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ABSTRACT

The research project grew out of a concern with the problems facing
teachers of English Second Language in some South African black
schools where classes are very large, facilities are minimal and
transmission teaching is the norm. The project aimed to develop
materials and methods which could be used in the current situation to
promote communicative and interactive language learning and the
development of critical thinking. The project was seen as falling
within the framework of what Shor and Freire (1987) call 'liberatory

education'.

The situation for which the project was developed is paradoxical in
two important ways. Since 1976 many teachers and students from black
schools have been actively involved in political work concerning
issues of local and national importance, and have become accustomed to
working within a democratic framework, but the experience of working
in that way outside the classroom has not noticeably eroded the
traditional transmission teaching patterns within it. The second
paradox is that, in the repressive climate of apartheid schooling, the
syllabi for the teaching of English Second Language (ESL) provide
considerable scope for the use of themes, texts, and ways of working
that are conducive to more active participation by students and to the

development of critical thinking.

Given the broad aims of the project, it sFemed that it would be

productive to explore an approach which had héd promising results in



the few ESL classroom contexts in which I had used it, and which
embodied principles of libératory education. This is the use of
scripted drama on themes of central interest to the étudents. The
dissertation focuses on the development of scripts for use in crowded-

ESL clasrooms.

The first chapter sets the classrooms and their characteristic
patterns of teaching and learning in their political, economic and
social context. It also indicates the scope for alternative and more

constructive practices given by the ESL syllabi.

The second chapter presents the theoretical and experiential framework
for the focus on scripts and on processes of developing and using
them. It starts with a consideration of Freire's theoretical and
practical work on liberatory education, and goes on to look at how his
and similar ideas have been taken up by teachers in schools. The
project was shaped over a number of years by the interaction of these

ideas with my own teaching experience.

The third and fourth chapters document the two phases of the research
project. The first was the deQelopment and use of scripts which I
wrote in consultation with teachers'and students. An unexpected
development during this phase was script-writing by groups of high
school students and student teachers. This gave rise to the second
phase: the setting up of script-writing workshops specifically for
the purpose of documenting, monitoring and evaluating thev

collaborative process.



The last chapter reviews the research in the light of some aspects of
liberatory education which are central to Freire's theory but not
adequately eprOfed by him. It outlines.areas for further research,
suggests ways in which scripts and script-writing workshops could be
used outside the ESL and school contexts, and points to possibilities

for consultative and collaborative writing outside of script-writing.
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PRELIMINARY NOTE ON TERMS

Categorising schools

The schooling system in South Africa is presently divided
adcording to the apartheid policy of the Nationalist
government: into 'black' (African), 'white', 'coloured' and
'Indian' schools. Inverted commas are used to indicate
dissociation from the ideology which produced the terms. My

preferred use of terms is explained below.

DET schools: the 'black' (African) schools under the Department
of Education and Training, formerly the Department of Bantu

Education;

DEC schools: the 'coloured' schools under the Department of
Education and Culture of the House of Representatives, formerly.

the Department of Coloured Affairs;

‘Black schools: an inclusive term for DET, DEC and 'Indian’
schools. For the purposes of this work the two 'Indian' schools
in Cape Town are counted as DEC schools, although they are

administered separately.
Students/pupils

I use the term students to refer to high school pupils because
this has become the preferred usage in black high schools, as

seen in the naming of Student Representative Councils (SRCs) and

vii



Parent-Teacher-Student Associations (PTSAs). I will refer to
pupils only when quoting from or commenting on p;inted material
which uses the term. 'Student' refers only to high school
students. The university students referred to are 'student

teachers'.

ESL/TESOL

ESL (English Second Language) has become a contentious term in

South Africa for reasons which will be discussed in Chapter 3.

The internationally accepted term, TESOL , which stands for the
teaching of English to speakers of other languages, is more

neutral but little known among local teachers.

I use the terms ESL, English Second Language and English First
Languagé with no pejorative intent, to refer to specific classes,
syllabi and examinations in schools, which are presently so

called in schools.

I use the term TESOL to refer to the courses in the teaching of
English to speakers of other languages which form part of the

English Method course for students doing the Higher Diploma in
Education in the School of Education of the University of Cape

Town.

(The discussion of ESL and TESOL in the present work has

reference to black schools only.)
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Chapter 1

ASPECTS OF THE CONTEMPORARY SOUTH AFRICAN SCHOOL CONTEXT

WITH PARTICULAR REFERENCE TO ENGLISH SECOND LANGUAGE TEACHING

This dissertation describes research into script-writing for
English Second Language (ESL) teaching and learning in black
schools in Cape Town, South Africa. While the research is
concerned with existing conditions in these schools, the
materials and practices it advocates have been developed to make
a contribution towards the implementation of liberatory and
empoweriné education. It is a basic premise of this research
that there should be a single non-racial and democratised system
of education in South Africa replacing the present segregated,

divisive and unequal system.

This chapter moves from an overview of black schooling within
the contemporary South African political context; to the‘
situation in the classroom, in particular the English Second
Language (ESL) classroom. It aims to establish the need for
teaching practices which encourage more active participation by
students; and it aims to.establish that ESL classes in black
schools offer some scope for this, even within present conditions

and constraints.



1.1

The schooling system: segregated, divisive and unequal
Apartheid schooling policy

Separate - and inferior - provision of schooling for blacks
goes back a long way in South Africa. (See Molténo 1984:
45-107 and Davis 1984: 108-126 on the origins of black
education.) What was new when the National Party came to
power in 1948 was that, for the first time, educational
policy was formulated as part of a cohefent overall state
strategy: the strategy of the apartheid state (Molteno
1984: 89). African schools were taken out of the hands of
churches and other non-state bodies and control was
centralised in Pretoria by the Bantu Education Act of 1953.
The Coloured Perscns Education Act of 1963 and the Indian
Education Act of 1965 tock over the control of education of
those classified 'coloured' and 'Indian', which was
previously under provincial control. Black students were
excluded from the previously open universities by the
Extension of University Education Act of 1959 which prévided
for the establishmént of ethnic univeréities: the
'coloured' University of the Western Cape, the 'Indian'
University of Westville in Durban, and Ngoye University for
Zulu-speaking students, and so on.
Like the segregated and inferior schooling before it,
the new system was intended to prepare black children
for the subordinated position that awaited them in such
a way that they were appropriately equipped with

limited skills as well as ready to resign themselves to
their exploitation (Molteno 1984: 94).



Since the 1960s, the séhooling system in South Africa has

" become ever more divided and divisive, with the
implementation of the Bantustan policy of separate homelands
or states for different ethnic groups. The four departments
for state schooling, divided according to race

" classification, have separate ministers,'bureaucraéies,
budgets, schools, syllabi, books, examinations and holidays.
The Department of Education is for 'white education' (with
further divisions between the four provinces and between
English and Afrikaans medium schools); the Department of
Education and Culture under the House of Representatives for
'coloured education'; the Department of Education and
Culture under the House of Delegates for 'Indian education';
and the Department of Education and Training, formerly Bantu
Education, for 'African education'. Within South Africa's
borders, the 'independent homelands' of Transkei,
Bophuthatswana, Venda and Ciskei each have their own
Departments of Education, as do the six 'self-governing

homelands'.1

The 1987-8 edition of the Race Relations Survey, which is

recognised as an authoritative source of statistical
information, makes a telling comment on the divisiveness of
the system:

It was once possible to obtain a figure for spending on
African education by asking one minister one gquestion
in Parliament. Obtaining such figures today may
necessitate approaching ten homeland education
departments as well as the central government.



To get a complete statistical picture of education now
involves approaching two general affairs ministries of
the central government (national education, and
education and development aid), three own affairs
departments (white, coloured, and Indian), and ten
homelands administrations - fifteen departments in all.
Sometimes it is impossible to obtain a complete picture
(SAIRR 1988: 1987-8: preface).

The role of this divisiveness in the overall strategy of

apartheid has been analysed in the following terms:
Where there was a limit to the capacity of Bantustans
and 'group areas' to remove all black people all of the
time physically from the context in which the wealth of
the land was owned and controlled, Bantu, Coloured and
Indian Education was designed to help remove them

psycho-ideologically and 'resettle' them in their
separate places of subordination (Molteno 1984:93).

Unequal Spending: Some Figures

The figures available from the annual surveys of the South
African Institute for Race Relations (SAIRR) show gross
inequality in overall and per capita education spending,
provision of books and stationery, and teacher/pupil ratios.
The grave consequences of the overcrowding and lack of
resources reflected in these figures for teaching in black

schools are spelt out more fully in 1.4.

The R8.13 billion budgeted for education in South Africa
(including the independent homelands) during the 1987-8

financial year was allocated as follows:

African education 42%
'White' education 41%
'Coloured' education 12%
'Indian’' education 5%

(SAIRR 1988: L).



The prdportions of the total school population of 8.16

million were as follows for 1986, the most recent figures

available:
African 76%
‘White' 1%
'coloured’ 10%
'Indian' 3%

(SAIRR 1988: L).

While books and stationery have always been supplied free to
'whites', the DET began providing free textbooks to African
pupils in 1979, free stationery in 1980, and free prescribed
books in 1987 (SAIRR 1988: 157-8). This should not,
however, be taken to mean that adequate provision has been

made for all.

Estimated pupil-teacher ratios for 1987, calculated from
official statistics, excluding the independent homelands,
were as follows: Africans 45 to 1; 'coloureds' 25 to 1;

'Indians' 21 to 1; 'whites' 16 to 1 (SAIRR 1988: 158).

A Cape Town example

A comparisoﬁ between long established DET, DEC and 'white'
state schools in Cape Town graphically illustrates the
differences in facilities and in the experience'of
schooling. In the course of my work as a School of
Education supervisor of student teachers, I visited the

three schools on a single morning in August 1985. The
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schools are not named, to protect the anonymity of the

v

teachers concerned.

The DET school, one of the oldest in the Cape Town area, has
dilapidated classrooms in a bleak setting, no hall, no
library, little equipment and over sixty students in some
classes. Subsequently, a two-way radio h;s been installed in
the principal's office to allow direct orders and enquiries
from the police station. The DEC school has dilapidated
buildings including some very old prefabricated classrooms,
no hall, a cramped library, and about forty students iﬁ a
class. Despite a proud academic tradition it has been under
threat of closure for years because it is in an area
proclaimed a 'white' area from which 'coloured' families
were forced tb move by the Group Areas Act. The 'white'
school has'solid and gracious buildings in a beautiful
garden setting, the classrooms are carpeted and each has an
overhead projector, and there are fewer than thirty
students in a cl;ss. ~Teachers at the school regard it as
not particularly well-equipped and definitely not an elite

school.

Return visits to these schools during 1989 revealed little
change, except that enrolment at the 'white' school has
dropped by about one third, in keeping with the trend in

some 'white' urban schools.



1.2

Resistance to Apartheid schooling

' Resistance to apartheid schocoling, which began in the 1950s,

has continued throughout the 1980s. From the start, the
separate departments for black education have been seen by
blacks as instruments of political and economic domination
and have had little or no educational credibility. The
medium of instruction in DET schools has long been an
explosive political issue. There was bitter opposition to
the imposition of mother-tongue instruction up to Standard 6
by Bantu Education policy in the 1950s, which was perceived
as a deliberate attempt to hold back the education of
African childfen. In 1976, as is well known, the Soweto
uprising was sparked off by protests against the imposition
ovafrikaaqs as medium of instruction for half the subjects
done in school. School boycotts and other forms of
resistance spread across the country. Since then, black
schooling has been marked by boycotts linked to demands for
an end to apartheid schooling: a single national department
of education; free compulsory education for all children;

equal per capita expenditure on the education of all

children; equal school facilities; equal salaries for

teachers; and the opening of universities and other tertiary
institutions to all (see Davies 1984 : 346). Thus, as
Kallaway points out:
The very institutions designed to propagate education
for domestication on the Verwoerdian model, turned out
to be trojan horses. The upsurge of student power -

linked to heightened community consciousness and worker
organisation, and accompanied by a new wave of

7



1.3

guerrilla incursions, marked the beginning of a new

wave of resistance to apartheid ... [by] students,2

parents and local communities .(Ka}laway 1988:17).
An imbortant aspect of resistance to épartheid schooling is
the setting up of alternative educational programmes. Major
recent initiatives have come from the National Education
Crisis Committee (NECC) and affiliated bodies since 1985.
(See Appendix 9 for 'People's English for People's Power',
the syllabus released by the English subject commission of
the NECC in November 1986, shortly before NECC activities

were severely restricted by the statq.)3

The state response: repression and reform

The resistance to apartheid schooling has met with a dual
response from the state: repression and reform. Buckland
(1984) and Kallaway (1984, 1988) have argued convincingly
that repression and reform should be seen as two sides of

the same total strategy for continued 'white' domination.

As Kallaway (1988: 16) points out, since 1976, hundreds of
people have been killed during protests, many of them
students; a number of teacher and student leaders have been
killed or have disappeared in mysterious circumstances;
thousands, including many children, have been detained
without trial (30 000 in 1986-7), or subjected to other
forms of political victimisation. Repressive measures by
the educational authorities include school closures, the

transfer or dismissal of so-called radical teachers and



principals and the exclusion from schools of many students
considered to be political activists; The presence of
police and army in black schools has become commonplace. In
these circumstances it has become normél for black students

to lose a year or more of schooling or tertiary studies.

As a result of the so-called reform policy,. 'the older and
cruder educational policies of the apartheid system' have
been 'revised and reformulated' (Kallaway 1984: 14).  The
rhetoric changed: apartheid became separate development;
Bantu Education became Education and Training; Coloured
Education became Education and Culture. There were massive
increases in government spending on black education and
training and also in enrolment, during the 1970s and into
the 1980s. (See Buckland 1984, Davies 1984, Kallaway 1988.)
In 1980 PW Botha (1988: LI), then Prime Minister, made a
commitment to equal - but still segregated - education.

But in 1988, F.W. de Klerk, then Minister of 'white'
National Education explained to parliament that the ten year
plan for 'greater parity in education' had been stalled by
weak economic growth. One could add that the prbblems of
the economy were obviously aggravated by massive increases
in spending on defence, internal security and the

bureaucracy of the apartheid state.4

In November 1987, P. Clase (1988: LI), then Minister of

Education and Culture in the 'white{ parliament, had



1.4.

]

emphasised the costliness of apartheid education to expléin
slight cutbacks in 'white' education spending to the
National Party congress: 'education is expensive because we
have to duplicate, triplicate, and even quadrﬁplicate ‘

facilities'.

However, even if there were no constraints on government
spending and even'if the huge demand for school buildings,
equipment and staff and for teacher training institutions
could be met, the education crisis, which is a manifestation.
of the political crisis of the apartheid state, would

remain.

At the end of the 1980s, schooling is still segregated and
unequal, the struggle continues in and around schools,
repression remains and it is clear that educational reform

appears to be a lost cause.

The effects of the conditions of black schooling on
classroom practice
Given shortages of textbooks and stationery, reference books
and teaéhing aids, the teacher has little option but to
lecture, the students little option but to listen.

Students are supposed to speak only when the teacher invites
or requires them to, and then one at a time and to the
teacher only.5 Students - like teachers - seem to accept
authoritarian transmission teaching and student passivity as .

the norm. It is after all, the pattern they have been

10



schooled in. The perception that examinations reward the
cramming and reproduction of such teachef—imparted knowledge

serves to reinforce the pattern.

" A note on 'awareness programmes'

It is ironic that despite the long and continuing history of
political resistance in and around black schools, they
remain strongholds of authoritarian teaching. From 1976 to
the present, alternative education programmes, often called
'awareness programmes', have been an important part of
student resistance. A student pamphlet at an inter-school
rally outlined the aims of awareness programmes as follows:
Down with the oppressive system of propaganda and
gutter education! We demand a single non-racial
education system in a democratic South Africa. SRCs are
organising awareness programmes so that every student
can learn the history of the struggle and freedom songs
and be conscientised. The main thing in awareness
programmes is to be democratic - it is time to govern
ourselves (unsigned pamphlet, August 1985).
In my observation (see 2.4 and 3.6.3), both creativity and
critical insight have gone into the organisation of
awareness programmes by students, and have been generated
during these programmes. But after times of extensive
political activism in schools, examination pressure tends to
reassert itself, there is a return to old classroom

practices and any materials which are not listed in the

syllabus may be rejected by students.

11



1.4.1

In the ESL classroom

The pattern of classroom communication described above is
common in English classes. What passes for class
discussion is often-a discussion between the teacher and a
small minority in the class who respond most readily. It is
common for periods set aside for oral work to be used
exclusively for prepared speeches delivered to the teacher
in front of the class for 'oral marks', an ordeal which does
little to encourage real communication. As a result,
students may be surprised or shocked if they are expected to
talk more informally in English classes and may resist,
passively or actively. In school after school, class after
class, teachers and student teachers report that group
discussion appears to be the exception not the rule. It is
important to spell out what this absence of group work means
in a typical class period, at most thirty-five minutes, in
a typical classroom with at least férty students. Even if
the teacher ésks each student a question in turn, students
would on average speak for less than a minute and spend half
an hour listening to the teacher's questions or to the
responses of their peers to those questions. Bizarre though
this scenario might seem, it shows the limits on student
participation and communication in English if no use is made
of group work. That is the reason for the emphasis in this

research on group work.

12



1.4.1.1. 1In the Cape Town context

DET and DEC échools are discussed separafely in this section
because of the difference in the linguistic background of
students. However, some integrating of these separate
contexts has already taken place where Xhosa mother tongue

gpeakers attend DEC schools.6

English in DET schools

The 1976 uprising in Soweto was triggered by the DET's
attempts to make Afrikaans the medium of instruction for
some high-school subjects. In general the call from African
teachers, parents and students has been for English as the
medium of instruction, to be phased in gradually during

primary school.

In DET high schools students are taught through the medium
of English and study three languages as subjects to Matric
level: an African First Language (in Cape Town, usually
Xhosa), English Second Language, and Afrikaans. There is
no systematic research on these students' fluency in English
but the general experiencevof teachers working in these

schools is that students are not fluent in English.

In African townships in the Cape, where Xhosa is the common
language, there is no need for English as a lingua franca or
linking language, by contrast with Soweto where some of the

many languages spoken are not mutually intelligible and

13



English is often used (source: interviews with G and S).
This lack of practice in English out of School may mean that
English is virtually a fo?eign language for many Cape Town
students in DET schools. 1In practice this can mean, as two
experienced DET teachers said when interviewed,7 that even

in the final years of high school or at training college,

many students have difficulty in speaking English at all.

English in DEC schools

Language medium in DEC schools is in practice, although
not in law, a matter of parental choice. Possible reasons
for the choice of medium, hinted at below, are discussed in
2.3 which explores the complexity and ambivalence of

attitudes to English in the speech community.

In DEC schools in Cape Town, Afrikaans is the medium of
instruction for most students, who study Afrikaans First
Language and English Second Language. However, those
schools which are regarded as middle class and elite and
have the best academic repﬁtation, are English medium or
largely so, and the trend in those schools is towards
English as the sole medium, and thus towards English First
Language classes only. It should be stressed that the
distinction between English First and English Second
Language classes in DEC schools in Cape Town is often
artificial and it is quite common to find students in an ESL

class who are fully bilingual in English and Afrikaans, or

14
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more fiuent in English; and mother-tongue Afrikaans-

~ speakers or Xhosa-speakers in English Fifst Languagé
classes. Adding to the linguistic complexity is thevfact
that many students in DEC schools speak a non-standard
dialect of English, which is sometimes not recognised as
such by teachers but disparaged as English which is 'full
of mistakes', or 'gutter language'. {These attitudes are
commonly attested to by student teachers who have come

through DEC schools.)

Attitudes to English among black students

_ An understanding of the socio-political context of the
learners needs to be complemented by an understanding of
their sociolinguistic context before an appropriate
methodology for ESL can be developed. The issue is

discussed more fully in 2.3 and 2.4.

Command of English is generally perceived by black students
as vital for academic and economic success: it is seen as
the language of tertiary studies and high status jobs. It
is valued as an international lénguage, and as the language
of the anti-apartheid press and political protest. There
is also some ambivalence about the social and political
role of English. Thus for example, the use of English (or
of a high prestige variety of English) can be seen as a
marker of status or stigmatised as snobbery. Heugh (1985)

and Alexander (1989) argue that English as a linking

J

15



1.5

language is essential for national unity in a country
divided by language.8 Ndebele (1987) qﬁestions whether
English and in particular standard English should be
accorded this status. He argues for the acceptance of black
standard English in South Africa. It is not clear to what
extent these views would be endorsed by black students at
the moment, nor how they might lead opinion in future. For
the present, although students may regard it as useful to be
able to qommunicate in English and would like to be able to
do so, that does not mean they are willing or eager to speak
English in English classes. Previous bad experiences in
English classes may have discouraged them, or they may be
daunted by the difficulties, or there may be social or

political pressures against using English.

Scope for student participation in the ESL classroom

In the syllabi, teachers are explicitly urged to provide
supplementary material on issues of interest to students.
For instance, the DEC requires extended thematic work (which
many of the textbooks currently available in schools do not
offer). The ESL sfllabi9 offer scope and support for
methods which encourage students to participate actively in
class, and for the use of non-textbook materials. The ESL
syllabi emphasise the communicative use of English,
stressing oral work, with reading next in importance;
written work should be correlated with and should arise from

oral work, and grammar should not be treated as an
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independeﬁt entity but should arise out of the living
‘langﬁage as encountered in'reading ;nd iﬁ the oral and
written use of language. In line with this, the
matriculation examination now aims to test communicative

skills rather than rote learning (Southey 1988).

In my view, if teachers want to change authoritarian
classroom patterns in the conditioﬂs described, they need
materials which will interest students and which explicitly
build in and depend on group discussion and/or drama within
a big class. That is, materials which can be used to
encourage participatory and interactive learning - and
critical thinking - in present conditions. They also need a
supportive group of colleagues with whom fo discuss and
adapt materials and strategies which others have developed,
and perhaps to develop their own. This view is based on
teaching experience and work with teachers, in conditions

like those described. (See 2.4.)

1.6 Conclusion

Abolishing institutionalised racism and equalising spending
are prerequisites for solving the education crisis, but of
themselves would not necessarily transform authoritarian
classroom practice. Nor will new materials necessarily

-~
change classroom practice.
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Democratic classroom practice involves students in learning
to think for themselves about their own experience and 'the
'world; learning to speak for themselves; learning to work
constructively together and through reflectidn on that
experience coming to understand democratic participation.»
It will take a long time to democratise the classroom
practices in which teachers and students have been schooled.
I argue that it is possible to begin the process of
transforming classroom practice within the present system,
and that doing so is important for the development of a

future system.
The principles which should underlie the development of new

and more appropriate materials and practices and some of the

forms they might take are the subject of this dissertation.
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Chapter 2

THEORETICAL CONTEXT FOR RESEARCH INTO SCRIPT-WRITING

This chapter uses the theory of liberatory education which was
developed by Paulo Freire in his work with adult literacy groups
in Brazil as the framework for a response to the classroom
situation which was described in Chapter 1. I see Freire's work
as offering 'a series of theoretical signposts that need to be

decoded and critically appropriated within the specific contexts

in which they might be useful' (Giroux 1984: xviii).

- The chapter begins with a discussion of Freire's theory and then
applies some of his central ideas to specific contexts: high
school teaching, ESL teaching, and finally ESL teaching in black

high schools in South Africa.

The section on liberatory education in schools (2.2) draws on the
work of a number of educators in the tradition of child-centred
progressive education. The section on ESL teaching (2.3) draws on
approaches from communicative and interactive language teaching,
eduéational drama and sociclinguistics. The autobiographical
section (2.4) reflects on my experience of teaching and materials
writing in the light of the theory discussed in the previous
sections, and explores approaéhes to liberatory ESL teaching
within the classroom constraints described in Chapter 1. The

final section, 2.5, introduces the research project which was the
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outcome of that reflection. The project centres on script-writing
as a means for liberatory education within the constraints of the

present system.

A note on terms and sources

Freire first put forward his theory of liberatory education

in Cultural Action for Freedom (1972), Education for Critical

Consciousness (1977), and Pedagogy of the Oppressed, (1970b),

his best known book. More recent books, particularly

Pedagogy in Process (1978) and A Pedagogy for Liberation,

with Ira Shor (Shor and Freire, 1987), explore theoretical
issues but also practical implications and problems. The
account of Freire's pedagogy which follows draws extensively

on Literacy in 30 Hours: Paulo Freire's Process in

Northeastern Brazil (Brown 1987), which was first published

in 1974; and on his recent dialogue with Shor.

In Freire's work, the terms 'liberafing education’,
~'education for liberation' and 'liberatory education' seem to
be used interchangeably with 'critical’, 'democratic’,
'problem-posing', 'dialogic' or 'transformative' pedagogy or
teaching (see for example Shor & Freire 1987: 1-15). I will
use the term 'liberatory education'. The scope of the

term will emerge in the sections that follow.
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2.1 Liberatory education in adult literacy groups: Freire's
pedagogy '

’

For Freire, education is politics and the fundamental
question for the teacher is:
What kind of politics am I doing in the classroom? That
consistent in my teaching practice with my political
choice? I cannot proclaim my liberating dream and in the
next day be authoritarian in my relationship with the
students (Shor & Freire 1987: preface).
His pedagogy is based on the premise that the oppressed have
been conditioned to accept their situation as natural. They
'have the oppressor' dwelling within 'their consciousness'’
(Memmi 1965, Fanon 1967) and therefore it is necessary for
the oppressor to be 'distanced and objectified' (Mackie
1980: 109). Freire believes that when learners are
confronted with problems arising from their situation, they
can become critically conscious of their situation, and that
this releases great energy for learning to read, which

should itself 'be a process of analyzing reality' (Brown

1987: 216).

Central concepts in Freire's work are 'culture of silence',
'teachers as learners', 'generative themes', 'codes',

'dialogue’, 'critical thinking' and 'conscientization'.
The 'culture of silence' is the passive, voiceless condition

of the oppressed. The first stage in Freire's pedagogy is

research into this culture:
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In order to prepare for teaching reading in any
specific community, Freire's team visited the community
to investigate its culture. They explained why they
had come and solicited help from volunteers in the
community, whom they called co-investigators. Together
they examined all the familiar activities of the
community, crosschecking their perceptions and
analyzing the significant words used by the community
(Brown 1987: 225).

Freire has given a detailed description of the lengthy

process of collective research for the national literacy

campaign in Guinea Bissau in Pedagogy in Process (1978), but
acknowledges that the research process may need to be

condensed and adapted.1

'Generative’ words or themes are those which are central to
people's understanding of their situation:

Freire and his colleagues observed, both in Brazil and
in Chile, that no more than seventeen words are
necessary for teaching adults to read and write
syllabic, phonetic languages such as Portuguese and
Spanish. They called these words 'generative', in the
double sense that the words could generate among
non-literates impassioned discussion of the social and
political realities of their lives (in Freire's words,
they could engage the learners in 'problematising their
existential situations'), and by breaking the seventeen
words into syllables and rearranging the syllables non-
literates could generate other words and transcribe
their own words {(Brown 1987: 225-6).

'Codes' are concrete ways of presenting 'generative' words
or themes to provoke discussion in the group. Examples are
posters, slides or film-strips depicting those aspects of
the local situation described by each of the generative
words (Brown 1987: 229). However, the term 'code' may be
problematic in English. 1Its everyday meaning suggests
mystification whereas Freire's aim is to demystify

knowledge, and in the language teaching context there is the
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2.2

risk of confusion with linguistic codes. Wallerstein (1987)
prefers 'problem-posing', a term also uséd by Freire, and

Barndt (n.d.) refers to 'tools and themes for discussion'.

fhe coordinator, as co-learner with other participants in
the learning group, facilitates dialogue based on 'codes',
in which the participants articulate their own experience
and move on to critical questioning of the status quo.
Through this process of critical thinking the oppressed
become aware of the social, political and economic causes of
their oppression. Conscientization is their empowerment
through critical consciousness to take collective action to

change their lives.2

The enduring interest among educators in Freire's ideas nay
be attributed to the centrality of hope in his work and the
sense that education dan achieve a political purpose: hope
in the midst of the siege, hope for a Better political

future.

Relevance of Freire's work for the classroom: some broad
issues and discussion of practice

2.2.1 Problems in Freire's work

Three problems with Freire's pedagogy which have a direct

bearing on liberatory teaching in schools are raised here.
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The role of the teacher as facilitator and coordinator
of a learning process, not depositorvof'information, is
central in liberatory education,‘but in my view
Freire's account of group process and the coordinator's
role in it is an idealisation which glosses over
problems. In dialogue with Shor, he states:
I [as coordinator] have to be radically democratic
and responsible and directive. Not directive of the
students, but directive of the process in which the
students are with me (Shor & Freire 1987: 46).
What is the right balance between 'democratic' and
'directive' and how is it to be achieved? This is a
central issue in research relating to liberatory
claésroom teaching. (See also the debate about the

'democratic' and 'directive' role of the coordinator in

script-writing workshops in Chapter 4.)

Studies of Freirian learning groups point to a number of
related problems. Steurman (1984), who worked in and
observed Freirian groups in South America, reports that
participants were 'still relating to the coordinators as
their teachers, that is, not coming out with their own
ideas but :epeating the same political slogans as the
coordinators themselves favoured'. She quotes a
coordinator who had workea with Freire:

The discussions in class were thoroughly preparea

by us in advance. Thus we already knew more or less

what we were going to discuss in class, no matter
what the students wanted (1984: 15).
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As Torres points out, Freire himself acknowledged that
the literacy campaign in Guinea Bissau was effective only
with highly politicised urban cadres and not with the
more rural and less politicised people it was intended to
reach (1983: 90). Presumably because the co- (
investigators in the research team were themselves highly
pqliticised, the generative themes chosen were |
appropriate to those already politicised through the
liberation struggle, but alienating for others, and thus
ineffective for literacy learning or for

conscientization.

Freire's work has all been done from a strong
institutional power base and he does not explicitly
address the problems of liberatory education in a context
of political repression. In Brazil, Chile and later
Guinea Bissau he was director of literacy campaigns with
the support of the governments in power at the time-
(Youngman 1986). Thus when literacy groups were set up in
Brazil in the early 1960s:
Freire's requirements of mayors and governors were:
no partisan interference, technical independence,
and acknowledgement that the education provided
would cause an internal and external liberation of
the people (Brown 1987: 229).
Government sanction for learners to analyse their
oppression and discuss strategies for collective action
to end that oppression is out of the question in

countries where a pedagogy of the oppressed is arguably

most needed. South Africa, where Freire's major works
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are on the list of banned books, is a case in point.
This research focuses oﬁ liberatory education in state
schools under the control of Educétion Departments which
are an integréi part of the apartheid syétem (see 1.1),

where teachers and students work under political

surveillance.

For a critique of Freire's work as utopian and lacking in
political analysis, see for example Mackie (1980),
Youngman (1986) and, for a South African perspective,

Prinsloo (1987)3

3. How does critical thinking lead to political action?
In Freire's definition of conscientization,. it seems that
critical thinking inevitably leads to political action
but he has pointed out the problem with this:

Liberating education can change our understanding
- of reality. But this is not the same thing as
changing reality itself. No. Only political action
in society can make social transformation, not
critical study in the classroom. The structures of
society, like the capitalist mode of production,
have to be changed for society to be transformed
(Shor & Freire 1987: 175).

La Belle's analysis of twenty years of small but widespread

Freirian education programmes in South America bears

this out. He concludes that they had little value beyond 'a

positive impact on the ability of peasants to articulate

opinions on repression, corruption, dependency and the like

but no sense of strategies for change or contestation', and

that 'consciousness-raising has difficulty influencing
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reality in the absence of social organisation and political

’

organisation' (1987: 205-6).

Although conscientization is a cenfral concept in Freirefs
work, it will be omitted from the discussion on liberatqry
teaching in schools, on the grounds that while the teaching
of critical thinking is within the scope of schooling,

pelitical change is not.

2.2.2 A note on schools as a context for liberatory education:
'what small power can we use...?’
My own view may be summed up in Kohl's words:

I don't believe that a new social order can be built
through the schools. I do believe that schools will be
an essential part of a new order that is built through
the cooperative effort of all of us: teachers, miners,
factory-workers, professionals... Thus I find that the
crucial question should not be, 'Do the schools have
the power to change society?' so much as 'What small
power can we use in working wi&h others to change
society?' (Giroux 1983: 234). !

There are obviously far more constraints on liberatory

education in the school system5 than in the non-formal

adult education with which Freire is concerned. Where

coordinators of these Freirian groups were free to

develop learning materials to suit the needs of
learners, teachers are limited by the syllabus,

particularly in high schools. However, some subjects

offer scope for working in a problem-centred way in

schools. In my view, the ESL syllabi in DET and DEC

schools offer some spaces for liberatory education. It

27



may also be argued that whatever the constraints on
selection of content, liberatory education is possible
as long as the classroom process is liberatory. (See

for example, discussion of critical linguistics, '2.3.3.)

2.2.3 Liberatory education: the classroom practice of teachers

The empirical experience of many teachers endorses the
importance of dialogue, interactive learning, and content
which has direct relevance to central issues in students’
lives, in enabling students to develop critical thinking and
other skills. (See also 2.4 for description of my teaching

experience in this regard.)

what a liberatory learning process may mean in schools is
illustrated by the classroom 'ethnographies' of teachers such
as Ashton-Warner (1963)6 in a small country school in New
Zealand, and Dennison (1963%) and Kohl (1970, 1972) who were
concerned with 'open classrooms' in deprived inner city
schools.7 A number of the teachers whose work is discussed
here have adapted ané\developed Freire's ideas in school or
college classrooms or post-literacy classes for adults for a
range of teaching subjects, for example, Shor (1980) and

Wallerstein (1983, 1987)8.

One of the strengths of 'ethnographic' writing by teachers
is the emphasis on relationships in the classroom, a reminder

that whatever else they may be about, liberatory teaching
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and learning are about personality, relationships, trust and

humour, which elude definition and measurement.

Freire's categories used as 'signposts' in the discussion of
liberatory classroom teaching which follows, are: culture of
silence; teachers as learners; encoding generative themes;

facilitating critical thinking.

A culture of silehce in the classroom

The alienation of students from learning and from the
culture of the school may take a number of forms. It may
take the form of silence in the classroom, particularly if
the language (or dialect) of the classroom is not the
students' own, as is often the case in the ESL classroom in
South Africa. (2.4 explores sociolinguistic and other
causes for this silence and ways of breaking through it.)
It may take noisier, more assertive or aggressive forms.
Willis' ethnographic study (1977) describes the 'culture of
resistance' to the dominant culture of the school among
working class boys. Shor & Freire (1987) describe the-
aggressive rejection of silence as 'the culture of
sabotage’:

They know how to sabotage the curriculum but

they aren't able to change education in favor of
their constructive freedom (125).

Teachers as learners

Kohl wrily describes the dullness of his students during his

29



~

initial teacher monologues, and the liveliness of their free
talk and their thinking once he unlearned teacher talk and
learned to listen (1972).  This willingness and ability to
listen to students has a similar function to £he listening
that Wallerstein describes as the first phase of her
'problem-posing methodology':

~

There are many ways to discover students' generative
themes. We all listen to our students in class or
during breaks. But which issues are important....?
....How do we listen for students' hidden voices? In
problem-posing, unlike other competency-based
approaches, the 'needs assessment' is not completed
before the beginning of class....Start...with a
learner's stance, listening for content areas which
have high emotional impact... (Wallerstein 1987: 35).
Shor's position is very similar: 'I can only learn my
students' idiom, consciousness, key themes, and real
cognitive skills if they let me, if I create a classroom
discourse where they open up'. He believes that the first
step is for the teacher to restrain his or her 'didactic
voice' because 'the verbal density of an overtrained
intellectual can easily silence the verbal expression of

undertrained students, especially working-class ones' (Shor

& Freire 1987.: 145).

Both Wallerstein and ShOr-address the problem of the teacher
as an outsider 'researching' the reality of the students and
explore ways of involving students as partners, not as
objects of study. In my case, students responded to the
evident need to educate me about their linguistic repertoire
and its social significance, and aspects of their experience

of township life, as well as the more universal range of-
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teenage concerns. Wallerstein (1987: 36) explores
participatory research strategies for 'listening outside
class' which involve students in a conscious team effort of
observation, interviews and document analysis in their
workplaces and communities to find appropriate 'codes'.
Shor discusses 'grounded research' by students into student

culture (Shor & Freire 1987: 180).

Generative themes and codes

Once generative themes have been established - through the '
teacher's careful listening and/or conscious joint research
involving teacher and learners - they have to be codified.
Codes used by the teachers under discussion included a chair,
a hamburger, readings on Utopia and a lecture (Shor 1980);
extracts from conversation (Wallerstein 1987) and song ;yrics

{(Kohl 1984).

Some of the risks attached to choosing the themes and codes
with the most emotional impact, as Wallerstein does, were
discussed in 2.4. The need to distance certain themes is
particularly acute for schools'within the repressive South

African schooling system.

Facilitating critical thinking

A problematic area of Freire's pedagogy (see 2.2.1) is how to

direct the learning pfocess without directing students. The
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emphasis on the teacher as learner should not obécure the
fact that the teacher has greater knowledgg, experience and
skills in many areas, and bears the responsibility for
planning and structuring the work of the class - with the
ultimate .aim of sharing control. It requires careful
planning and structuring to encourage democratic
participation, particularly in big classes. The apparent
contradiction, more structqring and coordination by the
teacher for the sake of greater participation by students,
became an issue in my research during workshops with student

teachers (see Chapter 4).

Wallerstein (1987: 38) points out Fhat 'although codes
present open-ended situations, critical thinking does not
occur spontaneously'. She uses specific kinds of questioning
to move the discussion from the concrete (identifying tﬁe
code, sharing experiences) to the analytic level. Shor's
(1980: 162-180) extended conceptual paradigm (based on a
hamburger) for systematicaliy developing the capacity for
abstract thought at first year college level, works on the
same principle as Wallerstein's questioning strategy. Shor's
work also offers ihsights into how critical thinking can
lead on to collective action within a school or college
(1980:163).

Kohl's (1984: 113-114) description of classroom work based on,
the Pink Floyd song, 'Another Brick in the Wall', is a good

illustration of howva teacher can facilitate critical
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thinking: being 'directive of the prbcess' without being
'directive of the student'. (See Appendix 10 for the full
description.) The pop song - which came from the students -
encoded several generative themes which emerged in the course
of discussion. The students moved from identifying with the
song 'on a gut level' without knowing why, to critical
questioning: from speqific personal experience to the -
concepts involved (for example, the structure and use of
humiliation in controlling thought). Kohl intervened to pose
questions which interested students and got them thinking and _
responded to their questions with more questions. He paced
the discussion, providing information when necessary and

encouraging or provoking students to think for themselves.9

Afterword

Little seems to have been wriften on liberatory education in
the context of big groups. The situation of a teacher with
five or six crowded classes, and a potentially alienating
syllabus to cover, is very different from that of literacy
teachers developing codes for small groups of adult learners,
or those working with small numbers of students with some
freedom to construct a curriculum. The emphasis in my
research is on developing methods and materials for teachihg
large numbers of students under the constraints of the
present repressive system. It is also concerned with
reaching large numbers of students, through materials for use

beyond classes the writer may teach.
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2.3 ESL teaching in high schools as an aspect of liberatory
education .

~

In my view, liberatory process is possible no matter what
material is prescribed for the classroom, and conversely
without liberatory process no content can be liberatory. For
example using material on generative themes in a dogmatic or
authoritarian way may silence students and turn them against
what is called liberatory education. This section is
therefore concerned with classfoom process, not with teaching

materials.

There is a wide range of different and sometimes contra-
dictory approaches in ESL teaching.10 The approaches which
I will discuss in this section are those I consider useful
for the development of communicative skills and also for the

development of critical thinking and cooperative work.

