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CHAPTER 1: INTRODUCTION

1 INTRODUCTION

This chapter provides a brief background of what triggered the researcher to conduct this study
(1.1). Firstly, I locate the study by presenting the state of literacy in South Africa and the
challenges of developing literacy in this context and present relevant reading intervention
programmes that have been implemented in the country to improve reading. Secondly, I discuss
the rationale and significance of the study, explaining why the study is focused on literacy, and
reading for enjoyment in particular. This is followed by the research objectives and the
questions guiding this study. A hypothesis is provided so as to inform the reader about what

the study investigated. The final section presents an overview structure of the thesis.

1.1 MOTIVATION FOR AND BACKGROUND OF THE STUDY

The trigger in conducting this study on extensive reading (hereafter, ER) defined as the reading
of large quantities of material for information and for pleasure (Day & Bamford, 1998),
emanates from the findings of my Master of Education research which was conducted in 2012—
2013 with a group of Grade 3 learners at a school in Grahamstown. A reading club was
designed and established at this particular school with the aim of improving learners’
vocabulary. In summary, the results of that study pointed towards the need for learners (a) to
be provided with opportunities to read for enjoyment and engage with meaningful and authentic
texts; (b) to be allowed to make their own book choices; (c) to participate in large groups, small
groups and individual activities to enable them to engage with a variety of texts; and (d) to
encounter vocabulary in a variety of ways through multiple texts and genres (Tshuma, 2014).
These results made me recognise the importance of an informal learning environment in
language development and nurturing readers and as a result, I was interested to conduct this

study and explore further the development of reading in a similar context.

The proposed study also takes into cognisance that complex learning takes time and involves
multiple kinds of interaction with the text. As Au (1993) points out, literacy is not only about
being able to read and write but also about the willingness to engage in literate behaviours like

attempting to read, write and pay more attention when listening to stories. Overcrowded
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In addition, South African learners’ academic achievement, particularly in Grade 3 and 6, is
low when compared with their counterparts globally and in other African countries which
spend less on education and which have fewer resources (Spaull, 2011). The large-scale
national systemic evaluation which was conducted by the Department of Education in 2001 in
all nine provinces in South Africa, showed Grade 3 learners achieving a national mean of 38%
for reading and writing in their home language (HL) (DoBE, 2002). In addition, the summary
of 2012, 2013 and 2014 Annual National Assessments (ANA) gives a comprehensive picture
of how South African learners are performing in Mathematics and Languages in particular,
both nationally and provincially. Nationally, learners in the FP demonstrate low reading levels,
poor reading skills, and poor comprehension in their HL, as reported in the 2013 ANA
Diagnostic Report (DoBE, 2014).

At a provincial level, the ANA results indicate that the Eastern Cape (EC) Province is amongst
the poorest performing provinces. Howie, Venter, Van Staden, Zimmerman, Long, Scherman
& Archer (2007), state that learners in the EC are reading approximately 4 years behind
international norms (32% of Grade 4 learners are illiterate, while 60% of these learners cannot
read for meaning). Out of 23 districts in the EC, Grahamstown district where the study was
conducted is also amongst the poorest performing districts (number 20) in Grade 3 HL
(isiXhosa). The ANA analysis conducted by the Grahamstown Area Distress Relief
Organisation (GADRA)- Education (Westaway, 2015), indicates that no-fee paying schools in
Grahamstown are failing to attain a 60% competency in language as stated by President Zuma
in the state of the nation address in 2010. In addition, research conducted by the Molteno project
reveals that in the Eastern Cape, one out of three children at Grade 3 level is literate
(www.molteno.co.za). These local results confirm the findings of international tests such as the
Progress in International Literacy Study (PIRLS) (2006) (Howie et al., 2007). High failure and
dropout rates in schools, therefore, continue to perpetuate a cycle of illiteracy, which has far-

reaching economic and social consequences.

These consistently low literacy levels suggest that learners are starting off poorly in reading,
and staying on a poor reading path, an indication that the literacy foundation on which learning
is built is weak. Spaull, Van der Berg, Wills, Gustafsson, & Kotzé (2016) indicate that the

problem originates from the way learners acquire their additional languages and the lack of
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learning contexts and the overall findings from these studies indicate that learners should be
given access, opportunities to read what they choose as it leads to improved performance,
motivation and satisfaction. Reading should be advocated as a pleasurable activity and as a

valuable skill, in order to promote reading for pleasure.

In addition, there are various civil organisations, non-governmental organisations and private
institutions and enterprises, such as Biblionef, Nal’ibali, (PRAESA), The African Story Book
Project (SAIDE) making efforts to try and curb the illiteracy rates through programmes that
encourage reading in schools and in communities. These organisations are filling a vital gap
by providing books for children to read and teaching them how to read, a critical skill required
for one to be fully fledged. They also make reading resources freely and equally accessible to
learners of different demographic profiles. However, limited research has been documented
regarding the benefits of such programmes. Below follows a brief summary of some of these
literacy programmes which are relevant to the study as they are concerned with instilling the

love of reading in children.

* Biblionef

This is a literacy initiative driven by an organisation called Biblionef (Retrieved July 26, 2016,
from htt://biblionefsa.org. za/about-us/). Briefly, Biblionef is a book donation organisation
which provides books nationwide in any of the eleven official South African languages. The
organisation works in collaboration with civil society organisations, the Department of Basic
Education, teachers, schools, university and researchers to ensure that they properly distribute
books to those in need of them in the language preferred and most relevant to the children. The
organisation aims at making books available and accessible to children so as to nurture a love
of reading. The guiding theory of the organisation is “that access and use of attractive age-
appropriate books will have beneficial effects such as better literacy skills, the promotion of
confidence and improvement in learning” (http://biblionefsa.org.za/about-us/). However, the
disadvantage of Biblionef is that books are donated to schools for example, and not much
follow up is carried out to see that books are being used. While there are books in some schools

as [ have observed, they are often locked away.



The ERP in this study relied mainly on books donated by Biblionef. The first donation was 123
books, both in isiXhosa and English (see Appendix 1A). To sustain the reading programme
beyond the research, a second book donation of 200 books both in isiXhosa and English was

made in May 2016 (see Appendix 1B).

* PRAESA-Nal’ibali Reading Clubs

Nal’ibali (isiXhosa for ‘Here is a story’) raises awareness of the importance of stories in a
child’s mother tongue from an early age. It recognises and respects the power and potential that
parents, caregivers, and community-based organisations have in literacy development. The
organisation supports and provides mentoring to and training of people countrywide who are
interested in and passionate about storytelling, reading and writing with children. According to
Nal’ibali’s website, the organisation was inspired by a reading club in Cape Town which was
initiated and supported by PRAESA since 2006. The aim of this campaign is to grow and
nurture reading clubs across the country (Retrieved July 26, 2016, from

http://nalibali.org/about-us).

Similarly, to Biblionef, Nal’ibali also promotes reading and writing in mother tongue
languages. Both believe that, for reading to be meaningful and enjoyable, children and adults
need to understand what they are listening to or reading about. Hence, the campaign provides
multilingual stories and resources. Nal’ibali develops and distributes bilingual newspaper
supplements with stories, story-related activities, guidance, tips and activities to share with
children of all ages in all of the 11 official South African languages which include isiXhosa
which is the language used as a medium of instruction in my research sites. The campaign
extends to radio stations and digital platforms to inform, inspire and equip adults to engage

with children wusing stories and reading (Retrieved July, 26, 2016, from

http://nalibali.org/about-us). The limitations of Nal’ibali reading clubs is that many do not
focus on a specific target group, making its effectiveness debatable. The reading clubs are
mostly mixed, consisting of children coming from different schools, varying age groups and at
different reading levels. This makes it difficult for those children who need extra support and

attention to perform at the same levels with their peers.


http://nalibali.org/about-us

Although the programme is much publicised, from my personal experience, schools and other
communities are still reluctant to access these reading resources thereby disadvantaging the
children. However, in this research study, I used the bilingual stories and short video stories
provided by Nal’ibali. I also adapted their online reading tips and activities to share with my
participants. These bilingual resources from Nal’ibali gave rise to tensions which are germane

to the study discussed in Chapter 6 and 7.

* GADRA Education and Project Read

In Grahamstown, where the study was conducted, there are two organisations working in
partnership to improve literacy in schools, namely Grahamstown Area Distress Relief
Association (GADRA) Education and Project Read. Most schools in the FP supported by
GADRA Education use an approach to teaching reading called “Bridge to English”. Both
schools in this study are in the GADRA Education programme. The programme is designed to
deal with problems that speakers of African languages have in learning English (Retrieved July
26, 2016, from www.molteno.co.za). The programme focusses specifically on developing HL.
and second additional language (L2) through an initial emphasis of a phonics approach and
later adopts a whole language approach. Also, through GADRA Education, in-service and

student teachers get training and support on literacy development.

Project Read operates under the sponsorship of Comprehensive Literacy Outreach Programme,
now in its sixth year. This initiative facilitates the promotion and implementation of literacy
projects focusing on developing L2 in four schools including Site A in Grahamstown. It has a
Volunteer Programme that supports the FP children in these sites through utilizing “Word
Works” and “Shine Centre” methodologies developed in Cape Town which emphasise the
phonics approach to reading. In 2016 there were approximately 170 children on the
programme. Although this programme has a specific target group and also aims at developing
struggling children’s reading skills, the only limitation is that it does not involve teachers who
are in a better position to understand learners’ needs, and strategies that may help learners

become readers.


http://www.molteno.co.za

* Inkwenkwezi Society

Iinclude this initiative because of its existence at both research sites. Inkwenkwezi (isiXhosa
for ‘Star’) society is an early childhood society based at Rhodes University which was formed
in 2010. Through its volunteer-run paired reading programme, it strives to improve early
childhood literacy in four disadvantaged schools in Grahamstown. The two schools in this
study are in the Inkwenkwezi reading programme. Working closely with Nal’ibali, the society
aims to incrementally ease English into the children’s vocabulary by adopting a whole language
reading approach. They believe that an increase in incrementally administered, well-instructed
English will lead to an increase in academic proficiency. Volunteers spend an hour a week
reading, writing and playing educational games with a child so as to encourage children to learn
to love reading (Broomberg, 2013). However, the programme relies on university student
volunteers only which is problematic, as not all volunteers are well-informed about reading
theories and strategies. Some of these volunteers only rely on the initial training provided by
the organisation which is inadequate for fully developing children’s literacy skills. The

programme is exclusive as it only focuses on proficient readers in isiXhosa or English.

In addition, as part of the broader strategies to improve literacy, the South African Department
of Basic Education is at the implementation phase of a project conceptualised in 2014 (DoBE,
2014). This project also seeks to inculcate a culture of reading in schools through the
establishment of reading clubs in selected schools. In addition, as a framework for improving
language in the FP, the 2013 ANA Diagnostic Report (DoBE, 2014) expects learners in Grade
3 to read two to three books per week in the classroom. It also states that learners should be
exposed to a large variety of fiction and non-fiction texts. Given the importance of English
(L2) as the language of teaching and learning, the report recommends a targeted programme in
which learners should be exposed to a variety of reading resources that cater to various reading
levels and interest. However, this might be difficult to achieve as most schools are under-
resourced and some have no libraries, like site B of this study (Chapter 4, Section 4.5) therefore,
the provision of suitable reading material is a source of great concern (Nassimbeni & Desmond,

2011).

Furthermore, the DoBE (2008) in their attempt to remedy the low literacy rates in South Aftrica

also identified six focus area requiring attention. These are: teacher competency; libraries;






reading in Grade 4 where English is the LoLT. However, South African schools are still
performing below the standard set by the curriculum. This is evidenced in the findings of a
study conducted in ten schools with Grade 4 learners in the EC which indicate that Grade 4
learners’ knowledge of words requisite for reading to learn is low (Sibanda, 2014). Research
demonstrates that chances for success in school greatly deteriorate if children cannot read well
by the end of Grade 3. Chall & Jacobs (1983) noted that many low-income Grade 3 learners,
reading at grade level experience a drop in reading scores by Grade 4. The researchers referred
to this phenomenon as the fourth-grade slump, indicating that these learners fail to thrive and
can no longer meet grade-level expectations. As a means of remediating these learners’ reading
problems, Flanagan (1995) states that children should be given opportunities to play with books
and discover what books and written language are all about. They need exposure to reading
and extensive practice in order to develop the skills necessary for other learning undertakings.
In this way, they acquire decoding skills incidentally through immersion in print-rich
environments. In addition, Ross (20006) states that children who are fluent readers will be more

successful in school and as adults, but attaining that level of reading ability requires practice.

However, children from disadvantaged backgrounds have less access to reading material than
do children from higher income families (Krashen, 2004). Many stay with parents who have
little time or ability to read with their children. Also, their reading is affected by overcrowded
classrooms and teaching reading in such conditions is very difficult. According to Spaull et al.
(2016), many FP learners are in classes that exceed what is stipulated by the government that
each class must have a maximum of 35 learners in Grade R-4. In the Eastern Cape where this
study was conducted, between 10 and 15% of Grade 1-3 students are in extremely large classes
with more than 60 children (Spaull et al., 2016, p. 11). This places poor and working class
children at an enormous disadvantage in learning to read and write, and teachers cannot provide
meaningful feedback and one on one instruction. In addition, Bloch (2007), points to the barrier
to the development of reading literacy in primary schools in Africa as a consequence of the
tyranny of the textbook, which relegates storybooks to supplementary and therefore non-

essential and unimportant material (p. 53).

Furthermore, in many classrooms, and as presented in Chapter 5, teachers do not give
precedence to other learning approaches that motivate learners to want to read and explore the

power and value of stories and other texts. Noticeable in many FP classes and poor schools are
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graded readers, more than varied story books to read for pleasure, which learners decode
through intensive study and develop limited comprehension (Hoadley, 2016). This poses a
challenge in the later grades when learners are required to read different types of text and apply
their skills by writing in workbooks. In addition, there is a lack of authentic material that can
expose learners to natural language and learners are given little or no opportunity to practice
reading or engage with texts in meaningful ways (Ibid). As a result, when reading for pleasure
was introduced in this study it was a new and exciting experience for the participants who had
been previously deprived of exploring reading on their own as will be presented in Chapter 7.

Table 1 provides a summary of a typical FP classroom as observed by Hoadley (2016).

Table 1: Descriptive features of FP Literacy classroom (Hoadley, 2016)

e Students have limited opportunities to handle books and bound material

e Students mainly read isolated words rather than extended texts

e Students mainly write single words and single sentences. There is very little writing of
extended text.

e Focus is on decoding texts rather than comprehension and reading for meaning

e There is little or no elaboration on student responses

e Leamning is largely communalised

e There is virtually no vocabulary and spelling development

e There is little systematic teaching of phonics and decoding skills

e Oral discourse predominates

e There is a lack of (good) print material in classrooms

e There is a shortage of sufficient texts at a range of reading levels, both ‘big books™ and
graded readers

Although the phonics approach to reading noticeable in many FP classrooms summarised in
Table 1 above is an important part of learning to read, South African researchers like Bloch
(2009) believe that it is not enough and I agree. In her view, children learn through taking part
in a social experience, that is, by being immersed in oral language as a result of taking part in
a social experience, which I also observed in the study I conducted earlier (Tshuma, 2014), a
reason for framing this study in socio-cultural theory (Chapter 3, Section 3.2). Each learner has
his or her own reading personality to be catered for in class reading programmes; failure to
provide appropriate and varied reading and an over-emphasis on intensive reading might lead
to learners becoming frustrated and forming negative opinions about reading. Cole (2002)
states that a one size fits all classroom reading programme cannot guarantee reading success
for all learners because learners are motivated by a number of very different types of texts and
activities. Similarly, Day & Bamford (1998) state that “the pleasure of learning in areas of
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1.3 RATIONALE AND SIGNIFICANCE OF THE STUDY

Reading is a powerful tool that enables one to acquire knowledge and understanding and it is
of importance that learners learn to read for meaning as early as in the FP. According to Spaull
et al. (2016), FP is a critical phase for acquiring basic learning skills at school, and specifically
reading skills, and once these are not fully acquired by Grade 4, then little learning might be
expected to take place later. Therefore, like any other activity, reading needs to be practiced,
and according to Loh (2009) one practices something by actually doing it. However, research
has shown that children from economically disadvantaged communities have less access to
reading material than children from higher income families. In disadvantaged or poor
communities, people do not have money to buy books, and as a result, reading is not common
practice in these communities (Alexander & Filler, 1976; Saxby, 1997; Howie et al., 2007).
For them, the school library is the only possible source available for reading resources. Sadly,
evidence from both international studies (Smith, Constantino & Krashen, 1997; Neuman &
Celano, 2001) and local studies (Nassimbeni & Desmond, 2011; Equal Education, 2011)
indicate that school libraries are not succeeding in helping these children in most cases because

of their dysfunctionality and lack of appropriate reading resources.

