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1. Executive Summary



EXECUTIVE SUMMARY

This report presents the findings of a qualitative enquiry into the implementation of the
Funda Wande programme across three provinces in 2021. The analysis was organized around
three key areas: time use, implementation fidelity and instructional quality.

Time use

The analysis of time use shows that most teachers teach for less time than required by the
FW programme and the CAPS curriculum. Teachers engage in a range of different literacy
activities in lessons across Treatment and Control classrooms, though the range is more
extensive in Treatment classrooms. The time allocated to different activities, however, bears no
relation to the stipulations in the curriculum and the aligned FW programme. Time allocation
is also inconsistent across consecutive lessons within a school, suggesting a lack of routine
and predictability in the teaching of literacy. Certain curriculum activities, such as GGR,
independent reading and writing receive much less time than curriculum intentions, while
phonics takes up the greatest proportion of lessons. Shared reading is the only curriculum
category that adheres to time stipulations across Treatment and Control classrooms. Based
on this analysis, attempts to standardise time use in classrooms by the FW programme were
unsuccessful.

Implementation fidelity

Implementation fidelity to the programme was overall low, with teachers not following the
programme as a structured and sequenced daily programme of learning. The programme
still contained a number of moving parts, and material was not used in a way that capitalised
on its aligned design. Rather, materials were used selectively, and teachers understood the
programme as a resource intervention which they used in a similar way to the DBE workbook.
When programme material was used it was often simplified or used in different ways to that
intended by the programme. The fact that materials were delivered late across the terms and
provinces probably contributed to poor usage.

Instructional quality

A detailed analysis of classroom practices yielded a measure of instructional quality and
schools were ranked according to a range of criteria. Treatment classrooms, generally, scored
higher than Control classrooms. The small sample limits the conclusions that can be drawn
regarding the impacts of the programme on the Treatment group, but the data is suggestive
that there may be. The analysis suggests that the shift may be attributable to the provision
and use of better resources in the classroom, given that the programme is treated by teachers
largely as a resource-based intervention. The report concludes by listing six dominant teacher
behaviours identified in the analysis that represent blockages to successful reading instruction
in the terms laid out in the Teacher Guide (TG).
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INTRODUCTION

This report presents the findings from a qualitative investigation of the Funda
Wande programme conducted in 2021. The programme details and context of the
research are presented, followed by a discussion of the conceptual framework and
methodology. The findings are then discussed in relation to three key aspects:
time use, implementation fidelity and instructional quality. The report concludes
with some key findings in relation to persistent teacher behaviours identified in
the research that may be useful for on-going programmatic attempts to change
instructional practice.

PROGRAMME DETAILS

Funda Wande is a not-for-profit, South African organisation that aims to ensure
that all learners can read for meaning in their home language by the age of 10
through the provision of learner, teacher support materials and teacher capacity
development. Funda Wande’s Workbook Programme is packaged as an integrated
workbook and coherent curriculum programme that is implemented according to
principles of structured pedagogic interventions.

It provides each learner with an integrated Home Language and Life Skills
Workbook (or Learner Activity Book (LAB)) that is aligned to a structured Teacher
Guide (TG). The intention behind the provision of these curriculum aligned materials
is that teachers can cover the CAPS Home Language curriculum systematically, using
methodologies that are informed by ‘best’ available and scientific evidence emerging
both from past interventions and international research.

Following principles of structured pedagogy interventions, the Funda Wande
curriculum materials (LAB, Big Books, TG and anthologies of early grade, graded
texts) are accompanied by a teacher development or support component. Using an
experimental model and implementing these across three South African provinces,
Funda Wande has varied the nature of teacher development and support across
provinces. The iterations of the programmes are shown in Table 1 below.
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Table 1: The nature of programme inputs in 2021 across three provinces

Teacher Guides Resources Coaching/Training/Support
Cascade model
Teacher Guide Funda Wande trained Western Cape Education
(Afrikaans) Funda Wand Department’s (WCED) Chief Education Specialists (CES)
v tABd ® | and Subject Advisors (SA) through a virtual platform at
Western Vola Bula the start of every school term.
Cape .
. AI;\itth;loglles CES’ held centralised training for teachers across a
Teqc!ler Guide g books virtual platform at the start of each term (Term 1 - 4).
(isiXhosa) Centralised SA training commenced from
Term 2 onwards.
Funda Wande
Eastern Teacher Guide v ILABB | Contihnuous tealfher siupipo:t l?y_subi;ect g)et;iluliisi
Cape (isiXhosa) ula Bula coaches as well as cluster trainings for Grade 1,
Anthologies literacy teachers.
Big Books
Funda Wande
LAB C . S
entralised teacher training in
Vula Bula th ; ial
Anthologies e use of materials.
Limbopo Teacher Guide Big Books
pop (Sepedi)
Teaching TA training in classroom management and pedagogical
Assistants (TA's) strategies by designated TA coaches.

As of 2021, the Funda Wande Workbook Programme was evaluated using a
randomized control trial (RCT) research design across the Eastern Cape and Limpopo
provinces. The workbook coaching intervention in the Eastern Cape followed a
Grade 1 cohort of 912 learners in 2021. This workbook coaching intervention was
evaluated later that year, in November 2021. The 2021 evaluation found that the
coaching intervention did shift outcomes in higher-order numeracy skills despite
the influence of COVID, but positive point estimates in literacy were not statistically
significant. In 2022 the intervention continued.

The Limpopo intervention was designed to test whether unemployed youth who
have completed high school could be productively employed as Teaching Assistants
(TAs) to improve literacy and numeracy outcomes in the Foundation Phase (Grade
R-3). It was implemented through a three-arm randomised control trial of 120
schools, where (1) 40 schools received Funda Wande Learner and Teacher Support
Materials (LTSM), teacher training and TAs, (2) 40 schools received LTSM and
teacher training only, and (3) 40 schools served as control schools and received no
intervention.