This discussion of ESL teaching is limited to high school
students who have already spent between seven and twelve
years learning English as a school subject. The students in
DET and DEC schools have differeﬁt exposure to English in
school. DET schools are English-medium whereas the medium of
instruction for ESL students in DEC schools in Afrikaans (see

1.3.1).
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2.3.1 Communicative and interactive language teaching

' Although the communicative language teaching approach ignores
the political context and political implications of what
happens in the classroom, it has a place in liberatory
education. The goal of communicative language teaching is
what Hymes (1972) calls 'communicative competence'. This
involves linguistic knowledge and the ability to use language
appropriately in a context in which it is evaluated (Hymes
1972: 281). Finocchiaro and Brumfit (1983) describe
communicative language teaching in these terms:

Language learning is learning to communicate... Students

are expected to interact with other people, either in
.the flesh, through pair and group work, or in their

writings... Intrinsic motivation will spring from an
interest in what is being communicated by the
language....(91).

Thus, the approach relates to the learner as a whole person
within a social context, is interactive and control-sharing,
and aims to provide opportunity for language practice which
is relevant to the needs and levels of learners and
contextualised, authentic and natural (Brumfit 1984 and
Breen & Candlin 1980). Rivers argues that:
Students achieve facility in using a language when
their attention is focused on conveying and receiving
authentic messages (that is, messages that contain
information of interest to speaker and listener in a
situation of importance to both) (1987: 4)

...so that the interaction becomes natural and

desirable, and words slip out, or pour out to accompany
it (1987: xiv).

Breen and Candlin (1980) also emphasise the cooperative

rather than individualistic approach to learning. The
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analysis of the roles of the teacher and learners in
communicative language teaching which is-giVen by Riéhards
and Rodgers (1986) helps to concretise Freire's analysis of
these roles. The teacher's role is primarily 'to
facilitate the communication process between all participants
in the classroom, and between these participants and the
various activities and texts'. The teacher's secondary roles
include those of researcher and learner, needs analyst,
coordinator and group process organiser of resources, and

resource (Richards & Rodgers: 77—80).11

Thus, communicative language teaching may be described in
terms which accord well with liberatory education. It seeks
to provide both 'accuracy activities' for the acquisition of
particular grammatical or syntactic structures as well as
'fluency activities' to develop fluency of communication in
English (Brumfit 1984). While acknowledging the importance
of both kinds of activity and without seeking to make an
absolute distinction between them, this research is
concerned with 'fluency activities' and with meanings to be
conveyed rather than with 'accuracy activities' and

linguistic structures.

2.3.2 Classroom Strategies for communicative and interactive
learning

The strategies for encouraging interaction and communication

in the classroom which proved most valuable in my own
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teaching are: small groups working simultaneouély within a
big class; drama; and according recognition and value to

the non-standard dialect in the classroom.

Small group work in the classroom

Brumfit (1984) makes the obvious point that the use of group
work massively increases the likelihood, in large classes,
of students both producing and receiving language.

Ironically a common criticism of group work expressed by
teachers is that the discussion will be dominated by a
minority while the majority remain silent. However, when the
class is divided into small discussion groups the likelihood

is that the total number participating will be greater.

The point was made earlier that some crucial issues of
control and directiveness within groups are glossed over by
Freire. Kramsch (1987) addresses some of these in her
valuable work on interactive discourse in small and large
groups. She explores ways of helping learners to develop a
range of skills for democratic participation which she
describes, in Illich's terms, as moving away from

'institutional productivity' to 'productive conviviality'.12

Issues that arose in my own work relating to control and
directiveness in the coordination of democratic participation
in big classes and in workshop groups are explored in 2.4 and

in Chapter 5.
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Educational Drama

The importance of drama for communicative and interactive
language teaching and for liberatory classroam practice
generally is discussed by Jacklin (1985: 59-81). She
highlights the potential of educational drama for

- democratising interaction patterns and power relations within
the classroom, and encouraging reflection on social
structures 'in a way which sees them as controllable and

changeable, rather than "found" and inevitable' (1985: vii).

Boltgn (1979, 1984) and Heathcote (1972) discuss the uses of
drama in challenging habits of perception and behaviour in
the classroom. The normal constraints and power relations
(Qf the classroom, or the wider society) do not apply and the
conventional, fixed roles (for example, teacher-expert and
submissive student) can be renegotiated, again and.again.

Drama can thus help to democratise classroom practice.

Breen & Candlin (1980), Brumfit (1984), point to the
importance of using English in a range of natural contextsﬂ
Through drama, the real world can be brought into the
classroom and the range of attitudes, points of view and
purposes expressed can be increased. In the process the
range of language registers and function in the classroom is
extended. Drama is also an -appropriate mode of integrating,
understanding; using and questioning knowledge which students

already have.
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Jacklin's account (1986: appendices) of fhe uses of drama in
crowded classes in rural black schools is of particular‘
relevance to the present research. The uses of role play
and other forms of classroom drama in my own teaching are

discussed in 2.4.

2.3.3 Sociolinguistics and critical linguistics: insights and
strategies for the classroom
Sociolinguistics is an important tool in understanding ESL
teaching in its political context and the barriers to

students' expressing themselves in English in ESL classes.

In 1.3 the situation was outlined where, through years of
transmission teaching, students are socialised into a
passivity in which their ideas and interests are not
considered. The teacher's role is that of the expert, while
the learner résponds but does not initiate interaction and
learns to offer only knowledge which fits within the
teacher's frame of reference. This passivity - and silence -
may be aggravated in the ESL class by factors that
sociolinguistic analysis would help to identify (Trudgill

1975; Heath 1983).

A crucial insight is that complex attitudes cluster around
students"perception of and response to the kind(s) of
English spoken by the teacher and each other, and the

1
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teacher's perception of and response to the kind(s) of
English spoken by the students (Labov 1972,.Trudgill 1975). .
Sociolinguists make it clear from another point of viéw that
the teaching of English is not neutral, apolitical, value-
free. McCormick's Cape Town research (1983a, 1983b, 1989),
and the research done by sociolinguists abroad (Elias-
Olivares 1980, Saville-Troike 1982), was useful in

indicating ways of addressing the following questions:

a) what might English mean to these learners, both
symbolicall} and pragmatically?

b) why are they in ESL classes?

c) What is the nature of their out-of-school contact with
mother-tongue speakers of English?

d) what are the fundamental power relationships obtaining
between mother-tongue speakers of English and the
learner's speech community?

e) what effect might the relationships identified in c¢) and
d) have on learners' willingness to use, and competence
in using, English?

f) Would acquiring competence in writing and/or speaking
English be likely to threaten/challenge/alter the
learner's relationships with his/her family, peers,
speech community?

h) Are there significant English dialect differences which

must be taken into account in defining the context?
The framework of critical linguistics (see Janks 1988)
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2.4

provides practical ways of addressing in the classroom issues
revealed by sociolinguistic analysis of the learners in their
context. It also suggests ways of using biased, reactionary,
alienating materials (for example, from textbooks or the

media) to teach critical thinking.

Janks' analysis (1988: abstract) is intended to be a basis
for the development of:
materials that will increase students' consciousness
of the way language encodes the relations of
domination and subordination in society, thereby
maintaining and reproducing them. The aim is...to
empower high school students to recognise the ways in
which discourse is positioned and to resist it,
should they wish to do.
The process she advocates offers analytical tools and skills
for coping with a high level of abstraction and jargon which
tends to obscure the truth, silences questions and criticism,

prevents participation in discussion and entrenches the

powerful.

Work experience and its contribution to developing a theory
for ESL classroom practice

This section traces the development of my ideas on
liberatory education in various teaching situations, through

a process of trial, error and reflection.

My work experience has been as a high school ESL teacher and
as a writer of ESL teaching materials. I began teaching in
1967 in an illegal night school for black adults in

Johannesburg.13 Since then I have taught in two other
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night schools, and in three high schools: a black mission
school in Natal; a comprehensive in London; and a DEC
school in Cape Town. I have also written teaching
materials for adult schooling for the South African
Committee for Higher Education (SACHED), and most recently,
have worked on materials for high schools, while based at

the School of Education at UCT.

2.4.1 Background

I went into teaching with no teacher training, but with a
deéree in English and History, some experience of
coordinating discussion in youth groups and an idealistic
credo about education as dialogue which came from a number
of sources. In Ethics classes at UCT (see Versfeld 1954,
1960), the Socratic idea of the teacher as gadfly or midwife
of the truth was contrasted with the Sophists' offering of
ready-made answers, essentially the 'banking' system of
education criticised by Freire, Illich and others. The
existential writing of Buber (1960, 1961) about being
present to others, knowing oné's own truth and listening to
their truth gave psychological and almost mystical depth to
the Socratic notion of dialogue and liberation theology

added a political dimension.

I believed - and still believe - that teaching is
essentially dialogue which draws on the experience and

insights of the students and the teacher, that the teacher's
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task ié to encourage or provoke students so that they
articulate what they already know or think they know and go
beyond that to a more complete understanding cof the truth.
vIt is thus a cooperative process to develop individual
insight and critical thinking. Critical thinking means
being able to think for oneself, to see through propaganda
and spurious reasoning, to express plain sense in plain
language, and to realise when the emperor has no clofhes:
here my journalist father and Orwell were a strong

influence.

I was confident of learning with and from the people I
encountered how to put dialogue into practice in the
classroom. The following account shows the extent to which'
this happened and indicates some of the doubts and problems

experienced along the way.

2.4.2 Teaching in a black high school in Natal (1968-1970)

My first post was at Inanda Seminary in Natal where I taught
English First Language to Zulu-speaking students. This
needs to be seen in its politiéal context. Inanda was one of
a few black high schools, mainly old established church
boarding schools in rural areas, which had escaped the take-
over by the Bantu Education Department (BED) in the 1950s
(but were still subject to inspection by the despised BED).
Compared with 'white' schools Inanda was shabby, poor and

ill-equipped but compared with most black schools it was
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extremely privileged, thanks to a century of church
funding. Black private schools wrote thé same matriculation
examinations as moéher—tongue English speakers in elite
'white' private schools and produced a large proportion of
the small number of university entrance passes obtained by
African students at that time. A high standard of English
was obviously crucial to academic success. The 'English
Rule' at Inanda required students to speak English among
themselves all the time except at weekends and although they
complained about the rule, they also boasted that it was
keeping up a high standard of English to defeat the aims of

'Bantu Education'.

Passing the entrance examination and interview for Inanda
required a fairly good command of English. The situation
lent itself to a communicative and interactive approach and
it was easy to structure 'fluency activities' to involve
everyone. (The structuring of 'accuracy activities' was more

problematic, but that is outside the scope of this work.)

Small group discussion with report-backs to the class worked
well as a method to involve everyone, and allowed me to
learn about students' interests as well as their linguistic
competence and problems. During my first year at Inapda,
role play became an important aspect of group discussion.
The English First Language syllabus included a Shakespeare

play, a Victorian novel and poetry in the Great Tradition,
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which students found cobscure and lifeless if they read in
silence. Reading aloud in role soon developed into
discussion in role. For example, after reading an Act in

Romeo and Juliet, the class divided into groups of Montagu

elders, Capulet elders, thé young lovers and sympathetic
friends, to discuss each other and the rights and wrongs of
the situation. This was a preparation for a general class
discussion in role. Carefully structured role play, leading
on to written work, was crucial to students' understanding
of and ability to explain conflict, characterisation,

attitudes, tone and imagery in the literature.

I had no previous experience of educational drama and no
theory to draw on at the time. Years later I learned that
this kind of role play which involves assuming an attitude
rather than acting out the behaviour of the character to an
audience is a key aspect of what Heathcote (1971, 1972) and
Bolton (1984) call drama for understanding: 'There is
still identification but a reflective critical dimension is

never quite absent' (Jacklin 1985: 60).

Like Kohl, 'As a beginning teacher, I couldn't see the
school year as a whole. Each day was a unit, each week a
totality' (1984:112). But the informal research and needs
analysis of that first year gave rise to an experiment in
curriculum development in the following two years: a course
to bridge the gap between Bantu Education Junior Certificate

(Standard 8) and university entrance matriculation.
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At the beginning of Standard 9 there was always a large
intake of new students from country schobls who had been'
less exposed to English £han Inanda students: A colleague14
and I planned a course for the first term‘of Standard 9

based on two extra books, Paton's Cry the Beloved Country

(1948 ) and Orwell's Animal Farm (1972), which explored
themes students would identify with, in quite simple
language. The course offered evidence of the usefulness of
content that really matters to students in building

confidence and skills. Cry the Beloved Country sparked off

critical discussion of city and country values and of
political and other concerns - such as the causes of crime
in apartheid - which overrode the differences between
township and country students in the class. The idea was to
start with the familiar, more immediate, more concrete, and
move on to the more abstract: to critical, analytical
fhiﬁking about the socio-political and economic factors at
work. Animal Farm provoked discussion of oppression,
resistance, propaganda and censorship, and a deeper analysis
of the Sohth African situation. By the end of the term there
was a marked improvement in students' willingness and
ability to speak, read and write in English. The
improvement showed in fluency, in arguing skills, in
evidence of the ability to abstract. Students for whom it
was a new experience worked together constructively in small
groups, took part in critical discussion in the class as a

whole and on occasion effectively challenged the teacher's
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point of view.

During the work on Animal Farm I was alarmed when an
inspector arrived unexpectedly one break-time and invited
ﬁimself to my next lesson. But students had noticed the
official car and by the time the i;spector and I reached the
classroom , the walls had been stripped of posters relating
to Animal Farm and the students had their language textbooks
on their desks. The next aay the posters were back, with a
new one protesting againsf thought control under Bantu

Education.

The crucial point here is that students saw the school - and
teachers - as being on their side against Bantu Education
and were willing to work hard at what they called 'real
education', education which required them to think for

themselves and prepared them for further study.

2.4.3 Teaching in a London Comprehensive (1971-2)

At the working-class London comprehensive where I taught
next, there was so much active or passive resistance to
teachers that it was difficult to have any discussion at
all. It was a shock to find that many of the older students
saw no point in being at school, left as soon as they could

and had no expectations beyond manual work or the dole.15

This forced me to think of schooling in terms of social
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class: as 'very much part of the production and reproduction
of the structure' of the c;pitélist system (Bowles & Gintis
1976: 248). In South Africa, race had been so much in the
foreground as a category that class divisions haa been
almost invisible to me, but now I saw Inanda in class terms
and concluded that despite its tradition of political
awareness and community service, and despite the critical
thinking students had shown themselves capable of, there
were clear indications that their schooling was above all
the key to individual upward mobility and access to the

black middle class.

There were indications in London that students would have
responded positivély to problem-posing education. For
example, when I read extracts from novels which explored
personalqénd social conflict in the lives of young working-
class people whom they could identify with, even the
rowdiest classes listened intently. One example, used in a
class of 15-year olds, was the story of a Borstal boy, a
champion runner who decides not to win his big race and

ingratiate himself with the prison governor and high

society guests (Sillitoe's The Loneliness of the Long

Distance Runner, 1959).16 The unusual silence, followed

by enthusiastic comments, was a sign that these readings
'encoded generative themes' f}om their lives, but I failed
to take the process any further, into dialogue and critical
thinking. Trapped in the role of disciplinarian, I

serialised the stories, treasured the peace and felt guilty.
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Going back to South Africa in 1973, I had mixed feelings

about teaching. Reading Pedagogy of the Oppressed (13970)

made me very conscious of my failure to be a liberatory
teacher in the London school. But the writing of teachers
such as Kohl (1970, 1972) and Dennison (1969) gave me hope
for ways of working within schools to make the classroom a
liberatory space and reminded me of the positive side 6f my
apprenticeship to the craft of teaching at Inanda. At the

' same time, the arguments of the deschoolers (Illich, Reinmer,
Goodman) that schooling is elitist and designed to fail or
exclude the majority of children (Reimer 1971: 16) tallied
with what I knew of black schooling in South Africa. But I
knew that deschooling was not an option in the South African
context where it would be taken to be - and would be - yet
another way of excluding blacks from schooling. I was
inclined to think that the only scope for liberatory
education was outside the schooling system in adult

education which contributed to community development.

2.4.4 Writing English courses for SACHED (1973-79)

~

I found a job in Johannesburg as a course-writer fbr SACHED,
a non-profit education trust which had been set up in 1959
to develop alternatives to Bantu Education. Writing ESL
courses for adult.correspondence students (for the Standard
8 and matriculation examinations of the Bantu Education

Department) brought with it the syllabus constraints I had
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hoped to escape. The attraction was that the courses reached
~ people who would otherwise have been exclﬁded from
schooling, and were planned as part of an experimental pilot

project for a future schooling system accessible to all.

SACHED workbooks were a departure from the study notes of
commercial correspondence colleges which emphasised
memorisation. The aim was to cover the syllabus and at the
same time to enable students to acquire reading, writing and
critical skills so that they could become independent
i;arhers outside of Bantu Education schools. Workbooks
incorporated a five-stage method for individual study
(Murphy 1973) which had critical questioning as the last
step. Course-writers also drew on Gagne's 'behavioral
objectives' for writing and testing learning materials
(Gagne 1965, 1967, 1974). Objectives - in terms of content
and skills to be learned, including critical questioning -
were stated at the beginning of each lesson and workbook and
later tested.

!
My job was to write workbooks on the ESL literature and
language syllabus. Because the literature workbooks had to
cover the prescribed books, innovation was restricted to the
methods used, for example pair work. There was more scope
in the language syllabus which emphasised reading and
writing skills and did not prescribe content. It proved

possible in the workbooks on comprehension and writing
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skills to introduce African literature, debunk some myths
“about African history and raise environmentgl issues.17

I began by writing as if for adult night school students I
had kﬁown but writing in isolation from students soon proved
to be alienating and very difficult. It felt like abandoning
dialogue for a programme, craft for mass production. The
solution was to write for real students. The other English‘
course-writer18 and I began team-teaching night school
classes at St Antony's Cultural Centre in Boksburg. Classes
were big - up to two hundred - and attendance erratic and as
it was impossible to cover the syllabus in two hours a week
we decided to systematise group work. We prepared printed
lessons for students to work through in pairs or small
groups and spent class time teaching this method of working
together and helping with problems students could not solve
themselves with the help of the materials. In the process we
learned about students' responses to more student-centred
learning; They were disconcerted at first not to be Eaught,
that is, lectured by the teacher, and we invoked the
traditional authority of teachers - and on occasion, some
jargon about research findings on participatory learning -
to impose a more student-centred approach. In a survey at
the end of the year, students reported finding the new
approach useful because it kept everyone awake after long
hours of work and travelling and they were able to use the
same method to complete the work at home.19 Gradually we

developed ways of writing the method into the lesson - when
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to work alone, when to discuss, when to refer to an answer
sheet - and ways of subverting the idea that there is one
right answer which must come from the teacher or an answer

sheet drawn up by the teacher.

Lessons which had been tried With night school students - in
Boksburg in 1974-5 and in Grahamstown in 1976 - or in winter
schools for high school studentsz0 were then edited for
publication in workbooks. Some workbook material also
appeared in the educational sections of newspapers with a

large black readership such as Weekend World, in an attempt

to reach more people than the formal structures of SACHED

)

could.

My work at SACHED - full-time from 1973-5 and part-time
from 1976-9 - may be summed up as an attempt, with others,
to make a space for liberatory education within the
oppressive system of Bantu Education but outside the

schools.

The 1976 uprising against Bantu Education caused widespread
interest in alternative education projects. At SACHED in
Cape Town I worked with informal study groups on African
literature and resistance history for students who had
dropped out of school or those who went back to school after
1976 but wanted to counteract Bantu Education after hours.

I also helped plan and write alternative education courses
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on literature and history for the Weekend World (banned in

October 1977).

Alongside the demand for alternative educatioﬁ was the old
demand for supplementary materials, workshops, courses on
the DET syllabus for high school and adult students.21 My
work (1977-9) on SACHED bridge courses at matriculation and
post-matriculation level was outside the DET syllabus: the
content was not prescribed, the focus was on skills
including critical thinking, and the aim was to bridge the
gap between apartheid schooling in general and study at
university level. The principle was the same as for the
Standard 9 bridge course at Inanda. By the end of that
period I was eager to develop materials and methods for
alternative education in an ordinary state school and, if
that proved possible, to take this process further in

teacher training.

2.4.5 Teaching in a black high school in Cape Town (1980-2)

From 1980 to 1982 I taught in a DEC school in a sub-
economic housing estate on the Cape Flats. The school was
Bonteheuwel Senior Secondary and the conditions which
prevailed were those outlined in Chapter 1 as typical of
black schools. The school was overcrowded and poorly
equipped and most of my classes were in old 'temporary'
prefabricated buildings which had asbestos fibre spilling

from the ceilings. Like most working-class DEC schools it
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was Afrikaans-medium with a small English stream. I taught

Standard 9 and 10 ESL classes.

Students were friendly and cooperative but were obviously
used to being passive and silent in English classes while
the teacher did the talking. They had expected formal
language exercises and formal memorised 'orals', not
discussion but thef responded well to a communicative and
interactive approach, including drama. It became clear that
the students were exposed to a great deal of English
particularly through the media, had good comprehension of
standard English speech, could communicate fluently in a
non-standard dialect of English and aimed for the standard
dialect in written work. It was some time before I realised
that ESL classes were regarded as academically and socially
inferior by the English First Language classes, by some

teachers and, sometimes, by the ESL students themselves.

Ideas for generative themes came from group discussion and
roleplay, informal chatting and lucky hunches. The themes
which provoked the most searching discussion were the
suppression of working class history; gender relations at
home; family conflicts about teenage leisure activities and
relationships; gang violence and its relationship to the
institutionalised violence of apartheid society; and
ambivalence about upward socidl mobility. The first two
themes are explored at length in 3.2.1 and 3.2.2 Problem-

posing 'codes' included stories, scenarios for
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improvisation, and agony column letters which offered a

usefully impersonal format for posing pe;sonél problems.22

Local material.proved valuable in its immediacy, but with
issues of particular sensitivity, a measure of distancing
seemed useful. For example, the theme of gang violence was
such a painful reality in the area that the use of local
material proved problematic whereas a story set in America
allowed students to draw on local knowledge to discuss the
causes and cures of teenage gang violence, ostensibly in
America. Political censorship and surveillance werelfurther
reasons for a measure of distancing and indirectness in the
presentation of generative themes. Distancing of touchy
issues may be particularly important if the teacher is

perceived as an outsider.

Improvised drama proﬁed useful in counteracting the ESL
class's sense of inferiority because it freed students to
communicate in whatever variety of English (or Afrikaans)
was appropriate to the role and the situation. It thus
offered scope and legitimate status for students' own
dialect and for the display of code-switching skills.
Students' ability to use dialect, register and language
appropriately showed a grasp of the sociolinguistic
complexities discussed in 1.4.1.1. Ironically, drama

. appeared to legitimate the use of standard English by

students in the classroom, which was otherwise likely to be
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interpreted by peers as a form of snobbery or an attempt to

ingratiate oneself with the teacher.

While most of our classroom drama was improvised, scripts
about working-class teenagers in Britain (from the SACHED
Resource Centre) were very popular and a surprising number
of students proved eager to organise themselves into small
groups to rghearse, even in their spare time, and to present
scenes in class. This suggested that scripts could be used
as a means for training students to organise their own
groups and to work together in a sustained way (see

discussion on this point in 3.1).

An example of a code which provoked searching discussion on
the theme of upward social mobility was this scenario which
I devised for improvisation:

You have had the same neighbours for years and

always got on well with them. They move from

Bonteheuwel to Mitchells Plain and a month later

when you visit them for the first time, they

speak to you in English. Act the scene.
The clear implication is that the move from Bonteheuwel (the
working-class housing estate where the students lived) to
Mitchells Plain (where there are middle-class home ownership
areas) is accompanied by a change from non-standard
Afrikaans to English. Improvisations by two groups
displayed different attitudes to this. In the one, the

visitors were overawed by the new status of their former

neighbours, struggled to respond in English and left feeling

56



inadequate and envious. In the other, the visitors kept
their normal speech, mocked the pretensions (and the
grammatical errors) of the:ex-neighbours, and challenged
their use of language on the grounds that they‘were
distancing themselves from working-class solidarity in the

struggle.

1980 provided vivid evidence of the fact that schooling
cannot be separated from its wider political context. A new
wave of protest began in April and class boycotts swept DET
and DEC schools in the Western Cape and across the country.
Student Representative Councils (SRCs) took over the
organisation of schools in the heady new order of protest
rallies, freedom songs and awareness programmes. For many
students awareness programmes were an experience of a more
democratic kind of education which had much in common with
Frei{e's ideal.

However this experience seemed to have little effect on
conservatism among students about what constitutes real
teaching and learning. Students have considerable power to
socialise teachers into authoritarian practice (see Hull
1985b). When tests and exams loomed, students expressed
insecurity with the new approach: 'Discussing isn't
learning'; 'This isn't proper teaching'; 'What about the
syllabus and the exams?'. This pointed to the danger of
taking lack of overt protest to a new approach to be real

acceptance and in effect imposing a new approach,
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substituting a new authoritarianism for the old. Ironically,
~ the new approach fitted in with the new éommunicative'
syllabus (See 1.5) but I had overlooked the need for what
Shor justifies as 'transition pedagogy':
some concessions to the old learning habits, to réduce
the level of resistance and anxiety. I assign ...just
enough bones of the old skeleton to make us all feel
at home (Shor & Freire 1987a: 11).
In 1981-2 I used the same approach but developed various
strategies to make it more familiar - that is, more formal -
and therefore less threatening. I established a weekly
routine; formally justified the new approach in terms of
syilabus and examination requirements; awarded 'ofal marks'
for chairing or report-backs of discussion, or group

presentations; and systematically linked oral work with

written work.

2.4.6 From teaching to research

The account of my work experience contextualises attempts to
put into practice my original aims: to get students to think
for themselves and to work with others rather than in
competition - and ideally to extend critical thinking and
cooperative way of working beyond the classroom. Teaching a£
Bonteheuwel was an opportunityvfor experimenting with
approaches in the ESL classroom in the conditions described
in Chapter 1. Experience of educational drama, particularly
at Bonteheuwel, convinced me that it could help to change

the classroom dynamic and get all students to communicate in
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2.5

English.. I was aware of a common perception among teachers
that covering the syllabus leaves no time_or_scope for
drama, or that it is likely to lead to excessive noise and
indiscipline unless one is a specially trained drama
teacher. To legitimate drama in the eyes of teachers and
students, I intended to write scripts, which I thought would
be more acceptable than improvisation. I also intended to
draw up outlines for lessons which used scripts as a basis
for the kinds of work required by the syllabus (oral work,
reading, comprehension aﬁd language work, other writing).

This was the genesis of a research project on script-writing

for liberatory ESL teaching in black schools in Cape Town.

The research: an outline of process and methodology

In July 1982 I resigned from teaching to concentrates on
script-writing and began working full-time as a research
fellow in the Language Education Unit at UCT. My first
contract in the Unit (1982-4) was for the writing and
evaluation of materials. When writing in isolation from
students proved difficult (as it had at SACHED), I did some
teaching in the TESOL Method course at UCT. My teaching
included script-writing workshops. The second contract
(1985-7) continued the work on materials, and involved much
more extensive teaching in the TESOL Method course. Working
with student teachers (1983-7) made me reflect on my own
teaching experience and at the same time I was reading or

re-reading the writers discussed (in 2.1 to 2.3) as
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background to the research.

My interest was not so much in the description and
explanation of classroom patterns of interaction, as in
intervention to change that and make it more liberatory.
The research explores ways teachers can use scripted drama
to achieve the éims of liberatory educatioh in big

classes within the school system, with a syllabus to cover

for exam purposes, and under severe political repression.

The research explores ways of collaborating with teachers
and students on script—writing.23 It was a process of
dialogue, and of interaction between theory and practice,
action and refleétion, which is appropriate to the
theoretical framework of liberatory education discussed in
2.1 and 2.2. It illustrates ways of attempting to bridge
gaps between what is theoretically desirable and what is

practical in the present system.

The research fell into twb phases, with different emphases.
The first phase of the research (covered in Chapter 3)
centred on the production of teaching materials planned in
the light of needs that had emerged during the informal
needs analysis described in 2.4. 1In Phase 1, the process of
script-writing was individual writing (by me) on themes
which had proved, in the classroom, to generate critical
discussion, or on themes chosen in consultation with

practising teachers. I also tried to involve students and
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teachers in collaborative script-writing but it was for the
most part a consultative rather than collaborative procesé
in that I drew on the ide#s and suggestions of students and
teachers when drafting scripts and edited the scripts in the
light of comments from those who used them. Because it
proved so difficult in Phase 1 to involve teachers in the
writing of scripts or in giving feedback on the use of
scripts in the classroom, in Phase 2 I attempted to find
ways around these problems by wbrking with student teachers
in the English Method course in the School of Education at
UCT. In script-writing workshops small groups of student
teachers produced scripts for classroom use and reflected on
this collaborative process. Two forms of script-writing
thus emerged during the research: 'consultative' writing in
Phase 1 and 'collaborative' writing in Phase 2. These are

described in detail in Chapters 3 and 4.

The methods used in the broadly dialogical process of
research fall into the spectrum of participant observation.
Participant observation involves observing and reflecting on
the work one is doing in interaction with others, as fully
and critically as possible. One's own role must be
subjected to critical reflection. In some stages of the
research, participation was very central; in some I was more
observer than participant. In Chapters 3 and 4 the nature

of the participant observation is explored in more detail.
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Research of this kind depends cannot take place without
networks. My network of contacts came of working in black
schools and in alternative education projects. Research
partnerships with teachers were arranged through this
personal network which usually coincided with a shared -
though not necessarily identical - political position. Thus
a commitment to a single non-racial schooling system in a
democratic South Africa was taken for granted, although
views on socialism and black consciousness might differ.
Teachers' political perception of the research and of me as
the researcher were significant in the research although
they were not usually made explicit. There was no question
of using official DET or DEC channels or officially
sanctioned teacher organisations because of the departments'
lack of credibility with teachers (and here I included
myself as a teacher). I think I was perceived by research
partners as politically progressive though not activist, and
as practical, that is aware of the constraints and pressures

in the systen.

Research relationships with student teachers came about
through my contact with the English Method course in the HDE
.and my position as a UCT School of Education supervisor of
teaching practice gave me access to classes taught by
student teachers in schools. A similar political networ£
operated with student teachers, and there was in addition a

shared association with feminist groups (for example in

Series 3).
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Documentation of the research process is in the form of
observation notes, diaries, successive drafts of the
materials, written responses from users of the materials and

tape-recordings of interviews with users.

The description of the research in Chapters 3 and 4 is in
part a narrative account of the process, because of the
importance of tracking the stages of the dialogue. At times
thé narrative has some of the characteristics of 'thick
description' which is used in ethnographic research to
reveal the texture of the cultural interaction and provide
signposts for outsiders. This approach has been used in
other classroom 'ethnographies' by teacﬁers (see 2.2) such
as Kohl (1970, 1972), Dennison (1969), Holt (1969, 1970),
Ashton—Warner(1963)' and in the ethnographic research of
Willis (1977) and Brice Heath (1983). However the
narrative could not be given in full in the body of the
text, because of its length and because of the need to
foreground issues. For this reason, a more extensive
account is given in Appendices 3 to 6, while central issues

are selected for discussion in the next two chapters.

In Phase 1, teachers who had experienced problems in getting
all students in big ESL classes to communicate in English
were to research whether and to what extent the use of

scripts encouraged and improved communication in English. I
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also intended to draw evaluative data from the students and
on occasion from observers in the classroom, in order to
provide three perspectives on the classroom practice (that
is, 'triangulation' which is a feature of action research,
but not exclusive to it). There was extensive pre-
‘publication evaluation but the classroom evaluation of
materials did not happen as intended because of political
unrest in schools at the time (mid-1985 to mid-1986).
Instead an assessment of the strengths and problems of this
phase had to be made on the basis of the limited classroom
feedback received and feedback on the use of scripts in

awareness programmes.

Evaluation of the second phase of the research was intended
to include three perépectives: those of the coordinator
(myself), of student participants and, on occasion, of
outside observers. As I am in a sense researching my own
practice, it may appear that the ideal framework to use
would have been action research. However the scope of the
work that I wished to do was larger than could be
comfortably accommodated within the paradigm of action
research, which focuses on tracing the need for and effect
of smaller scale changes in classroom practice. 1In
addition, my focus was not so much oﬁ my own practice as on
the process through which people learn to work
collaboratively. That investigation, had it been generated
and followed up by the student teachers themselves, would

have met the criterion of joint decision-making by all
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participants which Kemmis and McTaggart (1982) see as
central to action research. However it wés not generated by
students: it would not héve happened without. my
intervention and structuring. (whether joint decision-
making and in particular joint initiation of a research
project is always'desirable and possible is another

question.)

An unexpected outcome in Phase 2 was that workshop process
and reflection on it proved to be an experience, even a
first experience, of liberatory education for the student
teachers themselves. This issue is explored in more depth in

Chapter 4.

Evaluation led to the perception that there was more
potential for involving student teachers than teachers in
writing; but the intention was to go back to teachers
because they have the advantage of classroom experience. The
continuing connnection with teachers for myself and for
student teachers is explored in Chapter 5. Chapters 3

and 4 describe Phases 1 and 2 of the research in detail.
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Chapter 3

" DEVELOPING A COLLECTION OF SCRIPTS FOR USE IN SCHOOLS

Chapter 1 described the difficult conditions which are common in
ESL classrooms in black schools. Chapter 2 discussed theories of
liberatory education with particular reference to the ESL
classroom, and outlined a research project which had grown out of
my own experience of ESL teaching and materials writing. This
chapter expands on the first half of the research project (1983-
84). It is a case study of the development of materials intended
to be used for liberatory teaching in the conditions already

described. The materials are Cape Town Scenes (CTS), a collection.

of short scripts for classroom use, and Teachers' Guide to Cape

Town Scenes (TG), a collection of lesson outlines based on the
scripts (See Appendix 1 & 2). Some of these materials I wrote in
consultation with teachers and students and others were written

by teachers, student teachers and students.

3.1 WwWhy scripts for liberatory teaching?

My original research proposal (October 1982) outlined a
plén for writing scripts to help teachers get everyone in a
crowded classroom talking within a single class period -
without chaos. The scripts were intended as a means of
hélping teachers who want to change the pattern of
interaction in classes of forty or more from transmission

teaching and student passivity to active participation by -
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all students. They were accompaniéd by detailed suggestions
for using each script as a basis for the;exgended thematic
work required by the syllabus. Overlapping with these aims
and implicit in the materials were other aims: the raising
of socio-political awareness and the development of critical
thinking and cooperative work, within the constraints of

classroom, syllabus and schooling system.'

The question to be answered by way of introduction is why
the materials took the form of scripts. As described in
2.4, much of my teaching had been based on drama, especially
role play, and it was my experience over a number of years
that being in role seemed to make it easier for students to
speak up in class, to speak English in class, and even on
ocqasion to show a command of the standard dialect and
pronunciation which was not normally revealed in class.

(See 2.3 for a discussion of sociolinguistic factors
involved.) The role play was usually improvised but I also
found scripts a useful tool for getting groups to organise
their own group work with little help from the teacher. The
script provided a structure for group work during
preparation, presentétion and the ensuing discussion, thus
giving students practice in constructive group work. My
experience indicated that for many students and teachers
scripted drama was less intimidating than improvised drama.
At the very least scripts gave every student something to
say in English and encouraged the use of English even in

small groups unmonitored by the teacher. These were
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3.2

important considerations in big classes where it is
difficult to ensure that every student speaks English even

occasionally.

Evaluation was built into the writing process, in that draft
scripts were to be Aistributed to interested teachers in
exchange for interviews or completion of Response Sheets;
and drafts were to be edited for publication in the light of
responses from teachers and students (see Appendix 4). I
hoped for response as to whether the content was interesting
to students, in accessible language, and likely to provoke
animated discussion and to lead on to some kind of critical,

analytical thinking about their situation.

The process of script-writing

Because of experience at SACHED of writing without direct
contact with students in the classroom (see 2.4), I
anticipated that isolation would again be a problem. I was
also concerned about the lack of existing structures for
working with other experienced teachers on the development
of materials and I planﬁed to work in consultation or in
collaboration with as many teachers as possible. I hoped

to have some contact with students via their teachers.

The research began with the drafting of scripts on themes
which had generated a great deal of discussion and critical

thinking at the Bonteheuwel school. My aim was, in Freire's
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terms, to use scripts as codifications of generative themes
{(see 2.1). Two examples of generative thémes at the DEC
school where I haé recentl} taught were the suppression of
working class history in school textbooks, and sexism in the

family. Teachers at other schools also reported that these

themes aroused animated responses from Standard 6 to 10.

This section will focus firstly on two scripts which I wrote
in consultation with teachers and students. The development
of 'who Built Cape Town' (WBCT), the first script:(gggz 7-
11), is analysed in detail to highlight salient features of
the process of consultative writing and to indicate problems
associated with it. Aspects covered are: choice of theme;
the form of the script; the language; the writing proéess
(drafting and editing); and preparation for production. The
description of the second script, 'Sisters at the Sink'
_('sisters') (CTS: 14-16), concentrates on the genesis of the

theme and on the dialogic form.

3.2.1 'who built Cape Town?'

WBCT was written to challenge the standard textbook history
of early Cape Town, and poses the questions of.Brecht's

poem, 'Who Built Thebes?' (1985: 8), in a local setting. The
form was influenced by students' impassioned response to the
poem. Class after class identified so strongly with Brecht's
mocking questioning of government-issue history that without

prompting they responded out loud to his questions
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(chorusing 'No!' to questions such as: 'Young Alexandra

~conquered India. Was he alone?').

The textbook version of local history is presented in the
script through the exaggerated claims of four Very
Important People (VIPs) who are challenged by the Forgotten
People (FPs), the workers whose names are never in the
textbooks. Students who were normally reluctant to speak at
all in English classes spoke out about the contribution of
their forefathers and foremothers and in every class a few
began to raise critical questions about silences in their
textbooks. The discussion generated a great deal of energy
for reading and for creative writing and some students

undertook oral history interviews in the neighbourhood.

The work on this theme took place in 1980, after prolonged
class boycotts to protest about 'gutter education' and raise
awareness of social, political and economic oppression. A
sign of the times in the script is the second chorus, the
youth of Cape Town who question the status quo. It is worth
noting that at the time many students were experiencing a
conflict between their desire for continued awareness
programmes to counteract 'gutter education' and their desire
to settle down to 'normal' class work lest they fail the
year. Brecht's poem raised the kind of‘issue which
awareness programmes had raised, but was at the same time

perceived as legitimate school activity.
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In terms of its language and form, WBCT is ;ntended for
Standard 6 and 7 ESL classes to use with little or no
explanation. However, teachers have reported using it from
Standard 4 to Standard 10 for ESL and English First Language
classes and have not voiced complaints about the simple
" language and the use of repetition. The use of the chorus
as a dramatic device may make the simple language and the
use of repetition acceptable to students with a
sophisticated command of English. There is no attempt at
local variation in the language (except for the word
'brommersf which is explainéd in a footnote). There were a
number of reasons for this. In the first place, I was not
capable of using the non-standard dialect. Secondly, I was
conscious that some teachers might disapprove strongly of
the legitimation of the non-standard in a script written by
a teacher, and that for this to come from the School of
Education at the University of Cape Town might be
interpreted by teachers as talking down to ('coloﬁred')
students. Other implications of the use of the non-standard
dialect in printed teaching materials are discussed in

Chapter 4.