Many South African learners do not have easy access to books. In the Eastern Cape Province,
there are 5669 schools and only 167 have functioning libraries (Equal Education, 2011). As
will be discussed in detail in Chapter 4, Site A is amongst the schools with dysfunctional
libraries and Site B has no library space, material, nor librarian. This situation is worsened by
the fact that 85% of the South African population lives beyond the reach of a public library
(Equal Education, 2011). This leaves many learners with little or no exposure and access to
meaningful reading material. Hence, Krashen (2004), states that “Children from high-income
families are deluged with books, children from low-income families must aggressively and
persistently seek them out” (p. 68). According to Loh (2009), children from low income
families become the low-achieving learners and very often are not “turned onto reading”
(Saxby, 1997, p. 215), or “hooked on books” (Pilgreen, 2000, p. 2). As a result, such children
tend to refrain from the reading activity because they have little love for reading and they may

not be proficient in reading at all.
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In addition, the time many learners spend engaged in reading both at school and at home is not
enough. Reduced reading opportunities mean that both learners’ competence and confidence
suffer. Without ongoing and supported reading experiences, learners stop growing as readers
and even lose ground. Therefore, to avoid this downward spiral, I created a supporting and
sustaining print-rich environment in two research sites through the implementation of an ERP
which brought back reading into the learners’ lives both at school and at home. By
implementing such a programme, I also began to change the conditions of learning

(Cambourne, 1995) and reclaimed education and literacy as a public good.

The present study sought to modestly contribute to knowledge: theoretically by designing and
implementing an ERP as an intervention informed by diverse hypotheses and views such as
that there is a need for programmes that accommodate each learner’s reading personality (Cole,
2002); and that learners should be provided with reading material in both their L1 and L2
(Camiciottoli, 2001). This study confirmed that both extensive reading and intensive reading
have their own advantages, therefore a combination of both can be beneficial to both teachers

and learners in the language classroom.

According to Cunningham & Stanovich (1997), children who start reading for pleasure at an
early age are exposed to greater opportunities to develop literacy skills than children denied
early reading experiences. They go on to say “we believe that independent reading may help
explain the widening achievement disparities between the educational haves and have-nots”
(p. 68). An ERP creates access for learners to a variety of reading materials in a reading-input-
poor setting like that of Site B in this study and many other disadvantaged communities in
South Africa, and provides a learning experience which is different from the one which is

dominant in many FP classrooms as evidenced by Flanagan (1995) and Tshuma (2014).

Finally, there is a paucity of investigation into the affective domains of reading, yet, attitude as
an affective component is a significant element of literacy instruction due to the link between
attitude and reading success. Methodologically, the study is innovative in its use of data
collection instruments which are different from those of other studies, such as employing
learners’ drawings to explore and reveal their attitudes in the reading process. For example, in
previous studies (Walberg & Tsai, 1995; Yamashita, 2013), attitudes towards reading were

assessed by learners’ written responses to written statements about reading. However, Baker
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participants and that there will also be a positive effect on the reading attitudes of the

participating Grade 3 learners.

1.7 CHAPTER SUMMARY AND THE STRUCTURE OF THE THESIS

The intent of this chapter was to set the scene for the study. The chapter provides the reader
with information about the state of literacy in South Africa and other contextual information

that is useful in understanding the study.

Chapter 2 is a review of the literature. Relevant reading theories are discussed as they also
provide a basis for understanding the key concepts of the study such as reading, extensive
reading and attitudes. Studies that are similar to the current one are discussed so as to identify
a gap in research and locate the study within the broader context of related studies.

Chapter 3 presents a discussion of the theories related to the topic. It focuses on the theoretical
framework, Cultural Historical Activity Theory (CHAT) and the key concepts which inform
and guide the analysis. Chapter 4 is concerned with the methodology used to investigate the

effect of an ERP on learners’ reading attitudes.

Chapter 5 discusses the findings from the Pre-Intervention Phase. Findings from this phase are
important as they inform the next phase of the research, the Implementation Phase, which is
Chapter 6. In in this chapter I discuss how the reading programme was implemented, tensions
surfaced and the attitudes of the learners towards reading and the reading programme.
Thereafter, Chapter 7 is the evaluation and reflection phase. In this chapter I discuss findings

gathered from the Post-Intervention phase.

Finally, Chapter 8 ties the research together, noting the effect that the implemented programme
has had on the learners’ attitudes. Ethical issues are discussed and recommendations based on
the findings of the study are provided. Copies of all the data collecting instruments used,

samples of data collected and important letters for this study are included as Appendices.
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CHAPTER 2: LITERATURE REVIEW

2.1 INTRODUCTION

The purpose of this chapter is to critically review research through discussing and summarising
current knowledge on extensive reading and reading attitude. I begin by discussing relevant
reading theories resulting in the theory that informs the ERP which was implemented in this
study. This discussion leads on to an understanding of the conceptual differences between
reading and extensive reading, which I discuss in detail. In addition, I discuss attitude, a key
concept of the study, arguing for its importance in reading development. I then locate my study
by identifying debates in literature concerning extensive reading and reading attitude. This
study approaches reading as a social practice, therefore a body of literature on extensive reading
and attitudes has been selected to help understand these concepts and show how they play a
crucial role in reading development. I have identified that there is limited research on extensive
reading in the South African context, a gap which the study seeks to address, hence examples
of research in this discussion are mostly of international studies. A chapter summary concludes

this chapter.

2.2 READING THEORIES

The South African DoBE regards literacy as a critical foundational skill that is crucial for young
people to succeed at school and to also participate in a complex society (DoBE, 2011).
Therefore, learners need necessary knowledge, skills, attitudes, and understanding to engage
with the literacy demands of the curriculum and to participate effectively in a modern society.
However, the definitions of literacy have evolved through the years resulting in autonomous
and ideological models of understanding literacy (Heath 1983; Street, 1995). This study is
informed by an understanding of literacy as a social practice (Heath, 1983; Scribner & Cole
1981; Gee, 1996). This theoretical position is an ideological model of literacy and recognises
that literacy does not only reside in people’s heads as a set of skills to be learned, nor does it
just reside on paper captured as texts to be analysed. Rather, like all human activity, it is
essentially social and is located in the interaction between people (Vygotsky, 1978). The
implementation of an informal bilingual ERP was seen as a platform that would potentially

enhance literacy by embedding it in an authentic social practice where learners would learn
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implemented in this study first established each learner’s history and experiences regarding

reading, and based on these a responsive reading programme was designed.

In addition, the phonics approach has been criticised in that it holds children back from reading
real books and encourages children to read words separately in a sentence, yet, children should
be introduced straight away to real books and environmental print (Bloch, 2007; Rose, 2016).
In the same vein, Clay (1991) refuted the practice of focusing on phonics and decoding only in
the FP as well as the expectation that learners will mysteriously know how to read to learn
when they begin the IP. In the IP, expectations for learners dramatically change. Learners are
expected to apply sight words and decoding skills supposedly gained in the FP to new and
challenging content and information. However, many learners need more practice with these
basic skills. They also need continued emphasis and instruction on interpreting and
comprehending what they read. This then means that learning to read and reading to learn
should be happening simultaneously and continuously from FP through IP and beyond (Rose,
2016). In fact, in the process of decoding, learners also work hard to understand what they are

reading, therefore comprehension strategies can and should be taught at length in the FP.

Due to the limitations, and also a recognition that each of the two approaches is important and
that they are complementary, rather than in competition, a consensus of opinion is emerging,
that reading is neither top-down nor bottom-up, but rather both (Rumelhart, 1977, Stanovich,
1980; Freebody, 1992). A balanced approach or an interactive reading model incorporates both
aspects. Beard (1998), suggests that there is evidence that a balanced view is a logical and
valuable one for the teacher of literacy. In this process, the teacher acknowledges the learners’
background knowledge and the reader utilises all the knowledge they have, which includes
linguistic knowledge, background knowledge, cognitive and metacognitive reading strategies.
Winch et al. (2006), state that a balanced approach is essential in that it places meaning at the
core of all reading and recognises the interaction between reading and writing and the
importance of context in reading. Acknowledging that context is important for learners to be
motivated to learn to read aligns well with Vygotsky’s (1978) perspective. Hence, the balanced
reading approach informed the ERP that was implemented as it mainly focused on reading for

pleasure and reading for meaning in a social learning context.
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2.3 A BALANCED READING APPROACH INFORMING THE ERP

Reading is needed for success in every society and if reading success is not achieved,
educational careers are negatively affected due to a lack of understanding and inability to
comprehend written material. According to the National Reading Panel (2000), there are five
components of reading that need to be developed in order for children to learn to read, namely
phonemic awareness, phonics, fluency, vocabulary and comprehension. It is the responsibility
of the schools and the community to ensure that all these components are developed through
reading intervention programmes and the school curriculum for learners to be able to read for
meaning and enjoyment. However, there is a constant struggle to find the best way for children
to learn to read and grow to be life-long readers. According to Harmer (2007), for learners to
fully benefit from their reading, they need to be involved in both intensive and extensive
reading. Echoing the same views, Brown (2007), states that extensive reading should be used
in conjunction with other focused reading instruction. In addition, Nuttal (1996), states that
both intensive and extensive reading are complementary and necessary. This means that these
are not two contrasting ways of reading, but they entail interrelated and overlapping

pedagogies.

ER is contrasted with intensive reading which mainly focuses on language rather than meaning,
and the teacher usually chooses what to read (Bell, 1998; Waring, 2006). Extensive reading is
sometimes referred to as reading for pleasure, sustained silent reading (SSR), free voluntary
reading (FVR) or book flood. Bamford & Day (2004) define extensive reading as “an approach
to language teaching in which learners read a lot of easy material in the new language. They
read for general, overall meaning and they read for information and enjoyment” (p. 1). The
purpose of extensive reading according to Richards & Schmidt (2002) is “to develop good
reading habits, to build up knowledge of vocabulary and structure, and to encourage a liking
for reading” (pp.193—194). In extensive reading readers choose the material they are interested
in, they read at a time, pace and place convenient for them. The reader continues the reading
act because they are interested in the activity. They read as much interesting material that is

slightly below, at, or barely above their level of competence as possible (Krashen, 2011).

As discussed throughout Chapter 1, many South African learners come from underprivileged

contexts and cannot read beyond the most basic or literal levels of understanding (Spaull,
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some learners writing might not be an interesting activity and might impact on their attitudes
towards reading, however, its positive effects on language development and attitudes cannot

be ignored.

The balanced approach to reading also aligns with Vygotsky’s concept of the Zone of Proximal
Development (ZPD). It stipulates that the teacher must observe individual learners and
establish an environment with appropriate mediating tools that will meet the needs of individual
learners. In this established context the teacher models a particular aspect of learning and is
actively working in collaboration with the learners to support and collectively build bridges of
understanding through social interaction (Dixon-Krauss, 1996). Similarly, the ERP that was
implemented in this study encouraged collaborative learning and learning was scaffolded (see
Section 3.4) unlike the traditional extensive reading approach which requires learners to read
independently with minimum teacher support. The reasons for scaffolding were that most of
my participants could not read because they came from less print-rich communities and were
not used to the idea of reading for pleasure besides decoding texts. Therefore, simply
immersing learners in books without any form of support was not going to ignite a love for
reading. They needed support, opportunities to be read to, read with others, talk about their
reading and engage in writing activities. In addition, for reading to be a success, a social
learning context, informed by socio-cultural theory (Vygotsky, 1978) had to be created where

learners could talk about their reading and engage in meaningful discussions.

Furthermore, according to Orencia (2006), effective reading programmes need to consider a
variety and balance in materials and in methods, as well as a balance in shared responsibilities
between the teacher and the learners (division of labour: Chapter 3, Section 3.2.3). As will be
shown in Chapter 5, some learners depicted reading as an activity that is controlled by the
teacher. The teacher chooses topics that at times do not excite them. I saw it important that in
this study learners be given access to a variety of reading material and a choice of what to read,
when and how to read. Within the ERP roles were shared between the researching team and
the participants. A balanced, interactive, complementary approach was implemented in the

study as shown in Figure 1 to come up with a responsive ERP.
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Figure 2: Division of roles in an ER programme (Schoenbach, Greenleaf & Murphy, 2012)

In the diagram (Figure 2), the role of the teacher is to extend the fime for reading and rereading
texts. The teacher also extends reading levels of texts by providing differentiated readings as
well as a ladder of increasing challenge. Learner access to a variety of reading material is
extended so as to add interest and varied entry points. Teachers also extend learners’ choice
of what they read by providing a wide variety of texts that can be read independently or as
shared reading. The teachers’ role is to also support learners reading as this allows them to
extend what they expect from their learners, to extend learners’ accountability of their reading.
During the course of the programme, teachers can observe or keep a record of what each learner
has read, the number of books read and the learners’ reactions to what was read. For example,
in this study learners kept reading logs and book journals to keep track of their own reading.
Based on this information, I encouraged learners to read as widely as possible and assisted with
book choices as needed. However, I emphasised that there would be no testing after reading,
and instead, learners could share their reading experience through book talks, reviews, and

short summaries.

The complementary role of learners was to extend the volume of reading they accomplished.
With the teacher providing increased access to a variety of reading material at different levels,
learners extended the range of what they read. When learners read more kinds of texts, they
extend their reading stamina. As they extend their stamina for reading longer and more
challenging texts in combination with extended opportunities to make their reading choices,

they become more competent readers, presumably more engaged readers. By extending the
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Finally, teachers are also required to monitor learners’ reading habits, emerging attitudes early
in the programme and offer guidance as necessary (see Section 2.5). In Otto’s (1991) view

The essential point is that teachers need to give explicit, systematic and persistent
attention to helping novice readers mainly by setting aside sufficient time and providing
guidance in the selection of appropriate materials to attain fluency/automaticity (p. 71).
Thus, in this study, I assumed the role summarised by Hedge (1985) that in an ERP, the teacher

or the MKO serves to counsel, advise, assist, remedy, widen learners’ interest and encourage

them to analyse their own reading experience by talking about the books they have read.

2.4. EXTENSIVE READING AS A STRATEGY TO IMPROVE AND NURTURE
READING

Spaull (2013) reported that South African learners, whether tested in an African language, their
L1 or English L2, manifest same results, they cannot read for meaning by the end of Grade 4
and by the end of Grade 6, almost a third are illiterate in English. I argue that insufficient input
in both languages results in learners struggling to read and write. Krashen (2011) posits that to
become fluent in the target language, learners should be given abundant comprehensible input
that 1s slightly below, at, or barely above their level of competence (Comprehensible Input +1).

They need to be exposed to a variety of books and other literacy activities in and out of school.

There is an indispensable annotated bibliography (Jacobs, Renandya & Bamford, 2000) and a
lot of research published by researchers such as Krashen (2004) and Clark & Rumbold (2006)
to prove the numerous benefits associated with ER. Almost every study conducted to
investigate the effect of extensive reading on literacy development has reported positively
about this approach, despite their different methodologies and contexts. For example, Krashen
(2004), in his review of the research on extensive reading, summarised a number of studies that
show that ER had a significant effect not only on reading ability and vocabulary but also on
spelling, writing and listening skills. Learners also get motivated to read because of the rich
input they get when reading their self-selected books independently (Krashen, 2004). Figure 3

summarises the results of the benefits of in-school and out-of-school extensive reading.
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Internationally, the book-flood research conducted in Fiji by Elley & Mangubhai (1983) is a
notable study that reported the positive effect of an extensive reading approach on
comprehension and word recognition. In this study, high-interest story books were availed to
the participants, and findings reported after the first year of the study showed significant gains
in reading comprehension and word recognition. After two years, the participants showed
improvement in their oral and writing skills. In a similar study, Elley (1998) devised a reading
program which provided a choice of graded readers in South Africa and Singapore with
learners in Grades 4, 5, and 6. The participants of this study were EFL learners who lived in
print-poor environments. These learners were provided with sets of 60 high-interest books and
another set of 60 books with six identical titles which were placed in the classrooms for read
aloud, shared reading, and silent reading. The results of that study showed that children who
were engaged in reading for pleasure performed better than learners who were only exposed to
the intensive reading approach. They showed improvement in their reading comprehension,

fluency and other literacy skills.