The intervention in Limpopo began in 2021 and followed the cohort of Grade R
and Grade 1 learners for both the LTSM and the LTSM + TA arms and was evaluated
in November that year. Results from the evaluaion showed that Grade 1 learners in
LTSM + TA schools outperformed their peers in control schools by 0.44 standard
deviations in reading, 0.22 standard deviations in early numeracy and 0.38 standard
deviations in the written Early Grade Maths Assessment (EGMA), more than twice
as much as the 2019 pre-covid coaching intervention in the Eastern Cape. The Grade
1 learners in the LTSM only schools did not achieve statistically significant results
in the first year of implementation.
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In the Western Cape, 10 isiXhosa schools and 40 Afrikaans schools were selected
by the provincial department and provided with materials and training in 2021.
External evaluation of the programme in this province only commenced in 2022.

Despite the lack of discernible impact on reading levels, this study sought to
evaluate, using qualitative methods, the implementation of the programme to explore
why the programme appeared to have minimal impact and also, whether there were
(positive) shifts in teachers’ instructional practice related to the programme that
indicated initial uptake that may have longer term impacts.

EVALUATION DURING COVID

The research was conducted in 2021 when there had been a return to schooling
for all learners after the COVID-related school closures of 2020. However, it was a
late return with schools commencing in mid-February (instead of mid-January). In
addition, 80% of schools followed rotational timetabling where classes were split
into two or three groups that alternated in attendance. Thus, learners received
only a third to half of the instructional time that they would have in a normal year.
This had consequences both for the implementation of the programme and for the
investigation of its take up.

In general, schooling was severely disrupted by COVID and the ensuing school
closures in 2020 and in 2021. Class sizes were much smaller and teachers fell behind
as they had only a half to a third of the time to cover the curriculum. Absenteeism
was also reported to be very high. Teachers were also exhausted from the stresses
of the pandemic on their own personal lives as well as the uncertainty it brought to
schooling processes (Gustaffson & Nuga-Deliwe, 2020; Hoadley, 2020; Ardington,
Wills & Kotze, 2021; Ardington & Henry, 2021; van der Berg, Hoadley, Galant, van
Wyk and Bohmer, 2022; Kotze, Ardington, Taylor, Mohohlwane & Nuga Deliwe,
2022). The conditions for implementing a brand-new programme were thus not
optimal. Despite this, rotational timetabling offered a novel insight into teaching
without the burden of large classes and in some ways may have afforded a clearer
picture of teaching practice. Although not ‘teaching as usual’, the research was able
to collect data that represented the usual instructional practices of teachers, perhaps
with greater opportunity to individualise learning given the small classes.



RESEARCH QUESTIONS

The following research questions and sub-questions guided the qualitative
evaluation:

A. How was time used in the lessons?
a. Did the FW programme structure lessons?
b. How was time allocated to different curriculum components?

B. What was the extent of implementation fidelity?

a. How was the structured programme followed?
b. What FW materials were used?

C. How much of the LAB was covered?

a. What were the differences in instructional quality across Treatment and
Control classrooms?

b. What dominant teacher behaviours support/impede quality reading instruction?
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METHODOLOGY

SAMPLE

The research comprised an in-depth, qualitative, multiple case study approach.
The focus was on the use of the Grade 1 Funda Wande materials and training or
support by teachers and the potential impact of these on reading instruction.
Twelve schools were selected: two Treatment and two Control schools across two
districts in three provinces (Eastern Cape, Western Cape and Limpopo province).
The schools in the Eastern Cape and Limpopo were selected from the middle of the
distribution in relation to school performance based on the quantitative research’s
outcome measures. An urban and a peri-urban set of Treatment and Control schools
were selected in each province. In the Western Cape, schools were selected by the
provincial department based on their willingness to implement the programme,
and the Treatment schools were matched with Control schools that were nearby and
similar in terms of demographic characteristics. Details of the schools are provided
in Table 2 below. Schools were given pseudonyms (School A through L) to maintain
agreed upon anonymity. The schools are ordered in their matched pairs of Treatment
and Control and according to geographical location.

Table 2: Details of sampled schools

School Location Proiza.lf:/ics;atus Averc;igzi closs LOLT Quintile status
School A Urban (Port Elizabeth, Eastern Cape) T 46 isiXhosa 3
School B Urban (Port Elizabeth, Eastern Cape) C 48 isiXhosa 3
School C Peri-urban (King Williams Town, Eastern Cape) T 43 isiXhosa 3
School D Peri-urban (King Williams Town, Eastern Cape) C 41 isiXhosa 3
School E Urban (Khayelitsha, Western Cape) T 40 isiXhosa 3
School F Urban (Khayelitsha, Western Cape) C 40 isiXhosa 3
School G Peri-urban (Cape Farms, Western Cape) T 40 Afrikaans 3
School H Peri-urban (Cape Farms, Western Cape) C 42 Afrikaans 3
School | Urban (Polokwane, Limpopo) T 43 Sepedi 3
School J Urban (Polokwane, Limpopo) C 39 Sepedi 3
School K Peri-urban (Invermark, Limpopo) T 36 Sepedi 2
School L Peri-urban (Invermark, Limpopo) C 33 Sepedi 1

8 | Funda Wande Western Cape Baseline Report 2022



DATA COLLECTION

Each school was visited twice in 2021. The first visit entailed observation of a
full school day, semi-structured interviews with book inventories in May 2021.
The second round of data collection occurred in October and November of 2021
and entailed an additional two consecutive days of classroom observation, semi-
structured interviews with book inventories.

Observations were video recorded according to agreed ethical standards, focusing
on teacher and learner behaviour and in Treatment classrooms, teachers’ use
of programme materials. At least two researchers — including a native speaker
of the LOLT of the classroom — took detailed notes at the time of observation to
complement the video recordings. Semi-structured interviews were voice-recorded,
with researchers taking detailed notes and a native speaker to assist the teacher in
understanding interview questions and responding in her language of choice. Book
inventories consisted of page counts with general comments on features of marking
and teachers’ feedback on learners’ activities.

The video recorded observations and detailed observation narratives, voice-
recorded interviews, full video transcriptions and translations as well as book
inventories made up a rich data set for analysis. This comprised 24 Home Language
lessons, 24 semi-structured interviews and 12 book inventories. This report provides
the analysis from the second round of data collection from October and November
2021.