The form of WBCT reflects its pedagogic function and the
prevailing practical constraints of time and student
numbers. It provides a speaking part for everyone in a big

class. There are over twenty individual speaking parts and

an indefinite number of choral parts. Parts for two or more
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voices and choral speaking provide support for the shy and
once the ice has been broken, more sfudenfs may ‘be happy td
have individual parts. (The biggest classes to report using
WBCT were Standard 7 classes of over seventy in one DET
school and -a Standard 5 class of about ninety in another DET
school.)1 It is short enough for a single class period of
about half an hour. ££ takes only about twenty minutes to
perform, which leaves time within one period for reéponse
from the audience, and/or discussion in role. It can easily
be put on in a crowded classroom and no experience of drama
is required of teacher or students. Little stage-managing
or directing is required to group students into the youth,
the VIPs and the FPs, and then no further movement is
required, which is useful in a classroom with heavy desks

and little room for manoeuvre.

The following account of the writing process is essentially
a commenﬁary on political choices as to what was included in
WBCT and what was left out. The viewpoint reflected in the
script is feminist, anti-imperialist, anti-capitalist, and
there is an emphasis on the contribution of workers, black
people and women, whose history is usually suppressed.
Giroux, among others, has argued that it is important for
liberatory education to have content which affirms the life

expefience of the students (1984: xxi).
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From the first draft, women, both slave and free, were
included among the FPs, and traditional women's work was
mentioned. Because African slaves feature even less in
school history than slaves from the East, sevérai (Ouwe Jan
and Maria from Angola, Adam from Madagascar) were mentioned
along with slaves from the East (Manassa from Java, Bastiaan
from Beggal). The inclusion of present-day Council workers
who are often mocked for their dirty jobs was intended to
bring the issue close to home and up to date. In the script
the FPs speak for themselves and inspire others to do so.
In Freire's terms, they break out of their ;culture of

silence'.

The first two VIPs, Van Riebeeck and Van der Stel, were
included because they dominate the early chapters of school
history textbooks which depict the'arrival of the Dutch as
the beginning of history, civilisation and progress at the
Cape. To avoid reinforcing the myth that only the Dutch
colonial rulers exploited the workers, the British were
included in the person of Lady Anne Barnard. She is the
most memorable figure among the British in textbook chapters
on the first two centuries of colonial rule. That was the
period I intended to cover, but once I started including
Cape Town landmarks, it was a short step from the slave
bell in the Gardens to Rhodes' statue which stands nearby.
The inclusion of Rhodes brought the VIP group up to the

beginning of this century.2

73



.
The changes made between the first and final drafts were
slight in scope - a matter of a few 1ines and a few extra
characters - but significant in shifting the basis of
conflict. 1In the first draft the conflict was depicted in
racial terms (white oppressors, the VIPs, versus black
workers, the FPs). In the second draft the conflict is
class-based. Two Dutch workers (Hans from the Hague and
Andreas from Amsterdam) who have grievances against their
Dutch bosses were included to show the oppression of workers
across racial divides. The capitalist exploitation brought
by the mining industry is targeted through the inclusion of
two African mineworkers, Malusi Jali and Bambata Zondi.
('Bambata' is the name of the last of the black resistance
leaders against the British colonial power in Natal.)
Rhodes' title, 'Cape Town's Godfather', is deliberately
ironic. ('The Godfather' familiar to students at the time
through films, was the profiteering Mafia boss. 1In school
history, Rhodes is represented as the benefactor of city and
nation but, as the script suggests, he is also one of the

fathers of the migrant labour system (Callinicos, 1980).

- WBCT has been widely used and the response from teachers (in
Reponse Sheets and in interviews) and from students has been
generally positive. There has been favourable comment from
teachers on the familiar names and places ('students

identify with the scfipt because of the.local setting'), and

on the use of humour and the number of speaking parts
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('enough to give a voice even to our shy Standard 6s, the
ones who never star').3 Most comment has focused on the
political message. On the one hand, ’the script has been
welcomed as 'raising awareness' and ‘relevant' and
'correcting propaganda in history textbooks'. (On at least
fen occasions between 1985 and 1989 I observed WBCT being
used in school and inter-school awareness programmes, on
Mayday for example.) On the other hand, it has been
criticised for its polifical content. A teacher at'a DEC
school outside Cape Town declined to use it because it
'focuses on conflict more than we should do in schools where
it is better to look on the bright side' and two academics
{at the South African Association of Applied Linguistics
conference in October 1986) criticised it as 'polemical' and
'pqshing a line'. I would justify the focus on conflict on
the grounds that the script makes explicit the conflict
which is implicit in official history textbooks: it is
'pushing a line' to counter the bias of the official

textbook history and to provoke critical discussion of it..

A criticism to which I would give more weight has come from
DET students and teachers. One teacher commented acidly
that her students would ask why there were so few Africans
in the script and would say 'We are still the Forgotten
People.' Another teacher reported a similar response from
five Standard 7 classes who, bverlooking the African slaves,
criticised the script for having 'only two Africans'.

(3.6.1 describes the meeting where this discussion took
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place.)

The fact that there has been no criticism of the absence
from WBCT of the Khoisan, the original inhabitants at the
Cape who met Van Riebeeck, suggests that the issue is not so

much historical accuracy as present-day political concerns.4

3.2.2 'Sisters at the sink'

7

This script develéped out of teaching experience in much the
same way as WBCT. Questions of sexism in students' home
lives had caused heated discussion in many classes and the
scene was inspired by a passionate manifesto which a
Standard 9 student wrote to her brothers after one such

discussion.

In the script two teenage sisters who are forced to wash ﬁp
while their father and brothers watch their favourite
television programme complain bitterly about the injustice
of the situation. They are at boiling point when the
programme ends and their brothers call for £ea. The
dialogue ends there. The idea was that if students are

involved in the situation, they will be able to continue the

argument, improvising in English without self-consciousness.

Teachers (at least twenty teachers at ten schools) report a
consistently positive response ('It never fails to provoke

a lively discussion even in the most passive class').
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Comments from students at ten schools may be summed up by
one student's comment: 'We like itbbecauée it is true to
life'. Ending at a crisig point seems to be & good stimulus
for liveiy writing. I have a large collection of
glternative end;ngs sent in by students and companion
scripts have come from boys who found the script 'one-
sided'. An example is 'Brothers Down the Drain', written by

Standard 7 boys in Ocean View (CTS: 17).

The language of the script draws on the rhetoric of the
struggle against racist oppression, familiar in schools,
which is transposed to sexist oppression:

They're privileged all right and I'm sick and tired of
slavery. It's discrimination!

Sex discrimination! They want equal rights - but not
for women... (CTS: 15). o

Later, after proposing a kitchen strike, one sister sings
'Stand up stand up for your rights', a reggae freedom song
popular at the time which was not usually associated with
women's rights. On reflection, it seemed that linking
sexism with racism was a good tactic for convincing male
chauvinists that the struggle against sexism is part of the

broader struggle which they support.

Like WBCT, 'Sisters' was originally written with Standard 6
and 7 in mind, but teachers have reported using it up to
Standard 10 level. A majority of those who completed

Response Sheets asked for 'more dialogues like this' which
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indicates a demand for other shért, provocative, open-ended
role plays to pose problem-situations familiar to students.

"It is worth noting that 'Sisters' is a simple example of a
script which could easily lead on to the abstracting of a
key concept, in this case sexism. Shor and Freire (1987:
149) discuss ways to bring 'conceptual language close to
concreteness when working with students in a classroom;.
This is an important aspect of facilitating critical

thinking.

3.2.3 Scripts generated by 'Sisters at. the Sink'

A number of scenes in CTS which were written by student
teachers after discussion of WBCT and 'Sisters' show
developments of and variations on the theme and form of
'sisters'. Some of these were successful in generating
critical discussion (for ekample, 'Hassling People', and
'The Good Name of the School') while others were not (for
.example, 'The Pink Plate' and 'Nomsa and Elizabeth'), for

t .
reasons discussed below.

In 'The Good Name of the School' (GNS), the dialogue form is
used to present a conflict of attitudes (CTS: 19,20). A
mother visits her daughter's school to expresé concern about
the ill-treatment of an ice-cream vendor by students but the
condescending principal is more concerned about rugby
practice. This script was intended to raise questions about

what makes a good school, but has also been used by students
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as a 'code' to pose problems of discrimination on grqunds of

class, language and race (see 3.5). _ -

The three scenes in 'Hassling People' (CTS: 21-27) each end
at a crisis point in the same way as 'Sisters’', and there
are suggestions in the text to encourage improvisation in
small groups. As in 'Sisters', racism and sexism are
coupled: Scenes 1 and 3 deal with familiar targets, the
sexist behaviour of boys towards girls, and racist
behaviour on beaches; and Scene 2 is strategically placed
between the two to raise the issue of heterosexist behaviour
which is less generally perceived as discriminatory. Some
teacher; report a polarisation of attitudes about sexism in
the discussion following 'Why Whistle?'(CTS: 22-24), some
report an exploration without polarisation, and all report
plenty of talk. On the issue of beach apartheid, teachers
in three schools reported that shy students waxed eloquent,
for the first time, in the endings which they improvised for
'On the Beach' (CTS: 26-27). Two teachers have criticised
the material for eliciting expression of students'
prejudices in class, while two others saw this as 'useful
for diagnostic purposes’' and 'an indication of the need for
gradual work on attitude change'. (See Shor & Freire 1987:

163-169, on coping with prejudice in the classroom.)

3.2.4 A note on different approaches to prejudice

Responses to other scripts on prejudice indicate that some
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approaches to conflict-ridden issues are more effective than
others. 'The Pink Plate in the Sink' and 'Nomsa and
Elizabeth' (CTS: 59-62), dialogues by student teachers, deal
with the racist behaviour of affluent 'white' employers
towards black domestic workers. The writers agreed with the
“three teachers who commented in Response Sheets that Ehe
scenes were 'realistic' but too confrontational for
classroom use: 'the overtly.racist dialogue is difficult to

handle in class - it tends to reinforce racist stereotypes

of "whites", closing minds, not opening discussion’.

'Scenes from Township Life' (CTS: 43-56) tries to encourage
empathy and identification across the barriers of
prejudice. These scenes deal with the daiiy life of a black
family in a township, including the problems of the mother
who is a domestic worker. Teachers of Standard 6 and 8 DET
classes for adults reported that students were 'surprised
and pieased to be reading about situations they recogﬁised'
and 'moved by the family's plight and the generosity of
their neighbours', and that this motivated them to speak,
read and write in English. 'Scenes' seems to have
stimulated many students to wrife about their own
experience. For example, whole classes at three DEC schools
sent in their own scénes of township life, and students

in rural schools sent in scenes from rural life.
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3.2.5 Scripts written by high school students

'The Van Aarde family' (CTS: 63-74)vwas yfitten by a gfoupi
of Standard 9 and 10 students at Steenberg Senior Secondary
School, and 'Removals'(CTS: 77-87) by a Standard 9 class at
Belgravia Senior Secondary School. Both deal with daily
life in District Six, Cape Town's inner city, and the forced
removals of 'coloured' families from the area when it was
proclaimed 'white'. There is considerable difference
between what I felt free and able to do with language in the
scripts I drafted, and what students were able to do with
language because they were members of the speech community
they were depicting. 'Removals' and 'The Van Aarde'Family'
use standard English, standard Afrikaans, as well as ron-
standard local varieties to indicate complex power relations
and for acute and humorous political commentary. (See 3.6.3
for a description of students' adaptation of the languagel
of 'The Good Name of the School'. 1Issues to do.with the use
of the non—standardvdialect in printed teaching materials

are discussed in 4.4.3.)

These scripts provide a further example of the networking
which operated in the research. They also illustrate a
collaborative writing process. At the end of 1983, a
teacher who came to see me about resources for English
teaching mentioned that students at his school had
improvised a play about District Six which had been very

successful with local audiences. Months later, after many
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requests, I received a brief draft of the script which was
later expanded into 'The van Aarde Family'. CTS gives a

" detailed account of the process of working with students to
transcribe and edit this script (CTS: 75). In mid-1984 a |
student in the TESOL Method group told me about a teacher
she had observed during teaching practice who was using
drama in exciting ways. I wrote to the teacher expressing
interest, was invited to the school concert to see
'Removals', and the rest is chronicled in CTS (77, 88). Both
the scripts, and extracts from them, have been used in

awareness programmes and school concerts.

3.2.6 Scripts which generated little interest

Discussion of the scripts in CTS would be incomplete without
reflection on the reasons why some scripts apparently failed
to generate interest. The cases in point are 'Boys will be
Boys but Ladies must be Ladies' (CTS: 35-40), on sexism at
school, and 'Move to the Vibe' (CTS: 28-31), about the

teenage music scene.

Like WBCT and 'Sisters', 'Boys will be Boys' was written to
pose a problem which existed at the Bonteheuwel school.

Like 'Sisters', it was based on the experience of a student,
a brilliant Standard 10 girl who wrote a fiery open letter
to sexist classmates and teachers. The comment (in Response
Sheets from two teachers) that it was 'unrealistic and

exaggerated' was simply not true.5 A more accurate
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criticism was that the script was 'about an exceptional case
so we don't identify with her problem': or }n Freire's
terms, while it was a generative theme for a few stﬁdents,
it was not one for most students. Because of my own
interest in the issue and identification with the student, I
had overlooked the fact that ﬁhe theme had not provokéd

general interest at the school.

This exemplifies a kéy problem for teachers and for writers
of teaching materials: how to keep a balance between
exploring students' existing interests and raising other
issues which one regards as important to students and‘feels
ought to interest them. (See 4.4.4 for discussion of

problems of didacticism in materials writing.)

'‘Move to the Vibe', like an earlier (unpublished) script on
the teenage music scene, 'Wednesday Night at the Youth
Club’', was written to keep a balance between serious issues
such as the oppression of workers (for example, WBCT) and
sexism (for example, 'Sisters'), and light relief. From
teaching experience and from discussion with teachers, it
was obvious that music was a favourite topic for students
and that scripts on music should generate lively classroom
discussion. Because I had no real interest in or knowledge
of pop music, I sought out teachers who were enthusiastic
and knowledgeable about it. I wrote 'Wednesday Night at the
Youth Club' in consultation with a teacher in a DEC ééhool

who had worked in London as a musician and youth worker. It
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3.3

dealt with the music scene in a working-class youth club in
London. The intention was to invite stﬁdents to use their
expert knowledge of local music and youth culture and write
local versions, but the only response was from a teacher who
criticised the setting and some of the music as too rem;te
and foreign. He was persuaded to collaborate with me oﬁ a
music script with a local setting, 'Move to the Vibe'.

Only two teachers completed Response Sheets on the script
('light-hearted', 'an entertaining way to fill up a free
period'). It emerged that other teachers who had used 'Move
to the Vibe' thought it was only useful to write their

responses to the scripts dealing with 'important issues'.

The process of compiling Cape Town Scenes

By mid-1984, the following scripts had been edited in the
light of feedback from teachers and students and were ready
for publication:

Who built Cape Town?
Sisters at the sink
Brothers down the drain
The good name of the school
Hassling people
(1) Why Whistle?
(2) 'Hey man, where's your girlfriend?’
(3) On the beach \
Move to the vibe!
'Boys will be boys but ladies must be ladies'
Scenes from township life
(1) The cost of living
(2) At the factory - 'Times are hard'
(3) Back home - sitting with the problems
(4) Job hunting by the sea
(5) At the backdoor in Sea Point
The pink plate in the sink
Nomsa and Elizabeth
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The van Aarde Family

(1) At home in District Six

(2) In Mitchells Plain - at home?
Removals

(1) The official plan

(2) The official speech

(3) Good neighbours

(4) Brother and Sister

(5) The old people do not forget

(6) Residents speak out

(7) Protest against removals

CTS was intended to be a book for high school students. It

began with an open letter to students, inviting them to

write their own scripts. The book was introduced as:
a collection of scenes and short plays, some written by:
teachers and student teachers, some by groups of high
school students. All of these scenes and plays have
been tried out in the classroom and they keep changing.
The book is also a kind of do-it-yourselves manual if
your class want to write a play.

It was made clear who produced each of the scripts and

through what processes, with the need for anohymity in some

cases taken into account. The purpose was to validate the

writing of local teachers and students with whom readers

might identify, to demystify the process of script-writing,

and to encourage students and teachers to write about their:

own experience.

The scripts were presented as collaborative work in process:
collaborative because so many teachers-and students had
contributed in some way to their writing, and work in
process because of the emphasis on openness to change,
additions and suggestions. The intention was to encourage

teachers and students to make the products their own, by
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freely adapting and improving them, and' to make the process

_their own by trying it with others.

CTS and TG are thus very different from the pre-packaged
curriculum materials criticised by Giroux (1983) and Apple
(1982) as representing a new form of control over both
teacheré and students and stripping teachers of skills that
wefe formerly regarded as essential (for example, designing
materials and teaching strategies for specific groups,
based on close personal knowledge of these people (Giroux

1983: 158)).

CTS and TG were written for the purpose of empowering
teachers and students to write their own, rather than
relying on experts. The approach was strongly influenced. by
script-writing workshops with student teachers in 1983-4
which had demystified the writing process, with exciting
results. The tone is not prescriptive. There is constant
emphasis on the draft nature of the scripts and readers are
encouraged to adapt, add to, and criticise the materials.
The books are punctuated by requests for feedback and for
scripts and other materials for further publications and for
teachers' resource centres:
What do you think of this book? How would you change
it? Would you like other books like this? We need
your criticism and your suggestions. If you would like
to see more books like this we also need some writing

from your class: plays or scenes or stories, whatever
you like. .
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This is an attempt to set up dialogue with users and to
encourage participation and’collaboration.in’the development
of maferials, although at a distance. The influence of my
experience of writing distance learning materials at SACHED,
described in 2.4, is apparent here. Another influence was
the work of readers' and writers' cooperativeé overseas,
which made not only the process of writing and editing, but
also book production and distribution a cooperative
undertaking (see Chapter 223). The humber of scripts sent
in by users of CTS indicated that the interactive

presentation served its purpose.

3.3.1 The printing and distribution of Cape Town Scenes

Two'thousand copies of CTS were printed, free of charge
thanks to the funders of the research project. This
sponsorship made pbssible the free distribution to researgh
partners and the low price charged to others (RS for CTS
and the TG, or R2 per copy of CTS for more than ten copies
(with a free TG) to encourage teachers or schools to buy
class sets of CTS. An unsubsidised price, R10 for CTS and
R5 for TG, was charged to teachers not working in black

schools.)

A problem which arose during the eight months CTS was at the ;
/

printers was that the emphasis shifted from the process of

dialogue (with teachers, student teachers and students) to

my individual responsibilities for the product (repeated
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3.4

proofreading and liaising with the lay-out person and the
printers). It was not poséible to gathef teachers or
circulate scripts in time before meeting the printers'
deadline for the next stage. (Desk~-top publishing has the
potential for making léy—out and printing far quicker and
less specialised activities, a group responsibiity in the

same way as writing or editing.)

A problem which later became apparent was that the
expensive-looking glossy print of CTS in a sense
contradicted the statement that the book was still work-in-

progress and a draft open to change.

The process of writing and compiling the Teachers' Guide to
Cape Town Scenes )

The TG is introduced as: :
a collection of suggestions from teachers and students
on how to use the scripts - within class periods in big
classes and without special equipment. There are
LESSON OUTLINES for using the scripts as a basis for
all the syllabus requires (TG: 1).

This accorded with the original aim of fitting work on

scripts into existing syllabus constraints (discussed in

2.5). There were lesson outlines based on each script for:

structured oral work, comprehension, writing, related

language work, and further reading on the same theme.

The process of writing the TG was much the same as that of

CTS and went on simultaneously. During 1983-4 I continued to
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draft lessén Qutlines which were distributed with the draft
scripts for response from teachers and their students, as
well as student teachers in the TESOL Method course. I then
edited the teachers' notes, drawing on commenés and
contributions from others. For example, my original two
pages on WBCT grew to over twenty with the incorporation of
ideas and lesson outlines from teachers, student teachers

and high school students (see TG 6: 6-20).

Like CTS, the TG stressed the non-prescriptive nature of the
lesson outlines and the collaborative work which went into
them: |
These books are experimental: all the writers feel
that the scripts and the lesson plans are DRAFTS.
Please let us know what you and your students make of
the drafts. What would you throw out, change, add?
(TG: 1).
Only brief reference will be made here to the 'grammar
exercises' in the TG (which were mainly drafted by me),
because the research, as stated in 2.3, was concerned with
'fluency exercises' - getting students talking as much as
possible about things that really interest them, and then
writing for a real audience - rather than 'accuracy
exercises'. There was an attempt to introduce human
interest and humour into 'grammar exercises' and to
integrate them thematically with the other work on each
script. For example, the 'grammar exercises' based on WBCT

(TG: 6-20), exercises on the past tense, are two stories of

old workers looking back on their lives. There is thus a
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3.5

thematic link with the script.

Evaluation of the Teachers' Guide

Criticism of the TG has focused on the unattractive lay-out
and type. The TG was published - photocopied - as a draft
to be revised in the light of criticism and suggestions
received, but it has not been revised for publication as
intended because so little has been received by way of

criticism and suggestions from teachers.

Response from teachers to the content has generally been
positive but uncritical. For example, most of the teachers
who referred to the TG in Response Sheets described it as a
useful source of thematic work and 'lively and relevant
grammar exercises', which they considered to be lacking in

textbooks although required by the syllabus.

The approach used in the grammar exercises, and in
particular, the concord materials (see CTS: 98-102 and TG:
90-95), requires careful classroom research by applied
linguists with an understanding of the local situation.
There was much favourable comment on the material on
standard English concord but it may be that because concord
is perceived by many teachers (particularly in DEC schools)

to be the major problem for their students, any material

which deals with it in a sustained way is welcomed.
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3.6

The extensive lessoﬁ outlines for each script which were
intended to legitimate the use of scripted d;ama by using it
as a basis for the kinds of work required by the syllabus
(see 1.5). One teacher said she felt it was 'useless' to
fill in Response Sheets because the work she had based on
the scripts was far less extensive than the lesson outlines

suggested.

Evaluation of the scripts published in CTS

As this account shows, the evaluation of materials in the
pre-publication phase of the research, 1983-4, was embedded
in the production process in that draft materials were
evaluated through the responses of teachers, student
teachers and high school students, and were revised for
publication in the light of those responses. This pre-
publication evaluation was dealt with in 3.2.1 to 3.2.6.

As the focus in this chapter is on the scripts, while I
indicate how feedback from users influenced the editing of
the scripts, the processes involved in obtaining pre-

publication evaluation are detailed only in Appendix 4.

The evaluation of CTS and the TG after their publication in
mid-1985 is discussed below as it was planned and as it

actually happened.

3.6.1 Classroom evaluation as it was planned for 1985

Initially I had hoped that the books would be published
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early in 1985 and had made plans with teachers for
evaluation in the first half of 1985. I élso planned to
involve student teachers from the TESOL group which I taught
full-time (as a leave substitute) in the first half of 1985.
However delays at the printers meant that the books were
only published in June and classroom evaluation was
postponed until the third term, late July to September 1985.

Plans for evaluation by teachers

Eight teachers, six women and two men,.had agreed to become
research partners, two in each of four schools. It was a
condition that at least two teachers at each school should
use the materials. The agreement was that the teachers in
each school were to receive a free class set of CTS (that
is, enough copies to allow one between two students in their
largest class) and several copies of the TG in exchange for
written response from teachers and students. (See

Response Sheet: Appendix 5.)

The personal network was important. I already had close .
contact with four of these teachers, one in each of the
schools. Two had been s%udent teachers in TESOL Method
classes I hgd taught in 1983-84, one was the teacher who;e
class I had worked with on the scripting of 'Removals’', and
one teacher I had taught in SACHED classes in 1979-80.
These four each found a working partner at school. Two of

these others I already knew, one from a community
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organisation we had both worked in, the other from SACHED

-

classes.

As it happened, there was a wide range of age and experience
among the teachers, which seemed to be useful. Three were
in their first or second year of teaching, two had five
years' éxperience, one about twenty years, and two were
close to retirement age. Two had already used drama
extensively in their teaching and one had formal training in
drama teaching, but the others had no experience of using
drama beyond one or two draft scripts (in the first phase of
the research). The DEC schools were in Athlone, Wynberg and
Mitchells Plain. The DET school was in an African

township.6

In addition, a workshop had been planned for July to
introduce CTS to English teachers from six DET schools in
Cape Town, and to invite two teachers from each school to
become research partners. The networking behind this meeting
needs some explanation. Early in the year I had been
approached for help with English classes by the coordinator
of the Race Relations Saturday school in Langa which was
attended by matriculation students from all DET schools in
the Western Cape. A group from the TESOL class ran a series
of lessons on a matriculation sef book at the Saturday
school, as well as some English communication classes in

which they used CTS. The coordinator then ordered a set for
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the teachers' library and on her own initiative visited the
English teachers in sis‘DET schools to show them CTS and to
‘raise the possibility of having a workshop oh the use of.
scripts. Judging the response to be positive; she invited
me to rﬁn a workshop in a church in Guguletu. This workshop
was attended by English teachers from four of the six high
schools, including G whom I knew from her studies at SACHED

and who had already agreed to be a research partner.

Some information which came out of the workshop was.useful'
for evaluation. G reported that WBCT had involved all the .
students in each of her Standard 7 classes of about seventy
students in lively discussion in English. She was
enthusiastic about the theme and form of the script and the.
possibilities of the method in big classes.. I was shocked
to learn that because she only had one copy of the book at
that stage and no copying facilities, she had written the
entire script on the board and had students copy it down
over two periods before they could begin rehearsal. This was
an indication of the value placed on the script, of a dearth
of resources and of her determination. Her criticism of the
lack of African workers in the scripts is discussed in
3.2.1. Criticism of the structuring of the research project
was expressed by a teacher from another school who saw the
requirement that two teachers should share a class set of
books as an unnecessary economy measure ('UCT doesn't need

to economise and we need the books.').
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All the teachers said they would discuss the project at
their schools and let me know whéther they were interested
in beéoming research partners, but several expressed doubts
about doing anything new Eecause of restlessness in the
schools and in the townships. They predicted boycotts. In
fact, class boycotts began the next week and the follow-up
meeting with teachers planned for early August had to be
cancelled. In the meanwhile, G and her partner received
fifty copies of CTS which their students later used in

awareness programmes (see 3.6.5).

Plans for evaluation by student teachers

To have access to schoéls, I had volunteered to observe
twenty student teachers from the TESOL Method course on
teaching practice in July-August. The student teachefs
were offered a class set of CTS on loan and free copies of
CTS and the TG in exchange for becoming research partners.
Those who volunteered were placed in pairs at black schools
with the teachers. This pairing was intended to encourage

collaborative work.

At planning meetings before teaching practice, the student
teachers agreed to observe each other's classes whenever
possible and to fill in Response Sheets for all lessons in
which scripts were used. They also planned to invite
interested teachers to observe their lessbns based on

scripts and £ill in Response Sheets. I planned to observe
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each student teacher during at least one lesson based on a
script.’ Some planned to try out scripts thch had been
drafted in writing workshops in the TESOL class, as well as
scripts from Qgg. Apart from the twenty student teachers I
was to visit, about ten others from the TESOL course planned
to use scripts from CTS or scripts which had been written in
workshops in their course, and to fill in Response Sheets.
About half of the latter group had been placed in DEC
schools and half in Cape Education Department ‘'white’

schools.

3.6.2 Classroom Evaluation as it actually happened in 1985

The class boycotts which began in July 1985 spread across
the country (see 1.2). It was a time of student
leadership, alternative education programmes, and inter-
school rallies which sometimes reached across the divides of
DEC and DET. For the rest of the year there was virtually
no class teaching in DEC and DET schools énd the classroom
evaluation planned for July-September 1985 ended almost as

soon as it began.

Because the townships were sealed off by army and police, -
the four student teachers in DET schools who had planned to
be research partners were withdrawn from the schools.
Before long the DET closed its schools and it became
impossible to maintain contact with teachers or students in

DET schools. Classroom evaluation was out of the question
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for the ‘rest of the year.

Classes continued fof a wéék or two in some DEC schools.
before the class boycott became general and in that time I
was tg able to observe stﬁdent teachefs in two schools using
scripts in ﬁﬁe élasSroom but the carefully laid plans for
classroom evaluation (by student teachers in the other eight
schobls and by teachers in three schools) fell away.
Howéver, it waé,possible to keep contact with some research

partners in DEC schools until schools were closed down for a

while in September.

I had planned to collate the Response Sheets frém the July-
August classroom research by the end of September 1985, and
then to interview some teachers in more depth. But in
September 1985 all the teachers who had begun‘working with
me ag research pértnérs were preoccupied Qith the explosiQe
situation in schoolé and on the streefs. {Squatter
settlements close to the DET school were burnt down by
vigilantes who were widely repdrted to havé pdlice and'army
;upport.v The two Athlone schoéls where teachers or student
teachers were my research partners were undef police siege.
One of the student teachers witnessed the shoot{ng of three
students by police in a sEreet near the school. One
research partner ffom a Mitchells élain school was among the

many teachers detained at the time.)
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The following account of aQareness programmes which I
obsérved at the one school in August 1985-dréws on notes
writtén by the tw& student teachers at the school, my notes
about the performances and my discussion with the student
teachers.

'The Good Name of the School' (GNS) was used by a group
of Standard 7 students during awareness programmes. The
student teachers had used CTS with classes the week
before the boycotts started and the group borrowed
copies of CTS from the student teachers because they
wanted to 'do a sketch' as part of an awareness
programme . The students then worked on the script with
no help or direction from teachers and constituted
themselves as a group of travelling players, performing
in classroom after classroom. I observed three
performances, one in a crowded Standard 6 classroom,
the second in the science room (the biggest room in the
school) where the audience was made up of several
teachers and all the students who could squeeze into
the room, and the third in the students' own classroom
for their classmates. The fourth performance referred
to was observed by the student teachers.

The script is written in standard English but the
players used accent and dialect features to indicate
differences in status between principal and parent,
and, in the fourth performance, between the vendor and
students. The audience response indicated a high level
of awareness of what one student referred to in
discussion as 'more apartheid - according to the way
you speak'.

In the first performance, the principal kept to his
lines, using a high-status standard accent, while the
mother struggled to speak in the standard dialect, at
times slipping into low-status non-standard accent and
grammar. Here, the principal's use of language had the
effect of intimidating the mother and deflecting her
justified complaints, and she raged afterwards to the
audience in the non-standard about 'his' tricks. In
the second performance, the principal kept his English
name, Richman, and the accent to go with it, but the
mother called herself Mrs Jantjies. The use of a
specifically 'coloured' name (unlike 'Young', her name
in the original script) placed the scene in a DEC
school. When she introduced herself using the
stigmatised pronunciation, 'Yanchies', the Principal,
in a fine display of condescension hesitated for a
moment before using the higher status pronunciation
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'Mrs Jankies', adding 'I beg your pardon, how is it
that you pronounce your name ... Mrs JAN-CHIES?' as if
he had never heard anything so crude. But the mother
was not intimidated and responded loudly and
assertively in the non-standard dialect, drawing public
attention to what was going on. She won applause for
this, while the principal was booed.

Although the scripted ending does not require
improvisation {(unlike 'Sisters' and 'Hassling People')
the group improvised an additional scene for the third
performance I observed, showing the ill-treatment of
the vendor. Because local ice-cream vendors on bicycles
are usually African and the other characters are, from
their names, not African, the script of GNS and this
extra scene were used.to reflect attitudes of non-
Africans to Africans. When the vendor put on an
African accent and gave his African name, there was
laughter. I interpreted this as directed against
African names and African people but the student
teacher interpreted it as appreciation of the fact that
a fellow-student was putting on an accent to become
someone else. She felt that other accents would have
elicited the same response and pointed out that there
were students in the class with African surnames which
drew no particular response. At a later performance
by the same group for a different audience, student
teachers reported, the vendor was initially greeted
with laughter and then thunderous applause when he
proclaimed with dignity, 'When Morena comes...... I
will be manager of the ice-cream factory... This was
an allusion to the play, 'Woza Albert', a witty and
powerful protest play by African actors which students
had seen two years before.

One of the original aims of the research was to produce
materials/scripts 'to raise awareness of issues important in
students' lives'. The use of scripts from CTS in awareness
programmes was an indication of students' perception that
they served this purpose. In addition, the decision of the
three student teachers to take part in script-writing
workshops in November 1985 (see Series 2 in 4.4) was based
on positive experience with the scripts. During their first

teaching practice in April 1985 they had used some of the

unpublished scripts in ESL teaching and in the second
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teaching practice, during the boycotts, they came to regard
scripts such as WBCT, 'GNS' and 'Removals' as a useful tool
for awareness-raising and for democratic working among

students.

3.6.4 Classroom evaluation in 1986

A further attempt at classroom evaluation was planned for
the first half of 1986, with four of the eightvteachers who
had undertaken to take part in the 1985 evaluation and with
four of the 1985 student teachers who were now teaching iﬁ
different schools. Each unde;took to involve at least one
colleague. Three meetings of research partners took place.
The initial meeting in February was to give out class sets
of CTS and to decide on procedures for giving response. - It
was well-attended and. lively, and all the first year
teachers expressed appreciation for 'this support group'.
The second meeting in April was attended only by the four
first-year teachers who had been in my 1985 Method class. It
became an exchange of problems and resources, with little
attention paid to Response Sheets. A final meeting,

planned for May, was cancelled because of a clash with a
protest meeting about the suspension of teachers who had
refused to set or administer the examinations had been
written under police or army control at the end of 1985.
(The most experienced teacher participating in the research
was one of those suspended but later reinstated.) In the

circumstances, further meetings seemed inappropriate.
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3.6.5 Other aspects of evaluation in 1985-6
Interviews with teachers

Early in 1986, I was able to tape informal interviews with
four teachers who had made extensive use of scripts. Two
were from DEC schools. M was in her first yeér of
teaching. She had been one of my informants about the use
of scripts in awareness programmes in 1985 and had taken
part in Series 1 and 2 of the writing workshops. R, the
experienced teacher referred to above, had involved her
students in scripting their own plays. The two teachers
from a DET school (G and S) had used the scripts before the
boycott began and their students had used the scripts in
their cultural club after the school was closed down by thel

DET (See 3.6.1).

These discussions, each lasting over an hour, were a
valuable opportunity to refle?t with teachers on the
scripts in CTS, the script-writing process, the process of
evaluation, and our working relationship. Inevitably, much
of the discussion was concerned with the troubled situation
in schools, and hopes and despairs about the future. 3.7

draws on these discussions.

Collecting scripts written in response to Cape Town Scenes

With help from student teachers and teachers with whom I was
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in contact during the second half of 1985, I was able to
collect new scripts and other m;terials written by students
- sométimes collaboratively - in response to CTS. For
example, pre-school teachers in training in a remote area of
Leﬁowa sent in 'Scenes from Rural Life' about the problems
of politically aware students in conservative communities.
In 1986, students in a DET school in the Eastern Cape
drafted a script which includes far more African workers
than there are in WBCT, and teachers at three DEC schools
seﬁt in short scenes written by their stﬁdents about workers
who were not included in WBCT. 1In 1987, two Johannesburg
teachers who had used WBCT in a DEC school drafted 'Who
Built Johannesburg?', in reaction to the 1986 centenary
celebrations which honoured only VIPs. In 1988, student
teachers wrote a similar response to the celebration of the
Portuguese 'discovery' of Mossel Bay. (See 4.6.1 for

discussion of other such history scripts.)
Reflections on the project

The scripts

Most response has been to scripts perceived by the users as
'raising awareness', and has often been accompanied by

requests for more scripts of the same kind.

Some response was based on the form of scripts. Scripts for

which teachers expressed a clear preference tended to be
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those which involve the whole élass at onée (for example,
dialogues like 'Sisters' which could be used for
simultaneous pair work, or scripts like WBCT with enough
parts for the whole class) and which could be used to
initiate a structured discussion involving the whole class.
The fact that both provide a structure for the 'oral
periods' which are a syllabus requirement in ESL teaching
may be perceived as useful by teachers and/or students
who are not used to group discussion. An important
consideration here may be that such work can be seen as
structured discussion rather than drama, and consequently

less anxiety-provoking.

Reasons for the apparent lack of response to or rejection of
some scripts have already been discussed. It seems that
scripts which were developed mainly out of a desire to offer
light ;elief and to avoid the charge of political heaviness,
did not engage students. This may also illustrate the
dangers of writing about themes and situations that are of
no real interest to the writer. The question'of how to be
light without trivialising recurred in various ways in the

writing workshops described in Chapter 4.

The script-writing process and related problems

My research report after a year's work (7/12/1983) revealed
a tension between the task of editing or revising scripts

and lesson outlines for publication, and the desire to write
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new scripts. There wasbélso a tension'between the reseérch
aim, developing materials ana methods to use,gapé in the
syllabus for liberatory educatiqp and the longer term aim of
a completely alternative curriculum, a task reaching far

beyond researching scripts. This issue is taken up in

Chapter 5.

Two different approaches to writing ére represented in CTS
and the TG. Some scripts I wrote on my own after
consulting with students and teachers as to choice of themes
and situatiqns. I theh edited drafts in the light of users'

, responseé. ‘(Examples of suchAconsuLtative writing are WBCT
and 'Sisters.') . Other scripts were written by.two or more
people, for example 'Why Whistle?' by student teachers and -
'Removals' by high school students. This collaborative
writing developed into the script-writing workshops which
are discussed in Chapter 4. The different problems,
strengths and‘uses of the two approaches to writing are

discussed in Chapter 5.

Work with student teachers wés not part of the original
research plan. I initially saw it as a way to\build up
Qorking relationships to be continued once they were
teéching. In fact, working with student teachers was such a
positive experience that it gave the research a new lease of
life aﬁd took it a stagevfurther. This developmeﬁt is the
subject of Chapter 4. (See Appendix 3 for detailed discussion

of script-writing workshops with student teachers in 1983-4.)
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Chapter 4

WRITING WORKSHOPS

Chapter 3 is a case study of the development of the scripts

which were compiled as Cape Town Scenes (CTS). Chapter 4 is a

case study of script-writing workshops wﬁich focuses primarily on
the process of writing, with some comment on the scripts. This
shift between the first phase of the research (1983-4) and the
second (1985-7) reflects the change in my work situation, as I

became more involved in teacher training.

From the start of the project, the intention was to involve
practising feachers in the wfiting of materials. In the earl{
months, recent classroom expefience and continued contact with
students and teacher colleagues made it possible to work alone on
teaching materials but by the end of 1983, the need for partners
in the writing took on some urgency. Numerous attempts to
involve teeche;s in collaborative writing came to nothing but
the response of student teache;s in script-writing workshops

which I coordinated was more encouraging.

The workshops in 1983-4 were part of the TESOL Method course for
students doing the Higher Diploma in Education (HDE) in the
School of Education at the University of Cape Town .(UCT) (see
Appendix 3). Previous experience in the coordination of writing
rworkshops (for SACHED course-write:s, community organisations and

academics wanting to popularise useful research) had convinced me
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that even novices can write materials if the workshop is
appropriately structured. Student teéchers with no previous
experience of script—writing worked together in small groupé and
produced scripts for classroom use (for example, 'Hassling
People', later published in CTS: 21-27). Collaborative work was
a new experience for most participants (the exceptibns were those
with experience in women's gfoups) and they were enthusiastic
about the process and its implications for teaching. It became
clear that script-writing workshops with student teachers could
be useful not only for the materials produced but also as an

empowering learning process.

Teaching a semester course in TESOL Method in 1985 was an
opportunity to develop and extend script-writing workshops and
research their potential. The three series of workshops for
student teachefs which are discussed in this chapter constituted
planned research into the process of collaborative work on |
script-writing. The methods used to resea;ch the project were

those of participant observation.