According to Krashen (1982), for learners to successfully acquire a language, they need
exposure to the language through reading interesting books in a social-learning environment.
However, in most cases learners are exposed to a language in “planned, restricted, gradual and
largely artificial context” (Elley & Mangubhai, 1983, p.55). This constrains language
acquisition, yet exposure to language is important. Elley (1991) suggests that learners should
be provided with a variety of reading material so as to reduce the ‘exposure gap’ between L1
learners and L2 learners. In Elley’s (1991) study, learners in an ERP which offered a lot of
exposure to the language showed growth in language development compared with learners in
other traditional reading programmes. There was a “spread of effect from reading competence

to other language skills — writing, speaking and control over syntax,” (Elley 1991, p. 404).

2.4.2 GAINS IN VOCABULARY KNOWLEDGE

As shown in Figure. 3, extensive reading can also increase and deepen learners’ vocabulary
knowledge, an important component in reading development. In an ERP, learners encounter
words and word patterns as they read as much as possible. Over time, their vocabulary size
tends to increase and they also develop a deeper understanding of the words. Words learned in

this way can be more readily incorporated into learners’ speech and writing (Nation, 2007).
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International research conducted with L2 learners by Hayashi (1999); Lao & Krashen (2000)
and Horst (2005), showed that extensive reading participants made significant gains in
vocabulary growth. They also gained new knowledge; through extensive reading they learnt
more than half of the unfamiliar words that they encountered in their reading books. In addition,
Pigada & Schmitt (2006) in their case study of a French learner, explored the effect of an ER
programme on lexical knowledge. Their results indicate an improvement in word recognition,
spelling, meaning and grammatical knowledge. Through extensive reading, it is evident that

vocabulary acquisition is possible.

In addition to the above, L1 reading research has shown that incidental learning of vocabulary
predominantly occurs through ER. The incidental vocabulary learning hypothesis (Nagy,
Herman & Anderson, 1985) posits that it is through ER rather than direct instruction that
children acquire the vast majority of words in their L1. They claim that per year, children
between the US Grade levels 3 and 12 learn up to 3000 words. It is suggested that most of the
words are acquired through extensive reading, while a small percentage of the words is learnt
through direct instruction. Unfortunately, for many South African learners, exposure to a large
vocabulary is limited due to lack of access to reading material (e.g. Site B participants in the
study) or lack of reading opportunities (e.g. Site A participants in the study). In addition, the
traditional approach to the teaching of vocabulary that is practiced in many FP classrooms in
South Africa, in which new words are carefully controlled and presented in sets, is less effective
for vocabulary development than simply allowing learners to choose what they want to read

and reading independently.

2.4.3 IMPROVEMENT IN WRITING

In his research review, Krashen (2004) presented a number of L1 studies that showed the
positive effect of extensive reading on the learners’ writing skills. For example, Hafiz & Tudor
(1989) revealed that Japanese learners in an English ERP made significant gains in writing in
L2, even though they were not given any particular writing tasks. In addition, Mason &
Krashen (1997) also report that extensive reading itself had a positive influence on L2 writing
improvement. In their study, Elley & Mangubhai (1983) reported that young children

participating in the ERP made substantial improvements in learning written English syntax.
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2.5 CONCEPTUALISATION OF ATTITUDES

The common notion of attitudes refers to someone’s basic liking or disliking of a familiar
target. Ajzen (2005) defines attitude as a “disposition to respond favourably or unfavourably
to an object, person, institution, or event” (p. 3). Reading attitude has been defined by
Alexander & Filler (1976) as “a system of feelings related to reading which causes the learner
to approach or avoid a reading situation” (p.1). Both definitions are insufficient as they ignore
the cognitive element in attitude. Smith (1990) defines reading attitude as “a state of mind,
accompanied by feelings and emotions, which makes reading more or less probable” (p. 215).

I find Smith’s (1990) definition for attitude relevant for this study as it is specific to reading.

The other challenge that this concept has posed among researchers, according to Roy-Campbell
& Qorro (1997), “is the status that makes it difficult to measure as it is directly unobservable
and very subjective” (p. 43). In a number of studies that I discuss in this section, the
development of attitudes has been documented through surveys and meta-analysis of learners’
written responses to written statements about reading. However, Baker (1992) posits that “the
measurement of an individual’s attitude is unlikely to reveal their attitude perfectly” (p.18). In
addition, Moodley (2003), states that attitude cannot be directly or accurately measured
because people’s thoughts and feelings are hidden components. Echoing the same view, Ajzen
(2005) emphasises that attitudes cannot be observed because they are part of a person’s
thoughts and feelings. Finally, Eagly & Chaiken (2007) also stress the challenge of measuring
attitude by stating that “an attitude is inside the person, not directly observable and is
manifested by covert or overt responses” (p. 584). In this study, the covert behaviours that
could be observed as evidence of a learner’s reading attitude would be the number of books the
learner has read and the overt behaviours would be the way the learner engages in book talks

and other reading discussions.

This discussion reveals the challenge of investigating attitudes. Therefore, in the present study
I explored the use of children’s drawings to understand attitude towards reading. A limited
number of educational studies have used visual images such as drawings to investigate a variety
of issues in the classroom context. In South Africa, Murris & Thompson (2016) used drawings
as a way of investigating how young children aged six responded to a particular picture book.

In an international study similar to the current study, Kendrick & McKay (2004) used young
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children’s (56 years) drawings as a method of investigating their perception and understating
of literacy across the broad context of their lives. Using 8—10-year-old children’s drawing to

understand their reading attitude adds to the uniqueness of this study.

Malchiodi (1998) argues that using drawings provides a multi-dimensional view of children
and that unlike questionnaires with set statements, drawing tasks are open-ended, unstructured
and not constrained by language. They are also child-centred, inclusive, engaging and fun for
most young children still in the Foundation Phase. Based on my knowledge of the township
schools’ situation gained through my experience as a researcher, many Grade 3 learners were
not able to use English language beyond the word level because of their lack of exposure to
English, and some even struggled with reading in their home language. Therefore, using
drawings with such young learners was appropriate because it included all the learners as they
were not restricted by either their L1 or L2 to fully express themselves. However, |
acknowledge that using children’s drawings to gather firm evidence on their perceptions about
reading is an unusual way to approach a difficult concept of attitude. Other methods that were
employed to measure reading attitude in this study such as questionnaires, observations,

learners’ written work and videoing will be discussed in detail in Chapter 4 (Methodology).

2.5.1 FACTORS CONSTITUTING LEARNERS’ READING ATTITUDE

The society, family and the school context can influence negative or positive attitudes towards
reading (Bamford & Day, 2002). In the early years of schooling (Foundation Phase) most
learners view themselves as readers, they feel positive about reading. Those who are exposed
to books both at school and at home begin to appreciate them and enjoy the reading activity,
while those learners with limited access to books lag behind in their reading compared to their
peers (OfSTED Report, 2004). As they go up the ladder of their schooling, they realise that
they struggle to read for learning and to catch up with their reading peers. As a result, they
develop a negative attitude towards reading. The OfSTED report (2004) regards this as a
“vicious, reinforcing circle”, a process whereby learners fail to succeed in their reading or to
catch up with their peers and as a result their negative attitudes harden. However, these negative
attitudes can be reversed (Day & Bamford, 1998) by implementing responsive reading
programmes as in this study, which can nurture reading, support and motivate learners to read
in a social learning context, which in turn might result in positive reading attitudes and reading

SUCCEssS.
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As mentioned, attitudes to reading are formed during the early years of an individual, long
before they enter school. This is true for children who live in literacy-rich communities where
literacy practices relevant to schooling are well-established (OfSTED report, 2004) and also
for children from disadvantaged communities like many South African learners where there
are few or no opportunities to participate in literacy activities who struggle in the early grades
(Ramadiro, 2012). However, an increase in reading opportunities and access to a variety of
reading material not only develops reading, but also improves the reader’s attitude towards
reading. As McKenna, Ellsworth & Kear (1995) state, attitudes are not permanent whether they

are essentially positive or negative.

Finally, the language of instruction used at schools can also affect learners’ attitudes towards
reading. Camiciottoli (2001) states that in some cases when learners spend more years studying
an additional language such as English, they become less inclined to read in English during
their spare time, due to lack of interest in reading extensively; in contrast, the more learners
read in their HL, the keener they are to read books in the additional language (in this case
English). Hence, I also examined these differences in reading attitudes between L1 and L2.
Mathewson (1994) states that there is a need for teachers to understand the learners’ motivation,
attitudes and self-concepts in relation to reading. Such information can be gathered through
varying data collection methods including observation, interviews and learners’ writing, in
order for teachers to influence them in a positive manner, to help change their attitudes and
also to learn new of changing attitudes. This is an important recommendation that this study

also makes for future studies in Chapter 8, Section 8.7.2.

2.6 THE IMPORTANCE OF READING ATTITUDE

The emphasis in this study on learners’ attitude towards reading stems from a concern that a
focus on reading proficiency and other reading skills has led teachers to ignore the importance
of children’s attitudes in the process of becoming literate. McKenna (1994) posits that a
learner’s reading attitude plays a key role in whether or not s/he becomes a competent reader.
Cosgrove (2003) argues that promoting positive attitudes towards reading is equally important
as teaching phonics and comprehension strategies because a positive attitude is essential for

mastery of the printed world.
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Smith (1990) argues that attitude towards reading is the primary reason most non-readers do
not read and unfortunately, there is a decline in interest for reading after the early years of
schooling. Therefore, it is important for educators to implement early interventions in an effort
to reverse this decline in interest. This study is important because it comes at a time where
nationwide literacy results indicate that most South African learners cannot read (e. g. Spaull,
2013). It is evident that for learners to be successful readers, they must be willing to read and
also be skilled in reading. In addition, they need to be motivated to read for enjoyment and for
academic purposes. If children do not enjoy reading when they are young, then they are
unlikely to do so when they are older, while children who like reading will read more, develop
their reading ability and become lifelong readers (Clark & Rumbold, 2006). However, the big
challenge to teachers and other stakeholders interested in education and literacy development
in other contexts in Grahamstown in particular is not only getting learners to read, but also
getting them to enjoy reading. At FP Level, learners trudge through set readers in class with
the assistance of a teacher, but there is no guarantee that they will open another book when
they get home or during their spare time. Hence, becoming a lifetime reader is based on
developing a deep love for reading, and the best readers are those children who have positive

attitudes towards reading, and who read for pleasure.

There is also a positive correlation between attitudes towards reading and reading achievement.
Because of this relationship between reading achievement and attitude, Guthrie & Wigtfield
(2000) state that it is important to promote learners’ level of engagement early in their
schooling. The advantage is that at such a young age learners are aware that literacy is an
important tool for one to succeed in life. Therefore, it is important that learners are exposed to
reading in the early years and to both intensive and extensive reading approaches to avoid later

difficulties with reading that might impede their self-concept and self-esteem as readers.

Poor reading attitude may contribute to what McKenna & Kear (1990) refer to as aliteracy, a
situation when fluent readers choose not to read when other options like television or video
games exist. Given the importance of positive attitudes towards reading, it is important that
learners be given every opportunity to become involved in reading and practice so that they
can eventually become successful. Strickland & Morrow (1990) state that continued exposure
to books helps in the development of children’s vocabulary and gives them a sense of story

structure, which assists in the process of learning to read. Since the ER approach affords
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differences between girls’ and boys’ reading ability and attitude. They found that girls
possessed more positive attitudes towards reading which had a positive impact on their reading

ability.

Several South African studies are notable which are relevant to this study. Pretorius & Currin
(2010) implemented a reading intervention with learners that initially had low reading levels
in both their L1 (Northern Sotho) and their L2 (English). Although their study was longitudinal
and conducted with older learners (Grade 7) compared to my participants, its findings point to
the importance of providing disadvantaged schools with books. Once learners had access to
books and received consistent motivation to read, their reading levels improved. In addition,
Pretorius & Currin (2010) provided insights for other researchers who wish to conduct reading
intervention is similar contexts. For example, they stated that any reading interventions
intended for a disadvantaged South Africa context needs to be pitched at levels appropriate for
different groups. Taking this into consideration, I implemented a bilingual ERP which catered

for my participants’ needs.

Another study worth mentioning was conducted by Pretorius & Knoetze (2012) with teachers
of literacy in a disadvantaged township in Pretoria. Through implementing a reading club as
an intervention, they aimed at broadening the participating teachers’ knowledge about reading
and building their self-confidence. Of importance is their findings regarding positive changes
in teachers’ behaviour, attitude and affective factors in reading, concepts that are also

investigated in this study.

In addition, Scheckle (2014) illuminates my study with findings that underscore the importance
of reading programmes. Although this study was conducted in a Grade 8 class, its findings
show how positive learners’ attitude and agency can be nurtured by allowing book talks and
book choice. Of importance to this study are the issues of transformative agency. Scheckle
(2014) mentions that initially some learners felt compelled to be part of the reading club. They
attended because they felt obliged to do so, but as the sessions progressed they took agency of
their reading, participated in the reading club willingly, thus there was a change in reading

attitudes.
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Recently, Prosper & Nomlomo (2016) implemented a multilingual literacy programme in a
linguistically diverse Grade 1 class in Cape Town. This study sought to investigate the use of
multilingual reading books and the pedagogical strategies used by the bilingual Grade 1 teacher
and his teaching assistant. One of the relevant findings from this study was that the multilingual
reading books proved to be useful resources in facilitating learners’ understanding of the stories
in their L1. The current study is similar in that a bilingual ERP, making use of bilingual books
was implemented in FP classroom to develop reading and nurture positive reading attitudes
(Chapter 6, Section 6.3). The study is also influenced by an understanding that children learn
better when they read stories in a familiar language (August, 2006), as home language literacy

skills can be transferred to additional language and literacy learning (Street, 1995).

2.8 LIMITATIONS OF PREVIOUS STUDIES OF ER AND ATTITUDES

This section identifies some of the research gaps in studies that have been conducted on
extensive reading and reading attitudes (as discussed in the previous sections) which are

conspicuous within the research. Such gaps provide the rationale of the study.

Many studies conducted using the extensive reading approach reported the joy and pleasure
that was observed in participants due to extensive reading. In a review of works on ER mostly
conducted in the global north in well-resourced contexts, Jacobs, Renandya & Bamford (2000)
summarised a number of experimental studies which show significant increases in vocabulary,
comprehension and academic performance as a result of extensive reading. However, despite
the fact that there is a lot of research on the effect of extensive reading on skills and abilities,
there is a surprising paucity of research into the ways in which extensive reading may have an

effect on the affective components such as attitude.

The annotated bibliography of the Extensive Reading Foundation (www.erfoundation.org)
consists of over 400 published works on ER, and yet 36 of these studies looked into the
affective aspect and 13 focused on young learners. My literature review has identified a gap in
research into reading attitudes among young children. Relatively little is known about reading
attitudes of young bilingual learners. Most of the studies have been conducted with older L1
students. Since these learners can read independently, with limited support from the teacher,
findings from these cannot be applied to learners in the current context. It is this gap that this

study intends to investigate and help fill.
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CHAPTER 3: THEORETICAL FRAMEWORK

3.1 INTRODUCTION

In this chapter, I present theories that inform this study which is framed within a literacy as a
social practice. I begin by discussing Cultural Historical Activity Theory (CHAT). I discuss in
detail the application of this theory in the study. I discuss the Expansive learning theory which
guided the research process. Finally, I present key concepts from these theories which are
mediation, More Knowledgeable Other (MKO); Zone of Proximal development (ZPD) and
scaffolding (Vygotsky, 1978) and transformative agency and sustainability. These concepts
underpin the implementation of the ERP and also guide the analysis of data collected

throughout the study.

3.2. CULTURAL HISTORICAL ACTIVITY THEORY TO EXPLORE AND
ANALYSE THE ERP

The study required a methodological approach that situates literacy in the social, cultural and
historical environments in which young learners acquire attitudes, dispositions towards
reading, and in so doing are inducted into the practice(s). I drew on CHAT, an interdisciplinary
approach for studying learning and development which is grounded in socio-cultural theory
(Vygotsky, 1978). Leontiev (1978) and Luria (1976) expanded upon Vygotsky’s theory to
include human activity and the interactions that happen within such a context mediated by
tools. Therefore, it acknowledges that subjects carry out activities using the necessary tools,
within a particular context to achieve their goals. The strength of CHAT is that it includes a
range of activities that human beings carry out in everyday life, making it generic as a theory.
This implies that it can be applied to almost everything that human beings do including the

implementation of an ERP in the case of this study.

