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PREFACE

The Threshold Project had its beginnings in a pilot project that was
conducted in the institute for Research into Language and the Arts in
1985. |t emerged from this early research that black. children are expe-
riencing difficulties with the change of medium of instruction in their
fifth year of schooiing. At first glance it may have seemed that these
difficulties arise purely as a result of ineffective language teaching
methods. However, the complex nexus of factors that constitutes black
primary education required a closer look at different aspects of the
total teaching-learning situation.

The Anglo-American and De Beer's Chairman's Educational Trust Fund
agreed to provide funding to the Institute for the Study of English in
Africa to commission the Institute for Research into Language and the
Arts to undertake a three-year project on the problems which had been
identified. The research was undertaken under the project leadership of
Dr C.A. Macdonald of the Division of Sociolinguistic and
Psycholinguistic Research.

in the course of the project a broad range of tasks was covered, includ-
ing language testing, cognitive developmental research, materials devei-
cpment and classroom practices. - The results of the research are
contained in five final reports and a main report which attempt to
contextualise the understandings reached in the larger social situation
in which the research was located; there was also a serious endeavour to
locate the research in the context of state of the art thinking in spe-
cific aspects of education, language teaching and testing theory, and
cross-cultural cognitive developmental research. The intention behind
this broad endeavour is to open up questions of educational theory and
practice for further discussion and research on an academic level, and
also to provide a knowledge base for serious thinking on develpmental
Issues in the rapidly changing situation in Southern Africa.

The HSRC expresses its sincere appreciation to the Chairman's Fund for
its funding of such a seminal project, and to the !Institute for the
Study of English in Africa for the invaluable part which .its represen-
tatives played on the advisory committee of the project.

A final word of appreciation goes to Dr Carol Macdonald for the impor-
tant role that she played throughout in the planning, conducting and
completion of this groundbreaking project; also to Dr Rose Morris under

H. van Rooyen. MA whose aegis the major part of the project was conducted.

K.P. PRINSLOO
Psycholiinguistics EXECUTIVE DIRECTOR: |RLA
Institute for Research into Language and Arts

November 1989,
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FOREWORD

The Threshold Project, which has been carried out in the Institute for
Research into Language and the Arts developed out of a pilot project
conducted in 1985 on Std 3 children in the Department of Education and
Training whose mother tongue is Sepedi and who started to learn through
the medium of English from the beginning of Std 3. (The majority of
biack pupils in the different education departments start to use English
as the medium of instruction (EMI) at this stage: the policy is techni-
cally known as ''delayed immersion'' in the bilingual education litera-
ture.) The research was significant in that it was the first to address
an area that has been politically sensitive for perhaps a generation:
certainly there has been no research on the outcomes of the present lan-
guage policy since its institution in 1379.

The pilot research indicated that the standard of English that the
children could control was poor, and that they were far less capable of
handling '"content' subjects, for example, general science and geography,
through English, than through their mother tongue. While this research
was being conducted, a request was made to the Chairman's Trust Fund of
Anglo-American in Johannesburg that a three-year project be undertaken
to examine the parameters of the children's difficulties more closely,
and make recommendations for constructive change. This grant was re-
ceived through the Institute for the Study of English in Africa (Rhodes
University, Grahamstown), which has been represented on the advisory
committee of the project. The project ran from 1986-1988 with senior
and junior researchers, and research and administrative assistance, and
the team numbered four or five members at any time. Helma van Rooyen,
the author of this study was an assistant researcher on this project for
its full duration.

The superordinate problem that the Threshold Project addressed itself to
is the nature of the language and learning difficulties that 5td 3
children experience when they change from the mother tongue to English
as a medium of Instruction, The project team was concerned to
conceptualise the research in such a way that would facilitate the de-
sign of coherent and constructive strateqgies for change. 1t was felt at
the project planning stages that this would best be achieved by focus-
sing on five interrelated factors, namely, the linguistic difficulties
experienced by the children, conceptual styles which might be culture
specific, problems with content subject textbooks, disparities between
English learned as a subject and English as required across the curric-
ulum, and finally, school-based learning experiences. These factors
were formuiated into five main objectives, which became the foci of
practical organization for the project. The objectives were as follows:

* firstly, to establish the nature and extent of the linguistic abii-
ities of the black pupils in Std 2-3;

* secondly, to establish the nature of children's thinking skills us-
ing a model that would enhance our understanding of their perform-
ance on school learning tasks;




* thirdly, to describe the difference between what is expected of a
child in Std 2 in English as a sub ject {conventional English second
1anguage learning), and what is expected of the same child when he
starts to use English in the content subject classroom (i.e. EMI) s
this aim is addressed in the present report, which is referred to

as the "disparities” report elsewhere;

* fourthly, to establish the nature of the child's school~based
learning experiences and determine how they help or hinder effec-

tive learning, and

* finally, to produce principles intended to inform syllabus makers
and curriculum developers.

Final reports have been produced on all the first four aims, and another
final report was also commissioned. The fifth report documents the Std
3 general science research and development that was undertaken on the
project. Hence there are five final reports, which constitute the sec-
ond tier of official published project documents.

The consolidated main report is not simply a resume of the five final
reports, nor a summary of principles and recommendat ions, but consti-
rutes an integration of the analyses in terms of three parameters, i.e.
the historical, the socio-cultural and the educational. These parame-
ters are examined for their contribution to our understanding of the
present situation, as well as to help undérstand the kind of change that

might be possible at each level.

The project worked within the so-called '‘new'' research paradigm in which
qualitative and quantitative research is combined in the first level of
description, and inferences are made to the second level of explanation,
where an attempt is made to identify causal mechanisms underlying the
manifest forms that we observe. In the case of the present report,
quantitative and qualitative research are very finely intertwined.
Quantitative testing helped us to empirically select the two textbooks
that children found the most comprehensibie; then it was Ms van
Rooyen's task to give an account of what made each of these two texts
comprehensible in their own way. One of the levels of analysis was to
jook at the textual structure or coherence in the language schemes and
textbooks; apart from being able to posit its general importance as part
of text processing, Ms van Rooyen also went into the classroom and found
that Std 3 children are not at alli familiar with the conventions of

expository text.

Major areas of possible change that we identified - partly as a result
of the present study - include the following;

* the reduction of the marked disparity hetween the junior and senior
primary phase through vigorous curriculum development, where both
themes and (cognitive) process skills are carefully built up; and,

* the adoption of radically new principles and practices of materials
development; here we have in mind that the child should be drawn
through the transition from basic interpersonal skills (BICS) {typ=-
ical of early ESL courses) to cognitive academic language learning
(CALLA) (central to using English as the medium of instruction).

-2=

It is also suggested that textbooks as they currently exist for Std
3 are_wholly inadequate to the needs of the children, and an argu-
ment is advanced for the development of hybrid text-workbooks which
would develop process skills together with language skills.

The final reports of the project cross-reference each other to a great
extent: to help the readers of this report, we can direct them to other
reports at specific chapters of this report. In Chapter One Ms van
R?oyen gives an informal overview of the situation that black learners
flng themselves in; further description of the school context forms the
basis ?f the "Schools-based Learning Experience'' Report. In Chapter Two
there is a feview of the different ways of analysing texts; the impor-
tance of different levels of language skills is under!ineé in the '"Eng-
lish Langu§ge Skills Evaluation" Report (Chapter Six), and the
rgcommendatxons of the present report in Chapter Seven mesh very closely
with the analysis of English as the medium of instructlon, which is

:zglﬁtwith in Chapter Seven in the English Language Skills Evaluation

Th? present study probably constitutes the most comprehensive compar-
ative study of primary school text in the research literature to date;
Ms van Rooyen has demonstrated that text analysis Is not an enterpris;
for amateurs with calculators (ready to count syllables, words and
clauses). Text analysis is a very specialized skill. One therefore
h9pes that educational publishers will take careful note of the tech-
niques evolved in the research reported on here.

Fﬁf the project as a whole, this research has provided a sound base from
which to make confident statements about the kinds of text that children

need, and usually don't get it should

eed, e pave the way for further spe-
Elal;zed research_on new for@s of class texts, texts that will instrsct
eacher and pupil alike in the demands of expository text-workbooks

through the higher primary phase.

C.A. Macdonzld
Threshold Project Leader
June 1989
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ABSTRACT

Children wunder the administration of the Department of Education and
Training and the Bophuthatswana Education Department tearn through the
medium of their mother-tongue in the lower primary phase. The onset of
the higher primary phase in Std 3 marks a transition to English as the
medium of instruction. This transition causes many problems. One of
these problems, the disparity between the English competence of the
child in Std 3 and the competence required of him in order to read a
content subject textbook with comprehension, 1is investigated in this
study.

An innovative model of textual analysis is developed and used to analyse
two English as a Second Language (ESL) schemes and two Std 3 general
science textbooks. The two English language schemes analysed were MAPEP
and New Day-by-Day, which were the most fully developed ESL teaching
packages available when the study was started in 1987. The two science
books were chosen from the results of a c~-test, which showed that they
were the most comprehensible of the available textbooks. One of the
texts was clearly written with ESL readers in mind, and the other was
more obviously written with mother tongue users in mind.

The schemes and the texts (two passages per text) were analysed with
reference to differences on vocabulary, syntax, speech acts, cohesion
and coherence. |t was found that there was a large jump in the vocabu-
lary taught in the schemes and the vocabulary used in the texts. The
retative proportion of new vocabulary in the science lessons was very
high. The speech acts and their pragmatic force were similar across the
schemes and the texts.

There was a much broader range of syntactic structures used in the text-
books than in the schemes. It was assumed that many of the new syntactic
structures could not simply have been learned incidentally by the child-
ren: up to 60% of the constructions could have presented problems to the
children.

The schemes used a much narrower range of cohesive devices than did the
textbooks, and neither did they explicitly teach the use of cohesive de-
vices. The science texts themselves varied with respect to the use of
cohesive devices, and it was found that the one was much more likely to
make logical connections between propositions more explicit than the
other.

The schemes, because they are principally concerned with the use of nar-
rative text, do not teach any coherence conventions characteristic of
expository text in texthooks. While the one textbook had far more diffi-
cult syntax than the other textbook, it had what we considered to be a
much more constructive use of cohesion and coherence conventions,

When comparing the two textbooks, it was concluded that the policy of
writing simple syntax, but losing out on helpful cohesive and coherence
aspects {producing !impoverished text'') could mean that the text is no
more usable than one which has more complex syntax but more helpful
cohesion and coherence.
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Kinders wat onder die administrasie van die Departement van Onderwys en
Opieiding en die Onderwysdepartement van Bophuthatswana ressorteer, leer
deur medium van hul moedertaal in die laer primére fase. Die begin van
die hoér primére fase In st. 3 dui 'n oorgang na Engels as die
onderrigmedium aan. Hierdie oorgang veroorsaak baie probleme. Een van
hierdie probleme, naamiik die ongelykheid tussen die vaardigheid in
Engels van die kind in st. 3 en die vaardigheid wat van hom vereis word
om 'n handboek oor 'n inhoudsvak met begrip te lees, word in hierdie
studie ondersoek.

'n Nuwe mode! van teksontleding is ontwikkel en gebruik om twee skemas
vir Engels as Tweede Taal (ESL) en twee handboeke vir st. 3 Algemene
Wetenskap te ontleed. Die twee Engelse taalskemas wat ontleed is, Iis
MAPEP en New DAY-by-Day, die volledigste ESL-onderrigpakkette wat
beskikbaar was toe die studie in 1987 begin is. Die twee wetenskapboeke
is gekies uit die resultate van 'n c-toets, wat getoon het dat hulle die
verstaanbaarste van die beskikbare teksboeke was. Een van die tekste is
klaarblyklik geskryf vir ESL-lesers, en die ander een vir
moedertaalgebruikers.

Die skemas en die tekste {twee passasies per teks} is ontleed met
verwysing na verskille in woordeskat, sintaks, spraakhandelinge,
samehang en bevatlikheid. Daar is gevind dat daar 'n groot sprong was
tussen die woordeskat wat in die skemas geleer is en die woordeskat wat
in die teks gebruik word. Die proporsie van nuwe woordeskat in die
wetenskaplesse was baie hoog. Die spraakhandelinge en hul pragmatiese
krag was soortgelyk oor die skemas en die tekste.

Daar was 'n veel breér reeks sintaktiese strukture wat in die handboeke
gebruik is as in die skemas. Daar is aanvaar dat baie van die nuwe
sintaktiese strukture nie net terloops deur die kinders geleer kon word
nie: tot 60% van die konstruksies kon probleme vir die kinders opgelewer
het.

Die skemas het 'n veel nouer reeks saambindmiddels as die handboeke
gebruik, en hulle het ook nie die gebruik van saambindmiddels eksplisiet
geleer nie. Die wetenskapstekste self het gewissel ten opsigte van die
gebruik van saambindmiddels, en daar Is gevind dat die een veel
waarskyniiker as die ander meer eksplisiete logiese verbindings tussen
stellings sou maak.

Omdat die skemas hoofsaaklik gemoeid is met die gebruik van verhalende
teks, leer dit geen bevatlikheidsreéls wat kenmerkend is van die
verklaringsteks in handboeke nie. Ofskoon die een handboek 'n veel
moeiliker sintaks as die ander gehad het, het die navorsingspan gemeen
dat dit 'n veel nuttiger gebruik van samehang~ en bevatlikheidsreéls
gehad het.

Toe die twee handboeke vergelyk is, is daar tot die gevolgtrekking gekom
dat die beleid van eenvoudige sintaks skryf, wat arm is aan nuttige
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CHAPTER 1
GENERAL INTRODUCTION

In this chapter the overall problem which has been researched is
discussed, the specific problem area demarcated and the organisation of
the study Taid out.

1.1. THE SITUATION

Children under the administrations of the Department of Education and
Training (DET) and the Bophuthatswana Education Department are educated
through the medium of their mother-tongue in the Lower Primary phase,
i.e. from Grade 1 to the end of Std 2 (the first four years of school-
ing). English Language Studies is introduced as a subject in Grade 2
(second year). (The children may or may not have had oral English
classes in Grade ! (first year), depending on individual school policy.)
By the end of Std 2 {fourth year) the children will effectively have had
about 365 hours of formal English instruction. From the beginning of the
Higher Primary phase, Std 3 (fifth year), these children are expected to
use English as their medium of instruction.

Unfortunately this Tlanguage transition 1is not simply a transfer of
skills or knowledge for the child; it creates problems which permeate
many facets of the school experience of the children and it affects
teachers and their methods, orientations and resources toco.

1.2. COMPONENTS OF THE PROBLEM

We can isolate specific problems that affect the child, the teacher and
the textbooks.

The Jlanguage-medium transition entails all classes being conducted in
English with the exception of two subjects, Afrikaans and the mother-
tongue.

It has been the experience of the Threshold Project, conducted by the
Human Sciences Research Council (HSRC) that the English proficiency of
black Std 3 children can range from the ability to converse about
common-place topics to an inability to comprehend even simple sentences
such as ''"Have you eaten your lunch?'" and "What is your name?'. In other
words, it seems that not all children are equally well prepared for the
transition from the mother-tongue to English at the onset of the Higher
Primary phase.




The Std 3 teacher may also feel the pressure.of mu]?iple demaqu. wi::
is expected to conduct all her classes in English, wﬁa]e she is a re
that not all her children can comprehend Fhe English explanatfons va
may have prepared. Teachers often counter this problem.by re??aﬁlfgoreb
ery lesson - once in the mother-tongue and once in Englis ¥

teaching almost solely in the mother-tongue.

The teacher's own English competence may also ?ot pe of such a standarf
that she can adapt her register to suit the snmp]e compr§hen5|on comEEL
tence of her children. This is a skill that is difficult for =
learners in general. The problem is further comp?unded by the Factbt_z

the mother-tongue may not have concepts equivalent _to thosi elng
taught, with the result that the children have no appropriate ?ac gr9gns
knowledge the teacher can activate through the use of quick digressi

into the mother-tongue.

ln the midst of such linguistic probtems,- fhe te?cher also has.a
syllabus to cover. In fact almost no teachers finish their syliabuse; ;2
the allotted time. For example, Std 3 work could take one and a ha f
years to cover or more likely is not fully covered. The process is re
peated in the following years, creating a backlog the chlldren carrz
with them to Std 10. Children at school are expecteq to learn more;nh
more with the advance of technology and the increase In knowledge dwdlc
accompanies it, with the result that content is c9nt|nual1y move own
to lower standards and children have to learn more in 3 specific yeaz
now than they had to ten years ago. This'phen?menon increases the pre?
sure to teach an increasing amount of content iIn each school year. g
cope with this pressure teachers tend to be§ome more.content-orlente-
and less child-oriented, especially from the Higher Primary years on

wards.

It has also been the experience of the Threshold Project tﬁat, due t: a
shortage of properly qualified teachers gf content _subjects, other
teachers are often expected to teach subjects for which they have not
been trained. Such teachers may not feel confidgnF that ghey know enough
about the content or the didactics of the unfamiliar subject.

it thus becomes clear that the teachers may also fiqd it .difficul§ to
help their children cope with the rransitions associated with the Higher

Primary phase.

A third component in the transition is the difference in texts the
children and teachers use in the Lower and Higher Primary. The.tgxtbooks
children use in the Lower Primary phase are mainly those com?rising the
language courses the children are taught ?y. Such Engllsh !a;gu:az
teaching schemes typically consist of a teacher's manual in whic :
method of each lesson is described and a language exercise book an

readers for the children. The texts in the languagg exercise books .?;e
not running texts, but short directive sentences, instructing the chi ‘-
ren to do a specific exercise. The reading texts.provudgd.are mostly
folk tales, other narratives or short peragraphs about familiar topics
such as visiting family, working and animals.

In Std 3 the children are given content subject textbooks in science,
history, geography and health education, subjects which branch from the
more general environmental studies of the Lower Primary. These textbooks
are mostly written by content experts who are not familiar with the spe-
cial content and Jlanguage needs of the black child. They contain
expository text only, about topics and ¢oncepts which are often new to
the children and remote from their 1ife experience, e.g. air com-
pression, the lifestyle of the ancient Greeks and interpreting aerial
maps. The language problems discussed above are usually not taken into
account by the authors of these textbooks, partly because the same text-
books may be prescibed for all Education Departments and thus for both
L1 and L2 speakers of English.

The Std 3 child, therefore, is not only faced with expository text con-
ventions, unfamiliar content and the need to be able to read to learn,
but the language in which all this information is couched may well be
beyond his English competence {(Gardner 1974; Munby 1976).

1.3. AIM OF THE STUDY

Three components of the language transition problem have been discussed
briefly, i.e. the child, the teacher and the texts they use. This study
looks at the linguistic problems surrounding the text component in more
detail in order to determine whether the transition from Std 2 to Std 3
can be made easier for black children (in the situation described in 1.1
above) to cope with.

The specific aim of this study was to determine on the basis of a lin-
guistic analysis whether General Science textbooks prescribed for black
pupils in Std 3 are beyond their linguistic abilities and to make rec-
ommendations regarding desirable linguistic levels in the science text-
books. It was hypothesised that a wide disparity would be found between
the language taught up to the end of Std 2 and the language used in Std
3 content subject textbooks.

An innovative model of textual analysis, developed by Van Rooyen and
Macdonald (cf. section 2.3), was used to analyse the linguistic complex-
ity and probable comprehensibility of both the textbooks and the texts
provided by the language teaching schemes.

1.4, THE TEXTBOOK PROBLEM

The problem of a mismatch between the linguistic level of textbooks and
the reading ability of their intended readership is neither new nor re-
stricted to the education of black children in South Africa. Qutcries
against the linguistic level, register and use of textbooks -have been
heard for many years from different countries. The readability era (see
section 2.1), for example, was marked by attempts to increase the com-
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Several European and American researchers
have researched the disparity between rextbooks and the linguistic and
cognitive competencies of the children they are prescribed for and have
advocated a careful matching approach to writing textbooks {(E1liot ET AL
1986, Harlen 1985, Rosen 1979, Scruggs 1988) .

prehensibility of textbooks.

Durojaiye (1974) reports linguistic and cognitive disparities between
textbooks and Nigerian children, while Wegerhoff (1981;1981(a)) reports
similar disparities for South African pupils.

The concern of all these researchers is mirrored in the following words

of Rosen (1979:123):

Who writes textbooks? ...Many seem to be written by people who
have only read other textbooks; they may have been bigger and
more difficult but they were textbooks none the less. The au-
thors or compilers handle a grubby second-hand or umpteenth-
hand language which they have accepted as part of the
icontent' of the subject. They show little awareness of what
pupils will make or fail to make of their language beyond some
crude notions of easy and difficult vocabulary and shorter
sentences... . Yet frequently it is in these books that pupils
meet for the first time the written impersonal language of ed-

Ucated men.

In a similar vein, Hurd (1988:25) reports small differences between
textbooks published in the 1960s and their later editions published in

the late 1970s and early 1980s.

Textbooks should ideally be used to complement teaching through inde-
pendent study (Engelbrecht 1975:7) and as source books (Davies
1986:102). However, Langhan (1987) reports that textbooks were mainly
found to be used by teachers rather than by children in black schools.
Teachers extract passages from the textbooks which the children are re-
quired to copy down and memor ise verbatim as notes. In other words, ex-
tracts of language which is too complex for the children to comprehend
IN CONTEXT - that being the reason teachers feel it necessary to produce
notes - are now taken OUT OF CONTEXT, making them even more difficult to

understand.

Textbooks then, seem rarely to be used as they were meant to be in local
schools. VYet textbooks, when they are used correctly, have an important
contribution to make towards teaching and learning. The assumption of
this study is that, by determining the disparity existing between text-
books and the abilities of children and recommending ways of decreasing
this disparity, textbook writers or textbook committees (cf. Chapter 7)
will be able to produce textbooks which are comprehensible to the child-
ren using them. This study, which will attempt to determine the spe-
cific linguistic disparities between the language taught in two English
Language Teaching schemes (ELT schemes) and the language used in two Std
3 general science textbooks, is intended as a contribution to the sol-
ution of this textbook problem. When the textbooks which are prescribed

By

for children are comprehensible to th i

i em, they might be used as the
should be us§d and thereby make a contribution te the enhancement of thz
school experience and learning of these chiidren,

1.5. STRUCTURE OF THE STUDY

;? ChaPter 2 an overview is given of text analysis literature while
iscussing the model of textual analysis in detail.

Duihtz the eclecti? nature of the model used to analyse the texts, .the

z:edot; az:]analzzlng the various aspects vary. [n Chapter 3 the methods
yse the intra- and cress-sentential aspects o

and the schemes are explained. P Fche texthooks

The-extept of the linguistic disparity between 5td 2 and Std 3 is de-
s;rlb;d in chapters 4 and 5. The results of the intrasentential analysis
Zhap:ei :chgﬁes and]textgooks and the discussion thereof is presented in
- . The results of the cross-sentential i
and discussed in chapter 5. analyses are described

In Chapter 6 a serendipitous finding of the textual analysis is reported
on, namely t@e relative importance of different linguistic aspects of a
text ang Fh? interrelatedness of their contributions towards text com-
prghen5|b|1|ty. This 1is thought to be a significant finding and

which could be further researched. s e

Ch§pter 7 presents the conclusions of this study and the recommendations
wﬁlch can be made on the basis thereof. The recommendations are mainly
directed to authors of educational textbooks for specific target groups
anq to texthook selection committees who are responsible for degidiﬁ

wh|ch .textbooks would be appropriate for specific groups of children g
specific recom@endation section, concerning the process of creatin . a
new textbook, is aimed at the publishers of educational textbooks. i




CHAPTER 2

MODELS FOR ANALYSING TEXTS

concerning textbooks was discussed in

Chapter 1. This chapter will examine the different ways wﬁlch ha:z r?:i;
proposed and used to analyse tex;hlnf?rd:rmg?ndEZSQEé:: &:: :gz‘ zeve]_
ifi ding audience. e firs v o«
::;e:tspzzéflﬁs;ezf rgadability formul ae to determine the readabll;tzs:T
any given text. partly as a reaction to thls.movement came the p:spWI]]
and use of various models for textual aqa]y5|§. These two moYem?ntEXtua]
be discussed, followed by a detailed discussion of th? model o Jexel
analysis developed by Van Rooyen and Macdon§1d, wh:c? is propos?
possible solution to the textbook probiem discussed In Chapter 1.

The identification of problems

2.1. THE READABILITY ERA

11 be discussed in four stages,_i.e. the nature
their origins, examples of studles_ which used
| criticisms against their use.

Readability formulae wi
of readability formulae,
readability formulae and the genera

Readability studies are defined by Tekfi (1987:262) as studies which

Nare concerned with ensuring that a given piece ?f writhng reac@esfuzzf
affects its audience in the way that the author intends''. The main

tions or categories of readability studies are threefold:

a To examine the level of legibility of printed material as well as its

topography and layout.
b To examine the level

thetics of the writing. ]
¢ To examine the level of understanding and comprehension due

style of writing.

of ease of reading due to interest or the aes-

to the

hat the meaning of readability has been narrowed to

1 ;
the last of the three categories through the years. What follows .;3 o:
summary of the evolution of readability formulae, taken from a revi

the 1iterature published by Tekfi (1987).

it is wunfortunate t

they are known today originated in the 1920s,
but interest in readability factors goes pack as far as 300 AD, g@ethh?
Talmudists counted the number of occurrences of .words and indivi ua_
ideas in their scrolls to find out how many t imes thes? eiemﬁnts oi

curred in an unusual sense as compared to Fhe usyal meaning. o?e::r,
the first scientific approach to readability ?niy came centurlgg a d;
As early as 18839 the Russian N.A. Rubakin compiled a list of 15 tworo-
which he believed to be most frequently used and unqefstood by most pe :
ple. He stated that the chief hindrances to readability were the use :S
unfamiliar vocabulary and excessively long sentences. Twenty-nine yea

Readability formulae as
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tater in China, J. Yen selected 1000 frequently used characters to help
in teaching labourers to read and write. On the basis of this readabil-
ity study many schools were erected where people could learn basic lit-
eracy skills.,

However, Sherman was to be the first person to use readability factors
to predict the readability level of text. His findings, published in
1893, included the following important contributions to current read-
ability studies:

a He stressed the importance of sentence length in text vreadability.
Today sentence length is used in more formulae than any other vari-
able.

b He used sampling methods instead of evaluating an entire work.

¢ He emphasized that authors should write as they speak to be compre-
hensible.

d He also emphasized acknowledgement of the reader and his abilities.

Further important contributions towards recent research on readability
formulae came from the psychologist Kitson. He was the first person to
consider word length measured in syllables as a readability factor. He
also declared that psychological differences such as individual taste
and interest are relevant factors in text readability.

.The third important contributor to readability research was Thorndike,
who published a word frequency list in his book The Teacher's Word Book
in 1921.

On the basis of the work of Sherman, Kitson and Thorndike, two types of
readability formulae were developed - formulae to determine the read-
ability of children's text, and formulae used to evaluate text meant for
adults,

The first of many formulae was based on Thorndike's word frequency list
and published by Lively and Pressey in 1323, However, the prototype mod-
ern formula was not produced before 1928. Currently Tekfi lists twenty-
five different readability formulae measuring children's material and
twenty-seven measuring adult texts (1987:265,267).

The work of Dale, Waples and Tyler marked the beginning of work on adult
formulae. One of the most fruitful studies on readability published
thereafter was led by Gray and Leary in 1935. They investigated the in-
dividual and interrelating contribution of 228 factors, the most impor-
tant of which finclude measures of sentence length, familiarity of
vocabulary, the use of pronouns and prepositional phrases and the number
of syllables.

The popularity readability formulae enjoy today is mainly attributable
to Rudolph Flesch, and his revised formulae which measure reading ease
and human interest respectively. The Flesch Reading Ease Formula and
the Fry Readability Graph were used for example in the readability study
reported by Wegerhoff (1981), which aimed to determine the - level of
readability of biology textbooks used in secondary schools. This is but
one example of the way readability formulae have been used, and is spe-
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cifically interesting because it examined the readability of content
subject textbooks in the South African context.

Another example of the use of readabilitY formulae is Fhe study f:Partzﬁ
by Johnson, a teacher in the U.K. who is concerned wtth.the wré L'?it
educat ional textbooks. He illustrates the use of_the Gunnlng ReaTa L tg
Test, the Fry Readability Graph and the MclLaughlin Readability Tes e
the readability of physics textbooks. He also em?has!zes y
other two categories of readability, i.e.-Int§re§t and motlzatiogab?q*
legibility of print. He focusses on the linguistic c§tegory o. E§§3)-
ity and gives helpful suggestions such as the following (1979:5 :

determine

a Teachers can improve external interest and motivation of children by
approval, merit marks and success in tests anq other t§sks. a1 Ter-
b Lower case print is read 102 faster than running text in capitat le

ters. ‘ . ' i
¢ For emphasis, bold type is read more quickly than italics of CAP

ITALS. )
d The size of the margin does not affect reading speed, but too narrow

a margin may cause eye fatigue.
e Black type on white paper Is more
bination.

readable than any other colour com-

For a time the limitations of readability formglae were disregarded anf
the formulae were seen to be the ultimate solution to all tgxt compre-
hensibility problems. The result was thaF authors and publishers szTi

times lost sight of their human reader audfence and wrote text cozrb_]g
readability formulae, texts which were designed to obFaan’g?od ;ea ad|c_
ity scores. Texts which already existed were mere\yOSImplifled by :e ?n

ing the sentence length and replacing vocabu]ary items, thereby .os]]g
most logical connectives in the text. Texts like th?se would typic: Z
have short sentences and familiar, short words. This type of text q?

discontent amongst the people who had to use them, and esE?c$anby
amongst educationists (Alderson & Urquhart 1984; Gardner 1374; Munby

1976; Wegerhoff 1381(a}).

Even the developers of the readability formulae yarned people abou; bFTf
limitations of their own formulae. |t was emphastzeq that g?od.rea abi
ity scores do not necessarily make a text well-writFeQ while some ve;i
concerned that the sole use of books with good readability scores mig

lead to low reading ability among children.

The following quotes illustrate the fact that these deve!opers of t?e
readability formulae were aware of the limited value of their products:

"There is, though, only one acid test for read§b1e_wriying: Doei it (F
really communicate with the audience for whom it is Intended? ry

1979:41)

i i 1 difficulties ...
Je need to find better ways of measuring conceptua ‘ g
style ... (and) optimal readability standards for communication and
learning." {Chall 1979:40)

Wegerhoff summarises this concern when he concludes that a good read-
ability score does not guarantee comprehension because the simplifi-
cation of a text in terms of sentence length and syllable counts ''may
increase the difficulty of the reading task by rendering explicit re-
lationships obscure" {1981(3):21,22). He adds that conceptual complex-
ity and discipline-specific terminology may require more complex
language by virtue of their very nature.

As a reaction to this awareness that readability formulae alone could
not fully predict the readability of any text, different models for
textual analysis were developed.

2.2. MODELS OF TEXTUAL ANALYSIS

The models which were developed because readability formulae did not
fulfil the total need range from concentrating on one linguistic aspect
such as syntax or coherence to studies which used a selection of aspects
from the three categories of readability mentioned in section 2.1. Ex-
amples of such models for textual understanding, their functions and
shortcomings will now be discussed.

Conn proposes criteria for evaluating textbooks used in educational con-
texts. These criteria, which were originally put forward by Donald A.
Eklund, vice-president of the school division at the Association of
American Publishers Inc., and which she calis ‘'widely accepted crite-
ria'", are as follows {(1988:31):

a Do the headings suggest a forward-moving framework controliing the
presentation of content?

b Are units manageable in length, is the presentation balanced and is
content reinforced?

¢ Are questions meaningful and integrated into the text?

d 1s the content appropriate or too ambitious, or does it underestimate
the intended readership?

e Are the resources suggested freely available?

Without detracting from the validity of these questions, the problem
with such a medel for analysing text is that it covers only a part of
one linguistic aspect of readability, namely coherence (as defined by
Williams 1985:56).

The model proposed by Durojaiye (1974) has a similar problem in that it
analyses only the aspects of syntax and vocabulary. |t thus looks at two
aspects of linguistic readability only and does not take into account
the categories of legibility and interest and motivation. This model is
intended for use by East African teachers, irrespective of the subjects
they teach. This simple technique of text evaluation harks back to the
readabiiity formulae in that it involves the calculation of the occur-
rence of unfamiliar vocabulary, mean sentence length, degree of subordi-
nation and an examination of the verb forms used. This information,
however, is not converted into a score, but it is compared to the con-
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that ""sentences of 20-24 words with

more than one subordinate word group' and " or 7 new vocabulary.;tews
in every 10 lines of text' is too difficult for the average L2 pupi in

his first year of secondary school (1974:210) .

clusion Durojaiye has come to, I.&€.