There are differences in the presentation and discussion of each
 series of workshops, to avoid repetition and highlight different
facets of the workshop process. They are discuséed in
chronological order, to indicate ways in which discussion of an
issﬁé in one workshop may have shaped the next workshop or

series.
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4.1

4.2

Documentation of the project

The dafa drawn on in this chapter reflect the perspectives
of all participants including myself. For Series 1 the
documentation includes: the course oufline and other
handouts, my plan for each session and notes written after
each.session; drafts and edited versions of all the
scripts; completed Response Sheets; and tape-recorded
interviews with a number of participants. For Series 2 and
3, all participants including myself kept diaries, work
plans and drafts of scripts. 1In Series 2, much of the
discussion was tape-récorded and in Series 3 the final \
evaluation session with the whole group and a later
discussion with a smaller group of participants were tape-

recorded.

In Series 1 the lecturer from the English First Langﬁage ' .
Method coufse observed the first two sessions. In Series 2

an experienced evaluator‘of adult education projects

observed.Day 6. In.Series 3 a lecturer from the History

Method course observed the first session.

Foregrounded issues and aspects of the workshop process

In my view two issues which are central to liberatory
education emerged in the workshops.‘The first is the
relationship between the broader political context and what
takes place in the learning group. The second is the

relationship between directiveness and structuring by the
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coordinator, and democratic participation by all.in the

workshop.

These issues are frequently referred to in Freire's work
but, as I argued in 2.2.1, they are not fully addressed.
Thus, while Freire's concern is with a pedagogy of the
oppressed, he pays little attention to the problems of
liberatory education under political repression. His
description of the role of the coordinator in the learning
group as 'Not directive of the students, buf directive of
the process in which fhe students are with me' (Shor &

" Freire 1987: 46) also leaves many questions unanswered.

The account of workshops in this chapter is an -attempt to
come to grips with thdse issues in a particular context. The
issues which came up repeatedly in workshops concerned the
South African political context (for example, quesfions of
political relevance of themes; threats posed by censorship;
problems of democratic classroom practice in an
authoritarian society); or the working process in groups and
the role of the coordinator (for example, how 'demogratic‘
or 'directed"workshops were and ought fo be); or attitudes
to language (for example, attitudes to different varieties
of English in South Africa, and whether to use only standard

English and/or non-standard varieties in scripts).
These issues may all be characterised as political, and the
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A

~ relationships between the internal politics of workshop
- groups and the overall political context, and between
language attitudes.and the political context, are central to °

" the discussion which follqws.

The selection and discussion of key issues in this chépter
were obviously influenced by my political viewpoint and
particular background and interests (which are made explicit
in 2.4), as were the workshops which I coordinated.

'However, the detailed account of-each workshop in Appendix 6
contextualises the incidents énd issues selected for
discussion below, and refers also to issues which are not

discussed in this Chapter.

4.3 Series 1:
~4.3.1 General information

Series 1 (February-April 1985) formed the first part of the

one-semester TESOL option in the English Method course, for

which I was temporary lecturer. The pre-registration

information sheet stated the aims of the course as follows:
The TESOL option will focus on methods and materials
needed in big classes (forty to over sixty) in schools
and night schools which are short of suitable books and
facilities and serve as an introduction to the politics
of the classroom: how different teaching styles set up
different dynamics and power relations in the
classroom. :

There were six weekly sessions of four hours each and

thirty-three participants. Most had attended 'white' state

110



or private schools or relatively well-off DEC schools. Four
had ESL teaching gxperience (between one and four years).
The participants worked in eight small groups (two to six)
and each érbup produced a script on a theme of their

choice, and related teachers' notes.

4.3.2 Workshop programme

As the following course outline indicates, script-writing
was the main focus of group work. The initial stage of
getting to know each other and each others' interests (Week
1), was followed by discussion of a variety of scripts
written by others (Weeks 2, 3a, 4a); before the actual

script-writing (Weeks 4b to 6a).

The course outline for the TESOL option was as follows:

Week 1. Oral work: how to get everyone talking in a class
of forty to sixty without the roof falling in.

Week 2. Oral work: how to stimulate discussion and dramatic
activity using cheap home-made materials:
statements for discussion, agony column letters,
situations to improvise, dialogues (for example,
'Sisters at the Sink').

Week 3. a) Discussion of the use of standard and non-.
standard dialect in scripts written by high
school students ('Removals' and 'The Van Aarde
Family').

b) Guest lecture:1 Introduction to sociolinguistics
for teachers: international perspectives.

Week 4. a) Discussion of short scripts for use in class and
how to build a programme around them: drama,
discussion, reading, comprehension and writing.

b) Choice of themes and groups for writing own

scripts.
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Week 5. Drafting of séripts in groups.

Week 6. a) Discussion of all scripts written in class and
: ways of using ‘them. in teaching practice.

'b) Guest lecture: Sociolinguistics for teachers:
" local perspectives.

Except for a twenty-minute introduction in Week 1, my role
was essentially that of coordinator and facilitator of the
work of small groups and of the class as a whole. They
tried out new methods, critically analysed others' sc;ip;s
and wrote their own. In.every session, there was discussion
about the processes of working together. (Details of the

structuring of these sessions are included in Appendix 6.)

4.3.3 Scripts produced

Eight scripts were produced in the group. Six dealt with
prejudice, all in non-confrontational ways. (See 3.2.4 on
different approaches to prejudice.) Thus one script on
music - on Michael Jackson, Bob Marley and a locai group,
Juluka - aimed.to open up discussion on the role of music in
overcoming racial barriers.- Scripté on bus apartheid and
beach apartheid used wry comment from the victims to show up
the absurdity of the system. Scripts on gendér stereotypes
in popular fiction were written in fhe style of popular
writers such as Louis L'Amour and Barbara Cartland.

-

The other two scripts dealt with corporal punishment in

schools and the effect of unemplayment and retrenchments on
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families.2 " Both scripts have a local setting andbuse is
made of non—sfandard speech. The use of non-standard speecﬁ
emerged naturally thsough attempts at realism from these
writers. The two members of each group who had a command of
the non—standard.were consulted by the others sbout the

. 'right way to write the real language'. Both groups were
surprised Qhen I raised the question of teachers' reaction
to non-standard speech in a written text. They were more
concerned with students' reaction and felt the students
would be interested to see 'their language' in print.
(The quesfion of teachers' attitudes to the non-standard

" came up in Series 2: see 4.4.4.)

[

4.3.4 Foregrounded aspects of the collaborative process

Three incidents early in Series 1.illustrate how what
happens inside the classroom cannot be divorced from the »
broader political context. The politicai context made

itself felt in every workshop and participants (including

the coordinator, myself) revealed a political stance in

their speech and actions, whether consciously or not.

The first incident occurred at.the beginning of the first
session during the introductions. Two students said they B
were doing the TESOL course because they were conscientious
objectors hoping to do alternative service as teachers in

rural black schools. This prompted sympathetic discussion

and several students expressed anti-conscription views.

113



When another student (D)3 said he was facing conscription
and asked for advice on how to do better out of the army
financially, there was a silence which I interpreted as
diéapproval of an apparently enthusiastic, eQen'
opportunistic, response to therarmy. I was disturbed by
what I interpreted as his insensitivity to the principles
held by others, and I was worried at the prospect of future
clashés. I broke the silence as neutrally as possible by
suggesting a postponement of discussion on the conscription
issue so that we could continue the introdﬁctions. |
Unsure how to cope with the pﬁtential conflict in the class
and'possible ostracism of a pro-army student, I made a point
of.chatting to D on his own before the next session. Before
I could raise the afmy issue, he said that as a religioﬁs
pacifist he would be doing six years' alternative service as
required by law. He explained that he came from a small and
protective religious community, was politically uninformed
and wanted to be told 'when I put my foot in it as I am
bound to do'. When I told D how I and apparently others
had interpreted his question, he was stunned and said his
intention had been to ask the class, whom he regarded as
like-minded people, about the best conditiéns for doing
alternative service. He readily agreed to explain his
poéition to the class at the next sessioh. He did so and

that seemed to clear the air.

114



The second incident occurred when stﬁdents were asked (in
Session 2) to choose topics to get a lively discussion going
in a new high schbol class. Qne suggestion was: 'If you
won a fortune on bonus bonds, what would you do with it?' vI
‘considered intervening to explain that army bonus bonds were
politically unacceptable tb many people, but hesitated
because the student Seemed nervous about speaking. Before I
could say anything, two Students (M and P) objected
simultaneously. M made the point that it was oppreséive to
speak of bonus bonds as if they were an acceptable fact of
life, because they represent willing support of the army
which defends apartheid. In the discussion which followed,
several students said they had always accepted bonus bonds
as 'nothing to do with politics', but the criticism héd’
Qpened their eyes to the extgnt of militarisation in
society. More political issues céme qut when the student
who.had made the original sugggstion éhanged it to: 'If you
won a fortune on a competifion, what would you spend it on?'
‘Some students argued that this would encourage the class to
see achievement'in terms of money: 'capitalist
individualism'. This objection was criticised as
'puritanical' and 'making everything?political', but some
people argued that an apparently neutral stancé or topic

could be political to the core.

Even the apparently neutral concept of TESOL/ESL was
challenged on political grounds (in the very first session

of the course). When participants were asked to decide on
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a topic to break the ice in the Method class, one student
(J) argued that a TESOL/ESL method course was raéist and
discriminatory because 'English Second Language means second
class English for‘blacks'. He explained that he had only
come to the session because it was his political
responsibility as a black student to challenge the very
‘concept of a TESOL course. Three students (two of them
black), who.had been ESL teachers in DEC schools, criticised
his position as elitist and divisive. They argued tﬁat
emphasizing 'English First Languége' undermined students for .
whom English is a second language and/or who speak a non-
standard dialect of English or Afrikaans. One ex-teacher,
P, poihtedvout that it was a quéstion of middle-class speech
(Enélish) versus working class speeéh among ;coloured'
peopie. A very heated discussion ensued, involving about
six students. I realised that I was intervening far more
than usual and had made the point (at least‘twice,
defensively) that it was not support of the status quo to
prepare teachers to teach ESL, nor did it imply that English
~was alhays a second language for blacks. After about
fifteen minutes, I guillotined discussidn on the grounds
‘thét only a minbrity were taking part. I asked everyone to
write down their own questions about language and attitudes
for me to give to the lecturer toA help in the pianning the
introductory session on sociolinguistics planned for

Session 4. = (I afterwards decided to bring this forward‘to

Session 3 because of the heat of the debate.) An equally
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strong motive for cutting the discussion short was my
inability to cope with what I interpreted as an accusation

of racism.

On reflection after the session, I felt that the topic J
suggested had been very successful in bfeaking the ice and
revealing students' language attitudes, and that my
response had been a defensive overreaction, which I should
discuss with the class. (Begause J had chosen the English
Firsf Language option, was not planning to comeAback to the
TESOL course, I asked him whether he was willing to be
interviewed on tape about his position. He agreed but
unfortunately this interview, which was planned for the

boycott period, never took place.)

At the start of Session 2, I explained that as usual I had
been nervous before meeting a new clasé, and had then felt
off balance because the class was twice the size I had
expected, and the programme had to be‘changed accordingly.

I said that my defensive overreaction to J's accusation of
racism (which I considered unjustified), was a refleétion of
my difficulty as a white South African in coping with
accusations of racism from blacks. I had also been worried
that some students might decide to leave the class because |
of political wrangling, or because it was labelled racist by
a (black) student perceived as politicised. I felt the"r
conflict had highlighted the fact that English teaching is

not a neutral, apolitical activity. A number of students
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then commented that they had been aware of the emotional
intensity of the discussion but not of the reasons. They
were struckvby the political sensitivities around the use of

English.

To shift the focus from myself, I then asked students to
consider individually, or to discuss with a partner: 'what
would you be most touchy about as a teacher and how are you
likely to react if attacked?' But at this point, the
observer intervened ﬁnexpectedly and quite'emotionally to
tell the class tbat it was rare and significant for a
teacher to acknowledge.vulnerability and that they must
léarn from 'this openness'. In this case, the observer
disrupted the workshop process.4 His intervention
effectively ended discussion on the question I had posed,l
because in embarrassment I changed the subject. However, .
the fact that the coordinator acknowledged weaknesses and
problems in group process may have made it easier for .
other participants to share problems as well_as insights and
contributed to an unthreatening environment for cooperative

work.

4.3.5 Working principles drawn from Series 1

Political differences are common in working groups, with a
consequent potential for conflict. There are different
approaches to dealing with this potential: avoidance;

intervention to defuse conflict; or ackndwledgement and
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attempts to learn from and integrate such conflict. Each
‘strategy carries its own risks but there can be no guestion
of neﬁtfality in the politically charged context of éouth
African education. The very notion of ESL may be challeﬁged

on political grounds.

Additional factors which affect group process are‘the
presence of observers and interactions outside of the group
situation. In a potentially conflictual group situation,
there would seem to be a particular role for observers in
offering insight into the dynamics of the group, including
the part played by the coordinator. However, precisely
because the observer is an outsider, her/his presence may
alter the dynamics, even to the extent of rendering
observations irrelevant. A second important factor is
individual conversation outside the group, which may throw a

different light on events and processes within the group.

Another working principle that emerged during thié series
was the importance of insider knowledge (of the situation in
black schools) in generating the energy and confidence to
write scripts. The workshops were intended to produce
scripts for ESL classes in black schools. For some
students, insider knowledge which had neyef previously been
valued in an academic setting was an important factor in
enabling them to produce scfiptslthat were authentic and

‘generative', despite their lack of experience in teaching
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or script-writing. Some others felt their lack of insider
experienée meant that they could nof write for black ESL
classes but should rather draw on their own experience to
raise awareness in English First Language élasses in 'white'
schools. This required different themes and techhiques (for
example, exploring non-confrontationai ways to deal with the
problems of miiitarisatibn and prejudice which they had

encountered in these schools during teaching practice).

4.4 Series 2:
4.4.1 General information

Series 2 was held in the university vacation, November-
December 1985, in the School of Education. The three full-
time participants were student teachers who had taken part
in Series 1. They worked five to six hours a day for a
total of sixty hours over two weeks and were paid as
temporary research assistants. I worked with them for about
thirty hours as coordinator and on occasion as co-writer.

An observer was present for the second last day.

4.4.2 Workshop programme

1. We discussed the political context in which the scripts
would be used and decided to write a collection for light
relief. We drafted three scenes set in a shopping
centre, pavilion and disco and discussed the scenes.

2. We edited the three scripts (which had been typed) and
were pleased with them. We then planned and drafted
scripts on 'Friday night'. Because of problems with
didacticism, we shifted focus with some relief. 1In

\ discussing and drafting scenes on reversal of sex roles
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we encountered another set of problems,'to do with sex
stereotyping and standard English.

3. We edited three scripts from Day 2 on role reversal. The
language issue came up. We also discussed and drafted
scripts on the theme of youth groups and again
encountered the problem of didacticism.

4. We edited other scripts on role reversal. Because of a
writing block on the youth club theme, we changed the
format from scripts to agony column letters and the
drafting went much better. . We then edited, discussed
and drafted Teachers' Notes on all scenes so far.

5. We edited the typed letters and drafted more, and
discussed and drafted new scenes on casual employment.
We discussed coordination in the group, and decided to
share the coordinating role the following week; we also
discussed the role of observer.

After this session, I had a discussion with the observer
about the progress of the workshops so far, focusing on
problems and needs felt in the group.

6. As all participants were tired of the light 'Teen
Scenes', we tried drafting skits with a serious message.
These turned out to be too didactic again. 1In an
attempt to overcome this problem, we arranged all the
'Teen Scenes' for a book and discussed a related theme,
teenage independence. '

7. During this workshop, we typed all the scenes, producing
a 'book', and drafted Teachers Notes where these were
missing. '

8. I recapped for ‘the observer. We drafted scenes on

independence and casual employment, as well as teachers'
notes. We also discussed problems of the coordinator's
role and the democratic process in group.

4.4.3 Scripts produced

The group produced enough scripts for a book the size of
CTS: a series of teenage scenes, a series on reversal of
'sex stereotypes, and scenarios for improvisation or
scripting of a further six scenes, as well as a thematic

collection of agony column letters.
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4.4.4 Foregroﬁnded aspects of the collaborative process

4

There was a high degree of trust and frankness in the group.
This would not have been possible without our shared (though
not identical) political views and concerns. We had worked
together during Series 1 and teaching practice. N and P had
also worked part-time with me since Jﬁly, setting up the
teachers'sresource centre in the Language Education Unit.
All three had independently expressed a desire to write
scripts because of their positive experience of using
scripts in ESL classes during teaching practice and seeing
them used in awareness programmes. The workshop idea was
the outcome‘of those discussions. I had hoped that the four
of us would work together as participant observers, sharing
the writing and the coordinating and reflecting together on
the process but unexpected departmental responsibilities
meant that I could not be there all the time. My role
therefore became more one of coordination than of equal

participation.

Series 2 took.place at a time students in black high school
were boycotting‘exams and others were writing under police
and army guard. Workshops were sometimes inﬁerrupted when
people came in with news of suspensions.or sackings of
teachers or detention of teachers and students. In that
climate it was natural that the group wanted to explore

explicitly political themes. At the same time, there were
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strong fears of a clampdown on materials and teachers deemed
'alternative', and there Qere requests from teachers for
'light relief' becausevstudents were tired of politics after
the events of 1985. Our initial discussibnsvfocused on ways
‘'of presenting material for awareness, without courting
censorship and with0ut being heavily political. We
discussed ways of embedding the issue in some safe context,
or using myth or fable (see 2.4). Throughout the series
there was tension between the two aims, the 'light relief'
and the 'political': didactic tendencies proved to be a

problem and humour elusive.

The 'Teen Scenes' were written in an attempt to reconcile
thesé two aims. They were intended to pfovide light relief
but also some analysis (for example, who makes style and who
profits from it), but g, N and M c;mpléined that it was hafd
to restrain the urge to draw a moral in every scene!

Several scripts which were intended to be light-hearted
became absurd because of the inclusion of a didactic
political message. Thus, drafts of Friday Night scenes
became tracts on the virtues of youth groups until the
writers sheepishly decided that it was a ﬁactical errof to
put youth groups in opposition to discos. This caused a
serious writing block until the group switched to an
entertaining idea (role reversals to upset sexist
stereotypes), and in no time five scenes were written and
humour restored. Perhaps ironically, these entertaining

role reversal scenes were the only scenes among the 'Teen
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Scenes' which 'also had a message'p The writers continued
to suffer pangs of conscience about writing 'trivial scenes'
ét the height of the education crisis. They reassured |
themselves that scripts encouraged students to write about
their own experience and interests (for example, to add to
the séenes on casual jobs), which in itself could be seen

" as empowering for students.

Sociolinguistic issues came up in Session 2, in ways
significant for classroom practice. The question of what -
kind of language to use was discussed at the start. After
some debate about using Afrikaans terms, the decision was to
keep to fairly colloquial standard English, with a few slang
térms when it seemed natural ('hassles', and 'the ou',
originally Afrikaans and now in more general use, meaning
'one of the guys'), to avoid offending teachers who insisted
on standard English. There was also a concerﬁ that
teachers might interpret the use of the non-standard in
printed materials from UCT as evidence thatvstéff or
students of UCT stereotyped 'coloureds' as speaking only the

non-standard (see 4.3.3).

A problem arose in Session 2, whén one of the scripts was
being editedkby the group. when I said in passing 'And
we'll need to use the standard form, not "that trouéer" and
"that jeans"', M and N were obyiously surérised: 'We

didn't realise those are non-standard forms - that's the way
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we'd say it'. We had been working together as equals, not
as expert/teacher and students, but because I had,
unintentionally, corrected'them, M and N became apologetic
about their 'faulty' language. P (who spoke standard English
and had as an adult acquired some command of the non-
standard) saved the situation by joking about it, but the
next day the effect on N became clear. When he read out a
new scene which he had revised the previous night, P, M and
I laughedvat the extreme formality of the dialogue ('If one
wishes to find a casual job, one ought to...'). Only when
N looked crest-fallen did we realise that the humour was
unintentional: 'I was being more careful of my language
after yesterdéy - I didn't want to make more mistakes!'
Clearly, my 'judgement' had jolted N's confidence and his
ability to communicate in English. He was almost stuttering
when he explained how difficult writing had become
overnight:

The dialogue doesn't come naturally any more and I

find that I'm watching myself when I speak so I'm

making even more mistakes (N: transcript of taped

discussion).
When I asked about the implications of this experience for
English teachers, N, M and P were emphatic that if students'
own dialect of English was undermined, they were likely to
lose confidence and fluency. N made the point:

If I can be undermined this fast in a group I know

and trust, and I'm English speaking and have a

degree from an English university and I have

political convictions about the importance of non-

standard dialects as the people's language, then

what happens to young students when a teacher mocks

thé way they speak? (N: transcript of taped
discussion). '
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The coordinating role becéme an issue in Series 2, as
participants' notes indicate :

Time and again, C helped the group to focus on the

intended audience and context and when there was a

writing block, it was left to C to suggest ways of

salvaging the session. But it shouldn't be left to

one person, we must plan to share coordination (P:

extract from workshop diary, Day 4).
. N, M and P shared the coordinating role on Day 5. After-
wards they complained that they had wasted time because they
had not been directive and organised enough, but they
planned to keep on trying. The observer who was present on
Day 8 commented favourably on the creativity and
productiveness of the group, as shown in the scripts and
lesson outlines, but questioned my role as coordinator:
'more like a teacher-facilitator than a democratic equal in
the group’. I understood her comment as a polite way of
saying that I wasvbeing undemocratic and authoritarian.
This was as disturbing as the imputatioﬁ of racism on Day 1
in Series 1 (4.3.4). M, N and P questioned whether it was
more important for the coordinator to concentrate onvbeing
the democratic equal of all in the group, sharing the
direction, initiative, léadership, equally, or to diréct the
process in the group. They concluded that full democratic
process could be so time-consuming that 'everyone would give
up and go home - and then what's happened fo democratic
.participation?' They felt that productive participation

depended on pacing and direction by a coordinator 'on the
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same wave-length as the others in the group'.' We all
agreed with the observer's assumption that the coordinating
role should ideally be shared or rotated and there was some

discussion of ‘the experiment on Day 4.

It was agreed that much depends on Qhether the priority is
to get materials written or to acquire the skills of
wrifing, coordinating and so on. In the discussion after
the‘observer left, the consensus was that the observer role
should be.shared by all participants, or rotated, in the
same way as the coordinator's role. The issue of
directiveness.recurred’in a different form in.the next

series.

4.4.5 Conclusions from Series 2

This series ﬁighlighted the positive features of working in
a gfoup which has similar political concerns and previous
sﬁared experience of cooperative work.  The level of trust
in the group also made possible a frank diécussion of
sociolinguistic issues. These might not otherwise have been
articulated, with the consequence of silencing at least one
group member, The cloéeness of the group also allowed
searching analysis of the role of coordinator and outside

observer.

The context of external political upheaval imposed its own

imperatives on the writing. On the one hand, it increased
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the difficulty of writing light-hearted materials. On the
other hand, it reduced the possibility of dealing exbliéitly
with the issues of the time. This resulted in an

unproductive tension between entertainment and didacticism.

4.5 Series 3:
4.5.1 General information

Series 3, in February 1986, was open to TESOL and General
English Method students. There were four weekly workshops
of three hours, outside of course time and not for credit.
There were eleven participants (who completed the series),
four with teaching experience (between three months and five
years). All the groups met outside workshop time to
complete their scripts. Five participants met with me on a
fifth occasion for a discussion on the processes of working
together. The,whole group met once aftér teaching practice

to give feedback on how the scripts had been used.

4.5.2 wWorkshop programme

Week 1: Warming up and choosing themes

As coordinator I introduced workshop aims (script-
writing in groups). Discussion of everyone's
interests, the audiences they might write for, and
their anxieties about writing led to a preliminary
choice of themes (sexism, racism). We worked on a a
script, 'Sisters at the Sink' as in a class, and
discussed it as a possible model. At thé end, we
individually wrote first impressions of the first
session ('daunting', ‘'democratic', 'exciting').
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Week 2: Getting into writing grouﬁs

We discussed one of the 'Scenes from Township Life'
and WBCT. After re-stating themes, participants
chose working partners and in groups planned or
began drafts, (myths about rape; a local dagga
raid; sexist language; young people in another
country). Later, each group reported to the whole
group on progress and problems with themes. The
individual impressions written at the end were
mostly more positive than Week 1 ('more confident',
'concrete task').

Week 3: Drafting scripts in groups

Each group outlined its plan to the workshop and
continued writing. The themes were the same as for
Week 2, but 'young people in another country' was
now set in Chile. I circulated to observe and
facilitate. Writing went well by the end, except in
the sexism group, which became very frustrated.
After writing impressions, a member of the
frustrated group suddenly expressed uneasiness with
the whole series so far, and this led to a general
discussion on 'democratic learning and working
together' among the five who were still present. I
asked them to record their feelings on this question
before the next session.

During the two-week break before the next session,
each group produced a draft which was typed on a
wordprocessor for Week 4.

Week 4: 'Editing draft scripts

There was excitement when typed copies of all
scripts were given to everyone, and each group
presented their script for discussion. Afterwards,
each group edited its draft, drawing on suggestions
made in the discussion. The evaluation of the
workshops by the group as a whole was tape-recorded.

I subsequently made the editing changes on the
wordprocessor, and everyone received copies of all
scripts before teaching practice.

Later that week, at my request, I met the five
participants who had been most involved in the
discussion about 'democratic working'. We
discussed the workshop experience and suggestions
for future series (see 4.5.4).
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4.5.3 Scripts produced

The four scripts produced were on Chile, sexist car'
stickers, rape by soldiers and a drug raid (with lively use

of the non-standard dialect).

The script on Chile was an interesting attempt to solve the
problem which was central in Series 2: how to raise
important political issues in the classroom without courting
censorship and without being heavy and didactic. The
group's tactic was to set the scene in Chile, 'as another
perspective on the issues which concern South Africa, but
not just writing about South Africa under another name,
conveying the situation in Chilg'. They decided the script
ﬁust have a love interest and suspénse that students would
enjoy. The political repression is revealed in the scene
through everyday events. This group planned to work
together to complete their play but the detention without

trial of one of their members prevented this.

4.5.4 Fbregrounded aspects of the collaborative process

In Session 1, three people had given as their reason for
participating that they saw the workshops as an opportunity
for 'learning to work in more democratic ways'. The series
was characterised by reflection on process, and the main
issue was to do with 'democratic' versus 'directive'

working. B, who had first raised the issue at the end
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of the second session, wrote later:

Although I've worked in groups before, there was

always a person who knew what they wanted to get

out of it ... it wasn't really a shared effort ...

there was someone who was a kind of powerhouse and

you were fed into that in a way. Here I think the

onus was on us to think of ideas, who we wanted to

work with... it was totally left up to us, our

ideas, our feelings ... I think I found that more

democratic than anything I had ever encountered

before (B: diary extract, Session 3).
A number of others wrote that they found the sessions,
especially the first one or two, 'unnerving', 'disturbing’,
'alienating'. Two dropped out after the first session as a
result but others kept coming because they felt they 'needed
to learn how to work democratically' and that 'a break-
through would come'. (The observer, who was only able to
attend the first session and half of the second, noted 'Your

coordinating style is very unthreatening and everyone is

clearly at ease already'.)

The question is whether learning to work together
'democratically', as th;y put it, is of its nature painful.
This question was explored in some depth in a discussion the
week after the éeries. (Extracts from the twenty page
transcript of the discussion are given in Appendix 6.) 1In
that discussion, contradictory or at least ambivalent
responses were expressed about my behaviour as coordinator:
'very democratic', 'facilitating democracy', or as 'so non-
directive we were at a loss'. It was stfiking that those
who had previous teaching experience and were thus confident

~ about the audience for_whom they were writing, did not have
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the hegative response reported by the o;hers. It seemed
that the anxiety was caused not by'the 'democfatic' nature
of the process but by unfamiliarity with the ESL classfoom
context in.which scripts would be used. Those who did not
have teaching experience and/or were unfamiliar with
potential users of scripts, founa it intimidating to have a
. free choice of theme. .('As an outsider, it feels
pretentiousvto choose a theme'.) There was a constructive
'
discussion of how the first session(s) could be structured

to be more reassuring, with the coordinator taking a more

directive role at times. » .

In one small group ﬁhen writers found themselves getting
stuck becaﬁse they were not satisfied-with any of the
topics they decided on, I did not want to be too directive
but did see a neéd to pace and push them to produce a draft
before they gave up in despair (see Appendix 6, Series 3,

Group 4).

Despite ‘the various hitéhes, the notes written at the end of
the series were positive: 'the actual writing is fun',
v'quite easy', 'everyone helps with the dialogue - it writes
7 itself!' While most participants considered that there was
a good balance between getting on with the work and
reflecting on it, my own feelings wefe more mixed. At the
end of some sessions I felt there had been too much focus on

process and that participants must be feeling impatient with
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4.6

4.6.1

it. When later contact with participants indicated that
thié fear was ungrpﬁnded, I decided that'it was caused by m}
anxiety about being too diréctive as a coordinator. On
reflection, it seemed that my 'democratic and non—directiQe'
approach which participants focused.on in Series 3 was a
reaction to the observer's commenég in Series 2 ('You're

directive of the process rather than working as an equal in

the group').

Subsequent workshops

Recent workshops (1987-9) for teachers as well as student

_ teachers have been opportunities to put into practice the

principles which emerged from the three earlier series.

Workshops with student teachers

The workshops in May-June 1987 were like Series 3 (in 1986) .
in that they were open to all HDE students, not in course
time and not for credit. This meant that they drew only
highly motivated students. The workshops were also similar
in the time spent (four weékly sessions of three hours), the
number of participants (eleven), and the number who had
teaching experience (five, with between one and four years'

experience, all in ESL).

For a number of reasons, the choosing of themes was easier
and less anxiety-provoking than in Series 3. I was more

'directive’, less 'democratic' (to use the terms which
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recurred in Series 3). Thus, early in the first session‘I
liéted two rather general categories of 'people's history'
and 'scripts for Namibia' which had been requesﬁed by
teachers (mainly teéchers who had taken part in Series 1 or

3.2

In one group the theme (problematic gender relations among
Namibian youth) was chosén by a participant who had taught
in Namibia for some time. She was able to give the others
somé idea of the students and the classroom situation in

which the script could be used.

Two groups wrote scripts to supply historiéal information to_
counter the textbook version. This was an interesting
development from WBCT wﬁich had been discussed in the
workshop. Three History Method students had joined the
workshops.for the specific purpose of popularising
alternative historf. (This was the first of the workshop
series to have participants from outside the English Method
class.) Their collaboration with two others (who were
studying History Method in addition to English Method)
produced tw& ambitious series of scripts, one on the Land
Act of 1913 and one a trial of major figures in the history
of Afrikaner nationalism. ?his led to suggestions for the
writing of scripts in future wérkshops, on key aépects of
the history syllabus and/or to form the core of an

alternative syllabus.
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'

By contrast with Series 3, workshop process did not become

. ' ’

an issue, although it was discussed. The focus was more on
the scripts themselves and, in particular, on strategies for

changing attitudes and raising awareness (for example,

. confrontational versus empathetic approaches).

The next workshop series,.in April-May 1988, was structured
in the same way. The consensus in the group was that they
wanted to use the workshops as a bréak frsm thinking about
censorship and other constraints on liberatory education
under the state of emergency. They wanted to write scripts
for use in awareness programmes or community youth groups}

and they did so.

The three scripts were very topical and very controversial.
Against a background of country-wide celebrations in 1988 of
the fifth centenary of the 'discovery' of Mossel Bay by the
Portuguese explorer,»Diaz, one script was written from the
viewpoint of the original inhabitahts. Another script
satirised leading figures in the tri-cameralrsystem with its
separate parliaments for 'coloureds' and 'Indians'. The
third script was the saga of two brothers, one an unemployed

political activist, the other a kitskonstabel.6

4.6.2 workshops with teachers

A series of script-writing workshops in June 1989 was part
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of a week-long Teachers' Culturai Festival, jointly '
organised by thevteachers' resourée cehtres of the
University of Cape Town and the University'of the Western -
Cape. These workshbps illustrate a promising approach to the
involvement of teachers in the development of materiéls:
short intensive workshops in>which teachers produée

materials which they can take away and use.

There was a surprising range: two teacher trainers and a
social work lecturer, three high school teachers, two HDE
students and a B Fd student. 1In fhree sessions of three
houré, they wrote and edited four scripts. They also
reflected on theAprocess and discussed its potential for '

their own teaching.

Their scripts dealt with beauty contests; divisiveness

~among college students; radical poetry in Afrikaahs; and
tﬁe return of Namibian exiles. As in previous workshops,
the writing went much sétte; when the fheme was one which
the group felt very strongly about. Trying to write on a
theme out of a sense of duty (as one group did initially)

proved abortive.

The three stages of the workshop process.are illustrated in
the three sessions described below.‘ The first stage is
becoming able to imagine the script one can write and
beginning work on it_iﬁ a group. The second stage is making

a draft in each gfoup. The third stage. is editing the draft
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4.7

as a group.

1.

The.first Sessioﬁ was for getting to know each other,
discussing ex;mples of scripts ('Sisters' and WBCT),
choosing a(theme and working partner(s) and planning a
script.

The second session was_for writing a complete draft in
smail groups. I had these drafts typed on wordprocessor
so that the whole group had copies for discussion iﬁ the-

third session.

The third session was for discussing each other's
scripts and suggesting improvements, and each group

then marked changes they wanted to make and gave me the

- edited copy.

I later edited the drafts on wordproceSsor and sent copies

of all scripts to all participants, asbwell as to the
teachers' resource centres which organised the festival.
Thus, the scripts were written, edited and available for

distribution in the space of a week.

Conclusion

This chapter has discussed the three series of workshops
which were planned research into the process of
collaborative work on séript-writing in 1985-6, and three
series of workshops which took place in 1987-9 as an outcome

of that research.
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All the scripts produced since CTS are available in the
teachers' resource centre at UCT. Plans for further

publication are discussed in Chapter 5.

In every séssion there was discuésion of and critical
ref;ection on the process of working together. At times,
thié happened spontaneously and at times I posed questions
about process which the situation seemed to me fo provoke.
Thé written record of individual impressions at the end of
évery session (in Series 1 and 2) allowed the expression of
points of view which might not have emerged in small group
or general discussion and provided a useful record of

changes in perceptions during the series.

Thé workshops are presented in some detail to highlight

relationships-between the task itself (1earning to write and
producing axscript), the dynamics bf the Qorking groups, and
the broad political context. Chapter 5 explores some of the
implications of the research in script-writing workshops for

other collaborative wdrk.
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Chapter 5
REFLECTIONS AND PROJECTIONS

This research has been an attempt to test whether scripts and
collaborafive writing could be liberatory in the senses discussed
in Chapter 2. Teaching was defined (in 2.4.1) as a cooperative
process: a dialogue which draws on the experience and insights
of students and teacher, in which the task of the teacher is to
encourage or provoke students to articulate what they already
know and move on to a more critical understanding. This chapter.
reflects on the place of scripted dramavand script-writing
workshops in liberatory education within the_qonstraints of the
present schooling system and suggests areas for future

development and research.

Soon after the beginning of the project, it became apparent that
what I Qanted to research and what was feasible in the
circumstances would not fit neatly within a single research
paradigm. Action research might have been appropriate had I still
been teaching in a school and wanting to research my own
practice. For a researcher without a classroom base, participant
observation (of the writing of scripts and of the coordinating of
workshops) was more suitable. The research was about process
more than product in that even the.sc;}pts were conceived,
perceived and presented as work in proéress and were not finished

products.
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5.1 Situating the Research Findiﬁgs in térms of the'Theory

In Ffeire's pedagogy 1earners'a;e confronted with problems
arising from their situation and go through abprocess of
analysing reality - becoming critically conscious. The central
issue is how to accomplish this iﬂ practice. Freire expresses
the problem as follows:
HoQ to be consistent in my teaching practice with my
political choice? I cannot proclaim my liberating dream and’
in the next day be authoritarian in my relationship with the
students (Shor & Freire 1987: preface). .
I argue that the use of drama (both scripted and improvised) can
be a useful means to establish new classroom relationships. It
can give a voice to students who are normally voiceless and
encourage them to find their own wordé, in speech and in writing
their own scripts. At a deeper level it begins'to break through
the 'culture of silence' as they learn to act, question, analyse.
Working in this way prepares students for, and develops the

skills which allow for more assertive, questioning engagement in

society. In short, it can be liberatory.

The dramatic form of scripts objectifies the learners' reality in
a way which allows the actors sufficient distance to question it.
‘This may in turn éenerate new insights, lead t; a fresh process
of naming the familiar reality, and empower learners. An example
is an open-endedvscript, 'Afrikaner Nationalism on Trial'
(written by student teachers in 1987 workshops, see 4.6.1). This
script challenges the 'founding fathers' of apartheid and
analyses the societal structures which determine that familiar

\
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realiﬁy.
Scripts can encode learners' reality in their owﬁ or familiar
words. Communicative language teaching is concerned with
language use which is interactive, authentic and natural (Brumfit
1984, Breen & Candlin 1980): the focﬁs is on conveying and
recéiving messages of interest to speaker and listener (Rivers -
1987: 4). Script-writing, as described in this dissertafion,
attempts to fulfil these aims by producing materials on subjects
which engage the students ('generative themes') in language with
which they identify: words which are familiar if not their own.
The classroom should be a place which validates the range of
.students' lingﬁistic repertoire: not only according recognition
to their own language, but also allowing them to articulate
insights into the significance and place of different dialects
and registers. Many students are skilled in manipulation of
registers (a fact whiéh emerges in improvisation, jokes, school
interaction) but have never analysed what they are doing.
Recognising ('naming') this skill of decoding power relations
encoded in language (see Janks 1988) and practising it in the
classroom, can be an important step in developing what Freire and

Shor term 'critical thinking'.

Scripts as tools for problem-posing also facilitate a
relationship of dialogue between teacher and students. The
problems/themes are not imposed as a foreign reality with teacher

as necessary transmitter and interpreter and therefore authority.
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Rather, the reality is familiar —'commonvexperience - and there
‘are speakino parts‘for all. This brings in the liveliness of
student talk described by Kohl (1972) and helps to give openness
to classroom discourse by -restraining the teachers' voice (see
2.2.3). When scripts use devices and content which the students
are more expert in than the teacher (youth culture, popular music
tunes’aﬁd refrains, local language, protest call responses), the
teacher's role is transformed naturally into that of coordinator.
The teacher may become one of the players whose dominance is
contained within the form of the script. To allay teachers'
concern about how to coordinate dramatisation of scripts in big
»classes and keep discipline, a role may be incorporated in the
script for a teacher-narrator who gives stage directions and is

responsible for organisation within the framework of the drama.

It woﬁld however be misleading to exaggerate the equalitf of the
dialogic relationship betweeo teacher and studenEs. In Freire's
words, this needs to be 'not directive of the students but
directive of the process' (Shor & Freire 1987:46): the control is
still with the teacher. This is important for many teachers who,
when faced with new methods, fear indiscipline and loss of
control. Students schooled in transmission teaching may also
find it hard to adapt their expectations of teachers. There is a
clear need for what Shor terms 'transition pedagogy': gradually

 introducing students to a new approach to learning (see 2.4.5).

The initial insecurity reported by many workshop participants was
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indicative of general expectations of direction aﬁd control from’
the téacher figure. Freire underplays the power of student
expectations to socialise the teacher into a controlling role and
‘the difficulty for teachers to break out of that role without
abdicating all responsibility for the learning process.
Structuripg and coordination by the teacher is important for
participation by students, a point which emerged clearly in the

workshops for student teachers described in Chapter 4.

