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Chapter 1; Model for Tt exiual Analysis

CHAPTER 1: MODEL FOR TEXTUAL ANALYSIS

1.1 Introduction

The Human Sciences Research Council together with the University of Limpopo have undertaken
research on the Foundation Phase literacy achievement in Limpopo Province schools. Irish Aid is
funding this research. To this end, the first preparatory document as a model for textual analysis
has been drawn up for the project. This chapter describes such a model.

In the Threshold Project (1990), one of the key activities was to analyse the difference between
English as a subject and English as the medium of instruction. An analysis was done by Helma
van Rooyen, who analysed two good Language schemes ‘up to the end of Std 2 (Grade 4), and
compared idealised achievement on these two schemes with the task demands of Std 3 {Grade 5)
Science textbooks. This work was done in the then national state of Bophuthatswana. (The reason
for choosing this location was for the team to avoid the widespread unrest at that time in the
South African schools under the aegis of the Department of Education and Training, the

department responsible for Black education outside of the “homeland/independent states™.)

Translated into the vocabulary of the revised Curriculum, Van Rooyen analysed the idealised
achievement of Grade 4 children doing English as a First Additional Language (FAL) and
compared this with the English being used as the language of learning and teaching (LOLT} in
General Science, Grade 5. The language policy at that stage was for the children to move from
FAL in Grade 4 to English as LOLT in Grade 5. There was some variation in the independent

homelands (e.g. Transkei), but in most schools this was the typical situation.’

This current document aims to do something similar for the Limpopo Education Department.
However, the differences should be pointed out, Given that an open language policy now
prevails, the team decided to work on the scenario where Second Language (L2) children change

their medium of instruction to English from Grade 4 onwards. The situation for L2 has changed

[ The language of the revised Curriculum is introduced here, but the document procesds with internationally
accepted terminology. ‘
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slightly in that in the late 1980s English was only introduced in Grade 2, whereas the children
now typically start learning English from Grade 1.

The model adapted from Van Rooyen (1'99())2 may be seen below. The necessary changes have been
made for the scope of this model, The present document occupies the top box of the model, i.e, the
components of an English model that may be used to analyse text. In fact it is the same as the model for
Grade 4, except that the model will have to accommodate slightly more compl:x structures. Logically,
the next step is to do an analysis of three (or perhaps four) Language schemes, to see how far they take
the pupils in narrative English, but more importantly into expository (informational) text to provide

children with a conceptual base for ideas that will be introduced later.

S /

MODELS FOR TEXTUAL ANALYSIS

Descriptive and textual ana I/sis

English Life Skills
Three L1 Schemes Numeracy
Three L2 Schemes (Grades 1-3)
{GGrades 1-3}
Results Results
Summary  |—comparison—] Summary

Figure 1: Model for text analysis

2 van Rooyen, H, (1990) The disparity between English as a subject and English as a mediwm for learning. Pretoria:
HSRC. Threshold Project Final Report,
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The most powerful way of conducting textual analysis is to look at the text using a number of the

levels of linguistic analysis. This can be done more or less theoretically.

Since this docurnent is intended for a semi-technical audience, an effort is made to make at least
most of it accessible for such an audience. The parts that may remain puzzling can be dealt with
in capacity-building workshops. The present model applies to English and can probably be '
applied directly to Afrikaans; however, some parts would have to be adapted for analysing
African languages, since they are not cognate v:rith Germanic languages {in this case English and
Afikaans) and have unique word-building structures which characterise a completely different
grammar. So there will be marked differences at the level of sentence analysis. Notwithstanding,
below is a simple schema to sho‘iv the levels in which English/Afrikaans may be described, and

then used.

TEXT AS A WHOLE
Intra-sentential " Cross-sentential x
Coherence Cohesion  Syntax Vocabulary

Figure 2: Levels of textual analysis
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It must be pointed out that such an analysis omits a crucial aspect of the application of textual
analysis in the performance of lunguage in the classroom, which will be addressed in another

phase of the present project.

In the description below, abstraction is avoided by the application of the descriptions to a unit of
a Science textbook. This textbook has been chosen because it adheres to the recommendations of
the Threshold Project, and therefore contains many elements helpful to L2 readers. Looking at
this book, it is clearly for L2 learners and may therefore not likely to have been procured by
teachers for largely First Language (L1) classes — but this information is not available. My
position is that what is good for the goose is good for the gander, because there are many aspects
of expository textbooks that will provide a chailenge to young L1 readers’ moving from Grades 3
to 4, which is typically when expository textbooks are introduced, and children are expected, by

and large, to make sense of them afler only being exposed to narrative.

1.2 Discourse and coherence

In this analysis, I prefer to use the concept of discourse, rather than coherence (a related linguistic
term that is rather technical), Van Rooyen calls this section coherence, and I now give a brief
summary of her description of what occurs under this term. I will follow this with a brief

discourse analysis of the extract from the Science text.

Reading comprehension has been seen to relate to knowledge of discourse structures. “Text
structure” refers to specific organisation and use of vocabulary, syntax, headings, overviews, 8tc.,
and these specifically allow us to characterise the difference between varrative and expository
text, as well as to differentiate types of expository text or the structure of parts of them such as

comparison/contrast, method/conclusion, and so on.

¥ Cf. the work of Perera: Perera, K. (1981) Some language problems in school learning. In: Mercer, N, (ed)
Language in school and community. London: Edward Amold, Perera, K. (1986) Some linguistic difficulties in
school textbooks. In: Gillham, B. (cd) The language of school subjects. London: Heinemann. Percra, K. (1984)
Children's writing and reading. Oxford: Blackwells.
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Knowledge of these structures facilitates comprehension, while an absence interferes with
comprehension. To know a specific text structure is to have a textual schema for it, and to
understand text well is to have a number of schemata. These schemata are activated when a
reader approaches a text. She can refer to the information provided hierarchically, and make a
coherent summary of the information, (This latter activity is extremely difficult for inexperienced
readers.) Without knowledge of text structure, the reader may wade through a text, treating all
information as equally important. This coping strategy can be seen to be absent even in L2
readers at university level (my own observation). One could safely assume then that such
structures should be explicitly taught to children. By implication, we would expect textbooks to
make judicious use of discourse structures, not overloading the young reader, indeed even

making these structures more visible and accessible than typically expected.

Examples of signals in the text include predictive headings, subheadings, previews, overviews,
summaries, the use of conjunctions and layout clues such as underlining, boldface and italics, and
also the different sizes of headings of sections and subheadings, and the numbering of sections.
Of the overviews, the Threshold Project felt that advanced organisers would be unhelpful to L2
learners since they concentrate on the general abstract concepts that will be dealt with. Thesc
concepts are more densely introduced, and at a high level of abstraction that would seem to put a

strain on poor vocabulary and concept skills.

Headings should be predictive, but readers can only make use of these if the information under
them is properly organised. The question arises: should all the features be included if they
provide a severe challenge for L2 readers? Indeed they should, because during the course of their
schooling and perhaps tertiary education, they will continue to encounter them; furthermore these
signals actually aid comprehension of difficult (a relative term here) text. Authors of textbooks
should be informed of the importance of textual signals and write what is called “considerate
text”. Notwithstanding, some of the textbooks produced 20 ycars ago had very poorly constructed
text, and Langhan (1 993)* found that they even proved to be a source of difficulty for teachers.

4 Langhan, D. (1993) The rextbook as a source of difficulty in reading. Pretoria; HSRC. Final Report of the
Threshold Project 2.
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One of the oldest strategies that teachers have used is to ask pupils to find the main idea in
paragraphs or text. Readers may presume these sentences are the first in the paragraph but this is
often not the case. The main idea may be made salient by the use of italics or boldface, or else
when the teacher tells them which one to focus on. Finding the main idea can help the reader to
keep the gist of the argument in her head, while the peripheral information drops away. The latter
can be retrieved on later re-reading the text. Teachers virtually never read the text with pupils
more than once, s0 maximal impact is made if the discourse is optimally organised: minimal

impact is made if the text is poorly organised.

An important part of the text for a young reader is the use of visual materials and how they are
integrated, or not, with the text. Instinct tells us that these should be as close as possible to their
mention in the text. (In a starting text the Threshold Project looked at, one illustration was 30
pages away from the reference to it.) Children are used to pictures in narrative text, and recent
picture books have provided more information (arusing or contrary) than appears in the text.
Unfortunately, texthooks are not so much fun, and here the visuals are most important in

illustrating text that readers find abstract.

We may say then that if the readers are cued to look at the pictures, if the central ideas are
signalled explicitly and if the reader is interested, then readability should improve. In the
Threshold Project we found that children did not pay any attention to the pictures, and they did
not know what “Figure” referred to. They would read straight through a sentence that included,
for example, ... see Figure 4 ...” and not look for Figure 4 at all. They also read straight through

synonyms placed in brackets in the text, without realising their function.

Van Rooyen asked the following questions in her analysis:

a. Do headings predict the following content?

b. Is the content of the heading reinforced in the text immediately following?

¢. Is the content of a section organised in such a way that propositions follow from previous
ones?

d. Is an overview of the chapter or section of it provided in comprehensible language?

e. Do paragraphs have formulations that explicitly state the salient/mains idea?



Chapter 1: Model for Textual Analysis

f. Are readers reminded to use visual material to comprehend the text better?

In the Threshold Pioject therc were two approaches to discourse structure. The first was to give
children texts and watch them closely and ask questions related to the text. The second was to do
a disparity analysis between the schemes and the two textbooks. The latter is very telling (Van

- Rooyen 1990:91).

SCHEME 1 SCHEME 2 SCIENCE TEXTBOOKS
— picture labels picture labels

repetitive pattems repetitive patterns repetitive patterns
predictive titles predictive titles predictive titles

—_ — one main idea per paragraph

— — headings reinforced

_ — progressive structure

_ . — OVEIViews

—_ — explicit reference to

pictures

Figure 3: Discourse Structure across types of texts

The research with a page from a textbook, and a revised page with the same content but with

good discourse structure, were used with two groups of different children.

Most Grade 5 children did not pay attention to or even read headings, labels or captions. They did
not understand references to pictures such as “See Fig.7.2.19” and just read through the numbers
as numbers (and probably wondering what the fruit, figs, were doing in the text). Often children
chose the right picture for the wrong reason, for example, if the first picture was under the
paragraph to which it was related, then all the other pictures would be too. When asked to think
about why pictures are important there was an array of quaint answers, the following being the
most poignant: “If we look at the pictures we can see what the sparrow looks like and what

colour it is” (the pictures were black and white drawings).
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Nevertheless, children do comprehend text if they are taught the discourse indicators, and with a

minimum of research we could work out when exactly (at Grade 2) we can start to do this,

It is now appropriate to have a look at a unit from a Grade 4 Science text and briefly analyse its
use of discourse structure. It has to be said up front that this series was written taking the

recommendations made by the-Threshold Project very seriously. The following four pages have
been scanned in, and the commentary follows. It is worthwhile to bear Van Rooyen’s questions

in mind when we have a look at the unit.

TR
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1.3 Discourse analysis

Unit 2 Grade 4 Science
(Please refer to the previous four pages.)

The headings are predictive:

eg. Module 1 People, plants and animals need each other
There is an Assessment Box with important words bolded.

The Unit Number is on a bar.

Heading of this particular unit: Living things around us.

The headings are predictive of the text that follows, and the content of each paragraph is
organized in such a way that propositions follow from previous ones (this will be further seen in

the section below on cohesion.)

There is an overview of what the section is going to be about; it is written in relatively complex
language, but the author points out that this section on Learning Outcomes is specifically aimed

at the selection process and for the teachers rather than the children.

The paragraphs (here only instantiated by the story) have the main ideas clearly stated: it moves

from a farm to chickens to eggs.

There are different fonts for different functions. The first instruction is the basic font, which is
Helvetica 12/14pt. The second font, for stories, is Times New Roman 13/15pt. Thisis a

big enough font for young readers.

Tmportant words are in bold but this is not over-used, so any instance of use is taken seriously, ¢
The headings are in beld (cf. the names of the animals the children see in the picture). The
children will have to learn the convention that dots mean that you have to fill in something. This

is in the grey box with English and African animal names.

Question 10 also refers to picturcs over the page, but since they are g]l numbered, this shouldn’t

be a problem. However, it is always best to have the Figures next to the text. If they aren’t, then

13
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there is 100% chance that learners will not look at them. In later models of this course (Grade 5
and above) the Units are laid out in a double spread, which is a more felicitous design for young

readers.

The figures are labeled above the picture, and the information is written in italics. This means
that readers get used to paying attention to the label and hopefully make sense of it in relation to
the text itself. The children are referred to a complex double spread page (in colour), which is

used 1o illustrate a number of things in the text.

Sometimes pictures have a box around them, and sometimes they don’t. It depends on the
information required, (Pictures tend not to have a box.) Figures 3 to 14 alternate frame with no
frame — this seems to be a stylistic device. However the learners have a task that is laid out
above. “Choose names from the word box underneath the pictures™. The word box is in a gray

box with a border,

Questions are numbered and indented to show they are not part of the general text. There is extra
space between the questions. It is likely that the teacher will read through the questions before the
children attempt the answers; but if the children’s English is good enough, they could do this for

themselves.

The author has a secondary focus in this unit; in addition to children having to look at a specific
picture, questions are asked about perspective in the picture — this is in Questions 2, 3 and 4.
These questions are added because we know that children at this stage cannot necessarily

interpret (complex) perspective in pictures.

It can thercfore be concluded that this part of the unit has quitc goed discourse structure,

14
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- 1.4 Cohesion

1.4.1 Introduction

Cohesion is an aspect of language analysis which is not readily accessible to the layperson, at
least partly because it is not taught as part of grammar at school, nor in courses dealing with

English Literature, but only, it seems, in courses on Linguistics. This description of how it works

. is meant to be a semi-technical description. People working on text can analyse text to see that it

is maximally cohesive for young readers, and be able to generate text that is helpful for first
language (FL) and additional langnage {AL) readers. The standard textbook is this area is
Halliday and Hasan (1976)°. This should immediately alert the reader that cohesion in other
languages may be different, and certainly we would expect that non-cognate languages (such as
English and Afrikaans on the one hand and African languages on the other) might make use of
different devices. Cohesion is fundamentally a semantic (meaning) relationship, but it does rely

on sentence structure (grammar) for a good deal of its working out.
1.4.2 Moving in

As has been indicated above, the concept of cohesion is a semantic one. It typically goes across
clauses and sentences, although it can be dealt with within sentences as well. Cohesion is
expressed partly through the grammar and'partly through the vocabulary. Consider the following

sentences:

[1] Wash and core six cooking apples. Put them into a fireproof dish.

It is clear that the word them refers back to the six cooking apples. We say this 1s an anaphoric
relation, because the word them refers to something that occurs previously in the text. The
anaphoric relationship gives cohesion to the two sentences. These two sentences form part of the

text, although there may be more to follow. We are talking about resolving the anaphor. The

5 Halliday, M,A.K. and Hasan, R. (1976) Cehesion in English. London: Longman.
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word them presupposes that there is something in the preceding text that satisfies the

presupposition.
We can modify these two sentences at [2] to show another cohesive tie:

[2] Wash and core six cooking apples. Put the apples into a fireproof dish.

What is the item functioning cohesively here? It is the apples. The word apples functions as

repetition; the word the works as an anaphoric signal. (It is “these apples™ and not “another set of

apples”.)

This might seem abstract so far, but in fact you have already learned about three different kinds
of cohesive ties: pronouns which refer backwards (REFERENCE); the repetition of words
(REPETITION) and the use of the definite article the as an anaphoric element. You could apply
these skills immediately to a piece of text (written for young learners). As you might expect,
there are some cohesive ties which are more difﬁcult than others for young readers to resolve,
and also, equally important, certain cohesive ties do not exist in the L2 mother-tongue speakers
of an African language. Such cohesive ties should be used sparingly, and only introduced very
cautiously and thoughtfully. So, there is every reason that writers of textbook schemes be

. . . . . &
conversant with cohesive ties and issues concerning them.

In the two examples given above, we have identified both GRAMMATICAL COHESION and
LEXICAL (word meaning) COHESION, The word the is grammatical tie (it belongs to a small

and closed number of grammatical words, for example, these, those, yours, etc. The word apple is

a lexical tie. We have already said that some forms of cohesion are realized through the grammar,

and others through the vocabulary - but it is a semantic function.

& As with all the functions of language, cohesion is essentially below the level of awareness for both L1 and L2
readers. | have taught L2 Honours students to look for these ties systematicatly, as this creates more stracture in the
text, making it easier to understand. Students also become more active readers in the process. It is not being
suggested here that young learners leam explicitly about cohesion. This is beyond their competence at this stage.
This kind of knowledge is needed by writers and reviewers of learaing support materials.
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The grammatical types of cohesion are REFERENCE, SUBSTITUTION and ELLIPSIS. The
LEXICAL form of cohesion has to do with word meaning. Then there are conjunctions/
connectives (of which English has many)’ that fall between the grammatical and the semantic.
But since cohesion is a semantic function, we need to stress that it is the semantic resource for
linking a SENTENCE with what has gone before. Such linkages might be in two sentences that

follow each other, but in fact the relationship can occur across a number of sentences.
[3] John woke up. He climbed out of bed.

The reader might be feeling a little overawed at this point at having to deal with an area of
linguistic analysis that seems entirely novel. But all speakers have a sense of these phenomena.

Let us look for a moment at what happens when we don’t use pronouns (pronominalisation).

[3a] John woke up in John's bed and climbed out of John's bed. John looked oui of the window for John to
sea the weather. John had a shower and put on John's clothes. John had to eat John's breakfast fast
because John was late. John grabbed John's briefcase and John slammed John's door and John ran
down the path to be in time to cateh John's bus.

The word John('s) appears 16 times in this paragraph and makes it read very strangely indeed.

The instinct to insert ke and his is nearly overwhelming. Get it? Of course.

Let us then move onto a brief description of the types of ties.

1.4.3 Reference

There is a small set of different kinds of reference. See the diagram on the following page.

7 The relatively large number of conjunctions in English stands in contrast with a rather small set in African
languages. Therefore, once again, when writing for 1.2 readers you should use these, but sparingly, and introduce
new ones thoughtfully.
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Reference

[situational] ‘ [textual]
exophora : endophora [

[for preceding text]  [for following text]

anaphora cataphora -l

Figure 4: Types of textual reference

Exophoric reference refers to something outside of the text, to something in the situation. The

language of children contains lots of exophoric reference, because they don’t see the need to be “ l
speéiﬁc for the hearer. In the interchange below, the child is forced to be specific about what he

has just been referring to in the context or situation, :—l
[4] Child: Why does THAT one come out?

Parent: That what? [
Child: THAT one. ]
Parent: That what?

Child: The ONE! J
Parent: That one what?

Child: That lever there that you push to let the water out, {
Exophoric reference is fairly rare; it links the language with the context of the situation. ~l
However, it doesn’t contribute to the integration of one passage with another, and therefore it is | J

not truly cohesion as defined by Halliday and Hasan.

18
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1.4.3.1 Types of reference

There are three types of reference: personal, demonstrative and comparative.

I PERSONAL REFERENCE refers through the category of PERSON: examples include, /, me you,

] we, us, he, him, she, her, they, them, it, one. These refer to persons or things that exist. The
“John™ passage above at [3] needed the use of Ae, and the demonstrative #im. Possessive

l pronouns are modifiers of a noun, e.g. your window, our family, their house.

l DEMONSTRATIVE REFERENCE includes the determiners the, this, those, there, then. An
example would be:

! [5] He looked at those cattle over there.

i COMPARATIVE REFERENCE includes adjectives and adverbs such as identical, identically,

I.. different, differently, equal, equally. An example would be:

[6] Although | thought that these two pictures were identical, Jane said that they had been painted

[ ' differently, with differgnt types of pastels.
' Another example would be:

{7] My husband and | are leaving. We have seen quite enough of this unpleasaniness.
This an anaphoric reference, where the speaker is referring to herself, so it is endophoric.

1 What has been said about personal pronouns also applies to possessive determiners and

possessive pronouns. These are illustrated in the following pairs of sentences.

[8] John's house is beautiful. His wife must be delighted with t.

|- [9] That new house is Johr's — | didn't know that it was his.
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Notice that in [9], the single word his is actually part of a phrase his house, but Zouse has been
elided.

Demonstrative reference is like a form of verbal pointing.®

near: far:
this that
these those
here there
now then

Look at this set of sentences:

[10] ¢ like the lions and | like the polar bears. These are my favourites.

— Thoze are my favourites too.

The definite article the requires a quick comment, Look at this pair of sentences:

[11] The South African party climbed Mount Everast. The ascent of Mount Everest was a great triumph for

our country.

The has quite a complex usage, but what we need to know for now is this: it has no meaning of its
own. What it does is to indicate that the item to which it refers is specific and identifiable.
Somewhere the information for identifying it is recoverable. We usually use the on the second
mention of an object or event, However, the second mention may not be in the next sentence —

therc may be several sentences between the first and second mention.

¥ SeTswana has a more complex system that has died out in English, namely here, there, and yonder.

20
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This concludes the brief overview of references. You will find them quite easily in cohesive text,

and naturally the recognition will become more swift with practice.
1.4.4 Substitution

Substitution and ellipsis can be regarded as very similar. Ellipsis can be regarded as substituting a

phrase or clause with nothing. But it is easier to deal with them separately.
1.4.4.1 Substitution and reference

Substitution works at the grammatical level, while, as we have seen, reference works at the
scmantic (meaning) level, Remember, we also pointed out that cohesion works at these two

levels.

Have a look at these two pairs of sentences:

[12] My axe is too blunt. | must get a sharper ane,
[13] You think Joan already knows? — | think everybody does.

One substitutes for axe. Does substitutes for knows.

Possibly the most important thing to know here is that the substitute item has the same structural
function as that for which it substitutes. So there are three types of substitution — it may function

as a noun, a verb or as a clause/sentence. There is a very short list of items that function as

substitutes:

Nominal (noun): one, ones, same
Vetbal: do

Clausal: 50, not

Let us flesh these out with three sets of concrete examples.
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Nominal:.
[14] These biscuits are stale. — Get some new ones.

[15) I'l have two fried eggs and bacon, — I'll have the same.

Verbal:

[16) "I don't know the meaning of half these strange concepts, and, what's more, | don't believe you do
gither!”

[17] She never really succeaded at her studies. She might have dong, had it not baen for her spending
lots of time with her partner,

1.4.4.2 Verbal substitution
Substitution is more common in spoken language than in written language. Before passing on, we

must make an important point about the use of do in English,

Do may act as a main verb.
[18] | wasg doing my homework when my cousing arrived.
[19] | am doing a Master's degree in Psychology.

But sometimes English uses what we call a “dummy-do” when we don’t have an auxiliary
(helping) verb in a sentence. It doesn’t have any meaning. When the sentence is negated,

interrogative as in a question, contrasted or emphasized, we may need to use dummy do,

[20] Can you swim? — Yes, | can.
(Here we have the modal auxiliary can so we don’t need do.)
[21] Da you swim? —.Yes, | do.

(There is no auxiliary in you swim, so we need to bring in the dummy do in the question form.)

[22] You hate yoga. — No, | don't.

(As in [20], there is no auxiliary in the first sentence; so “dummy do™ is brought in when

emphasis is required.)

22
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You probably don’t have to remember the two different meanings of do, because the use of either
at the end of a sentence will signal substitution. We also find the forms:
do so, do (make, take, etc.), do happen.* |

1.4.4.3 Clausal substitution

{23] The children work very hard in the garden. — They must do.
[24] 15 there going to be a hail storm? — It says so.

[25] Everyone seems to think that Shaik is not guilty. —If s, he should be released.

The third pair of sentences contains a conditional, and so we include the conjunction if'in the

substitution,

It is quite possible to use the expression did so in Tswana, for example by saying: He did so. O
direle jaana, but it is not clear how often this construction is used, and there are authors such as
Lanham (1986)9 who believe there is no such construction, and that children will be challenged
by did, or do so in English texts.

1.4.5 Ellipsis

As was explained earlier, substitution and ellipsis are closely related, because ellipsis is merely

“substitution by zero”.

The main meaning of ellipsis is that there is ‘something left unsaid’. But it doesn’t mean that it is

not understood. The special meaning of understood here is that ‘it goes without saying’.

Let’s look at the following example:

[26] Joan bought some dessert and Joan (&) same cream.

? Lanham, L. W. (1986) Another Dimension of Readiness to learn in the Second Language. I_n_ The Role gf Language
in Black Education. HSRC Research Programme No, 6, Pretoria: HSRC.
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. As with substitution, there is NOMINAL (noun) ELLIPSIS, VERBAL ELLIPSIS, and CLAUSAL
ELLIPSIS. I have put in the ellipsis sign, so that we don’t have to discuss each example.

' 1.4.5.1 Nominal ellipsis

[27] The men got back at midnight. Both (@) were tired out.

[28] Take these pills thrae times daily. And you'd better have some more of those (&) too.
{29] I've used up these three yallow folders you gave me. Can | use the ather () ?

~ [30] Have another chocolate. — No thanks; that was my third ().

1.4.5.2 Verbal ellipsis

[31] Have you been swimming? - Yes, | have ().

{32] is he complaining? — He may be (@), | don't know.

[33] Did Jane know? - Yes, she did ().

[34] My house is so hot that my cats are completely flaked out. — 1 am a bit {&) too.
[35] | could help them. — Why don't you {&)?

1.4.5.3 Clausal ellipsis

[36] What was the Duke going to do? — (&) Plant a row of poplars in the avenue.

[37] What were they doing? — (@) Holding hands. |

(38] The plane has landed. - Has it ()7

[39] | thought Mpho was leaving today. — She hasn't said so ().

{401 | left my books here and somebody came in and either borrowed them or put them back on the shelf
but didn’t say a word to me. | wish | could find out who (@).

1.4.6 Conjunctions and cohesion

The fourth and final type of cohesive device that we find in grammar is that of conjunction. Here
were are focusing on one particular aspect, namely the function they have of relating, to each

other, linguistic elements that occur in succession but are not related by other, structural means.

24
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There is the relation of sequence in time, the relationship of adversity and so on. English 15
particularly rich in conjunctions, Let us have a look at a few:

Adverbs: but, so, then, next, subsequently, actually, therefore, furthermore, nevertheless, anyway,
instead, besides.

Prepositional phrases: on the contrary, as a result, in addition, instead of that, in spite of that,

because of that,
Some of the most common conjunctive elements include: and, but, yet, so, then.

One can use a scheme of just four categoties of conjunctions: additive, adversative, causal and

temporal. The following example shows all of these in turn.

[41] For the whole day he climbed up the steep mountainside, almost without stopping.
[a] Additive: And in all this time he met no one.

[b] Adversative: Yet he was hardly awaré of being tired.

[c] Causal: So by night-time the valley was far below him.

[d] Temporal: Then, as dusk fell, he sat down to rest.

Halliday and Hasan list 118 conjunctive expressions in English, which is vastly more, than for
instance, in the African languages. This may be because of the historical development of English

to develop philosophical and scientific arguments over the course of centuries.

Cole (1955/197 5!, in his very thorough description of S¢Tswana, shows us the range of
conjunctions in SeTswana. The important thing to notice here is that some of the conjunctions
have more than one meaning, and so the precise meaning must be derived from the context. Here
are some of them:

Jtse. — after all don’t forget, of course

Antsaana - after all, actually, so

Boo — as if ...}, considering ... that .., not

ekete — apparently, as if, it seems as if

1" ¢ole, D. T. (1955/1973) An Introduction to Tswana. Longman: Cape Town.

o
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eseng. — not

fela — however, nevertheless

gape — furthermore, moreover, again

Jjaanong —now

Jjalo = so, thus, therefore, in that way

kakgonne, kagore, kagobo, gonne, gobo, kagobane — because, for, since, as
kana — after all, don’t forget, of course, by the way

legale — also, furthermore, moreover

motlhamongwe — perhaps, maybe, possibly

ntekane — whereas, after all, but actually.

It is highly unlikely that young African language speakers would come to school with the range
of conjunctives expressed thus. It is probably the case that the conjunctions would be but and

and, and perhaps also. Even these have multiple forms,'!

but - jaana, fela, le gale, mme (amongst others)
and — mme

also — ¢ bile, gape.

A complete list of English conjunctions may be found in Appendix II

1.4.7 Lexical cohesion

Lexical cohesion, as we pointed out eatlier, achieves its effect, not through grammatical

structures, but by the selection of vocabulary.

The first category identified by Halliday and Hasan (1976: Chapter.6) is general nouns. These

are nouns that are not as particular in meaning as the noun that preceded it. A few examples will

help here:

' Shyman, J.W., Shole, 1.8. and Le Roux, LC. Dikisinare ya Setswana, English, Afrikaans. Via Afrika: Pretoria
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[42] Didn't everyone make it clear that they expected the minister to resign? — They did. But it seems to

have made no imprassion on the man.
[43] What shali'l do with all this grockery? — Leava the gtuff there; someone will come and put it away.

[44]) We all kept quiet. It seemed to be the best move.,
[45] Can you tell me where to stay in Geneva? I've never been fo the place.
[46) Henry seems convinced there’s money in dairy farming, | don't know what gave him that idea.

General nouns work as cohesive elements insofar as they are referential — the original word and
then the general word have the same referent. It is not clear to what extent this phenomenon

works in African languages.
1.4.8 Reiteration

Reiteration occurs when exactly the same word is used, and once again there is a common

referent.

Between general nouns and reiteration there is a sliding scale of other types of related words: the
use of a synonym, a near-synonyn, or a superordinate. In most cases of this reiteration, there is

the use of a reference item, most likely to be the,

Let ug look at an example with this sliding scale of words:

[4?j | tumed to the ascent of the peak.

[a] Repetition: The ascent is perfectly easy.

(b] Synonym: The climb is perfectly easy.

(c] Superordinate: The task is perfectly easy.
[d] A general noun: The thing is perfectly easy.

[e] A personal reference item: It is perfectly easy.
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1.4.9 Lexical relations as cohesive patterns

Unlike the examples above, it is not necessary for two lexical occurrences to have the same
referent in order for them to be cohesive. The second occurrence could be (a) identical, (b)

inclusive, (c) exclusive or (d) simply unrelated. Let us look at an example of such over the page.

[48] There's a boy climbing that tree.
[a] The boy's going to fall if he doesn't take care.

[b] Those boys are always getting into mischief.
[c] And there's another boy standing undemeath.
[d] Most boys love climbing trees.

1.4.10 Collocation

Here we have cohesion being achieved through the association of lexical items that regularly co-
occur. Here are examples of opposites of various kinds:
boy ... girl

stand up .. sit down

like ... hate

wet ... dry

crowded ... deserted

order ... obey.

Also:

Part-whole relations such as: car ... brake, box ... lid
Part to part; mouth ... chin, verse ... chorus

Both members of a more general class: chair ... table, walk ... drive.
Having tried to systemize this, we have to admit that all the semantic relations of collocation

cannot be approached this way. Have a look at the following pairs, and see that they have a

semantic relation, even if we can’t exactly say in which way:

28
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Laugh ... joke, blade ....sharp, garden ... dig, ill ... doctor, try ... succeed, bee ... honey, door ...
window, king ... crown, boat ... row, sunshine ... cloud.:

These pairs get their cohesive tendency because they share the same lexical environment.

The effect doesn’t just hold over two items; it is common for long cohesive chains to be built up,
with words patterns such as:
Candle ... flame ... flicker, hair ... comb ... curl ... wave; sky ... sunshine ... cloud ... rain,

These patterns occur both within the same sentence and across sentence boundaries.

If these types of pairs of words occur quite close in the text, their strength of collocation is
stronger than if they occur quite far apart.

Halliday and Hasan (1976) reassure us by saying that the most important thing here is to use our
common sense, combined with our knowledge that we have as speakers of the language, We have
a clear idea of the relative frequency of words in our own language, and a ready insight into what

constitutes a significant pattern and what does not..

So, in order to do this fully, we probably have to be competent, mature speakers of our own
language; I do not think this would necessarily exclude competent second-language speakers, in
this case, of English. What we need to remember is that children are not aware of lexical
cohesion, but if text is well written, they should start to build up semantic relations of
collocations for instance. However, we need to point out that stylistically, English prefers to use
reiteration (with its four levels) and this makes it mbre difficult for young learners to resolve the
referent, For example if we make a lexical chain John ... man ... idiot ... victim the young learner
may not realize that these all refer to John, and furthermore, we put a strain on their vocabulary
development. So, good text for L2 learners should be judicious in using this English stylistic

device.
If this is the first time readers have had to try to digest the notion of cohesion in text, they might

well be feeling daunted at the prospect of putting all this information to productive use. What I

have done, in order to show that it is not necessarily difficult, is to now do a cohesive analysis of
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the Science text that we are using as an ¢xample. This text, for Grade 4, pays very careful
attention to making the text cohesive, but in a simple way, for this is the learners’ first exposure

to expository or informational text.

1.4.11 Cohesion in a Science text

The following analysis is based on the Science text on page 9 of the Science text. It has been

retyped here to help the reader to identify the types of cohesion. The analysis follows the text,

Module 1(1) People, plants and animals need each other

TEXT

In this[1a] module[1b] you[2] learn[3] how people depend[4] on animals[5]
and plants and animals[5a] depend{4a] on plants. You[2a] learn[3a] how
each animal[5b] and plant needs a place to grow[6] and make more young

animals[5¢] and piants.

You[2a] will investigate a small animal[5¢ and 7] and the way it[7a]

lives[6a][Learning Outcome 3]
Unit 1.1 Living things around us

Lmda[S] lives on a small farm[9], with her mother and father and brothers. Linda’s
mother[8a] has a garden[9a] and keeps chickens[7a, 9b and 10]. The chmkens[lOa]
like to eat mealies and Linda feeds[11] the chickens[9¢].The chickens[10b] lay
egps{11a] and Linda’s family[8c] eats the eggs[11b].

Sometimes[12] a hen[10¢] sits on the eggs[11c] and they[11d] hatch['13] and baby

chickens[11e] come out[13a].
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Sometimes[ 12a] the family[8d] cats[14] one of the grown-up chickens[10d][9d].
Dogs and jackals[15] like to eat[14a] the chickens[10¢] toci[l6], but[17] Linda puts
the chickens in a wire cage at night. Then[18] the dogs and jackals[15a] cannot
eat[14b] the chickens[10d].

ANALYSIS

1 and 1[a] backwards reference [anaphora]j “module” “this”

1 and [1b] word repetition [lexical repetition] “module”

2 and 2[a] lexical repetition and exophoric [outwards] reference “you'"’

3 and 3[a] lexical repetition “learn”

4 and 4[a] lexical repetition “depend”

5 and 5 [a][b][c] lexical repetition [singular and plural] “animal/s”

6 and 6[a] lexical chaining “grow” “lives”

7 and 7[a] backward reference [anaphora] “animal” it

8 and 8[a] lexical chaining and partial repetition “Tinda” “Linda’s mother”

8 and 8 [b] lexical chaining and partia repetition “Linda” “Linda’s family”

9 and 9[a][b] lexical cohesion — context “farm” “garden”™ “chicken™

9[b] and 10[a] lexical repetition — identity “chickens™

10[a] and 9[c] anaphora and definite reference “chickens™

10 and 10[a] anaphora and definite reference “chickens” “the chickens”

10[a] and 10[b} lexical repetition “chickens™

10[b] and 10fc] lexical cohesion — similarity “chickens” “grown-up chickens”
10[c] and 10[d) anaphoric reference “chickens”

10{a][b][¢][d] some form of identity [chickens and hen]

11 and 11{a] lexical chaining “feeds” “lays eggs”

11[a] and 11{b] lexical repetition “eggs”

11[b] and 11[c] anaphora and definite reference “eggs”
11{c] and 11[d] anaphoric reference “eggs” “they"”
11[a][b](c](d] some form of reference to “eggs”

11[b] and 11[¢] lexical cohesion — context “eggs” “hatch™

12 and 12[2] lexical parallelism “sometimes”

13 and [13a} lexical repetition/similar word “hatch” “come out”
14 and 14(a] repetition with different structure “eats™ “t0 eat”
15 conjunction “too”

16 copjunction “bat™

17 conjunction “then”.

the eggs”
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1.5 Syntax and morphology

1.5.1 Introduction: some contrastive analysis

First I will give some basic rules of grammar, looking at English and S¢Tswana, and making
some comments about young readers. Next I will show some more detailed aspects of English

sentence structure,

The notion of syntax is the rules of grammar for forming sentences (unlike cohesion and
discourse). Morphology is the construction of “words” and it is included here because if its

characterization in African languages.

Most of the languages in the world have the simple structure: Subje.ct - Verb — (Object), although
not necessarily in that order. The basic structure in grammar can be called Subject — Predicate,
where the subject is the first item in the sentence and the Predicate refers to the rest, including the
verb in all its forms and the Object of the sentence. The subject is the focus, and the predicate is
the commentary on the predicate. This is the simple form of sentences, and they may be made
very much more complex by the use of co-ordinate and subordinate clauses in the Subject or
Object, as well as using conjunctions which may link sentences, or be part of a Prepositional
Phirase. The subordinate clauses may have a non-finite verb, whereas the main clause of the
sentence has to have a finite verb, The technical aspects of this paragraph will be explained in

sections below.

[1] The man / eats the food.
Subject Predicate
(2] The girl / has eaten/ the ice-cream.
Subject  Verb Object
With the variation in the passive:
[3] The ice-cream / was eaten / by the girl.
Subject Verb  by-Object

[4] A sentence with an object and indirect object:
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The teacher / gave / the girl / a book.
Subject Verb Indirect Object  Object.

All these constructions are possible in the African languages:

- [2a] The servant is hunting springbuck, = Motlhanka otsoma ditshephe.

[3a] The goats are being bought by me, = Dipodi direkwa ke nna.

[4a] T am writing my mother a letter. = Ke kwalala mme lokwalo.

English has the reputation for having very complex syntax, probably because it does not have
case and gender, and elements can still move around the sentence. African languages on the other
hand have concord, which is daunting for English speakers.

The concord system gives a rhythmic and alliterative nature to the language, for example in:

[5] Batho botthe bakebaboditseng bare bone gabaitse. (All the people whom | have asked say that they
do naot know.)

The singular and plural have different concords at the beginning of the word: e.g.

motho (person) batho (people)
legodu (thief) magodu (thieves)
selepe (axe) dilepe (axes).

Cole says that SeTswana has nine noun classes, but he includes singular and plural as one class;
other people say there are fourteen noun classes. English, on the other hand, has very simple

plurals, simply —s or —es.

English has been named as “noun-heavy”, whereas the African languages are “verb heavy”. What
this means in practicc is that English can front load the subject clause or heavily load the object
clause — a common strategy in textbooks, because it reduces the number of separate sentences
needed. English also makes use of interrupting clauses that young readers have to become

familiar with. Let us have a look at noun-heavy and verb-heavy.

Perera (1986) gives the following sentences that occur in non-fiction written for children:
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[5] The phantom General Ludd’s army of angry stocking-frame knitfers had attacked the house of

Hollingworth. {10 words)

[6) The remains and shapes of animals and plants buried for millions of years in the sarth's rocks are
called fossils, (17 words)

[7]1 The few which are large enough to survive the fall through the air and actually reach the ground are

called meteorites. (18 words)

These types of sentences are generally not found in narrative texts, and we rarely see them in
African languages, which are not favoured for children’s textbooks. The same is true of the

following two constructions.