A third model, suggested by Giordano (1987), involves not only co@sri?g:
or only intrasentential aspects of text, but looks at the contfltu o
of certain aspects of coherence, vocabulary and the factor of Intere
potential for the intended reader. He drew up an Open Tex?book Inventﬁry
which teachers can use. The teacher asks a §amp1e of children for w o?
the book is intended questions about inter alia the use of the table ho
contents, the index, the use of pictures, the structure of paragri?ozg
the background knowledge of the child etc. The full list of questi

can be found in Appendix 1.

all three models share is that they do n?t fully cover
the whole spectrum of known readability factors. Howevef, 1? hasf to 23
kept in mind that these models were meant to be easy guidelines for n?e_
experts such as content sub ject teachers. They are not hased on compf
hensive research or linguistic theory, but were felt to be adequate ) o;
the purposes they were designed for. For Fhe purposes 02 this St:h¥ch
more comprehensive model for textual ana]YS|s was needed, one nien
would consider additional factors and which would lead to a comprehen

sive analysis of the text.

The weak point

i ' i f readability fac~-
A model that aspires to cover more than a s?lectlon o]
tors, is that developed by Dallas and Williams for the Longman group of

publishers {no date).

in his manual intended for authors and editors of educational textboo?si
the first one of its kind, Williams (1985) ]nc]udes the aspects of a#
miliarity and introduction of vocabulary items, as well as certain as
pects of sentence complexity, cohesion and coher?nce and pﬂnctggt!on:
All aspects are dealt with in the form of advice such as AYOIH 1n:d
ersions', "Repetition may occasionally be better than §ub§F|tut|on a
“Tabulation is often more readable than prose' (1985:vi,vii).

in a fairly comprehen-

i illiams suggests will result
An analysis such as Willia ag e he does

sive overview of the complexity of the text at hand.

not look at the interrelationships between the aspects, n?r]at_bFT?tyaz;
' f (! t and motivation. The aspects of legib!
pect of human interes cymran,

print are not fully discussed either and the advice giveq about 5
cohesion and coherence does not promote a fg11 analy§|s of_these ;n-
guistic factors, so that the albeit comprehensav§ overview Whlch zesu ts
from the analysis is not as complete as was required for this study.

These reservations can be explained by the fact that authors and editors

3 "~ .
of textbooks are not necessarily linguists. .It is also very. d:ffl?ult
to find embodied in one person someone who is an expert on linguistics,

i inti it i likely that
sychology and the mechanics of printing, therefore it Is un
z ymodelgyfor textual analysis will represent all three of these fully.

However, Chapter 7 attempts a solution to this complex problem.
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! will now discuss in detail the model for textual analysis developed by
Van Rooyen and Macdonald, and explain why it is proposed as a possible
solution to the textbook incomprehensibility problem which black child-
ren in South African DET schools experience.

2.3. A PROPOSED MODEL FOR TEXTUAL ANALYSIS

The model which 1is proposed attempts a synthesis of research done on
textual analysis in different theoretical fields. Comprehension of a
text is made possible by a complex network of factors such as the famil-
iarity or unfamiliarity of vocabulary, complexity of the syntax, under-
standing the meaning of sentence patterns and punctuation marks,
coherence, cohesion, interest, motivation, mediation by the teacher etc.
(Durojaiye 1974; Gould 1977; Lanham 1987)}. Various factors affecting
comprehensibility of a text have been identified by researchers through
the vyears. This model for textual analysis now integrates several of
these factors. (See Figure 2.1 for a complete schematic representation
of the model.) This model is therefore eclectic. Existing theories
about various textual aspects have been drawn together in an attempt to
get an overall linquistic and meta-linguistic view of a text. It is not
in the theories that the innovativeness of this model lies, but in its
eclectic composition.

The biggest problem with an eclectic model is that various theories
might be Iincompatible; their underlying assumptions about language and
its comprehension may not be the same. This problem does not arise in
the use of the model for textual analysis, because the different theo-
ries are not mixed into one overall theory about comprehension, rather
they - are used to loock at one text from a variety of viewpoints and at
different levels, thus ensuring full coverage of each aspect of the
text. The analyst using the model then ‘combines' the results of differ-
ent theories in order to come to a more comprehensive understanding of
the problems Involved for the child who has to read the text.

In order to use the results of such an analysis to full advantage, the
analyst needs to have a fair knowledge of what his target group is capa-
ble of linguistically on the one hand, and of what a specific L1 or L2
age group can be expected to know on the other hand. The analyst can
then use this knowledge to make informed judgements about the possibil-
ity that a certain construct will be comprehended. It is necessary for
him to be able to do this, as it is virtually impossible to empirically
test every aspect of textual comprehension and linguistic competence of
a target group. (Such informed judgements were made when interpreting
the cross-sentential data, cf. chapter 5.)

It might have been easier to test comprehension of specific textbooks by
the target group in order to decide on their appropriateness. However,
such a test would not provide guidelines for future evaluation of text-
books, which is what this study hopes to establish. As the use of this
m?del has proven valuable in this study, it could be used as a framework
with which other textbooks can be evaluated as appropriate or not for
the target group. This model could then be used by publishers of text-
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books for children, so that newly published books would be truly appro-
priate for the intended readership. Only if textbooks are comprehensible
to their readers can the textbook problem as discussed in Chapter 1 be

alleviated.

when analysing a text, both linguistic and non-linguistic aspects can be
analysed. The non-linguistic aspects can be divided into three com-
ponents, i.e. the technical aspect, the psychological or cultural aspect
and the aspect concerning the actual use of the text in the .classr?om.
Although the linguistic aspects will be the main focus of this s?ctlon,
the parameters of the non-linguistic aspects will be discussed briefly.

The technical aspect concerns itself with the legibility of a text.
Legibility is one of the original factors used to discuss the feadabtl-
ity of a text, but has been neglected in favour of the linguistic aspect
embodied in most readability formulae. A text is legible when its let-
ters and words can be perceived accurately, rapidly and with understand-
ing. Optimal legibility of print is achieved when the letters, words and
other typographical factors such as type face, line width, page length,
graphics etc. are arranged in such a way that it facilitates comfortable
vision and easy and rapid comprehension {(Tinker 1963:8).

Thus a legibility analysis of text would include factors such as type
face, page length, line width, margin width, spacing, colour of lng,
corresponding colour of paper and the lay-out of the page. These techni-
cal factors should be manipulated to produce text which is optimally

readable for the target group.

The psychological-cultural aspect concerns the background knowledge, in-
terest and motivation of the reader. In the instructional arena the
notion that background knowledge about the content of the text and the
culture of the author helps determine what the reader will understand
has long been acknowledged { Alderson & Urquhart 1984; Armbruster &
Anderson 1988; Beck et al 1986; Hewson & Hewson 1982; Manghubai & Elley
1982; Murray 1985; Rosenbusch 1987, Steffensen et al 1979; Steffensen
1986; Zelan 1985). The schema theory of reading regards reading as an
interactive process in which the reader retrieves meaning from the text

by using the knowledge he has already acquired about the topic. (Florez &
Hadaway 1987; Murray 1985:5).

Steffensen has led several research programmes on the influence wbich
content and cultural background knowledge have on reading comprehension.
The following conclusions can be extracted from her reports (1979,1986):

a |f reader and writer share the same cultural background, reading will
be facilitated; if not, there will be interference.

b Mention of the topic early in the text can call up the appropriate
schemata for interpreting the text.

¢ Absence of the appropriate background can result in problems in com-
prehending even explicitly stated facts: facts may not be processed
during reading because they cannot be integrated with other informa-
tion in the text; or they may be distorted to correspond to an event

consonant with the native culture.
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d The processing of cohesive devices in a text may be affected by the
depth of background knowledge.

The factors interest and motivation of the reader were also included in
the original readability analyses, but they have been neglected with
that of legibility. It was hypothesised that the comprehensibility of a
text will be increased if the reader is interested in the topic and mo-~
tivated to read about jt. |f the reader is interested in the topic he
will be willing to spend more time interpreting the text. Because he s
interested in the topic he will read more about it which will increase
his background knowledge of that topic. This increased knowledge about
the topic in turn increases comprehension of more complex text about the
topic.

The more motivated a reader is to read a text, the more he will compre-
hend what he reads, because he has the motivation to overcome linguistic
and non-linguistic difficulties posed by such text.

Parents and teachers can increase childrens' interest and motivation to
read by providing children with ample reading material and by praising
and encouraging them.

In summary, background knowledge, interest and motivation will affect
the degree of comprehension a reader reaches, and should therefore be
taken into account when determining the appropriacy of a text for a spe-
cific readership.

The purpose a text will serve in the <classroom may also affect its
?ppropriacy for the target group, and should therefore also be taken
into account when analysing educational text.

Among the questions which should be answered in order to make an
evaluative statement about a text's usability in the classroom are the
following:

a Are the suggested resources freely available (Conn 1988:31)7

b Does the teacher get appropriate, too little or too much guidance
with the structure and method of the lesson?

¢ |If the book is to be the primary source of information, is its infor-
mation comprehensive and correct (Davies 1986:102)?

d If the textbook is to be used by the children alone, can they inter-
act with it or is it a passive source book (Davies 1986:109)?

The analysis of these three non-linguistic factors would require the
services of specialists in different fields. The analysis of the legi-
bility of a text would require the services of printing experts, the
aqalysis of the psychological-cultural aspects would require the ser-
vices of, for example, anthropologists and developmental psychologists,
and the analysis of a text's success in the classroom would require
teachers in the field. The analysis of these aspects will not be
discussed in more detail, but their application will be discussed in
C@apter 7. The rest of this section will be devoted to the detailed
:iscussion of the linguistic aspects which affect comprehension of a
ext.
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MODEL FOR TEXTUAL ANALYSIS
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Figure 2.1: Schematic represantation of the model for textual analysis
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It should be stressed that this study is not directed at the nature of
interactive reading processes; it is devoted to the analysis of text.

The linguistic aspects can be analysed in one of two ways .- cross-

sententially or intrasententially. The cross-sentential aspects, coher-
ence and cohesion, concern more than one sentence at a time, whereas the
intrasentential aspects, speech acts, syntax and vocabulary, concern the
complexities of one sentence at a time. The two cross-sentential as-

pects will be discussed in detail before the intrasentential aspects are
examined.

The terms coherence and cohesion when used in this study do not refer to

coherence and cohesion as they are wused in discourse analysis by
Coulthard (1977:9).

2.3.1. Coherence

Text structure has become an important notion in reading comprehension
in recent vyears. The term text structure refers to the specific organ-
fzation and use of vocabulary, syntax, headings, overviews etc., which
allow differentiation between text types such as narrative and
expository. It also allows finer distinctions to be made between types
of expository text such as comparison/contrast, method/conclusion and
problem/solution (Armbruster 1986; Armbruster, Anderson & Ostertag 1987;
Armbruster & Anderson 1988; Finger 1987; Kintsch & Yarbrough 1982; Lehr
1987; Morrow 1982; Negin 1988; Ohlhausen & Roller 1988; Whaley 1981).
Studies have shown that a knowledge of these structures facllitates
reading comprehension, while an absence of such knowledge interferes
with comprehension of the text (Armbruster, Anderson & Ostertag 1987;
Kintsch €& VYarbrough 1982; Raphael, Kirschner & Englert 1988). When a
reader knows a specific text structure, he is said to have acquired the
appropriate textual schema for that structure. Cues signalling the use
of a certain text structure then trigger the use of the appropriate
schema, thereby making the relevant information available about the
structure being used (Kintsch & Yarbrough 1982). These textual schemata
allow the reader to organize the information presented to him hierarchi-
cally, and to form a global summary of the information in the text. Such
a global view of the text is necessary for good comprehension. However,
global summaries can only be made if the reader possesses a textual
schema for the text structure being used. Without knowledge of the text
structure the reader will perceive all information as equally Iimportant
and will only be able to produce a list of the points made (Armbruster,
Anderson & Ostertag 1987; Flood & Lapp 1988; Ohlhausen & Roller 1988;
Spyridakis & Standal 1987). It is therefore important that different

text structures are explicitly taught to children {Raphael, Kirschner &
Englert 1988).

Armbruster et al) (1987) taught sixth grade children to use text struc-
tures, and it was found that their comprehension of such texts, as well
as their ability to summarize them, had improved. Kozminsky & Graetz
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(1986) had achieved similar gains, although second language speakers
were less successful than first language speakers.

In conclusion, research has established the importance of the notion of
text structure in improving reading comprehension. Text structure is
achieved through the use of several linguistic resources such as the use
of signals and visual material and the explicit statement of main ideas.
These aspects will now be discussed in turn to establish how they could

be analysed in a text.

Signalling, or adding a word or statement that announces con-
tent or relationships in content before the actual content is
encountered, attempts to emphasize and preview content re-
lationships and help a reader identify superordinate content
and make inference from it. In theory, signals should aid a
reader in instantiating the appropriate schema, in forming a
hierarchical framework in which to store textual information,
in deciding what information is Important and in checking the
correctness of his or her integration and storage of informa-
tion in memory (Spyridakis & Standal 1987:286}.

Signals in the text thus emphasize or point out certain aspects or ideas
in the text (Armbruster & Anderson 1988:48; Steinley 1987:117).
Headings, subheadings, previews, overviews, summaries, the use of con-
junctions and textual clues such as underlining, boldface and italics
are all regarded as such signals (Armbruster & Anderson 1988; Spyridakis
& Standal 1987; Steinley 1987; Williams 1985). Ausubel (1985) advocates
the use of three kinds of overviews, or organisers, i.e. introductory
overviews, advance organisers and comparative organisers.

The introductory overview, according to Ausubel, is an overview of the
work to come, saying, for example, that two experiments will be done
next. The advance organiser concentrates on the general abstract con-
cepts the children have to learn, while the comparative organiser points
out in what ways previously learned and related ideas are either bas-
ically similar to, or essentially different from, new ideas and informa-
tion in the learning task. We suspect that advance organisers may put a

stress on L2 readers' capabilities.

Williams (1985: Chapter 7) indicates in his manual for editors that pre-
dictive and reinforced headings and the use of overviews .increase com-
prehension. He emphasizes that headings will only fuiiction as signals if
they really predict the content which follows. Other research has also
indicated that the reader can only make use of headings if the para-
graphs under them are properly organised {Steinley 1987:117). This view
has been supported by researchers who have conducted linguistic exper=
iments on the subject. These experimental results indicate that readers
comprehend text better when they attend to such signals in the text. It
was also found that improvement was greatest when the text was compliex
and lengthy and the content was unfamiliar. This result indicates that
signals can be used to help readers cope with the type of text they ex-
perience most difficulty with (Spyridakis & Standal 1987).
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As tﬁese signals are part of text structure, which children do not pos-
sess innately but have to acquire, children have to be explicitly taught
to make use of them. The fact that they might not yet possess the neces-
sary knowledge to make use of signals, does not mean that they should
n?t be included in textbooks. Rather, as all findings suggest that such
§ignaTs may aid comprehension, it seems reasonable to insist on their
inclusion {Spyridakis & Standal 1987:294). Especially authors of child-
ren's textbooks should make more use of such signals. Finger (1987)
found on doing an analysis of six textbooks prescribed throughout Europe
Fhat textual signals were conspicuous by their absence. It is therefore
important that textbook authors are informed of the importance of tex-
tual signals.

The use of main ideas to represent the structure of the text is a second
aspect to consider in defining a text structure (Lanham 13839). Baumann
(1981, 1983, 1984, 1986) has researched the effect the explicit state-
ment of main ideas in paragraphs and texts has on reading comprehension.
He regards the recognition of main ideas as important. The reader 1Is
faced with too much text to be able to recall everything. He therefore
has to be able to discriminate important from less important ideas so
Fhat he can use his memory effectively to retain only the important
ideas from a text (Baumann 1984:34),

The main idea of a passage is not the same as the topic, but is the most
gen§ral point the writer makes about his topic. For example, should the
topic be Dogs, one main idea could be: There are many kinds of dogs,
and each has a set of unique characteristics (Duffelmeyer & Duffelmeyer

1987:163).

The effect of main idea comprehension on overall comprehension of a text
@as'been researched in detail by Baumann (1981, 1983, 1986). His reports
Indicate the following:

a Compr?hension of text is improved when the reader is cued to attend
to main ideas,

b The comprehension of main ideas is enhanced when they are made sali-
ent through use of underlining or boldface.

¢ Main |qea comprehension is also improved when they are explicitly
stated in the text. '

On inspecting content textbooks, Baumann also found that students com-
mon 1y _encounter text in which the text structure makes it difficult to
dgtermrne the author's topic, purpose, or questions from the headings,
title and main idea sentences (if any were used) (Baumann 1986:3). This
could be ascribed to a lack of organization of content in such a way
that one_proposition meaningfully follows from the previous one. When
the meanings of new concepts or propositions are thus clearly preséhted,
?os§:ble conflicts in meanings are resolved and new integration with ex-
isting knowledge 1Iis facilitated. This type of 'logical' ordering has
been noted to affect the ease or difficulty with which a book can be
read (Ausubel 1985; Williams 1985:59-64).

T@e thifd and last aspect determining text structure which will be con-
sidered is the use of visual material and its integration with the text.
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It has been hypothesised (Moore & Skinner 1985:47) that illustrations
can help to integrate material presented and to make inferences from a
text, thereby improving comprehension of such text. Children when asked
about pictures have answered that they help them to understand the text
better. One child, after having paged through a book without reading its
text, declared it to be interesting. When asked how he could know that
without reading the book itself, he answered:

"| know | haven't read it but you see |'m not very good at
reading words so | always read the pictures first, then | know
if the story's going to be good'' (Dedicott 1987:59).

Research has, for some time, been divided on the effect of visuals on
text comprehension. Results of experiments which were conducted In order
to determine whether illustrations, graphs etc. helped or hindered com-
prehension seemed to be inconclusive. Pictures were found to increase
comprehension of abstract text, but not of concrete text (Moore &
Skinner 1985). Williams (1985:64-5) declares that tabulation is more
readable than prose, and that readers read both artwork and prose, but
Mcore and Skinner (1985:46) found that visual material did not improve
the comprehension of adult learners unless they were specifically cued

to attend to it.

More recent research suggests that pictures, graphs and tables couild
contribute to better comprehension of a text If readers are taught to
attend to such visual material (Levie & Lentz n.d.; Reynolds & Baker
1987). it has also been hypothesised that pictures help young children
to develop language and thought, and that they help to fill in gaps in
background knowledge, thereby making reading more effective (Dedicott

1987).

Reynolds and Baker {1987:163-4) propose the theory of selective atten-
tion to explain the apparently indeterminate research results on this
issue. They suggest the following three-step model of how selective at-
tention might affect prose processing:

a Text elements, visual material included, are initially processed at
some minimal level and graded for importance.

b Extra attention is devoted to elements in proportion to their impor-
tance.

¢ Because of the attention, or a process supported by the attention,
important elements are learned better than other elements.

The key issue is how the readers decide what is important. Reynolds and
Baker suggest that this depends on the three variables of the task given
for reading, the structure of the text and the extent of the reader's
knowledge of and interest in the subject. Should the reader be cued to
lock at the pictures, they will be regarded as important. |f the struc-
ture of the text is accessible, it will be afforded Important status,
and if the reader possesses an extensive knowledge about the-topic, he
can easily determine the important ideas in the text.
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Qn the basis of this theory, Reynolds and Baker make the following pred-
ictions:

a Visual material presented alone will have more impact on comprehen-
sion than does the text alone, because the attention is more speci-
fied.

b When both text and adjunct visuals are presented, comprehension is
frequently no better with text alone and frequently not as good as
with wvisuals alone. It s proposed that the reader will constrain
himself to the most familiar medium, i.e. text, and not rate the vis-
uals as important. This would be the same as not having illustrations
at all, and comprehension results are therefore comparable. When at-
tending to the text alone, attention has to be distributed over the
whole text. When attending to illustrations alone, however, atten-
tion can focus more specifically on one illustration. This explains
:hy results for comprehension of illustrations alone are frequently
etter,

It follows from this argument that optimal comprehension of a text may
be achieved by using both text and visual material, and focussing atten-
tion on both. Children will therefore have to be taught explicitly to
attend to pictures, graphs and tables in their text, as they do not seem
to do this naturally (Levie & Lentz n.d.; Reynolds & Baker 1987:164;
Steinley 1987:118). Referring the reader explictly to the picture will
remind the reader to use the visual materials provided.

In summary, the text structure elements, i.e. textual signals, main
ideas and visual material have all been shown to have a propitious ef-
fect on reading comprehension. These aspects should therefore be used to
analyse the coherence of any text, as the manner in which they are used
can efther aid or impede a reader's comprehension of that text.

The following aspects will be looked at when analysing text in this
study:

a Do headings predict the following content?

D Is the content of the heading reinforced in the text immediately fol-
lowing?

¢ Is the content of a section organized in such a way ihat propositions
follow from the previous cnes?

d I§ an overview of the chapter or section of it provided in comprehen-
sible language?

e Do paragraphs have explicitly stated, salient, main idea formu-
lations?

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

2.3.2 Cohesion

Res?arch on cohesion has been spearheaded by Halliday and Hasan, whose
seminal work Cohesion in English was published in 1976. Williams
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(1985:44) defines cohesion in terms of strategies which integrate loose
sentences into a text by pointing out the relationships between those
sentences. Chapman, currently doing research on the educational signif-
icance of cohesion, lets the emphasis fall on the linking of items not
accounted for by syntactic analysis, through their interdependence on
one another for their interpretation {1986:7). This implies the cohesive
concept of presupposition - a basic tenet of Halliday and Hasan's
cohesion theory. Presupposition entails that an element functions
cohesively if and when the referential element can only be interpreted
by making reference to another element - the referential item then pre-
supposes the existence of an antecedent which is present either in the
text or in the real world (Chapman 1986:9).

Why should it be Important to produce cohesive text when writing text-
books for children? Research suggests that comprehension of any given
text depends heavily on the reader's ability to process the relation-
ships between elements, relationships which are 'pointed out' through
the use of cohesive elements (Riley 1986:577; Chapman 1986:9; Smith and
Elkins 1984:156; Irwin 1980:331; Wishart 1987:40). |f a text does not
signal the relationships which exist between the elements, the reader
must make his own inferences to support the missing links. This leads to
increased processing demands and comprehension difficulties {(Irwin
1980:325). Mature readers are known to supply this missing information
(Skelton and Pindi 1987:127-8), but it has not yet been established
whether immature and L2 readers do.

Halliday and Hasan (1976) divided cohesive elements into two categories,
i.e. grammatical and lexical cohesive devices. Grammatical devices in-
clude reference, substitution by proforms, ellipsis and the use of log-
ical connectors, while lexical cohesion includes the use of reiteration,
synonyms, hypernyms or superordinates, general words and collocation or
word association. An element only functions cohesively if the antecedent
occurs in the previous or following text. Should both the referential
item and the antecedent occur in the same sentence, Halliday and Hasan
regard its occurence not as cohesive, but as a function of the syntax of

the language being used.

Since the proposal of this taxonomy in 1976, several developments have
been published and debated. These developments address either specific
cohesive elements or the definition and classification of the categories
of cohesion as outlined by Halliday and Hasan. Firstly Chapman (1986)
reports a redefinition by Halliday and Hasan of the cohesive elements.
Substitution has subsumed ellipsis, and cohesive devices have been re-
categorised as one of two types, i.e. componential or organic cohesion.
Componential cohesion is created through the semantic components of
words, and organic cohesion by an indication that larger aspects of the
context are linked in certain specified ways, e.g. through connectives
or repetition of theme. Componential cohesion in this system can be
manifested in three types of relationship, 1i.e. coreferential, co-
classificational or co-extensional (Chapman 1986:8; Smith and Elkins

1984:5).

Secondly Chapman proposes three basic operations of cohesive ties, e.g.
co-reference, manifested by the use of reference and ellipsis,

-20-~

conjoining, manifested by the use of connectives, and co-extension, man-
ifested by the occurence of lexical ties (1986:8).

The third development concerns the definition of anaphora. Halliday and
Hasan (1976) define anaphora as a type of referential cohesion whereby a
pronoun refers backwards to a referent which has previously been identi-~
fied. Baumann, however, defines anaphora in a much broader sense as
"lTinguistic devices which signal the coreferential identity or near
identity, of two concepts; language relationships in which a word or
phrase is used in place of another word or phrase which has been jntro-
duced previously" (1985:3). According to such a definition, an anaphoric
element can be a pronoun, other noun substitutes such as the former, or
verbal or clausal substitutes such as did too. Baumann's definition of
anaphora thus subsumes the categories which Halliday and Hasan have
called reference and substitution.

The fourth development, proposed by Ushie (1986), concerns only one co-
hesive element. Halliday and Hasan do not accept the indefinite article
as a possible cohesive element, because its function is not to specify a
person or entity mentioned but not specified before. Ushie argues that
indefinite expressions do have textual and cohesive function when used
for a person or entity which has been identified previously, e.qg.
(1986:430):

In 1974 the American magazine Rolling Stone invited Jan Morris to
write a series of travel articles. The fruits of that collaboration
between a romantic traditionalist Welsh author and a lively and in-
novative American paper appear in Destinations.

According to Ushie indefinite expressions of the type illustrated above
present the person or entity in question in a new light and from a dif-
ferent perspective due to the writer's interpretation and shift in point
of view and therefore function cohesively in such contexts (1986:427).

None of the developments discussed fundamentally change the original
conception of the basic cohesive elements, i.e. reference, substitution,
ellipsis, and the use of connectives and lexical cohesion. For the pur-
poses of this study, therefore, the 1976 Halliday and Hasan taxonomy of
cohesion will be used. The coding scheme suggested by them will also be
used to analyse the cohesive elements occurring in the texts of the
schemes and textbooks.

The cohesive devices which will be analysed are as follows:

A Grammatical devices

A.1 Reference
A.1.1 Personal reference
A.1.2 Demonstrative reference
A.1.3 Comparative reference

A.2 Substitution
A.2.1 Nominal substitution
A.2.2 Verbal substitution
A.2.3 Clausal substitution
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A.3 Ellipsis
A.3.1 Nominal ellipsis
A.3.2 Verbal ellipsis
A.3.3 Clausai ellipsis
A.4 Conjunctions
A.4.1 Additive
A.4.2 Adversative

A.4.3 Causal
A.b.4 Temporal
A.4.5 Other

B Lexical devices
B.1 Same item reiteration
B.2 Synonym
B.3 Hypernym or superordinate
B.4 General word
B.5 Collocation

2,3.3. Speech Acts

One basic premise of speech act theory as proposed by Searle is that ut-
terances, be they spoken or written, are not made in a vacuum, but are
designed to perform specific functions (1975). Adegbija emphasises that
the encoding and decoding of speech acts involves cognitive processes in
which ""the linguistic competence of the participants, their world know-
ledge, their psychological state, and their knowledge of socially and
cuiturally relevant factors of the situation are accessed, activated and
put to work in the process of Inferring the meaning and the speech act
function of utterances' (1987:43).

These statements can be summarized in two points which have direct bear-
ing on the analysis of the speech acts used in a text:

a Every sentence performs a specific function.
b The reader has to be ay fait with the culture surrounding the creat-

ion of a text to determine its function.

When analysing a text's speech act comprehensibility therefore, the ana-
lyst needs to have information of two kinds. In order to determine the
complexity of the speech acts used in the text he needs to know what
speech acts the author could possibly use. To match those speech acts
used in a text with readers from a specific group, the analyst needs in-
formation about the extent of knowledge his target group possesses about
the pragmatic system reflected in the text,

Should the reader not have the relevant socio-cultural knowledge to in-
terpret a given speech act, the illocutionary meaning or force of that
utterance may be misinterpreted.

The use of indirect speech acts, when the speaker intends to communicate
more than he actually says, makes the task of the listener or reader
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even more difficult. For example, a sentence in a science textbook such
as Can you count the leaves? may be interpreted by a najve reader as a
sincere question pertaining to his mathematical ability. In such a case
his reaction to that speech act may be a simple affirmative answer,
whereas the author initially intended it to have the illocutionary force
of a directive, and to result in the reader actually counting the
leaves. Thus there [s a complex set of locutionary act and illocutionary
force combinations which need to be acquired (Titone 1985:68). That
these possible combinations be acquired is of importance if the reader
needs to comprehend any utterance in a specific language and culture
(Adegbi ja 1987).

The different speech acts which can be used have been classified by
Searle as assertives, directives, commissives, expressives and declara-
tives (1969). They can be recognised by the psychological states they
express. The psychological state expressed by assertives is belief, be-
cause the writer is writing something he believes to be the truth. The
psychological state expressed by directives is want, because the writer
is trying to make the reader do something. With a commissive, the writer
is committing himself to a future course of action, e.g. making a prom-
ise, and the psychological state expressed with a commissive is inten-
tion. Expressive speech acts express personal feelings or emotions,
which simultaneously constitute the psychological state of the writer.
Lastly, declaratives bring about a correspondence between the proposi-
tional content and reality, e.g. 'l resign".

Doing science entails finding out about the world around us. If an adult
wants to guide a child through the process of finding out, he will issue
directives to the child. These directives can take on different appear-
ances, however. For example, he might tell the child to do something, or
he might ask the child if she can or cannot do something, but he might
also ask a real question to start the child thinking in a certain direc-
tion. In order to be able to analyse all these different possible speech
acts, the following detailed classification of directives by Ervin-Tripp
(reported in Wertsch 1979) can be used:

Need or desire statement, e.g. | need a match.

Imperative, e.g. Give me a match.

Imbedded imperative, e.q. Could you give me a match? {ability)
Permission directive, e.g. May | have a match?

Question directive, e.q. Do you have a match?

Hints, e.g. The matches are all gone.

AN B N —

This taxonomy of speech acts and directives will be wused to analyse
texts in this study.

2.3.4, Syntax

The questions why one should analyse the syntactic complexity of a text
and how one should do it will be discussed in this section.
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in discussing grammar, Leech et al state that the main function of a
language is to communicate successfully with other people (Leech,
Deuchar & Hoogenraad 1982). in order to achieve this successful commu-
nication, people hearing or reading language have to be able inter alia
to decode the meaning of individual sentences. Should they be unable to
do so, the speaker or writer fails in his attempt at communication. It
is therefore important to know what the level of syntactic complexity of
a sentence is if the analyst aims to determine the appropriacy of a text
for a target group. The complexity of syntax can then be compared to the

ability of the target group.

The relative syntactic complexity is important also because it has been
hypothesised that complex syntax reflects compliex thought patterns, and
the analyst would need such information too in order to determine the

appropriacy of the text for his target group (Cheong 1978:7}.

Cheong assumes a significant correlation between the syntactic struc-
tures of texts and their content (1978:6). |f this is so, a specific
text type can be expected to have specific predominating syntactic
structures. The type of structures used and their complexity are impor-
tant aspects of text comprehension, and therefore important to analyse.

When determining how appropriate a text's syntax is for a target group,
that group's knowledge of the language in which the text is written has
to be kept in mind, but the complexity of corresponding structures in
the mother-tongue (if the text language is not the mother-tongue) can
also play an important role (Fisiak 1981).

The aspects of syntax which will be used in this study to analyse sen-
tences have been taken from the reference grammar A Comprehensive Gram-
mar of the English Language {(Quirk, Greenbaum, Leech and Svartvik 1985).
As a reference grammar it provides a comprehensive description of Eng-
lish and highlights the important aspects of its syntax (Greenbaum
1987:194). Many different theories about syntax have been proposed and
debated. However, an eclectic approach to syntax is not a feasible pos-
sibility, because the different theories are based upon different as-
sumpt ions about language. |t was therefore decided to use Quirk et al as

a basis for syntactic analysis.

The pedagogical grammar Analysing sentences - an introduction to English
syntax {Burton-Roberts 1986) has been used for the analyses of sentences
into tree diagrams. This was made possible by the fact that the theory
behind Burton-Roberts' analyses is based on Quirk et al 1985).

One of the aspects of syntax analysed is grammatical linkage. This per-
tains to the grammatical functioning of connectives, their presence or
absence in a sentence and the degree of embedding within a given sen-
tence, This section could be regarded as a separate factor influencing
reading comprehension. However, for the purposes of this study it was
subsumed by the analysis of syntax.

Grammatical tinkage has been identified as an important factor of syn-

tactic complexity. According to Quirk et al a reader will always assume
that there has to be a relationship between two adjacent sentences. In
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the case of there being no overt connective signalling what that re-
lationship 1is, the reader will tend to supply one which makes sense to
him. Thus grammatical linkage can either be overtly signalled or only
implied. A connection with an overt connective signalling the relation-
ship between clauses is called a syndetic connection. Should the
connective be absent, the connection is referred to as asyndetic. Both:
syndetic and asyndetic connection can be achieved through either co-
ordination or subordination {Quirk et al (1985)}.

The literature seems divided on the importance of syndetic connectedness
or the lack thereof. Pearson {1975:186) concludes at the end of his
study that comprehension and recall was better for cued causal relation-
ships (explicitly stated) than for uncued ones (not explicitly stated).
Lanham, writing the ELT course Bridge, insists that making the logical
relations between propositions explicit facilitates reading with compre-
hension and learning (Lanham 1989). McClure, Mason and Barnitz (re-
ported in Geva & Ryan 1985:333) on the other hand, concluded after a
study deone in 1979 that, up to Grade 3, children ignored ciues to sen-
tence order given by conjunctions in a paragraph building test.