5.2 Reflections on the scripts

Evaluation of the scripts took place during the writing of CTS as
well as after publication. The evaluation was an integral part of
the research, more 'formative' than 'summative' (Scriven 1981) in
that it focused oﬁ improvement of scripts in process rather than
finished products. Precisely because the research tqok place in
and around clasSrooms'within a repressive education system, a
dispassionate evaluation was impossible. Because research of this
kind depends on a personal network (see 2.5 for reasons) - which
in this context assumes some sharing of political views - there
was a strong element of the personal and subjective in
evaluation. The initial network used for the distribution of
scripts in the pre-publication phase grew fairly rapidly once I
began working with student teachers in the TESOL Method course
and visiting schools during student teaching practice. Research

partners for the post-publication evaluation came from this

extended network.
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Pre-publication and post-publication evaluation of the scripts
was described in Chapter 3. The feedback showed that the scripts
were being used in ESL classes énd in awareness progfammes. The
processes and problems involved in obtaining comprehensive
feedback (especially in written form) are described in Appendix
4., Written feedback came mainly in the form of Response Sheets
from teachers and letters or draft scripts from students (for
example, 'Brothers Down the Drain', which was written in
response to 'Sisters at the Sink'). Written feedback was
supplemented by observation, by discussion with teachers and high
school students, and by interviews with teachers. Those users
who gave feedback all reacted positively to some if not all of
the scripts. Only two totally negative responses were received,
neither from a teacher (see 3.2.1). Responses from teachers and

student teachers indicated that they found the scripts useful

for:

a) introducing into the classroom situations and themes that
students identified with;

b) giving a voice to students who previously appeared
unwilling and/or unable to speak English in the ESL
class; :

c) leading students on to express their own ideas 1in
English; '

d) facilitating group work in big classes;

e) creating or increasing interest and energy for
discussion, reading, writing;

f) raising awareness of social and political issues.

Another important source of information was observation. I
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observed numerous performances of scripts such as WBCT and
'Removals' which had been incorporated in studéntLrun awareness
programmes: I also analysed the. requests for scripts and the
scripts written by users in response to others they had seen. I
deduced that:
a) scripts were perceived by students and teachers to be
useful for raising awareness of social and political
issues;

b) there was a demand for more awareness-raising scripts and
in particular for alternative history scripts;

c) work on CTS encouraged a few teachers and many students
to improvise their own scenes and/or draft scripts.

The feedback thus indicated that the scripts accounted for an
increase in fluency activities (Brumfit 1984) around generative
themes which engaged language learners in naming and decoding
aspects of their reality.

While quantitative evaluation is not necessarily helpful or
desirable in research of this nature, the evaluation remains
incomplete bécause of the boycotts in schools (in 1985-6). It is
hoped that some of the gaps in the evaluation can be filled by
research into the use of séripts which are presently being
collected for publication. Possible directions for future

research are discussed in 5.6.

5.3 Reflections on the process of writing scripts

Two approaches to script-writing, 'consultative' and
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'collaborative', developed in the course of the research. Each
has specific uses for the development of materials. They can be

used separately or in combination.

In consultative script-writing (Chapter 3) the actual writing is
done by one person drawing on the interests, needs and ideas
exptessed by students or teachers. There may be a pefiod of
deliberate if not formal consultation during which the writer
seeks out interests, needs and suggestions, or asks for reactiqns
to those s/he has already gathered. The writer then drafts a
script and shows it to others for their response. Posing
specific questions about the appropriateness of language aﬁd
situation has proved to be useful. This testing process is an
aspect of formative evaluation: it ensures that materials are
relevant and challenging to users. (See 2.1 and 2.2 on teacher

as researcher.)

In‘collaborative script-writing (Chapter 4), the actual writing
is dpne by two or more peoéle working in a group. Participants
may have been through a process of informal consultation of the
kind described above, or may be drawing on their own experience
as students or teachers. The whole process (from initial drafting
to testing and editing on the basis of feedback from users) may
be collaborative. On the otherthand, any of the stages may be
delegated to a member of the group. The extent of delegation
depends on whether the priority in the wprkshop is.the production
of'materials or the development of participants' skills in all

aspects of materials production.
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There are strengths and problems in both approaches. Writing
alone can be much quicker but it is difficult to sustain without
support, comment and ideas from others. (For a discussion of some
problems inherent in writing teachihg materials in isolation from
students and the classroom situation; see 2.4.4.) In a workshop
people can share ideas and keep each other going but the process
requires considerable time and'energy and the task of |
coordinating should not be underestimated (see 4.5.4,'fer
example, for discussion of the problems of balancing democracy
and directiveness). Continuous evaluation by all participants
was built into the process of script—writing workshops and went
according to plan, unlike the classroom evaluation of ggg‘(see
3.6). As Chapter 4 indicated, the evaluation of workshops
focused on the collaborative writing process, including the role

played by the coordinator.

I intend to continue with both kinds of writing: each stimulates

and frustrates, but the tension between them is productive.

5.4 Future scripts

!

Many scripts have been written during the research} in addition
to those pubiished in CTS. Chapter 3 referred to eome of the
scripts which were sent in by students or teachers in response to
CTS. Chapter 4 referred te those written inlthe three series of

workshops in 1985-6, and in subsequent workshops.
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Some of these scripts were written for use in subjects besides
English (other_languages,-guidance, economics and history), and
some were written for awareness programmes..I wouid argue that
the principles are also generalisable to the_development of
‘teaching materials other than scripts and writing workshops, for

adult and non-formal education.

A number of alternative history scripts, prompted by WBCT, have
already been written. These scripts respond to the demand from
schools and youth groups for scripts for awareness programmes.
The scripts deal, for example, with the history of repression and
.resistance in South Africé_(1987 workshops), the working lives of
ordinary people, based on oral QOurces (1988 workshops) and the
history of Namibia (1989 workshops) (see 4.6.1 and 4.6.2.). About
twenty of these scripts are being edited for publication.‘ A
number of them will be used in an editing workshop with feachers
and student teachers. In addition a series of short séenes on
Cape Town from pre-colonial times to the present is being planned

in consultation with teachers and local historians who are

interested in popularising research.

Other writing workshops have been planned to include student
teachers and several participants from previous workshops who are
now teaching. These will be directed at producing scripts on the
two 'models' described below, as will the consultétive writing

which I plan to do. The two collections envisaged are a response

to the demand for scripts like 'Sisters' and WBCT, which became
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evident during the evaluation.

In the first collection, the ;cripts will be similar in form td
'Sisters', with between two and four speaking parts, to |
facilitate pair or small group work in big classes. Like
'Sisters’', these scripts will end at a crisis point to encourage.
students to carry on the discussion. They could be uséd to
structure oral work for a single or double period, thus filling a

need expressed by many teachers. S

The dialogue form lends it;elf to realistic situations which can
serve as problem-posing codes (see Wallerstein 1987). 'Sisters',
for example, has often led to critical discussion of power
relations in the family. These scripts will be used to give
concrete meaning to key concepts in vérious subject areas, in the
same-way as 'Sisters' depicts sexism in the family. Examples from
history include 'democracy', 'capitalism', - 'socialism'. Such
dialogues may involve oppositional roles to expose students to
different points of view. The open-endedness éhould encourage
critical discussion. Teachers will be involved in drawing up the
list of key concepts and writing the dialogues, whether as

consultants or in collaboration.

In the second collection thelécripts will be similar in form to
WBCT, that is, with speaking parts for a big class including some
form of choral speaking. In the present situation where high
school ESL claéses commonly have. at least fprty students - and

primary classes many more - choral and group speakinQ is
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essential if all students are to speak in English.

There is a tradition of chorusing in the classroom in black
primary and.high.schbols which is rightly criticised as rote
learning but is an understandable strategy for coping in big
classes. Classroom drama offers ways of exploiting this familiar
technique for the purposes of liberatory education. Ways of
using the chorus to stimuiate critical thinking can be written
into the text. For example, the chorus éould pose questions for
the audience to answer. It could teach more assertive questioning
of the status qﬁo than students are used to (WBCT begins this
process). Stage directions could indicate conflict or contrast
between groups by means of differences in tone, voice, pace,
movement or position, to avoid the monotonous recitation which
students may be used to. The chorus could also include familiar
songs or teach new ones. There are rich local oral and musical
tréditions to draw on, including reliéious or political chanting
with brief formulaic responses. There are also traditions froml

elsewhere such as rapping, spirituals, and calypsos.

Improvising and/or writing choruses offers exciting possibilities
for collaborative work by students. Jacklin (1986) describes
work with a Standard 5 class in a black rural school who
researched the causes of juvenile delinquency in the area and
composed a script on the subject, making use of a chorus. The
project was essentially collabofative research which developed

critical questioning (of the social causes of delinquency) as
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well as fluency in English.

5.5 Future script-writing workshops’

The research provides evidence of the usefulness of script-
writing workshops in pre-service or in-service training as an

experience of liberatory process and reflection on process.

Many student teachers - and many teachers - havé no experience of
cooperative, participatory; inferacti?e learning, although they
may‘be intellectually and politically committed to it. In my
view, one necessary step towards changing classroom practice is
positive experience of such learning and the opportunity to
reflect on it during teacher training. Script-writing workshops
have this potenfial. The student teachers who participa£ed in

- the workshpps reported that, despite their initial insecurity,
they felt empowered by the experience.df collaboration and
reflection and it enabled them to conceive of similar

collaborative work in their future teaching. A key to this

empowering of participants was the actual production of scripts.

Some expressed anxiety about their ability to use what they had
learnt, within existing classroom constréints. Teachers (not
only new teachers) need support structures if they are to
persevere with innovative teacbing approaches. I would argue that
workshops can be an important source of support. Some teacher
involvement in student teachers' workshops can help to compensate

for student teachers' lack of experience and knowledge of
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v audienéé. Experienced teachers can commission scripts on
specific fhemes,' making clear the situaﬁion in which they will
be used, and afterwards give feedback (see 4.7.2). When teachers
act as consultants in this way, it may also help tovidentify
their students' needs. One useful model for teacher workshops
was described in 4.6.2: short intensive writing workshops outside
teaching time. Another model is methodology workshops at
university and teachers' training colleges for in-service

teachers.

Logical developments_could include a do-it-yourselves manual for
teacher trainers on how to run such workshops and a manual on
script-writing for teachers (and youth groups). fhere has been
enthusiastic response to this idea from teacher trainers from
three rural colleges for primary and lower secondary teachers,

and an urban college for pre-school and lower primary teachers.

5.6 Future research directions

On the basis of my experience, I would recommend that future
research in this area should be done by a team, not by a solitary

researcher.

Teachers should be involved in the research process: ideally,
*they would be seconded to form a writing team. This would
simplify the.logistics of sustaining work relationships with a
.large group of éractiéing teacherg. Failing secondment (or in

addition to it), during part- or full-time study at university or
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training college, teachers could undertake research projects (for
academic credit). Such projects could involve script-writing or
other materials development, and/or evaluation of the materials

in schools.

Precedents have already been set for students in African Studies
Honours at UCT and-the Masters courses associated with the
Community Education resource centre in African Studies to
popularise their research through scripted drama, in consultation
with teachers (Keil 1989). Academics (historians, for example)
with an interest in popularising research may collaborate with
teachers, student teachers, school or university students to

write scripts on their area of expertise.

(Further suggestions for collaborative work with teachers and

student teachers are detailed in Appendix 8.)

Another area for research would be mapping how and to what extent
scripts - and script-writing - continue to be used by teachers
who have been part of the research project, with a view to
establishing how and to what extent the use of scripted drama has
been (or could be) integrated into the teaching of those
interested in its liberatory potential.

\
The longer-term effects of the use of scripts in developing
learners' confidence and fluency and the bearing this might have
on accuracy in ianguage ﬁse should also be investigated. I would

argue that a controlled experiment (comparing a sample of ESL
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students who were 'actors' in classes where séripts were used
with a sample of similar students in conventional 'transmission'-
type ESL classrooms) is inappropriate. However, research into
longer-term effects could answer some of the concerns of ESL
teachers about the use of a method like scripted drama which may

be perceived as threatening and/or untested.

Anvimportant area for continuing fesearch is local language use.
Most of the scripts so far have been writteﬁ in standard English;
those which incorporate non—stéﬁdard laﬁguage were written by
students or student'teachers from DEC schools who were members of
the speech community-depicfed in those scripts. Feedback on the
scripts' (such as 'Removals' and 'The Van Aarde Family') indicated
that students responded with excitement to seeing their speech in
print. Aécording a place to students' own speech can release
considerable energy for language learning, whereas banning
natural speech from the classroom can constrain and silence
students. However, there is a tension between legitimating real
speech and trapping students in non-standard usage
('ghettoizing') by reinforcing it in the classroom. There is a
further problem of reinforcing apartheid through language: the
different linguistic contexts of DET and.DEC schools in Cape Town
were described in 1.4.1.1. Scripting from students' real speech
has not been undertaken in DET schools, but deserves
investigation. However, using only very specific, 'real’
language may restrict the accessibility of scripts to either DEC

or DET schools. Script-writers need to be aware of the dangers
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of language which excludes at the same time as it includes.

Research into shifts in community attitudes towards language use
is a necessary part of work of this kind, as school attitudes do
not develop in isolation. (See Ndebele 1987, McCormick 1989,

and Language Projects' Review 1989, for discussion of attitudes

towards language.) Research of this kind will not be simple: the
politically charged nature of the language issue was emphasised

earlier (see 1.4.1.1).

Requests from former workshop participants, now teaching in black
rural schools in South Africa and Namibia, are indicative of‘
special needs and challenges. Class sizes‘of eighty and more
place even greater strains on would-be liberatory teachers than
the Cape Town schools described. Extension of the project in such

schools is a first priority.

Although little has been written about liberatory education in
big classes, there are insiéhts to be gleaned from non-formal
adult education in the context of big groups. One promising area
for research is educational drama in non-formal adult education.
This is relevant both for the approaches to the writing/
improvisation of scripts and for the dramatic techniques

employed.

There are strong local traditions oﬁ workshopped drama at big
public gatherings such as Mayday, Soweto Day, National Women's

‘Day. The Sarmcol workers' play about strikes in a multi-national
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company is a powerful example of drama used for the political
education of actors and audience. The play was workshopped by
workefs who lost their jobs during a strike and they have
performed to workers and other groups around the country to raise
awareness and to raise money for the activities of their
collective. The SACHED video, 'Poetry of ‘the People' (1987),
illustrates ways in which poetry)is‘performed at public occasions
such as political meetings and funerals. The declamatory

technique of Mzwakhe Mbuli is an example (The People's Poet,

1989). There are also many examples of workshop presentations of
history from below (see for example, Stein & Jacobson 1986:

Sophiatown speaks).

" Because few workshop productions are recorded in print or video,
much is lost which would be of value beyond the performances.
Some of these scripts could be of direct use in the claséroom,
once recorded and transcribed in collaboration with the
players/workshop group. Here the experience of working with
students to transcribe scenes/plays from tape-recordings and

notes of performance is relevant (see 3.2.5).

There are rich sources of materials and techniques elsewhere.

For example, Brechtian techniques of narration, direct engagement
of the audience and the use of song and movement, could all be
used to address local issues. In some cases, material from
Brecht and others could be drawn on extremely directly, simply

substituting local names, places and so on.
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01d.forms can be adapted for new purposes. For example, calypso;
previously street entertainment with some elements of social
commentary, was used for popular education (political, economic,
anti-sexist) in Grenada after the 1979 revolution (see Seérle
1984). It would be useful to examine local traditions (urban and

rural) with an eye to the same sort of transformative use.

Afterword

The research is concerned with the democfatisation of classroom
practice within a divided and divisive schooling system in a
repressive society. It recognises the constraints but explores
the space for liberatory education which scripted drama offers.
Working collabdratively in a problem-centred way has political
implications. It helps to develop more assertive communicative
and analytical skills which have implications for students'
engaéement in society, inside and outside school:

'transformations come in all sizes' (Shor & Freire, 1987: 34).
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CHAPTER 1 ENDNOTES:

Here inverted commas are used to indicate dissociation from the
ideology which produced the so-called 'independent homelands' and
'self-governing homelands'.

See also‘Hartwig and Sharp 1984, Davies 1984, Buckland 1984
and Chisholm 1984 on aspects of the crisis in black education.

See Kruss (1988) on the origins and the implications of the call
for 'People's Education for People's Power'. In the present work
I do not use the terminology of 'People's Education for People's
Power', although I share its aims and hope that this research
contributes in a small way to the realisation of those aims.

Other examples of wastage are the current 'surplus' of trained
teachers and school places and the closing of schools and
training colleges for 'whites' resulting in the unemployment of
'white' teachers, despite a desperate shortage of teachers and
classrooms in black schools in the same geographical area.

Simons (1984, 1986) analyses turn-taking techniques used by
teachers and students in such classrooms.

There were already small numbers of Xhosa-speaking students in .
some DEC schools when the House of Representatives announced in
February 1986 that students would in future be admitted to DEC
schools on a non-racial basis. (SAIRR 1986: 422). Since then the
number of Xhosa-speaking students has grown significantly in some
of the schools which offer English First Language.

The two teachers interviewed, G and S, are the research partners
referred to in Chapter 3. Research partners are referred to by
initials only. .

For a recent and readable survey of the issues, see Language
Projects' Review, vol.4, no.2, July 1989.

This is clear, for example in the Department of Education and
Culture's English Second Language: The Fortnightly Cyclic
Approach (1985); and in the Department of Education and
Training's Notes: NSC Paper 1: The New Syllabus (1988),
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CHAPTER 2 ENDNOTES

The work of Dolci (1981) in Sicily and Werner (1977, 1982) in
Mexico offers important insights into the role of concerned
outsiders in a lengthy process of research into community
problems and liberatory adult education.

Consciousness-raising groups in the women's movement - small
groups which meet to discuss personal experience as a means to
understanding women's oppression and to the political empowerment
of women - have much in common with Freire's conscientizing
groups.

All Freire's work, but particularly his early work before
Pedagogy in Process, has been criticised for political
utopianism and lack of political analysis. Mackie (1980) argues
that Freire's discussion of liberation and oppression 'is couched
throughout in psychological terms, which, despite their
penetration and force, omit the material and economic bases of
social arrangements (114-5). See also Torres (1983) and La Belle
(1987). Giroux on the other hand, sees Freire as standing
between two radical traditions, combining the 'language of
critique' which draws on the analyses of the new sociology of
education, and 'the language of possibility' which draws on
liberation theology (1984: xiv).

The reference given is to Giroux's quotation from Kohl. Giroux
(1983) has theorised the contradictions and spaces within
schooling in capitalist society, which can be exploited for
liberatory education. For analysis of the move to the right in
educational policy and attitudes in the United States, see
Aronowitz and Giroux Education Under Siege, (1985) and Shor,
Culture Wars (1986a). '

Freire's dialogue with Shor in A Pedagogy for Liberation
(1987) explores problems and possibilities for his pedagogy in
schools and colleges.

Despite some problematic notions of racial differences and its
whimsical style, Ashton-Warner's Teacher (1963) is a pioneering
ethnographic study of the teacher as learner and of liberatory
literacy teaching for children.

In Britain there were exciting attempts to extend Neill's (1968)
free school ideas into state schools, for example in a big
comprehensive in a working class area of London (see Berg 1968),
as well as in urban free schools such as the Liverpool Free
School.
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10.

1.

12.

13.

14.

15.

16.

17.

See Shor's Critical Thinking and Everyday Life (1989) set in a
working class college in New York; Freire for the Classroom, A
Sourcebook for Liberatory Teaching (1987), edited by Shor, on the
work of Wallerstein and others in schools and colleges or non-
formal adult classes. :

Letter to a Teacher by the School at Barbiana (1970) is an
extraordinary example of the energy for learning and applying new
skills which can be released during a group process of critical
thinking . Written collectively by eight boys from a poor
community school near Florence, the book describes and analyses
the culture of silence in which the poor are trapped by the

. schooling system and the education they demand. It displays

considerable skills of statistical analysis and argument. The
open letter is intended to be a code to provoke discussion and
action among teachers.

For useful overviews, see Richards and Rodgers (1986); and
Methods that Work: A Smorgasbord of Ideas for Language Teachers
(1983).

See Richards and Rodgers (1986) for a critique of the theory of
language learning which underlies the communicative approach (71-
72), and for discussion of a communicative approach to syllabus
design and instructional materials and classroom procedure (73-
82).

Rivers (1987) presents a range of work developed by teachers for
sequencing interactive activities in the classroom, not only for
speaking and listening, but also for reading, writing, poetry and
song, drama, grammar exercises and testing. Rivers describes her
approach to communicative language teaching as 'interactive'.

The night schools, under church and/or university auspices, were
all illegal. See Bird (1984) for an explanation of the
government position on night schools for blacks.

Liz Johanson, who has continued to work in ESL teaching, and
in teacher upgrading.

Willis' Learning to Labour, (1977) an ethnographic study in a
similar school, analyses the resistance of working class boys
alienated from the dominant culture of school.

Other extracts were about a boy in trouble at home and at
school, who lives for his kestrel hawk, which provoked comments
after class about the way school and family worked against the
12-year old hero (Hines 1969: A Kestrel for a Knave); and about
teenage lovers in conflict with parents about a shotgun marriage
(Barstow 1961: A Kind of Loving). .

See Cornell (1976) Senior English Workbooks 1-3, on comprehension
and writing skills. An example of the literature workbooks was
Cooper & Cornell (1976) First Reading Guide to 'Stories with

Appeal.

160



18.

19.

20.

21.

22.

23.

Angela Norman, an experienced ESL teacher and course-writer.

Typical responses in the year-end evaluation were:

'This is much harder for us than a lesson from the teacher but
spoonfeeding cannot make us pass’'; 'This takes away the
loneliness of studying and a person can remember more'; 'This has
made us to think for ourselves, we have left behind childish
things' (Report to SACHED Research and Development Seminar,
December 1974).

Winter schools organised by the Institute of Race Relations in
Johannesburg were another valuable opportunity for trying out
materials for small group work, this time in classes of up to a
thousand high school students. They worked on the materials in
groups of four. Six coordinators circulated.

After 1976, the BED was re-named the Department of Education and
Training (DET).

There are ancient and modern traditions for encoding themes
indirectly: riddles, myths, fables, parables, satire,
cartoons or jokes.

Influences here were: socialist and/or feminist readers' and
writers' cooperatives (for example the Boston Women's Health Book
Collective; and Centerprise Cooperative in Hackney: see Working
Lives); the collections of student writing compiled by Searle
(1973a, 1973b, 1975), a teacher in the East End of London (and
later in Grenada and Mozambique); and the work of Holbrook
(1964a, 1967a), although Holbrook ignores political context.
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CHAPTER 3 ENDNOTES

Support for the use of group and choral pafts was expressed at a
workshop on CTS at a conference of the South African Association
for Drama and Youth Theatre at the University of the Western Cape
in June 1986. The workshop began with a quick, unrehearsed play-
reading of WBCT by a group of about thirty primary, secondary and
tertiary-level teachers. One of the participants, a drama
lecturer and a mother-tongue English speaker, commented
afterwards that she had felt very nervous about reading aloud in
a group of peers and had been relieved to have a group part.
Others who said much the same included two education lecturers,
one a mother-tongue English speaker, both highly articulate.

Until the mid-Nineteenth Century most Africans in Cape Town were
slaves from other parts of the contintent but by Rhodes' time,
Africans displaced by the colonial wars in the Eastern Cape had
been working at the Cape for two generations on the quarries,
farms, docks and fishing boats (see Saunders 1980, Bickford-Smith
1980).

When one principal wanted to censor a performance of WBCT in a

school concert on the grounds that it was disgraceful to have a
toilet-cleaner on stage and would be better to have a plumber,

the toilet-cleaners insisted that they had a right to be heard

(source: personal communication from Standard 6 teachers at the
school, July 1984).

One of the student teachers who took part in Series 1 script-
writing workshops in 1985 later wrote two scripts on Khoisan
resistance to European settlement at the Cape. The scripts
formed part of a research project for African Studies Honours.
This model, script-writing for academic credit, is discussed in
Chapter 5.

The draft scripts, 'Sisters at the Sink' and 'Boys and will be
boys but ladies must be ladies', were sent to the students whose
writing had inspired them, with a request for comment and
permission to publish. The comments on the former were 'The
situation is quite true to life as you have put it down' and on
the latter, 'You've changed the names but they will surely
recognise themselves and it serves them right. Not that it will
change them but at least it will provoke discussion.' They
readily agreed to publication: 'It's a pleasure to see something
in print with my name on it' and, wrily, 'As one of the FPs, I'm
pleased to see my name in print because I contributed ideas for
discussion.' 'FPs' (Forgotten People) was a reference to a draft
script of WBCT which I had included.

The township (and school) will not be identified.
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When WBCT was put on at concerts at two DEC schools, there was
laughter as soon as the two African migrant workers said their
names. The reason, I suspected, was that Africans were
stereotyped as amusing low-life characters in the same way as the

toilet-cleaners (who did not have African names) who were also
met with laughter. '
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CHAPTER 4 ENDNOTES

The guest lecturer, Kay McCormick, English Department, UCT, is
involved in sociolinguistic research in Cape Town (see English
and Afrikaans in District Six: A Sociolinguistic Study, 1989).

The unemployment script was published in Youth Express, (1987) a
collection of writing by young people which was intended to
'raise awareness' See Appendix 7.

The student teachers are referred to by initials only.

The observer, K, was teaching the General English Method course
(while I taught in the TESOL courses). I had suggested that we
observe each other's classes and meet once a week to discuss our
observations. K agreed. He observed two of my classes and I
watched three of his, before the agreement lapsed from hig side,
without explanation. He made only one comment about my teaching
(4.3.4). I questioned his transmission teaching approach and
bland teaching materials and invited a critique of my teaching,
but there was no real discussion.

The idea of such commissions from teachers has since been put
into practice in the 1988-9 TESOL Method course. For example,
scripts on Namibian history were written as a group project in
1989 at the request of Namibian teachers who had taken part in
Series 3.

'Kitskonstabels' which is Afrikaans for instant constables, is a
derogatory name for blacks who have undergone a very brief
training to join the ranks of an assistant police force.
Kitskonstabels have a reputation for brutality in black townships
and are widely regarded as 'sell outs'.
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We could live like free men, working our own land." And we boys dream
with fear and longing of the time when we will be men going to work in

England.

(a) HAVE YOU READ THE STORY OUT LOUD?

(b) TELL YOUR PARTNER WHAT THE LAST SENTENCE OF THE STORY MEANS:
Why did the boys feel “fear”’; why did they also feel “longing”’?
IS THERE ANYTHING ELSE IN THE STORY YOU WANT TO DISCUSS?

(c) IN PENCIL, CORRECT THE VERBS ON YOUR COPY. TICK ANY VERBS WHICH DON'T
NEED TO BE CHANGED.

{(d) GET YOUR PARTNER TO CHECK YOUR WORK AND SIGN IT.

B3, IF YOU WANT 70 GARRY ON READIVE

Did you notice the title of this story, “AN OLD MIGRANT WORKER LOOKS BACK"?
You probably see migrant workers every day. What jobs are they doing and where
do they live? Where are their families? Millions of South Africans are migrant work-
ers. Maybe you could ask one to tell you his or her story?

There are many famous books about migrant workers: one is a South African play
called ““SIZWE BANZI IS DEAD" by Athol Fugard; another is “THE SEVENTH MAN"
by John Berger which shows how the system works in Europe.
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LANGUAGE WORK: STORY 3

IN THE MINING VILLAGES OF WALES, ORDINARY PEOPLE HAVE A VERY HARD LIFE INDEED. THE MEN MUST
EITHER WORK IN THE- MINES—AND RUIN THEIR HEALTH BEFORE THEY ARE OLD—OR THEY ARE UNEM-
PLOYED. OSCAR'S STORY IS TAKEN FROM A WELSH NOVEL CALLED “THE SKY OF QUR LIVES” BY
GWYN THOMAS BUT THE WORDS HAVE BEEN CHANGED QUITE A LOT-—WE HOPE THE WRITER DOESN'T
MIND.

THE STORY HAS BEEN TYPED WITH SOME MISTAKES IN THE VERBS. IT'S IN THE PAST
SO MAKE SURE THAT THE VERBS ARE IN THE past tense, CORRECTING WHERE NECESS-
ARY. YOU'LL SEE THAT THE FIRST PARAGRAPH OF THE STORY IS WRITTEN CORRECTLY
TO GET YOU STARTED.

“THE STORY OF OSCAR, A WELSH EXPLOITER"

Oscar WAS a huge, drunken tyrant who OWNED a whole village in Wales: he OWNED the
coal mine in which the men WORKED themselves to death, he OWNED the miserable
houses in which their families LIVED. The mine WAS in the mountain above the village and
he WAS fiercely proud of his mountain and his coal. Rich as he WAS, he WOULD not allow
even the poorest of the villagers to take the waste coal from the tip next to the mine.

Oscar EMPLOYED a young Welsh boy called Lewis as a servant. Every night when Oscar
GOT roaring drunk in the village pub, he SHOUTS for Lewis to help him onto his horse. He
always MADE Lewis walk next to his horse, up his mountain to his fine house where he
KEEPS his poor long-suffering mistress. She HATED and DESPISES him as much as Lewis
and the whole village DESPISES him—but they WERE all in Oscar’s power.

One day Lewis' neighbour, Danny, STOOD up against the tyrant. He IS sick, unemployed,
desperate and when he WENT to collect coal on Oscar’s tip on the mountain, Oscar TELLS
him to get off the mountain before he KICKED him off.

WHAT HAPPENED TO DANNY

Danny told Oscar to go to hell. He also tells Oscar about his dream in which God said, “I've
washed my hands of those land-owners. They're a worse plague than frogs or boils . . .”

For a second, Oscar cannot believe his ears. Then he spurs his horse at Danny and teaned
forward as he lunged out at him. The tip of the whip skims Danny’s forehead. Danny
crouched and springs forward like a bullet. He gets his fingers fastened tight into Oscar’s
shirt-front, and at first | thought he is going to choke Oscar and | am very interested.

Danny gave a great tug and it is his whole mind and heart that seems to be tugging and
not just the muscles and strength part, which could not have been very great in Danny. Os-
car comes tumbling down from his horse and if he had landed upon Danny, Danny would
have died. But Danny skipped out of the way and the next moment he is standing over Os-
car with the sale of his boot planted on Oscar’s mouth.

Danny picks up a stone the size of his own head. He holds this above Oscar’s eyes.

“If | had any sense,” he says, “I'd bring this down over your head and if | did that, I'd have
the feeling I'd done one useful thing on earth. But | don't like giving pain. Peopie of my sort
don't as a rule. We just get it, get it till we can’t hold any more, and we pass over wonder-
ing how the hell we stood it for so long. If | want free coal from this tip, I'll get it!”

Danny bent low over the side of the tip, searching for the scraps left over by Oscar’s pick-
ers. Once | see his hand tremble as it touched the tip’s surface and a thin, black dust rose
around his arm. | watched Danny, | follow with my ears the clomp of Oscar and his mare as
they moved away through the tall, dry grass. Then the clomping stops. | turn my head to-
wards Oscar. He is standing beside his horse, his gun levelled at Danny.
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... 1 see the earth a yard to the right of Danny shoot up. Startled, Danny swings around, his
arms above him in the air, off balance. His legs shot from beneath him and he comes
plunging down, somersaulting. He slithered the last two feet and his head comes to a stop
against one of the large stones that littered the tip at its extreme edge. The stone moves
with the force of Danny’s body against it. But Danny does not move. | began shouting at
Oscar, but he is on his horse, and galloping away by the time | have got ten. words from my
mouth.

| sit down beside Danny. | do not touch him. His face seems to be all on a slant. | know little
about such things as death, but | know that Danny is dead, because | cannot feel that he is
anything else but that. | sit by his side, not wanting to move, because he moves not at all. |
wonder at that slant of his head and the wide, senseless openness of his mouth. | sit there
for fifteen minutes and never have | done less thinking than | did then. | am blank, part of
the mountain, part of Danny, and both these things, as | saw it, are dead. | sit on a stone,
quite near him, crouched over him like a kid, as if | want to stand between him and the cold
I know would soon be coming.

HOW OSCAR GOT AWAY WITH EVERYTHING

At the inquest two days later, | gave evidence which clears Oscar of any responsibility for
Danny’s death. | hate my tyrannical master, Oscar, | respect my long suffering friend, Dan-
ny, but no-one in the town could afford to stand up against the all-powerful man who vir-
tually owns the place and its people.

Oscar even enjoys the inquest because he sees Denny’s stunningly beautiful widow, Han-
nah, for the first time and really falls for her. He was full of dreams of seducing her He even
tells me that if he had known that there was a woman like that living in one of the houses
he owns he will have shot her husband long before. He is shocked that such a "dirty, pen-
niless little bastard” can keep a woman like her from a man like him . . .

Later | went to visit Hannah who is grieving bitterly. She tells me that Danny hasn’t had a
proper job for years because of ill-health and his suffering had destroyed his spirit. She
even says that for years Danny had refused to make love to her because he says he isn't fit
to love a woman as long as he is without a job and without hope. She weeps for the man
she loved who died a victim of oppression, and for their lost love.

She didn’t realise that Oscar is responsible for Danny’s death but | tell her bluntly that his
bullet comes close to Danny and frightened him so that he falls to his death. | said that Os-
car isn't fit to be alive because he exploits people so cruelly, and thinks he is a bloody god
sitting on the mountain that his old man stole and booting the people off it without mercy.

Hannah gets so worked up she told me she wants to kill Oscar to make up for all she and
Danny had gone through, the cold and hunger and the loss of hope. The last thing Danny
gives her was a hammer and she wants to use it on Oscar if she can lay hands on him.

She is surprised when | tell her she could easily bring Oscar round as he is dying to get his
hands on her ... This made her even angrier and | promise to bring Oscar the next night,
the night before the funeral, so that she can get her revenge. She planned to have the ham-
mer behind a cushion on the sofa where they will sit. Just to make sure that she carried out
her threat, | plan to give her plenty of whisky before | deliver Oscar. . .

| then went off to convince Oscar that Hannah is just waiting for hor him to seduce her. Os-
car is easily convinced because he was so vain and sure of himself. He could hardly wait
forthe evening . ..

| am careful to give Hannah quite a few drinks beforehand and she was burning for re-
venge with the hammer ready on the sofa. | then fetched Oscar who has also been drinking
and steer him to Hannah's door.
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I'wait outside for what seemed like hours, expecting to hear Oscar’s dying screams. Even-
tually | look through the window and saw Oscar and Hannah lying together or the sofa.
Her eyes are closed and her one arm is outstretched. | crane my neck to see if she was
reaching for the hammer, only to realise that she has forgotten the hammer. My sight be-
comes clouded. Sickness passes like a light-flash through my stomach.

1 sit on that wall for a while. Then | walk back to the window, caimer, inwardly silent now.
Hannah was helping Oscar to his feet now. He looks vacant, dumb and sweaty. When she
has got him off the sofa, she turned sharply on her side and sunk her head on the cushion
that is beneath her shoulder.

The kitchen door opened. | hear Oscar take two or three steps along the paving. Then he
stops as he felt the night air poking into his brain. He started off again, unsteadier, |
thought, than when I bring him up an hour before. He was past the stage of knowing who |
was when | come out of the dark guily to take his arm.

WHAT BECAME OF OSCAR IN THE END?

As usual | have to take him up the mountain, his mountain, to his house. It is quite a job to
lead his huge drunken sleepy bullk. The old wind made its ancient sobbing home on that
mountain with Oscar, and | swear to God it has reason to sob, living on that mountain. It
awakens Oscar and he becomes merrier, started to chuckle and blabber, and boast about
his success with the lovely Hannah. The moon, which has shone briefly, now vanished. | do
not blame it for vanishing. It had not much to look at. Only me and Oscar pushing his face
onmine. .. :

We come to the point where the path forked. | led Oscar along the path that will fead him
away from his house. We enter the ravine that skirted his tip. We ascend the path that led
us towards the deep quarry.

Oscar slips on the loose stones of the path. When | yank him to his feet | notice that | did so
without effort. | was at full strength, because | had never felt as fully wise as | felt then. And
| knew too, that thousands of people who slept in their cramped, terraced houses on the
sides of the mountain will nod their brave, tired, friendly faces in agreement with what |
want to do.

Along the path across the plateau, we walk without haste. Then he starts to sing as he al-
ways did when he came near the edge of that deep quarry which lay on the southern side
of the mountain. His voice seems to be louder than it had ever been. Now and then he will
wave his right arm in my face and shout:

"“She’s lovely, Lewis! Honest, she's lovely! That Hannah!”

“Yes,” I say. Hannah was lovely. | knew that.

We come to the fence that had been put up to keep peopie away from the quarry, the fence
that various voters had made it their business to kick down. | toid Oscar to lift his legs to
keep them free of the tangled tracks of wood and wire which were all that was left of the
fence. He does that.

And on he went, right over the quarry. As his body lands on the jagged shelves and bould-
ers beneath | thought the earth shook, but it is | who shook. The earth is quite still. | step
back and sat down on the dew-wet knoll and my mind was full again of those strange min-
utes | had spent sitting alongside Danny at the base of the tip.

From the quarry no sound comes. | stand up and the air that circled on the mountain, all
the air in the world, maybe, seemed fresher, cleaner, blowing to better purpose. | turn and
run along the path | have come by.

THE BITTER END

The kitchen door of Hannah's house was on the latch when | get there. | walk right in. Han-
nah was still on the sofa, lying on her side. | touch her softly on the shoulder. Her sleep
was hard and she did not awaken. | touch her hand, pressing the flesh of her shoulder with
my fingers. She stirs, turned her head and sees me. Her eyes were dull, misty. Then the
mist blew up into a storm. She flings her arms around my legs and cried like mad.
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| was going to do it, honest!” she said.

““You're a bright, bloody beauty, Hannah;."” ,

*'| was going to do it.” She flung aside one of the cushions and behind it is the hammer. "I
didn't know exactly who he was. That's what it was. | didn’t know ... exactly. When he
came and sat there | thought he was Danny and all | wanted was for him to do what | al-
ways wanted Danny to do, but Danny never did. | thought he was Danny and | didn’t know
anything except | wanted him to do what he was doing. | have been so cold, Lewis, so cold,
so0 long. And | wanted to be warm again or I'd have died being cold.”

"You'll wake the dead, Hannah.” | walk into the pantry and fill a cup from the whisky bottle.
} took it to her.”

“Drink that, Hannah. Or you’ll go mad. And me, too.”

She drinks it and she did not seem to notice it is not water. Her face smiled and her arms
come out on to my shoulders, and the look she gives me would have been burning bright
had the room been dark. She was lovely, just like that Oscar had said. She was lovely, that
Hannah. | shake her arms away and push her head to rest.

“In a minute,” | said, ““you’d be thinking | was Danny. For heaven's sake.”

| want to move and keep moving. | find myself pushing open the door that led to the stair-
way. | walk up the stairs. On the small landing, my hands grope for the door of the front
bedroom where | know Danny was. | open it. The room was lit dimly by a lamp-post across
the street. Danny lay on the bed, boxed, unpuzzied.

“You're lucky, boy.” | yell hard to keep myself from crying. “You're lucky, Danny! There's a
very peculiar bunch performing around here.”

BS. JE YOU WANT 70 CARRY ON READIVG

if you would like to read the whole story, some branches of City Libraries have cop-
ies of “THE SKY OF OUR LIVES” by Gwyn Thomas. If your local library doesn’t have
a copy, you could ask the Librarian to get it on loan for your branch. There are other
books about life in Wales that you might enjoy. “"HOW GREEN WAS MY VALLEY" by
Richard Llewellyn was made into a television series that you might have seen. "ASH
ON A YOUNG MAN’'S SLEEVE” by Danny Abse, and “PORTRAIT OF THE ARTIST AS
A YOUNG DOG” by Dylan Thomas are both about growing up in Wales, very lively
and often funny.

