe you are a mother, a wife
and a housekeeper, as well as a teacher. Maybalgyounave certain other jobs to do in
your community. ... And often the other ‘unofficigbbs that you do, help you to do
your job as a teacher even better. We sometimes tegular times to do certain things

(p12).

By keeping their use of conditionals and modal sdédthe minimum, the writers maintain a
confident authoritative tone. Although this seeatsvariance with the writers’ apparent
desire to present themselves through pronouns amdng as informal and approachable,
they present themselves as people who know what dhe talking about and who do not
really expect to be questioned. It seems that Hese chosen these linguistic items rather
than referencing and academic allusions (refewexzhtp51 below) to establish themselves as
experts. This choice may have been suggestedehikaiihood that their students would not
understand (and therefore might be oblivious of) shbtleties of establishing credentials in
ways usual in the academic community. Also, esthinlg their “right to speak” through
linguistic items rather than other strategies mdaas they permeate the fabric of the text
with their confident voices and presence. At thme time they construct identities for the
readers as students who need this kind of guidandecontrol. They are students who will

respond well to firm authoritative directions, nded options and no uncertainty.
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3.2.4.3 Giving a choice

Most of the directions in the course are voiceditpety and firmly, using the strings of
imperatives discussed above. Where choices amredffthey are between two clearly

worked out options and are given near the endeobtioklet. For example:

Then you need to make decisions about how mucheoftory you will give
your learners. The idea is to give them a small phathe story, so that they
have tothink about what might follow. You want to give thensfenough so
that they will have questions burning in their nind Each story will be
different. You may be able to use the first twogg@aphs, or you may need to
use the first three. Bybu will have to decide (p27).

However these are not real choices: they are v@amgbn a course determined by the writers,
and shaped by them to restrict readers’ responghese limitations might be a response to
four factors. Firstly, there is the problem of essng non-equivalent assignments, if
assessment is involved. Secondly, there is thélgmo that if exercises are not clearly
shaped, the value of repetition may be lost. Thiers make it clear that they value
repetition: “You are more likely to develop a hatait working in this way if you carry out
the activity more than just once. Then it will inere likely to become part of your approach
to language work in the classroom” (p32). Thirdhgre is the problem that readers may not
have enough time to experiment and rework lessdfieally, without this support readers
might not produce a viable lesson. Clear strucéin@uld ensure success, and make readers
more likely to change to this teaching approach.

Limiting choices in this way creates a problemtsfawn, however. Lewis and Spencer in
Rowntree (1992:61) suggest that one of the keyfeatof open learning is “a commitment
to helping the learner to acquire independence aumdnomy.” The social psychologist
Vygotsky suggested that teaching should help thenér to move on a continuum from the
familiar to the unfamiliar, and this principle isidely adopted. A choice between two
carefully worked out options may restrict readerthe realm of the familiar. Their ability to

operate as independent creative educators mayatdtiynbe limited, and they may believe
that it is not possible or appropriate for themcteate variations of their own. Hyland
(2000:105) suggests that for many students texkddalso provide a model of literacy

practices, how the discipline states what it kndwHl. may be counter-productive to limit

these literacy practices too much.
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It is important to mention that in the introducticeaders are given a significasanceptual
choice: “we are going to look at a way of teachiagguage which fits in with Outcomes
Based Education (OBE)” (p2). The text box addshéfe are different approaches to
teaching and learning. Many colleges of educatemd to teach just one’lbid.). The
implication that readers can reject this approa@y me lost in the assertive style of the

whole booklet, but the suggestion is still therat tihe readers can choose.

3.2.5 Writers as academics

3.2.5.1 Intertextual references

The notion that all texts are embedded in othetstard refer subtly to them is explained by
Fairclough (1989:152):

Discourses and the texts which occur within thewehastories, they belong to
historical series, and the interpretation of irgetial context is a matter of
deciding which series a text belongs to, and tleeeefvhat can be taken as
common ground for participants presupposed

In academic writing intertextuality takes a par@uform: reference and citation. Hyland
(2000:22) emphasises that “new work had to be edmdxdn a community-generated
literature to demonstrate its relevance and impedd Hyland (2000:37) comments that
qguoting and citation “helps to demonstrate acconatiod to this community of knowledge

... [and] establish a common perspective on theliiliaof the claims one reportsiiid.).

Intertextual referencing in the form of quotati@therefore an indicator of how the writers
construct themselves as experts and academicghelWhole Language Booklewriters
seem to avoid quotations and academic referencimyentions except where absolutely
necessary. The booklet opens with a conventiomaflgrenced quotation from “(Chadwick,
NK 1939:77 quoted in Finnegan 1970: 15-16)" (pRxtifying the use of oral literature for
the purpose of teaching. There is also an exterrgiading passage at the end of the booklet
which explains the Whole Language Approach. Thesfgp to blend other quotations into

narratives, for example:
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We remember talking to Hugh Hawes a few years afge. was at a special
workshop in Cape Town on the Child-to-Child appto&as health education.
Lots of different people were there. There werepte from Early Childhood

[ECD]. There were people from Health Departmenisere were doctors and
teachers, community workers and people from youtamisations. Hugh

Hawes said that a good question to ask about amaBr Curriculum is, ‘Does

it nourish the child’s growing mind?’ (p12).

The accompanying text box explains “Hugh Haweseadl Wnown for his book ‘Curriculum
and Reality in African Primary Schools’ (1979bifl). The writers could have quoted and
referenced this according to academic conventiont t#hey chose to embed it in
circumstantial detail like the beginning of a stoyet including a title for any academic
readers who wish to check the details. The seexadnple of this strategy appears in the
final summary. As a strong conclusion they writdargaret Spencer (Emeritus Professor,
University of London) always says, ‘Tell the chidrthat they’ravonderful and they’ll be
even more wonderful’” (p36). There is no referenand it has been presented in a
deliberately un-academic way. The phrabgays sayswith an exclamation mark, suggests

an anecdote: “Aunt Mabel always says ...!"

This suggests that while writers are reluctant emstruct themselves too obviously as
omniscient academics, they do use the conventibegation at key moments where it has

the usual effect of establishing them as experts.

3.2.5.2 Other references

As well as conventionally and unconventionally prged quotations, the writers of the
Whole Language Bookleefer to several situations in ways which sugdbstr status as

knowledgeable and influential people (Appendix 1I29). For example they assert that
“Many colleges of education tend to teach just fpeaching approach]” (p2) suggesting that
the writers are more knowledgeable than other eodesigners. “Our global village” (p2)

claims the international community as their ownheTaccount of Tillie’s visit to Australia

establishes her as an international conference igodre same way that talking to Hugh
Hawes establishes the other writers’ importanca kommunity of “doctors and teachers,
community workers and people from youth organizegio(p12) and others. (They make
Hugh Hawes’ importance clear by mentioning the bbekwrote). Then there is the cachet
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of getting Steve Tshwete to give a version of aystolhese references establish the writers
as people of influence in the political and soai@nas as well as the educational one.

3.2.6 Narrative Structure

As well as using quotations and referencing spéringriters of the Whole Language
Bookletavoid where possible the abstract proposal andtecargument structure common
to academic texts. Instead they favour a simpleatige, and the booklet is made up of a

series of such narratives:

“Unit 2 — Moving towards an integrated Curriculum” starts: “When Tillie was in South
Australia in September 1998, she ...” (p 10). Theaiwe about meeting and talking to

Hugh Hawes quoted above belongs to this unit.

“Unit 3 — Experiencing a Whole Language Approach”starts: “In this unit we are going to
start by giving you something to do...” (p14). Adtyw4 starts “When Tillie was trying to
recover the story behind an idiom, she heard Sieshsvete telling this version of the story”
(Ibid). The unit includes the two-page account of @ilpproaching different people for their
versions of the intsomi. A third narrative stressiee importance of using many different
sources: “When Viv was doing some research abougustories in classrooms, she was
studying with someone from Tanzania, Anise Waljegp22).

“Unit 4 — Introducing a Literature-based Whole Language Approach in a Primary
Classroom” starts: “In Activity 5, we asked you to collectveeal versions of an intsomi, a
traditional tale, or story behind a saying or idiom this Unit of this Umthamo, we are going
to ask you to think oénother saying or idiom...” (p25). This unit has less nav&iin it,
and is mainly instructions on how to proceed whk fctivity. It does include a warning

framed as a narrative:

We have found in our work with teachers, that #ythare asked to try out a
particular task or activity with their learners,itguoften they do it just that one
time. When we were trialling the Key Activity irhdé first mathematics
umthamo, we explained to the Principal of a farmost what we were doing
with the learners... (p32).
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If part of the purpose of such a course is to ihdeaders into academic discourse, however,
the writers will be doing them a disservice. Hylf2000:105) maintains that textbooks “for
many students, also provide a model of literacytras, how the discipline states what it
knows.” A course made up of a series of storieg lmek the readers in this particular genre,
and not increase their familiarity with academigtivg. There are two counter-arguments to
this position. The first counter-argument is ttieg Whole Language Bookles Booklet 9
and begins a continuum of increasingly complex aoad texts. Booklet 33 contains seven
lengthier quotations (up to three A4 pages) froneifer Graham, Chambers, Meek,
Walkerdine, Bloch, and Cairney. Booklet 41 corgaime article “A Vygotskian approach to
evaluation in foreign language learning contextg’Mattos. The second counter-argument
is that the course is training practitioners, noademics. It is skills-based rather than
knowledge-based: there is little new informationt & lot of consolidation and repetition. Its

prime aim therefore seems to be producing skilledtitioners rather than future academics.

3.3 Conclusion

The writers seem to construct for themselves antiigewhich covers two aspects of their
relationship with the readers: that of teacher-anad, which | detail in 3.3.1 below, and that
of friend, mentor and guide (3.3.2). These in twwnstruct a particular kinds of identities for
the readers.

3.3.1 Writers’ identity as academics

Thesen (1994:4) refers to how writers “make theweselisible in academic writing. The
distinction between personal and impersonal sty#esns to flow logically from this focus.”
The writers of thaNVhole Language Booklseem to have chosen to establish their expertise
in a personal style without conventional referegcand formal academic language. It
would be naive to suggest that there is no powerdnce or that a hierarchy does not exist
in this teacher-learner situation. For this reasoiters still have to assert the “right to
speak” to their student readership and have indudérences and citations, but embedded
in narrative. They have also included personahitietvhich show that they are part of a
national and international community of high-rarkieducational professionals. However
they seem reluctant to be too assertive of thek end power in this role. On a subtle level

this creates an identity for their readers as resvia the academic community, but novices
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not very far from the status of the writers. Thaders are not reluctant to assert their expert
stance when teaching or giving directions for aim#ég however. In these contexts,
imperatives and rhetorical questions drive theratigon and establish the writers as
confident, assertive and capable teachers. Thesettion of modesty and assertiveness
suggests that the writers’ authoritativeness maynstrom an understanding of readers’
difficulties and be an attempt to give clear sup@ord guidance in contexts where readers

need it.

3.3.2 Writers’ identity as friends and mentors

Writers of theWhole Language Booklseem reluctant to sound distant and academics Thi
appears in the text in a persowe¢ — you relationship, using narrative, imperatives and
guestions. There is an egalitarian down-playinthefstatus differences between them which
suggests their wish to reassure their readerstaanthke learning a cooperative rather than a
coercive venture between them. They may have tdksnposition to counter readers’
historical distrust of book learning, of expertd, universities and perhaps of tutors.
However, this means that while imperatives and tjues avoid formality these structures
may also appear bossy and directive. Secondlygbeyn to favour narrative structures on a
number of levels. This makes the text accessiiideraassuring, and once again suggests that
readers are non-academic, needing careful supportgaidance through simplified texts

presented in a familiar structure.

Writers’ withdrawal from overtly authoritarian outhoritative roles can be understood in
terms of the egalitarian principles of utilitariam. It may also stem from their reluctance to
present themselves in a way which aligns too cjosath the authoritarianism of apartheid
South Africa. In asserting writer-reader equdiitguistically, they seem to claim a new and
democratic voice for themselves, more suited tophsition of educators in post-apartheid
South Africa. There is a complex intersectionaés as writers apparently desire to present
themselves through pronouns and naming as infoamélapproachable, but use imperatives
to claim the position of writers who know what thene talking about and whose instructions

carry authority.
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Chapter Four: Constructing the relationship

In this chapter | suggest a more subtle constraatioidentities by focusing on the extent to
which writers feel obliged to be polite, considerat deferential to their readers, using the
work of Scollon and Scollon (1995) on “politenessThis analysis focuses on the writer-

reader relationship, adding a third dimension aalegs’ identities.

4.1 Introduction

In the account which follows | first look at theiter-reader relationship in distance courses
and then explain politeness strategies. | suggasbns for my choice of the strategies | will

be focusing on, and proceed with the analysis.
4.1.1 Writer-reader relationships in distance courss

One of the key philosophies of open education wfiitdrs through into distance education,
is that it is learner-centered. Rowntree (1992R8f)gests that: “Open learning — more than
other kinds of learning — is supposed to be leaceatered.” He later makes this explicit by

remarking:

Unlike the author of a textbook, the package writannot usually assume
there'll be a teacher hovering in the vicinity,ding the learners about which
sections to work on, giving help with the difficllits and checking on how
well they are learning. Therefore, the packagetrdosthe teaching itself. ...
The package contains a teacher in a state of sdegesnimation. Once the
learner opens the package, that teacher is ingtahttheir service. Here are
some things that learners have told me they exXfadt: 125)

An implication of learner-centered education ist haeadjusts traditional classroom-based
relationships, and this is more so in materialdghesl for self-study. Rowntree (1992:43)
observes that “Even if access is unimpeded, opamileg materials can alienate some
learners if they think the writers regard themrdsrior or invisible.” Here is a crucial issue
for writers of self-study materials: they cannaswase a lowly status for their readers. Such
readers may be older and perhaps qualified alreadye usefully viewed asonsumersthan
receivers of the course. Writers may need to appeae respectful, considerate and caring

and to use strategies which communicate this to teaders. The writers of thé&/hole
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Language Bookleseem to have a relationship with this kind of gdolofessional distance

audience in mind.

4.1.2 Politeness: the concept and its history

It is an obvious feature of social interaction that are likely to be considerate of those we
esteem, making efforts to protect their feelingd aending signals of our good-will towards
them. Where we do not esteem the receiver of oessage, we may be much less
scrupulous. The efforts we make in this regarceappo be statements about others, but they
also declare our own position. Chick (1985:312ad3 of “balancing the desire to maintain

face oneself against the need to preserve theofamhers.”

Politeness as a principle of communication is fiesiplored by Goffman (in Hudson
1980:115) who refers to “face-work.” Brown and ireson (in Hudson 1980:115) focus on
the efforts made by senders to “save the facetoéivers, using the term “face strategies” as
well as “politeness” to refer to their strategidBrown and Levinson (in Hudson 1980:115)
also acknowledge Grice’s work on the “cooperativangiple” of communication, which
describes the efforts both receivers and sendeke ntaunderstand and to be understood.
For senders this means that “all adults at leastasrare of the need for speakers to make
concessions to those whom they address” (Hudsof:198). We know these concessions
as “politeness,” a notion summsed by Holmes (1992:296).

Generally speaking politeness involves taking antad the feeling of others.
A polite person makes others feel comfortable. nBelinguistically polite
involves speaking to people appropriately in lightheir relationship to you.

Focusing on the efforts made by senders, BrownLawthson (in Hudson 1980:115) suggest
that they make a crucial decision on whether tolamse the social closeness or the social
distance of the relationship. They name theseoogti‘positive politeness strategies” and
“negative politeness strategies.” In Westernisedventions, positive politeness strategies
emphasise social closeness, shared attitudes dudsyaolidarity and equality and may
display “informal” naming and lexical choices. dédgive politeness strategies emphasise
social distance and hierarchy by paying people egspbeing deferential and avoiding
intrusiveness. Lexical and naming choices may beenformal. These can be represented

diagrammatically as conceptual clusters:
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Conceptual clusters of positive and negative politess strategies:

. I
POSITIVE sho Ilg a Strong
ell't POLITENESS
Ivem STRATEGIES 4
jnvo oL gy
3"11%1
chOIcQs.

NEGATIVE
POLITENESS
STRATEGIES

Scollon and Scollon (1995) develop the ideas ofmBr@and Levinson, talking of politeness
rather than face and referring to positive poligmnstrategies as involvement strategies and
negative politeness strategies as independendegéas For this study | use the terminology
of Scollon and Scollon (1995): politeness, involegmand independence, although quotes

may refer to politeness and face interchangeably.

