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) 

ovc~relmpha!;lz~:d the idea of domination in their and [ ... ] failed to ..... """.11 .. any into 

and other human carne ..... "''''.n'~ .. within "'"",""""'" historical and social contexts 

in order to both make and ... .Hv .......... the conditions of their existence 

non-]ne:cnanlStIIC terms as a <',,, ...... ,....,t-',., .... ·h 

oelcaJne an lrn·nnlrt~lrlt CIDn(~ep!t. 
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,-,,-,,,,u ...... et (1 
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..... ,·U'~ ...... structures IS 

I 'Resistance theorists' looked at the ways in which certain " .. ",,,.,,, .... t<: the 
norms and of the school 
., ... " .. "'.~" ... tc of Bowles and Gintis 
he shows the resistance of Ul/l'rl<1no ..... 

themselves in the labour and this is how class differences are in fact rell'rrnJUc:eu. 
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'" a model of the social mediations and processes which behind the backs of the enjgilli:eu in the 
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transmission of cultural across OP1,p'"~tli\n" and to pn;:-e>ostmg differences in inherited cultural 

with a meritocratic seal of academic consecration ..,vrnh,\lil' potenc:y of the 

title (CTleoe:ntlal '"'",,,'fl,nnllno in the manner of a tu·,.tnl'V machine which inscribes """,n(, .. " 

within the nIlOrv.,PUl of the structure, the school to make and to the Ip",iti,,,,,,ltp and 

inclusions which form the basis of the m societies which claim to 

individuals as In the educational and its modern contribute to 

and thus I"ootun"',, in a more subtle way the arbitrariness of the distribution of powers and 

which uneven allocation of school titles and (1977: 
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"" .. '''VH to r",,'\Y'..,.rIll 
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The discourses of education are for their power to dominant/dominated relations 

external to the discourse but which ",,,,.,,,,h',,,t,,, the social media of and evaluation of 

11'''''''J;;,V!5'''' discourse. It is often considered that the voice of the "'o,.l<"u .... class is the absent voice of 

pellag;oglc ~'~V'V"""'" but we shall argue here that what is absent from discourse is its own voice 

(1990: 1 

as a 

are rnrrl'pn are not co]nCI~rn.ea 

a uU,",,!;JJV,,. out: 

Whereas class such as Bowles and Gintis (1 offered an deterministic 

view of schools without or what goes on in Bernstein's work connected the 

interactional and mtlrapsyc levels 
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Muller that the two traditions have 

of achievement outcomes and the Imlnm"t~tl~e 
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students or skills seem to at least in the short run 

states stresses ."' .... ..., .. '..,. 

a "''''''1<1'''''' 

to 
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."'.u ....... '" cOlmnrllt1tea to 
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at 

or structures. 

resp011se to 

""'.uvv •• ~. on 

SCltl04JiS is a 

"'UiU,",."'" or ."' .... "' ...... u enter 

........... resources 

4 Not all would agree with this The school effectiveness tradition has been criticized for 
anti-democratic tendencies in areas such as school teacher curriculum and 

within the context of an It is also 
it school effectiveness research 

is deficient in that it too much on the notion school as the 
of It fails to take full account of the characteristics of the education as a 

for issues of social class and it has little to say about issues of curriculum content and pelaa!lo,g;y 
See Slee et al (1 
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The that for teachers is not a result of the between free actors in 

a of The process of is to be understood in the of 

various material processes like distribution of power that the social In social 

relations of power and control. These social in which the social - the teacher is located 

restrict the and the nature of the discursive """"HlITI" that has been constructed 

attlufllments are not 

outcome a 

are, 

teaCh€!r as a 

to 

we can 

measure. It is 

to 

to 

to 
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These clit!~;"".·n,.,>" may not in each social class of certain of contribute to the 

"pl,~hlU .. "h''''';: and not but would to the of 

relations in In the contribution to the of social relations lies a theoretical 

t'I'lp.<I,.. ..... " and social consequence, of classroom n .. "Mu'p 72, in the 
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structure 

to 

to 

as to 
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SCl1100JS are more 
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to 

IlnOlIlgS are 

are cOloce:ID<xi 

context: 

Education has been seen as one of the routes to nn'if",rI,v alleviation. But how do we know where to 

intervene in education to alleviate nov""",,., 

difference in we may be able to see 

are .. "..",,,,uu to 

sense, as a CO]rIS},aeI 

"""'''\)'U to 

mechanisms of the 

stnlte£!ies for action 

of social 

........ ' ... ".£0"" a SYl'ilelmalllC account 

are 

sYlste:maltlC eXIPlanaluoln. not an l'I.lYf'nl'V 

means more ~V'vu,". 
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When the tuner is activated what is heard is a function of the 

communication? We know that it but what is the 

structure that enables it to be carried? (1990: 1 

(1 ) .. ft ........ " ... T as to 

to 

as an 

(,l'ITlrv,,,.o the 

We know what it 

is 

answer 

IS 

or 

What 

but what is the 

is 
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ma}ang melminlg. It is through 

is relev.:mt 

cOnSCIC)USfleSsisspecialllze,d. 

is loc~lted within 

relaltion to 

to an to 

we 

us 

occur thn)ufl!;h 

an an~Ll YSIS conISCl()USlleSs is differefltially sr.ecullIze:d. IOIJloVirs I 

edm:abcm. I to 

to mdlca:te a I attelmpt to add.ress 

to an onentah(m to or.!l~an:lzlflg e:K.pe:nence 

on 

cOlrurlUnlicllltiv'e outcomes. COlrnnlUIllcllticm was 

Hernstem s()UgJilt to mvcestl1~ate 

Jangmlge were hY1pothe~ilze:d to 

were 'So,clc)linlguistilc 
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context. 
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l'", .... ",i;1'''''' content. 
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were more to 

terms .......... ~ events 

were 

.. ", ...... ," were 

was 

to context-

a middle-class child and a WOrKllrl~-'ClaliS child from the 
Py","""nmp'nT are below: 
Middle-class child: Three kicks the ball and it goes the window 
and the ball breaks the window and the are at it and a man comes out and shouts at them because 

run away and then that looks out her window and she tells the off. 
football and he kicks it and it goes there it breaks the window and 

.~v~ .. , ... at it and he comes out and shouts at them because broken it so run away and then 
she looks out and she tells them 1973: 1 
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Of(!Sentlng a ri",h",1" 
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an success, means 
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It is terms 

are not mc:onlOa,t1 

not assume, 

context as 

set 

a 

is 

context-

out 

to me:anllngs, an 

one 

"' .. 'U}' ........ an ........ ", .. .., ........ to 

6 In later work, the tenns elaborated and restricted codes were subsumed under order concepts, those of vertical and 
horizontal discourses The focus of codes was on the interactional and contexts, 

the fonn of the discourse for Horizontal and vertical discourses thus show code modalities as 
realizations of fonns of discourse, and allow for the examination of their social base. Given that the realizations of the 
discourse - interactional and and - in the context of the 
classroom are the focus of my I have chosen to use the tenns elaborated and restricted but do refer to 
horizontal and vertical discourse as well. 
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context 
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We have shown how the pe(lagoglcal codes realized in classroom discourse lead to a "1-''', ........ '''< ... of 

discourse <,<",...rI,.,.,,,, to the social class of the school class and how this realization is limited 

and dominated w",rl",r", class children. Thus the to the teacher different 

realizations "<'<'Clrrl,n", to the <'Cltn .... 'f .. tl<'l1·..: carried In this way our data confirm 

the educational process Bernstein's and illuminate how the social classes are 

1981:291}. 

It is not nor is as a 

1) 

lS 
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... on the one hand the outer form of the classroom discourse is the frames created the state 

discourse will be 

constitutes the school class 

as 

to InI<>TIn a 

rl1f'f .... "' ... t contexts. 

state 

was 

class and on the other hand the inner form of classroom 

thr,nll.",h the social of the in the which 

were more 

is 

41 

terms 
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course aware 
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When codes and pralctl'ces are in "("ntir, .. i1~v with school peclag;oglc codes and "'''''''''''''. of 

the 

orientation 

and realisation rules to school contexts is facilitated the elaborated 

in children. Similar power and control relations in the and the school 

more efficient access to "",,,'nn'ntt,,nn and realisation rules in school contexts. This an 

pe(iagogllc codes similar to 

social or dominant ethnic groups. 

<I,hJ<ln,t""". to children whose processes socialisation are I~,U""''''U 

school codes. In these children tend to come from 

H" .. WI'''v",r this situation can be altered school peClagogllc ... """,1:1",-<: whose characteristics access to 

the school orientation & 

~""~'''''''''UAA,", access 

tralmnig over 

ext)ec'tea rate 

a 

IS 

is errlptllatllc r.>n<llrri,inn-

are 

a 
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State school t"'<I.~h"""" for their have faced the nrn,hlp'm of detmlflg their 

out state 

means ......... .u" ..... et 1 

are. 
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I anempt 
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were COJOSIOerca 
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,.."·"1"11,.,. ..... was ...... , .. <Ju .... , ... '-'UUIJ"'"'. 2 as 1W()-I()JO. I am int(~rested 

dit1:erence is reprodluc(~<1 on4ent:l.tlClm to me:anlllgS . 

....... " .. " an 

teacnl~r as a SUID-r1ela a 

reil:l.tl(Jln to 
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U\.L''''''U CIOmiCl()UsnCiSs are 

we Orli:!;aIllSe .... ,"'IJ'''' ... ,,"""" 

n'-Of"'" ... ·''' a 

means 

one 

onentatIc>n to me,aD1I1J,?; 

IS ne1[wf~en cont1::xt·-<lepe:nrni!nt 

set out to "''''~ .. v •• " .. 

it is a means to 

structures :lvu,au .... (1 

... the selection and nro'"n'?"tinn of rnF'"n,InO of what is seen as relevant and taken as the focus of attention in 

any and in the way in which these "" .. ">n"no,, are nro,,,,,,i.,.prl m "'''''''1';"",1 discourse ... a basic distinction 

is made between text -O,epf:t10ent and rn,nt".yt _'lnn,,,.,,,,,,,,I .. ,,t rn"""',no" 

were 

.... " ... LUJlp:," or 

The the social division of labour and the more """,·",t." and local the relation between an and its 

material the more direct the relation between rtn .. ,,"i,no<: 

of a restricted orientation. The more 

and local the relation between an agent and its material 

"""',.,1'." material 

the social division of 

and the greater the 

the more indirect the relation between rn".",,,I,rlO,, 
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and a material and the the nr"hll,hlldv of an elaborated orientation. 

an 

to on a 

to nl11ctlce:s .. ~.a .... l'<. to a 

see 

are LJHy"' ..... 'U 

to so to 

to was 

" ..... ., .... 'n context. 

are is .................. .,."' ...... 

1 Nash a useful discussion of the criticisms directed of education who theorize the relation 
between classed Bernstein, but also Baudelot & 1981 ; 
1974; Walkerdine & shows that there is abundant evidence that 'children up in families 
where classed forms of literate socialization have been and associated 
habits of social 1 Nash's habitus' to describe the 
'~~.",,'i.i,,< and in mathematics and other 

51 

to the way in which I use 'elaborated code' in 
that the school cannot contribute to the UC\'CIIJ'DITICm 
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oalren:rs are 

a more COlllPlex 

came 
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was 

. It is ac(~eptea F." •• ..., ...... y IS 

rests on a 

not 

it a 

(1 

to ...... ,. .. ,.:1'., ... ., .. 

The code asserts that there is a social distribution of of 

communication [ ... J and that social class, .",-I.,.",,-th, affects the classification and ttl'llrrl1!"l!> of the elaborated 

code transmitted the school so as to facilitate and its Thus the code 

neither a deficit nor a difference but draws attention to the relation between macro power 

relations and micro of and evaluation and the and OPI)ositicmitlg 

to which these rise (1990: 118-11 

.", .. ,u,,'u to macro 

comes (1 
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"' ... '.''''jlA ... ' .... 'V .. at macro IS to 
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a sense, sut>DClns ClalsSI.tlc:atlon, 

to over 

pOl;sel;s over 

COlltf()J over a 

",,, .. ~t-r, .. ( over 

as to 

a 

to states: 

From this nf'lr~nf'rtIVI" (,,,,,,,t.,,..,,t,,,,.,., relations establish 'voice'. 'Voice' is .... "" .. ·rl"'l"1 somewhat like a cultural 

which sets the limits on what can be lpo,;t;y""t"iv put togeth,er relations 

the of this 'voice' and create the 

2 Because Bernstein a 
in of the rules for 
'anll"1l1f1'.11t'. This would also 
'hierarchical' rule 2001 :61). 

definition " .... ~.u,,'''''J' which is and where the transmitter is 
learner control over the discursive rules of 1Jt;'Ja~.U~il~ nlr" ... ltirp must be 
the rule for the conduct of transmitters and is the 
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The 1'1>11""""""<: ofthe fi-",m;r,a relations initiated the "<:[11"111'" can initiate in the eXlleCted message and 
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LlliSSlIl<:alllon cannot 

sets out as: 
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n"''''''''T''' at 

or 

or 
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to same aU~DtatlOlt1. 

it is 

contents. 

res,ooinse to is to Olsoellse 

wants to 

A 

are eX1Dresse:d 

a over transrmSSlon. 

I use classification to describe the way in which is and the between educational 
Icnnwl",rtopand When about the extent to which teacher and learner control selection of content 

eVI~rvldav "<>rr<>t;vp< for this is over not classification. when at the 
recruitment narratives children in the classroom, I would describe this as 
this has an effect on classification in that, at least it reduces the of the J)e(lla~()glc 
conlras1ting the formal of school with classification becomes more useful 
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4A 

a taut nun ....... 

E lenltatlon to me,EmUlg 

are 

tenns 

to 

to 

COJlce:ptS are 

rules create the means of between and so rec()f{ni.zinf{ the <:""'· ... i"lit" that 

constitutes a context, and realization rules r,",".""I, .. the creation and I"".uu''-u ...... of "I-"_"""U'"IOU ,. .. I,u" ... n~:n .. ,,,, 

internal to that context. At the level of the differences in code entail differences in rec:ogmtlon and 

realization rules 

I"ll .. n(',f"nlto;: are 

in the South African context is raised in the eXJ)rel;sicm of 
assume a certain - the code for ",..hnnl"" 

HnWP'IJPT the texts OPT,p,.",fpt1 as will be 
this ,.."t,pOl',n This will be taken up in of the data. 
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a taut tenns 

E to .u'~a ..... 1". 

c011cepts are 

c01me'cted at 

~,", .. n"J'" to transrmSSlon 

are to 

rules create the means of ulsun,gUlSnJlng between and so that 

constitutes a context, and realization rules the creation and J)rc)(!Uctl()fl of 

internal to that context. At the level of the differences in code entail differences in r"~',u'n;tinn and 

realization rules 1990: 15, .. rnt,hl'l~:j.;: 

to ' .. " ..... 0 .... " .... '0 contexts. It is 

IS ,,,,,UCnllen 

,..""I<l,t",rI C011cepts are smnnmrize:d 

with classification and t .. ",mn,o in the South African context is raised in the PVY'''''''''''".n 
assume a certain the code for ""hnnl.no 

Howe'ver the texts in this as will be 
This will be taken up in 4, and in the ofthe data. 
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Power 

Social division of labour 

Classification 

Relations between 

Voice 

I-{"...-n,nnlflr.n rules 

is 

1 

Control 

Social relations 

Relations within 

Realization rules 

""",'UU'Ui:> across dltlcfient 

C0I1SCIOU.sIl(~SS. It is 

What we are 

level of the 

here is how the distribution of power and the nrin{,l,nl.·", of control are tr'''nd,ClJ .......... rI at the 

into ilifT".r,pnt in such a way as to create the 

answers own YU,","'UU'H 

The broad answer this thesis is that class relations generate, ",,,,,nn ... ,,, 

which transmit dominant and dominated distinctive fonns of ... ('"", ... " .. ,,, ... ~,h 

these codes in the process them 

are 

tea4:;hers as 

is 

and Ip01,rnT,,,rp 

and that the lSUI';IIC\;LlS are 
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COlmIlUIlllcBltl0n IS 

a means 

IS 

the social can be understood as the articulation of social where an is 

which enables the of 'the as constituted the division of labour in 

the division of labour pg. An thus nr(',fill{,"'<: 

both social J)O!iltulns and social nl'l'l,{'h,r:eo;: what "YL'I"""" may say, or mean 

61 
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concern is means IUt~UlO1! Y 

are 

.... ,,''''............. to Be:rruitellD 

as set out not 

is 

a Ul.ll.onomlY 

de,'eJcIPUlg a SCl1lel11la to 

over a 

as an 

+ == 

u"' ........ IS 

or 

"'V'A",;"" nr<.,,'nl"'p IS 

a ma.thf~m'ltIcaj IS pynn"\ll;::pl1 as 

tlp<,,,rinti1vP domains, which are not of concern in this constructs the relation between 
forms of content and and how these may relate. For in the rl""'l'''';nt;"p 

nOll-s[)eciiali:zed content may be in mathematical form - a cafe list "".,,, .. ,,,,,,u 
brown loaves and q white loaves of bread 1 
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selective use of P\I.· .. \I',"V knl)wlledl:!'e in order to ,.".· ..... T'li and relevant nri, ...... :inl ... " of fannal "'''''\UlI"l1.,p 

and the careful 

and 

The 1Jt:lli:l!,:O!,:II!;i:ll 

between the formal and the f'Vf~rvll"V so as 

etal: 

is ne,ceSisallV 

theretlJre. is to ut",,.,h'hJ areas where out-of-school pnlctlces 

school mathematics and to structure the school discourse so as to work II:V'af'ln"!t,r~ 

to 

dove-tail with 

the process of 

transfer. The shift from one n .. ", ... ti.,,. to another involves the apart of one set of relations of 1I:,,, .... t" ... "I ...... ' 

and or ... " ... "1,,, ... ,,, newmellmnl,J~ & 

I use 

..... v ..... to .......... >JlAulo. 
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,,"U"'!>V!;Y is a sustained process Uln,p""'nv ~nf1nf'!~,n{1'v( "'t'"" .... ,,.,, new fonus or rtelJf'!h"\"" "' .... ,,, ... ,'!> fonus of 

or ~rnel:hlrID deemed to be an anl"nnriRtf'! ... rcn,,,,,,,,. and criteria from ~flf1nf'!rlOC1'lIf 

and evaluator 

· .. there is a "' ........ "'.,,,t. conduct or nracn(~f'! 

someone or possesses, or has access to, the necessary resources and the means of 

a a an """".r", ... 

.~ •. u .. v .. iS~h'.r~~n·~nleran:rulca.J. 

IS 

~n''''''''r is a 

is 3 

an 

mc::anm~~s to a "'I-"""""uv 

is uncommonsense It is orn .... """'£> 

tlenlsteln. 1 1: 21 
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asserts IS on an 

not 

or an OU:'"£1 ... ",rO£1 or 

as as 

It is 

a or 

(1 

a rel)fOOUCer is 

tt:acm:r as a D01tentIaJ ; ... t,,,. ...... nt"',. or 

as 

I terms an eXlenCJeO sense 

a I 

I to as 

Ofoitesslonal or is on (1 to 
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assessment 

never it ... v"uau", l ...... ,VA<J""'..,,,A eJc::m,en1ts 

a 

I 

are 

on common or covenant 

on 

a 

a rurlCllOTIltnl! 

a common ."" ..... ,m 1 S to ...... , .......... 

are strucl:url:ll 

IP~rn"'r is 

to 

context 

common 

are 

covenant must 

a 

on 

ac(:epte<l as 
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to a contract out or 

a theor(:t:l:c.al antece(tents to 

U4.,. .. VU.,",,,, to 
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Lnli1Jt€~r 3 I set out 

were "v .... on." 

on 

some was 

,",uauu.". I cons,l<ler 

resources 

to 

use 

sources 

were 

as it is 

I 
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r"".·.-..-.... case as 

a a 

a it 

cases were 

retJlreSien:teO two 

two " ...... ,,,J ... , stu:Ge:nts -came 

were 

nature sour-ces 1 

cases, Cr'plI;:ll;:WP oelrlm~s a case as 

an a case over 

as ) to 

two or more 

cases to act as a "'''''',,",n,ah,'''''''''' 

I Due to constraints teacher 
student school ~ards and observations of school assemblies were not used. 

7] 
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same to 

a 

to 

cases: 

1 

centre 

to 

cases were Oe.lll)el1:lLtellv 

to construct a ... u ....... conslloennlg 

are 

to ensure 

mtl~oo:uct:lon to 

a pre,OOImnlant.l} 

a worKllng-cla:ss 

is one newest 

most 

on a 

is 

area. 
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1 ......... "';F, .. it is 

" .... <.VV", were torme:rly aQ]nullsl:ef(~<1 

recent 

were 

to 

on a 

was 

some pelrm,anc~nt 

were 

two cornmumues 

"""'V'JA was 

near 

area. 

at 

areas were 

area SUITOluncltn,g 

SCI1IOO:IS was 

storerooms. 

stUioents at "'-'JI""JI were 

not use 

3 was 

was 

courts 

on 

at 
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was 

was 

were 

was 

were 

SCJ10()1 were ...... ' ...... " ... 

3 "'u,,"',,~,'" 

Ifoanc:es on a 

to 

.. y,u"",,,,,V£> was 

was came 

" ....... V •. ,. was 

was 

a resource centre 

at 

3 was 

on 

.......... "' .. some atterrlpt 

a vt:jgt:laOJIt: 

h"'lllVP,." came onto SCJ10()1 n,rn1I"'1P,-r'\l to .... " ... ,," to 

at was was 

3 '''''u,''''u,,'''' 

are 

two "",nnt,., were pv1~"p,,,,,pl 
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""-HJUA,a .... "" were aIDraen 

"", •• v,.,. was 

was 118 

.... p ........ "' .... _'" a 

~drmsslO'n was 

COlrIs}<oelrea on 

at were aPlJrOXInllatleJ annum, 

to was 

were some ....... ,,"' ... , ,-,'V",J,'" 

were e01UCI:ltOlrs were not 

sruaellltS were l".'-', ..... ' ... 

came testcners were 

to at 
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was 1 ,-,Ul"",",,, were 

was a 

were some 

were 

was 

1 

School Number of Number School """"""y:"" Desks and 
students of staff fees I class chairs for 

annum Grade 3 all learners 

Lwazi 1325 35 R70 41 Yes 
Uxolo 1492 46 R30 44 Yes 
Rhodes 550 55 R7040 28 Yes 
Arbor 738 52 R6500 19 Yes 

new 

were 

3 

were aDlJOlm:e:a 

Presence A"",iI",hilltu of 
"'nA':i:i;",~'" of 

textbooks rooms, 

Yes 
Yes 
Yes 
Yes 

library, labs 
Yes 
No 
Yes 
Yes 

Number of years 
teachin ex 
24 
4 
27 
1 
8 
11 
15 
8 
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is 

1. 

2. l:)eIlnI-t)rolesSlOnaJ 

3. Intelme(hate 

4. 

S. 

6. VU"'''ll-J!V 

7. 

or sources 

2 There are other schemas in use. the one constructed 
work in the same social class 

ten 

care-

was 

mtrol[1UICe(l. as, 

is 
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1,2 as 5 6 

was 

came own 

came were 

were l"." •• ",.'u.. was some 

-a 

two ....... , ..... ,21'." 

most cases a ...... r.n"" .. are 

one or some 

Class location Number of caregivers 
Rhodes Arbor Lwazi Uxolo 

n=40 n=39 n=36 n=34 
UC 30 16 0 0 
SPC 4 8 {) 4 
IC 1 11 1 1 
CWC 0 0 14 12 
MWC 0 0 6 5 
UM 0 0 12 10 
0 5 4 3 2 

3 In both Uxolo and teachers took into their Grade 3 classes learners who had had no ""h""I,"" 
often the result of child labour in the Eastern as 
work or child Once it is decided that the child should attend these children are sent to 

in the Western for a of child nine must enter Grade 3, 
of whether have had ... ,..,,,,,,,,,,, ",'hn, ... I," 
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:q 

context 

were UfliempJ()ye:o rest were prc;::O()mlmmtl) 

"'."""OllU .. ' .... as Int1ernne(lialte 

aunts were 

were no ,,."' .• u, ........... . two were 

some olIIer'eflices 

snf,ead across 

a 

1 

not 

current " ....... v ..... 
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a .......... <>_'.lp~'r 

HU.UU:J"--"H";:);:) context 

1I1(~atllon was a 

W(]irKllng-cl,ass context 

at 

,; .... ,u'V'V. at Ui'l.Vl'J. as oDIDO!;ea to 1 at 

no 

sources 

"Tn,.""." were "VJ." .... " 

.. uu" ...... , .. 'U ... was 

it was r",,('nY'npn 

a 
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heltwf~n one 

onentatloflS to ~""""'U"U,", 

not. 

to comment on 

were auau)-rleC()f(.llea 

rp,~p~lrrh were re(~OI'aea 

set. 