4. Conceptual Framework



CONCEPTUAL FRAMEWORK

The report is broadly underpinned by the Science of Reading (SoR) approach that
is based on a comprehensive body of research spanning many decades, different
languages and contributions of experts from relevant disciplines such as education,
special education, literacy, psychology and neurology. The SoR extends the widely-
established idea that successful literacy instruction is based on the explicit and
systematic teaching of five components of literacy learning: phonemic awareness;
alphabetic principle (phonics, or letter sound correspondence); vocabulary; fluency;
and comprehension (National Reading Panel, 2000; Snow, 2017). While earlier
research argued that these different components should be integrated in the course
of a literacy lesson and taught simultaneously rather than sequentially, the SoR
argues that this does not mean that instructional time should be devoted to all the
instructional components equally and at all points in reading acquisition. “Rather,
instructional regimens to support these various abilities are likely to be most effective
at particular points in development” (Snow, 2017, p. 38). Essentially, the SoR takes
issue with on-going resistance to the teaching of phonics which they position as a
central foundation for the ultimate goal of reading: comprehension of text.

The SoR approach reaffirms that reading does not develop naturally but rather
that it is acquired as the brain adapts its structure through instruction and practice
to fulfil this particular function (Dehaene & Cohen, 2011). For the SoR, learners
need explicit instruction in ‘cracking the code’ of written language (Castles, Rastle &
Nation, 2018; Rastle, Lally, Davis & Taylor, 2021). Students need sufficient practice
in phonics and phonemic manipulation, in decoding and encoding (spelling),
knowledge and application of concept skills and exposure to decodable text. In
relation to arguments around motivation and enjoyment as key in learning to read,
the argument is made that “one clear and achievable means of maximizing motivation
is to ensure that children have solid basic skills and consider being “a reader” a
key part of their identities. Skilled alphabetic decoding and fluent word reading are
fundamental to achieving this outcome” (Castles et al, 2018, p. 26).

[n
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Like Teale et al (2017), the SoR argues that equally important to the development of
the five foundational skills (phonemic awareness; phonics; vocabulary; fluency; and
comprehension) is oral language development and the development of background
knowledge, especially for comprehension. The SoR asserts that reading starts with
oral language and emphasises the importance of exposure to rich oral language prior
to and in the course of learning to read.

The SoR also emphasises the importance of morphological instruction, particularly
relevant for teaching reading in agglutinating African languages such as isiXhosa
where smaller morphological units are combined in a single word to represent
compound ideas.

Finally, SoR places strong emphasis on exposure to text as critical to learning to
read, especially shifting from novice to expert reader. They concur with Stanovich’s
(1986) notion of the Matthew effect in reading, where differences in exposure have
cumulative effects on reading ability over time with better readers getting better and
poorer ones, poorer. “Moving beyond decoding (and decodable readers in particular)
at the appropriate time is essential to keeping children’s interest and motivation to
read and building their vocabularies and knowledge” (Castles et al, 2018, p. 32).

Measuring reading instruction

While these ideas around learning to read underpin the report, the focus is more
explicitly on pedagogy and reading instructional practices. There are a number of
approaches in the research literature to measure reading instructional practice,
drawing on a range of theoretical approaches. The one taken here marries an
approach from the sociology of pedagogy field of research (Hoadley, 2017) with
that of mainstream reading instruction research (Allington, 2002) with that of
more development-oriented research work focused on interventions (Kim, Boyle,
Zuilkowski & Nakamura, 2016; Stern, Jukes, Piper & De Stefano, 2021). Incorporating
the latter is important in allowing the findings of this research to articulate with
other evaluation and research studies working in the context of early grade reading
interventions.

The three frameworks thatinformed the analysis of reading instruction in the report
are shown in Figure 1 below (see also Hoadley & Boyd, 2022). Hoadley’s (2017) work
is grounded in the work of Bernstein (1990) that attends to the structural features
of early grade pedagogy. Kim et al(2016) adapted the useful ‘6Ts’ of effective reading
instruction, a mnemonic derived from Allington (2002). Thirdly an “instructional
framework that integrates multiple principles to promote students’ successful
learning” developed by Stern et al (2021), specifically in relation to structured
pedagogy, is also represented.



Figure 1: Three frameworks for the consideration of reading instruction

Classroom discourse type Time Maximizing instructional time
Engagement with text Teaching Practicing ?;Zt::‘;;;cnqnd explicit
Evaluation/feedback Text Establishing instructional routines

E Pacing g Tongue § Providing scaffolding
% Lesson coherence % Testing % Making assessment-informed decisions
;g Cognitive demand GE’ Talk ; Fostering Social and Emotional Learning
= Reading practices v i and Engagement
Time on task
Orderliness/discipline
Individualisation

There is substantial overlap across the frameworks. For our purposes, the analysis
in this report focuses on the dimensions of practice shown in Table 3. More detailed
definitions of each are found in the presentation of the findings below.

Table 3: Framework for the analysis of reading instruction in the Funda Wande
study

Dimension Definition

Reading activity Content and methods of early grade reading instruction
Time use Allocation and use of time for reading instruction
Pacing Time taken relative to content introduced

Text use Systematic use of text and text talk
Evaluation/feedback Transmission of criteria for successful reading

Lesson structure/coherence | Linkages between lesson components and instructional routine

Individualisation Recognition of individual performances and differentiated pedagogic strategies

Teacher knowledge Knowledge of the content and skills to teach reading and evaluate learners

Although not directly observable, underpinning all these dimensions and integral
to their characteristics is teacher knowledge. We provide comment on this at the end
of the analysis.
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INTRODUCTION

The presentation of findings is organised in relation to the research questions
introduced earlier. It starts with an overview of time use and the structuring of
lessons. This is followed by an assessment of implementation fidelity. The third
part of the findings focuses on instructional quality and a comparison of teaching
behaviours across Treatment and Control lessons.

TIME USE AND THE STRUCTURING OF LESSONS

How was time used in the lessons?
Did the FW programme structure lessons?

How was time allocated to different curriculum components?

The focus of the time analysis was on the length of Home Language lessons and
how teachers allocated time to various activities. For Treatment classrooms, teachers
are required to follow time allocations as stipulated by the Funda Wande Teacher
Guide (TG). These are aligned to the categories in the Curriculum and Assessment
Policy Statement (CAPS), thus the requirements for Control classrooms in terms
of required time allocations are the same. The CAPS curriculum expectations are
represented in Table 4 below.