An interrupting clause:

[8] Foot stirrups, which clearly help balance, support and weight transfer in horseback riding, were nat in

use in the West untit A.D, 750. (12 words)

English can also make sentences with multiple embeddings in non-fiction:

[9] The first people to improve British roads since the Romans were groups of merchants
who formed irusts or companies
which mended a part of the road and charged the people
who used it.
There are three embedded clauses here. We know that children when first encountering such

sentences may battle to extract the meaning,

African languages (this is certainly true of SeTswana) have fourteen verbal extensions, although
only eight are in regular use:

(a) Passive (This is used much more frequently than in English.)

(b) Neuter — become broken (agency is unclear)

(c) Applied — indicates that the action is carried out on behalf of, to the detriment of, or with
respect to thing or place. '

(d) Causative — cause to do, or make to do.

(¢) Extensive — action carried out intensively, forcefully and sometimes repeatedly.
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(f) Reciprocal — the action is carried out mutually by two individuals= “each other”.
{g) Reversive ~ the action is reversed or undone = “tie” versus “become untied”.

(h) Frequentative — formed by the reduplic:ation of the verb stem, often with the added idea of

indiscriminate, careless, aimless or inopportune action.

Note that all these meanings can be expressed in English, but we would have to describe the extra

meaning in additional words.

One last point of contrastive analysis here is the formation of questions: English has
sentence/clause initial Wh-wotds such as who, what, where, who and how. These occur at the
beginning of a sentence or the beginning of a clause. The situation is quite different in SeTswana.

Simple sentences may be prefaced by A, as in:

[10] A citse Setswana? { do you know Tswana?)

InterTogative sentences are formed by words that are different parts of speech. These include:
-mang? (who?, whom?)

-tsiang (what description?)

-fe (which?)

-ng {what? what kind?)

-kae (how big? how much? how many?)

-kae (where?)

-leng (when?)

-jang (how?).

It is important to notc that none of thesc interrogative forms are used initially in a sentence. Here
are some simple examples:

[11] Lobatla mang? (Whom do you want?)
[12] Keeng? (What is it?)

[13] Lotsile jang? (How did you come?)
[14] Ke bokae? (How much?)
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In the Threshold Project we discovered that Grade 5 children did not understand the English Wh-
questions, even in a Grade 2 text. We therefore deduce that the position in the sentence may

cause difficulties in comprehension.

1.5.2 Syntax and readability

Lanham (1990)"2 pointed out aspects of syntax that are likely to cause reading problems. He
pointed out four examples of structures taken from Grade 5 texts to illustrate the difficuities they
- present to young L2 readers. |

e Certain forms of ellipsis which he thought had little African langnage equivalence:

[15] Mary did want to go but @ not @ now.
[16] John promised his friend that he would .

+ Nonequivalent syntactic structures.

Substitution and alternation (which we saw in the section on cohesion) should be avoided as

it seemns to be an English-specific modality.

The nominal group with specific structure, e.g. perfect participle in adj ectival function: the

opened letter; the cane-covered hills. Noun modifier and noun head of the noun phrase. E.g.

paper hat; clock face. Gerunds: Mary's mother didn’t like her playing with me, Noun plus

infinitive: in days to come: an offer to help.

« Convoluted syntax that makes the $VO order obscure: To grow, plants need water,
Running to meet her were Nomsa and her friend.

e Sentence structure overload, which we dealt with earlier (also pointed out by Perera).

1.5.3 Basic description of English syntax"

In this section, basic elements will be described or listed, and typical sentences from Grade 3 and

4 illustrated,

121 anham, L.W. (1990) The readability of narrative text for the primary school ESL reader. In: Searching for
Relevance. Contextual Issues for Applied Linguistics in Southern Afvica. Chick, K. (ed) SAALA, Durban. As
reported by Langhan, D.P. (1993) The textbook as a source of difficulty in teaching and learning. Final Report of the
Threshold Projeet 2, HSRC: Pretaria.

13 This subsection is based on Burton-Roberts, N. (1986) Aralysing Sentences: A Introduction to English Syntax,

London: Longman.
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The concept of structure is fundamental to the study of syntax. We are dealing with complex
structure, which means that: '

(a) it is divisible into parts called constituents

(b) there are different kinds of parts — different categories of constituents

(c) the constituents are arranged in a specific way

(d) each constituent has a specifiable function in the structure of the thing as a whole.

Parts may be divisible into further parts, in which case we have to talk about a hierarchical form.
For the last five decades, English has been analysed into tree diagrams of different sorts. A very

simple one is demonstrated below:

[17] David carries a dagger.
8
/\VP \
NP / | NOM
N Vb group
lV NP
| |
Devid carries a dagger

Here may be seen the simple Subject-Predicate distinction (the VP contains a verb and a noun
phrase). David is-a simple noun phrase without any modification such as the young, virile, which
pre-modifies the head noun David. In the same way carries is 2 simple progressive form of the
verh. We could have had, might have been carrying, the past modal progressive form, Finally, the

NP object could also have been more complex such as if preceded by a sharp and dangerous
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(dagger). The Noun Phrase may carry a subordinate clause such as who is my silly cousin. We
can also add a non-finite clause (of purpose) fo threaten his brother. Puiting all these complex
forms together, we could have a sentence such as David, who is my silly cousin, might have been
carrying a sharp and dangerous dagger to threaten his brother. At this stage I am not going to
draw a tree diagram for this sentence, but the reader might well expect to get a much more

complex tree diagram than the one above,

The noun phrase can comprise a proper or conumon noun ot a pronoun. It may be preceded by a
determiner, such as the article the or a, which may be preceded by a pre-determiner for example,

all of (the). An adjective may also modify a noun, as in:

NP
/ \
DET NOM
T~
ART AP N
|
Adj
The mlisemble cousin

Adjectives are the most common pre-modifiers of the noun within the NOM constituent. By the
same token, the noun can take post-modifiers — either prepositional phrases or certain types of

adjectival phrase,

[18] A drive to tha village in the valley.
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Adjectives modify nouns (simply put) and adverbs modify yerbs. Both of these may occur in
phrases. There are comparative and superlative adjectives and adverbs. The last major category is
that of prepositions or prepositional phrases. The second is composed of a preposition plus a
noun phrase, There are co-ordinate phrases, which I illustrated earlier, with sharp and
dangerous, which are co-ordinate adjectives; but co-ordinate noun phrases are also possible, as

in: the clowns and the acrobats.

There are six main categories of verb.

(a) transitive verbs, which take an object, e.g. I hit David.

- subject — verb — direct object

(b) intransitive, which do not take an object, e.g. David was running.

- subject — verb

(¢) ditransitive, which take an objcct and an indirect object, e.g. David gave me the dagger.
- subject - verb — indirect object - direct object

(d) intensive, which tells us more about the subject, ¢.g. David was Jfeeling miserable.

~ subject — verb — subject predicative

(¢) complex transitive; these are complemented with a direct object (in italics) and like intensives
(in bold), e.g. David finds his own jokes extremely funny

— subject — verb — direct object — object predicative.

(f) prepositional verbs: these are verbs which must be followed by a prepositional verb, e.g.
David looked at his terrified brother.

— subject — verb — prepositional complement.

It can be predicted from this list of verb forms that they will help to form trees with different

constiments.

We must make the distinction between adjuncts and disjuncts. The difference may be seen in

the following pair of sentences:
{18a] David confessed everything frankly.
[18b)] David confessed everything, frankly.
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In (a) It is David who made a frank confession. In (b) the frankly refers to how the speaker

regards David’s confession. .?_;".:‘

We have dealt with conjunctions in the section on cohesion, but they can just as well be ' }

incorporated into the description of sentences.

Verbs take auxiliaries. There are four possible (optional) constituents:

(a) modal, e.g. can, will, shall, may, could, would, should, might E
(b) perfect aspect, the verb have. The verb that follows have always appears in its perfect non- }_
finite participle form. E.g. give/given; delay/delayed.

(c) progressive aspect: be is the progressive auxiliary, and it has to always be followed by a V- l
ing form. E.g. David is being a nuisance again.

(d) passiveM volice: be is the passive auxiliary verb, e.g. The dagger has been stolen (by David). ! ]
In the section on cohesion, I talked about “the dummy do ™. It may help to explain it again | )
slightly differently here. In the question form, the auxiliary which moves to the front is called an - l

operator in that position,
[19] He had given the girl an apple. y
[19a] Had he given the girl an apple? -

1
Where the verb expression has no auxiliary in the positive declarative sentence, (dummy) do is

introduced when an operator is required: }
[20] 't rained steadily all day. | j
[20a] Did it rain steadily all day?

[20b] Mo, it didn't. }
There can be sentences (clauses) within sentences. One of the frequently used complementisers is J

that:

[21] That David was not at home saddened her.

1 According to Cole, the passive is used more in African languages than in English. However, it has to specify the
object of the sentence, e.g. The dagger was stolen by my silly cousin.
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' [22] Ann claims that he was at home.
[23] | advised him that his shirt was hanging out.
[24] The most upsetting thing is that we have lost our way again.
[25] She made him aware that he had disappointed her.
[26] The fact that you received no birthday card from Ann does not rmean (that) she doesn't love you.

That can also be used as a kind of introduction to a relative clause.

[27] The news that {(=which) Ann gave David made him very sad.

A main/finite clause carries a verb which carries a tense; a non-finite clause does not have a verb.

Look at the following two examples:
[27] The instrument that one should use here is a sharp knife.
[27a] The instrament to use here is a sharp knife.

The non-finite clause is found in many positions but simply to recognise it here is sufficient.

One of the very important parts of this phase of the research is to establish the complexity of
Language (as a Subject) against langnage as a Medium of Instruction. As an example, a page of a
Grade 3 Language book is reproduced on the next page, with a few comments. It is followed by a

page from the reader in the samc scheme.
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Some bears live in places where it is hot in summer and
very cold in winter. In winter the ground is covered with
snow and ice and it is difficult to find food. The bears go
to sleep in dens during the winter. 'We say they
hibernate. 'When spring comes and it gets warm, the
bears wake up and look for food.

Baby bears are called cubs and they are born in the
den.

B 'Write a short description of each home. Use the words in
the word box if you need to.

hot cold windy sheltered dark

42
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The second last sentence here is quite complex: -

When spring comes and it gets warm, the bears wake up and look for
food.

i The first clause, preceded by warm is a subordinate pair of sentences, and the main sentence
also has two clauses, where the second one is missing a subject (= they).

{ Here is the page from the reader:

A week later, all the dustmen got
sick. Mo-one came to take away
the rubbish. All over town the bins
got fuller and fuller. The people
needed the dustmen to help them.
i "we can't manage without them,”
‘ they groaned.

‘ Then the mayor got better,

: “wWhat are you going to do about

the rubbish?" the people cried.
“Can you drive a truck?”

l ‘ . “I'm much too important for that.” Y LA
said the mayor. But when the
rubbish got warse, he thought

l . again.
i T

Here is a sentence that starts with a conjunction and then an adverbial clause of time. There is-he

i

referring backwards into the text, and then thought again is a verb with an adverb. What is

important to note here is that while the structure is fairly complex, the content is not.

The reader is familiar with the sentences in the Science text. One is analysed here for the sake of

] comparison (see tree diagram below). Sometimes the family eats one of the grown-up chickens.
The good news at the initial stages of the rasearch, when the model was first shared, was that
l workshop participants did not have to produce such tree diagrams. Another way to represent this

sentence with effectively the same information is:
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[[Sometimes][[the][family]][eats][[[one]{of]J[[[the]]}{[grown-up]][chickens.]]]]

Regrettably, each square bracket should have a subscript indicating the function of that
constituent and sub-constituent, This is guaranteed to give as much indigestion as the tree-
diagram. Suffice it to say is that there is a difference between the 150 sentences analysed in the
Science text, and the 40 sentences analysed from the Grade 3 reader and learner’s book. The

details of such an analysis is reserved for another document in this series.

Let us turn to the last section in this chapter, and that is vocabulary in a model of language

analysis.
1.6 Yocabulary

The syllabus suggests that L2 learners should have learned 900-1500 words in the first three
years of learning English. In the Threshold Project we were lucky enough to have typists to type
in whole books across the curriculum for us, and we found that these textbooks had 7 000 words
or 4 500 lexemes (words with common stems). This was in contrast to the 700 words the children
would have learned, had they been perfect learners of the two L2 schemes that were analysed. In

the present study, estimates of vocabulary from four schemes will be made.
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Chapter 1: Model for Textual Analysis

Inserted here is a slightly altered extract from Langhan (1993:17-19)"° on vocabulary and

vocabulary and readability:

According to Campbell (1987: 123)'%, vocabulary is the aspect of reading most often identified by
readers as difficult. A wide background knowledge of the topic in the text can make reading less
traumatic for pupils. Ho\;icver, if pupils are confronted with a new topic, couched in a language
they have not yet acquired adequately, vocabulary can be a profound obstacle to comprehension
(Saville-Troike, 1984"7; Williams and Dallas, 1984'%; Williams, 1985). It is therefore important for
an author to know what reading vocabulary a reader brings to a text (Van Rooyen, 1990:61)".

On the question of establishing the reading vocabulary of the Grade 5 L2 reader, Lanham (1990
informa! notes) points out that word-frequency lists, in the tradition of Thorndike and Lorge in the
1940s (quoted in Bransford, Stein and Shelton, 1979y, are of no use in the South African context
as pupils' exposure to English by this stage, is often so poor that their vocabulary does not relate to
such frequency lists at atl. Williams and Dallas (1984:208} also point to a number of problems

associated with the selection of appropriate vocabulary for the content area textbooks as follows:

s+ Vocabulary lists in an English syllabus that are taught in English lessons may well be (and
frequently are) markedly different from the actual command of vocabulary that pupils possess.

e The L2 English syllabus is usually general in nature, i.e., it gives scant regard to the purpose for
which English is taught. Consequently vocabulary lists in the English syllabus contain few
words that are included in the language of content area subjects.

« Authors of content area textbooks are unwilling to accept the strictures of a vocabulary list.

Lanham suggests that the only rcal way to assess young black L2 readers' probable vocabulary is
to examine the English stories and books that they have been exposed to in their previous school

experience. [n one such study, Macdenald (1 987:4Y*" estimates that there is a disparity of

'* Langhan, D. (1993) The textbook as a source of difficully in teaching and learning. Pretoria: HSRC,

'8 Campbell, N. (1987) Adapted Literary Texts and EFL Reading Programme. ELT Journal, 41:2. 132-135,

7 Saville-Troike M (1973) Reading in the audiolingual method. TESOL. Quarterly. 7:4, 395-405.

18 Williams, R. and Dallas, D. (1984) Aspeets of vocabulary in the readability of content area L2 textbooks: a case
study. In: Alderson, J.C. and Urquhart, A.H. (cds) Reading in a Sforeign language, New York: London.

* van Raoyen, H. (1990) The disparity between English as a subject and English as a medium of learning. Pretoria:
HSR.C. Threshold Project Final Repott.

2 Bransford, J.[., Stein, B.S. and Shelton, T. (1984) Leamning from the perspective of the com prehendcr. In:
Alderson, .C. and Urquhart, A.H. (eds) Reading in a foreign language. New York: London.

2 Macdonald, C.A. (1987) Cultural Views af Learning and their Influence of Teaching Styles. Unpublished working
paper of the Threshold Project. .
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Chapter 1: Model for Textual Analysis

approximately 4.500 lexemes (or core/root words) between the English vocabulary Jearnt up to

the end of Grade 4, and the vocabulary required to cope with content subject texthooks written in
English for Grade 5.

The distinction between terminology and non-technical terms in content subject textbooks is an
important one (Jeffs, 1980%%; Davies and Green, 1984™), The study of geography demands the use
of subject-specific terminology (register terms) which Evans (nd:585) defines as ‘a word or phrase
which, when used in the context of a particular academic discipline, carries a single specific
meaning’. The use of such terminology may create comprehension problems for young ESL

readers who do not know the subject-specific meanings of the words, or the meanings of other
familiar words used in new specialized ways.

The comprehension of non-technical vocabulary may also create readin g comprehension
difficulties, because readers have to know the meaning of most of the words used in a text to
make sense of the text as a whole. Jeffs (1980) suggests that while teachers are often extremely
diligent in their efforts to explain obviously difficult words, they are likely to lake for granted
pupils' recognition of more common words. Consequently, it may be that a child is able to grasp a
one-to-one connection between a newly explained term and the object or idea that it denotes, but
still find that this and rclated terms are log-jarnmed in his mind by his inability 1o use the
‘thinking words’ himscIf,

The schema-theoretic view of reading has also shed new light on views of vocabulary
development and word recognition crucial to successful botlom-up decoding skills (Carrell,
1988b:242y**, Unlike traditional views of vocabulary, current thinking converges on the notion
that a given word does not have a fixed meaning, but rather it has a variety of meanings around a
‘prototypical’ core, and that these meanings interact with contextual and background knowledge.
Thus, Carrell says, ‘knowledge of individual word meaning is strongly associated with conceptual
knowledge® — that is, learning vocabulary is also learning the conceptual knowledge associated
with the word', On the one hand, an important part of teaching background knowledge is teaching

the vocabulary related to it, and, conversely, teaching vocabulary may mean teaching new
concepts and new knowledge.

* Jeffs, R.B. (1988) Technical terms, In: Jeffs, R.13. and Gathercr, W.A. (eds) Language Skills through the
Secondary Curricufum, Holmes MacDagall.

Evans 1.D. (n.d.) Voeabulary Problems in Teaching Science. School Science Review. 55:192, 589-590,

* Carrell, P.L. (1288} Interactive Texl Proccssing: Tmplications for ESL reading classrooms. In: P. Carrell, P, and
Eskey, D (eds) Jnteractive Approaches to Sccond Language Reading, Cambridge: Cambridge University Press,
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The above overview of recent literature on vocabulary in content area textbooks raises the
following ten significant points about vocabulary and how it is likely to affect the readability of
textbooks prescribed for young I.2 pupils:

» Words of high frequency or familiarity to the reader will contribute to more readable

writing. For example:

give instead of assign
wind instead of breeze
mealie instead of maize

seed instead of grain.

Conversely, Lanham (1990;176)" believes that unknown words, unsupported by context, is a
major cause of reading difficulty. In particular, ESL readers can be expected to have difficulty
with text where there are many unknown words. These difficulties are compounded when a text

does not provide semantic reinforcement in the form of known vocabulary.

e Concrete words are more readable than abstract words. One abstract word by itself, aithough
less readable, is not likely to pose a major problem for the ESL reader. But in association with
other contributions to impaired readability like long sentences, complex syntax and paragraph
structure, one abstract word might be the decisive factor for impaired comprehension. ‘ Abstract

words are a particular problem for the L2 reader when presented in quick succession’ (Williams,

1985:12)%.

¢ Use specialist terminology only when necessary. Wiltiams (1985:17) writes that specialist
terminology makes for economic writing with precise meaning, but that writers should be
sensitive to terms that may not be familiar to a reader, and assist a reader to their meaning in

cases of doubt,

» Active verbs are more readable than passive verbs. An active verb is shorter, more familiar, and
thus promotes a stronger mental image, for example, the active verb in "The miners are digging
for gold' is more readable than the passive verb in "The gold is being dug for by the miners'.
Also, the active verb marks the subject-verb-object (SVO) relationship more clearly than the

passive verb.

* Lanham, L.W. (1990) The Readability of Narrative Text for the Primary ESL Reader. In: Chick, K. (ed) Searching
for Relevance, Contextual Issues in Applied 1 nguistics in Southern Africa. SAALA, Durban.
% Williams, R. (1985) Readable Writing: A manval for authors and editors of educational texthooks. Hongkong:

Longman.
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Tt her study of the differences between narrative and expository texts, Perera (1986:58) found
that three-quarters of the verbs in narrative passages were active and dynamic. On the other
hand, in expository texts, only half of the verbs were active. She argues that ‘the heavy use of

passive verbs ... contributes to the lack of momentum evident in so much expository text’.

= Writers need to be careful that when intensifiers are used they are necessary and appropriate
in meaning. This will ensure that a young reader’s perception of degrees of intensity is
consistently and correctly reinforced. Examples of the three main categories of intensifiers
are:
Emphasizers — definitely
Amplifiers — completely

Downtoners — partly

= Where possible avoid homonyms (words which have the same sound and/ or spelling but have
different meanings). The following examples illustrate the potential for confusion:
Same spelling, different sound:
lead(v) — to go before, show the way, etc,

(n) - heavy (soft, blue-grey) metal.

Same sound diffarent spelling:

bare (adj) — without clothes (naked person) — without leaves (a tree)
— empty (a cupboard)

bear(n) ~ a large, hairy animal

(v) —to carry a heavy load.

Since weaker L2 readers often read on a word-by-word basis, and often lack the ability to draw
on contextual clues, they are likely to use the primary meaning of the homonym and/or the
meaning within their contemporary experience. This may or may not be the meaning intended
by the author. Very slow reading means that the reader may not get the whole clause, or the

main clause in relation to a subordinate ¢lause. This valuable information is lost to the reader,

+ For word-by-word readers, an idiom (a phrase which means something different from the
meanings of the separate words), can cause immense difficulty (Williams, 1985 and Lanham,

1990). In this category Lanham (1990;178) includes figures of speech, fixed expressions,

¥ Percra, K. (1986) Some linguistic difficulties in schoo! textbooks. In: Gilham, B. (ed) The Language of School
Subjects. London; Heinemann.
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metaphor and phrasal verbs as serious problem areas for young ESL readers. For example:
To be hard up (to be without money — not: not soft, not down)
He slipped up badly (made 4 serious mistake ~ not: fell)
This will fit the bitl (it will do the job, ete. — not: fit onto or into ... )

Take advantage of a reader’s familiarity with collocations, Words collocate when they
accompany each other in a way that sounds natural. For example, for the average Western

adult, strong collocates with egffee, but powerful does not. Lanham (1986:6)™ points out that:

The words in our vocabulary are extensively linked with others in concurrence probabilities
arising form formulaic expressions, collocations, idioms and factual knowledge of the
world, in fact, all favoured ways of saying things .... It should be noted that having these co-
ocecurrence expectancies is a product of extensive exposure to reading texts in the language

or living in the culture; they are not the products of rules.

Obscure reference words are confising. Lanham (1990a:178) refers to a reader's difficulty in
finding a referent in the real world, when a reference is not obvious for various reasons, For
example: ... kis four-footed friend: “You can have the puppy if you look after it: said mother.
And it became his.’

Obscure substitute terms used as a cohesion device are confusing. Lanham (1990a:178) refers
to the use of substitute words whose relationship with the words they are substituting is not

clear to the ESL reader. For example:

The mother and child walked up the hill towards the store cartying twe brown carrier bags.
'It is hot today’, said the Jady as she put down her heavy parcels.”

(End of extract)

We do not have the facility of typing whole books into the computer, but [ did a much simpler
exercise here. I analysed the first unit the children learned in Science and then also went on to
analyse the number of words in a unit in the middle of the book. In these two places, 50 sentences

in each unit were analysed syntactically/grammatically, and this analysis is presented elsewhere.

% Lanham, L.W, (1986) Another Dimension of Readiness to Learn in the Second Language. [n: The Role of
Language in Black Education. HSRC Rescarch Programme No.6. Pretoria: HSRC.
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There are 227 lexemes (word stems) in this first selection of text.

There are 156 lexemes (word stems) in the second extract.

In the second Language scheme analysed, there were 323 words in the whole of the Grade 2
Learner's Book. Below is an extract from a Grade 2 story from the second scheme: There are 60
different lexemes (word stems) in the whole story (see p.55). This is one of five stories in an 84

page book.

This concludes the section on vocabulary.

1.7 BICS/CALP and Academic Langnage Functions

The problems encountered by L2 children learning in L1 have been documented, and their
performance has been regarded as misleading, cspecially to their class teachers or special
teachers wanting to mainstream L2 children. L2 children immersed in an L] language learning
environment can master BICS (Basic Interactive Communicative Skills) in two to three years.
However, given this, teachers are ignorant of these children’s CALP (Cognitive Academic
Language Proficiency) performance, which is much more difficult to ascertain, where estimates
for acquisition range from five to seven years, and through to 10 years have been given (without
concrete evidence 10 my knowledge). Thus L2 children who are nof immersed inan L1
environment would find L1 CALP very difficult to achieve, but achieved it must be for these
children to use CALP in secondary and tertiaty education. In the South African education

cornmunity, equity must be achieved as soon as possible,

BICS and CALP are illustrated below,
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Cummins (1984)%, who was the developer of.the BICS/CALP distinction did not flesh out the
kinds of language with examples. O’ Malley (1988) gave us the four valued diagram quadrants
with the labels exempiified. Macdonald (1990 and current) fleshed these out further. However,
these are but task exemplars and we necd more general functions as exemplars. We call these

Academic Language Functions (ALF), and O’Malley (1992) has given us the template for this,

 therefore took O'Malley’s (1992) list and fleshed out Moodie’s (2004) list of process skills.
After this list was drawn up, the revised NCS was compared with it, for both L1 and L2. These
values are placed immediately to the right of the examples in every use of the template. Both L1
and L2 showed up very poorly in an interpretation of the Curriculum, It must however be
admitted that the list of ALFs is defined at quite a high level. What is required in the future is an
edited list of exemplars for the Foundation Phase, where children’s skills are still relatively

undeveloped. However, this situation is likely to change rapidly in the Intermedjate Phase.

B tummins, J. (1984) Bilingualism and special education: Issues in Assessment and pedagogy. Cleveland, UK:
Multilingual Matters.
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1.7.1 BICS and CALP illustrated

Chapter 1: Model for Textual Analysis

HI

/] | the arrows,

Read in the direction of

Context-embedded 1
Cognitively undemanding

Language drills with context
Face-to-face conversation on formulaic
lines

Keeping a diary

Playing a simple game, where roles and
routines are modeled

Art, music, physical education, where
model has been presented

Vocational subjects, e.g. woodwork,
where skills may still be learned by
imitation

m
Cognitively demanding

Demonstration of a process

Content subject explanation with
demonstrations

Answering higher-level questions,
e.g. temporal sequence, cause-effect
relation

Making oral presentations
Hands-on-science activities
Maths-computation problems
Maths waord problems with concrete
objects or pictures

Heavily illustrated textbooks
Making models, maps, charts

Context-disembedded 11

Uncontextualised language drills
Answering lower-level questions
Writing answers to lower-level
questions

Predictable telephone conversations
Shopping lists, recipes

Informal note/message of predictable
topic

Directions for taking medicine
Copying words and sentences
Filling out simple forms

Writing simple narrative of personal
experience (knowledge telling)

| 4%
Content subject explanation without
demonstration
Reading comprehension without textual
support
Reading for information in content subjects,
e.g. to extract topic or main ideas
Maths word problem without illustration
(with increasingly difficult syntax)
Compositions/essays on topics immediately
outside child’s experience
Research and report writing where different
information sources need to be consulted
Writing answers to higher-level questions
Standardised achievement tests
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The template for ALF is given in Appendix I. It is important to note two things: first, that this
termplate cannot be used with L1 texts because they are all stories (fiction and non-fiction) and
notpart of 4 language scheme™, and second, it was only for the 1.2 schemes that the actual
number of occurrences in the Language books counted. For Life Skills and Numeracy only their

ocaarrence is noted. (This is a situation that could be altered at a later date.)

1.4 Conclusion

In this document I have attempted to show the different levels of language analysis that we may
useas skills to analyse school texts — both language schemes and well as textbooks (“learning
andteaching support material”) — going from the most global down (discourse, cohesion, syntax
andvocabulary). Then there is the mode] for analysing the cognitive functions in language.
Where possible, reference has been made to an African language, in this case SeTswana. This is
to enable these speakers to have a starting point from which to look for similarities, as well as
looling at constructions, that have to be dealt with differently. In capacity-building workshops,
realtexts are used to teach these levels. Researchers are then able to watch language usage in

clasrooms, although to do this more information is needed on spoken discourse.

% The texts we have been able to source are from schools who make their own Leaning Programmes while using
readers and story books from other English-speaking countries.
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APPENDIX 1: Academic Language Functions

—— e I T WS —

' Student uses L1 L2
! F
Language = languageto: Examples NCS : NCS
1.Following };Read instructions to ;Interpreting information while v . _If
Yinstructions  ‘make or do somethi ng freading instructions
i‘2. Observing  Notice things that seem :Using senses at hand , .ql
|and comparing | pertinent ‘or watch. something
! : i
: ‘Work in planned way to collect
}3 Scok 'Explore the information. Use who, what, when, !
3. See o o ‘
. . -environment or acquire ‘where, and how, to collect v -
‘information . . . .
information ‘information in increasing
competency
E . ‘Use measuring ‘Use instruments to answer
4. Measuring | ] . ]
i .. instruments and making questions that require accurate { - v
and estimating .
good guess information i
Ll __.."'"_-"-""....._.._u._._._"—'i_ T ———LiL. ‘...i
 Write down, make notes, trace and i | I
v ! ‘ [ - i !
5. Recording  Measure carefully sketch, picture complete diagrams, 5 v - i
fill in data in tables ﬂ |
Separation of whole ‘Tell parts or features of object or “ f'
6. Analyse ) ] v v o
into parts idea :
; ]
Indicate similarities and differences - "
Analyse similarities and in important parts or features of
7. Compare differences in objects or objects or ideas, outline/ diagram/ - -
ideas web. Indicate how A contrasts/ :
‘compares with B
' i
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procedures forms such as flow-charts, posters,

diagrams, pie-charts and bar graphs |

1
i
Student uses L1 L2
| Language language to: Examples NCS NCS
i
R ] _ ) Show how A is an example of B, [ o
‘Sort objects or ideas ]
) i ] ‘how A is related to B, or how A and
18. Classify 1into groups and give - -
B go together but not C and D.
! ‘reasons : . )
‘ ! Explain why things go together ‘
9 Interpreting ' Interpreting information Using texts, diaries, drawings, y : g
; information  iin different forms ‘diagrams, models, tables and graphs '
e e e b g e L
'9.1 Changing  Interpret different forms :Changing forms of information to y y
;the form of information :jexpress understanding ;
9.2 Applying 'Know when to use ‘Create useful ideas that summarise v f
'concepts iccmcepts and how a number of experiences
9.3 Making  (Infer that which is _,, Conclusions based on different v i
linferences ‘beyond the obvious  sources of information ‘
:9.4 Seeing ) ] !
: Try different Describe what has been done and !
"parts and o o 4
' possibilities and find ~ how relationships have been | - -
stating ) _ j !
o relations determined : ;
relationships : ;f
~ Another form of o ) - |
. . Predict implications from actions or | i
10. Predict interpretation; predict ; v -
) from stated text ! ‘
implications i
B T o " Retell story or content-related “ |
Report, explain, or information in own words, tell main !
11, Inform desctibe information or  ideas, summarise; use graphic v -
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Student uses L1 L2
Language language to: Examples NCS | NCS
. |Generate hypotheses to SL;-gEest ~
~ [Hypothesize
12.Hypothesize consequences from antecedents; v -
consequences
may be tested and reported
Give reasons for an ‘ ) . o i
) ) o Tell why A is important, why you !
{13, Justify action, a decision, or a . v 2 |
: ) ) selected A, or why you believe A
point of view
o Convince another Show at least two pieces of o
14, Persuade  |person of a point of evidence or arguments in support of v - I'w
1 view a position
I Determine solution )
15. Solve ] Given stated problem, reach '
using models and ' v - l
problems , ) |solution
theories
] Put A together with B to make C,
~ iCombine ideas to form . .
16, Synthesize predict or infer C from A and B, - -
a new whole ' ) |
' suggest a solution for a problem ‘
Select or name criteria to evaluate,
Assess the worth of an oo . )
. prioritise a list and explain, evajuate l
17. Evaluate  |object, opinion, or ) S v -
_ an object or proposition, indicate L
decision , ) ) |
rcasons for agrecing or disagrecing {
= T — = = |
TOTAL 12 \

Sources: O'Malley (2007); Moodie (2004) and RNCS (2002) for Home Language (L) and First Additional

Language (L.2).
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APPENDIX H: Conjunctive relations in English

Source:

Summary Table of Conjunctive Relstions

External/ Internal (unless otherwise specified)
Internal
Additive and, and also, Jurthermore, in that is, [ mean, [ikewise,
nor, and ... not, | addition, besides, | in other words, | similarly, in the
or, or least alternatively, Jor instance, same way,
incidentally, by thus on the other hand,
the way by conirast
Adversative | yet, though, in fact, actually, instead, rather, | in any case, in
only, bui, as a matter of on the contrary, | either case,
however, Jact, but, and, at least, rather, | whichever way il
nevertheless, however, on the I'mean Is, It is in any
despite this other hand, at the case, anyhaw, al
same lime any rate,
haowever, it is
Causal so, then, hence, | for, because, il the, in that case, | in this respect, in
therefore, Jollows, on this in such an thiy regard, with
because of this, | basis, arising out | event, that being | reference (o this,
for this reason, | of this, to this end | 50, under the otherwise, in
ot aecount af circumstances, | other respects,
this, as a resull, otherwise, aside fram this
in consequence, under other
Jor this purpase, circumstances,
with this in mind otherwise
Temporal | then, nexl, after | at once, then, next, up to now,
that, just then, thereupon, soon, | secondly, hitherto, ar this
at the same after a time, next | finally, in point, here, from
time, previously, | time, on another | conclusion, first | now on, hence-
before thal, occasion, next .. HExt, . Jorward, to sum

Sfinally, at last,
first ... then, at
first ... inthe
end

day, an hour
later, mearmwhile,
until then, at this
mormen!

JSinally

up, in short,
briefly, lo resume,
to return to the
point

Adapted from Halliday, M.E.K and Hasan, R (1976) Cohesion in English.
London: Longman
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‘ Chapter 2: Analysis of 1 Texts
CHAPTER 2: ANALYSIS OF L1 TEXTS

2.1 Introduction

When this project was conceptualized, there seemed to be a satisfactory balance between looking at L2
{(English as First Additional Language) courses and at L1 (English as Home Language) courses.
Unfortunately it was close to the end of the year, and we were not able to get books from Polokwane
Schools. On the booklist, only one L1 book from a local publisher appeared. We needed to source
further appropriate materials; and all those that we found were published abroad. Considering the small

market for L1 in South Africa, this is not surprising. The materials we found were produced for bigger

markets such as Britain and Australia,

The materials that we finally sourced are the following:

1. A “difficult” story from a school’s reading room, indicated by teachers as being suitable for the
top end of Grade 3.

2. Aless difficult story — as part of a reading scheme — and explicitly for Grade 3 level,
3. A non-fiction story.

‘4. A non-fiction, expository text.

Text 1 i5 dealt with in the first section.
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Chapter 2: Analysis of L1 Texts
2.2 Text One: The Magic People

This is a 40-page story, published by Collins Educational, with numerous illustrations — 22 in all,
mostly in colour, Some are half page illustrations, others $maller, and a few that spread across the top
half of two pages. The illustrations give information about all the characters, as well as the principal

actions in the story.

The story is about The River People, who lived in a valley, panned for gold, and farmed animals. In this
idyllic setting there was only one prohibition, given to the people by the local soothsayer who lived in a
cave. He said that the people were not to shoot swans, because the Magic People who lived in the

mountains would take a life for a life.

Two boys (one the son of the king) were out shooting one day, without success. Quite frustrated, one
impulsively shot a passing swan with his arrow. When the swan fell to the ground, it turned into a boy.
The “myth” was truc. The two boys buried the dead boy in a deep grave and hoped to get away with
their misdeed. However, there was some retribution. No winds blew, so there was no rain. It became
very hot, the grass went brown and the cattle and sheep had no forage. The deer in the forest
disappeared.

Finally one of the boys told the wise man (soothsayer), who immediately stormed in to see the king, for
it was his son’s fault. The king’s son should be sent to the mountains. However, his mother sent him
south, and so he could not be traced. Finally the people decided on a substitute, and they chose an
orphan boy who had but a devoted donkey: they were Dirk and Riff-Raff, Seth and Crow set upon him,
tied him up and made for the mountains, with Riff Raff following loyally. Along the way Dirk and Riff
Raff escaped and Seth and Crow returned to the village, preparing to flee to the south, but that afternoon
the wind blew and clouds came up. Believing the curse to be requited, they stayed at home and never

told anyone of their failure.

Dirk in the meanwhile went over the mountains and met the Magic People. He told them he was not the
person who shot the swan, and so they took pity on him. The man whose son was killed adopted him as

his son, and they even made provision for Riff Raff the donkey.

This story has a prototypical story grammar, where there is a problem that gets resolved by a lowly
person with honour, who gets rewarded for his good actions.
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. Chapter 2: Analysis of L1 Texts
2.2.1 Cohesion

TEXT
The Magic People

“That’s Riff-Raff![2a]” he said. “That’s Dirk’s[5a] donkey[2b]! Dirk[2b] had
that donkey[2¢] up in the mountains, when we took him[5b] to the Magic People.”[4a]
As soon as he[6a] heard about the donkey[2d], Kell[6b][10A] sent for Seth and

Crow.[3a]

“Did you[3b] leave that donkey[2¢] with the Magic People,[4b] when you[3c]
left Dirk{5b] with them[4b]?” he[6c] asked.

Seth and Crow[3d] had gone back to the People of the River[7a], and told
them[7b] that they[3d] had handed Dirk[5c] over to the Magic People[4c]. No-one[7¢]
knew what had really happened. The clouds had blown down from the mountains[la],
and it had rained[1b] the day Seth and Crow[3e] got back. So Seth and Crow[3({]
stayed by the river[1¢c). They[3g] didn’t go south, and no-one[7d] ever questioned
what they[3h] had said. Even Roth didn’t get the truth.

“Yes” said Crow. “We left Dirk[5d] and his[5¢] donkey in the mountains with
the Magic People”{4d].

“That donkey[2f] followed the boy[4¢] everywhere”, said Seth[31], “When
we[3j] made him[5g] a prisoner, the donkey[2g] came along too. It was nothing to do
with us.”[3k]

“Then the Magic People[4e] must have sent the donkey[3j] down to the deer,”
said Kell[10a]. “I must go and see Roth,[8a] and ask him[8b] what this[9a] means.”

He[10b] went off at once to Roth’s[8¢] cave, and told him[8d}] about Riff-
Raff [31]

Roth{8e] listened to what Kell[10c] had to say.

“If the Magic People[4f] sent the donkey[3m] down to the decr[11a], the
deer[11b] must be friends of the Magic People[4g],” he[8f] said. “Tell the People of
the River{7d] not to hunt[13a] deer[11c] any morc. They have made the Magic
People[14h] angry[14a] once, by killing a swan. They[12d] mustn’t make them[14b]
angry again, by killing the deer[15a].”
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The People of the River[7e] gave up their[12d] huml:ing[l 3b], when they[7f]
heard what Roth[10e] had said. They[7g] had their sheep and cattle, and the gold
which the river washed down from the mountains. They[127] didn’t need to hunt[13¢]
for food, and they[7i] didn’t want to make the Magic People[4i] angry[14c]. They[7j]
were too frightened of the Magic People[4]] to do that[13d].

So every spring, when the swans flew up from the South, little Riff-Raff[3m]}
came north with the deer[11d], and trotted up the path beside the river, as the swans
flew overhead, to meet Dirk[5h] again at the Hidden Lakes. And Dirk{5i] lived
happily with Diorn, as Diom’s adopted[5j] son. He[5k] had become one of the Magic
People[4k].