... T'~1"\""~'"'''' were ""'I''''' .... ·tpn .., .... " .. ,,"" ... '" to CO]rI0111C{ two 

were "n· .... n" ... 'r~n , .... ,rt"'11'1'" 

was an 

were 

..... ,,,.1 ..... "' .... on nfC!-COOeo 

4 The students were selected stratified random Teachers were asked to a '1', '2' 
or a '3' next to all students' names on their class whether students were low or medium achievers. 
Students were then selected: three' I three '3's and four '2's in order to constitute the often 
learners in each class. In the no differences were found that related to the students' 

levels as the teachers. Thus I do not refer to these in the but them here 
as the mechanism for selection. 
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1"'<l1"'n,""" was a m~lm.enlatlcs 

to 

was to same 

content areas 

notes were 

........ ",,., to ... """' ... " one reason 

Jeame:r: it was 

res:pons(~s to 

were 

a QU(~Stlorulan to 

to 

was a 

sent to 

each student had a test sheet with the in their mother 
for the mathematics task were read aloud. The reason for this is that it has been I"P"nll"t"(I 

ef in in South in some 
cases the actual mathematical tested because can't read. An 
was made to address this to hear and/or read the {lI"~<:T1,nn 
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was a U'.:4UJI"'U''''','''''' 

to 

was to same 

content areas 

were SDlrealO 

notes were 

one reason 

I'nn",'tr",in1,,, were Ul'".,,",'U 

resear'chc~r to reSIDOl1lSeS to 

"'",.'U\.1U" were 

a to 

to 

was a 

sent to 

each student had a test sheet with the in their mother 
for the mathematics task were read aloud. The reason for this is that it has been ro ... ~ ..... "rl elsewhere 

ef in 
cases the actual mathematical 
was made to address this " .. "hlp'," 

of students is not 
all students the 
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were IIn.,,,,,r,,.1 

u ... ·nll .... "" was 

to 

me to some 

was nelem:o to £''''"''''" 

ustmems to 

to 

to 

a 

one teacfl<~r 

,..<> ........ r! out a pe:nod 

to 

were 

""",uv'U to outcomes 

I was not 

I mtr,oouceo 

to it was 

two 

I 

as 
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to 

to 

manner 

a 

are 

I 

to 

Auuuu,al to see 

I to 

(1 .. .,. .. ",,,,,.1"1 us 

.. <lIU,"'" et 

text 

to an 

account is 

case 

IS 
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another. We can 

sets turn: 

extracts are ",h,r.Ui,... 

to '"'''' ....... ''' s~cru!mes, 

an 

is a translation device Wl1leTf~OV one is transfonned into 

between internal and external of rl".."rr.nt"nn ... A of 

cle'~"r.nt1'nn constructs what is to count as an how such referents relate to each other 

to a text and translate these referential relations into theoretical 

theoretical In other words the external of is the means which the 

internal is activated as a device or vice versa 2000: 132-1 

1 

are to count as 

to counter ..... "'·r ..... ,h 

as 

The external be able to describe what is outside the in terms relevant to the 

but also somehow be what is the It must submit to an external 

that allows that which is outside to 'announce itself' 
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more 

are 

our 

return to 

create a""" ....... '" 

a uu"u...""". 

to 

.. """n' .... ., an 

to 

I 

terms 
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09:41 - 09:45 4 
09:45 -10:15 32 
10:15 -10:29 14 
10:29 -10:35 6 
10:35-11:15 37 
11 :24 - 11 :59 35 

extracts 

Literac - Babalwa 
Lesson Duration 

code 
BAB3L001 23 mins 

BAB3L002 62 mins 

was 

of 
leaves 

......... ,,, ... I an 

L001 

BAB3N001 

~...,".''' ..... " were ..., ..... ""., ... ...,~ 

What the teacher does 

Teacher reads 2 
leamers from the te~:tbc)Qk 
autumn. 
Tasks Ls to about 
seasons after 
T: is a time ofthe year. It is 

Ls: It is a time of the 
T: The book says is warmer 
than winter. It is warmer than winter. It 
is what? 
Ls: It is warmer than winter. 
Teacher reads fr 
different sha s of leaves 
The teacher talks about the 
trees 

texts. 

in 

What the learners do 

I,Usten to the teacher read. Follow 
in their textbooks. 

Chant after the T 
T: In summer it is very hot. It is what? 
Ls: It is very hot 
T: How is summer 
Ls: It is very hot 
T: How is summer 
Ls: It is very hot 
T: How is summer 
Ls: It is ot 
I Listen to the teacher read. Follow in 
their textbooks 
I i Ls chant after T 
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1 

construct 

1 

Discursive rules 

Hierarchical 

Relations 
between 
discourses 

Relations 
between spaces 

Relations 
between a ents 

"Y .... , ...... ""nT was 

was to 

two amnerlSlC>flS 

Extent to which teacher controls selection content 

Extent to which teacher controls :seIUUIII,Hll[;lIn of content 

Extent to which teacher controls I'UII[;lnll'1 

Extent to which teacher makes eXIDII(;II the rules for evaluation of 
erformances 

Extent to which teacher makes formal or informal the social relations 
between and learners 

between the ;oU'JI"" ... ' area and 

between the "' .... .11"" .... area and 

and 
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turther Jooked at 

tralmirlg were tralOstiomled a coomg scrn~me to 

or 

sc.t:lerrle CaJn 

5. In the 
course of 
lumers 

an 
ortask 

was 

Evaluative criteria 
very clear and 

ex licit 
The teacher 
COlnstantly moves 
around 
monitors what 
learners are 
and makes 
comments. To the 
whole class, and 
to individuals, she 
repleatE~dly goes 
over wlnat 
constitutes an 

JessoIlS was 

as 

was rep1eated. 

is shlow'n 

indlicators, nrmridlinll a means 

evaJua1tion cn1ten:a, is 

Discursive rule EVALUATION RULES 
of the instructional kn()WilB«Je 
ro riate realisation 

Evaluative criteria 
clear and 

ex licit 
The teacher makes 
some either 
to the wlnole class or 
to individual 
learners, so as to 

wlnat is 
ex~)ecled of them in 
the task. 

Evaluative criteria 
unclear and 
im licit 

The teacher makes 
a few comments 

the course 
of the and 
looks at some of 
the learners work 
or listens to them 
read. this 
is not sustained 
and the criteria for 
a successful 
prooduictioin are not 
made to all. 

F-
Evaluative criteria 
very unclear and 

im licit 
The teacher looks 
at a few learners' 
work when it is 
DHl1ugim to her 
~ttF!nti(\n She 

or never 
listens to them 
read. She seldom 
makes a comment 
to the learner. 
Comments are not 
extended to the 
wlnole class. 

is terms stn::ng1th or we;a.101teSS 

was 

no comment on 
the work as it 
prtH::eecls. No 
action is taken to 
ascertain wlnat the 
learners are 
doin . 

over 

19 

dlm:rent dlmensllons of ]:ledalgofl:Y as om:red 

aml!YSls cl1an.ges were 

went thrlomt11 at 

or constructs - was 

set 

an extract is sh(]lwn 
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1 DR - Selection In the introduction I discussion to a task F F F F 

2 DR - Selection In doing an activity F' F F F 

3 DR - Selection When learners have concluded an activity F F F F 

4 DR - Sequence In the course of the lesson F F F F 

5 DR-Pace In the introduction I discussion I question and answer F F F F 

6 DR-Pace In the learners doing activities I tasks F F F F 

7 DR - Evaluation In the explanation I exposition to a topic I task F F F F F 

8 DR - Evaluation In the course of learners conducting an activity or task F F F F- F 

9 DR - Evaluation In the kinds of verbal answers required of learners F F F F i=" 

10 DR - Evaluation At the conclusion of the task I activity F F F F- F" 

11 HR - Teacher I Leamer When the teacher leaves the class or another teacher F F F F 
enters the class 

12 HR - Teacher I Leamer When learners do routine activities in the classroom F F F F 

13 HR - Teacher I Leamer In the physical interaction between teachers and learners F F F F 

were some 

.... ""'0<"'11-'.' .... an mclelJel10C;!nt J.ealrners to 

own was not 

extent to 

to a 

onto 

were more 

measure. 

to were across 

an 5 
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was as 

one 

most cases more extracts were a 

arose I .... ,'" ....... ,1'1 

was to 

more 



Univ
ers

ity
 of

 C
ap

e T
ow

n

a 

I attl:::mVlted to 

an or 

it 

D01tenitlaJ to 

""'·r .. ''' .. '''., in advance what we should to see ifthe we can measure the 

limitations of the if we fail to find it or encounter other um:xp'ectc~<I and um;peClfl In this 

of way the can avoid the that so often characterises research 

theories such memCIQOIOJl 

a 

account 

to 

a cOlnPlreh,ens:lve 

The researcher rh'~n"ino to work within a Bernsteinian framework may find 1-"""1'\"".£1 in what 

feels like a of all related all carriers of distinct with it the 

the researcher to fit evidence into of 

which are available and to be lulled into a ",1<04'nnN'nh that no further theoretical labour is 

necessary other than to an established 51). 
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un.",u,n", an ms:taIlce 

an 

to 

.... .n..,uu.., ..... comes 

The teacher stands at the front of the class and the textbook. All the learners have a 
of the textbook in front of them. She says, 'Here I like this section on leaves. We were 

1.c.Alrnil1lt'lf about neh? And then went on to leaves.' The teacher goes on to what the 
book says about that there are shadas of for She a set 

which shows these colour from the textbook onto the board. she 
the set of not the colours. What the teacher has encountered in the textbook ;s the 

end of a section on which a section on trees. The indicator -
leaves - has led her to select this page as leaves relate to the more theme in use, trees. But 
the is addressed down the The lesson continues. 
The teacher numbers the leaves she has drawn on the board and the learners shout out the numbers 
as she writes them. The teacher then moves onto the next section in book on trees. She 

'He says here there are of the that's what I but then he we don't tell colours 
as are. So here are the of the tree. He write them in their order from the to the 
smallest. Read these as I write them on the board.' The teacher writes on the board: 

and asks learners which are found at the bottom of a tree. A learner says that roots are 
at the bottom of the tree. The teacher 

Teacher: No no. Don't tell me 
I'm for what seen. from the 

which one do you from the bottom of the tree? 
Rnittnl'n bottom.' 

underlines 'bottom' on the board. Another learner 
at the text book and realises that she has made a m/srral<e. rE!aUma 
instead of leaves'. She moves on to the next UU~~;:>IIUfl 

from to bush. Learners reSDDflU 
each word on the board. what is 
As she The Trillr"."",.. ovr''''"",,,,,,, 

leaves 
The reason we are r~[Jlt'!al[InO this is because do your own 

when I turn my back on you. Now the writer the same words at the end. 
Now done a tree. Haven't we done a tree? 

Miss. Yes we've done it. 
Now we know how a tree is formed. Now the writer there are certain words that 

at the end. This is what I like. And he also write those that in the 
box. looks at the book for a here's work. Close your books. I'll 

you work on the board. Don't talk 3. Don't talk. on your 
desks. Lower heads. 

The teacher writes 6 words on the board: roots. 
listen. I did not say shout on the the roof. Now write the words. 

some words are at the end so he wants to write those that 
at the end. Here's the correct the Let's write. Let's work. No 
I want words. I want words. I want words. 
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reason IS 

or 

not over is ttu~retOl'e 

IS 

even 

content. are to 

not seem to ...... '~h'1" 

.... uu ... ' ..... to calu;;j;!~urlse as or 

to 

6 it could be in this case, the teacher in fact substitutes the textbook for or she 
recruits a proxy voice - the sequence and selection of the textbook because her voice isn't able to do the 
1J""'''l'',VjO:,'''' work. Neither student nor teacher here appears to be the but rather the 
textbook is followed to the the sequence and selection. So an initial selection in 
terms of the theme 'trees' is but from there the follows that of the textbook from the ofthe 

to the bottom. 

Teacher: 
the """·h""".,,, takes in another lesson: 

Now we've done a tree. Haven't we done a tree? 
Yes Miss. Yes we've done it. 
Now we know how a tree is formed. 

POI'hm>ltp text is extracted on the basis of assertion. The learners had 
had not addressed 'how a tree is formed'. 

named ofa tree up 
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It is 

I 

or are V1U''''''''I.U,",Y 

or 

one 

criteria: In the introduction I I 
appears as if no is made to transmit 

instructional What counts as a successful 
KmlWlleaCle is unclear. The of the tas,k/alcti1i1it'l/'/dil;CUISSiol 

in the 
instructional 

is unclear. 
to how Learners are unclear as to how to nr' .. ,.. ... '"rI 

should behave. 

an assessment 

,.""'f'", .. ,,..,,, as an o;;;;ha.Ul~ll'" 

.cases 

or to 

an res.nel~t to 

at one 

children of the 

power relations in which 

classes may indeed have a "",,·nanit·inn that 

but 

can -~,~~~,~~ the 

realisation rule. If 

These children in 

<>""I111r,,11 their 

an prrlPrlPYlI'P 

are and their 

do not possess the realisation 

will not have i:I\,;IJUlICU 

may not possess the 

text. 

but will have 

in it R."rn,,"""'" 2000: 17, my 

one no access to 

g There is not an absence of control. The teacher asserts control but there is no evidence of the teachers' 
voice. the teacher is unable to evaluate and we for the evaluative rules. 
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as to one I nrc.no~;;e 

Qls:co:urse is 

it a 

a ~ 

is an ao:seIlce 

same 

to 

to start 

can never 

...... "',"""""'n'FIF I attl-;:mtlted to 

two contexts are 

contexts 

was not' 

on 

not uncommon 

more 

contexts 

aPl)ll(:atlIOn to 

res:nec:t to 

same it was Jle1:es:sal 



Univ
ers

ity
 of

 C
ap

e T
ow

n

contents. 

is 

was 

Uniform 

Differentiated 

Uniform 

Differentiated 

Uniform 

Differentiated 

was 

or 

or 

was 
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reSl>ect to ClalsSlllcal:ton 

I str~ltegles. I .. '<OTu .. n 

teachc;:r set I "VI"""",," to 

."'''''"''V •• ''' were Of()Ke:n 

were "'n''',.....,''' .. ,''~ .. rI 

a in 

Babalwa-

lesson code Task number 
BABL001 1"\<>1'<> ...... <> ... " .. about seasons, and then 1 

BABL001 2 

BABL001 Learners listen to the teacher read a n~I·~nr~ .. ,1"I nl"lr':::o",.,,,, after 3 
her. 

BABL002 as in 3 about the seasons. 4 

BABL002 5 

trees from and .f'n'~\II",n for trees from 6 

sce'rne:d two 

to concern 

two contexts 

are 
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two cat1egon 

Nominal 

Ritual 

Personal 

Mechanical 

Mathematical 
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a 

are 

Instances were 

a count 

were arr:~~ect 

to as 

IS no ,..""1r,,, .. ,"'n"" 

nT,,,.<:~>nl'pn is an account 

a 

it starts from a stated of pe(lag4)gy 

and on from it is trallsnare:nt and 

access the criteria which the classrooms have been 

on the basis of these 

as 

as 

was 

was 

... ..." ..... , ... , a 

which is used to 11 .. ",,11'''' 

open to It is POS:SlDle to 

and in this way the can be 
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nature 

extracts 

Student 
Zinzl 

Xoliswa 

Banda 

Kwezi 

Xoliswa 

Banda 

Kwezi 

QUES1 
Pause. 
Counters 
Counts? 

Counters. ? 

Quick mental 
Calculation 

Quick mental 
Calculation 

Can't 
differentiate 

• 

• 

• 

on Ip!:lrnl"r~ wrote 

QUES2 QUES3 QUES4 
Pause. Pause. Pause. No Pause. No 
Slow mental calculation calculation 
calculation evident evident 

Deliberation. QMC(w) Pause 
Slow mental SMC 
calculation 
Slow mental Counts on Deliberation. 
calculation fingers. SMC 

Counts on. 

Quick mental Slow mental QMC(w) 
Calculation calculation 

(r) 

• 

• • 

were correct or 

ten leaJme:rs 

QUES5 
Draws 
counters. 
Counts on. 
Recount. 
Draws 
counters. 
Counts on. 
Draws 
counters. 
Counts all. 

Draws. Counts 
on 
Counts on. 

QUES5 

• 

• 

• 

• 

QUES6 
Draws 
counters 
Counts? 

Draws 
counters. 
Counts on. 
Draws 
counters. 
Counts on. 
Recount. 
Counts on 

Cou_ntson. 

Draws 21 lines 
and then writes. 

with 3 

• 

was 

QUES7 
Draws 
counters. 
Counts on. 
Recount. 
Draws 
counters. 
Counts all. 
Draws 
counters. 
Counts on. 

Counts on 

Counts on. 

• 

Has added 
instead of 
subtract 
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• 

was at a 

is 

(1 

9 I 

4.13 l"P1"I,l"Pcpnt a correct 

to ,",VAj,,,,..,. blograpnllcaI mtlomlatllon 

mten)retatlon as a ""1"'''''''~<;!<;! 

literal distinction here between 
interval and ratio data count as 

.... "", ....... , .. ,,1" answer 

as 

as 

were 

data count as 
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it am){m~r 

construct 

two 

is 

Reason 

were 

were 

to 3 

to 

an 

is to count as 

to "' ................... " was to 

Context 

nt 
Foodstuff 
cat 0 

Use 

to 

extract 

Context 

Attribut 
es 

retlreSien[S a 

extent to 

IS 

No 
focus 

nrc::-c()oe:o nature 

1) 

not 

atnerrlatICS, ~~,_,...,. .. to assess 

set: test on 
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as 

utterances were 

_.u, •• ~ .. t(;:acll1er'-stud(~nt was 

(1 1 out 

Ke:spc>nOlents are invited to draw on "5'''''''''' and somatic resources for the elaboration of sut»e<:tn'lty The 

and ",,,',,,nr,,,, and in this way motivates the selective context [ ... ] trw""""r"" 

recruitment of resources. ~_v.~'_>U recruit resources in their elaboration and that which is recruited or 

recontextualised at the same time constitutes sutl)e(:tj"'jty In this sense ,m,'rTlIVITV is both and 

"'v"", .. ,. ... "'''. the opens up its own space but at the same time is constituted 

what it recruits 

is not it is 

context 

........ ,.VAL to nraLCtlCeS 

reasons 

was 

to 

cases, 
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I 

sets: 

it to 

out relation to a partlCtl1ar choice, 

teaC:her makes are the]~etbre 

a teac:her 

sketch(~d out 

finthF·r ~1n~1"ti,,,, <l1~tn;"hl It";Ii:Ut;;:U to a de:scrlptllon 

or per!!iOn, 

extra cUlmcuh:lm, 

desicripti1on, as as 

was to chatrac:terlze 

or de(~lSlon. 

to 

next sec:tlO>D ext,em:al . -"'-"J are adeire:sse,d. 

reJ~lted to qualitative re:searc:h. I comnder 

np..<ilrrint,ivp luJlu1"NJ is de:pelld(mt on a accurate rec:onctin,J,! 

('l!'!,<;:<;:l''nIYm ObS(:rv;lti()flS were vidleo··re(:onjed 

me:etllrlgs were ta}:le-l"eCIDrdled. 

re(:onctings, extracts were trans(:nt,ed 

were trans(:ritled 

to 

a 

a 

to 

an 
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same was at 

were orl~rulI2:ea on a n ... "'_~tnl, ... t1I1""·1'1 "''''H.'''''' ..... ''' to 

IS tnrleat~ene:a one Impolses own 

'tr<l' ...... pu'n .. ·!r or m(~arnng 

account 

is 

to 'nt."'.,.., ...... t 

nnu,,,'u,,'Y' we 

... we do not have to make any claims about the absolute "", .. ", .. 11", of assertions. A claim is 

i1U<;\.jUiau;;. 'Its message is: whatever else turns out to be true, you can , ...... ,,-... ,'''' your 

from x to y; this is a 1995: To concede this 

is to concede no more than that some research tell us more than others do. Otherwise some 

claims to ""I\YW'<O""" are less valid than others are: 'We are not free to int.PTTI,TPt 

that is ofthe """""""0 of the word and 

references as in the 

) states it most SUC:ClI1ICtlV: 

IS to 

I is 

1997b: 

ho'we'ver. we 

1999: 

or 

a 
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on 

it 

to 

I 

is to 

ph(mOime:noln. I to "'rlri ...... '., 

set 

laSlsrOloms. a 

some DOlten1tIal u.u.", ... ' • ., to most 

a 

I 

.. """": .. :, ..... t,,,,, .. on 

two 

to 

constant reassurance 

I am at 

as to 

..... 1"1" .. 1"',,,,,,., ........ '" were Ca11ce:lle:a at tealchers 

as 

out 
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."' ...... v .. to ,,"vlt .. ...,I"IJ'"I or we can are two 

one to gel]enll1l2~e elmpml;:a1:l) 

is to gellle]"alllZe u .. , ...... _" 

COllSI~aer·auon. HP1'1l'P it is 

to 

some DrC,Ce1,S u,h .. r .. t1,u n~earc:h ultoll1mltion was 

are 

110 
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Research Data 
source 

How is the Classroom Classification 
in observation and 

data 
classrooms 

Classroom 
tasks 

Classroom Networks 
are tasks 
the teacher in 
distribution of 

in the Classroom 
classroom? task 

sequences 

What are the Student 
dominant task 
orientations 

students in 
different 
classrooms? 
What Student 
and mathematics 
do students task 

in relation 
3 

and 
realization rules 
of Grade 3 
mathematics 

What is the social Teacher Teacher Social class 
class interview 
of teachers in information 
different social 
class contexts? 
What differences Teacher Teacher Professional 
are there in interview utterances 
teachers 

in the 
different social 
class contexts? 2000 
What are the Teacher Minutes in the Use of time Table oftime use of 
differences in the interview school time 
social bases of the 
schools? Classroom I 

Relations Division of Division of labour 
between labour & forms of 

observation school staff 
data 

I ] I 
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or geJlerall:zatIlWt~ we can are two 

one to genelraIlze em,DlrlCa,l1 

one to 

is to geloel'alllze u ...... u .• ""'" to Tn~'n .. '" 

to Ino-n..-", 

to theC)retlcal prc,po:SltlC)nS 

.... ~"" .. ~ it is 

it 

to 

some tormaltloln was 

are 

110 
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Data 
source 

Classroom 
observation 
data 

Student 
mathematics 
task 

interview 

Teacher 
interview 

Student 

and context-

Student 
solutions and 
methods for 
mathematics 

Teacher 

information 

Teacher 
utterances 

Relations 
between 
school staff 

Classification 
and f .. "' ..... ir.n 

Professional 

Division of 
labour 

III 

Schema 

discourse: 

time 

Division of labour 
& forms of 

8 
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to a..,..,· ... ·"'" 

eXlen(leO sense to to 

• 

• 

1-'''',,'Ul''.Vjt;Jl''' "' ........... ' .. "''' I uncover .... "', ... ., .... 

"'1"11-<:>1-" ...... " to 

Chanter 6 

contexts 

two contexts. 
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to 

us 

I 

across lealmlers 

is 

IS 

teac::ners were extractea 

eSSIODS were 

...... ' ..... '". is 5.1 

Fiona Jeanne Anne Kale Palese Babalwa Nomse Yenela Total 
NUl ""'" "''''1 lessons 7 4 3 4 3 3 3 2 29 

Literacy lessons 6 10 13 11 5 5 7 3 60 

Total (class ...... dtext) 58 31 89 

,"'",,,"', .. ,. are 

113 
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finished a lesson on off to the nearest which the learners have not 
The teacher the to the class: 

I look at it seems you don't but now we are to 
It here the a I want you to 

link with the nearest hundreds but come back to Now that 
you have an idea of nearest hundred I want to see if you have an idea 
For now, for I want you to do this n:::lltir",rn 

The teacher stands in front the class at a textlXJOI<. 
ron .. ""'" ...... the numbers from a textbook: 
n"'n,,~.othenumbern~ltt"'r·n 

50 100 150 _____ _ 
1 2 4 7 _____ _ 
4 7 12 15 22 
She tells the learners that she wants them to ronITJ""""", 

returns and attends to a number of unrelated issues in the .1"'1""",,,,,,.,..,,.., 

distribution of milkshake to the various classes. She also talks to another teacher who 
the r/:::IIc>",.-nnm 

and then 
for {he 

Teacher: when I am with ",,..,nol'h,,..,,1"'1 or don't make a noise. 
N"~r,,ln hand out the maths books. 

The learners continue to make a noise. 
You are uncontrollable. 

The teacher walks around the class with a ruler which she raps on the 
Teacher: let's not talk. Let's work. 
She clean of the work and current r,..u j"lr,j,nn . ..rIrr lesson. A learner 
starts to 
Teacher: no, what's that? You can't moo like a cow. 
The teacher goes out. None of the learners are observed to the "", .. rQrI .. " """ ....... "" ..... The 
teacher ends the task a new task. The task is not cornD/erea 

The lesson lasts for 36 minutes. 

The teacher writes up a sentence' on the used at Arbor in """n,,'''' 'S<"HrTll".n 

Each week learners are a sentence a and the sentence 
each week. In this lesson the sentence focuses on 'ow', and reads: 

saw the little fellow throw his arrow into the snow below the window. ' 
The learners the sentence into their workbooks. The teacher reads the sentence. She 
talks most of the words as she goes out different of saw and sore, 
and of the word saw. The learners read the sentence out aloud and click when 

an 'ow' sound. then read the sentence twice more, once to 
thl'llm.C:II'!Il/Il'!,<: and once aloud as a class. 
The teacher then asks the learners to think of other words with the 'ow' sound in them. draws two 

on the the columns with the words snow and cow to indicate the different 
sounds of the letter combination. Learners offer words which the teacher writes in the columns. The 
teacher discusses some of the words as she In to a learner the word 
'bow', the teacher 
Teacher: When have this word in a sentence will need to see what it in the 

sentence in order to know how to it. 
The read the lists. The teacher then asks for the word 'crow' in a sentence and then 
writes 
Teacher: 

words on the board: 
Each word is a noun, so I want you to draw a small little 
and then are to write a sentence each one. 