This study, however, will hold the assumption that explicitly stated re-
lations are easier to process than relations not explicitly stated.

The categories of syntax which will be incorporated in the analysis of
the syntactic complexity of texts in this study are the following:

phrases

finite clauses

non-finite clauses

syndetic connections

asyndetic connections

discourse markers

sent?nce constituents e.g. subject, object, complement
passives

incomplete sentences

apposition

= T h® OO0 D
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2.3.5. \Vocabulary

The vocabulary of textbooks can roughly be divided into two categories,
terminology and non-technical terms. The study of any academic disci-
pline necessitates using terminology. What is the nature of these tech-
nical terms? A technical term is " a word or phrase which, when used in
the context of a particular academic discipline, carries a single spe-
cific meaning" (Evans n.d:585). These words can be specifically con-
structed or taken from another language. They can also be derived from
existing words through the use of affixes, or an existing word may take
on a specific meaning in a particular discipline. The use of such termi-
nology may create comprehension problems if the reader does not know the
discipline-specific meaning of those words.
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The comprehension of non-technical vocabulary, however, may aiso create
reading comprehension difficulties, because the reader not only has to
know the meaning of the terminology used in the text, he has to know the
meaning of all the vocabulary used in order to make sense of that text.

According to reading research, vocabulary learning, esp?cially in the
second language, seldom happens incidentally. Therefore direct vocabu-
lary instruction should be a primary component in second language and
content instruction (Florez & Hadaway 1987; Hague 1987:218-220).

Jenkins and Dixon (Hague 1987:218; Simpson 1987:20-21) posit three lev-
els of understanding the meaning of words or concepts, i.e. the levels
of verbal association, partial concept knowledge and full concept know-
ledge. At the level of verbal association a person can only assign_a la~
bel to a known concept, while the other two levels presume a capacity to
recognise and use a word in only one or in different contexts.

Stahl proposes a similar theory of lexical understanding, which involves
the three levels of association, comprehension and Integration. Accord-
ing to this theory lexical knowledge develops from knowing a w?rd in a
single context, through having access to multiple contexts in which tﬁe
item can be used, to being able to manipulate the item to produce ori-

ginal contexts for it {Hague 1987:219}.

This meaning that has to be acquired is twofold in nature - a word ha§ a
denotative and a connotative meaning. The denotative meaning is embodied
in its definition. This is wusually the meaning learnt first. The
connotative meaning refers to the framework of association and impli-
cations of the word. This meaning 1s usually the one learnt only when
the word is used in different cultural contexts (Sutton 1980:50).

This word knowledge exists on the different levels of semantic accessi-
bility discussed above. On the one hand, an unknown word may disrupt the
comprehension process, while highly accessible words, on the other hand,
allow comprehension to be reached. Because of the interrelatedness of
words, the degree of comprehension achieved hinges on the quality of the
connection among concepts in a reader's semantic memory (Hague
1987:218). The connected nature of word meanings also implies that such
a meaning is not static. |t can vary subtly from person to person and
can grow and change with time (Sutton 1980:50,54).

According to Campbell (1987:132), lexis is the aspect of reading texts
most regularly identified by readers as difficult. A wide background
knowledge of the topic under discussion can make the reading of a text
less traumatic for the pupil. However, if the pupil is confronted with a
new topic, couched in a language he has not yet acquired adequately, vo-
cabulary can be a profound obstacle to comprehension (Davey 1987; Flood
& Lapp 1988; Ryder & Hughes 1985).

Furthermore Saville-Troike found a strong correlation between vocabulary
knowledge and academic achievement through medium of a second language.
This study highlights vocabulary as an important factor affecting read-
ing comprehension (1984:216-7). Recently researchers have been able to
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show that an improvement in reading comprehension can be directly at-
tributed to an increase in vocabulary (Hague 1987:218).

The following exposition of theories about the relationship between vo-
cabulary and reading comprehension have been taken from Hague 1987.

Anderson and Freebody advance three theories about this relationship be-
tween vocabulary and reading comprehension:

a The aptitude hypothesis posits that intelligent people are better
readers because they have a superior intellect.

b The knowledge hypothesis proposes that vocabulary knowledge reflects
the extent of a person's general knowledge, which then adversely or
propitiously affects reading comprehension.

¢ The instrumentalist hypothesls posits that improvement in reading
comprehension directly correlates with the number of vocabulary items
a person knows, because the more you know, the more is likely to be
understocd.

Mezinsky later proposed a fourth hypothesis:

d The access hypothesis posits that words are useless to the reader un-
less their various meanings are easily accessible, even to the point
of automaticity,

Kameenui thereafter posited a fifth hypothesis:

e The last theory subsumes the previous four and is called the instruc-
tional design hypothesis.

Both second language teaching schemes and content subject textbooks have
an implicit theory of vocabulary instruction, based on the author's be-
lief about the relation between vocabulary knowledge and reading compre-
hension. The different manifestations of some of the theories discussed
above will now be examined:

a The instrumentalist hypothesis resulted in the iearning of long lists
of words, or the use of a dictionary to learn words from, because it
was posited that the more vocabulary a child knows the better will be
his reading comprehension. This type of approach was used in most
schools for many years in the past,

b The knowledge theorists teach vocabulary in context, which simultane-
ously imp)ies concept development. Children are explicitly taught how
to make use of contextual clues, because it cannot be assumed that
pupils can effectively utilize the clues to determine the meaning of
words. Semantic maps, comparison and contrast, and discussion are
used to teach children to infer the meanings of words in context.

¢ The access hypothesis promotes multiple repetitions of vocabulary

items in varying contexts. To these theorists one or two exposures to
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the definition of the word are as ineffective as no teaching at all
(Hague 1987:219; Davey 1987:179).

Currently a mixture of the instrumentalist and access theories is
promulgated in most schools. Vocabulary is taught a number of times in
different contexts so that the necessary interrelationships of meanings
and concepts are made clear and the meaning of the word 1is reinforced
and expanded. This type of instruction is regarded as the most suitable
approach for second language classrooms also (Hague 1987:221).

Previous analyses of the vocabulary used in texts have looked at the
number of unfamiliar words used in an established number of sentences.
Unfamiliar vocabulary was examined as a variable of readability as early
as 900 AD (cf. section 2.1). Several textual analysis models use unfa-
miliar vocabulary as a measure of text difficulty for a specific target
group {cf. section 2.2).

The question of the extent to which a target group will understand the
vocabulary used in a given text is an important one. (The relationship
between vocabulary knowledge and reading comprehension has been
discussed in detail). However, the number of new vocabulary items in a
text 1is not the sole important aspect of lexis in a text. Other aspects
of vocabulary usage which will also have to be analysed are how fre-
quently new vocabulary items are introduced in a text and how these new
items are introduced and explained (Williams 1985:vi).

These questions become more important in the light of Macdonald's (1988)
estimate that the jump in English vocabulary learnt up to the end of Std
2 compared to the vocabulary required to cope with the Std 3 textbooks
written in English might be as much as 1000%. The purported jump should
alert us to a massive problem on the lexis level alone {(cf. for example
the comment by Durojaiye (1974) in 2.2 above).

Various models for textual analysis have been proposed in the litera~
ture, tt has been shown why they could not be used in this study, and
an alternative model has been proposed. This model has been discussed in
detail in this chapter. it will be used to analyse textbook passages
and ELT schemes. Chapter 3 describes the methods used in these analyses,
the results of which are reported and discussed in Chapters 4 and 5.
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CHAPTER 3

METHQD

When using an eciectic model, different methods of analysis may be used
for the differing theories one has brought together. This chapter first
explains the study design and how the ELT schemes and science textbooks
used in it were chosen. Descriptions of the different methods of analy-
sis follow. These descriptions have been divided into the two main
sections of intrasentential and cross-sentential analysis with their re-
spective sub-sections as set out in Chapter 2.

3.1. DESIGN OF THE STUDY

The design of this study is schematically conceptualised in table 3.1.
This chapter will describe the methods used to analyse the English lan-
guage teaching (ELT) schemes and Std 3 General Science textbooks which
were chosen for this purpose. The reasons for their being chosen are set

out in sections 3.2 and 3.3.

\:uilding

MODEL FOR TEXTUAL ANALYSIS

analytic and descriptive analysis

l l

TWO ELT SCHEMES TWOQO SCIENCE
TEXTBOOKS
resuit result

4
SUMMARY [« comparison —=| SUMMARY

FPigure 3.1: Study designm




A model for textual analysis, as described in detail in Chapter 2, was
developed. Then the two ELT schemes and sections from the two textbooks
were successively analysed, using the developed model as instrument of
analysis, These analyses, the methods of which are described in detail
in this chapter, were analytic and descriptive, and resulted in summa-
ries of the linguistic structures and items taught In the schemes from
Grade 2 to the end of Std 2 and those used in the analysed sections of
the two textbooks. They are analytic in the sense that, for example,
tree diagrams of sentences are drawn and cohesive ties are analysed ac-
cording to an established theory, while the coherence is more
qualitatively described instead of quantitatively analysed. Aspects of
these summaries are compared to each other to establish the nature and
extent of the existing disparity between what communicative skills
could, under ideal circumstances, be expected from the pupils by the

end of Std 2 and what actually is expected from them in the two Std

3 science books.

3.2. CHOOSING THE LANGUAGE SCHEMES

Two English Tanguage teaching schemes were chosen for this study to
serve as profile of ideal competence of any child who was taught through
these schemes over the three years from Grade 2 to the end of 5td 2. The
language taught in these schemes is taken to represent a possible Eng-
lish competence of a child at the beginning of his fifth year of school,
i.e. at the beginning of Std 3.

The two schemes eventually chosen were the Macmillan Primary English
Project (MAPEP) and Longman's New Day-By-Day English Course. MAPEP was
written by M. Rogers and A. Murray-Robertson and published by Macmillan
Boleswa Publishers (Pty) Ltd. {(No date of publication is given.) The
Day-By-Day scheme was written by H. Harman, D. Dallas, K.B. Hartshorne,
J. Hemming and W.T. Miller and published by Maskew-Miller Longman in
1983. They were chosen because they are both widely used in schools un-
der the administration of the Bophuthatswana Education Department.

3.3. CHOOSING THE SCIENCE TEXTBOOKS

All seven 5td 3 General Science textbooks on the recommended 1ist of the
Department of Education and Training were originally used for this
study. After an initial perusal of these textbooks it was hypothesised
that some of these textbooks were better suited to black Std 3 users
than others were. The Threshold Project had at the time completed and
published a module on plants for an experiment in Bophuthatswana
schools. It was then decided to test the comprehensibility of each of
the seven textbooks and the Threshold texts relative to each other (Van
Rooyen 1988). 1| wrote a text on air compression for this test. The pur-
pose of the test was to reduce the number of textbooks to be analysed.
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The idea was to use only two textbooks which could be analysed compre-
hensively rather than analyse seven textbooks superficially.

From each of the seven textbooks as well as from the Threshold material,
two passages were taken for a c-test (Klein-Braley 1985; Raatz & Klein-
Braley 1981), i.e. the section on air compression and the section on the
development of the bean seed into a seedling. The whole section from the
textbook was given to the child in order to contextualise the mutilated
passage. In each section 2f} words had to be completed, thus each child
had to finish 40 words in all.

164 children (2 classes) from two schools in Temba, Bophuthatswana, were
tested by the Threshold team. Each class was divided into 8 groups. The
children were taught what the c-test format expected of them before they
started the test.

The results for both schools and both passages compounded were as fol-
lows:

MATERIAL AVERAGE MARR n
OUT OF 40
Threshold 26,76 21
Hamlyn 24,95 21
Fourie 23,90 20
Fox 23,00 i9
Thomas 20,21 - 19
Van Dyk 19,13 22
Metrowich 16,60 21
Magi 16,57 21

Table 3.1: Results for Threshold comprehensibility test

Fourie, Kaske and Hiesterman is prescribed and used in the schools we
tested, which could have inflated the scores for these passages some-
what.

The separate results for each passage revealed that the comprehensi-
bility level of one book need not necessarily be constant throughout
that book. Therefore it was decided that more than one passage from each
book would have to be analysed in order to make a statement about com-
prehensibility level. It was finally decided to analyse two passages of
100 sentences each from two of the books intrasententially, and to use
two complete topics for the cross-sentential analysis.

Because the Threshold text was never intended to be part of the dispar-
ity analysis, it was not used. The results for Fourie et al could not be
trusted fully, {since this was the subjects’ textbook), and had there-
fore also to be discarded as a possible textbook to analyse. The final
choice fell upon the two textbooks which ranked most comprehensible in
the 1list remaining, i.e. Fox, H.E., Horn, L., Opie, F.W.J., Pienaar,
H.N., Vorster, P.W. & Walters, S.W. Understanding Science 3. Maskew
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Miller: Cape Town, 1982 (henceforth referred to as Fox), and Hamlyn,
D.R., Rogan, E. & Rogan, J.M. Science - an investigation Std 3.
McGraw-Hill Book Company: Johannesburg, 1982 {henceforth referred to as

Hamlyn). Photocopies of the 400 sentences as they occur in the textbooks
can be found in Appendix 2.

This decision was made because it seemed most fair to establish the dis-
parities between end-of-Std 2 competence and those textbooks which
seemed to be relatively successful in communicating their content. |
would 1like to emphasize that this study is not an attempt to negatively
criticise existing textbooks, but an attempt to find a solution for a
serious comprehension problem (cf. Chapter 1).

It is interesting that, although these two chosen textbooks were compar-
atively comprehensible, they are very dissimilar in Tanguage used, ap-
proach, and presentation. Although both lay <¢laim toc being specially
written or adapted to suit children in DET schools, they do not look the
same,

The developed model for textual analysis (See Chapter 2 and Fig. 2.1 for
detailed discussion and schematic representation) was used to analyse
the schemes and the texthooks, so that these analyses could be compared
and the disparity between lower primary text up to the end of Std 2 and
the text in Std 3 content subjects made clear.

3.4, INTRASENTENTIAL ANALYSIS

3.4.1. Speech Acts

A, THE SCHEMES

To establish what types of speech acts the children were taught in the
schemes, the teacher manuals, pupii books and readers were analysed for
instances of explicit teaching of the illocutionary force of locutionary
acts and the different locutionary act-illocutionary force combinations
used.

B. THE TEXTBOOKS

The four chosen 100 sentence passages from the two textbooks Fox and
Hamlyn were analysed. Locutionary act and corresponding 1]llocutionary
force were noted for each of the 400 sentences.
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C. THE COMPARISON

The different combinations of locutionary act and illocutionary force
taught in each of the schemes were compared to those found in the text-
books. This comparison illuminates the extent of the disparity between
the schemes and the textbooks on the intrasentential level of speech act
interpretation. Results of this comparison are reported on and discussed

in Chapter 4.

3.4.2. Syntax

A, THE SCHEMES

The schemes were analysed by making a list of all the grammatical struc-
tures, such as embedded clauses and Wh-questions and elements, such as
subordinating conjunctions, discourse markers and Wh-words, explicitly
taught to the chlldren, as well as those which occur in the reading
texts only. The objectives stated in the schemes of work, as to what
structures and/or elements would be taught in a lesson and the classroom
language indicated in the teacher's manual were used to determine which
structures and elements were explicitly taught to the children. Those
structures and elements only used in the reading texts were Kkept sepa-
rate from those explicitly taught (cf. section 4.2.1).

B. THE TEXTBOOKS

Two passages of 100 sentences were taken from each book and analysed
intrasententially. The two passages decided on were the first hundred
sentences of the section on plant reproduction and the first hundred
sentences of the section on air compression. Thus both a biology passage
which deals with concrete, recognisable content and a physical science
passage covering a more abstract concept which was strange to the child-
ren were used.

The Hamlyn text on air compression is not 100 sentences long, but only
67 sentences. This text is followed by a glossary explaining new con-
cepts and vocabulary. To make up the total of 100 sentences, the first
33 sentences of the glossary were also used, with interesting results
(cf. section 4.2.3).

For each of the 400 sentences a tree diagram was drawn. The information
contained in these diagrams was condensed into a list for each passage
of the grammatical structures and elements used in that passage. This
1ist contains the structures and elements used and the sentences they
occur in. The frequency with which a specific structure or element is
used can also be read from this list (cf. section 4.2.3).
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C. THE COMPARISON

The list of structures and elements explicitly taught by and found in
the texts of the schemes were compared with the list of structures and
elements found in each of the four passages. The comparison was done in
four stages. The first two stages were:

(a) Compare the 1ist of structures used and taught in the ELT
scheme to those used in the science textbook and write down
structures not explicitly taught yet used in the textbook pas-
sage, and the sentence in which each one occurs.

(b) Compare the 1ist of lexical elements used and taught in the
scheme to those used in the textbook and write down elements
not explicitly taught yet used in the textbook passage and the
sentence in which each one occurs.

These comparisons result in a list of sentences in which grammatical
structures and elements occur which the children have not learnt while
doing their English course from Grade 2 to Std 2. Each scheme repres-
ents the competence children in Std 3 might have. However, when con-
fronted with this 1list of sentences they might have comprehension
problems because they contain structures and elements which they have
never been taught before. These first two stages represent the purely
analytical or idealised part of the four-stage comparison.

The third stage of comparison was:

{c) Compare the list of structures used only in the reading texts
of the schemes with the list of structures used in the passage
and write down the sentences in which these structures occur.

The results of this stage of the comparison will be rather more realis-
tic than those of the purely analytical first and second stages. This
increase in reatism is brought about by the theoretical adjustment made,
i.e. the inclusion of those syntactic structures used only in the read-
ers. The fact that children might have learnt the structures, although
they are only used in the readers and not explicitly taught, 1is taken
into account.

It has to be kept in mind that this study a3sumes a situation in which
learners learn what teachers teach, in other words it assumes a situ-
ation which might not really exist (Allwright 1984). in a language
classrooom it is not as simple as knowing only and definitively what you
have formally been taught. The real situation is more complex than that.
The language classroom offers possibilities for both acquisition and
learning of the target language. The child can acquire structures of the
second language which the teacher or other models use, or which he hears
or reads, but which have not been formally taught by the teacher. It has
been found that learners might learn more from the topicalisation by
themselves and other learners than from the topicalisation by the
teacher, and that very poor students sometimes do not even-learn from
topicalisation by themselves, but learn most from topicalisation by
other students {Slimani no date). In other words, the child does not
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necessarily learn everything the teacher, scheme or textbook teaches him
{Krashen 1981: Chapter 3). The combination of structures taught, learnt
and acquired can be different for each child.

The fourth and last stage of comparison was:

(d) Add sentences with WH-questions to the comparison list as pos-
sible problem sentences. Wh-questions are taught by the
schemes, consequently one would assume that all children can
use and interpret them. However, results of a Threshold test
indicate that this is not so.

While the last three stages of comparison anaiysed only the published
materials, this stage of comparison represents the third level of analy-
sis ~ the level which takes into account some practical experience of
these children's English language competence.

Threshold fieldwork done in Bophuthatswana and Soshanguve near Pretoria
revealed that the children had grave problems with comprehension of
WH-words and WH-questions (Macdonald 1988).

A comprehension test was based on a Grade 2 B8ridge to English story
about a dog called Bonzo. The story was divided into parts and each of
these parts was illustrated. The 15 questions were asked below each part
where their answers could be found. One S$td 3 class from each of four
schools each was tested. Only one of these schools, Saron Primary, is a
Phase 1 model school of the Primary Education Upgrading Project, while
the other three are more average schools. As teachers from Phase 1 model
schools of this project receive intensive training and guidance from the
Project team, the children of such schools generally receive a higher
standard of education and perform better on tests. Results for the four
schoois are:

SCHCOL AVERAGE MARK s n
oUT OF 15

Saron 13,38 2,59 18

Chaneng 11,11 5,00 44

A re Thabeng 9,60 3,47 10

Moremogolo 7,63 3,72 36

Table 3.2: Results for Threshold Wh-word test

These results, although even the lowest score seems quite good, are
lower than one would expect as wh-questions figure prominently in both
schemes. They are taught in Grade 2 and Std 1 and are used continually.
One would therefore expect the children to obtain near-perfect scores.
These results illustrate Allwright's and Krashen's points about teaching
and learning made earlier {cf. section 3.4.2.C).
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When trying to analyse the disparities between English as a subject wup
to the end of Std 2 and English across the curriculum in Std 3, one is
forced to acknowledge that this is virtually impossible in real terms.
One would have to establish exactly what the average competence of the
children is for each aspect of the language. Comparing all the language
taught up to the end of Std 2 with a sample of the language demands of
Std 3 then, is a considered solution to this problem.

In an attempt to solve the idealisation problem of this study, | ana-
lysed the Intrasentential aspects in four stages and on three levels.
Firstly, the intrasentential aspects were analysed on a level where
children know everything they have been taught and do not wunderstand
what they have not been taught. Secondly, they were analysed on a rather
more realistic level where children understand the structures they have
been taught, but also understand some structures they have not been
taught, and where all comprehension problems are not equally serious.
Thirdly, the intrasentential aspects were analysed on an even more real-
istic level, where practical experience on the Threshold Project of the
children's English competence is taken into account.

The first two stages of comparison (a and b above} deal with the first
purely analytical or idealised level. The third stage of comparison
deals with the second level of analysis; the rather more realistic level
in which those structures used only in the reading texts are also taken
into account. Sentences with structures which are used only In the
reading texts will be called 'possible probiem sentences'. Even though
the children have seen these structures in their texts before, they have
not been taught them explicitly. Grammatical structures which have been
introduced once but have not been repeatedly revised throughout the
years, also fall into the 'possible problem' category. Realistically
seen, these structures might pose a comprehension problem to the child
reading them. The fiqures for this comparison, are therefore more
realistic than those for the ideal circumstances mentioned above.

Adding practical experience to realistic expectations and analytic
results, the statistics for the fourth stage of comparison attempt an
accurate projection of the real-life grammatical comprehension problems
a child might encounter when reading a specific passage.

The result of these comparisons are finally plotted onto a grid and the
statistics for each passage which are compared to each scheme (see sec-
tion 4.2.8) are read from this grid.

Statistics are arrived at by counting each sentence with a structure
which has not been taught in the scheme as a serious comprehension prob-
lem. Should a sentence be marked with two or more possibly problematic
structures, the sentence was also regarded as a serious comprehension
problem.
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3.4.3. Vocabulary

A. THE SCHEMES

Day-by-Day teacher manuals each contain a list of the vocabulary taught
in the specific year. This vocabulary is divided into vocabulary for pu-
pil's use and reading vocabulary. As this study concerns itself with
ability, the reading vocabulary was also included in the analysis. Many
of the vocabulary items are taught twice, in which cases the second oc-
currence of the word was deleted,

MAPEP does not include vocabulary Tists in their teacher manuals., How-
ever, the scheme of work summaries given before each unit do contain vo-
cabulary items taught for use by the pupils and those taught for pupil's
understanding. These were used to compile a list representing the vocab-
ulary taught in the MAPEP scheme.

Different forms of the same lexeme, e.g. GIVE: gives, given, giving,
gave and plural forms of singular nouns were counted as occurrences of
the same lexeme. !n other words, only one instance of give was counted
even though other forms of this lexeme were present. Plural forms were
also not counted if the singular noun was present.

It must be understood that the vocabulary lists compiled for each scheme
are not exhaustive lists containing all the vocabulary items to be found
in the teacher manual, pupil's books and readers. This analysis there-
fore, 1is not a comprehensive one. Rather than resulting in definitive
statements about the disparity of vocabulary taught and used, it pro-
vides an indication of the extent of the problem the children have to
contend with.

Should a comprehensive analysis be attempted in the future, it should be
kept in mind that Krashen's theory about teaching and learning 1is also
relevant here. | suspect that too many language courses result in a list
of wvocabulary and little grammar, because vocabulary is learnt easily
when compared to learning syntax.

B. THE TEXTBOOKS

The four textbook passages of i00 sentences each were used once more. A
comprehensive 1ist of all vocabulary items used in each passage, four
lists in all, was compiled. Repetitions of the same words were deleted,
but different forms of the same lexeme were kept intact.

C. THE COMPARISON

The vocabulary lists for each textbook passage were compared in turn
with the Tists of vocabulary items taught in Day-by-Day and MAPEP re-
spectively. The different forms of lexemes used in the textbook passages
were regarded as taught in the scheme if either one of the forms or the
lexeme itself occurred in the scheme's vocabulary list. The disparity
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is expressed in two ways. Firstly as a statistic - the percentage of
words used in the textbook passage which have not been taught in the
scheme. Secondly the highest and lowest disparity found s presented
visually - the vocabulary items which occur on the first two pages of
these passages which have not been taught in the scheme are blanked out
in order to give one an idea {albeit a crude one) of what the children

have to contend with (see Appendix 3).

Not only are the textbooks compared to the schemes, but the schemes and
textbooks are also compared to one another., The implications of these
comparisons are discussed in Chapter 4. The statistical results are also
presented in Chapter 4, but the visual demonstration pages can be found

in Appendix 3.

3.4.4. The Computer Program

To analyse a text as comprehensively as is proposed in this study, Is
very time-consuming. |t was thought that the use of a computer might
simplify the analysis, at the same time making it more cost-effective.

The Computer Centre of the HSRC was consequently asked to draw up a com-
puter coding scheme and to write a program to analyse the 700 textbook
sentences and the language schemes. This computer program cannot gram-
matically analyse a sentence, but tree diagrams of the sentences can be
coded so that the program can answer the following questions:

What is the maximum number of imbedded sentences found?

What can S/SS consist of?

What can an NP consist of? What do the next levels contain?

What can all the other categories consist of? {same as 3)

How many times does a given category or combination occur?

How many times do empty NPs or AUXs occur?

What is the frequency of simple, compound or complex sentences?

What combinations of functions (S,V,0,C,A) occur and what is the

frequency of occurrence?

3 What combinations of speech acts and intended pragmatic force occur
and what is the frequency of occurrence?

10 What are the possible combinations and frequencies of . co-ordinated,
subordinated, syndetic and asyndetic grammatical linkage?

11 Which constituents are being linked in these sentences?

QO~J O\ B N —

| will use the sentence Put cne maize grain and most of the bean seeds
in separate jars to illustrate the process. First a tree diagram of the
sentence is drawn.

The sentence

Put one maize grain and most of the bean seeds in separate jars.
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The tree diagram

AN LTI

put DET NO and PRE DET NO AP N 6
| | A ]
c.no ﬁP T most  Art Af N Ad jars 7
on’e Ad grain & the Ad seeds  separate 8
maize bean

Pigure 3.2: Example tree diagram

Secondly this tree diagram is coded and fed into the computer. The
first digit refers to the vertical level of the constituent in the dia-
gram. The last digit indicates which NP or VP of the three or four in
the sentence is being referred to. For example, 5NP3 refers to the third
NP from the left, situated on the fifth vertical level. The coding for
the example sentence is given below to illustrate the process.

151 2NP1  X/1S1 2VP1  3VP2 4vgp 5V/1S1 2VP1 3VP2 4NP2 5NP3 6D 7CNQ/1ST
2VP1 3VP2 4NP2 5NP3 6NQ 7AP 8A/1S1 2¥P1 3VP2 4NP2 5NP3 6NO 7N/1S1  2VP1
3VvP2  LNP2 5C0/1S1  2VP1 3VP2 ANP2 SNP4 6PRE/IS1 2VP1 3VP2 4NP2 5NPE 6D
7Art/1S1 2VP1 3VP2 4NP2 5NP4 6NO 7AP BA/1S1  2VP1 3VP2 4NP2 5SNP4  6NO
JN/1S1  2VP1 3A L4Prep/1S1 2VP1 3A 4NP5 5NQ 6AP 7A/1S51 2VP1 3A 4NPS 6NO
IN/

The computer result of this sentence would be the following:

NP consists of: X {empty) (X = S-bar)
NO (nominal)
D NO {determiner + nominal)
PRE D NO (predeterminer + determiner + nominal)
NP CO NP {noun phrases coordinated}
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VP consists of: VP A (verb phrase + adverbial)
Vgp NP (verb group + noun phrase)

A trial run was done on 100 sentences from one of the textbooks. The
computer results for this can be found in Appendix 4.

The original idea was to obtain similar quantitative data for both the
textbooks and the schemes, so that comparisons could then be made. How-
ever, the schemes were not analysable In this way. The schemes do not
consist of running text the sentences of which can be analysed one by
one. A scheme expounds the linguistic structures it teaches in its pro-
gram of work. Example sentences of teacher and pupil talk can be found
in the teacher manual where the lessons are discussed. The stories which
the children have to read do consist of running text, but should one
only analyse, say, the last 100 sentences of Std 2 reading passages, one
would lose all the valuable data embodied in the scheme of work and
discussion of the sentences in the teacher manual. MAPEP has the added
problem that its reading passages are extremely short - ranging between
8 and 12 sentences each, which makes it less practical to analyse the
last 100 sentences. Because they are unrelated passages, the results of
the analysis of cohesion and coherence would be influenced, e.g. the
scheme may teach more cohesion and coherence than is reflected in the
reading passages. The same problem wouid be experienced with the analy-
sis of syntax and vocabulary.

The analysis of the schemes resulted in a more disjunctive summary of
the structures taught, which did not lend itself easily to the computer
analysis. As a result, it was decided not to use this program, but to
analyse both the textbooks and the schemes in a more qualitative manner.

A second reason for dropping the computer scheme, was the time-consuming
task of coding each tree diagram onto a computer coding scheme. infor-
mation about this program, however, is still available at the HSRC's
computer centre.

Anyone wanting to use this, would have to keep in mind that the program
results in quantitative output. They would probably also need adminis-
trative help with coding. The example sentence Put one maize grain and
most of the bean seeds in separate jars illustrated the complex coding
which needs to be done. As the coding has to be meticulously done, it
would be extremely time-consuming.

| should also like to emphasise the inevitable loss of information one
sustains when linguistic analysis is done on a basis of phrase structure
rules only. The computer program can indicate what branches a specific
tree structure node has, but it does not indicate whether that specific
node acts as a relative clause or a non-finite complement of that node.
The successful use of this program thus depends on the purpose which it
Is put to.
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3.5. CROSS-SENTENTIAL ANALYSIS

3.5.1. Cohesion

Halliday and Hasan's seminal publication {1976) was used to analyse
cohesion in the textbooks and the language schemes. The coding scheme
suggested by them was used as a basis for the analysis. However, three
areas of possible shortcoming were found, i.e.

a In their sample analyses Halliday and Hasan do not use collocation
to its full potential. In the analyses of the textbooks and the
schemes, collocation may therefore have been used in a broader sense
than Halliday and Hasan originally intended. The second samplie
analysis (Halllday & Hasan 1976:351), is a transcription of an in-
formal interview. The interviewee describes the house she used to
live in, using words such as stone pillars, long stone staircase,
verandah, folding doors, kitchen, living room, but these Instances
are not .recorded as collocating with the word house. In my opinion,
this type of lexical field does contribute to the texture and should
be analysed as collocatory. To illustrate the cohesive force of
these collocations, one would create a different mental picture of
both the speaker and the house had she used words like narrow wooden
staircase, studio or glass pillars. However, this was thought nec-
essary because the lexical fields used do contribute to the texture
of texts. This is especially so when the text has been written for
immature readers, as the author is then bound to use simpler syntax
and depend more heavily on lexical cohesion.

b Halliday and Hasan do not reqgard the speech roles as cohesive

agents. They argue that '"Only the third person is inherently cohe-
sive, in that a third person form typically refers to a preceding
item in the text., First and second person forms do not normally re-
fer to the. text at all; their referents are defined by the speech
roles of speaker and hearer, and hence they are normally interpreted
exophorically, by reference to the situation' {1976:48). - However,
in the children's stories found in the schemes, first and second
person reference does not consistently refer to the character in the
story and definitely does contribute to the cohesion of the text.
For example, in one of the listening comprehension stories from
MAPEP, the reporter Mr Mfundo travels to Durban to interview
dockworkers, because he wants to write an article about their work
for his magazine. The story takes the form of a dialogue between Mr
Mfundo and a sailor. Both men use the first person pronoun '|' to
refer to themselves. This use of first person_pronoun does, contrary
to the statement of Halliday and Hasan, have endophoric reference to
the characters in the text, and it is important for one's comprehen-
sion of the whole story to be able to trace these pronouns to their
respective referents. For purposes of comparing the textbooks to
the schemes this problem area is not relevant, as the textbooks do
not use first and second person in the same sense. When 'you' is
found in the textbooks, it invariably refers to the addressee, while
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'we' invariably refers to addressee and writer. So although the
analysis of the cohesion in the stories should strictly speaking
have been expanded to include the speech roles as having referential
cohesion or lexical cohesion, as for this study it would not have
made a great difference, Halliday and Hasan's scheme was not al-
tered.