Table 4: CAPS time allocations for Home Language

Grade 1 Home Language Total per week

Listening and Speaking 15 minutes per day for 3 days 45 minutes
Phonics: 15 minutes per day for 5 days (1 hour 15 minutes)

Reading and Phoni Shared Reading: 15 minutes per day for 3 days (45 minutes) 4 hours

eading a onies Group Reading: 30 minutes per day (2 groups each for 15 minutes) 30minutes
for 5 days (2 hour 30 minutes)

Handwriting 15 minutes per day for 4 days 1 hour
Writing 15 minutes per day for 3 days 45 minutes

Total per week 7 hours

There are also a number of expected curriculum activities in CAPS which are
not given specific time allocations in the curriculum - including paired reading,
independent reading and read alouds. Funda wande likewise includes these in the
programme but does not allocate specific time to them.
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Table 5: Funda Wande timetable for Home Language

Time (min) Monday Tuesday Wednesday Thursday Friday Total time per week (min)

Listening and Speaking 15 X X X 45
Phonics and Handwriting 30 X X X X X 150
Shared Reading 15 X X X X 45
Group Guided Reading 30 X X X X X 150
Writing (Shared & Independent) 15 x x x 45
Total 7 hours 15 mins

One departure from these stipulations by FW is that it integrates phonics and
handwriting, and in effect allocates an additional 15 minutes to handwriting in the
week. The FW timetable is shown above.

The other difference between the CAPS curriculum and FW timetable is that the
Beginning Knowledge component of Life Skills are integrated into Home Language.
However, this does not translate into more time allocated to Home Language. In
CAPS, seven hours of Home Language are stipulated per week, which translates to
90 minutes a day. FW allocates 90 minutes a day to Home Language from Monday to
Friday, 105 minutes on Thursday and 75 minutes on Friday.

None of the classrooms were observed on a Friday. Thus at least a 90 minute
allocation of time to Home Language was expected across all classrooms.
TIME ALLOCATED TO HOME LANGUAGE INSTRUCTION

Graphs 2a and 2b below show how much time was allocated to Home Language
on day 1 (green bar) and day 2 (blue bar) of the observations, across Treatment and

Control lessons. The red line shows the minimum time requirement according to
CAPs and the FW programme.
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Graph 2a and 2b: Total time allocated to Home Language in Treatment and
Control classrooms

A bar graph showing the total time spent (min) on Home Language
across both days of observation across treatment schools.
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A bar graph showing the total time spent (min) on Home Language
across both days of observation across control schools.
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The tables show the large variation in the total time spent on Home Language
lessons. The variation in lesson length was both within schools (across the two
lessons observed of one teacher on two consecutive days) and across schools. Home
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Language lessons ranged from 25 minutes to 130 minutes, despite curriculum and
programme time stipulations of a 90 minute minimum. The differences in time
allocations across the two consecutive observed lessons suggests a lack of a stable
and predictable timetable and routine structure in the teaching of Home Language
across all schools, apart from, perhaps, School D and School L. Overall more time
was allocated to Home Language in Treatment schools.

The majority of teachers also spent less time on Home Language than required. This
was the case in eight of the 12 Treatment lessons and nine of the ten Control lessons
analysed. Home Language was not taught at all on the second day at School L.

TIME ALLOCATED TO CURRICULUM AREAS WITHIN HOME LANGUAGE

The graphs below show graphically the range in the amount of time allocated to
different curriculum areas, and the range in the teaching of different curriculum
areas across schools. It is particularly interesting to note the first two stacks on the
bar graph which should approximate that of the curriculum bar, as these represent
phonics and GGR that are mandated to be taught everyday for 15 and 30 minutes,
respectively. The graphs make clear how much phonics is taught beyond that
stipulated by policy and the programme, and how no GGR takes place in classrooms
(it occurs only once on the second day in School K). What is apparent, again, is the
lack of consistency and regularity in teaching despite standardized curricula.

In the analysis represented in the graphs we included copying, read alouds and
independent reading as these activities were prominent in the data. The prevalence
of read alouds in Control schools is notable in the graph as is copying in Treatment
schools.

Copying as a low-level mimetic activity was distinguished from handwriting (with
a focus on letter formation) and drawing and sentence writing (which entailed
meaning-making).



Figure 3: Allocation of time to different curriculum components: Treatment
schools

A bar graph showing the amount of time (min) spent on various home language
activities on the first day of observation at treatment schools.
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Figure 4: Allocation of time to different curriculum components: Control
schools

A bar graph showing the amount of time (min) observed on various home language
activities on the first day of observation at control school.
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The graphs do show, however, that there is variation in the types of activities
observed in Home Language lessons in both Treatment and Control classrooms,
though more so in the former. When the data across both days was considered, most
curriculum categories were observed across classrooms, though with significant
differences in how much of each were seen. Table 6 below shows the percentage of
total time spent on the various curriculum activities across Treatment and Control
schools across both days of observation, as well as the percentage of time required
by the curriculum.

Table 6: Percentage of total time spent on different curriculum activities

Curriculum % Treatment %  Control %
Listening and Speaking 14 14 17
Phonics 14 29 23
Handwriting 14 2 10
Shared Reading 14 14 13
Group-Guided Reading 28 3 0
Writing 14 n 2
Copying N/A 17 12
Read Aloud N/A 3 17
Independent Reading N/A 3 0

The dominant activity across classrooms was phonics, which took up the most
instructional time in Home Language classrooms: 29% and 23% across treatment and
control classrooms respectively. This is contrasted to the 14% policy requirement. In
treatment school School I, 100% of the lesson was devoted to phonics activity.