The learners copy down the columns and write a sentence and draw a 

next to each 

the words. While the learners do this the teacher takes a small on the mat 
in the front of the As the work select new readers from a '"",,",1"'1 .... '1"'1 

box on the side of the and read. The duration of the lesson is 39 minutes. 
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.""~.,,vu was, 

aware 

reSJ>cctto 

"' .... .,,, ... ,,, across 

U"',",'"'' were oPf1,prl:! 

more ""."'''\.I'U to seJecltlOlrl. I""".....,,,,,,,,,,,, were at 

wClrkllfll!-CI:ass context lea'mers 

was tra:nsrmtlted 

tea.chlers was 

B amount two 

context was 

content was 

to 

1 

] 15 
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teImS to 

eXtJected rate 

lealmers are 

was an 

set not 

a COlnSloelratllOn 

not see Jeail11lers was deternnmmg 

rate was 

"-"J';:;'-"><4"'" context. 

or on an exoec:.:ted rate 

or 

to ,"VJlU~"""'''' 

a a 

to 

Teacher: You are 
The teacher walks around the class with a ruler which she raps on the desks. 
Teacher: let's not talk. work. 
She the board clean of the work and the current lesson .. A learner 

I In the research 
low coverage in 

of time. 

no, what's that? You moo like a cow. 

rn'JPrlUYP I deal with and 
8 in the discussion of the 
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to ...... ~ ... 'ub was to 

was '''''l~''''''''''''''u 

was cOlrnD,leted. 

was not were not transrmt1ted 

or bec:orrle 

were set a 

was on at 

it 

", ..... LUJ'f'>'" ,..,,,"' .. ',,.'" selOOlrn sat next 

context. 

to 

two "..., ......... " 
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on 

a 

was 

to 

tests were more 

-rr"rn,na over palr;mg was 

extent to 

II 

II 

II 

II at 

II 

or course, 

a 

118 

""",LA""" to ., .... , .... "', ... '" 

over 

tramlng over palr;mg 

a .",,,,,,v ••. 

IS ret're~;en:tea 

or 

set 

tests were 

on 

was not 

was 

a le!;!:ltnnalte text 

to a 
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• 

we see 

not 

now we are 

to 

a ."'t, .......... '" 

an 

is 

is to 

as to 

it was 

were 

... "" ..... AJJ'l ... IS 

F- Evaluative rules very unclear and The teacher looks for yes I no answers, or for learners 
to what she has said. Incorrect answers are n<>"""r,::III\I or the reasons for them are not 
Correct answers are and may be but are not ",1::Ihn.·",f~.rI on. 

is a was to an answer to a 

119 
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Learner: 
Teacher: 

Nine. 

no, no. 
Nine. 
Yhoo. Do 
stars and 

Learner: Three. 

thr.ee. 

up 

talk if I don't ask you. 

want me to and be When I am 
them in the book. I said don't look at the wall. 

Teacher: Don't talk if I haven't asked 
More hends are raised 
Teacher: What is it v"'r' .. '''.·~ 
Yonela: It's three miss. 
Teacher: Yes. 

extract correct reSiDonSle: 

to ......... n ....... .,. .... T ""''''''1"\1'",,,, to a SlIlnpJle 

lam to 

not "'''''''".'''. 

correct reSiDonSle. """","\TTl"''''''I: answers were not <>tiI''''''''''''''',tiI to 

was common 

res:pons<::s were not ", ... ,-",11"\'1:",1'1 or ... ,J"' ..... '" correct 

Teacher: 
Learners hands are raised 

Learners: 
Learners: 

Cokile? 
It is brown. 
What else? 
In Eastern are black. 

mouth is 
it's a roundish mouth. 

It's brown teeth. 
Is that true? 
Yes. 
No Miss. 

to 
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Leamer: 

on 

a 

Babalwa: 

a 
not 
not 

it has 
Next animal. 

to 

curved back. 
full. 
full ne? 

it lean. 

"' .... , .. v .. to 

. It aDD'earc~d 

erroneous. 

reoresc;:nt(~d a 

it was not 

n01teboo]cs are not on!sented as 

is I..VJH"'U,",l a 

is 

a 

was was HUlf1l..lll,;;. 

comments 

These leaves have been drawn the man and the women who drew them in the 
book. drew them and drew them and drew them. Don't drew them 
and drew them. matter how I know are at leaves. 

person made these leaves and made them and made them. Here are the leaves 
that drew. at me then. 

121 
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What else? 
It's a 
It's a 
It's fat. 
It's 6 udders. 
He its 6 udders. 
It's 

Learner: It's a curved back. 
Learner: It does not full. 
Teacher: It does not full ne? 
Learner: When it has babies it lean. 
Teacher: Next animal. 
Learner: 

"""·UV'!! to 

or ........ v"" ...... " .. 

on 

a 

rlP'':l't'l1'\tnt''I:! were ---,.-.... J erroneous. 

a 

see:me:a to an abs:en(~e 

a 

PO:SSIIOle to 

w ........ , ... notetloC.KS are not pn:selntea as 

is '"'VJ."'.' ........ a 

is ................ ,'''' ..... 

a 

was was HV ........ "'. 

comments 

Babalwa: These leaves have been drawn the man and the women who drew them in the 
book. drew them and drew them and drew them. Don't drew them 
and drew them. Doesn't matter how many. I know are leaves. 
This person made these leaves and made them and made them. Here are the leaves 
that drew. at me then. 

121 
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was a 

or 

or 

Babalwa: We don't have a lot these trees around in Harare settlement where 
learners When we are to a forest and see all the kinds of trees 

will see them. There are kinds of trees. We could talk about them 
A and it's leaves. 

were as 

answers. 

were 

B 

u .... ,. ...... '"',,,. ....... .-,.'"' is 

a 
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Learner: 
Teacher: 
Learner: 
Teacher: 
Learner: 
Teacher: 
Learner: 
Teacher: 

Learner: 

Learner: 
Teacher: 

were 

Swface. Did 
Yes. 
But with whom? Mmm? 

with brother. 
With your with mother or father next this one 
Surface. 
Surlace. Now me a sentence 
You surf in the sea. 
You surf in the sea. You 

the waves. Do you swim 
water? 
On 
You swim on the ... 
Surface. 

You swim on the .," 1fT""""'" 

in the sea. That means you ride 
under the sea or do you swim on of the 

Surlace. 

tea.cnc~r ellablDrated on 

• ... "' ..... ,l'r'..,t.'.'U'." ..... I1P ... ",11'" is co:nCi~rnlea 

to 

wrote a row 

am~mptt::a to construct a opn,plI"~ as come at 

a 
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if you be at 
the end of the word. 
It must make the ow sound. 
In that one most words have the sound at the end. 

but I because there 

but with bow for oQYJ:,.,nnl", it could be bow or and then it 

IS no 

was gerleniU} 

were gerlenW) """", ......... ,. 

tealcners to 

was 

rraJrulnl! over 

to extent to are 

was 

at 
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ClalSSJrOQlm. or 

were or 

reS1P0I1Ldu:Lg to 

an 

to a 

to f'nn"?'n 

a once 

actiorlS/lltt(!rrunc(!s are on ."" ...... ,." 

Teacher: ', . .1 Did these words? 
Leaner: Yes 
Teacher: But with whom? Mmm? Alone? 
Leaner: No with my brother. 
Teacher: With your with your mother or father next 1 .. .1 

must nr"f'T.f'''' 

a .,..",np'·<1 <If',,.''' .... t .. £i across contexts. a comment 

to a , ... ,..rn,,·r 

or on 

tea.chc~r or on on 

1 

1 
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COI1nmlent(~a to a leaIner 'I was .... "U.VJ .•• I can 

Teacher statement 
Rule 

Personal Anne: 

Kate: I am and can't go on ,.,n,r ..... ,n 

Postional Yonela: nrrV'llO,rlV with me because I talk with 

Jeanne: If you are in work to do. You not talk. 

Fiona: able to sit next to 
Learner: 
Fiona: are I don't want you to tell me 

have it finished. 

Nomsa: 

Babalwa: hit you. 

Palesa: No I'll hit you. 

utterances were 

or 

a." .... " .. ,"'. to 

Babalwa: when I am with c:onl'no::>lrn or don't make a noise. 
hand out the maths books . 

... ""<nu ....... ' .... to a 

Babalwa: You are uncontrollable! 
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is 

Anne: 
Learners: 
Anne: 
Mr Pienaar: 
Anne: 
Anne: 
Mr Pienaar: 
Anne: 
Mr Pienaar: 
Anne: 
Mr Pienaar: 
Anne: 

to 

as an 

case, 

over 

to extract 

to Anne. He is class are Wl",rl(l,nn on the 'ur' 

No. 
Mr which 'ur' in disturb? If you can answer that \.IU,,,,, .. VO can come in. 
Which which? 
Which ur in disturb? 

uuuh 
the If you want to Mr Pienaar a clue can at someone. 

It must be the one that goes like ... 
you want to Mr a clue and can at "'''' ........ ,lvv1''· ... Which ur ... 

whose real first name contains the 
,nr'.<>t,nn of Anne's surname and the learners 

'ur'. Mr Pienaar makes a 

pr<::seIlCe was not 

uu, ...... ,,"'--"' .. ,"'" context sruloents 

Jel:mn,e was 

was 

2 This included the to my presence. In the context neither Xolisa nor I were introduced 
to and our presence was not In Y one1a' s Xolisa and I were in the In 
Jeanne's class I was and in Fiona and Kate's class I was introduced and there was a brief 
"tf,·.,.""t to my purpose in the classroom. In Anne's class the students were an extended 

I"n'~hr .. , of what I was what research was, what I was to do with the videos. 
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aUI.{~··"l.a;)i.'J context was U""UUIUE. over 

were over 

to 

as 

on OC4:aslOT1S 

were 

extracts are n ... ~<,,"nT".n to 

areas. 

The learners and the teacher sit on the mat. Each learner has a list of and the words refer to a 

towel. 
I need a sentence for trowel. 
Trowel. 
We 

Shorten. I need a sentence for 
Last we had to shorten 
Because ... 
Because it was too 

Because trout... 
You brother and I went trout 

of the We even ....... +~~, .... '" the 

at the river. Well done. 
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text to was a .. ''' .... '''r'''·,., a COlrlC<::OtlUal 

Learner: Last we had to shorten my 
Teacher: Because ... 
Learner: it was too 

sentence i'n1n(!t"Ml<,''t'I'.n 

Teacher: Yes. 

was it was 

was or as 

In the in the lesson the teacher seldom references other contents 
r",f.~r""n,..i" .... of content from other areas within a or numeracy Jesson. 

were to a an a .. " .... ' ... 

The group goes to the front. 
Teacher: 

1: Cat and mouse, chase each and say meow meow! 
and then sit down. 

their 
it ate nice 

to the tra lalalalalala tra lalalala? 

the song and then sit down. The next group comes up. 
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it. 

its name? 

to be fried. 

Teacher: 
Learners: 

extract. 

areas as 

were 

assessment texts 

was were 

it was not 

was to 

.. ", ..... "ri"",., kn011NlE!dcle is almost lFIIl\Afli'lVl'i:/li'I 

rnn,,,,,t,,,ntlv referenced so that the distinction between the 
obvious. If is introduced 

may become the 

is more 

are 

to 

it was to was. case 

3 The latter also makes clear the dialectical between classification and discussed in 
3. The classification of discourse 

is the evaluative criteria that "n.· .... "'tp 

Tnr,mHlJn the of the evaluative criteria. It 
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was to 

context. 

was ...... ,"',,. ... "' .... as 

"''''1'n11''I.o was Dot a 

was 

to 

................ to 

context was a strODe: OIOU][lOllrv npl'UIIF"pn 

movement were 

were 

was an eXlch~m~~e t\pn,,,,,,"p,1'\ 

two 1"'!:ITT""'1"\: 

Teacher: Where have two been? 
Learners are silent. 
Teacher: Where have two been? What is the rule? 
Learner: you can't ... 
Teacher: That you may not to the toilet an hour break 

were rare, or case 

nJ.'v,""",,,. were 

room, was a 

131 
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was ge:nelralJl}l 

amount 

were numerous mtenuntlons. 

course 

were not OT"''''~~'11 

were 

tea,cners were 

0;;..<,,, .... "" or 

as 

" ..... ,,.,.~.,, were more 

amount 

even 

was 

to 

one 

most out 

" ..... " ....... , lIltem'il to 

UUI'....,-.J .. ,,"" context at 

at 

was 

was 

non-test 
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was a 

or 

was 

was .. '" I "i-""rl to 

a strcmg,er tr'ammg 

converse was true 

was 

un,,,, .. ,,,,,,,. IS extent to are 

HJ\Jl,-,al\.,,:> an 

1 
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an on 

was ..,"',,"" .. .,. 

statements. 

as 

ten 
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..... 

Discursive rule -

Discursive rule -

Discursive rule 

Discursive rule - Evaluation F F F F F- F- F- F-

Hierarchical rule - Teacher I Learner F F F F F F F F 

Discourse relations - inter- discursive C C C C C' C- C' C' 
relations 

Discourse relations - Inter-discursive C C C C C- C- C-
relations I 

of space for C C C C C' C- C- C' 

C' C- C- C C C C' 

and C C C C C- C- C- C' 

('n'''I'tr, ... 1 over two 

was 

over seQluel1ce 

was COJUf()} over 

accordmg to was 

context. nUI'po,,,",,, at 

.,."'1-""'n .... 11 to. 

concrete 

pf()cedUres or "n1n,,~· ... h are 
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it is to .... " .... u were transrmtted 

were gel[leI1111 

."""v •• " were 

"'Uj'''''-'JU'''''' context. 

more '~"'·<J"'~A was 

not 

context. 

context was a 

some more 

was two 

IS 

is 

to 
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l'n1'11T'"l1 over 

are pvnTI""iO,Pr! 

.~~ .. ~ .. two 

was ,.., .. ,,,.,,,.>,..,t .. 11 

4 I will go on to 
classification and trOl1fTI1r.o 

is 

a., ....... , ... 

• '"' ... "'u,~. must ,.,. ......... ~~'" 

structure 

context. I 

I use term 

are 

were t>el:::ormnil:!; 

were 

even 

uvuvu to 

of voice is an outcome of the entire 1-I"\Jlal":~'l": 
and includes a consideration of the of the V"'Jal":,Vl":' 

''"1 
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to 

IS WJlel:ne:r "', ...... ,"' ... " 

are 

contents IS 

on 

contents 

is is 

a or as 

... an followed a discussion or with no discussion. Where the 

Inclepemlent. these have been classified as and the discussion 

tasks. When the 

have been classified as a 

it can stand as "",,,n"'T.h 

and discussion can 

1999: 

be ''', .... ". ""_'" I 

te2lchers is 

decoded 

5 Cohen (1 describes these differences in tenns of unidimensional and multidimensional where 
the fonner have an task structure and the latter varied materials and more individual 

and varied like Rosenholtz & Rosenholtz (1981), draws attention to the effects of 
of their and that In classes 

are more and consensual. 

1 
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Teacher Total number Total number number 
of of numeracy of tasks 
tasks tasks 

21 16 37 
18 11 29 
7 12 19 
12 7 19 
10 4 14 
12 3 15 
11 7 18 
12 6 18 

103 66 

to res:oelct to 

IS 

was 

or~~anllZElt1Cln were asa 

was 

as to ", ..... '1-.,,,, .. it 

or not or 

Im~relntultI(m on 

are eXt~ml)Jltlea a 
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were two 

was as 

'"''V •. u ...... are 

a mGLlm~m;am;s 

were 

Uniform 

Differentiated 

Differentiated 

Uniform 

Differentiated 

was 

same 

an 
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to seven I"'<lim,,,, .. ,, 

some 

were 

were 

to 

move 

out 

same 

was terms are 

"',,, .... ,, ... ..- & 

Social class context Middle-class context n= 104 Working-class context n=65 

Teacher Fiona Jeanne Anne Kale Palesa Babalwa Nomsa Vonela 
n=19 N=19 n=37 n=29 N=18 N=18 n=15 n=14 

Total homogenous by teacher 15 15 19 19 18 18 11 14 
(79%J (79%) J51%) (66%) {100%) {100%} 173%} {100%J 

Total % " ...... vil:l~ .. vus by class context 65% 94% 

E5 
0:0:; Total .... "'tI ........ 1 1 2 0 0 0 3 0 01111 
.. I'll (5%) (5%) (5%) (0%) (0%) (0%) (20%) (0%) 111-
lilt::: 
11111111 Total % .... "'iI:I .... "'J by class context 4% 5% 
-CII 
U" 0 

Total specialized 3 4 16 10 0 0 1 0 
(16%) (21%) (43%) (34%) (0%) (O%) (7%) (0%) 

Total % specialized by class context 31% 1% 

a nom()l!t~m)Us 

or on one was a 
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seven to 

most was 

across an lnt'POTl'1It'P/1 

mlOalle-(~ta~;s context was trr{:at(~r 

was 

not occur at 

a stronJZ _, .......... '.,..., on COlmt:,etllt!cm 

on 

peJrtormances was common. It aPt)eared 

were 

contexts was 

6 ,.."Yp",-.rv of race is not a focus in this there is an int'>Tf"~tin difference between Rhodes 
learners of different races in the classrooms. At and d .. rmo,,,r 

differentiation would appear to have resulted in the invocation of race as a in evaluation and 
work. there was often reference to 'second , and one found groups of Black 
learners to 'enrichment'. Within in the classroom there was some evidence of division. 
This was different to the case at Rhodes. Here race was seldom evident as a of differentiation. It would 
appear that the very uniform social class location of students acted as a leveller. In the case of 
there was more in terms of student social class race at times became a factor in the ",,,tf'.u.n7',no 

and treatment of students. 

r.' ___ ••• _ •• ,, _____ • ___________________________ _ 
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or 

was 

same content content was 

Total uniform 14 I 11 I 14 I 13 18 I 18 I 15 I 14 
c (74%) (58%) (38%) (45%) (100%) (100%) (100%) (100%) 

1:8 Total % uniform by class context 50% 100% 
"'011 

~~ 
C e Total differentiated 

(2;%) I 8 I 23 I 16 0 I 0 J 0 I 0 
8:! (42%) (62%) (55%) (0%) 

'i5 Total % differentiated by class context 50% 

context was no dItlel"entIatIon n,pn''''''''TI l(~ar:nel~S 

same HUUU.J"-"""""" context 

was no was 

a 

areas were 

was no 

or nll ..... '''r<l'''"' 



Univ
ers

ity
 of

 C
ap

e T
ow

n
Evaluative 
rules 

& 

Hierarchical 
rules 
Discourses 

Content 

Classroom 

1'"0"17';'017 is '"''-' .. ''' ..... ,.,. 

{lllrrereIlce:s were 

External 

is to 

COlrlCe:ntI"atc::o on 

contexts some cases 

in 

Differentiated & uniform 

Communalized I 
& 

was 

content. 

6 IS 
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movement 

COIlte)(t-dlep(mdent me,aDllngs as 

on 

to 

5 is aet~pelnea 

smneglt::s are 

I 

across 

is DOlian~[)nf:a a 

IS Doslt:lonted 

or across 
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"'''''''''YVU are 

across 

to .",~,~,.,." .. ,_ u,hp,th~'r 

as to U71Th""T access to "'1A,,, .... "","u ","n,"Iul!prlnP 

.... "', ..... , ... , or p~"b·nl' YVll .... 'l .. 111C:S:Si1":;C 

to 

or is .. v.,,,,u,,, 

or 

C011ce:pt. to an P"", ... TPMI' .... v ..... " .. 

or are .. '"", .... "."''"' .... as are sJ)()ntanl::':OllS or mUlnmme 
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3 or 

... "' ..... "',,.., to 

lealll1lers were not A .... ,U .. <U un." .. ",...... a COJl!lllltrv'e 

are 

restatement or retlr04:luc:tloin 

...... , ........ " .... '" a 

COlnC€~pt or rPrIPJ::In1p a new COltlCe:pt. 

"P'~""'''''''"'''15 strat,ee;les, were ols;agigre:ga·teo to account 

1.1 ............ ,"'""-. 

was 

an 

The teacher sits at her desk. 
Teacher: Now it is time. Who volunteers to tell their 
Three learners tell stories around a One of the stories is as follows: 
Learner: There was and mom and 

cook then went to a At 
also said he wants to taste the cat)ba,ge. 

went outside to hide behind a 
'iPot '. His father went to ee. Din i 

..... " ... ", .. extracts 

were 
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me'. Nontiliza's mom went to wee. said 'No mama wee on me.' 
ate the the asked. said ate the catlDa.ge' 
who ate the the asked. Nontiliza said ate the callbarge. 
a ran towards the river and in. The said 'Here's a 
him!' The crab said let's make him of the ' Nontiliza was then asked to 
and fetch water from the river. went and filled her bucket with water. Then 
started my 

After the fifth leamer has finished teacher 
Teacher: stand up, your chair in and your mouth. I wish I was an ....... viJ'.;:, 

The whole class then recites in unison the poem, 'I wish I was an , which al/ know wel/. 
recite each line twice and once have finished the teacher asks them to recite poem 
recite it and the teacher then instructs them to recite another well-known verse. do this twice. 

were two 

0.,.:n.,.,"",1:11,...., were not ."" ...... "', ... 

.....n;p ... ...,·,-, no comment on 

uuu"" .. to 

iPl'Ilr"nPr<:! were 

a IV,"'''H''''U''5 -a 

to 

pe<lagOgllC ones. 

a was a common "u ........ ,,,J 

IS 

I Prinsloo & Stein in a 
Dre'-sctIOOI: 'It is also 

will stand them in 
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Teacher: 

Learners: 
Teacher: 
Learners: 
Teacher: 
Learners: 
Teacher: 
Learners: 

Learners: 

Do you agree with him? He says the same as 
are not to talk. Let's talk In summer it is 
It is very hot. 
How is , ......... "' •. '} 
It is very hot. 
How is summer? 
It is very hot. 
How is summer? 
It is hot. 
I am up all those who are and not 

In your mind. 

eXt)9Cltlng those who 

You must talk so that you can 

extent to H"'~"H~5~wasenlreI1CftledlsP"''''PlnT 

two sentences 

was seen 

WOlfKlng-CJ,ass context it was nn"p ... , .. " 

not ne(~eSl~an a Of PfClcelduI a 

text. 

was JeiJlmlers sat 

Im;talI1C(~S were 

on 

was 

resource. or no 

were 
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to an aunual 

extract 

were not 

Teacher: 
Xolisa: 
Teacher: 
Learner: 
Teacher: 
Learner: 
Teacher: 
Ncumisa: 
Teacher: 
Learner: 
Teacher: 
Learners: 
Teacher: 
Nicholas: 
Teacher: 
Learners: 
Teacher: 
Nonthuthuzelo: 
Teacher: 
Learners: 
Teacher: 

or as ..... ,,'''"'' 

res:polnse to I"'''' ...... ''''..., <1:.A11.1l=') 

was on 

were reClUl1rea to ti ... "", .. ih&> 

answers were SDc::ml:ancous. "U.Ui:lIJ.i:lIUUI;{. 

was aD1Darent 

not comment on 

children to eat sweets? 

is it for children to 
So can grow well. 
Now what kinds of food do we have to eat to 
Fruit. 

fruit. And what else? 
Bread. 

bread. What kind of ",~~"", . .l 
Brown bread. 
And what else Nicholas? 

What is veg in Xhosa? 
Imifino. 
Imifino. Nonthuthuzelo? 
Cake. 
Nonthuthuzelo says cake. 

No. 

de~;crl,ption. nor 

deSl::ription to 

what you think. 

our bodies Ncumisa? 

Yes we can eat cake. Little but not more than the ones we mentioned. 

was no or 

151 

same 
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own 

context. It was 

are 

Learners: 
Teacher: 
Continue. 
Learners: 
Teacher: 

Learners: 
Teacher: 
Learner: 
Learners: 
Teacher: 

Learners: 
Teacher: 
Learners: 
Teacher: 
Learners: 
Teacher: 
Learners: 
Teacher: 

were no 

was 

to a 

an not to 

most common .;:;t .. ",tp,CTV 

extract comes 

and leaves. 
These are oak tree leaves. You can never touch them because are 

Featherlike leaves. 
There are leaves from the oak but there is no oak tree here so I can't show 
you. Next one. 

leaves. 
leaves. 
and thin leaves. 

Those like heart. 
It says there are leaves. Now we saw the now let's look at the 
bottom ones. 

It's a tree. 
Peach tree leaves. 
Peach tree leaves. 
Isundu 
We have a lot of these trees around in Harare. When we are to go to a forest 
and see all the kinds of trees and leaves. You will see them. There are many kinds of 
trees. We could talk about them the whole and it's leaves. 

"' ..... '''' .. '''uE .. '''''' was not 

lTPer",,,',, are tm~sentf:a as: 

1 
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own 

context. It was .... ","' ....... a 

are 

Learners: 
Teacher: 
Continue. 
Learners: 
Teacher: 

Learners: 
Teacher: 
Learner: 
Learners: 
Teacher: 

Learners: 
Teacher: 
Learners: 
Teacher: 
Learners: 
Teacher: 
Learners: 
Teacher: 

were no 

was 

an not to 

most common .:>u .... """" 

to a ..... , ... , ..... extract comes 

and leaves. 
These are oak tree leaves. You can never touch them because are ",.i,-I.ri ... " 

Featherlike leaves. 
There are leaves from the oak but there is no oak tree here so I can't show 
you. Next one. 

leaves. 
leaves. 
and thin leaves. 

Those like heart. 
It says there are leaves. Now we saw the now let's look at the 
bottom ones. 

It's a tree. 
Peach tree leaves. 
Peach tree leaves. 
Isundu 
We don't have a lot of these trees around in Harare. When we are to go to a forest 
and see all the kinds of trees and leaves. You will see them. There are many kinds of 
trees. We could talk about them the whole and it's leaves. 

to a ...... " .. ,.,. are nr'>''''1nU'''' as: 



Univ
ers

ity
 of

 C
ap

e T
ow

n

r 

1 

Nominal 

Ritual 

Personal 

Mechanical 

to 

UI:'IUi:1lo!UI~l\j content or ........ ·t"".."t." 

one 

an 

... "",,, "" .. '<> t.> texts 

out a Df()cedu:re 

or conc1eDt:s. 

out a sentence vV.UUllHU:Uj:; 

3 

ren,resent a 

I Ul>:l,\1U14UJI>:lU 

to 

not seen 

I term two 

not ."" ..... UAl ... 

saw 

a COllCetlt. 
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Teacher: 
Learners: 
Teacher: 
Learner: 
Teacher: 
Learners: 
Teacher: 
Learners: 
Teacher: 

to 

.... 1"1111:""'11 to 

a seIllteIllce, 

C01~stltwte a Op'~~'U".~"J~ 

were sejc:::ct€~C1 

a 3 

or 

1"'!;Ilrn",r<;! to text a 

Before we carryon rO<l"",.n,n Can you see the bird? 
Yes. 
And look at the like that in Town? 
No. But that is rl., .. "tr/"""rl 
Ja. And look at page 
No. 