¢ The relationship between text and illustration is also not provided
for in Halliday's analysis. In text written for children, the trend
has been towards more ‘interactive text'. The authors not only in-
clude the addressee as if conversing with him (as explained in point
b}, but the illustrations are more explicitly and informally re-
ferred to and discussed, e.g. Look at this picture. This boy is
pumping more and more air into the tyre. Where this type of refer-
ence was used, it was noted down as cataphoric demonstrative refer-
ence, referring forward to an illustration or something in it by way
of a demonstrative such as this or these.

A. THE SCHEMES

The schemes were closely examined for the cohesive elements explicitly
taught and used in classroom talk and the stories which the children
read. Because Day-by-Day and MAPEP differ, the reading passages analysed
had to be chosen in different ways.

Day-by-~Day consists of a teacher manual, a pupil's book with language
exercises and a reader for each year. The teacher manual was examined
for Instances where cohesion was taught as a means of making sense of a
text and for Instances of cohesion in the teacher talk examples which
the children would hear in class or read in their language books. Added
to this information, the last two stories from the Std 2 reader, 49 and
50 sentences respectively, were analysed according to the Halliday and
Hasan coding scheme with the abovementioned alterations.

MAPEP, on the other hand, consists of a teacher manual and a pupil's
book which includes language exercises as well as reading passages.
These passages are extremely short, ranging between 8 and 12 sentences.
The teacher manual includes lengthier stories (25 to 35 sentences), but
these are for listening comprehension only, not for reading by the
children on their own. From MAPEP, the same information was gleaned from
the teacher manual as from Day-by-Day. Added to that, the last two sto-
ries for listening comprehension (55 sentences total) and the last 50
reading passage sentences from the pupil's book were analysed for
cohesion.

In other words, for each scheme, as for each textbook, at least 100 sen-
tences were analysed for cohesion.

These analyses were distilled into two types of tables. Table 5.1 to Ta-
ble 5.4 contain the different cohesive items which are taught by the
schemes or used in their readers. Table 5.5 to Table 5.7 contain data
about the types of cohesive ties found and how frequently they are used.
All these figures are given as percentages of the total number of occur-
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rences. In other words, we have under the types of cohesive ties per-
centages of the total number of ties.

B. THE TEXTBOOKS

From the two passages on air compression and plant reproduction chosen
from each textbook for analysis, the first 50 sentences were analysed
for cohesive ties according to the coding scheme of Halliday and Hasan
with the alterations mentioned above, i.e. a total of 100 sentences from
each book. Halliday and Hasan mention a study conducted by C.C. Bowley
as far back as 1962 which suggests that '"the cohesive status of the par-
agraph might differ markedly from one writer to another ... but (might)
remain fairly constant within one writer, or at least within one work'"
(1976:333). With this In mind two passages of 50 sentences each in
Hamlyn were analysed. The results for these two analyses, the first 50
sentences of the air and plant passages already used for intrasentential
analysis, agreed with Bowley's findings - the global pattern for the use
of cohesive devices in the two passages of the same textbook was the
same. Both passages used referential and lexical cohesion to a great ex-
tent, used no or few conjunctions and used no ellipsis or substitution.
It was therefore deemed not necessary to analyse 2 x 100 sentences as 50
sentences proved to be adequate in establishing the pattern of cohesive
elements used.

The information gleaned from the analysis of the two textbooks was added
to the table given in Appendix 5 to portray the cohesion found in the
two textbooks.

C. THE COMPARI!SON

The comparison of the cohesion found in the schemes and that found in
the textbooks was done on two axes, i.e. the types of cohesion the
children are taught/exposed to up to the end of Std 2 compared to the
types of cohesion used in the textbooks; and the complexity of the
cohesion, the percentage each category accounts for in the texts of the
schemes compared to that in the textbooks.

A complex pattern of comparison and cross-comparison results - the two
textbooks are compared to each other on two axes, as are the two lan-
guage schemes, and each textbook passage is compared to each scheme,
also on both axes. The results of these analyses are discussed in Chap-
ter 5.

3.5.2. Coherence

A. THE SCHEMES

All texts belonging to the two language schemes were analysed for in-
stances of explicit teaching of coherence aspects such as the structure
of paragraphs, the use of headings and the function of illustrations.
Similar notes were made about the coherence in the pupil's books and the

-43-




|
|
.J

readers for each of the three school years. A summary of those coher-
ence aspects taught and used was made so that they could be compared to
those found in the textbooks. The coherence as it was found to occur
will also be discussed for each scheme.

B. THE TEXTBQOKS

For the analysis of the coherence, two whole chapters from each book
were analysed. Two 100 sentence passages from each book was regarded as
sufficient for the analysis of intrasentential aspects and cohesion. Co-
herence, on the other hand, is a more global textual aspect. For exam-
ple, one has to look at the headings of a whole chapter 1in order to
evaluate its organisation. As a result the two entire chapters from each
book on air and plant reproduction were analysed in terms of coherence.

The following questions pertaining to the coherence of a text are asked:

a Are the paragraphs well structured, i.e. is there one salient main
idea, is there a topic sentence and where does it occur?

b Is the content of headings reinforced in the text immediately follow-
ing it? In other words, are the words used in the heading used again
and expanded upon?

¢ Are the headings predictive of the content following them?

d How 1is the content in the chapter organised? Is there a 'logical'
progression of argument? '

e Do sections have a repetitive structure, e.g. text, summary,
questions? Do these repetitive headings cover the same type of text?
For example, is a summary always an extraction of main points from
the preceding text?

The results of these analyses are used to describe and evaluate the de-
gree of coherence found in each of the four chapters.

C. THE COMPARISON

A fundamental difference in organisation and orientation exists between
narrative and expository texts. Narratives are more personal, with a
first or third person and agent orientation, while expository passages
are more distant, with a content orientation manifested in the use of
equative and descriptive clauses and ne necessary personal reference.
The structure of fiction depends on chronological linkage. Expository
writing links ideas or concepts logically and is therefore more depend-
ent on linguistic markers of text structure than narrative text. As a
result, expository text usually has a more complex syntax and requires
more information processing tham narrative text.

The structure of a story is determined by a story grammar, which con-
sists of rules dividing the structure into several recognisable sections
or episodes. The story contains an event which brings about a reaction
from a main character: ''This reaction leads the character to formulate
3 goal, make an attempt to reach the goal, achieve an outcome, and ar-
rive at an ending" (Lehr 1387:550). Scientific expository text, on the

by~
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other hand, can be divided into different discourse structures such as
definition, evidence, examples, experiments, conclusions, etc. {(Kent
1984; Perera 1986).

These differences make it impoessible to directly compare the coherence
of the reading passages in the schemes with the text found in the text-
book. However, as coherence is an important aspect of any expository
writing, and as the children are suddenly faced with many more
expository texts in Std 3 than in any previous year, they should be
taught the main coherence conventions and the implications they have for
text comprehensibility,

Although a direct comparison between coherence aspects in narrative and
expository text is not possible, the coherence aspects which the child-
ren are taught according to the analysis of coherence in the two lan-
guage schemes are compared to those aspects used in the textbooks. Such
a comparison will point out those aspects which the children shouid have
been taught in order to derive the maximum benefit from their textbooks.
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CHAPTER 4

INTRASENTENT AL ANALYSIS: RESULTS AND DISCUSSION

4.1, SPEECH ACTS

Speech acts can be direct or indirect. A sentence performs a direct
speech act if the locutionary act corresponds to the illocutionary force
of that sentence. When the locutionary act and the illocutionary force
of a sentence are not the same, that speech act is said to be indirect,

Sentences performing direct speech acts are hypothesised to be easier to
interpret for a child of the target group than a sentence performing an
indirect speech act, because the interpretation locad of an indirect
speech act should be heavier than that of a direct one.

The two language teaching schemes and the four textbook passages were
analysed for locutionary act-illocutionary force combinations. Results
will be presented and discussed in the following order:

4.1.1 Locutionary act-illocutionary force combinations in the schemes -

results and discussion
4.1.2 Locutionary act-illocutionary force combinations in the textbook

passages - results and discussion
5.1.3 The disparity

4.1.1. Locutionary act-illocutionary force combinations in the schemes

The Day-by-Day and MAPEP schemes use direct and indirect speech acts in
similar fashion. The direct speech acts and the indirect speech act com-
binations used in the two schemes will therefore not be discussed sepa-

rately.

Neither scheme teaches any locutionary act and its corresponding
illocutionary force explicitly. However, both schemes used a variety of
direct and indirect speech acts in their teacher manuals and reading
passages. The speech acts which are used in the schemes are presented
below:

Direct speech acts

Assertives
Directives
Commissives
Expressives

-46-

Indirect speech acts

Assertive with force of direct imperative

Question directive with force of direct imperative

Imbedded imperative directive with force of direct imperative
Need directive with force of direct imperative

Question directive with force of commissive

Assertive with force of commissive

h1.2. Locutionary act and Illocutionary force combinations in the
textbooks

Each textbook shows a predominance of sentences with direct speech acts,

These speech acts are mostly imperative directives and assertives, but

question directives (real questions) and commissives are also used. The

;esults of the analysis of the textbook passages are presented in Table
.1. below.

TEXTBOOK DIRECT SPEECH ACTS INDIRECT SPEECH ACTS
Fox assertives Dg with force of Di
imperative directives A with force of Di
question directives A with force of C
Dg with force of C
Hamlyn assertives Dg with force of Di
imperative directives A with force of Di
question directives Dii with force of Di
commissive ‘ A with force of C
Dg with force of C

Table 4.1: Speech acts in the textbook passages

LEGEND: A=assertive, Di=imperative directive, Dg=question directive,
Dii=imbedded imperative directive, C=commissive.

Where the locutionary act does not correspond to the illocutionary force
of a sentence, the illocutionary force is mostly imperative directive.
A1l indirect speech acts which have the force of commissives are
headings, hence analysed as having a commissive illocutionary force.
However, most sentences constitute direct speech acts.

An interesting correlation was found between mean sentence |ength (MSL)
and the occurrence of indirect speech acts (see Table 4.2).
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TEXTBOOK MSL PERCENTAGE DIRECT SPEECH ACTS
Fox 10,11 94%
Hamlyn 7,45 78%

Table 4.2: MSL and locutionary acts

It was found that text with a low MSL, such as Hamlyn, has a higher oc-
currence of indirect speech acts, than a text with a high MSL, such as
Fox, which has a lower occurrence of indirect speech acts. This might be
because textbook writers strike a balance between the length of sen-
tences and their interpretation load. For example, a text with short
sentences may use indirect speech acts. Questions and assertives may of-
ten be meant as imperative directives, whereas a text with longer sen-
tences may be more direct, signalling directives to be directives and
assertives to be assertives etc. This would point to a principle that,
if sentences are short and do not need much processing, one might add to
the processing load by using indirect speech acts.

This correlation is possibly an indirect one, mediated by the orien-
tation of the author of the text. The high occurrence of indirect speech
acts in Hamlyn might then be due to the fact that it is activity based,
while the low occurrence of indirect speech acts in Fox might be due to
the fact that it is more expository oriented. Activity calls for direc-
tives, which can be given in a variety of ways, while expository prose
consists mostly of assertives.

4.1.3. The disparity

When the locutionary act-illocutionary force combinations used in the

schemes and those used in the textbook passages are compared, no dispar-

ity is to be found between them. Children who have done either the MAPEP
or Day-by-Day language teaching schemes therefore should experience no
problems in interpreting the illocutionary force of the sentences in the
textbook passages which have been analysed. However, should the children
not be adequately prepared to interpret the Iillocutionary force of
headings, they may not interpret these iocutionary acts correctly. This
problem Is discussed further in section 5.2.3.

4.2, SYNTAX

When analysing the intrasentential aspects of texts, each sentence Is
analysed as a freestanding unit on four dimensions, i.e. speech act,
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grammatical linkage, syntax and vocabulary used in that unit. (Chapter
2 provides a detailed description of each of these dimensions.)

The two language teaching schemes, Day-by-0ay and MAPEP, were analysed
in these terms as were two 100 sentence passages from each of the two
textbooks, Fox (1982} and Hamlyn (1982). The results from these ana-
lyses will be reported on and discussed in the following order:

4.2.1(a) Summaries of syntactic structures explicitly taught in the
schemes and those found in the reading texts

4,2,1(b) Discussion of the schemes: how do they prepare children for
exposlitory text and textbooks?

4.2.2{a) Summaries of syntactic structures found in each of the 100
sentence passages taken from the two textbooks

4.2.2(b) Discussion of the textbooks: how do they relate to the lin-
guistic competence the children should bring to Std 37

4.2.3(a) Tables showing the results of the comparisons of the syntax
taught in the schemes and that used in the textbook passages

4.2.3(b) Discussion of the disparities between scheme and textbook

h.2.1(a) Summaries of the structures found in the schemes

The syntactic structures found in the schemes have to be divided into
those explicitly taught to the children and those found in the lessons
or reading texts which are not explicitly taught but to which the child-
ren are nevertheless exposed if the scheme is properly used. The summa-
ries of these structures are as follows:

Syntactlc structures and elements explicitly taught in Day-by-Day

a All types of verbgroup except complex verbgroup (sentence with an ob-
ject complement, e.g. They make the tips of the root look fuzzy.)

b Commands, statements and denials

c Wh-questions with the wh-words why, how, what (asking about subject),
what (asking about object), who, how much/many, where, whose, when

d Yes/No questions with verb-fronting, auxiliary fronting and fronting
of the dummy auxiliary DO .

e Tenses: present, past and future indefinite tense and present contin-
uous tense, present perfect tense {only: | have got)

f Relative clause with the relative pronoun who, €.g9. | see a man who
i1s carrying a ladder

g Coordinating phrases with and and or

h Coordinating sentences with and, or and but

i Passive sentences, e.g. He is called John and The chair is made of
metal

] Modals cap, must and will
k Non-finite verbgroup complement {group 1), e.g. | am trying to catch
a fish
! Non-finite adverbial, e.g. | went to my desk to get a book
-49_
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Non-finite postmodifier of NP, e.g. | need something to put my
clothes in

Finite verbgroup compliement, e.g. | think {that) this is a girl
Finite adverbial, e.q. She got some soap before she washed the
dishes The subordinating conjunctions before, then and because are
taught

Comparative clauses, e.9. bigger than, as tall as

Day-by-Day readers add the following structures and elements

Discourse markers now and and so

Subordinating conjunctions so, as and until

Non-finite verbgroup compiement (group 2}, e.g. Thank you for asking
us to stay

Non-finite complement of preposition, e.g. Thank you for asking us
Non-finite postmodifier of N, e.g. | see a picture of a man riding a
bicycle

Finite verbgroup complement, e.g. | know where it was

Structures and elements explicitly taught in MAPEP

All types of verbgroup except complex verbgroup {sentence with an ob-
ject complement, e.qg. The council appointed him chairman.)

Commands, statements and denials

Wh-questions with the wh-words why, what (asking about subject), what
(asking about object), who, how much/many, where, whose, when, which,
what else

Yes/No questions with verb-fronting, auxiliary fronting and fronting
of the dummy auxiliary DO

Tenses: present, past and future indefinite tense and present and
past continuous tense, present perfect tense (only: | have got)
Relative clause with the relative pronoun who, e.g. | see a man who
is carrying a ladder

Coordinating phrases with and, or and but

Coordinating sentences with and, or and but

Passive sentences, e.g. He is called John

Modals can, must and may

Non-finite verbgroup complement (group 1), e.g. | am going to eat
Finite adverbial, e.g. When it is raining, what do you wear? The
subordinating conjunctions when, then and because are taught
Comparative ¢lauses, e.g. more cars than lorries

Discourse markers now, then and first are used to introduce conjuncts

MAPEP reading passages add the following structures and elements

Subordinating conjunctions so, before and so that
Non-finite verbgroup complement (group 2), e.g. Will you tell me what

to do, please
Non-finite postmodifier of N, e.g. Elephants have long noses called

trunks
Past perfect tense, e.g. They had made twenty new pots
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4.2.1(b) How schemes prepare children for expository text

The two schemes, Day-By-Day and MAPEP, have different orientations to-
wards language teaching. While Day-By-Day concentrates on teaching the
children vocabulary from different lexical fields and some grammatical
structures which can be used in communication, MAPEP seems to attach
more Importance to teaching process skills such as comparing and finding
similarities and differences, and prediction. MAPEP also has a very low
average sentence length of less than flve words per sentence.

There are also some similarities between the two schemes, however. Both
are teacher-centred courses which view language as a product rather than
a process. As a result, language learning is regarded as a transmission
of language structures, functions and notions to the learner. Neither of
the courses prepares the children adequately for expository prose; their
emphasis is on language used in everyday interactions between people,
not on preparing the children for English-across-the-curriculum,

Locking at the two lists of structures and elements taught up to the end
of Std 2, these lists look surprisingly similar. This leads to the ex-
pectation that statistics will be similar for the two schemes when com-
pared with the four textbook passages. When one looks at the possible
problem figures for both schemes (cf. Table 4.4 and Table 4.5), this ex-
pectation is fulfilled. MAPEP shows a slightly bigger disparity with the
textbooks on the air compression passages (60% : 59% for Fox; 49,2%
47,8% for Hamlyn) than Day-By-Day while it shows a slightly smaller dis-
parity on the plant reproduction passages than Day-By-Day (55% : 57% for
Fox; 22% : 27% for Hamlyn}. The percentage of sentences which might pose
a serious problem, however, is consistently higher for a child who has
done the MAPEP course instead of the Day-By-Day one. From this it would
seem that Day-By-Day prepares children better for the use of Std 3 con-
tent subject textbooks than MAPEP does. The figures for the sentences
containing structures which have not been taught prove this point.

Although the two schemes seem to cover more or less the same language in
their first three years, Day-By-Day covers more subordinating structures
than MAPEP does. For example, finite vertgroup complements such as I
think (that) this is a girl are often used in the expository paragraphs
which were analysed.

4.,2.2(a) Summaries of structures used in the textbook passages

Table 4.3 summarises the structures used in the four textbook passages.
The numbers indicate the frequency with which that specific structure
occurs in the 100 sentence extract. Matrices of the structures and ele-
ments used in the four 100-word passages which contain not only the
structures and elements used, but also the sentences in which they occur
and the frequency of their occurrence, can be found in Appendix 5. The
numbers used in these matrices refer to the sentences in which the

structures occur.
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4,2.2(b) How textbooks relate to children's competence

The authors of the two textbooks under discussion have not given equal
attention to the language they use in their textbooks, probably because
they are not equally sensitive to the linguistic problems peculiar to
the black L2 English speakers they were writing for. The Fox passages,
for example, are proven to be fraught with potential comprehension prob-
lems.

It seems that Hamlyn is well aware of the limited English competence
which their audience might bring to their textbook, and they take spe-
cial care not to use too much or too complex language. In their attempt
to write text of which the syntax is understood by the children. How-
ever, they may have lost coherence of argument and used too few cohesive
ties, so that the children might experience problems of a different or-
der. (This problem will be discussed fully in Chapters 5 and 6.)

Fox, on the other hand, does not seem to have taken Iinto account the
competence of the children they were writing for. tn fact, it rather
looks as if the textbook was written for mother-tongue speakers of Eng-
lish. Yet the children seem to find the Fox passages as comprehensible
as the Hamlyn ones in the Threshold test 'Testing Textbooks'. The
intrasentential analysis results reveal a significant difference between
the syntax used in these two books. Therefore there must be another fac-
tor interacting with the intrasentential aspects, which makes complex
syntax easier to understand {(cf. Chapters 5 & 6).

b.2.3(a) Results of disparity comparison

The results of the comparisons between the structures taught in the
schemes and the structures used in the textbooks can be found in tables
b4 and 4.5. Table 4.4 contains the statistics for all four textbook
passages when compared with Day-by-Day. Table 4.5 contains the statis-
tics arrived at by comparing the textbook passages with those structures
taught in MAPEP. The number of sentences which are predicted to contain
problematical structures and elements for Day-by-Day or MAPEP children
is expressed as a percentage of the total number of sentences analysed
in each textbook passage.

Figures in the first two columns of these tables represent the first
stage of comparison or the idealised, purely analytical stage. The
theoretical adjustment of including the syntactic structures used in the
readers results in the more realistic view of the data represented

in column three, while the fourth column figures point to the extent of
the problem when aspects which were practically experienced to cre-

ate comprehension problems are included {cf. section 3.4.2(c)).

For the first column, two percentages are given, the first being the

percentage of sentences in which no problem exists, and the second the
percentage which may pose serious comprehension problems as they contain
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structures which have not been taught in the scheme. The second column
also contains two percentages. The first statistic again refers to the
percentage of sentences for which no comprehension problem exists. The
second percentage in this column indicates the percentage of sentences
for which a comprehension problem is expected. This percentage is now
cumulative - it takes into account those sentences with unknown struc-
tures as well as lexical items which have not been taught. These first
two columns indicate the syntactic disparities between the textbook pas-
sages and the schemes which represent possible English competencies of
the children in Std 3.

The third and fourth columns each contain three figures. The first fig-
ures represent the percentage of sentences for which no comprehension
problem is predicted. The second figures represent the cumulative per-
centages of sentences which are expected to pose comprehension problems
to the children having done the specific ELT scheme in question. The
lTast figures point to the cumulative percentages of sentences which are
thought to pose serious comprehension problems to the child reading
them.

Both tables have two sets of data for the Hamlyn air passage, splitting
the data on the expository text and that on the glossary, as these two
were found to be so different in linguistic content.

k.2.3(b) Discussion of the syntactic disparity

In grammatical terms, how big is the disparity between language taught
up to the end of Std 2 and competence assumed In Std 3 science text-
books?

It differs depending on the passage and the scheme looked at. Therefore
the disparity between textbook passages and the Day-By-Day English
Course will be discussed first, and that between the textbook passages
and the MAPEP Course thereafter.

The disparity between what has been learnt and what is expected is most
pronounced for the air passage in Hamlyn, i.e. 60,7% of the sentences
have a possible comprehension problem of some order if one is looking at
the data realistically. 27,2% of these 33 sentences contain a structure
which has not been taught at ail and 30,3% of the sentences contain a
structure and/or an element that has not been taught before. The last 33
sentences of this passage consist of a glossary and as such this is not
a typical expository passage. It is a convention used especially for the
L2 audience, so that they may look up the meaning of unfamiliar words or

concepts. A glossary in an L2 textbook could make the reading of this

textbook less traumatic. Unfortunately, this specific one fails in its
intention.

For the typical expository texts, the disparity between the English

learnt up to the end of Std 2 and the English used in these Std 3 text-
books is biggest for the passages taken from Fox. Analytically speak-
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ing, 5% of the Fox air sentences and 11% of the Fox plant sentences
contain structures the children have not been taught. Adding unknown al-
ements to this, the figures rise to 42% problem sentences for the Fox
air passage and 40% problem sentences for the Fox plant passage. Al-
though both passages have a high incidence of unknown elements, this
phenomenon is most pronounced for the Fox air passage in which 37% of
the sentences have such elements. Seen in a more realistic light, after
the theoretical adjustment, the air passage is also predicted to pose
the most comprehension obstacles to a child who has been taught the Day-
By-Day Course. For the plant passage, 57% of the sentences might pose a
comprehension problem of some sort; 20% of the sentences might even pose
serious comprehension problems. For the air passage, the problem sen-
tences form a slightly higher percentage, i.e. 59%, but the serious
problems rise to 24% of the 100 sentences.

The two passages taken from Hamlyn have more or less the same number of
unknown grammatical structures in them as the Fox air passage (5% and
5,9% opposed to 5%). When the unknown elements are added, however, the
predicted difference between the two textbooks becomes more marked. The
Hamlyn passages contain 21% {plant) and 23,8% (air) sentences with un-
known elements, structures or both. These fiqures differ greatly from
the figures for the Fox passages, i.e. 40% (plant) and 42% (air).

There is also a big difference in possible problem sentences between the
Hamlyn plant passage and the Hamlyn air passage, i.e. 27% vs 47,8%.
This high percentage of problem sentences in the air passage might be
ascribed to the fact that air compression is a more abstract concept and
as such needs more complex language to explain it.

It s interesting to note the high incidence of unknown grammatical ele-
ments. When comparing the first two columns of Table 4.4 and 4.5 - sen-
tences with unknown structures and sentences with unknown elements
and/or structures - it becomes clear just how many grammatical words are
used of which the children have not yet learnt the meanings.

Thus far only the first three columns have been discussed., The fourth
column represents the data after a practical adjustment has been made
and the competence of the children as revealed by the Threshold Wh-
question test has been taken into account. It includes Wh-questions as
a possible problem even though these structures are taught and used of-
ten in the schemes, because the Threshold Project found that children do
still experience problems with Wh-questions. From the statistics In the
fourth column we can deduce that the actual problems children experience
in understanding the grammar used in Std 3 textbooks may well be more
numerous than indicated by the 'possible problem sentence' statistics
{cf. Allwright 1986; Krashen 1981},

When the statistics for each passage are compared to a competence equal
to the MAPEP Course, we see that the disparity between the textbook lan-
guage and the language taught is even greater than for the Day-By-Day
scheme. Although the percentages differ, however, the patterns remain
the same.
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The glossary once again proves to be the most difficult text, with a
33,3% problem of unknown structures which rises to 60,7% possible prob-
lem sentences and a 35% possibility of serious incomprehension.

The Fox passages show a bigger disparity with the scheme than do the
Hamlyn sentences for unknown structures. The two air passages also seem
potentially more difficult than the plant passages, once again probably
because the concept is more abstract. And when one takes a more realis-
tic view by adding Wh-questions as possible problem sentences, the com-
prehension hurdles facing the children also seem bigger than s
suggested by the more analytic data.

4.3, VOCABULARY

The results of the analysis of vocabulary items in the schemes and the
textbook passages will be presented and discussed in the following or-
der:

4.3.1. Results and discussion of the vocabulary taught in the schemes
4.3.2. Results and discussion of the vocabulary used in the textbook

passages
4.3.3. Results and discussion of the disparity between vocabulary

taught and that used

4.3.1. The ELT schemes

On the basis of the vocabulary lists drawn up, the schemes seem to teach
roughly the same number of vocabulary items. Day-by-Day purports to
teach 850 items and MAPEP 832.

When reading through the vocabulary list compiled for MAPEP for the pur-
poses of this study, some very common words such as teacher, say, see,
door are conspicuous by their absence. This is a result of only having
used the vocabulary items given as taught in the scheme of work to com-
pile this list. This finding suggests that MAPEP does not provide com-
prehensive information about vocabulary to the teachers using their
manuals. However, the vocabulary list provided by MAPEP in its scheme of
work was used. It thus has to be kept in mind that MAPEP disparity re-
suits may be inadvertently overpredicted as a result of the method used
to compile its vocabulary list.

4,3,2. The science textbooks

The statistical results for the four textbook passages are presented in
Table 4.6. These results give a further indication of the relative com-
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plexities of these passages. The air passages seem more complex than the
plant passages, possibly because the concept is more abstract and there-
fore needs more words to explain it. Fox also uses more vocabulary items
than Hamlyn in its passages. The difference between the number of dif-
ferent words used in the two air passages is very small, but the differ-
ence in the number of words used to discuss plants is strikingly large.

TEXTBOOK PASSAGE NO. OF ITEMS
Hamlyn, Rogan & Rogan (plants} 143
Hamlyn, Rogan & Rogan (air) 258
Fox et al (plants) 238
Fox et al (air) 261

Table 4.6: Vocabulary items used in textbooks

4,3.3. The disparity

When comparing the vocabulary taught in the schemes with that wused in
the textbooks, the results of the disparity are as follows:

SCHEME PASSAGE % WORDS NOT TAUGHT
Day-by-Day Hamlyn et al (plants) 38,4
Hamlyn et al f{air) 38,7
Fox et al ({plants) 42,4
Fox et al (air) 41,3
MAPEP Hamlyn et al (plants} 53,1
Hamlyn et al (air) 55,4
Fox et al (plants) 52,9
Fox et al (air) 54,4

Table 4.7: Vocabulary disparity results

An Interesting pattern results. When compared with Day-by-Day, the big-
gest vocabulary disparity is found in the two Fox passages, but when
compared to MAPEP, Hamlyn shows the bigger disparity in terms of vocabu-
lary. This may be ascribed to the absence of some commonly used words in
the MAPEP vocabulary list, words which Hamlyn uses because they should
be included in a list of high frequency vocabulary items, while Fox uses
more sophisticated vocabulary,

When comparing disparity results for the two schemes, Day-by-Day con-
sistently shows less disparity with the vocabulary used in the textbook.
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The difference between the scores for the two schemes is such that it
cannot be caused solely by the omission of familiar words from the vo-
cabulary list. This leads to the tentative conclusion that Day-?y-Day
seems to prepare its children better for the demands of cross-curricular
lexis. However, even the lowest disparity figure, 38,4% (between Day-by-
Day and the Hamlyn plant passage) is higher than one would like to see.
The other figures - the highest disparity statistic being more than half
of the words - are even more disconcerting.

Although the vocabulary disparity picture tends to look bleak, one @as
to remember that the reader learns to interpret unfamiliar words which
occur repeatedly in a text. Thus the meaning of words such as assign-
ment, summary, seed, cotton-wool, jar, root will become clear through

repetition and practical use in class.

One can conclude from this analysis that the schemes should pay more at-
tention to vocabulary which is used across the curricuium. If the
children already know the meanings of more of the words now shown to be
unfamiliar, children will have more processing time to devote to compre-

hending the concept being taught (Flood & Lapp 1988).

On the other hand, textbooks can contribute to better comprehensibility
of vocabulary in two ways. Firstly, textbook authors can use common
words such as wind, mealie, seed in place of the less familiar synonyms
like breeze, maize, grain {(Lanham 1989). In choosing lexical items when
one writes for young L2 readers, the following simplified guidelines can
be kept in mind (Williams 1985: Chapter 3).

a Use familiar words instead of unfamiliar ones as explained.

b Concrete words are more readable than abstract ones, e.g. blood,
sweat, toil and tears instead of heroism, effort, energy and unhappi-
ness.

c idioms may cause problems to the immature L2 reader.

Active verbs are more readable than nominalizations, e.g. germinate

instead of germination.

e Shorter words are more readable than their longer synonyms, e€.g.
gives/assigns, help/assistance, buy/purchase.

f Words taken from unsimplified extracts or primary source material may
be too difficult for the children.

g Avoid homonyms where possible, e.g. 1ight {noun), 1light ({(verb),
light {adjective).

h Use terminology only when necessary.

i Carefully choose intensifiers, e.g. definitively, completely and
partly and use them sparingly.

j Noun compounds may be difficult to comprehend, e.g. camal irrigation
system = & system of irrigation by means of canals.

[= 8

Secondly, authors of textbooks should introduce new vocabulary items in
such a way that their audience is sure to grasp their meaning. The
glossary used in Hamlyn is one example of how words should not be intro-
duced or explained. |t was also found in the Threshold Project test en-
titled 'Plants and Man' (cf. section 5.2.1) that oniy 50% of the Std 3
children from the two schools in Bophuthatswana knew the convention of
explaining the meaning of a lexical item by writing a synonym in brack-
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ets after the unfamiliar word, e.g. Look at the beak (mouth} of the
weaver. Williams (1985:22-24) suggests several ways of familiarizing
readers with unfamiliar or unknown vocabulary. The extent to which each
textbook has made use of these strategies |s discussed simultaneously:

a Use background knowledge to draw analogies.

Hamlyn uses the pumping of a bicycle tyre to introduce the concept of
air compression. The fact that children may grow plants at home and
have established theories about the process is not capitalised upon.
Fox uses the image of sleeping seeds which can be woken up, the fact
that one needs food for strength, death by drowning and ventilation
in buildings and mines, all of which may possibly be part of the
readers' background knowledge.

b Use illustrations with labels.

Hamiyn seldom uses illustration labels. The child is referred to the
pictures and some pictures are an integral part of the text, but of-
ten the picture illustrates an experimental method, and is not even
referred to In the text itself. Fox uses illustration labels more of-
ten. These Jabels . mostly occur underneath the picture, giving it a
number and a name. Most of these pictures are referred to in the body
of the text. The problem here lies in the finding of the Threshold
Project that this manner of referral Is not always effective.