What also made CHAT suitable was that since I was to implement a reading programme, I was
not a mere observer of what was going on in each reading session, but as an interventionist, [
actively participated. This, according to Scanlon & Issroff (2005), enables the researcher to
understand and observe the emergence of patterns in human activity in terms of achieving
goals, focus of attention and tools, and understanding the learner experience. Of interest is how

the ERP could expand (see Chapter 7) the reading attitudes of Grade 3 learners.
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CHAT also emphasises that research should be transformative, not only transactional, hence it
is considered as a tool for transformation (Engestrom, 1999). CHAT encourages an in-depth
analysis of activity systems, which in turn provokes change and development (Engestrom,
2001; Kaptelinin & Nardi, 2006). To enable transformation, the research should include the
participants in meaningful ways (Engestrom, 1999). In this study, the researcher worked in
collaboration with the participants to transform the object of the activity system. I observed,
had conversations with learners and reflected on what had happened in each reading session.
Through reflection we looked at our own activity and also planned the way forward (i.e. How
can we make our writing/comprehension/retelling better? How can we make the reading
programme better?). It was possible to gain a clearer understanding of the participants and the
aims they wished to accomplish which enabled transforming the activity. Thus, the study aimed
at not only understanding the processes of the reading programme, but also wanted to assist the
participants to be able to develop positive reading attitudes, work together and independently,
thus transfomation. Hence, Scribner (1997) states that “theory is not only meant to analyse and

explain the world, but also to facilitate practices and promote changes” (p. 3).

Through CHAT 1 saw a way of articulating this transformation, an important aspect of the
study. During the Pre-Intervention Phase of the study, I was concerned with the ‘what’, ‘how’
and ‘why’ of learners’ reading practices. However, as the sessions progressed, that is during
the Implementation and Post-Intervention Phase, I realised I needed to make sense of the
process of the ERP. It can be argued that CHAT provides the researcher with the necessary
tools to move from the identification of literacy events in the reading programme to the literacy
practices including learners’ actual reading, text-based interactions and participation, exactly
because events are not examined as isolated activities but as the part of a bigger whole

(Engestrom, 2001). Hence, CHAT was applied to analyse and make sense of human practices

within a given context (Engestrom, 1999).

3.2.1 FIVE PRINCIPLES OF CHAT AND THEIR APPLICATION IN THE STUDY

Central to the analysis are the views of the subjects and adherence to five principles established
by Engestrom (2001). Table 3 below demonstrates how these principles will be enacted in the
study, and how CHAT is an appropriate analytic tool for the analysis.
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o History

According to Vygotsky (1978) “children’s learning begins long before they attend school and
any learning a child encounters in school has a previous history” (p. 84). In addition, he put
forward the notion that learners bring existing knowledge to the classroom and it is upon this
knowledge that the teacher builds through mediation (Vygotsky, 1978). Taking into cognisance
the importance of the learners’ history in learning, the starting point of this study was to first
ascertain the learners’ history in relation to reading before implementing a reading programme.
A Pre-Intervention questionnaire was administered with all the participating learners and
follow-up interviews in an effort to understand their existing reading practices happening both
at home and school. This understanding provided me with the tools to implement a responsive
reading programme and also made me understand how literacy skills can be developed as I was
aware of their current perspective and attitude about reading, reading experiences and their
future aspirations. Understanding my participants’ history also enabled me to track
transformation due to the implementation of the reading programme, an important aspect of

this study.

o Collaborative learning

Freire (1984) states that education should be about collaborative and collective production of
knowledge and acknowledging learners’ lives. In collaborative learning, learners are regularly
given opportunities to work collaboratively and as a result they take responsibility for their
learning. In such a context, the teacher serves as a guide to facilitate the learning process
(Matusov, 2001). However, creating such learning environments in many South African
schools is a challenge due to overcrowded classrooms which makes it difficult for teachers to
attend to individual needs (Fleisch, 2008). Hence, I implemented an after-school reading
programme that encouraged collaborative learning. However, I was aware that in collaborative
learning contradictions and tensions may surface as a result of participants’ varied attitude,
beliefs and life experiences. I was able to deal with these because the ERP was guided by rules
that promoted social skills and I consciously guided the learning process without taking over
the process. Contradictions were also allowed as they are considered opportunities for

transformation.
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In each activity setting, tensions could arise due to human activity and interaction with other
members of the community and other components of the activity system or lack thereof. This
tension surfaces contradictions, a fourth principle of activity theory as shown in Table 3
Engestrom (2001) defines contradictions as “historically accumulating structural tensions
within and between activity systems that can lead to both conflicts and innovations” (p. 137).
Engestrom identifies and explains four levels of contradiction that may happen between or
within an activity system. Contradictions at level one are called primary contradictions, which
can occur within a single component of the activity system. A level two or secondary
contradiction s a tension that arises between two components of the activity system such as
subject and tool as they interact. A level three or tertiary contradiction may arise when new
ways of thinking or doing come in conflict with traditional or currently accepted ways of
thinking and doing between the activity system (Engestrom, 1987). A level four or quaternary
contradiction occurs when an activity system clashes with any of its neighbouring activity

systems.

Kuutti (1996) states that “contradictions are sources of development; activities are virtually
always in the process of working through contradictions” (p. 34). When contradictions are
resolved, learning happens and a more advanced activity system emerges. Therefore, when
contradictions are surfaced in the activity system, they should not be regarded as signs or
obstacles of weakness. Rather, Foot (2001) suggests that they should be considered as the
“illuminative hinges through which participants in an activity can reflect on their activity

system’s developmental trajectory and understand its dynamics” (p. 12).

3.2.2 GENERATIONS OF CHAT AND THEIR APPLICATION IN THIS STUDY

There are three generations of activity theory: the first, second and third generation CHAT, and
the study draws from all three generations. The first generation activity theory drew on
Vygotsky’s concept of mediation which explains the relation between subject, object and tools
(Kuutti, 1996) as represented in the upper triangle in Figure 4 below. It is concerned about
understanding individual behaviour, hence the unit of analysis is the individual. However, this
model came under criticism as it could not explain some of the systematic relations between
the individuals and their environment. Hence, Leontiev (1978) and Luria (1976) developed

further the first generation model and the first generation provides a base of the second one.
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The second generation adds three further elements to the Vygotsky triangle of mediated action
(Daniels, 2001). The added components are rules, community and division of labour which
brings about interrelationships between the individual and the community as shown in Figure
4 that follows. Rules refer to acceptable procedures that guide the interactions within the
activity system. The community includes anyone who participates in the activity system to
achieve the desired outcome of the activity system. Hence, there is an object component in the
activity system, which is the ultimate goal of the activity system. Within an activity system,

division of labour means sharing of tasks and power (Engestrom 1993).

Figure 4: Structure of a human activity system (Engestrom, 1987)

In addition to the second generation, there is a third generation activity theory (Figure 5) which
focuses on the interaction between two or more different activity systems rather than the single
activity system of the second generation as represented in Figure 4 (Engestrom, 2001). The
third generation was developed to deal with challenges that the second generation failed to
address, including questions of diversity and dialogue between different traditions or
perspectives (Engestrom, 2001), hence the focus on two or more different activity systems. For
example, this study deals with issues of diversity by creating an environment which
accommodated all learners regardless of their reading history and culture. By creating such an
environment, I am aware that “The multi-voicedness ... is a source of trouble and a source of

innovation, demanding actions of translation and negotiation” (Engestrém, 2001, p. 136).
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Table 4: Activity System
Description Explanation and application in this study
Ongoing This study is concemed with looking at how a system functions over time. The
two Grade 3 classes located in different schools were the activity system over a
¢riod of 31 weeks.
Object-directed |Activity theory is concerned with activities that are goal-directed. The object of
the formal classes of Grade 3 learners is reading, which is accomplished through
instruction. The object of the implemented ERP was to promote voluntary reading
by the learners.
Historically IActivity systems come into being because of practices that have a history. For
conditioned instance, ways in which a class carries out its activities is developed over time. In
contrast, the ERP being an informal space, created new practices which allowed|
learners to read for enjoyment what they choose, different from the formal
instruction to which they were accustomed.
Dialectically- IAccording to Kain & Wardle (2004), the term “dialectic” describes a relationship,
structured in which aspects of a process, transaction or systems are mutually dependent.
'When one aspect changes, other aspect changes in response. For example, when|
learners were exposed to a variety of reading books as tools, the way they began
to accomplish tasks related to the activity of reading began to change.
Tool-mediated Different kinds of tools are used to accomplish activities. These tools may be
physical objects such as books or symbolic system such as language. For example,
in the ERP we used books written in two languages to accomplish our goals for
reading.
Human interaction |Activity theory is concerned with how people work together using tools towards
outcomes. In the reading programme, Grade 3 learners interacted with each other
(peers) and the researcher and with the tools to achieve the outcomes of reading.
Rules IActivity systems have guiding rules which can either constrain or liberate the
subjects and the activity in varying degrees. In the ERP, for instance, rules were
imade by the researcher in collaboration with the learners
Division of labour [In the ERP, roles and responsibilities were shared among the participants and the
researching team (see Chapter 6).

In this study, different activity settings were identified and analysed at different stages of the
research process. In this section I present the activity system(s) that I refer to in the study and
I also tease out the components of each activity system and provide a detailed graphic

representation of each.

During the Pre-Intervention Phase, the activity setting that was under investigation was two
classes of Grade 3 bilingual learners at two research sites. Given that the study was conducted
in two different research sites initially (Pre-Intervention Phase) their activity systems showed
different features only with regards to fools. In both research sites language and school
textbooks were regarded as fools, but Site A had additional reading resources since the school
has a fully resourced library. Tools also included other teaching material like charts, posters
that teachers used to teach reading. In both research sites the subjects were the participating

Grade 3 learners. The object of each activity system can be labelled as teaching learners how
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environment where reading was nurtured and promoted. I also wanted to have learners who are
able to read at their own will; learners who are able to make sense of what they are reading and
actively participate in their own learning. In this activity system there were also explicit and
implicit rules. Explicit rules included the school rules and implicit rules included the ERP
conventions and classroom rules which were established in collaboration with the learners.
Division of labour was distributed between the learners and the researching team. Reading
aloud to the class, monitoring the book lending system and book talks were some of the roles

that were shared between the researchers and the participants.

Mediating Tools — The ERP, books,
language and the researching team
Subjects — Grade 3 learners
Rules — ERP rules
Community ——  Parents, teachers,
researching team
Division of labour — Roles were shared
between the subjects and the researching
team
Object — To get learners to enjoy reading
in order so that they could read for
learning rather than learning to read.
This means learners reading for pleasure
rather than reading to fulfil an
assignment.
Qutcome — To get learners to read
extensively by choosing books on their
own, reading more so as to develop good
reading habits and enjoyment of reading
(positive attitude).

Figure 7: Visual representation of the activity system during the Implementation Phase using

Engestrom’s (1987) triangles

3.3 EXPANSIVE LEARNING THEORY

The overall research process (Phases 1-3) was guided by the expansive learning cycle.
Expansive learning is part of CHAT and can be considered a design methodology that aims at
change (Engestrom, 2005). It is designed to overcome current contradictions and draws on the
strengths of joint analysis and concrete transformation of current practice (Engestrom, 2005).
According to Engestrom (1999) and Pihlaja (2005), the process of expansive learning is cyclic
in nature and comprises seven steps that can be described as shown in Table 5. The process of
expansive learning is concerned with the resolution of evolving tensions and contradictions in
a complex system that involves objects, artefacts, and perspectives of participants (Engestrom,
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format to a one which includes adult guidance and peer collaboration” (p. 4). The teachers
assume the role of a catalyst that increases the speed and depth of the learners’ cognitive
development, making use of scaffolding as a measure to support the learners as they grow in
confidence (Vygotsky, 1978). This new role allows the teachers to guide the reading process,
explain the benefits of extensive reading and in the process learners become readers as well
(Renandya & Jacobs, 2002). This suggests after the teacher has offered his/ her guidance,
learners should be in a position to work collaboratively, which should eventually lead to
learners working individually. In this study, the implemented reading programme was also
based on this concept of learning. I applied the three mechanisms of effective help in the ZPD

proposed by Aljaafreh & Lantolf (1994) cited in Reza & Mahmood (2013):

o The intervention should be graduated: Estimate the minimum level of guidance and
provide assistance than necessary.

o Help should be contingent: Assistance only offered when needed, and withdrawn when
there are signs of control.

o Collaborative frame: The dialogue established between the learners and the MKO

becomes a source of implicit and explicit corrective feedback.

In Chapters 6 and 7 of this study, I document learners’ varying forms of participation in the
reading programme with the researching team and their peers. Because some learners could
not read individually, the research team provided them with support and guidance, by either
reading with them or assisting them in their book choices. This context once established saw
the roles of MKO and learners being more fluid as they both possessed unequal knowledge
especially with regard to language. Learners were proficient in isiXhosa their L1 and limited
in English their L2, while I was proficient in English and limited in their L1. The researcher
and the learners took turns in book discussions, reading and in other practical reading
programme activities like the marking of the attendance register and managing the accession
register. This routine and interactions between the researcher and the learners provided learners
with many opportunities to observe, participate in these activities and over time they took
responsibility for their own learning and participation in the joint activity (Lave & Wenger,
1991). The ‘active agents’ in the ZPD were the researcher, research assistant and the learners,
all with different degrees of expertise. This kind of environment that was established

encouraged the co-construction of knowledge.
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3.4.3 MORE KNOWLEDGEABLE OTHER

The concept of the More Knowledgeable Other (MKO) is defined by Moodley (2013), as “an
agent of learning” (p. 33). An agent of learning can be also considered a mediator, which I
discussed in the section above. In the school context, learners generally consider the teacher as
the MK O because s/he possesses more skill, experience and knowledge than the learner. In this
study, the researcher was the primary but not sole MKO, meaning that assuming the role of the
MKO can change depending on the subject matter and language of instruction/discussion.
Therefore, an MKO can be anyone that can be an agent of learning to mediate learning by

helping the novice or inexperienced learner(s) to be able to do things on their own in future.

According to Moodley (2013), there are different MKOs for different situations and learning
contexts. For instance, in this study the researcher and the research assistant were the primary
MKOs as we set up the ERP and assisted learners with reading and other reading activities.
Our intention was to model, nurture and promote reading so that eventually learners would be
able to read on their own. Secondly, in the Implementation Phase (Chapter 6), during shared
and paired reading, those learners who could read assumed the role of the MKO as they helped
other learners who struggled to read. Having limited proficiency in my participants’ L1 and
also not being accustomed to my participants’ culture, there were instances when learners
assumed the role of MKO in teaching me isiXhosa vocabulary, pronunciation and their culture.
Although my research assistant compensated for my isiXhosa language shortfalls, learning
happened both ways as she also learnt some English from me. In sum, the role of the MKO is

not assigned to one individual, but can be assumed by anyone who is able to facilitate learning.

3.4.4 SCAFFOLDING

Scaffolding is described by Wertsch (1991) as a “dialogically produced inter-psychological
process through which learners internalise knowledge they co-construct with more capable
peers” (cited in Lantolf & Thorne, 2006, p. 282). This means that learners are assisted by their
teachers or MKO to reach their level of performing independently, hence this concept aligns

with the concept of ZPD.

Similar to mediation, scaffolding is a process and there are different forms of scaffolding for

different situations and learning contexts. Firstly, in the classroom context, scaffolding has
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was dialogical as learners and the researcher(s) interacted, exchanged ideas and adapted the
ERP. 1t is through these interactions that I was able to identify the learners’ ZPD and their
potential for development and was able to offer assistance as the MKO, a concept I discuss

previously.

3.4.5 DOUBLE STIMULATION

The ERP implemented in this study adopted the method of double stimulation for studying the
process of development. Double stimulation is viewed as a powerful pedagogical tool aimed at
developing expansive agency in participants (Eri, 2012). According to Engestrom (2005),
double stimulation is aimed at eliciting new, expansive forms of agency in subjects. Put
differently, double stimulation is focused on making subjects masters of their own lives. In this
study, the first stimulus was to raise learners’ consciousness about reading by providing them
with a variety of reading books in isiXhosa and English so as to instil the love of reading for
pleasure. As second stimulus, activities such as reading journals, reading logs and books talks
were forms of stimulus that were used to conscientise learners about reading. In addition, other
data sources like questionnaire scripts, observation notes were presented to the learners as

stimulus in CLW.

In CLW both the first and the second stimuli tend to evolve and change as the intervention
proceeds. According to Engestrom (2011), the construction of a second stimulus is a long and
laborious process. He suggests that an effective second stimulus is:

* Actively constructed by the participants. However, this was not the case in this study
as the participants were young children.