Do we wear clothes like that 

So do you think this is a 
Ves. 
So car on Candi. 

about a 

"'''' .. n''',''''' were 

",r.,.."."n sentences 
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llSlmc:aWlms or eX1PJanal:I0J1S 

Teacher: I need a sentence for startle. 
Learner: 
Teacher: 

Brandon startled me. 
Brandon startled me doesn't tell me what it means. I walked down the passage 
and Brandon came into the room 
Like or scared. 
Yes. 

startled me. you weren't AXI::IAC:tinn 

Learner: 
Teacher: 

(1 'V~'~H ....... O sltral:egleS are str:ategu::s 

states or 

IS Df()OllCea comes 

The teacher takes the learners outside. On a tree outside she out the different of a tree that 
had been inside. She then moves from to learners to describe the 

leaves. do so At the sixth the teacher has the tollowma "n,,"'''.'''''''''' with the learners: 
Teacher: You don't seem to know. How are these leaves? How are 
Learner: are hard and thin. 
Teacher: the next How are these leaves? 
Learner: are soft. 
Teacher: as what? 
The teacher a learner who is m:;II(/f",In a noise. move to the next 
Teacher: How are these? 
Learner: are and 
Teacher: we saw different trees and their leaves. How are different? Aviwe? 
Aviwe: Others are hard and 
Nicholas: Others are 
Michael: Some are short. 
Olwethu: are small. 
Shedrek: Thin. 
Teacher: Others are thick and 

you to write .,nrnothl 

classroom in a line. 

Now we are to class. I'll you a of paper. I want 
about leaves. Put your on your mouth and go back to the 

The learners go back to class and the teacher tells them that she wants them to write a poem about their 
favourite leaf in the of a leaf. She writes a few up on the board. Learners are unclear 
about what to do. Most do not a poem but rather draw and colour in a Jeaf 
and then write the on the board either on the page or over the 

set a as to """"VV';'''' I"'·"'...,'.,....., to a to 
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att(~ml[)t was """rtPlnT QUC~stllon to as 

on 

Jea:mers were not to re(:02n12~e 

..... "' ....... ' .. n't" an 

repres(~nts a 

even not master nor IJv."'''.JA 

was is 

Nominal 

Personal 

1 were 

teach(~r was ·h" .... h.,. 5. 1 
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Mechanical 
Anne o 
Kate o 
Fiona 1 
Jeanne o 
Vonela 2 

It is "'"" ....... 'nT was not a 

"'''''.UU1''. to lealmelrs 

"P"""""'''''''U'6 stnlte~nes were 

across two 

contexts. 

~n"'ri"li7ing strategies Localizing strategies 
Complex Simple Total NOlllllli:ll Personal Ritual Mechanical Total 

Middle- 39 15 54 (930/0) 0 0 3 1 4 (7%) 

class 
context 
IA. 7 3 10 (22%) 10 12 7 6 35 (78%) nUl 1\11 I!;-

Class 
context 

" .. '"'.,"'" ,,,u.,., context as ODIOm;eQ to 

wClrKmg;-class context. 
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W()rKlru!-Clas.s context. 

were eX1Dm;ec.t pr()c.tUlce. was pelrsona.llZiec.t, AU,",'"'',"",",''' 

mllthelTlatlcs as a ""'''J'JA 

U ......... ""V .. is ,''''''''''''411" as was case 

1 

context-

or are or 



Univ
ers

ity
 of

 C
ap

e T
ow

n

lSlanullngs, c.)mpel:en.~es or reatSOlrnnlg U''''UJHU 

are 

nr<>l'h,~p a C01!lc<mt 

Teacher: 

leacnc~r was ''''"'''''''''l''. 

Nnrnc:l:I numerac 
When the arm is on the side we say 
It doesn't matter which hour. One minute. 

The teacher walks around at what learners are 

Jegltmlate texts 

on 

as a 

on your watches show me half 

a 

to 

Teacher: listen. When it's half six for 0"'''",11'\1", the short arm is no at six. It has 
moved a little bit. Show us half two 

goes to the front where there is a clock on the board and shows 
The short arm has moved a little bit from two and the at six. 

Teacher: inniil":::Ij'inn to a Next. 
Learner: five. The short arm has moved a little bit from five and the arm is 

at six. 
Learner: Half four. The short arm has moved a little bit from four and the arm is 

at six. 
Teacher: arm has moved a little bit from four. Take out your maths books. 

learners are <:>f.<llnrl,lnn Some are out books 
Teacher: to draw me two watches that show ... ? 

as to moves 

no 

a was was as 
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Learner: 

Teacher: 
Learners: 
Learner: 

Teacher: 

were 

It was not "'U1''1'\,.,,,,," 

NnmC::li:I numerac 

The time is 
The time is 
The time is 
The time is 
little bit from seven. 

to a ..... ",."VJ... two 

arm is at three and the one is at nine. 
arm is at three and the short one is at six. 

arm is at three and the short one is at six. 
arm is at three and the short one has moved a 

Is she correct when she says that the short one has moved a little bit from seven? 
No Miss. 
The time is 
arm is at three. 

five. The short one has moved a little bit from five and the 

it was one leam€:r 

arm ret'en'ed to, a 

I'm and I've all the numbers here between one and Can 
you double the numbers between one and Because if you can do that you can 
do any Let's start off What's five? 

T shows cards with the numbers on as she goes 
Learners: Ten. 
Teacher: And what's double sixteen? 
Learners: 
Teacher: How did you work that out so 
Learner: Because ten ten to 

ten on to and that's thirty, 
Teacher: 
Learner: 

and six 
then the two. 

six so then I add the 

Teacher: 

Add the two, 
And then I 
Good. "''''''''ncr holds up a card with '20' on it] Who wants to do this one alone? 

Learner: 
Teacher: And this one alone? holds up a card with '12' on it] 
Learner: 
Teacher: I I <:l,,,.,..IMor holds up a card with' 10' on it] Candi. 
Learner: 
Teacher holds up a card with '11' on it 
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Learner: 
Teacher holds up a card with '13' on it 
Teacher: learner What are you 

Learner: 
Teacher: 
Learner: 
Teacher: 

me. Nawaaz do you know? It's a ten 
Three. 
Three. And double ten? 

double three? 

an 

in your head? What is thirteen? Break it up for 
a ... 

to means 

a 

were to 

seem to turn or 

a set 

malthe]natlcaJ Un(lers:tanamjg, a 

were 

to 

a 

ditt{mentlah~s .... '>TU''''',.., two to 

161 
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Learners: 
Teacher: 
Learners: 
Teacher: 
Learners: 

Learners: 
Teacher: 
Learners: 
Teacher: 
Learners: 
Teacher: 
Learners: 
Teacher: 
Learners: 

to it more to 

on 

... aa .... j, .. to extract a lemrners to 

",.v',,,_,'nr,,,,,, how a tree lives and 

How a tree lives and grows. 
What does it 
How a tree lives and 
Umthi it in Xhosa. 
Umthi 

it in how a tree lives and grows. 
How a tree lives and grows. 

se(;onld ~l'f""1'1nnt at an eXJ>laIlatlOn, 

was ,..I~,<",ih 

is rl1t'tpr,,.nt to 

are 

occur as 

a 

It says that ... what does it say 

There are those who are not I don't hear you. How a tree lives and grows. 
How a tree lives and grows. 
I don't hear some. How a tree lives and grows. 
How a tree lives and grows. 
I don't hear you Thondo. How a tree lives and grows. 
How a tree lives and grows. 

1 
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so on. extract was to 

at 

text 

content was or translmttea 

IS 

Procedural 

Mathematical 

Non-mathematical 

teatchers was 

a 

IS 

were .. v' .... n" .. rI to. 



Univ
ers

ity
 of

 C
ap

e T
ow

n

uU'Uy"",-,_,,,,.,,,, context was 

peC:lallZlmg;-plnnClpillnlg s1tralteg;les were common 

context was lOtmrmt:o a 

I-'",j, U"'I-''' not 

access to 

more UPlnPIC'" 

were 

str:ategu;:s were not 

malth(~ml:ltl(:S was 

context W()rKlDl!-CIaS:S context. 
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contexts. 

context 

are 

set 

.............. u .. " .. "lrr<>I· ..... " was 

"o;:,.'nnrno;: were pre:do:m"'_"' __ J .. Y'r.n~~pi1 

,",v, ... u" .. were 

an 

e~.res~daSa~l~eJlm.~ 

1<""'1<"1:;;0 stnateaiels in two 

was 

n" ...... J .. " to 

was not sUJ)Pc)rte:d 

"1J'~"Jau ..... ;,~ I .v'-, ....... ' ... at 
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across a or 

is '"'VJ,J.;:>!, ..... !''"'u. 

an esc)(enc 

IS 

1 

leacm~r a HUU' .. "' ..... 1-' .... , ... ,,';:; .... ,"'.'" as~;enlDl1es was 

or 

are two across 

set 

are pn~se,nte:d 
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2 

3 

4 

5 

Handwritin 
6 Learners write 

words with 'f in 
cursive. 

...,-",,,.,,',, context ..... "' .. '~A 

over 

master a C01GCf:ot. 

Writin 

a 

course 

9 

10 Learners offer words to indicate oral 
differences of the nht,n .. rn .. 

'cow' and 'blow'). the 
words in colurnns and the learners read 
throu h them. 

11 Learners write a sentence and draw a 
for eight words with the 'ow' 

12 Learners copy out the memory 
sentence. 

13 Learners do a 
do with the 

card to 

14 Learners write out the memory 
sentence. 

15 Leamers think of and say as many ow 
words as the are able. 

16 Learners read through the 
sentence, on the phonic 

meaning and 
PUI1Ctluation of the sentence with the 
teacher. 

17 Learners read out and discuss 24 words 
with the 'ow' phoneme in them, and 
then sort them into two columns 
accordi 10 Iheir sound. 

18 Learners write six sentences from the 
ow as in snow column . 

to 

I"''', ...... ,'''..., were 

ten were set 
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Learners listen to the teacher 
read a passage about healthy 
foods. 

2 Learners listen to the teacher 
read a about a 'wishing 
tree'. She about the moral 
of the slo . 

no 

Oral 
questions 

about food. 

4 learners listen to the teacher talk 
about climate. to several 
questions about would 

refer to live. 
5 Teacher-led discussion with learners 

about what products are derived from 
trees 

6 Teacher-led discussion about parts 
and functions of trees 

7 learners tell short folk tales about a 

wn verses 
Teacher-led discussion about trees 
and leaves. Learners name different 
leaves with the teacher 

was 

UH.UU"""·\"J<133 context 1&><lm1'1"1 

I'""nl',,,""'''' across 

Writ in 
10 Learners write four sentences about 

the parts of a tree. 

11 Learners draw a 
write a sentence 
would wish for. 

12 Learners write a poem about a leaf 

or 

a 

were 

., ....... , ... to 

context 
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on own, 

one to next 

were ... v" .. p."'.' ....... 

coheJrel1lCe was 

a same 

... ~,. ... "'. It is .. ",,,p,nT 

a 

to lealmelrs on 

were not seen or 

on one OCICaS:IOllS or to , .. "' ... ..,' .... 

was no eX'[el1l0eO ""TnT:,"n pnonlcs as a set)ar:ate area 

was not Cilscermt)Ie. gerlenlli. le:aIIller:s were 

not to a 

was gelller'atl.::Ci 

WGtrKJlnf!-cI:ass context 

............ ,''''-, •• '''''''' context Ip~1r1'1Pr<:: to 

context it is 

was ...... ,'p ..... "'."" .... , ... 

to ''''''''''''.6 or COll1ce:ptll1aI enlga~~en]ern:. 

171 
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were a to 

not 

on 

a 

were 

enlga~~enlerlt, or, COlOC(:Otl me to 

le:Jlmlers were to 

across ... ."" ........ " .. ,., is 

was gre:at€::r ditlen;:nltia!tion n,p,-",,, .. ,,·,,, l~·"' .. np'r" 

2 The the extensive number of items in the middle-class contexts, across a range of 
groups within the these assemblies in the In number and 

were very similar to that of Fiona's which is shown in full. 

1 
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Leamers shown a new method for division. Use Leamers do the ....... v ..... l:j problems in their notebooks 
method to do 

1 45/7 26 (8 x 3)+ 20 = 
Leamers call out solutions and mark a maths test 27 (190+10)xO= 
from day. Solutions are explained by 
teacher. 

2 78 - (16 +11 +32)::: 28 (100~10= 
3 + (7x6) + (6x3) - 4 
4 (5x5) + (90+10)::: 30 45/5)-9= 
5 (8x9) + (88+11) - 31 44 x 10) + 6 = 
6 91 ::: (10x10) .. 32 115-8)x2= 
7 148 = 239 .. 33 Yo of 323 = 
8 (16-4)x =96 

~ 9 (6x4)-+3= 
Leamers write a mathematics test containing the 
following items 

10 . .210,205, , 37 Yo of 748 ::: 
11 625.650, . . . 38 Write in digits five hundred and ten 
12 -+ 28::: 100 39 Write in digits three hundred and fourteen 

200 - (2 x 12):: 40 Write in digits one hundred and five ... 13 (Yo of 16) + (Yo of 38) ::: N 41 What is the difference between 385 and 511? 
:>. 14 R1-67c ::: 42 What must I add to 156 to get 400? III 
Q 15 3 cups::: ml 43 There are 9 pins in a box. How many in 13 boxes? 

16 (8 X 3) + (8 X 5) :: 44 304/8 :: 
17 (100/4)+20= 45 408-199= 
18 1 Yo hours ::: mins 46 135 x6:: 
19 (Yo of 718) - (1/4 of 408)::: Leamers are. given a si~gle number. In columns.t~ey 
20 256 + (24 x 13)::: are required express value; state whether it is 
21 134 + 289 + 356 ::: or even; the number ..... ~v~;::;;'I:I: the number 
22 (182 x 2) 16 :: ''':-. the 1 0 10 
23 On ~"'h "rl",v 8 friends help the teachers to paint less; 25 to the number; ~~lli~ly the 

the curtain Chartie Chocolate two. The leamers do this for the •. .~ numbers 

work hard and are given 47 75 
to much does one get? 48 38 

49 40 
24 What do the costumes for the concert cost if the 50 36 

Gr. R costumes cost R112. the Gr. 1 costumes 51 52 
cost R154.the Gr.2 costumes cost R68 less than 52 69 
the Gr.1 costumes and the Gr.3 costumes cost -
R187? 

25 The. lig~ting. for the Carousel of Letters will cost 
_Ii~~~~~.for Yebo Africa cost R548. 

What is the ""'. in price? 
Leamers are given the ,u"" .. " '1:/ problems to 
complete: 

53 A trai~ j0!-l~ey takes 4 hours. ~:~oumey ends at 
12 o·cIOck. Atwhat time did it 

54 A mini-bus carries 11 peop'e .. A car carries 5 ,., The church mini-buses. It asks its 

isS 
.y" • .,.,,, .. to cars to take 57 people on an 

~ 
friends share the costs equally, what will each 
person pay? 

56 There are 36 people on a bus. One third of them 
get off. How many people are left on the bus? 

were 

were 

extent 
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; r...." 

on more COl)Ceptulall "'U''''''''''I,,'''5 operatlOltlS, were a 

UAB ..... ,,' ... ,,--....... "'''' "''''''V'JA contexts .... l1rl ....... 

conClep1tswere~~·~~·rl to next. 

COIlcelPt or 

two 

was .... .., .. "' .. or 

'"'V.U"'UJ.QUVU were two 

contexts. 

not cnJ~aJ,!:c 

"'".1'-' .... "" meta-

awareness 

was 

to ul~·n~·,~" paltterns, 

on. 

IS 
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movement 

concern 

or 

to 

u"' ........ ,."'-" .... ,'''' context was a 

worl(l:ng-class C()ntl;:xt. a 

"' ... , .......... '"''U are cOlnSldelred 

was 

IS to 

..... ,t"1-'."....,'" to mt:anml~s v ... "', .... ",""' 

to a 

is uncommonsense V,'"""", .. " It is 

HeITIst,em. 1 

two contexts 

(l 

to more 

tess0I1S was 

rellUI{]tn to 

an 

....., ..... "" .... 3 

a 
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r 

or 

IS a movement 

an extract 

two contexts is pn~:SCIUt:U 

1 

it is 

or 

"""UU,,","'. two exterloe:o C,l'i.lunp~ 

",.u",,,,,_,,, are 

numerac 
Babalwa has selected a word for a numeracy lesson on the basis of a nrSl'_i1I=!tnrmlTlnn theme -
trees, The first of the lesson consists of the of the of the word nrnllllQm QYQ,nni'/r"",n 

in the tnll,nwlnn' 

Teacher: how a tree lives and grows. It says that ... what does it say 
How a tree and grows. What does it 

Learners: How a tree lives and grows. 
Teacher: What does it 
Learners: How a tree lives and grows. 
Teacher: What does it 
Learners: How a tree lives and 
Teacher: Umthi it in Xhosa. 
learners: Umthi 
Teacher: it in how a tree lives and grows. 
Learners: How a tree lives and grows. 
Teacher: There are those who are not I don't hear you. How a tree lives and grows. 
Learners: How a tree lives and grows. 
Teacher: I don't hear some, how a tree lives and grows 
Learners: how a tree lives and grows. 
Teacher: I don't hear you Thondo. How a tree lives and grows. 
And so on. In a similar way the teacher and learners work their way the word 'Pulani has 
about two trees on her farm. Write the number of trees to the nearest hundred'. Later in the 
lesson the teacher introduces the It would appear she 'stumbles' on the not 

it: 
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Teacher: 

Learners: 
Teacher: 

Learner: 
Teacher: 

No. 

You must listen to others before 
is a lot of trees. It's like a whole 

all look the same? 

Yes it's different kinds trees. There are trees C:Oh~="""t'I 
what else did we say trees are 
Like a circle. 

it. a lot of trees. Two 
teacher draws two trees on the 

an 

The writer says that Pulani has all those kinds of trees. fill her farm. Now he 
'Write the numbers of trees to the nearest hundred'. That's the \.I"'~'"LI''''' 

The teacher writes a number - 79 - on the board for learners to calculate the nearest hundred'. When 
learners are unable to solve the the teacher them with a which the learners take 
up in a chant: 
Teacher: I say to you if the number is over then 

if it's over three hundred ... 
Learners: Then it's four if it's over four hundred then it's five hundred. 
The teacher writes up six numbers on the board that the learners call out from the and she asks 
them to write the numbers 'to the nearest hundred'. It becomes clear that the learners are unclear how to 

The teacher asks Xolisa whether a learner is correct in off 114 to and XoIis8 
r.,,,,,..,...,,,,r/,,, that it is incorrect. The teacher then offers the learners a revised rule: 
Teacher: You haven't started I want the nearest hundred. Write. I said to you if it is over 

the nearest it goes to hundred. If it is below it doesn't go to hundred. If it 
is above hundred and it goes to two hundred. If it is below hundred and 

."." ...... o'thir'n then it doesn't go. Do you understand? Same as if it's above two hundred 
If it is two hundred and and above it goes to three 

if it go above two hundred and then it doesn't go to 
three hundred. It remains two ne? Do you understand? We are to 
it tomorrow. 

and the lesson is terminated. Learners do not return to this exercise 
The learners have not the but have 

nrn,l"Il&:>m and the numbers from the board. 

to 

were 

Ibord111at(~d to 

1 



Univ
ers

ity
 of

 C
ap

e T
ow

n

Teacher: 

Learners: 
Teacher: 

Learner: 
Teacher: 

No. 

You must listen to others before 
is a lot of trees. It's like a whole 

all look the 

Yes it's different kinds of trees. There are trees 
what else did we say trees are like? 
Like a circle. 

it. That's a lot of trees. Two 
teacher draws two trees on the 

like an like a And 

The writer says that has all those kinds of trees. fill her farm. Now he says, 
'Write the numbers of trees to the nearest hundred'. That's the 

The teacher writes a number - 79 - on the board for learners to calculate the nearest hundred'. When 
learners are unable to solve the the teacher them with a which the learners take 

in a chant: 
I say to you if the number is over then it's if it's over hundred then it's two 

if it's over three hundred .,. 
Learners: Then it's four if it's over four hundred then five hundred. 
The teacher writes up six numbers on the board that the learners call out from the textbook and she asks 
them to write the numbers 'to the nearest hundred'. It becomes clear that the learners are unclear how to 

The teacher asks Xo/isa whether a learner is correct in off 114 to and Xolisa 
reSDOl70S that it is incorrect. The teacher then offers the learners a revised 
Teacher: You haven't started I want the nearest hundred. Write. I said to you if it is over 

the nearest it goes to hundred. If it is below it doesn't go to hundred. If it 
is above hundred and it to two If it is below hundred and 

then it doesn't go. Do you understand? Same as if it's above two hundred 
If it is two hundred and and above it goes to three 

if it doesn't go above two hundred and then it doesn't go to 
three hundred. It remains two ne? Do you understand? We are to ",,,,n.,,,,,, 
it tomorrow. 

and the lesson is terminated. Learners do not return to this exercise 
The have not the but have 

or on the 
out the word 

nrnn .. :; • ..,., and the numbers from the board. 

to own 

was 

were were not 

to 
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not use at 

nearest hun<1Jrea 

a nec:essary COllce'ptuaJ l'I·~t'\IO'''''T~ to 

attempt to nre!;ent a it was erroneous. 

teac:ner atte:mplted to 

it is 

were rporlPl'II'lPti once 

were not re[1e8tea at 

.... h'''' .... ·'., n~sDom;e was a was 

a means to a conllmmaJ 

Jeamllng were "'V'H~jl"" 

res:ooc:t to 

was not 

.... ;.."'" ... ,"" who have not understood a word nm,Dle.m 
nl'l"l.hlo,rn of the same 

let's make it a 
of 

Urn. But some of these 

Learner: 
Teacher: 

Learner: 
Teacher: take the out of the 

don't have to write more red. 
FOUR MORE are red than green. Now I'm 

therefore? 
The learners offer solutions I'r,,~nrror"l 
who solved the nrnnll''!.m Sj'JcceS~~fl 

the teacher offers the tnll ......... .,.,1'1 

are 

Teacher: Now what is the secret? You first all minus them all. But once 
to add on you first minus the more then what's 

on the mat . 

of sweeties I 
"'1I .. i .... ""t? So 

and some of 

and some of the 
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the four more, now sixteen and you share it, 
divide it and you your Now and 
how much is that. Oh green sorry so this is red and this is green. How much have you 

learners: 
Teacher: Sixteen. Now the four that add to the red ones. That 

you twelve and those are green. 
The teacher then tells the learners to do a that is written on the board - a word of a 
similar to the one The learners sit and solve the on their small white 
boards. 
Teacher: 

learner: 
Teacher: 

Learner: 
Teacher: 
learners: 

Have you it? let's see now. linda. How 

.... '","'-TI\/O You've blue ones and 
How many more blue ones than ones? 

Do you understand? 

Teacher: And what do those two tnru:o.tl"ljOr 

Learner: 
Teacher: But now what is the secret? You first ... 
Teacher & learners: Minus the more. 
Learner: Then divide. 
Teacher: and you it. 
learner: Then divide. 
Teacher: Uh huh. First listen. First you minus. 

with the ones that have the more, "'lrin ... I·'"} 

but you do it the same way, 

extract a 

.... t"' ..... no to 

not 

learner: this is the urn, we are 
Teacher: like your pens. So some of the 

are green but there are 
learner: pens. 
Teacher: so when you take the 'n.orl<l.<:>" 

was no 

blue ones have you 

ones. 

as it is 

teacnc~r went •• u." ........ 

context a 

and some of the 

a 
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Teacher: first of all minus them all. But once to add on 
No you first minus the more then what's minus the four more. now 

Teacher: 
Teacher & Learners: 
Learner: 
Teacher: 
Learner: 
Teacher: 

was an PTTIT"·V1T1 

sixteen so you take your sixteen and you share it, you divide it and you 

was on 

But now what is the You first? 
Minus the more. 
Then divide. 
And ... and you it. 
Then 

a 

Uh huh. First listen. First you minus. then you share and then you 
it with the ones that have the more. 1 .. .1 Now This one. It's 

to be less than but you do it the same way. do this 

""v ........... ' ....... to 

<Il ...... "' ... ,"' are 

a 

vvv·, ....... ",-..."·u,,,, context. 
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accurate correct ",UJu"",,.uauv.u, 

some 

ele:mc:mt, is 

contrast -u<~""'u onenultl<)flS to 

a 

cases, not 

it was at to "" .. ,"' .... u •• 

...v'.uallu or 

it was 

on ."'u ......... JI', 

two are as eX,lmlt)Je:s. are 
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is to 

nature ..... <"" ... "''''lVU is 

was gelller'ate:Q 

1 

IS COllS1!stel1t most 

texts seleCl:eQ across texts 

.................... u to 

text """'0"""" a 

will be of in some of the 
~l!;!!..JJ.!;~!!!LY2.!lL!.!.!S!iLS!J1!!I!.£illill!L!!J.!:L~!l:i.Yilll!!.!.lu!'!!D!...!Yl!Ql!X. Some animals are meant to be 

allow to town areas. 8D!lI!!a!§..tru!U!!St~llliam!!!.t~ 
because it looks after the home when are it 

Im,,,,!"!,,,nt because kill rats and mice and are a nuisance because 
holes in that makes water to the house. Rats also eat mielies. 
A cat is not scared of a snake. When it sees a snake it kills it and then takes it home and with it at home. This 
makes some hate cats. 
Cows, and are farmed in the rural areas, all have their uses. Cows are used for 

1. 
2. 
3. 
4. 

us milk and meat. in rural areas whistle at them as look after them. 
because are also at home. There are also wild that eat snakes . .!::::L~::"':':;~ 

fnll,nwi.nn· a) cows, b) c) 

is a "'f~"Jl.H_"'" 

replre~;en[s a non-

as, reason 
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are 

went 

Learner: 
Learner: 
Teacher: 
Learner: 
Teacher: 

Luleka 
Teacher: 

a 

UUln""e,," are cats uuc:::suons 1 3 not 

not 

to nOimes, 

extract 

you Some say purses, how do 
use In our churches how do use cow fur? 