¢ Contrast the unknown word with its more common meaning.
This strategy is not often used in either textbook, although examples
such as the following can be found: 'Di’' means two and Compressed
means squeezed together (Hamlyn) and These things that we know about
air are called the properties of air {Fox).

d Restate the unknown item in more comprehensible terms.
This strategy is also not used often. Fox makes slightly more use of
it than Hamlyn. The following examples were taken from each book: A
draught iIs when the air moves a little in a room (Hamlyn) and Putting
fresh air into buildings and mines is called ventilation (Fox). Fur-
ther Fox examples include the comparison of germination to waking up
and a model of cotyledons made with one's hands and an eraser.

e Provide a mother-tongue translation in brackets following the unknown
item.
This strategy is never used in either textbock. The use of the
mother-tonque is frowned upon by teachers and is not encouraged in
any of the schemes, possibly because it is feared that it may lead to
the exclusive use of the L1. However, what Williams proposes here is
the quick use of a word in the mother-tongue to call up the rich con-
ceptual schema which the child may already have acquired in the
mother-tongue,

It should be clear from the discussion so far that it is of critical im-
port that the textbook author has a sound knowledge of the reading vo-
cabulary of his intended audience. An author can only write readable
texts for an audience if he has a sound knowledge of what that- audience
is capable of linguistically. The textbook author therefore has to know
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what reading vocabulary the reader brings to the text, so that he can
Use those words rather than unfamiliar synonyms.

As a result of using the vocabulary lists provided in the teacher's man-
ual's scheme of work, a precise pronouncement about the extent of the
vocabuiary disparity between the schemes and the textbook passages can-
not be made. But the small-scale investigation done was enough to indi-
cate that an uncomfortably large disparity may exist. Even this
tentative conclusion should convince textbook authors to introduce lexi-
cal items more carefully, taking Williams' guidelines to heart. |t
should also persuade the authors of English language teaching schemes to
investigate the language-across-the-curriculum needs of their audience.
This should contribute to the ideal teaching and learning situation
where the language teaching schemes prepare children better for the
across-the-curriculum vocabulary they will encounter and children find
their textbooks readable.
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CHAPTER 5

CROSS-SENTENTIAL ANALYSIS: RESULTS AND DISCUSSION

Analysis of the cross-sentential aspects of the science textbooks and
Engiish language teaching schemes consists of two parts, 1i.e. cohesion
and coherence analysis. The cohesion results will be given and discussed
fully before coherence is dealt with.

5.1. COHESION RESULTS AND DISCUSSION

The analysis of cohesion can be done on two axes - (a) the types of
cohesion in the schemes and textbooks and (b) the proportion of cohesive
devices in the texts. The discussion of the results of the <cohesion
study will therefore be divided in this way. It must be kept in mind
that this division is one of convenience, and that both axes must be
considered in order to make any judgement about the contribution to com-
prehensibility of any of the cohesive ties discussed,

5.1.1. Axis one: familiar and unfamiliar cohesive elements

A. THE ELT SCHEMES

Neither of the schemes teaches any cohesive elements per se. The ele-
ments on which this discussion is based would be generated orally in the
classroom and are found in readers in cohesive contexts, performing
cohesively, but nowhere are the children taught to use cohesive elements
to make sense of a text they do not fully comprehend. Compare herewith
the importance attached to the teaching of cohesion in the more recently
written course Bridge plus One. Although it has not yet been proven, it
is thought that specific knowledge of cohesive ties could provide child-
ren with much needed skills for making inaccessible texts more accessi-
ble. Respected writers such as Perera, Tonjes and Davies all advocate
the explicit teaching of cohesion (and coherence) skills so that child-
ren may be better equipped to deal with the complexities of expository
text {in Gillham 1986). Most of the research done in this field has
been done with secondary first lanquage pupils. However, it has been the
experience of Macdonald {personal communication) that children in Std 3
can be taught to find main ideas and topic sentences in paragraphs, as
well as to determine what the intention of the author was in writing
that specific text. What second language primary school children could
manage and exactly how it will influence their comprehension of texts
which they had found difficult to read would be an interesting question
for further research.
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FOUND IN BOTH SCHEMES
11.6 What do we call Joseph? We call him a boy.
singular masculine pronominal, function: head
12.6 Mary washes the clothes. She hangs them
on the line.
singular feminine pronominal, function: head
13.6 This hat is new. I bought it yesterday.
singular neuter pronominal, function: head
14.56 Bird. Bed. Are they the same?
plural prenominal, function: head
11.8 John fell off the chair. He hurt his leg.
singular masculine proncominal, function:
possessive deictic
21.6 I have two hats. This hat is new.
near demonstrative, function: nominal deictice
22.6 This is the room we sleep in. What room is that?
far demonstrative, function: nominal head
23.6 A mouse iz going to a house. The mouse looks
into the kitchen.
definite article, function: nominal deictic
22,7 I walked to where the bus stops. The bus
wasn't there.
far demonstrative, function: place adverbial
31 Bird. Bed. Are they the same?
identity comparative
33 Are they different?
difference comparative
34 I don't want more goats
guantity comparative
35 Who is the tallest?
guality comparative

FOQUND IN DAY-BY-DAY ONLY
14.7 They took their donkey with them.

plural pronominal, function: possessive head
21.7 Here is a picture of one of the cameras.

near demonstrative, function: place adverbial

FOUND IN MAPEP ONLY

12.8 She raised her arms above her head
and thanked Jesus and God.
singular feminine pronominal, function:
possessive deictic

13.8 It picked up the rabbit in its mouth.
singular neuter pronominal, function:
possessive deictic

Table 5.1: Reference in the language schemes
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Day-by-Day and MAPEP use a variety of referentially cohesive ties.
Table 5.1 shows which reference types are found in both schemes
(the numbers correspond to Halliday and Hasan's coding scheme in
their 1976 version):

Although the children do not learn all the reference types there
are, the schemes cover a wide range of referentially cohesive ele-
ments and types. Day-by-Day could have given more attention to the
possessive function of referential items, like MAPEP has done.

During the investigation of the teacher manual and the stories for
listening to and reading, the conjunctions in Table 5.2 were found
in the schemes:

FOUND IN BOTH SCHEMES

Cll.1l What is this? And what are they?
simple additive

C23.1 The sun smiled, but the wind went away.
simple contrastive

C31.1 It didn't help the man. So the man got on his horse
and rode away.
general causal

C33 I am eating because I am hungry.
reversed causal

41.1 I wake up, then I get dressed.
simple sequential temporal

FOUND IN DAY-BY-DAY ONLY

C4l.3 He touched his nose before he did that.
simple preceding temporal

C43.1 First Mr Tema showed them the button on top
of .the camera.
sequential correlative temporal

C44.2 Soon they met some more people.
interrupted complex temporal

. C44.6 Wave your hands until I say stop.
terminal complex temporal

Cs Well, soon they met some more, people.
continuative

FOUND IN MAPEP ONLY
C21.2 He often came to the village in June and July but he
always came in November.
proper adversative {with additive meaning)
C44.7 Look at the roof. Now look at what the family
eats and drinks.
punctiliar complex temporal

Tabkle 5.2: Conjunctions in the language schemes
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Not many conjunctions are taught in the three school years which
both schemes cover. Conjunctions which are used in the reading pas-
sages but which have not been mentioned because they do not occur
in the reading passages analysed for the cohesion analysis are:

Day-by-Day: or MAPEP: or
as when
now first
before
so that

The question remains whether the schemes succeed in preparing their
children adequately for the conjunctions found in their Std 3 con-
tent subject textbooks given that they teach those mentioned in the
syntax and cohesion analyses.

The danger inherent in analysing conjunctions lies in the fact that
the same lexical item can function to signal a variety of
cohesively conjunctive relationships in different linguistic envi-
ronments. A child having learnt one function might impose that
meaning on the word without further thought, and draw incorrect
conclusions about the meaning of the text before him. For example,
the word then is taught by Day-by-Day and MAPEP to be a temporal,
simple sequential conjunction, e.g. I put water in the pot. Then I
put mealie meal in the pot. However, the word them not only func-
tions as temporal conjunction, but is also used as a causal con-
junction, e.g. You hit him in the face. Then he wants to hit back.
At least five distinctions can be made in the use of then as
temporal or causal conjunction, but they are fine distinctions
which will not concern children at the level to which this study is
restricted. The major distinction is the temporal=-causal one.
Should a child then impose the temporal meaning of the word then
when reading the sentence You hit him in the face. Then he wants to
hit back. the causal relationship between the two sentences will
not be understood.

The two schemes teach only three common elliptical structures which
act cohesively, Day-by-Day teaches five and MAPEP two"additional
ellision types. These are exemplified in Table 5.3.

As this study Is looking at texts only, ellipsis does not play an
important cohesive role. However, ellipsis is more common in in-
formal speech than it is in writing. Therefore ellipsis might be
taught in more detail by the language schemes, because the children
should be prepared to understand informal speech, even out of class
context,
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FOUND IN BOTH SCHEMES
E12.2 How many pencils are there? Five.
nominal ellipsis, cardinal number as head
E21.1 Yesterday I went to the shop. Did you?
verbal ellipsis, total lexical verb ellision
E33.2 Is it a tin? Yes.
clausal ellipsis, only polarity present

FOUND IN DAY-BY-DAY ONLY

Ell.l Benny was not pleased (with the pictures) He said,
"We can't send these to Uncle David."
nominal ellipsis, specific deictic as head

El1.2 Are they good photographs? Scme are very good.
nominal ellipsis, non-specific deictic as head

El3.1 The boys held a race. Who was the gquickest?
nominal ellipsis, superlative as head

E31.1 Will you help me move the table? Yes, of course.
clausal ellipsis, total propositional ellipsis

FOUND IN MAPEP ONLY
' El2.3 Here are six sticks, How many more are there?
nominal ellipsis, indefinite as head
E33.3 Which animal has the longest body? The crocodile.
clausal ellipsis, single element present

Table 5.3: Ellipsis in the language schemes

No common substitutions are found in the schemes as is the case
with reference, conjunctions and ellipsis. Day-by-Day only teaches
two substitutions, i.e.

FOUND IN DAY-BY-DAY

Ssll Which picture do you like? I like this one.
nominal substitute for head noun

524 He touched his arm. Be touched his nose before he did
that.
verbal substitute, verbal reference

Table 5.4: Substitutions in the language schemes

Substitution, like ellipsis, is also more common in speech and in-
formal situations than in the kinds of text currently being exam-
ined. As such, the same comments apply.

Both schemes make use of an encompassing range of lexical cohesion
in their teacher talk and reading/listening material. Lexical
cohesion is the only type of cohesion which cannot be avoided when
writing text. As soon as one writes about a specific topic, one has
to use either the same words repeatedly, or use synonyms to de-
scribe or mention it again. Thus, as lexical cohesion is not gov-
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erned by the choice of the author as the other types of cohesion
are, it is not included in this section of the discussion.

i1t is clear that both schemes are lacking in ellipsis and substi-
tution. This is not reflected in the disparity comparison between
the textbooks and the schemes, as the textbooks do not use these
devices either. However, it is believed that this is a severe gap
in the planning of these schemes, as the informal conversations
children may have inside or outside their classroom environment may
provide occasions for the use of ellipsis and substitution.

B. THE SCIENCE TEXTBOOKS

The most striking difference between the two texbooks' use of cohe-
sive devices is Fox's use of conjunctions and Hamiyn's lack of
them. In the 'ideal' theoretical situation stated repeatedly as
premise in this study, Hamlyn would be more comprehensible than
Fox, and Fox considerably less comprehensible than Hamlyn on the
basis of this finding only. However, as mentioned previously (cf.
section 3.4.2.C; 3.4.3.A), children often understand what they have
not been taught and sometimes do not understand things they have
explicitly been taught (Allwright 1986; Krashen 1981). This use of
conjunctions by Fox therefore, may underlie its unexpectedly high
comprehensibility score in the Threshold comprehensibility test

(cf. section 3.3).

Also striking is the fact that neither textbook exploits ellipsis
or substitution as cohesive devices. This becomes even more inter-
esting in the light of the sample cohesion analyses and their model
answers in Halliday and Hasan's handbook (1976:340-355). Of the
seven passages given for analysis, four incline more to the formal
pole of the formality continuum, i.e. the Alice in Wonderland ex-
cerpt, the sonnet, the passage written by Yeats and the report of
an interview. The other three passages, the transcribed conversa-
tion, the dramatic dialogue and the informal interview with <child-
ren, are more informal. Neither the Alice passage nor the sonnet
contain any instances of cohesive ellipsis or substitution. The
Yeats passage contains only one instance of substitution, and the
reported interview one instance of ellipsis and one instance of
substitution only. The more informal passages, on the other hand,
contain multiple instances of both ellipsis and substitution.

It thus seems that more formal genres are characterised by little
or no ellipsis and substitution as cchesive devices. This might ex-
plain the distinct lack of these two devices in the textbooks - al-
though the authors try to minimise the distance between themselves
and their audience, expository text in content subject textbooks of
today remains written in a formal register.

The use of referential and lexical cohesion in the two textbooks
does not differ dramatically. Demonstrative reference accounts for
most referentially cohesive ties. Nominal and comparative reference
occurs comparatively little. This might be ascribed to the fact
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that the subject matter concerns concepts and experiments, not peo-
ple. The same item lexical cohesion category surpasses the occur-
rences of synonyms, superordinates, general nouns and collocations.
The high occurrence of this type of lexical cohesion might also be
a function of simply talking about the same topic or concrete ele-
ment. For example, the plant passages in both textbooks cover three
experiments testing whether seeds need water, air and warmth to
germinate. By the nature of the experiments in each book, similar
apparatus and method 1is used for all three the experiments. The
format of reported experiments also lends itself to same item, same
referent lexical cohesion. The apparatus needed is listed. Then the
method describes how these jars, seeds, saucers etc. should be
used. The nature of the content of a text can thus prescribe to a
certain degree what type of cohesion might most commonly be used.

c. THE DISPARITY

The referential cohesive elements used by Hamlyn should not pose
any problems to the 5td 3 reader having done either of the two lan-
guage schemes, as ail types used in the textbook passage will have
been taught to them.

The referential cohesive elements used in Fox, however, may not all
be grasped by children having done either Day-by-Day or MAPEP. The
problem lies not with the plant reproduction passage, but with the
passage about air compression. Neither Day-by-Day nor MAPEP
teaches the pronominal reference its occurring as possessive in
sentences such as Place the shape you have cut ocut on a soft book,
then use a pencil to press a small dent in its centre. Any problem
that might arise from this, however, should be miniscule.

Fox also uses all four types of conjunction, i.e. additive,
adversative, causal and temporal. Of the four types, temporal con-
junctions are used most frequently. The Fox plant passage contains
the following conjunctions:

Additive: apposition, exemnlificatory: such as, as
Adversative: contrastive, simple: but '
Causal: specific, reason: therefore
specific, purpose: in order to
Temporal: simple, sequential: now, then

0f these, the additive and causal conjunctions are not taught by
either the Day-by-Day or the MAPEP schemes, so that the Std 3 child
reading this passage in Fox might not understand the relationships
signalled by these conjunctions.

The Fox alr compression passage does not use exactly the same con-

junctions as those wused in the passage about plant reproduction.
The conjunctions used in the air passage are:
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Additive: apposition, exemplificatory: 1ike

Causal: specific, result: so that
reversed causal: because

Temporal: simple, seguential: then, now
complex, immediate: suddenly
internal, temporal: now

0f these, only the reversed causal and simple sequential temporal
conjunctions (because, then, now) are taught by MAPEP and used by
Day-by-Day in its reading passages.

After having analysed both passages of Fox, the schemes' failure to
teach the children an adequate set of conjunctions to help them
cope with Std 3 expository texts bhecomes apparent. O0f the twelve
different conjunctions used in these 200 sentences, only four (but,
now, then and because) are taught before Std 3.

The Hamlyn plant reproduction passage, on the other hand, contains
no conjunctions, and the air passage contains only three occur-
rences of the reversed causal conjunction because which both
schemes teach. The Std 3 child having gone through either Day-by-
Day or MAPEP should therefore have no problem in comprehending the
conjunctions used in the four passages.

To summarise, then, the passages taken from Hamlyn contain no cohe-
sive elements Day-by-Day or MAPEP Std 3 chiildren have not encount-
ered before. The passages taken from Fox, on the other hand,
contain both referential and conjunctive cohesive items which may
be unfamiliar to these children.

So the Hamlyn passages contain no unfamiliar cohesive elements.
Children should be able to understand all the cohesion in their air
and plant passages. The question remaining is whether these au-
thors, in adapting their language use to what Std 3 children have
been taught, are not forced into writing impoverished text -
text which is poor in concepts because the language resources have
not been exploited and which consequently may not lead to a rich
conceptual development.

One very crude measure of this would be the length of a textbook.
Fox and Hamlyn both cover the same syllabus. Fox, however, is 239
pages Jlong while Hamlyn only covers 134 pages. This crude measure
suggests that Fox interprets the syllabus more richly than does
Hamlyn. Both approaches have their advantages and disadvantages.
Fox explains and exemplifies concepts in more detail. This may en-
sure that the child develops a better understanding of a particular
concept. The concept of seeds waiting for the correct circum-
stances before germinating, for example, is explained by analogy to
someone who looks dead, but is in fact sleeping and only has to be
woken up to do something. This example makes the concept very clear
on condition that the child comprehends the rather complex language
it is embedded in. Hamlyn, on the other hand, does not explain this
concept at all in their attempt to meet the child on his own lin-
guistic developmental level. The text in this book has the advan-
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tage that the children may comprehend better what they are reading,
but the result may not be the same richness of conceptual knowledge
Fox could induce.

The effect of text impoverished both on the linguistic and concep-
tual level of chiidren learning through such a text remains an in-
teresting question for further research.

In comparing the types of cohesion used in the textbooks and the
schemes, one not only has to look at the disparity between the 5td
2 and Std 3 texts, but also has to compare the cohesive devices
used in the two schemes to see whether one scheme prepares the
children better for the linguistic demands of Std 3 content subject
textbooks. One also has to compare the cohesive devices used in the
two textbooks to see which textbook is more related to the linguis-
tic proficiency of their audience.

In the discussion of the types of cohesive categories and elements
found in the schemes and the texbooks, Day-by-Day was constantly
shown to contain more cohesive items than MAPEP. Fox was also shown
to make considerably more cohesive demands on its addressees than
Hamlyn does. On this basis of the first axis of cohesion analysis,
Day-by-Day seems to prepare children better for the cohesion de-
mands in Std 3 textbooks and Hamlyn seems to relate more to its ad-
dressee's linguistic competence than Fox does.

The first axis of the analysis of cohesion, that of the familiarity
or unfamiliarity of cohesive devices used, has been discussed
above. The second axis of the analysis of cohesion, that of the
proportion of the cohesive devices used, will now be discussed.

5.1.2., Axis two: the proportion of cohesive devices used within
each text

A. THE ELT SCHEMES

The different types of cohesive devices found in the schemes have
been discussed above. However, one not only has to analyse the dif-
ferent types of cohesive device used, bu. one also has to analyse
the manner in which they are used in relation to each other. The
results of such a proportionate analysis for the schemes are pre-
sented in Table 5.5 and Table 5.6.

The tables contain figures which express the use of each cohesive
device as a percentage of the total number of cohesive ties ana-
lysed. The categories which have been used correspond to those used
by Halliday and Hasan {1976).

In comparing the schemes, two different comparisons were made. Pas-
sages from the same scheme were compared with each other, and pas-
sages from Day-by-Day were compared to passages from MAPEP. The
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passages which were used were the same as those analysed and re- ELLIPSIS
ported on under the heading Axis one: familiar and unfamiliar cohe-
sive elements.
Camera Donkey
LEXICAL CQHESION
NOMINAL 1,6 2,3
Camera Denkey VERBAL - -
SAME-ITEM 40,9 46,7 CLAUSAL 0,8 0,7
SYNONYM 8,4 19,1
HYPERNYM 0,8 - SUBSTITUTION
GENERAL WORD 2,5 3,7
Camera Donkey
COLLOCATION 9,4 0,7
NOMINAL . -
VERBAL 0,8 -
REFERENTIAL COHESION
. CLAUSAL - -
Camera Donkey Table 5.5: Proportionate use of cohesive devices in Day-by-Day
PRONOMINAL 17,7 17.7
LEXICAL COHESION
DEMONSTRATIVE 7:5 10,0
COMPARATIVE 0,8 - Mfundo Biblical
SAME-ITEM 48,6 50,9
CONJUNCTIVE COHESION SYNONYM 3,6 5,3
' HYPERNYM 1,2 o=
| Camera Donkey
| GENERAL WORD 1,2 -
ADDITIVE 0,8 0,7
COLLOCATICN 13,4 9.7
ADVERSATIVE ~ 1.7 -
CAUSAL - 2 [} 3
TEMPORAL 5,1 3,0
OTHER - G,7
-7 3..
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REFERENTIAL COHESION

Mfundo Biblical
PRONOMINAL 10,8 25,8
DEMONSTRATIVE 9,6 2,1
COMPARATIVE 1,2 -
CONJUNCTIVE COHESION
Mfundo Biblical
ADDITIVE 1,2 -
ADVERSATIVE - 2,1
CAUSAL - 2,1
TEMPCRAL 3,6 1
OTHER - -
ELLIPSIS
Mfundo Biblical
NOMINAL - -
VERBAL - -
CLAUSAL 4,8 -
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SUBSTITUTICHN

Mfundo Biblical

NOMINAL - -

VERBAL - -

CLAUSAL - -

Table 5.6: Proportionate use of cohesive devices in MAPEP

The two last stories from the Day-by-Day Std 2 reader (Appendix 6)
which were analysed have very similar cohesion. The differences
which do exist may well be functions of the different themes of the
stories, The story about the camera has more collocation because
the parts of the camera and the process of film developing are
discussed. This also accounts for the number of temporal conjunc-
tions used. The story about the donkey uses more repetition of the
same item to create a repetitive pattern. The nature of the story
can also account for the preference for causal conjunctions. On
the whole, the textures of the Day-by-Day texts are very similar.

The cohesion used in the different MAPEP passages (see Appendix 7),
in contrast, is not so similar. The use of cohesion in the two
listening comprehension stories (Mr Mfundo and the biblical story)
can be explained by the nature of the topics covered. The Mfundo
passage has more collocation because the port with all its activ-
ities 1is described. The biblical story has more pronominal refer-
ence because it is a story about people, not about things as the
Mfundo passage is with its more demonstrative reference. The short
reading passages found in the pupil's book in the MAPEP course, on
the other hand, differ vastly in their use of cohesive devices.
There seems to be no pattern in the use of cohesive elements, and
the differences can also not be explained as the differences in the
other passages can. This problem might be explained by the length
of these passages. It is possible that such short texts do not lend
themselves to this kind of analysis.

Because the reading passages do not use cohesive devices similarly,
and these passages are too short to determine what the typical wuse
of cohesive devices in the MAPEP scheme is, only the listening com-
prehension stories were used when MAPEP was compared to Day-by-Day.

Day-by-Day was found to use synonyms and general nouns to a greater
extent than MAPEP, while MAPEP uses more same-item cohesion and
collocations than Day-by-Day. The schemes use superordinates simi-
larly. No definite trends were found in the use of referential
cohesion; results differed depending on which passages were com-
pared. One could therefore say that the schemes made similar use of
reference. Conjunctions were found to be used with the same fre-
quency in both schemes, but Day-by-Day uses a wider variety of
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temporal conjunctions than MAPEP does. In the passages analysed,
Day-by-Day also uses a wider variety of ellided structures, yet
MAPEP uses its limited set of ellisions with greater frequency than
Day-by-Day. Substitutions are treated in similar fashion in the two

schemes.

The above discussion of the proportionate use of cohesive devices,
leads to the following conclusion: Day-by-Day does not seem to
differ greatly from MAPEP in its teaching of cohesion., It teaches
but a little more than MAPEP, and then only for some of the catego-
ries. Yet it is precisely this seemingly small difference which
will be shown in the disparity discussion to set the two schemes
apart when a child has to be prepared for a textbook of the calibre
of Fox.

B. THE SCIENCE TEXTBOOKS

Table 5.7 contains the results of the analysis of the proportionate
use made of each cohesive device in the textbook passages. As for
Table 5.5 and Table 5.6 this table indicates the proportionate use
made of each cohesive element by expressing the use made of each
element as a percentage of the total number of cohesive ties ana-
lysed.

The similarity in differences between the air and plant passages
for both Fox and Hamiyn is striking. This suggests that the topics
of these passages dictate to a certain extent the type of cohesive
texture such a passage will have.

For both textbooks the plant passage has more same-item lexical
cohesion than the air passage. The lexical cohesion of each plant
passage also accounts for a slightly higher percentage of the over-

all cohesion of the text than it does for the air passages. Both
plant passages have more nominal reference while both air passages
contain more demonstrative reference ties. The referential

cohesion ratios for the two air passages are also slightly higher
than those for the two plant passages.

When the two books are compared, there are both differences and
simiiarities to be found. They differ vastly in their use of con-
junctions, Fox using many while Hamlyn uses only because and then
oniy in the air passage., Fox also tends to have a higher ratio of
referential cohesion than Hamlyn. As neither Fox nor Hamlyn pas-
sages use substitution or ellipsis, the proportionate use of sub-
stitution and ellipsis as cohesive devices in Fox and Hamlyn cannot
be calculated.
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LEXICAL COHESION

Fox plant Fox air Hamlyn plant Hamlyn air
SAME-ITEM 62,0 50,6 60,3 52,0
SYNONYM 7.8 6,6 4,0 10,7
HYPERNYM 0,6 1,5 3,2 i,4
GENERAL WORD 1,8 3,7 - -
COLLOCATION 4,2 10,6 18,5 17,3
REFERENTIAL COHESION
Fox plant Fox air Hamlyn plant Hamlyn air
PRONOMINAL 5.4 3,7 3,2 1,4
DEMONSTRATIVE 9,0 13,5 8,8 12,9
COMPARATIVE 2,4 2,1 1,6 1,4
CONJUNCTIVE COHESION
Fox plant Fox air Hamlyn plant Hamlyn air
ADDITIVE 1,2 0,7 - -
ADVERSATIVE 0,5 - - -
CAUSAL 1,8 2,9 - 2,1
TEMPORAL 2+4 2,9 - -
OTEER - - - -
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Table 5.7: Proportionate use of cohesive devices in
sages

textbook pas-




C. THE DISPARITY

in order to summarise the disparity between the cohesion taught by
the two language schemes and that used in the textbooks, the
proportionate use of each cohesive category for the textbook pas-
sages was compared to that of each of the schemes. The proportions
for each of the categories obtained by each of the texts are impor-
tant, because a different combinations of ratios will result in
texts with different textures, which will in turn be on different
levels of comprehensibility. The types of cohesive elements used,
that is, whether the proportion of cohesive elements used includes
familiar or unfamiliar cohesive elements, had to be taken into ac-
count as they may also affect the comprehensibility of a text.

Thus a scheme may have a text whose cohesion is effected by a vari-
ety of cohesive devices. Conjunctions are responsible for 10,8% of
the number of cohesive ties listed for that text. A hypothetical
textbook passage compared with this scheme's text may also have
10,8% conjunctive cohesion. This one situation could be inter-
preted in two different ways. Either the scheme and the textbook
use similar conjunctions, in which case the scheme will be evalu-
ated as having adequately prepared the child for the textbook, or
the scheme and the textbook use different conjunctions, in which
case the scheme will be evaluated as not having prepared the child
adequately for the textbook, even though the texture of the texts

is the same.

it is in comparing each of the textbooks with each of the schemes,
that the differences between the textbooks and the schemes become
clear. When comparing the scores, the following deductions can be

made:

a. Day-by-Day prepares its children better for the demands of
cohesion in the Std 3 content subject textbooks of similar
cohesive complexity to Fox than. MAPEP does.

b. Day-by-Day does not seem to prepare its children better than
MAPEP for the demands of cohesion in the Std 3 content .sub-
ject textbooks of similar cohesive complexity to Hamlyn.

c. When comparing Day-by-Day to the two textbooks, there is al-
most no difference in the disparities found. Both textbooks
proportionately make greater use of lexical and referential
cohesion than Day-by-Day texts. This, however, might be as~
cribed to the length of the textbook passages analysed.

d. When comparing MAPEP to the two textbooks, there is a signif-
icant difference in the disparities between the books and the
scheme. Hamlyn shows lexical cohesion disparities. It was
analysed to have proportionately more same-item cohesion in
both passages, more synonyms in the air passage and more
superordinates in the plant passage than the MAPEP texts. Fox
shows similar lexical cohesion disparities, but also was seen
to use more reference (nominal, demonstrative and compar-
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ative} and more causal conjunctions than the parts of the
MAPEP course analysed.

e. Seen from a different point of view, the language in Hamlyn
sgcceeds better in taking into account the linguistic cohe-
sive proficiency the Day-by-Day or MAPEP child brings to
class. Given a book such as Hamlyn, it does not seem to mat-
ter much through which 1language scheme the child has been
taught, because there does not seem to be an undue disparity
?etw?en the cohesion used in Hamlyn and the cohesion taught
in either of the schemes., Given a book using cohesion of the
complexity used in Fox however, Day-by-Day seems to prepare
the child better for the demands which will be made on him.

| f a 'Std 3 child cannot comprehend the cohesion of a text from a
SPECIfIC textbook, the comprehensibility problem is two-fold.
Flfstly, the textbook may be making too great a demand on the
ch}ld's proficiency in cohesion. Secondly, the scheme by which the
child-was taught English may not have paid enough attention to
cohesiveness to prepare children for the demands of the average Std
3 textbook. Should a comprehensibility problem then exist on the
lgvel.of tbe cross-sentential matter of cohesion, the solution may
lie in either changing the second language scheme used to prepare
::e ch;édren for Std 3 or changing the language of the textbook be-
g used.

Bth aspects should receive more attention. The language schemes
written for the children should give more explicit attention to
teaching 'meaning-deriving skills' of which tracing the presupposed
i tems f?r cohesive elements s one, On the other hand, textbook
manuscripts should be subjected to careful scrutiny. Questions such
as the following must be answered: |Is the text written cohesively?
Are the items presupposed by cohesive devices easily retrievable?
5re the cohesive devices known to the children? |If they are not
is t@ere enough linguistic support for the children to derive thei;
meaning, or can the unknown item be replaced by one more commonly
used and known?

Such questioqs'do not only pertain to cohesive devices, but also to
c?herence and intrasentential aspects of the text. This issue s
discussed further in Chapter 7. :

5.2. COHERENCE RESULTS AND DISCUSSICON

The Threshold Project conducted a test called 'Plants and Man'
test!ng Std 3 chitdren from two P.E.U.P. schoois in Temba and one
multiracial church school in Pretoria. Like the children from Phase
1 model schools of the PEUP, children from church schools are re-
garded as priviledged in the sense that they receive a very high
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standard of educatien and consequently perform better in most
tests. The following questions were asked:

a Do children read headings?

Do they read labels and captions?

c Do they look at pictures if they are/are not explicitly referred
to them?

d Do they know the function of pictures?

Do they think pictures are important?

Can they locate pictures on 3 page when they are referred to in

the text?

o

“h @O

One page was taken from a std 3 science textbook, pasted onto card-
board and covered with plastic. This was called version A. Version
B was a rewrite of the textbook page, changing coherence con-
ventions such as the picture labels or captions and the manner in
which pictures are referred to. Each child, who was tested indi-
vidually, was asked to read either version A or B. They were told
that questions would be asked about the text, but were not cued to
attend to anything in particular. Both the tester and the observer
watched the child closely to determine whether he/she looked at the
headings, labels and pictures without reading them or whether

he/she read them silently.

After a qualitative analysis was done, the following main points
were extracted from the data:

a Most Std 3 children do not read headings, labels or captions.
They generally also do not look at the pictures when reading,
even when they are explicitiy told to do so in the text. How-
ever, if a child is to be directed to a picture, the form Look
at picture 19 is more comprehensible than see fig. 7.19. below.
Some children confessed to not knowing the meaning of the word
below while others hesitantly read See fig seven point one nine
point below ... followed by an embarrassed silence. The child-
ren from the P.E.U.P. schools generally did not understand that
the sentence Masked weavers are small, noisy birds (figure 7.19)
directs them to look at figure 7.13. Even 45% of the Std 3
children in the church school did not understand the pragmatic
force of this sentence. From this test it can be concluded that
there is a general tendency amongst the children tested not to
look at pictures in a text, and that one therefore needs simple
sentences explicitly directing them to do so. Teacher help will
also be needed here to instruct pupils in the pragmatics of di-
rective sentences such as those mentioned.

b Most children were able to locate the pictures referred to in
the text. However, when guestioned about it, it was discovered
that many children chose the correct picture for the wrong rea-
sons. The pictures were referred to as picture 19 or figure 7.1%
and the picture was provided with such a caption, as well as
with a short sentence in version B and a short paragraph in ver-
sion A. The children had the following reasons for locating pic-

tures:

_80..

i The text is about a bird building a nest and the picture

3 {(she chose) shows that too.

i Tﬁe reference to the picture in the text is closest to the

o picture the child chose.

i Refereqces to pictures always refer downwards/upwards.

iv The first picture has a paragraph above it so it follows
that subsequent pictures spoken about must be underneath
the paragraph.

The children Who could not locate the correct picture on the page
at a}! seemed either not to notice the caption beneath it or could
not interpret the pictures themselves,

¢ The questions why children did not look at the pictures and
w@ether Fhey regard pictures as important provided the following
rich variety of often poignant answers:

i ! lgok at the pictures because we can learn from them. It

N is important to look at pictures.

il ! ]ook'at the pictures bhecause we can learn from them. it

o is not important to look at pictures.