* Requires that an ambiguous and often skeletal or sketchy artefact is step by step filled
with increasingly rich meaning.

« Has to take the shape of a relatively stable material representations that can serve as
an anchoring device, an example in this study, charts were developed and written
journals.

+ Constructed for the purpose of dealing with the challenges of the contradiction
manifested by the first challenge. A detailed description of CLW that were implemented
in the study will be provided in Chapter 6.

Vygotsky (1978) used double stimulation in his experimental studies as a method to investigate
problem-solving in structured situations in which the neutral second stimuli were turned into
secondary means to solve problems. A double stimulation experiment, in the Vygotskian sense,

typically starts with placing a subject (e.g. a learner) in a structured setting and confronting
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him/her with a problem beyond the pupil’s present capacities. Neutral stimulus, in the form of
objects (such as pictures, geometrical figures and instruction manuals), and in most cases in
the form of guidance by a tutor or collaboration with other pupils, is available for the learner.
Unlike in Vygotsky’s experiments, in this study, the concept of double stimulation is applied
in the context of the classroom context (the reading programme). As a stimulus, books written
in the L1 and L2 were provided to learners. Learners worked in collaboration with the research
team and guidance was provided. To examine double stimulation in this study, the focus was

on the development of reading attitudes of all the participants of the study.

3.4.6 TRANSFORMATIVE AGENCY

The ERP that was implemented in this study is an example of a transformative literacy
programme since it sought to address issues of social justice and equity in the participating
schools and to the community of Grahamstown at large. The starting point in implementing
this ERP was to democratise the learning environment. This was done by adopting a formative

research methodology (Chapter 4, Section 4.2) and framing the study through CHAT.

Virkkunen (2006) defines transformative agency as “breaking away from the given frame and
taking the initiative to transform it” (p. 49). Agency manifests itself when practitioners solve
conflicts and disturbances during the development of their local activity and work practices
(Haapasaari & Kerosuo, 2015). This can be either an individual or a collective process, but it
is socially situated as it emerges and evolves in collective interaction over time (Engestrom,
Sannino, & Virkkunen, 2014). Stetsenko (2012) posited that there is need for educators to show
how learning is relevant and also help in expanding their learners’ knowledge. Thus, learning
becomes transformative as it allows for personal and social growth. The ERP which sought to
positively impact on learners’ reading attitudes and instil a love of reading is change oriented.
The ERP therefore sought to develop, support and sustain participants’ agency. I observed
learners’ participation and behaviour during each reading session in order to gather evidence

of who did, or did not exercise agency.

According to Haapasaari & Kerosou (2015), in interventions of this nature, transformative

agency is realised through agentive actions that can include participants resisting or criticising
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Having seen how complex and contested the concept of sustainability is, in this study, I
approach sustainability from an educational stand point. In the context of this study, Setireka
& Tanrikulub (2015) provided a working definition: the persistence and the capacity of the
reading programme to continue for a long time or the ability to maintain a certain condition
indefinitely or make progress. The application of this concept will be discussed in detail in

Chapter 8.

Generally, sustaining funded reading programmes has not been successful in most cases,
reasons being running out of funds, little or no evaluation of the programme or lack of a plan
for sustainability (Snyman, 2016). In the case of this study, as the ERP was part of my defined
research period, I had to consider ways that would sustain the reading intervention. This
included sourcing more reading books such as from Biblionef, mobile bookshelves (from
Institute for Study of English in Africa) for books to be easily accessible for the young learners,
including volunteers and community member. Finally, a model of a reading programme
(Buddie Reading Programme) which can be sustainable had to be designed. Meetings were
held with the school Principal in one research site (see Chapter 7, Section.7.5.1) and convenient
times and days for conducting the Post-Intervention reading programme were agreed on. The
reading programme has been running the whole of 2016 with volunteers in charge and

minimum support from me.

In sum, the concepts discussed in this section stem from the socio-cultural theory and CHAT.
These concepts have been helpful in the study as they guided the implementation and the
analysis of the ERP. However, since the research is concerned with reading, and specifically
designing and implementing a reading intervention programme, I found myself in need of new
conceptual tools to understand and to make sense of what reading is and how I was going to
approach reading in this study. This is where I had to explore reading theories and the reading

approach that informed the ERP as discussed in Chapter 2.

3.5 SUMMARY

In sum, this chapter presented theories underpinning this study. This was done so as to help the
reader understand the analysis of the data that was collected to investigate the impact of an ER
programme of learners’ reading attitudes. First, I discussed the Cultural Historical Activity

Theory (CHAT) as a theory that helped in understanding learning that was happening within
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the ERP. Secondly, I discussed the Expansive learning theory which guided the research
process. Finally, I presented the key theoretical concepts for the study and their relevance. The

next chapter presents the methodology used in this study.
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and bilingual books) for the reading club from Biblionef and Nal’ibali. Having the contents
and goals of the intervention known ahead of time is what Engestrom (2011) calls the ‘gold
standard’ thinking in educational research. It starts from the assumption that researchers know

what they want to implement and how they want to change the educational practice.

Secondly, in a formative intervention the contents and course of the intervention are subject to
negotiation and the shape of the intervention is eventually up to the subjects. For example, in
this study there were instances when the shape of the intervention was up to the participants,
which is the core of formative interventions. This is detailed in Chapter 6, how learners resisted
the interventions, took ownership of their learning. An important result of formative
interventions is agency among the participants (Penuel, 2014) that is, their willingness to
participate in the reading programme and take ownership of their learning which will be
discussed in detail in Chapters 6 and 7. Finally, the researcher aims at provoking and sustaining
an expansive transformation process led and owned by the practitioners. Hence, my role as the
researcher was mainly to work in collaboration with the participants to initiate, organise and
sustain an expansive learning process owned by the participants. During the research process,
my role was to document and analyse participants’ agency in implementation, particularly the
surprising directions they took the intervention and to trace the material formation of concepts

in action in the field (Engestrom, Pasanen, Toiviainen, & Haavisto, 2005).

4.3 RESEARCH PARADIGM

According to Creswell (2003), a paradigm refers to the view of how one acquires knowledge
(epistemology) or ones’ view of reality (ontology) and how one finds out knowledge
(methodology). This study is an integration of ontological realism and epistemological
interpretivism which is also sometimes referred to as constructivism. This means that I view
reality as independent of my cognition, thus being objective, but understanding of this reality
is certainly a construction from my own viewpoint (Maxwell, 1992). In other words, this means
that reality is socially constructed, hence I chose the interpretivist paradigm as it allowed me
to be part of the research experience. As a result, I was involved in the design, implementation
and evaluation of the ERP and I worked in collaboration with the learners to reach the desired

goals of the study.
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Deetz (1996) argues that the interpretive paradigm attempts to understand events through the
interpretation and meanings assigned to them by people, thus I interacted with the participants
to get their perceptions about reading, observe them in each reading session and note any
behaviour and attitude changes during the duration of the reading programme. Similarly,
according to Willis (2007), interpretivists reject a foundationalist approach, hence they are anti-
foundationalists who believe that a real world does not exist, but is discursively and socially
constructed. Interpretivist do not follow a particular method or route in seeking knowledge,
instead, they seek reality from subjects, the concerned people. In this study, it meant seeking
reality from the Grade 3 learners. This aligns well with formative intervention methodology
which was implemented in this study discussed in Section 4.2 which acknowledges and
includes the participants in the research process and the result is an expansive transformation
process led and owned by the participants (subjects). Table 6 displays the characteristics of
interpretive paradigm, as applied in this study adapted from Cantrell (1993).

Table 6: Characteristics of interpretivism

Feature Description

Purpose of research Investigate learners” reading attitudes and examine an
ERP impact on these.

Ontology (The nature of the research) e There are multiple realities.

e Reality can be explored, and constructed through
human interactions, and meaningful actions.

e Discover how people make sense of their social
worlds in the natural setting by means of daily
routines, conversations and writings while
interacting with others around them. These
writings could be text and visual pictures.

e Many social realities exist due to varying human
experience, including people’s knowledge, views,
interpretations and experiences.

Epistemology ( nature of knowledge and |Events are understood through the mental processes of

the relationship between the inquirer and  [interpretation that is influenced by interaction with social

the inquired) contexts. Those active in the research process socially
construct knowledge by experiencing the real life or
natural settings. Inquirer and the inquired-into are
interlocked in an interactive process of talking and
listening, reading and writing. More personal, interactive
mode of data collection.

Methodology Data was collected through, questionnaires, interviews,

observations, focus group discussions. Research is shaped

by the values of the researcher.
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I found the interpretivist paradigm suitable for the study mainly because it allows the researcher
to interpret the world through the views and understandings of the participants as mentioned in
the previous discussion. Also, in seeking the answers for research, Carr & Kemmis (1986) state
that the “researcher does not stand above or outside, but is a participant observer who engages
in the activities and discerns the meanings of actions as they are expressed within specific
social contexts” (p. 88). Since I wanted to implement a reading programme that required me to
be involved throughout the research process so as to track the effect of the programme on
learners’ reading attitudes, the interpretive methodology allowed me to engage with my
participants, listen to what they had to say about their reading experiences and the reading
programme and improve the reading programme. As a result, I had a better understanding of

my participants’ situation.

Furthermore, the emphasis of interpretivism is not the discovery of a new theory, but to critique
or assess and improve interpretive theories. According to Walsham (1995), in interpretive case
studies, a theory can be used in three different ways: to guide the plan and gathering of data;
as an iterative process of data collection and analysis and; as an outcome of a case study. In
this study, theory has been applied as a guide in designing and collecting data and repeatedly
between data collection and analysis. Finally, it is believed that the interpretivist paradigm
mainly uses qualitative methods. For example, Willis (2007) states that “interpretivists tend to
favour qualitative methods such as case studies and ethnography” (p. 90). Such a sentiment is
also expressed by Reeves & Hedberg (2003) who state that “the interpretive paradigm uses
meaning opposed to measurement oriented methodologies, such as interviewing or participant
observation, that rely on a subjective relationship between the researcher and subjects” (p. 32).
In the same vein, the study adopted a mainly qualitative approach although some aspects of the

quantitative approach were adopted as will be discussed in the following section.

4.3.1 MIXED METHOD RESEARCH: QUALITATIVE DOMINANT MIXED
METHODS RESEARCH

Johnson & Onwuegbuzie (2004) define mixed methods research as an approach in which a
researcher or a research team combine components of quantitative and qualitative research
approaches for the purposes of breadth and depth of understanding and validation. Similarly,

Creswell (2003) defines mixed methods research as a single study or a multiphase program of
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process while simultaneously recognising that the inclusion of quantitative data approaches is
likely to benefit the research project. As a result, I had to engage the quantitative methods since
this study was interested in exploring what learners read, who was reading and not, and how
often they read, therefore, this kind of data is presented and explained in numerical form. The
application of both qualitative and quantitative paradigms in this study is discussed in the

following section.

4.3.2 APPLICATION OF QUALITATIVE AND QUANTITATIVE APPROACH IN
THE STUDY

To begin a qualitative research project, a hypothesis is not needed. This means that qualitative
research is inductive, as it is aimed at generating new theory emerging from the data collected.
Lincoln & Guba (1985) argue that a qualitative research involves inductive data analysis to
provide a better understanding of the interaction of “mutually shaping influences” to explain
the interacting realities and experiences of the researcher and participant. It allows for a design
to progress and change rather than having a complete design at the beginning of the study. As
will be fully discussed in Chapter 6, I began the research process with an ERP already designed,
but the Pre-Intervention Phase enabled an ‘open’ responsive research design, learners made
suggestions and redesigned some aspects of the initial programme. Having a programme cast
in stone is a challenge because it is difficult to envisage the result of interactions between the
researcher and the participants due to their varied viewpoints and value systems and their
impact on the understanding of reality and the outcome of the study, hence, learners were
allowed to make suggestion and contribute towards the success of the implemented reading

programme.

A quantitative research requires a theory or hypothesis before the research can begin, hence it
is deductive in nature as it is aimed at testing theory. To begin this research, my hypothesis
was that the use of the ERP outlined in this study would have a positive effect on all the
participants and that there will be a great positive effect on the reading attitudes of the Grade 3
learners. In implementing this reading programme, I wanted to investigate if this could be

applicable in this current study.

Regarding the data collection process and analysis, qualitative research employs different

knowledge claims, enquiry strategies, and data collection methods and analysis (Creswell,
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2013). In this study, qualitative methods were best suited because they can better account for
the complexity of group behaviours and reveal inter-relationships among multifaceted
dimensions of group interactions (Creswell, 2013). In an effort to understand the experiences
of my participants, their perceptions about reading, reading attitudes and processes of the
reading programme, I made use of a variety of data sources, namely: observation of learners’
behaviours attitudes, events, environment; interviews; questionnaires and learners’ written

work (documents).

In qualitative research, data is presented in words, as descriptive narration and attempts to
understand situations in natural settings (Denzin & Lincoln, 2000). The purpose of the
researcher is to get detailed information, therefore, using a quantitative research only in this
study, which mainly describes the world in numbers and measurements, was not likely to be
useful. By relying on numbers that are only frequently used in quantitative methods, it was
unlikely that I would gather ‘depth’ and ‘insight’. For example, responding to research question
one and three of the study was more of a descriptive narration rather than a numerical

presentation.

Quantitative research gathers data that is revised and presented in numerical form, which
allows the data to be categorised under statistical analysis. To apply the quantitative approach
in this study, data which was collected through documents such as the attendance register,
reading logs was quantified so as give a clear picture on the number of books read, which books
were popular with the learners and also who read what (gender). For example, part of
responding to research two required that I count what learners read and also report who read
what (how many girls or boys) hence reporting on this information was numerical (see Chapters

6 and 7).

Finally, the role of the researcher in qualitative studies is considered as crucial in data collection
and analysis. Thus I actively participated and became immersed in the research/social setting
and together with the participants we tried to construct our own realities in relation to reading.
Data was collected in a natural, non-threatening manner in an effort of studying the event as
they naturally unfold without pre-set constraints or conditions that control the study or its
outcomes (Realism). According to Merriam (1998), “the researcher engages the situation most

often without an observation schedule and plays a dynamic role in constructing an
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grade and only two research sites in this study provides opportunities for other interested
researchers in similar context to decide if the findings are relevant to them. Since the focus of
a case study is in a particular instance, it allows the researcher to take an all-inclusive view and
look in-depth at the details of complex social situations. In addition, the case study approach
uses a variety of data collection methods such as interviews, documents, direct and participant
observations and consequently ‘thick descriptions’ of the situation under study (Yin, 2003).
Within a case study approach, therefore, I made use of qualitative methodology using a range
of data collection techniques to determine the effects of the intervention on learners’ reading

attitudes as will be discussed in Section 4.7.

Finally, the principal philosophy of a case study is not to prove a theory but to improve or
change situation, which is in line with the interventionist approach I adopted. Indeed, this study
sought to encourage reading for enjoyment by designing a reading programme that could help
expand learners’ reading attitude, which might then be applicable in other similar learning
contexts. The results obtained from a case study are accessible and understood by a wide
audience as they are often written in ordinary, non-academic language (Cohen, Manion &
Marrison, 2007). This made it easier for me to analyse, interpret, document and share my

findings in different platforms.

4.5 RESEARCH SITE DESCRIPTION

The study was conducted in two primary schools that were accessible, convenient and located
in close proximity to Grahamstown. Both Site A and Site B are historically disadvantaged
public schools located in one of the townships in Grahamstown. Both are no-fee paying schools
and their language practices are similar. From Grade R to Grade 3, isiXhosa, which is the
learners’ HL, is used as a medium of instruction and English L2 is gradually introduced as a
subject. Learners switch to English as a medium of instruction in Grade 4. Both these schools
use the same teaching methodologies for isiXhosa and English guided by the Molteno Institute
Literacy Programme?. In addition, at the establishment of this ERP there was another reading

promotion programme in both research sites (Inkwenkwezi, see Chapter 1, Section 1.2.1). The

2 Foundations for Literacy — A curriculum-based programme implemented in all 9 isiXhosa medium primary
schools in Grahamstown to address poor levels of English and isiXhosa literacy in the Foundation-Phase and
intermediate-phase learners. The programme uses the Molteno Institute Literacy Programme and has a strong
focus on teacher-training and providing on-going support.
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only difference of relevance to this study is with regard to the reading resources and the

availability of these to the learners.