To make a pam pam filled used when 
It is used to make drums. 
Who's gonna drums for us. 
Can we drums on our 

I want you to with a drum. Who goes to a church 
drums? show us. Stand up and with a drum doesn't 

You remember? Who else show us you 
drums in the church. Take the it's a drum. Use it. 

church song and uses a case as a drum. 
louder. my child you want to make me cry. You've a nice voice Luleka. 

Let's for her. Thank you sisi. 
Luleka returns to her seat. The teacher asks for another learner who wants to with drums. Athini 
volunteers. T asks her to sit next to Luleka. She 
Teacher: louder. 
At first Athini is She but 
Teacher: 
Teacher: let's 

to church. 
who go to church. Some of 

Learner: we don't hit drums in our churches. 
Teacher: On to church songs. You must 

so you can Fur was also used a time 
bodies. 

areas, 

don't go 
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uses. are us meat. areas 

to 

It was not 

to aPJ)fOl!lCn ...... ' .. """'V .. as it 

to 

11U,,,,,,tU\f'I" were not ne4::essaIl1 an 

as att<mdmg 

It is ",v,rI""n1" text oe<:arrle a a 

,"'''1t1n.,'' - was sul)mer~~ed 

a 

access to COllceptu 

cOmr)rehelrlSlOn I-'"~'"''F;''' was to Jearne:rs 

Trunk 
It was a curious trunk. When the The merchant's son 
crouched down the r-h,rnn,"'\J into the on 
and on, and The lower was .... r"' .... It<:1t1 for if it had broken in 

he would have had a fall. 
it descended and he found 

leaves in a and into the next town. 
"",.~r\ll""rl\J goes about clad as he was, in t1r"' .. ''''''nn .• n ..... ''''n 

child in arms. 'Hark Turkish nurse,' the 
town?' 'The dwells 
1. What was so about the trunk? 
2. Who was inside the trunk: a road sweeper; the son of a mJOI,rl'rl'" a space traveller? 
3. What when he the lock? 
4 .... 

text start as to 
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Teacher: 
Learner: 
Teacher: 

Learner: 
Teacher: 
Learner: 
Teacher: 
Learner: 
Teacher: 
Learners: 
Teacher: 

text was a an or a 

reasons 

as was 

fJU,,,'U,,""". lelllrn,ers cOlntr,onltect content 

was on text on 

each of the ten ,..ro' .... nJ""''' ..... '~.I'I ... 

What h<>r'l"Io,,,arl 

The trunk flew. 
The trunk flew. Number four. 
this inside a room. 
I would say, urn, we will never know because 
No. 

were, urn, there was a 

qu,eslIO"'S number 3 and 4. 

how would you know that all 

don't say. 

take her sentence. She started with? 

So you leave off the 'because' and you say there was a ... 

that the trunk flew number six no, five. 

text aot)earect 

context. was to 

was 
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content. 

W()rK:mIZ-C:la~;s context are O'Pl""Y'<lT~'f1 a 
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internal to that context. At the level of the o>u .. " ......... differences in code entail differences in ""'1",no-rntll"" and 
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'I eat them.' 

hn.:>r<>'wnl"" butter " eat them often.' 

Middle­
class 
student 

cheese,butter 

'You can mix them t...".....",th,,,r 

'All meat.' 

'All 

'All stuff that comes in pac:kets. 
You have to take stuff to find 
the food.' 

I-VI~rvl'l'IV use 

Focus: Context­
de endent 
Generalonl'lr.IICIIAl': 

Attributes 

General nri.V"ir,Lc.", 

General nri,y,wlLc.,c:: 

Focus: Context­
inde en dent 
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.l} General 34 
><"0 
QlC 

c8. o G) 

u~ 

~ 
18 36 90% 

III 25 5 13% 
c 4 0 0 0 u 

licit 11 9 

mlIOQJle-(;la~;S sltuQ1ent:s, on 

at one 

2 The middle-class is of two Jess individuals than the Uln,rir'""_,1"1 

class learners were excluded from the The took 
fast from sunrise to sunset. In the food 

Because these two were extreme 
to the other students on the mathematics were excluded from the It seems that the 

task allowed fro the intrusion of a of the learners' 
"t"~n"h, ... to which became The nature of the t1p<l ... nnh,~n" of the two learners was 

also very similar - very detailed of meals. A of 
bacon and to which the learner says: 'You can make a creamy sauce which you can pour over 
the and then you can the meat into small cubes and and add it to the sauce and 
"n<.onptt, to make a delicious meal'. 
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Number and 
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20 

24 
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6 
11 
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Class % 
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Because I eat them often. 
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Te!l:ne~t to SCnOOl is 

tenns 

adrnmlste:re<l to same pl'I1rnf'r<;1 as 

"'''''''"''''''' were 

content areas 

next 

same "' .... "' ...... 

-see 

1. Which number is 113 or 131 

2. Wrile these numbers from smallest 10 
18 8 28 

3. Count forwards in 3s. What number comes next? 
63 66 69 

4. What number is 20 more than 32? 

5. 15 + 17:: 
6. 214 + 12:: 
7. 54 -17::: 

8. 
9. 
10. 
11. 

There are 54 dresses in a Some are sold. There are 17 dresses left. How many dresses were sold? 
Benny has 15 rand. LaU has rand. How much do have t""oth ... n 
Miriam has 6 sweets. She has 9 sweets fewer than How many sweets does have? 
Tessa has 8 balls. If she buys 11 more balls she will the same number as Linda. many balls does Linda 
have? 

7.1 

12. In a hall there are 5 rows of chairs. There are 6 chairs in each row. How chairs are there in the hall ,,It,.,,,,,,I,h ... o'] 

13. There are 3 friends. They must share 7 biscuits How much must friend gel? 
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contexts were 

n.U.''''-'~'':J.''''' context. studellts) was not 

numb'ers so 

more concrete """'UJ''''''''' 

on a Sel)arate "'''U''.l''. on T ... 'u.·..., 

was 

some two 

are 

the number of items in the task administered for the research was it is instructive to compare these results 
to the Western Province's standardised results, which were obtained from each school for 2003. /"\II.1JUlllm 

was drawn from all Grade 3 classes in the school, and the test itself is not Un11TOibleln"ti" 

the results do some indication of the achievement levels of the in the four schools: 

Table 7.11 Results WeED Grade 3 standardised test, 2003 

% of learners en ... ""'." '\:I Rhodes 
at a ... 
Grade 1 level 100% 
Grade 2 level 100% 
Grade 3 level 97,5% 
Grade 4 level 85% 

The table above shows that the 
and a small nr"nnTrion 

the of learners are able to 

Arbor Lwazi Uxolo 

100% 71% 96% 
100% 12"/" 37% 
100% 5% 10% 
80% 0% 0% 

of students in Grade 3 at Lwazi and Uxolo are only np,i'nrm;roo at the Grade I 
at the Grade 3 level and 10% at the At Arbor and Rhodes 
at the Grade 3, and Grade 4 levels. 
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5 Xolisa '''''''"I<,>rwho assisted with the r"""~"'''''n did not show any reaction to these 
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an error 

.... g,U"",,"', It was not 

cases. 

Question 

Which number is 
113 or 131 

2 Write these numbers from smallest to 

8 38 28 
3 Count forwards in 35. What number comes 

next? 
63 66 69 

4 What number is 20 more than 32? 

5 15 + 17 ::: 

6 214 + 12::: 

7 54-17= 

8 There are 54 dresses in a Some are 
sold. There are 17 dresses How many 
dresses were sold? 

9 has 15 rand. Lali has 17 rand. How 
the have tether? 

10 Miriam has 6 sweets. She has 9 sweets 
fewer than Sipho. How many sweets does 
Si ho have? 

11 Tessa has 8 balls. If she 11 more balls 
she will have the same as Linda. 
How man balls does Linda have? 

12 In a hall there are 5 rows of chairs. There 
are 6 chairs in each row. How many chairs 
are there in the hall alt ether? 

13 There are 3 friends. They must share 7 
biscuits How much must each 
friend 

seven non-<:orlte:xtlla 

is not CO]lSli[ler:ea, 

1-''''"",.''', ..... to assess u ... "' ..... 

8 (47%) 

3 (11%) 

(58%) 17 (42%) 13 (76%) 4 

13 (33%) 

4 (10%) 

more Jeall11lers were to '~'''''''J 

most errors were 

most as a were 

to 
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Question 

Which number is 
113 or 131 

2 Write these numbers from smallest to 

11 

12 

28 

are 6 chairs in each row. How many chairs 

are there in the hall ",lttVl".u-... ,r'l 

13 There are 3 friends. They must share 7 

How much must each 

friend 

errors were 

it was ..... llot""<> 

was 

(90%) 4 (10%) 

1 
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0(0%) 11 (100%) 

0(0%) 3 (100%) 

9 5 (36%) 

4 0(0%) 

1 (50%) 1 

1 (6%) 15 (94%) 
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error was to 
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prcltesslonal Ofllent:aticms, or stralteglc 

SCI]o()l context is 
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same 

4 are . I 

come 

naJ'ents can 

was more 

as a 

I The and includes the 
1. class: managers and 
2. class: teachers and nurses 
3. Intennediate class: routine white skilled and 
4. Core class: semi-skilled and unskilled workers 
5. class: fann and domestic workers 
6. 
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to 

8.1: 

Father's Father's 

Grade 3 CWC 
Driver 

Nomsa Std 8 Std8 CWC 
Nursin di loma Doorman 

Babalwa Std8 Std 6 MWC 

Palesa Std 6 Std 6 

Teacher Mother's education Father's education Mother's n,.,."nl'liinn Father's 
occupation 

Anne MBCHB Ulploma in UC UC 
engineering Doctor Manager Siemens 

Kate Matric Bcomm Ie UC 
Secretarial School secretary Financial consultant 

Fiona Matric Beng IC UC 
Secretarial traininQ Secretarial for government EnJl!neer 

Jeanne BA Bcomm UC UC 
Col~e lecturer Business owner 

m()tnier was a Il}(~alCal 

.................. a 

219 
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was 

was 

1 

at 

to 
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was .... "I ........... l".''"' ... , 

"''''" ....... ''' •• ..., •• ''' are SUlnIlllarlse:d 

Teacher Institution Qualification 

Anne 

Kate 
Fiona 

Jeanne 
Yonela 

Nomsa 

Babalwa 

Palesa 

rea 

npOTE'p~ as OPIPClsea 

wClrklmg-CJ,ass context were at 

more 

current '"''''1.''1«''''' 

on 

or near 

offers a of these alternatives in relation to mathematics teacher 
f'ln, .. n."'In<: from the radical to the liberal Vlew. 
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It is to 

it is am)went 

a 

were, 

to 

is 

m~;tal[}C(:s ... " .... ,nt", were aom(!stlc n' ....... Ir""' .. '" some 

it is not uncommon 

to to 

reverse. IS some 
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• ...,,' ... ,,'v.. to a • ..., .... "' ... ..,. 

to 

a 

to 

was on contract 

as an 

seventeen 

was 

was 

as an un~empl('} .. ,,,,.J ..... ,,. an 

manner were 

was "'UJLM""'. was 

n""'pntc;, were delce~lse:d 

n~1"n"r was a 

son 

a 

Itp'I"n<l,h'\"p or SU1DP,leI10elflta,ry sources 

own son 

two 

was 

were 

was " .. " .......... was 

at ""' .......... ' •. 

a 
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""" .... -""1"1 as a a revenue rec,ent:l v run 

severe a common nr()l)llem 

were 

tenns 

new status 

3 
In the conversation that Babalwa has with she her situation: 

Teacher: the way, school finishes at 2 pm we leave at 2 pm. 
XG: But 
Teacher: close at 3:30. 
XG: Can't 
Teacher: don't want the stop and debit orders to take their money. As I told you I in so are most of the 

teachers. R2700 net is taken off. I don't get money at the end ofthe month. 
XG: How do you survive? 
Teacher: Relatives on my side and on my husband's side us food. Some us R 1 00 for But I am 

next month. 
XG: Is your husband not 
Teacher: No. He ran out of work in 1998. He used to be a clerk. He stays at home all this time. I feel the strain. 

Babalwa sells biscuits 
this for her. She 
some students. In 

school time in order to make extra money, or in most cases, recruits learners in her class to do 
of biscuits and then sells the biscuits at a small to other teachers and to 

of the ban that the Minister of Education these kinds of 
business arrangements 

from the school 
had been R23 per 

school hours, it would seem that this is still Babalwa also takes 
food at home. Babalwa reports that for seven months her net 

prooce(lUnes led to deductions from her 
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was not case 

are 

Teacher 
Anne 
Kate 
Fiona 
Jeanne 
Babalwa 
Palesa 
Nomsa 
Yonela 

... ~.~ ...... we see linleanlenlts of 

HIJ'U\JU ... •• ... d'ai:li:l areas. 

middle-class suburb 

white middle-class suburb 
white middle-class suburb 
African and Coloured 

African 
African 
African 

a 

costs 

not 

are 

a 

measures. 
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' ... is work on oneself an effort that presupposes a ... ",..-""\.,,,1 cost ... an 

above all but also of that constructed form libido with all the 

............ , .. v ... and sacrifi-ce that it may entail 

on &>V43 ...,.,.",,,,, case, 

1'1"\, ....... .,."" .... 11,.., context - at as 

(atten(lan(~e at 

two sets 

It is '-'...,"''''.v ..... on tea,chlers 

were 

The volume of the social 

connections he can PHP""VP 

Do:ssessed in his own 

a thus dCJ1len(is on the size of the network of 

mobilize and on the volume of the cultural or 

each of those to whom he is connected 21 ). 

tp!lll'hpT''I were were 

was some 

as a 

some were UDiempl(»)i 

not 
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I COnlSlQler 

contexts 

resoec::t to 

el~mCmSml)S were not VVJUU,UjIO""A" 

as 

ca1te.l2;OrIZ8.tlcms were more 

rp<;lnpl~t to Ie8,mllllg 

came 

a 

I am lnt,PTp·o;:tp·t1 

... " ...... , .. ,",. is to 

two 

or more 



Univ
ers

ity
 of

 C
ap

e T
ow

n

more "'1J' ........ u ......... 

COJnITlenltect on 

context 

Nomsa: 

reIere:nC4;:s to 

stresses aplJrO,pn 

Babalwa: How to read and how to learn in the classroom must behave when you are 
to them so can what are can can 

understand. 

not 

were .. "", ....... 1". comments 

Palesa: You do the the flash cards. 

Nomsa: children learn you know and 
then take that letter with that letter. 

Yonela: The ok if I'm the I'll do I'll teach them how to do this how 
to write this word and then how to announce this how this word is fnrml';t1 

is not to a sy!,{elmalUC 

\A/r.Il.".n or u .......... , ..... ,"' .. . 

res:pons(~s were 

Fiona: Mmmm. I think all learn a little rlifi'or.~ntll\l 
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Anne: 

Anne: 

Anne: 

no say that. You can't 'How do children learn nh"nir>e<?' all 
it t'I,t1t ..... :antllu 

use senses. 

like to write it on 
and then 

I think that's the 

'" and then but not two and two is two and two is two and two is 
you do the same sort of in lots and lots of different ways, urn, and that's 

those who are slower at you a certain 
and it for the tenth time but in a different way, and 

.nn . .,n,,, come and tell did you know!' because were 
..,.:>f1:", .. n themselves You know the brain is a device and 

"'1"1'""1'1,,, the for the brain to make its own "'!:lInl"' .. n 

statement on learnIng, 

own 

And our is so visual that difficult so 
lots and lots of sound 

can all read and 
to do 

head ... 

In ..... "; ......... at the urn, 
what the words look so it's 

"' ..... 1\11 •• "'". without them the word in their 

tealcners were COllcerne:d 

was 
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c011ceptH:ms tocuse:a on 

sta'tenlents on 

comments on pnonlCS lealrtlling 

account 

was more 

was an eillpflaSIS 

no 

a 

on nnpn't!:>tllnn to SCJlm)l 

area resources are 

were 

reasons as to 

reSDOlrlSe to was once more on 

on 

statements 

was to a 

to a cartoon ..... ".", ... ., 

for them. know the 
you we teach 

UH: and which ones 
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Nomsa: 
UH: 
Nomsa: 
UH: 
Nomsa: 

Vonela: 
UH: 
Vonela: 

UH: 
Vonela: 

Vonela: 
UH: 
Vonela: 
UH: 

This one. don't know the cities well .. But to the cities with their 
times when and Christmas 

a ... , so this one will need an j:>YI'I~lr'I~rlnn 
'Even uh uh on in the can write the 

.. "'1" ..... '''',; to lea,IDlers 

I think I can use this one. 
Hm hm. would you use that 
Because have so many can 'U1~""U~'l) about in this 
And how would you structure a task around it? 

can tell me, what see in the you know. Where seen 
before ur, as we have done you know. I see a lot of cars 

can write a about this 

to 

to a 

I can choose this one. 
That one. would you choose? 
The reason I choose this for the for the .. First of all 
look at the here do an invitation. come to my from ",,:lI ............ '" 
1 .. .1 For the ... , ... ,,,t,,,,,,, the way we communicate. 

so this is this "''-'''''''' of my communication activities 

I don't choose this one it's dense. 

too dense. 

Some of them 
some of them 

matter as a reason 

is 

a 
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."' ...... ' .. 5' or bejtwf~en 

was 

a 

...... IJ ...... "'.'" was on 

reason. 

oo::nrn""I'V'll"IV even to 
or you could also 

Like this little person. What 
or the taxi is he 
on their way to a or about 

UH: that's nrr.n .. nlv what you 

Kate: Hm ... or even a poem about the business of the or oo::n'YI""i~h 

extract 

terms 

Kate: 

scene 

Fiona: 

sounds do you think are Or what does it feel like to be here is it a 
You know write about like that. 

to a 

resource 

too little information or ideas of what could ... you could them to 
and decorate it, um ya, but r, I don't think there's 

delDlctmli! a 

now let's have a look these 
and I would go for this one 

year as one you could make 
could talk about the traffic and you could 

to and this is what and how did 
but this one would be a fun one and 

set two 

a 

from a certain 
overcome it and so on, 
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UH: so how woukl you structure the 
Fiona: This one I look at it I would say urn, this one I would n",,'lnlf"'lv 

them into and must what ",n,,,,,,,., .. :, and tell me. And then I 
would now let's some those 
on the and then that's it and let them write. 

POllfltc::C1 out " ....... "'''' was aepell1a(~nt on 

at . oepellos on 

account 

was 

I"' .... hn ..... umolea more to 

as lOVTIu:m. or to resources. 

I WClrKllne:-CI:ass context on 

as 

a 
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to was 

statement 

UH: How do know what to teach in the classroom and what order to it in? 
Yonela: How do I know? 
XG: 
Yonela: . Do know ubuntu. Ubuntu. 
UH: I know ubuntu. 
Yonela: Ubuntu. I know ubuntu. I teach the the school academic the classroom 

academic like so whatever and ubuntu and the children and the customs I 
teach the customs in class. 

I 

JUJ, ........ """·· ... l.~., context were 

statements 

a COlnrrlUnllt 

Jealmelrs on 

to 

on a or 

or 

two contexts. 

was on 

IS 

4 Ubuntu refers to an African and way of life called 'Ubuntu' 
maxim umuntu ngumuntu nJ!£IOa.mu 'a person is a person other persons' <lUI \#UI in II I);; a 
basic and and an prnnh,,,,,,, 
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r 

Anne: 

Palesa: 

Yonela: 

to 

Anne: 

or a leam(~r 

Ja I don't I don't know how to answer that. It's in the nl"~'iIl:lIOol'lt 

it 

it is 

immediate situation the whole time and the reward of 
and at the same time the if don't know what four and five how 
different ways can I it to so that do Because if I show you 
and it work and I show you and it doesn't how What 

a 

So that 

is that in tllOol:lI"hinn 

in fact from the 

Ofllctlce was not A .... ' ..... vu"" .... 

to 

reSPOJISe was 

nr..,.hl"',l"nill: you encounter 

to be a mother to these 
as a teacher you need 
need to accommodate 

.I most are 

of me a teacher is that I've the love for the I've 
n<:l'·''''''','''''' for the children. I can solve some n,...."hl"',l"nill: the children and the 

nrr,hl""I'n.,.,nl\lor for I can with their J'I<:lI'",n:rill: with the And I 
can tell them where to go if their has this nrnnl&l!,m 

.., .............. ., were more 

P!:n"nP1M1 were seen as ,-\.Il"U,lll<. 

n."r .. ,nTl.Ul is that I'm 
is he not 

across to this little So I 

a iea,rm:r UJ'n.",,'" 

am I? I don't mean but is 
I've to look 

I didn't do it in front of and his 
I said see 

welled with 
I'm not cross, we need to understand each other. 
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comment 

Palesa: 

Kate: 

it 

to un(ien;tarLd 

extreme was 

Thando hasn't 

is. 

• ... we to a ..... , ..... U'I'1"I 

care or concern. It ----.-,--.1 

it is trall1Snl1l 

over 

r"'I::ll"nmn them. As understand them 
children. At least listen to you and can be 

school children who'll you with a gun. 

on 

contrast to 

........ t"' .. ' • ., was 

It's also a school where 
more of a, not an open 

are allowed to more themselves. Where 
but a school where the child is 

think more and allowed to think a lot more. Um ... as ODlom;ea 

not 

boxed into 'this is the three class and this is what , um ... 

tr"" 1TI 11 1"1.0" is 

are an 
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it is 

Ior'egeJIllg Ul.,"' .... .,'31VU we seen a 

............. J''''-''''''' .. ,'' context we see a ",h-", ... ll' .... "' • .,"'0£ ... ' .... .,''"' .. 

converse was true 

• .r"I1"'",. secltlon I tum to 

.",.uuvu to 

"" .. ",u'U'''' I want to 

..... '", ...... '-'u'"', are 

an 

to a ..... ""' ... ,,,,."' ... 

set 

enormous across a 
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across 

cannot 

tenns 

to n" ....... '''1''.,,,,, 

as 

was non-

in 

Teacher 8abalwa Palesa Yonela Nomsa Fiona Jeanne Anne Kate 
Total available n=927 n = 931 N=835 n = 915 n = 1021 n == 910 n =960 n=92O 
time in minutes· 

Literacy 1" lang 268 (29%) 284 333 400 302(29%) 286 399 282 

E 130%) 139%) 143%) 131%) 143%) (31%) 
:I Numeracy 171 (18%) 237 170 199 172 (17%) 143 188 152 

1"5 (25%) (20%) (22%) (16%) l20%) (17%) u 
'E Lifeskills 77 61 58 32 20 33 38 10 

~G Literacy 2"" 157 216 135 83 78 81 46 57 

~"i 
lang 

J ~ Literacy 3rd 32 60 
lang C .2 Homework 20 25 10 27 

·:., •. 7 .. • .. • .. 66 60 30 30 

I 

1 Library 15 30 25 
E Computers 52 62 

~ :I 
Art 58 60 60 "5 

~ IU ~ Music 60 30 60 ...... RE 60 
_ ... 

I = G Drama. concert 180 150 

Totalped % 73% 86% 83% 78% 97% 96% 96% 97% 
Teacher absent 254 133 139 197 33 35 39 31 
from class (no 
work on 

!I cell phone, 

1:1 learners . praying, c: 
0 cleaning, 
Z waiting. 
Total • .., •• -,..~_ 0/0 27% 14% 17% 22% 3% 4% 4% 3% 

>I< This does not include breaks and as""'1I101111;;", as the occurrence of these was inconsistent across schools (1 
one teacher in Rhodes was observed on a short much shorter than that of the other 
,..,,,,,, .. ,r" and not all teachers were observed on "<>c'",,,,,hi 

a was 

amount 

no set. 
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amount 

to 

to 

on COl'1l1r.IOn 

extent to 

out 

most iJ"""'ClI:;vl:;.t", 

1"'<>","1,nO' areas 

1;"'.""-"'''', as we saw 

or covenant 

is 

case 

was a strc)IU'! spc:::Clalllz:atlC)D 

amount ""'J.IV'JI" was not 

was aW:>eatea to 

aPl>ea:rs to more 

is it 

or 

"" .... , .. " .. to 

n.HVU'~" were eXlom;ed to a extra-

or 

one 
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no extra cumCUlaI ",.,..!rn1',1: .. ·" were U ... AU"''''''' 

urKinelIn, 1 

was eVlOc::nc:eo 

or 

no nPnr,(1<;! or to .. u ....... to 

matters or to 

comments 

Babalwa: 

Babalwa: 

were 

response:s to .. "'~"."' .. , was eVIOeltlCe:o 

,,"'.' ....... a pu ........ c nlee:tInLI! 