(RB 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 line drawings).

iv |f we look at the pictures we can understand what we read.

v | must look at the pictures because they told me to. It is
. not important to look at the pictures.

vi It is important to look at pictures because you cannot
- learn about something you have not seen before.

vii We have to Jlook at the pictures because we cannot draw
N them so beautifully.

Ylli Pictures help us to answer the questions,

i X It is important to look at the pictures {of birds) because

they help us with meat.

ThUS.It appears that children in general do not understand the
meaning of coherence aspects. It has also been suggested by Levie
and Lentz that children simply do not attend to and use <coherence
aspects to derive meaning (Moore and Skinner 1985:47). Yet these
aspects, as sald before, are functional if they are used correctly.
It has been shown (Reynolds and Baker 1987) that children compre-
hend texts better once they have been taught to attend to and use
aspects such as illustrations and headings. These studies and the
results of the 'Plants and Man' study, suggest that these aspects
shou!d be taught formally in the early years to make the children's
reading and studying easier and more economical.

How do the two ELT schemes Day-by-Day and MAPEP <contribute to
learning to interpret the functions of these coherence conventions?
How do the textbooks facilitate reading and learning through coher-
ence conventions? The aspects of coherence which have been analysed
will be reported and discussed in the following order: |
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5.2.1. The ELT schemes
5.2.2. The science textbooks
5.2.3. The disparity

By virtue of its very nature, coherence cannot be guantified in the
same way as the use of cohesive devices, syntactic structures and

vocabulary can. The discussion which Fo110w§ wi!] therefore be more
qualitaéive than the previous gquantitative analyses and

discussions.

5.2.1. The ELT schemes: results and discussion

Neither Day-by-Day nor MAPEP teaches any coherence ?onventions ?T-
plicitly. Some conventions, such as headlngsz occur in the pupils
books and readers out of necessity, but their meanlngs.and the im-
plications they have can have are not taught to th? cblldren. The
manner in which Day-by-Day uses these conventions 1is dlffer?nt from
MAPEP's use of them. The two schemes will therefore be discussed

separately.

Stories are organised according to story grammars, consisting of
rules which describe the parts that make up a well-formed Story,
the way they are arranged and the relationships among them.. Child-
ren seem to know these rules from a very early age, and this know-
ledge facilitates comprehension of other storigs (Le@r 1?87:550;
Morrow 1982:194; Negin 1988:141). The black children in this study
should not be an exception to this rule, although they may not hgve
many books, because oral story-telling will also provide enough in-
put to learn the rules of story grammars.

MAPEP has well-structured reading passages in theh pt%zpi]'sf :ﬁz:i.
iti ide coherence exercises in the form 0 ,
Additionally they provi m of sherts

guided compositions which are tightly stru?tured. X
reader contains only pictures for use in the fIfSt weeks of the
year. Later these pictures are accompanied by picture labels which
develop into short paragraphs written next to ea§h picture. _These
picture stories display a high degree of cohesion betwegn picture
and text, even to the extent that the text ?1one. does "not make
sense - it can only be understood In conjunction with the pictures.

These stories develop into reading passages in 5td 1 and S5td 2.

The most striking aspect of these MAPEP stories is that none of

them have titles, although in Std 2 stories have Reading or Extra
reading as headings. Repetitive headings for exercises and
questions also occur.

Day-by-Day has well-structured stories in its readers. Initially
the Grade 2 reader has only pictures in it. As the year progresses,
short referential paragraphs such as This is Betty. Betty 1s a
girl. She is a girl. This is a girl. She is Betty accompany the
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pictures. Towards the end of the year short, simple stories are
written for the children,

Atlthough these stories are well written and well structured in
terms of story grammars, they do not have any headings. in Std 1
and S5td 2 the stories grow progressively longer and more complex.
They are also introduced by predictive headings. The headings pro-
vided for stories do not necessarily have to be reinforced imme-
diately to be readable. A story can, for example, have a heading
the meaning of which becomes cliear only after the whole story has
been read. An example of this type of heading can be found in the
Day-by-Day Std 2 story entitled "1 did not think of it''. This story
about a man taking his children shopping in his car seems to have
no relation to the heading, until, almost at the end of the story,
after having gone home by bus, the man realizes that he has forgot-
ten his car in town. He did not think of his car because he usu-
ally goes to town by bus. This type of heading can be very
effective, especially if the final interpretation provides an added
dimension to the story it introduces.

Day-by-Day establishes a repetitive pattern for its readers. The
child reading such a book then learns to expect a specific type of
text or activity under a given heading. In Std 1 the heading Exer-
cises occurs at irregular intervals. |In the Std 2 reader every
story is followed by questions under the heading Answer these
questions. This repetition prepares the ¢hild for the regular pat-
tern of information-activity-summary-test to be found in many con-
tent subject textbooks.

It thus seems that the schemes do not prepare the children for many
of the coherence conventions used in expository text. The children
learn the structure of a story and the structure of a narrative
paragraph, but the structure of the paragraphs in a story as well
as the structure of the story as a whole are not the same as that
of an expository text. The schemes also may not prepare the child-
ren adequately to interpret the functions of headings and overviews
in expository text.

5.2.2, The science textbooks: results and discussion

In looking at the use of coherence conventions by the schemes, four
main aspects, i.e. organisation of content, organisation of para-
graphs, the use of headings and the use of overviews. The following
section examines the use of these conventions in the expository
text of the textbook passages - how do these coherence conventions
manifest themselves in expository text in Std 37

Each aspect will be discussed separately, and in the following or-
der:

a Organisation of content
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b Organisation of paragraphs - m§in ideas
c Reinforced and predictive headings
d Overviews

A. ORGANISATION OF CONTENT

The way in which the content of each of the four textbook passages
is organised will be evaluated separately.

lant chapter is organised well, starting with parts of
IE: H:?;ﬁ:’p foliowez by how they grow, Fhe soil they growlln a;i
making cuttings as an alternative to planting seeds. Several pro :
lems were identified, however, i.e. roots a?d stems are no
discussed as parts of the plant and the heading How plants gfo?
(4.2) is indicated in the table of contents but has not been |n_
cluded in the actual chapter. This is as§umed to be a carele§s er
ror - the kind which should be avoided Fhrough stringent
proof-reading. Another problem is that the children are aske: to
grow seeds and then to look at the different types of seeds, where

the reverse order is more natural.

The Fox plant reproduction and growth‘chapter is a mixture of so?d
and odd organisation of content. The first pért of -the chap e]1
headed Reproduction, qrowth and development, is organlsed very :e
and one point leads naturally to the next. Immediately therea t?r
is found the following odd organisation of growth and development:

The early growth of plants '
How plants grow (where the plant grows guickest}

How seeds develop

The order of seeds developing, early growth and then how plants
grow would be a more natural one.

A problem of a different order is found in the last §ection heaqu
The places where plants grow, in other words the section on f501 ;
However, topics like healthy and unhealthy plants and dif er?n

types of fertilizers plants need to make them healthy are also

discussed under this heading.

The marked difference In gquality of organisation of content of the
different parts of this chapter illustrates a probleT wh!ch was
also found when analysing another textual aspect. At times it seems
as if different people wrote different parts gf the Fext, and their
different styles can be noted. This is very llgeiy given the number
of authors {six) involved in the writing of this book.

One striking difference between the plant chapters of Hamlyn and
Fox is the length of the chapter. Hamlyn manages to cover the parts

i i tings in one
of the plant, the reproduction cycle, soil and cut
chapter 24 Eages jong. Fox, on the other hand, treats the parts of

the plant in a separate chapter. The chapter aqa]ysed gnly deals
with the reproduction cycle, soil and cuttings and it cover 7
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pages. This is an indication of the degree of detail with which Fox
interprets the syllabus. The explicitness with which links between
ideas are made clear also influences the length of the text.
Hamlyn, on the other hand, is so short partly because of the prob-
lem of impoverished text which has been discussed previously.

A problem found in both plant chapters, and one probably due to the
prescriptions of the syllabus, is the discussion of root hairs and
the experiment to determine where the fastest growth occurs in
seedlings. The syllabus expects children in Std 3 to cover these
two topics when observing plant growth., However, these topics lie
on a different plane of detail from the more global discussion of
the growth of a seed into an adult plant. There exists an
incongruence between looking at the different global stages of
growth from seed to seedling to adult plant and looking at some-
thing as specific as root hairs (for which one needs a hand lens),
and looking at the place of growth in a root, especially as the
reasons for looking at them and their relation to the rest of the
content is not made clear. The only solution to this problem seems
to be a revision of the syllabus, either discarding the two spe-
cific topics or making the rest of the observations biologicaliy
more specific.

The topics discussed under the heading Air in both textbooks are
reasonably well organised.

Hamlyn discusses compression and the fact that hot air rises as
properties of air, but does not describe them explicitly as proper-
ties, It 1is possible that the word properties was avoided because
it is an abstract notion, yet Fox uses it as a heading and de-
scribes its meaning effectively in the following short concretised
passage:

We already know certain things about air: it is invisible, it
is tasteless, it has no smell and we canpot feel it unless it
moves. These things that we know about air are called the
properties of air.

This passage Illustrates that it is possible to translate rather
compiex ideas or concepts into simple language. it is of course im-
perative that such concepts be explained in terms of comprehensible
language and familiar experience.

The only organisational problem found in the Fox chapter on the
topic air is the inclusion of wind directions under the heading Ef-
fects of moving air. It would have been better if this section had
been developed into an independent topic instead of discussing it
under a heading where it does not fit into the line of argument.

B. MAIN IDEAS !N A PARAGRAPH

in  the two Hamlyn chapters analysed there were no long expository
pieces of text. Paragraphs do exist, but they are very short. The
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structure of these paragraphs s gen?rally 990d - they havequ:
main idea, usually embodied in an initial topic sentence. |t
makes these main ideas easily retrievable, a!Fhough they are no
made salient through the use of italics, bold prlqt or under;|n1n96
Good use of predictive headings al§o serves to antr?duce t § m:;a
idea, aiding the reader in retrieving the ap?roprlate sc eg
which will enable him to comprehend the text he is about to read.

One problem found in both chapters of Hamlyn is illustrated by the
following extract:

A flower has different parts.

The flower has a pistil and stamens.
The Flower has petals and sepals.
The flower has a stem.

The stem supports the flower.
The sepals protect the flower before the flowe{ opens up. .
The petals are pretty. Sometimes they attract insects and birds

to the flower. )
The pistil and stamens are important for plant reproduction.

This extract seems like a list of loosely connected or _unconnecteﬁ
sentences about the flower. The sentences are not in P?ragrap
form, and only two sentences follow each other.durectly while everz
other sentence starts on a new line. The rel§t|ons between the sen-
tences are not made explicit, e.g. the relation between the sene
tence introducing a specific part of the flower_anq the senten:;s
explaining its function. The last sentence, The pistil ang SEiTZ]
are important for plant reproduction s?ates a new concegh senz
without any qualification or explanation. As a result, ese
tences do not seem to constitute a coherent whole.

This extract is representative of a serious prob]gm whic@ sometlmei
occurs in this textbook, i.e. the problem of |mpover|shedh teg_
which has implications for different levels of text comprehensi

bility.

By contrast, Fox has more and longer expository paragraphs which

are usually well-structured. However, maI?
topographical prominence wheq they occur in .the
paragraphs are problematic in that the m§1q ldea
lient. They also do not always occur as initial
and sometimes they ;

ferred, e.g. a class project is described as fo

paragraph.
topic sentences,

11ows (p.184):

Make a flag. You can use any old cloth to do this. Tie the flag
in

to a straight stick with pieces of string. Put the flag up
an open space at school.

Each day,
the flag.

a sheet of paper. of the

You are now keeping record
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ideas are not given any
Some

is not always sa-

are not stated explicitly, but have to be in-

during break, f£ind the wind-direction by looking at

Write down the date and the direction of the winq Zn
wind-

direction. After a month look at your record carefully. What
was the prevailing wind at your school during that month?

Only towards the end of these paragraphs does it become clear that

the object of the class project is to establish the prevalling wind
and not to make a flag.

C. REINFORCED AND PREDICTIVE HEADINGS

The occurrence of reinforced and predictive headings is similar for
the two textbooks. About half the headings are reinforced imme-
diately in the text following it. Reinforced headings make the text
more coherent. Headings that are not reinforced are often headings
for other headings, in other words headings for sections instead of
texts. These headings narrow down the focus point of discussion. It
is posited that this type of ordering is on a level of abstraction
not applicable to Std 3 children. Instead of text such as:

EFFECTS OF MOVING AIR
The effect that wind has on soil
Things to do

I propose that headings such as these are either accompanied by
short, comprehensible overviews or that the narrowing down is de-
scribed in a short paragraph.

The heading Effects of moving air introduces a problem which has
not been discussed yet - the syntax and the level of abstraction of
headings. Headings were excluded from the intrasentential analysls
of the texts. The syntactic complexity of the headings thus has
not been analysed before. Neither will it be done now; the same
principles as discussed in Chapter 4 are applicable here. The head-
ing Effects of moving air will be discussed briefly as an example
of the type of complexity which should be avoided. Firstly it is
syntactically ambiguous as to whether someone is moving the air or
whether moving is a present participle phrase functioning as an ad-
jective, For a mature reader this may not pose any comprehension
problems, but it should be kept in mind that the children this
study is dealing with are immature readers trying to cope with a
second fanguage. The syntactic complexity of headings should be
kept as simple as possible. ;

As mentioned above, about half the headings are reinforced imme-
diately. Even more than half the headings in all four chapters are
reinforced. Headings were said to be reinforced if they are fol-
lowed by text about the topic predicted in the heading. Should a
heading be followed by another heading it was not regarded as rein-
forced.

Headings are non-predictive in two ways. Firstly they are not pre-
dictive when they include words that the reader does not know. A
heading such as Compression or Properties of air includes words
which still have to be introduced to the children these books are
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meant for. Compression s included in the_g1os§ary at the en? of
the chapter and the word Properties is explained immediately after
it has been used in the heading. |t is thus clear th§t.the authofs
of these headings knew that these words were unfamiliar te their
readers. i{f the reader does not know the meaning of the word, ho?;
ever, that heading cannot be predictive for that reader §nd shouh

not be used as a heading. |f there are no oth§r alternatives, t :
meaning of the word should be explained immediately after the wor

has been used as a heading, as was done in Fox.

Secondly the content of the heading may simply ?ot correspondd_to
the content of the text following such a heading, e.g. a.hea ing
such as How plants grow followed by a discussion of

monocotyledonous and dicotyledonous seeds.

It is interesting to note that the_tw? chapters_on plant rezfod-
uction have proportionately more predictive and reinforced headings
than the two chapters on air. One would expect that extra ca;e
would be taken with the air chapters as the content |s more ab-
stract and more unfamiliar to the children. Yet they ?ffer less
guidance for the reader in terms of reinforced headings and of
headings predictive of the content to follow.

Different combinations of reinforced and preqictive head:ng§ occu;
in the four chapters. There are headings.whlch are both relnforFe_
and predictive, headings which are not reinforced but are Predicd
tive, headings which are reinforced yet are.nog predicthlans
headings which are neither reinforced nor pr?d|ct|ve. Heading

which are both reinforced and predictive or nelth?r of t@e two form
the two end-points of the continuum. in the m|QdT? lie headtng?
which are not reinforced immediately but are _predictive such as:
Investigation: do seeds need warmth to qermlqate? where the te§t
starts with the apparatus needed for the experiment §nd as §uch is
not reinforced immediately, but where the_experlment will Fest
whether seeds need warmth to germinate as predicted by the hE?di?g.
Headings which are reinforced immediately but are not pfedlctlye
also lje in the middle of the continuum. An example of this combi-
nation is a heading such as The life in seeds followed by the fol-

lowing text:

Seeds are like tiny, sleeping plants. They lie ready to be
woken up when Spring returns,

which superficially reinforces the words seeds gnd the concept of
life. However, the text then continues to dlscuss.the different
parts of the seed and not the life in seeds. The headlng therefore
is reinforced, but is not predictive of the text following it.

D. OVERVIEWS

Hamlyn does not make any use of overviews to introduce chapters or
their sections.
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In Fox one can find interactive sentences telling the children what

s going to happen in the next section. These overviews are phrased
in different ways, e.g.:

P.56: Here are three experiments ...

p.61: We must now try and find out ...

p.85: Let us try and find out more about this ...

pP.88: You can find the answer from the following experiments.

These overviews introduce sections of a chapter, not a chapter as a
whole. The comprehension and use of an overview of a whole chapter
to structure reading and thought may be an advanced skill which
cannot be expected of <children in Std 3. It requires a
metacognitive ability to see the chapter as a whole and keep this
structure in mind throughout the reading of that chapter. The type
of overview found In Fox providing several overviews of sections
within a chapter, may therefore be the most appropriate at Std 3
tevel, because it does not require the reader to keep in mind com-
plex organising structures. If an overview, be it of a chapter or
section, is given at all, the language must be simple enough for
the reader to process. Certainly an overview like the following,
to be found in one of the science textbooks on the recommended ]ist
but not analysed for the purposes of this study, cannot be wuseful
to the intended reader (Fourie et al no date:72):

in this chapter we will investigate some of the plants around
our school.

We shall try to identify plants in our environment.

We shall see what plants look like and what functions the vari-
ous parts of plants must perform.

The complexity of the syntax is too high-level for the L2 $td 3
readers it is written for. It is possible that these overviews {one
at the beginning of each chapter) are intended for teacher-use

only, in which case they belong in the teacher's manual, not in the
pupil's textbook,

The best type of overview is one which keeps the following four
principles in mind: Firstly it relates the new section to work done
previously, making the relationships between the _two sections
clear. Secondly it provides information about the text to come. In
this way the overview not only enables the reader to select appro-~
priate schemata for the text he is going to read, but it also indi-
cates where the text belongs in terms of the overall structure of
knowliedge he has already built up, Thirdly the language used in
the overview should be comprehensible to the target group. Lastly,
if one is writing an overview for a target group of young readers,
the overview should not attempt to structure a whole chapter, but
rather smaller sections of a chapter. The following overview has
been written as an example which could Iintroduce investigations

eight and nine in Hamlyn, in which monocotyledonous- and
dicotyledonous seeds are germinated:
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We have learned that there are two types of seeq. The first
type are monocotyledonous. The second type are dlcotyledonogs.
We grew some turnip seeds. Now we are going to grow more seeds.
We want to find out if monocotyledonous seeds  and
dicotyledonous seeds start to grow in the same way . We are gg;
ing to do two experiments because we want to find out |

monocotyledonous seeds and dicotyledonous seeds start to grow

in the same way.

It has to be stressed that the use of overviews T§ a re]atlyely
high-order skill, and therefore difficult to use with small child-
ren. |Its very nature necessitates the use of more complex language
than one would like to see in L2 Primary Phase textbooks,

5.2.3. The disparity: results and discussion

it has already been noted that the ELT scheme§ do not prepare the
children very well for the coherence conventions used in the text-
books. One could argue that it does not make a text less com?rehen—
sible if a reader does not know the function or meaning .of
coherence aspects such as headings, overview§, main ldea§ and il-
lustrations. Not knowing may not result in |ncom9rehen5|on, but
knowing the function and meaning of these conventions can help to
make sense of an otherwise incomprehensible or confusing text. .Co-
herence, therefore, is regarded as fmportant because a reader wa$?-
out knowledge of coherence principles mighF follow many texts well,
but in the case of difficult or confusing texts, such knowledge
aids comprehension (Moore and Skinner 1985:47,52; Baumann 1984,
1986).

A second argument may be that coherence conventions do not have to
be taught, because children 'pick them up'.. Tﬁe results of the
'Plants and Man' test and a paragraph building test done by the
Threshold Project showed that this was not so. !t must be remem-
bered that most children in this study come from a book-less back-
ground or a home where books are not abundant agd par?nt§ de not
necessarily read bed-time stories from their children's infancy.

The schemes prepare their children to understaiid the structure of a
story, but in order to prepare the children for_the structure of
expository passages also, such passages should be included in the

schemes.

The schemes <contain only a few short expository paragraphs during
the course of three years, so the children may not be adequately
prepared to understand the structure of an expository paragr?ph §nd
to use this knowledge to make sense of a paragraph by locating its
topic sentence or listing the main ideas.

Some of the MAPEP reading passages in the Std 2 Pupil's book are
expository paragraphs. However, MAPEP does not illustrate the use
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and usefuiness of headings, so that MAPEP children may not realjse
their importance in text comprehensibility. MAPEP also does not in-
tegrate the pictures into the text, thereby Tosing an opportunity

to teach the skill of using illustrations to increase understanding
of the text.

The nature of the schemes does not require an overview of whole
sections or chapters. As a result of this lack of overview, the
children are not taught to use the overview to form an overall men-
tal picture of the structure of the content to follow. Finally the
stories and themes covered in each unit do not have an inherent
progressive order - they could be introduced almost randomly if the
language used in them were not graded.

Rather than reproducing a 1list of those coherence aspects the
schemes do not prepare the children for, the aspects which each
scheme does include are summarised in Table 5.8. The coherence con-
ventjons which are used in the textbooks are also included in this
table. By comparing the aspects used in the schemes with those in
the textbooks the disparity on this level of textuality becomes
glaringly obvious.

DAY-BY-DAY MAPEP TEXTBOOKS

== picture labels picture labels
repetitive patterns repetitive patterns repetitive patterns
predictive titles predictive titles predictive titles
——— one main idea per
paragraph
—-——= headings reinforced
== . progressive structure
= overviews
it A explicit reference
to pictures

Table 5.8: Comparison of coherence conventions

What then should be done about the coherence problem? The solution
s three-fold. Firstly, authors of language courses can include
more coherence conventions in their schemes, teach them explicitly
and let the children do coherence exercises such as paragraph
building, finding topic sentences or interpreting graphical mate-
rial. Secondly, the authors of textbooks can write what Baumann
(1986) calls 'considerate text' - texts which are well-organised,
have appropriate overviews, have predictive headings which are re-
inforced immediately, followed by paragraphs with salient main
ideas. Thirdly teachers can contribute to the understanding and
use of coherence aspects by discussing them in class and explaining
their functions.



CHAPTER 6

THE RELATIVE |MPORTANCE OF FACTORS AFFECTING TEXT COMPREHENSIBILITY

From the detailed analysis of the two science textbooks in the pre-
vious chapters it has become clear that Fox and Hamlyn use language
differently. The first section of this chapter will describe the
differences that exist between the various linguistic aspects as
manifested in the two textbooks. The second section will discuss
the significance of differences in their use of linguistic re-
sources, and the last section will try to establish the relative
contribution of each aspect to overal] text comprehensibility.

6.1. THE DIFFERENCES IN THE USE OF LINGU!STIC RESOURCES

The difference in the use of the cross-sentential aspects, coher-
ence and cohesion, will be discussed before the intrasentential

differences are looked at.

No vast differences in the use of coherence conventions were found.
Hamlyn mostly uses initial topic sentences while Fox does not al-
ways start paragraphs with an explicitly stated main idea. Fox was
also found to set out the arguments step by step, richly interpret-
ing the syllabus and making the logical relationships between prop-
ositions clear. Hamlyn, on the other hand, uses a minimum of
language to explain its concepts, thereby creating what has been
called 'impoverished text' In which, for example, relationships be-

tween propositions are not always made explicit.

With regard to the use of cohesive devices, the textbooks make sim-—
ilar use of lexical cohesion and the grammatical devices ellipsis
and substitution. Fox has a higher ratio of referential cohesion
than Hamlyn, although the same type of referentially cohesive ties
are used to express relationships. The main difference in the use
of cohesive devices lies in their use of conjunctions. in both the
plant and air passages, Fox uses more conjunctions than does
Hamlyn. The Fox plant passage contains additive, adversative,
causal and temporal conjunctions, while the Hamlyn plant passage
contain no conjunctions at all to make relationships explicit. The
Fox air passage contains several additive, causal and temporal con-
junctions, while the Hamlyn air passage contains only one reverse

causal conjunction, i.e. because.

Syntactically Fox is more complex than Hamlyn. The two passages
from Fox which were analysed had more non-finite clauses either
complementing or postmodifying other sentence elements; they had
more finite adverbial clauses; they had more participle phrases
acting as adjectival phrases; more co-ordinated phrases and more
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passives. The regular expository text found in Hamlyn uses simpler
syntax than that used in Fox, but the syntax used in the glossary
which was analysed was on a par with that of Fox, if not more com-
plex. The text in this glossary was characterised by incomptlete
sentences and appositions.

The use of Wh-clauses and yes-no questions in both textbooks is in-
tere§t|ng and reflects the method used by the authors. Hamlyn has
considerably more of these structures in the plant passage, while
Fo§ uses these structures more than Hamlyn does in the air p;ssage.
This can be ascribed to the fact that an active, experimental
method is reflected in the use of many questions which the child is
expected to answer on the basis of his observations and findings.

The_ tW9 textbooks use comparable numbers of vocabulary items in
their air compression passages, i.e. 258 in Hamlyn; 261 in Fox.
Howevef, Fhis does not mean that the vocabulary used in these pas-
sages is §imilar, because the Fox air passage contains many more
items which are predicted to be unfamiliar to Std 3 children than
the Hamlyn one does.

The Fox plant reproduction passage uses more vocabulary items than
the Hamlyn plant passage, i.e. 238 items versus 143 jtems, but the
percentage of words unfamiliar to Std 3 children in these passages
s comparable. The relatively small number of vocabulary items used
in the Hamlyn plant passage is due to its extensive use of repeated
sentences in the different experiments which are described.

6.2. THE MEANING OF THESE DIFFERENCES

An analysis of the four passages according to a model

proposed by Williams (cf. sect?on 2.2) wh?ch analysessu??ngzizt?z
aspects of texts comprehensively, would predict that Fox would be
vastly less comprehensible than Hamlyn. However, results of the
c?mprehensibility test conducted by the Threshold project {cf. sec-
tion 3.3) showed that Fox was not as incomprehensible as was ex-
pected It would be, rather, it was comparable to the
co@prehenSIbility of the Hamiyn passage. On a 40 item c-test Std 3
$E;;drzga;:ored ??;95 (62,3%) for Hamlyn and 23 (57,5%) for Fox.

er wi ro i i
prahensiniiivy of Foi. pose an explanation for this unexpected com-

On? po§sibie explanation for this finding could be that the con-
tributions the various meta-textual and textual aspects make to-
wafds the comprehensibility of a text do not all carry equal
ye:ght. l? ?ther words, these aspects are not all equally important
In determining the comprehensibility of a text and can balance each
ther out. Using a predictive model of textual analysis which pre-
dl?ts the relative importance of each aspect could explain why the
children found Fox more comprehensible than was expected.
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6.3. THE RELATIVE IMPORTANCE OF ASPECTS

In this section the relative importance of each aspect in determin-
ing comprehensibility will be derived from the results of the anal-
ysis recorded in chapters 4 and &§. The textual aspects can be
discussed in greater detail than the meta-textual ones, as the lat-
ter were not analysed in this study. However, information about the
relationship between meta-textual and textual aspects in the liter-

ature will be discussed briefly.

Looking at the results of the disparity analysis, It seems that the
following weighting could be assigned to the textual aspects of
comprehensibility: good coherence - in the sense that headings

are predictive and reinforced, appropriate overviews and summaries
are provided, visual material is integrated into the text, main
ideas are explicit and salient and the argument is well-structured

- and good cohesion - in the sense that relationships between
elements in a text are made explicit and that these relations are
easily recognised and retrieved - halance a complex syntax

which includes many syntactic structures the reader may not know
and the use of unfamiliar vocabulary which is not explained and
introduced in a way which makes its meaning clear.

To summarise, the illuminating use of the cross-sentential aspects
of coherence and cohesion may balance opaque use of syntax and vo-
cabulary, resulting in a text which is moderately comprehensible.

It has to be kept in mind that only the narrow sense of comprehen-
sibility, the linguistic aspect, has been considered here. One of
the limitations of this study is that the meta-textual aspects of
the texts were not analysed, although it is proposed that there ex-
ists an interrelation between the textual and meta-textual aspects
of any text. For example, one result of independent use of lin-
guistically impoverished text such as that in Hamlyn may be the
forming of deficient concepts, although such text scores high on
readability ratings and is therefore regarded as highly comprehen-

sible.

Steffensen et al (1986:79) also propose a relation between the
background knowledge of a reader and his comprehension of cohesive
devices. After conducting a study researching the interrelationship
between background knowledge, register and cohesion, they concluded
that a reader may not understand the relationship signalied by
overt conjunctions if he does not possess the background knowledge

required to process them.

A direct correlation between vocabulary knowledge, background know-
ledge and reasoning skills has also been posited (Ryder & Hughes

1985:290).

The picture that we have been able to draw as a result of a complex
text analysis shows four typical profiles of possible text types,
and their purported comprehensibilities relative to each other:
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WHEN a text, text A, makes use of linguistic resources in the
following manner:

* complex syntax;

i unfamf]iar vocabulary is not explained when introduced;

* cohesive ties are not easily retrievable and relationships

. are not made clear by explicit conjunctions;
arguments are ill-structured, headings are not predictive nor
retnFQrced, no overviews or summaries are given, main ideas
:;it implicit and visual material is not integrated into the

b4

THEN this text will be a relatively diffi
THEN y difficult text to compre-

WHEN a text, text B, makes use of linguistic resources in the
following manner:

* relatively simple syntax;

# familiar vocabulary items are introduced and explained in

such a way that their meanings are clear;

cohesive ties are not easily retrievable and relationships

are not made clear hy explicit conjunctions;

arguments are ill-structured, headings are not predictive nor

relnf?rced, no overviews or summaries are given, main ideas

:get implicit and visual material is not integrated into the
Xt

g

THEN this text will be more comprehensible than text A but Jess
comprehen3|?le than text C, which is desgribed below, Text B is
representative of the text found in Hamlyn.

WHEN a text, text C, makes use of linguistic resources in the
following manner:

=

complex syntax;

unfamlilar Yocabuiary is not explained when introduced;
cohesive tles are easily retrievable and relationships are
: made clear by explicit conjunctions;

® argument is well-structured, headings are predictive and re-
infor?ed, appropriate overviews and summaries are provided,
main ideas are explicit and salient and visual material s
integrated inte the text;

o

THEN this text will be more comprehensible than text A and text
B. Tegxt C is representative of the text found in Fox.

WHEN a text, text D, makes use of linguistic resources in the
following manner:

* relatively simple syntax;

M . . .
familiar vocabulary items are introduced and explained in
such a way that their meanings are clear;
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% cohesive ties are easily retrievable and relationships are

made clear by explicit conjunctions;

argument is well-structured, headings are predictive and re-
inforced, appropriate overviews and summaries are provided,
main ideas are explicit and salient and visual material is

integrated into the text;

w

THEN this text will be the most comprehensible of the four texts
typified. The specimen science materials developed by the
Threshold Project are an exponent of this type of text (Appendix

8).

The degree to which textual aspects are present in a text is rela=-
tive, and many more text-types than the four described above are
therefore possible. Texts A to D represent four stereotypical texts
on a continuum of text types and they are used to predict the rela-
tive comprehensibility of various text types for young L2 children.

It must be kept in mind that the predictive guidelines to the rela-
tive significance of each aspect's role in the comprehensibility of
texts A to D described above, have only taken into account the tex-
tual aspects syntax, vocabulary, coherence and cohesion. Speech
acts were left out because no disparity was found and no prediction
about its effect on comprehensibility could therefore be made, and
the meta-textual aspects of text were left out because they have

not been analysed in detail.

The weight of each textual aspect cannot be determined on the basis
of the results of the disparity study only. Extensive research
will be needed to determine the contribution of each aspect, tex-
tual and meta-textual, to text comprehensibility. The specific con-
tribution of each of these aspects to the comprehensibility of a
given text can only be determined for that specific text, because
the degree in which the different aspects are present in a given
text |is relative. The different aspects are not discrete factors,

they exist on a continuum.

On the basis of the predictions about comprehensibility, the ideal
text for Std 3 L2 children can now be predicted. The method by
which this prediction has been made possible, the disparity analy-
sis, implies that each textbook should ideally be tailored accord-
ing to the average linguistic knowledge of any target group. This
point will be discussed further in Chapter 7. The ideal text,
then, would have the following linguistic characteristics:

% |t contains only syntactic structures which the target group can
process, and new structures are introduced at suitably spaced
intervals.

% \ocabulary used is familiar to the target group and unfamiliar
items are introduced and explained in such a manner that their
meaning becomes clear.

% Locutionary act-illocutionary force combinations which: the
children can interpret are used and any new indirect speech acts
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are introduced in a context that makes their illocutionary force

transparent.

Cohesive elements are easily retrievable and comprehended by the

target group;_the referents of new devices are in the immediate

. 1|ngu!st|c.enV|ronment and can easily be retrieved.