In terms of reading, Group Guided Reading was allocated no time in Control schools
and 3% of the total time in Home Language lessons in Treatment schools, seen on
only one occasion in School K. This despite the requirement that it occur everyday
for 30 minutes. Independent reading or the teacher requesting a learner read to
them individually was also observed only once, in the case of School C where five
learners read a list of about five words containing the ‘mb’ sound while the rest of
the class completed a copying exercise (indicated as ‘copying’ in Figure 4). No paired
or silent reading was observed. Shared reading was a more common reading activity
and approximated the curriculum requirements across both Treatment and Control
classrooms, taking up around 14% of the total time. Read Alouds were commonly
seen in Control classrooms taking up 17% of the total instructional time.
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Writing activities which included activities of drawing or working on close activities
in workbooks comprised 11% of instructional time in Treatment schools and 2% in
Control schools. No extended or free writing was observed and one shared writing
activity was seen in a Treatment school. Copying, however, was prevalent in both
Treatment and Control classrooms, in a number of cases taking up the majority of
lesson time (for example, in one control lesson 64% of the time was spent by learners
copying single words and a sentence from the chalkboard; in a treatment classroom
53% of alesson’s time was spent coping single words into exercise books). Learners in
Treatment classrooms spent double the time as those in Control classrooms engaging
in writing or copying. Copying was more prevalent in Treatment classrooms and took
up 17% of the total instructional time observed. 12% of time in Control classrooms
was spent on copying.

Despite Funda Wande’s attempts to ‘integrate’ phonics and handwriting and
allocating 30 minutes to both per day, handwriting activity was barely seen in
Treatment classrooms and made up only 2% of instructional time. Handwriting was
more commonly observed in Control lessons and comprised 10% of time dedicated to
Home Language in the observations.

Lastly, transitions between literacy activities in Home Language lessons did not
take up large amounts of instructional time and time wastage remained very low
with few to no disruptions seen across all classrooms once lessons had begun.

SUMMARY

The analysis of time use shows that teachers engage in a range of different literacy
activities in lessons across Treatment and Control classrooms, though more so in the
former. The time allocated to different activities, however, bears no relation to the
stipulations in the curriculum and the aligned FW programme. Time allocation is also
inconsistent across consecutive lessons within a school, suggesting a lack of routine
and predictability in the teaching of literacy. Certain curriculum activities, such
as GGR, independent reading and writing receive much less time than curriculum
intentions, while phonics takes up the greatest proportion of lessons. Shared reading
is the only curriculum category that adheres to time stipulations across Treatment
and Control classrooms. Based on this analysis, attempts to standardise time use in
classrooms by the FW programme were unsuccessful.
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IMPLEMENTATION FIDELITY

What was the extent of implementation fidelity?
How was the structured programme followed?

What FW materials were used?

How much of the LAB was covered?

FOLLOWING THE TG AND ITS STRUCTURED LEARNING PLAN

Each week in the FW TG begins with a diagrammatic representation of what is to
be covered in Home Language. The different learning components shown in Figure 5
are common across the weeks in Term 3 and Term 4. In the centre is the theme and
the thematic focus for the week. On the top, and down the right hand side of the
diagram various reading and writing activities are shown. The left hand side shows
a number of components related to the curriculum area ‘Life Skills’ including arts
education, physical education and ‘beginning knowledge’ that addresses some of the

fundamental concepts in the social and natural sciences.

Figure 5: Overview page from TG

Overview of Week 6
Read-aloud story
Group Guided Reading (GGR) Jack and the
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Each day of the week in the TG comprises between seven and nine (although usually
nine) activities to be completed that day. For example, Term 4, Week 3, Monday
comprises the following activities:

A. Morning meeting
Story time: A visit to the zoo
Zoo picture map: Big Book page 11
Physical education
The ‘mb’ sound, LAB page 51
Handwriting

GGR and Independent Work (which includes 8 pages of activity in the LAB)

i I S T T

. Physical education, outdoors

All lessons apart from one (School A, Day 2) used material from the programme.
However, activities were implemented very selectively and never in the prescribed
order. Teachers made selections across different days within a lesson and didn’t
cover more than three activities at most from the same day. They added in their own
content and materials at times and within activities they were selective in relation to
what they did. For example, in relation to the day shown above, School C skipped the
morning meeting (1), read the story (2), inserted her own content by doing a spelling
activity based on words from the story, skipped the next two activities (3) (4) did
the phonics activity (5), skipped handwriting (6), inserted her own word building
activity that entailed writing up words on the board and copying these into exercise
books, skipped GGR (7) and did one of the Independent work pages (7) collectively
with learners, skipping the last Physical Education activity (8).

Activities were also often simplified. For example, School E, on day 1 taught
material from Term 3 Week 6, Thursday. She read the story of Jack and the Beanstalk
and asked very literal, close questions that are not the scripted ones listed in the
Big Book. The LAB asks learners to draw what Jack saw at the top of the beanstalk
and to write a sentence about their drawing. Instead, learners were asked to copy
vocabulary words from the board and draw what they think the story was about. The
teacher then selected one of the eight independent activities for the same day which
entailed filling in missing words. She went through each of the sentences writing the
missing word on the board and learners copied down what she had written on the
board into their LABs. Throughout the lesson, the teacher walked around assisting
individual learners with the copying task instead of completing GGR while learners
were to do this independently as indicated by the TG.

This practice, of teachers selecting one or two of the independent work pages and
doing these with the learners collectively, deriving answers and filling them in by
copying from the board, was common across several of the lessons. The teachers in
these instances were treating the LAB more like the DBE workbook — as discrete
activities (“busy work”) that could be drawn on.



In only one lesson, at School G, were any of the Life Skills topics addressed. They
were completely absent in all the other lessons. Despite an attempt to integrate
Life Skills into Home Language in the programme, teachers left these parts of the
programme out. Writing tasks were also left out and most text-based questions
were made up by the teacher, or, the simplest scripted ones were covered. We also
observed teachers in two classrooms pick up visual clues from the TG and construct
their own activity around that.

The programme is thus not treated by teachers as structured material to be followed
sequentially. Rather, it is treated as a resource amongst others that can be drawn on
selectively to support instruction. When it is used, it is often simplified or used in
different ways to that intended by the programme.

The problem of not following the structured lesson plans in the TG could derive
from the following issues:

» Teachers are used to drawing selectively on a range of material, and generally
use the DBE workbook in a selective manner.

+ The very detailed time demarcations (see example in Figure 6 below) are
unrealistic for teachers who, from the analysis of time use above, do not use
time in a very structured and precise way.

e There are too many different activities per day, overwhelming for teachers and
also at odds with the normal pacing of lessons (slow).