Cultural, socio-economic or generational differenbetween senders and receivers may add
complex nuances to the perceived politeness okenagge, and research shows that notions

of politeness are highly culturally specific (Holn&992). It also appears that a group may
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choose either independence or involvement strageggethe “default” form which signals
politeness most appropriately. Using the exampM/estern and Eastern societies, Holmes
(1992:303) maintains that

Norms of Western address usage have changed awer tth place more
emphasis on solidarity and less on status. Bstithnot the case universally.
In many Eastern and Asian societies, the emphasisains on status
differences. Being polite involves using languagach recogrses relative

status very explicitly.

The constant negotiation of position can lead tosaterable linguistic complexity. Research
shows that in expressing politeness, senders niageidtic choices which interact in a
complex way. It is important to note for examphat involvement and independence
strategies can be scattered through a text, or ic&aln the same phrase and create balance
within the smaller unit. The same linguistic itecan be used to express apparently

contradictory functions. Holmes (1992:321) sumsesithis phenomenon by saying:

Many linguistic forms have complex functions. ...Thane used differently in
different contexts. They mean different thingsaxding to their pronunciation,
their position in the utterance, what kind of sgetey are modifying, and who
is using them to whom in what context.

Writers of textbooks, unlike speakers in an oralhexge, have no opportunity of adjusting
strategies as the communication progresses. Thest make early decisions about their
audience, such as those recounted in Chapter Z;aandthem through the whole work. In a

textbook, too many involvement strategies woulddpice the “nanny writer,” who states the

obvious and risks appearing patronising or int@xfer Too many independence strategies
would produce distant, formal communication whichyngive a distance learner too little

support. Politeness strategies therefore suggastrsv view of what a desirable relationship

with their readers might be. Scollon and Scollb®95:49) assert:

There is no non-hierarchical communication. Tki®écause any difference in
sense of hierarchy gives rise to difficulties iheséng face strategies, and any
miscalculation in face strategies gives rise tdirfige of power differences. ...
The characteristics of the communication of facdeni& inevitable that power
(that is, hierarchy) is interrelated to politenkssls.

As theWhole Language Bookletriters meet their readers at “face-to-face” swssiwriters’
actual relationship may also affect their “virtuailationship with readers. Politeness
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strategies are indicators of whether the writersaders the reader an equal worthy of respect
and consideration. This aspect of politenessagdbus of this chapter.

4.1.3 Strategies for establishing and maintaininggditeness

Politeness strategies manifest themselves in egrchange. What we call “politeness”
means creating and holding a delicate balance leetsleowing concern and interest, through
“involvement” and respect for the other’s freedamratt and speak, through “independence.”
Scollon and Scollon (1995:36) explain this as folo

On the one hand, in human interactions we haveed te be involved with
other participants and to show them our involveme@n the other hand, we
need to maintain some degree of independence ftber participants and to
show them that we respect their independence. €eTtwes sides of face,
involvement and independence, produce an inherguattgdoxical situation in
all communication, in thatboth aspects of face must be projected
simultaneously in any communication.

Involvement is any indication that the writer assea close connection to the reader.
Although Scollon and Scollon’s (1995:40) work is spoken exchanges, the following
strategies apply to th&/hole Language Booklet

» Using the hearer’s language or dialect

» Claiming in-group membership or common point ofwie

* [Exaggerated interest in the reader

* Indicating that you know the (reader’s) wants aredtaking them into account
» Asserting or assuming reciprocity.

To this list | add two strategies not itemised lopl®n and Scollonbolding and italics, and

narrative structures. | suggest my reasons for including these on p66.

Independence strategies emphasise the individualibyhers. Scollon and Scollon (1995:41)
suggest six strategies which can apply to writeettst and of those, these three do not appear

in theWhole Language Booklet

» Dissociate speaker and hearer from the discourse
» State a general rule
» Give the reader the option not to do something.
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| therefore discuss the following under indepenéestcategies:

» Using family names and titles seems to be used ads bn involvement and an
independence strategy

» Apologise

* Minimise threat.

4.2 The analysis

In the analysis that follows | examine first the wd involvement strategies, and then turn to
independence strategies, starting with a summatiyeothree strategies not used. | then look
at the use of family names or titles before prosegavith an analysis of the independence

strategies that are used.

4.2.1 Involvement strategies

It seems that the Fort Hare Distance materials reffkets to be considerate of and respectful
to their readers. As discussed below, they userdiseivers’ language, claim in-group
membership, show an exaggerated interest in tlueretake the readers’ wants into account,

and use narrative structures, bolding and itabgsrbmote involvement.

4.2.1.1 Using the receivers’ language

A very noticeable feature of th&hole Language Booklét the use of Xhosa (Appendix 1
pl14). This operates as an involvement stratagygesting that the writers, who are not all
Xhosa home language speakers, have made a sp#oral eAlthough no conventions of
academic or distance course writing suggest thaersrshouldhot use other languages, in a
course and an education system in which Englishhadingua franca merging unglossed
Xhosa words seamlessly into a text seems suggdstghdevel of deference on the part of

writers.

This impression of deference is increased by tleeafisand the collection of iintsomi. The
writers have taken trouble to find, and find oubuat) these traditional tales and the sayings
they illustrate. The process of collecting anants (p16 —18 and 25) is time-consuming.
Writers also emphasise the value of iintsomi bymafig to “the rich idioms in isiXhosa”

(p16). This respect extends to the people whattelin: they urge readers to “visit some of
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the elderly, wise people” (p25). They suggest @alted association for good story-tellers:
“who, like Steve Tshwete, enjoys and knows manyiestd (Ibid) and are emphatic about the

importance of a humble and respectful approachi¢h people:

After the customary exchange of greetings, ask peason if they know any
stories behind your idiom or saying. Just as yewewadvised in the umthamo,
Learning in the Worldyou will have to approach this person in the propay.
You are the one who needs the information. Thisgre may well have the
knowledge you need. If you approach them in am@pate manner, you will
be able to collect your data...successfully (p25).

The involvement strategy of using the readers’ lagg thus embraces the community of
Xhosa speakers. By urging readers to adopt a cHapdraditional approach to older

community members, the writers suggest that they hlae same respect for the community
and the language. They are also sensitive to sskke the reluctance older rural people

might have to being tape-recorded:

Ask your informant (the person who is sharing th@iowledge) if they mind if
you tape-record the story (or stories) that thélyyieu. Explain that you are
collecting this story to use with your learners ddanguage lesson” (p25).

When your informant has told her / his story (@rigts), it is a good idea to play
back the tape-recording for her / him to hear wjmat have recorded. This is
not only polite, it is also the correct thing to.ddf we want to involve our
communities more in the education of the youngs éssential that the people
in our communities trust ustdid.).

As a final confirmation of their respect for Xhoghe writers present the full text of the
intsomi in both Xhosa and English, suggesting anakgtatus for the languages. This
suggests involvement through asserting the eqatlssof the readers’ language.

4.2.1.2 Claiming in-group membership, or claiming ommon point of view

Chapter 2, p41 explored the way in which the usthefpronourwe created an identity for
the readers by suggesting writers and readers gpatothe same group. This also suggests
solidarity and involvement. It seems useful to makese additional comments about the

contexts for which these assertions of common idestwere made.

The first use ofwe unites writers and readers as participants inFibwe Hare course, both
teachers and students: “In this umthamo, we areggdd look at ways of teaching
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language...” (p2). This establishes the friendlemions of the writers at the beginning of
the booklet, and focuses on their common memberdtapgroup embarking on the teaching-
learning process. They do not return to this Useein the rest of the text, suggesting the

strategy is discarded.

Three other uses afie unite writers and reader as South Africans, pert&ush African
teachers, possibly Eastern Cape educators, asroedceducators (perhaps also concerned
parents, responsible family and community membens), as teachers. For example, “If we
want to involve our communities more in the edwratf the young ...” (p12). This identity

is constructed as part of exhortations. It sedmas the writers wish readers to share their
attitude and are therefore suggesting a common @t purpose between writers and
readers. In fact, the readers are not yet mentfettse group of concerned South African
educators who think this way, but may become sa @sult of this course. The writers may
be trying to change readers’ allegiance as paheprocess of studying this course. It seems
that where desirable change (in the writers’ eyest stake the writers make their appeal

stronger by asserting common group membership.

Only two group identities suggested ke are based on a real sharing of experiences.
Firstly, the group of working professionals: “Wensetimes have regular times to do certain
things. But we don't have a rigid timetable foetfjobs that we do in daily life” (p12).
Secondly, as people accustomed to telling stoti&ten we tell a story orally, the people

who are listening influence the way the story Idt¢p22).

Earlier (p59) | mentioned that involvement and ipeledence strategies can be combined in
the same phrase and create balance within theesmait. An example of this occurs with
the use ofve. In 11 of the 14 usewje is combined with conditionals, disguised condi#lsn
(when meaningf) or hedging (Appendix 9 p125). In each of them&es, the conditional acts
as an independence strategy, balancing the invamemstrategy ofve and producing the

balance of strategies suggested by Scollon andoBodl995).

4.2.1.3. Showing an exaggerated interest in the reéer

The established conventions of textbook and acadewiting dictate disinterested

impersonality and detachment (see Chapter 1 pd)a textbook therefore almost any interest
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the writer shows in the reader could be constrieéxaggerated. In th&hole Language

Bookletthis passage occurs:

Now think of yourself. You probably have lots afferent jobs or roles to play.
Maybe you are a mother, a wife, and a housekee=envell as a teacher.
Maybe you also have certain other jobs that youndgour community. You

aren’t four or five different people. And oftenetlother ‘unofficial’ jobs that

you do, help you to do your job as a teacher eetteb(pl12).

As part of an analogy about integrated timetalagers are showing their understanding of
readers’ lives, especially demands on the time udybteachers. They could have used
another illustration, but chose this vehicle towghbeir interest, concern and approval. By
declaring that “often the other ‘unofficial’ job&dt you do, help you to do your job as a
teacher even better” they seem to withdraw any icapbn that they are accusing their
readers of “moonlighting”.

This exemplifies the way in which relevance, onating schemata, signal writers’ interest
in readers. Relevance means creating a strongé&bhkeen material and the students’ likely
life experiences and is a strong feature ofWheole Language BooklefThe passage quoted
above makes such a link, as do the Xhosa wordghendact that the readers are asked to

research and use the traditional tales of their cemmunities.

Much of the relevance created by the writers setambe a result of their professional

concern for the readers. Creating relevance iacaepted teaching device, making the link
between the material and learners’ lives which timgght not otherwise be able to make for
themselves. Used in this way relevance suggestb@nkind of concern for the readers, that
is their needs as students. As such it overlapthanstrategy of involvement: showing that

you understand the readers’ needs and are takemg itito account.

4.2.1.4 Indicating that you know and take the readés wants into account

Writers show their awareness of readers’ needdiieet aspects of the readers’ lives: as

students, as working professionals, and as teasharsder-resourced schools.

Firstly, the writers seem very aware of readergdseas students. Kress (1989:26) suggests

that features such as simplified lexis and syntasge print and shorter sentence length
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derive from writer's perceptions that their readease a limited attention span and a limited
ability to concentrate on extended texts. In\ffieole Language Bookleiriters lay out the
work as clearly as possible. They use boldindiciting and boxes to subdivide work into
smaller units (Appendix 13 p130). Paragraphs hogtsas are many sentences. Important
words are emphasised with bolding and italics (&&€also). The font is 24-point Arial. All
this suggests that the writers understand thettarsaproblems and have sympathy for them.

In addition, the clear structure of assignmentsdiey materials, the bulleted directions,
explanations and glossing all signal that the resadeed a lot of support to help them find
their way through the work. For example, instroies often look ahead and warn the readers

of what to expect:

At the face-to-face sessiavhere this umthamo is monitored you will have
to report on your experiences carrying out part the Key Activity. So you
will need to make sure that you have completedvitgti7 beforethat face-to-
face session (p3).

At the face-to-face session where this umthamo ditared, you will be
expected to share this experience with your felloweaders Take along
some of the stories that your learners write, dsagethe beginning of the story
that you told. It is a good idea to store somgair learners’ stories in your
Concertina File. You may want to include some aniryPortfolio at the end of
the year to show what you have been doing in ydasscoom with your
learners (p29).

Secondly, writers show awareness that readers arieng professionals with little time for

study:
If you do this during the holiday, it will save tamext term (p22).

This will take a long time. But sometimes research takes time. Be thorough.

Don't forget to include your informant’s name, aswme biographical details of

that person. Remember this is a degree coursare 8tis in your Concertina

File (p26).
Writers seem aware of the difficult situations imigh many of these teachers work, the
demoralising lack of support from the Education &#ment, and the calls on their time and

energy discussed in Chapter 1 p7.
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Thirdly, writers show awareness of the needs af tleaders by acknowledging the probable
poverty of the readers’ school environments. Ba@n&le, readers are provided with tape-
recorders: “At the last face-to-face session, wewe given a tape recorder...” (p22). They
also recognise that readers may be teaching inruedeurced schools and that some

decisions about lessons are financial ones:

You will also have to decide whether you write ti®ry beginning on the
chalkboard, or whether you make copies so that yeamers can share one
copy between two learners. If you have a veryddasgs, this could be quite
expensive, especially if your school does not ragying facilities (p27).

4.2.1.5 Narrative structures and passages

| would like to suggest that the narrative passagésred to in Chapter 3 operate as an
involvement strategy in the context of academidingi which favours detached scientific,
rational structures. Narrative passages occurtfimes in the booklet, covering five and a
half pages and recreating a reassuringly oral exgdaNarrative slows down the pace of the
insistent imperatives mentioned in Chapter 3, apelns to be used for three purposes:
Firstly it provides a relaxed, easily followed wmductory explanation for material and
activities. Details give the account warmth arftbenan face. Secondly it is used to explain
the principle behind instructions. For example, itea that finding a version of an intsomi is
a joint effort starts: “When Viv was doing someaach about using stories in classrooms,
she was studying with someone from Tanzania, AWsdee. ...” (p22). Thirdly, narrative
suggests the process readers should follow. Fampbe, in the account of Tillie collecting
intsomi, Tillie is a model for readers, and hercasses and failures will apply equally to
them. The writers may also be modelling a Jouenaly, one of the activities of this booklet:

Since | was not sure of what actually happenedgkéd my sister-in-law, Lulu

Maholwana, about the story. This is what she tokl.. Then we thought of
Mr Caga, who had been a teacher of isiXhosa, armis/imow an inspector of
schools. When we asked him about the story, h&ottuemember the story,

although his age fits the era when we read theg stoour Xhosa readers in the
lower primary classes (pl6).

Placed as they are, between sections of instrig;teomd used as they are instead of the more
formal scientific explanations, the effect of thasarative passages is to suggest writers’

friendliness and goodwill. They emerge as menidrs will provide context and support.
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4.2.1.6 Bolding and italics to create “orality”

Bolding and italics are used lavishly in tidéhole Language Bookleand few pages do not
contain one or the other. The writers have choeeuse italics instead of inverted commas
for quotations, Xhosa words or phrases and emphaditen italics and bolding are used

together, imparting urgency and insistence to uasions, for example:

Don’t write down questions as if you are testing your owading (for
example How many people were traveling? What transpontevtbey usingy
(What were you doing at this stage? Youtareking andwriting in response
to what you haveead)” (p14-15).

Written text emphasised in this way has the effé@n oral exchange, seeming especially to
capture the didactic speech patterns of the prirsalnpol teacher, who will enunciate clearly
and repeat what is important in the lesson. Fampte, the theme of the umthamo is
integrating reading, thinking, writing, speakingddrstening. These concepts are bolded in
their first mention (p10), and throughout the bdb&reafter in thirteen separate paragraphs.
This seems to be the written equivalent of the atiplmepetitive chant of the primary school
classroom. A reader unfamiliar with its originsgmi find it patronising, but to these readers,
primary school teachers themselves, it may havebdrefit of familiarity. In that case it
seems to be an expression of the writers’ desirenter their readers’ world and express

solidarity with them.

Other single words are bolded or italicised or boithe following examples, selected from

only two pages, show how lavishly this device isdig the rest of the book:

The ideas and activities in this umthamo combimeghale languageapproach
with aliterature-based approach to language teaching and learning (p2).

At the face-to-face sessiowhere this umthamo is introduced you will
experience a “whole language” approach yourself. (p2

For theKey Activity in this umthamo, we are going to ask you to try au
“whole language” approach with your class (p3).