? ﬁelat!onshlps between text elements are made explicit by con-
junctions the meaning of which the target group is familiar
with; new conjunctions are introduced in contexts which make

‘ transparent the logical relationships they signal.

* The argument is well-structured, headings are predictive and re-
Enforced, appropriate overviews and summaries are provided, maln
ideas are explicit and salient, and visual material is,inte-
grated into the text; readers are directed explicitiy to these
conventions, thus facilitating comprehension.

T@e'conclusion about the effect each aspect has on the comprehensi-
bl]fty. of a text converts the model of textual analysis from a de-
§cr|pt3ve instrument to a predictive one. However, further
intensive research is needed to refine the concept that the weight
of e§ch aspect of comprehensibility can be established and to de-
termine the exact role that each aspect, be It meta-textual or tex-
tual, plays in the process of reading comprehension for 2 given
text. Any such extension of the concept of relative weight of meta-
textual and textual aspects falls outside the scope of the present
sFudy,. because it primarily concerns itself with the linguistic
disparity between texts, not with the proctess of reading.

Hh?n tﬁe qisparity analysis was begun there was no reason to expect
th!s findlng- of a counter-balancing of factors from an analytic
point of view. However, by virtue of the fact that the Threshold
comprehenSfbility test was used as an external criterion of text
Fomprehensability, we were able to determine that factors determin-
ing text comprehensibility do counter-balance each other. Although
FhIS was not the aim of this study, it is thought to be a signif-
icant finding, one which could be further researched.

?hi]e 'this cognter-ba]ancing has been well demonstrated, we assume
Its existence is reqgularly recognised by good language teachers.
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CHAPTER 7

CONCLUSION AND RECOMMENDATIONS

will be divided into two main sections, i.e. conclu-

This chapter sl

i the size of the disparity between the English
?;onéng??:; courses and the knowledge of Eng]is@ presupposeg by Fhe
textbooks in Std 3 and recommendations for maqug that- guspafity
smaller and more manageable. The conclusion§ will be divided Into
those about the size of the linguistic disparity between the Eng:
lish taught to these children up to the end of Std 2 anq the Eng
lish used in Std 3 content subject textbo?ks, and conc]u5|9ns ?bogt
the disparity between Std 2 and 3td 3 in otherz .non-]ingU|;t|c
reading skills. The recommendations will be d|V|qed into t ref
sections - linguistic recommendations, gengra! educational recomm
endations and recommendations for the publishing process.

7.1. S!ZE OF THE LINGUISTIC DISPARITY

i i -pra ic force combinations
a No disparity between the speech act Pragmatlc
taughtp by ythe schemes and those used in the textbooks passages

was found to exist.

b The syntactic disparities which were found qiffer according .to
which textbook passage is compared to whlch.language te§ch|ng
scheme. The worst disparity found, a possible 1ncomprehe?5|on of
60% of the sentences, exists when the Fo§ aif passage s cgm;
pared to the syntax taught by MAPEP. This disparity is regarde
as serious because the child encountering such text will not be

able to use it independently for study purposes. The smallest

disparity, a possible incomprehension of 27% of the sentences,
was found when the Hamlyn plant passage was compareq to Fhe syn=
tax taught by Day-by-Day; although much better, this disparity
is also serious. Overall comprehension of suc@ text would depend
on the distribution of the problem sentences in the text..lf the
child can comprehend the sentences preceding §nd fo]l?W1ng the
problematic sentence, he may be able to deduce its meaning from
contextual clues. However, if successive sentences cannot be de-
coded, the child may lose too much information to work out the
overall meaning of the text. Such would probably be the case for
the text in which 60% of the sentences pose comprehension prob-

lems to the average child.

¢ The disparity between the vocabulary taught up to the end of Std
2 and that used in the textbooks is high, ranging between 55,?2
and 38,43 of the words which have not been taught. Whether - this
disparity can be bridged or not depends on how these new words

are introduced and explained in the text.
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The possible incomprehension of the syntax of the sentences in
which the vocabulary is not known adds to the comprehension
problem of the reader.

No disparity was found to exist between the types of cohesive
devices used in the Hamlyn passages and those taught by either
Day-by-Day or  MAPEP, while Fox reveals a disparity in
conjunctive cohesion when compared with either of the schemes,
Most of the logical connectives used in the two Fox passages
will not have been taught by either language teaching scheme.
In other words, when children having done either Day-by-Day or
MAPEP read these passages, they will not comprehend the meaning
of these connectives nor process the correct logical relation-
ship between the propositions, e.g. cause-effect or chronologi-
cal order. Should the text surrounding the connectives already
be incomprehensible due to the syntax and/or the vocabulary, in-
comprehension of the logical connectives will add te the accumu-
lated incomprehensibility of the text. Should the surrounding
text be comprehensible to the reader, on the other hand, he
could infer the meaning of the unknown logical connective.

Cohesive disparity also exists on a second dimension, 1.e. the
proporticnate use of each cohesive device. Both Fox and Hamlyn
make proportionately greater use of lexical and referential
cohesion than the language teaching schemes do in the narrative
texts which were analysed. This disparity can be ascribed to in-
herent differences between narrative and expository texts., Due
to the discussion of one limited topic in an expository text,
more lexical and referentially cohesive ties exist to create co-
hesive networks, whereas narratives contain a wider range of
references to more characters and/or events and therefore do not
create such a network of lexical and referentlially cohesive
ties. This disparity should not affect the comprehension of the
expository texts, as the referential and cohesive ties and de-
vices which are used are taught by both schemes.

The disparity between the use of coherence conventions and the
teaching of these may be the largest disparity, albeit not the
most critical one, discovered in the analysis. Children are not
taught the meaning of conventions such as headings, overviews
and visual material; neither are the children taught to use
these conventions to determine the giobal meaning of a text.

This ignorance of the conventions which structure the expository
text type may lead to a serious incomprehension of the global
meaning of sections and chapters and influence the formation of
concepts and content schemata, which may later lead to incompre-
hension or distortion of other texts or sentences.

At its worst, the disparity picture becomes one of accumulated
stumbling blocks to comprehension of a text when incomprehension
of coherence conventicns have also been added, one which wiil be
extremely difficult to bridge. At best, lack of knowliedge of
coherence conventions hinders comprehension of the global mean-
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ing of a text, but will not deter comprehension of the micro-
structures of the text if the syntax, vocabutary and cohesion

are comprehensible.

7.2. NATURE OF THE NON-LINGUISTIC DISPARITY

Apart from the change of medium from the mother-tongue to English
in Std 3, with its corresponding linguistic disparity, DET Std 3
children also have to cope with other transitions in 5td 3 which
bring about their own disparities for the children to bridge. The
most important of these transitions may well be from the use of
narrative texts to the use of expository texts. This transition
brings with it the need for different background knowiedge, con-
cepts and reading skills than was required of the children by their
narrative reading texts up to the end of Std 2.

The Threshold Project has established that Std 3 children possess
adequate background knowledge or conceptual knowledge for the proc-
essing of the plant reproduction and growth chapter in their gen-
eral science curriculum (Macdonald 1988(a)). This knowledge has
probably helped them to comprehend the plant passage better in the
comprehensibility test also conducted by the Threshold Project,
which has been used as external criterion for the interpretation of
the results of the disparity analysis. It is not known whether Std
3 children possess all the required background knowledge to compre=
hend the air passages, but it would be expected that they do not,.
as these concepts are more abstract and remote from their everyday

experience than those of the plant module.

The Threshold Project found that the Std 3 children when tested in
their mother-tongue could cope very well with the process skills
which were required for the plant reproduction and growth module.
when it comes to fostering these skills in the classroom, however,
two problems arise. Firstly the children have to cope with ' the
handicap of a second language in which they may not be fluent
enough to express their thinking. Secondly the classroom culture of
one-word answers to questions testing recall of factual questions
does not provide exercise in the use and development of procsss

skills {(Macdonald 1988(a)). -

Another area of possible cause of disparity 1is that of reading
skills. Chall (1983) proposes a model whereby reading development
is classified into three stages. {n the first stage the child
jearns to associate an arbitrary set of letters to corresponding
parts of spoken words. He Jearns what the letters are for, in other
words he learns the mechanical process of reading. In the second
stage the child discovers that the spoken word consists of a finite
number of sounds. He consolidates stage one learning and gains
fluency and speed. While he learns to reach this stage of
automaticity, the child can only read about familiar contexts and
situations. In the third stage of reading the child can start to
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read about unfamiliar topl i
) pics with the purpose of learning f
?:xté bec§use the decoding process does not occupy all his prgce;‘:T
stggeap:E;:Z a?ymgfe. Content subject textbooks would represent
eading material. The child can only come
) : to st
;2;:e ;f the previous stages have been reached, but ythis devZI:gf
. a?S nﬁt the only prerequisite for reaching stage three. The
informatign a:n;o knowheno?gh vocabulary, concepts . and background
reach a level of cognitive maturit
comprehend stage three texts (Macdonald 1988:4-5). Y before he can

?e;iﬁE of reading material in the environment when the child is

ot t;ng to read may inhibit his reading development, causing him

Subjectreigzt;tage threﬁ. Before a child can comprehend content
ooks suc as those used in Std 3, it is i :

that the child reaches the thi » b 18 jmperative

ird stage of readin A readi
opment deficiency, such as the fail 9. eading devel-
: ure to reach stage thr -
fore has the potential to mak . . g ee, there

; e the disparity which th -

experiences even greater than already descr?bed. ¢ Std 3 child

7.3. LINGUISTIC RECOMMENDATIONS

?2comg??d:;|ons to the authors of lanquage teaching schemes regard-
g e textual aspects will be discussed before the recommen-

7.3.1. Recommendations
t
ook ¢ authors of ELT schemes and content text-

0 . .
cgmm::zeza:;sto:hthe syntactic analysis in section 4.2.2, it is re-
a e authors of teaching schemes sh
h ould try ¢t
e " y to cover
theymizieas possible of Fhe following syntactic structures, because
commonly used in the expository passages. Further analy-

sis of more expository pa
ssages ma
to add to this 1ist. P g y well reveal further structures

a simple sentences, e.qg. The roots drink water.

b impe ati es it de] i
I in the
! . v W Il eted sub ects, e-g. Put the pape
c Simp]e VF Consistin
. ¥ g of verb Oof AUX t V, e-g. SW.T:HT, have

d simple NP, consisti
ng of
the box. g of noun or noun + PP, e.g. dog, dog in

e co-ordinated sentences
two weeks. sy €.9. Plant the bean and watch it for

f Wh clause, e.g What happens to the air?

g Yes/No gquestion with S- i :
upwards? AUX invers ton, e.g. Does warm air move

h : ,
relative clause, e.g. Dogs which have rabies are dangerous.

-101-




The boy says that he must

i finite complement of verbgroup, €.g.
go.

j finite subject, e.g.
mals is important.

k finite complement of noun, e.g. Tha fact that beans are
dicotyledons means that their cotyledons grow up above the
ground.

1 finite complement of adje

not been chosen.
non-finite/finite adverbial at the beginning and/or at the end

That the farmers have water for their ani-

ctive, e.g. he seemed angry that he had

m
of a sentence, e.g. Hold the paper above the candle while it is
burning.

n non-finite complement of verbgroup, €.g. He has agreed to do his

homework.
o non-finite subject, e.g. Running fast makes you tired,

p non-finite complement of noun, e.g. Our asking to be let off

early was a bad idea.

non-finite postmodifier within NP, e.g. A book for you to read.

r non-finite complement of adjective, e.g. The girl is happy to
catch the bus.

s non-finite complement of preposition,
leaving them on the bus.

e.g. She lost her books by

The authors of schemes must also take care in grading the struc-
tures they teach, so that each structure is built on the previous
ones. It is recommended that they start with a simple sentence and
progressively show how it can be made more complex. For example,
the sentence The man waters the flowers could be expanded by adding
an asyndetic relative clause, for example, The man waters the flow-
ers in the garden, and a finite adverbial as follows, The man wa-

ters the flowers in the garden because it is dry.

The different locutionary act-illocutionary force combinations used

in English should be covered so that children are prepared to in-

terpret both written and spoken discourse. The djfferent combina-

tions which should be taught are the following:

a direct assertives, directives, commissives, expressives and de-
claratives

b question directives

tives
¢ need directives which have the force of imperative directives

d question directives which have the force of commissives
e imbedded imperative directives which have the force of

ative directives
f assertives which have the force of imperative directives

which have the force of imperative direc-

imper-

The authors should know what the language-across-the-curriculum
needs of the children will be in later years and use this knowledge
to teach them as much of the vocabulary as possible in familiar and
interesting contexts such as narratives and class discussions. Vo-
cabulary should be introduced in thematic clusters to facilitate
the forming of schemata. Palma and Myer (1988) suggest a process of
oral vocabulary teaching which entails five steps, i.e. repetition
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for s?ecific purposes, passive recognition, active identification
imitation and use in novel communication. Should such a teachin,
m?thod be adopted when writing content subject text, its interac?
tive .nature will result in text different From, the cerdinar
expository text found in current textbooks. !

Attention shouid.be paid to all cohesive devices, not only to ref-

erence and Jlexical cohesion. The teaching of logical connectives

:sp§Cial]y shoglg play an important part in the teaching of these

Fﬁxéi?gﬁ o;tthls ;Is? important that the children are taught the
e cohesive devices, that they can be

sense of a difficult text. ’ ! used to meke

The _same .recommendation has to be made regarding coherence con-
ventions, i.e. predictive and reinforced headings, the use of over-
views and §ummaries, the structure of paragraphs and especially the
use of easa]y.retrievab]e and salient main ideas and the use of
v:su§1 material. The children should be taught to use these con-
ventions as well as to attend to them, so that the use of such con-
ventions in a text can help them to determine global meaning of
that te§t. Discussion of these conventions will also help the child
to ?Ulld textual schemata which will make comprehension of
expository text easier {Marland 1978:165).

The specimen science materials developed by the Threshold Project
|?corporat§ Fhis recommendation and use expository content in exer-
cises explicitly teaching coherence conventions such as identifyin

and ordering main ideas {cf. Appendix 8). T

Duro;alye (1974:210) criticises mother-tongue speakers of English
writing textbooks for first or second Jlanguage Nigerian children
f0f _not having determined a suitable level of lanquage. The same
criticism could be levelled against writers of educational text-
books. for the South African context. Books written for L1 are
§omet|mes used for L2 children without change, or these books are
lnadequate]y simplified according to mechanical readability formu-
lae, sometimes resulting in text even less comprehensible to the L2
Eeader than the original text would have been {Wegerhoff 1981:21).
]!ose.cogtact with the target group and intimate knowledge of their
inguistic _a?d meta-textual competencies are therefore regarded as
the most critical attributes any textbook writer should possess
It. is of the utmost import that the textbook writer should kno&
:giina:tgzctures and conventions his target group has internalised,
ese structures i i i
T conprenens b1 11ty can be used and built uponr, ensuring maxi-

Regarding the syntactic structures used in his text, the author
should use the simplest possible ones, and keep to those he knows
they can comprehend. New structures should be introduced sparingl

and only when equivalent structures are not known. s

He should also take cognisance of the vocabulary his target group

alge?dy possesses and use familiar words in his text. When new vo-
cabulary Iitems have to be introduced they must be explained
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clearly, making optimal use of the bacggfound kn?wledge Fhe ;:3:$;?
possess to draw analogies. When expiaining tefmlnolog¥]|n Jovere!
sentences, the main idea should be stated first, fg owetl ydif-
planatory detail sentences, e.g. The locust hopper is par g -
ferent from the adult. The hopper hatches from the egg. The cpp
does not have wings or reproductive organs. (Rogan 1979:39).

Text which 1s cohesive and coherent is more comprehens!ble thaz
text which is not. The textbook author must therefore write tﬁx-
which 1is cohesive, and make sure that t@e referents for th? co e]
sive elements are easily retrievable. It Is bgst to make ggigz_
relations explicit through the use ?f connectives. Howeve;, tde 2u”
thor once again must use those whlch.the children are a re:ty e
miliar with. If he uses connectives which have not been taught,
relationship those connectives express must be made transparant.

The author must also make use of coherence conventions to makz h!f
text easier to process, but he must be careful to use comgre 3:?;-
ble syntax, vocabulary, cohesion and p§ragraph structu;: when ing
ing headings, overviews and summaries 'etc. ) en g Ing
instructions or asking questions, 1nd|V|d9a1 instructions. ane
questions will avoid confusion. For example, instead of using he
following sentence: How do chickens reproduce and wha# happ:nit 0
make sure that as many eggs as possible hatch and grow into adu ;.
it can be divided into the following three sentences: Howd z
chickens reproduce? How does the hen protect the eggs? How doe
the hen protect her chicks? (Rogan 1979:39).

It is suggested that people be allgwed into expository z::z t;Z
agents or grammatical subjects, s!mulatlng the n?rrative £
children are more familiar with. This may result. in longer ethé
but will simultaneously make ideas more explicit and reduce "
burden of information processing {(Perera 19@6:62). Perera sgg?gst:
using characters such as children to interytew content specna];?n_
who can explain concepts rather than expository paragraphs exp

ing the same content out of context.

Should the suggestions given thus far be iqcorporated in ?ne tizgz
book, it should be clear that such a text will not rese@?]eb omore
nary expository textbooks as we kn?w them. T@ey wi ei ore
interactive by nature, requiring the chl]dren to write, answ oo
comment on the work in a workbook-1ike textbook. Such wor oore
would then be personal and meaningful SSgtton‘197k:4h),. even mown
so if they could be used in juxtap05|t!on wlth the chl}dren(z ore
writing on direct observation and creative interpretation ar

1974:81).

It has been argued that it would be more ?roductive to te:ch t:?
children to come to terms with the more difficult langgage o texse
books in the English class (Perera 1986:63)..H9wever, in the ca

of these black Std 3 children the disparities they have to ?ope
with have become so enormous that teaching them more.language alone
is not feasible. The authors of the textbooks they_wlll have to use
in later years will have to contribute to the closing of the chasm.
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Other recommendations which could serve to diminish the disparity
between Std 2 and Std 3 will be discussed in the next section.

7.-4. NON-LINGUISTIC RECOMMENDATIONS

Writers of English language teaching schemes should be au fait with
the content the children will have to be able to deal with when us-
ing English as a medium, and adapt their courses to include topics
which will cater for the language-across-the-curriculum needs of
these children in later years. They should cover more expository
topics in their narratives, thereby equipping the children with the
necessary vocabulary, background schemata and concepts for coping
with the content subjects from Std 3 onwards.

It has been argued that the use of bilingual education when intro-
ducing expository content which will be dealt with In later vyears,
will maximally develop both the concepts and English proficiency
during the Lower Primary phase (Macdonald 1988, Palma & Myer 1988,
Saville-Troike 1984). Palma and Myer (1988) suggest that the best
way to learn a language is to teach expository content through that
medium, while Saville-Troike reports better concept formation when
the concepts are discussed in the mother-tongue {1984:216).
Macdonald enriches the concept by including the teaching of process
skills. She argues that concepts and process skills should be de-
veloped in the mother tongue and the medium language. In such a
curriculum design both languages should carry a rich load of
across-the-curriculum learning in addition to the language-specific
characteristics which should be mastered (1989:94),

Coupling characteristics of such a curriculum will also be the di-
versification of instruction by using more reading material and
special training of teachers to cope with the new educational de-
mands they will be faced with.

More and diverse reading material will have to be provided in order
to help the children to develop rich vocabulary, background know-

ledge, concepts and cognitive skills. This material will complement
textbook wuse and enhance the learning experience of the children
(Overman 1987:30). it will also enable the children to develop to

the third stage of reading which they have to reach in order to
read to learn in Std 3 (Chall 1983).

Teachers should be trained to be aware of the special language
needs of the content subjects the children will have to follow in
later years, so that they can prepare the children to cope with the
content subject language demands which will be made on them
(Marland 1978:93). Teachers should also be trained to cope with the
changes in classroom ‘culture' which a more process-oriented and
interactive teaching style will necessitate (Macdonald 1988).

..105-

I



7.5. RECOMMENDATIONS SPECIFICALLY DIRECTED TO PUBLISHERS

The importance of the contributions meta-textual and textual as-
pects make towards the comprehensibility of a text have been
discussed in this study (cf. Figure 2.1). The meta-textual aspects
of legibility, the psychological-cultural aspects and the aspects
concerning the actual use of the textbook in the c¢lassroom have
been discussed briefly, while the textual aspects speech acts, syn-
tax, vocabulary, cohesion and coherence have been discussed in more
detail. | believe that the insights gained during this study can
best be put to use by dissemination of this information to publish-
ers. This section will therefore propose a manner of publishing
textbooks which is thought to be capable of producing textbooks
which will be optimally readable to the children they are pre-
scribed for. This method of publishing is not only for textbooks to
be published for the L2 black child, but can be followed with
fruitful results for any target group of an eduactional textbook.

The method of publishing to be proposed includes all the aspects of
textual analysis which were included in the model to be used for

analysing textbooks.

When publishers want to £i11 a need for a textbook in a specific
area, they should compose a panel of the following specialists:

a A legibility specialist (lay-out, design etc.)

b A (cognitive) developmental psychologist

¢ A teacher teaching the target group and subject

d A content specialist

e A(n) (applied) 1inguist

The writing process will then proceed as follows:

a The content specialist, teacher and developmental psychologist
reach agreement on what the children's background knowledge,
cultural background and cognitive devlopmental level is.

b The content specialist writes his text.

¢ The draft text then goes to the linguist who edits the language
to make it comprehensible without editing the content.

d The panel collaborates to check the feasibility of the draft.

e The draft goes to the legibility specialist who does the lay-out
and makes sure the text [s optimally legible.

f The teacher pilots the textbook draft and recommends possibie
changes which are incorporated if feasible,
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g The textbook is published and/or submi
; itt R
lection committee. ed to a textbook se

[ am aware of the cost involved in such a proj

the ul?imate comprehensibility of the resu]tiﬁg J::;;bzgi f?:] ;:2;
more Important if it will maximise learning in and out of the
classroom from educational textbooks. The disparity between Std 2
and Std 3 gnoF only linguistically) is so enormous that it will be
extremely difficult to cross. It is therefore of the utmost import
to make as many aspects as possible easier to cope with. P
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ADDENDUM 1: FURTHER ANALYSIS OF CONTENT SUBJECT TEXTBOOKS

The disparity analysis has determined the extent of the linguistic dis-
parity between the ideal English competence of a child having taken an
English (ESL) Tlanguage teaching scheme from Grade 2 to Std 2 and the
competence required of the child by content subject textbooks in Std 3.

An innovative model for textual analysis was developed and used to ana-
lyse two ESL schemes and two Std 3 General Science textbooks. The two
ESL schemes analysed were MAPEP and Day-by-Day, which were the most
fully developed English teaching packages available when the study was
started in 1987. The two English Science textbooks were chosen from the
results of a c-test, which showed that they were the most comprehensible
of the available textbooks. One of the texts (Hamlyn et al) was clearly
written with ESL readers in mind, and the other (Fox et al) was more ob-
viously written with mother-tongue users in mind.

As a result of this disparity analysis, the linguistic probiems a child
with an ideal MAPEP or Day-by-Day English competence would have with
each of the textbooks could be summarised. The question arose, however,
whether these problems were generalisable across all Std 3 content sub-
Ject textbooks. This addendum will investigate the question whether ai)
content subject textbooks, i.e. General Science, Health Education, His-
tory and Geography textbooks for Std 3 present children with linguistic
comprehension difficulties similar to those established by the disparity
analysis.

This addendum will be divided into three main sections as follows:
a. Summary of the results of the original disparity analysis.

b. Results of an analysis of two Health Education, History and Ge-
ography textbooks prescribed for Std Br

¢. Discussion of comparison of the two sets of results,

The comparison of the two sets of analysis results will determine
whether the comprehension difficulties posed by the Science texts are
general problems to be found in all Std 3 content subject textbooks.

A, RESULTS OF ORIGINAL DISPARITY ANALYS{S

The results of the disparities analysis can best be summarised Iin the
same terms as used for the analysis iteself, i.e.

Cross-sentential aspects
Coherence
Cohesion

_— ik e
- P
[ S



2. Intrasentential aspects
2.1 Speech acts

2.2 Syntax

2.3 Vocabulary

1. CROSS-SENTENTIAL ASPECTS

1.1 COHERENCE

The disparity between the coherence conventions useq in tEe tex;bogt;
and those used in the schemes s rather lgrge, mainly ecaus ohe
schemes do not prepare the children for expos:tory text convent;znsCh]]_
guately. Day~by-Day has incorporated no expo§|tory text fort zf e
dren to practise on. MAPEP has inc!uqed very little, and no Sroghe
running expository text type found in the text?ooks. As a res s;ruc-
chlidren are not prepared for or taught the meaning of expository e
ture, including predictive and reinforced headings, ovefv;ews,labe]s
ideas, illustrations or order. MAPEP does,.hoyever, use pic :re -
to a limited extent and Day-by-Day uses preda?tlve headings or il
stories Iin ‘their readers. it is a great pity that the schemi; ST
prepare their children better for the coherence coqventlons in d:tracts
texthbooks, not because a lack of knowlege about its aspe;ts decracts
from comprehension, but because knowl?dge of them helps the re2 3
make sense of an otherwise incomprehensible text {cf. section 5.2.3).

1.2 COHESION

Day-by-Day teaches the widest variety of cohesive elements wheq :::ioﬁ:o
schemes are compared. Selective elements of feference, ¢oh ju MAPEQ
substitution and ellipsis are taught or used in Day-by-Day. A
teaches and uses a different set of eiements, and does not use Er act
substitution at all. However, both textbooks use a greater nﬁm eronom‘
variety even than Day-by-Day teaches.' FOf example, Fox uses ; ?npgither
inal possessive referential its wh|ch.|s not taught or used |  oieher
scheme. Fox also uses a number of addit|ve,,causal. and. tempors B
junctions in its two passages which the Std 3 child ylll not aYT e i
countered in his ESL scheme. The disparity for Hamlyn is much sma ?rf
only one inverted causal conjunction, i.e. because is not taught {(cf.
sections 5.1.1.C and 5.1.2.C).

2. INTRASENTENT AL ASPECTS

2.1 SPEECH ACTS

No disparity was found between the locutionary act-iilocutionary f;rce
combinations used in the schemes and those u§ed.by the textbooks: hg;_
ing the three years, MAPEP and Day-by-Bay indirectly teach their chi

-2 -

dren to interpret statements, directives and commissives. |n fact, the
schemes teach a wider variety of speech acts than is used in any of the
Science texts.

2.2 SYNTAX

Different levels of syntactic disparity were determined in an attempt to
indicate the complexity of the problem. Firstly the text was compared
to the scheme to determine the percentage of unknown syntactic struc-
tures used in the textbook Passage. Added to this was the percentage of
unknown grammatical elements used in that text. Thirdly those struc-
tures which could possibly pose a comprehension problem due to the fact
that they had not been repeatedly revised or because it is an inherently
difficult structure were cumulatively added to the previous two. Lastly
a practical adjustment was made in an attempt to indicate the reality of
the children's comprehension problems. Threshold discovered with one of
its tests (cf. English Language Skills Evaluation Report) that children
could not all comprehend and/or use Wh-questions adequately, although
they are taught and used repeatedly by both MAPEP and Day-by-Day,
Thus, to indicate that the children may in fact have even bigger prob-
lems than indicated by the analysis which was used as an ideal compe-
tence basis, Wh-questions were cumulatively added to the possible
problem category. The last two levels were divided into the percentages
of sentences which should pose no problems, those which could possibly
pose comprehension problems and a percentage of sentences with so many
potential comprehension difficulties that they were categorised as seri-
ous probliem sentences. '

The syntactic disparity between schemes and textbooks is generally
higher for MAPEP than for Day-by-Day children and for the Fox texts than
for the Hamlyn passages. The biggest disparity seems to lie between the
Fox air passage and MAPEP, and the lowest disparity seems to }ie between
the Hamlyn plant text and Day-by-Day. The results for these comparisons
are given in Table 1 below:

UNENOWN UNKNOWN POSSIBLE WH~-QUESTIONS SERIQUS
STRUCTURES ELEMENTS PROBLEMS PROBLEMS

Fox vs MAPEP

Hamlyn wvs
Day~by-Day
5.% 21% 27% 27% 10%

Table 1: Results for syntactic disparity



2.3 VOCABULARY
) a much
MAPEP teaches fewer words than Day-by-Day. In fact, MAPEP zEO:SDa -by-
higher vocabulary disparity with all four textl?ook passages ? tsy 25— 3 our Cllmate
Day does. For example, Day-by-Day compared with the Hamlyn pdant pthe -
' ! : i re o
arity of 38,4%, while MAPEP compa »
sage has a vocabulary d;sz - zocabui;ry ,d'l spar i ty of 53, 1%. What do you lhink of when people talk about climate? 1. Look at the parts which are shaded darkly. These are the
same textbook passage shows Did you think about how hct or how cold it is? Knowing how W?‘:?ESI parlsf. Lr_:oi; ﬁl.m; map kety ;0 find out haw many
. .. , N - i : - tres of rain fall in these wet places.
T rities is quite hot or cold the air becomes in summer and winter is an miime
The comparison between the syntactic and vocabulary di SF]’a t assa : was impertant part of understanding our climate. 2. The map key shows the colour used for the driest places.
interesting. The combination Day-by-Day and Hamlyn P L : the Perhaps you think about rain when you think about climate. Which parts of South Alrica are very dry, with little rain?
shown to have the smallest syntactic disparity, and it aiso has u Knowing how much rain falls and when it usually fails is aiso How many millimetres of rain fail in these dry places?
bulary disparity. The combination MAPEP and Fox air pas- { an important part of understanding our ciimate. 3. On this map find where you live. Can you use the map
smallest vocabulary . ic di rit and the second key to find out how much rain usually falls where you
sage was shown to have the highest syntactic disparity . live?
i ' lary disparity. Rainfall

highest vocabulary P ' | o | P b o ]

f that a text like the Fox air passage would be very demanding gmixiﬁ map that shows how much rain usually fails in 1. Which side of South Africa: receives tha highest
The a:IEEP : 14 both the syntax and vocabulary levels may unduly ! ou ficas rainfail? fs it the western side or the eastern side?

cni on N . | . ;

Zg;‘pgu:d the comprehension problems such a child experiences. 2. Which of these two sentences is true?

(a} Rainfail increases from west to east.
{b) Rainfall increases from east 1o west.
3. Which of these sentences is true?
(a} The Atlantic coast is dry.
(B) Much rain fails in the Drakensberg.
(c) Half of South Africa receives iess than 500
mitlimetres of rain.

B. RESULTS OF FURTHER ANALYSIS OF CONTENT SUBJECT TEXTBOOKS. Law:\

i h Education, History and Ge-
he results of the analysis of the Hea]t :
Zg:aphy textbooks will also be summarised in the same categories as used

in the original disparities analysis.

- Moere 1han 1000 mm

o 500-1000m
e % it IN WHICH SEASONS DOES RAIN FALL?
1. CROSS-SENTENTIJAL ASPECTS RAIN ™7 Less than 125 mm Most parts of South Africa receive their rain in summer.
s The south-western parts of South Africa recaive their rain in
1.1 COHERENCE e The so ‘
i i i tent subject textbooks ana- 8
The coherence conventions used in the six conten ]

lysed for this secondary study correspond tg those found in the science
texts analysed for the original study, as will be shown below.

Organisation of content

Several examples of illogical ordefing were found in the bgokscisokgg
at, such as that found in the population chapter of Geog;?p.y LB
Fun. The heading of that chapter is ''The peop]e_of ?outh r;;a. -
does look at where different groups of peoPle live in South rica,
wildlife and its conservation is discussed in the same chapter.

An ordering problem on a different level is found in Geography in A?tzon | (2] wnree e T s e i
(see reduced copy of pp. 18, 19 below). In these two pages two qeflzft: ] e st e e
i i it i t always clear in whic
blems can be found., Firstly it is no : ' h | —

g:ﬂ:ﬁ ! :ge"g:xt columns have to be read; which is text and which is la Look for a region on these two maps in which rain falls in ‘;fvekifz?vrnnzgac:rt‘l?;:‘e;lr]i tv;ﬂi;h::g;;:;r;gg ;nc:r::‘t”::g:r;i o
bel? Secondly p.19 contains three maps. The text reads ''Look for a re; both summer and winter. ow _

: . i i i i er an

i in which the rain falls in both summ

gion on these two maps

2. In which season the rain falls: summer or winter—or toth.

-

winter." Apart from the fact that it is not clear which two dog tTi
three maps are referred to, map A is an overlay of maps B.an . s |
seems illogical to use a map which is the answer to the questions as |

immediately below it on the same page.

For you to do

1. From the maps on this page find out in which
season most rain falls in

Mmabatho Ulundi Thohoyandou  Cape Town

Pretaria Umtata  Durban George

2. Which season was most aften given as the answer
in question 1? Why do you think that season was

named so often?