The has not because Ma'am 
must set the date. I can't tell her to set the date because I can't tell 

was a 

The teachers have nonsenses. 
difficult to manage these 

tealCfliers were 

comrnunalor 

was 

" .. JJV\J. nlarla~teI1neltlt team. 

do not want to do their work 1 ... 1. It is 
know. are not The school 

institution is like a firm but in a firm UC'uu,,,,,, 
team we have to stick Otherwise 

educated there. As a 
end up with no ....... 'n1".,..,<>1 

School. We can't let 

5 At Uxolo, Nomsa indicates a dimension to this role allocation. In response to a 
nT"""''',''( had any interaction with her around her classroom 
difficult for them to know, it's difficult for them to know what's 

ur, men sometimes 
let the ladies do'. 
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at were not 

maLnagelnelnt was not as 

at 

pnncIPal at 

Kate: not like I to him the and I 
But then when I do see the 
don't like he's on the headmaster level 

same 

Anne: and then second week we also have a 
yes and he's a person you can, - I "' .... 1"" ...... ''''11;; 
about or about school, .. ", ...... ",. 

comment were cases 

were a source 

scn.OOJ on a pelrsonal 

tenns 

Kate: So I think that there should have been or there needs to be more of a "'t .. ,,. ...... ,,"" .. 

of you know a staff and we work as a team even 
like this person, or whatever. There still needs to be a 

norm of how you act with others. 

j.I""'UU.'jO:, to a an .,'t~", ... t,,,,,, GmnerlSlcm to WClfKllng 

as 

at centre 

Anne: I talk a lot with and Heather I don't socialise with 
urn, if I do then urn. And the 

on well. And some of the new this 
lots in common as far as and that sort of this is 

at 
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were as 

were more 

SCl11001S is aS~;OclateQ 

over 

to pnUllUUc - a 

I at two at 

over 

7 and Mattson in their which associates certain schools with fonns 
out that most schools in South Africa could not be into either side of the ihr,ho1rnrrlV 

<ii<:"I",<,p'TlPlnt - which sits between tradition and .... "fi", ...... tw 

valid in the 

difference. 
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meetnlgS was t:Xllt:I],Sn!t: not 

to 

I was not 

not 

contents 

Yonela: 

Teacher: 
XG: 
Teacher: 

elopment was 

Of()o()se:a new 

was 

to 

at scrlOOls as none were 

term at to 

were to to 

Sometimes I but it takes three to four minutes. I decide what I am 
animal noises or animal homes and then I look the textbook on other 

was 

was 

I was 

on animals. Other times I prepare corrections for the next in notebook and 
then we do it on the and then do it in their spare time. 

comment on pnUUJ'U'j!';, two was 

for this term. We will have a on 
is not in the 

I'm but our theme will be on trees. 
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some own content 

to no te:XIO()Ol<::S were seen to 

I 

mt~elm~~s were 

terms 

even 

was 

over 

at 

contrast 

were no 

or 

meet 

to 

a 

an 
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plamnmg was not a a 

was a more C01[flplex 

p ........... o t()rnlun.J?; a core 

I vv,'" ...... at I 

was ... ~, ... u,.u 

w()rJ(:Inl[!-(:la:ss context were ones 

a 

a access to 

were 

a conollumaJ 

an 
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an eXI:lmlnatlon ....... ,~ ....... '" it emlen~ea 

was an empmlSls 

lea.m€!r was more 

Social School context 
class of of student 
teacher voice 

Instructional Class Division Forms of 
context of labour 

C' Positional C- Mechanical Horizontal Weak 

~ ~ 

Middle- C Personal C Middle- Vertical 
class class ~ ~ 

structure our 

to act as an or 

is an ah:gmnell1t .... "' ... ,,""'''' ..... 

contexts 

an 
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a comment can tea.cnc:::r as a 

we seen to 

onlenlm:l0I1S to ...... , ... UJI111<. 

are 

to as a 
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to 

9: u 

cnalPter I I nre!;ent 

or more COlrltext-Oe1)enloelnt 

contexts. 

was 

was 

two 

to 

more 
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The sample for the study was {;onstructed specifK;ally to work out the relation between social 

class, pedagogy and the reprodoction of difference. I sought to capture the extreme ends of 

the social class continuum in terms of the configuration of school-community-teacher­

leamer. The sample of eight teachers comprised four teachers from working-class 

backgrounds, teaching learners in a lower working-class context who came from poor homes, 

and four teachers of middle-class backgrounds teaching middle-class students in a middle­

class setting. In the next section I discuss the analyses in more detail. 

9.2.1 Pedagogic modalities 

The first part of the analysis involved a characterization of the teachers' pedagogic practice. 

In looking at pedagogic modalities I focused on the potential for the specialization of 

learners' voice with respect to the reproduction of school knowledge. I was interested in the 

relation between the local and the general in the pedagogy, the concrete and the abstract, and, 

especially, everyday and school knowledge. My interest was in the prioritizing of elaborated 

(context-independent) or restricted (context-dependent) meanings in the classroom. In order 

to analyze the potential specialization of voice of learners in these terms, I characterized three 

dimensions of the pedagogy. In this way two pedagogic modalities for the two social class 

contexts were identified: a horizontal modality in the working-class context and a vertical 

modality in the middle-class context. 

The first dimension of the modality was the classification and framing of pedagogic 

discourse. This took account of the instructional and regulative aspects of the practice, as wen 

as the instructional form. The latter considered issues of differentiation and individualizing. 

On the basis of this analysis I assigned values for each of the teachers, and then the social 

class school settings, for the classification of discourses, agents and spaces, and the framing 

over the sequence, selection, pacing and evaluation criteria. Thus the organizational and 

interactional dimensions of the pedagogy were mapped. In this way I considered the relay of 

the transmission, the structure of the pedagogic discourse. 

I then focused more closely on what was relayed. I looked at the way in which knowledge 

was distributed in the classroom and to what domain that knowledge referred - the public 

domain or esoteric domain. I analyzed the instructional strategies contained in each of the 

mathematics and literacy tasks in all the classrooms, and determined whether they 
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represented localizing or specializing strategies. I considered the rules for combination of 

pedagogic assemblies by looking at whether they represented fragmenting or generalizing 

strategies; in other words, whether the pedagogic assemblies were generated by a public 

domain or esoteric domain message. In the rules for selection I looked in more detail at the 

classification of discourses, between everyday knowledge and school knowledge, in order to 

establish what informed the selection of knowledge in different classrooms. 

By establishing the two modalities I was able to show how, in the working-class context, 

there was a weak potential for the specialization of learners' voice with respect to the 

reproduction of school knowledge. The teacher facilitated the circulation of local, context­

dependent meanings in the classroom, with little reference to the esoteric domain. In the 

middle-class context learners were subject to strongly classified knowledge and to a 

systematic rehearsal of context-independent meanings in the form of concepts and operations 

that referred explicitly to the specialized domain of school mathematics and school literacy 

learning. Two modalities - a horizontal modality in the working-class context and a vertical 

modality in the middle-class context - were identified. 

Table 9.1: AnalYSis summary: pedagogiC modalities 

School location 

Student social class 
back round 

Middle-class context 

Middle class, affluent 

Middle class 

9.2.2 Specialization of student voice with respect to the school code 

Working-class 

Working class, poor 

Working -class 

In the second stage of the analysis I was interested in the extent to which learners' voices had 

been specialized. I analyzed this through two tasks: an experiment designed to elicit 

categorization principles from learners, and a task focused on examining the acquisition of 

recognition and realization rules in mathematics and learners' deployment of localizing and 

specializing strategies. In this way I was able to discern the coding orientation of the learners 

in the two contexts, and ascertain the actual specialization of the students' voice with respect 

to the school code. 
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In the middle-class context students were able to recognize and realize context-independent 

meanings, or an elaborated coding orientation, and had mastered the recognition and 

realization rules for Grade 3 mathematics. The working-class students deployed, almost 

exclusively, a restricted orientation, and in mathematics they had not mastered the 

recognition and realization rules. 

On the basis of this analysis I concluded that, in the working-class context, students' voice is 

more weakly specialized with respect to the school code, and in the middle-class context a 

strong specialization of voice was apparent. The bracketed C and F values shown in the table 

below are derived from the analysis of the classification of agents and framing of the 

hierarchical rules in the preceding analysis of pedagogy (Section 5.3.2). 

Table 9.2: Analysis summary: specialization of student voice 

School location Middle-class context Working-class 

Student social class Middle class, affluent Working class, poor 
back round 
Teacher social class Middle class Working class 
back round 

Pedagogic modality Vertical modality Horizontal modality 

The macro-relay in the reproduction of social c1ass differences through pedagogy was thus 

described, and the relationship between social class, pedagogy and the specialization of voice 

was established. 

9.2.3 Teacher positioning: social class and professional dispositions 

Teachers' social class and education 

The analysis in the second part of the thesis considered the teachers' social class positioning 

and strategic dispositions, and suggested a way of understanding the processes described in 

the foregoing analysis. In this part of the analysis I looked at the social class background of 

the eight teachers, primarily in terms of their parental education and occupation levels. The 

teachers in the middle-class setting all had middle-class upbringings, and the teachers in the 

254 



Univ
ers

ity
 of

 C
ap

e T
ow

n

working-class setting came from working-class backgrounds. I derived a categorization of the 

teachers' current social class position through a consideration of the material and social 

conditions of their lives. I looked at their family structure, dependents and the disbursement 

oftheir salaries. I also looked at the geographical location of the teachers and considered their 

social and cultural capital. 

I concluded that, whereas the teachers in the middle-class context appear to be 

unambiguously middle class, the teachers in the working-class context represent a more 

hybrid social class position, between the middle class and working class. Although the 

lineaments of social class mobility are evident in the education and occupation of the teachers 

in the working class context, their material and social conditions point to an ambivalence in 

social class location. 

A consideration of the teachers' educational levels and their formal qualifications showed 

that, whilst the working-class teachers had more qualifications than the middle-class teachers, 

the educational experience of all the teachers had been stratified along racial lines established 

under apartheid, with the associated differences in quality and type of education. The teachers 

in the working-class setting received their education mainly in institutions located within or 

near working-class communities, historically established to serve the Black working class, 

and the middle-class teachers were schooled and trained in former White institutions located 

in middle-class geographical locations. Nonetheless, all the teachers had undergone some 

specialized training with respect to teaching, and all were formally qualified to teach. 

Table 9.3: Analysis summary: teacher positioning 

School location Middle-class context Working-class 

Middle class Working class 

Strategic dispositions 

In the next part of the analysis I examined what kinds of professional or strategic dispositions 

were associated with the middle-class and hybrid-class teachers, and whether there was 
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divergence amongst the groupings. I examined these dispositions in terms of the instructional 

and regulative dimensions of pedagogic discourse, usually applied to a description of 

pedagogic practice, but used here to classify dispositional states. I examined the instructional 

dimension in terms of the classification of learning and the classification of instructional 

knowledge, and was then in a position to say something about the teachers' strategic 

dispositions. I proceeded to look at the regulative dimension by analyzing the teachers' 

construction of the framing of the relation teacher-student and the different moral 

imperatives expressed by the teachers. 

I also considered the classification of the student - i.e. the extent to which the teacher 

specialized the identity 'student' (as opposed to 'child'). I found a difference in the way in 

which the teachers classified the instructional aspects of their practice, and a difference in the 

framing of the relation teacher-student. In the middle-class context there was a strong 

classification of the instructional and of agents, and a weaker framing of the hierarchical 

rules, i.e. the social relation between teachers and students. The converse was true in the 

working-class setting, where the instructional was more weakly classified, pedagogic 

identities were more weakly classified, and the relation teacher-student was more strongly 

framed. I suggested that, although all the teachers had undergone a form of specialization 

with respect to teaching, their strategic dispositions were very different, and these aligned 

with the teachers' different social class positions. 

Table 9.4: Analysis summary: teachers' professional dispositions 

School location Middle-class context Working-class 

Teacher social class Middle class Working class 
back round 
Teacher social class Middle class Hybrid class 

Qualified Qualified 

Strateg,fc position 

Social bases of the school 

Having analyzed the teachers' professional dispositions I focused on the school context, 

specifically on the division of labour and the forms of solidarity. Here I was interested in the 

social bases of teachers' work. I looked further at the external framing of the teachers' work 
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Table 9.6: Analysis summary 

School location Middle-class context Working-class 

Student social class Middle class, affluent Working class, poor 
background 

Teacher social class Middle class Working class 
background 

Pedagogic modality Vertical modality Horizontal modality 

Specialization of student 
voice Strong (C++; F) Weak (C-; F+) 

Teacher social class Middle class Hybrid class 
positioning 

Strategic disposition Instructional C C· 
Regulative C-.c; F Co; F+ 

Social bases of the Division of labour Complex Simple 
school Forms of solidaritv Orqanic Mechanical 

External framing Fe F
A

-

The table is discussed below in relation to the study's findings. 

9.3 Findings 

9.3.1 The reproduction of social class differences through pedagogy 

The reproduction of social class differences with respect to orientations to meaning is the 

central interest of the thesis. In order to address this interest I initially needed to establish how 

the pedagogy differed, and I posed two questions. 

• How is the pedagogy in different classrooms structured differently? 

• What strategies are deployed by the teacher in the distribution of knowledge in the 

classroom? 

The first question was addressed through a consideration of the classification and framing of 

the pedagogic discourse in the classrooms in the different social class school -contexts, and an 

analysis of the instructional form. The differences between the contexts along these 

dimensions were significant, in particular in relation to framing over the pacing of the 
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instructional knowledge, the transmission of the evaluative rules and the classification of 

agents and discourses. In the working-class school context there was very strong framing 

over pacing, and learners were given no control over the rate of expected acquisition. This 

was often evident when the learners, having finished the set task, had to sit and wait for 

extended periods of time. Pacing in the middle-class context was weaker, and differential 

pacing of students was managed largely through the setting of paranel tasks. Teachers 

responded to student interjections and errors and adjusted the pace accordingly. 

In the working-class context, framing over the evaluative rules was extremely weak, and at 

times the transmission of evaluative criteria seemed to be absent. This weak framing was 

coupled with very weak classification of the relation between everyday knowledge and 

school knowledge. The converse was the case in the middle-class classroom, with strong 

framing over the evaluative criteria and strong classification of discourse with respect to 

everyday and school knowledge. 

In addition, a weak classification of students and strong framing over the hierarchical rules 

was found in the working-class context, where positional and imperative control relations 

predominated in the pedagogy. In the middle-class context positional and personal relations 

were found, and there was a strong classification of agents. The pedagogy in the middle-class 

context differentiated between different students with respect to ability, and different contents 

were made available to different students. In the working-class context there was an 

homogenizing of the class in terms of instructional form: an learners worked on the same 

tasks, and groups within the class were very rarely differentiated. 

This analysis spelt out the structural aspects of the pedagogy - it elucidated the relay in the 

reproduction of meanings in the classroom. A more elaborated coding orientation was 

suggested in the middle-class context, and a more restricted orientation was suggested by the 

characterization in the working-class context. In order to investigate the transmission of 

context-independent and context-dependent meanings, and to address the second question 

posed above, I also needed to consider what was relayed. I, therefore, examined the strategies 

deployed by the teacher in the classroom, and the nature of the knowledge transmitted. 

Drawing on Dowling's (1998) concepts of domains and strategies, the analysis found 

significant differences in the distributing strategies deployed in the transmission. In the 
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working-class context there was a predominance of localizing strategies, where students 

engaged with knowledge that was familiar, everyday and non-specialized with respect to 

school knowledge. In the middle-class context the predominant strategy in the pedagogy was 

that of specializing, where students had extensive opportunity to engage with, and practice, 

specialized understandings, operations and concepts of Grade 3 literacy and numeracy. 

Considering the development of the pedagogy across three days showed that, in the middle­

class context, the pedagogic assemblies were generated by esoteric domain principles, thus 

fore grounding the conceptual aspects of learning. Conversely, in the working-class context, 

the pedagogy was constructed by a public domain logic, and what connected tasks was the 

elaboration of a theme, rather than the rehearsal of particular concepts. Finally, in the rules 

for selection it was found that, in the working-class context, school knowledge was obscured 

by a focus on everyday knowledge, and in the middle-class context everyday knowledge was 

subordinated to school knowledge, and in some cases dispensed with. 

In addressing these first two questions I identified two different pedagogic modalities which 

describe the fonns of pedagogy found in the middle-class and working-class contexts. These 

modalities refer both to the relay of instructional knowledge, examined through the 

classification and framing of pedagogic practice, and what is relayed, identified through the 

strategies which distribute particular messages within the classrooms. In the working class a 

horizontal modality was identified, and in the middle-class context a vertical modality was 

defined. 

My interest in considering these different modalities was in the process whereby learners 

acquire an elaborated or school code, or the extent to which their voice is potentially 

specialized with respect to school knowledge. I found that, through different pedagogic 

modalities, voice is potentially differently specialized in the two different social class 

contexts, and I argue that, with respect to school knowledge and orientations to meaning, 

these modalities function to reproduce social class differences between learners in the 

different contexts. In the middle-class context teachers made available a more elaborated 

orientation. In the working-class context a weak potential for the specialization of learners' 

voice with respect to school knowledge was found. 
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9.3.2 The specialization of students voice with respect to the school code 

What I described in the analysis of the pedagogic modalities was the potential for the 

specializing of the students' voice. Two specific questions sought to ascertain what it was 

that the learners had in fact acquired, and in this way considered the students' actual 

specialization of voice with respect to the school code. 

• What are the dominant coding orientations (elaborated or restricted) displayed by 

students in the different classrooms? 

• What strategies and competencies do students display in relation to Grade 3 

mathematics learning? 

The questions were addressed through the analysis of the sorting task and the mathematical 

task. Again, significant differences in the two social class contexts were found. In the middle­

class context students were able to recognize and realize context-independent meanings, or an 

elaborated coding orientation. On the other hand the working-class students, in general, 

operated solely with context-dependent meanings, a more restricted orientation. 

In relation to the question of strategies, through the mathematics task I showed that the 

students in the middle-class context had mastered the recognition and realization rules for 

Grade 3 mathematics, and had developed a repertoire of specializing strategies for the solving 

of mathematical problems. In mathematics the working-class children had not mastered the 

recognition and realization rules for Grade 3 mathematics, and mostly deployed rudimentary, 

concrete methods, or localizing strategies, in attempts to solve problems. 

On the basis of this analysis I concluded that, in the working-class context, students' voice is 

more weakly specialized with respect to the school code, and in the middle-class context 

there is a strong specialization of students' voice. Below I relate the findings of the analysis 

of pedagogic modalities to that of the specialization of student voice. 

Bernstein's theory of social reproduction focuses on the home-school relation, realized and 

embodied in the learner. It posits that, in working-class families, positional relations 

predominate, and that these give rise to restricted orientations to meaning, that is, a weak 
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specialization of meaning. In middle-class families, personal relations facilitate the 

development of elaborated orientations which are congruent with the types of context­

independent thinking required for success in school. In this thesis these orientations to 

meaning were taken to be the crucial background variable associated with social class, which 

makes a difference to children's schooling experience. 

Through the pedagogic modalities described, the potential for the amplification of the coding 

orientation the learners probably bring from the home becomes evident. It is clear that, in the 

working-class context, the school has done little to interrupt the restricted code, and the 

horizontal modality possibly amplifies a restricted coding orientation. In the middle-class 

context we see that the pedagogic modality is reliant upon, or supportive of, an elaborated 

code; the vertical modality in the middle-class schools reproduces the codes that students 

probably bring to the classroom. 

To clarify, I am not claiming that the particular orientations found amongst the students are 

necessarily derived from the schooling experiences of the learners; they most likely come 

from the home. In the case of mathematics learning we can be reasonably sure that the 

deployment of localizing and specializing strategies are a direct outcome of the pedagogy. 

The crucial interest is around the potential for the interruption and amplification of the coding 

orientations of the learners. 

The literature on social class and the home-school interface emphasizes the challenge for 

working-class children to access the culture (Bourdieu, 1975; Lareau, 2000), language 

(Heath, 1985) and code (Bernstein, 1975) of the school. In the case presented here we see 

how the mismatch between the home and the school is in fact potentially reduced by the 

teachers in the working-class context who make available local, community meanings with 

which the learners are probably generally familiar. This is speCUlative, for we can't be sure 

what meanings are privileged in the home, short of going there. Nonetheless, it is clear from 

the analysis that the pedagogy in the working-class context does little to specialize the 

learners' voice with respect to the reproduction of school knowledge. 
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9.3.3 Teachers as a sub-relay in the reproduction of social class differences 
through pedagogy 

The second main interest of the thesis was in teachers and how they contribute to the dynamic 

of the reproduction of difference described above. In other words, I sought to uncover why 

there were differences in the pedagogic modalities and student outcomes in the different 

social class contexts. In an exploratory way, I linked this to the social class background of the 

teachers, the social bases of the schools and the teachers strategic dispositions. Three 

questions were posed in relation to this interest. 

,. What is the social class positioning of teachers in the different social class contexts? 

., What differences are there in teachers' professional dispositions in the different social 

class context? 

., What are the differences in the social bases ofthe school? 

I established that the teachers occupied different social class positions, which I termed middle 

class and 'hybrid class'. I then went on to consider differences in the teachers' strategic 

dispositions, and I found differences in the orientations of the teachers towards learners, 

learning and knowledge. 

Despite quantitatively equivalent training (albeit in stratified institutions), the teachers exhibit 

very different strategic dispositions. In the working-class context these are more localized, 

communalized and less inclined towards strongly classified knowledge and agents. Here the 

student is first a child and then a learner. In the middle class context teachers' dispositions 

reflect a strong classification of knowledge, of learning and of the pedagogic subject; the 

student is first a learner and then a child. These different dispositions are filtered through 

different forms of solidarity found in the schools. 

In the table below the structural similarity between the teachers' strategic orientations and the 

specialization of learners' voice in the two social class contexts emerges: 
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Table 9.7: Teachers' dispositions and the specialization of learners' voice 

School location Middle-class context Working-class context 

Teachers' strategic 
orientation C+;F C'; F+ 

Specialization of 
student voice Strong {C++ ; F) Weak (C- ; F+) 

Earlier I stated that whether teachers do or do not transmit an elaborated code, and whether 

learners do or do not acquire this code, is at the heart of the thesis. Although still tentative, 

the matrix above is perhaps the clearest indication of the teachers' role in the reproduction of 

social class differences through the pedagogy. I show how a weaker specialization of 

teachers' strategic orientations aligns with a weak specialization of learners' voice, and vice 

versa. 

Centrally, the concepts of classification and framing (Bernstein, 1975; 1990; 2000), and the 

concepts of domains and strategies (Dowling, 1998), allowed for the investigation of the 

transmission and acquisition of the school code. I showed that the hybrid-class teachers do 

not transmit context-dependent meanings in the classroom, and an elaborated code does not 

appear to be acquired by students. The middle-class teachers transmit predominantly 'Context­

independent meanings in the classroom, and students in this context recognized and realized 

elaborated orientations and the specialized knowledge of Grade 3 mathematics and literacy. 

9.3.4 The relation between teachers' social class and pedagogy 

I tentatively suggest in the thesis that class does make a difference, not only for learners' 

performance in school, but also for teachers. I have shown how, in the classroom, the 

teachers in the working-class context deploy what could be described as approximating a 

restricted code - meanings are concrete and context-dependent, knowledge is close, local, 

familiar, and fragmented (horizontal modality). In the middle-class context teachers make 

available knowledge and opportunities for learning that approximate a more elaborated code, 

where meanings in the classroom are more context-independent (a vertical modality). But 

how is social class related to the pedagogic modalities defined here? 
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The teachers in the two schooling contexts are confronted by learners who enter their 

classrooms with very different coding orientations. In the middle-class context, the majority 

of learners bring from the home an elaborated coding orientation. This orientation is 

consistent with that privileged by schooling; i.e. the acquisition of context-independent ways 

of organizing experience. The middle-class teachers, in constructing their pedagogy, are able 

to rely on the students' domestic acquisition of the school code, and this supports a particular 

pedagogic modality, which I have called vertical. In the case where a student potentially does 

not have access to the code, the individualizing and differentiating processes that inhere in 

this pedagogic modality open up the space for the teachers to do 'repair' work. The teachers 

in the middle-class context, if they have not entirely mastered the code themselves, or what 

its transmission entails, will be regulated, at least in a procedural way, through the strong 

external framing of the pedagogic practice in the school. 

In the working-class context the teachers encounter learners who make meaning and 

negotiate experience according to a restricted coding orientation. They are confronted with a 

very different pedagogic sanction. They are required to 'teach' an elaborated coding to the 

learners, but they don't. Instead, the analysis shows how the teachers are, in a sense, 'pulled 

back' into a restricted code and construct their practice along the lines of the horizontal 

pedagogy defined in the analysis. In tum, the social organization of the school would appear 

to contribute to the absence ofa systematic programme for the specializing of learners' voice 

with respect to the reproduction of knowledge in its weak external framing and simple 

division of labour. 

But the crucial point that I want to make here is that the social class background of the 

teachers, in interaction with learners ofthe same class background (i.e. working class), results 

in the prevalence of localizing strategies in their classrooms, the privileging of a horizontal 

pedagogic modality. This is not to say that the working-class teachers, in another context and 

given a different set of circumstances and learners, with different social competences, would 

deploy a different pedagogic practice. I am not able to offer any argument about that in this 

thesis. What is clear is that in both contexts the pedagogic modality deployed by the teachers 

amplifies the coding orientation that learners probably bring to the school. In particular, in the 

working-class schools, the pedagogy fails to interrupt the learners' restricted orientation and 

does not specialize their voice with respect to the school code. 
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It is also unlikely that, in the course of their training, the teachers have been trained to teach 

an elaborated code to restricted code learners. Rose (2004), Martin & Rose (in press) and 

Morais (2002) show us how this may be done, but it is a sophisticated pedagogical approach 

which requires a particular orientation to learning, learners and to school knowledge. The 

analysis also shows that the pedagogy in the working-class context stands in direct 

contradistinction to the kinds of suggestions that both Rose and the ESSA group make 

regarding what classification and framing relations optimize learning for working-class 

children. In my analysis it would seem that the teachers are not disposed to this pedagogical 

orientation, and in all likelihood their training has not provided for it. 