ANALYSIS

LN

1[a][b]{c] lexical cohesion “clouds” “ran” river™
2[a][b} anaphoric reference “Riff Raff” “donkey”
2[cl[d1[e][f} £]i7] lexical reiteration

2[h][i] anaphoric reference

3[a][b] anapboric reference “Crow” “you”

3{c]{d] anaphoric reference “you” “Seth and Crow”
3[e){f] lexical reiteration “Seth and Crow”
3[g}[h][i] anaphoric reference “they” “it”

3[j][k] anaphoric reference “donkey” Riff Raff”
3[1}[m] anaphoric reference “Riff Raff” “donkey”
Afa][b][c]{d](€](f]](hIiI[}k] lexical reiteration “the Magic People”
5[a}[b] anaphoric reference “Dirk’s donkey” *“Dirk”
5[b][c] lexical reiteration “Dirk”

5{d][e] anaphoric reference “Dirk” *his”

5[f][g] anaphoric reference “boy” “him”

5[h][i} lexical reiteration “Dirk”

57j][k] anaphoric reference “adopted son™ **he”
6[a}[b] cataphoric reference “he” “Kell”

6[a]{¢] anaphoric reference

6[blfd] lexical reiteration

6[d][e] lexical reiteration

7[a]{b] anaphoric reference “people” “them”
7[bl[c] lexical reiteration “them™ “no-onc”

7{al[d] lexical reiteration “people”

7[d][e]lexical reiteration “people”™

7[e][f] anaphoric reference “River People” “them”
7{f]g] anaphoric reference “River People™ “them”
7[hI[i1[j] lexical reiteration “they”

8[a]b] anaphoric reference “Roth” “him”

8[bllc] lexical reiteration “Roth”
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8[c][d] anaphoric reference
8[e][f]lexical reiteration “Roth”
9[a][b] anaphoric reference “Mountain People” “this”
10[a][b] lexical reiteration “Kell”
10[c][d][{] lexical reiteration “Kell”
11[a]fb] lexical reiteration “deer”
11[d}{e] lexical reiteration “deer”
12[a][b] anaphoric reference “People of the River” “they”
12[c}{d] anaphoric reference
13[a][b] anaphoric reference/lexical reiteration “hunt” “to do that” (ellipsis)
13[a]{b] lexical reiteration “huant”
Collocation: “clouds” “blow™
“clouds” “rain”

“river”? “down” “mountains.”

ekl

Conjunctions: “when”, “as soon as”, “so”, “even”, “if” “and” (initial) “then” “as

Given that this story is well-formed and is written for young readers, it is not constructed in an
impoverished way. Because the context has been established (this is the end of the 40-page story), not a
great deal of lexical cohesion is necessary by the end of the story as analysed. There is a fair amount of
lexical reiteration, which happens partly when there are names or the same people interacting. The most
difficult device — the anaphoric reference — is there in abundance, making cognitive demands on the
young reader, though, these refrences are highly predictive. And there is also one cxample of cataphoric

reference, which is not difficult to resolve,

Summary:
Lexical Anaphoric Lexical cohesion Cataphoric Collocation
Reiteration Reference Reference
28 28 2 1 3

2.2.2 Syntax analysis and a tree diagram

So, every spring, when the swans flew up from the south, little Riff-Raff came north with the deer, and

trotted up the path beside the river to meet Dirk in the hidden lakes.

The tree diagram for the above, the last sentence in the story, is seen on the following two pages. This
was the longest sentence in the story. Despite its length, there is really not much new information, but it

is the resolution of the story. It is in fact the longest sentence in the entire corpus analysed to date.
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Given the nature of the vocabulary (see next section) probably the strongest demand on the reader is to “}
keep the plot in mind over the course of 40 pages. However, since this is a text that is suggested as
being for good readers, they may already be reading “real” (regular/ ordinary) books, and they would be j
able to keep the grammar of the siory in mind.
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2.2.2.1 Summary of syntactic structures

- Chapter 2: Analysis of L] Texts

Language Texts Text 1 Text 2 Text3 * Text 4
Narrative Narrative Non-fiction Expository
(Riff Raff) (Gelert) (Kontiki) (Walrus)

T AT types of verb groups except R ,r ST v v P
for complex verb groups L
2. Commands, statements & denials
1.Wh- questions with words like y
wha, how and kow much ‘
4. how many ;
5. what o
GlWh- in subordinate clausc Y v v
7 Yes/No questions, including ' {
auxiliary and modal fronting
8. Tznses: present, past, present s P v P
continuous, present perfect
9, Tenze: past perfect
10. Relative clause with the relative ,
pronoun who
11. thar as relative clause marker <
12, Co-ordinating sentences with , P v ,
and and or
13.Co-ordinating phrases with and v v v y
(not but of or)
14, or
15, Passive construction

. 16. Modal can v v
17. Modal could v v
18. Modal must v
19, Modal may v v
20. Modal must kave (concl.) v v v
21, Demonstrative v v v
22. Non-finite verb group
complement (1) e.g. The best thing g P P g
to do would be (for vou) tg tell
eyerybody

68



Chapter 2: Analysis of L1 Texts

Language Texts

Text 1

Narrative

Text 2
Narrative
(Gelert)

Text 3
Non-fiction
(Kontiki)

Text 4
Expository

{Walrus)

23. Finite verb group complement
without fo (2) Al I did was kit him
on the head

(Riff Raff)

v

v

24, Non-finite post modifier of N'P
(PP)

25 Phrasal NP postmodifier

26 Phrasal NP premodifier

27. Finite adverbial with before,
then, because, soon, now, and

because, so as and until

28 when/how

29, Comparative clauscs as Eig as/

as fast as

30, Subordinating conjunctions

before, then

31. hecause, where, when, If

32. when, what, who, about what

33. then

3Ma

35. Wh- in subordinate clauses

36, Discourse markers (COMP)

now, then

37. Past perfect tense

38 that as clause marker

“

10, Ellipsis/substitution

(\

~

~

40, Lists

41. Multiple embedding

42, Adverbial phrases (PP): Purpose

43, Time

44, Place

SERY RS IRN

LY BN BN BN

45, Manner

< 1 &) & &

46. Present participle

47. Past participle

48. Asyndetic co-ordination

Y BEY BEREEN BN BN ERN

49. Possessive




Chapter 2: Analysis of L1 Texts

Lang“age Texts Text 1 Text 2 Text 3 Text 4
Narrative Narrative Non-fiction Expository
(Riff Raff) {Gelert) {Kontki) {Whalrus)
50. Existential there v v v
51. And as sentence initial v
52. NP in appogition v v
53. Transposed clause/phrase v v
54. Conjunctions once scen, but,
- | now, before, at
: . about how, and, when,
once, and,
first, then, wherg, at these
*| then, suddenty, ) .
o so that, so fimes, since,
e and there .
(Adverbial) - also, a8
TOTAL 0 32 20 25
2.2.3 Vocabulary

The Magic People has 400 words in the selection, and 152 lexemes, We may deduce that the average

 length of the sentences is 13,3 words. However, one should bear in mind that the last impoverished

grammatical exercise in Scheme 3 (to come) has a sentence length of 6,7 words. The question here

arises whether L2 children can maintain the average pace of becoming literate in their classes. The

words that might challenge children are: “adopted”, “north”, “south”, “overhead”, “questioned”,

“prisoner”, “really”. Otherwise the vocabulary appears to consist of high-frequency words,

Vocabulary
a

about
adopted
again

along

and

angry
Anymore

as

ask

at

back

be
become
beside
blown
boy

by
came
caftle

cave

clouds
Crow
day
deer
did
Diorn
Dirk
do
donkey
down

even
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ever

every
gverywhere
flew
followed
food

for

friends
frightened
from

gave



' Chapter 2: Analysis of L1 Texts
get left rained | this

go ' listened really . to
gold little Riff-Raff told
gone lived river too
got made Roth took
had ' magic said trotted
handed make say truth
happened means see up
happily meet sent us
have : mountaing Seth want
he must sheep was
hope need 50 washed
heard no-one son we
hidden north S00N went
him not south werc
his nothing spring what
hunt of stayed | when
I off  swan which
if ' once tell with
in one ‘ that yes

it over that’s you
Kell overhead the

killing path their 152 lexemes
knew people them

Lakes prisoner then

leave questioned | they

2.2.4 Conclusion

The first text can be judged on its own merits — it has integrity and real interest — but this may be better

seen after all four texts have been presented and described.  *
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Chapter 2: Analysis of L1 Texts

2.3 Text Two: Hound Gelert

This is the second L1 text. It is from the Orange Series of New Way that is explicitly designed for Grade
3 level. (It should be born in mind that British children start school rauch younger than in South Africa,
and with the advent of Grade R, this level may well be easier than South African Grade 3. This is a

matter for empirical investigation.)
The story of Gelert Hound is a tragedy (if one can introduce this idea at such an carly age).

It begins with the setting — this is a Welsh story written about 800 years ago, The countryside
was quite wild still, and the Prince and Princess both loved hunting. The Prince had a hound called
Gelert who was brave and strong, and who never left his side. Both the Prince and Princess liked
hunting, One year the Prince and Princess were reluctant to leave the castle to hunt because they had a
little baby. Although the baby had a nurse, the Prince decided to leave Gelert as well, to guard the baby.
Gelert settled down, awake and alert next to the cradle.

The hunt lasted a long time, as they were pursuing a particularly fierce wild boar, It finally
eluded them; it was late so thé party hurried back to the castle. The Prince and Princess rushed to see
how their baby was. They noticed that there were no people around. This is where the analysis starts.

The nursery was coverad in blood and there was blood on the walls as well. The Princess
thought that Gelert had gone mad and attacked the baby, and without further thought, and on the spot,
killed Gelert. However, the baby was still in the upturned cradle and hidden in the chaos was a dead
wolf. Gelert had killed the wolf, while cverybody had fled. The Prince was heart-broken, and gave his
hound a special burial with a tombstone. A village grew up near this grave and the town takes it name

from Gelert. It's called ‘Beddgelert’, which means Gelert’s grave. Two illustrated pages arc to be

“found overleaf.
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Suddenly they heard o tiny cry. It came from

the up-turned cradle. They rushed io it and

lifted if up.
And there, quite safe, loy their baby son.

He smiled ond toughed and waved his finy fists in

the air at them. And near the boby, holf-hidden by

a.pile of rugs, was the body of a greai grey wolf.
“With a shout, Llewelyn picked up the baby ond

hugged him. It was the Princess who realised

the truth obout what had happened.
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+

Chapter 2

“Ch, Liawelyn'® she cried. “Gelert was faiihful

afier all. Look, he has killed the wolf and
saved our son, Everyone else has run awayl”

Then Llewalyn knew that Gelert had been brave and
loyal to.5he end. He had faught the wolf and killed it
to protect the baby. The blood was the wolf's blood,
not the Baby’s. And he, Llgwelyn, had killed his most
faithful companion.

16

e ' !

Then Llewelyn wept for Gelert too.
He took the body of his faithful friend and buried it
nearby, beside the river. He told everyone that he hod
besn wrong about Gelert ond had killed him by mistoka.
He told everyone how brave Gelert was, and how he had
saved the baby's life.

Tha pecple told Ulewelyn that they houd been so
frighfened when the big grey wolf came that they haod
oil run away. Only Gelsrt had stayed.
He would not {eove the baby.

7

1oy



Chapter 2: Analysis of L1 Texts
2.3.1 Coherence

This is a well-written, lavishly illustrated story. As is common in narratives, the itlustrations are not
labelled, but they very aptly illustrate the text. Furthermore the text is coherent insofar as there are
appropriate connectives in the story; the range through the story is:

L 1 Y &i

Setting the historical scene: “Many, many years ago”, the introduction of the hound, “so”, “now”, “and”
“s0”, “but”, “however”, “for a time”, “only”, “suddenly”, ““as they did so” “where were?” “why was”,
“at once”, “now”, “before”, “suddenly”, “and there”, “then”, “only”. The story is well-constructed with
references to the baby, hound, hunting, the sound of wolves, the hasty return, reference to the brave
hound, the devastated and abandoned room, the pleasure of the dog to see his master, but being rapidly

dispatched, and the relief and grief which followed.

'~ 2.3.2 Cohesion

TEXT

The prince[1a] and the princess{1b] went straight to the room[5a] where they[1c] had
left the baby[9a]. They{1d] could not believe what they[le] saw. Stools and
tables[15a] lay on their sides. There[2a] were broken pots{15b] all over the floor and
even the baby’s[9a] cradle was upside down. There[2b] was no sign of anyone.
Gelertf3a], who was lying in a comer,[3@] jumped up and ran{15c] to his[3b]
master]1¢], wagging his[3¢][15d] tail. Llewellyn[4a] was horrified. He[4b] saw that
the room[5b] was covered in blood[6a] and there[2c¢] was blood[6b] on Gelert[8a] too.
At once Llewellyn[4b] thought he[4c¢] knew what happened. He[4d] knew that
dogs[7a] sometimes went mad and attackead their[7b] owners. Now hef4c] thought
that Gelert[8b] had gone made too, and attacked the baby[9b]. Before anyone could
stop him[4d], the Prince[1d] pulled out his[1e] sword and killed Gelert[8c]. Then
Llewellyn[1f] and the princess[1g] wept[15¢] because they[1h] thought their[1h]
baby[9¢] was dead[15f]. Suddenly they[1i] heard a tiny cry[10a]. It[10b] came from
the upturned cradle[11a]. They[1j] rushed to 1t[11b] and lifted it[11c] up. And
there[2d], quite safe, lay their[1k] baby son[9d]. He[9¢] smiled and laughed and
waved his[9f] tiny fists in the air at them[11]. And near the baby[91], half-hidden
beneath a pile of rugs was the body of a great grey wolf[12a]. With a shout, Llewellyn
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. Chapter 2. Analysis of L1 Texts
picked up[15g] the baby[9g] and hugged[lﬁh] him[9h]. It was the princess[1m] who
realized what had happened. “Oh Llewellyn!” she cried. “Gelert[8d] was faithful after
all. Look, he[8e] has killed the wolf[12b] and saved our son[9i]. Everyone €lse has run
away™. Then Liewellyn knew that Gelert[8f] had been brave to the end. The
blood[13a] was the wolf’s,[13k] not the baby’s[13c].

And hel14a], Llewellyn, had killed his[8g] most faithful companion[8h]. Then
Llewellyn[14c] wept for Gelert[14i] too. Hef[l4e] took the body[15k] of his faithful
friend[14f] and buried it[151]] 14g] nearby, beside the river.

ANALYSIS

1[a][b] lexical cohesion “prince” “princess™ (hereafter treated as one)
1[b](c] anaphoric reference “prince” “they”

1{c]){d] anaphoric reference

1{d}[e] anaphoric reference

1[f}[g] lexical cohesion “Llewellyn” “Princess”
1[f]l{g][k] anaphoric reference
-1[i][j] anaphoric reference “they”

1[j1[k] lexical reiteration “They”

1[k][1] lexical reiteration “their” “them”

1{I}[m] anaphoric reference “them” “Princess”
2[a]{b][c][d] existential ref “There”

3{a][b] anaphoric reference with ellipsis “Gelert” “@”
3[c][d] anaphoric reference “his” “him”

4[a][b] anaphoric reference “Llewellyn” “he”
4fb}[c] anaphoric reference “Llewellyn” “he”
4{d][e] lexical reiteration “his” “him”

4[€e]ff] lexical reiteration “his”

4[d]fe] lexical reiteration “his” “him"

4[e][f] lexical reiteration “his”

"5[a]b] lexical reiteration “room”

6[a][b] lexical reiteration “blood”

7lal[b] anaphoric reference “dogs” “their”
8[a][b]c]fd] lexical reiteration “Gelert”

8[d][e] anaphoric refercnce “Gelert” “he”

8[e][f] cataphoric reference **he™ “Gelert”

8[g][k] lexical cohesion “hound” “dog™

8[i](i] anaphoric reference “faithful companion” “it”
9[a][b]l¢] lexical cohesion “baby™ “baby son” “he™
9[(¢][d] anaphoric reference “baby” “he”

9[d][e] anaphoric reference “baby son” *“he”
9[e][f] anaphoric reference “baby son” “his”
9[g](h)] anaphoric reference “baby’ “him”
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9[h]fi] anaphoric reference “him” “son” _‘_‘
10[a][b] anaphoric reference “cry” “it” , )

11[a][b][i] anaphoric reference “upturned cradle” “it” “it”
12[a][b] lexical reiteration “wolf” ]

13[a][b][c] lexical cohesion “blood” wolf’s blood” “baby’s blood”

14[a][b] cataphoric reference “he” “Llewellyn” 1
14{b][c] lexical reiteration “Llewellyn”

14]c][d]lexical cohesion “Llewellyn” “Gelert”

14]e][f] anaphoric reference “he” “his” ]
14{e][f)(g] lexical chain “he-him-body-faithful friend-buried it. (anaphora and cohesion)

15[a]{b] collocation “stools and tables”, “pots”

15[cl{d] collocation “jumped up and ran” “wagging his tail” [

15[e](f] collocation “wept” “dead”

15[g][h] collocation “picked up” “hugged” !
15[i][j] collocation “brave” “faithful” |

15{k](1] collocation *body” “bury” .
16 Conjunctions: “now™ “before” “and” “and there” “at once” “then” “suddenly” “about what” “only” ]
“go™ “but” “however” “for a time” “where” “were", '

This is a highly cohesive text. As we shall see in Text Three (original and revised versions) anaphoric -_}
reference is a powerful cohesive device, There are 23 instances of it here. Lexical reiteration has 12
instances, and this is principally because of having to refer to the four characters. Lexical cohesion has ]
five examples, probably because the scene was so constrained. There are two instances of cataphoric ]
reference. Then I looked for collocation and here there were six instances, showing characteristic '
actions. Finally, 15 conjunctions contributed to the cohesion, _J
Here is the summary, where the tables will be compared at the end of the four L] texts. -_J
Anaphoric Lexical Collocation Lexical Collocation |
Reference reiteration cohesion 1
23 12 6 5 6

2.3.3 Syntax

There were 302 words in this excerpt, making the average sentence length 10,1 words. These are the
shortest sentences in the four texts, but there is no impression of stiltedness, Part of the use of short
sentences is to generate dramatic effect, and this was a shocking story. The example of a tree diagram

sentence is to be found below, and then the syntactic summary follows.

77



. Chapter 2: Analysis of L1 Texts
In the excerpt there were él structures (where tenses are counted as one category), which is the same
nurnber (but not the same types) of categories as the first story, The Magic People. One cannot draw
any specific conclusions here within the L1 texts. However, the next excerpt, a non-fiction story has
on]); 20 structures, and the analysis revealed that it was impoverished text — very few structures and
little cohesion. The tree that was selected here for Hound Gelert was specially chosen to show the

unusual way the possessive construction is represented in this paradigm.

- 2.3.3.1 Tree diagram
Hound Gelert: The blood was the wolf's blood, not the baby's.
p/s\v
N P
Vgrp P
NDOM
Operator DET M
T N 1 \
‘ PQSS N NE.
The blood was \
DET NOM
blocd
ART NOM PQSS N
the wolf ‘s %]
NP
.Dl:'r/\w
N
PRE ART
not the baby ‘5
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2.3.3.2 Summary of syntactic structures

Language Texts Text 1 Text 2 2 Text 3 Text 4 |
Narrative Narrative Non-fiction Expository

(Riff RafT) (Gelert) {Kontiki) - (Walrus)

1. All types of verb groups except ‘ I
v v v

for complex verb groups

2. Commands, statementg and v
denials

3.Wh- questions with words like v
who, how and how much
4. how many

5. what

6. Wh- in subordinate clause v

7. Yes/No questions, including v
auxiliary and modal fronting

8. Tenses: present, past, present v e v o

continuons, present perfect e ‘ l
9, Tense: past perfect R -
10. Relative clause with the relative
pronoun who

11, that as relative clanse marker

<

%, R
<
<,

12, Co-ordinating sentences with

and and or ‘ J
13. Co-ordinating phrases with and o .
{not but ot or)

14, or

15, Passive construction
16. Modal can

17. Modal could ol
18. Modal must '

RN N BN

Z:l

19. Modal may
10d. Modal must have (concl.) v
20. Demonstrative

SNENENEN

SSENES

21. Non-finite verb group
complement (1) e.g, The best thing v
to do would be (for you) tg tell him.

<
Y

22.. Finite verh group complement
(I} All I did was hit him on the v v v

head. ]
23. Non-finite post modifier of NP v v o
(PP)
24, Phrasal NP postmodifier v v v ]
25. Phrasal NP premodifier v v
26. Finite adverbial with before,
then, because, seon, naw, and v _]
because, so as and until . : o
27. when/how v v
238 Comparative clauses as big as/as v J
Jast as
29, Subordinating conjunctions e
before. then I J
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Text 1 Text22 Text 3 Text 4
Language Tt’%XtS Narrative Narrative Non-ficHon Expaository
(Riff Rafi) (Gelert) {Kontiki) {Walrus)
30. because, where, when, if A v
. whken,whal, who, about what v
32. then v
35 at
36. Wh- in subordinate clauses v v v :
37. Digcourse markers (COMP) v P -[
now, then
38. Past perfect tense v ;
39. that as clause marker v v v E
40. Ellipsig/substitution v v v ;
41, Lists . ¢
42, Multiple embedding s v v i
43, Adverbial phrases (FP): Purpose v v v
44: Time ‘ ' v ¥ v [
45: Place v v v !
46, Manner v
47, Present participle Lo
48. Past participle v el
48. Asyndetic co-ordination v
49, Pogsessive v R v
50. Existential there v v v v
31. And as sentence initial v
52. NP in apposition AN v
53. Transposed clause/phrase A AR v
54. Conjunctions .now, before, at
when, as .onee, and, once seen, but
! then, suddenly, P
500N as, S about how, and, when,
even, then, and there, first, then, where, at these
if too, as nnly,lso,“bul* 50 that, 50 times, since,
dverbial) ho}ovever, fora also, as
(A time, only, i
where, were
TOTAL STRUCTURES 30 32 20 25
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There are 305 words in this piece of text, so the average length of the sentences is 10 words.

2.3.4 Vocabulary

a cry

after dead

air dogs

all down
and else
anyone end

at even
attacked EVEryone
away faithful
baby's fist
because floor
been for
before friend
believe from
beneath Gelert
beside gone
blood great
body grey
brave had
broken half-hidden
buried happened
‘came has
companion he
corner heard
could him
covered his
cradle tail

cried horrified

hugged
in

it
jumped
killed
knew
laughed
lay

left
lifted
Llewellyn
look
lying
mad
master
most
near
nearby |
no

not
now

of

oh

on
once
our

out

over

81

own
picked
pile
potls
prince
princess
pulled
quite
ran
realised
river
room
rugs
run
rushed
safe
saw

she
shcrut
sides
sign
smiled
sometimes
son
stools
stop
straight
suddenly

sword
table
that
the
their
them
then

too

took

up
upside
upturned
wagging
was
waved
went
wept
were
what
where
who
with

wolf

144 lexemes
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23.4.1 Comments on vocabulary

Much of this vocabulary seems unproblematic, but the temptation to view it with an L2 eye is very
strong. Perhaps the following words could present a challenge:

“attacked”, “baby’s” (possessive), “beside”, “buried”, “companion”, “faithful”, “half-mdden”,
“happened”’, “borrified”, “realised”, “rugs”, “upturned”, “wept”.

If a teacher expects to let the children read such stories independently, then there should be only 5% of
vocabulary, which is problematic. In private schools with good literacy programmes, SOme of the
children are two years ahead of their expected reading level. The range of reading abilities by Grade 3
will be very wide, because there will be children — generally the 1.2 children, teachers say — who are
behind their grade level. One way to deal with such a disparity is to let children read on their own,

sometimes to helpful mothers who come in to school and listen to such reading.

At the Orange level, some of the books are quite light-hearted and fun, but there is another tragic story
called Swan Lake where a prince doesn’t recognise his beloved (who is usually a swan), and she dies
broken-hearted. He lies with her, and the rising water covers them forever, as he wanted to be with her

for always.

2.3.5 Conclusion

There are eight levels in the New Way Series. This covers Grade R through to Grade 3. Although

teachers may think highly of it, it is not readily available because of the cost. The costs at present are:

Grade R: R1 090

Grade 1: R2 490
Grade 2: B2 146
Grade 3: R1 786

TOTAL R7 512
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Grade 1: 50 titles
Grade 2: 40 titles
Grade 3: 27 titles

TOTAL 117 titles

(This constitutes a major inequity compared with L2 courses, which as a recent innovation, have onc

reader per year.)

In addition, schools may have a range of schemes, as well as a library of other books. Let us then
surmise that a moderately well-achieving child might read 150 books during the Foundation Phase.
Although children are still going to be challenged by the language structures in Learning Area books
from Grade 4 on, they would nevertheless have had a great deal of practice at reading, albeit bottom-up

reading skills,
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2.4 Text Three: Kontiki

A non-fiction story is the text analysed in this section.
The Kontiki expedition is a famous story of a trip from South America to the Polynesian Islands,

This was seen as a madcap adventure that would surely fail. Instead of a boat, a primitive raft made
from tree trunks held together with vines. Surely such a precarious boat would founder at the first rough
wave! However, the crew of the ship can be considered to have succeeded in travelliﬁg the appointed
route, until their raft was broken up very close to their destination. The experiment was therefore judged

i SUCCess.

This book was chosen because it is a clear example of “impoverished” text. Sentence after sentence is
written with no connectives (conjunctions). Therefore I have done something unusual: T have analysed
the original text, but T have also produced a text which I believe to be much more “considerate” and

readable,

This book is beautifully and amply illustrated but with no labels for the figures. We do have a Peruvian

asking the reader questions, The picn;re of the analysed text is shown below.

Although it may seem pre-emptive to show the rewritten text, the first thing that is presented is the
otiginal and rewritten text, side by side in columns (in a table found two pages further on). It should
show the reader what has been attempted in writing more cohesive text, particularly in making it more

cohesive by the use of conjunctions and embedded sentences.

2.4.1 Cohesion

Because of the presentation of the two texts here and the summary, the whole cohesion analysis is the

two texts are not presented here.
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ey

y

4

. Can you make a lisl
At Sea of the (hings the mea Ew

each day?

The days on the it swent by fast, ¥, nmf.
Each-day, the men made sure -
the raft was still strong. i
Oue day, they saw a big shark in the sca. .
[t was near the raft. ‘ .
The men killed the shark for food. o
It took a long time

te get the shark up on the raft.

"Ihe men ate the shark. |

Lo

—

A

‘ . f
Land! “m

One day when Thor Heyerdalil
was looking out to sca,
_he saw some birds. oo
He said the birds would be near land.
Sor the men knew they were near land, too.. . o
Soon, they saw the Jand, -
but there were big waves

“and they could not get the raft w the shore.

‘The men were very sad because

- they could not gt to the beach.




REVISED

« Chapter 2. An'alysis of L1 Texis

ORIGINAL

Thor Heyerdahl’s dream

Thor Heyerdahl liked to find out about
things. One of the things he wanted to find
out about was how the Polynesian people
got to the Pacific Islands. He thought that
perhaps the Polynesian people must have
come from Peru, in South America, on
rafts. Look at the map to see how very far

Polynesia and Peru are from each other.

Thor Heyerdahl wanted to show people he
was right. He claimed he could sail to the
islands the way the Polynesians did a long,
long time ago. Many people said that it
could not be done, and perhaps they were
afraid he would die in the attempt.
However, there were a small number of

men who said that they would help him.
Making the Raft

First the men had to build a raft like the
original ones might have been. For this, the
men used big tree trunks for the raft. They
used nine trunks and tied them together

with vines.

Then, to make a hut, the men used little

Thor Heyerdahl’s dream

Thor Heyerdahl liked to find out about
things. He wanted to find out about how
the Polynesian people got to the Pacific
Islands. He thought that the Polynesian
people must have come from Peru, in

South America, on rafis.

Thor Heyerdahl wanted to show people he
was right, He said he would sail to the
islands the way the Polynesian did a long,

long time ago.

Many people said it could not be done, but

some men said that they would help him.
Making the Raft

First the men had to build a raft. The men
use big tree trunks for the raft,

They used nine trunks.

They tied them together with vines.

The men used little ree trunks.

They used little tree trunks to make a hut.
They put the hut on the raft.
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tree trunks. They then put the hut on the
raft. '

Finally they made two masts and a sail.
The sail would make the raft move faster

through the water.
Setting sail

Thor Heyerdahl and his crew called the rafi
the Kontiki. They gathered together lots of
things they would need in the raft. The first
things were food and water. Also important
were the compass and a radio so that they
could tell people where they were. They
also took journals so they could keep

records and write all about their trip.

Soon, it was time to go and many people
came to see them off. Many of the people
did not think they would see the

adventurers again,

At Sea

The day on the raft went by fast. Each day
they made sure that the raft was still strong.
Tt needed to be strong for the very long

journey.

One day they saw a big shark near the raft.

Then they made two masts and a sail.

- They said it would make the raft move

fasier in the water.

Setting sail

Thor Heyerdahl and his crew called the raft
the Kontiki.

They got together lots of things they would
need in the rafl. They took food and water.
They took a compass and a radio so that

they could tell people where they were.

So they also took books so they could write

all about their trip. Soon, it was time to go.

Many people came to say goodbye. Many
people did not think they would see them

again.

At Sea

The days on the raft went by fast.

Each day the men made sure that the raft

was still strong.

One day they saw a big shark in the sea.

It was near the raft.
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The men wanted to kill it for food. It took a
long time te get the shark up on the raft,
but finally they did so, and enjoyed eating

The men killed the shark for [ood.

Tt took a long time to get the shark up on
the raft.

sotne meat. The men ate the shark.

REVISED TEXT ORIGINAL TEXT

13 paragraphs 30 paragraphs

Words per sentence; 12,4 Words per sentence: 9,8
Lexical repetition: 9 Lexical repetition: 38
Anaphoric reference: 15 Anaphoric reference: 4

Lexical cohesion! 8

Lexical cohesion:

Ellipsis, 2

Ellipsis: 0

“Paragraphs” on the MsWord program denotes sentences. This means that 30 sentences were reduced to

13, The words per sentence went from 9,8 to 12,4, The most important cohesive tie for a story is

anaphoric reference and this changed from four to 15 instances.

2.4.2 Syntax

The tree diagram for a sentence from the text is given on the next page.
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2.4.2.1 Summary of syntactic structures
The following are the structures found in this third L1 text. Note that this is not the full range of

structures, because the sample text was so short.

Text 4
Expository
{Walrus)

Language Texts Text 1 Text 2 2
! Narrative Narrative

(RIff Raff) (Gelert)

L 1. All types of verb groups cxcept v y ‘% 0 v

for complex verb groups Pl

2. Commands, statements and v K :

denials I

l : 3. Wh- questions with words like P e, v
who, how and how much e

‘ 4, how many N

[ 5. what %‘*F |l
6. Wh- in subordinate clause v v x
7. Yes/Nu questions, including v ]

I auxiliary and modal fronting L
8. Tenses: prosent, past, present P v %ﬁi‘-‘” v
continuous, present perfeet Bl

[ ' 9. Tense: past perfect i

: 16, Relative clause with the B

relative pronoun wha R

] 11. thar as relative clause marker ﬁj{% Hk v
12. Co-ordinating sentences with b S v
and and or Fli

! . 13. Co-odinating phrases with and v @%ﬁ% '“"=' " ‘ v

(\
<

(not buz ar or) R
14, or
15, Passive construction

{ 16. Modal can
17. Modal could v
18, Modal must

! 19. Modal may v

20. Modal musz have (concl.)

21. Monfinite verb group

complement () e.g. The best thing v v

to do would be (for you) to tell

him.

i— 22. Non-finite verb group
complement: (IT) All I did was hit v
him on the head.

| 23. Non-finite post modifier of P

h NP (FP)
24. Phrasal NP postmodifier v v

l 25, Phrasal NP premodifier v

. 26.Finitc advetbial with before,
then, because, soon, now, and
l because, so as and unril

N EYENERN

—

27, when/hiow v
I 28. Comparative clauses gs big ul
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as/as fust as
39. Subordinating conjunctions
hefore, then
40, because, where, when, if v
41. when, what, who, abowt what < v
42, then
43, at v
44 Wh- in subordinate clauses v v v
45. Discourse markers (COMP) v
Row, then
46. Past perfect tense
47. that as relative clause marker v o v
48, Ellipsig/zubstitution v v v
49. Lists N
50. Multiple embedding v v e v
42. Adverbial phrases (PP'): - AL v
Purpose h
43: Time v v v
44: Place v v v
45, Manner v v
46, Present participie ;
47, Past participle v v A
48, Asyndetic co-ordination il ik oy v
49, Possessive v v '
50, Demonstrative v v v
51, Existential there v v
52, And as sentence initial v :
53. NP in apposition v i v
54. Transposed clausc/phrase v v
55. Conjunctions now, before,

at onee, and,

hen ’ once seen, but,
whet, as soon t ’1 oab and, when,
as, even, then, suddenly, *3‘ 1 where, at these
; and there, i i . \
if too, as only 5o, but, o times, since,
(Aldverblal) however, for Bagpeds ~5§1 also, as

atime, only, B s

where, were e _
TOTAL 30 32 BRI20, o] 25
2.4.3 Vocabulary

The list of vocabulary appears on the following page. This vocabulary is derived from the original text.
There are 127 lexemes in this extract. In the original text there were 286 words against the 355 words in
the rewritten text. Note that there are no real conjunctions to speak of, but there were very many “the’s

that had fo be deleted. “The” is anaphoric if it refers to a word in the previous sentence, but in this case

the “the” was merely part of lexical reiteration —“the men...” etc.
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The words that would probably give some ditficulty include:

Chapter 2: Analysis of L1 Texts

“raft”, “mast”, “sail”, “shark”, “thought”, “Pacific”, “Peru”, “Polynesian”, “trunks” and “vines”. All

these words with the exception of “thought” can be demonstrated visually, and therefore be resolved.

In conclusion, it must be said that while this is a poorly constructed text, it is not the most difficult non-

fiction or narrative text, which is the one which follows (“I am a Walrus™). If children are only exposed

to such impoverished texts, they will doubtless have difficulty reading morc complex expository texts.

Yocabulary:

!

about
again
also
America -
and

at

ate

be

big
books
build
but

by
called
came
come
COMpass
could
crew

days

.did

did

done
dream
cach
fast
find
first
food
for
from
get

go
goodbye
got
had
have
he
help
hen

here

his
how
hut

in
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. islands

it
killed
Kontiki
liked
little
long
lots
tnade
make
many
masts
men
move
must
near
need
nine
not
of

on

one

out

Pacific

people
Peru
Polynesian
put
radio
raft
right
said
sail
saw
say
s5ed
see
setting
shark
show
50
s0me
s00n
South
still
strong
sure

tell



™

Chapter 2. -Analysis of L1 Texts

that time use would iy
the to Vines write :
their together wanted "]
them took was ‘

they . tree water 125 Lexemes ]
things trip way

think trunks o went ) l
thought two were }
tied up with

. -
i k—
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2.5 Text Four: I am a Walrus

This section deals with the fourth text — non-fiction and expository.
This book 7 am the Walrus is published by Shortland Publications (New Zealand and Australia).

In the first six' sections we get literal information about the walrus, lavishly illustrated. It is followed by
two stories, The first, an Inuit tale: How the Walrus Learned to Float, and then the poem by Lewis
Carvoll: The Walrus and Carpenter. Neither of the stories was felt to be appropriate — the Inuit tale too

short and the Carroll tale too whimsical.

So, thirty sentences out of this little book contained a great deal of information. There is a general
introduction to the walrus, its fin-feet, its tough skin, and how the walrus can draw its biood into the
internal organs when in very cold water. The tusks are described together with its uscs — defending

itself, and making a hole in the ice. Finally we learn where the walrus lives and where it migrates to.
Given that schools with a reputation for high levels of literacy get children to do mini-projects in
Grades 2 and 3, this book would seem to be a very useful book for Grade 3 children. However, whether

this kind of text can be accessed by L2 learners is an open question for now.

Pictures from the book are to be found on the next three pages.
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This picture book doesn’t have labels as such for the pictures that occur on every page. However, we
learn something more from each picture, Each double spread has a heading. “Welcome, Walrus”, “Tusk
Force” and “Way up North”. The special nature of the back flippers is indicated on Page 4. A walrus

looks almost white after a swim, and an example of one is circled in red. On Page 6 the srnaller nature

" of the female tusks are shown (at least that is mypresupposition), and on Page 7, there is a separate

picture, where a walrus keeper is helping the walrus to keep its tsks clean with the use of a big brush.
(And the vast animal looks quite phlegmatic about it all.) On Page 8, there is a picture of walruses
relaxing on ice floes. Finally, for our extract, there is a map of Alaska and Russia showing where the
walruses migrate: it is most surprising that walruses follow the ice — going north in summer, contrary to
probably most other animals. Apart from that, this is an unusual map — young children may be used to
the continents, but showing where Russia and Alaska nearly touch would not be immediately

recognizable; but of course it is appropriate here.

2.5.2 Cohesion

TEXT

Welcome, Walrus |
Once seen[2a], the walrus[1a] is not easily forgotten[2b]. Indeed thi‘s['l b] long-tusked
blubber covered Arctic mammal[3a][4a] is one of the most amazing animals[3b] in the
world. It[1c] is part of the order of animals{3c] called pinnipeds[5a]{6a], from the
Latin word meaning “fin-footed”[6b]{8a]. Walruses[1d] usetheir[6c][7a] flippered
feet[6¢][7a] for swimming[8a]. But, when on land, they[le} can turn their[1{] hind
flippers[7b] forward[8b] and[1g]¢? move on all four “feet”[8c]. Seals and sea lions are

also pinnipeds[5b].

The walrus[1h] is a large animal[3d]. Adult male walruses[le] can weigh up to 1600

kilograms and grow up to 3,6 mectres long.

The walrus[1i] has a tough skin[9a] that is about fifty times thicker than human
skin[9b]. Walruses[1j] also have a layer of blubber[10a] under their[1k] skin[10b].
This fartty tissuef10c] helps them[11] to float[11a] and keeps them[Ilm][11b]
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- warm[12a] in the cold[12h] Arctic waters. - e =

Like all mammals[4¢], walruses[1p] are warm-blooded[13a]. When a walrus[1n] is in
cold[12b] water{13b], its[io] blood flows away from its[1p] skin to protect the internal
organs from the cold[12¢]. At these times[14a], its[1q] skin looks almost white[16a].
When on land[15b], the walrus[1v] looks rosy pink[14b] in colour because the blood

flows back[14¢] to the skin, where excess heat is released.

Tusk force
An adult male[15a} walrus[1j], or bull, has long ivory tusks[16a][17a]. The
female[15b][16a] walrus[1k], called a cow[16b], has shorter, more curved
tusks[19b][17b]. Walruses[11] use their tusks[17¢] to defend themselves[18b] against
polar bears, Tusks[17d] also help to establish[19a] social order in the group or herd.

Since walruses[1w] have to breathe air, they[1x] have to make sure that they[1y] don’t
get trapped under hard ice when they’re{12z) in the water[20a]. Tusks[laa] (and heads)
come in handy to break holes in the ice[20a][25¢]. Walrases{1bb] also use their[1lcc]
tusks[17] to haul themselves[1dd] out of the water[20b] onto a beach or ice floe

(called an ooglit by the native Inuit people.)