At the face-to-face sessiamhere this umthamo is monitored you will have
to report on your experiences carrying out Parf theKey Activity. So you
will need to make sure that you have completesvigty beforethat face-face
session. (p3).
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| believe that bolding and italics used in this veantributes to involvement by inserting the

writers very directly into the text, and creatinglassroom experience through print. They
are a constant presence as one reads, urging seadeotice and remember essential words
and concepts. It imparts some of the rhythm okepdanguage and communicates writers’

urgency and insistence, for example:

Then,together, they were able to piece together and remembesttres they
had heard when they were young (p22).

The most important thing that we can say is that grdy need the beginning
of the story (p26).

Tell them to work in pairs, andrite downvery quickly all the questions they
can think of... (p27).

We will ask you to think about, and write down, wisthesame, and what is
different (p32).

The writers’ use of so many pointers to what isam@nt suggests an identity for the readers
as students who need a lot of guidance and maggi&rwvith texts however simply they are
written. The writers seem to envisage the diffiesl readers may have, and use this as an

involvement strategy in an attempt to encourageggting readers.

4.2.1.7 Reciprocity

Cook (1989:60) remarks that

Discourse is reciprocal if there is at least a piié for interaction, when the
sender can monitor reception and adjust to it +mput it another way, where
the receiver can influence the development of whkataid. ... If we assign
positions to particular instances of discourse wvd firstly that there are many
intermediate cases, and secondly that absolutetyrecprocal discourse is
unlikely. Even writers working in solitude try form some idea of the receiver
of their work and adjust to it - the meaningfulnegswhat they say can be
viewed as a measure of the success of that prediatid adjustment.

A textbook would be on the non-reciprocal end @& dontinuum, as interactional control is
all in the hands of the writers. In tWhole Language Booklghere is a degree more
responsiveness available to the writers, as they llae option of revising and adjusting
material, as mentioned in Chapter 1 (p2). Recipras also created when writers suggest

that the readers should share their own interekkaowledge of traditional tales:
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Do you know any other or different versions of tetery? If you do, please
write out the version you know. You can write #nXhosa or English (or even
both!). We would really like to collect some othersions” (p21).

This seems to elevate the status of the readersoramily to that of the writers at the same
time as drawing them closer as colleagues and searehers, inviting them to respond as
equals. Although it is the only example of recgtp in theWhole Language Bookldtis a
powerful one. Its obvious sincerity and its infanemphasis (We wouldkally like to...)
give it impact. Also, as reciprocity is an unusigature of textbooks, this effort made by the

writers increases its significance.

4.2.2 Independence strategies

Having examined the involvement strategies usedhleywriters of thewhole Language
Booklet | turn to independence strategies to assessdlamde between them. Before that,
however, | look first at three independence stiagegot used at all by the writers of the

Whole Language Booklet

4.2.2.1 Independence strategies not used:

Dissociate speaker and hearer from the discourseThe persistent use ofe andyou (see
pp25 & 41) makes both writers and readers verygmiem the text. When added to the
anecdotal interludes, conversational openings ardative structures, the effect is to pull
writers and readers into the text, todissociate them from it.

State a general rule:The writers seem to avoid the formal, scientiflisengaged, factual
conventions into which “stating a general rule” \bfit. The only examples are discussed

in Chapter 3 as part of writers’ construction cditrown identities.

Give the reader the option not to do something:Directions for activities and assignments
are given positively and firmly, using strings ofperatives which preclude choice. Choices
in activities are between two clearly worked ouemdatives, and are not true options for the
reader not to do something, as discussed on p50.
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4.2.2.2 Independence and involvement: The use ohfdy names and titles

The writers of thaVhole Language Booklesse a number of alternative naming conventions.
The exclusive use of first names would suggestgatitarian attitude to readers and subjects;
the exclusive use of surnames would suggest grea&tmce and formality. In thé/hole
Language Bookletthe writers use both, suggesting a hierarchytatiis expressed through
naming conventions. It is not a hierarchy whicHets thesocial status of the subject,
however, as former Minister for Sport the late 8t&ghwete, author Hugh Hawes and sister-
in-law Lulu Maholwana receive the same naming cativaes. The real people named in the

Whole Language Booklate:

» Tillie — co-author

* Alan - co-author

» John Barlett — colleague (?) unidentified.

* Hugh Hawes — academic, named in connection withoak bhe has written and a
conference he attended.

* Lulu Maholwana -Tillie’s sister-in-law

* Mr Caga — inspector of schools

* Miss Kolisa Ngodwane — retired Maths and Scieneelter (referred to afterwards as
Kolisa)

* Mr Hintsa Siwisa — attorney (referred to afterwaaddMr Siwisa)

* Minister of Sport, Steve Tshwete (referred to afsads as Steve Tshwete)

* Viv — co-author

* Anise Waljee — fellow researcher (with Viv)

* Margaret Spencer (Emeritus Professor, Universityarfdon)

Of the twelve, the three who are named by theirrfame and title are those who are least
intimately involved with the writers of the bookndh whose names are not in the public
domain like those of the late Steve Tshwete andgkfat Spencer. They are not friends,
relatives, current colleagues, or co-researcherd,the writers recognise this with a more
respectful, formal appellation. Nevertheless, whith exception of Mr Caga, their first names
are mentioned at least once. In the case of M@ds& Ngodwane, the surname and title are
dropped, but in the case of Mr Hintsa Siwisa theyratained. The hierarchy seems therefore
to be a hierarchy of involvement with the coursk.also seems possible that increased
formality reflects the extent to which the writdegl they have imposed on the time of these
people. It may also reflect the actual relatiopdiiey established when they met: warmer

and more intimate for Kolisa, cooler and more fdrfoaMr Siwisa.
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Adding surname and title seems against the writpreference for first names and the
egalitarianism it implies. This may exemplify aesis of Scollon and Scollon’s (1995:104)
regarding utilitarianism, briefly outlined in Chaptl (p9). One of the manifestations of this
philosophy in discourse is egalitarianism, so thagn if individuals have unequal positions in
their organisation or society, the implied readed awriter are assumed to be equals.
However, Scollon and Scollonlb{d.) also suggest that the principles of equality,
individuality, and freedom of expression only appdy members of this discourse system,
who are assumed to be enlightened, progressivedeveloped. Non-members are assumed
to lack these qualities. Therefore the discouystesn, “while advocating equal rights for all
members, quite specifically denies those rightseqtiality to those who do not show
themselves willing to participate in the ideologl this discourse system” (Scollon and
Scollon 1995:116). In the naming conventions reted above, it is outsiders to the
education system, a lawyer and a Minister of Spehty are excluded from the first-name-
only egalitarianism extended to others, suggedtvag there may be a strand of utilitarian

thinking in writers’ presentation of these “guests.

4.2.2.3 Independence strategies

Independence strategies are used to balance ineeltestrategies and hold them in tension,
so that their effect is not invasive or patronisirgis thecombination of the two that create
the effect we call “politeness.” However it candifficult to assess whether the combination
of involvement and independence strategies is atetg appropriate and whether writers
have successfully negotiated the balance. Ointhependence strategies available to them,
the writers of theVhole Language Bookletse onlyapologiseand minimise threat, so it
appears that they make greater efforts on the a¢fidevolvement. They may be trying to
project a nurturing concern, and after meeting tla¢rface-to-face sessions and establishing
real social contact the readers might understasddhoe case. One can ask also whether the
effect really is warm and caring: the strings oesfions, the imperatives, bolding and the
lack of choice might appear bossy and invasiveotoes This reaction will be different from
reader to reader, and each will assess the appoypof the strategies chosen against their
own norms and life experiences. As suggested @tp& negotiation of politeness in an
environment of shifting personal and cultural expgans can be complex. It does however
need to be recognised that writers' intentions naybe successfully conceived linguistically

and that a caring intention may have an alienagifert.
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To balance the involvement strategies, the writédrthe Whole Language Bookleise the

following independence strategies:

4.2.2.2.1 Apologise

Apology would be an unusual feature in any texthdnk theWhole Language Booklebes
have slightly apologetic moments, when writers seéenacknowledge that their demands

might be excessive. This emerges in the emphagiese examples:

. we are going to ask you to think afiother saying or idiom, and we are
going to ask you to collechoreintsomi (p25).

In other words, listen to the tape, bit by bit, amdte down in your Journal
every bit of the story that your informant told yothis will take a long time.
But sometimes doing research takes time (p26).

The significance of these two examples should reoubderestimated. It shows that the
writers are aware of the drain that these actwipigt on the time of the readers, and have an

understanding of their problems as studying prafesds.

4.3.3.2.2 Minimise threat

Hyland (2000:15) suggests

knowledge claims, criticisms and denials of clintonstitute Face
Threatening Acts, both against readers engagdtkisame research area and a
wider disciplinary audience, and that we can retaosthe reasoning behind
linguistic choices such as hedges and solidaripnguns as strategies to
mitigate threats to face.

If claims of knowledge and academic authority cansken as threatening acts by readers,
then writers of theVhole Language Bookletppear to minimise threat. As discussed in
Chapter 3 (p54) they seem reluctant to promote $slebras as academics and experts. In
addition, they appear to minisai threat by reducing three other features whichhinige

experienced as threatening by their readers: antpjginoice and academic jargon.

Ambiguity of any kind might be experienced as alagn To minimise threat in this regard

the writers seem to have focused on being cleaurate and precise. There is no vagueness
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about what readers are expected to do in classqmawctice or research procedure. This
example was framed and bulleted for greater ctarity

Ask your informant (the person who is sharing th@iowledge) if they mind if
you tape-record the story (or stories) that thélyyieu. Explain that you are
collecting this story to use with your learnersddanguage lesson (p25).

A second feature of a distance course which mighsttute a threat to readers is too much
choice. This seems to contradict earlier (p5@)otsms | made about the lack of choice, but
it is possible for the same feature to operatefferént and opposing ways. Kress (1989:29)
remarks that “a genre is not characterized by ongvo or half a dozen particular linguistic
features operating in a text, but by the totalifytiee linguistic forms selected in the
production of a text. ... linguistic features camveedifferent functions at one and the same
time.” This can therefore be seen as an ongoimggss of negotiating a relationship,
balancing strategies of involvement and indepenelevith other language items which may

give opposing messages.

Thirdly, a reader of distance materials may expegeacademic vocabulary or jargon, or the
use of formal academic conventions as a threaesé lwould make material and instructions
more difficult to understand and affect readersid®mic success. The writers of tMhole
Language Booklehave been very careful to avoid some academicesdions (Chapter 3
p51) and have glossed or explained technical worddso, they have used reassuring
narrative structures. These features establishwtiters as practical, approachable people

who make an effort to create an accessible course.

4.3 Conclusion

It seems that the Fort Hare Distance materials nwkesiderable efforts on the side of
involvement. These involvement strategies sugg@estlationship between writers and
readers which has three aspects. Firstly theeergationship based on egalitarian respect
and affirmation of the readers. Xhosa and Xhosouees are used to establish this
relationship. Using Xhosa is a signal of acceptased cultural affirmation and swings the
power balance towards the readers who may know suxk tales than the writers do. The
writers make their deference more explicit by agkor help with their collection, creating a

momentary identity for readers as esteemed co-gsmfeals.
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Secondly, writers seem to create a mentor-novita&ioaship, asserting the cooperative
rather than the coercive nature of their interactid he writers’ use of pronouns to create in-
group membership suggests that readers’ identitypisjuite that of co-professionals, but of
novices or professionals-in-training. Readers m@gome colleagues by going through the

course and adopting its values.

Thirdly, there is a relationship based on the wsiteoncern for their students. The oral-like
narrative structures suggest writers are usingepvdsch will not alienate readers. Even in
non-narrative instructions the writers continuengert the rhythm of spoken communication
through bolding and italics. Writers also showerest in the readers and communicate that
they know readers’ needs and are taking them intmunt. This creates an identity for
readers as inexperienced, unsophisticated leambos at this stage in the course need
guidance and support. It also suggests that tiieraiare concerned course-providers, aware
of the difficulties their readers may experienddwey relate sympathetically to readers’ needs

and try to meet these needs encouragingly in te te

The writers of theWhole Language Bookletse few independence strategies and seem to
emphasise the involvement aspect of their relatignsvith their readers. Conventional
interpretations suggest that the less powerfulnreachange make greater efforts towards
involvement, giving the writers this subordinatéero But this need not be the case. Kress
(1989:53) suggests that “In Anglo-Saxon middlelsscial groups ..there is a ‘politeness’
convention which suggests that the powerful showldnormally openly assert their power.”
Two of the writers belong to the Anglo-Saxon middlass group mentioned and may be

applying its norms to this situation.

There may be additional contextual reasons whyevgitisguise their power, which is power
endorsed by convention, custom and probably alsthbiy readers. As suggested (p33),
these distance learners are (partly) qualifiedtaguiomen of influence in their schools and
possibly leaders in their communities. Politereedanowledges this status. Also, the regular
face-to-face sessions suggests that a more intiswati@l relationship is appropriate. The

writers may also feel the need to be conciliatmigtivo other reasons:
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Firstly, as discussed in Chapter 1, implementingeEQigas entailed radical and stressful
changes for many South African teachers. Alreddgnoralised by redeployment, large
classes and persistently under-resourced schoalsy iare resistant to the additional efforts
needed to implement this new approach. Writers fealthat tact is needed in order not to
increase this resistance. Encouraging comments asc”lf we want to see change in
education, new ideas need a chance to become pdriparcel of the regular work in
classrooms” (p32) can be understood in this lighthe writers’ purpose is to change
education in South Africa, not to assist a quadiiiens paper-chase, but they do not want to

alienate their readers by appearing to preachaddsc

The apartheid legacy of distrust between teachedsdepartment officials may be another
reason behind writers’ desire to mask their pow&erceptions grew up that department
representatives were corrupt puppets of the apdrovernment who did not understand the
problems of schools. This was particularly theecasthe previous Ciskei and Transkei,
areas from which this course now draws its studeritke writers would not want to be

associated with authoritarian policy makers anddtalitarianism of the coursework books

separates writers from such officials.

In the Whole Language Booklghe power (that is the knowledge, the expertide t
interactional control as well as the ultimate semcof passing or failing) is all in the hands
of the writers, and neither they nor the readerslavdispute it. Scollon & Scollon (1995:86)
point out that “An asymmetrical (hierarchical) pehess system will show a rather complex
set of possibilities. The person in the highelaquosition would use involvement strategies
of politeness.” The positive, assertive use of emaives, questions, and few modals as
discussed in Chapter 3 show that this may indedtidbease. The writers have control of the
social occasion, of the genre of the text, evethéextent of experimenting with the usual
forms of academic textbook writing, and this is ignsof their power. Although the
relationship created between writer and reader asnwand more caring, it is not the
relationship of equals. This in turn suggests fbatall the efforts they make to affirm and
acknowledge the readers, the writers see them adyneneeding support, affirmation,

encouragement.
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Chapter Five: Visual elements

The Whole Language Bookletas developed by writers who took and selectedqgnaphs
and made design decisions. This study would natdneplete without reference to some of
the visual design elements of the text in questipven the same authorship behind verbal

and non-verbal elements.
5.1 Introduction

In this chapter | begin by explaining advantagethefanalytical categories | have chosen. |
then apply those categories to the visual commupitaused in theWhole Language
Booklet 1 look first at the effects of layout, then hettwo kinds of photographs used in the
text and finally at a woodcut. | refer to the dgirs, photographers and lecturersveters
and to the viewers, students and learner-teaclseesaders but recognise that a number of
processes are taking place in the creation angtieceof the verbal-visual text.

5.1.2 Readers’ context and interpreting visual text

In Chapter 1, | suggested common life experiencetife readers of th@vhole Language
Booklet These life experiences will also have influentsglr interpretation of visual texts.
In particular these readers may be unaccustoméuket&inds of visual text produced in the
mass media. As the generation educated by tharbegnt of Education and Training and
its predecessor during the years of Apartheid, tweye unlikely to be exposed to film
criticism at school or to have had much trainingvisual communication, such as reading
graphs or analysing advertisements. They arewaiSkely to have attended schools where
Fine Art and interpretation of visual design eleisemas taught as a practical subject in the
primary school or as a theoretical subject in tightschool. They may come from areas
which do or did not have electricity and have beetnoff from the disseminating influence of
television. They may be unaccustomed to multimoetes designed to be read as a verbal-
visual whole. In this regard, Kress and van Leeu\{#96:15) observe that “the skill of
producing texts of this kind, however importantith®le in contemporary society, is not

taught in schools. In terms of this new visuarhicy, education produces illiterates.”
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All visual elements and their interpretation ardtumally specific. However, the new

literacies of multimodality available in South Afa commonly use Western (as opposed to
Eastern) principles of design and aesthetics. Keexl van Leeuwen (1996:4) assert that:
“The unity of Western design ... derives from thebglbpower of the Western mass media
and culture industries, and their technologies.”t tAe same time there is also the
homogenising effect of the mass media where redurs access to them. With the rapid
electrification of rural areas and other socialrges access is increasing rapidly. Against
this background there is always the question ofthdrereaders will have interpreted visuals
as the writers intended and as | have analysed,thamne so than with regard to verbal

significance, which has less diffuse possibilifi@sinterpretation.