+ Teachers do not understand that the TG is to be followed in this way. In Limpopo
and Western Cape, this was the first time teachers had used TGs/lesson plans.
The idea of following them rigidly and sequentially may have been new to them.

«  COVID would likely have impacted on teachers’ ability to keep up with the
programme and also to systematically deliver on the requirements of the TGs.

Figure 6: Detailed time demarcations for activities in the TG

8. Make a book cover w

1. Show and discuss book covers (5 min)
» What is this part of a book called?

* What does it tell us?

* What does the writing look like?
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2. Read LAB page 16 (5 min) 3. Make a book cover (20 min)
* You are going to make this * Draw lines to keep your
book cover. title straight.
« Copy the title from the LAB. * Use any colour or
thickness you like for
your title.

g e * Decorate your cover
" with a pattern.
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THE USE OF FUNDA WANDE MATERIALS

The diagram below shows the observed use of the FW materials across Treatment
classrooms. Across the two consecutive days of observation, three quarters of the
lessons used the LAB, just over half used the TG (seven of the 12 Treatment lessons)
and just less than half used the Big Book (FW BB). The anthology (FW anth) was
used in two lessons. Use of the range of materials was greatest in the Western Cape,
followed by Limpopo and Eastern Cape.

Table 7: Use of FW materials across Treatment lessons

Eastern Cape Limpopo Western Cape Use of resources across all Treatment lessons
School A | School C | School K | School | | School E | School G
FW TG 7/12 (58%)
FW LAB 9/12 (75%)
FW BB 5/12 (42%)
FW ANTH 2/12 (17%)

Teachers also used a range of other resources in lessons, including the DBE
workbook, exercise books, flashcards, posters and in one case an overhead projector.

COVERAGE OF THE LEARNER ACTIVITY BOOKS

During both rounds of data collection the number of pages completed in the LABS
was counted for two learners. The teacher was asked to select the books of a well-
performing and poorly performing learner. The LAB of the term prior to that of
data collection was counted. The graphs below show completion for the two learners
across the different schools.
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Figure 7: Percentage of pages completed in the FW Workbooks sampled from
two learners in each of the treatment schools.
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Figure 8: The number of pages complete in the home language workbooks used
in the classroom.
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These findings are consistent with the quantitative findings in Limpopo that
found that the LABs are a complement not a substitute for DBE workbooks. The
qualitative interviews indicated that the DBE, and in some cases the FW workbooks
were allocated for work by learners at home during rotational timetabling. This may
in part account for the differences between learners within a classroom. Usually,
teachers attributed variability to how much parents were willing or able to assist
learners at home.
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IMPLEMENTATION FIDELITY RANKING

The six Treatment teachers were ranked in relation to programme fidelity. The
ranking was based on the following criteria with a score of 3(high); 2(medium);
1(low) given to each:

« Use of the range of FW materials (high/medium/low)

+ Use of material/lesson steps within TG and LAB (high/medium/low)

e Number of pages completed in LAB (high/medium/low)

High/medium/low denotes a score relative to the rest of the sample, rather than an
independent standard .

Table 8: implementation fidelity ranking

Range of materials Use of content LAB coverage  Total Rank
School A Low (1) Low (1) High (3) 5 4
School C Medium (2) Medium (2) High (3) 7 3
School K Low (1) Medium (2) Low (1) 4 5/6
School | Medium (2) Low (1) Low (1) 4 5/6
School E High (3) High (3) Medium (2) 8 2
School G High (3) High (3) High (3) 9 1

The Western Cape schools (Schools E and G) were ranked highest, followed by the
Eastern Cape (Schools A and C) and finally Limpopo (Schools I and K). In the initial
phase of implementation, Limpopo schools were given contradictory directives
regarding the sole use of the FW materials (to replace the use of the DBE). Also, the
teachers had been following the NECT lesson plans and some were reluctant to shift
to a new programme.

SUMMARY

Implementation fidelity to the programme was overall low, with teachers not
following the programme as a structured and sequenced daily programme of
learning. The programme still contained a number of moving parts, and material was
not used in a way that capitalised on its aligned design. Rather, materials were used
selectively and teachers understood the programme as a resource intervention which
they drew on in a similar way to their use of the DBE workbook. When programme
material was used it was often simplified or used in different ways to that intended
by the programme. The fact that materials were delivered late across the terms and
provinces probably contributed to poor usage.

28 | Funda Wande Western Cape Baseline Report 2022



7. Quality of Instruction



QUALITY OF INSTRUCTION

What were the differences in instructional quality across Treatment and Control

classrooms?

What dominant teacher behaviours support/impede quality reading instruction?

This section of the report focuses on the quality of instructional practices across
Treatment and Control classrooms. The interest is both in a comparison of the two
groups as well as describing practices in general along the dimensions introduced
earlier and shown in Table 9 below.

Table 9: Dimensions for the measurement of instructional quality

Dimension Definition

Reading activity Content and methods of early grade reading instruction
Time on task Allocation and use of time for reading instruction
Pacing Time taken relative to content introduced

Text use Systematic use of text and text talk
Evaluation/feedback Transmission of criteria for successful reading

Lesson structure/coherence | Linkages between lesson components and instructional routine

Individualisation Recognition of individual performances and differentiated pedagogic strategies

Teacher knowledge Knowledge of the content and skills to teach reading and evaluate learners

READING ACTIVITY

Reading activity refers to the ‘what’ of reading instruction. It includes the
foundational components of teaching reading, including the ‘five pillars’ - phonemic
awareness, word recognition (phonics and sight words), comprehension, vocabulary
and fluency (National Reading Panel, 2000) - as well the extension of this to include
oral language development (Snow, 2005). It also includes different methods of
reading — shared, paired, group-guided, independent and silent reading as well as
read alouds and extends to storytelling. Writing is also included in reading activity
constituting a fundamental part of learning to read especially in the early grades.