Way up North
Way up north[21a] is where walruses live, in the Arctic seas[21b] and the northern
parts of the Pacific[21c] and Atlantic oceans. There are two types of walrug[1n], the
Pacific walrus[17] and the Atlantic[21d] walrus[1o0], but there are very few
Atlantic[22b] walruses[1p] left in the wild.

The Pacific walruses[1s] migrates[23a] to follow the pack[23b]. As the Bering Sea 1ice
begins to melt in the spring, the walruses[1t] move north towards the Chukchi Sca.
The cows go as far north[23c¢] as Point Barrow and Wrangel Island to have their

babies.

Most of the bulls do not go so far north[23d], and some even stay in the Bering Sea. In
auturnn, the ice starts to move south again[23e]. |
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ANALYSIS

1[a]{b][t] lexical repetition “walrus”. There is a good deal of anaphoric rcference in this, which is
specified here, Walrus — “them”, “it”, “they”, “they’re”, for example,
[b] (c] anaphoric reference “this” “it”
1fc][d] cataphoric reference “it” “walrus™
1fc][e] anaphoric reference “it” “@"
i][j1 lexical reiteration “walrus” “walrus”
1fi][k] anaphoric reference “walrus” “their”
1fi]{1] anaphoric reference “walrus” “them”
4[c][1m] cataphorc reference “them” “mammals”
l{n][o] anaphoric reference “walrus™ “i

1

I—"1r'"'|r'"1r—"l

1ts™

I[n][p] anaphoric reference “walrus™ “its”

1{n][q] anaphoric reference “when” “at these times”
1{w][x] anaphoric reference “walrus” “they”

1[w][y] anaphoric reference “walrus™ “they”

1[w][z] anaphoric reference “walrus” “they’re”
1{bb][cc] anaphoric reference “walrus™ “their”
1[bb][dd] anaphoric reference “walrus” “themselves”
2[a] lexical cohesion “once seen” “not easily forgotten™
3[alfb][¢] lexical reiteration “marmmals”

4(aifbl[c][d] lexical reiteration “animals”

5[a][b] lexical reiteration “pinnipeds”

6[a] [bl[c] lexical cohesion “pinnipeds” “fin-footed” “fin-footed™
7[a][b] lexical cohesion “feet” “flippers”

8[a][b] lexical cohesion “swimming” “forward™ “move”

9[a][b] lexical cohesion “tough skin” “human skin”™

10[a][b)[¢] anaphoric reference “layer of blubber” “their” “this”
11fa][b][c] anaphoric reference “fatty tissue™ “them” “them”
12f{a][b]fc] lexical cohesion “warm” “cold™ “Arctic waters”
13[a][b] lexical cohesion “warm-blooded” “its blood™
14[a]fb] lexical cohesion and anaphoric reference “in the cold water
15[a]fb] lexical cohesion “water™ “land™
16[a]fbllc] lexical cohesion “white” “rosy pink” “blood flows back™
17]a][b]lexical cohesion and reiteration “long ivory tusks™ “shorter more curved tusks”
18[a){b][c][d]anaphoric reference “walruses” “themselves™ “they” “they’re”
19[a)[b] lexical cohesion “establish social order” “in charge”
20[a)[b] lexical cohesion “break holes in the ice” “haul themselves out of the water”
21[a][b][c][d] lexical cohesion “way up north” “Arctic seas” “notthern parts of the Pacific and Atlantic
oceans” “Atlantic {walrus}”
22[a][b] lexical reiteration “Atlantic walrus™ Atlantic walruses”
23[a][b][c][d][e] lexical cohesion “migrates” “follow the pack ice” “the cows go as far north...” “do not
g0 80 far north” “starts to move south again.”
Collocation: “mammal”  “animal”

“swimming” “land”

L1

at these times”

“W&l’m” “COId"
“cold water™  “land”
“male” “femnale®
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“ice” “water”

“ice™ “melts”
“cows” “bulls"
“cows"” “young ones”,

LERR L ¥ R

at these times” “since™ “also” “as”.

LA N1

Conjunctions: “once seen” “but” “and” “when” “where

This text is highly cohesive:

Anaphoric Lexical cohesion Lexical reiteration Collocation
Reference
19 13 11 9

The reiteration is mainly the word “walrus” and the anaphoric reference is mainly back to the word
“walrus”. This means that there is not an excessive use of the noun, The cohesion will help to construct

the situation for the reader.

2.5.3 Syntax

The total scheme of the syntax used is reproduced for all the texts, so that this text may be compared

with the other texts’ structures.

2.5.3.1 Summary of syntactic structures

Language Texts Text 1 Text22 Text 3 Text 4
Narrative Narrative Non-fietion Expository
(Riff Raff) {Gelert) {Kontiki) (Walrus)

1. All types of verb groups exccpt g y y

for complex verb groups

2, Commands, statements and v )

denials

3. Wh- questions with words like P

who, how and how much

4, how many

5. what

6, Wh- in subordinate ¢lause v v

7. Yes/No questions, Including v
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auxiliary and modal fronting

8. Tenses: present, past, present

continuous, present perfect

9, Tense: past perfect

10, Relative clause with the relative

prenoun whe

11, that as relative clause marker

12, Co-ordinating sentences with

and and or

13. Co-odinating phrases with and

{not hut or or)

14, ar

15, Passtve construction

16. Modal can

17. Madal could

18. Modal must

19. Madal may

20. Modal must have (conel,)

NEENERNEEN

21. Nonfinite verb group
complement (1} e.g. The best thing
to do would be (for you) to tell him

22. Non-firite verb group
complement (I} Al [ did was hit
him on the head

23. Non-finite post modifier of NP
(PP)

24, Phrasal NP postmodifier

25. Phrasal NP premodifier

26.Finitc adverbial with hefore,
then, because, seon, now, and

because, so as and until

27, whenhow

28. Comparative clauses as big

as/as_fast as

29, Subordinating conjunctions

before, then

30, because, where, when, if

31. when, what, who, about what
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32, then v
33 v
34, Wh- in subordinate clauses v v v
35, Discourse markers (COMP) v v y
now, then
36. Past perfect tense v
37. that as clause marker v v v
38, Ellipsis /substitution v v v
39. Lists
40. Multipie embedding v v v
41. Adverbial phrages (PP): Purposc v v
'42: Time v v v
43: Place v v v
44. Manner v v
45, Present participle v
46, Past participle v v
47, Asyndctic co-ordination v
43. Possessive v v v
49, Demonstrative ¥ ¥
30, Existential there ¥ + v
51. And as scntenee initial v
52. NP in apposition v
53, Transposed clause/phrase v
54. Conjunctions
when, as now, before, at
ahout how,
500N a5, once, and,
cven, then, suddenly, and firt, then,
50 that, so
if, too, as there
TOTAL 30 32 20
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Chapter 2: Analysis of L1 texts

2.5.3.2 Tree diagram
When a walrus is in cold water, its blood flows away from its skin to protect its internal organs Jrom the

cold.

8
I-‘-““""--S]_ -
COMP
!
When NP P
/NQ varp PP
B T DpTr P\i\m{ S\
a walrus  fs  in dj N NP V{P\
cold water NOM vgrp PP
\ phrasal [\
\ LT
. poss N V  partic P oM 53
g .
| 3
its blood flows away  from POSS
P Y ‘
I [-tense]
[=finite] N its  skin
@ partic YV
NOM
] ..—""f\hh‘"“"n-.\ =
to protect DET ADI N \
| P NQM
its internal organs
ART N
from | !
the cold
2.5.4 Vocabulary
a against also animalg
about air amazing Arctic
adult all an are
again almost and as
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at

Atlantic

autumn

away
babies
back
Barrow
beach
bears
because
begins
Bering
blood
blubber
break
breathe
bull

but

by
called
can
Chukchi
cold
colour
come
covered
oW
curved
defend
do
easily
establish

even

excess
far

fatty
feet
female
few
fifty
fin-footed
flippered
float
floe
flows
follow
for
forgotten
forward
four
from
get

go
group
grow
handy
hard
has
haul
have
heads
heat
help
herd
here

hind
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holes
human
ice

in

indeed
internal

Inuit

is

island

it

ivory
keeps
kilograms
land
large
Latin
layer

left

like
lions
live

long
long-tusked
looks
make
male
mammals
meaning
melt
metres
migrates
more

most
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move
native
North
not
oceans
of
on
once
onto
ooglit
or
prder
organs
out
Pacific
pack
parts
people
pink
pinnipeds
point
polar
protect
released
rosy
sea
seals
$€a8
secn
shorter
since
skin
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Chapter 2: Analysis of L1 texts

social themselves tusks weight
some there two when
south these types where
spring they under white
starts they’re up wild
stay thicker use word
sure this their world
swimming times Very Wrangel
tusks tissue walk

than to walrus 36

that tough warm 1,600
the towards warm-blooded 210 Lexemes
their rapped water

them turn way

The walrus is the longest excerpt to be selected. There were 419 words in total, giving 13,8 words per
sentence, What is striking though is that it has by far the largest number of lexemes at 210, This reveals
the fact that it covers the greatest number of different topics or ideas. Ihave identified 14 words that
may give the children difficulty, and not all are readily explainable:

“édult”, “almost”, “blubber”, “excess™, “fin-footed”, “floe”, “*handy”, “haul”, “layer”, “released”,

L I T+

“rosy”, “tissue”, “tough”, “warm-blooded”, “weight”.
It remains to be seen whether L1 children can work the meanings of these words.

2.5.5 Conclusion

This little book is a fine sowrce of expository text for young learners. It is not possible to make any
direct comparison with the narrative lexts except 10 say that it deals with more difficult concepts. Its
grammar, on the other hand, was not particularly difficult in relation to the other texts, and there is

excellent pictorial support. Hence a balance may have been achieved to support the young reader.
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CHAPTER 3: SECOND LANGUAGE SCHEMES
3.1 L2 Scheme One

3.1.1 Introduction

This analysis of three L2 or FAL (First Additional language) schemes follows the
theoretical model (see Chapter 1) that was developed for this research. Tt is a linguistic
model; the actual use of the schemes by teachers and learners in classrooms forms a
different part of a larger project. This chapter relates to materials from three differcnt
schemes for children who are not English-speaking, but who will be leaming through

the medium of English, probably from Grade 4 onwards,"

This section is about the first of the three schemes analysed. The procedure for the

analysis of all three schemes is as follows:

a. A scanned page or two forms a focus point for the reader. Linguistic

analyses are difficult and boring to read without a context.

b. Then there is a short statement about the coherence in the material as a
whole.
c. A cohesion analysis of 30 sentences follows. Tt shows the text as well as

the analysis. There is no claim that this cohesion analysis is exhaustive;
and a slightly simplified analysis is offered.

d. Then a trec diagram of one of the sentences is presented. This is gencrally
a sentence that shows some interesting aspect of the sentences analysed.

€. At the end of all three analyses, a summary is given of the syntactic
structures that were uscd in the extracts, This summary is largely derived
from the findings of Van Rooyen in 1990, although extra items have been
added. |

f Last, a list of the vocabulary structures in the 30-sentence selection is
presented. This cannot be taken as evidence that one scheme has more

vocabulary than apother. For example, in the third scheme, I inadvertently

L The procedure for analysis is repeated for each scheme for casy reference by the reader.
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Chapter 3: L2 Schemes

chose a story that had the underlying structure of a Mathematics word
problem, and so the vocabulary was restricted to one focus: finding sheep.
g. Another major difference from earlier research (1985-1990) is that there is
now a great deal more reading for the children to do. All the schemes have
readers, not always at the same level as the language books. In fact I chose
to analyse extracts from the readers, because they were the most cohesive
and coherent, and not stilted in the pursuit of teaching specific structures.
h. As an Appendix, a Grade 2 text i presented which has formed the basis of
two previous pieces of research, and therefore may be of interest when
comparing what the children were capable of 10 and 20 years ago, and

what they might be able to do in 2007.

3.1.2 Coherence

The extracts from this first L2 language scheme that we are discussing, come from
the Grade 3 Reader on Animal Shelters, and the corresponding pages from the

Learner's Book.

Essentially, the first selection is: How do birds know where to go? There are four
pictures of different groups of birds that are not labelled or named. Nevertheless
they were sympathetically drawn. The first 1s storks of some kind, 1n a winterish
environment, with a bare tree and snow on a mountain. In the sccond selection,
there seemed to be swifts of some type, flying over wooded territory by day.
These also seemed authentic, The third illustration showed birds flying very close
to the sea by night. It seems highly unlikely that birds that are not gulls (who do
not migrate) fly so close to the sea. In the fourth picture, there are birds perched
on a bare tree in a barren landscape. Presumably these birds are having a rest. Tt’s

important to note that the pictures only have a tangential relation to the text.

The section ends with what might be regarded as gratmtous: “What do you think?
Do you know how birds know where to go?” Sourcing “migration” on the Web, it
seems that scientists are themselves not clear, but magnetic currents seem to have

something to do with it. The idea birds talking to each other is quite outside the
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bounds of possibility, especially when we know that birds’ song is hard-wired,

and has no qualities of a natural langnage.

While this is an interesting passage, it should be noted that the whole passage 18
about migration, and the closest the text gets to talk about shelters is to talk about
warm places, Actally, shelters such as nests cannot be fitted into these four
pictures, Such discrepancies occur throughout the L2 courses, where generic titles
of modules or chapters are often disregarded in a cavalier fashion. This suggests
that authors (all the books are written by teams) have probably not brainstormed

what should come under the generic titles.

In the Leamer’s Book, there is also a two-page section on Animals* Shelter: Hot,
cold or ‘windy places, Here the children are invited to read about where camels and
bears live, and discuss this in small groups. “What is the same? What 1s
different?” The pictures arc not labelled. In fact camels have no shelters at all, and
have to rely on their adaptations to the desert for their survival. Nevertheless the
text is coherent, going through the adaptations one by one. (They did not,
however, explain how crabby camels are with people, and how wayward they

might be; this could be seen as counter-adaptive.)
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' How do birds know where to go?

. Every year when winter comes, birds fly for many days o find warm
places where thera |5 enough food and water, They know when wintar |s
coming because they con feel thot i is getting cold,

~ .

But how do birds know where o go to find a warm place? They don’t
hava books with maps to show them where to go.
MNobody really knows how birds know where to go. Some people think

. ; that they lock down on-the land when they are flying ond follow the
} : i - ST . ‘ rivers and mountains. ‘
o _

5 !

— i

il g G i -
© Othar people think that birds talk to each other when they sing. They
- . p— ; — think that this is how thay tell each other storles about thelr long, long
i Some people think that birds can follaw tﬁe-sun clm'.li the mc;o:hun:ln the | Jjournsys to far-away lands where there is enough food and water,”
stars o find where thm_.:; must go. They think that birds read the stars, t What do you think? Do you know how birds knaw where to go?
the moon and the sun like we read maps.

&7
s

o —

=

——
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" Animals’ shelters E

Hot, cold or windy places | 8

A Read about the places where camels and bears live and
talk about them in small groups. What is the same? What
is different? l

Camels live in places where it is very hot and very dry. '}
“We call these places deserts. There is a lot of dry sand,
very few plants and little or no rain in a desert.

Camels do not have shelters. When they need to rest
or sleep, they fold their legs and lie down on the sand.

Camels can walk in the hot, dry desert for days without 1
drinking any water. When they get to water, they drink a

lot of it at a time. A camel can drink forty litres of water |
at a time. That is like drinking forty bottles of milk! |
Camels have long" eyelashes that protect their eyes )
from the sand when the wind blows. They have thick ]
fur, because at night it is very cold in the desert. !
| i

N
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- - N .
by N A Sl e e P .

Some bears live in places where it is hot in summer and very
cold in winter. In winter the ground is covered with snow and
ice and it is difficuit to find food. The bears go to sleep in dens
during the winter. "We say they hibernate. "When spring comes
and it gets warm, the bears wake up and Jook for food.

Baby bears are called cubs and they are born in the den.

B "Write a short description of each home. Use the words in the
word box if you need to.

hot cold windy sheltered dark
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In the final picture above, we see a cutaway picture of a bear with its cubs in a den.
This convention is probably not something the children have seen before. This extract
provides a useful contrast to that about camels, because the bear uses the environment
to cope with intense cold. During this hibernation time, they lose 50% of their bodily
weight, and this is one reason why a Panda Bear cannot hibernate, because a diet of
bamboo shoots doesn’t allow it to build up enough body fat to hibernate. There s an
interesting inference to be made: we generally assume that bears sleep the wmter
through; however, if they bring forth cubs, they must be awake to do so, and to suckle
their cubs. This, however, is something that is not mentioned here. Once again there
are no titles to the illustrations, but the pictures of camels and bears are self-

explanatory.

3.1.3 Cohesion

TEXT 1

Animal shelters
How do birds know where to go? [3a]
" How do birds[1a] know where to go[5b]? Every year when winter[2a]

comes, birds[1b] fly for many days to find warm places[Bla] where there

is enough food and water[10a)]. They[1c] know when winter[2b] is
coming because they[1d] can feel that it is getting cold[2c]. But how do
birds[1e] know where to go[4a] to find a warm place[3b]? They[1f]
don’t have books with maps[8a] to show them[1f] where to go[5b],
Nobody[6a] really knows how birds know where to go[5¢]. Some
people[6a] think that they[1g] look down on the land when they[1h] are
flying and follow the rivers and mountains. Some people[6b] think that
birds[1i] can follow the sun and the moon and the stars[9a] to find
where they must go. They[6¢] think that birds| 1j] read the stars, the
moon and the sun[9a] like we rcad maps[7a]. Other people[6d] think
that birds[1j][9a] talk to each other when they sing[8a]. They think[6e]
that this is how[8b] they[9b] tell each other[9¢] stories about their[3d]

long, long journeys to far-away lands where there is enough food and
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water[ 10b]. ‘What do you[11a] think? Do you[l1lb] know how birds

ANALYSIS 1

1. [a][b][c][d}[e] lexical reiteration “birds”

1. [b][c][e][f] anaphoric reference “birds” “they” . _

2[a][b][¢] lexical reiteration and cohesion “winter” “getting cold”

3[a}[b] lexical reiteration “warm places”

4[a][b][c] lexical reiteration “where 6 go”

5[a][b] Jexical reiteration “how do birds know where to go?”

6[a][b] lexical reiteration “Some people” (these don’t have the same referent)
6[b][c} anaphoric reference “Some people” “they”

6[b]{d] lexical cohesion “some people”™ “other people™

6fd][e] lexical cohesion “other people” “they think™

- 7[a][b] lexical cobesion “follow the sun etc.” “like we read maps”

8[a][b] lexical cohesion “talk to cach other” “how they tell”
9[a][b][¢] lexical reiteration “talk to each other when they sing™ “this is how they tell
each other”
9[a][b][c] anaphoric reference “birds” “they” “their”
10[a][b] lcxical reiteration “enough food and water™
11]a]b] exophoric reference “you think™ “you know™
Collocation:  “birds” “fly”
“food” “water”
“winter” “cold”
“the sun, the moon and the stars”.

TEXT?
Animal shelters

Hot, cold or windy places
Camels[5a] live in places[1a] where it is very hot[2a] and very dry[2b].
We call these places[1b] deserts[2¢]. There is a lot of dry sand[2d],
very few plants and little or no rain[2e] in a desert[2d]. Camels[5b] do
not have shelters. When they[5¢] need to rest or sleep[7a], they[3d] fold
their legs[7b] and[5@¢] lie down on the sand[7c]. Camels[5f] can walk
in the hot, dry deserts[2¢] for days without drinking water[3a]. When
they[5g] get to water[3b], they[5h] drink[3c] a lot of it[3d] at a
timef4a]. A camel[5i] can drink[3d] forty litres of water[10] at a
time[4b]. That[@] is like drinking forty bottles of milk{4c]. Camels[5j]
have long eyelashes that protect their eyes from the sand[7d] when the
wind blows. They[5k] have thick fur, becausc at night it 1s very cold in
the desert[2f].

114



Chapter 3: L2 Schemes

ANALYSIS 2

1[a][b]lexical reiteration “thesec places”
2[a][b][c][d][e][f] lexical cohesion “hot” “dry “deserts” “sand” “litile or no rain” “in
the desert” .
3[a][b][c][d] lexical cohesion “water” “drinking water” “drinking” “drink a lot of it”
4[a][b] lexical reiteration “at a time” “at a time™
5[a)[bl[c]lid][e][f)(el[hI[i][i][k] lexical reiteration “camel”
5[f][g](h] anaphoric reference “camels” “they”
6{a][bllexical comparative (cohesion) forty litres of water” “forty bottles of milk”
Collocation: “hot” “dry” '

“deserts” “dry sand”

“camnels” “drinking water”.

TEXT 3
Animal shelters

Hot, cold or windy places

Some bears[la] live in places where it is hot in summer[2a] and very
cold in winter[2b]. In winter[2¢] the ground is covered with snow and
ice[2d] and it is difficult to find food. The bears[1b] go to sleep[3a] in
dens[5a] in the winter[2e]. We say they hibernate[3b]. When spring[4a]
comes and it gets warm[4b], the bears[1c] wake up[3c] and[3d@] look
for food. Baby bears[6a] é:re called cubs[6b] and they arc born in the
den{5b]. '

ANALYSIS 3

1[a][b][c] lexical reiteration/anaphora “bears” “the bears”
1[b]7[a] lexical cohesion “bears” “baby bears™
2[a][b] lexical cohesion “hot in summer” “very cold in winter”
3{a][b][c] lexical cohesion “go to sleep” “hibernate” “wake up”
3[c][d] ellipsis “bears™ “@”
4{a]{b] lexical cohesion “spring comes™ “it gets warm”
5[a][b] lexical reiteration “dens”
6[a][b] lexical cohesion “baby bears™ “cubs”
7[a][b] anaphoric reference “cubs” “they”
Collocation:  “hot” “summer”
“very cold” “winter”
“go to sleep” “hibernate”
“gpring” “gets warm”.
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Here is a summary of the cohesive devices used in the texts;

Chapter 3: L2 Schemes

Anaphoric

Lexical

Lexical Collocation Exophoric Ellipsis
Reference Cohesion Reiteration Reference
9 21 28 43 1 3

3.1.3.1 Commentary on cohesion

1. Birds

This text is moderately cohesive, with a range of devices including lexical reiteration,

anaphoric reference, lexical cohesion and exophoric reference.

2. Camels and Bears
The section on camels is reasonably cohesive, but with an excessive use of lexical

reiteration: “camels”, The section on bears is characterized by reiteration and lexical

cohesion. There 15 no anaphoric reference.

It is probably safe to assume that the authors on Birds versus Camels and Bears are
different, but the extended text on bird migration lends itself to a range of cohesive
devices. It is significant that there is relatively little anaphoric reference — reference is
constructed by reiteration instead, which is not 'a felicitous device, especially when the
referent is very clear, including here, a picture. The writer was over-aware of writing

for a Language book.
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3.1.4 Syntax

There is a summary of the syntactic structures at the end of the L2 section. However, a
few remarks are appropriate here. Cohesion is different for Readers and Leamer’s Books

(look at this paragraph from a Reader):

“Every year when winter comes, birds fly for many days to find warm places where there

is enough food and water.” [21 words]

Now compare this sentence with four sentences from the Learner’s Book for reinforcing

the learning of he, his, she, ot her.

“Mr Jonas lived next door. He smelt something burning. He ran out of the house. He

called the neighbours. They soon put out the fire.” [26 words]
This stilted syntax could easily have been made more cohesive, for example:

“Mrs Masemola lived in a small house in which she cooked her supper on her stove every

night. One night she put a pot on her stove to cook her supper. But that night she was not

careful and knocked over her stove and so her house started to burn, Mr Jonas, who lived

next door, thought that he smelt something burning so he ran outside and called the

neighbours, who helped to soon put the fire out.” [65 words]
The numnber of sentences has been reduced in this way.

Note, however, that the children may not yet know these cohesive elements, and so
foregrounding pronouns may be made more difficult. Equally though, the stilted
sentences do not test what they purports to test — only “he” and “they” are used in this

exercise.

[n this scheme there are eleven pieces of extended text in the Leamner’s Book, and

fourteen in the Reader. Also in the Reader there are a number of poems that are
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lighthearted and suit the children. There are 390 words in the analysed text, meaning that

the average length of the sentences is 13 words.

3.1.4.1 Summary of syntactic structures

The foﬂowing are the language structures found in the three L2 schemes. As can be seen,
they are very simple, and following this summary, we may compare these with structures
found in the L1 selections. Note: because the sampling was so small, some structures will
have inevitably slipped through the net of the analysis. Nevertheless, there are more

structures here than there were in Van Rooyen’s (1990) é.nalysis of Grades 2-4 materials.

L2 Language Schemes Scheme 1 Scheme 2 Scheme 3
1. All types of verb groups except for complex verb groups A v v
2. Commuands, statements and denials : v v
3, Wh- questions with words like who, how and how much v v
4, how many v
5. i;ukm‘ . o

6. Wh- in subordinate clause v
5. Yes/No questions, including auxiliary and modal fronting v v
6. Tenscs: present, past, present continuous, present perfect v
7. Tense: past perfect v
8. Relative clause with the relative pronoun who v v .
9. that as relative clanse marker v

10. Co-ordinating sentences with and and or e v
'11. Co-odinating phrases with and (not but or or) v v
12, or

13. Passive construction v
14. Madal can ¥ v
15, Modal could . i v v
16. Modal must ; v
17. Modal may

18. Demonstrative ‘

19. Non-finite verb group complement Type (1): The best ¢ A v P
thing to do would be (for you) to tell everyone.

20, Non-finite verb group complement Type (1I): 411 ] did b :L&
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L2 Language Schemes

Scheme 3

Scheme 2

Scheme 3

was (to) hit kim

21, Non-finite post modifier of NP (PP)

22, Phrasal NP postmedifier

23. Phrasal NP premodifier

24, Finite verb group complement

25, Finite adverbial with before, then

26. when

27. Comparative clauses as big as/as fast as

29. Subordinating conjunctions before, then

30. because, where, when

31, when

32. then

33, Discourse markers (COMP} now, then

NIRNIEN NN

34, Past perfect tense

35, that as relative clause marker

36. Ellipsis/zubstitution

37. Lists

38. Multiple embedding

ANERN BENEEN

39, Adverbial phrases (PP); Purpose

40: Time

< & & =

41: Place

42: Manner

43, Present participle

44 . Past participle

45, Asyndetic co-ordination

S EENERNEEN BEN

46, Possessive

47, Existential there/it

4%, Conjunctions

when,

behind

maybe,

when, then

TOTAL STRUCTURES

30

29
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3.1.5 Vocabulary

At this point some comments on vocabulary may be helpful. In the selection made for’
this scheme there are 137 lexemes (words that have the same basic meaning are excluded,
for example, “walk™; “walking” is excluded). It was mentioned above that there were 390

waords altogether, making the average length of sentences quite long.

This large range of words is a result of the topics that were chosen, which give a great
deal of information. The list of words is not, however, very difficult, and as has been
noted, there are very few cohesive elements. T would surmise that the following words
would need specific decisions: “covered”, “difficulty”, “far-away”, “journeys”,

“nobody”, “other”, “without”.
After vocabulary list below (after the tree diagram), the Academic Language Functions

arc presented with the analysis of the three schemes; the first scheme, with which we are

presently concerned, is highlighted.
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Vocabulary
a

about
and

are

at

haby
bears
because
birds
blows
books
bottles
but

call
camel
can

cold
coming
covered
cubs
days
den
desert
difficult
do
don’t
down
drinking
dry

each
enough
every
eyelashes
eyes
far-away
feel

few

find

fly

fold
follow
food

for

forty
from

fur

get

2o
ground
have
here
hibernate
hot

how

Le,

journeys
knows
lands
iegs

like
litres
little
live
iook

lot
many
maps
milk
moon
mountains
must

need

“night

no
nobody
not

of

on

or
other
people
places
plants

protect
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rain
read
really
rest
rivers
sand
say
shelters
show
sing
sleep
SNOW
some
spring
stars
stories
summer
sun
alk
tell
that
the
their
there
these
they
thick
think
this

Chapter-3: L2 Schemes

lime
fo

up
very
wake
walk
warm
water
we
what
when
where
wind
winter
with
without
year

you
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3.1.7 Academic Language Functions

Studentuses | o o oM
! language to: p RNCS IRNCS| : :
i jscheme scheme :scheme

i T

Language

1. Following

Read instructions

E interp reting
|

. . to make or do information while v 48 P48
instructions . k o . ;
something | reading instructions '
2. Observing | Notice things that |Using senses as hand v 13 ] 12
and comparing | seem pertinent ! ot waich something
| Work in planned
way to collect .
Explorc the information. Use f
3. Seek environment or who, what, when, v 6 : 10
information acquire where, and how; to
information collect information
in increasing
competency
Use measuring Usc instruments 1o
4. Measuring | instruments and answer questions _ 6 10
| and catimating make a good that require acourate -
gUess information
Write down, make I
notes, trace and
5. Recording |Measure carefully | sketch picturcs, v 1 0
complete diagrams,
fill in data in tables
Separation of | Tell parts or features
6. Analyse whole into parts of objeet or idea Y 3 7
Indicate similarities
and difference in
Analyse . important parts or
s T zatures of objects or |
similarities and . . :
7. Compare diff . ideas, outlinc/ - 3 2
ITTETENCES 1N .
obyjects or ideas dla.gmm/we'b'
Indicate how A
contrasts/compares
with B ;
Show how A is an
example of B, how
Sort objectsor | Aisrelated to B, or
8. Classify ideas into groups how A and B go - 5 4
and give reasons | together but not C i
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Scheme 1 is well-represented in terms of Academic Language Functions. Hypotheses are
not observed, perhaps because the criterion is set for a higher level rather than children

simply explaining what they think.
3.1.8 Conclusion

This scheme is excellent in many ways. There are a variety of exercises of how to make
things; there are exercises to teach vocabulary and grammar; there is a large variety of
topics. One reason why this is such a good scheme might be that one of the authors for
this scheme was taught — with a mentor — to wrile as for Scheme Three. This excellent
training shows in this first scheme. Shortcomings might be the great variety of topics

dealt with, and the fact that structures are not introduced in any way.
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3.2 1.2 Scheme Two

3.2.1 Introduction

In this chapter, the analysis of three L2 or FAL (First Additional language) schemes
follows the theoretical model (sce Chapter 1) that was developed for this research. It is a
linguistic model. This section of the chapter relates to materials from the second of three

schemes for L2 children who are learning through the medium of English.

The procedure for the analysis of all three schemes is as follows:

a. A scanned page or two forms a focus point for the reader. ngulstu: analyses are
difficult and boring to read without a context.

b. Then there is a short statement about the coherence of the course as a whole.

c. A cohesion analysis of 30 sentences follows. Tt shows the text as wel] as the

analysis. There is no claim that this cohesive analysis is exhaustive, and a slightly
simplified analysis is offered.

d. A tree diagram of one of the sentences is presented. This is generally a sentence
that shows some interesting aspect of the sentences.
€. Next, a list of the vocabulary in the 30-sentence selection is presented. This

cannot be taken as evidence that one scheme has more vocabulary than another.

. For example, in the third scheme, | inadvertently chose a story that had the
underlying structure of a Mathematics word problem, and so the vocabulary is
restricted to one focus: finding sheep.

. At the end of the threc analyses, a summary is given of the syntactic structures
that were used in the extracts, This summary is largely derived from the findings
of Van Rooyen in 1990, although a number of items were added.

Four scanned pictures are to be found on the next two pages.
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Janey ran home as fast as she could.
When she got to First Street, she stopped.
“I'll cross the road here,” she thought.
she started walking, then stopped. She
wasin't allowed to cross the road
anywhere except at a robot or a
pedesirian crossing. Her mother was

-very strict about this. Janey thought

about it for a while. There wasn't much
traffic on the road and she was very late.

I
1!

NN
T ey

She made up her mind and decided to
cross the road where she was. She took
a deep breath ... and ran! There was a
loud screech of brakes and the sound
of a hooter. Janey stopped running,
closed her eyes and put hej hands over
her ears.
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Chapter 3: L2 Schemes

3.2.2 Coherence

This scheme does not have the same range of activities as the first scheme, being
organised around the “Sithole F amily”, They are involved in many of the activities of the
book, and there is a sweet story that runs through to the end of the book, where Siswe,
who had been complaining biﬁerly about his scratchy jersey, that had come to grief, has a
new and soft jersey knitted for him by his aunt. As in common with the other I earner’s
Books, there are no headings or labels for any of the pictures, although there is a heading
at the top of each pagc

This scheme has explicit phonics in the learner book, e.g. (p.17): “road”, “boat”, etc.;
“saw”, “paw”; “sound” and “ground”. One would have expected that such vowel sounds
would have been dealt with before Grade 3, Also, prepositions such as *“in”, “on” and

“under” are taught, and uniess this is revision, this also seems to be too simple.

As with Scheme One, there are plan views, preceding the reading of plan view maps,

with a story woven into three pages of this, and two more plan views later.

There are sixteen written stories and seven cartoon stories, One might quite easily
conclude that there are fewer CALP? exercises in this course than in Scheme One. Thc
texts in one of the Readers include five running stories, a description of a process, two
written letters, and a cartoon story. If the children are able to read all that is offered, there

may be a trade off against the more orthodox learning tasks,

The Scheme Two also has a workbook, where most of the cxerc:scs are quile low level
for learners to do autonomously, except for a map and a drawing exercise, There are also

reading cards with questions on them, but they tend to be easier than the course itself.

? Cognitive Academic Language Proficiency
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3.2.3 Cohesion C=n

As before, the cohesion is based on a story. Here we only have one story, where Janey
decides to run across the road and_causes an accident. The drivers shout at each other
while she is obviously (very) mortified. A policeman arrives and the drivers shout at each

other again.

TEXT

Janey[1a][6a] ran home as fast as she[1b] could[&]. When she[lc] got to
First street[2a], she[1d] stopped. I'll cross the road[2b][3a] here,” she[le]
thought. She[1f] started walking[4a] then stopped[4b]. She[1g] wasn’t
allowed to cross the road[3b] anywhere except at a robot[5a] or a
pedestrian[5b] crossing. Her[1h] mother was very strict about this[(].
Janey[6b] thought about it[5¢] for a while. There wasn’t much traffic[5¢]
on the road[5d] and she[1i] was very late. Shef1j][6c] made up her{6b]
mind and{@] decided to cross the road[5e] where she[1k] was. She[ll]
took a deep breath[7a] and ran[7b]. There was a loud screech of
brakes[8a] and the sound of a hooter[8b]. Janey[6d] stopped runningf7c],
closed her[6e] eyes, and put her[6f] hands over her[6g] cars. CRASH!
She[1m] opened her[1n] ecyes. Oh no! There was a big green car{9a] in the
middle of the road[5f]. Behind the green c?r[ﬁ)b] was a smaller, red

car[10a]. The red car[10b] had crashed into the back of the green car[9c].
The driver[11a] of the red car[10b] got out of his car. “What do you[l12a]
think you are doing?”, he[11b] shouted[14a]. “You[l2Zb] can’t just stop
like that in the middle of the road[5g]. Look at my car[13a]. It’s[13b]
ruined. You[12¢] fool!” “I[15a] stopped because this child[1m] ran in
front of me”, shouted[14b] the driver of the green car[9d]. I[15b] had to
stop”. You shouldn’t have been driving so fast.” “Tt’s your[11b] fault.”
Janey[16h] stood still, looking at the two cars[13¢] in front of her. A
police car[16a] arrived. “What’s happened?” asked the police officer[16b].
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The man{17a] in the red car[10¢] started shouting[14b][15a). The
manf17b] in the green car[9¢] shouted[14d] louder. .

ANALYSIS

1{a)(b](c][d) el ()] h][ 1] 1K [m][n] anaphoric reference

1{b]@ ellipsis “ran home as fast as she could...” [run]

1[j][k] @ anaphoric reference “she” “het” cllipsis “she™

2[a][b]} lexical cohesion

3[a][b] lexical cohesion “here™ “road”

4[a][b] lexical cohesion “started walking then stopped”

5[a][b] @ [c)[d][e][flig] lexical cohesion “robot” “pedestrian crossing” ellipsis “mother
was strict about this” “thought about it” “cross the road™ “in the middle of the road™
“middle of the road”

6[a][b][c]fd][6] lexical rciteration “Janey™

6[d][e](fl[g] anaphoric reference Jancy, “she”, “her”

- 7la][b][c] lexical cohesion “deep breath” “ran” “running” “stopped running”

8[a][b] lexical cohesion “screech of brakes” “sound of a hooter”

9|'a|[b][c] lexical reiteration/cohesion “big green car”, “green car”

10[al{bl{c] lexical reiteration/cohesion “smaller, red car™ “red car’” “in the red car”
11(a][b] anaphoric reference “the driver” “he™ “your”

12[a][b] lexical reiteration “you”

13[a][b] anaphoric reference “my car” “its”.

13[a][b] lexical reference “car” “two cars”

14[a][b] lexical reitcration “shouted”

14[c][d] lexical cohesion “started shouting” “shouted louder”

[ 5fa][b] lexical reiteration “T”

16[a}[b] lexical cohesion “police car” “police officer”

17[a][17b] lexical reiteration “the man™.

There are 23 instances of anaphoric reference, one of eflipsis, six instances of lexical
cohesion and four of lexical reiteration. Given that this is a contained story (as opposed to
the informational text in Scheme One), this seems to be a rcasonable spread of types of
cohesion,

3.2.4 Syntax

After the sub-section on syntactical structures, an example of a tree diagram of one of the
sentences appears. These are the kinds of construction which appears in the extract.

and joining clauses past + progressive
as fast as (comparative) past perfect tense
because + subordinate clause there (existential)
behind conjunction- verb + non-finite verb complement
ellipsis when, what
imperative
131

—



Chapter 3: L2 Schemes

3.2.4.1 Summary of syntactic structures

The following are the structures found in the three L2 schemes. As can be seen, they are
very simple, and following this summary, we can compare these with structures found in
the L1 selections. Note: because the sampling was so small, some structures will have
inevitably slipped through the net of the analysis. Nevertheless, there are more structures
here than there were in Van Rooyen’s (1990) analysis of Grades 2-4 analysis.

e

Language Schemes Scheme Scheme

1. All types of verb groups except for complex verb groups v

2. Commands, statements and denials

3. Wh- questions with words like whe, how and how much v

SN ENEN EN P

3a. how many

b, whar

3z Wh- in subordinate clause

4. Yes/No questions, including auxiliary and modal fronting

SSENEN

5, Tenses: present, past, present continuous , present perfect

5a. Tense: past perfect

SSENENENEN

6. Relative clause with the relative pronoun who

6a. that as relalive clause marker

7. Co-ordinating sentences with and and or

Y N

§. Co-ordinating phrases with and (not but or ar)

SNANANENEN

8a. ar

9, Passive construction

<

10. Modal can

10a. Modal could

10b, Modal must

10¢. Modal may

11. Demonstrative

12, Non-finite verb group complement, e.g. He will help you to bring v
them back

Y

14. Non-finite post modifier of NP (PP)

14a. Phrasal NP postmodificr

14b. Phrasal NP premodifler

15. Finite verb group complement

15a. Nonfinite complement of verb group

16. Non-finite verb group complement, e.g. [ amm going to eat.

17. Finite adverbial with before, then

17a. when

19. Comparative clauses as big as/as fast as

20, Subordinating conjunctions before, then

20a, because, where, when

AN ENENENEN ENENEN AN

20b. when

20¢, then

Y

21, Discourse markers (COMP) now, then

22, Past perfect tense

23, that as relative clausc marker

<<

24. Ellipsis/substitution

25 Lists

26. Multiple embedding v

27, Adverbizl phrascs (PP): Purpose

274 Time J
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27hb: Place v ¥
270, Manner v

28. Present participle

29, Past participle , v

30. Asyndetic co-ordination ‘

31, Pogsessive ; v
32. Demonstrative i s

33, Existential there ‘ v i

These seem to be appropriate to the stoty, but are much more wide-ranging than in the
Learner’s Book.