5.1.3 Analysing visual text

| have used the categories of Kress and van Lee(¥896) to analyse the visual features of
the Whole Language Bookletl believe their categories offer four advantageshis study.

Firstly, they have attempted to find a grammatlaabuage which can be applied to images
and texts which merge in a linguistic-visual whokeess and van Leeuwen (1996:183)

express it like this:

We seek to break down the disciplinary boundariesveen the study of
language and the study of images, and we seek,uab as possible, to use
compatible language, and contemporary terminolaggpeaking about both, for
in actual communication the two and indeed mangrstiscome together to form
integrated texts.

Because of unity in authorship, the messages df ae® visual in théeWhole Language

Bookletare not separate, and Kress and van Leeuwen'garats address both.

Secondly, they use terms familiar from Critical @arse Analysis and functional linguistics
to identify similar functions in images, for examphodality, and process. As | examine

verbal using categories drawn from functional liisgjas, Kress and van Leeuwen’s
taxonomy becomes uniquely suitable for critiquerrsyial texts. | believe it creates a smooth

flow of meaning and analysis from verbal to visual.
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Thirdly, Kress and van Leeuwen suggest that veapal visual signifiers can be used for
similar communicative purposes, and that texts shaventinuous interplay of purpose and

meaning between the written and visual text. Tpr@yide ways in which to discuss this.

Fourthly, Kress and van Leeuwen are located withensame paradigm as critical linguists:

that of social constructionism. In agreement wita critical linguists whose methodology

has been used in earlier chapters, they maintairthie purpose of visual images is to create
and maintain or to contest power relationshipsdoiety. In this regard, Kress and van

Leeuwen (1996:4) assert that:

Communication requires that participants make thm&ssages maximally
understandable in a particular context. ... Ondter hand, communication
takes place in social structures which are inelytaimarked by power
differences, and this affects how each participamderstands the notion of
‘maximal understanding.” Participants in positiocofspower can force other
participants into greater efforts of interpretation

For these reasons | have based the analysis ofitbal elements of th#&/hole Language

Bookleton the categories and insights they provide.

5.2 The analysis

| use the term “visual” to refer to all non-writtemodes of communication: pictures,
photographs, cartoons, graphs, maps and paintihgshe section of th&Vhole Language
Bookletwhich is the subject of this analysis, there agst fhree of these which | shall analyse

in this order:

* layout (including icons, bolding, headings and textes),
» fifteen photographs of people and
* one lino-or wood-cut.

The whole booklet further includes photographgatour on the front and back covers, a
drawn timetable on pp 4-5 and illustrations (ped gak drawings) in the Appendix.

5.2.1 Layout

| have already commented on the way layout coniduo making the text clear and
accessible (p65). Layout has an “invisible” qualdut contributes significantly to the
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message of the book as a whole. Kress and vanwere(1996:15) observe that “many
kinds of books today involve a complex interplayvoitten text, images and other graphic
elements, and what is more, these elements cortimyether intovisualdesigns, by means of

layout.”

The Whole Language Bookles printed in Arial 14 point, which gives it a alg open

“modern” look. This font is reminiscent of the mrrtaught and used in primary schools and
may therefore be reassuring to the readers. Afeathich they might find less reassuring is
that many pages are solid text unrelieved by pestar ornamentation. Other layout features

include:

* Icons in the left margin

» Glossary and explanatory text boxes in the righigina

» Emphatic texting: bolding and italics

» Headings of units and sections are in Bold 18 point

» Sections of text are framed

* Bulleted points

» Paragraphs are mostly small — four or five sentend® lines) or fewer
» Grey background in some text.

Although icons appear on most pages, photograptiotoer visuals appear less often: on 7
of the 22 pages of the selected text (Appendix 130pfor a sample page). Some pages
contain nothing more than boxed and bulleted infdrom. In the account below | will

discuss the effect of reading path, bolding anécgatext boxes, icons and right hand margin

text boxes.

5.2.1.1 Reading path

Layout imposes a hierarchy for each page whichsedfia communication. Kress and van
Leeuwen (1996:185) suggest pages are arranged‘sasgée semiotic unit, structured, not
linguistically, but by principles of visual compten. ... reading is not necessarily linear,
wholly or in part, but may go from centre to margin in circular fashion, or vertically, etc.”
The layout of each page presents a reading pdtreteye, created by elements which draw

the eye to create a succession of focal points.
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In theWhole Language Bookléte reading path is linear and vertical, in spitéouble-page
units. Kress and van Leeuwen (1996:218) suggest“th densely printed pages of text,
reading is linear and strictly coded. Such textsinbe read the way they are designed to be
read — from left to right and from top to bottorimel by line.” This is the most conservative
reading path available to designers and writers, @mminates conventional Westernised
literacy. This reading path suggests a hierardryséts of hierarchies), from the general
heading to the specific and detailed, as is the aasheWhole Language BookletAs the
unit is a double page, the movement from generaptxific travels over two pages instead

of one.

However, within this dominant style, tNéhole Language Bookleffers a secondary reading
path. Each page is divided into a broad centriainan of print with two fairly wide margins
and some text appears in right hand margin texeboxOther text has been bolded or boxed
for emphasis. As the eye is drawn to elements {gdhience” or an eye-catching quality, the
reader will start at the point of greatest salieace move to the next. It is therefore possible

that readers may be led out of the vertical readatt) on some pages to ‘jump’ into margins.

The dense linear text of th&hole Language Booklgilaces it in the most conservative
tradition of text-book writing in spite of the madeopen look of the 14-point Arial font.
Western media have a long established traditiotheftop-down left-right path of the eye
across a page and many visuals combine horizonthlvartical structuring. For thé&/hole
Language Bookletonservative choices may be the safest routekeovtéth readers who may
be unsophisticated viewers and do not have manyorboppties for clearing up

misunderstandings.

5.2.1.2 Headings, bolding and italics

The effect of bolding and italics is discussed imafter 4, pages 66-67. Their purpose is
overwhelmingly organisational rather than aesthetihe bolded larger headings, framed
texts and bullets seem an attempt to make seatieas and to divide them sharply from each
other. With icons as the only potential decorgtithe effect is businesslike and sparse,
suggesting the bare essentials of the course. Wikglso promote easy study and reading.
Other elements which help reading are the broadgimar which mean that small,
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manageable amounts of material are placed on esgh pParagraphs are seldom more than

ten lines long. This avoids intimidating a workidigtance student.

A second purpose of these layout features is te glear signals about the importance of
different sections of the work. | commented inftlea 3 about the didactic tone bolding and
italics gives to the text. Visually they have begsed to emphasise important ideas or
instructions, as in this example: “Get into a sngatlup of four, andhare the questions that

you havethought of andwritten down” (p15)

Kress and van Leeuwen (1996:219) maintain that fitbee a text makes use of subheadings,
emphatic devices (italics, bold type, underlining)the more likely it is to be scanned, skip
read, ‘used’ rather than read: linear readingasvi losing ground.” It seems unlikely that
the writers intended anything to be left out, hus intention may not be the effect achieved.
These elements seem designed to draw readerstiattdt not at the expense of anything

else.

5.2.1.3 Text boxes

The text box is a layout device used to communieakeerarchy of importance, and in the
Whole Language Bookl¢hey are used to delineate all activities. Krasd van Leeuwen

(1996:52 & 53) refer to the work of Dondis, Thompsand Davenport who suggest that the
square box shape signifies “honesty, straightnesk vaorkmanlike meaning,” order and

technological positivety. Boxes in tNghole Language Booklseem to suggest a practical,
functional approach to the presentation of the nate Kress and van Leeuwen (1996:214)
also declare that “The stronger the framing of &ment, the more it is presented as a
separate unit of information.” These boxes divide teaching material and assignment
instructions, and the writers seem to be ensurrag teaders will realise which sections

represent work they must do.

5.2.1.4 Icons

The icons are explained to readers on the back pate booklet (Appendix 14 p131) and
are roughly drawn suggestions of the activity tbgetwith the first letter of that activity, for

example &J” on the book to signifyournal.
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The robust nature of the drawing and lettering ssgdheir purpose is
organisational. Usually the activity is identifiedthe text alongside it, so

for example the Journal icon is used and the fiesttence is “Take out

your Journal, write the date and time” (p12). kresd van Leeuwen
(1996:23) note that when “language comes firsthanitiatively imposing meaning on the
image,” the writer is narrowing options for integpation until the image can only mean one
thing. The icons in th&/hole Language Bookleave their meaning narrowed twice, once at
the back of the book and once in the text accompgrgach icon. The icons are closed and
authoritative symbols to propel the reader in onection only.

5.2.1.5 Right hand margin text boxes

There are eight boxed commentaries on the cendsd| each with a different function
(Appendix 15 p132). They expand, explain, suggesbns, illustrate, provide a hint, give
an additional instruction and refer to a previongthamo. From this variety of functions it
seems that the exact purpose of these boxes mdyawetbeen clearly worked out. In some
cases the information is as peripheral as thebi@xt like the information about Hugh Hawes.
In others it seems more important and it is diffita see why they have been placed where a
reader might miss them where they have been placgaf the vertical reading path.

5.2.1.6 Summary

These layout features suggest writers’ primary eamgs to give clear, strong guidance to
their readers. The layout is conservative andctire with organisational features
dominating the design principles. Layout givesaclsignals on the relative importance of
sections and ideas. The layout choices suggestaatat authoritative relationship in which
the writer is very much in charge in a conservatesching context. It seems writers fear the

readers might lose their way through the materighe concepts being taught them.

82



5.2.2 Photographs

5.2.2.1 Photographs and visual communication

Photographs have a special place in the languagésaoél communication, and raise a
number of issues. First there is the issue of whmatwriter is communicating by choosing
photographs rather than drawings or sketches.hdfpghotograph is of a person there are
additional interpersonal elements communicated Hgy dubject’'s expression, posture and
size. This means the subject may stand in fontheer and combine with written text to
establish a certain kind of relationship. Secontlg photograph is the visual most likely to
be accepted by the reader as an open and “truetsemation of reality, a recording
unlimited by social control. They are thereforedidby writers who want to establish the
truthfulness of what they are communicating. lct fdnere are many ways of manipulating
photographs to affect their meaning, so any impoessf neutrality is a relative one.
Thirdly, when the photograph depicts a human sabfbe reader inevitably becomes drawn
into the message the subject seems to be commimgicadn-verbally. This means that
photographs can createsacial relationship, with its concomitant power differesc Finally

if a photograph is accompanied by written text ¢hisr also the issue of whether language
used as a translation medium for the visual, andoif whether language and visual

communicate the same thing.

5.2.2.2 Photographs in th&Vhole Language Booklet

The photographs in thé&/hole Language Bookléll into two groups. These groups are so

similar to each other that it is possible to gelwzaabout them. They are:

» Contributors to the story of the intsomi (pagesafhd 18).
» Children working in groups in classrooms (pages3b3and 37).

5.2.3 Photographs of contributors to the story

On pages 16, 17 and 18 Tillie, tells how she ct#legtche story behind
an intsomi. In the process she consults five petipbet their versions
of the story and to make sure her version is compésmd correct.

Each person she consults is pictured surroundetidoyext of Tillie’s
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narrative of the search. The photographs are ackwhite, about the size of an Identity
Document photo and placed in a square line fraoregXample:

5.2.3.1 Relating the visual to the text

These photographs are not captioned and writers seeassume that readers will connect
them to people mentioned in the narrative. Thiassumeds thoughthey are people the
readers know. This would be true of Tillie, whaders meet at face-to-face sessions. Some
may also know Mr Cage, inspector of schools, Mr SSwiattorney, and the late Steve

Tshwete, former Minister of Sport.

5.2.3.2 Visual processes

Kress and van Leeuwen (1996:81) suggest that prayjibg can reveal processes, using
process in the Functional Linguistics sense attion or state The photographs of
contributors suggestlassification, analytical and existential processes. In the account

which follows | examine them in that order.

Images shown in a decontextualised way suggesassification processand four of the
photographs of contributors show no backgroundevimltwo others it is indistinct. A lack
of background emphasizes the timeless, stableaafithe classification and relates subjects
to each other rather than their context. Their lenship of the same category, in this case
as contributors to the intsomi, is also realisei@ily through symmetrical composition. The
photographs of contributors are all head and sleosighortraits, background is neutral or
absent, there is no depth, and the angle in fodhefsix is objective, that is, the subject is
facing the camera. The sixth photograph, of Stestewvete, shows him addressing a group,
and seems to have been taken by a press photogr@peeDaily Dispatch is thanked for
permission to use this photograph). All the phodphs are the same size and are all

surrounded by a line frame.

The visual equality established in this way suggesfual status for the subjects, so a writer
and a retired primary school teacher belong tcsdme category as an inspector, an attorney
and a cabinet minister. They are drawn togethahbywriters’ search for the “true” version

of the intsomi.
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These photographs also suggesaaalytical processwhich relates subjects to each other in
a part-to-whole structure. Kress and van Leeuvi®86:89) suggest that posed photographs
are analytical as they allow readers to scrutirssbjects and their attributes. These
photographs show only part of the person, allowiaders to focus on important features,
which in this case are their eyes and mouth, whainmunicate personality and mood. As
the subjects appear friendly and relaxed, their mom attribute is their friendly, willing
manner. Four look out at the viewer in a friendigterested way while two are
communicating pleasantly with an undisclosed tipetdson. Their friendliness is important
to establish, as readers must approach people eim tommunity, some perhaps as

intimidating in their own way as former MinistereS8t Tshwete.

The third process which these photographs suggestaxistential process Kress and van
Leeuwen (1996:114) suggest that existential pisttisenply state that ‘something exists’ or
‘something happens.” They have only one partidipavhose existence the structure
affirms.” These photographs prove that the subjente real people who were really
consulted. By allowing their photographs to bduded the subjects endorse the process of
collecting the intsomi. They proclaim the authprdf the writers: this is something that
really happened and the photographs are evidentge dthey underline the validity of the

search and the veracity of the writers.

5.2.3.3 Visually creating a relationship

The second potential of photographs is to creatdationship with the reader. Kress and van
Leeuwen (1996:121) point out that photographs acuifes “serve different communicative

functions: the photos (especially the close-upk ssgove all to bring about an imaginary
relation between the represented [subject] anfréaelers].” Features of a photograph which

may create a relationship are dealt with briefliohe

5.2.3.3.1. The gaze of the subject

The element of a photograph which above all createdationship is the gaze, which Kress

and van Leeuwen (1996:122) suggest has two refatetions:
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In the first place it creates a visual form of dir@ddress. It acknowledges the viewers
explicitly, addressing them with a visual ‘you.h the second place it constitutes an ‘image
act.” The producer uses the imageltcssomething to the viewer. It is for this reasoat tive

have called this kind of image a ‘demand’: the ipgrants gaze... demands that the viewer

enter into some kind of imaginary relation with hamher

The kind of relationship will depend on the expressof the subject, but one who can
demand a response will also have the social pawveo tso. In th&Vhole Language Booklet
the photographs of the contributors do indeed theeeffect of “a visual ‘you,” and the
informality you suggests. Their friendly smiling gazes welconaegs as co-participants in
the research process, and invite them to stant pneject with confidence. Moreover, these
photographs are set in a text which is the mostrmél in the booklet. Tillie’s first person
narrative is full of contractions (I'm, don’t) arteprecating admissions of forgetfulness and
uncertainty. It has a conversational quality, andtributors are mostly referred to by first
names (see p39). So the “visual you” has a vextahterpart in the language accompanying
it.

The second claim Kress and van Leeuwen make ahait photographs is that they
constitute aract: they do something to the viewer, and that aciteiea relationship of some
kind. In the case of these six contributors thdsato reassure and communicate truthfulness
and honesty: these are real, ordinary people aey flave all contributed to the intsomi.

They are the human faces writers have put on tie ta

5.2.3.3.2 The size of the frame

The size of the frame and whether the shot is seelgp, medium or long shot communicates
social distance. Kress and van Leeuwen (1996:58@pest that “Just as in everyday
interaction, social relationships determine theréit and figurative distance we keep from
each other, so the representation of a personpiotare as a close-up suggests an intimate,
close relationship of the kind we might have if ttherson were really present.” The
photographs of the contributors, although smathemselves, show the head and shoulders
of the subjects in a way that focuses on their @gion and does in fact suggest a close
relationship. It suggests people whose emotionisveords should be important to us. It is

appropriate that the attorney and minister areaynaside, and that more of the minister’s
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body is shown: he is an important man and a grehAséance in the relationship is suitable.
The social closeness of the visual elements on@namatches the language of the

surrounding text: colloquialism and first names.