The analysis of time use above showed that teachers in Treatment classrooms taught
a greater range of reading activities and also showed which ones predominated.
The analysis also showed that phonics dominated instruction across Treatment
and Control classrooms and much more time was spent on read alouds in Control
classrooms and on copying in Treatment classrooms. Both sets of classrooms
implemented shared reading in line with the time allocations in the programme.
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In this section we provide observations on the ways in which the different reading
activities were implemented, and some of the differences across classrooms. Although
the range differed across Treatment and Control, the nature of the instruction
appeared similar across most classrooms. In this section we compare differences
more systematically and also point to dominant teacher behaviours in relation to key
aspects of reading instruction.

PHONICS

Phonics is the dominant reading activity across most classrooms, taught on its
own and also integrated into shared reading and read alouds. Across the classrooms,
evidence of ‘efficient phonics teaching’ (Pretorius & Spaull, 2022) was found and
teachers used a number of strategies to explain letter-sound relationships, including
learners recognising sounds in known words, building words with particular sounds,
writing sounds and in one case demonstration of blending letter-sounds to form
syllables and words. Teachers also had a range of LTSM to support the teaching in
both Treatment and Control lessons, including flashcards, workbook exercises and
posters. The notion that a lesson has a focal sound appeared well-entrenched. An
example is given below from School A. The teacher is focusing on the ‘tsh’ sound in
isiXhosa, and is asking learners to build words using the trigraph and each of the
vowel sounds. The following exchange occurs:

L: “Tshala” [incorrect pronunciation. Learner means to say “tyala” which means
to ‘to push’]

T: He says Tshala... is there such a word?

L: No mam.

T: The word he is looking for is tyala. Is “tshi” and “tyi” the same?

Ls: No miss.

T: Good, he is giving us “tyi” but we looking for “tsh”. I want others to give it a try
now, why is it always the same people giving answers? Azile?.

L: “Itshizi.”

T: Itshizi, very good. Let’s write the word down. Itshizi [cheese]. Now I want us to
make an example using his word [Teacher writes down the word on the board].
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Here the teacher draws out differences between the sounds, providing explicit and
systematic feedback on the learner’s incorrect offering. In another example shown
below from School C, the teacher works with individual learners asking them to
read words with the ‘mb’ sound. Here she draws attention to syllables in words and
teaches decoding explicitly:

T: What was yesterday’s sound?

L: mb

T: Please point to it on the reading card [Learner points to “mb” on the reading

card].

L: Imbali [flower].

T: Point to each part that you are reading as you say it.

L: Imbali [flower].

T: Where is “li” [learner points to it]. That’s correct now, point in the same manner
moving forward.

Where another learner struggles, she provides some guidance on blending but this
is not sustained with the individual child she is working with at her desk:

T: When you marry “mb” with “a” what do you get?

L: “b”

T: No. [to the rest of the class] Class what do we get when we marry “mb” with “a”

Ls: “Mba”

T: With a “0”?

Ls: “mbo”

T: [to the learner at her desk] Now read this word.

According to the FW TG for Term 3, phonics teaching should follow a particular
routine, shown in Figure 9 below.



Figure 9: Phonics routine from FW TG.
6. Phonics and Handwriting: Revision ﬂ'bc ,

LAB page 14
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+ Explain that this sound is written using 2 letters.

[ ]
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.
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. Identify words with the sound (4 min)
* Learners provide more words.

4. Syllable practice (2 min)

Read the syllables together.
Say a syllable — learners point to it.

w

. Read the words to a partner (3 min)

+ Teacher checks.

o

. Complete, using best handwriting: LAB page 15 e "
Pay attention to placement of letters on line and spacing.

.

Steps 2, 4 and 5 were generally omitted from the teaching, in particular there
was no pair work observed (neither in phonics nor across other reading activity).
Learners generally had the opportunity to practice writing the sound, usually orally
and through an exercise in a workbook or copying words from the board. Only once
was this linked to handwriting with a focus on letter formation as well (Step 6).

Although there is explicit teaching of phonics, and little evidence of rote, repetitive
recitation of phonics sounds that defined phonics instruction in the past, a number
of issues of concern did emerge from the observations. The first was the vast range in
the target sounds across different classrooms. In Term 4, while some teachers were
focusing on more complex digraphs and trigraphs, other teachers were still focused
on single consonants.
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Table 10: Target phonic sound across lessons

School Language Day 1 Target Sound  Day 2 Target Sound

A isiXhosa /tsh/ /tsh/

C isiXhosa /mb/

E isiXhosa - /rh/ /qh/
Treatment

G Afrikaans /aa/ /oo/

I Sepedi /ng/

K Sepedi /ts/

B isiXhosa - /a/

D isiXhosa /h/

F isiXhosa /b/ /t/
Control

H Afrikaans - /uu/

J Sepedi /h/

L Sepedi - Jile/

Secondly, the whole class phonics part of a lesson should not take longer than 15
minutes according to CAPS and FW, and the (hand)writing part an additional 15
minutes. These two activities were separated in the analysis of time use, and the
graph below shows the whole class phonics time in each lesson. The lighter bars on
the bar graph show Control schools.
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Figure 10: Time spent on phonics across lessons in all schools
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The graph shows the very long time spent in lessons in Schools C, F G, H and I
on phonics instruction. In addition, very little was covered in these lessons. For
example, in lesson I, Day 1, the teacher spent 53 minutes focused on the ‘ng’ sound.
The International Literacy Association’s (ILA’s) (2019) ‘key characteristics of effective
phonics instruction’ emphasises the need for fast-paced instruction for phonics, to
prevent boredom and because if taught well, a fast pace with lots of repetition and
practice is manageable and effective for most learners.

Athird issue identified was the need for purposeful, focused and sustained teaching
of phonics. A good example of this was provided by School G, where the teacher used
a Big Book for the teaching of the ‘00’ digraph. She engaged in the story, in word
recognition, word building with letter cards, flashcards and a workbook exercise to
consolidate the sound and its grapheme. She made certain that every learner had an
opportunity to practice the sound and provided feedback to each. Handwriting, that
was based on the same sound, then followed.
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In a number of the other classrooms the teaching of phonics was more incidental,
for example, as it arose in a story. In School D, in reading a story, the teacher draws
attention to a wide range of sounds as she encounters them and while she may be
revising, focus on each was brief and there was no focal sound for the lesson. To
illustrate, while reading a story about a rabbit, at one point, she interjected:

T: Who was asking for help?

Ls: The rabbit (umvundla).