3.1.5 Vocabulary

A vocabulary list follows after the tree diagram, There are 125 lexemes in this story,
which seems adequate since the story line is quite simple, and the part about the drivers is
repetitive. It is possible, however, that the children wouldn’t understand the whole story
without some mediation by the teacher. (Please note that since we are using lexemes
rather than words, we cannot simply divide 125/30, since that is an underprediction of
words per sentence. )

The words which may prove a challenge to the children include: “decided”, “except”,
“fault”, “just”, “mind”, “ruined”, “screech”, “ruined”, “shouldn’t”, “strict”.
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Yocabulary
a

about
allowed
and
anywhere
are
arrived
as
asked
at

back
because
been
behind
big
brakes
breathe
can't
car
child
closed
could
CRASH!
Cross
decided
deep

do
driver
driving
ears
except
eyes
fast
fault
first
fool

for
front
got
green
had

hands
happened
having
he'lt
her
here
his
home
hooter
1

ri

in

into

it

it's

Janey

just
late
like
look
loud
made
man
me
middie
mind
mother
much
my
nol

of
officer
on
opened
or

out
over
pedestrian
police
put

ran
red
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road
robot
ruined
running
screech
she
shouldn’t
shouted
smaller
50
sound
started
still
stood
stop
street
strict
that

the
then
there
think
this
thought
o

took
traffic
two

up

very
walking
WS
wasn’'t
what
what’s
when
where
while
you
your

125 lexemes
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3.2.7 Conclusion

At face value Scheme One may seem to be superior to Scheme Two, because of the
greater variety of tasks. However, when considering reading ability, it may be that

Scheme Two children may be able to read better,

3.3 L2 Scheme Three

3.3.1 Introduction

The third L2 scheme is analysed in this section of the chapter. The first two schemes have
each been analysed separately, so that comparisons can be made between the three
schemes. The procedure for the analysis of all three schemes is the same, and is as

follows:

a. A scanned page or two forms a focus point for the reader. Linguistic analyses are
difficult and boring to read without a context,

b. Then there is a short statement about the coherence in the course as a whole.

¢. A cohesion analysis of 30 sentences follows. It shows the text as well as the
analysis. There is no claim that this cobesive analysis is exhaustive, and a slightly
simplified analysis is offered.

d. A tree diagram of onc of the sentences is presented. This is generally a sentence
that shows some interesting aspect of the sentences.

e. Next there is a list of the vocabulary in the 30-sentence selection presented. This
cannot be taken as evidence that one scheme has more vocabulary than another,
For example, in this third scheme, I inadvertently chose a story that had the
underlying structure of a Mathematics word problem, and so the vocabulary is
restricted to one focus: finding sheep.

f At the end of all three analyses, a summary is given of the syntactic structures that
are used in the extracts. This summary is largely derived from the findings of Van

Rooyen in 1990, although there are additional items.
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3.3.2 Structure of the scheme

Four scanned pictures are to be found overleaf.

Tt should be noted that this course, unlike the first two schemes, is printed on inferior
paper, and includes no colour in the body of the Learner’s Book. Some colour appears in
the dictionary at the back. There are historical reasons for this, stemming from its history

with a rather inferior publisher.
3.3.3 Coherence

This scheme is more difficult to assess than the first two because it contains rather more
activities in the Teacher’s Guide than there are in the Learner’s Book, compared with the
other two schemes. The Learner’s Book has fourteen stories in it, and they are all longer
than the stories in Schermes One and Two. In addition there are eleven stories in the
Reader. This means that there are 68 pages (before the dictionary) as opposed to 90 or
110 pages, This may given a negative impression of the course, unless the Teacher’s
Guide is perused. However, the Learner’s Book is well arranged, with the Learning Units

and Activities numbered, and instructions for each activity.

The third last story from the Reader was selected for analysis, (The scanned pages appear
averleaf.) This was because nearly the whole story fitted into 30 sentences. It will be
noted that the verso page (as do all such pages before storics) gives some instructions to
the reader. Therc are three steps to what the scheme calls the “shared book method of

reading”. These are given after the scanned in pages.
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1. Getting the mind of the learner ready. Look at the title, and the pictures. Ask what do
know abont this? What do T think the story is about? What will it tell me?

2. Reading the story: The teacher stops from time to time to explain words (i’lOt more than
five). The teacher is the first one to read the story, and stops only to ask prediction
questions. Then the learners read one at a time,

3. Follow on activity: The teacher guides the learners in an activity based on the story, for

example, discussion, questions, dramatisation and drawing.

The reason why this has been spelled out in detail is because this is a trademark of the scheme,
and is explicitly taught in training courses. In Scheme One there is no reference to any reading
method: in Scheme Two, instructions, similar to those above, are included in 8pt text as part of a

lesson instruction in the Teacher’s Guide.

Also unlike Schemes One and Two, Scheme Three has not been revised in line with the policies
of the NCS. Some of the material is ten years old, which does not of course mean that it is
inadequate; this course was regarded as the most progressive and demanding of those on the
market, until the schemes for the new Curriculum were produced. It was, for example, the first
course to teach pre-map reading skills, including plan views and top views. There are six
activities related to this. It was also the first to teach extensive reading, Grade 3 used to have 30

little graded readers, some of which have been incorporated into the current scheme.

In the fesson about the sheep, the teacher directs the pupils to think both about the numbers
which are involved (80+2+18-1=99) but also about the feelings involved when one has lost
something precious. Also, given the injunction to only explain five words, lost, thief,
stolen/steal, worried and footprints arc suggested. It is not clear whether this is a rule of thumb
for adequate reading, but it seems sensible. A few comprehension questions are suggested,
including: What is the difference between a jackal and a sheepdog? Why do you think Xolo

and his father called the sheep dog a brave dog?

140



3.3.4 Cohesion

TEXT .

Farmer M[1a) is a sheep farmer[2a]. He has a 100 sheep[3a] on his farm but he
has lost[17a] 20 of them[3b]. They[3¢] have gone over the hill and they[3d]
have not come back. Farmer Mtlb] calls his son. “Xolo”[16a], he says, “I have
lost[17b] some sheep[3e][4a]”. “I think they[4b] have gone over the hill[6a].

Have vou seen them(4¢]?”
Xolo[16b] asks: “How many[5a] sheep[31] have you lost[17c], Father?”

“T have lost twenty[5b]” says Mr M[1b]. Xolo[16¢] says that he[16d] saw
two[3g®@] at the top of the hill[6b].

“] hope that a thief[7a] has not taken[10a] 18 of your sheep[3h]. I have heard
from Mr N[8a] that a thiet[7b] has stolen[10b] fifty of his[8b] chickens.”

Mr M[8b][92] is worried. He[9b] hopes that his[9¢] sheep[3i] have not been
stolen[10c]. He[9¢c] says to Xolo[16d], “I[9d] will go up the hitl[6¢] and fetch
the two sheep[3j] that you have seen there[6d]. Please go over the hill{6¢] to the

maize farmer.”

When Mr M[8c] comes back to the farm[10a] with his[8d] two sheep[3k], he
puts them in a field[10b} with the others. He[8e] shuts the gate[10¢] so that the
88 sheep[31] he[8f] has left cannot get out of the field[10d][11a].

Then he[8g] sees X[16¢] coming back with some sheep[3m]. He[8h] shouts,
“How many sheep[3n][5¢] have you found?” Xolo[1 61] has only eight
sheep[3o]. He[8i] puts themn in the field[11a] and now there are 90, There
should be a hundred[3¢7] but ten of them are still lost[12b].

14]



Mr M[8j] is worried because he[8k] had planned to selif17a] ten sheep[3p] at
the market[17b]. He[81] says to X, “Please go down to the river[10d][13a] and

~ see if the sheep[3q] are drinking water there[13b]. Take the sheepdog]15a] with

you[14a) and if you[14b] find them([3r], he[15b] will hélp bring them[3s] back.”

ANALYSIS

1[a][b][c][d][e][f][g] lexigal reiteration “Farmer/Mr M”

2[4]3{a] lexical cohesion “sheep farmer” “sheep”

3{al] (I dle) el GGk m]o][o][ @)ipiiqlir] anaphoric reference “sheep” “they”, and
one example of ellipsis

3[f1[@] ellipsis “sheep” “T have lost twenty ©”

4[a][b][c] anaphoric reference “shecp” “they” ‘them”

5[a] [b] lexical cohesion “how many have you lost?” “I have lost 20,”
6[a][b][c]ld][e]ifl[el[h] lexical cohesion “over the hill” “at the top of the hill” “up the hill”
“seen there” “go over the hill” “back to the farm” “in the ficld™ “shuts the gate™ “out of the
field”

7a][b] lexical reiteration “thief”

8[a][bl[c][d][e][fl[g][h][i] anaphoric reference “Mr M” “his”

9[a]{b][c] anaphoric reference “Mr M” *he” “his”

10[a][b] Jexical cohesion “not taken” “stolen”

11 {a] et passim continuation of 3

12[a][b] lexical cohesion “have you found” “are still lost™

13[a][b] lexical cohesion “to the river” “drinking water there”

14fa][b] lexical reiteration “you”

15[a][b] anaphoric reference “the sheepdog” “he”

16[a][b][c}d][e][f][g][h] lexical reiteration “Xolo” including 3 examples of anaphoric reference
17[] lexical cohesion “lost™ “lost™.

Note: In this analysis the referent “sheep” is treated as one and the same, but in fact this is not
the case — there are those present, first found, second found, those worried about, and 30 on. To

separate this out would have complicated this analysis unnecessarily, but this needs to be noted.

In this story, lexical reiteration occurs ten times, lexical cohesion nine times, anaphoric
reference nine times and cllipsis once, This is a good spread of devices, considering that the
story-line is tight and fairly repetitive. The fact that there is only one instance of ellipsis may be

explained by the fact that this scheme avoids constructions not found in black janguages.
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3.3.5 Syntax

Note: An example of a sentence analysed as a tree diagram occurs on the following page.

The syntax of this story is somewhat simpler than the extracts in the first two schemes. Thisis a
function of the narrow plot of the story — lost sheep — as opposed, for example, birds migrating,
and camels and bears in the first extract. The author is well-versed in the principles of writing

for this scheme. It is not “impaoverished text™, as the following quick look at structures will

show.

and linking clauses as fast as (comparison)
becaus¢ + subordinate clause ellipsis

finite verb -+ non-finite complement imperative

past + progressive verb form past perfect tense
should (modal) there (existential)

when, will, what

The summary of structures appears after the tree diagram.

* This means that it approximates regular text, as opposed 10, for example, the burning house example in Scheme
- One,
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3.3.5.2 Summary of structures

The following are the structures found in the three L2 schemes. As can be seen, they are very

simple, and later ¢an be compared with the structures found in the L1 examples. Note: because

the sampling was so small, some structures will have inevitably slipped through the net ol the

analysis. Nevertheless, there are more structures here than there were in Van Rooyen’s (1990)

analysis of Grades 2-4.

Eanguage Schemes Scheme 1 Scheme 2
1. All types of verb groups except for complex verb groups v v
2. Commands, statements and denials v
3, Wh- questions with words like who, how and how much v v
Ja, how many
3b. what v
3c. Wh- in subordinate clause v
4. Yes/No questions, including auxiliary and modal fronting v v
5. Tenses: present, past, present continuous, present perfect v v B
5a. Tense: past perfect P Ly
6. Relative clause with the relative pronoun whe v v i 4
6a. that as relative clause marker v v I !
7. Co-ordinating sentences with and and or v v ‘4
8, Co-odinating phrases with gnd (not but or or} v v
Ba, or < i 5
9, Passive congtruction
10, Modal can v v A
10a. Modal could v i ;
10b. Modal must B, Mg
10¢. Modal may v i e
1], Demonsirative v N el
12, Non-finite verb group complement, c.g. He will help you 10 bring v iy
them back b
14. Non-finite post modifier of NP (PP} v i
142. Phrasal NP postmodifier v
14b. Phrasal NP premodifier ¥ p
15. Finite verb group complement v :
15a. Non-finite complement of verb-group v v i
16. Non-finite verb group complement, e.g. 1 am going fo ea. v v 2! )
17. Finite adverbial with before, then v ol : )
17a. when v 5
1%. Comparative clauses as big avas fast as v v
20. Subordinating conjunctions before, then v v

"20a. because, where, when v v

"20b. when v v
20¢. then v

721, Discourse markers (COMP) now, then v v
22. Past perfect tense
23. that as relative clause marker v v
24. Ellipsis/substitution v i
25. Lists v

v v

26, Multiple etmbedding

_—37. Adverbial phrazes (PP): Purpose
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27a: Time v

270: Place v v

27¢: Manner v v

28. Present participle v

29, Past participle v v

30. Asyndetic co-ordination v

31, Possessive

32, Demonstrative v

33. Existential there v v

34. And as sentence initial

35. NF in apposition

36, Transposed clause/phrase v

37. Range of conjunctions. then, but, but
, now, if “

TOTAL NUMBER OF STRUCTURES REPRESENTED 28 25

The third scheme has the smallest range of structures represented. There are two observations to
make here. First, this scheme is using a very careful introduction of vocabulary and structures,
Also, this is a historical fact, it may be that these children are better able to handle the structurcs
they know than other children exposed to a greater number. This is a matter for empirical

research.

3.3.6 Yocabulary
a

and

are

asks

at

back
barlk

be
because
been
bring
but

calls
canngrt
chickens
coming
down
drinking
eight
farm
father
fetch
field
fifty
find
footprints

for
from
gate
get
gone
ground
had
have
he
heard
help
hill

his
hope
how
hundred
1

if

in

is

left
looking
Tost
maize
many
market
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Mr Memani
not
now

of

on

only
others
out
over
planned
please
puts
river
saw

sce

sell
sheep
sheepdog
should
shouts
shuts

50
some
son

still
stolen

takc
ten
that
the
them
then
there
they
thief
think
to

top
twenty
two
up
water
when
with
worried
Xolo
your

98 lexemes




These words would seem 10 be appropriate to the level of the story, with not too many little-used

" words.

There are two appendices in the Teacher’s Guide. The first is about dictionary work, and the

second, more interestingly, is about pronunciation. This includes the following headings:

The difference between long and short vowels
Loud vowels and soft vowels

Stress loudness in the sentence

Problems with the spelling

How do we teach English spelling

Quick check review of rwenty English vowels.

This was written by the original author of the scheme, and was the phonics section in the Grade

2 Teacher’s Guide, These concepts have a strong linguistic base.

Scheme Three may be of concern to people who would wish to de-emphasise phonics. All three
schemes have phonics in them, since it is part of the revised Curriculum, However, Grade 2 of
this third scheme, which was originally the beginning of the series (Grade 1 English not being
taught as DET-policy) is based almost entirely on phonics. To illustrate the different visual
effect, 1 am including a page from Scheme Three Grade 2, including hens and eggs, and then a
page from Scheme Two, part of a story about The Ugly Duckling. They appear at the end of this

chapter.
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"' ' 3.3.7 Academic Language Functions
- Student B R | |
uses . L1 L2 | 12 : 12 Lz f
Language Exam | ! el |
BUAEC | language ples NCS | NCS | 1t 2v 3|
[ to: y scheme ischeme scheme |
: Read Interpretin ‘ i |r 1
I 1. Following | instructions | . preting ; i ,
t . \ information while v v I 28 48
instructions  [to make or do . . ' |
) reading instructions !
r ” something |
2, Observing Notice things Using senses at hand v
and comparing that SCEM ot watch something B 1 13
i = i pertinent . : |
Work in planned |
[ way to collect
) Explore the information, Use
3, Seek environment | who, what, when,
. ) , v - & 6
l information or acquire where, and how, to
information | collect information
L in increasing
competency
l meetiiiing Use instruments to
14 Me%sun{lg instruments | | ANSWET questions _ v P 6
. | and estimating that require accurate
l and make : . :
information .
- good guess
1 Write down, make i
{ : Measure notes, trace and
5. Recording sketch pictures, ! v - 2 i
carefully . i
‘ complete diagrams, |
fill in data in tables ]
Separate Tells parts or
l 6. Analyse whole into | features of object or v v g8 3
parts idea N I
F Indicate similarities
and difference in
Analyse .
similarities |, P ortant parts or |
1 and " |features of ohjects or :
7. Compare . . ideas, outline/ - - b9 3
differences in . b !
‘ obiects o diagram/web. i |
- J d Indicate how A ' J
ldeas contrasts/compares j
l with B ;
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Stu(ient

such as flow-charts,

|
. uses | L1 L2 w2 12 L2
Language language | Examples NCS | NCs |t o2 . 3rd
to: | scheme :scheme ischemc
Show how A is an : B
Sort objects cxa mple of B, how ' |
. or ideas into A s related to B, or |
8. Classify rrouss and how A and B go - | -
g%izuti;s:ns together but not C |
and D, Explain why
L things go together
Interpret | Using texts, diaries, T
9. Interpreting | information | drawings, diagrams, v v
information in different | models, tables and
| forms graphs |
Interpret Changing forms of
9.1 Changing different information to v v
the form forms of express
information understanding
Know when | Create useful ideas !
0.2 Applying |  touse that summarise a - v
concepts concepts and number of
how experiences 1
9.4 Maki Infﬁfr th.a t Conclusions based
.3 Making which Is . ‘ .
: - on different sources v -
- inferences beyond the . .
. of information
obvious -
9.4 Seeing | Try different | Describe what has
parts and possibilities | been done and how
stating and find relationships have B B
relationships relations been determined
Another form
of Predict implications
10. Predict  |interpretation; | from actions or from v -
predict stated text
implications
Retell story or ]
Report, content-related
explain, or | information in own
11. Inform describe words, tell main v -
information | ideas, summarise; ,
or procedures | use graphic forms !
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Student

|
|
. ‘ |
Language uses Examples L1 L2 L2 de L2
st n : rd
guag language p NCS {NCS ] 1 2 3
to: scheme !scheme scheme
- s , l_..,.mw__.m:.__.______,,‘ !
pasters, diagrams, i ‘
pie-charts & bar
graphs
Generate hypotheses
g to suggest
12 Hypothesize ggzg:t,};z::; consequences from v - 0
q antecedents; may be :
tested and reported :
. Give rcasons . .
for an action Fell why f; 8
_ . ' | important, why you r v _ 2
13. Justify |a gecési:l?g for selected A, or why
pview you believe A
Convince Show at least two
another  |pieces of evidence or v 3 4
14. Persuade person of a |arguments in support
point of view of a position l [
B Determine Given stated T“
15. Solve  |solution using problem, reach v B i
problems m;:]’]cgfi ea:d solution
T Put A together with ! !
\ B to make C, predict
.Combine .
: or infer C from A
16. Synthesize | ideas to form : - - 1
Y a new whole and B, suggest a
solution for a
problem i
- Select or name | i
criteria to evaluate, .
\‘:;st?z]t.g; prioritize a lst and [
17 Evaluate objc:cf explam,lavaluate an v _ L5 i
| opinion ,()T ob_.rect o | ‘
5 cision proposition, indicate :
¢ reasons for agreeing | | '
or disagreging : i |
Y B | 130 |

150



"The phonic reading occurs near the end of the course, and forms part of a repetitive cycle of
learning to sound out the spelling, recognizing the word, doing word-picture matching and then
guided writing and reading. In Scheme Three this story occurs under the first theme “Who am
17" This story has a related exercise in the workbook — matching words and pictures (while the
side frames are the alphabet in upper and lower case). My supposition is that the children would
not be able to read such text as early as Grade 2 (see Appendix), but it has to be admitted that

the look of the page is extremely attractive.

Although Scheme Three is not an acsthetic course, it has undergone a number of positive
evaluations, The highly repetitive structures allow the children to work and revise
autonomously, where in the first two schemes teacher mediation would be imperative for every
lesson. While the phonics may be seen as an overkill, the children come out with a reasonable

accent. What is needed is empirical research on Schemes One and Two,

It may be surmised that children are actually not reading very well by Grade 3, and research
needs 1o be conducted on children’s competency. Certainly Schemes One and Two do not give
teachets a method for teaching reading, and much of the early work in Grades | and 2 is clearly
too difficult, as it is not systematically built up. The Appendix, which is attached to the L2
descriptions in Chapter 6, Summary of Conclusions, shows good reason why we should not be

too optimistic about lcarners’ performance.
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APPENDIX I: from Scheme 3

Letters and sounds
Sound out the words. Read the weord for the picture,

R Chapter 2 - Myself — In the classroom “4

- S '

_
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APPENDIX II: from Scheme 2

The ugly duckling

A Look at the pictures quickly. What do you think the story
is about? Talk about the pictures, ]

B Read the sentences and talk about the story.

A YN GE Wi (o o
Wi YN W) T

Mother Duck was Wait‘ing for the last egg to hatch. The
last duckling looked different. She was ugly.

' : )
b ‘. o e W s Wl

All the little ducklings swam after Mother Duck.
They swam in a row. The ugly duckling was last. |

| T, '. 'y n T
! ".‘ ; I’

gy .

. ) “‘:A)‘{‘;‘U?‘“";'twf'r",r- L

(-

They swam in a row every day. The ugly duckling was
always last.

I 5Dy ot

+ P
H H

8
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Chapter 4: Life Skills _

CHAPTER 4: LIFE SKILLS
4.1 LS Text One

4.1.1 Introduction

In this fourth chapter we look at Life Skills (LS). The main purpose of doing this is to
examine the language Structures, and then to take this a step further and see how these
texts compare with L1 and L2 texts as regards their degree of difficulty. Three texts are
examined here. One of the L2 Scheme publishers has also published several LS texts, and

two of them are covered in this chapter,
This first section js about I.§ Text One, a companion book to the first 2 scheme,

The first thing to mention is that because language texts arc supposed 1o be cross-
curricular, as would also he expected of Life Skills, we can anticipate that there might be
an overiap of topics. However, Life Skills texts will not have lessons devoted simply to
language structures/functions, All the 1§ texts have Teacher’s Guides/Books. It is

therefore possible to determine whether “wysiwyg” applies (what you see is what you
get).

In fact this is not the case with LS Text One. Look for a moment at the explicit list of

topics (units ) and subtopics (lessons) for Grade 3:

I like: What animals like; Things I like to do; When [ grow up; Cool or Fresh,

Special People: Who would you like to meet? Talking or fighting? Nkosi Johnson;
Keeping healthy. ‘

Animals from Long Ago: What's old, what's new; Flying dinosaurs; Who lived when?
Transport: Different types of transport; Daily timetable; Flying Machines; Make a paper
Jjet.

My Country: All about South Alrica; Land use in South Africa; Teamwork,
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Chapter 4. Life Skills

Fire—Fire-fighters; Energy from the Sun; Heat and light energy from the Sun; Safety
and fire,

Pcople at Work—What work do people do? Woman of the Year, Communication Tools,
Making Things—What shall we make with boxes? Designing our construction; How
telephones work; Making musical instruments.

How we get there—Cape Town map; Amazing mazes; Tiki Tokoloshe of Babanago;
From South to North,

Animal Shelters—Where do animals live? Birds’ nests; Sea homes; Camouflage.
People arc Different—What do we all wear? People eat different food; Where do we
live?

Water—Water is helpful in our lives; What lives in the ocean? We all need water 1o live;
Water World fun,

Time—Measuring time; Diffcrent nature clocks; What's in a year; The Olympic Games.
Save my World—Don't waste; Let’s all live together; Caring about people; Mama Earth,
All Sorts—What we neced to live; Choose what you buy; Make a cardboard crown; South

African things.

The interesting thing is that the L2 Grade 3 paraliel text has the same list of units, but the
contents/lessons of these units are obviously different. Let us have a look at I Like, In the

Life Skills book versus the Language books the following subtopics are:

L2 Life Skills Course: I Like L2 Langunage Course: I Like
My Favourite things My classroom
Can you guess what vour friends like? Making things
T like books Having fun together
I like animals Let’s compare
What animals like Thinking and reasoning
Things I like to do Getting on with others
When I grow up In the classroom
Cool or Fresh? Who likes what?
Advertisements Write about your partner
Favourite Colours At home and at school
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Chapter 4: Life Skills

1t would be pernickety to go through each unit, but it must be said that while having thee
— same urut topics, the lessons are very different. What are the implications here? The titles
are either similar or tangential. One might be tempted to say that giving the same names

M to the units is actually slightly conniving.

[ The first thing which must be said is that these Life Skills topics actually do cover topics
from across the Curriculum, but a look at the Teacher’s Guide Table of Contents reveals

[ that these lesson titles constitute only about one-third of what the children are intended to
do. So, it 1s likely that this text is far too big to be completed in a year. There are 150

l lessons all told, Each lesson is supposed to take one period (the Life Skills Learming

Programme is allocated 25% of the school day), but looking at them, the lessons would

seem to be more worthwhile spending longer on.

The other thing that provides a challenge is to keep lessons strictly on the “topic”. For

L__' instance, the lesson that was analysed here is “Time”: The Olympic Games, There were a
few sentences introduced about time, “People have played sport and games for a very

I long time. Inmany sports, time is important”, which were rather trite compared to the
rest of the description of the Olympic Games. Granted it may be difficult to keep cxactly

L to the unit topic, but here for example, changing habits of people over time could have

I been explored.

[ With an eye to what is coming in Grade 4, probably the weakest area is in Science and

Technology. Making a paper airplane and making things out of boxes don’t even
l constitute the beginning of these Learning Areas. Perhaps we would need 1o have authors

from these learning areas to give advice on this important area.

The text of the two pages that we analysed may be seen two pages further on,
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4.1.2 Coherence

The first lesson has coherence apart from the aberrations sentences inserted to justify it.
Propositions follow from the previous ones. Paragraphs have explicitly stated, salient,
main idea formulations. However, the readers are not reminded to use visual material to

comprehend the text better.

The last task for the children to complete on “Time” may be difficult, however. They may
only have experiences of being a winner in a race, or the use of a stop watch. The very
interesting electronic time keeping, for example in swimming (e.g, 50.125 seconds versus
50.203 seconds), would not be familiar to children unless they had experience of it, on
the television for example. Time for horse-jumping competitions would also be an
experience-far concept. [ am not sure whether there is a unique source for the use of time

in sport. T have Googled for this and have not come up with anything,

The pages that were analysed follow,
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The Olympic Games

People have played sport and games for a very long time. In many
sports, time is important.

R 4 p M_.._r‘-‘ﬂ_‘"_‘"‘"_‘—‘-"' ]
Over 2 000 years ago the ST Wﬂ 4 g
Greeks started the Olympic RN X% w2
R Y
Games. {'QC : (’ h“\/—\?ﬂ"'
h\\‘\v ' '\‘gi; o

7 (ﬁ}ﬁ

Only people from Greece took part in the
Olympic Garmes. They had a stadium.
They had chariot races, running and other
sports. The people who mode the fastest
tirme won, '

i)

For hundreds of years there were no
Olympic Games, Then about 100
years ago, the Qlympic Games were
started again. But this time the whole
world could take port.

b ‘
' LB ‘ '
| f 'é;.;-"“gi%'ﬁw[g Now we have the Olympic Games every
ﬁf ifft". four years, in a different country each
time. Many countries take part, and

Find out when the last Olympic Games were held,
Find out when the next Olympic Games will be held.
Make a list of Olympic sports with your partner.
Draw the Qlympic flag.

Talk about how we use time in different sports.

N

&8
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Don’t wuste

Imagine what would happen if we dli threw our
waste into a big pile. A lot of what we throw
away we can use again, We call this recycling

my world 2%

Chapter 4: Life Skills

waste, Here is one recycling project.

wuutiilige- Ngwenya Glass

Phone no: (09268) 442-4053

Ngwengu glass recycling started
in Swaziland.

Children collect used glass
from everywhere,

They sell them to the
MNgwenya glass factory.

The glass is meited and
made into beautiful things.

. Why is it good to recycle?
2. Do research with a partner

the Collect-a-can Project. Write about it and draw
pictures to show how it operates.

3. Find out about how paper and glass can be recycled
near your school. You and your friends can be
helpful and make some money at the same time.

and find out all about
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The second lesson analysed is about recycling, It has far less text than the Olympics
Garnes page, so there is not a great deal to say about coherence. The brief description of
Swazi Ngwenya (Glass makes sense, as well as giving the telephone numiber in
Swaziland, However, the children don’t get any help on the Collect-a-Can-Project.
Perhaps this is something that is available for all schobls, in which case this objection is

invalid.

4.1.3 Cohesion

TEXT
People[la] have played sport and games[5a] for a very long time[3]. In

many sports, time is important[4a].

Over 2 000 years ago[3b] the Greeks[1b] started the Olympic Games[2a].
Only people from Greece[lc] took part in the Olympic Games[2b].
They{1d] had a stadium. They[le] had chariot races, running and other
sports{5b]). The people who made the fastest time won[4b].

For hundreds of years{3c] there were no Olympic Games[2c]. Then about
100 ycars ago[3d], the Olympic Games[2d] were started again, But this
time[3¢] the whole world[6¢] could take partf9a].

MNow[3f] we have the Olympic Games{2e] every four years{3g], in a
different country[6a] each time[3h]. Many{7a] countries[6b] take part[Sh],
and many sports take place at the Olympics[2f£].

Find out[10a] when the last Olympic Games[2g] were held.

Find out[10b] when the next Olympic Games{2h] will be held.

Make a list[12a] of Olympic sports[11a] with your{13] partner.
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Draw[12b] the Olympic flag[]1b].
Talk[12c] about how we use time[4c] in different sports[11c].

ANALYSIS

1[a)[b] Anaphoric reference, supcrordinate “people” “Greeks”

1[b][c] Lexical cohesion “Greeks” “people from Greece”

1[¢][d] Anaphoric reference “people from Greece “they”

1[¢][e] Anaphoric reference “hundreds of years” “this time”
2[a][b](c)[d][e][fl[g](h] Lexical reiteration “Olympic Games”

3[a][b] Lexical cohesion “a very long time” “over 2 000 years ago”
3[b]lc] Lexical cohesion “sport and games”™ “chariot races”

3[c][d] Lexical cohesion “for hundred of years” “about 100 years ago™
3[d][e] Anaphoric rcference “about a hundred years ago” “this time”
3[fl[g] Lexical cohesion “now” “every four years”

3[g][h] Anaphoric reference “every four years™ “each time”

4[a][b] Lexical cohesion “time is important™” “fastest time won”
5[a][b] Lexical cohesion, superordinate “sport and games™ ™ chariots and races, running
and other sports™

6[a][b] Lexical cohesion/lexical reiteration “different countries “many countries”
6[b][c] Lexical cohesion “many countries” “whole world”

7a][b] Lexical reiteration/parallelism “mapy countries” “many sports”
8[a](b] Anaphoric reference “Project” “write about it”

9[a][b] Lexical reiteration “take part”

10{aljb] Lexical parallelism “find out”

11[a][b] Lexical cohesion “Olympic sports” “Olympic flag”
[12][a)[bl[c] ] Lexical cohesion “make™ “draw’ “talk about™

[13] Exophoric reference “you”.

Collocation;
“Spor.ts!! Gﬁgamesll
“games” “stadium”

4% ki LT

“chariot races” “‘tunning’ “sports™

“last”? “ were held”
“pext” “will be held”

Save my World: Don’t Waste
TEXT
Imagine what would bappen if we[la] threw all our waste[7a] into a big

pile. A lot of what[7b] we[1b] throw away[2a] well¢] can use again.
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We[lc] call this{2c] recycling waste[6a][2d]. Here is one recycling[6b]
project[14a].

Recycling[6¢c] means to use again[6d].

Ngweya glass[3a][14b] recycling[6d] started in Swaziland. Children{4a]
collect[5a] used glass[3b] from everywhere. They[4b] sell[5b] themf3e]
to the Ngwenya glass[3c] factory.

L

The glass{3d] is melted and made into beautiful things[10a].

Why 18 it good to recycle?

Do research[11a] with a partner[15a] and find out[9a][11b] all about the
Collect-a—can Project[8a]. Write about[11¢] it and draw pictures to

show[9b] how it[8c] operates{10b].

Find ocut{11b] about how paper and glass[13a] can be recycled near your
school. You[l2a] and your friends[12b] can be helpful]13b] and make

“somec money at the same time[15b].

ANALYSTS

1fa][b][¢][d] Lexical reiteration/commmon reference: “we”
2{a][b] Lexical cohesion: “throw away” “use again”
2[b][c} Anaphoric reference: “use again™ “this”

2[d][e] Lexical cohesion: “recycling waste” “recycling means to usc again”
3[a][b][c][d] lexical reiteration: “glass™

4{a][b] Anaphoric reference: “children™ “they”

5[a}{b] Lexical cohesion: “collect™, “sell”

6[al[b][c][d] Lexical reiteration: “recycling”

T[a][b] Lexical cohesion; “afl our waste™ “a lots of what we throw away”
8[a][b] Anaphoric reference: “used glass” “them™

O[a][b] Lexical cohesion; “find out about™ “show™

10[a][b] Lexical cohesion: “made into beautiful things” “operates™
[1{a][b][c] Lexical cohesion: “do research” find out” “writc about”
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11 4k

12[a][b] Exophoric reference: “you” “your friends”

13[a][b] Lexical cohesion: “how paper and glass ... school” “be helpful at the same time”

14[a][b] Lexical cohesion, superordinate: “one recycling project” “Ngwenya glass™

15[a][b] Lexical cohesion: “partner” “friends™

Collocation:
“waste” “pile”
“throw away” *
“using again’ “
“collect” “sell”
“glass” “melted”.

ER 1Y

use again”
recycling”

The two texts reveal slightly different profiles — 32 instances versus 18 instances. There
is more lexical reiteration in the Qlympic Games (OG) passage, but that was largely due
to the name of the Games. The OG passage had a high degree of lexical cohesion, which
is a function of a total focus on one thing without really changing topic. However there
was relatively little anaphoric reference. The second passage had a relatively high degree
of lexical reiteration, but slightly more lexical cohesion. Lexical cohesion does indicate
that a topic is being developed. So we could conclude that these two extracts/lessons are

‘adequately cohesive.

Here is a summary of the two texts combined for comparison with the other Life Skills

texts at the end of the third LS text:

Anaphoric Lexical Lexical Collocation Exophoric
Reference Cohesion Reiteration Reference
2 22 14 12 2
4.1.4 Syntax

The tree diagram for a sentence may be seen on the next page. Following this is the

summary of syntactic structures for this text in comparison with the other two L5 texts.

163

N
=
.l

y

J



Pol

"pOPM[aXa 29 A[IPEal JoUUR 3SNB[2 K AQ,, Y} 3I3YM INg ‘soFendue] ueonyy ur sassed ayi Jo

gsn aarsealad ay)o3 1ISENUOD U1 81 SIG], (TSI} 31| UMPIP 24 0) 3ABY A[1917)S 3,USI0P I 108 Ev -ysidug ur readdesip ued 20UINUIS IAL0E

palejal 3y Jo 100[qns Yl 1BY) UMOYS A[Te[3 A134 8111 -gaoumuas alssed Jo 138 ﬁ:ﬂcn&ou B JO 2IN1ONNS 3K} SMOYS Weadelp 2231 S,

[ 4q
[@ g} sSnmyt nfnoag opul  Fpou 5
! | ) paTpa

by A _ Sﬁ..LO
{jeseayqd} dd A _
sz\ (anrssud S T (owssed)

ﬂb dnead ] droig
dd N QA Q8A
d di da

1\|\n|\|\|\l|\\l\|\\\|1|\\|\\\|\\nmuwuhu
I8

s3uyy prjlinpag oful 3pi P

SIS T <p 421doy))

< . . ' .o | . N E e
] b b ad e emd e emd e = L

ssm5 ay |

Mo 1dd
/H
SUeht|

di

I8

up pajau 51 55013 Y|
meldep 3L I'FIF

6Ly

el



4.1.4.2 Summary of syntactic structures

Chapter 4: Life Skills

The following are the structures found in the three Life Skills texts. As can be seen, they

are very simple, and we can compare these with structures [ound in the L1 and L2

selections. Note: because the sampling was so small, some structures will not be

represented here. Nevertheless, there are more structures here than there were in Van

Rooyen’s (1990) analysis of Grades 2-4.

Language Texts

Text 2

Text 3

1. All types of verb groups except for
complex verb groups

2. Commands, staternents and denialz

3, Wh- questions with words like who, i |
how and how much

4. how many

5. what

& Wh- in subordinate clause

7. Yes/No guestions, including
auxiliary and modal fronting i

8. Tenses: present, past, present
continuous

v’ present
historical

0, Tense: past perfect

10. Relative clause with the relative % o
prongun who ]

12, thar as relative clause marker (o iR Se]

13. Co-ordinating sentences with and BRI EWEGNEs o 30
and ar % :

~

14, Co-odinating phrases with and i R

- {not but orar) S b
15. or R

16. Passive construction

v predominates

-17. Modal can

v

'SEY ENENERN

18. Modal could A 5 :
"19. Modal must eli

20, Modal may Ay SR
21. Modal must have (Concl.)

22, Demonstrative

23 Phrasal NP postmodifier

24, Phrasal NP premodifier

25, Finite verb group complement

26. Non-finite complement of verb
group Type (I): The best thing for you
to do is to tell everybody.

7. Non-finite verb group complement
_Type {11): AlI T did was to hit him.

2%, Finite adverbia! with before, then,
beceuse, soon, now, and because, so as |
and wntif

29, when/how
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Language Texts Text 1 . Text2 Text 3 i
30. Subordinating conjunctions before, A

then

31, Comparative clauses as big as/as
fast 19d. as

32. because, where, when, if

33. when, what, who, about what

34, then

36. what

37, Wh- in subordinate clauges

28, Discourse markers (COMP) now,
the, but -

39, Past perfect tense

40. that as relative clause marker
41. Ellipsig/substitution

42. Lists

43, Multiple embedding

44, Adverbial phrases (PP): Purpose
45: Time :

46; Place

47. Manner

48, Present participle

49, Pagt participle

50, Asyndetic co-ordination (no
conjunction) '

51. Possessive

52. Existéntial there

53. And as sentence initial

54, NP in apposition

55. Tranaposed clause/phrase
56, Range of conjunctions
TOTAL TYPES EACH COURSE

\
R

but when, then, if
23 18

This text has the widest range of syntactic structures, Tt had two sophisticated structures:
existential “there”( there are a number of Irees in the forest) and transposed clavses (far
from feeling tired, she felt invigorated). Tn general there is quite a reasonablc spread of
structures, and slightly more structures than in LS Text Three, Given the science text for
Grade 4 which T analysed in Chapter 1, this range of syntactic structures would scem to
be adequate, but then only because this Grade 4 text was written with extreme care and
attention to language for L2 learners.