5.2.3.3.3. Perspective

Perspective suggests subjectivity: the “point @wii of the photographer. It therefore also
suggests writers’ relationship with the readers awr attitude towards the subjects.
Naturalistic perspective, like the head-and-shasldghots of the contributors, suggests
objectivity and “truthfulness.” The exception st of Minister Steve Tshwete, whose body
is slightly angled across the frame, and whose epldced at the meeting of two vectors (of
a roof or awning), emphasising him and his impargan

5.2.3.3.4. Camera angle and height

Camera height to express power or powerlessnesgllyisis a common device in film
photography. Contributors to the intsomi are vidrem the same level as the photographer
and are therefore depicted as equals. Again tbepton is Steve Tshwete, who seems to be

on a podium, creating the visual message that mis exalted than the other contributors.

5.2.3.3.5. Modality

In language, modality expresses politeness, olbigatand other relational functions (see
3.2.4 page 45). Visual modality however focuses on visual signs which gesg
transparency, truthfulness and plausibility. Itame representing things as though they are
real, or as though they are not. Clearly photdgsapold a special place in the options
available to writers who wish to communicate truthéss. Kress and van Leeuwen
(1996:168) suggest that

A certain standard of photographic naturalism ... Ib@asome the yardstick for
what is perceived as “real” in images, even whees¢himages are not
photographs. Underpinning this is the belief ia tdbjectivity of photographic
vision, a belief in photography as capable of captu reality as it is,
unadulterated by human interpretation.

The use of photographs in itself suggests a conesgtim this kind of modality. The

representation does not have to be true in an atéreense: it is a culturally constructed and
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culturally approved notion of what constitutes tivith.”  The following comments are
made while recognising that financ@insiderations probably dictated many of the denssi
made about photographs in thW@hole Language Booklet Kress and van Leeuwen

(1996:163) suggest four criteria for judging visoaddality in photographs:

* Naturalistic colour. These photographs have low modality, as theyiradfg@lack and
white with little or no background detail. On tbther hand they resemble ID document
and newspaper photographs which have the high nipdél'truthful reporting.”

» Background detail. The more context and setting, the higher the hitgdand these
show none or little.

» Levels of abstraction The least abstraction suggests the highest itypdald these
photographs are not abstracted in any way.

* Naturalistic depth, brightness and illumination. The absence of background makes
naturalistic effects of depth and lighting impossjlihey may well have been taken with
a flash.

Given what has been said earlier about the effettuthfulness created by the photographs
of contributors, one would expect these photogrdaplrexpress high modality, but this is not
the case. However these photographs resemble itjdebbcument and newspaper

photographs, both ways of depicting reality famili@ these readers, and commonly
associated with truthful representation. The uségshese types of photograph — as
identification and in support of news - might commuate a greater apparent truthfulness to
the readers of thevhole Language Bookl¢han a large colour photograph would. It may

also suggest to them that writers have the authofibureaucracy and official print media.

5.2.3.3.6 Composition and salience

Composition and salience merge in these portrastsubjects are placed in the focal centre.
Saliencerefers to what is noticeable in a photograph, vdaithes the eye. Kress and van
Leeuwen (1996:181) remark that “Pictorial elemes@s receive stronger or weaker ‘stress’
than the other elements in their immediate vicingdgd so become more or less important
‘items of information’ in the whole.” The salief¢atures of these photographs are those
which draw our attention in any face: the mouth ayds, and their cheerful, welcoming
expressions have been noted before. InterestiBgdye Tshwete’'s eyes are masked by dark
glasses and the most salient feature is his harnishware gesturing expressively to his

audience. The photograph shows him communicatind, thus more in the role of story-
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teller than the other subjects. Ithis version of the intsomi that is eventually includedhe
booklet.

5.2.3.3.7 Summary

The effect of the photographs of contributors i®ftd: firstly to embed the account of
collecting the intsomi in reality and secondly tmgest that collecting intsomi is a process in
which people are delighted to be involved. Throtlgh the writers seem as encouraging and
reassuring as the subjects, but they seem alseuotiie readers as people who need a great
deal of encouragement to complete this assignmePRerhaps experience with other groups
has taught them that readers find this task pdatiguintimidating, or are prone to give up on
it. This suggests a relationship with the readés is not the relationship of equals
suggested on some levels by the photographs.emsé fact that throughout the work there
is a powerful opposing dynamic at work, with writedesire to be egalitarian towards fellow
professionals balancing their need to be cleardmedttive. The analysis in Chapters 2 and 3
shows a similar balance being negotiated in thbaldext.

5.2.4 Photographs of children working in groups

On pages 13, 36 and 37 there are seven photogoamiéldren working together in groups
in classrooms (Appendix 17 pl134). None show ahmateaching. Although there is a
greater range of compositional features than thetggnaphs of contributors, they are
strikingly alike in mood, content and presentatiohll show children (sometimes the same
children) focused on a task. They seem to be takeéhe same stage in a lesson, when the
learners are left in groups, usually seated, topteta a task. Each shows learners’ intense
engagement with the work they have been given. efdlept one are interior medium to
medium-long shots taken in classroom or schooingstt Often the posture and hand
gestures of the subjects are similar. Each phaptgrs captioned (see below). In the
account which follows | re-use the analytical catégs and theoretical material of Section
5.2.3.
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5.2.4.1 Relating the visual to the text

The photographs of learners are linked to the @vmritext in three different ways: they are

captioned, they are not directly referred to aray thare placed at the end of written passages.

The captions of these photographs focus on theestghjactivity, which is presented as the
main information and significance of the photograph

* Working together (sic) to interpret a picture

» Working together on a project

* Reading and thinking

* Speaking, listening, thinking and writing

* Reading, thinking and discussing

* Reading, writing and thinking

* Reading and thinking (sic) about what we have written
* Writing, reading and thinking

Other details are not important and this is congdnby the captions: they do not identify any
learner, school, class or teacher. The reader pwest deduce that these lessons show a
whole language approach, as the written text o d&gdoes not refer to the photographs at
all. On page 36, there is an elliptical link witie photograph: *...while you have been
doing this key activity, you will have had many opjunities to appraise your pupils
(continuous assessment). You will have been abkee how thewre thinking, reading,
talking, listening andwriting.” Page 37 has only photographs on it. As thetqdraphs

are only incidentally linked to accompanying winitteext, it is possible that they have been
placed as “fillers” at the end of a unit. Possitligy are meant to relate to the theme of the
booklet as a whole, in which case where they aaequl is not important. In fact the biggest

concentration of these photographs comes at theoanglage 37, just before the conclusion.

On the two pages on which written text appearspti@ographs are continuous with it and a
vertical reading path will lead from text to photagh. The vertical reading path signifies a
hierarchy (or sets of hierarchies) from the genéwvathe specific and detailed, from the
abstract to the real and concrete, and that isetfect of these photographs. The text
provides the theory of the Whole Language Approath the photographs provide detailed
concrete evidence of the approach in practice.s ®hhighlighted by comparing them to the

photographs of the contributors, who were namedpdexcedin the text next to their account.
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The learners on the other hand appsathe end of a written text to support it. They are

nameless and objectified: evidence, not individuals

5.2.4.2 Visual processes

Although every subject in these photographs beldagbhe same category, that of learners,
they do not suggest a classification process. €stbpare not decontextualised or offered in a
symmetrical composition. Every photograph showasitieof the setting: walls, tables, chairs
and Rotatrim boxes. Nor do they suggest an exiateprocess: the informative value of
these photographs lies in what the subjectslaimeg rather than what they abeing. These
photographs prove that learners can and do worfitgoty when skills are integrated in a
literature-based whole language approach. Therdftey suggest marrative process an
analytical processand amental process

The visual element which suggestearative processis the vector, a line which draws the
eye into or out of a photograph, suggesting movéraed thus a “story” for the visual text.
Kress and van Leeuwen (1996:57) maintain that ‘tadmark of a narrative visual
‘proposition’ is the presence of a vector: narmtstructures always have one, conceptual
structures never do. In pictures, these vect@damed by depicted elements that form an
oblique line, often quite a strong, diagonal lineThe vectors in these photographs all follow
similar paths, leading the eye into the composi{#ppendix 17 p134). For example:

g o

Working together to interpret a picture
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In this example, the straight line of the vectoligpthe eye into the photograph and connects
learners to each other, but where the line is auivéinks the learners in the composition.
The two movements or narratives suggested by tlwtonge are the inward focus of the
learners on the work (straight vectors), and tbeioperation in the group experience (curved
vectors). Their inward focus is emphasised by lihek views of learners in five of the

photographs.

In addition to expressing a narrative process, ehplsotographs suggest amalytical
process, presenting us with a situation to anafgsets qualities and the attributes of its
subjects. The photographs show a successful lassprogress, and the most noticeable
attribute of the learners is their concentrationtlba task. One of the effects of learners
having their backs to the camera is that the remdan invisible presence, a fly-on-the-wall
spectator, moving silently between the desks asasher might to assess the learners’
application and focus. The reader might also tim¢ethreadbare realism of the photograph.
These learners are not aware they are being plaptbgd; they have not prepared themselves
specially and many variations of school uniform agparent. In both respects these
photographs are strikinglyunlike photographs that usually emerge from school
environments, in which subjects are neat, uniforenedl facing forward.

Kress and van Leeuwen (1996:57-77) defmental processes as those narrative processes in
which a subject is connected to his or her tholaghé vector, most clearly demonstrated by
cartoon thought bubbles. However, | believe thierea case for claiming that these
photographs of learners represent mental procesSemetimes the vector parallels a line
formed by the heads of the subjects (photograph8, 14/36, 1/37, 3/37, 4/37), drawing
attention to what is going anside those heads. In many of the photographs theralaoe
two significant hand gestures. One is to the facénead, indicating deep thought and
suggesting a mental process. The second is ala@hdn or pointing to a page on the desk
showing involvement with or thought about what istten there, which again suggests a

mental process.

5.2.4.3 Visually creating a relationship

The relationships depicteth the photographs are therefore learners’ relatipnstith

materials or with other learners as they negotmeaning and complete tasks. The
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relationship of the learners with tmeaders expressed by the gaze of the subject, size of

frame, perspective, camera angle, modality and ositipn is somewhat different.

5.2.4.3.1. The gaze of the subject

| suggested that the inward focus and the glan€dkeosubjects depict mental processes.
Learners’ glance either downward, to the work oa tlesk, or across the group to other
learners as they listen to discussions of the warke gazes of these subjects do not reach
out to the readers or establish a relationship Wigm. The photographs of the learners do
not constitute an image act, demand any attention efrélader or make any contact with

them. The fact that we are presented so often thighbacks and back shoulders of the

subjects is again proof of this.

5.2.4.3.2 The size of the frame

In all cases the photographs of learners show aumedr a medium long shot, including part
of the subjects’ bodies and also some of the backgt, although often lighting makes the
background indistinct. They are post-card siz&hese learners have been photographed
showing the kind of distance that teachers usukagp from their pupils as they move around
the classroom. This suggests a social distancelerad of emotional involvement that
teachers are familiar with. Closer would be amasign of privacy for the learner. These
medium shots allow the reader to see the cooperbgarning of learners in groups. Teachers
would want evidence that all or most of the leasnare focusing on their work, and the
photographs provide that evidence. The writterh vexich accompanies these photographs
suggests the same social distance: as mentionentebefubjects are not referred to as
individuals. The focus is all on what they arendpiand it seems it would not matter to the
writers or readers who or where the subjects adpag as they aretlfinking, reading,

talking, listening andwriting.”

These medium long shots are accompanied by landgiegs and van Leeuwen (1996:135)
would identify as “social’ language: “In ‘socidhnguage speech is still informal, but will
tend to steer clear of all too easy-going collolgnias, and retain a hint of formality. ... The
language needs to be more articulate, more verbaplicit, so that non-verbal expression is

no longer as important as in intimate and persstyé” Although this is less formal than the
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language we usually associate with text-books #ls® accompanied by equally informal

photographs, and so the visual matches the witigterin this regard also.

5.2.4.3.3 Perspective

Because the photographs of the learners are mddignshots, background and some detalil
are included and provide naturalistic perspectaihough it is somewhat murky. The
naturalism suggests that the relationship is of kimel we might have if we were really
present — the relationship of a teacher to a learriethe perspective is naturalistic this
projects objectivity and “truthfulness” about thiguation being depicted. It asserts an
important point to the readers: that the integrdgéedning approach works and will work for

the readers in their own classes.

5.2.4.3.4 Camera angle and height

The angle from which a photograph is taken is @aluai representing the power relationship
between the reader and the subject, and all optimtographs of learners show them from
above. The superior height of the camera mimiesviaw teachers commonly have of their
own pupils as they stand or walk between the desKsus it suggests the kind of power
relationship between reader and subject that tesdiave with their own learners. But the
writers are not looking down on theaders Rather, the readers accompany them as an
invisible presence, so invisible that not one @& #ubjects acknowledges them in any way.
Thus although the angle is one which expresses mpower the subject, it does not at the
same time suggest power over the reader. Insteadygests that the reader is a partner in

this educational enterprise.

5.2.4.3.5 Modality

As | discussed in 5.2.3.3.5 (page 86), modalityiguals is achieved by the extent to which
they attempt to present a “true” representatiothtoreader. The least contested source for
this sense of unassailable objectivity is the ptp@ph, which would mostly be received by
the readers in this way. It is significant therefthat the dominating visuals in this book are

photographs rather than the icons or sketches.
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The photographs of the learners are not highly gssed, highly essentialised, highly
idealised representations. This gives them an open ardactive rather than a closed and
authoritarian feel. Kress and van Leeuwen (1996:86ggest that inserting many
photographs into a text with large print providesriediacy, suggesting that the world is a
simple place easily apprehended on a physical.leweline with this notion, the photographs
in the Whole Language Bookletuggest the simple, obvious and familiar world tloé
classroom. The captions explain what we cannotlggewhat we see is true from the
learners’ body language: that the learners aresefg focused on their work. This world
appears more real as it is a bit battered and patr,raw brick interiors and old desks and
chairs. Some subjects do not have school uniforfibe home-photography, snap-shot
quality parallels this sense of unpolished reabtybjects are not posed and black and white
reproduction gives surfaces a grainy, rough textufdhe combined effect of subject and
production is to suggest that the lessons promiatéals course will work in the unvarnished
poorer schools of the Eastern Cape. Kress andeanwen’s (1996:163) criteria for judging

visual modality in photographs also suggest a mghklality for these photographs:

» Naturalistic colour. Black and white photography would suggest thas¢hphotographs
have low modality, but on the other hand they rddemewspaper photographs which
have the high modality of “truthful reporting.”

» Background detail. The more context and setting, the higher the titgdand in these
photographs some background detail is always dist&able.

» Levels of abstraction The least abstraction suggests the highest ntydald these
photographs are not abstracted in any way.

* Naturalistic depth, brightness and illumination. The use of a flash has reduced the
impression of naturalism, but as the foreground lzaxckground are both clear and details
reasonably distinct there is sufficient naturalfemmodality to be quite high.

This reasonably high modality suggests that théevgriare being transparent in their claims,
and that the teaching approach they advocate tedsto the Eastern Cape. High modality
also suggests that the writers are anxious to legtabheir credentials with readers and make
efforts to appear truthful. This in turn suggestsower relationship with the readers which,
in thevisual mode, is more that of equals. This contrasts wiiments of the written text

where writers (modestly) establish themselves aems, referring to their academic contacts
and using authoritative forms such as imperativétsexpresses the tension between the
writers’ desire to acknowledge the readers as ofepsionals and their need to write in a
clear, authoritative way to readers whose time Bndlish is limited. These different
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messages produced by the written and the visuaémexpress the writers’ need to negotiate
these two positions.

5.2.4.3.6 Composition and salience

Composition suggests that the photographer hadetately placed subjects so that they
create forms within the picture, but for tNehole Language Booklé¢hese learners have
clearly not been asked to sit or stand with paldictelationship to each other. This lack of

regard for composition gives them the unplannedpshot” quality referred to earlier.