Maybe there are some poems in your poetry book by Dylan Thomas. Some of his
poems aren’t too easy to understand but some poems and plays that he recorded
are fun to listen to, like “A CHILD'S CHRISTMAS IN WALES" and “UNDER MILK-
WOOD". Maybe your teacher couid get hold of the record fram the City Library.
Then you will hear English spoken in the Welsh way, almost like singing.
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LANGUAGE WORK:
“THE PEARL"

THE STORY YOU'LL READ NOW IS BASED ON A FAMOUS BOOK CALLED “THE PEARL” BY JOHN STEINBECK.
YOU MAY KNOW THE STORY ALREADY BECAUSE IT'S OFTEN A PRESCRIBED BOOK IN SCHOOLS.
THE STORY IS DIVIDED INTO THREE PARTS HERE AND YOU’LL WORK ON ONE PART AT A TIME.

* PART 1: LIFE IN THEIR MEXICAN VILLAGE
* PART 2: FINDING THE PEARL CHANGES THEIR WHOLE WAY OF LIFE
* PART 3: HOW THE GREAT PEARL DESTROYS THE COMMUNITY

HOW TO WORK THROUGH THE STORY

N.B. HAVE THE VERB CHECKLIST (PAGE 102) READY SO YOU CAN LOOK AT IT WHEN-
EVER YOU AREN'T SURE.

READ PART 1 OF THE STORY LIKE THIS:

(a) EACH PERSON READS ONE SENTENCE OUT LOUD IN CLASS, EXACTLY AS IT'S
WRITTEN IN THE PASSAGE. CARRY ON UNTIL EVERYONE HAS HAD A TURN EVEN IF
YOU HAVE TO READ THE PASSAGE MORE THAN ONCE.

(b) * THEN EACH PERSON READS ONE SENTENCE LIKE THIS: INSTEAD OF SAYING
“THEY/THE PEOPLE"”, SAY “KINO” OR "HE”"—OR "JUANA” OR “SHE" IF THAT
FITS BETTER.
* CHANGE THE VERBS WHEN YOU NEED TO EG: DON'T SAY: “THE PEQOPLE
STRUGGLE TOMAKE A LIVING”; CHANGE ITTO: “KINO STRUGGLES . ..”
* IF THERE AREN'T ENOUGH SENTENCES FOR EVERYONE, GO BACK TO THE BE-
GINNING AND CARRY ON UNTIL EVERYONE HAS CHANGED ONE SENTENCE.

PART 1: LIFE IN THEIR MEXICAN VILLAGE:

The people have a hard but peaceful life. They build brush huts and make the floors of
mud. They sleep on mats on the floor and cook on the open fire. They have to collect wood
for the fire. They have to grind the corn before they can bake bread on the fire. They wear
simple clothes, usually rather poor and shabby, and go barefoot all the time. If they have to
travel anywhere, they go on foot.

The people are poor and they struggle to make a living. They support themselves by diving
for pearis. They also keep chickens and pigs and have small gardens. Their lives are not
easy but they live peacefully in their village. :

They speak an Indian language and have trouble coping with Spanish, the official language
of Mexico. They have very little to do with the privileged class of Mexicans who speak
Spanish. The Spanish-speaking elite look down upon the Mexican Indians who have few
opportunities for education and are illiterate. Although they are equal before the law, they
still suffer discrimination from the rich minority.

When the poor Mexicans come face to face with the rich who hold the power, they feel in-
timidated and afraid. But at the same time they are angry because they have endured op-
pression for so long. They have been exploited—for their labour and for the natural re-
sources of their land and their sea—so that the oppressors can live in luxury. But usually
they do not dare reveal their anger and resentment to those who hold power over them.

(c) AFTER YOU’'VE CHANGED THE PASSAGE OUT LOUD, WRITE IT OUT IN YOUR BOOK
WITH “KINO” OR “"JUANA" INSTEAD OF “THEY/THE POOR PEOPLE/THE MEXICAN IN-
DIANS"” ALL THE WAY THROUGH. LOOK AT YOUR VERB CHECKLIST WHEN YOU
AREN’T SURE.



(d) SWOP WITH YOUR PARTNER AND check EACH OTHER’S WORK VERY CAREFULLY. IF
YOU DON'T AGREE, LOOK AT THE CHECKLIST AGAIN. SIGN AFTER YOU'VE
CHECKED.

le} USE THE bold WORDS IN INTERESTING SENTENCES OF YOUR OWN. YOU CAN
WORK OUT THE MEANING FROM THE PASSAGE AND USE A DICTIONARY TOO.

(f} DOUBLE CHECK EACH OTHER'S WORK—AND SIGN IT!
FOR PART 2, GO THROUGH THE SAME STEPS—FROM (a) to {f):
PART 2: FINDING THE PEARL CHANGES THEIR WHOLE WAY OF LIFE:

The poor people belong to a very close community. They know everyone else’s business
and are curious, concerned and sometimes jealous. They have a very simple way of life. in
the eyes of the rich, they have a terribly low standard of living and they have low status in
society, but in many ways they are contented and they live good lives.

The village is on the coast of the Gulf of Mexico and the men are expert divers. They are
able to hold their breath underwater for minutes at a time. To earn a living, they depend on
their canoes, on their diving skills and on their luck. They dream of finding a great pearl.

When they find pearls, they dream of all they will be able to do. They plan to get married in
church. They dream of buying new clothes and even shoes. They hope for a harpoon and
perhaps a gun. They want to send their children to school, because they believe that will
liberate them.

When poor people find valuable pearls, there's a sudden change in the attitude of the rich
and privileged. When there’s profit involved, the rich will pretend to respect people they
despise—they are total hypocrites. Suddenly the poor are treated respectfully, they are no
longer insulted. They find that everyone is interested in them, or rather, in their pearls.

But they have to sell their pearls to the pearl-buyers and the pearl-buyers are all agents for
one buyer who has the monopoly. This means that they get a low price for pearls, white
the buyer profits and lives in luxury.

{a) WHEN YOU'RE REWRITING THIS PART OF THE STORY, DON'T FORGET THE VERB
CHECKLIST (PAGE 102), IF YOU’'RE NOT SURE OF SOMETHING.

{d} THEN SWOP WITH YOUR PARTNER AND CHECK EACH OTHER’'S WORK—AGAIN, US-
ING THE CHECKLIST I[F YOU NEED TO. '

(e) USE bold WORDS IN INTERESTING SENTENCES OF YOUR OWN. YOU CAN WORK
OUT THE MEANING FROM THE PASSAGE AND USE A DICTIONARY TOO.

(f} DOUBLE CHECK EACH OTHER'S WORK—AND SIGN IT!

THIS TIME CHANGE 'PEARLS’ TO ‘THE PEARL’ AND CHANGE THE VERBS WHEREVER
NECESSARY.

(al CHANGE ITOUTLOUD, ONE SENTENCE EACH.
PART 3: HOW THE GREAT PEARL DESTROYS THE COMMUNITY

Pearis disturb the peaceful life of the family. They drown the traditional song of the family
in the song of evil. They seem to breed jealousy and vicious greed in people. They make
men dream desperate dreams. They drive men to violence. They provoke men to rob, to
murder, to destroy the homes and the livelihood of others. They destroy all trust between
people and poison the life of the community.
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They even make the family leave their old life in the village and go into exile in an un-
known land. They turn a peace-loving family into panic-stricken refugees, fleeing from the
evil men who hunt them. They seem to bring out the beast in human beings.

They break up the family circle, they break up the comrhunity. Are the pearls themselves
evil or is the evil in people's response to them? There is a message in the story of the
pearls. What message does the parable of the pearis hold? :

(b) RE-WRITE THE PASSAGE.

(c) CHECKAND SIGN EACH OTHER’S WORK.

(d) WORK OUT THE MEANING OF THE bold WORDS AND WRITE AN INTERESTING SEN-
TENCE WITH EACH.

(e) CHECK EACH OTHER’S!

L
[ -

B, IF YOU WANT 70 CARRY O READIVE

If you haven't read Steinbeck’s “THE PEARL"’, ask your teacher whether there are
copies in the school bookroom or try the library. It's very short and easy to read. If
you have a taste for big thick novels about ordinary people, their struggles and their
loves, have a look at Steinbeck’s most famous novel, “THE GRAPES OF WRATH". It's
an angry, passionate novel about poor Americans, *'Okies’”’, who lost everything dur-
ing the Depression and went to California, the land of dreams, as migrants desperate
for a place and a living for their families. It was made into a famous film, old now,
but still powerful, which is available from the film library.

If you enjoy “THE PEARL", you may also enjoy “THE OLD MAN AND THE SEA” by
Ernest Hemingway. It is a short, simple, moving story about an old Cuban fisherman
on the Gulf of Mexico and his last great fish. This is another book which is often set
for schools so there may be copies in the bookroom and there is also a famous old
film which has been shown on television. '
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HAVING TROUBLE WITH VERBS?

WHEN YOU'RE WRITING, DO YOU EVER STOP IN THE MIDDLE OF A SENTENCE AND ASK YOURSELF QUES-
TIONS LIKE THESE:

— Should it be “is"’ or “are’”’—or maybe “was’’?

— Which isright: “have” or “has"”’—or maybe ““had""?

— Is “does” right or should [ write “do”’?

— Which word should | use: ““think’ or ““thinks’’?

OF COURSE, WHEN WE SPEAK PEOPLE USUALLY UNDERSTAND PERFECTLY WELL, EVEN IF THE VERBS
AREN'T ALL RIGHT. BUT IF YOU ARE WRITING AN APPLICATION LETTER OR AN EXAM, YOU NEED TO GET THE
VERBS QUITE RIGHT OR YOU WILL BE THE LOSER.

CHECKING VERBS . :

IF YOU GET INTO THE HABIT OF checking YOUR WRITTEN WORK CAREFULLY AND
CHANGING THE VERBS WHEN YOU NEED TO, IT WILL HELP. YOU AND A PARTNER
CAN ALSO CHECK EACH OTHER'S WRITTEN WORK SOMETIMES.

BUT HOW CAN YOU CHECK YOUR WORK IF YOU AREN'T QUITE SURE ABOUT THE
VERBS? HAVE A-GOOD LOOK AT THE checklist TO SEE HOW YOU CAN USE IT. IT
LOOKS VERY SIMPLE BUT IT COULD COME IN USEFUL IF YOU EVER FEEL UNSURE
ABOUT VERBS.

KEEP A COPY OF THE CHECKLIST IN A CONVENIENT PLACE WHERE YOU CAN
LOOK AT IT ANYTIME YOU NEED TO. DON'T KEEP IT IN A BOOK THAT YOU HAVE
TO HAND IN SOMETIMES—RATHER STICK IT INTO A NOTEBOOK OR EXERCISE
BOOK THAT YOU KEEP ALL THE TIME.

WHEN YOU DO A COMPOSITION OR OTHER WRITTEN WORK,

* USE THE VERB CHECKLIST WHEN YOU NEED TO.

* CHECK YOUR OWN WORK.

* DOUBLE CHECK YOUR PARTNER'S IF YOU HAVE A CHANCE.




CHECKLIST FOR S®ME TROUBLESOME VERBS

102
EASY VERBS IN ENGLISH
PRESENT TENSE PAST TENSE
I need money I needed money
You need a job IN THE You needed a job
NOW  He/she/it needs an answer PAST He/she/it needed an answer
We need our rights We needed our rights
They need the vote They needed the vote
TROUBLESOME VERBS IN ENGLISH
PRESENT TENSE PAST TENSE
lamin love lwas in love
You are daydreaming YESTERDAY You were daydreaming
NOW He/shelit is exciting He/shelit was exciting
We are still in love We were still in love
They are jealous They were jealous
I have a secret to tell I had a secret to tell
You have guestions to ask LAST You had questions to ask
NOwW He/she/it has the answer MONTH He/she/it had the answer
We have a surprise for you We had a surprise for you
They have their reward They had their reward -
1 do karate ldid karate
You do ballroom dancing LAST You did ballroom dancing
NOW He/she/it does all the work! YEAR He/she/it did all the work!

We do technical training
They do nothing!

We did technical training
They did nothing!
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st agewt “THEMES
N FANGUAGE wolkk 7

In some lJanguage/grammar work we‘ve tried keeping to the same

themes as in the rest of ¢t} work . (eg. the work on Past
Tense in C.T Sci s Pages 92-97 grew out of the theme on
Worker Lives which started with “Who ‘Built Cape Town?'").

We’d like to know what vou think about trving to keep to
themes like these for grammar.

When we felt we were labouring the @ themes too much, we

changed to "Breakdancing" etc for light relief. It might be a
good idea to have a separate theme or themes for language
work: funny, light-hearted, perhaps with some suspense or a

sting in the tail ("The Good 0Old Days?" on Page 99 in C. T,
€ramna= js one attempt . )

what do vou think? Light-hearted, funny language exercises
will be gratefully received!

AM™ ANY CHANCe ©oF Sofe Hul \ou.‘?
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APPENDIX 3
INTRODUCING STUDENT TEACHERS TO SCRIPTS AND SCRIPT-WRITING:
THE TESOL GROUP IN 1983
When I was invited by the TESOL Method lecturer to teach 'sessions on
materials production' for his group of twelve students, I welcomed

this as an opportunity for critical discussion of the scripts and for

collaborative work with student teachers.

I planned two three-hour workshops under the headings:
1. How to use short playscripts in oral periods
2. How to lead on from oral to the other kinds of work required

by the syllabus.

Students were asked to prepare for the first workshop by reading three
draft scripts, WBCT, 'Boys will be Boys' and 'Sisters', and by
discussing:

specific questions on each with someone from the TESOL group .

and/or with a teacher you know. The scripts are samples of

the kind of materials teachers can write to suit the needs

and interests of their students in ways textbooks don't. All

have been tried out in a number of school in the past few

months, all are drafts and criticism and suggestions are

welcome (TESOL Method course hand-out, April 1983).

Thus, the scripts were presented as drafts to be adapted and improved

by users to suit specific purposes/needs.

Because I did not know the TESOL group, I discussed the workshop plan
in advance with two members of_the group, one an experienced teacher
whom I knew from SACHED teachers' workshops. They thought Fhe group
would be unaware of why alternative materials were needed, so I

included in the workshop a section on the context and conditions of



'ESL teaching in black schools. This meant that there was no time to
draft scripts in the first session as I had plénned, but in the last
half hour, students began discussing themes they wanted to write on
{rape, sexism and the dangers of nuclear power). After the workshop,
my two informants volunteered that it had been useful and exciting to
have 'ideological issues like sexism and hidden history' brought up in
class for the first time, through discussion of 'Sisters' and WBCT,
and said that they felt inspired to try writing. Before the seéond
workshop they gave me é draft for three scenes ('Hassling people').
Script-writing had not been part of the workshop plan but this

response changed that.

The second workshop is not relevant to the present discussion except
that for the last hour, students worked in pairs and small groups to
decide on themes and set deadlines for handing in drafts. I
undertook to make copies of all the scripts for the class in time for
their second teaching practice in July. The writing thus became a
collaborative enterprise, even though several planned to write
individual scripts. Some met their deadlines in May. Others needed
encouragement from me (for example, oﬂe student who dropped out of

thecourse later produced 'Scenes from Township Life').

I typed the drafts, inserting questions of clarificatién and possible
alternatives, and sent copies to the writers for discussion and
editing. They were excited to see their work in print and eager to
complete the editing so that copies could be distributed and tried in
the classroom. Scripts were not distributed until the writers had

given their approval.



The following extracts from letters to writers indicate my role:

I've been having fun playing with scripts and writing
teachers' notes. In 'The Good Name of the School', I changed
the mother's use of language a bit so that it would sound
less 'high' than the preachy headmaster's. And I tried for a
laugh or two - rather flat jokes but still. Please tell me
whether you are happy about the results. There's still time
to make changes or add things but I hope to circulate copies
to the TESOL group and others soon so please let me know
(Letter, 14/7/1983 with draft script, 'The Good Name of the
School', enclosed).

What do you think of the title, 'Why Whistle?' [later
incorporated in 'Hassling people]. In the script itself I
changed Peggy's name for no good reason except that I never
met a Peggy in a Cape Flats classroom. I also added one

or two stage directions. I also spent a while tinkering with
the wording of teachers' notes you wrote, as you'll see from
your original. I decided to concentrate first on questions
which relate directly to your script, before trying your
more general questions. The idea of reversing boys' and
girls' roles came out of our discussion in the TESOL class.
Please let me know what you think (Letter 16/7/1983 with
draft of 'Why Whistle?' and teachers' notes enclosed).”

I've really enjoyed doing some more work on your draft
'Township Scenes'. If you feel they are OK or would like to
make changes, please let me know soon,” as the other TESOL
students and some teachers would like to use the scenes in
class. In a workshop last week, one group wrote teachers'
notes on your first three scenes - what do you think of
them?

You complained before that you found yourself going on and
on with the story in these scenes. Well, I seem to have
caught that from you. See what you think of the new Scene 5
with new characters introduced into Zinzi's jobhunting? And
any inspiration for a Scene 7 or 8? (Letter 11/10/1983,
with the draft of 'Township Scenes' enclosed).

Any comment you'd like to have included in the booklet? It
would be great if you briefly told how and why you wrote
this script, as a writer talking to rather nervous would-be
writers (Letter 2/2/1984, with final draft of 'Township
Scenes' enclosed).

The energy generated in the writing workshops gave new impetus to the
research, as illustrated in the research report of 23/6/1983:
The student teachers have studied most of the scripts

produced so far and the feedback received. It was very
useful for me to be able to present the materials live to a



responsive and critical group. An unexpected outcome was
that they drafted scripts on their own initiative. The
scripts were typed and circulated to the TESOL group before
~the July teaching practice and several tried out their
scripts and/or those I had written. September workshops with
the group were an opportunity to discuss and edit their five
scripts, and teachers' notes which I had written and they
came up with further ideas.
The 1983 student teachers contributed 'Hassling People', 'The
Good Name of the School' and 'Scenes from Township Life' to CTS. I
was optimistic that working relationships which had developed during
the workshops would continue in 1984 when they were teaching. I
wanted to involve them in classroom evaluation of materials. Three
members of the class did teach in DET schools with huge classes and

the rest in DEC schools. I kept contact with six members of the class

and heard, in letters or in conversation, how they used scripts.

Experience with the student teachers heightened my awareness of the
working process, and its importance. For many it was their first
experience of working collaboratively and their reflections on the
writing process and what they had learned from it convinced me of the
potential of such workshops for teaching democratic classroom

practice.
TESOL Group in 1984

Because of the changes in course structure, there was only time for

one workshop with the 1984 TESOL c¢lass. 'The Pink Plate in the Sink'
and 'Nomsa and Elizabeth' went into CTS but several promising scripts
never got beyond a first draft. I did not want to do drastlc editing

on my own - or act as ghost-writer and felt that editing should be

done collaboratively in future.



APPENDIX 4

DISTRIBUTING DRAFT SCRIPTS TO A NETWORK OF TEACHERS FOR RESPONSE

In the first few months of the research, while d;afting the first
scripts, I sounded out teachers who might be interested in trying
out scripts in the classroom and collaborating in the research.
Most were teachers with whom I had worked in schools or in
English workshops at SACHED or the Teachers Action Group, a
teachers' support and lobbying group which came out of the 1980
boycotts. Some I knew from when they were doing university

studies through SACHED.

Between October and December 1982, I arranged individual
discussions of one to two hours with about a dozen English
teachers. These discussions touched on classroom problems,
strategies, ma£erials, and I asked the teachers whether they
would be interested in trying out research materials the

following year, and if so, how.

My first research report (6/11/1982) discussed forming a core
group of teachers who would receive scripts and related teaching
materials in return for 'full participation in the project'. I
was determined to avoid teachers wanting liberal hand-outs of

materials. (Some had already contacted me.)

Distributing the first script.

WBCT and accompanying teachers' notes were sent to about twenty



English teachers in twelve schoolé, with an informal covering
letter. The letter (16/11/1982) introduced the aims of research

and my role in it and invited teachers to participate in the

-

research:

If you'll be teaching English Second Language in a secondary
school in 1983, would you be interested in trying some
teaching materials that I'm working on at the moment? I'm
hoping that about ten teachers in different schools - some
new to teaching, some experienced - will try the materials,
be critics and perhaps work in small groups on other English
Second Language materials they want...This plan is
deliberately vague as any teachers who are interested will
need to meet so that we can thrash out arrangements
together.

The letter attempts to demystify university research and places
me firmly as a teaéher taking time out of the classroom to
work on a problem teachers know from experience: -

As an ESL teacher in adult centres and a couple of high
schools (most recently at Bonteheuwel Senior Secondary),
I've kept banging my head against a problem which I guess we
all have: while one's teaching, how does cne find time and
energy to produce the teaching materials one needs? As I've
retired from teaching for a while, I now have time to work
on teaching materials but to do that its essential to be in
touch with teachers and students as one is while teaching.
That's why I'm writing to you.

I should explain that in October I started as a half-time
'researcher'in the Language Education Unit which is part of
the Education Faculty at UCT. My job is to 'prepare and
evaluate non-profitmaking ESL materials for use in secondary
schools in the Western Cape.' This involves 'distribution of
sample work-units along an informal network of interested
teachers', to quote from the job description. That sounds
rather grand but it will actually be small and with a lot of
help from working teachers it may come in useful.

The November research report notes problems to do with evaluation
which at that stage I thought would need to be done through pre-

testing and post-testing of language skills such as listening,

reading, writing.



Response from teachers to the first script
!

Eight teachers phoned or wrote to express intefest in using
scripts and becoming research partners, and between December 1982
and March 1983 I had meetings with a total of twelve teachers,
the eight who had responded and colleagues they invited. kéix
expressed interest in writing scripts with me and two later did
so.) = Meanwhile, I continued drafting scripts which drew on my
recent teaching experience and involved consultation with

teachers or past students.

Distribution of three more scripts to teachers

On 14/2/83 three more draft scripts with teachers' notes,
'Sisters at the Sink', 'Boys will be Boys and lLadies must be
Ladies' and 'Wednesday Night at the Youth Club', were sent to the
twelve teachers already mentioned. Over the next few months they
were also sent to about ten other teachers who expressed
interest. The covering letter is a plea for response:
If ybu try out any of the English Second Language materials
- I've been working on, I would really like to know how you do
it, what works, what doesn't, and what your suggestions are
for related work on the same theme or related themes.
Without response from you and your students, I'll be stuck.
There won't be any point in trying to carry on writing and
collecting materials in isolation.
Response Sheets were enclosed ('but if you'd prefer to give your
response in a letter or some other form of writing, please do').
Teachers were also asked to send in 'any materials you have -
including students' work - which might spark off work on a theme.

This doesn't need to be in any final form and it won't be used

without your permission.'



Response from teachers

Between March and June 1983, ten teachers filled in Response
Sheets and sent in lesson outlines and/or students' writing and
in return I sent them further materials. Four of these teachers
were not on my mailing list and there were other indications
tﬁaf scripts were being passed around further networks. All ten
respondents commented enthusiastically on WBCT and 'Sisters’.
There were two - conflicting - responses to 'Boys will be Boys'
('true to life - an important theme', and 'exaggerated, an
exceptional case, but quite lively'). There was only one reponse
to 'Wednesday Night at the Youth Club' ('both setting and music
are too remote from the local scene'), from a musical teacher who
later agreed to write a local script on a music theme with

me (Move to the Vibe!).

Response from students

About ten teachers sent in scripts written by students or other
work done by students in response to scripts. I typed the
scripts, sometimes adding suggestions for editing, and returned
them to the writers for approval. (For example, in July 1983 I
received about thirty letters from a Standard 6 class in response
to WBCT, with a letter from the teacher explaining how the
quietest student in the class had played a VIP and come out of

_ his shell. )



Problems in working with teachers

It was easier to find out from teachers what they'needed, than to
get feedback. Teachers who received scripts voiced approval of
the fact that they - and their students - were being consulted,
but many did not send in Response Sheets. Requests from teachers
for further scripts (including requests from teachers who had
been introduced to the scripts by colleagues) indicated a

positive response, but were not much use for evaluation.

The first teachers' meetings illustrated both positive and
negative aspects of contact with teachers. In November and
December 1982 three teachers from the same school ﬁet me to
discuss ways we might work together in 1983. On the positive
side, the group invited me to visit classes where scripts were
being used, and R brought extensive teachers' notes on WBCT, the
first contribution to the TG from a teacher. On the negative
side, I was left with a list of requests for materials in
addition to scripts. This took time, energy and focus from the
research. For example, in response to a request for materials on
teenage relationships and parent-teenager conflicts, I developed
a package of materials based on agony column letters which I had
used with classes in 1980-2. These were sent to teachers on my
mailing list. In the covering letter, the research partnership
was explicitly reduced to barter: completed Response Sheéts and

students' work in exchange for further materials.



My research report of July 1983 cast doubt on the possibility of

sustaining a research partnership with teachers:

Even teachers who are enthusiastic about materials they have
used are not very good at giving feedback. They are busy,
always under pressure to find more materials, so why look
back at what's already over and done with? It's hard to get
feedback at all, unless I phone teachers and keep making
contact, and I hate the role of nag/beggar/meeting-arranger.
I'm daunted by the common response from teachers along the
lines of:'I feel so guilty every time I hear from you/see
you/think of you because I haven't sent in your Response
Sheet, but I'd really like to have some more materials'.

The tendency to regard me as a resource person rather than a
research partner was aggravated by the fact that because the

research fellowship was part-time I also worked part-time

in the resource centre in the Language Education Unit.



APPENDIX 5

GATHERING RESPONSES

Pre-publication:

1.

2.

3.

Letter to Teachers to introduce scripts (WBCT, 'Sisters' and
'Boys will be Boys but Ladies must be Ladies') and teachers' _
notes. (14/2/1983)

Draft Response Sheet (14/2/1983)
as filled in by Mr M, Standard 6 and 8 ESL teacher
at K--- Senior Secondary.

Script written by a Standard 8 ESL student after work on
WBCT in Mr M's class.

Post-publication:

4,

5.

6.

Letter to prospective research partners : 1985

Response Sheet as filled in by Ms C, Standard 6 ESL (20/3/1984)
teacher at G--- Senior Secondary.

Ending for 'Sisters' written by four Standard
6 ESL students in Ms C's class.
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LANGUAGE EDUCATION UNIT

ir Teacher

you try out any of the English_Second Language materials I'

11y like to know how you do it, what works,

ve been working on, I would

what doesn't, and what your suggestions are
" related work on the same theme,as well as for further themes.

L and your students, I'11 be stuck,

Without response from

There won't be any point in trying to carry on

ting and collecting materials in isolation. A couple of teachers have suggested a

PONSE SHEET to be filled in after you do a unit of material.
losed.

You'll find some copies

you'd prefer to give your response in a letter or some other form of writing, please

I'd be grateful if you could cover roughly the same headings.
other teachers,

- of., Thanks.

If you paas on materials

please give them copies of the response sheet and explain what its in

clarify the RESPONSE SHEET, please read this letter alongside the sheet. Sorry to sound

e the bureaucrat who writes those terrible booklets on how to fill in your tax form‘

DING: pleasc give the title of the play/piece on whick the unit is based eg

"Sisters
the Sink". (

You could treat that and the other sexism play, "Boys will be boys" as part

the same unit on sexism, of course, but you could treat them as separate - for space

sons .)

DAYS, TIMES SPENT: eg Thurs 7th, 8th and Tues Ist, IOth and Wed 3rd - with a date
ewhere,

(Its useful for me to know how you have to spread out your work on a unit:
relevant, please also give the heading used on the timetable eg Thurs 7th, 8th ORAL,
s: LANGUAGE ...) '

PICTURE OF THE CLASS: eg usual behaviour - passive/ 1ive1y? chaotic? half talkers,

f stones? tensions: mostly repeats and bored? girls hate boys?

8 members and gospel groups? sportsmad vs serious students? political vs?

interests? talents?

YOUR RELATIONSHIP: replacing very popular/strict/lax teacher?

do you dread them?
oy them? do they shout for drama/grammar/syllabus/debates? problems with bunkers? An~?

changes



Ve

3) "EXACT METHOD AND MATERIALS USED: Please be so detailed that someone could imitate

‘rom your record. If it simplifies things, use page reﬂ”s to the Teachers Notes. Time
“aken is important as my estimates may be wildly wrong. If you uee additional material

>g a geeat short story on sexism, please enclose a coby. I can photocopy and post it back.

5) ANY FaCIORo ... eg star actors taken off to athletics, pink eye epidemic, gale

through broken windows, tired after PT, too many announcements, you on the wrong foot.

Or positive: they ask fcr drama yesterday, today it happens on their chosen topic ...

’lease write as fully and frankly as you have energy to. It will help if you can

send in the sheet within a week after you complete work on the unit. If you use the

same unit with several different classes of the same standard, please at least fill in
one form fully for one class and under the 7) ANY OTHER COMMENTS? note any differencs
in response eg 7f, all girls, fell flat/took off much better. If you find that it
amounts to a different lesson - different method - for a class, it would be very useful

if you would fall in a separate sheet, not repeating yourself but referring to the first

sheet when it saves you time.

STUDENTS WORK: Please do send in interesting student work with names/age and area.

If necessary, this can be photocopied and returned to you but student may be happy to

do a copy for circulation. Please explain to them what this is for and that their work

will always be acknowledged.

Thanks very much. I look forward with great curiosity to reading the sheets and so
keeping in touch, You can phone me at 655602 (home) if you'd like to discuss anything
to do wvith the project. No extension in the office but messages can be left with the
Secretaty or tue unaunguage Education Unit (not the Educ Dept Secretagies) if

not urgent: 698531 ext 641,

Sincerely

VNG

Carohn Cornell,



RESPONSE SHEET
Please fill in a sheet within a week after you complete a unit and
send it in - together with some copies of student work on that unit -
to C. Cornell, Language Education Unit, UCT.
RESPONSE SHEET AFTER WORK BASED ON: 'Who Built Cape Town?'
1. Your Name: M ---- SCHOOL: K --- Senior Secondary
CLASS (Std and 1st or 2nd language): 8 and 6 (Zﬁd Language)

NUMBERS : Girls: 23 Boys: 19

DAYS, TIMES spent on unit: 7-14 (5 days - 7 periods
approximately 40 minutes each

DATE OF FILLING SHEET: 15.3.1983

2. PICTURE OF THE CLASS AND YOUR EXPERIENCE/RELATIONSHIP WITH
THEM?

Personal relationship - mutual understanding and respect -
excellent. Great team work. Students not in isolation but
working as a team with me.

3. EXACT METHOD AND MATERIALS USED? (with approx. time taken)

Period 1: Information and requirements - students showed
enthusiasm
2: First rehearsal (class worked well)

3: Class enacted the play on their own

4: Discussion on various aspects of play (value,
truth, history, exaggeration, possibilities)

5: Write own plays based on 'Who Built Cape Town?'

6: Comprehension

7: Letter

8. Language exercises will follow )

4, RESPONSE (your own as well as students - including problems)?

Response of students excellent - generated a good mood for work

5. ANY FACTORS AFFECTING CLASS THAT DAY/THOSE DAYS?

No problems.



NOTE:

SUGGESTIONS FOR CHANGES AND/OR ADDITIONS TO MATERIALS AND
TEACHERS' NOTES IN THIS UNIT?

I think this play lends itself to various uses.
The teacher need not feel inhibited about introducing
suitable language exercises wherever possible.:

ANY OTHER COMMENT? CRITICISM? SUGGESTIONS?
I would like to do it next year and see new possibilities
opening up and possibly, then, I could suggest changes or

modifications, etc.

Thanks.

a) WRITE ON EXTRA PAGES, IF NECESSARY.

b) PLEASE ATTACH COPIES OF STUDENTS' WORK ON THIS
THEME/UNIT AND OTHER MATERIALS YOU USED; GIVE SOURCE AND
NAMES OF WRITERS PLEASE. IF NECESSARY, I CAN PHOTOCOPY
THESE AND POST THEM BACK TO YOU: GIVE ADDRESS.
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STANDARD 8A' K --- SECONDARY SCHOOL

Another look at Jan van Riebeeck 'Builder of the Fort'

19 March 1983.

Jan van Riebeeck

Maria de Leguilleri

Andreas Blom
Adam Bang

Japie van der Skapie

Guards

Anna Patat
Dollie Page
Pieter Adams
Sannie
Sabastiaan

Oupa Pieter Big Toe

Zombi

Jan van Riebeeck :

(to his wife)

Maria:

Jan van Riebeeck:

Andreas (to Adam
the builder)

Adam

Commander
Commander's wife
Argitect

Builder

Slave labourer

Housekeeper

Dressmaker :

The proffessional toilet cleaner
House cleaner

The perfect butler

Wine Mixer

Carpet Cleaner

This place looks just lovely for
the fort I am going to build.

Yes, Jan here's a nice view and near to the
beach too so that our children can swim every
day darling (being very proud).

Come on! Andreas you must start drawing the
plans so that we could start to build
(commanding) .

oh! wWhat does he think he is, commanding me
around, he with his false hair... He's
looking like a 'Rasta’.

T think we can start as quickly as possible
before that long face comes because I don't
like to be ordered around.

(The plans is been completed)

Jan van Riebeeck
(to Japie the
slave labourer)

Japie

Jan van Riebeeck

Guards

Put that brick sideways, you fool! (shouting)

I have had enough of this you pumpkin head,
you don't know anything about building, so
why interfered in my work?

Guards!!

At your call, sir! (standing attention with
salute)



Jan van Riebeeck

Japie

Jan van Riebeeck

Japie

Anna Patat

Dollie Page
(the dressmaker)

Pieter Adams

Sannie (laughs)

Sabastiaan (laughs)

Oupa Pieter Big Toe

Zombi

Oupa Pieter

Zombi

Qupa Pieter

Zombi

Give this idiot sixty of the best and an
extra smack tpo.

Call me idiot, but I still have to build your
fort.

Take him away and bind him with chains.

I am going to get you for this (while they
carry him out)

I am sick and tired of cooking for Lady Anne
Barnard, she like to order steak and kidney
pie with tomato sauce, she looks a tomato
already.

Oht! yes, she looks just like a pig.

Her hips are too big and her neck is too fat.
She still wants me to make her a dress that
will hide the fat and every time I make a
dress, it's too tight. (laughing)

Don't talk about these toilets (sis). Every
time I have to clean the toilet and carry
that bucket I have to covered my nose with a
handkerchief. Otherwise my nose would be
gone.

Brommer. And don't talk about Jan van
Riebeeck's room. Every morning when I have
to clean it, I have to pick up his stinking
socks and dirty underpants, the lazybee.

What a nice laugh. My work is not so
difficult but the door I have to open every
time and the coats I have to take and Sir
Benton's heavy coat that I can't put on the
hat holder works on my nerves.

Don't talk about work, the wines I have to
mix and every time I have a tot my mouth

waters for that rum and coke and whiskey.

why not pour a tot for you and me?

Are you crazy? You want me to get drunk. I
like my 'Oomtas' and Virginia.

That's cheap stuff.
Yes, why not, I am a cheap guy.
why don't you share your 'Oomtas™ and Virginia .

with Jan van Riebeeck? That wine let my mouth
stink for days after I have drink it.
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Cear

I‘m delighted "thet vyvou ©plan tc try cut "CAPE TOWN SCENES" in your
clacsses this term.

As you kncw, the bcok has been funded as part o¢f & research project
and it‘s my job as the "researcher" to get "feedback" from teachers
on how they use the bock, and their response and their students”
response to it, what works well and what they would charge.

The aim is two-{old (1) tc imprcve and edd to the meterials for the
benefit of teachers and students (2) to collect the infermation I
need to complete a Masters’ dissertation which will be largely a
MANUAL for teechers, trainers-of-teachers and anyone else interested,
on the COLLECTIVE preparation and evaluation of teaching materijals,
which will I hope be useful.

It s &8 pleacsure to give you copies of CAPE TOWN SCENES and

copies of the TEACHERS’ GUIDE and I look forward to receiving

detailed "feedback" from vyou both. We‘re all busy people so it-can’t
be too time-consuming but I trust vou‘l]l be willing to:

1. discuss your plans in a preliminary "interview".

2 . fill in and post to me a Response Sheet within a week of
completing each script.

3. discuss overell progress and problems in an "interview" before
the end of this term,

4. give examples of students’ written work arising from yvour wecrk
on. the scripts - and if vou could tape a discussion or
imprcvisation arising from vyour work on the scripts, 1’d
really like to copy the tape.

5. if possible, invite me to observe an occacsional class

informally .

I look forward to working with vou. Please let me know hcw things ao
and 1’11 keep in touch from my side. My number is 698531 Ext 516 (or
Ext 641 for messages) or 470298 at home.

Sincerelv

CAROHN CORNELL



RESPONSE SHEET

Please fill in a sheet within a week after you complet:e.a unit (eg a
play'and related work) and send it in - together with copies of some
student work on that unit - to : Ms Carohn Cornell

Language Education Unit

Education Faculty

University of Cape Town \

Private Bag

RONDEBOSCH 7700

RESPONSE SHEET AFTER WORK BASED ON SISTﬁﬁ‘S .A’T‘ Tﬂ'f' S‘d\‘b(“

1. YOUR NAME: \\/\1', .- C
SCHOOL ADDRESS AND PHONE NWBER G .= SE Lo NIARY
No 2
FNGLISH 1ST/2ND LANGUAGE DD LaNGuAG -
NUMBER: Girls: 1S Boys: 1S~
DATES SPENT ON UNIT 3
DATE OF FILLING IN SHEET .201_3{8"—(—

2. PROFILE OF THE CLASS AND YOUR EXPERIENCE/REI_ATIQ\ISHII; WITH THEM?
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3. TEXACT NATERIALS AND METHOD USED? (11ith aoproximate time taken)
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4. RESPONSE? (Your own as well as students' - including problems) "

Vey  ewMusiishi -~ ewiond  bre  neinen _and it
/), the sonmpb b a4 tovma \pmbfm« ’ﬁ«m{k S M

D\nnqa dwwvw»s ind l,«Ml"«1 4 e seept a&m

\

pnted  wll  snd b oy supase Be nd) didig
blow ! The achad perfrvrave A fe exha LiF
)Iﬂl’ms«aurkCQMEW(nrMMaé
~5M4M$WLWMW4M&W@Wu.
The wnibey wink okay Bl beig e ewd
A b o pe m,éfq WM h wivihe, e
5. ANY FACTORS AFFECTING CLASS THAT DAY/THOSE DAYS?
W owze e m b bab Wk Y e pedas

%WJUQ MM%DAWMPLM‘ Nl)é'
Wm{fm/otm% ‘




6. SUGGESTIONS FOR CHANGES AND/OR ADDITIONS TO MATERIALS AND TEACHERS' NOTES
IN THIS UNIT?
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7. ANY OTHER COMMENT? CRITICISM? SUGGESTIONS? (Write on extra page if
necessary)
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8. SPECIAL REQUEST: PLEASE ATTACH COPIES OF
Some work by your students on the unit/theme. Please give names and
standard and say if it should be anonymous or if you don't want us to
publish. It doesn't have to be perfect, just original and interesting!
Tapes also welcome!

Copies of any other material you used on this theme, or useful references.
Please say if you want your originals (print or tapes) back and please
give the most convenient address.

Thanks!
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After 'Sisters at the Sink'

Cathleen, Saliema, Brian, Julian
(Brothers) Time for tea!

(Johanna) Time for tea! You can make your own tea. We
missed the whole film of Dallas.

(Margaret) That's right! I'm not going to make tea. The bed
is waiting for me.

(Brothers) Boys don't work in the kitchen that's why you must
make our tea.

(Johanna) That's no excuse because the world's best cookers
are men. And they work in kitchens. )

(Margaret) Good speech there! They only got lazy fever.

(Brothers) Dad, they don't want to give us tea.

(Mother) Stop that shouting and make your own tea. Nobody
is parilyzed in this house, everybody works for
himself.