The list of vocabulary/lexemes appears overleaf. There are 286 words in this extract
which gives 9,5 words per sentence,
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4.1.5 Vocabulary

100

2 000

A

about
again
ago

all

and

at

away

be
beautiful
big

but

cail

can
chariot
children
collect
could
countries
different
do

draw
each
EVETY
everywhere
factory
fastest
find

flag

for

four
friends
from

games
glass
Greece
Greeks
had
happen
have
held
helpful
herc
how
hundreds
ir
imagine
important
in

into

is

it

last

list

long

ot

made
make
many
means
melted
money
near
next
Ngwenya
no
now
of

Olympic
ohe
only
operates
other
Qur
out
over
paper
part
partner
people
pictures
pile
place
played
project
races
recycle
recycling
research
running
same
school
sell
show
some
sports
stadium
started

. Swaziland
take
talk
the
them
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then
there
they
things
this
threw
time
10
took
use
used
very
waste
wWe
were
what
when
who
whole
why
will
with
WOR
world
would
write
years
you
your

140 lexemes

L



Difficult words which might need to be explained include: “chariot”, “everywhere”,

Chaprer 4. Life Skills

“factory™, “imagine”, “melted”, “operates”, “project”, “research” and “stadium”. For

example, the children might only be familiar with the melting of ice to water. Words that

have different meaning to their everyday meanings are the ones that we must especially take

into account.

4.1.6 Academic Language Functions: Life Skills

- This is a beautifully illustrated book, and children would have lots to learn from it.

Student uses

4, Measuring
and
estimating

Use measuring
instruments and
make good guess

Use instruments
to answer
questions that
require accurate §

information

| L2 LS LS |LS
Language language to: Examples | NC { first second |third i
Lo . Read instructions to . Interpr(.al E
1. Following make or do mf_‘ormatu?n |
instructions something v\:rhﬂe I'B’c'.ldll‘lg |
instructions
2. Observing Notice things that Using senses at
and seem pertinent hand or u.ratch
comparing something |
Work in planned |
way to collect
Explore the information, Use
3, Seek environment or who, what, when,
Information N . where, how, to
acquite information NS
collect info in
increasing
competency

5. Recording

Measure carefully

| Write down,
make notes,
trace/sketch
pictures,
complete
diagrams, fill in |
data in tables
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Student uses
| language to:

Examples

Chapter 4.

LS

! first

Life Skills

LS (LS |

6. Analyse

Separate whole into
‘ parts

i
i Tells parts or
 features of object

or idea

second ;tl‘-h'd k

7. Compare

Analyse similarities
and differences in
objects or ideas

i o In_dlcatc
|

similarities and
difference in
important parts
or features of
objects or ideas,
outline/diagram/
web. Indicate
how A contrasts/
compares with B §

8. Classify

| Sort objects or ideas
|into groups and give

reasons

Show how A is !
an example of B, :
how A is related

10 B, or how A

and Bgo
together but not
C and D. Explain
why things go
together

9.
Interpreting
information

Interpret information
in different forms

Using texts,
diaries, drawings,
diagrams,
models, tables
and graphs

1 9.1 Changing
the form

Interpret different
forms of information

| of information to

Changing forms

express
understanding

9.2 Applying
concepts

KEnow when to use
concepts and how

Create useful
ideas that
surnmarise 4
number of
experiences

9.3 Making
inferences

Infer that which is
beyond the obvious

Congclusions
based on

different sources |

of information
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Language ;Student Hses Examples , LS
anguage to: third
Describe what
9.4 Seeing Try different has been done
parts and o s and how ‘
. possibilities and find . . \
stating : relationships
. . relations i
relationships have been
L determined
Another form of . Prfa dl?t
10, Predict interpretation; lmphcétm"s
predict implications from actions or
| from stated text
Retell story or
content-related
information in
own words, tell
Report, explain, or matil ].d E?S’
11. Inform |describe information SUIMMATISE, Use
or procedures graphic forms i
such as flow-
charts, posters, |
diagrams, pie- I
charts & bar
graphs
(Generate |
hypotheses to
: ‘ suggest
| 12. Hypothe- Hypothesise consequences
sise consequences from 1
| antecedents; may
be tested andl -
reported 1
Tell why A is
Give reasons for an | important, why
13. Justify laction, a decision, or | you selected A, ‘Tt
a point of view or why you
believe A
'Show at least wo
pieces of
Convince another evidence or
14. Persuade | person of a point of | arguments jn i
view support of a
position
170
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' Student uses L1 {L2}LS LS |LS }
Language language to: Examples NC [NC l first second [third 4‘ .‘ I
Determine solution Given stated ‘
15, Solve . i
Problems using moc!c—:ls and problemi reach ‘ I
theories solution
Put A together | - ]
with B to make i
S C, predict or |
16, Synthesise éﬁ;“:‘ﬁ;fj;f;& infer C from A | -!
and B, suggest a
solution for a
problem N
Select or name
criteria to l
evaluate,
prioritise a list g
Assess the worth of | and explain, ‘ l
17. Evaluate | an object, opinion, cvaluate an
or decision object or ;_.-~.l
proposition, -
indicate reasons !
for agreeing or i : ;
disagreeing i
Conclusion Tota! funetions =21 T I
L1 ‘ -
Conggsmn Total functions = 5 F }
Sources: O Mallcy (2007), Moodie (2004) and KNGS (2002) for Home Language (L1) and First Ad
Language (L2) !

Scheme One L2 has 19 exponents as against 13 in this Life Skills text. At this stage
the actual exponents have been compared across the two texts. Further notes may be : f

found in Chapter 6, Summary of Conclusions.

F [ S g
— [T -
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4.2 LS Text Two

4.2.1 Introduction

This is the second text in the chapter on Life Skills. The purpose of the analysis of LS texts is
first to see whether these lexts are more, or less, difficult than the L1 and .2 texts analysed;
and second, because Life Skills should be the beginnings of informational or expository
texts, to see whether learners will be able to meet the challenges that these kinds of texts

would seem to bring.

- The first thing to mention is that because language texts are supposed to be cross-curricular,

as are Life Skills texts, we would expect that there might be an overlap of topics. The Life

Skills texts, however, will not have lessons devoted to language structures/functions. Since
LS texts have Teacher’s Guides/Books, it is possible to determine whether “wysiwyg”

applies (what you see is what you get). In fact this is the case with LS Tex1 Two.
A comprehensive list of the wopics and subtopics (activities/lessons) from the Table of

Contents.appears after two scanned pages from the Grade 3 LS Learner’s Book, Topic 27:

Safety underground.
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Safety underground

Moses

I. Here I am with other miners. We are starting our underground shift at the
gold-mine. Can You see the mine dumps? How do you think they were
formed?

3. Gold is found deep underground
inside rocks called ore. We travel
down in a cage. A cage is a bit like a
lift. Have you ever been mmaliftina
173shopp’ing centre or tall building?

3
T*]

i
brtaar



4. Find these things in this
diagram of a gold-mine:

¢ the winder house

e the head gear

s the main shaft

e the cage

e the wire rope

e the tunnels

« the mine-props

What are each of these things used
for?

Chaprer 4: Life Skills

5. My job is to drill holes in the
surface of the rock. Another miner S
packs the holes with explosives. B
The explosion breaks up the rock.
What could go wrong when we set
off the explosion(

6. We load the ore onto a small
truck or hopper. The hopper is
pulled to the top of the mine.
What do you think happens to the
ore?
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The first thing that must be said is that the topics in LS Text Two actually reflect topics
across the Curriculum; and a look at the Teacher’s Guide reveals that these lesson titles are
fully substantiated in the text. Extra irfformation in the Teacher’s Book is for teacher support.

It therefore seems that this is a text that can be covered over the course of a year.
The Table of Contents of LS Text Two is as follows:

Moving Around: Megasure and move; Movement T can make; Special people; Feelings
Living Things: Living and non-living things; Nature in danger; Cycles in nature; Use and
Re-use water.

Things we need: Things we have, things we need; Things we need at school; At the shops:
Paying for things.

_ Our environment: Wind and direction; The weather; Contiments and oceans; Sun, Moon and
stars. |

Let’s do something!: Fighting extinction; Work together; Travel around; Our country and
its people.

Protection and Health: Helpers in the community; Help during disasters; Help your body;
A healthy environment.

Keeping Safe: Safe living; Safer Roads; Safety at the Workplace; Safety in the sun.

Going places: Future plans; Where can we go? Celebrations and feasts; Stars of the future.

With an eye to what is coming in Grade 4, probably the weakest area is in Science and
Technology. There arc five topics that have some relevance, but they are not very technical.

Perhaps we would need to have authors from these Learning Areas to give advice on this

important area.
4.2.2 Coherence
‘The first topic analysed is Topic 26, itis a double-spread picture of people not using the road

propetly. I counted thirteen instances of them not doing so, unless it is a one-way street — in

which case there are eleven, The children are asked to discuss the consequences for this kind
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of behavior. They are also asked why so many people die on our roads. Obviously these two
questions are related, There is a lot of vocabulary that they would need to describe the
actions, and none is given, The Arrive Alive campaign over Christmas said that half the "
deaths on the roads were pedestrians — over 500 people. Some of these things would be seen
in the picture, except for drunken pedestrians. Such young children would in any case not be

in a position to stop drunk people from crossing the road.

The more important example is Topic 27; Safety underground, This is a gratuitous title,
because only one of the six sections deals with safety. Notwithstanding this, this is an
excellent and child-friendly introduction to mining. Moses is our guide. Each section finishes
with a question. The first one is about mine-dumps: well, they are the wrong colour. Anyone
who lives in Johannesburg (or near a ming) would know that dumps are more creamy-beige
in colour and not grey. Moses then asks why he dressed the way he is, and this is probably
answerable with some imagination. Then he goes down in a cage. This paragraph is not
coherent, Furthermore, it’s not usual for four men to go down but rather as many as forty.
But once again artistic licence may be operating. Section 4 is interesting, because it is a
cross- section of the cage going down the main shaft. There is a list of things children are
asked 1o identify, and most of them can be wotked out, except for the mine props, which are
not clear; these arc itlustrated by little black strokes across the tunnels. One would hope that
the teacher would not turn this question into a test question. In Section 5 Moses says that his
job is to drill holes in the surface of the rock. Interestingly, Moses has transmuted into a
woman, rather fetchingly dressed, drilling. While this might be a non-sexist artist, in practice
there are very few women working in gold mines; not because of a lack of strength, but
because of their differing toiletry needs, especially monthly oncs. Having picked on the
details, this double spread with information and questions is the best lesson on mining I have

ever seen, 50 it should be assessed in that light,

The third topic, which the 30 sentences entered into, briefly, was on sunlight. It started with
an experiment on covering a leaf with tinfoil, and then secing a few days later that the leaf
had gone yellow. This topic is not very coherent over the two days, because it straight away

enters into the dangers of sunlight. The children have to complete a rhebus writing exercise
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with words from an illustrated word box. The eyes and the ears are definitely those of white
people, and a little investigation reveals that black people generally do not use sunscreen;
except on doctor’s orders. So the SLIP, SLOP and SLAP way of treating the sun may not be

applicable to black children. (This is notwithstanding the high price of sunscreen lotions.)

4.2.3 Cohesion

TEXT

Safer roads

The people[4a] in this picture are not using the road[3a] safely[la]. Find[5a]
the dangerous{1b] things that are happening{2a] and talk about[5b] what
could happen[262a] next. Why do so many people[lc][4b] die on our
roads[3b]?

Safety

Here I{6a] am with other miners{6b]. We[6¢] are starting our{6d)
underground shift at the mine[7a]. Can you[20a] sec the[7b] mine
dumps[8a]? How do you think they[8b] were formed?

Why is it important for me[6e] to wear a white hard-hat with a light, and
rubber boots?

Gold is found deep inside rocks called ore[19a). We travel down in a
cage[9a). A cage is a bit like a lift{9b]. Have you[20b] ever beenina
shopping centre or tall building|9¢]?

Find these things[10a] in the diagram of a gold-mine: the winder house, the
head gear, the main shaft, the cage, the wire rope, the tunnels, the mine
props[l1a][12a]. What arc each[12b] of these things used for?

My job is to drill holes[13a] in the surface of the rock. Another miner packs
the holes[13b] with explosives[14a]. The explosion[14b]{15a][16a] breaks up
the rock. What could go wrong when we[6f] set off the explosiori{16b]?
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We load the ore[17a] onto a small truck or hopper{18b]. The[18b]
hopper[18c] is pulled to the top of the mine. What do ym.i[.?()c] think happens
to the ore[19b6]7 '

Sunny dﬁys

The Earth[13a] needs the Sun[la][]12a]. Without sunj1b] [4a][6eb], there would

be no green plants[14a], no animals[14b], and no people[14c¢].

Imagine you[l 5a] wrap a piece of tinfoil[8a] around one of the leaves{2a] [Qaj
of a healthy green pot plant, and that you[15b] continue to look after the
plant{3b] correctly by giving it enough water and sunlight[4a}. The tinfoil[5b]
will stop the Sun’s rays[6b] reaching the leaf.

1. What will happen to the leaf[7a] you[l5¢c] wrapped foil around[8b]?

2. What will happen to the rest of the leaves[9b] on the plant?

Read the passage on p.57 and fill in the missing words[10a][11]. All the
words[10b] vou[l5d] need are in the word box[11b] above.

The Sunf[12b] is important to all life on Earth[13b]. But be careful, the

Sun’s[1c¢] rays are very dangerous,

ANALYSIS
Safer roads and Safety

1[a][b] lexical cohesion “safely” “dangerous things”

2[a][b] lexical reiteration “happening” “could happen next”

3[a][b] lexical cohesion “not using the road safely” “die on our roads”
4[a][ b] lexical reiteration “the people” “people who...”

5{a][b] lexical cohesion “find” “talk about”

Collocation: “safely” “dangerous” “die” “roads”
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Safety underground
6[a][b][c] anaphoric reference “other miners” “we” “our™
6[bl[e][f][g][h] Anaphoric reference “miners” “my” “we”

7[a][b] lexical cohesion “mine” “mine dumps”
8[a]{b] anaphoric reference “mine dumps” “they™
9[a][b] lexical cohesion “cage™ “a bit like a lift”
10[a][b] cataphoric reference “these things” “the winder house...”
11[a][b] lexical cohesion “...the winder house ... the mine props”
12[a][b] anaphoric reference “the winder house...” “each of these things”
13[a][b] lexical cohesion “drill holes™ “packs the holes”
14[a][b] lexical cohesion “explosives” “explosion”
15{a][b] lexical reiteraion “the explosion” “the explosion”
17[a]{b](c] lexical cohesion “ore™ “explosives” “rock”
18[a] [b] anaphoric reference “hopper” “the hopper”
19[a][b] lexical cohesion “ore” “rock™
20[a][blic] exophoric reference “you”
21[a][b] lexical reiteration “rock”™
Collocation:
“miners” “gold mine”
“gold mine” “shift”
“rocks” “ore”
Ncagc” CCliﬂM
“holes” “rock™
“holes” “explosives™
“explosion™ “breaks up”.

Sunny days

1{a] [b][c] anaphoric reference “the Sun” “sun”
2{a][b][c][d] lexical cohesion/anaphoric reference “one of the leaves” “leaves”
3[a]{b] lexical cohesion “pot plant” “plant”
4[a][b] lexical cohesion: “Sun” “sunlight”
5[a][b] anaphoric reference and lexical cohesion “tinfoil”
6[a][b] lexical cohesion “Sun” “Sun’s rays”
7[a][b] anaphoric reference “wrap a piecc of tinfoil” “the leaf you wrapped foil around”
8[a][b] anaphoric reference/lexical reiteration “piece of tinfoil” “foil”
9[a][b] lexical cohesion “ the lcaves you wrapped...” “the rest of the leaves,..”
10[a][b] anaphoric refcrence “words™ “all the words”
11[a][b] lexical cohesion “words™ “word-box”
12[a]{b] lexical reiteration “Sun”
13[{a]{b] lexical reiteration “Earth”
14[a][b[c] lexical cohesion “no green plants” “no animals™ “no people”
15[a][b][c][d] exophoric reference “you™
Collocation:  “earth” “sun”
“leaves” “pot plant”
“plant™ “water” “sunlight”.
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Al three of these passages are cohesive. This conclusion is reached when there is & broad

span of anaphoric reference and lexical cohesion. Here is a summary of the total devices

found in the three texts:

Anaphoric | Lexical Lexical Cataphoric E'}xuphuric
Ellipsis | Collocation
Refercnce | Cohesion | Reiteration Reference | Reference
15 20 6 1 12 1 1

These texts are robustly cohesive: Lexical cohesion predominates the anaphoric reference;

collocation follows these two.

4.2.4 Syntax

On the following page there is a tree diagram followed by two pages of a summary of

structures that were found in the extract.

Tn the tree diagram the oply particular point of interest is the fact that there can be two

Prepositional Phrases following each other. Prepositional Phrases are attached to the previous

Nominal Group.

Following the tree diagram below, is a table of the structures found in the three Life Skills

texts. As can be seen, they are very simple, and later we can compare these with structures

found in the L1 and L2 sclections. This will be done in Chapter 6, Summary of Conclusions.

Text One has 25 syntactic structures which could be identified, and Text Two has 28

structures. Looking at the actual structures, there none missing in Text Two that would

weaken its structure. It is worth mentioning though, that Text One has five conjunctions and

Text Two only three. Simple conjunctions such as and, or, because. etc. are missing.
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4.2.4.2 Summary of syntactic structures

Chapter 4: Life Skills

Language Texts

Text 1

Text 3

l. All types of verb groups except
for complex verb groups

v
+complex

2. Commands, statements and
denials

v

3. Wh- questions with words like
whg, how and how much

v

4. how many

5. whar

& Wh- in subordinate clause

7. Yes/No questions, including
auxiliary and modal fronting

8. Tenses: present, past, present
continuous

v’ present
historical

9. Tense: past perfect

10. Relative clause with the relative
pronoun who

12. that as relative clause marker

13. Co-ordinating sentences with
and and or

14. Co-odinating phrases with and
{not but or or)

15, or

16, Passive construction

¥ predominates

17. Modal can

v

18. Modal could

19, Modal must

20. Modal may

21. Modal must have (Concl.)

22. Demonstrative

23 Phrasal NP postmodifier

Y BN

24, Phrasal NP premodifier

"25. Finite verb group complement

26, Non-finite complement of verb
aroup Type (I): The best thing for
you to do is o tell everybody.

27. Non-finite verb group
complement Type (I1): All T did
was to hit him.

28. Finite adverbial with before,
then, because, soon, now, and
because, so as and until

29 when/how

30. Subordinating conjunctions
before, then

31. Comparative clauscs as big
_astas fast 19d. as
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Language Texts

32. because, where, when, if

33, when,what, who, about what

34. then

36, what

Text 3

37. Wh- in subordinate clauses

38, Discourse markers (COMP)
now, the, but

39. Past perfect tense

40, thar as relative clause marker

41, Ellipsis /substitution

42, Lists

43. Multiple embedding

SNENEN

44, Adverbial phrases (PI'):
Purpose

45: Time

NENES

44: Place

47, Manner

ASENRN

48, Present participle

49, Past participle

50. Asyndetic co-ordination (no
conjunctiorn)

51. Possessive

52. Existential there

53. And as sentence initial

54. NP in apposition

55. Transposed clause/phrase

v

56 Range of conjunctions

Then, but, now,

if

TOTAL TYFPES EACIH COURSE

26

A ENRN

when, then; if

i8

This text has the greatest range of syntactic structures. This may be because three topics

were (partialty) covered, and that the language is very interactive with the child.

4.2.5 Vocabulary

a at
about be
above bit
after boots
all breaks
am building
and but
animals by
another cage
are called
around can

183

careful
centre
continue
correctly
could
dangerous
deep
diagram
die

do

down

drill
dumps
each
garth
enough
ever
explosion
explosives
fill

find

foil




for
formed
found
giving
8o

gold
gold-mine
green
happen
hard-hat
have
head-gear
healthy
here
holes
hopper
house
how

I
imagine
impaortant
in

inside

is

it

job

leaf

life

lift

light
like

load

look
main
many
me
minge
mine
miner
missing
my
need
next
no

not

of

off

on

one
onlo

or

ore
other
our
packs
page
passage
people
picture
piece
plant
pot-plant
props
puiled

rays
reaching
read
rest
road
rope
tubber
safely
see

set
shaft
shift
shopping
small
20
starting
stop
sun
sun’s
surface
talk

1all

that

the
there
these
they
things
think
this
tinfoil
to

Chapter 4: Life Skills

top
travel
truck
tunnels
underground
up

used
very
water
we
wear
were
what
when
white
why
will
winder
wire
with
without
word-box
words
would
wrap
wrapped
wrong
you

171 lexemes

There is a large range of lexemes in these extracts; there are 325 words in all, making the length

of each sentence 10,8 words This is possible that this is a function of three topics, but the topic

which introduced the most new vocabulary was the topic on mining,

It could be surmised that while there are a lot of words (lexemes), there are not many words that

children would struggle with. I would suggest the following: “another” “centre

3 &d

enough™

“imagine” load” “main” “props” and “wrapped”. Words that have different meanings from thejr

everyday meanings are the ones that we must take into account especially.
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This is a well-illustrated book, with a range of interesting topics without overload, and children

would have a great deal to learn from it.

4.2.6 Academic Language Functions

Chapter 4: Life Skills

Language Student uses Examples L1
| language to: P RC
1. Following Read instructions to { ‘Interl:xlretmg '
. . make or do information while v
instructions . L .
something reading instructions
2. Observing | Notice things that |Using senses at hand v
and comparing | seem pertinent | or watch somethin
Work in planned
way to collect
Explore the information. Use
3. Seek =XP wha, what, when, v
. . environment or
information .. . where, and how, to
acquire information . :
collect information -
in increasing
| competency
= \ Use instruments to
. Use measuring .
| 4. Measuring . answer questions
o instruments and , -
|and estimating that require accurate
‘ | make good guess ! .
information :
| Write down, make
notes, trace and
5. Recording | Measure carefully | sketch pictures, v
i complete diagrams, .
fill in data in tables -
| Tellspamtsor |
|Separate whol :
6. Analyse Separate whole into features of object or v
parts .
idea i
| Indicate similaritics
and difference in’
important parts or
Analyse similarities | features of objects or.
7. Compare | and differences in ideas, outline/ -
objects or ideas diagram/web,
Indicate how A
contrasts/compares
i with B
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L1

posters, diagrams,
pie-charts & bar

Student uses ‘ | LS ) LS | L
Language m S
guag _l_anguage to: Examples RC | NC | first | sceond
| ' Showhow Aisan | :
example of B, how
Sort objects or | A is related to B, or
8. Classify ideas into groups how A and B go
and give reasons | together but not C
and D, Explain why
L i things go tt:)‘gether
Tnt Using texts, diaries,
. Interpret - .
9. Interpreting | . S drawings, diagrams,
, . information in
information . _ models, tables and
different forms
graphs .
9.1 Changing Interpret ditferent Chan ging forms of
forms of 10 eXpress
the form - . e
| information understanding
Create useful ideas
9.2 Applying ;| Know when o use | that summarise a
concepts concepts and how number of
experiences
0.3 Making | Tnfer that which is | Conclusions based
e . on different sources
inferences  ;beyond the obvious . .
+  of information
9.4 Seeing Describe what has
' & Try different been done, and
parts and A .
. possibilities and describe how
‘stating find relati | relationships h
relationships ind relations | relationships Dave |
been determined |
—i ——————
Another form of Predict 1_mphcat10ns
. . o from actions or from
10.Predict interpretation;
e o stated text
predict implications
[ B I Retell story or
content-related
information in own
Report, explain, or {  words, tell main
11. Inform describe ideas, summarise;
Lo information or use graphic forms
procedures such as flow-charts, |

i graphs
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i
|
1
v
1

Student uses L1 (L2} LS ||
Language Examples
glag language to: P RC | NC || first ‘
 Generate hypotheses i |
. to suggest {
12. H}'fpo- Hypothesise consequences from v I (.
thesise consequences ] ; :
antecedents; may be i ; ;
tested and reported ; : !
- i e . H ' 1
Give reasons for an im;;l::tlatx\;hijvﬁykjmu | !
i i isi * v - § v
13. Justify action, .a dems{on, selected A, or why
or a point of view .
you believe A
. Show at least two I
Convince another ipieces of evidence or i
i | v - v
14. Persuade |person of a point of arguments in support. ;
view o
of a position |
_.,...1 5 Solve - Determine solution Given stated F !
'E}l M using models and problem, reach v - - |
problems theories ] solution |
| Put A together with 1
. 1B to make C, predict.
{ 16. Svnthesise Combine ideas to | orinfer C fromA 4 _ _
| 1oy form a new whole | and B, suggesta
solution for a
problem
Select or name
criteria to evaluate,
prioritise a list and |
17. Evalnat ASSGE? thte Wc.)rtih :f explain, evaluate an v B 3 _
B i oo, "G
proposition, indicate i
reasons for agreeing [
or disagreeing I S |
| Conelusion L1 | Total functions=21 16/21 | - l - !g - I!
{ Conctusion L2 | Total functions = 5 | ] si21 1321 | 15721 1o |

Sonrces: O'Malley (2007), Moodie (2004) and RNCS (2002 for Home Language (L1) and First Additional

Language (L2).

This text has the greatest number of language functions of the three texts, and this is surprising

because the first text is much “busier” and apparently more detailed than the second one. This

text was the only one to give cxamples of “Evaluate™, “Solve Problems” and “Analyse”™. By

Grade 4, the criteria for assigning these functions to reading will be stricter.
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Chapter 4: Life Skills

4.2.7 Conclusion

[’ This text would seem to be more within the reach of the children, because it covers fewer topics,
However, some of them, such as the Solar System, might not be readily understandable. There is

[ | some concern in practice, insofar as the Lifc Skills texts arc so very different. It will put children
who move schools at a particular (dis)advantage if the previous school were to prepare for the

[ : Grade 4 more or less adequately. This will be aggravated if 2 child has missed out coverage of a

complete piece of text.

———

4.3 LS Text Three
4.3.1 Introduction

[ This is the third in the set of analyses of Life Skills texts. The purpose of doing this is,
principally, to see whether these texts are more difficult than the L1 and L2 texts. Also Life
[ $kills is the introduction of informational or expository texts. Will children be able to cope with

the challenges that such texts bring?

There are threc texts examined in this chapter, but it should be noted that one of the L2 scheme
publishers has published several LS texts, and a second text from them is covered here. This
I route was taken because the publishers’ of the third L2 scheme do not publish across the

curticulum,

The first thing to mention is that because Language texts are supposed to be cross-curricular, as
!: are Life Skills, one would expect that there might be an overlap of topics. However, the Life
Skills texts will not have lessons devoted to language structures/functions per se. (Contert
l subject teachers are very resistant to doing “language” in their Learning Areas.) As all the LS
texts have Teacher's Guides/Books, it is possible to determine what is covered, and in what
depth.
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The Teacher's Book for LS Text Three, however, has not been helpful in giving an explicit list

of topics and subtopics (lessons) for Grade 3:

How we behave; Things I can do; Feelings; Respecting myself; Respecting others.

How we communicate: Speech; Writing; Reading; Listening and looking.

My country: South Africa and its symbols; Different people in my country; People who need
help or care; People who give help or care.

People from long ago: My family from long ago; Making things Jong ago; Heroes.

Life Cycles: Mammals; Reptiles; Amphibians; Insects.

People who make things: Clothes; Bricks; Bakery; Canning Factory.

Recycling: What can we do with rubbish?; Using waste paper; Using waste cans and bottles;
Making things to sell.

The above list is from the Teacher’s Book — the Learner’s Book has more lessons under gach
subtopic, These topics show a concerted effort to cover Economic and Management Sciences
(EMS), Natural Sciences, Life Orientation and History (History and Geography together form
the Learning Area Social Sciences). (In the Foundation Phase, the Learning Programme Life
Skills covers the six Learning Areas below; Learning Programmes Literacy and Numeracy

cover Languages and Mathematics.)

L§ Text Three also has a range of tasks for children to do that only appear in the Teacher’s
Book. Certain deductions can be made from the Teacher’s Book; there is a table showing the
coverage of the Assessment Standards according to the Learning Areas. These are claims that

are beyond the scope of the present study to verify, but here they are:

Life Arts and Natural . A
Qrientation Technology Culture Sciences S History Geography EMS
32 11 24 10 10 5 6

The Workbook for Text Three was not available at the time of writing. Text Three is not as text

heavy as Text One. Below are two pages from the Learner’s Book.
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Find out for yourself]
i Do this simple test.
o (D) Fill a tub with

g damp soil.

(2) Find some rubbish
made by people and
some natural rubbish.

@ Bury each item

in the soil and LAt

" label it, :
i A _
Thi

Dig up the itemé after ;h'
2 weeks and see if '
they have changed at all. Al

84

TRV S e e e e e
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Chapter 4: Life Skills

Fruit grows ony
the tree, #

- Minibeasts eat .'
thedead bll'd | a
and leaves.

The bird dies. ;.

A tree bears _ _ _ _ _ soil

A _ _ _ _ eats the frit. dies |
Thebird _ _ _ __. minibeasts |
e eat the dead bird. bird ]
This keeps the __ _ __ __ healthy. fruit

Anew _ _ __ _ can grow. tree §

85
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4.3.2 Coherence

This text uses a range of rubrics:

There is a story with eight pictures and running text below each one. Then there is a range of
picturés that children have to discuss. There is a range of pictures with one sentence below each.
Also, there is a cartoon story with twelve pictures; finally there are illustrative pictures. This text

has the preatest range of rubrics and a very pleasing aesthetic sense.

4.3.3 Cohesion
TEXT

Fill a tub with damp soil. Find some rubbish(1] made by people and some
natural rubbish[1a]. Bury each item[2] in the soil and label it. Dig up the[2a]
items[2b] after 2 weeks and sce if they[2¢] have changed at all.

Fruit[3] grows[12] on the{7] tree[8]. A{4] bird[5] eats[6] the[9] fruit[3a].
The[4a] bird[5a] dies. Minibeasts cat[6a] the[4b] dead bird[5b] and leaves.
A[7a] new tree[8a] grows. A tree[8b] bears fruit[3b]. A[4b] bird[5b] eats the[9a]
fruit. The[4b] bird[5¢] dies. The minibeasts eat the[4c] dead[10] bird[5d][11a].
This[11] keeps the s0il[13] healthy. A new tree[Rc] can grow[12a].

Paper[14] can be used again. Waste paper[14a,15] is cut up. It[14b] is mixed
with manure. [t[14¢] is used as fertilizer[15] by farmers[16]. At homef[16a],
paper[14d] can be torn up. It[14e] can be mixed with kitchen and garden
waste[ 14f] to make compost[15a] for the garden.

Used paper[17] from offices, shops and homes can be recycled. This[17a]
paper[17b] is made into puip[18] (like a porridge). The[19] pulp[18a] is
cleaned. The[20] paper[18b] is rolled out and dried on this[20a] paper
machine[23]. This{21] is the new paper[17¢] on this[22] roll.

Old bottles[25] made new. Jo[24] and Thiathu choose colddrinks{27] in the
supermarket. Jo[24a] puts her empty bottle[25a] into a bottle[25b] bank.
The[25a] bottle[25b] is washed and then it[25¢] is crushed. The[25¢] glass[251]
melts in the furnace. The hot[26a] glass[25¢] 1s poured into a mould that will
give it a shape when it cools[26b]. The bottles are filled with colddrink[27a]. A
cap is put on by a machine.
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ANALYSIS

[1][1a] Reiteration “rubbish”

[2][2a] Anaphora

[2][2b] Reiteration “item”

[2][2¢] Anaphora

[31[3a][3b] Reiteration “fruit”
f4][4a][4b]{4c] Anaphora “bird”
[5][5a][5b][5¢][d] Reiteration “bird”
[6][6a] Reiteration “eats™

[71[7a] Cataphoric Reference “a/the”
[8][8a][8b] Reiteration “tree”

[9][9a] Anaphora “fruit”

[10] Lexical cohesion/collocation “dead”

[11][11a} Anaphoric reference Whole sentence “The minibeasts. ..

[12][12a} Reiteration “grow"

[13] Lexical cohesion/collocation “soil”

[14][14a] Reiteration “paper”

[14][14b][14b][14c][ 14e] Anaphoric reference “paper/it”
[14][14d] Reiteration “paper”

[14]]14f] Lexical cohesion/collocation “paper/waste”
[15][15a} Lexical cohesion “paper/compost”

[16] Lexical cohesion/collocation “farmer/fertilizer”
[17][17a] Anaphora “paper/this”

[17][17b] Reiteration “paper”

[18][18a] Reiteration “pulp”

[18][18b] Collocation “pulp/paper”

[18](19] Anaphoric reference “pulp”

[20][20a] Cataphoric reference “the/this”

[21] Exophoric reference “this”

[22] Exophoric reference “this”

[23] Lexical cohesion “papct/machine”

[24][24a] Reiteration “Jo™

[25][25a][b] Reiteration “bottle”

{25](25¢} Anaphoric reference “bottle”
[25][25d][2e] Anaphoric reference “bottle”
[25][25d] Reiteration “Bottle”

[26][26a) Collocation “furnace”/hot”

[26][26b] Coltocation “furnace/cools”

[27][27a] Reiteration “colddrink™.

4.3.4 Syntax

The tree diagram below is followed by a summary of the structures found.
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4.3.4.2 Summary of syntactic structures

Chapter 4.

Life Skills

The following are the structures found in the three Life Skills texts. As can be seen, they are
very simple, and following this summary, we can compare these with structures found in the L1

and L2 selections. Note: because the sampling was so small, some structures will have

inevitably slipped through the net of the analysis. Nevertheless, there are more structures here
than there were in Van Rooyen's (1990) analysis of Grades 2-4.

Language Texts

Text 1

Text 2

1. All types of verb groups except for
complex verb groups

v +eomplex

' 2. Commands, statements and denialg

v

3, Wh- guestions with words like who,
how and how much

'

3a. how many

3b. what

3¢, Wh- in subordinate clause

4. Yes/No questions, including auxiliary
and modal fronting

5. Tenges: present, past, present
sontinuous

5a. Tense: past perfect

6, Relative clause with the relative
Pronoun who

6a. that as relative clause marker

7. Co-ordinating sentences with and
and o

<

8. Co-odinating phrases with and {not
but or or}

4

§a. or

9. Passive construction

¥

R R R
&

“’”“dommafes

10, Modal can

¥ can be

10a. Modal could

¥

A NEYESENEEN

10b, Modal must

10c. Modal may

10d. Modal must have (Ccmcl )

would

11. Demonstrative

12a, Non-finite verh group complement
c.z. He will help you 1o bring them
back

12b. Finite verb group complement; c.g.
Everyone hoped he wonld sing.

143, Non-finite post modifier of NP(PP)

14b, Fhrasal NP postmodifier

14¢, Phrasal WP premodifier

15, Finite verb group complement

15a, Non-finite complement of verb
group

16. Non-finite verb group complement
e.g, [ am going to eqt.

17, Finite adverbial with before, then,
because, soon, now, and because, 5o as
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Langunage Texts

Text 1

Text 2

and until

17a. when'how

18. Subordinating conjunctions before,
then

19. Comparative clauses as big as/us
fast 19d. as

20a. because, where, when, if

20b. when, what, who, about what

. 20c. then

204, what

208. Wh- in subordinate clauses

21. Discourse markers (COMP) now,
the, but

22, Past perfect tense

23. that as relative clause marker

24, Ellipsis/substitution

25. Lists

26. Multiple embedding

R T N

27. Adverbial phrases (PP): Purpose

27a: Time

27b: Place

27c: Manner

ANENEN

RN

28, Present participle

29, Past participle

30. Asyndetic co-ordination (no
conjunction) '

31. Possesgive

32. Demonstrative

33. Existential there

L RN RNIRN

34, And as sentence initial

35. NP in apposition

it g g

36. Transposed clause/phrase

v

37. Range of conjunctions

Then, but, now, if

but

TOTAL FOR EACH COURSE

28

25

of topics and pleasing aspect of the text.

4.3.5 Vocabulary
a bears
after hird
again bottle
all bury
and by
are can

as cap

at changed
bank choose
be cleaned

196

colddrinks
COMmpOSL
cools
erushed
cut

damp
dead

dies

dig

dried

Text Three has the smallest range of syntactic structures, but this does not detract from the range

cach
eals
empty
farmers
fertilizer
fill

find

for

from
fruit
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furnace kitchen paper they
garden label people Thiathu
give leaves porridge this
glass like poured to
grow machine pulp torn
have made put tree
healthy make recycled tub
her manure roll up
home melts rubbish Use
hot minibeasts see vocabulary
if mixed shape washed
in mould shops waste
into natural s0il weeks
is new some when
it offices supermarket will
item old that with
Jo _ on the
keeps out then 106 _lexemes
4.3.6 Academic Language Functions
Student uses L1 L2 LS
Language langua;e to: Fxamples I&NCS RNCS | first I“Efld t:fd
1. Following Readﬁ;:i;“;:t;%ns t0 Interpret information v v } v
instructions something while reading instructions i E
2. Observing | \1 o things that | Using senses at hand or P \ P
and, seem pertinent watch something I |
comparing __ . :
Work in planned way to l
Explo're the collect information, Use i
3, Seek : who, what, when, where, . I
; X envirotiment or i
information acquire information | . and hlow foc ollect.
information In increasing,
competency
Use measuring Use instrum_ents 10
4. Mea_suring steuments and answcr'questmns that _ v v
and estimating making good guess | require accurate ! |
| information 1‘ !
Write down, make notes,
5, Recording | Measure carefully 2:;3;; r:g ;‘::g:rg;?%qﬂz’] ' v - v
data in tables o
Separate whole into | Tells parts or features of
6. Analyse [ Sbject or idea i R
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Student uses

L1

L2

Ls

} ]
Language LS (LS
guag language to: Examples RNCS | RNCS | first tsecond ;third
Indicate similarities and o
difference in important
Analyse similaritics parts or features of
7. Compare | and differencesin | objects or ideas, outline/ - - v v
objects or ideas diagram/web. Indicate
how A contrasts/
_ compares with B
Show how A is an
Son o OB o0 5
8. Classify ideas into groups r ° 5 : - - v v
and Ve reasons and B go together but not !
8 C and D. Explain why |
things go together ‘ 1 t
) Tnterpret Using texts, d;;rmies, !
9};?;?;?;52? information in drawings, diagrams, v v l v -
‘ different forms | models, tables and graphs ,
9.1 Changing Interpret dlﬁferent . Changx'ng forms of | i
forms of informmation to express v " 4 -
the form o . . ;
information understanding |
5.2 Applying | Know when 1o use Create u_seful ideas that.
summarise a number of v - - -
concepis concepts and how .
_ experiences )
9.3 Making | Infer that which is anglumqns based 0_“ & |
. . different sources of v - LV -
inferences | beyond the obvious - . i
information i
— === . — ‘ S R
9.4 Sceing Try different Describe what has been !
parts and e done and how |
. possibilities and . . - - - -
stating , : rclationships have been \
. . find relations . ‘
relationships determined r
Another form of Predict implications from o
10, Predict interpretation; |- P _ v - v v
NS actions or from stated text |
!predlct implications | .
Retell story ot content- ' -
1 related information in
| Report, explain, or | own words, 1ell main
: describe ideas, summarise; use
. . | v - v v
11. Inform ' informationor . graphic forms such as
| procedures flow-charts, posters,
diagrams, pie-charts &
B | bar graphs :
Generate hypotheses (o 11
12. Hypo- |  Hypothesise suggest consequences - B L v
thesise I cOonsequences from antecedents; may be i
| tested and reported !
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.rGive: reasons for an_ Tell why A is important, l
13. Justify I action, a decision, | why you selected A, or ' -
| ora point of view why you believe A

' Stodent uses L1 L2 ) LS LS iLS
Language language to: Examples RNCS | RNCS {| first  jsecond |third ‘

| . Convince another | Show at least two pieces
14, Persuade : person of a point of | of evidence or arguments v -

! . ; .
i view ! in support of a position
i’ =

15. Solve
problems

Determine solution ;
using models and
theories |

Given stated problem, v
reach solution

| Put A together with B 1o |
16. Synthesise Combine ideas to | make C, predict or infer ‘
gt form a new whole | € from A and B, suggest - a

a solution for a problem

tantl}

| Select or name criteria to i
cvaluate, prioritise a list
and explain, evaluate an v
object or proposition,
indicate reasons for
agreeing or disagreeing

| Conclusion [_,_1_‘Tl"otal functions =21 I ._..,l 16/21 l: = l

Assess the worth of
17. Evaluate | an object, opinion
ar decision

4.3.7 Conclusion

Once again we see that Text Three has the narrowest range of academic functions of the three,
but it is worthwhile considering the possibility that it is more within the children’s natural
possible range of functions, One thing that Text One does ad nauseam is to “tell your partner”
something about the picture or some experience. Whether children can do this without a solid
introduction to the topic is a matter for empirical research. The reader is referred to the
Summary of Conclusions in Chapter 6, wherc the actual range of language structures in the
language texts is compared with what is covered in the Life Skills and Numeracy texts. These
of course are estimates, but the L2 Academic Language Functions are actually counted from

the whole of the Learner’s Book.