Salience suggests that the eye is drawn to anietime photograph which has been given
deliberate or unconscious emphasis by the photbgrap It is commonly created by
foregrounding to make an object appear large. tLaghdark items can have salience if they
stand out from their surroundings. Shape can plaple also and the reader trained in
Westernised verbal literacy will follow a line mag from top left to bottom right and focus
there. Itis interesting to note in this regardtttine vectors (Appendix 17 p134) ldatb the
picture (bottom right to top left) rather than retreading path usually followed by a reader.

Composition and salience features which photograpkie in common are:

» Aline or triangle formed by the heads of the satgéphotographs 1, 3, 4, 5).

* The eye is frequently drawn to the page on the 8Beskuse of its whiteness, focusing on
it in much the same way as the subjects do (phapigr 1, 3, 4, 5 — especially marked in
this photograph — 7, 8).

* The eye is also drawn to the white shirts of leertiee same reason (photographs 1, 2, 3,
4,5, and 7).

* Hands touched to the face or laid on a sheet oémphgve prominence through the line
formed by the leaning arm or the contrast of blackvhite (photographs 1, 2, 3, 4, 5, and
8).

These composition features may not have been dalédg created but there is authorial
intention in that writers probably took the photmgins and in that they chose the
photographs. This choice highlights the interedtthe writers: again and again the eye is
drawn by composition or salience to the heads eftibjects, to the work in front of them or
to body language which suggests focus on the workith thinking. The writers only chose

photographs which show the learndifsiriking, reading, talking, listening andwriting.”
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As has been mentioned in other contexts, subjadtseise photographs are turned away from
the reader, suggesting a lack of interaction. &gl van Leeuwen (1996:122) suggest that
this signifies exclusion. In thé&/hole Language Bookléhe number of back views suggest
that the reader is excluded from the world of tearhers, which is a world focused on
learning and work. It suggests that in classroarhere integrated learning takes place the
learners, not the teachers are in control. It @eotributes to the unposed naturalistic
truthfulness referred to previously: these photpgsaare unlikethe usual posed school

photographs with learners in straight lines fadhmgcamera.

5.2.4.3.7 Summary

As a group, these photographs of learners commignilba writers’ concern for transparency,
and their need to communicate this reassuringthéareaders. A claim such as “This really
works! It worked in Eastern Cape schools for usl &or other readers” might seem
suspicious to readers or draw derision from thoke Wave been less successful with this
approach. Instead the writers have chosen a ¥gdigie but more reality-based mode for the
identical claim: the photographs are evidence aassurance combined. The writers’
apparent need to provide visual credentials migfiect their awareness that many teachers
are suspicious of new methods. Some of this sisspimay be a legacy of apartheid, or an
ordinary resistance to change, as discussed onffag&keaders may also believe that what
works in advantaged schools will not work in poasehools with large classes. Therefore
the photographs capture some of the poverty oftéaehing environments, and there is
guidance in the text on coping with a lack of resea: “If you have a very big class, this
could be quite expensive, especially if your schioes not have photocopying facilities”

(p27). The photographs are the visual equivalétitis verbal awareness and reassurance.

In seems then that both groups of photographs fla&esame function in two different
contexts: to provide concrete evidence of the wgitelaims. It suggests that visually the
writers are anxious to provide proof, to estabtisbdibility and to assert the equality of the
readers. As mentioned before, this contrasts thighrelationship established through some
of the linguistic strategies.

If one revisits Scollon and Scollon’s (1995) notiof politeness with regard to these

photographs, it seems that in this mode writers &sn towards involvement strategies,
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using photographs to show a strong interest, amdmcl(literally in the case of the
photographs of learners) a common point of view.

5.2.5 The woodcut of the story teller

In the Whole Language Booklethere is
only one other visual: a lino- or woodcut,
captioned “Zozo Figlan telling a story in
1992 at the Weekly Mail Storytellers’
Market in Cape Town” (p3). It shows a
large middle-aged woman at the most
exciting (or terrifying) moment in the story
she is telling children, stretching out her
arms and opening her mouth and eyes wide
to emphasise her point. Her clothing is

multi-patterned and elaborate, reminiscent

of the bulky traditional dress of Herero
women, and this, her outstretched arms and hernséde her the focal point of the visual.
The background is a rural landscape but her listelage a multicultural audience with
modern hairstyles and dress.

In its representation of the child subjects the e is strikingly similar to the photographs.
They are showthinking andlistening, absorbed by what they are doing and obliviousi¢o t
presence of the recorder of the event (photographartist). The difference is the presence
of the teacher-figure in the form of the storygelland although this dominating figure
makes the woodcut appear substantially differeméims of content, in fact it is not. Using

the criteria previously used to interrogate thetpgmphs reveals the following:

5.2.5.1 The gaze of the subject

The gaze of the subject is downward (to the chilfi@nd outward (to the viewers of the
woodcut) including both in the excitement and drarhker story. The connection she makes
with readers suggests a verbal and analytical pgpopdee meaning of the visual is contained

in that she is telling a story arftbw she is telling the story. She is identified ie taption
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as a real person, but she also has a powerful dianbalue, suggesting the power and
magnetism of the traditional African woman. Shehis archetypal teacher-story-teller who
intrigues and fascinates children in her carehia tase the children of a racially integrated
South Africa. These children react with a mixtwfefascination and fear. Some seem
absorbed, but one (to the left) may be hiding b&hanother. Like the photographs of
learners, they are grouped around her in a nasticalvay, some with faces visible, others
half turned away and two at least with their battkshe reader. As in the photographs of

learners, these back views have the effect of ekafuthe reader.

5.2.5.2 The frame: size and shape

The outline of the woodcut is not square, nor given a frame of its own. This means that
the story-teller and the outward-radiating linesichsuggest her story blend into the
surrounding page. The radiating lines expand fleensquare base surrounding the children
to surround the story-teller: she and her storylanger and more important than the world of
her auditors. The story takes the readers backantural and traditional environment, an

historical but undefined time and place.

5.2.5.3 Perspective, angle and height

The woman’s body proportions are fairly realisatthough her size is slightly exaggerated
compared to the listeners, and is accentuated bffamsboyant clothing and the fact that she
is standing while the listeners are sitting. Shlemphates both her audience and the
landscape. The woodcut shows most of the stolgrt¢ébxcept her lower legs and feet,
concealed by her audience), but very little of ¢thédren’s bodies. Like the photographs of
learners, the focus is on the listeners’ headsyevtieey are thinking about the story, and the

expressions on their listening faces.

The relation of the story-teller and the listenershe background is not naturalistic however.
In the far uppermost distance, trees, hills anddsosuggest a rural idyll. The area between
the listeners and this environment is filled by atative radiating lines and the story-teller’s
outstretched hands. This suggests that the listeare separated from the distant landscape.

This might mean that the distant world is part teé story they are being told, or it might
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suggest a pre-industrial past out of which thidoetately dressed story-teller comes and
which is her inspiration.

5.2.5.4 Modality

When compared to the realism offered by photograpttoes not appear that the woodcut
contains much modality. On the other hand the waobdepicts a real event. Also, although
some proportions are exaggerated, they are nogexaigd beyond the possibilities offered
by photographic techniques. The same appliesetondérging of foreground and background
and the representation of the subjects. The &distachieved realism not very unlike that of
a photograph, so although a different mode is beised, the woodcut is equivalent to a
photograph in terms of representing reality.

5.2.5.5 Composition and salience

The viewers’ attention is drawn by the story-tédlesize and her elaborate patterned clothing
as well as the contrast between the dark decomatmnher clothing and the white
background. The composition is in the form ofiargle, with lines running up the story-
teller's wide crinoline-like skirts, through the @p lapels of her jacket to the apex of the
triangle at her head. This makes her face the arossting feature, with its glowing cheeks,
open mouth and staring eyes. The listeners foembise of the triangle and their faces,
clothes and bodies blend with each other and wighhiem of the story-teller’s skirts. As in
the photographs, they are not presented as indilgdurhe only significant difference is that

the woodcut contains children from different raceups.

This suggests readers should align themselvesthighcharismatic and powerful figure, but
the fact that it isiot a photograph suggests that the writers are pliegeat ideal rather than

a real identity for their readers. The woodcutnsed¢o offer an archetypal figure against
which they can measure their own enthusiasm andhetasg. By presenting this ideal in a
woodcut rather than a photograph the writers arkimgathe difference between them less
glaring or threatening. It also suggests thatvwhigers are not expecting this level of story-

telling from the readers.
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5.3 Conclusion

In combination the visual elements suggest thattikers are driven by two main concerns:
firstly to give clear direction to the readers lo¢ ttcoursework book and secondly to establish
their suggestions and assignments as practicalabkd and workable for the classrooms in

which the readers find themselves.

Their concern for the readers to find their wayilgahrough the material is established
verbally also, as Chapters 2, 3 and 4 suggestasualy it is suggested by layout features:
the central panel of text with its icons, boldirmgd bullets, the conservative top-to-bottom
reading path, the large font and small paragraphsuggests that writers do not have much
confidence in readers’ ability to find their wayrdhigh the text, to follow instructions or to
complete assignments easily. Their concern faleesaas students is largely responsible for

the un-academic quality of the booklet already cemtad on.

The second concern the writers reveal is that ¢heers should believe that the approaches
and the lessons they recommend will work. Visud#llis is expressed through the many
photographs of contributors and learners. The tegdovide this kind of evidence suggests
that readers may be conservative, resistant tesantful of change, suspicious of what they
are being asked to do. It further suggests thattadents they are easily discouraged or

intimidated by what is new, and need constant eragament to experiment and develop.

Both of these identities run counter to other idest which the writers construct verbally for
the readers, of equal and co-professional whickploeed in earlier chapters. In reality |
believe that these identities co-exist in the mimdsthe writers, and probably in their
relationship with the readers. This text is therefa written example of an ongoing

negotiation of the writer-reader relationship.
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Chapter Six: Conclusion

In this concluding chapter | try first to draw tdiger the threads of the analysis and to
suggest issues highlighted by the identities atatiomship features that emerge. | then look
at limitations of the study and suggest furthernans of research. Finally | suggest the
potential value of this study for other writersdi$tance materials.

6.1 Identities and relationship features of th&Vhole Language Booklet

TheWhole Language Booklseems to create for its readers and writers tégafadentities,
with interplay of power on two levels. The verlv&dual text creates for the readers a first
identity as inexperienced students who thereforednthe assertive, clear directions of
confident writers. In this identity the reader® atependent, and perhaps also insecure,
uncertain and anxious while the writers are suppmrtsympathetic to their needs and
authoritative. At the same time the text createsttie readers a second identity as mature,
responsible community members for whom the writksferentially down play their status as
academics and offer proof of the claims they madkethis identity the readers have the status
of esteemed co-professionals while writers shovpeaess for their language and cultural
heritage. The subtle movement between these @osiproduces the contrasts and apparent
contradictions in the text. Kress (1989:12) ass#rat “texts are therefore manifestations of
discourses and the meanings of discourses, anditd® of attempts to resolve particular
problems.” The particular problem which emergesrfran analysis of thé&/hole Language
Bookletis the control-independence balance of the relaligp between lecturer-writers and
their adult, professional distance students.

An analogy to this control-independence dilemméhefwriters is the dual role of parents on
the issue of independence and control of a matwimig. Parents have constantly to assess
how much trust and independence can be given or haeh control is necessary, while
moving ideally towards complete trust and totaleippendence. If parents are too controlling
they run the risk of creating an unhealthy depeoégif they give independence too soon the
child may be endangered. Their problem is to keepppropriate balance between these two
opposing dynamics while allowing a gradual shifvaods independence.
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In a similar way, the writer of a course will neszhstantly to assess how much independent
work can be expected of the students and how manokrat is necessary while ensuring a
steady movement towards independence, not onlyodf Wwut also of thought and action. If
writers are too controlling the students may ndaesable to perform satisfactorily as students
and potential academics, but if they insist on pedwlence too soon, the results may be
failure and discouragement. Their constant probielinbe keeping an appropriate balance
between independence and control. The crucial vik@ré isappropriate. While this is
difficult to judge for an individual, the problenetomes acute for distance students who lack
the day-to-day contact which would enable writersassess their needs for more or less
support, scaffolding or independence. Therefomséhwho design distance materials like

Rowntree (1992) place emphasis on a good knowletigee’s audience.

| believe that there is a powerful opposing dynaatiovork in all such texts, which will
emerge from an intensive analysis. It is a confimwever that does not need to be resolved
or explained away, as it is a necessary and cangtah of the writers’ relationship with a
changing and maturing group of students. The tuafi writers’ and readers’ positions is
perhaps more obvious in thWhole Language Booklétecause the writers have chosen to
break with the formality of accepted academic styl€In other texts formal conventions
might largely mask such a relationship). But iaiigluality which can be taken into account
and incorporated somehow into teaching texts ealpavhen communicating with mature

students on in-service training programmes.

In the Whole Language Bookléhis dilemma, conflict or duality seems to suggesiumber
of identity and relationship issues which may hadeacational or social implications. In the

section which follows | explore these issues.

6.2 Issues of identity and relationship operatinghtrough the text

6.2.1 Issues of authority

Previously (pages 12 & 73-4) | suggested it wowdchhive to imagine no hierarchy or power
relationship existed in this writer-lecturer-reatkgicher-student relationship. However, the
expectations about what it means to be a writerpgadenter of a course, and what it means
to be a student are changing. While much of #lstionship is still based on (and formed by
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early experiences of) classroom interaction, edoicak theory suggests different roles and
relationships as an ideal. Celce-Murcia and Oisi{2000:17) suggest that

Teachers in the new learning settings are expetdedecome reflective
researchers who evaluate and rethink their appesacittitudes, and methods of
presenting new subject matter to students at estage in the teaching/ learning
process. They are no longer the only decision-makehis process since
learners share and become partners in the process.

The changing roles of teachers and learners (dessrand readers) make their interaction
potentially a site for change and innovation ashdsaes to establish a new role and identities
appropriate to new demands. | would like to sugtjfest an awareness of these new roles
may partly explain the tension in th&/hole Language Bookldbetween the modesty
displayed by the writers regarding their acadennedentials and the authoritative position
suggested by (for example) imperatives. In linghwhe relationship suggested by Celce-
Murcia and Olshtain above, the writers present gedwes as mentors and mediators of the
work and adopt a correspondingly lower authoritpfig. In some areas they adopt an
egalitarian position which aligns with utilitarigaminciples discussed on page 9. At the same
time hierarchy still exists and credentials need¢oestablished, and these find their way
subtly into the text. Furthermore the readers rhaye expectations of a teacher-student
relationship based on authoritarian relationshipgheir own educational experiences in
apartheid South Africa. If they do not receiveaclsstructions they may become confused

and demoralised by a lack of direction, and writees/ be aware of this also.

6.2.2 Issues of trust

By using visuals as evidence the writers of\igole Language Booklekpress their need to
gain the trust of the readers. This trust needsetestablished on two levels: firstly writers
need to present themselves as trustworthy, whiely tto through allusions to academic
situations such as conferences. Secondly they toepesent their approaches and teaching
methods as trustworthy. Some of the negotiatimurad this issue may result from the
perceived inadequacy of new approaches and theorgslve teachers' problems, especially
in impoverished rural schools. Rees (2000:64)wdahat

Worldwide, teacher education continually faces ttlmmplex challenge of
integrating the theory and the practice of teachimguch a way as to develop
practitioners who are academically competent inrtsebject or phase or
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specialisation, and also in their ability to teasffectively in the classroom.

This is problematic for all beginning teachers, thé problem is exacerbated
for rural teachers. Most of the universities iruBoAfrica are located in cities,
far from the realities of the rural schools wheresimof the population will be

educated. This must mean an inevitable dilutioatténtion to the difficulties

inherent in learning and teaching in isolated anpaverished schools.

To teach effectively, readers will have to adoptwnapproaches in an epiphany of
commitment, so it is crucial for writers to gairethtrust. Otherwise readers may revert to
counter-productive habits and the benefits of thriining will have been lost. The writers

show an explicit awareness of this problem and vagainst it (page 32, quoted page 32).