(Father, sarcastic) Drop the subject! And boys go make your own
tea, the girls are not your slaves. Here is no
benefits for the lazy.

(Johanna) Just you mess in that kitchen and you'll see what
you will get from me.

(Margaret) Let's go sleep!
(Brothers) I beg your pardon, make our tea. You've got a
nerve to let us make tea. And girls don't ask us

for anything.

(Girls) We won't!!



RECORD OF SERIES 1.

(Source:

written
SESSION

AIM:

METHOD:

APPENDIX 6

my own plans for each session and observation notes
after each session)

1

'to learn how to get everyone in a big class to talk
without the roof falling in': by practising in a big
class (40+) of one's peers; by reflection on and
discussion of that process with peers.

everyone including the coordinator (myself - C)
introduced her/himself to the class;

20 minute presentation from me on the context for most
ESL teaching in South Africa, referring throughout to
newsprint outline, reproduced in handout, followed by
questions and discussion (involving 10 students at
most) ;

with a stranger for a partner, everyone discussed 'Why
are you here in TESOL group?'; I asked class to 'Listen
to see who might be good working partners/resources for
you' while everyone reported partner's answer to class;

_ interruption half way from me: 'Who is rehearsing what

they have to say to class instead of listening to what
others have to say?': much laughter of recognition;

and later discussion (again involving about ten): 'Is it
easier to talk in pairs, small groups, class as whole?'’
(class divided as to whether it was easier in pairs or
small groups; agreed that very difficult to pay
attention to 40 people talking in succession).

Break

'without discussion write down topic(s)/questions that
really interest you AND that would you think help break
the ice in this TESOL class;

with new partner compare topics and between you choose
the ONE most likely to get discussion going in the TESOL
class;

each pair report ONE topic to class'

general class discussion: 'Which topics are the best
for this class?' broke down when discussion (involving
about six and the teacher), exploded around one issue
raised: 'Doesn't "English Second Language" mean "English
Second Class" for blacks and isn't it racist to offer
such a course as TESOL in HDE?'



OUTCOME:

defensive response from me: to take the heat off and/or
to involve the silent majority changed tack:
'individually or with a partner write down
questions/topics that concern you about first/second
language and politics of language teaching: planned
sociolinguistics session will give a framework for
discussion of these'.

postponed planned activities until Session 2c: 'For a
big class of Std 7 or 9 (specify which) choose topics to
break ice and give tactics you would use, step by step.'

Far more than intended focus on process/group dynamics and
sooner than intended on sociolinguistics with definite
conflict revealed. In individual conversation later, I
discovered that silence from two students had meant non-
acceptance of the approach to oral work.

SESSION 2

AIM:

METHOD :

'to stimulate and organise discussion and dramatic
activity using cheap home-made materials, for example
agony columns, situations to improvise, dialogues.'

' showed on newsprint the topics/questions on language

issues collated from Session 1;

'with a partner, decide which 5 topics/questions the
guest speaker should be asked to focus on in the
sociolinguistics session';

quick report back from one pair, with comments from,
others to decide on an order of priority which teacher
was to pass on to speaker;

discussed my experience as 'lecturer' in Session 1;

divided class: half for Std 7, half for Std 9: ‘'with
partner choose topics you think would lead to lively
discussion and then plan tactics for organised
discussion';

pairs reported on topics but never got to tactics
because of uproar about bonus bonds;

brief discussion of possible themes for scripts
(suggestions included Rastas, Michael Jackson, corporal
punishment, sexism).



'SESSION 3

- as preparation 'Read "Removals" and comment on
language';

- listened to a tape of 'Removals' made by the writers
which included two versions of one scene, in standard
and non-standard speech;

- open session (over 60 students from English First
Language Method and Afrikaans Method): International
perspectives on sociolinguistics.

SESSION 4

- 'as preparation, please read WBCT and plan lessons';

- discussion of all scripts read so far: how many parts?
easy to use/speak/organise? theme/issue? interesting?
level(s)? what next?

Assignment handout about pooling the scripts,

comprehensions; and either teaching real classes or

investigating resources.

- task: choose groups and topics, having discussed
since SESSION .2.

SESSION 5
- in groups drafted scripts, while I circulated,
calling attention of class to questions, progress,
possibilities.
SESSION 6

- Sociolinguistics for Cape Town teachers: to combined
TESOL and Afrikaans Method groups

- TESOL group received all scripts written during Series
1; discussed two, then evaluation of Series 1.



RECORD OF SERIES 2

DAY 1

Discussed classroom situation in which scripts might be used:

discussed increasing repression and political violence;
speculated about what 1986 might be like in schools:
unsure whether there would be any 'normal' schooling;
expected witchhunt by authorities of 'alternative
education' and possibly a post-boycott reaction from
students against the overtly political;

explored our individual responses to political context
(not for school audience) by drafting, then discussing
scripts on 'necklacing', passive resistance; defiance
from oppressed groups elsewhere; a quotation on

Nazi Germany 'Don't ever dare say you didn't know!':
all overtly political;

discussed ways of raising political issues issues
indirectly, eg embedding them in safe themes ('America',
'Media', 'Music', Ecology', etc.) or in safe forms
(parables, myths, eg some of Brecht's);

discussed problem of didactic heaviness: wanted to
write more open-ended, more encouraging and enjoyable
scripts than our first attempt.

Planned Theme (teenage style) - for light relief and to keep
censors happy but hoping through teachers' notes to raise issues
for awareness purposes (eg who sets fashions, who profits).

discussed misgivings about being writers (eg M had
expected to transcribe scenes by others from tape;

N, P both nervous); whether we could write for light
relief, or were too didactic?

Drafted Scripts

P, N outlined story line ('ungroovy girl gets groovy
boy'); with M, I decided on settings for 3 scenes
(shopping centre, pavilion and disco, probably all in
Mitchells Plain); :

M, N and P each drafted one scene, consulting each other
when stuck; read drafts aloud for all including me to
comment; ('more action', 'censor dialogue on police
action against students and poster in shopping centre
about strike'): each changed own draft.



Overall

DAY 2

(started

DAY 3

reassured to have written drafts ('Never thought I could
do it'), but aware of problem of reinforcing sexist
stereotyping through the ending ('as if girl's sole aim
in life is to get boy'), so while P typed drafts, N, M
drafted alternative endings. These turned out to be
stereotypical if light; if not stereotypical, heavily
didactic, that is, not managing to find ways of raising
political issues indirectly, without being too heavy-
handed.

keeping individual diaries and taped most discussion).

copies of typed drafts of 3 scenes for all: well
received ('starting to look like a real book already!'
'Did we write all that?'), inspired many suggestions for
more scenes (sex role reversals, going out on Friday
Nights ); N, M, P drafted scenes on Friday Nights, but
soon polarised as 'discos' versus 'the youth' (ie
community youth groups): felt their defence of 'the
youth' could be counterproductive, called me in as
coordinator because stuck ('too messagey again - it's no
use preaching');

took up my suggestion to 'write on the easiest, most

“inviting suggestion of this morning': M, N and P

drafted scenes (on role reversals to show up sex
stereotyping), reading aloud for laughs and comments and
writing went quickly and easily;

- group editing sessions, me included - all very happy
with 4 scenes (M - on building site; P - up the
mountain, at the corner cafe, in the kitchen), but N
wanted help with two scenes (woman in a boxing ring, men
watching, and woman asking a man for a date), where
reversing traditional roles seemed to reinforce sexist
stereotyping, particularly of homosexuals - gave up on
both scenes because of this problem;

during editing, discussed items of standard English in
one script ('In The Groove').

P typed copies of 4 (role reversal) scripts for all:
sense of progress; editing of N's draft revised at home
- and in stilted language - led to further discussion of
language issues around the use of the standard dialect.
N suggested less solo drafting, more group work;



DAY 4

DAY 5

brief discussion of how to use 4 1latest scripts (ie
planning but not drafting teachers' notes);

again, lengtﬁy group discussion of how to introduce 'the
youth' (community youth group) more attractively,
uneasiness about dogmatic tendencies ('a tactical error
to oppose discos!');

enter coordinator to ask about progress - 'We're stuck
again'; 'How can you involve students in some
experience of what 'the youth' might be like instead of
arguing for it in the abstract?'; M, N, P each tried a
different approach - a script, a 'task' and 'a
monologue', but frustrated, ('a dead-end again'), _
unsure/uneasy about the theme, the approach being tried,
and the use of standard English.

demoralised by Day 3 dead-end - struggled on with same
theme: M, P combined their previous drafts while N
worked alone on 'sketch' about 'the youth' all still
stuck; I suggested new format for same theme: agony
column letters from young people about personal and
community problems to which community youth groups might
offer some solutions;

‘all drafted letters individually, then compared and all,

including me, edited letters ('Does this ring true?'
'Too many issues for one letter here') and grouped them
in 3 categories (problems with parents; how the youth
could help; problems within the youth): all relieved
to have written so much so easily, after long writing
block;

at my request, drafted Teachers' Notes for all scenes so
far, ideas flowing quite easily: sense that the book
was progressing, despite blocks.

P (after hours) typed copies of letters for all.

edited typed letters, then drafted more to fill in gaps:
satisfied with 5 letters in each group;

discussed, drafted separately scenes on casualling (shop
assistant, usher);

updated diaries and discussed working processes so far
in group; I raised question of having outside observer
for a day the following week (previously mentioned but
not discussed) - role was discussed ('not an inspector,



someone who is interested in workshops herself, an
experienced observer of groups - and won't criticise
unless we ask her to. What should she look out for in
the group?'); P raised the question of the
coordinator's role: ('C has played a coordinating role,
pacing us and giving us a proper sense of urgency about
writing and suggesting ways out of writing blocks. How
can we take on some of the coordinating role?')

Same evening, A, the observer, interviewed me about the workshops
so far and needs felt by the group.

DAY 6

Overall,
was 'a

M, N, P planned to share coordinating role, I kept out;
later they reported on the day;

saturated with the teen scene (trivial in political
context), discussed more serious scripts, individually
drafted skits on TV programmes and ads (eg Dallas from
the workers' point of view), but another over-didactic
dead-end - decided 'skits not funny, too messagey';

back to TEEN SCENES, arranging as for a book and looking
for gaps with serious possibilities (eg teenage
independence);

after giving me a report on the workshop so far, at my

‘request drafted Teachers' Notes for some scenes, also

preparing for book.

'frustrated and saturated with workshops': decided this
natural stage - not a reaction to do-it-yourselves

coordination'; took a day's break.

DAY 7

DAY 8

all received typed 'book' including Teachers' Notes for
some scenes: a boost to morale;

discussed different patterns for teachers' notes which
had already emerged, either sketchy broad suggestions,
or detailed, carefully worded, stage by stage;

in pairs, drafted missing Teachers' Notes: C, N: In

the Groove; P, M on role reversals; P, N on letters;
M, C on casualling.

all with Observer (0): I recapped for her,

worked in pairs (P, C on independence theme - not
scripts; N, M on more casualling scenes) with O



listening in or joining in discussion and later asking
about process: raised issue about how my coordinating -
role fitted with full democratic participation of all in
the group; I withdrew to allow 'freer discussion’;
group decided that the presence of observer and
consequent artificial recapping/explaining by me had set
back the sharing of coordinator's role, which the group
had already moved towards.

My discussion with the observer before and after her
visit was very useful. Her questioning facilitated
critical reflection on group process and helped me to
articulate a number of key questions:

what makes people realise their competence (for example,
in script writing) and what might undermine it?

How could the coordinator's role and the observer's role
be shared by all participants? -

What role could an outsider play in/for the group, for
example interviewing participants together/separately
about group process, thus avoiding the role of
judge/inspector, being and being perceived as a
facilitator.



RECORD OF SERIES 3

WEEK 1

Timing:

a) to d) took 1 hour 20 minutes: people introducing

themselves, their interests, themes, that is, BREAKING THE ICE.

a)

b)

c)

Brief 5-minute intro from me, based on these notes:
'What happened in previous writing groups depended
largely on the group and their interests so our task is
to find out who is here and what our interests are. By
the end of today's session - with luck - you will have
found at least one person interested in working with you
on a script and will have a rough idea of your theme.
Over the next session or two, if you decide to stay, you
will produce a draft script and everyone will have the
full collection in time for teaching prac. NB What we
write in a workshop is a DRAFT and the idea is that
teachers will change and add to it to suit their
students, so we'll improve the drafts together.'

'Sit with a stranger and take 3 minutes each way to find
out: Why did you decide to join a workshop like this;
what do you want to get out of it; any worries about
it? Then introduce partner to group.' Most reported
'something missing’ in their own schooling, thought
workshops could be a 'space to explore what should go

~into education'; the 4 with teaching experience were

all for drama: spoke of need for scripts and other
materials 'to get students participating'; one had used
CTS extensively, others had tried role play or
improvised drama. Most were nervous about actually
writing; of these three did not return to the second
session: perhaps if they had started writing in the
first session the nervousness would have been overcome?

'With different partner; discuss:

i) who would you 1like to write for (could be an
audience you know well or that you don't know)?

ii) any issues/situations in mind at the moment you
might like to write about?'

(I stressed: 'This is still very tentative, you aren't

committing yourself yet, it's a chance to see who might

share interests or who could use your suggestions';

also stressed 'focus on something that interests and

involves you at the moment, as you're more likely to

write about it with conviction and to see the draft

through to the end.')

Themes clustered around sexism or racism, eg 'sexism in
textbooks and school life'; 'sexist language without
being pedantic'; 'parallelling sexism and racism';

'how to get students to identify with the lives of
migrant workers', 'how to put students into the shoes of



d)

those they are usually cut off from'. The teachers in
the group were still vague: eg something meaty for
older classes - giving different sides including the
side teacher doesn't identify with'; 'materials scared
teachers could use - about decision-making for life
after school'; 'Don't want to be only local - also need
to look at other countries’.

these report-backs led to discussion of the following
issues:

Ways of tackling touchy issues

eg writing two versions of a script, uncensored for
community groups, censored for classrooms when Big
Brother is watching; or touchy local issues could be
approached 'from afar’' - set in another society or
another time.

Remembering the didactic heaviness struggled with in
Series 2, I appealed for light relief or for a light
touch with potentially heavy themes, (eg sexism and
racism, already suggested).

Whether to write only for an audience you know
Some wanted to write on 'relevant' themes but felt

constrained and disadvantaged by 'limited' backgrounds
(middle-class, mostly 'white'). Didn't want to write

for the audience they knew best - 'bored with the sort

of students we were at school with and bored with the
sort of schools we know'. As one expressed it later in
the notes written after the session:

'Feel I lack essential insight into the experience of a
community other than my own and even in my "own"
community I don't feel in touch with the way issues are
perceived - and not, sure, that I am helluva sympathetic
to the interests of 'white' school pupils anyway.'

(The workshop had been advertised two weeks before 'for
anyone interested in learning to write teaching
materials - probably scripts - for use in classrooms
with over 40 students and no facilities', ie DEC or DET
schools, but there was a problem because before first
teaching practice, most participants had no school
experience beyond their own. It seems that students
joined the workshops series because 'the processes
involved and the alternative teaching materials sounded
relevant'. I emphasised that they should draw on their
own strengths and write for an audience they knew, but
wondered afterwards if they felt they had failed if they
said they couldn't write for a DET or DEC classroom.
All the themes suggested seemed to me to have
interesting possibilities for use in more privileged
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classrooms and to take further the questions about how
to raise awareness in 'white' schools which were raised
in Series 1 and again in Series 3 and:4.)

e) Leisurely break (30 minutes) with refreshments in the
room: all asked to find working partners by end of
break; interest groups started forming.

f) Looked at first script, Sisters at the Sink: I
explained how it had been written and where used; . did
the script as in a class; then discussed it. Comments
included:

'realistic slice of life'; 'Funny despite serious theme
- hooray!'; 'Dialogue too intense to ring true'; and
'Sounds phony because of such political terms at the
kitchen sink' (which led teachers to explain that since
the 1980 boycotts, the terms have been part of 'normal'’
speech in black schools); 'Too simplistic and
stereotyped' also provoked a discussion. I stressed
that it is an achievement to get second language
students to speak English with confidence and it may
help if the situation is familiar, even if stereotyped,
rather than strange. ESL situation unfamiliar to all
but those with teaching experience. No decision yet
about who would write with whom about what, but asked
them to carry on discussing possibilities among
themselves and to decide before next week which I said
would be structured to take into account what they wrote
~in (g).

g) All individually wrote 'first impressions' of the
workshop, signed or not, which were put into the file
for all to read (ie reflection on the process).

4

REFLECTIONS ON WEEK 1
My own first impressions before looking at theirs:

Felt I tired everyone out and left some daunted but know
that when I am tired (as I was) I always get a daunted
impression, so hope next week will feel better from my
side. Worried that it was vague, inconclusive, not
concrete enough, but didn't want to give too many
examples (scripts) to look at in case it looked as if I
was offering model answers. Was I off-putting to those
who wanted to tackle sexism? Think I was and don't want
to be. People seemed to be amazingly trusting and
willing to acknowledge worries and strengths, a good
start. Interesting variety of interests. Wonder how
many will be there next week - maybe it was too vague,
daunting, time-consuming for some but I hope a few will
keep coming and think they will.

11



After reading first impressions from group felt better
overall: ‘'daunting', 'not concrete and tangible' were
key words but so were 'open', 'democratic', 'exciting'.

1. An anonymous student (presumably with no teaching
experience) summed up as follows:

Was feeling quite daunted at the beginning of the
session and more so after tea - people seemed only to
talk about the problems! Last hour gradually feeling
better. I think the introduction of concrete material,
concrete issues, real situations (for those of us who
have not been teachers) made our task a bit more
tangible. It would have been easier for me to have
started with clearer examples - they don't narrow down
the possibilities for me, rather stimulate other ideas.
Trying to come up with a significant idea out of
nowhere is difficult!

Looking back on the series, this seemed to me a useful guideline
for the next series - see discussion of Series 4.

The student continued:
I also feel that the group is quite unpressurising - I
feel able to express myself openly, nice for a change.

2. From E, a teacher with 3 years' experience; another comment
on ease (trust?) as essential to good cooperative work:

I feel easier, much easier, about how things are going
to work than I did when I first came in. Mostly because
I feel easier with this group than I often have so far
in small groups elsewhere in the course. 1It's more
cohesive and like-minded than a random selection would
be...

I'm not terribly confident about what I want to do but
am beginning to feel the stirrings of ideas and it's
lovely to (at last!) have a whole time slot to (maybe)
develop them in. I think it could well be one of the
most positive developments/applications of my limited
teaching experience, in the course. At least I can
build on my teaching experience and don't feel that I
should pretend I don't have ideas etc after 3 years'
'there'. So I think it will be exciting.

Comments on the structure and order of activities in the workshop
were:

3. From L:

I came to the workshops with a very clear overall idea
of how such resources could be used and feeling
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strongly that they should be made available but at the
same time I was very unclear about detail: how to be
more specific in terms of where I wanted to focus my
work. I think the questions at the beginning of the
afternoon were really helpful in that respect - I feel a
lot clearer about the openings that are available (the
gaps) and how I can fit into them. Also clearer about
the topics which would be useful as areas of work. I
still feel a gap between all the ideas in my head and
how to actually express them in practice but that will
probably diminish once we start working. I found it
useful to look at a script...

4., From D:

Looking at an existing script was useful as it made the
task ahead more tangible and something I could see
myself as being able to manage.

Felt the group was run on a democratic basis and I
didn't feel intimidated to contribute.

Q raised a problem to do with looking for leadership:

Although there is definitely a feeling that there is |
space for us all to do as we choose I still feel afraid
of exercising that choice. I feel I try and anticipate
what is expected rather than having confidence in my
ideas but I still feel very excited at the prospect of

‘'what we are planning.

6. Anonymous .

This is one of my first experiences of working together
with other people out of choice. The fact that this
exercise derives from choice is as exciting as it is
terrifying. :

Others expressed uneasiness:

7.

T:

Feel a bit lost and at sea with the idea of actually
writing something - daunted. But as it progressed I
began to feel that at least it was possible. A lot of
the others seem confident which makes me think that it
would work although I can't seem to see an area that I
could really fit into yet. This is not what I expected
at all so it's a bit bemusing.

I have found it a little bit frustrating - I think
partly trying to force myself to think of ideas, not
coming up with anything and panicking a bit. I also
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feel a little shy in the group but that will go with
time. I don't feel threatened by the prospect of
actually doing the writing - I think you have said too
much to dispel any fears. I do feel a little wary of
wanting to tackle something that has obviously been done
and done again (sexism) but I am sure there is always
some light to be thrown on it.

(Note: T did not come back to the second session: 'opting out
because I felt at a loss although others seemed fine'; and ‘
B articulated the cause of her 'frustration', 'shyness',
'panic' as she came to see it, after Session 3.)

The observer, W, an experienced teacher, lecturer and workshop
coordinator, was a full participant in the group and reported as
follows:

I learnt a lot about how to run a workshop, how to start
off a course in a relaxed and unthreatening way which
enabled us to get to know each others' interests. I
liked the stress on collaborative work - although this
was never pushed in a way to threaten people who are
used to working alone and competitively. Essentially,
then the whole philosophy behind the workshop was made
known through practice, not preaching. Your
coordinating style is very unthreatening and everyone is
clearly at ease already.

~ (She was surprised to hear later that some people were
daunted.)

WEEK 2
11 student participants, myself as coordinator, and observer (M)
My notes, written afterwards:

Late, halting start - only 4 on time, two newcomers and
two others dropping in to recruit for a group to write
on resistance history - did I entirely misjudge the
situation in Week I - was nobody interested?

a) (with the four above and 7 others), I stated aim for the
day - to get everyone into working groups and to do some -
actual writing or at least detailed planning of writing;
(apologised about disparaging sexism theme in Week I).

b) in pairs, brief discussion before reporting back to
group on who wanted to work on what with whom. Nobody
had decided yet whom to work with.

K ~ rape
B - sexist language
L ~ some awareness issue but situating it in another

14



society

Q - role play based on literature setbooks

E - young people in other countries.

A - 'something topical, social not directly political'

S - 'grammar booklet, sort of first aid for grammar,
and maybe something on sexist language as well'

R - 'willing to slot in'

H - on sexism to use in a 'white' school

X - conscription?

c) 1 tried grouping themes to encourage people to choose
writing groups but no takers. Asked them to organise
themselves into writing groups during the break.

d) together, looked at 2 scripts, 'Sitting at home with
Problems' from 'Scenes from Township Life' and 'Who
Built Cape Town?'. Discussed their themes, dramatic
form, language level, how they could be used in a (big)
class. (W and E commented from their teaching
experience on how they had seen these scripts used.)

e) break

W (participant observer) and LE left; LE later worked
outside the group with W and C separately on a series of
history scripts for an African Studies Honours project.

f) After the break all but one were in writing groups of
_their own choice, busy discussing, writing notes for
scripts or actually scripting. I circulated to make a
note of groups and themes, and to check on intended
audience and how they planned to share the work in the
group. .

g) the 4 groups reported to class what they were planning
to write; all seemed keen and fairly confident:
suggestions and comments from others reinforced this.
The following notes were based on my observations in the
small groups and on their reporting back to the class:

Group 1. Myths about Rape - family reading report of SADF
rape of an old woman (based on real affidavits recently
publicised by Black Sash) - and reacting to it in different
ways which show the sexism in the family and the
relationship beween kinds of violence in SA society -
military and the criminal; chose theme as both are doing
the Rape Crisis training course at the moment; I offered
them file of unfinished scripts and other teaching materials
concerning rape.

Group 2. Local Scene: dagga raid with light relief, eg
from converted person and Rasta.

Group 3. Sexism including Sexist Language
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Group 4. Young People in Another Country.
They made the following outline on newsprint:

OPTIONS: Chile/Nicaragua/Vietnam

AIMED AT: Department of Education and Culture Schools -
probably Std 9 - 2nd language

SOME IDEAS:

- play/script/story as introduction
(teenage passion in a nationwide crisis!!
lots of high drama)
- people living and working
- geographical context using maps, pictures, slides,
- charts, etc.
- cultural stuff (including literature)
- dress )
- music )
- poetry )} included somehow
- songs )
- art forms )
- dance, etc.)

0ld and new

- History: documents, scripts, archaeology

- Religion, morality, values, etc.

- Systems of government

- War/conflict/struggle and its effects

The Loner, H - 'democracy in the classroom or an intro to
SA for someone feeling ignorant': who had no working
partner, wondering about working with people who had
dropped out after Session I but had showed interest in
these topics (dropped out after this Session).

REFLECTIONS ON WEEK 2

These were mostly positive - mostly emphasising that Week 2 was
more satisfying than Week I because they were 'getting down to
the real work':

Q: Today getting our small group together, deciding on a theme
and actually starting to formulate some ideas was amazing.
I'm just much clearer where we are heading and feel much
more settled.

L: Feeling much better. I think that last week the problems
seemed almost insurmountable but today went very well -
perhaps both a bit deceptive - suddenly feel like we could
do this very quickly. Looking forward to next week which I
am sure will be more structured and in some ways more
challenging than today. -
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A: Perhaps most important is that what we produce will be put
‘to practical use - feel very energised by that!

A number expressed unease or ambivalence of some kind:

Z: Still feel a bit directionless, maybe because I am not sure
exactly what kind of presentation I would be most
comfortable with. I don't like the feeling of being forced
to be creative and to produce. Maybe this barrier against
starting and committing myself to paper is just something I
have to overcome. Felt a little alienated from my small
group because I was enthusiastic. A group feeling is
beginning to emerge and there are some good ideas.

and from the same group:

B: I feel much happier. 1It's a relief to be in a working
situation with someone and have a more direct focus. I
still feel that I need a kind of loosening or a breakthrough
but I am sure it will come.

The following week B amended these notes..

A: Everyone seems to be so committed and focussed iﬁ their
concerns. I do feel rather directionless and self-
indulgent.

This was A's first session and despite his misgivings, he and V,
also there for the first time, drafted a scene - writing more than
any other group.

My notes

Again I felt very awkward about the session - hard to focus
when very tired and felt that I let people down with the
vague bit in the middle (c) but was delighted that they are
almost all working well now in their groups. All the
strain will be off next week - they will do it themselves
and I can wander around and chip in and pace them and
encourage. Feel sure we will be able to get scripts onto
word processor in time for Week 4 so we can edit together -
which means that they will be able to use the scripts on
teaching practice and come back with lots of other ideas.

WEEK 3 OF WRITING WORKSHOP
(My notes written up afterwards)
Aim Today - to get all groups writing so that they will be able

to give in drafts for typing on word processor so we can all have
copies and discuss and edit together on Monday, April 7.
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2.30 on - people came in in ones and twos and started talking
about what they would do today. Needed no prompting from me -
all 1 did was introduce two students to pairs they might like to
work with because they had expressed similar interests in first
session (both had missed Session 2). When everyone was there, I
interrupted discussion to suggest time limits: 15 minutes for
group discussion; then brief report back to group on plans and
any problems; then spurt of writing ('remember it's only a
draft, a group effort, nobody is expecting the perfect product');
said I would pace them to make sure it wasn't all talk, but
writing too, then we'd see.

In fact, there was no group report back - would have been a bad
interruption as people were doing different kinds of things at
different paces in different groups. Instead, I wandered around
facilitating where it seemed necessary, or just observing.

Overall seemed to be a productive session. The groups kept
themselves going and seemed to be really interested in what they
were doing. This was confirmed by the combined note written
afterwards by K and Q:

We're feeling very positive about what we've written and were
also excited about sharing it with other people. 1It's such

a new feeling to actually want to share our work, and to
accept criticism as co-operation rather than judgement. We
feel relaxed working in the room - although we're still
unused to the tape-recorder, we've gained a lot of
confidence by actually managing to initiate and produce some
writing that may be of value.

GROUPS:

1. Debunking Myths about Rape: K and Q.

2. Dagga Raid and After: A, AB and CE (who missed Week 2).

3. Chile: an exploration of life there: L, U (E absent but
planning to work with them before next session).

4. Sexism, Sexist Language : B, MS and D (who missed week 2)

(H sent apologies - 'planning to return', didn't.)

The following is my view of the dynamics in the four small groups.
-GROUP 1 - Debunking Myths about Rape
- Very enthusiastic about writing, motivated by concern
with the issues, and a sense that the script is urgently

needed; gave them incomplete drafts (eg one by 1983
students covering too many myths too superficially):
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did visible problems in that draft give them confidence
to try, and emphasis that everyone is writing DRAFTS
which we as a group can improve? Tried some dialogue on
me ('Does it sound right?'): perhaps a hint here that
they still half wanted to know whether they had the
'right answer' the 'teacher' had in mind? Draft very
promising: suggested that they could write questions/
doubts into it; then suggested that to all groups as
useful to the 'editors'; it alsoc helps establish the
principle that doubts, hesitations, alternative views
are important, and shouldn't be left out and helps to
make the concept of DRAFT real to people and to relieve
anxiety about writing a 'good enough version...'

Both liked the idea that the script could be shown to
Rape Crisis for comments and maybe be used in different
ways for different purposes. May become several scenes
if too many issues - or could put ideas for further
scenes at end?

I suggested only two changes: (1) 'Set it at the supper
table not at breakfast or it will immediately be rather
foreign to working-class people: who sits around reading
the paper in the morning if they have early trains to
catch?'; and (2) 'He talks about his "chick leading him
on" - as all "chicks" lead on the rapists in the myth -
but it might be easier to tackle more obvious issues
about rape, before tackling issues about rape within

- relationships.

(Like the others, this group shy of using the tape for
drafting; I tried to break the ice by putting our three-way
discussion on tape. This helped me write up the discussion
afterwards but didn't change their attitude.)

GROUP 2: Dagga Raid and After

- Their first suggestion: 1local scene, perhaps a drug
" raid with a variety of people commenting on it. Wrote

fast (turned out they had started last week) - with much
laughter. Didn't seem to need pacing, or a sounding
board except for one question they raised: ‘'As there is
so much Afrikaans in the local dialect, would it be OK
for an English lesson?' (I asked if I could tape
discussion of this central issue. CE felt it could be
used in an oral period which wasn't strictly an English
lesson. Solution they proposed: script in the 'local
dialect', questions and follow-up work in (standard)
English and/or (standard) Afrikaans and it could then be
used in either English or Afrikaans lessons. By the
way, A and AB said CE was acting as 'language expert'
but they also seemed at home with the local non-standard
dialect. Someone suggested that the scenes could be
used in civics or youth groups; didn't have to be for
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purist teachers - for whom they agreed to draft a
sterilised/sanitised version. Would be useful to have
two versions typed up for discussion in big group - will
bring up important issues about language, kinds of
material an outsider dare bring in, virtues and dangers
of local material. Can see it being performed with
gusto! -

All agreed that many teachers would be taken aback by
the language (and by the content: low life around a
dagga merchant) and that some would say giving students
their own non-standard dialect on paper was
'ghettoizing' them, rather teach them 'better' language,
etc, and might be very scathing about outsiders writing
such a script. Tape shows I intervened too much at
this point, didn't give people a chance to discuss the
'ghettoizing' point themselves; maybe sometimes I can
just talk as a member of a group, not worry about
facilitating all the time!

Could write a narrator into the script who could invite
the audience to watch critically and to improve the
script afterwards if the language was inappropriate (too
formal? out of date?) or the situation stereotyped or
unrealistic.

(An aside here: it would be useful to see other kinds of
dramatic devices: pity there are no drama people in the group.
For next year, might try in first session to show a range of
devices in first session and get people writing straight away.)

Question about the working of group: did AB want to explore that
theme or was she carried along against her will?

The notes written by the group at the end were illuminating. All
three wrote that 'the actual writing is fun', 'quite easy’,
'everyone helps with the dialogue - it writes itself!” A.
wrote':

Group work becomes easier with practice. However, I
sometimes feel that the process is not as democratic as
it might be. Some people (in this case, me) are inclined
to dominate while others submit. I think this imbalance
will disappear as we become more relaxed and more
confident. ’

In discussion in Session 4, he commented that gender (he was the
only man in the group) might have something to do with this
'dominance’.
AB saw the problem differently:

I felt I said the least. The thoughts in my head were

more complex than they needed to be. What we came out
with were simple sentences that worked well. I am
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GROUP 3:

tempted to structure the script too much, but I have
begun to realise that the gaps in the script can lead to
the most constructive activity, ie. can facilitate
discussion in classroom etc. I didn't feel I got much
experience in 'writing' per se, but plenty in
communicating and throwing around ideas that when
translated onto paper were simply expressed.

S is touching here on the issue of didacticism versus
discovery learning which dogged Series 2. This was not
really discussed in Series 3.

Chile

They were clear they didn't want to 'cover' Latin
American struggle and culture, but one country, Chile,
and came with lots of source material: eg Neruda's
poetry; Victor Jarra's songs; an account of a pageant
based on bloody peasant struggles in the 1900s; planned
to get a Chilean dance video and material from Chile
Support Groups. Complained of feeling unsure about the
history and current situation: a vast task to go into
that properly but would be educating themselves in the
process.

Because they were working so well on their own, I
hesitated to interrupt but wanted to make sure they

‘wouldn't get bogged down in research and never get to

the writing. Did I interrupt too much because I was
anxious about that or did they need that pacing - not
sure whether I overdid it.

At various stages in the afternoon, they seemed stuck.
By the end were confident that they would be able to
complete a draft; planned to include at least one poem
or song; and a list of resources for those wanting to
explore the subject. Fine that they spent most of the
session reading and discussing their reading.

Points when I was around for discussion

1.

I suggested (but I think was unclear) that they could
use their ignorance, as their starting point in the
script eg include questions they had been asking as
questions from South African youth about Chilean youth
and their struggle;

how not to make it too grim: some of the sources were
very depressing, eg Victor Jarra playing his guitar in
the stadium of political prisoners and shot while doing
so; they added the Mitchell poem about it which somehow
manages not to be grim and depressing; also insisted on
having a lot of interest and celebration in the 'story’';
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unnecessary to try for completely realistic scene from
Chilean life - could use any dramatic devices that would
help bring in background, history, eg narrator, chorus;
(see discussion in Group 2).

question about bringing in 'Indian' groups but felt the
name might be confusing: the point is that the original
inhabitants are the most oppressed and could perhaps use
pictures to make the point about the different origins
of the population without racial labels? Also name may
be as unacceptable to South American 'Indians' as to
native Americans in North America!

They wrote in a combined note:

We found it difficult starting off from a position of
ignorance but, maybe it's 3just that we have a hang-up
about always having to be stuffed with 'knowledge'
before we can undertake anything. We have a clearer
idea now of the characters and scene for our script and
have started writing it. it does seem difficult to fit
so many issues into one script, but maybe we should see
how we could explore them in other ways.

My Afterthoughts

GROUP 4:

Very useful to have non-local situations for discussion;

impressed with the way they are giving life, a

storyline, a love interest. Possibly collect extracts
from elsewhere on that theme as antidote to the didactic
heaviness that often besets writers/teachers.

Sexism/Sexist Language

All had looked at materials on this theme from previous
years, but this didn't help them as it had helped Group
1: seemed to swamp them. Several changes of direction
and much anxiety in the group and I didn't know how
often to step in and say 'OK, enough talking, you have a
perfectly good idea, just WRITE and worry about the
finer details later', or to leave them to it? Felt they
would resent my butting in when they were either just
getting somewhere or just getting nowhere and feeling
awkward about that! This record shouldn't make it sound
as if I felt they were failing because they weren't
drafting scripts as easily as the first two groups were.

Noticed that they spent some time writing separately and
then came together, which can be very useful, but
whenever I eavesdropped, perhaps too many ideas around?
Focus on sexist language only or on sexist behaviour
more generally? Seemed to perk up at suggestion that it
didn't need to be realistic, could use dramatic devices,
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eg a narrator, commentators.

At first, said they were going to try.devising a game
which involved class responding in a particular way (or
just keeping score) every time sexist term was used in a
script, ie audience responding to actors. Sounded as if
it might carry over into everyday behaviour better than
preaching about sexism. Seemed all set to write easily
about that, but then chopped and changed, ending the
session with several written plans, but no drafts. A
perfectionist streak? Academic habit of not committing
yourself to paper until you are quite sure? Problems in
group when there were two different interests or even
three, not to mention conflicting interests within one
person?

At the end of the session, I was worried that they were

’ so demoralised they would give up - even though they
have a wealth of ideas. A problem for me - I don't like
sounding like a nag even when being directive could be
useful. At one point B told me to leave them to it after
we had discussed one issue, I was relieved at least they
weren't being polite and long-suffering!

Another member of B's group wrote at the end:

I found today quite frustrating because after having
written a piece of script each, the group felt that we
~didn't know how to put our ideas together. We also
started feeling that we were being too vague and that
our dialogue (in the script) wasn't 'loaded' enough.

(Explained later that 'loaded' meant 'heavy,
significant, even political’.)

The third person in the group shafed the frustration but ended
on a more positive note:

Felt that because we were unclear of our specific aim,
we struggled to translate our energy into something
definite. However, the willingness was still there and I
realised that we were also censoring too much of our
ideas - being too critical - starting different ideas
without following them through. It feels a little
frustrating not having produced something definite but I
am sure we can still come up with something.

‘She looked exhausted when she left though she had joined the
workshops because 'I have so much energy and want to use it'.
Perhaps the course generally is demoralising? Very relieved
afterwards when B spoke about why she had been feeling so uneasy
and frustrated in the workshops.

(The tape was not on for this discussion as I was afraid it might
be inhibiting; these notes were made the next day).
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Background:

B looked uncomfortable in the first two sessions and I thought
this might be because I had poured cold water on her plan for a
script on sexist language: became aware of this when she said
apologetically, 'Well, other people have done it and it's a bit
hackneyed but still...', and in Session 2(c¢), when I was trying
to focus the discussion, G of Group 1 spoke up in defence of
the sexism idea, saying: 'Some people's ideas are being squeezed
out'. A

Incident:

Yesterday at the end of Session 3, B asked if she could change
what she had written in Week 2. When I said 'If that was what
you were feeling last week, maybe you should write something
extra for today and let last week's stand', B insisted that it
wasn't accurate. By the time she started writing her amendments,
most people had left, but Group 1 who were still absorbed in
their writing, joined in the discussion when B stopped writing to
talk about it. 'I felt terribly uneasy and tense during the
first two sessions but couldn't work out why because I didn't
have anything against the others (you included) and felt there
were good ideas around...' After the second session she had
decided the tension was 'because it was my first experience of
democratic learning and working together. It was very unsettling
to realise I had been looking to you for a teacher's approval to
know what to do and hadn't got it. This way of working was right
according to my theoretical position but it hadn't happened in
practice before and was a revelation of some kind, very
disturbing'. I said that I had been aware of unease especially
in the first session for B and two others (who dropped out after
that session) and had blamed myself. B remembered my saying I
had been too tired to coordinate properly. The others said
they felt it was 'empowering that in the group you couldn't look
to anyone else for the way to do things, the right answers, had
to decide what you wanted to do', and it was the first time in
their experience. I said coordinating was like walking a tight-
rope: not wanting to show too many examples in case they looked
like model answers, but needing to show something or writing
would seem all rather abstract; . felt I left the showing too late
in Session I and felt that was responsible for some of the
uneasiness.

All agreed to keep a diary of how they feel about the issues B
was raising and later we can discuss it with the whole group.

For me, busy with research into writing collectively, it is very
exciting that this issue has come up out of the blue. Hope we'll
be able to explore it - they all seem very willing to.

It's reassuring that B spoke up, ie that there was enough trust
in the group and in me as coordinator, despite the fact that I've
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felt too tired to focus the work of B's small group
today. Factors contributing to this 'trust' may include:

- the fact that the series was/is seen as 'relevant',
'progressive’'?

- group is small and easy to get know each other...and from
the start people seemed to feel that there were quite a
few like-minded people...