As the reader would have deduced, Text Three is regarded as a very pleasing book that may be

more suitable than the other two for the children’s level of linguistic competence.
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Chapter 5: Numeracy

CHAPTER 5: NUMERACY

5.1 Numeracy Text One !

5.1.1 Introduction

Numeracy involves a wide range of specific abilities, any of which may prove difficult for particular
learners and affect their acquisition of skills. Some of the underlying knowledge and skills involved
inchude the following:
giving digits/numbers meaning
understanding number concepts and relationships between numbers
interpreting mathematical information
short-term memory and ability to memorise
visual perceptual skills
ahility to perceive and predict patterns
spatial and measurement skills
ability to sequence and organise
. ability to reason and think logically
10. ability to calculate
11. ability to peresive and remember direction
12, language skills
13, handwriting/motor skills
14, ability to decode an algorithm or numerical task from a complex problem
15. ability to relate/choose actions appropriate to purpose (problem solving) |
16. ability to abstract from the concrete !
17. ability to categorise and hence identify relationship. ‘
Numeracy can be subdivided into related categories based on size, shape, space and quantity.
Learner’s difficulties might be limited to a specific area of knowledge or skill' (my emphasis).

R R

Above is presented the range of skills pupils must have in order to master Mathematics
properly. Many of these skills seem to overlap with language skills or Academic Language
Functions (these are the ones that are italicized). Quite possibly we could draw such a list for the

}earning of L1 or L2, but this is not the task at hand.

It is a brave person who would saunter into the world of the relationship between Mathematics
and language. The first reason probably cited is to say that Mathematics is a symbol system of
its own and that it is difficult to equate it on any simple level with language. It is, as we have

se=n, only possible to talk about much of early Mathematics through ordinary language, and

then as more complex concepts are introduced, such as the decimal point and fractions, the

language of cxplanation is of paramount importance. A sloppy use of language, or an excessivc

! http://www.dfes.gov.uk/curriculum_numeracyftrcc/handling/acccss/
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use of code-switching (using two languages) may lead the children to have very unclear
concepts. [f this situation goes on and concepts are not fully mastered, then Mathematics,

always an at-risk subject for phobia, may well show a decline in both performance and attitude,

The mathematical competence of the teachers in L2 schools may be at risk too. Twenty three
years ago, regarding performance tests which tcachers were asked to do, their performance
didn’t seem to be much better than that of their learners, but what was of more concern was the

language of the teachers when teaching their classes.

What alerted us to the interference of poor language skills on Mathematics was research on
different ways of doing Mathematics word problems at the Std 4 (Grade 6) level. These
probiems were set up as Grade 2 level, and therefore by implication the language was at that
Ievel too. Children couldn’t read the problems in order to try to convert them to mathematical
operations. This finding had significant consequences. Macdonald went on to lead a team (1980-
1991) to analyse the school-based learning experiences and the effects of the language policy in

the then black education departments.

Compared to the dry and soporific effect of the old Mathematics books, the new books are so
vibrant that it is tempting to say that they are about as lively as language books. But there are
differences. One can look at the vocabulary and the grammar of the sentences, but after that,
language (but see below) analysis as done for Language (L2) and Life Skilis books grinds to a
halt. There is not sufficient text to look at the use of cohesive devices across sentences, and the
concept of linguistic coherence is also not applicable. No doubt a Mathematies expert could

look for mathematical coherence.

The question of vocabulary is also somewhat different. There are the everyday words that
situate problems, and there is domain-specific language too. Ideally the analysis should keep
these separate. However, a great deal of the mathematical language would be introduced in the
classroom, and if the teacher is not able to explain the concepts clearly, then even the best book

is not going to be able to deliver what it promises.
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‘7‘/ \; )

b ‘UK* x"”hl\lfiru\ .
=R

] : Mandla has packed 52 crates with 6 milk bottles in each.
I How many milk bottles is this?
| | 7. Mandla started off with 600 milk bottles. How many more

* must he pack?
3. How many more crates will he need?

| ;' L. He throws 59 cracked milk bottles away. How many are left
. to pack?
I‘: 5. How many crates will he need now?
6. Mandia takes 5 minutes to pack a crate. How many minutes
! will it take him to pack all the milk botties? How many hours?
57
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5.1.2 Academic Language Functions

The Academic Language Functions of Mathematics (ALFs) in Foundation Phase (FP) are 1
something of an eye-opener. The Mathematics Curriculum Statement is very explicit, and so it is :

possible to see the cognitive skills involved, What is very challenging here is that the pupils ]
would have to know how to express these exponents at the level of an L1 child m order w ' l

successfully master the challenges of Mathematics,

A content analysis of whole books has not been conducted vis-&-vis the whole Mathematics

Curriculum, so there are some minor things missing in all three extracts. It Is now not surprising I
that the Mathematics books look so different from the old Mathematics books, as it is not

computational practice which seems to matter (in fact there may be insufficient practice) in | ]
covering the range of tasks in the Learning Outcomes. This analysis may be one of the most

important in this entire report, . l

]

5.1.2.1 Academic Language Functions: Mathematics in the FP

| ths Cur. | 1
L e Student uses ' Examples I\é[:ateineltll: L1 L2 l
ANgUaZ language to: | P FP FP . l
- — |
. Read instructions to ¢ Interpreting
}' ﬁollo;ymg make or do . information while
Instructions something : reading instructions | I

2, Observing and | Notice things that | Using senses at hand
comparing scem pertinent  ; or watch something

. Work in ptanned
way to collect
information. Use
who, what, when,
where, and how, to
collect information
in Increasing
competency

Explore the

|

3 Seek . }
envirotment or ‘
|

|

|

information

acquire information

Use instruments to

Use measuring ANSWET questions

4. Measuring and instruments and

estimating | that require accurate
make good guess | i nformation
! ]
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Language

|
Student uses !
language to: 3

Exampies

Maths Cur
L2
Statemenﬂl FP

5. Recording

_ Measure carefully

erte down, ma]-.ce
notes, trace and
sketch pictures,

complete diagrams,

fill in data in tables

6. Analyse

i
Separate whole into

1
h ~——r T e i
!

Tells parts or
features of object or
idea

|
parts ;
|

7. Compare

Analysc similarities
and differences in
objects or 1deas

features of objects or

Indicate sitnilarities
and difference in
important parts or

ideas, outline/ 5 o _ _
diagram/weh. N
Indicate how A
contrasts/compares
with B

8. Classify

=

Sort objecis or ideas
into groups and give

Show how A is an
example of B, how
Adsrelated to B, or

how A and B go

9. Interpreting

TEasons together but not C
and D. Explain why
things go together
Interpret Using texts, diaries, |
v WA |

mformation in

drawings, diagrams,

information . modcls, tables and
different forms | g—mphs
o A [
. | Changmg forms of ‘.
9.1 Changing the Inter?;:rtnc?it; rent * information to v v
foxm infonj:;ation ‘t express |
1 i understanding _Ii
i rKnnwin when to [ Create useful ideas
9.2 Applying £ that summarise a v :
use concepts and \ - 0
concepis haw numbet of :
‘ 1 expen'ences b
— T T = 1
! 9.3 Making 5 Infer that which s l é?]og;lftigxss:z;fi v |
| i ‘ -
| inferences beyond the obvious \ of information B
S - Describe what has - - 1
! 9.4 Seeing parts %rly_d‘ﬂ‘ferent | been done and how ol :
and stating possibilities and find | relationships have T’ - - 1
. . R x |
relationships relations \ been determined ;
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i i ! |
| ' Maths Cur. '
: | Student uses | Li L2 |
Language = language to: i Examples Statement FP FP :
! | ,
| Another form of | Predict implications '
10. Predict : interpretation; from actions or from v - |
 predict implications . stated text , i
| Retell story or { .
! content-related ; |
i information in own i i
|
Report,explain, or 1 words,tell maia , |
11. Inform  idescribe informmation T ’ -1
| orprocedures | use graphic forrus :
: i such as flow-charts, |
I posters, diagrams, |
pie-charts & bar
graphs
| Generate hypotheses
|
. i 1o suggest
Hypothesise | v
12. Hypothesise comsequences from -
comsequences antecedents; may be ;
tested and reported Ij
e — L ——————— e,
. Tell why A is ”
Give reasons for an imp; rta;: :\/:vhyl you r , |
13, Justify action, a SCECE‘ISIIG‘I;; of | selected A, or why - i
g polt ol vie you believe A !
onvince another .Show at le_ast two | ‘
c pieces of evidence or v ,
14, Persuade | person oi!;" a point of arguments if support - ,
view i of aposition i
- v — AT H
15. Sol Determine solntion Given stated
' ‘blﬂ Ve using models and problem, reach v -
profiems theories solution
'  Pur A together with

16. Synthesise

1B to make C, predict
Combine ideas to | or infer C from A
solution for a
problem

form a new whole | and B, suggest a I

17. Evaluate

. Select or name

| criteria to evaluate,

prioritise a list and

explain, evaluate an
object or

| proposition, indicate

reasons for apreeing

Assess the worth of
an object, opinion,
or dectsion

or disagreeing

N
|
e ——
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[ Student uses
i language to:

} Maths Cur.
Language L Examples Statement
[
i

; L
o |

Sources: O Mal]ey (2007}, Moodie (2004) and RNCS (2002) for Home 1 Language (L1) and First Additional
Language (L2).

o T

Conclusion L1 iNumher of ﬁJ_nzcltmm
Conclusion L2 iNumber of ft:n;nons l7

This is a striking finding in this study. The Mathematics curriculum is very robust, and requires
a large number of skills, (Notice that the quoted skills at the beginning of this section could be
acded to this and we would conclude that Mathematics is a formidable subject indeed.) The L2
and Life Skill schemes would have to be very robust in order to support Mathematics, or at least

Mathematics that requires the most natural language,

A picture of Mandla is reproduced a few pages back, showing him packing milk bottles into
crates. Tt would qualify as a word problem, and to that must be added that it contains a
substantial number of questions that are realistic, but separate. This looks very different from the
old Mathematics books, where word problems were highly artificial.

5.1.3 Summary of syntactic structures

In this table we can see what constructions were found in the three Mathematics books. -

Numeracy Schemes | Scheme 1 | Scheme 2 Scheme 3
1. All types of verb groups except for v v
complex verb groups

2, Commands, statements and denials v v

3. Wh- questions with words like who, how | P P
and how much

4. how many v

5, what v v

6. Wh- in subordinate clause v

7. Yes/No questions, including auxiliary
and modal fronting

8. Tenses: present, past, present

¥ present, past v’ present
continuous, present perfect P » P PTES

9. Tense: past perfect

10. Relative clause with the relative
pronoun who

11. that as relative clause marker
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Nurmeracy Schemes

Scheme 2

Scheme 3

12, Co-ordinating sentences with and and
or

v

v

13. Co-odinating phrascs with and (not but
oror)

v

v

14, or

15, Passive construction

16. Modal can

v would

17. Modal could

18. Modal must

18. Modal may

20, Non-finite verb group complement
Type (1) c.g. The best thing to do would be
(for you) to tell everyone.

21, Nonfinite verb group complement
Type (I1): e.g. All I did was (to) hit him.

22. Non-finite post modifier of NP (PP)

23. Phrasal NP postmodifier

24. Phrasal NP premodifier

25. Finite verb group complement

26, Finite adverbial with before, then,
because, soon, now and because, so as,
and until

27. when, how

28. Subordinating conjunctions before,
then

29, Comparative clauses as big as/as fast
as

30. Subordinating conjunctions before,
then

31. because, where, when

32. when

33. then

34. Discourse markers (COMP) now, then

¥ how many

35, Past perfect tense

36. that as relative clause marker

37. Ellipsis/substitution

38, Lists

39. Multiple embedding

40. Adverbial phrases (PP): Purpose

41: Time

42 Place

43: Manner

44. Present participle

45. Past participle
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. Numeracy Schemes Scheme 1 | Scheme 2 Scheme 3

- 46, Asyndetic co-ordination : v v
47. Possessive ‘ : v v

48, Demonstrative

49 Existential there/it

50. And at beginning of the sentence

51. NP in apposition

52. Transposed clause : B
53, Conjunctions ‘ : - now how, how far, it,
many, How. | o did yo
£ Wb rioneme | follow, join you.
TOTAL 24 32 20

The number of syntactic structures in this scheme is high — it is as high as Life Skills and some
language schemes. What this means is that if learning across the curriculum is not an overt aim
of Foundation Phase teaching, then Numeracy is likely to be a victim of the authors’
enthusiasm. Notice on the next page that we are dealing with a seemingly simple sentence, yet it

has three clauses: can children deal with sentences like this?

After the tree diagram has been presented, we move directly to the list of vocabulary. There are
126 lexemes, and 202 words. This means that there are 62% lexemes to words and only two
pumbers included. The average sentence length is 6,7 words. This is not a matter for concern,
because the meaning in Mathematics is not necessarily contained in complex sentences; in fact,
quite the opposite. If truth be told there is a great deal of language compared to the concepts that
have to be worked on. By definition, however, word problems need clcar language fof

successful solution.

On the following page is a tree diagram of an apparently simple sentence. It does, however,
acrually contain three clauses. Remember that all the elided constituents are not literally
represented in the child’s conception, but they have to be understood as part of understanding

the sentence,
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Chapter 5: Numeracy

5.1.4 Vocabulary down next symmetrical
* drawing Nosipho  take
2-D elemments not 1he
3D elephants now them
3 tind objects these
59 find of this
600 fly off throws
a 20 on till
after have : pack to
all he pay topic
and her place total
are him present ‘ triangles
at ' home purchases two
away hours rain VAT
before how receive was
bottles impossible rounding ‘ ways
bought in route we
called into save week
can ‘ is scale what
cerlain it scale which
chance items school why
choose left shapes will
complete look she with
conduct Mandla shops write
copy many shortest you
cracked marked slip
crate maybe some 126 lexemes
data milk squares
did minutes started
different more supa
discount must supermarket
do name survey
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There are 218 words in the extract that was analysed. So there were 58% lexemes relative to the
words. There were 7,3 words per sentence, which as has been pointed out, is not puzzling, since

the sentences are setting out mathematical problems and therefore do not have to be long,

Words that may be problematic are: “maybe”, “impossible”, “certain”, “construct” and “route”.
This is an estimate made by a psycholinguist, but may be off the mark. Unfortunately we are
unlikely to encounter children dealing with the end of the book, so we cannot be sure what

creates difficulties.

On the following page is the list of ALF’s for all three texts for the purpose of comparison.
What is surprising is the large number of ALFs there are considering that they are usually
regarded as language functions. The functions that are missing (i.e. “Analysing”,
“Hypothesising”, “Synthesis”, “Justifying” and “Persuading”) would seem to be apt for this
fevel, but we would hope that “Measuring” and “Estimating”, and “Informing” are (o be found

elsewhere in the text.

5.1.5 Academic Language Functions

Student uses i Num |Num |

. Read instructions Interpreting 5 ! i
ln Ft‘:_'::z:;ng (o make or do | information while v ! v l
s e something | reading instructions | |
2. Observing | Notice things Using senses at 1 |
and that seem hand or watch - - f
comparing pertinent something . b
Work in planned Fi
way to collect &
Explore the information. Use |
3, Seek environment or | who, what, when, o 3 l!
information acquire where, and how, to 1 5
information | collect information \ f

in increasing
competency B

, | Use instruments 10 |
4. Meas:durmg I .E:;E;ﬁ; r:;gd answer questions v v 1
t.*m i nlnake ood muess that require accurate l
estimating gooc Bu | jnformation j
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9, Interpreting

Interpret
information in

Using iexts, diaries,
drawings, diagrams,

Student uses ‘ iNum | Num [Num
B Language language to: Examples L1 L2 ! first | second | third
Write down, make P B
Measure notes, trace and
5, Recording sketch pictures,
carefully .
cormnplete diagrams,
fill in data in tables
! o Tells
i parts or
6. Analyse Separate whole features of object or
Into parts . i
} idea
Indicate similarities
; and difference in
5 aloer . important parts or
| . fﬂm‘.ﬂ.ysc. features of objects
i similarities and . d
7. Compare di o or ideas, outline/
: differences in .
! objects or ideas diagramy/web,
+ o0) Indicate how A
contrasts/compares
with B
Show how A is an
example of B, how
Sortobjects or | AlisrclatedtoBor
8. Classify  |ideas into groups | how A and B go
and give reasons | together butnot C
and D. Explain why
things go together

information different forms models, tables and
i graphs
. Interprel Changing f'brms of
9.1 Changing | .. information to
different forms
the form of information EXPress
understanding
W_! K now when Lc; Creale useful ideas
9.2 Applying | 1o that summarise a
1 us¢ concepts and
concepts how number of
o . gxperiences
~ [nfer that which | Conclusions based
2'31.Mak':g is beyond the | on different sources
, Inferences obvious of information
ig 4 Seci B " Describe what has
i tecmg Try different | been done and how
p a:- :.an possibilities and | relationships have
Stating find relations | been determined
relationships 1
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Studént uses

17. Evaluate

opinion, or
decision

explain, evaluate an
object or

proposition, indicate

reasons for agreeing

' I Num |Num

Language fanguage to: Examples L1 | first | second ’ third \
L i
;A;:ghc:ef;);r:n?f Predict implications ! l:

10. Predict TPresation; g om actions or from | v/ ! -
predict ) .
oL T stated text ! ;
i implications ; !
! | Retell story or :
: i content-related
’ information in own ;
i Repott, explain, | words, tell main =
i ordescribe idcas, summarise; . !
! ! v : v 1
M. Inform 4 o mationor | use graphic forms ; '
procedures such as flow-charts, {
posters, diagrams, |
pie-charts & bar |

graphs
Generate hypotheses i
. fo suggest |
Il;ilH)-’po— :jr{s;tzzif:s consequences from § v -
esise 4 antecedents; may be |
tested and reported i
- Give reasons for Tell why A is i
. . an action, a | important, why you v v {
13. Justify decision, ora | selected A, or why - Jr
point of view you believe A \ |
. Show at least two ‘,
Convinge another | Fevid ,
14, Persuade |person of a point pleces ol evidence v - |
o ) of view or arguments in |
support of a position :
15. Sol oo usin Given stated I
» DoTve SOIULION USINg problem, reach v LY '
problems models and ! ! :
. solution

theories ? |
= T o - — = {
Put A together with ’ ;
: Combine ideas to B to_mfak%cf? pmil“ﬂ I ‘
16. Synthesise form 4 new or mter f rom - -
-y whole and B, supgest a ] ;
© solution for a 1
| problem i ]
B . Select or name
criteria to evaluate, l
Assess the‘worth | prioritize a list and ‘
of an object, v |
- |
!
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Studeﬁt uses . ‘ i lNu;.n | Num Num ] ‘
. Language_ language to: | Examples lei L2 | first | second | third j |
| | | or disagreeing 4 | li
. e Number of ! ‘‘‘‘‘‘‘‘‘ T
Concluglon L1 mﬁ%nctions =91 ! 16/21 ! l 1'
Number of ! i} '
: |
Conclusion L2 Flunctions = 5 i l5;’21 I | 153/21 11/21 I|

Sources: O'Maliey (2007), Moodie (2004) and RNCS (2@0;2) For Home Language (L1) and First Additional Lanpguape (L2).

5.1.6 Conclusion
It is difficult to make any definitive conclusions given that the writer is not a mathematician,

but the new aspects of these books have been pointed out.

Looking across from the Mathematics Curriculum to the eleven functions for the first text, we
must once again make the qualification that more functions might have been found, had a Jarge

sample been analysed. As it is, a mathematician should check this analysis.

We turn now to the second scheme, which is a new publication.

5.2 Numeracy Text Two

5.2.1 Introduction

The following comes from Mathematics and the Imagination by Edward Kasncr and James
Newman. The book was first published in 1940. The quote comes from the 16™ printing (1938).

Alice was criticizing Humpty Dumpty for the liberties he took with words: “When Tuse a word,"

" Humpty replied, in a scornful tone, "it means just what T choose it to mean — neither more nor
fess.” "The question is,"” said Alice, "whether you can make a word mean so many di fTerent
things." "The question is," said Humpty, "which is to be master, that's all.”

Those who are troubled (and there are many) by the word "imaginary” as it is used in
Mathematics, should hearken unto the words of H. Dumpty. At most, of course, it 15 a small
matter. In Mathermatics familiar words are repeatedly given technical meanings. But as
Whitehead has so aptly said, this is confusing only to minor intellects. When a word is precisely
defined, and signifies only one thing, there is no more reason to criticize 1ts use than o ¢riticize
the use of a proper name. Our Christian names may nol suit us, may not suit our [Mends, but they
occasion little misunderstanding, Confusion arises only when the same word packs several
meanings and is what Humpty D. calls a "portmanteau.”
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In this comical exchange between Alice and Humpty Dumpty, we are faced with the notion that
a word means what a person says it means. Now ff that were actually the case, very little
genuine communication would happen, unless H, Dumpty’s definitions prevail. This would be a
strange world indeed. And then, those of us who are scared of Mathematics — not a few -

Whitehead says we have “minor intellects”. Well, that’s us labelled.

It is, however, the job of teachers to teach concepts precisely and to differentiate them from the
meaning of everyday meanings. We are faced with an extra level of complexity when we are
faced with Mathematics when taught in Grade 1 or Grade 2. We may be faced with children
learning some kind of meaning of mathcmatical words, but the concepts are fuzzy, because the
child has no hooks to hang the concept on. To establish whether this is the case is very difficult
indeed, and we would probably have to return to the child’s mother tongue to get to the

concepts. In this case we are dealing with three languages.

Having said this, the current Numeracy books have a lot of English in it, and not simple
computations as was the case a few years ago. Although the books are very attractive indeed, the
practical question remains: Can the learners understand the English, and can they be helped to

do the Mathematics itself?
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Masifundise’s school fair is from 9:30 unfil 2 o'clock.

L. a  Howmany hours long isit?
bl Belinda's class need to get there 1 hour early. -
What fime do the class need fo be at school?

2. They take turns to work at their stall. They each work for 45 minutes.
Write down and show on your model clock the fimes that each person works.

Person Starfing fime Ending time
Neo, Jon, Chad

Dirnitri, Befing, Ncumisa
Avtil, Kabelo, Jan
Monica, Chelseaq, Tiro
Mika, Prenovan, Kgetsi
Manie, Aaron, Mogadi
Meshak, Val, Thembi

one hundred and thirty-five
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The way in which Mathematics is written means that we can't really assess the range of

cohesive devices — most of the problems are not longer than one sentence long — and even if

there are many problems around one topic, these problems are not cohesively linked. The same

applies to coherence; this concept is for dealing with extended text. So we are left with the

gyntax of the problems, and the range of vocabulary (apart from the numbers themselves).

Hence the analysis of Numeracy is a great deal shorter than the analysis of the other two

Learning Areas,

5.2.2 Summary of syntactic structures

Numeracy Schemes

Scheme 1

| Schem 2

1. All types of verb groups except for
complex verb groups

v’ plus complex

2. Commands, statements and denials

s

3. Wh- questions with words like who, how
and how much

Scheme 3

4. how many

5. what

AN NN

6. Wh- in subordinate clause

7. Yes/No questions, including auxiliary and
modal fronting

8. Tenses: present, past, present continuous,
present perfect

9. Tense: past perfect

v’ present

10. Relative clause with the relative pronoun
who

11. that as relative clause marker

12. Co-ordinating sentences with and and
or

13. Co-odinating phrases with and (not but
ar ar}

14. ar

15. Passive construction

16. Modal carn

v would

17. Modal couled

18. Modal rmust

19, Modal may

20. Non-finite verb group complement Type
() e.g. The best thing to do would be (for
you) to tell everyone.

21. Nonfinite verb group complement Type
(1) e.g. Al I did was (1o) hit him.
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Numeracy Schemes

Scheme 1 Schgme 2

22. Non-finite post modifier of NP (PP)

Scheme 3

23, Phrasal NP postmodifier

24 Phrasal NP premodifier

25, Finite verb group complement

"26. Finite adverbial with before, then,

because, soon, now and because, so as, and
until

27. when, how

28. Subordinating conjunctions before, then

29. Comparative clauses as big as/as fast as

30. Subordinating conjunctions before, then

31. because, where, when

32. when

33. then

34, Discourse markers (COMP) now, then

v how many

v how many

35. Past perfect tense

36. that as relative clause marker

37. Ellipsis/substitution

S

v
SN

e
i,

38. Lists

39, Multiple embedding

RN LN

40, Adverbial phrases (PP): Purpose

41: Time

A2: Place

43 Manner

44. Present participle

45, Past participle

46, Asyndetic co-ordination

47. Possessive

SNANEN

48, Demonstrative

459, Existential there/it

SNENEN

50. And at beginning of the sentence

51. NP in apposition

52. Transposed clause

53. Conjunctions

how many, the
first, one, here,
how far, after, how
much

how far, i,
how did you.

TOTAL

20

The only comment to be made here is that th

to the other texts, but also in relation to the other Learning Areas.

24 ED

ere is a wide range of syntactic structures in relation

1s this the casc with

Academic Language Functions as well? There is a ree diagram of a sentence, which has got two

conjunctions and an cmbedded clause, on the following page.

218



Chapter-5: Numeracy

5.2.2.1 Tree diagram

How many equal parts will you see when you unfold the paper?

g
COMP 51
ow many N
NP TENSE Nf’ V}l’ NP §
O /73 r W Vgrp J COMPF 52
will trans |
[“ when
equal  parts you o se
‘N Verp PP
1 trans
Pro
l | i
o unfold the papar? 4]
5.2.3 Vocabulary
1 class hew
125 clock if
2 columns in
3 concertinas into
45 cut is
9:30 diagonals it
a divide Jan
about do kilograms
above down |earners
add draw fike
again each look
along early make
and equal many
another fair marked
answers fold Masifundise
are for match
at from middle
be get minutes
Belinda’s oram model
bottom grid must
buy half needs
call has numbers
check he o'clock
child’s here objects
circle hours on
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or

out
own
packets
paper
part
patterns
person
picture
remember
repeat
rows
say
school
see
shapes
show
sides
small

square
stall
sugar
take
team
feams
that -
the
their
them
then
there
these
they
think
this
three
time
o

Chapter 5: Numeracy

top
triangles
turns
two
unfolded
until

up

what
when
where
will
with
work
works
write
you
yout

108 lexemes

Thete are 354 words in this text, so the proportion of lexemnes to words is 30,5%, and this would
seem to be because children were doing sets of similar excrcises. There arc 11,8 words per
sentence. It is difficult to determine which of the words would create difficulty —it may be a
mixture of Mathematics and everyday words. 1 would suggest: “columns”, “concertina”, “fair”,
“grid”, “middle”, “patterns”, “turns” and “repeats.”

5.2.4 Academic Language Functions

Student uses

B

Num | Num Ium

and estimating [

instrurnents and

} answer questions that

Language language to: | Examples . L2 (ﬁrst second third
| Read instructions interpreting | !
%’ ‘];gllo::ng to make or do informationwhile § v | ¥ i v
Iustructions something reading instructions E |
| 2. (Observing 1 Naotice things that | Using senses at hand v 1 __‘ { v
|and comparing | seem pertinent or watch something N |
|  Work in planned way [
' Explore the  © colleet information. ;
3. Seek | env?tg:m:em or Use who, what, when, ‘
info.rr::tion 1‘ acquire : where, and how 0 v L Y
| oqui s collect information m i
i information | . . ;
i ; increasing ;
! ] competency 1
—— I — iy —— — —
4. Measuaring | Use measuring [Jse instruments to 3
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Student uses I ! Num | Num Nuom- |
Langu i ‘ “
guage language to: | Examples LI ; L2 first |second third ;
| make good guess | require accurate info I ’ I % i
Write down, make I . I : B 1
notes, trace and ;
5. Recording ' Measure carefully sketch pictures, v ol - v
complete diagrams, | ‘
| fill in data in tables i H
B Separate whole | Tells ];;u‘ts or features ’ E E )
) X ; v v - -
| 6. Analyse i into parts of object or idea E
Indicate similarities o
and difference in
important parts or ;
; {\n%lyse features of objects or ‘
similarities and . .
7. Compare . . ideas, outline/ - - v -
differences in di rweh :
objects or ideas lagram/ven. !
Indicate how A
contrasis/compares . '
with B g
Show how A is an ] | o
example of B, how A .
Sort objects or  {is related to B, or how
8. Classify ideas into groups | A and B go together 1 - - - v
and give reasons but not C and D.
Explain why things
go together i -
: Use texts diaries, )
: . Interpret . . §
9. Interpreting | ;o oo in drawings, diagrams, s L, r v P
information . : models, tables and
different forms
. graphs
9.1 Changi Interpret different | Changing forms of :r__, : '
) thJ ;}:ﬁiﬂg form of information to v v v v -
€ information express understanding
" Create useful ideas I
9.2 Applying |Know when touse | that summarise a s v .
concepts concepts and how number of |
EXpEriences
.| Infer whatis | Conclusions based on o !
9.'31,M“kfng beyond the different sources of vol— 4 v
ilerences obvious and why information
9.4 Seeing T ‘Describe whathas | ! !
parts and ;gbdl;fil;ez; d been done and how B 3 v i _
stating P find relations relationships have
relationships ' been formed L
0. Predict Another form of | Predict implications I v - |r v
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theories

16. Synthesise

Combine ideas to
form & new whole

1 Put A together with B
to make C, predict or
infer C from A and B,
suggest a solution for
a problem

Student uses I I Num : Num [Num 5
H_Language | language to: Examples L1 l L2 first |second third i
| interpretation; | from actions or from ‘i
 predict implicatns stated text i
retell story or content-
: related information in
i Report explain, or ; own words, tell main
. 11 Inform | describe ideas, summarise; use § -
. ‘ information or ! graphic forms such as
procedurcs flow charts, posters, .
diagrams, pie charts
and bar graphs
Generate hypotheses
. to suggest
llti]Hg_/pn- cgzg:lzzif; consexuences from v
esise - q antecedents; may be !
! tested and reported :
| Give reasons for Tell why A is !
. ; an action, a important, why you v
| 13- Justify | decision or a point | selected A, or why
| i of view you believe A
[ Convince another Show at least two ‘
14. P g grso of a noint pieces of evidence or §
-Persuade | person oL A p ATEUMENtS in support
of view p o
of a positiof
Determine
15. Solve solution using  |(Given stated problem, §
problems | models and reach solution

17. Evaluate

|
| ‘
| Assess the worth
of an object,

Select or name
criteria to evaluate,
prioritise a list and
explain, evaluate an

I
| ‘
. ! opinion, or object or proposition,
| l decision indicate reasons for
| agreeing or
; ! disagreeing
- ' Number of ”
b
Types L1 finctions =21 | ~ }__
[ TypesLz |  Numberof BERE
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b

Student uses 1’ ) Num | Num [Num
[

L ) ‘
anguagc language to: Examples L1 ‘:L'2 first |second ;ihird

| functions=5 | ,"_I R f‘_m‘ |

This course has a robust set of ALF’s. There are only three — “Observing and comparing”,
“Making inferences” and “Making comparisons” - which one might have expected here, but

they may well occur elsewhere in the bool.

5.2.5 Conclusion

The reader needs to be reminded that the Mathematics books were not scoured for all possible
ALFs, but that this analysis is derived from the 30 sentences. Since that is the case, 21 ALFs in
Mathematics would seem to indicate that Mathematics requires a robust field of ALFs. It should
indicate to us to do a further analysis just to see how much further we need to go. In any case,
most of these functions require language, and to all intents and purposes, in these texts, a great

deal of language competence is required, as well a3 mathematical language.

1t may be contended that this book is the best of the three books analysed. It is a completely new
series, so a great deal of imagination has been brought to the task of writing it. We, however,

once again face the question of whether the children wilt be competent to its demands.

5.3 Numeracy Text Three

5.3.1 Introduction

The language of Mathematics:

Many learners will have problems with the language of maths more than with maths itself,
There are many words for each operation in numeracy, These are often everyday words that are
used much more precisely in maths, e.g. difference, share, product. '

The use of several words for one operation may also affect the order of the caleulation, for
instance '15 take away 2' is the same as 2 from 15" These can cause problems for learners with
sequencing or directional difficulties, as well as those with difficulties manipulating language or
dealing with multiple meanings.
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When doing a word problem, learners may become confused because of the vocabulary, senlence
structure or sequence in which the problem is presented.

It is important to identify whether learners are having difficulty with the maths or the language,
and to make issues in the language of maths explicit to learpers.

All learners with learning difficulties or disabilities are likely to need constant repetition and
revision of past learning, This is particularly importanit in terms of language and mental
operations. The language of Mathematics and the ability to calculate mentally are fundamental.
Iearners with basic skills ofien lack or have inadequate language and mental strategies, which
have contributed 1o their 'failure’ with formal, standard methods of representing caleulations.
These difficulties are increased for learners with learning difficulties and disabilities.

Concrete materials are important for all learners but doubly so for learners experiencing
difficulties. Mathematics involves concepts; these cannot be assimilated without actual

experience. 2

In this quotation above, we come up against two problems that we have pointed out previously:
the first is understanding the language of word problems; the second, and more difficult, is to
decide whether the child is having problems with the janguage or the Mathematics — this is an

ongoing task for the teacher to diagnose.

The third text here is an imprint of the publishers of the first text, and definitely more down-
market. It is printed on inferior paper under the guise of being a workbook, and there is no
colour. It certainly lacks the vitality of the second text, which is regarded here as the best.
Nevertheless the Mathematics may be entirely adequate. One of the last activity sheets in the

book is reproduced below. The boring appearance conceals quite an interesting task.

? www.dfes.gov.uk/cumi culum_numeracy/trec/handline/access
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:
& Head coverings
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¥ )
1
: ¥ .
' wWork with your group to measure and cut o strip of brown paper
» " . o
! + or newspaper 1 m long and 4 cm wide. Your shape will look .
; * similar to this: :
§ . .
F v ! .
ﬁ + ! . [
: . [pem S L 100 orm| +
; g Fold and cut v
3 . .
; v Fold the strip in half and cut on the fold, :
k| - v
' Measure the half strip.
] . Write your measurements here: .
! *. Each half is e cm long. :
¢ Each half i ...oveeecnen m long. :
% " . .-
; Fold each. half in half ogain, Now you have a quarter of a metre. .
L EOch 1M 8 ceevernens eeenases €M TONG, :
: + Use a matre strip to measure things in the classroom. 5
1 ‘
i L -
y Things shorter than 1 m Things exactly 1 m long
! . - : .
1 n [}
‘ N .
; " v
4 - o
1 L] s
| . :
L] -
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o ]
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5.3.2 Summary of syntactic structures

Numeracy Schemes Scheme 1 Scheme 2 Scheme 3

1. All types of verb groups except for

complex verb groups

2. Commands, statements and denials v

3. Wh- questions with words like wha, how

and how much

4. how mary

5. what

6. Wh- in subordinate clause

7. Yes/No questions, including auxiliary and

modal fronting

8. Tenses: present, past, present continuous, v

nresent perfect

9, Tense: past perfect

10. Relative clause with the relative pronoun Y
_who

11. that as relative clause marker

12. Co-ordinating sentences with and and v v

or

13, Co-odinating phrases with and (not hut v v

ot or)

14. or

15. Passive construction

16. Modal can v v

17. Modal couwld
_18. Modal must : v

19. Modal may

20. Nonfinite verb group complement Type

(1), e.g. The best thing to do would be (for v v

you) lo tell everyone.

21. Non-finite verb group complement Type

(1), e.g. All ] did was (to) hit him.

22. Non-finite post modifier of NP (PP) v

23. Phrasal NP postmodifier

24, Phrasa! NP premodifier v

25. Finite verl group complement v

26. Finite adverbial with before, then,

because, soon, now and because, 5o as, and v

until

27. when, how v v

28. Subordinating conjunctions hefore, then

v plus complex v

SNENRN
NEYRNEENREN

v ;Sresent. past
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29, Comparative clauses as big as/as fast as

30. Subordinating conjunctions before, then

31. because, where, when

32, when

33, then

34. Discourse markers (COMP) now, then

v how many

35, Past perfect tense

36. that as relative clause marker

37. Ellipsis/substitution

38. Lists

SNENEN

'39. Multiple embedding

AYRNEN

40, Adverbial phrases (PP): Purpose

41; Time

AR

42: Place

43: Manner

44, Present participle

45. Past participle

46. Asyndetic co-ordination

47. Possessive

AN

48, Demonstrative

49, Existential there/it

NENEN

50. And at beginning of the sentence

51. NP in apposition

52, Transposed ¢lause

53. Conjunctions ' how many, the

' [irst, one, here,

how far, after. how
much

now, haw,
many, now,
Jollow, join

TOTAL 24 32

Despite the rather inferior texture of the paper and the austerity of the illustrations, there are a
number of challenging exercises, which may be seen in the fact that Text One and Text Three

have nearly the same number of different syntactic clauses.