6.2.3 Issues of the “everyday” and the “scientific”

Another problem writers of this course seem todmniy is one common to course providers
who embrace Vygotsky’s notions of the Zone of Pmdi Development (Donald, Lazarus
and Lolwana 2002:102-121). This theory of learrénggests that there is a “zone” between
learners’ present knowledge and the unknown, irclwhmaximum learning takes place. New
material should be close enough to learners’ curigmowledge and experience to be
recognsable by them, but different enough to challenge antdrest them. As learners
master new material the zone moves and they caimttmluced to more unfamiliar and
challenging material. Material too unfamiliar @r fout of the zone will not benefit learners
as they will not be able to relate it to their entr knowledge. A first implication of this is
that teachers should find out what learners’ cureeme is. They might make assumptions,
as the writers of th&Vhole Language Bookldtave done, about learners’ interests and
background and create relevance through links wite. A second implication is that
teachers need to design a carefully calibrated rexdvdérom the familiar to the unfamiliar.
Again, there are traces of this movement in\ieole Language Bookletvhere writers use
the familiar intsomi in an unfamiliar teaching apgch. The advance from familiar to
unfamiliar should take place on the linguistic lealso. Recent educational theory suggests
that learning happens as learners are drawn fromli&a, spontaneous, “everyday” language
to unfamiliar, learned, “scientific’ language (Well999:3-51). Again, writers of th@hole
Language Bookleseem aware of the need to introduce conceptssiamd clearly, glossing

new words and using plain, direct language.
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6.2.4 Issues of acknowledging prior learning in uner-qualified professionals

Another aspect of modern education theory whichmset® influence writers of thé&/hole
Language Booklets that of recognising prior learning. This susfgethat formally and
informally it is important to affirm and if necesgause expertise learners have already
developed. In theNhole Language Booklewriters affirm readers’ expertise in their
household and community. The problem for writessthat they must simultaneously
acknowledge the knowledge and skills learners halwveady acquired and the academic
standing they still wish to acquire (that is, thieick of knowledge or skill). Readers are
therefore at the same time experts, equals, cegsafnals meriting respect and
acknowledgement, and ignorant learners needingeat gteal of instruction, structure and
guidance. This potentially creates ambivalenceth@ way a writer treats, views and

constructs readers, which finds its way into thepdstructures of a text.

6.2.5 Issues of ownership and the economic imperei

In Chapter 1, | mentioned that thghole Language Bookletas “co-ordinated, illustrated
and edited by” the authors who seem also to hawdendasign and printing decisions. This
gives the authors a unigue ownership of the textome was involved who was interested
primarily in its commercial success. Specificallypneans the text had only to meet their own
educational standards in order to be publishedantly(2000:104) maintains that

[University text books] tend to have a periphetaliss and are frequently seen
as commercial projects unrelated to research. emhdextbook writers are often
viewed as not participating in a disciplinary digtse at all, but a pedagogic
one — a practice somehow vaguely grubby and meleaather than scholarly.
... Textbooks, in fact, play an important role in fegssional practice, standing
as representations of disciplinary orthodoxy whple@viding a medium for
writers to disseminate a vision of their disciplineboth experts and novices.

The Whole Language Bookléias side-stepped the “mercantile practice” and riight be a
contributing factor to its unique voice. As an eftéred academic enterprise it has enabled
the writers to “disseminate a vision of their diicie to both experts and novices” in an
unusually direct communication. These writers arere direct and personal possibly
because they are more independent and experimentalgether with the face-to-face
sessions, trialling materials in local classroomsplving local community members, this

helps create the environment which builds a refatigp with their readers.
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6.2.6 Issues of hierarchy and egalitarianism

In Chapter 1 | suggested that individuals from highierarchical environments may
experience a disturbing disjunction when they ent&uegalitarian principles. It seems
likely to me that this problem may exist in théhole Language Bookletlt is possible that
the readers, coming from work environments and iplyserome environments which are
hierarchical in nature may misunderstand the egaitism expressed in the booklet and also
misunderstand this construction of their identiti€ghis might create confusion by offering
opposing and unfamiliar roles for them. On theeothand, being at a crossroads of
professional change, they might be able to adopsethnew identities as appropriate for
democratic South Africa.

6.2.7 Issues of relevance and stereotyping

The issue of relevance and stereotyping was meadian the conclusion of Chapter 2 (page
36) and is a problem common to texts which creal®vance by relating closely to learners’
real identities. By focusing too narrowly on knoveatures of learners’ identities and
context, and affirming readers as they currentl;, ariters may narrow readers’ options for
growth. They would be keeping the Zone of Proximal/elopment (see p105) too close to
learners in some areas of their cognitive life. might prevent readers from expanding
outside limited current roles and embracing charigeuns the danger of keeping learners in
stereotypical roles they may wish to leave as plntnproving their qualifications. Writers’
rhetoric (quoted page 32) suggests that they achiieg for change, and they may need to
negotiate a pathway through the opposing choicesredting relevance and reinforcing

stereotypes.

6.3 Limitations of the study

The main limitation of the study lies in its scopleat none of the hypotheses were tested by
investigating readers’ actual experience of thé eexvriters’ actual purposes in producing it.
This is a limitation of Discourse Analysis as a haet which | acknowledged in Chapter 1.
The validity of this study lies in offering explarmans which are plausible because they are
rooted in the data and because they acknowledgeahiext as far as possible. But these

explanations might not be the only ones, nor haker sufficient account of the whole

107



context. Had | researched the context in gread¢aild the explanations might have been
richer. It also suggests that observations madtis study are open to reinterpretation.
Hyland (2000:18) offers a relevant warning for stsdf this kind:

While we can learn about texts by studying soctdioa, we cannot just read
off social action from texts. Participants may abtiays act strategically and
they always have the option of adopting a personadiiosyncratic relation to

the text. So while we might point to possible nsrend conventions as
reflecting ideological behaviour, we must alwaysognize that the social world
is not always a stable and predictable place. .he important point is,

however, that texts reflect writers’ expectatiofishow they will be read, and
therefore provide clues to the wider understandimgterlying their creation.

A second limitation of the study lies in the siZetle text: large for a detailed analysis but
still a small proportion of the whole course. Rbis reason | do not claim that the
observations apply to the whole series althoughptobable. The unique production process

gives these authors more control than most.

A third related limitation is that th&/hole Language Booklet an early text (Booklet 9). As
part of the development of the course, power @tatiips may change between writers and
readers in later texts, giving readers more inddeece. The study does not explore this

possibility.

6.4 Further avenues of research

The first avenue of further research is suggesyethé limitations of the study: that there is
room for more detailed investigation of the corgexrtwhich theWhole Language Booklet
produced and used. This might include intervievith weriters and readers as well as some
investigation of how the materials are used in,éeample, the face-to-face sessions. Such
an investigation may provide more insight into thpecific situation which would be useful
to writers of this and other courses.

A second avenue of research is suggested by thethlgraf teacher training by distance

education in South Africa. No doubt many innovatitexts such as this one are being
produced in this field. A greater knowledge ofsthenany texts will be useful to educators
involved in writing distance course material. Hyda(2000:5) suggests that “Genres are also

in a state of constant evolution as members respmpdofessional and private exigencies in
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new and innovative ways.” An understanding oftstgages suited to local students should
benefit all who design these courses. Work of kinsl has been done by the South African
Institute of Distance Education and some of thelifigs have been published in issues of

Open Learning through Distance Educati@eed 2004 pers. com).

A third avenue is suggested by the methodology.ingJan analysis of visual elements
together with discourse analysis provided confiramabf insights gained through analysis of
the verbal text. It also supplied insights whielerm not to be accessible through a study of
the verbal text. Kress (2000:337) suggests thas ‘mow impossible to make sense of texts,
even of their linguistic parts alone, without hayia clear idea of what these other [visual]
features might be contributing to the meaning daéx.” Where it is clear that the same
authorship is behind both verbal and visual, anitexhdl analysis of the visual seems to

widen the options open to a researcher.

6.5 The potential value of this study

A deep examination of the text, located aroundideatities of the readers and sensitive to
the power axis on which the writer-reader relatiopdgs predicated, reveals ways in which
the writers negotiate conflicting positions and sw@ously or unconsciously attempt to
resolve “discrepancies, contradictions and disjonst (Kress 1989:14). More usefully for
writers of similar texts, it identifies issues whimay need to be negotiated. The writers of
this text have used some strategies to createiomships, to hold duality and opposing
identities in balance. Writers of other texts mesg other strategies, but in the expanding
field of South African distance education todaysteppositions, dualities, contradictions
and changes will have to negotiated some way or other. Kress and van Leeuwen
(1996:47) assert that

The previously secure ‘scripts’ have become andba@ming unstable, and
new practices for which no scripts yet exist arsicg into being. Previously
distinct practices, the domains of distinct proi@ss, the clear boundaries, all
of these have begun to unravel... The practition¢hénew domain now has to
take a multiplicity of decisions, in relation to raultiplicity of modes and
representations which were previously the domainlistrete professions and
their practices.

This study has revealed how the writer-readeriogiahip can be negotiated in a text. | am

sending a copy of this study to the writers andoesliof theWhole Language Bookleind
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look forward to their response. They have explaned and interesting ways in which a
writer-reader relationship can be negotiated ineabal-visual text which | believe will

contribute valuably to decisions made by otherewsitwith similar readers.
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Cover page of th#hole Language Booklet
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APPENDIX 1: XHOSA WORDS AND PHRASES.

* Umthamo (p2)

* lintsomi (p2)

* Amasi (12)

* It never missed a liar, even if the liar was to wsekhwnenkwe’ for washing. (People
used this umkhwenkwe to bring them luck, and t@dghem power to conquer evil
spirits) (p14).

* UmKhwezeli (p16)

* Eventually she remembered parts of a story behiredparticular idiom, ‘Ayikho
impungutye kunene. Zonke iimpungutye ziya lingafL6).

» The river was actually called ‘umlambo otshayela=oki,” the river which drowns all
liars (pl17, 26).

* Phela, phela ngantsomi (p21)

* For example you might have tried to recover the talintsomi behind ‘undibambise
iliwa’ you left me holding the cliff (p22).
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APPENDIX 2: USES OF WEWHICH INCLUDE THE READERS

* It has been said that it is an “accident” that \meencome to think of literature in this way
(p1).

* In this umthamo, we are going to look at a wayeafching language which fits in with
Outcomes Based Education” (pl).

* In this umthamo we are concerned wotial literature (p2).
» Itis high time that we caught up with other partshe world ... (p1).

* If we want our children to grow up into truiyhole human beings, we should think about
whether this fragmented (broken up) curriculum goad way... (p12).

* Perhaps we need to think of the school curriculitihé same way (p12).

» We sometimes have regular times to do certain shinggut we don’t have a rigid
timetable for the jobs that we do in daily life @)1

* And when we put thinggether it makes it easier for children ... (p13).

* One really wonders why we split up the school dafp13).

* When we tell a story orally, the people listeninfiience the way the story is told (p22).

* “A terrible thought is that when these old people are no lomggh us, a link of the
chain that holds oral storytelling together, wil broken” (p22).

» If we want to involve our communities more in tldueation of the young... (p25).

* If we want to see change in education, new idea&sl ree chance to become part and
parcel... (p32).

» If we focus on what learnecain do, they see themselves as succeeding (p36).

* But remember, when we focus too much on what anmnkrscannot do, there is a great
danger that they will see themselvedalsires (p36).
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APPENDIX 3: “FEEDING IMAGE” QUOTE P 12/ 13

We remember talking to Hugh Hawes a few years ago. He ,

. . . ugh Hawes is waell
was at a special workshop in Cape Town on the Child-to-  known for his book “Cur-
Child approach to Health Education. Lots of different people Zi‘;’%ﬁrffa’?sﬁzﬂoﬁf;
were there. There were people from Early Childhood. There (1979
were people from Health Departments. There were doctors
and teachers, community workers and people from youth

organisations.

Hugh Hawes said that a good question to ask about any
Primary Curriculum is, “Does it nourish the child’s growing
mind?” That led to other interesting questions.

e |s it a balanced diet?

e Does it contain the right amount of the right kinds of know-
ledge and the right balance of experiences?

e Is it appetising?
* Is it served up in an interesting and enticing way?

If you think carefully about what he was saying, it means
that to serve nourishing food, you have to think of putting
together interesting meals, made up of a number of different
ingredients.

Perhaps we need to think of the school curriculum in the
same way. Putting things together helps make for more sen-

sible learning. And when we put things together, it makes it
easier for children to make sense of what they find put in
front of them in school classrooms. One really wonders why
we split up the school day into all those neat little 30 minute
periods?

People don’t feed their families meals as separate items,
such as, first eat some dry porridge, then have a small bowl
of amasi, then swallow a pinch of salt. Now take a slice of
bread, followed by a spoon of butter, and then a spoon of
jam. Then finish off with a cup of hot boiled water, followed
by a spoon of coffee grains, and finally, two heaped spoons
of sugar. (No need to stir!)
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APPENDIX 4: FIGURATIVE LANGUAGE

Building

e Theartof... (x2) p2

* Use as a base p2
» Be able to design and provide... p3

* Integrate (x2) p3

* They formed pl0

* Wove a lot of humour pl0
* Was extended and developed pll
» Put things together pl2
» Able to piece together (stories) p22
* Modelled p27

* Make (decisions) p27
* Develop (a habit) p 32
e Build on (x2) p36

» Emphasizing and developing... p36
Breaking

» fragmented (broken up) curriculum pl2
» split up the school day pl2
Watching

* Look at (a way of teaching) p2

» See (the value) p2

» Watch (x3) p25

* Observe p25
» Focus on (x2) p36
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APPENDIX 5: IMPLIED NEGATIVES (INCLUDING MORE AND
CONDITIONALS)

* We think that this approach to language teachirlgmake your language lessons more
meaningful and more interesting for both you andrymupils (p3).

» When you have completed this umthamo you will beranconscious of how your
teaching approach in the classroom affects the ways children learn and feel about
language lpid).

* When you have completed this umthamo you will ble &b design and provide tasks for
your pupils that integrate listening, speakingnkimg, reading and writinglgid).

* When you have completed this umthamo you will haneunderstanding of the value of
providing activities that require your pupils tacass, process, use and share information
from various sourceskid).

* When you have completed this umthamo you will hlaae opportunities to see the value
of using culture based experiences such as iintsamschool Ipid).

At home, transcribe what you have recorded. ... Tils take a long time. But
sometimes doing research takes time. Be thorou@un't forget to include your
informant’s name and some biographical detailshaft person. Remember this is a
degree course. Store this in your Concertina(pi2&).

* Try to get a question from each group. Don't psst the children who you can rely on to
give you answers. Ask some of your more shy legarneEncourage everyone to
participate (p28).

* Let them do this in a scribbler, or on rough papgut if they work on rough paper, they
will need to write their names on the pages, aeg thill need to keep them safibig).

* Again, only give the beginning of the story. Yowmw your children to think about,
guestion and predict what may have happened, wigdit inappen, and why (p33).

* Don't forget, composing [making up and creating]as important part of writing.
Writing is not only the process of transcribingadeonto paper (p36).

* But remember, when we focus too much on what camnkrs cannot do, there is a great
danger that they will see themselves as failuiidsere is a danger that this will give them
a sense of powerlessness (p36).

» Listen carefully yourself, and try to remember 8tery so that you can tell it yourself
(p22).

* Just as you were advised in the umthamo, Learmnthé World, you will have to
approach them in a proper way. You are the oneneeals the information. This person
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may well have the knowledge you need. If you apphothen in an appropriate manner,
you will be able to collect your data (p25).

If we want to involve our communities more in traueation of the young, it is essential
that the people in our communities trust tisd).
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APPENDIX 6: STATEMENTS OF GENERAL FACT

» This approach to language learning and teaching doedivide language into different
parts. It is about the links betwealh aspects of language (p2).

* Many people assume that the word ‘literature’ ieterstories, poems and plays that have
been written down. But this is not true (p2).

* In high schools it has been the custom for some tomseparate subjects. Sadly, this has
filtered down into the primary school. So muchtbat in some schools even aspects of
one subject (or learning area0 are divided intassp parts (p2).

* People don't feed their families as separate itemsh as, first eat some dry porridge...
(p13).

* One of the wonderful things about stories thattale is that there isn’t jusine right or
correct version. There are many. When we tell a storllygréne people who are
listening influence the way the story is told. Ttsawhy stories that are told change with
time and place. The storyteller makes the stdgvemt to the listeners (p22).

* In this way, more complete versions of a story lsamecovered. Aerrible thought is
that when these old people are no longer with liskaof the chain that holds storytelling
together, will be broken. Many parts of the stoilf be washed down to the sea by the
strong river of time (p22).

» This activity can be an important way to make ylamguage work with your learners
more learner-centred... (p32).

* Any primary school teacher knows that children tgkeat delight in repeating an
experience that they have enjoyed (p32).

* Writing is not only the process of transcribingadeonto paper (p36).

» To focus on, and to build on the strengths of leess a good way of working.
Emphasising and developing strengths builds contd€p36).
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APPENDIX 7: STATEMENTS OF FACT UNDERCUT BY CONDITIO NALS /
HEDGES

Many people assume that the word ‘literature’ reterstories, poems and plays that have
been written down. But this is not truk.has been said théttis ‘an accident’ that we
have come to think of literature in this way (p2).