- fairly relaxed with refreshments and all;

- the feminist factor: all but one are women and it's
possible that some liked the idea of a woman coordinating
(and some knew me from a feminist network): their
experience in feminist groups or their reading has
probably made them more aware of - and politically ,
concerned about - group processes and ready to talk about
them.

After the agonies of some participants, it would be good to have
a festival session!

Between Session 3 and 4, I didn't see B but had several
conversations with the other two in her group (separately) when
we bumped into each other: both felt 'demoralised': 'we have
nothing to show for our time in the small group'. I pushed them
to say which of their plans would be easiest to write on and
encouraged them to meet as a group and write a draft to show in
Session 4 for editing or, failing that, to write individual
drafts; suggested that they include problems, queries,
alternative endings in the draft, so that the whole group could
tackle these in the editing discussion. They did meet as a group
and drafted a script, on sexist bumper stickers.
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APPENDIX 7

EXAMPLES OF SCRIPTS WRITTEN IN WORKSHOPS:

SERIES 1: CORPORAL PUNISHMENT - A PLAY
(published in Youth Express, 1987: 43-45)

SERIES 2: SCENE: MOUNTAIN WEEDS (unpublished)

SERIES 3: CHILE - ACT ONE (unpublished)




CORPORAL PUNISHMENT - A PLAY

SCENE ONE: Three or four teachers sitting around in the staffroom - end .

of the week,
TEACHER It

TEACHER 2:

TEACHER 3:

TEACHER I:

TEACHER 3:
TEACHER 2:
TEACHER I:
TEACHER 3:

TEACHER 2:

TEACHER L

So who's going to the function tonight at the galaxy?

Well, I'll see whether my wife lets me out. You know what
she's like - always moaning...

I can't even think of the weekend. I've got that 6G class

now and a double period on top of it. Hulle wil nie
luister nie.

I know how to handle them - it's no problem for me.
(Looking very pleased with himself) 1've got my friend
here to help me. (Slaps his cane against his leg.)

Ja, it's the only thing they'll listen to - it's no use talking
to them, you just waste your time,

Just one shot will keep them quiet for a while. That
Arthur never does his homework, and he always comes
with some excuse about no electricity or some story
about his father. 1 don't listen. 1 just cane him.

Teaching would be alright if you didn't have to put up
with some of these children. The salary's not too bad
now and my housing subsidy just came through.

Oh, well, there's the bell. 1 wish they'd make the interval

a bit longer on a Friday, hardly time to finish your
coffee.

Enjoy your double period.... any problems, just send for me
in the woodwork room. (evil chuckle)

Make sure they don't squeal on you.

2T T T I A I I I A A BB e e e S S

SCENE TWO: Playground, pupils talking before the next lesson

MARY:

FATL
JOHN: _

MARTIN:

Hey, Fati, did you do all the sums Sir gave us?

No, 1 only finished half because my sister only came home
last night and everyone was skelling her.

Now- you're in for it. Sir is going to neuk you because he

- .doesn't listen to any excuses.

Ja. I'm- vrek bang of the ou - the other day 1 wanted to
ask him to explain something but he sommer klapped me
and told me to stop asking stupid questions.

{ o' o i l;«o: :
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- MARY:

I always let my sister do my work because [ don't
understand what to do, and I'm scared to say so because
[ get enough hidings at home anyway.

MARK: (Walking up to them) Hey, ouens, did you do your
homework for Mr. ?

YUSUF; You know we always do his work, even if he doesn't mark
it.

FATI: Maybe there is some way we can get together and make
him change,

MARY: Ja, but the principal never lets us say anything when a
teacher is wrong.

JOHN: Why don't we have a meeting about it?

BELL RINGS
MARTIN: Hey, it's donder time again ouens....

STUDENTS MOVE OFF INTO THE CLASSROOM INTO THEIR DESKS

oA 3 33 3 33 36 A A IE I U S 2

SCENE THREE: Classroom, teacher at front coming Into class.

TEACHER: Come on you lot, take out your maths books. No noise
' now, Fati!
MARTIN: (Hesitatingly puts up his hand) Sir, [ did not understand the
sums,
FATL

Meneer, ek het nie die werk gedoen nie, daar was 'n upset
by die huis,

TEACHER: You two, come here. [ am listening to no excuses. When |
teil you to do your work, you do it. (Gives them each
cuts in front of the class) Anybody else? (Glares at

Mary) Come here! Did you do your homework? (Shakes
her) 4

MARY: Sir, I'm sorry Sir, I didn't know what to do... (Also gets
cuts on her hand)

TEACHER: I'm really tired of you people - excuses, excuses all the
’ time. | want exercises 2 on page 59 finished by the end
of the period. If | so much as hear a sound out of any
of you, you'll know all about it. (Puts his feet up on the
desk and takes out his newspaper to read. Whispering in
the class, then hushed silence.)

La a2 22 222 222 222 22 TR TR Y
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SCENE FOUR: Mary and her mother at home. Mary walks Into the room

MOTHER:

MARY:

MOTHER:
MARY:

MOTHER:

MARY:

WENDY, FAZILET, BRONWYN

Siestog! What happened to your hands? They're all red and R
swolien?

That Maths teécher's been up to his tricks again. He likes
bashing us around.

Well, he must have a good reason,

There you go again, taking the teacher's part. You don't
even ask me what | did,

O.K. Tell me exactly what happened - what you got up to
and what the teacher got up to.

He's a good-for-nothing. He only knows how to use his
cane. He doesn't know how to teach properly, but
Mummy, please don't go and make a scene by the
school. You'll put me in the eyes and 1'li get into more
trouble..ceeeses '

MRARILNNS .




SCENE 1: MOUNTAIN WEEDS

SCENE ON THE MOUNTAIN - CLASS OUTING. CAROL, JULIA AND
ARLENE SITTING TOGETHER, DRINKING COOLDRINK, WITH TAPE
PLAYING - GENERALLY RELAXING....LOOKING QUITE PLEASED
WITH THEMSELVES - AND GENERALLY BORED WITH THE REST OF
THE WORLD - ESPECIALLY WITH THEIR FRIENDS DOWN THE
PATH.

CAROL: Oh no...we always have to wait for them... they're so
slow.

JULIA: And we had to carry the tape and all the food.

NAZEEM: (THIN REEDY VOICE FLOATS UP THE MOUNTAIN) Wait for
us, girls...I can't go on.

JULIA: (ASIDE TO THE OTHERS) Next thing they'll be asking
for cooldrink.

COLWYN: (WAILING) Coooooooldrink, please...

CAROL: OK'Shame... we may as well take some to them or else
we'll never get there.

ARLENE: I thought that sir at least would have been a bit
better...but he's just as bad. (THE THREE GIRLS LOOK
AT EACH OTHER WITH RAISED EYEBROWS AND ROLLED EYES).

SIR: Isn't it time for a rest? ((SLIGHTLY PLAINTIVE MURMURS
OF AGREEMENT FROM THOSE WITH HIM)

OTHER BOYS: Mmmm- come on... slave drivers..., don't be so
nasty... (etc, etc.) ' :

CAROL: (PATRONISING) OK, I'll take them something to
drink.... (MOVES DOWN TO COLLAPSED HEAP - NAZEEM,
COLWYN, JOHN, SIR AND CO.)

BOYS: (EXHAUSTED ~ TO CAROL) Shooo! Give us a drink -
quickly!

CAROL: It's not far now...Here you are, Sir. (PASSES A CUP TO
SIR, WHO GRABS IT WITH RELIEF) <

SIR: Thanks.

BOYS: (STILL IN A HEAP - COMPLAINING) Come on, Sir, what
about us? (CAROL PASSES THEM THE BOTTLE -~ SOUNDS OF
GURGLING FROM THE HEAP)

JOHN: wWhy don't we stop here (HOPEFULLY)? This looks like a

nice spot.



COLWYN:

7

NAZEEM:

CAROL:

(COMPLAINING TO CAROL) You walk too fast...what's the
big hurry? :

Ja, first you want to get us out of bed at 5 o'clock
and then you want to run up the mountain....

(COOL) If you didn't talk so much on the way up, you
wouldn't get so tired....save your breath.

AT THIS STAGE THREE OR FOUR GIRLS STRIDE.PAST THE HEAP OF BOYS,
LOOKING DOWN AT THEM. AND ONE OF THEM SAYS TO CAROL...

Why don't you just leave them here (POINTING TO THE
HEAP)? We left ours way back....

(INDIGNATION REIGNS IN THE HEAP)



CHARACTERS:

NARRATOR:

GARCIA:

OLD MAN:

NARRATOR:

GARCIA:

CHILE

ACT ONE

(written by three HDE Students, 1986)

Narrator

Various stall holders (as class decides)
Garcia (a boy from the Country)

Marguerite (a girl from Santiago)

Mother (40-year old Santiago woman)

0l1d man (shopping in the market)

Uncle Pedro (Garcia's uncle from the country)
Rosendo (militant, angry young copper miner)
Jose (unemployed man)

Carabinero (member of Chilean Police Force)

It is 1974 - the year after Allende's democratic
government was overthrown by a military coup. It is
Saturday morning in a market place in Santiago, the
capital city of Chile.

The market is bustling with early morning shoppers
looking for bargains. Everywhere we look, stalls are
draped in colourful cloth to protect both marketeers
and their goods from the burning sun.

As the narrator points to each marketeer, they
advertise what they have for sale.

The air is filled with the cries of the fishmongers,
vegetable and fruit hawkers, people selllng pots and
pans, clothing and material.

(GENERAL MARKET NOISE, WITH ALL STALL HOLDERS
COMPETING FOR CUSTOMERS) But today...(SILENCES THE
MARKETEERS)...today we see there is someone new in
the market. Today Garcia and his Uncle Pedro have
arrived from their country village, Valparaiso.

Seaweed for sale! Seaweed for sale! Lovely fresh
seaweed for sale! Collected early in the morning and
dried in the warm Chile sun...

Hello, young man. It is many years since I've seen
a stall like this in our market place. Do you come
from these parts? I don't recognise you.

A girl who has been standing nearby moves closer and
listens to their conversation.

No, old man, I come from the country, from Valparaiso
on the coast nearby.



OLD MAN:

GARCIA:

OLD MAN:

GARCIA:

OLD MAN:

MARGEURITA:

GARCIA:

NARRATOR:

GARCIA:

MARGUERITA:

GARCIA:

MARGUERITA:

GARCIA :

MARGUERITA:

Did you travel all that way alone?

No, this is my first time in the city. I came into
the town with my Uncle Pedro. He is here in the
market place somewhere buying a tin kettle with the
few pesos he has left over from his last visit.

Well, I haven't tasted seaweed ih a long time. What
is the price?

Two cents each.

Give me three pieces, then. Good luck, I hope you
manage to sell what you've brought into town.

You must have been up early to get here from the
coast in time for the market. (GARICA NODS)... It's
a long way. Are you hot and tired? (HE NODS AGAIN)
Would you like a mug of coffee?

Yes, please.

Marguerita goes off to buy a cup of the thick black
and steaming coffee being sold at a stall nearby.
Meanwhile Garcia is left alone. He stares after her
for a while. He is feeling a bit shy about his new-
found friend. He occupies himself by neatening his
already spotless stall, while at the same time
glancing nervously over his shoulder to see if she
will come back. He has another problem - is Uncle
LéePedro keeping a watchful eye on him? ... He has no
need to worry - there is Uncle Pedro in the distance,
haggling over the price of a kettle.

(MARGUERITA RETURNS AND HANDS HIM THE COFFEE. THERE
IS AN AWKWARD SILENCE AND THEN GARCIA BLURTS OUT...)

Do you work here too?

No, most days I stay at home to look after my
younger brothers and sisters.

I thought all people in the city went to school to
learn to read and write.

No. It's easy for the rich people to spend all day
in school. '

(SURPRISED) I suppose you're right...

You see, my father is out of work and my mother is
also looking for a job. But she hasn't much time
because she has to try and find food to feed the
family. So I have to stay at home. And in any case,
we don't have money to buy books or pens or paper.



NARRATOR:

MOTHER:

JOSE:

ROSENDO:

MOTHER:

UNCLE PEDRO:

ROSENDO:

UNCLE PEDRO:

ROSENDO:

(MUSIC STARTS IN THE BACKGROUND)

Look over in that corner... a crowd seems to be
gathering. Is that music that we can hear? Let's go
over and see what's happening. These two look happy
enough together!

A man stands singing and playing a banjo. A battered
black hat lies at his feet. A few coins have been
thrown into the hat by the people standing around.

(FUMBLES FOR MONEY) Here you are. That song really
lifted my spirits. (TO THE REST OF THE GROUP) I
don't have very much. I only do a bit of washing
each week - but it's nice to see this old market
place come alive as it used to do.

Thank you, Mother. It's hard to beg at my age. But
when you've been looking for work for months your
children look at you as if you're not their father
any more....At least now I can take them some food
tonight.

Yes, times are hard. (MURMURS OF AGREEMENT)

I suppose I'm lucky to have a job at all. (PAUSE)
Though, what kind of choice is this for a man to
make? - Either your children are starving, or you
have to live like a rat under the ground, mining in
the wet and the dark for the rich man's ornaments.

My friend, I understand....only too well. My son,
God rest his soul, died. He coughed out the last
five years of his life. (DABS HER EYES WITH HER
HANDKERCHIEF)

(PUTS HIS ARM COMFORTINGLY AROUND HER SHOULDER)
Strength, mother, we are all with you in these hard
time.

Look at the suffering of our women....Think of the
suffering of the men. 1It's like a living tomb down
there. (PAUSE....AND THEN ANGRY) We should not
have to live this this!

You are right. But what can we do - we who are so
poor and powerless?

(IN HUSHED TONES) Come closer, my friends. Let me
tell you something about myself! I am a union man,
and in the union we learn that we are strong when we
stand together. And together: Jose, Pedro and you
too, Mother - together we can fight these hardships.



JOSE:

UNCLE PEDRO:

GARCIA:

NARRATOR:

UNCLE PEDRO:

GARCIA:

NARRATOR:

GARCIA:
NARRATOR:

GARCIA:

- MARGUERITA:

(MURMURS OF ASSENT. THE PEOPLE TALK EXCITEDLY TO ONE
ANOTHER)

(URGENTLY) Psst...there's a carabinero walking
towards us.

(BREAKS IN QUICKLY WHILE THE GROUP SCATTERS. 1IN A
LOUD AND FORCED VOICE): Fresh seaweed, fresh
seaweed! Brings back memories of the old days! Come
over here; my nephew is tending the stall!

oh dear, here comes my uncle!

But Garcia is too late. Uncle Pedro has already
noticed him deep in conversation with Marguerita.

(GESTURING TOWARDS MARGUERITA WHO IS ANNOYED AT THE
INTERRUPTION. . .ANGRY)
And is she going to buy our seaweed?
Will she provide food for your family at home?
How dare you waste our time - mooning around like
this? And you begged so to come to the city!

But see, Uncle...

Marguerita is not going to stand and listen to Garcia
make excuses for their new friendship. 1In
exasperation she walks away.

I already have one peso here. I've been trying my
best... I...

Garcia sees Marguérita going and, ignoring his uncle,
runs after her. He reaches her, gasping for breath.

Marguerita, meet me...Thursday night...eight o'clock,
on the steps of the Church.

(HE GRABS HIS CHAIN FROM ARQUND HIS NECK, BREAKING
THE LINKS, AND TAKES HER HAND, PLACING THE
ST. CHRISTOPHER MEDAL FIRMLY INTO IT...)

I'll be there.
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COLLABORATIVE WORK WITH STUDENT TEACHERS AND IN-SERVICE TEACHERS

English Workshop at Kenton Conference, 30 October 1988

Carohn Cornell and Maureen Robinson



ENGLISH WORKSHOP AT KENTON CONFERENCE,
SUNDAY 32 OCTOBER FROM 4 TO & PM:

COLLABORATIVE WORK WITH STUDENT TEACHERS AND IN-SERVICE TEACHERS
Carohn Cornell and Maureen Robinson.

. PROGRAMME FOR THE WORKSHOP
aims

to share experiences of collaborative work with teachers;
to highlight common problems and challenges;

to discuss criteria for understanding what is valuable col-
laborative works

- to develop strategies for effective action.

workshop format

1. Brief input from Maureen and Carohn ons:
- motivation for this topic

- experiences in the field

- problems, successes and failures

- towards resolving the problems.

2. Responses from the big group.

“»

3. Discussion

What experiences do workshop participants have of collaborative
work which was identified by student teachaers or teachers as
being of particular benefit to their own learning? What were the
long~tarm consaquences of these incidents of collaborative work

for those involved? OR What'kinds of collaborative work would
you like to try with teachers? '

4, Small groups to draw up one recommendation with regard to
collaborative work at either in-service or pre-service level. '

3. Final comments.

&. Display of teaching haterial developad by English Method stu-
dents at UCT and UWC. ;

-



WORKING COLLABORATIVELY WITH INSERVICE TEACHERS

I have been involved for some years in smcondary school tezzhing
and teacher training at the University of the Western Cape. This
year I was responsible for teaching the English Method course.

From next year 1 have been appointed Bt a three year project as
coordinator of & materials development antre.

The brief of the project is to work with teachers on designing
new curriculum materials. In the past I sas often approached-as a
teacher by enthusiasts from various resaurce centres, and [ know
the difficulties that teachers have in mstaining motivation &-d
time for workshops and discussions out o school hours.

Teachers, especially language teaches, are on the
overworked. Large classes, excessive making demands,
prescribed material all defuse the energy needed to tkeep *he
teacher and her class alive and stimula&ed. Teachers are gi.e&n
little encouragement from school authorilies to develop crestive
and challenging teaching styles, meritawards being given on =he
whole to fundraisers, bureaucrats and disciplinarians. CEn-
thusiastic teachers who set out to work aith others, to share and
comment and build on each other’'s skillssoon find that they a-e
not receiving as much as they are givinc and that some collezg_=s
even seem to resent enquiry into ther classroom activities.
Everything in the school system enmurages individualisr and
isolation and undermines collectivity amt enquiry.

h‘-v: lr
unexciting

The materials development centre, howeer, is going to have *c
draw teachers actively into its programmes if it is to gererete
any dynamic material or if its material is to have any imp&c:.

Studies in innovation strategies show tlat materials will be of
little value if teachers are not ntegrally drawn intc =h
processes of planning and production.

“The Schools’ Council Froject argues tha& ‘'the key to effect:ive
curriculum development lies not so much in the productior of
materials as in the thinking &nd plannim carried out by teschers
themselves.’ Their experience has ®en that there is no r=a
point handing out materials unless teac®rs have thought
way towards how to use them." (1)

thEir
"It has to be reiterated that whaever INSET strategies &ve
introduced, the reality will have to be faced that the teache~ 1is

the ultimate arbiter of their implemntation and therefore of
their success....

There are thus two powerful reasons why INSET strategies in Sc.th
Africa should be based on the actiw involvement of teachers.
The first, quite simply, is that such strategies have been shIwn

d.



)

to be more successful. The second is more important: within an
autocratic society those who are concerned about INSET and who
also claim to support the democratisation of South African
society must be committed to the empowerment of teachers..." (2)

A centre which can coordinate innovative materiales development
must be of interest to teachers. Many initiatives - resource
production, activity sessions, teacher conferences, celt-
education programmes, teaching and learning centres - are being
spawned by the growing demand for alternative classroom practice.
Many creative teachers, frustrated by our restrictive educational
system, hope to find solace in the writing up of their good ideas
for dissemination amongst colleagues. Many less creative
teachers, attempting to move beyond conventional tettbook
teaching, bemoan the fact that they have had so little training

in the development of their own alternative materials

and seelk
guidance.

"activities like workshops are very new for teachers and I must

say they can be very taxing. We just have to find & way to make
them a regular part of the teacher’'s work." (3)
The problems do not all come from the side of the teachersg I

see many tensions in the work of the project coordinator as well.
Being based at the university, one misses a definite and struc-
tured link to the schools. Teachers sometimes have a negative
perception of outsiders, resisting “people who have time to have
good ideas because they don’t have to deal with the real world.’

In the absence of any existing structures for self and mutual
education within the school system, one needs to build links with
schools which don 't reduce one to a feeling like & naaq,

(-3

feeling
"as if teachers cross the road whern they see me." (4)
It is this challenge - how to initiate and maintain collaborative
work with in-service teachers = which forms the basis of my gQues-
tion for this workshop. How can we structure collaborative work
with in-service teachers in a way which can be of best short-term
benefit to both the teachers and the facilitator and of long-term
beneftit to a transformed education system in South Africa? We
need vision, and we also need practical strategic action.

I have outlined some of the plans for the materials development
centre which attempt to take the above-mentioned constraints of

in-service work into account. No evalu&ation and reflection can
take place yet, as all these activities still need to be put into
operation. However preliminary discussions with others working

in the field will assist in counteracting possible pitfalls.

As the centre is based at the university, it seems strategic to
work with the ready audiences which exist there, namely diploms
and Bachelor of Education students. 1 hope to develop credat-
bearing projects with these students, part of the project demand-



ing of these students that they liaise with full-time teamers to

take their materials into the eschool for presentaton and
testing. '

In-service teachers can be drawn into working with Method slasces
in other ways too. Student teachers, who have more time & their
disposal than in-service teachers, could be commissimed to
develop material for & specific identified need eg areading
course for Standard Sixes. Teachers, if they have commssioned

the material, will hopefully have more interest in giviwm feed-
back on its usefulness.

An ideal situation would be if student teachers could, wten they
enter employment as teachers, themselves link up with thestudent
teachers of the year followina them.

For the reasons outlined abeove, it is extremely unliktely tha*
large groupe of teachers will come to a series of workshoms afte,
school hours. Two strategies suggest themselves here. If one
wants tc work with a large group, one needs to ormnise a
workshop which can be completed in one session. If one mnts to
work 1in & more in-depth way, one should work with a vewy small
number of teachers. In both cases, teachers must perceive a very

specific benefit for them; an investment of time and enemy must
have its pay-off.

The project hopes to second in-service teachers for a temm at at
time, so that they can be relieved of their usual teachim duties
to assist with materials development. Such an arrangemext could
have long—-term strategic value if it could encourage &ucstion
authorities to recognise the skills and knowledge which =sachers

have, and to give them the opportunity tc develop the= stills
for the tenefit of a wider audience.

. Building a support network of facilitatores seems to me te be as
important as building & support network of teachers. AlfErnatin
education projects will need to continucously assess their impact

and strategies with regard to teacher empowernent and trasformed
classroom practice.

NOTES

-

1) Melanie Walker "A response to the History Materialé Jevelop-
ment Group", Ferspectives in Education, 10, 1 (June 1988x 7%.

2) Owern van den Eerg "INSET and assumptions about the rature of
change", INSET in South Africa, compiled by M.J. Ashleyand M.C.
Mehl, TOFPS 19B7: 26

3) Discussion with an English teacher, 21-10-88

4) Disecussion with Carohn Cornell in 1983. She was working
closely with in-service teachers at the time and deperately
needed their evaluations.

Maureen Robinson




- b) .-

COLLARORATIVE WORK WITH STUDENT TEACHERS (AT UCT)
BACKGROUND ON THE COURSE

1 teach a section of the HDE secondary English Method course at
ucT, 1

with the emphasis on teaching English in crowded classes -
ie in black schools. This year there were about 100 students in
the Method course and for the first semester I worked with them
all once a week, usually 52 at a time. In the second semester,
students ‘“specialised" and about 3@ opted for my course.
{The other sections of the Method course are "General English

Method" and a shorter section on "Theory of Teachxng English to
Spealkers of Other Languages."]

My role as ! see it is mainly a) to facilitate small group work;
to facilitate critical reflection on that process of working
and c) to work collaboratively with student teachers and teachers

to develop materials and strategies to facilitate small group
work in big classes. (1)

It is striking that for a majority of students this is their

first experience of small group work in the classroom - at school
or at university. Student response ranges from "at last I

have
some idea of what liberatory process can mean in the classroom
with the teacher as facilitator not transmitter" to "puerile,
intellectually trivial"” Some other time,

1 would be interested to
compare notes on the use of group work within Method courses ...

The focus in my part of the workshop is on the fairly sustained
collaborative work which student teachers do on some Frojects at

UCT, and Maureen will raise issues about working collaboratively
with in-service teachers from her base at UWC.

WHY COLLABORATIVE WORK IN A METHOD COURSE?

# My starting point is that student teachers may never have

any experience of working in collaboration rather then in
competition. This year perhaps five of the 183 student teachers
had experience of collaborative work in education: wusually in
feminist groups or in community organisations.

had

To quote two students:

“Working on the project has opened my eyes to the fact that 1
& product of the schooling system in that
conditioned me to think of academic work as an individual
business, highly competitive - even though that contradicts my

political position". (Anonymous response on course evéluation,
June 1988.,)

am
my experience has

“This is my 16th year in formal education, 1 was a high school
activist in 1989, but thie project is my first experience of
working collaboratively. 1 want to teech my students to work
collaboratively but 1 have so much to unlearn first'" (Individual
report accompanying collaborative project, September 198B)

# To survive as creative/innovetive/liberatory in the
system, teachers need to share the work of preparing

. TOIVIRRLILIIT

schooling
materials




and strategiest they need to work {n collaboration.

{There is more time in the course to develop such ways of Qorking
than in full-time teaching - and working partnerships with fellow
students may continue after the course. If collaborative work

with teachers already in schools can also be built into the
Course, 80 much the better.)

* Unless teachers have positive experience of working
collaboratively and of reflection on that process, the familiar

rhetoric about transforming the process of education will remain
rhetoric,.

(Of course, such positive experience won’t necessarily mean that

they will teach their students to work collaboratively, but
without it, would they even think of trying?l

HOW COLLABORATIVE WORK IS BUILT INTO THE COURSE

Students ~d{d"£;o- major projects in the 1988 course. 1 will
outline the way projects were structured this year, and then I

will +focus on particular examples of collaborative projects

and
some issues which arise from them.

OUTLINE OF PROJECTS IN 1988

IN SEMESTER I, there was the choice of:

a) working with a partner or alone on projects which would later
be compiled into a publication requested by teachers, a
collection of passages each the basis of one week'’s work or more.

[Thus, projects were not treated as private property but as a -
resource for the whole class and for teachers. Examples +from
Wits, UWC, UCT were valuable and more would be welcome.] '

or b) collaborative work on a Std 8 "bridge course" commissioned
by teachers in a rural school in Lebowa, or on a Std $/6 course
for ex—-detainees at SACHED, Grahamstown. Each student wrote an
individual account of the process of working together.

7?7 opted for a), a minority working with a partner but handing in
separate projects. 23 opted for b) but 3 later dropped out and
did a). On reflection, this seems to me to be a good balance -
for the coordinator. While most students got on with their
individual projects, I could concentrate on coordinating work on
two clearly defined collaborative projects with a fairly small
number of students who were excited to be responding to a real
need and highly motivated. The assessment happened in two stages:
1) before second teaching practice, detailed editing type
comments from me but no mark; 2) after the practice, projects,

many now edited or substantially reworked, were marked by me or
the teachers who had commissioned them.

[The St Marks, Lebowa, Project is discussed below.)

IN SEMESTER 2, in the intensive course, collaborative work was-
a requirement, with a free choice of partner(s) and task, task to
be defined in consultation with me. Each student wrote an
individual account of the process of working together.

¢




COORDINATOR’'S COMMENT: Never agein! Even in the small class of 0
it was too much to try to coordinate ten projects eg drawing out
interests, defining tasks, suggesting shortcuts to the
overambitious, trying to reassure and inspire the anxious. The
experience was alienating for four or five as their accounts made
clear, and it was killing for the coordinator, but
extraordinarily valuable work would not, I think,
any other way = work which drew on students’

some
have happened
interests and

contacts but which they were unable to structure as projects
without some help. :
Overall, experience with collaborative projects this year

underlines the potential of this kind of work and the

necessity
for ways to limit/structure the coordination required.

PROBLEMS:

“It‘s not what we are used to - and really rather threatening at
first" :

“We got bogged down and stuck at times - democratic process 1is

notoriously slow and every time we got consensus, someone would
‘come up with a different idea".

“"Working alone is more efficient".
"It feels like plagiarism to draw on other people’s ideas."

“What about assessment - especially if people haven’t contributed
an equal amount®"

“HOW NOT TO KILL THE COORDINATOR™?"

POSSIBLE GUIDELINES

- don’‘t make collaborative work compulsory, Jjust attractive

and
unthreatening
- limit the size of groups to 2, 3 or 4
- offer clearly defined projects to choose from, including some
directly on the syllabus
- highly motivating if its an interesting project for a specific

audience, especially if there is direct contact

- preferably an intrinsic reason for collaboration AND dividing
naturally into separate sections

- offer a clear format for collaboration, including timing:

eg maeximum 2 hours for initial brainstorming, listing contacts,
resources; then divide tasks; report back to group
weekly/fortnightly; meet to put project together .

- useful to have this initial stage in class time with the
coordinator there to pace the various groups at once...

~ BGUIDE TO RESOURCES FOR ENGLISH TEACHERS simplifies life



EXAMFLES OF COLLABORATIVE WORK WHICH RAISE PARTICULAR ISSUES

# GUIDE TO RESOURCES FOR ENGLISH TEACHERS IN CAFE TOWN

{86 ard 88 editions - relatively painless ... each edition the
work o about 8 students working 1in pairs. Froblem: relied on

voluntay work - layout, typing, editing - after exams by &
student very involved in the project. 1

+ PROZECT FOR ST MARKS IN LEEOWA - BRIDGING COURSE FOR STD Bs on
“To Kill a Mockingbird", v"Romeo and Juliet" and "West Side Story"

(88 project being tested in school 88/89 - to be revised in mid-
89 whe the teacher takes leave to work collaboratively with me
and any of the 88 student teachers involved in the project. Aim?
Publicaion in a form useful to teachers. 1]

» DRMAA IN THE CLASSROOM -

a do-it-yourselves introduction to the use of drama in the
classram with no resources beyond people and scripts;

and a sries of thematic collections of scripts for classroom use
~ with lesson outlines.

{massiw 88 project by 4 students who drew on scripts written by
students 85-88: 1 have never got round to selecting, editing,
putting them together for publication. They have taken @&
coordisating role for themselves: 1 simply handed over & hundred
scripts and a "model" collection for them to study and critique.
All that remains to be done is arrange for publication through
the Texhing and Learning Resource Centre at UCT. (21

NOTES:

(1Y M Phil-in-process oOnN working collaboratively on English
materials for use in crowded classrooms.

(2) Tese scripts were written by student teachers in workshops
within the Method course or in “options" outside the Method
course. : '

C&YGLK C‘;‘N—QL.



In the Enclist Method course at UWC students worked
in small groums during class time. For their
given the opton ot group or individual work; if students wanted

to hand in tomther. then the group could be no more than three,
and each studet receaved the same mart.

comsistently
projecte they were

The problems and quidelines from our experience are very simllar
to the UCT experience. One important difference was the tact
that the UWC dass consisted of 130 students, making 1t impos-
cible for meas coordinator to even consider giving students in-
depth guidancE regarding processes within their groups.

Another intermting example of collaborative work in

our courcse
was the

attampt to draw students on an ongoing basis into joint
planning of tte course. Each week 1 met with four volunteers: we
discussed priblems in the course. gave ideas for learning

activities, and delegated responsibility tor implementing our
suggestions wth the whole class.

Thie kind o collaborative work was entirely new for students,
and their ev&uations reflect their excitement and reservations.

"1 thought 1's go to a group and see what it’'s like and mavbe I

can learn w=wething and maybe I can give something. I didrn’' t
give much butl dic learn."”

"] enjoyed ow planning group.. We were very unsure because 1t
was. @ new thhg. we didn’'t know what was going to happen."

"1f you're s#ting there listening all the time it doesn’'t excite
you much, scthat if you miss a class vou feel

vyou dorn’'t miss
anything.

Eat the miruvte vou get involved you sort of feel com-
mitted and yo want tc see if your ideas will be accepted

cr if
somebody willchallenge them.

And it’'s even more exciting.”

Can irvolvemat in planning a course be an empowering process

for
studrnts? Wt demands does it place on the lecturer? What im—
plications oes it have for curriculum design? These are the

kinde of guesiorns I am interested in following up.

Maureen



‘rom . 1983-7 I was involved in & materisls development project
yased in the Language Education Unit at ucT, which had similar
aims  to the project Maureen will be working in. It was a
struggle to involve in-service teachere and the strategies we
-ame to were escsentially the same as those Maureen puts forward:

- working with HDE and B Ed students i~ collaborative projects
which are credit-bearing. It was alsd useful to work with
number of Honours and Masters students deing interdiscipline
work through African Studies (eg an Honours student who wrote &

seriec of alternative history scriptes in collaboration with
teachers.)

& .

- working in “an in-depth way" with & very small number oOf
teachers, who somehow made time “or fairly suetained
collaborative work. Some of these were e:perienced teachere who
came back to university for the HDE course and took to the idea
of working in a collaborative way oOn meterials for the classroom.
Most  of the others were new teachers who had taken to
collaborative work during the HDE Method course and tried hard to
sustain it in the first years of teaching.

- drawing in-service teachers into working with student teschers.

1t proved valuable to heave teacheres ‘“"commission" projects.
Ideally, teachers come and talt to ths Mezhod class about their
situatiorn, the materials and strategiss they use &nd what they
need, and later give fesdback on students’ work., Teache s

also contribute to the teaching of the course in this way.

- single workshops drawing in & large group of teachers. We found
it most useful to use this limited time for editing rather than
writing materials, and/or for drafting lecsson outlines/strategies
for using materials in class.

- "seconding teachers for a term at & time", a wonderful idea,
tried and tested elsewhere. We have o~ly been able to simulate
this <cituation by structuring & meterisle development prcjiect
into the E Ed requirements.

Car-ohn.



APPENDIX 9

NECC PRESS RELEASE: 1986

‘National Education Crisis Committee (NECC). 1986.

People's English for People's Power: dréft,proposals.

Press release, 27 November.

/

(Reprinted in People's Education for Teachers. 1988: 38—39.)
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. = talks by people of the community 1 I 1

= to say and write what one weans

= to hear what {s said and what is hidden

= to defend one's point of view, to argue, to persusde
= to negotiate

- to create, to reflect, to invent
- to play, to joke, to rejoice

- to explore relationships : personal, atructural, polftical
= to spesk, read, write and listen with confidence

- to make one's voice heard

= to read print and to resist it where necessary

- to understand the relationship between language and power

CONTENT might be drawn from

- popular culture .

- biographies and life histories .

~ oral literature including song 1 1 1
1

- written literature from the whole world {ncluding translations

- written literature from our place and time

= nevsletters, psmphlets, newspapers, sdvertisements, magazines
= public documants snd statements by politicians '

- public documents such as the Freedom Charter

= assays, speeches, sermons and orations
- cartoons

- radio, television and film . i |
- materisl from other subjects in the curriculum

- the range of languages and dialects in South Africa

If there is broad support for these suggestions for People's L 11
Znglish, the next stage in the process is the production of
teaching/learning materials which integrate the proposals with the

aims, 1 1 i

The committee believes that resources centres and parent-teacher-

student associations are important to the development of People’'s
Education. '

Resources Centres -1 | IR i

These can provide
- regional -'utlng places for parents, teachers and students

- workships for teachers on materials snd methods T
= bases for the co-operative production of sppropriste teaching

materials } { { f T K
-~ equipment for the production of such materials
- collections of references, resources and data

1
Parent-tsacher-student associations |
|

These sssociations should provide the basic structures for the
development of People's Education. They support the teachers,
they form the 1ink between schools and the community and they

-offer students influence over their own education. Without such
structures there can be no democratic basis to People's Rducation.

Mphl’- Znglish for Peop)e". Power has two major functions in the
present situation.

The firat is to sducate the young {n such a way that they can shed
the effects of oppression and play their part in the organization
and mobilisation of the forces against apartheid.

The second is to lay the foundations for sducation in a 1iberated
South Africs.

T I T I
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APPENDIX 10

An extract from Growing Minds: on Becoming a Teacher
by Herbert Kohl, 1984: 113-114)

I was working with a group of junior high school students. At
that time Pink Floyd's 'Another Brick in the Wall' was in the top
ten and the students wanted to use it for their graduation.song.
I suggested that before they petition to use the song we go over
the words and examine what they're saying about school. One
particular stanza stood out in the kids' minds:

We don't need no education

We don't need no thought control

No dark sarcasm in the classroom

Teachers leave them kids alone

All in all you're just another brick in the wall.
The students loved the song and listened to it endlessly whether
they got straight A's or chronic F's. It responded to some
despair and anger they all felt about their school experiences,
though I doubted whether they had articulated what they were
responding to. Their reaction to the song was on a gut level,
yet the lyrics contained some powerful imagery which could help
them think about their schooling in more sophisticated ways.
wWhat was the relation between education and thought control?
What was 'dark sarcasm' and how did it work in the classroom?

And what did it mean to conclude that all in all teachers are

just another brick in the wall? What wall?

These questions were the basis upon which I built an ongoing
discussion of education and its relationship to the wounds

suffered by students who are constantly being graded and



humiliated into accepting without question what their teachers
and textbooks say is true. The discussion of thought control lea
to a consideration of the kinds of questions teachersvand
textbooks asked. One of the girls remarked thét you never had a
need to think because all the questions had right or wrong
answers. I pushed and asked what other kinds of questions there
were. Soméone responded that there were questions that had to do
with feelings and opinions. One usually silent and sullen boy
added, 'And there are questions that don't have answers, like why
do we have schools in the first place?' My response was more
questions: Did schools always exist? Who created them and how

did they come to take the form they currently have?

We even examined a few textbooks and as an exercise rephrased
some questions to allow for more open-ended answers. My role in
the discussion was to keep the questions going, to help the
students think about their answers and imagine other possible
answers. It was also occasionally to provide information or
change the subject when fatigue set in or a dead end éeemed to
have been reached. I was trying to awaken dulled minds, to find
ways to focus thought and energy and encourage the expression of
ideas. The goal was not to reach agreement about answers to my
questiéns. It was to have students develop the habit of raising

questions and entertaining a variety of answers.

Another part of 'Another Brick in the wWall' led to equally
interesting discussions and explorations. 'Dark sarcasm' turned

out to be a problem for all the students. None of them knew



exactly what sarcasm was, though they guessed that it had to do
with sayihg nasty things about people. The phrase 'dark sarcasm
in the classroom' moved the students withodt their being able to
articulate why. The closest they got was that teacheré did
something evil and unspoken to their students, which hurt a lot.
I suggested that someone look up 'sarcasm' in a dictionary. They

found that according to the American Heritage Dictionary, sarcasm

was 'a sharply mocking or contemptuous remark, typically
utilizing statements or implications pointedly opposite or.
irrelevént to the underlying purport', and that it was derived
from the Greek sarkazein, which meant to tear the flesh off a
living thing. Rachel, who was having a difficult time in'math,
immediately volunteered a descrip£ion of dark sarcasm in the
classroom. She said it was like when Mr Solor, her math teacher,
éalled her his little genius every time he returned her math
papers, which alwayé received Ds or Fs. She said it always made
her feel naked and ashamed in front of her friends. It was like

tearing her flesh off.

Rachel's example led to an extended discussion of the forms and
ceremonies of humiliation in school, ranging from teachers'
making A students feel guilty and alienated from their friends by
holding them up as good examples, to coaches and gym teachers
making fun of slow, fat of awkward students. The discussion
ranged from the specific to the concepts involved and after a few
days became very sophisticated as students tried to examine the

structure and use of humiliation in controlling thought. This



led to the last line: 'All in all you're just another brick in

the wall'. The wall became the symbol of a rigid, unkind system.

>The teacher was 'just another brick' and the students caught on
immediately that the police, callous doctors And lawyers,
politicians who cared more for money than for people, were also
bricks in'the wall. The wall itself was a certain kind of

society, one that thought control in the schools made it hard to

analyze and change.