Site A has a well-resourced functioning library to which, learners have limited access. I started
visiting the school in 2014 and I learnt that in 2013 there was a volunteer librarian who was
available for three days a week, to help with maintaining the library system. Learners took
books home each week, thus being exposed to reading for pleasure. However, during 2015 and
2016 the school did not have a volunteer librarian, hence the school is just as good as without
a library. As Malespina (2016) puts it “A library is not a library without a librarian, as
[librarians] will always be the necessary bond between the space, the tools and resources and
the students and teachers accessing them” (n. p). The school has set up an IP reading club with
the help of an NGO which has literacy at its heart. Therefore, establishing a reading
intervention of this nature for Grade 3s would be sustainable when learners move to the next
grade. However, Site B has no library facility at all. As a result, learners have little or no
exposure to meaningful reading material beyond their textbooks and workbooks. A comparison

between these two sites will give a better distinction to the interpretation.

4.5.1 PARTICIPANTS OF THE STUDY

All Grade 3 learners in the schools selected were invited to participate in the reading
programme. However, only those learners with signed consent forms from their guardians were
allowed to be part of the study. Participation was voluntary as will be detailed in Section 4.9
(Ethics). The table below shows the number of learners who returned the signed consent form,
indicating their interesting in participating in the reading programme in each site.

Table 7: Total number of participants per school

Site INumber of learners Number of leamers|Select Learners
interviewed
Site A: Reading club 1 17 girls 12 5
20 boys ( Total 37)
Site B: Reading club 2 16 girls 12 6
18 boys ( Total 34)

In both research sites, all the learners in participating classes were given consent forms and
surprisingly all of them brought them back signed a signal of the value parents and care-givers
place on reading and literacy. Focusing and collecting data from all the participating learners
during the implementation of the ERP was going to pose many challenges including the quality
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transition from learning to read to reading to learn in Grade 4. The second relates to them
transitioning from mother-tongue instruction to learning through the medium of English, their

L2. This abrupt switch has a possibility of influencing their attitude towards reading negatively.

In both sites, there is an NGO which is interested in developing literacy in the FP. However,
this organisation only accommodates ‘good’ learners, that is, those who can read and write well
and those with the potential of becoming readers. Focusing on Grade 3 learners, in site A, only
ten learners participated in that reading programme and in site B also ten learners participated
in that project. The weakness of this project is that it only focuses on those learners that are
already readers and neglects those who are also learning to read and willing to be readers. This
approach adopted by such programmes widens the gap between those who have access to
reading material and those who do not have opportunities to participate in literacy activities.
Those that are not afforded opportunities to read, as they cannot, fall further behind those that
are already readers and their reading is being nurtured. Thus attitudes towards reading begin to
develop as learners who are not participants in the existing reading programmes are aware of
the reasons for their exclusion. The current study, therefore, played an important role by
bridging this gap as it accommodated everyone regardless of where they were in the reading
continuum. Also, unlike in the existing reading programme which offered reading material in
the learners’ L2, the reading programme that was implemented in this study was a bilingual

one, offering reading material in isiXhosa and English.

4.6 RESEARCH PROCESS

In this section, I present the general research process for the reader to gain an insight of how
exactly the research intervention was conducted and how and what data was collected during
the different phases of the research for the remaining aspects will be better understood within
that framework. I will also outline a typical reading intervention session. The study was carried
out throughout 2015 and contained several research methods and teaching in both research

sites. The research process follows.
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SETTING UP THE ERP

The first two school terms were used to introduce the programme, become familiar with the
schools, meet the participants, have a list of their names ready before the start of the actual
programme and have interviews with them. I had initial reading sessions with all the learners
on both sites so as to also observe their reading behaviours and attitudes. The process of setting
up the ERP can be summarised as follows:

* Firstly, I explained to the teachers and participants the ways in which the reading

programme was to become a regular routine throughout the year.

» Secondly, I explained the reasons for Extensive Reading and of the reading

programme.

* Next, | explained the requirements/ principles of an ERP.

* Then, I explained the Extensive reading ground rules.

» Finally, we had to agree on the times in which the reading programme will be held in

both sites.
In Site A, it was agreed that the reading session would be conducted every Tuesday from 12:30
till 1:30pm. The teacher mentioned that there was another reading programme? that was
running during that time, so having the reading sessions at that time as well would benefit those
learners who were not part of the already existing reading programme as they were usually left

doing nothing while others attended those reading sessions.

In Site B, the school principal suggested the ERP be conducted after school so as not to disturb
the normal school teaching programme. We had a verbal agreement that the reading sessions

would be held every Thursday afternoon from 1:30 until 2:30pm.

4.6.1 PHASE 1: PRE-INTERVENTION

Guided by the expansive learning cycle, in the first few weeks into the study, I was engaged
deeply in the first three steps of the cycle which I refer to as the Pre-Intervention Phase. This
phase sought to respond to the first research question of the study: What is the nature of
learners’ reading attitudes in Grade 3? 1 needed to gather information about learners’ attitudes
towards reading, what they liked to read, what they wanted to read about, and their feelings

towards reading be it in their L1 or L2. I administered a questionnaire with all the participating

3 Inkwenkwezi reading programme (see Chapter 1, Section 1.2.1)
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by Day & Bamford (2002) 1s that well-chosen activities can turn the individual solitary act of
reading into a community event especially for such young children as the participants of this

study.

Thus, as post-reading activities of each reading session, in Site A all learners were required to
submit a reading log. The reading log was designed in such a manner that it included
information such as book title, author, the number of pages read and the learner’s thoughts and
feelings about the content (see Appendix 4). In addition, in both sites select learners (5 from
Site A and 6 from Site B) had to submit a reading journal (Appendix 5) and engage in book
talks. Participating in these activities was optional and learners were allowed to use whichever
language they were comfortable in since it was a bilingual reading programme. Morrow &
Schocker (1987) make the point that “a personal response to a text in... [a] foreign language is
likely to be ‘felt’ in the native language. Attempting to mediate the response through a foreign
language will merely lead to frustration...” (p. 255). From my experiences with working with
children (Tshuma, 2014), once learners are given an opportunity to express themselves in their

L1, it yields good conversation and everyone participants in the discussions.

e Feed backing during reading sessions.

In each reading session I had an opportunity to observe and interact with the learners to get
their perspectives about the reading programme. In addition, in each reading session I looked
at their reading logs, reading journals and also at what they were reading. Since each session
was video recorded, at the end of the reading session I would find time and replay the video
noting any learner behaviour that needed my attention or instances I felt I would need a
learners’ explanation. I attended to the learners’ needs individually or in CLW as a group as
will be discussed in the next sub-section. Providing feedback in these different set up
(individually/ group) was done for specific reasons and was beneficiary to the learners. For
example, if [ felt the learner needed one on one assistance, or if I did not want to put the learner
in the spotlight, I would call the learner aside and we would work together. In some instances,
if 1 wanted learners to participate in meaningful discussions or if I noted that they all
experienced the same problem, for example writing in their journal, I would model,

demonstrate and provide feedback to the whole group or select learners in CLW.
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programme on my own, but learners contributed to its modification. As a result, there was
resistance, reinterpretation, and surprises from the participants during the reading intervention
programme as will be shown in Chapter 6. During reading, I would only help when someone
sought my opinion directly or provide advice and guidance with book choices. Overall, each

reading session was structured as summarised in the following table:

Table 10: Planned outline of the reading session

Duration Activity
5 mins Ice breaker ( singing, word games, ring game)
5 mins Classroom management (marking of the register)
10 mins Short lessons and various ER activities ¢.g. reading aloud by the researcher
20 mins Free voluntary reading
10 mins Feed backing-Sharing of stories or writing of book reports/ reading log/ CLW
5 mins Return finished books and borrow new books
5 mins Watch short bilingual video stories

In sum, CLW were conducted to demonstrate, model, clarify, guide/counsel and were also a
platform for teaching. The nature and form which each group discussion took will be discussed

in detail in Chapter 6.

4.6.3 PHASE 3: EVALUATION OF THE READING PROGRAMME

The final phase of the research process was the evaluation of the ERP (Steps 6 and 7), in which
I described the new practices that have emerged from the research, reflecting on these and also
suggesting ways in which these practices might be adapted by other reading programmes. It is
on this basis that question three of the study emerged: How do the design features and the
process of the ER programme expand learner’s reading attitude ? The evaluation of the reading

programme was done during the last week of the school term in December.

The main tool used for evaluation was the post-intervention questionnaire which was
administered with all the participating learners. The questionnaire served as a tool to investigate
the effect the reading programme had on the learners’ reading attitudes. In addition, my
observations, video recordings of all the reading sessions and informal conversations with the
learners and the teachers also served as instruments to evaluate the reading programme. The
designed questionnaire was brief and easy for the learners to complete (Appendix 3B). The
purpose of administering this questionnaire was to monitor and evaluate the programme which

is essential to ensure the long-term sustainability of the programme and whether the aims of
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the programme were achieved. Table 11 below shows the number of learners in each site that
were present at school on the day the questionnaire was administered and they completed or

attempted the post-intervention questionnaire.

Table 11: Sample population for the Post—Intervention Questionnaire

Site [Number of learners
Site A 27 out of 37
Site B 23 out of 34

The whole research procedure can be summarised as shown in Figure 9. The analysis of data
collected during the Pre-Intervention Phase was conducted during the June-July school holiday.

While, the analysis of data collected during the Implementation Phase was an ongoing process.
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questionnaire
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Post-Intervention
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2015)
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eSustainability (2016) conversations
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Figure 9: Research Process.

4.7. RESEARCH TOOLS

In this study, I used five research methods to generate data as will be discussed below to

respond to the following research questions:

1. What is the nature of learners’ reading attitudes in Grade 3?

2. What differences can be observed during the implementation phase of the programme in
terms of the learners’ reading attitudes, self-efficacy, their book choices (genre) and their
language preferences for these books?

3. How do the design features and the process of the ER programme expand learners’ reading
attitude?
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The study is mainly qualitative in nature as mentioned previously. In particular, I used
questionnaires, focus group interviews, focus group discussions (CLW), documents, and
observation, as the main instruments of data collection. According to Yin (2003), case study
designs benefit from having multiple sources of evidence, these will help me understand

learners’ attitudes towards reading and achieve triangulation (Lincoln & Guba, 1985).

4.7.1 QUESTIONNAIRE

To begin the reading programme, a questionnaire was administered with all the participating
learners. The aim of administering the question was to try and respond to Research Question 1

of the study: What is the nature of learners’ reading attitudes in Grade 3?

To evaluate the reading programme, a different questionnaire was designed and administered
with all the participating learners during the last week of the reading intervention programme.
The purpose of administering the questionnaire was to gain a more detailed understanding of
learner’s attitudes towards reading as a result of the implemented reading programme. Also,
many educational programmes are often designed, planned, implemented and evaluated in a
top-down manner without learners being given a voice, therefore, the questionnaire afforded
learners an opportunity to evaluate the programme. This questionnaire sought to respond to the
third research question: How do the design features and the process of the ER programme

expand learner’s reading attitude?

4.7.1.1 PROCESS OF ADMINISTERING THE QUESTIONNAIRE

Both questionnaires were availed to the participants in both languages that is English (L2) and
isiXhosa, their L1. Before handing out the questionnaire sheets, learners were asked to choose
between the isiXhosa and English sheets. With reference to the pre-intervention questionnaire,
in Site A, five learners preferred to respond in English and in Site B, three learners also
preferred the English version of the questionnaire. On realisation that not all learners were
proficient readers, each question in both the Pre- and the Post-intervention questionnaires was
read out in both languages and learners were required to write down their responses in the
spaces provided. By reading out loud the questions I was trying to ensure that learners
understood the questions and could respond appropriately. Learners got a chance to hear the

question being read out, they also read the question for themselves and they were given enough
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In addition, throughout the reading programme, focus group discussions were conducted with
the learners in the form of a CLW. According to Fountas & Pinnell (2001), the goal is to have
a few enjoyable and productive minutes with each reader, getting to know them as readers and
reinforcing or expanding their knowledge as readers. As a researcher, my role during the
workshop was to scaffold and mediate reading. For each focus group interview and focus group
discussions (CLW), notes were kept and I made use of video and audio recordings which were

transcribed later by the research assistant for further analysis.

In sum, advantages of focus group interviews (and discussions) as stated by Stewart &
Shamdasani (1990) include: quick collection of data; the researcher interacts directly with
participants; allows for rich data collection through open response; encourages collaboration
of group and flexibility; and is appropriate for use with children and the results are easy to

understand.

4.7.2.1 PROCESS FOR CONDUCTING FOCUS GROUP INTERVIEWS

The length of the focus group interviews varied between 30 minutes and an hour. In instances
where the interviews took a shorter duration, it was because the groups were similar in nature
being made up of all struggling readers. For example, in site A, the first 6 learners I interviewed
lacked involvement. Some learners’ response was very short, in most cases one word answers.

This could have been because they did not trust me enough to open up.

The focus group interviews were conducted in a relaxed manner, using either English or
isiXhosa since responding to the questions was not some form of a test. Having the option of
using either language or switching between, gave both the researcher and the participants
confidence to ask and respond to questions appropriately. This meant that the information I
received had more chance of being accurate and complete. Since I have limited proficiency in
isiXhosa, I made use of an interpreter to provide confirmation of my understanding of any
isiXhosa utterances. A translator was also engaged during the development of the interview

protocols so that all questions could be provided to the interviewees in both languages.
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4.7.3 DOCUMENTS

Within the ER programme, learners’ reading was carefully monitored. Formal and informal
records were kept by both the researcher and the learners themselves so as to be able to respond
to part of research question 2. At the beginning of the Implementation Phase, I introduced all
the participating learners to a reading log (see Appendix 4). According to Carlisle (2000), a
reading logis a simple tool to that that can be used to encourage and tap into individual learners’
responses to a text. This encourages them to interact with the text. A reading log also provides
valuable information which can inform one about what learners read. The information recorded
includes book titles, number of pages read, number of books read, language of the books,
genres and a section where learners can comment about what they liked/dislike about the book.
By introducing the reading log to the learners I hoped that as the reading sessions progressed,
learners would be able to produce short oral summaries and later, written (3-5 sentence)
summaries about the reading (which they eventually did), thus extending the reading into
speaking and writing, integrating the learning as advocated by the whole language approach
discussed in Chapter 2 (Section 2.2). As this was a bilingual ERP, learners were encouraged to

use the language of their preference and as a researcher I used both their L1 and L2 as needed.

Initially, I thought this was a good instrument to monitor what learners were reading; when
they read and also to get their perceptions about their reading as it allowed them to set down
their thoughts and feelings. Three weeks of the ERP (three sessions) were used to introduce
and guide learners on how to complete a reading log. This activity was done through a CLW
which included all the participants in both research sites. I found that completing a reading log
was a time-consuming activity especially for young inexperienced readers and also working
with at least 34 learners in each site who needed consistent guidance. As a result, reading logs

were only given to select learners as described in Section 4.5.1.

Having seen the challenge of a reading log, I introduced a new method for monitoring learners’
reading in a form of a reading journal to select learners in both sites. According to Parsons
(1990), reading journals are informal, written communications between two or more people
about what one person has read about. These journals can include personal reactions to,

questions about, and reflections on what has been read, thus allowing learners to transform
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4.7.4 OBSERVATIONS

Observations played an important role during the Implementation Phase of the study.
According to Walliman (2006), “observation is a method of recording conditions through
looking and listening rather than asking. It is also the immersion of the researcher into the
social setting for an extended period in order to observe, question, listen and experience the

situation in order to gain an understanding of processes and meanings” (p. 131).

During the reading programme sessions, I spent time each week at the two sites observing all
the participants. I observed learners in a variety of activity structures they were engaged in
which included independent reading, silent reading, reading aloud, book talks and focus group
discussions. Indicators such as the number of books read, comfort and anxiety in reading, active
participation, and engagement, expressed interest as well as lack thereof, attitude, as well as
their behaviour, were used to inform the observational judgment. According to Clay (1991),
observation of children’s responses to reading and writing is a useful research tool, as it
provides one with information concerning their competencies, confusions, strengths and
weaknesses, and their use of strategic activities (p. 70). This was also an opportunity to observe
the interaction amongst the learners. Employing observation as a data collection tool helped
me in responding to the second research question of the study: What differences can be
observed during the implementation phase of the programme in terms of the learners’ reading

attitudes, self-efficacy, their book choices (genre) and their language preferences for these

books?