The tree diagram on the next page is the [irst sentence in Activity 3 (the illustration earlicr). It

has a command and then two non-finite verbs, the second with ellipsis, and then ellipsis of a

relative as well; *... a strip of brown paper which is Im long and 4em wide.”
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5.3.3 Academic Language Functions

Chapter 5: Numeracy

1, Following

to make or do

. information while

Student uses ll E | ] Num | Num |[Num |

Language : ' 1 D L2 !
f"' £ language to: ] Examples L1 i 12 first  second |third
[Read instructions | Interpreting I ' “ B '

instruction ; i L .
* something ! reading insiructions
2, Ohservi . . N
OI;B q IDE | Notice things that | Using senses at hand
. m i h i
comparing sgem pertinent | or watch something
Work int planned way
to collect
Explore the information, Use
3, Beek environment or who, what, when,
information acquire where, and how to
information collect information in
increasing
competency

e i

4. Measuring.
and estimating

Use measuring
instruments and

Use instruments to
answer queations that
require accurate

_m?ke good guess information
Write down, make
. notes, trace and
5, Recording |Measure carefully | sketch pictures,
complete diagrams,
| fill in data in tables
_S_s;parate whole | Tells parts or features
6. Analyse into parts of objcct or idea
Indicate similarities
and difference in
important parts or
) {““??}’5‘3 featres of objects or
similarities and .
7. Compare cpn . ideas, outline/
differences in .
objects or ideas diagram/web.
it Indicate how A
contrasts/compares
| . with B
| | ) Show how A is an
examplc of B, how A
Sort objects or is related to B, or how
8. Classif ideas into groups A and B go together
- hassty and Eve rgasogs but not C and D.
£ ! Explain why things

go together
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Num

l Num

Langnage E Num
ghag langnage to: xamples first  isecond
nterpret Using texts, diaries, .o
9._ Interpre.:tmg formationin | drawings, diagrams, v L
information different forms models, tables and }
L _ graphs |
p—i — s = - i
9.1 Changi Tnterpret different Ck?a?,gmg 5oms of |
. anging forms of information to v e v v
: the form information EXpPress : :
i ' i understanding _1 |
Know when 10 Create useful ideas t
9.2 Applying use concepts and that suminarise a v ‘ _ v v
concepls h number of
ow exper |
L . periences 1
. - Infer what is " Conclusions based on E I t
S:ffx::;gsg beyond the different sources of v ‘ — ] v -
obvious and why information - i !
9.4 Sceing .i Trv different i Describe what has B ] | r_
parts and DSI'S);bili ties and been done and how _ o v L
stating P find rc]atikons relationships have | .
relationships been formed | | @
: o T e
‘A;ﬁ?;re:e::gn?f Predict implications |
10. Predict p? edict * | from actions or frotm v - v } v
implications stated text 5

Report explain, or

Retell story of
comtent-related
information in own
words, tell main

13, Justify

Give reasons for
an action, &
decision or a
point of view

important, why you
selected A, ot why
you believe A

11. Inform . ‘descnlbc ideas, summarise; use - Y
information or S

procedures graphic forms such as !

flow charts, posters, ;

diagrams, pie charts '1

[ and bar graphs

¢ Generate hypotheses | :

10 suggest !

12. Hypo- Hypothesise consequences from 1‘
thesise consequences | antecedents; may be B L

tested and reported i

I Tell why A is
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t ‘ ":
Student uses Examples 11 12 Num Num

Language
guag language to: | | first second

14. Persuade | person of a point : E1°°% ofevidenceor {

5 ‘ !
Convince another | Show at least two ;
i arguments in support ;

of view ! of a position |
Determine 1 __ o i
15, Solve solution using  'Given stated problem, }
! . v v v
problems models and |  reach solution |
theories | tk J
| Put A together with B ‘ o |
. to make C, predict or [ f
| 16. Synthesize | SOMPINC 18 0 g s pomAand B, - | - .
form a new whole . : |
| suggest a solution for | ,
i a problem i l
: Selector name  § | |
! criteria to evaluate, f
Assess the worth | prioritise a list and i
‘ of an object, | explain, evaluate an v A
17. Evaluate opinion, of | object or proposition, h i : -
decision indicate reasons for i
agreeing or |
- ] disagreeing | |
. Number of ' P
‘ X 1
Conclusion L1 | functions =21 16/2 I
S [ Number of i o - b n :
Conclusion L2 | . . . & E5;&.1 I 11/21 13/21 2 'ﬁ?ﬁ?'ﬁm

Sﬂurces:“"(:j._’Malley (2007), Moodie (200455%1:& RMCS for Home Languagéffﬁ and First Additional Language
(L2).

What we have seen from this text is that appcarances can be deceptive. It isn’t an attractive
course, but one that is cognitively demanding that we are looking for. Text Three has a similar

profile to the other courses, and like them, some of the functions must be interpreted at quite a

low-level, for example, hypothesising.

5.3.4 Conclusion

Probably the most important aspect of this analysis of Numeracy is the language of the
Mathematics that the children are learning, The concepts should be very clear to the children,
and code-switching the actual explanation of a concept is not likely to be helpful. However,

because parents want their children to learn in English (even though Text One comes from a
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course that has an African-language version of the English available), they are definitely putting
a strain on the Mathematics learning of their children. The teachers’ competence is a factor that
must be taken into account. Finally, the long list given at the beginning of this chapter gives a
clear idea of the range of skills implicit in doing Mathematics, along with the language skills
needed (italicized in the list). Ideally there should be an examination of the performance of L1
children using any of these texts/courses, and a comparison with L2 children using the same
ones. Added to this, it would be very helpful if an African-language researcher could take the
children through some of the concepts in their home language, and see to what extent it is
helpful, and which concepts are still fuzzy. This could be done with Text One, which is

translated into all of the official African languages,
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CHAPTER 6: SUMMARY OF CONCLUSIONS

6.1 Introduction T

The purpose of this analysis has been to compare the levels of language strucrure between the
first language (L1 or Home Language). second language (L2 or First Additional Language),
Life Skills and Numeracy texts for the Foundation Phase, The initiators of this analysis arc
the Limpopo Department of Education and Irish Aid. There arc many laﬁguage schemes on
the market, but the three L2 schemes analysed included two best-selling schemes as well as a
scheme specifically asked for by Irish Aid. These schemes arc not identified by name, but
simply by number, since their identity per se is not at issue. What is at issue is the nature of
the texts to which the teachers and children are exposed. Thirty sentences at the end of the
books/ schemes/ readets were analysed. The coherence, cohesion, syntax, vocabulary and
Academic Language Functions (ALFs) were analysed for each one. This applied to all four

types of books/ readers/ schemes.

Sourcing the L2 schemes was relatively easy, because these books were on the Limpopo
English list, and they are published by large publishing companies. But L1 books were more
“problematic. There did not appear tobe a L1 series on the English list’. Time was also an
issue — it was the end of the 2006 school year, and so we sourced books from schools that
closed late; we used a story book — that was prescribed — and stories from well-known
reading schemes. Four reading books (in particular, storics from the end of the books) were

analysed. None of these reading schemes are published by South African publishing houses.

Three Life Skills books were selected. The first two books were paired with the L2 schemes |

and ? mentioned above. The third LS book was published by an imprint of the first scheme.

The Numeracy (Mathematics) books were analysed linguistically —which probably doesn’t do

thern full justice — and coherence and cohesion were omitted as being inappropriate, It is

! We were given the 2003/4 distribution list.
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clear that a great deal of imagination has gone into their design and teaching methods as

compared to books of a decade or two ago.

6.2 Syntactic (grammatical) structures

With a non-technical analysis of L1 and L2 schemes, we would suppose that L1 texts would
have considerably greater range of grammatical structures, as well as having a wider range of
vocabulary than the L2 books. However, what would this proportion be, and would it be the
same for both aspects? In this study, there was 25% more vocabulary in L1. However, there
was only 5% more syntactic structures in L1 as compared with L2. There are two
interpretations here: either the L2 books are reaching some sort of ceiling at this level, or else
there arc simply too many types of syntactic structures for this level and the learners will
flounder. It should be noted that if the difference of 25% in vocabulary is sustained, in real
terms the number of new words will grow proportionally, to the disadvantage of the L2
children.

There seems to be a relatively wider range of syntactic structures in the L.2 texts than in the
LI texts: 105/110 structures (95%). where 105/140 (75%) structures would have been
expected (given the wider range of vocabulary noted above). For L2 the Life Skills texts
yielded an even narrower range, 1.¢. 68 syntactic structures, or 62% of those found in the L1
texts. Given that structures are not counted if there is more than one instance, it may be that
the ranges might not be so disparate if an absolute count of tokens rather than single or more
than instances were to be made. There was a slightly higher range in the Numeracy than in
the Life Skills. A conceptual analysis of L1 Life Skills content was also made to see how it
matched 1.2, Ostensibly they matched (with the same Unit headings) but in fact covered very

different issucs in their lessons.

The syntactic structures do not yet show the difficult constructions in Learning Area
textbooks (Perera, 1984, 1986). These include complex Noun Phrases/ Clauses as the subject
of the sentence, as well as interrupting constructions, amongst others, It may be that thesc

constructions will only appear from Grade 4 and later. This is a supposition, as these may
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only occur, for example, at the end of Intermediate and the beginning of Senior Phase

(Grades 6 and 7). Books would need to be examined to sce when this phenomenon begins.

6.3 Vocabulary

Rather more different is the composite count of lexemes. (A lexeme is a foundation word, e.g.
words such as “find”, “finds” and “finding” are counted as one lexeme.} One of the
particularly weak L1 texts was excluded (No, 3), and so a direct comparison could not be
made (three L2 versus three L1 texts). There were 285 lexemes in the L2 texts, and 390
lexemes were found in the L1 texts: 105 more lexemes. The ratio of L2:L1 is therefore 73%.
If this ratio was to be found to be consistent over whole courses”, then this difference would
run into thousands of words in the Intermediate Phase, and give a very considerable
advantage to the L1 children, that is, assuming the latter all actually understand these words

themselves. This assumption should probably be tested.

. Words such as the following, from the L1 texts (excluding No 3} might prove a real challenge
to L2 children:

“amazing”, “handy”, “organs”, “warm-blooded”, “weight”, “Pacific”, “protect”, “released”,
“wild”, “attacked”, “baby’'s” (possessive), “beside”, “huried”, “companion”, “faithful”, “half-
hidden”, “happencd”, “horrified”, “realised”, “rugs”, “upturned”, “wept”, “adopted”,
“anymore”, “beside”, “even”, “ever”, “every”, “handed”, “hidden”, “no-one”, “nothing”,
“gverhead”, “that’s”, “trotted”.

Looking at the Schemes of Work from two private schools, it is clear that phonics and
spelling play a much greater part in the Languages Curriculum than was found in the 1.2
schemes. Children here are also expected to do much more free writing, which is morc
difficult for L2 children. These aspects are also likely to widen the gap between L1and L2
over the years. Finally, the L1 children are expected to start writing projects from Grade 2,

which would develop their facility with expository texts earlier.

6.4 Cohesion

2 When L1 reaches 500 lexemes, there would be an estjmate of 365 lexemes for L2,
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Cohesive devices are the “glue” that holds sentences together. There is an example on the

next page:

Reuben and Neo were walking home when they saw gomething they
had never seen before. It was a great big balloon tied to a basket.
The balloon had red and yellow stripes. The basket was big enough
for two people, Next to the balloon was a [ittle man with a long
beard. He was very upset.

The connectives “when™ and “next to” are easy to recognise as connectives, “They” referring
back to “Reuben® and Neo™, is strictly speaking, not a cohesive device becausc they occur in

the same sentence, but it would be very strange if their names were repeated. (The use of the

_connective separates the two clauses.) “It” refers back to “something”, “the” refers to “a” and

the “balloon” is a repetition. “He” refers to the “little man”. People writing for carly readers
often don’t usc these cohestve devices and prefer to write sentences that are short and have
very few cohesive devices. We call this “impoverished text™ especially if the connectives arc
missing, becanse it is difficult for the children to work out the connections between the

sentences, especially if the content of the text is unfamiliar.

The counting of cohesive devices also yields a potentially complex situation, It is directly
affected by the length of the sentences. If there are fewer words in a sentence, then it is
theoretically possible to have more cohesive devices, because cohesion operates across
sentences. On the other hand, if the 30 sentences are long, then thelopportunities for cohesive
devices are reduced, apart from the use of connectives (conjunctions). Looking at the
sentence length we see that the sentcnces in L1 are generally longer than in L2, (apart from
the anomalous L1 3™ text). There is an additional factor — if there are actors in the picee of
text and they talk to each other, this counts as a lot of reilcration (repetition), which is a less
highly favoured forrn of cohesion, yet cannot be avoided. But looking at the third text for L],
the largest part of the reiteration was “the men”, where anaphoric reference, using “they”

would have been much more appropriate (cf, that text was rewritten by myself to make it

3 This is called “asyndetic” connectivity. Syndetic connectivity requires the use of a coordinator.
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more “considerate”). Direct comparison of cohesive devices are therefore difficult to make: it

needs only to be said that anaphoric (backwards) reference and lexical cohesion are the more I
favoured forms of cohesion. The table below shows the average length df the sentences,’
excluding the third L1 text. ]
The length of sentences in terms of average words per sentence across the texts l
T2 first | L2 second | L2 third | L1 first | L1 second | L1 third | L1 fourth
13 10 9.6 13,3 10,1 [9.8] 13.8
Average = 10,9 Average = 12,4 I
The number of cohesive devices in the different texts g
T2 Grst | L2 second | L2 third | L1 first | 11 second | L1 third | L1 fourth
105 56 71 62 51 (441 52 ' ]
Average L2 =77 Average L1 = 55 ‘

6.5 The appearance of the books and schemes

Over the last five years, the L2 courscs have considerably improved in appearance, for

example, there are far more stories, and books are more elaborate: reading is taking a more ' !
prominent position — with every coursc having a Reader as well as a Language Book. For

each text in each Learning Area, some material that was analysed was presented asa _]
reference point for the Reader. However, this was done in grey-scale, as it was not possible to

Eeproduce so much colout.

However, the big question is — is the luxurious look designed for the Selection Committees,

to attract the teachers, or to the genuine advantage of the children? This is definitely a }
question for empirical research. A related question is: How far do the Grade 3 children get '
through in a typical year?* Based on my previous expericnce, J would expect only 40% to {_l
50% of the content of any L2 course to be covered. A related question would be: To what

extent are the schemes of work in L7 classrooms covered, and how many Readers do the J
* This question would have had to be asked of the teachers during the third term of the 2007 study, since the

team would ncither have becn able to wait for the end of 2007 to get an answer, nor been able to visit the ;w]

schools again.
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children get though in a year, on average? The answer 10 this question is equally important.

Time on task is an important determining variable here.

The third L2 course is the least attractive course, partly for historical reasons. The original
author, writing for cash-strapped publishers, was happy for the course to be published on
inferior paper with black and white, austere pictures. He wanted the books to be simple, and
very focused; because he said that the course was aimed at children in deep rural arcas so that
it was important to give them a simplified picture with focused questions.s The new
publishers of this third course seem to have done a cut and paste job on the scheme, inserting
more “fashionable” pictures in places. The wall charts are now in full colour, and very
modern and complex. There is another question here: Are the children in deep rural areas able
10 understand very busy pictures with a great deal of activity and detail? If they are not, then
cognisance should be taken of this — although given the stiff competition in the market it is
unlikely that publishers would go back to using very siraple pictures. The market is likely to
riumph over mentality. On pégc 243 the two styles of a town (the old and the ncw) are
shown from the same scheme. The second picture has been grey-scaled for this document, but

is actually in full colour, and also appears as a wall chart.

The reading competence of the children in the Threshold Project (1990) was disconcertingly

low. The extract that follows two pages on shows what we found.

6.5.1 Bonzo falls into a hole

The story scanmed in on pages 240 and 241 occurs in L2 Scheme Three, Grade 2. The rcader

should refer to it before reading the description below.

Tn 1986, the Threshold Project team was very intercsted in assessing the children’s reading
comprehension. We first sct tests at Grade 4 level and the children failed abysmally on this.

Undeterred, we constructed a test at Grade 3 Jevel; but once again the ¢hildren made no sense

S When 1 did 2 Grade 2 evaluation of this course, we went to a school run by a sugar mill, decp in KwaZulu
Natal. T asked the Head of Department about the children’s access 1o town. She said; *“Next term we are going to
take the class to town by bus, so that they can see a pedestrian crossing, amongst other things.” ) called my
evaluation report for that Grade 2 study: “Next week we are going to town by bus”,
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of the task. Then with some trepidation we asked the children to do a comprehension task
from & Grade 2 course. At first it seemed that the children could do this task, but as we
watched them, we saw them simply copying out the sentences of the text. In order to
ascertain if they really understood, we swopped some of the questions around, so copying
would yield the wrong answer. I now quote from the 1990 Report:
Each child received a text with pictures, and then a very similar text with questions placed
above the pictures (that is, adjacent to the text to which it refers). The testing was done quasi-
naturalistically, with the tester-reader reading through the story and discussing the pictures
with the children, The results were disappointingly low — between the five schools, the range
was from 42% to 73% (in the best PEUP school) We found that there was a distinct order of
difficulty in understanding these words, where who is the easiest and then what, where, why,
how and whose (follow). Difficulties with why indicate that children have difficulty answering
questions about purpose and cause, which are concepts basic to clear thinking. There seemed
to be some kind of interactive effect, insofar as “easy” Wh- questions were able to be
answered even when the answer was not directly in the text. In other words the children were
able to make very simple inferences if they bad an idea of the basic meaning of the text.
At the time of this testing, children were generally (and especially our sarnple) starting
learning English in Grade 2. We were therefore convinced that this was the easiest and
longest text we could use. Later on, when we began 1o study illustrations, it became clear to
us that children would not be able to read this story without interrelating what was written

with what was illustrated. Gencrally children simply ignored llustrations.

Thirteen years later, when I was testing children in the Benoni-Brakpan district (1999), it
appeared as though the Grade 3 children could not address any of the test items I had
constructed. Using the same frame of refercnce, I thought it would be good to have Bonzo
translated into the three Sotho languages. The children’s results were a resounding failure; the
worst werc an abandoned group of children whose teacher had been on sick leave for six
months. Tested by another teacher, some of the children didn’t even know o follow the story
on paper — they simply looked around the classroom and into fresh air — and the best they

could produce were scraps of incoherent words and phrases, mostly copied from the text,

If this text is used as a frame of reference for the present research, it would be good if we
could see if the children could do the Bonzo test, especially as this is now their third year of

Jearning English. (Assuming that English starts in Grade 1.) The Bonzo story and illustrations

appear below.
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Chapter 7 — Shopping il

Activity 25: Read a story

Bonzo falls into a hole

This is Bonzo. He is @ hunting dog.

Bonzo is in the long grass. He is
hunting rabbits.

He sees a rabbit. The rabbit is
sitting on a rock.

L m The rabbit sees Bonzo, It runs into
~1 the long grass,

" TMMMM:M#%W;% .

Now Bonzo is running ofter the
robbit. Ha does not see the big
hole.

Bonzo falls into the hole.
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Chapters: Summary of Conclusions

SRR T

Bonzo is barking. Joe and the boys
are running to the hole.

“Cet a long ropel” says joe. Now a
boy is running to get a rope.

Joe jumps into the hole. He has a
rope on his arm.

joe has the rope in his hand. He
has Bonzo under his arm.

“Pull me upt” says Joe. Now the
boys are pulling the rope.

joe and Bonzo are up. “Thank
you!” says joe. Bonzo barks. He is

very happy.
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It is suggested that Grade 3 children are tested on reading passages after they have been taught
themn in a typical lesson. At this early stage we cannot expect the L2 children to be reading
autonormously (c¢f. the Shared Book method which is a good way for a teacher 10 model and
support reading).

6.6 Academic Language Functions

Over the past two decades, a very interesting and valuable contrast has emerged which
describes the difference between two types of language that children use in classrooms. (See
Chapter 1,12.) The first type — rather quickly managed by L2 children in an L1 supportive
context — is BICS, Basic Interactive Communicative Skills. These are the skills that get you

by with in the here and now, where the topic is accessible and familiar. For example, “Look at

those two boys fighting in the playground. Quick, let’s call the teacher on duty.” Over many
decades teachers whose children could talk like this decided that these children could be
mainstreamed with competent L1 children. But to their dismay, such children failed to thrive
doing mainstrearn subjects such as History and Geography.

Cummins® (the author who first highlighted this dichotomy) described the kind of language as
CALP, Cognitive Academic Language Proficicncy. This language is a polar opposite to BICS,
being disembedded — not in the here and now — and cognitively demanding. If children only
have social language, it is clearly that cognitively demanding disembedded language is going

" to be a significant challenge. Even for L1 speakers there are langnage challenges as the

Curriculum starts to diversify into historically accepted disciplines. Constructions in texts
become very much more difficult, as authors try to cram mformation into one sentence —as a
Language like English actually allows. L2 children may well fall more and more behind as
they go through school, resorting in many cases to the age-old tradition of rote leamning, but
more critically, into rote learning without undcrstanding. This is catastrophic for learning if it
continues into secondary and tertiary education.

6.7.1 Two town pictures (I.2 Scheme Three)

These pictures appear on the next page. “An old picture of a town” and “a new picture of a
town”. Notice the first picture contains only the features necessary for the lesson. The second
picture is an updated version. A question is whether deep rural children are be able to separate
features, or whether the detail overwhelms them.

§ Cumnmins, J. (1984) Bilingualism and Special Education: Issues in Assessment and Pedagogy. Clevedon:
Multilingual Matters.
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6.8 Cognitive skills

While defining the dichotomy between BICS and CALP, Cummins did not exemplify it, and
this was left to lesser minds to conceptualise. The first to do this was Chamot and O'Malley
(1987) and O’Malley {1988)° who coined the terms CALLA, the Cognitive Academic
Language Leaming Approach, and wrote a handbook (1991)9 on teaching it.

The rubric which Pierce and O’ Malley (1992) 1015ed was called Academic Language
Functions (ALF), which was adapted and used in the present study. Thé Foundation Phase
(FP) Curriculum was examined as well as writing on process skills, and this generatcd a
slightly richer template. The ALP is reproduced (but not yet applied to the FP Learning

Programmes) on the next two pages for familiarisation.

One of the interesting findings in using this template is the richness 1t reveals in the Life Skills
courses, as well as the FP Mathematics Curriculum and Numeracy texts themselves. The
functions are relatively self-evident and can be used By people who are not conversant with
formal linguistics or psycholinguistics. In Chapters 2, 3, 4 and 5 the threc Learning
Programmes of the Foundation Phase: Literacy (L1 and L2), Life Skills and Numeracy, are

analysed against these categorics.

6.8.1 Academic Language Functions general

Global analysis for all types of courses:

1

Student uses i |

Language l l Exampies ;

language to: ;

1. Following | Read instructions to make or | Interpreting information while reading |
instructions do something l instructions

[ 2. Observing [ Notice things that seem

-
S Using senses at hand or watch something
and comparing 1

T e e

? Chamot, A.U. and O*Malley, M. (1987) The Cognitive Academic Language Approach: A bridge Lo
mainstream. Tesol Cuarterly, 21(2), 227-249.

¥ ()*'Malley, I.M. (1988) The cognitive academic tanguage learning approach (CALLA). Journal of mudtilingual
and multicultural development, 3(1&2), 43-60,

9 Chamot, AU, and O'Malley, JM. (1991) The Cognitive Academic Language Approuch: A resource guide for
reachers. Reading: Addison Wesley.

0 pierce, L.V, and O'Malley, LM. (1992) Parformance and portfolio assessment for language minority students.
NCBE Professional Information Guide Series Number 9, Spring.
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Student uses

information

. increasing competency 1

Language |
~ gtage | language to: Examples :
. Work in planned way to collect
3. Seek Explore the environment or | information. Use who, what, when, where,
acquire information and how to collect information in

4. Measuring
and estimating -

Use measuring instruments
and make good guess

Use instruments to answer questions that
require accurate information

5. Recording

Measure carefully

'| Write down, make notes, trace and sketch

pictures, complete diagrams, fill in data in

groups and give reasons

tables
l_ 6. Analyse | Separate whole into parts Tells parts or features of object or idea
Indicate similarities and difference in
7 Compar Analyse similarities and important parts or features of objects or
) PAC | differences in objects or ideas | ideas, outline/diagram/web, Indicate how
A contrasts/compares with B
Show how A is an example of B, how A 13
‘ ) Sort objects or ideas into | related to B, or how A and B go together
8. Classify

but not C and D, Explain why things go
together

| 9. Interpreting

Interpret information in

Using texts, diaries, drawings, diagrams,

information or procedures

posters, diagrams, pie-charts and bar
graphs

information different forms models, tables and graphs
| 9.1 Changing Interpret different forms of | Changing forms of information to express
the form information ' understanding
9.2 Applying | Know when to use concepts Create useful ideas that summarise a
concepts and how number of experiences
| 9.3 Making |Infer that which is beyond the | Conclusions based on different sources of
inferences obvious information
9.4 Seeing i
parts and | Try different possibilities and | Describe what has been done and how 1‘
stating find relations relationships have becn determined |
relationships
10. Predi . ‘Anot?er. f0@ Og. : Predict implications from actions or from
. Predict mwrPre alt:m?, predic stated text
implications _
) I~ Retell story or content-related information :
R lai describe in own words, tell main ideas, summarise;
11. Inform eport, explainl, O descr use graphic torms such as flow-charts,
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Student uses
_Language- language to:_ i ~ E_x;amples i
r Generate hypotheses to suggest ‘
12. Hypo- . !
thesi Hypothesise consequences | CONSeqUENCes from antecedents; may be |
esise :
L ! tested and reported
13. Justify Give reasons for an action, 2 | Tell why A is important, why you selected

' decision, or a point of view A, or why you believe A

Convince another person of a | Show at least two pieces of evidence or

14, Persuade . . . o
point of view arguments in support of a position

15. Solve Determine solution using

| problems nodels and theories Given stated problem, reach solution

Put A togé{ﬁer with B 10 make C, E;edict

Combine ideas to form a new or infer C from A and B, suggest a

16. Synthesise

whole .
sojution for a problem
Select or name criteria to evaluate,
17. Evaluate Assess the worth of an prioritise a list and explain, evaluate an
: object, opinion, or decision | object or proposition, indicate reasons for

agreeing or disagreeing
Sources: O'Malley (2007), Moodie (2004) and RNCS (2002) for Home Language (Ll)m;;nd First Additional
Lanpuage (1.2).

6.9 Language and Life Skills; Language and Numeracy

Why would one want to discuss these two relationships at the same time - surcly Language
and Life Skills have a lot more in common than Language and Numeracy? Indeed, and the
differences will be addressed shortly. However, it must be pointed out that two technical
aspects of the analysis showed up an important phenomenon: there are a large number of
structures in these two types of texts : L2 —33; L1 - 26; Life Skills — 21; and Numeracy — 24,
First it needs to be remembered that in the Foundation Phase, Life Skilis is supposed tobe a
preparation for six Learning Areas (See Chapter 4.3.1) because of this, it opens itselfup to a
range of ideas; inclading obviously new words and concepts and a range of syntactic
structures, And interestingly, Lifc Skills also has a good range of ALFs. It 18 of paramount
importance to do a close sorutiny of these texts because if they contain 100 many new words,
and too wide a range of syntactic structures, children may be enchanted by the pictures in

these beautiful books, but fail to a greater or lesser extent to understand what they arc
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supposed to be doing. The introduction of new vocabulary is something that should be

attended to carefully, and the late Lanham gave us directions to guide us here.

The Life Skills books, encouraged by a cross-curricular orientation, look very different indeed
from one another, so schools using different texts will prepare their children in different ways
for the Learning Areas they encounter in Grade 4 and onwards, One can only pity the poor
children who move to 2 new school ip Grade 4 and find that their knowledge preparing them
for the Intermediate Phase (IP) is not shared with the other children and vice versa. In a
personal communication, Lydia Abel, convener of the FP for the National Curriculum
Statement, said that the FP Committee decided to ignore the contribution from the other
Learning Area (LA) Committees and make their own curriculum. It has to be said that the
resulting curriculum is very dilute and would hardly prepare the children for the veritable
fountain of new concepts they are about to encountcr. Fortunately the writers of the Life Skills
books have decided to use their own initiative and draw on the relevant official LA
documents. So we have landed up with vibrant books, but with the potential problems that I
have outlined above. These merit further thought.

How do we speak of Mathematics and Numeracy in the same breath? A little later 2 more
conventional picture will be presented, but let us dwell on the similarities for the moment. [
took the Mathematics Curriculum for Grade 3, and to start with looked at the ALFs it
embodied. To my wonder, it looked as though Mathematics has the greatest number of ALFs.
Why would this be? For a start, one would expect some kind of change, given what the new
Numeracy books look like. They are full of effervescent activities with plenty of written
language in the books. Gone are the books which principally contained lists of computational
exercises, such as the four operations, decimals, fractions etc. The children are mcasuring,
making, doing little projects and discussing what they are doing, Since Lis not trained in the
pedagogy of Mathematics, it would be very helpful if a Mathematics expert looked at these
texts, to make sure that the tasks arc valid and that there are no conceptual errors.

The vocabulary in these books is not unduly wide (we conldn'’t go measuring the Carlton
Centre, using a Life Skills measuring tape). However, the syntax is qu_ite wide-ranging. It has
a narrower range than Literacy or Like Skills, but great care has be taken to make sure that
children understand. The words may be simple but the syntactic constructions are complex:
look for example at:*Write down and show on your model clock the times that each person
works.” It seemns quite unlikely that the children could decode this without the aid of their

247



Chapter6: Summary of Conclusions

teacher, this despite the fact that at the bottom of the page there are extra activities

recommended for the teacher to do with the class. Here is the summary table of the Academic

Language Functions and the exponents in Life Skills and Numeracy.

6.10 Academic Language Functions applied

I Life | Life | Life | [ |
Language | poooniser | L1 | L2 fskills Skls Skl Num |Nom [Nwm -}
anguage to: el R I 1 2 3 l
; . 2 Sy S - - — -
L Followin Read instructions | i
o utions | tomake or do SRR TN Y i N | v
' something ! t
e i = ——i e —— == T t
2. Observing | Notice things that v _ v v v _ _
and comparing | seem pertinent . ' |
‘ Explore the ! : J i
3. Seek environment or v B - - L _ v ~ _
information acquire ;
information l | {
| Use measurin ) o T o
- g
a‘:; ﬁ:&f"“;ﬂ‘f mstrumentsand | - | Y ) Y | ¥ 1 - ( _ v v
| € | make 2 good puess L i
| 5. Recording | Measure carefully [~ -1 -1 B A 1
' | Separate whole v v s v r
6. Analyse into parts I T - -
Analyse ' i
similarities and |
- - v v v’ v - -
7. Compare differences in
objects or idcas b _
Sort abjects or ' |
8. Classify ideas into groups - - v v - - v v !
; and give reasons : ?
= — ‘ ——— e — = = |
r»—g Tni " Interpret 1 | L Ji l
Interprtths | informationin 1V R R I N |
rm different forms i i ! | J‘
Fi—r A =
. Interpret different i \ ‘
'5!.1t l::hfangmg forms of e v v LV v v v v ‘ ,
i elorm 1 jnformation | | | !‘
i : ; e |
'1 9.2 Applying |Knowwhentouse y | v \ P v i v j |
. concepts concepts and how | : | ‘ i

U Remember that the texts | and 2 for Life Skiils
publishers. Text 3 Life Skills comes from a differen

ar: imprint of Scheme 1, but ig very different from it
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: Life | Life | Life | |
Language | poonctoes f L1 | L2 P Skills lsmus suills || Num | Num [Nom
language to: TR 3 1 1 3
SN |
S = s . —
Infer what 1s : i h
9.3 Maldng beyond the v -y v - v v - v :
inferences . , ; i
_ obvious and why | i | { |
9.4 Seeing parts |  Try different T vH
and stating possibilities and - - v v - v v - ‘
i relationships find relations i | .
Another form of F!
10, Predict | [CUrPrORnon; PR SV I B (A Y -}
predict :
implications . | | li
Report, explain, or ' 1 i
11, Inform | , Jdeseibe Qoo R _ v v - | Y v l
information or
procedures ] !
— = e - T-' e = A =3 l_‘ i‘
12. Hypothesise Hypothesise | v - l N e |
|- consequences i | ‘ B I |
Give reasons for [ 1
| anaction, a v 3 3 v v _ s v
13. Justify decision or a point
of view L B I
"Convince another
14. Persuade | person of a point - - - - - - -
_ of view 1 _ L N .”_]l
15. Solve Determine bOhltlDﬂ 1 i E
r- blems using models and - v v - v v ’ - l
pro theories ] o i B | I1
! Combine ideas (o ‘ |
16. Synthesise 1 o " v whole L -l - - - - - ;h - _;il
Assess the worth I F—T |
of an object, B B 3 B '
17. Evaluate opinion, or — - .!
decision | ]
. Number of _.,_!___,‘._H ! ! | i
1 Conclusion L1 functions = 21 ES/:ZI i_ i | i | ‘
| onrz | Numberof T | so1 —16/21|g/21 wa || e g
Conclusion L functions = 5 | 1 |
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Observe the last two rows of the foregoing table, The total number of functions is 21. The
number of functions I can infer from the L1 curriculum is 16 out of the 21. This is an
encouraging start. In comparison, looking at the L2 (FAL) curriculum was a shock. Only
five of the 21 functions are expected. What kind of gap are we inducing here if we take
this seriously?'* One could hypothesise that nobody has noticed this dispai‘ity and made a

fuss about it.  am more than willing to take up the issue.

Howevet, the front runners — the first and second Life Skills and the Numecracy courses —
make a valiant showing here. Whether they are aware of if or not, they have not docilely
submited to the restrictions of the L2 requirements (11 and 11 for Scheme One, and 16 and
13 for Scheme Two). Once again the question hangs in the air—are thesc courses too

ambitious, or will children master them?

I undertook to give the conventional wisdom on language and Mathematics and so a few
remarks are in order. (See also Chapter 5.1.1) The first point is to say that Maﬂnematicé is
a symbol systeru of its own; and should be analysed on its own terms. Certainly in the
current study we could not use the whole arsenal of linguistic tools on this text: the
yocabulary and syntax were as far as we could go. Neverthcless there is a lot of language

in the Numeracy texts.

It is only possible to talk about much of early Mathematics through ordinary language, and
then as mote complex concepts are introduced, clear accurate explanation is essential. If
concepts are not fully mastered, then Mathematics, always an at-risk subject for resistance
on the part of the learners, may well show a decline in both performance and positive

attitude.

The issue of the language of Mathematics having being briefly touched on, as well as the
skills underlying doing Mathematics, were a considerable number have a direct reference
to patural language, Tt is recommended, however, that 2 Mathematics expert have a look at

the Mathematics itself in the three books used in this analysis.

121t has been pointed.out W me in a personal communication with Lydia Abel that the Afrikaans L1
curriculum is a diluted version of the English L1 one. This observation deserves careful attention, because
otherwise disparities are going to emerge in uncxpected places when fieldwork is conducted.
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© The range of structures between L2 and L1 is 105/110. Given that there are four texts in
L1, the ratio should have been 105/140. When a structure is totally missing from L1 texts,
then there is little doubt of its absence, However, since the structures were only marked as
occurring once, we cannot be sure from this chart that there were not rather more L1

tokens. Establishing the number of instances in a text is an exercise for a future occasion.

What is more tellilng is the number of structures in Life Skills, 1.e. 68. What are we to
make of this? It could be that the Life Skills texts are deliberately written more simply
than the language texts. The question then arises — are these Life Skills texts preparing
children for a sufficient range of contents and structures for the Grade 4 learning
spectrum? This question cannot be answered except by scrutinising the Grade 4 texts. It

may be that the Grade 3 and Grade 4 books are beyond the competence of L2 children.

What is also interesting is whether the children actually usc these texts, even with the help
of a teacher: this is a question for research too. Personally, given the available sources of
test results, this seems highly unlikely. Teachers are very likely writing simplified notes on
the board for children to copy down, especially if they regard the texts to be too difficult
for the children,

In conclusion, we list the questions for empirical research as raised in this chapter.

Reading:
1. Can the children read with understanding the books across the curriculum?
2. What methods are the teachers using to teach reading? Which is the most effective?

3. What use do children make of the illustrations? How do they integrate them in their

reading, if at all?

Writing.
4. What writing do the children do, and what method is employed to facilitate this?
5. Do the children write simplified notes off the chalkboard? Do the children understand

these notes?
6. ‘What use are the children making of the text in informational texts?
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)

Listening:
7. Can the children make any sense of what they might hear from the textbooks?

- Speaking:
8. What is the Jevel of children’s conversatmn when they are asked to “discuss a picture™
in their books?

. 9. What other kind of speaking is expected of the children?

l_ These questions are crucial to our understanding of Grade 3 children’s language

competence,

What follows below is Appendix 1, showing all the syntactic structures across all the
L - sample texts, and Appendix I that shows the Academic Language Functions across L2,

Life Skills and Numeracy across the two publishers who pubhshcd matching books.
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Chaptert. Summary of Conclusions

APPENDIX II: Academic Language Functions across the two courses covering

the three Learning Programmes

{ Student nscs Ll Course | CD(![‘SF: 1 ?:_Course 1 {Crse i tou.rse 2 | Cﬁufse
Language |Anuage 10F New Lang Life Numeracy || Lang | Life 2
_ guage to: Curric L2 Skills 2 1 ] E Skills |Numeraey
1. Followi Read instructions i o
o ving to make or do v 28 v 48 v v
instructions :
something |
Y AT — — B Ty
2. Observnqg Notice Lhmgs that s 1 1 v T s
and comparing | seem perunent |
Explore the ) N
‘ 3 Seels enwmnn.mnt or v 6 v 6 v _ i
informatton acquire i
_ information | I
are - : - - — ""T T ——
. Use measuring r 1
ai‘:l.c}\:;:iﬁ:tlilﬁg instruments and - 6 - i) v v i
‘ E | make grood guess | i
== = E T e = |
5, Recording | Measure carefully v 2 - i_ i v v I!
) - Separatem@hole [ T . ' N
. v - v v
6. Analyse into parts - 2 3
Analyse
similarities and
. . - v v
7. Compare differences in 9 3 v
objects or ideas
Sort objects or -
8. Classify ideas into groups - 5 3 v v
and give reasons | {
B e Interpret B o I ___T
< I?J?;f‘;‘:“:g information in v i1 v {3 v -
inlormatio different forms |
L Interpréi different B B |
{
J'lﬂf h;) ‘:_;g:lg forms of v 9 v 1 4 v I v
© information | j L
— T — ---'--w——- EXER — gl by =
9,2 Applying | Know whentouse § 6 i s [ 3 ;L
concepts concepts and how L ; | Y
~ | Inferwhatis { o | _F
9.3 Making beyond the obvious | v 3 v l‘ 1 — _
inferences ‘
and why ‘ .
by g = —— e — =) e e . —
9.4 Seeing purts | Try different - 5 ] [ } v J! _ v i v I
260



Chapter6. Summary of Conclusiam.-:

Li Course 1 |Course 1 | g :Clrse 2 Course? | Course ;
Language Studeat uses New Lang Life ;NCnurse L E Lang Life 2
language to: Carri¢ L2 | skills | ™Y R 12 | Skills  [Numeracy \
== rtr 1-.—erwm ; — !
and stating possibilities and | 5 |
relationships find relations L : : g |
—_ ] = 7 TR AT
Another form of ; | :
interpretation; v 3 v v : 4 v v 1
10. Predict | predict | \
implications i | ;
Report explain, or {
describe :
. . v 12 - - i 14 v v
11, Inform information ot |
procedures L ‘\ i
C . i Hypothesise v 0 _ _ i _ _ _
12. Hypothesise COMSEqUEnCes L !
o Give reasons for an-
13. Justify action, a decision v 2 - - - v v
or a point of view § | I '
Convince another
14. Persuade |person of apointof] v 4 v v - - .
\ view 1 1 _ ‘
15. Sol Determine solution | '
) blo ve using models and v 1 v A v v l
problems theories | | :
o | Combine ideas to | !
. B 1 _ B _ 3 3
16. Synthesise form a new whole o || ST "
Assess the worth of ] 1
17, Evaluate | an object, opinion, v 2 - - i - - - |
or decision | |
e — yram—rT— 1 T l
. Number of ‘
Conclusion L1 | o o oo I - |

LConclusion L2

261

T