WINTER

17| w;;zmt 3. Find the place on the map whers you live. In which

season does most rain fall thera?




I!I I
Main ideas in a paragraph Overviews
Although most main ideas are clear, if not salient, the main ideas of The textbook )
some paragraphs are obscure, and have to De inferred. They also are not cha ter: ooks analysed contain few overviews or organisers introducing
always contained in the first sentences of paragraphs. ] P or parts thereof. History can be fun {p.22) contains a rather
engthy introductory overview of the chapter. As found in the main
Main ldeas in paragraphs are mostly not made saljent within the sur- ;;SSZ; zowever, Fh? syntax_might be too complex for the children to un-
rounding text, but are easily retrievable. However, three problems tain nf. Additionally it may be difficult for the Std 3 child to re-
identified in the main analysis were also found in the additional texts of : tramiwork of the whole chapter in his head. Therefore overviews
analysed. | g rts of chapters may be Preferab!e, such as that found in Geography
! can be fun (p.3) where the children are told that they will make a

Some examples of impoverished text were found, e.g. p.35 in Health Edu- j weather chart to begin the topic of weather.

cation in Action: .
Sgwsyer, as found in the original study, overviews - of chapters or
The kidneys . ]azklons - are not oft?n used. Most chapters looked at were found to
The two kidneys remove liquid waste | any type of overview or advance organiser.
from the blood. They are dark red in | 1.2
colour and about the size of the palm of . COHES | ON
your hand. - .
?;mll;r CgE@s!on elements as those found in the science texts were found
They are bean-shaped. ot e a !tlon§? texts. The results of the cohesion analysis of these
i g;e g;veq in Tables 2 to 5 below. These tables indicate only the
This exposition covers two topics in the first paragraph and adds an- ! tzzt's an:?y:?;ve ties found in the texts, not detailed accounts of each

other contained in one sentence as a second paragraph. it might be bet-
ter understood if the content were re-arranged and some points

embel | ished upon, e.g. |
Everybody has two kidneys. ‘ P}ural proncminal head: they
Single proncminal head: he
What does a kidney look like? Single neuter pronominal head: ' it
A kidney is bean-shaped. It is as big gom}nal possessive dE%Ctic: our
as the palm of your hand and it is red ominal possessive deictic: your
in colour. Singular neuter pronominal possessive deictic: its
p1 . themselves
What does a kidney do? ural nominal possessive head: them
Kidneys have a very impertant job in Plural nominal possessive deictic: their
your body. They remove liquid waste o _
from the blood. Definite article, nominal deictic: the
Singular near demonstrative, nominal deictic: this
Reinforced and predictive headings ) Plural near demonstrative, nominal deictic: these
Near demonstrative, head: here
Most headings are predictive, as was found in the original study. Those Plural far demonstrative, nominal deictic: those
headings that are not predictive are so either because the vocabulary or e ] o
is unknown to the child, or be- omparative deictic: s0

syntactic structure used in the heading

cause the content is not of the topic that was predicted by the heading.

Examples of a too complex heading would be What would happen if the Tab1
earth did not rotate (Geography can be fun, p.3) and Colosseum (History able 2: Types of reference found in the texts
can be Fun, p.106). The heading Where do people live {Geography can be
Fun p.104) 1s not directly predictive of the discussion of the concept

of density of popuiation which follows it.

e headings are
the

Although most headings are reinforced, only about half th
reinforced immediately in the first paragraph immediately following

heading.




l 2.2 SYNTAX

Reversed causal: because Syntactic analysis of the first ten sentences of each of the supplemen-
General causal: sO tary texts showed that the difference in disparity results for Day-by-

_ i Day and MAPEP were not as drastic as they were for the main analysis.
Simple sequential temporal: now frer This may be due to the limited number of sentences analysed or the type
Simple correlative: as soon as, a of language used in the supplementary texts. Consequently, only the re-
Emphatic adversative: nowever sults for the Day-by-Day dispartiy is given in Table 6 below. MAPEP was
Simple conditional: if analysed to have four more problem sentences in all.

Simple additive: as well as

lificatory: Because the supplementary texts are not interactive in the way that the
Apposition, exemplifi g

science texts are, they do not contain the same high percentage of
WH-questions. These questions were therefore left out when the syntax
of the supplementary texts was analysed.

for example, like, such as

Table 6 contains four columns of data. The first column indicates the
. ber of sentences (maximum 10) which were analysed to pose no poten-
- i d in the texts num C . S

Table 3: Types of conjunctions foun tial comprehension problems for the Std 3 puplil having done Day-by-Day.
The second column indicates the number of sentences in each text which
contain structures or items which wil) not have been taught by Day-by-
Day. The third column indicates the number of sentences in each text
. which might pose comprehensibility problems to the aforementioned pupils
. : 9 bute: so | . :

Nominal substitution for attribu due to untaught structures and items or structures which have not been
3 revised regularly or which are inherently difficult. Column four indi-
cates the number of sentences which may pose serious comprehension prob-

iems.
Table 4: Types of substitution found in the texts |
|
No problem Untaught Possible Serious
Toiiaal BITIpEi) Witk deiEtic S |HEd ; Structures problems Problems
. . : i hea
Nominal ellipsis, with numerative as . : ;
Verbal ellipsis, with partial lexical elllpsii. . : s::g;:fhy in Action ) " i 3
: : : iti ellipsis i
Clausal ellipsis, with total propositional P Population 6 4 7 6
Geography can be Fun
Weather 7 3 3 0
; { i texts
Table 5: Types of Ellipsis found in the te Population 4 6 6 3
History in Action
Blacks 2 8 9 6
2. INTRASENTENT |AL ASPECTS Romans 6 4 8 4
History can be Fun
Blacks 8 2 10 1
2.1 SPEECH ACTS Romans 7 3 4 1
The science texts, being of an interactive nature, contained many direc- g::i:h Education in Action , Z 5 0
i es. The History, Geography and Health Education texts, how
tive sentences. E They contain facts Organs 7 3 5 3

i i i tal nature.
ever are not of interactive or experimen " . -
presénted to the children and small SEFtlonS ws;? guestions fo;h;:: flealt
children to test their comprehension. As with the science teth’h']dr e gones 7 ; : :
contain no locutionary act-illocutionary force combinations the chi e

have not been taught in the ESL schemes Day-by-Day and MAPEP.

Health Education can be Fun

~J
Ly
=N
Lue

Table 6: Syntactic disparity of supplementary texts




When comparing these results with the results of the syntat|cf :asga;;::
results of the main report, the results for.the two sets of tex e
point to a large percenage of syntactic stumbling blo?ks to compr

sion which confronts the Std 3 Day-by-Day or MAPEP child.

2.3 VOCABULARY

nalysis of the vocabulary used in the supplementary texts, a
zg;plzhzf ?00 zords from each text was compareg to the vocabulﬁrz t::g?;
in Day-by-Day and MAPEP. In the main stgdy it was found tFathe e
consistently showed a greater disparity with the vocabulary oMAPEP e
ence texts. The reason for this finding may be the fact that Ll
not provide a full, concise list of v9cabu!ary taught. When t : i
tendency was found for the vocabulary .d|spar1ty between GTogragiZ o
Action and the two schemes, it was decided to use the vocabulary hz i
ity figures for the supplementary texts and the v?cabu]ar¥ E?ug7 be!
Day-by~Day only. The results of these analyses are given In Ta znknown
low. The percentages given represent the percgntage known c; nknow?
(i.e. taught by Day-by-Day or not) vocabulary items per hundred wo

text.

Known Unknown

i i i ’ 85% 15%

Geography in Action Climate
e Population 66% 34%
i i 0% 40%

i in Action Blacks 6

Hhesory Romans 81% 19%
Health Education in Action Bones 61% 39%
Organs 60% 31%
i 85% 15%

Gecgraphy can be Fun Climate
e Population 77% 23%
69% 31%

istory can be Fun Blacks
o d Romans 72% 28%
Health Education can be Fun Bones 70% 30%
Organs 65% 35%

Table 7: Vocabulary disparity between Day-by-Day and
supplementary texts

No definite trends can be identified. Not one series of textbook can be

said to have consistently more unfamiliar voca?u!ary, neither can one
topic be said to intrinsically require more unfamiliar
any other topic.

vocabulary than

The average disparity between the vocabulary of the supplementary texts
and that taught by the scheme is lower than that found in the main
study. This can be attributed to the diminished size of the sample ana-
lysed. The very high vocabulary disparity found for the science texts
may also have been a function of the subject-specific terminology used
in these texts. The language used for Geography, History and Health Ed-
ucation is not so subject-specific.

Although the disparity is smaller, it is still unreasonably large.

C. DISCUSSION OF COMPARISON OF THE TWO SETS OF RESULTS

The results of the analysis of the supplementary texts show that the
linguistic comprehensibility problems found to exist for the Std 3 Day-
by-Day or MAPEP pupil, would exist for that child when reading any of
his content subject textbooks.

The coherence conventions which were used in the science texts, were
found in the supplementary texts. These will not hinder comprehension,
as mentioned before, but knowledge of them could help the child to make
better sense of an otherwise incomprehensible text.

As with the science texts, the supplementary texts were found to use 3
far greater variety of cohesive elements than is taught in either Day-
by-Day or MAPEP. This means that Std 3 pupils reading these texts may
not be able to identify all the antecedents for referents and substi-
tutions, fill in all ellided phrases and clauses or comprehend the se-
mantic relationships signalled by the different conjunctions, which may
reduce their comprehension of these texts considerably.

The syntax used in the supplementary texts would, as with the science
texts, compound the comprehensibility problem created by the lack of
knowledge of cohesion elements. This comprehensibility problem is fur-
ther aggravated by a high incidence of vocabulary items which may be un-
familiar to the child.

Should one of these types of incomprehensibility confront a reader,
knowledge of the other linguistic textual aspects can stjll help that
reader to make sense of such a text. The reader in question, however,
when confronted with his Std 3 content subject textbook, is faced with
such an overwhelming variety of linguistic stumbling blocks to compre-
hension, that these textbooks may seem completely unuseable to him as an
independent learner.

On the other hand, if the text s not linguistically too complex for the
child to understand, he may be faced with impoverished text which does
not spell out the relfationships existing between parts of the content,
and which may lead to the forming of deficient concepts (cf. Health Ed-
ucation in Action, p.95).

The question asked at the beginning of this addendum was whether the
problems which were identified to exist in the science texts could also
be found in other content subject textbooks. On the basis of the analy-
sis of the six textbooks used for this addendum, it does seem that these

_1'[_
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problems are universally present in the content subject textbooks pre-

scribed or recommended for the Std 3 pupils under the administration of

the DET.

- 12 -
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APPENDIX 3: VISUAL DEMONSTRATION OF IMPACT OF UNKNOWN VOCABULARY
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APPENDIX 5: SYNTACTIC STRUCTURES AND ELEMENTS IN TEXTBOOK PASSAGES

Structures used in Hamlyn, Rogan and Rogan: plant reproduction passaqge

These lists contain the syntactic structures used in the four
180-sentence textbook passages which were analysed. The numbers indicate
the sentence in which the specific structure occurs. A shortened ver-
sion of these 1ists, Table 4.3, can be found in section 4.2.2.

Non-finite verbgroup complement (group 1): 1, 11, 46, 62, €8, 71, 74,
78
Non-finite verbgroup complement (group 2): 28, 34
Non-finite adverbial: 79, 92
Finite verbgroup complement: 27 if, 68 0
Finite adverbial: 1, 46, 62, 68, 78
Subordinating conjunctions: 1 when, 27 if, 46 when, 62 after, 68 when,
78 when
Relative clause: 38 which, 54 which
Wh-questions: 10 what (S), 11 which + NOM, 12 which + NOM, 37 how,
47 what (S), 48 which + NOM, 49 which + NOM, 53 how,
63 what (S}, 64 which + NOM, 65 which + NOM, 79 what (0),
90 what (S), 91 what (S)
Yes/No questions: 18 DO, 29 AUX, 32 DO, 50 DO, 57 DO, 66 DO, 67 DO,
89 DO, 92 DO .
Coordinated sentences: 17 and, 87 and
Coordinated phrases: 3 and, 13 and, 14 and, 17 and, 30 and, 35 and,
k2 and, 54 and, 58 and, 78 and, 80 and, 93 and,
98 and
Participle phrases - present: 30

Discourse markers: 74 then

Object complement: 21, 24, 34, 94, 95

Passive verbgroup: 2, 6, 20, 38, 54
Asyndetic coordination: 3, 13, 38, 54, 80, 93
Asyndetic subordination: 68 that

Structures used in Ham!yn, Rogan and Rogan: air compression passage

Non-finite verbgroup complement (group 1): 6, 23, 48, 57, 78, 85, 93
Non-finite verbgroup complement (group 2): 1, 21, 60, 64, 79, 84
Non-finite complement of adjective in AP: 72
Non-finite complement of preposition in PP: 72
Non-finite adverbial: 62
Finite verbgroup complement: 1 wh, 23 that, 33 wh, 35 0, 42 If,71 0,
71 0, 92 0, 97 that
Subordinate Yes/No question: 94
Finite adverbial: 5, 11, 15, 15, 25, 31, 54, 55,65, 72, 89, g0
Subordinating conjunctions: 1 what, 5 because, 11 because, 23 that,
25 when, 31 because, 33 when, 42 if,
54 when, 55 when, 65 when, 72 so that,
89 when, 90 if, 94 whether, 97 that
Relative clause: 51 that, 59 that, 68 which, 70 where, 74 where, 76 0,
77 0, 93 that, 94 0, 95 that, 95 where

Wh-questions: 20 what (S}, 21 what (S), 37 how, 55 what (S), 67 why

Yes/No questions: 37 AUX, 58 verb, 67 DO
Coordinated sentences: 18 and, 42 and, 89 and, 93 and
Coordinated phrases: 3 and, & and, 4 or, 8 or, 9 or, 17 and, 14 or,
15 or, 18 or, 27 and, 38 and, 39 and, 39 and,
b1 and, 42 or, 42 and, 47 and, 58 or, 70 and,
77 and, 78 or, 80 and, 89 and, 93‘and
Participle phrases - present: 49
- past : 6, 27, 28, 89, 89
Object complement: 22
Passive verbgroup: 5, 14, 25, 45, 51, 81, 82, 95
Asyndetic coordination: 15, 42, 43, 67, 70, 77, 81
Asyndetic subordination: 15 subordinating conjunction, 35 that,
71 that, 71 that, 76 relative pronoun,
77 relative pronoun, 92 that, 94 relative
pronoun
Incomplete sentences: 6, 68, 69, 76, 89, g4, g5
Apposition: 36, 43, 63, 71, 81




Structures used in Fox et al: plant reproduction

Non-finite verbgroup complement (group 1): 8, 26, 29, 31, 58, 58, 67,
8%, 100
Non-finite verbgroup complement (group 2): 29
Nen-finite clause acting as subject: 23, 25, 79
Non-finite complement of adjective in AP: 8
Non-finite complement of preposition in PP: 55, 71
Non-finite adverbial: 2, 58, 59, 92, 95
Non-finite postmodffier within NP: 11, 12, 20, 78, 88
Non-finite complement of noun in NP: 28
Finite verbgroup complement: 5 that, 29 wh, B9 0, 99 that, 100 if
Finite complement of noun in NP: 63 0
Finite adverblal clause: 3, 5, 21, 22, 27, 37, 42, 51, 51, 53, 53, 58,
62, 72, 80, 89, 96
Subordinating conjunctions: 3 [f, 5§ that,5 when, 21 when,
22 in order to, 27 in order to, 37 then,
42 then, 51 when, 51 because, 53 so,
53 after, 58 when, 62 when, 72 then,
80 in order to, 89 when, 96 because,
99 that, 100 if
Relative clause: 4 which, 19 that, 30 which, 67 that
Wh-question: 17 how many, 20 which + NOM, 25 how, 38 which + NOM,
60 where, 73 what (0)
Yes/No questions: 17 AUX, 25 DQ, 60 DO, 73 DO
Coordinated sentences: 21 but, 46 and, 50 but, 100 and
Coordinated phrases: 2 and, 4 or, 9 and, 10 and, 13 or, 26 and, 28 or,
55 and, 57 and, 65 and, 66 and, 67 or, 65 and,
80 and, 86 and, 88 and, 94 or, 95 and, 97 and,
98 and, 100 or, 100 or
Participle phrases - present: 1, 2, 7, 26
- past : 11, 15, 33, 34, 88
Discourse markers: 5 therefore, 15 now, 44 then
Passive verbgroup: 5, 22, 23, 53, 53, 62, 62, 68, 70, 79, 82, 90, 93
Asyndetlc coordination: 2, 9, 26, 69, 80, 95
Asyndetic subordination: 63 that, 89 that
Apposition: 72, 46

Incompiete sentences: 49, 52, 54

Structures used in Fox et al : air compression

Non-finite verbgroup complement (group 1): 28, 44, 51, 55, 79, 6, 15
Non-finite verbgroup complement (group 2): 5, 34
Non-finite clause acting as subject: 48
Non-finite complement of preposition In PP: 5, 71, 87, 89
Non-finite adverbial: 18, 34, 42, 82, 30, §1, 96
Non-finite postmodifier within NP: 16, 17
Finite verbgroup complement: 5§ wh, 9 that, 20 wh, 30 that, 31 that
Finite complement of adjective in AP: 14 that
Finite complement of noun in NP: 24 wh, 46 wh
Finite adverbial clause: 8, 19, 22, 23, 26, 29, 38, k3, &4, 45, 4g,
51, 55, 81, 91, 100
Subordinating conjunctions: § until, 19 so that, 22 because, 23 because,
26 when, 29 when, 38 when, 43 1€, 44 when,
b5 so that, 46 because,5i if, 55 if, 81 if,
91 so, 100 so that
Relative clause: 15 which, 17 that, 18 0, 69 that, 79 which, 81 which,
83 which, 88 which, 92 which, 94 that, 95 that,
938 in which
Wh-question: 2 what(S), § how far, 7 what (S), 20 whae (s), 24 why,
32 how, 46 where, 54 how, 55 what (S), 58 which + NOM,
59 how, 63 where, 64 what (S), 65 where, 68 where,
70 where, 78 where, 81 what (S)
Yes/No questlions: 32 DO, 46 AUX, 54 DO, 58 DO, 59 DO, 63 Do, 65 po,
66 verb, 68 DO, 69 verb, 70 DO, 78 DO, 80 verd
Coordinated sentences: 8 and, 12 and, 20 and, 25 and, 38 and, 51 and,
67 and, 74 and, 91 and
Coordinated phrases: 1 or, 24 and, 26 or, 31 and, 34 and, 34 and,
35 or, 38 and, 43 or, 47 and, 48 and, 49 and,
52 and, 55 and, 60 and, 66 or, 69 or, 72 And,
73 and, 77 or, 79 or, 80 or, 83 and, 84 and,
85 and, 90 and, 90 and, 93 and, 94 and, 96 and,
98 and, 98 and




Participle phrases - present: 20, 62, 67, 76, 77
- past : 31, 49, 507 51, 66, 79, 90, 92, 381 99

Discourse markers: 18 then, 19 now, 52 then, 57 now, 86 in this way
Passive verbgroup: 9, 15, 25, 26, 30, 37, 48, 51, 55, 87, 88, 94, 95,
100

Asyndetic ¢oordination: 35, 72
Asyndetic subordination: 18 relative pronoun

Apposition: 10

APPENDIX 6: DAY-BY-DAY STD 2 READER STORIES

Taicing photograzhs

The next day Mr Tema showed
Benny and Betty how to take
photographs.z

Here is a picture of one of the B
cameras.> = '
First Mr Tema showed them the button on top of the camera. He said,
“When you press that you take a photograph.””

Then he showed them the little window at the top of the camera®
When they looked in the window they saw a small picture? Mr Tema
said, “The window shows you what your photograph will be like*®
What you see in that window will be in your photograph.”®

Thenohe opened the camera and showed them how to put the film
inside.’

“Now,” said Mr Tema, “you can take twelve photographs with your
film. At the end of the film we’ll take the film out_of the camera.”
Then we’ll take it to a photographer’s shop.” They’ll make
photographs from the film.* _

“Taking photographs is easy,” said Benny.®

“We'll see,” said his father. “You must have a good picture in your
window. You must press the button when you see a good picture.
We'll see if you can do that.” ”

Betty said, “First we must take a photograph
of Father and Mother to send to Uncle David.”*°

Benny carried a chair into the garden? E
Mrs Tema sat on the chair.** )
Mr Tema stood next to her™
Benny and Betty each took
a photograph!“After that
they took more
photographs*

Then Mr Tema
took the

films to the
photographer’s
shop. -

106 See Unit 33, Lesson 7 in the Teacher's Guice.




3’ by ©T
Afteér 2 week Mr Tema came home from work. He said, “T've got
LS 1 =5
your photographs.” He was laughing. »
Benny asked, “Are they good photogriphs? -ﬂ
“Some are very good,” said Mr Temd. ‘I like the photograph of

» 3=

Mother and me,, - "
“Let me look! Let me look!” said Betty: - -
Mr Tema gave the children the photographs. Some of the pictures
were very good’.’:But Benny’s photograph of Mother and Father looked

like this.”

And Betty’s photograph looked
like this™

Benny was not pleased.”

He said, “We can'’t send these

to Uncle David.”*“ o r———— e
“No,” said his father. “But ['ve got some new films. You can take

. mu>
our photographs again. - . _
“Ipthink cameras are silly,” said Benny. “I think that drawing

pictures is best.” ™ -“

His mother smiled at him. “Nothing pleases everyone,” she said.

n et

“Tonight I'll tell you a story about that.

See Unit 32. Lesson 7 in the Teasner's Guide. 107

Put the right words in. Make true sentences.

1. This is how you press / take / make a photograph.

2. First you put a film / photograph / picture into the
camera.

»

3. Then you look in the button / window / film at the top of
the camera.

4. What you see in that window will be in your camera /
photographer / photograph. |

5. Next you press the button at one side of / at the top of /
inside the camera.

photographer press the button

Nothing pleases everyone'

Once upon a time a man and his young son went to town™ They
took their donkey with them’ The son sat on the donkey and the
man walked beside it.*

- . - ™ - o K R
-e . = . [T - - -

They met some people on the road® They heard one man say to
another, “Look at that boy! He rides on the donkey and his poor old
father walks! What a bad, lazy boy!"*

The son and his father looked at each other’

“Did you hear what they said?” said the son.®

“Yes, I did,” said his father."

108 See Unit 33, Lesson 7 and Unit 34, Lesson 2 (for “Nothing
plezses evervone”) in the Teacher's Guide.




So the son got off the donkey
and his father got on.*
Now the father o -
rode the donkey N
and the son

et some more people. They heard one man say to

ngzh:rlie‘yh?k at that bad mZn!°He ride_,s on a donkey and his poor
little son must walk” What a bad man!”"

The man and his son looked at each other. *

“What can we do?” asked the father.!’ o

“We'll both ride the donkey,” said his son. gy

“Good,” said his father.”’ =7

So they both got on the donkey and
rode on.*=

) 3
Well, soon they met some more peoplt-?. They heard one man say
to another. “Look at that poor donkey! Just lo,gk at the poor

i ) i i le
animal!"And look at that bad man and hjs bad son! Two b1§ peop
like that riding on a little donkeyf Eh What bad people” ™

“How can you please these people?” said El_le sof. “I m’ustn t ride
the donkey® You mustn't ride the donke_y‘. We mustn’t ride the

donkey” What can we do?"**

See Unit 34, Lesson 2 in the Teacher's Guide. 109

APPEKDIX 7: MAPEP STD 2 READER STORIES

Extra reading .
One day an ostrich found a little rabbit. It picked up the rabbit in its
mouth.’A hyena saw the rabbit. It wanted to eat it.” The hyena said,
‘Good marning, Mrs Ostrich’How are you?” But the ostrich didn't
move or speak®It held the rabbit in its beak,”

The hyena said, “You are a beautiful bird. Yaur neck is long and
beautiful."Stretch it out and | will see it better.” But the ostrich didn't

=

move It didn't speak’ It held the rabbit in its beak.® .

Then the hyena said, ‘Your legs are long and beautiful. Dance
round and round. | will see them better.” But the ostrich didn't move or
speak’ It held the rabbit in its beak.*

Then the hyena said, ‘Let me see your beautiful wings. Open them
and flap them up and down so that | can see them better.” But the
ostrich didn‘t move or speak It held the rabbit in its beak.*

Then the hyena said . . . ..

What did the hyena say? What happened? Write your
answers in your exercise book.

Teaching notes Week 27 Day 5 page 130 67




meal stove matchbox rub

Read.
Look at the woman in the picturé. She is cooking a meal. The meal is

in the pot and the pot is on the stove. She has got a matchbox in her
hand? She is going to take out a match and rub it on the side of the
matchbox®The match will light and the woman will light the stove.”
Then she will cook the meal.»

1 Answer the questions.

a What is the woman doing?

b Where is the pot?

¢ What has the woman got in her hand?

d What will happen when she rubs the match on the side of the box?

e Will the woman cook the meal then?

68 Teaching notes Week 28 Day 3 page 133
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straight rough

Read.

Do you know how people make rnatches?ﬂThe matches in the
woman's box are made from big, tcl!_trees:.aThe trunks of these trees
are straight.” Men cut down the trees. Then they cut off the little
branches and take the fong, straight trunks to a match factory- In the
match factory, some machines cut the big trees into small sticks. They
put a black head on the sticks” Then other machines make the
matchboxes“They stick some rough black paper on the side of the
boxes” Then they fiil the matchboxes with matches*

2 Answer the questions.

a Do we make matches from trees or plants?

b Are the trunks of these trees straight or bent?

¢ Where do the men take the trunks?

d What do the machines in the factory put on the match sticks?
e What do they stick on the side of the boxes?

Teaching notes Waek 28 Dav 3 cags 133 69
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Reading test .2 o _ o
One day a man came to Isaac’s village. He didn’t live in the village.

He visited the village. The man was a trader”He sold pots and
baskets*Sometimes he rode a bicycle™Sometimes he had got a
donkey and a cart° He often came to the village in June cmsg July but
he always came in November." He never came in December. In
December he went back to his village®

His pots had patterns on them and his baskets were black and
orange’ The people in the village liked the trader and they aiways

bought some of his things.**

70 Tesching notes Week 22 Day 2 pogs 1

APPENDIX 7: MAPEP STD 2 LISTENING COMPREHENSION STORIES

Listening comprehension
* Take out the wallchart of the port (Week Thirteen). Use it as
an illustration for this listening comprehension. Teach cargo
{meaning boxes that ships carry). Check the other important
words such as port, cranes, sailors, hook, rope, thick, handle,
fix, wave, fifts up. ,
Teacher Mr Mfundo went to Durban. He went to the port.”
He saw the ships. Some ships were cargo ships. They carry
boxes of oranges and boxes of apples. They carry the fruit

to England. Mr Mfundo saw the cranes. He watched the
sailors and the crane driver.
- Mr Mfundo talked to the sailors. He said, ‘I write stories
for the “Boys’ and Girls’ Weekly”. Will you tell me what
You are doing, please?’
Break off here and ask questions.
Teacher Where did Mr Mfundo go? Did he see any ships?
What were the ships carrying? Who did Mr Mfundo talk to?
Now continue.
One sailor said, ‘Can you see the big crane?’ ‘Yes,’ said
Mr Mfundo, ‘It has a big hook on the end of a thick rope.’
"That's right,” said the sailor. ‘And can you see those big
boxes? ‘Yes,” said Mr Mfundo, ‘They are full of oranges.’
‘That’s right,’ said the sailor. “The crane driver pulls a
handle and the hook comes down over a box.’ ’| seg,’
said Mr Mfundo, ‘The hook drops on to a big box of
oranges.” "Yes,” said the sailar. Then | fix the hook into
the ropes round the orange box. | wave to the crane driver.’
Then what does the crane driver do?’ Mr Mfundo asked, -
‘The crane driver pulils another handie. The crane lifts up
the box on the end of the big hook. Then the crane turns
round and the driver drops the box on to the ship, He
drops it down slowly. The big box goes into a big roam in
the ship.’ "Thank you,’ said Mr Mfundo. ‘1!l tell my boys
and girls about your work.’ -
Now ask questions about the rest of the story.
What did the sailor show Mr Mfundo? Where was the
hook? What was in the boxes? What did the crane do?
Where did the crane driver drop the box? Did he drep it
slowly or quickly? Is there a handle on the crane?

DAY 3

® Tell the pupils to open their Pupil's Books, page 66. Use the
picture to teach the new vocabulary. Talk about the picture,
then follow the usual routing for reading and answering the
quesiions.




Writing

Put this exercisa on the board. Tell the pupils to write aut the

sentences correctly, using capitai latters, full stops, commas

and question marks,

1 13 monday the first day of the month

2 peter and joseph put some books pencils and rulers in their
bags

3 how many tall buildings did you ses in johannesburg

4 daniel mfundo has got a brother and a sister

5 we are going to a new schoaol in january.

Listening comprehension
The pupiis will hear a short Bible story and answer guestions

on it. Check the main items of vocabulary first such as bent/
straight, reachec, ache. .
Teacher There was an old woman in a small village. She had
a bent back’ Her back bent down and she fooked at the
ground. She walked aiong with two sticks: She looked at
the flowers, and the birds when they hopped on the grass,
but she didn’t see the tall trees or the birds flying in the
air. Her back hurt when she moved about.
One day Jesus came to the village to talk to the people in
the church. The church was at the top of a small hill
outside the village. Jesus walked along the road to the
church and all the people in the village walked behind him.
The old woman went behind all the people because she
wanted to listen to Jesus, She walked slowly and when she
reached the church Jesus was reading the last pages of his
book:-
The people knelt on the ground. They looked up at Jesus.”
Jesus looked at all the faces but he did not see the. face of
the old woman because her head bent down to the ground.
Jesus called to her, Why don’t you look at me, oid
woman?..’l can’t raise my head, Jesus. | walk with sticks
and my back is bent,” she said.-~  _,
‘Come to me, old woman,” said Jesus, The old woman
walked slowly to Jesus and Jesus put his hands on her
back. ‘Stand up straight, good woman, and give thanks to
God,’ said Jesus. The woman felt the ache go away from
ker back. She raised her arms above her head and thanked
Jesus and God. All the peopie in the church were happy, -
They had a party in the village that night,
Now ask questions about the story,

Teacher Was the old woman's back bent or straight? Did
she use sticks to walk along the road? Could she see the
tall trees and the birds in the sky? Who came to the
viltage? Where was the church? Did the old woman want to
listen to Jesus? What was Jesus doing when she reached the
church? Why couldn’t he see the old woman? Did Jesus
call the old woman to him? Whiat did he say to the old
woman?

Go over the words with the pupils .
Did Jesus make her baci straight again? Did the pecpie in .
the viliage have a party that night?

or

APPENDIX 8: THRESHOLD SPECIMEN SCIENCE MATERIAL

LE 23
SSON 2: THE STRUCTURE AND THE FUNCTIONS OF THE PARTS OF

PLANTS

r

Fru: )
Uits and seeds. We are g90ing to look at these parts of

the plant.

1.

Roots

The roots of the
plant are
grow downwards into the soi?%ways under the ground. They

R . A
oots have two functiens. Firstly, roots keep the plant in

th '
e ground. We say that roots anchor the plant in the

ground. Secondly,
grour Y, Toots take water. and salts from the

There are two diff :
eren : .
more about this later) t kinds of roots. You will leaprn

Stems

All stems grow upwards tow :
. a
down into the soil like roogg? the light. They do not grow

How many stems does 3 plant have?

A plant can have or

stems.

Legves

Leaves grow from

e golours Fnodes on stems. They can have many dif-
» YOr example, there are light green leaves
1

dark green lea
colour, ves, vyellow leaves and leavas with a red
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Flowers, fruits asnd seeds

Leaves grow on stems. Buds also gruw on & stem. These buds
grow into flowers. We say that they develop into flowers.
The flower develops into & fruit. The fruit holds the
seeds that can grow into a new plant. Look at picture 1.

Pieturs 1: A flower becomes a fruit, fruit holds sesds

Fruits of plants can be dry or juicy. We can eat many of
the juiey fruits, like oranges, apples and tomatoes. We
can also eat many of the seeds of plants, like mealie

seeds, sunflower seeds and peanuts.,

Do you know two other fruits and two other seeds that we
can eat? Write them down in the spaces.

Fruits we can eat Seeds we can eat

orange mealie seed
apple sunflower seed
tomatao - peanuts

HCMEWORXK

wWhat happened in the story BETSY IN THT FOREST ? Here are four
sentencss about the . story. The sentences are in the wrong
order. You must-put them into the right order. Write 1

in the box next to the sentence that happensd first. Write 2
in the box next to the sentence that happened after 1. Now
write 3 and ¢ in their boxes.

First they visited the roots.

Lastly Betsy and Mr Cloud talked to the pratty flow-
ers.

Mr Cloud took Betsy to a forest.

After that they went to the stems and leaves.
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