Through a particular selection of schools, teachers and learners I have shown the mutually re­

enforcing aspects of class in the schools. I suggest that teachers' social class backgrounds and 

strategic dispositions are possibly related to particular pedagogic modalities and outcomes for 

students. I can, however, make these tentative claims only in relation to this particular 

sample, with a specific school-teacher-student configuration in terms of social class location. 
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Chapter 10: Conclusion 

10.1 Introduction 

This chapter presents an overview of the thesis. It briefly covers the main points addressed in 

each of the preceding chapters. Some of the implications of the study for the understanding of 

pedagogy and social class, and for further research are presented, as wen as some of the 

limitations of the study. 

10.2 Overview of the thesis 

The study set out to describe the reproduction of social class differences through pedagogy, 

and to consider the role of the teacher in this process. Chapter 1 introduced the study's 

questions and briefly located the study in its context. Two aspects of the South African 

educational landscape in particular were described - the curriculum context, and the changing 

composition of schools in terms of social class. An argument for focusing on social class as a 

social category for analysis was made. The chapter went on to describe the research context 

within which the study is located, and the growing interest, both theoretically and 

empirically, in the study of pedagogy in South African classrooms. 

Chapters 2, 3 and 4 framed the study empirically, theoretically and methodologically. 

Chapter 2 located the study in the broader literature, and also identified some of the silences 

in that literature. I looked at reproduction theory in general, and located Bernstein's theory 

within this broad theorizing of the relation between schooling and society. The school 

effectiveness literature, I argued, confirms that there are differences in the achievement of 

rich and poor students in schools, and that the home background of students is the strongest 

predictor of how students achieve in school. It is limited in elucidating how this happens, 

however. 
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I argued that Bernstein's code theory offers a useful 'Conceptual means for describing how, 

precisely, the reproduction of differences are effe-cted through pedagogy, in particular when 

considering the specializing of consciousness and the transmission of elaborated orientations 

to meaning. I outlined the evolution of the code theory and the empirical -studies within which 

my study is located theoretically and methodologically. I showed how the work of Morais 

(2002) and the ESSA group in particular show ways in which these investigations could be 

operationalized with respect to pedagogy, and what this work, and that of Rose (2004), 

suggests about optimal pedagogic relations for the success of working-class students. I 

therefore established the first part of my research interest - the macro-relay which relates 

social class, pedagogy and the specialization of voice. 

I indicated a gap in the research literature on the sociology of teaching and pedagogy, an 

absence of focus on the teacher as a social class actor. I indicated minor openings in the 

literature for a consideration of the social class position of teachers (Metz, 1994; and Connell, 

1982), and argued for the re-insertion of the teacher as a 'sub-relay' in a discussion of the 

reproduction of social class differences through pedagogy. I thus specified my second 

research interest, that is, the relation between the social class background of teachers and the 

reproduction of difference through pedagogy. Through the review of the literature I argued 

for research which focuses on pedagogy and considers the central role ofthe teacher. 

In Chapter 3 I presented the theoretical antecedents and assumptions underlying the study. In 

particular, I focused on Bernstein's code theory, his theorizing of pedagogic discourse, the 

key concepts of classification and framing and the specialization of voice. I also raised some 

of the difficulties in working with the theory empirically. I went on to discuss some concepts 

drawn from Dowling (1998), in particular his distributing strategies - localizing, specializing, 

fragmenting and generalizing - and their relation to the esoteric and public domains of 

knowledge. I discussed these domains more generally in terms of the relation between 

everyday knowledge and school knowledge (Muller & Taylor, 2000). 

Three theoretical assumptions were identified as informing the study. The first is that 

pedagogy involves transmitters and acquirers in an hierarchical social relation where criteria 

are transmitted. The second assumption is that school learning involves the induction of 

acquirers into an elaborated code. Thirdly, the teacher is a potential interrupter or reproducer 

in the process of social reproduction. 
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Chapter 4 addressed the methodological issues of the study and showed the research design. 

It considered both the production of data and its analysis. The development of the external 

language of description for the analysis of data, developed on the basis of the theory 

introduced in Chapter 3, was described. In this regard, the problems arising in the analysis of 

the coding of the evaluative rules were raised. Possible further theorizing around the 

classification and framing schema, and a definition of pedagogy in relation to the South 

African context was raised. The chapter also considered issues of validity and reliability in 

the study. 

Chapters 5 to 8 presented the analysis of the data. In Chapter 5 and 6 the teachers' pedagogic 

practice was characterized in terms of two pedagogic modalities - a horizontal modality in 

the working-class context and a vertical modality in the middle-class context. Here it became 

evident that in the working-class context learners were learning to name the world, and the 

middle-class context learners were learning to categorize the world. 

Chapter 7 presented the analysis of two experiments conducted with students in the two 

social class contexts. The purpose of the tasks was to examine the extent to which the 

students' voices had been specialized with respect to a school code after three years of 

schooling. A weak specialization of students' voice was found in the working-class context, 

whereas a stronger specialization of voice with respect to school knowledge was apparent in 

the middle-class context. This analysis provided evidence that the horizontal pedagogic 

modality was not operating as an 'interrupter' of the codes that the students probably brought 

from the home - i.e. restricted or community codes. In the middle-class context, elaborated 

codes were reproduced or supported by a vertical pedagogic modality. 

Chapter 8 presented a tentative reason as to why elaborated and restricted codes were 

reproduced in the middle-class and working-class classrooms respectively. A tentative 

argument that related the social class background of the teacher, their strategic dispositions, 

the social bases of the school and pedagogy was made. Chapter 9 provided a summary of the 

analysis and presented the findings of the study. 
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10.3.5 Implications for social class considerations 

The work of Morais (2002) and Rose (2004) suggests the possibilities of differentiated 

pedagogies, and of specifying what kinds of pedagogic practice, and its precise dimensions, 

would benefit working-class students, making the theoretical eonnection between social class 

and orientations to meaning. What I have shown is that there is possibly a need to interrogate 

what kind of student and what kind of teacher (in terms of social class) we regard as the 

norm. To put it bluntly, do we construct curricula and teacher education that direds the 

teaching of elaborated codes to students (and possibly teachers) who are not necessarily in a 

position to privilege these in the school context? Perhaps even raising these questions 

requires further research, however. 

10.3.6 Implications in terms of deficit and difference 

Debates from the 1960s about education, the working class and deficit and difference have 

never completely disappeared, particularly in relation to Bernstein's theory, and especially 

elaborated and restricted codes. I argued in Chapters 2 and 3 that these criticisms are largely 

constructed on misreadings of the work. Nonetheless, in this study I do suggest that there is a 

difference in terms of what working-class children and middle-class children bring to school, 

and how they are positioned to succeed, given the knowledge privileged in school learning. 

This may seem to fly in the face of critics of so-caned deficit theory. These critics seek 

models which resist a single standard of development; a single model of the best model of 

parenting and family life. Their arguments resist focusing on what children and families lack 

and concentrate rather on what they have. The deficit critics seek to connect the home and the 

school in new ways (Panofsky, 2000). This rhetoric is familiar, but it ignores the harsh reality 

of the number of children who are failing to acquire at school what they need to succeed. 

Hasan (1995) asks: 

Are there no logical reasons for better valuing such higher mental functions as those of abstraction, 

generalization, deductive reasoning, disembedded thinking and so on? Are these functions valued highly 

only because they are associated with the dominating codes? Or are they valued because they are the 

ultimate point in the programs of the development of the human mind necessary for subjugating the 

environment? (p. 193) 
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What cannot be ignored is the emancipatory potential of elaborated codes to create the 

possibility of imagining other realities and to think things as they aren't. As Bernstein points 

out, acquiring an elaborated code is about acquiring the means to imagine things as different: 

We are arguing that elaborated understandings, and even more elaborated codes are the media or thinking 

the 'unthinkable', the 'impossible', because the meanings they give rise to go beyond local space, time, 

context and embed and relate the latter to a transcendental space, time and context. A potential of such 

meaning is disorder, incoherence, a new order, a new coherence (1986: 182) 

10.4 Limitations of the study 

Sample size 

My sample is not representative. The intention here was to work between the theory and the 

data in order to develop a conceptual frame for the analysis of pedagogy in different social 

class contexts. The work is exploratory, aiming to expand understandings of pedagogy in 

South African classrooms, and also the teacher's role in those processes. I consider the 

contribution of the thesis to be more in the language of description that I have developed for 

the reproduction of social class differences through pedagogy than in the representative 

nature of the findings. Whether these findings are representative will depend upon further, 

large-scale research. 

Sample composition 

The sample for the study comprised four schools, eight teachers and eighty students. These 

schools, teachers and students were purposively selected in order to put certain differences in 

expected pedagogic practices on display, and the sample represents the two ends of the social 

class continuum: lower working class and upper middle class. A very definite picture of the 

contrasts emerges, whereas, in reality, classrooms are likely to exhibit hybrid forms of the 

two modalities defined, as wen as more complex and nuanced interplay between 'Social class 

actors. 
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Ultimately, in a somewhat unfashionable sociological spirit, this study set out to end up with 

explanations rather than prescriptions. However, I do think that the thesis has implications for 

how we think about the purposes of schooling, and one of these is raised by Bernstein 

(2000:xx). In his enduring interest in social justice and knowledge, Bernstein outlines the 

rights that must be institutionalized to meet the conditions of an effective democracy. One of 

the rights he describes as 'enhancement', which concerns boundaries and the right to 

experience boundaries. These boundaries are tension points which open up the possibility for 

condensing the past and opening up possible futures. And, giving Bernstein the last word, 

'Enhancement entails a discipline '. 
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Appendix A: Transcription conventions for interviews and 
observations 

UH 

XG 

I .. .I 

[ ] 

Text in italics 

.,.,., , , 

Capital letter 

CAPITAL LETTERS 

Researcher Ursula Hoadley 

Researcher Xolisa Guzula 

Talk omitted 

Text inserted by the author, for clarification of words, 
translations of words, or comments on the transcription, e.g. 
[inaudible] 

Indicates observer description or field notes as opposed to 
verbatim dialogue 

Indicates pause 

Indicates beginning of a new sentence 

Indicates 'shouting' 
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Appendix B: Teacher structured interview 
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Date: 
School: 
Teacher: 
Interviewerls: 

1. What made you become a teacher? 

2. Do you think you will stay in teaching? (If so for how long? If not, what do you intend 
doing and when?] 

3. What is the best thing about being a teacher for you? 

4. What is the least rewarding aspect of the job for you? 

5. I want you to think of all the teachers that you know now, here at School x and in 
other schools. Think of a teacher whom you most admire or have respect for. Tell me 
a few reasons why you admire or respect that person. [Prompt for the teacher's 
pedagogical practice if this doesn't emerge. Preference that teacher respond to teacher 
that they know now, and not one from their past.] 

6. Think of a teacher who you do not admire or have respect for. Tell me a few reasons 
why you do not admire or respect that person. 

7. Do you feel comfortable in the school; do you feel like you belong? 

8. What makes you feel comfortable I uncomfortable? 

9. If you could change anything at the school, what would you change? (probe for both 
instructional and regulative after seeing which emerges first). 

10. Do you have any other passions and interests outside of teaching? 

11. If we think of teaching as providing a service, in your mind who do you serve 
primarily? 

12. Rank these four in terms of who you think you serve primarily: 
13. the state, the community, the parents, the child. 

14. Do you belong to a union or professional organization? Which? Why do you belong to 
this particular union or professional organization? In what ways does it impact on 
your work as a teacher? 

15. What committees do you belong to? What extra murals do you take? 

16. If you had to send your own child to primary school, where would you send your 
child? 

a) [If another school] What makes you choose x school? How is it different from 
here? (probe for both instructional and regulative after seeing which emerges 
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Appendix C: School questionnaire 
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Date: 
School: 
Questionnaire completed by: 

1. How many of the following are on fun-time staff at the school? Number 

a) Principals . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . I···· .. ····· .. ····· I 
b) Deputy principals ............................................ 1 .................. I 
c) Heads of Department ......................................... I .. ················ I 
d) Classroom teachers .......................................... I ...... · .. · .. · .... · I 
e) Cleaners, gardeners, guards etc ................................. I··············· .. · I 
t) Administrative staff (secretaries etc.) ............................. I ...... ···· .. ···· .. I 

Total 

2. How long has the present school principal been principal at the school? Numberq{ 
vears 

I ............ I 
3. Is your school's capacity to provide 

instruction affected by a shortage or Tick one box in each line 

inadequacy of any of the following? I None I 1 I a little I 2 I some 1 3 I a lot I 4 I 
a) Electricity ............................... I I I I I 
b) Teachers .......................... ~ • $ ~ ~ • 1 I I I I 
c) Budget for covering running costs and 

maintenance ............................. v I 1 I I 1 
d) Supplies of paper, pencils, notebooks etc ....... I I I I I 
e) Classrooms ........................ ..... . I I I I 1 
f) Classroom space/size ...................... I I I I I 
g) Chairs, desks, tables ....................... I I I I I 
h) Textbooks ............................... I I I I I 
i) Calculators for mathematics instruction . ..... . 1 I I I 1 
j) Library materials relevant for teaching ........ 1 I I I I 
k) Audio-visual resources/equipment for 

teaching (e.g. overhead projectors) ........... I I I 1 I 
I) Facilities for duplicating worksheets, etc ........ I I I I I 

4. What is the total school enrolment (number of learners)? ........... I I 
5. On a typical school day, what number oflearners are absent 

Write a numberfor each. 
Write 0 (zero) i{none 

from school for any reason? ............................ I ............................. I 
6. How many learners are in grade 3? ...................... I ...................... · ...... 1 

7. What is the approximate average class size in grade 3? ...... 1 .......... 1 ................... 1 

8. How many grade 3 classes are there? .................... I I . ........................................ 
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10. How many of the staff at the school are ... Number 

a) White"' ............................................................ I .................. I 
b) Black"' ............................................................ I .................. I 
c) Coloured"' ......................................................... I .................. I 
d) Indian'" .............................. , ............................ I ~~e.,~ ..... ~~9 ..... ~ ... ~ I 
e) Other ............................................................. I ~ ..... 6 ........ ~ ..... I 

*Note: Current research convention recognizes the use of racial classifications for analytic purposes only, recognizing that 
such racial classifications were constructed under apartheid law as part of oppressive social practices. 

11. How many of the students at the school are ... Number 

a) White"' ............................................................ I .................. I 
b) Black"' ............................................................ I .................. I 
c) Coloured"' ......................................................... I .. ~ ............................. I 
d) Indian'" ........................................................... I ..................... I 
e) Other ............................................................. I .. ............. I 

"Note: Current research convention recognizes the use of racial classifications for analytic purposes only, recognizing that 
such racial classifications were constructed under apartheid law as part of oppressive social practices. 

12. About how often does the school have to 
deal with the following behaviours among 
learners in the whole school? tick one box in each line 

I daily I I ] weekly I 2 I monthly I 3) rarely I 4 I 
a) Arriving late at school ...................... I I I I I 
b) Absenteeism ............................ I I I I I 
d) Creating classroom disturbances ............. I I I I I 
e) Vandalism .............................. I I I I I 
f) Theft ............................ , ..... I I I I I 
g) Intimidation or verbal abuse of other learners .... I I I I I 
h) Physical threats or injuries to other learners ..... I I I I I 

13. Roughly how many learners at your Tick one box in each line 

school: I none I J I Some I 2 I most I 3 I all I 4 I 
a) come from poverty-stricken backgrounds? .. I I I I I 
b) come from homes where their parents/main 

caregivers did not receive more than primary 
schooling ........................... I I I I I 

c) come from homes which do not have 

electricity ........................... I I I I I 
d) come from homes which do not have 

running water ........................ I I I l I 
e) have health or nutrition problems ......... I I I I I 

14. Roughly how many parents oflearners at 
your school Tick one box in each line 

1 none I I I Some I 2 I Most I 3 I all I 4 I 
a) are in professional, high skill jobs ............. 

I I I I I 
b) are in semi-skilled jobs ..................... 

c) are in unskilled jobs ....................... 

d) are unemployed ........................... 
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I5. Roughly how many parents of learners at 
your school Tick one box in each line 

I none I 1 I Some I 2 I Most I 3 ] all I 4 I 
a) have no schooling .......................... 

I I I I I 
b) have primary schooling only ................. 

c) have primary and secondary schooling ......... 

d) have tertiary education ...................... 

16. On what basis are learners admitted to your school? Tick one box in 
each line 

a) Residence in a particular area ...................................... I Yes I 11 No I 2 I 
b) Preference given to learners whose primary language is the same as 

the majority oflearners at the school ................................. I Yes I 11 No I 2 I 
c) Leamer's academic performance .................................... I Yes I II No I 2 I 
d) Preference given according to date of application ....................... I Yes I II No I 2 I 
e) No criteria ...................................................... I Yes ] II No I 2 I 
1) Other criteria, specify ............................................. I Yes I II No I 2 I 

17. What are the school fees per year? ~ ..... I & ~~. ~ B& ~ eO& e. eee. B •••••••••••• I 
18. In what year was the school established? • ••• &. I . .............................. I 
19. Does the school have a defined feeder area? I Yes I II No 1 2 I 

a) If yes, where is the feeder area? 
•••••••• e ............. e •••••••••••••••••••••••••••••••••••••••••••••••••••••• & ••••••••••••••••••••••••• 

............................................................................................................... 

.. . . . . .. . .. . . ~ ........ ~ ........................................................................................................................ " . 

................................................................................................................... 

............................................................................................................... 

20. How many of the following facilities do you have at your school? Write a number.for each. 

a) Classrooms ...................................................... I I .................................. 

b) Staff rooms ....................................................... I I . ............................... 
c) Offices .......................................................... I .............................. I 
d) Store rooms ...................................................... I I . ........................... " .... 

e) Halls ............................................................ I .~~. ~ •• ~ •••• ~ •• ~. 6~ •• ~6.~ .~". ~ I 
e) Libraries .......................... " ............................. I .e ~ ~e 6e e 6e 6~e 6e6 ~e ~e 6~6 ~. &.u 6e I 
e) Science/Biology laboratories .......................................... 1 ••••• 8 ••••••••••••••••• 8~ 0 6.8. I 

Thank you for taking the time and effort to complete this questionnaire. Please do not hesitate to 
contact me if you have any queries regarding the questions. I will coHect the questionnaire from you 
on __________________________ ___ 

Kind regards 
Ursula Hoadley 

Cell: 
Tel: 
Fax: 
Email: 

0823264736 
(021) 4225437 
(021 )650 3489 
uh@education.uct.ac.za 
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Appendix 0: Coding scheme for the classification and framing of 
pedagogic practice 
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COBS INDICATORS 

Discursive rule SELECTION (F+-) 
The extent to which teacher and learner have control over the selection of instructional knowledge 

1. In the F F F F-

exposition to Always or almost always controlled by Mostly controlled by the teacher Learners have some control Learners have substantial control 

a task and in the teacher 
The selection oftasks, activities and knowledge The selection oftasks, activities and knowledge Learners have the opportunity to vary Learners often make decisions around 

doing in the classroom is always or almost always in the classroom is determined by the teacher the selection of tasks, activities, the selection oftasks and activities in the 

activities determined by the teacher. Learners are rarely most ofthe time. On few occasions is selection knowledge some of the time. Some classroom. They are given opportunities 
able to disrupt the selection to suit their own varied according to learner intervention or learner suggestions are accepted, or the to determine the knowledge content of 
needs. Their interjections are generally production. teacher alters selection according to the lessons. The teacher alters the 
dismissed or ignored or they are not seen to learners' productions. selection according to learners' 
make any interjections. productions, interjections, suggestions. 

Discursive rule SEQUENCING (F+-) 
The extent to which teacher and learner have control over the sequencing of instructional knowledge 

12. In the F F F F 

I course of Always or almost always controlled by Mostly controlled by the teacher Learners have some control Learners have substantial control 

the lesson the teacher 
The teacher always or almost always determines The teacher more than half of the time Learners sometimes make decisions around Learners have the opportunity to vary 
the sequence of transmission of knowledge in the determines the sequence of transmission of the sequence of tasks and activities in the the sequence of the transmission often. 
lesson. Any interjections potentially disturbing knowledge in the lesson. lesson. They are regularly given options The teacher at times responds to 
the order of learning are dismissed or ignored. regarding the order in which to do things. learners' interventions by varying the 

sequence of the learning. 

Discursive rule PACE (F+-) 
The extent to which teacher and learner have control over the pacing of instructional knowledge 

3. In the F F F" F-

learners Always or almost always controlled Mostly controlled by the teacher Learners have some control Learners have substantial control over 

doing by the teacher over the pace the pace 
The pace at which leamers work through tasks The pace at which learners work through Learners work at their own pace. The Learners work at their own pace. The teacher activities I is always or almost always strictly controlled tasks is mostly determined by the teacher. teacher exercises some control over places no pressure on them to finish in a 

tasks by the teacher. Injunctions to 'hurry up' or Time is mentioned quite often and on pace, but remains open to its stipulated period. She may give them 
'work slowly' and mention oftime are occasion the length of an activity is stipulated variation. The teacher accepts some opportunities to 'catch up'. The teacher accepts 
frequent, and the teacher doesn't vary the pace beforehand. The teacher accepts few learner learner interventions and questions. most or all learner interventions and questions 
according to learners' productions. interventions and questions. She answers She pauses the lesson briefly to make and discussion may be extended or deviate as a 
The teacher always or mostly defers or questions briefly and moves on. Occasionally sure that all learners are ready to result. Learners decide when they are ready to 
ignores learners' questions and interjections, she varies the pace in response to leamers move on before doing so. Setting of move on to other work. Setting of parallel 
or leamers make no interjections. productions. parallel activities for learners who activities for leamers who have finished may 

have finished may occur. occur. 
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Discursive rule EVALUATIVE RULES (F+-) 
The extent to which teacher and learner have control over the evaluative criteria of the instructional knowledge pertaining to the meaning of 

concepts and principles and their appropriate realisation 

4. In the F F F F FU 

introduction I Evaluative criteria very Evaluative criteria quite Evaluative criteria quite Evaluative criteria very 

explanation I clear and explicit clear and explicit unclear and implicit unclear and implicit 
Transmission of 

evaluative criteria not 
observable 

exposition to a Teacher always or almost Most ofthe time the teacher The concepts and principles Generally the teacher does not It appears as ifno attempt is 

topic I task always makes the evaluative makes the evaluative rules being addressed in the draw out the knowledge 
rules available through available in an explicit and clear exposition are sometimes principles in her exposition. 
exposition. Explicitly defines manner through explication and unclear. Attempts are made to Very little or no attempt is 
and explains the meaning of discussion. The requirements for make the requirements for the made to make the requirements 
concepts. addresses key the successful completion ofa successfu I production of a text for the successful production of 

made to transmit the concepts 
and principles in the 
instructional practice. What 
counts as a successful 
production in terms of 

aspects of the knowledge or task are generally clear. available to learners. but these a text available to learners. instructional knowledge is 
operation under discussion although there may be some are often unclear or not Learners are unclear as to how therefore is totally unclear. 
through questioning and aspects that remain implicit, articulated. Some ambiguity as to proceed, or proceed in any The purpose of the task, 
explication. She makes it clear to what should be done and manner they choose. activity discussion is unclear; 
exactly how a task should be how it should be done exists. learners are unclear as to how 
completed. to proceed; or they are only 

given criteria relating to how 
they should behave. 

5. In the course F F F F- FV 

of learners Evaluative criteria very Evaluative criteria quite Evaluative criteria quite Evaluative criteria very Transmission of 

conducting an clear and explicit clear and explicit unclear and implicit unclear and implicit 

activity or task The teacher constantly moves The teacher makes some points The teacher makes a few The teacher looks at a few 

evaluative criteria not 
observable 

The teacher engages in other 
around and monitors what either to the whole class or to comments during the course of learners' work when it is work in her space and is not 
learners are doing and makes individual learners so as to the task and looks at some of brought to her attention. She seen to look at what the 
comments. To the whole class clarify what is expected ofthem the learners work, or attends to rarely or never attends to their learners are doing. She makes 
and to individuals she in the task. learner productions, however productions. Rarely she makes no comment on the work as it 
repeatedly goes over what this is not sustained and the a comment to the learner. proceeds. No action is taken 
constitutes an appropriate criteria for a successful These are not ex.tended to the to ascertain what the learners 
performance. production are not made whole class. are doing. 

ex.plicit to all. 

1 
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6. In the kinds of F F F- F- FU 

verbal answers Evaluative criteria very Evaluative criteria quite Evaluative criteria quite Evaluative criteria very 

required of clear and explicit clear and explicit unclear and implicit unclear and implicit 

learners Learners are always or almost Learners are often required to Learners are on a few occasions The teacher looks only for yes I 

Transmission of 
evaluative criteria not 

observable 
The teacher does not respond 

always required to give give reasons for their answers required to give reasons for no answers. or for learners to at all to learners' answers 
reasons for their answers always. They are sometimes their answers. In incorrect repeat what she has just said. questions, whether these are 
always. They may be asked to asked to clarifY or modifY their responses the teacher Incorrect answers are generally correct or incorrect. She 
draw out a more general answer. In incorrect responses sometimes shows why the ignored. or the reasons for them simply moves on with the 
principle to support, clarify or the teacher often shows why the answer is incorrect. The teacher are not sought. Correct answers discussion or with setting out 
modify their answer. In answer is incorrect. The teacher does not elaborate on a correct are accepted and may be the task, OR any response is 
incorrect responses the teacher often elaborates on a correct answer. praised, but are not elaborated acceptable, though not 
shows why the answer is answer. on. elaborated. It is unclear as to 
incorrect. The teacher often why the response mayor may 
elaborates on a correct answer. not be appropriate. 