In high schools it has been the custom for some torseparate subjects. Sadly, this has
filtered down into the primary school. So muchtbat in some schools even aspects of
one subject (or learning area) are divided int@ete partsWe suggest that this is
unnatural(p2)

One of the wonderful things about stories thattaleh is that there isn’t jusineright or
correct version. There are many. When we tell a storjhgrine people who are
listening influence the way the story is told. Ttsawhy stories that are told change with
time and place. The storyteller makes the stdgveat to the listenerswhen Viv was
doing some research about using stories in clagasa(p22).

This activity can be an important way to make ylamguage work with your learners
more learner-centred. If you carry out this activity more than once(p32).

Don’t forget, composing [making up and creatinghis important part of writing
Writing is not only the process of transcribingadeonto paper (p36)

To focus on, and to build on the strengths of leesms a good way of working.
Emphasising and developing strengths builds conédelf we focus on what learners
can do... (p36).
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APPENDIX 8: MODAL VERBS

8.1 Modals referring to learners, p11&12

* “The children worked on a particular topic to fiadt all that they could, and then
they reported on their findings” (p10).

* “In some cases tHearnerschose the topic they would researchvid).

* “In other cases, the learners went out into themmmunity to ask what theommunity
would like them to investigatellfid).

* “Children from all grades ... could be found workimghe same group’i§id).

* “For example, ‘Good day. May | ask you somethiagry school research?” (p11).

» If alearner could not spell a word, the respondihthe writing or spelt the word”
(Ibid).

* The learner could even write the information ag gfonounced it"Ipid).

* When back in her/his group, any necessary cormesitould be made with the help of
the other group memberdb(d).

» They felt they belonged to their community and thaty could be of help in future”
(Ibid).

On page 16 modal verbs refer to the tutors or umKhwzeli:

* “S/he could see how you concentrated while you wetening and writing” (p16).
* “S/he could note who spoke and who listenddid).

On page 17, modal verbs are part of the story of tlecting an intsomi:

* “The master could tell the servant was guilty ofty (p17)

* “Once, he even spoke of a bug and likened it toetbimg terribly big, so big it
couldn’t be true” Ipid).

* “When we asked him about the story, he couldn’teetber the story..."1bid).

* “He promised to make an arrangement so that | cadédt him [Steve Tshwete] in
King Williams Town” (p18).

* “This person may well have the knowledge you ngedb).

Modal verbs referring to the possible behaviour othe learners in readers’ classrooms.

* “Then they could share their different versionsIgjp

* “Some teachers were able to make enough copid¢eaftory-beginning, so that their
learners could work in pairs, and could share g't@pxt box p26).

* “Your learners can share one big copy between éamiers” (p27).

* “Tell them to work in pairs, andrite downvery quickly all the questions that they
can think of” (bid).
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“You want them to reallyhink of all the questions that they can about the
information which isnot in the passage’llfid).

“They may have to refer to the passage that theg head to check for clues to the
answers” (p28).

“Don’t just ask the children who you can rely orgige you answers’lpid).

“If they really work at this part of the task, hauld take them at least half an hour”
(Ibid).

You want your children to think about, question aneldict what may have happened,
what might happen, and why” (p33).

“If we focus on what learnesan do, they see themselvessagceeding (Ibid).
“Some of the things that your learners have dong adisappoint you. You may
realise that there are some things that your lesucennot yet do”1bid).

8.2 Modals directed at the readers

CAN / COULD

You could alsavrite down questions you would like sk about happened (sic) next
(p14).

What would happenextin your class, if you were to adapt this activiy you
learners? You could tell or read the rest of theys Or you could ask your learners
to write theirownversions of how the story might go (p16)

You can write in isiXhosa or English (or even bdt{p21).

Ask them if you can record the story as you ligter (Ibid).

You can choose Option A (in which the learners vaid the beginning of the story),
or option B (in which the learners will listen towtelling the beginning of the story)
(p26).

Or you could give them the rest of the story talrema themselves. Some other time,
you could conduct a class discussion about thereifit versions (p28).

This activity can be an important way to make yanguage work with your learners
more learner-centred, and more integrated (p32).

This time you can make some choices about the gtmrywant to usellfid).

If you enjoyed researching the intsomi behind aonid then you could think of
anotheridiom (Ibid).

You could use the tale that you collected behimdvgry first idiom or sayinglgid).
You could use the tale that Steve Tshwete toldeTfilbid).

As a teacher, you can choose to build on thesgghin36).

You may be able to use the first two paragraphgparmay need to use the first three
(p27).

You may want to include some in your Portfoliols £nd of the year to show what
you have been doing in your classroom with yourrees (p29).
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SHOULD

* If we want our children to grow up into trulyhole human beings, we should think
about whether this fragmented (broken up) curricuisia good way to help them to

bewhole(pl2).
* We suggested that you should go to an elderly sotheim the community (p22).
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APPENDIX 9: CONDITIONALS

IF YOU

“If you are to understand how this approach workd & you are to see the value of
working in this way” (p2).

“If you think carefully about what he was saying.(p12).

“What would happen next in your class, if you wieredapt this activity for your
learners?” (p16).

“If you do, please write out the version you knofp21).

“If you do this during the holiday, it will saventie next term” (p22).

“If you approach them in an appropriate manner, wdube able to collect your data”
(p25).

“If you decide totell the beginning of this story to your learners, yolido so much
better if you have observed the story-teller cdlgfiip25).

“If you have a very big class, this could be qeitpensive, especially if your school
does not have copying facilities” (p27).

“If you carry out this activity more that once ..32).

“... you are more likely to develop a habit for wargiin this way if you carry out
this activity more than just oncelb{d).

If you enjoyed researching the intsomi behind aond...” (1bid).

IF THEY , OR IF THE XXX :

“If a learner could not spell a word, the respondbd the writing or spelt the word”
(p11).

“Ask that person if they will tell you a traditiohiatsomi...” (p22).

“Ask them if you can record the story as you listent” (Ibid).

“Ask them if they know other versions of the sarta\s' (I1bid).

“If there is somebody who has a reputation foiriglstories well ... visit that person”
(p25).

“Ask that person if they know any stories behindiymliom” (Ibid).

“Ask your informant ... if they mind if you tape-rex the story (or stories) that they
tell you” (Ibid).

“But if they work on rough paper, they will needwoite their names...” (p28).

“If they really work at this part of the task, hauld take them at least half an hour”
(Ibid).

“... if they [teachers] are asked to try out a paitac task with their learners, quite
often they do it just that one time” (p32).

IF WE:

“If we want our children to grow up into truly whehuman beings ...” (p12).
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e “If we want to involve our communities more in teducation of the young ...”
(Ibid).

* “If we want to see change in education ...” (p32).

» “If we focus on what learnexsan do, they see themselves as succeeding” (p36).

OTHER CONDITIONALS: SEEM, PROBABLY, MAYBE, PERHAPS, POSSIBLE

* “They [the learners Tillie observed in Australigesned to have picked up the idea
that people may disagree for some good reason§).(pl

» Elderly people seem to have more time than the g@ml the middle-aged” (p11).

*  “You probably have lots of different jobs or rokesplay. Maybe you are a mother, a
wife and a housekeeper, as well as a teacher. &gy also have certain other jobs
to do in your community. ... And often the otherdfiicial’ jobs that you do, help
you to do your job as a teacher even better. WWeeimes have regular times to do
certain things” (p12).

* “Perhaps it would be better to integrate the defeaspectof learning areas...”

(Ibid).
* “Perhaps we need to think of the school curricuinrthe same way”16id).
e “... together think of some probable answers to tlgpgestions” (p15).
« “... and perhaps something which indicates why yoasehthis person” (p26).
* “You will probably have to allow about ten minuties this activity” (p27 text box).
e “... and thinking of possible answers” (p32).

* “Perhaps you can think of ways to encourage thedet@lop the skills, and give
them the understanding they seem to need” (p36).

CONDITIONALS COMBINED WITH WE

* We sometimes have regular times to do certain #ii(ul2).

* “Perhaps we need to think of the school curricuinrine same way”1bid).

» “If we want our children to grow up into truly wleohuman beings ...’l1§id).

» “If we want to involve our communities more in teducation of the young ...”
(p25).

* “If we want to see change in education ..."” (p32).

* “If we focus on what learneisan do, they see themselves as succeeding” (p36).

*  “When we focus too much on what our learreasnot do, there is a great danger that
they will see themselves &a&lures” (p36)
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APPENDIX 10 “LOOSE” QUESTIONS

* “One really wonders why we split up the school day all those neat little 30 minute
periods?” (p13).

*  “While you were doing this activity, did you notibew your umKhwezeli was
watching you?” (p16)

*  “What would happen next in your class, if you weredapt this activity for your
learners?” lpid).

» “Tell the story to someone else before you listethe tape. How much have you
managed to remember?” (p22 )

* “Do you know any other or different versions ofstistory?” (p21).
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APPENDIX 11: GIVING CHOICES

* You will have to make some decisions abloow you do this, depending on the age
and stage of your learners. You will have to decidhether you wish your learners to
read the story-beginning, or whether you wish your leasrtolisten to you telling
the story-beginning (p 26).

* You can choose Option A (in which the learners vaiid the beginning of the story),
or Option B (in which the learners wiisten to you telling the beginning of the story)

(p26).

* Then you need to make decisions about how mudheo$tory you will give your
learners. The idea is to give them a small pathefstory, so that they havettonk
about what might follow. You want to give themtjesough so that they will have
guestions burning in their minds. Each story Wldifferent. You may be able to
use the first two paragraphs, or you may needéchssfirst three. Butou will have
to decide (p27).

* You will also have to decide whether you write tsiisry beginning on the
chalkboard, or whether you make copies so that gainers can share one copy
between them (p27).

* Make sure that you make time to tell them the oéghe story. Or you could give
them the rest of the story for them to read thewesel Some other time, you could
conduct a class discussion about the differenivesgp28).

* This time you can make some choices about the gtmrywant to use.

o If you enjoyed researching the intsomi behind aond then you could think
of anotheridiom. You will then have to find the intsomi hieti that saying.
(In this case, we suggest that you follow the ingtons in Activity 6 at the
beginning of this Unit.) Or,

0 You could use the tale that you collected behimovigry first idiom or saying
(Activity 5, Unit 2). Or,

0 You could use the tale that Steve Tshwete toldeT(ip32).

» Once you have your story, you will have to makeislens about how much of
the story to give your learners. Agaamly give the beginning of the story (p33).
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APPENDIX 12 CONTEXTS WHICH SUGGEST THE EXPERT

* Text box: “There are different approaches to teaglaind learning. Many colleges of
education tend to teach just one” (p2). Sub-tivgy know many approaches.

* Refers to “our global village”(p2) claiming it dseirs.

» Tillie visits schools in Australia and attends afewence in Adelaide. This account
lasts two pages (p 10 and 11).

* Technical terms are added in brackets or explaiméae text: non-verbal
communication, project-based, fragmented (brokenagmposing (making up and
creating). They are often bolded or italicized.

* We remember talking to Hugh Hawes a few years afpwas at a special workshop
in Cape Town on the Child-to-Child approach to He&ducation. Lots of different
people were there. There were people from Earifjd@bod. There were people
from Health Departments. There were doctors aachters, community workers and
people from youth organizations. Sub-text, thegvkmany important people, go to
important conferences; this information doesn’t eamat of no-where.

* Text-box: “Hugh Hawes is well known for his bookuficulum and Reality in
African Primary Schools” (1979).

» But Mr Siwisa said that the Minister of Sport, Stéhshwete, was fond of this story,
and many other stories. He said that the minigéer arriving that very same day
from Johannesburg, and he promised to make angamaent so that | could meet
him in King William’s Town, this is Steve Tshweteisrsion of the story. Sub-text,
they know important people. Education and stolinteis important enough for
ministers to take time out of their schedules.
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APPENDIX 13: SAMPLE PAGE OF LAYOUT (PAGE 26)

) [ T
Y [

down

(i) how you collected your story,

(i) something about your informant (approximate age,
sex, and perhaps something which indicates why

you chose this person), and
(iii) how you found this experience.

‘Using literature as a basis for introducing a whole

language approach

to use it with your learners.

_____ ~ i

have collected, yourself.

“You will have to make some decisions about how you do

this, depending on the age and stage of your learners. You
will have to decide whether you wish your learners to read

the story-beginning, or whether you wish your learners to

listen to you telling the story-beginning.

‘The most important thing that we can say is that you only

need the beginning of the story.

‘This next activity is the first part of the Key Activity. You can

“» At home, transcribe what you have recorded. In other
words, listen to the tape, bit by bit, and write down in
your Journal every word of the story that your inform-
ant told to you. This will take a long time. But some-
times doing research takes time. Be thorough. Don't
forget to include your informant’s name, and some bio-
graphical details of that person. Remember this is a
degree course. Store this in your Concertina File.

‘e Open your Journal. Write the date and time. Then write

'Now you have collected your story, you will need to prepare

At the face-to-face session where this umthamo was intro-
duced, you were given the beginning of a story that Tillie
collected from Steve Tshwete. We are going to ask you to
repeat this activity with your own learners.

use the story, Umlambo otshayela amaXoki (The River that

swept away Liars). Instead, you will use the story that you

D.ed vrmi: nar 1
DUl YyOUU wulIi L

* When some teachers tried

this activity with their learn-
ers, they did different
things.

Those who taught Grade
1 or 2, told the story be-
ginning to their learners.

Some ieachers were abie
to make enough copies of
the story-beginning, so
that their learners could
work in pairs, and could
share a copy.

Another teacher wrote the
story beginning on the
chalkboard for her learn-
ers to read.
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APPENDIX 14: ICONS

» Journal activity: structured instructions about wtzould go into the journal entry.

* A (female) head: this requires thinking and refleg@about.

* Written report.

» Classroom or school: this research or activity &htake place in the learner-
teachers’ school environment.

* Akey: indicates a key activity.

* Afigure bowed over a book: a section for reading thinking.

» Two figures: discussion.

* A group: a face-to-face session with umkhwezeli

» A concertina file: an assignment which should letuded in the concertina file
portfolio.

* A pair of scissors, pen and pritt: instructions foaking materials.

* Adigital time clock: the amount of time a sect&ould take.

Key Activity

Thinking and M O
Reflecting Ot i
Reading and umkhwezeli

Thinking

132



APPENDIX 15: RIGHT HAND TEXT BOXES

Expand the central text: “There are different apphes to teaching and learning. Many
colleges of education tend to teach jus¢ (p2).

Explain a person introduced in the central textugH Hawes is well known for his book
‘Curriculum and Reality in African Primary Schoold979)” (p12).

Explain an instruction: “You will do this activiiy the face-to-face session where this
umthamo is introduced” (p14).

Suggest some other options for classroom applicatihen some teachers tried this
activity with their learners, they did differenirigs. Those who taught Grade 1 or 2, told
the story beginning to their learners. Some teachere able to make enough copies of
the story-beginning, so that their learners coutdkwn pairs, and share a copy. Another
teacher wrote the story on the chalkboard for éamers to read” (p26).

lllustrate the central text. The photograph intiigat hand column, although very small,
clearly illustrates the activity described in tlentral text as “When we tried this activity
with a group of multigrade learners, the teachad r@oud the story beginning. As she
modelled good reading, the learners followed inrtben copies of the text” (p27).

Provide an additional instruction about the acfivitYou will probably have to allow ten
minutes for this activity. You will have to readwylearners’ body language to judge
when they are ready. If one or two groups dorens¢o be talking very much, go to
those groups and make sure that they are cleat alba it is that you want them to do”

(p27).

Provide a hint: “If your school has a strict timatg you will need to do this part of the
activity in another period, or you could ask yaeauiners to do this for homework” (p28).

Refer to a previous umthamo: “If you look backhe first Technology Education
umthamo, you will see that there is a suggestiof@ way you could improvise an
easel or a stand on page 23" (p29).
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APPENDIX 16: PHOTOGRAPHS OF CONTRIBUTORS TO THE IN TSOMI
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APPENDIX 17: PHOTOGRAPHS OF LEARNERS WITH VECTORS

Photograph 1 page 13: Working together to interpneitture

Working together to interpret a picture

Photograph 2 page 13: Working together on a project
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Photograph 1 page 36: Reading and thinking

Reading and

—

Photograph 1 page 37: Reading, thinking and digogiss

Reading, thinking and discussing
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Photograph 2 page 37: Reading, writing and thinking

Reading, writing and thinking

Photograph 3 page 37: Reading and thinking aboat wi have written

N

g

Reading and thinking about what we've written Writing, reading and thinking

Photograph 4 page 37: Writing, reading and thinking
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