In addition, observation was a valuable tool and an alternative source of data for triangulation
with information gathered through the instruments discussed above. Through observation, 1
was able to see the participants in action, as distinct from their report on what they do. This
provided an opportunity for me to look directly at what was taking place in situ (Cohen et al.,
2007). Clay (1991) explains that observation within intervention sessions

involves more than hearing children read every day. It involves being a teacher who
observes the child who is reading, attending not only to the story and its meaning but
also to how the child is working on print to attain those understandings. The teacher
must, therefore, be reflective and responsive towards the actions of the child. (p. 4)
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4.7.5 VIDEO RECORDING

To complement observations, all the ERP sessions were recorded by video and captured the
research site atmosphere and incidents that occurred which I replayed several times for
analysis. The advantage of video recording is that participants can be invited to view and
discuss their behaviour after the event and explain their actions. Watching the videos again also
activated my memory and experiences of each reading session. In addition, I also gathered field
notes which would offer support for the observations, focus group findings and the
questionnaire. I used a notebook to write down notes during weekly observations at each
research site. I would record a description of the activities that were taking place, notable
behaviours, conversations that were going on, and the attitude of the learners. I would then find
time after each reading session to read through the notes taken and add any missing
information. The key results of the ERP observations are collapsed into vignettes and are also

found in Chapters 6 and 7 as excerpts taken from the researcher’s journal.

4.8 DATA ANALYSIS

Denscombe (2014) states that data analysis is the process of bringing order, structure, and
interpretation to the mass of collected data. Coffey & Atkinson (1996) argue that data analysis
should occur concurrently with data collection as the researcher is able to test any emerging
conclusions. Walliman (2006) also holds the same view that it is easier to structure the
information while the details are fresh in the mind so as to identify gaps and allow new ideas
and hypotheses to develop and to challenge your assumptions and ideas. I followed this advice
and began analysing the data as soon as I began the collection while events were still fresh in
my mind. The qualitative data retrieved from both research sites was analysed and interpreted
in order to monitor progress and get a glimpse of the learners’ reading attitudes throughout the
research process. Analysis of data was determined by the three research questions which were

mainly qualitative in nature, hence all needed a purely qualitative data analysis approach.

The process of analysis was done in three phases and Chapters 5 to 7 report the findings
emerging from these phases of the research based on observation, focus groups, and
questionnaires and interrogating the video recordings. Learners communicated with the
researcher and amongst themselves mainly using their L1, therefore in the data presentation L.1
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Kress & Van Leeuwen (1996) does not make the analytic process explicit for novices. I learnt
that using a semiotic approach (Kress & Van Leeuwen, 1996) for analysing drawings, will
result in descriptive interpretation of learners’ drawings with little information regarding the

process of analysis.

If T had to adapt Kress & Van Leeuwen’s (1996) ideas of gaze and colour only, it was going to
be difficult when presented with drawings without colour or direction of gaze in humans. I also
realised that what may be present in one drawing will not necessarily be present in another:
some learners had images with written text and some did not; some drew the books they were
reading and some did not. With such varied data, this led me to question how I could

systematically make sense of such data.

For this study, the analysis of learners’ drawings was then approached in two ways. A multi-
modal social semiotic analysis as seen in the work of Kress & Van Leeuwen (1996) was applied
to the visual rather than the linguistic aspect which dominates most communication. It is a
theoretical perspective that brings all socially organised resources (such as image, writing and
speech) that people use to make meaning into one descriptive and analytical domain (Bezemer,
Jewitt, Diamantopoulou, Kress & Mavers, 2012). T also integrated a range of semiotic theories
(Malchiodi, 1998; Furth, 2002). Furth (2002) considers that there are three interpretive

principles involved in the descriptive analysis of pictures.

Step 1 was informed by Furth (2002). Among his three interpretive principles involved in the
descriptive analysis of pictures, the first principle is to note the child’s initial impression of a
picture that describes his initial feeling. During this step I also looked at the inclusion of more
symbolic interpretations of detail in the drawings that could have shown underlying emotional
difficulties experienced by the child (content analysis). For example, detailed of objects and
environment. This initial step then led to gaining an overall impression and sense of the mass

of data, which then allowed me to begin to search for themes and possible emerging categories.

Step 2 includes systematically looking for focal points or signs such as situations, people,
objects and the environment. In addition, Furth (2002) states that this second step is to
systematically comb through the picture objectively for several elements or characteristics such

as odd representation, missing elements, focal points such as size, shape, distortion, repeated
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objects, perspective, words in the drawing and the surrounding world. Haring & Sorin (2014)
will refer to this step as content analysis. In this second aspect I worked with the categories of
analysis proposed by Kress & Van Leeuwen’s (1996). The primary analysis of the qualitative
content of the drawings of all the data gave rise to the following subordinate categories of’

* Where — (location). (Where is reading happening?)

* Setting — (learning/social).

* What — (behaviours occurring).

* Who — (was present)
Step 3 organising signs (Learners’ interpretation). This was to validate my own initial
interpretation of the drawings. I saw it important to afford learners an opportunity to talk about
their drawings. Malchiodi (1998) agrees that it is important to also make verbal explanations
regarding the learners’ drawing in order to understand their own interpretations of the

drawings. In this study, data collected through learners’ drawings was supported with

interviews held with the learners in focus groups on completion of their picture

The final step was to synthesise what has been learnt from the individual components and
assemble the information into a whole. The last principle involves a synthesis of the
observations gathered into a report as a whole (Furth, 2002). The process of analysing the
drawings and the application of this theory can be summarised in Table 13 below and a detailed

analysis process will be presented in Chapter 5.

Table 13: Summary of the steps for making sense of learners’ drawings (Haring & Sorin, 2014)

Step Process

Step 1 \Writing down my first impression - viewing the drawing as “mysterious” (Malchiodi,
1998, p. 19)

Step 2 Getting an idea about what is in the drawing (looking for what natural or human objects
arc present in the drawing. (Kress & Van Leeuwen, 1996)

Step 3 'What does the learner in the focus group discussions and the accompanying text add to
the interpretation? (Furth, 2002)

Step 4 Synthesising of the findings and Looking for emerging themes of the drawings (Furth,
2002)

Drawings were analysed in conjunction with transcripts of learners’ audio recorded
descriptions and conversations which were recorded during focus group discussions conducted
in both sites during the Pre-Intervention Phase. This was done through the help of a research
assistant fluent in both English and isiXhosa. The resulting transcripts served as the basis for

further analysis. After transcribing, the next step was to read through the transcripts for each
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targeting the elements of the activity system. For example, questions such as: What Tools does
the Subject use to achieve the Objective and how? What Rules affect the way the Subject
achieves the Objective and how? These questions were important in the data analysis as they
guided the process of exploring relationships and uncovering contradictions within the activity
system (s). In the final section of this chapter, the important aspect of how I approached ethical

issues of the study and how I aimed to attain reliability and validity will be discussed.

4.9 ETHICAL ASPECTS OF THE STUDY

Burgess (1989) declares that there is no way researchers can deny the ethical, moral and
political questions and potential issues they are faced with in their everyday experience in the
field of education and educational research, such as the problem of informed consent, the
manner in which research data is presented and the ethical ways in which the research is to be
conducted. I took a critical look at the ethical aspects of my research study, in terms of its
authenticity to ensure the quality of the research done within this project. Guided by Rhodes
University’s code of ethics I considered the following factors: validity, informed consent
triangulation, reliability and generalisability to make sure that this study met the standards of

quality and ethical research.

4.9.1 VALIDITY

Potential problems with validity in this research are responded to in a number of ways at
different stages of data collection and data analysis. Singleton, Straits & Straits (1993) define
validity as “the extent of matching, congruence or, the goodness of fit between an operational
definition and the concept it is purported to measure” (pp. 114-115). Walliman (2006) adds
that this measuring tool tests the degree to which the research findings are true. In addition,
validity is an approach that is used to identify specific threats to the study and to eradicate these
where possible. Thus, according to Bickman & Rog (1998), a frequently occurring threat in the
social research field is that of researcher bias. To counteract my biases, I tested my findings
against similar, valid international studies, which is an abstract and generalising process that
leads to knowledge building (Clay, 1991; Fountas & Pinnell, 2001). Furthermore, I also
conducted my study under the close supervision of two supervisors from the Faculty of

Education at Rhodes University.
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In the analysis, validity challenges were answered by checking for alternative interpretations.
According to Denscombe (2014), the validity of data also depends on checking the data to
avoid any errors with data entry. Taking this advice, first after receiving my interview
transcripts, I would re-read the transcripts and in some cases re-play the video or the audio to
confirm if correct information was captured. I also continuously checked my interpretations
with the research assistant, teachers, and parents (respondent validation). Although, Lincoln &
Guba (1985) state that member checks are usually done by showing the interpretations of the
responses and emergent findings to the participants for clarification and validation from time
to time, in the proposed study, I would have included the participants but given their age
(between 8 and 10 years old) their capacity to do member checks was limited. Member checks
also give the respondent an opportunity to correct errors, to challenge what are perceived to be

wrong interpretations, and to volunteer additional information.

In addition, I used different analytic tools so as to answer to validity challenges (see Section
4.8). For example, with regard to the categorisation of the drawings I relied on a number of
semiotic theories informed by different but compatible theoretical frameworks which Maxwell
(1992) calls theoretical validity. To present my preliminary findings, I had regular meetings
with other scholars, my supervisors and also critical friends not connected to the study.
Through questions posed, I was able to refine my work and identify gaps, weak or missing
evidence. I engaged more with my data, made revisions, thus improving the trustworthiness of
the study. Below I will elaborate on the issue of informed consent and how I approached the

process when working with minors.

4.9.2 PERMISSION TO CONDUCT RESEARCH AND INFORMED CONSENT

At the outset of the study, consent was obtained from the Eastern Cape Department of Basic
Education, the district, the school principals and the teachers. Because the participants were
minors, I had to get consent from their parents or guardians. This was done to protect me and
the participants. I provided them with the necessary consent forms and a research information
letter for them to know the exact research process that they agreed their children be a part of
(Appendix 7). A parent who wanted their child to be part of the research sample had to bring
back a signed form indicating that they allow their child to participate. Consent forms and

information letters were translated into English and isiXhosa to ensure informed consent.
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programme, I relied mainly on observation, a tool that could allow one’s own biased
conceptions to infiltrate the findings and answers. Therefore, I also used focus group
discussions and relied on the recorded footage of each session. This strengthened the
observations I made during the intervention. Consequently, the use of several different literacy

measures made the data obtained in the intervention more trustworthy.

I also made use of investigator triangulation which is defined as the use of several different
researchers. As mentioned earlier, I had two research assistants whose observations and views
were also valued throughout the reading intervention programme. Having the team on board
was important because working as a team was another way of bringing in different
perspectives. Furthermore, Denzin states that there is theory triangulation; the use of different
theoretical viewpoints for determining competing hypotheses as well as for interpreting the
single set of data. One example of theory triangulation in this study was a combination of the
Mathewson’s Model of reading attitudes (Section 4.8.2 of Chapter 4) and CHAT’s concept of
the transformative agency (Section 3.4.6 of Chapter 3) pointed to the same results. In the
application of the Mathewson’s Model throughout data analysis Chapters 5,6,& 7, it was noted
that learners attitude was one variable that influenced their intention to read whilst the
application of CHAT showed that transformative agency emerged when learners resisted
intervention by questioning, critiquing and opposing/rejecting the intervention and suggesting
better ways to improve ERP. This combination of these theories indicated a common fact that
learners developed interest to read more and for pleasure. Throughout the study, varied

theoretical perspectives were used including making sense of the data collected.

Finally, the study made use of methodological triangulation which is defined as the use of
multiple methods to study a single problem or phenomenon. It may also include the use of the
same method on different occasions and situations (see Section 4.7). According to Lincoln &
Guba (1985), triangulation increases the probability that credible findings and interpretations

will be produced.

4.9.4 RELIABILITY

According to Denscombe (2014), reliability refers to whether a research instrument is neutral

in its effect and consisted across multiple occasions of its use. Walliman (2006) affirms this by
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stating that reliability refers to the degree to which the results of the research are repeatable.
For a research to be reliable, it must demonstrate that if it were to be carried out on a similar
group of respondents in a similar context, then similar results would be found. For example, in
this study the same questionnaire was administered simultaneously to a group of learners who
were very closely matched and had similar characteristics (age, gender and ability) and as a
result, similar responses to the questionnaire were obtained. This allowed me to compare the
results from the two research sites to see whether or not the intervention was a success. This
type of reliability is, according to Cohen, et al. (2007) called reliability as stability;, hence
Singleton et al. (1993) agree that reliability is concerned with “questions of stability and
consistency. It tests whether something is consistent and dependable and if it can be repeatedly

applied under similar conditions and produce consistent results” (pp. 114—115).

As a check on reliability, I also constructed and mapped out an audit trail for the reader. As
shown in the previous sections, I have provided an explicit account of the methods used, the
key decisions that I took from the conception of the research through to the findings and
conclusions of the research. According to Denscombe (2014), “the principle behind an audit
trail is that research procedures and decision making could be checked by other researchers

who would be in a position to confirm the existence of the data...” (p. 299).

4.9.5 GENERALISABILITY

According to Walliman (2006), generalisability refers to the results of the research and how far
they are applicable to locations and situations beyond the scope of the study. When conducting
a research, it is of importance to see that the particular research can be applied in a wider
context otherwise, it might not be useful to wider fields of research and education. However,
in qualitative research there may be limits to the generalisability of the findings and these

should be pointed out.

The Extensive Reading Approach that I adopted and implemented in this study to obtain my
research findings has been tested in various countries around the world with different
participants from differing geographical locations. These studies have successfully

implemented the programmes and have reported positive benefits of implementing such a
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97 T Oh here is the other one and there is there Ohh omnye nanku omnye nanku
other, okay and who else? ohh okay nabani?
100 Ls The mother and the father Nomama notata
101 T What else? Nantoni enye?
102 L And the surprise neSurpise
103 L and the cake neCake
104 T See the mom has bought a surprise for the Uyabona umama uphathele
kid, what surprise? umntana isurprise? Isurprise esiyi
ntoni?
105 L (..)adoll (...) nodoli
106 T It’s a doll and the cake, what else do we see? | nguNodoli omnye uthi yintoni kune
cake, ngeyiphi enye esiyibonayo
107 L A yoghurt Yi yoghurt
108 T A yoghurt there it is, what do we think is Yi yoghurt nantsi apha iyoghurt,
going to happen sicinga ukuba kuzakwenzeka ntoni?
109 L And the glass neglass
110 T Where is the glass I don’t see? Oh here it is | Liphi iglass andiliboni ohh nantsi
iglass nantoni enye?
111 L and the bowl nesitya
112 T A bowl, oh what else? Nesutya esi Ohhh okay nantoni?
113 L And the flower neflower
114 T A flower and what else? And the strawberry | Neflower nantoni enye?
here is the strawberry Nestrawberry nasi istrawberry
apha.
115 T When we looking here what do we think is Xasijongile apha sicinga ukuba
going to happen to this story. kuzakughubeka ntoni apha
kwelibali?
116 L A surprise isurprise
117 T Tell us yes you what do you think is going to | Khasibalisele ewe wena ucinga
happen here in this story, what is your ukuba kuzawghubeka ntoni
name ungubani igama lako
118 L Sinesipho
119 T Tell us you thinking we also do not know Khasibalisele kaloku uyacinga asaiz
nathi
120 L A baby is going play with a doll Umntana uzakudlala nonodoli
121 T Okay what else Okay omnye uthini
122 L A child is going to get a surprise of a doll Umntana uzakunikwa isurprise
siskanodoli
123 T Okay, yes anyone Ee omnye
124 L It is going to be a child’s birthday her mom | Izaba yibirthday yomntana umama
and dad have bought a surprise for her notate bamthengele isurprise
125 T Yes the learner says it’s a child’s birthday a | Yah uthi izaba yibirthday yomntana
mother and father have bought a surprise umama notate bathenge isurprise
126 T They are going to eat a cake Bazatyi cake wena?
127 L A baby is going to nag her mom Umntana uzokadu mama
128 T Okay she says a baby is going to nag her Okay uthi umntana uzokadu mama
mom omnye
129 L A father is going to buy a play station for a Utata uzophathelu mntana iplay
child. station
130 T A station let us see he says a father is going | Iplay station okay asibone uthi

to buy a play station, because he is thinking
so he is right no laughing at each other.

utata uzophathela umntana iplay
station, kaloku uyacinga urayiti
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besitheni nolaughing akhomntu
uhleka omnye