7. At the F F F F FU 

conclusion of Evaluative criteria very Evaluative criteria quite Evaluative criteria quite Evaluative criteria very 

the task I clear and explicit clear and explicit unclear and implicit unclear and implicit 

activity The teacher makes specific The teacher comments on what Learners work is ticked and The teacher looks at, ticks, and 

Transmission of 
evaluative criteria not 

observable 
Learners productions are not 

comments around what constitutes a successful signed or corrections are or signs the learners work seen, marked or heard nor are 
constitutes an appropriate production, directed more at the written up on the board but making little or no comments corrections done on the 
production. There is rigorous class as a whole and on general with little or no comment as to on it. Students are not given board. 
evaluation oflearners' points. In marking of work what constitutes an appropriate access to the criteria for success 
productions. She gives success and failure is indicated. production. or failure in their productions. 
examples of both success and Corrections may be done by the Correct solutions are not 
failure in the task and may class as a whole. displayed for learners. 
point to individual 
performances. Marking of the 
work with comments on 
individual items in the activity 
may occur. 

8. In the number F F F- F- FU 

of ways in which Predominantly high level Some high level of Mostly low level of Predominantly low level of 

a concept I of variation variation variation variation 
The teacher predominantly The teacher often presents the The teacher on a few The teacher seldom presents the 

problem is presents the problem, problem, explanation in a occasions presents the problem, eJl(planation, concept 
represented in explanation, concept in a number of different ways, problem, explanation, concept in a number of different ways, 

the exposition to number of different ways, employing two different ways of in two different ways. but tends more to repeat the 

a topic I task or 
using three or four different presenting the problem, explanation. The teacher 
contents and strategies for eJl(planation, concept. provides short single 

during its presentation. representations. 

No variation 

In eJl(position the teacher 
does not offer any 
representations of the 
problem/expanation/concept; 
or it is unclear that any 
concept is being transmitted 

course 

313 



Univ
ers

ity
 of

 C
ap

e T
ow

n

9. In the number F F+ F F FV 

of ways in which Predominantly high level Some high level of Mostly low level of Predominantly low level of No variation 

a concept or of variation variation variation variation 
The teacher predominantly The teacher often restates the The teacher on a few The teacher seldom restates the The teacher never restates 

problem is restates the problem, problem, explanation, concept in occasions restates the problem, explanation, concept in the problem for the benefit 

represented in explanation, concept in a a number of different ways. problem, explanation, concept a number of different ways, but of learners. Questions from 

response to number of different ways. in different ways. tends more to restate the learners are deferred or 

questions from 
explanation as before. ignored. 

learners 

Hierarchical rule TEACHER -LEARNER (F+-) 
The extent to which teacher and learner have control over the order, character and manner of the conduct of learners in the relation between 

teacher and learner 

10. When the F F+ F F 

teacher leaves Positional Mostly positional Mostly personal Personal 

the class or The teacher rarely or never gives the The teacher gives the learners some The teacher often gives the learners some The teacher always gives the learners clear 
learners reasons for why they are leaving I indication for why they have are leaving I indication for why they have are leaving /Ieft reasons for why they are leaving / left the 

another adult left the classroom, nor do they explain the left the classroom. The presence of another the classroom. The presence of another adult classroom. The reason for the presence of 

enters the class presence of another teacher/adult. The adult is explained if it pertains directly to a is explained if it pertains directly to a another adult is explained The visiting 
visiting teacher/adult is never greeted by member of the class. The visiting member ofthe class. The visiting teacher/adult is generally greeted by the 
the class by name. teacher/adult is generally not greeted by the teacher/adult is generally greeted by the class class by name or is introduced to them. 

class by name. by name. 

11. In the F F F F 

physical Positional or imperative Positional Mostly personal Mostly personal 

interaction The teacher does not interact with The teacher seldom interacts with learners The teacher will at times embrace a learner, The teacher frequently embraces or gently 
learners physically affectionately. She in a physically affectionate manner. The especially when the learner is distressed. The touches learners. Learners will often 

between may pinch or hit learners, or threaten learner and teacher are physically distant. teacher is generally openly affectionate with embrace the teacher in greeting. 

teachers and them with a ruler or other implement. the learners. 

learners 

12. When the F+" F+ F F-
teacher POsitional or imperative Mostly positional Personal or positional Mostly personal 

disciplines a The teacher becomes angry and The teacher admonishes the learner using The teacher listens to learners' reasons for The teacher mostly listens to learners' 

learner or 
admonishes the learner based on positional control. Rules and control are their actions and reproves them based on reasons for their actions and provides a 
positional control and threatens further generally based on formal status relation personal or implicit positional control. Rules counter argument using personal control. 

learners action (physical or non-physical). teacher-pupil, or on sex or age attributes of may be stated but the implications of the The teacher emphasizes the implication of 
Rationales for actions are not provided by child. Rules are generally stated, not behaviour is drawn out as well. the learners actions for themselves and for 
the teacher. explained. others. 
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13. in the 
referencing of 
knowledge in 
the lesson the 
teacher 

14. In the 
referencing of 
knowledge in 
the lesson 

Discursive relations INTER-DISCIPLINARY RELATIONS (Between subject areas) (C+-) 
The extent to which reference is made to knowledge from other subjects in the teaching of a particular content/s 

c·' c" c" c 
Seldom references other contents Sometimes references other Often references other contents Very often references other 

contents contents 
There is very little or no referencing of Contents from other subject areas are There is substantial referencing of contents Contents from other subjects are 
content ITom other subject areas within a sometimes referred to. from other subject areas to explain the topic constantly referred to, to the extent that it 
particular literacy or numeracy lesson. under discussion or to revise or remind difficult at times to determine what the 

learners. Often a theme may predominate in focus subject is. This often occurs through 
the instruction. the deployrn~nt ofa theme. 

Discursive relations iNTER-DISCURSIVE RELATIONS (Between school and everyday knowledges) (C+") 
The relation in the instructional knowledge between everyday knowledge and school knowledge. 

c C c' c-
Everyday knowledge is Everyday knowledge is sometimes Everyday knowledge is often Everyday knowledge is constantly 

never/seldom referenced referenced referenced referenced 
Everyday knowledge is seldom I never Everyday knowledge is sometimes Everyday knowledge is often referenced. If Everyday knowledge is constantly 
referenced. Only subject-specific content, referenced. If everyday knowledge is everyday knowledge is introduced (by a referenced so that the distinction between 
operations and procedures are introduced. introduced (by a learner or as part of learner or as part of materials) it is dealt with the subject topic or task and everyday 
If everyday knowledge is introduced (by a materials) it is dealt with swiftly and at some length and incorporated into the knowledge is not always obvious. If 
learner or as part of materials) it is dealt partially or incorporated into the learning so learning. everyday knowledge is introduced (by a 
with swiftly but not incorporated into the that it is the concept, operation or principle learner or as part of materials) it is dealt 
learning. that is made explicit. with extensively and may become the 

focus ofthe lesson. 

Relations between SPACES (specialisation of space for teaching and learning) (C+-) 
The extent to which space/s in the classroom are marked off and specialised for teaching and learning, and the strength of insulation between the 

classroom and the outside. 

15. Between c c c- C 
inside and Very bounded Quite bounded Quite unbounded Very unbounded 

outside the The teacher rarely or never leaves the The teacher on a few occasions leaves the The teacher generally remains in the Teacher and learners often move in and 

classroom 
classroom. Learners' movement out of the class, and learners generally remain in class classroom, but there are often disruptions out of the classroom. There are often 
classroom is strictly monitored and or ask specific permission to leave the ITom the outside (including teacher's cell disruptions ITom other teachers, parents, 
curtailed. There are few interruptions and classroom. The surrounding classrooms are phone) and children at times move in and students. The surrounding classrooms are 
these are generally formal (via intercom). quiet. out of the classroom. There are a few noise noisy. 
The surrounding classrooms are generally interruptions ITom outside. 
quiet. 
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Relations between SPACES (insulation between teacher's space and learners' space) (C+-) 
The extent to which space/s in the classroom are marked off for teacher and learners, and the strength of insulation between teacher and learners' 

spaces. 

16. In movement c c c- C 

between teacher Very bounded Quite bounded Quite unbounded Very unbounded 

and learner The teacher and learners generally remain The teacher and learners generally remain in The teacher often enters the learners' spaces The teacher spends the majority of the 
in their own spaces. The teacher mostly their own spaces but quite often move into to monitor what they are doing and give time in the same space as the learners, 

space remains in her desk or at the blackboard each others' spaces particularly to facilitate assistance. Learners also regularly approach checking work, marking, assisting, 
and learners remain in their seats. the marking oftasks. the teacher. instructing. She rarely sits at her desks. 
Sometimes a learner may approach the Learners approach her frequently wherever 
teacher for help with permission, or the she is. 
teacher on a few occasions may approach 
a pupil in their space. 

Relations between SUBJECTS (learner) (C+-) 
The extent to which the learners' roles are specialized with respect to the classroom and its practices 

17. In the c H c· c- c 
grouping of Always or often sPf.'lcialised Quite bounded Quite unbounded Seldom or never specialised 

learners for Learners are divided into ability groups Learners are divided into ability groups for Learners are divided into ability groups for Learners are seldom or never divided into 
for instruction, and are given instruction, and are given differentiated tasks instruction, and/or are given differentiated ability groups for instruction, and/or ate 

different kinds differentiated tasks in most lessons. in some of the lessons tasks in a few ofthe lessons rarely or never given differentiated tasks in 

of tasks and the lessons 

activities 

18. In the c C· C- c-
routine activities Very bounded Quite bounded Quite unbounded Very unbounded 

engaged in by Learners do routine instructional tasks in Learners do some routine instructional tasks Apart from a few tasks, learners do not do Learners only do instructional activities in 
the classroom without being told, such as in the classroom oftheir own accord; at times routine instructional tasks in the classroom the classroom in response to the teacher's 

the learners reading, managing their own books, using the teacher reminds learners what they of their own accord but on instruction from instruction. Learners do not manage their 
activity books. should do. For most of their learning learners the teacher. Some of the learners I some of own books, but these are collected and 

manage their own books. the time manage their own books. distributed at the beginning and end of 
each lesson. 

19. In the c·· C· c- C 
behaviour of the Very bounded Quite bounded Quite unbounded Very unbounded 

learners Learners work consistently, the teacher Learners generally work consistently. At Often the teacher battles to get learners to The teacher constantly tells learners to sit 
rarely or never disciplines them or tells times the teachers has to ask the learners to work quietly and consistently. Especially down or to keep quiet. All learners do not 
them to keep quiet keep quiet or sit down. towards the end of a task she has to often work consistently and are frequently 

tell learners to sit down or be quiet. playing, talking or out oftheir seats. 
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Appendix E: Coding sheet for the classification and framing of 
pedagogic practice 
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COBS CODING SHEET 

Teacher: _____ Lesson code: _____ Subject: _______ Duration: ______ _ 

lesson descrlption: ____________________________________________ _ 

I DR - Selection In the exposition to a task and in doing activities FH F' F" r 

2 DR - Sequence In the course of the lesson F" F' F" r 

3 DR- Pace In the learners dOing activities I tasks F" F' F" r 

4 DR - Evaluation In the introduction I explanation I exposition 10 a topic I task F~ , F' F" r F" 

5 DR - Evaluation In the course of learners conducting an activity or task F"' F' F" r P' 

6 DR • Evaluation In the kinds of verbal answers required of learners F" F' F" r P' 

7 DR - Evaluation At the conclusion of the task I activity F" F~ F" r P' 

8 DR - Evaluation In the number of ways in which a concept is represented in F" F' F" r P' 
the exposition to a topic I task or durino its course 

9 DR - Evaluation In the number of ways in which a concept is represented in F" F' F" r P' 
response to Questions from learners 

10 HR - Teacher I Leamer When the teacher leaves the class or another adult enters the F" F' F r 
class 

II HR - Teacher I Leamer In the physical interaction between teachers and learners F' F r 
F" 

12 HR - Teacher I Leamer When the teacher disciplines a learner or learners F" F' F r 

13 DR - inter-disc. relations In the referencing of knowledge in the lesson the teacher Co, C' C- C-
(Between Subject Areas) 

14 DR - Inter-disc. relations In the referencing of knowledge in the lesson C" C' C- C· 
(School I Everyday) 

15 Spaces - (spec, of space for Between inside and outside the classroom C" C' C- C· 
teachinQ and learning) 

16 Spaces (insulation teacher I In movement between teacher and learner space C" C' C- C-
learner space) 

17 Relations betw subjects In the grouping of learners for different kinds of tasks and C" C' C- c· 
(learners) activities 

18 Relations betw subjects In the routine activities engaged in by the learners C" C' C- C-
(Ieamersl 

19 Relations betw subjects In the behaviour of the learners C .. C' C- C-
(learners) 

Exemplars: 
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Appendix F: Student task - mathematics (English and 
Xhosa) 
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8. There are 54 dresses in a shop. Some are sold. There are 17 
dresses left. How many dresses were sold? 

dresses ---

9. Benny has 15 rand. Lali has 17 rand. How much do they have 
together? 

rand ---
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10. Miriam has 6 sweets. She has 9 sweets fewer than Sipho. 
How many sweets does Sipho have? 

sweets ----

11. Tessa has 8 balls. If she buys 11 more balls she will have the 
same number as Linda. How many balls does Linda have? 

balls ----
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12. In a hall there are 5 rows of chairs. 
There are 6 chairs in each row. 
How many chairs are there in the hall altogether? 

chairs ---

13. There are 3 friends. They must share 7 biscuits equally. How 
much must each friend get? 

biscuits ----------------
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Name: -----------------------------------------------
1. LeUphi inani elikhulu? 

113 131 

2. Bhala la manani ukusukela kweUncinci ukuya kweHkhulu 

18 8 38 28 

3. Balela phambiU ngoo 3. LeUphi inani eUlandelayo? 

63 66 69 

4. LeJiphi inani elikhulu ku32 ngo 20? 

5. 15+17= __ 

6. 214+12= __ 

7. 54 -17 = ---
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8. Kukho iilokhwe eziyi 54 evenkileni. Ezinye zithengisiwe. 
Kushiyeke iilokhwe eziyi 17. Zingaphi iilokhwe 
ezithengisiweyo? 

Iilokwe ziyi ______ _ 

9. UBenny une 15 randi. ULaU une 17 randi. YimaUni abanayo 
bebobabini? 

Bane randi 
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8. Kukho iilokhwe eziyi 54 evenkileni. Ezinye zithengisiwe. 
Kushiyeke iilokhwe eziyi 17. Zingaphi iilokhwe 
ezithengisiweyo? 

Iilokwe ziyi. ______ _ 

9. UBenny une 15 randi. ULaU une 17 randi. YimaUni abanayo 
bebobabini? 

Bane randi 
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10. UMiriam uneelekese eziyi 6. U neelekese ezimbalwa nge 
thoba (9) kunoSipho. Zingaphi iilekese anazo uSipho? 

Uneelekese eziyi. ________ _ 

11. UTessa uneebhoJa ziyi 8. Ukuba uthenga ezinye iibhola eziyi 
11 uzakuba nenani elHingana nelikaLinda. Uneebhola 
ezingaphi uLinda? 

Iibhola eziyi __________ _ 
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12. Eholweni kukho iireyi eziyi 5 zezitulo. 
Kukho izitulo eziyi 6 kwireyi nganye. 
Zingaphi izitulo ziseholweni Iilonke? 

Izitulo eziyi __________ _ 

13. Kukho abahlobo abathathu (3). Kufuneka bahlulelane 
ngeebhiskithi eziyi 7 ngokulinganayo. Zingaphi iibhiskithi 
ekufuneka babenazo umntu nganye? 

Iibhiskithi eziyi _____ _ 
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Appendix G: Pedagogic assemblies: Literacy 
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Jeanne - literacy pedagogic assemblies 

Reading Handwriting Writing Phonics and spelling 
1 learners read from graded 6 Learners write a row of capital 8 Learners write a short story 9 Teacher and learners go 

readers independently cursive Bs and a sentence in about an unusual pet, through a story about the 
cursive highlighting positive and negative phonic 'ue'. They read through 

aspects of the pet 'ue' words and use the words 
in sentences t provide 
definitions. 

2 learners read in small 7 learners write a row of capital 10 Learners playa phonic board 
ability groups with teacher cursive Bs and revise eleven game where they have to spell 

other cursive capitals a number of words with a 
range of phonics 

3 Learners read from graded 11 Learners underline 'ue' words 
readers independently on a sheet given t them, and 

they colour in a picture of the 
phonic story 

4 Learners read in small 12 Learners shade in a set of 
ability groups with teacher spelling words from a list. 

They write five of these words 
in symbols given by the 
teacher, and then decode their 
partner's words. 

5 Learr'lers read from graded 
readers independently 
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Fiona - literacy pedagogic assemblies 

Reading Comprehension Writing Phonics and spelling 
1 Learners read from graded 5 Teacher reads through text. 6 Learners draw a picture 7 Learners shade in a set of 

readers independently Learners read through text depicting the narrative in 6. spelling words from a list. 
independently in pairs. Teacher Learners test one another's 
goes through examples of spelling on small white 
questions and exercises. boards. 
Learners write answers 

2 learners read in small 
ability groups with teacher. 
Discuss meaning of text. 

3 learners read from graded 
readers independently 

4 Learners read in small 
ability groups with teacher. 
Discuss meaning of text. 
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Kate - literacy pedagogic assemblies 

Reading Handwriting Writing Phonics and spelling 
1 Learners read from graded 6 Learners write words with 'f' in 7 Learners write a few paragraphs 9 Learners read through memory 

readers independently in cursive recording news from their sentence with 'ow' phoneme. 
weekend 

2 Learners read from graded 8 Learners write a paragraph on 10 Learners offer words with 'ow' 
readers independently 'my special power' with different sound (ie. 'cow' and 

'blow'). The teacher writes the 
words in columns and the 
learners read throug!1 them. 

3 Learr"lers read in small 11 Learners write a sentence and 
ability groups with teacher. draw a picture for eight words 
Discuss meani,,9. of text. with the 'ow' .phoneme. 

4 Teacher reads to learners 12 Learr"lers copy out the fnemory 
while they sit and listen on sentence. 
the mat 

5 Learners read from graded 13 learners do a phOt"lics activity 
readers independently card to do with the 'ow' phoneme. 

14 learners write out the fnemory 
sentence 

15 Learners think of and say as 
marlY ow words as they. are able. 

16 Learners read through the 
memory sentence, stamping on 
the phoniC 'ow'. They discuss 
word meaning and punctuation of 
the sentence with the teacher. 

17 learners read out and discuss 24 
words with the 'ow' phoneme in 
them. and then sort them into two 
columns according to their sound. 

18 Learners write six sentences from 
the Ow (as in SI'lOV\I) column. 
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Anne - literacy pedagogic assemblies 

Reading Handwriting Writing Phonics and spelling 
1 Learners read from graded 8 Learners write a row of cursive 11 Learners complete 12 Learners write out memory sentence 

readers independently fs and write all the vowels in a story about a trip from blackboard 
cursive to the moon. 

2 Learners listen to teacher read 9 Learners write a row of cursive 13 Learners give definitions of various 
from novel, and colour in. fs and a list of words in words with the 'aw' phoneme. 

cursive. 

3 Learners read in small ability 10 Learners copy out words in 14 Learners write four sentences 
groups with teacher. Read lists cursive from the board containing a word with the 'aw' 
of words from cards. Discuss phoneme. 
meanh1g of text. 

4 Learners read from graded 15 Learners sort a list of 24 words with 
readers independently the 'ow' phoneme into columns 

dependinQ. on the sound. 
5 Learners read in pairs from 16 Learners do word recognition exercise 

graded readers from practice books 
6 LearMrs read in pairs from 17 Learners do two word and letter 

graded readers recognition exercises from their 
spelling and grammar practice book 

7 Learners listen to teacher read 18 Teacher-led discussion on meanings 
from novel of words with 'au' phoneme 

19 Learners write out memory sentence 
20 Learners write one sentence to show 

meaning of bo~ght and brought 
21 Teacher-led discussion of sentences 

that learners wrote in . Some learners 
asked toread out sentences. Learners 
offer 'clues' for au and aw words. Rest 
of class guesses the word. 
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Palesa - literacy pedagogic assemblies 

Reading Oral Writing, 
1 learners listen to the teacher read a 3 learners answer a few questions about food. 10 Learners write four sentences about the 

passClge about healthy foods. parts of a tree. 
2 learners listen to the teacher read a 4 learners listen to the teacher talk about 11 learners draw a 'wishing tree' and write a 

story about a 'wishing tree'. She talks climate. Respond to several questions about sentence about what they would wish for. 
about the moral of the story. where they would prefer to live. 

5 Teacher-led discussion with learners about 12 learners write a poem about a leaf 
what products are derived from trees 

6 Teacher-led discussion about parts and 
functions of trees 

7 Learners tell short folk tales about a topic of 
their choosing 

8 Learners recite well-known verses 
9 Teacher-led discussion about trees and 

leaves. Learners name different leaves with 
the teacher 
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Anne -literacy pedagogic assemblies 

Reading Handwriting Writing Phonics and spelli~g 
1 Learners read from graded 8 Learners write a row of cursive 11 Learners complete 12 Learners write out memory sentence 

readers independently fs and write all the vowels in a story about a trip from blackboard 
cursive to the moon. 

2 Learl'1ers listen to teacher read 9 Learners write a row of cursive 13 Learners give definitions of various 
from novel, and colour in. fs and a list of words in words with the 'aw' phoneme. 

cursive. 
3 Learners read in small ability 10 Learners copy out words in 14 Learners write four sentences 

groups with teacher. Read lists cursive from the board containing a word with the 'aw' 
of words from cards. Oiscuss phoneme. 
meaninQ of text. 

4 Learners read from graded 15 Learners sort a list of 24 words with 
readers independently the 'ow' phoneme into columns 

dependinq on the sound. 
S Learners read in pairs from 16 learners do word recognition exercise 

araded readers from practice books 
6 Learners read in pairs from 17 learners do two word and letter 

graded readers recognition exercises from their 
spelling and grammar practice book 

7 Learners listen to teacher read 18 Teacher-led discussion on meanings 
from novel of words with 'au' phoneme 

19 learners write out memory sentence 
20 learners write one sentence to show 

meaning of bought and brought 
21 Teacher-led discussion of sentences 

that learners wrote in . Some learners 
asked toread out sentences. Learners 
offer 'clues' for au and aw words. Rest 
of class guesses the word. 
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Yonela -literacy pedagogic assemblies 

Readin_9 Oral Writing Comprehension 
1 Learners read from 2 Teacher-led discussion about 6 Learners write sentences 9 Teacher reads passage. Learners 

ungraded readersl cows. animals and their uses. using four pairs of words listen. Learners read the text after 
textbooks independently given by the teacher. the teacher. Learners answer 

questions orally and then write the 
answers to the Questions. 

3 Learners tell spontaneous stories 7 Learners write as many 
about animals. words as they are able 

from the word 
'communication' 

4 Teacher tells learners a story 8 Learners cut out pictures 
about animals with a moral - from a magazine of 
helping one another animals and put them in a 

flip file. 
5 Teacher-led discussion about 

various animals. Teacher and 
learners describe the animals. 
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Babalwa - literacy pedagogic assemblies 

Reading Oral Wrltln.9 
1 learners listen to the teacher read a 4 learners listen to the teacher talk about 9 learners copy five drawings of trees from 

paragraph about seasons, and then seasons and repeat phrases after her when the textbook. They label the trees from the 
repeat the same paragraph after her, prompted. blackboard. 
line by line. 

2 learners listen to the teacher read a 5 Teacher-led discussion about trees. Learners 10 learners copy out five drawings of leaves 
paragraph and chant phrases after repeat phrases after teacher. from the textbook. 
her. 

3 Five learners read the same 6 Teacher-led discussion about leaves. 11 learners write out six rhyming words from 
paragraph as in 3 about the seasons. Learners name different leaves with the the board. 
The whole class reads the paragraph. teacher 

7 Teacher-led discussion about colours. 
Learners chant phrases after the teacher. 

8 Teacher-led discussion about parts oftrees. 
Learners answer questions about parts of 
tree. 
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Appendix H: Pedagogic assemblies: Numeracy 
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Babalwa - Numeracy pedagogic assembly 

leamers do following word problem with the teacher 
1 Pulani has about 289 trees on her farm. Write the number of trees to the nearest hundred 

leamers round off 

E H=tI 
5 99 
6 52 
7 182 

leamers !liven number pattems to solve: 
8 50,100,150 ... 
9 1,2,4,7 .... 
10 4,7,12,15,22 ... 
11 Copy the diagram: use the rules to fill in the missing numbers. 

Add the two numbers next to each other. Then divide by 3. This gives the number above them. 

N n >-
IV 
CI 

I I 
I 

3 J 6 1 3 15 1 

12 Copy the diagram: use the rules to fill in the missing numbers. 
Add the two numbers next to each other. Then divide by 3. This gives the number above them. 

n 
1"1 I 1 >-
III 
CI 

I J 

6 I 9 
1 

6 12 I 
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Yonela - Numeracy pedagogic assembly 

Learners do word problem: 
1 Mom has given me R20 and sent me to the shop. Rama -costs ::: R1.50, Amasi = R4.2Oc. eggs ::: RS,OO. How .... much money have I used to buy? >. 

ill How much is my change from R20.00c Q 
Learners count in as by joining the dots: 

2 Count 300 - 450 
Learners given worksheet where they are required to calculate coins and notes to the value of five different notes 

3 R10= 
4 R10= 
5 R10= 
6 R20= 
7 R20= 
8 R20= 

N 9 R50= >. 
ill 10 R50= Q 

11 ROO::: 
12 R100 ::: 
13 R1oo= 
14 R100= 
15 R200-
16 R200= 
17 R200= 
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