131 L a child is going to be happy because of the Umntana uzakuvuka kuba
surprise uthengelwe isipho
132 T a child is going to be happy because of the Umntana uzakuvuya kuba
surprise ethengelwe isipho
133 T Let us all keep quiet and listen and see what | Hayke masithuleni sonke
is going to happen, some said it’s a play simamelelni sibone ukuba
station some said they will be eating a cake. | kuzoghubeka ntoni abanye bathe
kuzoba neplay station abanye bathe
kuzotyiwa icake masijongeni.
134 T Let us look Masijongeni sibone
135 T Who gave her a doll Uthi wanikwa ngubani unodoli?
136 Ch Her mother Ngumamakhe
137 T Her and who else? Ngumamakhe nobani?
138 Ch And her father notata
139 T Okay, her mom and her father they gave her | Umamakhe notatakhe bamnike
adoll unodoli, then wathini
140 T/Ch Was so happy
141 T Where do you think is this place? Apha nicinga ukuba kuphi?
142 Ls At school kusesikolweni
143 T Why, do you say it is at school? What makes | Nisithi kuse sikolweni, nibona
you sure that it is at school ngantoni bakusesikolweni
144 Ls By the school uniform Nge uniform
145 T You what makes you sure? Wena ubona ngantoni?
146 L It is the uniform ngeUniform
147 T Okay!
148 T She says, I went to school [teacher stops the | Uthi ke yena, kshhhhh,
noise] I went to school and looked for my
friends I couldn’t find the anywhere where
have they all gone.
149 T When she got to school her friends are not Wafika phaya esikolweni ha a
there. ifriends zakhe azikho
150 T Where are they? Where do you are her Ziyephi? Nicinga ukuba ziphi
friends. ifriends zakhe.
151 L They are home zisemakhaya
152 T They are home okay, where do you think are | Zisemakaya okay ziphi itshomi
her friends zakhe
153 L They are in class they are going to make a Ziseclassin ziza menzeli surprise
surprise.
154 T Okay, the other one? Omnye
155 L They are home on her party. Ziphaya kokwabo kwi birthday
yakhe
156 T Okay, the other says they are home on her | omnye uthi ziphaya kokwabo kwi
birthday party and the other says they are | birthday omny’uthi ziseclassn
in class the other one saysthey are home omnye uthi zisemakhaya
157 T yes ewe
158 L They are at the library Zise library
159 T Oh they are at the library Oh baselibrary omnye (...)
160 T Okay I hear Ke
161 T So, she says I went to class and looked for Uthi

my friends I couldn’t find them anywhere,
where have they all gone?
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197 T What present Ipresent eyintoni
198 Ls a princesses” hat Engu mnquwaz (...) weprincess
199 T a hat and a? Umaqwazi nantoni
200 Ls A crown yicrown
201 T What is a crown in Xhosa Yintoni icrown ngesiXhosa
202 Ls It is a hat Ngumnqwazi
203 L No Hayi
204 T What is it? Yintoni?
205 L It’s a princess yiprincess
206 T No this one I called a crown princesses’ Ha a lena kuthwa yicrown inxitywa
ware, but what is it in Xhosa yiprincess,kodwangesiXhosa
yintoni icrown
207 L It is a princesses crown Sisigoko se princess
208 T A princesses hat, Yes but it has its own Isiggoko seprincess Ewe but
name. inegama layo kuthwa yintoni?
209 T Girls do you know ellis band Mantombazana niyayaz iellis band
210 Ls Ellis band sisinganda
211 T Yes what is crown Ewe ke kuthwa yintoni icrown
212 Ls It’s a band Sisinganda
213 Ls It’s a hat sisiggoko
214 T You know what is a crown don’t you? It is Seniyaziba yintoni icrown nhe ayiyo
not a princess a princess is a name of a princess, iprincess ligama lomntu
person maybe a princess form England. Or | mhlawumbe iprincess yase England
princess Cinderella, so what is a crown in or uprincess cinderrela or uprincess
Xhosa so lento kuthwa yicrown or yintoni
ngesiXhosa
215 Ls It is an ellis band sisinganda
216 T Yes so who gave her a crown? Ewe, so ngubani lo wamnikayo
217 Ls It’s is her Teacher (...) Nguteacher (...) yhuu mhhhhh
218 T And then what happened tell us kwqghubeka ntoni, khawusibalisele
uba ubona ntoni?
219 Ls I see a cake Boni cake
220 T Who gave her a cake Unikwa ngubani icake
221 Ls Her teacher, her mother Nguteacher? ngumamakhe
223 T (...) who gave her a cake (...) Unikwa ngubani icake
224 T Okay, quiet guys, wen said please do not Okay! Ha a kshhh kaloku sithe
disturb, what do mean by that ithini
225 Ls Do not disturb while reading
226 T So you are disturbing us we are reading So uyasiphazamisa siyafunda thina
uyasidisturber
227 T These rules were written do not disturb Kaloku sizibhalelwe ezizinto
ungaphazamisi
228 T So my mom bought cake and sweets for
everyone
229 Ls Everyone
230 T My friends gave me cards, her friends came | Itshomi zakhezeza zazo mnika
and gave her cards icards
231 T What is she doing here? Apha wenza ntoni?
232 Ls She is blowing uyavuthela
233 T Blowing what? Uvuthela ntoni?
234 Ls The candles icandles
235 T Yes, I blew out the 8 candles on my Ewe

birthday
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266 T ~ which day is it today, is it tuesday Namhlanje kungolwesingaphi
ngolwesibini ithis,
267 T On Wednesday say 6 ngolweisthathu ithi 6
268 Is 6
269 T Thursaday Ngolwesine?
270 Ch 7
271 T Friday Ngolwesihlanu?
272 Ch 8
273 T Satarday Ngomqgibelo?
274 | Ch 9
275 T And sunday
276 Ch 10
277 T What is the 10t may stand for Umele ntoni umhla ka 10 may? Nge
10 zika May kuzakubakho ntoni
278 T The other says festival, what do you say? Ohh omnye uthi festival omnyu thini
nge 10 may
279 T Quiet and listen on the 10 of may will bea Thula nimamele nge 10 May Kuzobe
mother’s day, do you know a mother’s day? | kuyi mother’s day,niyayazi imothers
day?
280 T It is the day to do what pn the mothers day | Lusuku lokuthini imothers day
281 Ls It is the mother’s day Lelo mama
282 T Yes it’s a mother’s day maybe it is the day Lusuku lomama ewe mhlawumbi
where you have to tell your mom or aunty ngelosuku ufuna uxelela umama
that you love them. mhlawumbi ufunu xelela udabawo
mhlawumbi umakazi or umakhulu
ukuba uyamthanda
283 T You must make a surprise for your mom, Funeka umenzele isurprise umama.
how many of you stay with their mommies? | Bangaphi abahlala nomama?
Who stay with aunties? how many stay with | Abahlala nomakazi? Abahlala
grannies? nodabawo? Abahlala nomakhulu?
284 T Yes a grandmother is a mom, and also aunty | Ewe kalokuumakhulu ngumama
is a mom udabawo nayengumama ngubani
omnye?
285 L And big sisters Nosisi Miss
286 T Yes, there are those who stay with their Ewe bakhona abahlala nosisi? Ewe
sisters, because a sister does everything for | usisi ukwenzela zonke izinto
you that a mother can do, so here does a ezenzwa ngumama. So apha ke
surprise even if you going to make a card khawenzenzele lomntu, nokuba
anything you’d like to make her, or a ufuna ukumenzela icard nokuba
surpriseor you can even write a letter and ufuna umenczela ntoni, okanye
tell them you love them on this mother’s isurprise okanye ufuna
day. ukum’bhalela iletter
umxeleleuyamthanda ngakumbi nge
mother’sday
287 T Let us do that and do a surprise for those we | Masenzeni kelonto sibenzeleni
love isurprise abantu esibathandayo
andithi?
288 T I do have crayons people who want them. Ndinazo icrayon abanntu
abazifunayo nzobanika
289 T What do you want? crayons? let’s do this Ufuna ntoni? Icrayons? Masenzeni
surprise (...) for those we love isurprise (...) for abantu
esibathadayo
200 T We said that when a person wants to sit Kaloku sitshilo xa umntu efuna

alone they can

uhlala yedwa makahlale yedwa.
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201 T Why are sitting and doing nothing? The Kutheni nihleli ninganzinto nje?
teacher told you to do a surprise uMam ethe yenzani isurprise.
202 T ~ Just like me, where do you this this line Niyibonephi lonto ethi just like me
Just like me?
203 T What does mean when they say Just like Kuthetha ntoni xa usuthi just like
me? me? uthini
204 L Look at me Jongani mna
205 T Do you hear she says look at me Niyamuva uthi ujustlikeme uthi
jongani mna
206 T Okay we are not going to read this story; I Okay ke asizokulifunda elibali
have a surprise for you. What is a surprise? | ndinesurprise yintoni isurprise?
297 T It’s a beautiful thing okay what else? Yinto entle okay omnye uthini
208 L It’s a gift sisipho
209 T There other one says it’s a gift what is the Omnye uthi sisipho isurprise ewe
surprise yintoni isurprise?
300 L It’s a gift Yi gift
301 T Okay the other said it’s a beautiful thing and | Okay omne uthe yinto entle omnye
it’s a gift uthe sisipho omnyu the yigift
302 Okay but I didn’t come with a gift here, and | Okay mna ke andiphethanga gift
I didn’t come with a beautiful thing I only andiphethanda ntwe ntle
came with a surprise, what is the surprise? andiphathanga isipho kodwa
ndizonenzela isurprise. Yintoni
surprise?
303 L It is something that will make us laugh Yintwe hlekisayo.
304 | T Tell us mam what is the surprise Khabaxelele mam isurprise yintoni
305 T A surprise it is do something you not Isurprise yinto ongayilindelanga
expecting because now the teacher has the beacasue uMam ngoku uniphathele
surprise you were you expecting it? isurprise benisilindele?
306 Ch No Mam
307 T You were not expecting it. Khanisilindele anhe nantsoke
308 T So a surprise is not a gift or a beautiful thing | So isurprise asis isipho asoyi gift,
a surprise happens un expectedly asoyi ntwentle, isrupriseyint
eyenzeka ungayilindelanga
309 T Is there anyone who was once surprised or Ukhona oseke wayenzelwa isurprise
anything he or she was not expecting maybe | okanye into engayilindelanga
at school or home. okanye esikolweni okanye ekhaya
into engayilindelanga.
310 T Oh tell us Oh nanku yintoni isurprise
311 1 It was my birthday they surprised me Kwakuyi birthday yam ndenzelwa
isruprise
312 T Oh she says it was her birthday and they Ohh uthi kwakuyi birthday yakhe
made a surprise for her what did they bamenzela isurprise bakwenzela
surprise you with? ntonike wena?
313 T Yes it is a surprised she wasn’t expecting it | Ewe yisurprise ebengayilindelanga
they buy a cake for her birthday yakhe bamthengela icake.
314 T Is there anyone who was once surprised? Ukhona omnye bake bamenzzela
isurprise?
315 L A surprise of a doll Isurprise nguNodoli
316 T Who surprised you with a doll Isurprise kanodoli ngubani lo
wakwenzelayo?
317 L My mother ngumamam
318 T What did you do, or she just bought you Wawenze ntoni? Wavele

unexpectedly

wakuphathela nje ungayilindelanga
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319 L yes ewe

320 T Okay is there anyone who was surprised? Okay ukhona omnye? Ukhona
owake wenzelwa isurprise

321 L My father bought me a bicycle Mna ndphathelwa ibicycle
ngutatam

322 T His father bought him a bicycle that is a big | Waphathelwa ibicycle

surprise ngungatatakho yhooo yisurprise
leyo enkulu

323 L Is there anyone who surprised someone? Okay ukhona owake wenzela umntu
isurprise?

324 T Did you do a surprise for someone? Uke wenzela umntu isurprise?
Ukhona owake wenzela imntu
isurprise?

325 T Yes, what did you do? Ewe wamenzela ntoni

326 L A surprise Isurprise

327 T What was it? Esiyi ntoni?

328 L A gift Ngegift

329 T What did you buy Wamthengela ntoni?

330 T What is he saying? He didn’t buy nothing Uthi wamthengela ntoni?
Akamthengelanga nix

331 T Is there anyone who made a surprise for Ukhona omnye umntu wake

someone? wenzela umntu isurprise

332 L I bought a bicycle for Khazimla Ndathengela uKhazimla ibicycle

333 T You bought a bicycle for Khazimla? Where Wena wathengela uKhazimla

did you get the money? ibicyce? Ubuyithathaphi imali?

334 L I got it home ekhaya

335 T Which book are we going to read? Yhoo... okay incwadi esizakuyifunda
ithini?

336 Ls It says the birthday surprise Ithi the birthday surprise

337 T It says the birthday surprise Ithe the berthday surprise nanko ke
kuthwa wafumana ibirthday
surprise.

338 T When we looking here what do we see? Xa sijongile apha sicinga ukuba
sibona ntoni

339 L Family ifemeli

340 T Okay The is ubani

341 Ls Mother, father sister and brother

342 T Okay its father mother sister and brother Uthi sibona ifemeli

343 T Okay what else do we see? yintoni enye esiyibonayo phayana.

344 T She says she sees a surprise Uthi ubona isurprise

345 T Kanene sithe isurprise yintoni? Yinto

eyenzeka ungayilindelanga
346 T What are these? They are gifts what elsedo | So ezizinto sizibona apha yintoni
you see? ziiGifts izipho ubona ntoni enye
apha?
347 T Do you all see here? Niyabona nonke apha?
348 T No guys look there is recording here when | Ha ajongani phaya kuyarecordwer

we got to Rhodes this will be written and if
we see someone making noise and bulling
other and kicking if you do that next time
you won't attend because you are a problem.

xasifika eRhodes sobona
iyabhalwapha lento sobene umntu
ebetha abanye sibona umntu
ekhaba abanye engamamelanga, if
wenza ezo zinto ubonwwe phaya
next time uzogxothwa eclassin
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406 T My mom, my teacher and my mom all sang | Niyayaz ingoma ethi happy birth
happy birthday to me. day? khanindiculele
407 Ch Yes (Singing happy birthday song)
408 T Good! When she got to class she saw found | Wathi efika phaya eclassin
her friends, friends like you she found her wafumana friends abahlobo
teacher and her mother they sang just like abafana nani no teacher wakhe
you. nomama wakhe bamculela nje
ngani
409 T My teacher gave me a birthday crown. What | Yintoni leyanikwa
was she given by her teacher? What do you | nguteacherwakhe? Yinto icrown
call crown in Xhosa. ngesixhosa
410 L It’s a kings hat Yinto ye King,
411 T It’s a king’s? Its queen’s? Yinto yani yeking? Yinto ye queen
412 T There it is her teacher gave her, what is Nantsi nje wayinikwa nguteacher
that? Who is wearing pink here? Its Zintle wakhe, yintoni le? Nguban lo unxibe
what is in Zintle hair into epink? nguZintle, Yintoni le
isentlokweni ka Zintle
413 Ls It’s a crown sisinganda
414 T Yes, what is a crown? Ewe icrown ke kuthwa yintoni?
415 L It’s a crown sisinganda
416 T Good boy Yintoni khabaxelele
417 L It’s a Princes crown Sisinganda seprincess
418 T Yes she got a crown, who said they are going | Ehe wafumana ke icrown, nguban
to eat a cake? bethe bazawutya icake
419 T Good, there she is she said they are going to | Nakuya uthe bazawutya icake
eat a cake.
420 T My mom bought cake and sweets for Umamakhe weza nantoni?
everyone
421 T Cake and sweets Necake nantoni nelekese
422 T My friends gave me cards; I blew out the
eight candles of my cake.
423 Ls They are eight Ziyi8
424 T Why are the candles eight and not ten? Why kune candles eziyi8 zingekho
yiten why?
425 L She’s eight Una 8
426 T oh she’s eight Ohh una 8
427 L they put according to her year Bafake ngeminyaka yakhe
428 T Oh they used her years, yes Oh bafake ngeminyaka yakhe ewe
429 T I cut the cake and gave everyone a piece I Wabanika isweets batya necake
handed out the sweets
430 T We all enjoyed the birthday party; it was the
best birthday surprise.
431 T That is the end of our story. Liphelile ke ibali lethu liphelela
apho.
432 Ch [Class claps hands] the end!
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APPENDIX 9: READING RESPONSE LETTERS
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APPENDIX 11: ACCESSION REGISTER

ACCESSION REGISTER
Item Accession Author Tittle Date Taken | Date
Number Out Returned
1
2
3
4
5
6
7
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APPENDIX 14: SAMPLES OF CERTIFICATES AWARDED TO THE LEARNERS
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