T: The rabbit (teacher writes umvundla on the board). What sound is this?

Ls: “ndl”

T: “ndl” what is this one?

Ls: “m”

T: I can’t hear you children.
Ls: “m”
T: What is this one?
Ls: “v”

T: For us to be able to make up a word we have to have the correct sound coming

€99 G99 G 9 &

together with a vowel. They are “a” “e” “i” “0” “u.

T: Now the springbok looked at the fire and also said “no way...

Here it is unclear what sounds are being emphasised, and although there is an
attempt at demonstrating blending, the explanation of how to “make up a word” at
the end is obtuse. Later in the story the teacher encounters the word ‘ibhadi’. She
alights on the ‘bh’ sound in the following exchange.

T: What is the word for Springbok in isiXhosa? “Ibhadi!”

Ls: “Ibhadi.”
T: I can’t hear you.
Ls: “Ibhadi.”

T: “Ibahdi” (teacher writes the word on the board. A “b” together with a “h” makes a?
Ls: “bh”

T: “bh”. A “bh” with “a”?

Ls: “bha”

T: “Bhabha” (fly)

Ls: “Bhabha.”

T: “Bhala”



It’s not that the exemplifying of the sound is incorrect, but constant interjections
of this sort fragments the narrative — the words at the end of this exchange bear
no relation to the story. At the same time the introduction of phonic sounds is
superficial, incidental and brief.

One final aspect to phonics instruction in the lessons was the extent to which the
teaching of sounds was contextualised in longer texts and stories. This occurred in one
Treatment and two Control classrooms. In these classrooms, material with extended
text was linked to the focal sound either in the DBE workbook or in the FW Afrikaans
programme. In the other classrooms there was no connection between extended text
introduced into the lesson and the focal phonic sounds. Contextualising phonics
within meaningful texts is key, as “the tight connection between what students learn
in phonics and what they read is essential for building a faster foundation in early
reading” (ILA, 2019, p. 5).

Drawing on the notion of efficient phonics teaching, as well as ILA’s (2019) seven
key characteristics of effective phonics instruction, phonics instruction in each
school was given a score (from o to 5) based the following criteria:

A Purposeful and sustained emphasis on focal sound/s

B Word building with the sound

C Teacher does dictation, blending and/or segmenting

D Learners practice writing the sound in words/sentences
E Learners read the sound in extended/connected text

The scores are reflected in Table 11 below.

Table 11: Effective phonics instruction

A B C D E Total
School A x x X X 4
School C x X 2
School E X 1
Treatment
School G x X X X 4
School | X X 2
School K X X x 3
School B X X 2
School D 0
School F x 1
Control
School H x x X X 4
School J x X x X X 5
School L X X 2
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The table and scores indicate that teachers cover a number of the elements of
effective phonics teaching. In particular word building and practice writing the
sound (in words) are common. Thus phonics instruction is not predominantly oral
and this is largely connected to the workbooks (both DBE and FW LAB). Learners in
almost every class have practice writing sounds in these resources. Less common is
blending, segmenting and dictation and reading the sound in connected text.

A number of other issues also emerge from the analysis. The first concerns pace and
coverage, discussed above. The second is that phonics is introduced in very simple
repetitive ways, without attention to sounds in different parts of words and the
difference between phonic sounds. For example, in School K, although introducing
words with both the ‘ts’ sound (pronounced ts) and the ‘ts’ with a caron on the ’s’
(pronounced tsh), the teacher does not highlight the difference between the two and
focuses only on ts words. She also skips the page in the FW LAB that deals with the
two sounds.

Figure 11: FWLAB page distinguishing between the two ‘ts’ sounds in Sepedi
ez
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Finally, both in relation to phonics and to comprehension, the incorporation of
experiential knowledge often disrupts the focus of the lesson and purpose of the
task. Teachers often refer to aspects of learners’ lives or everyday issues connected
to the topic at hand, but rather than providing a conduit into the learning it distracts
from it. For example, in dealing with the letter sound ‘f’ the following exchange
ensues as the teacher at School F asks learners to guess another word with ‘f’:

T: We use it a lot... think a little bit. It used to be something that was at the house
but now you can take it with you wherever you go.

L: Ifowni (phone)

T: Ifowni. Most people use phones now, right?

L: Yes.

T: Now who still has a landline phone at home? There is no one right?

L: Yes.

T: Now listen, when are you going to come back to school? What day is it today?

L: It is Wednesday.

T: When are you going to come back?

Ls: On Friday.

T: When you come back on Friday, I want you to bring me a picture of an olden day
phone from a magazine or newspaper. You are going to ask someone at home to
help you cut it out so that you can bring it with you on Friday. Do you understand?

Ls: Yes.

T: We are going to have a conversation about what you have brought on Friday.

TYPES OF READING AND READING PRACTICE

In the CAPS certain forms are mandated to occur everyday (like GGR), and shared
reading is meant to happen for 15 minutes a day for three days. Read alouds and
paired and independent reading are stipulated though without a specific time
allocation. The FW programme is aligned to these requirements and provides texts
and guidance for read alouds and shared reading (especially in the Big Books). The
anthologies are meant to be used for GGR and for paired and independent reading.
Independent reading at the Grade 1 level generally occurs within GGR or as part of
assessment activities. Paired oral activity is specified throughout the programme
and in Term 4 of Grade 1 a number of paired reading activities are suggested. Table
12 below indicates the types of reading seen across the classrooms.
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Table 12: Types and instances of reading across Treatment and Control lessons

GGR Shared Paired Independent Read alouds Score
School A 0
School C X 1
School E XXX 3
Treatment
School G XXXXX 5
School | X 0
School K XX XX 4
School B XX 2
School D X 1
School F X 1
Control
School H XX 2
School J X 1
School L x X 2

The table shows an even spread of reading of connected text across Treatment and
Control classrooms although substantial variation in how much reading happens
across different teachers. Shared reading happened in half the Treatment and half
the Control classrooms, but Control lessons have more read alouds in addition to
shared reading. In only one class was GGR observed, where two separate groups
read the Big Book that had been introduced with the whole class in a shared reading
activity. While there were two other instances of groups working with the teacher,
these were not categorized as GGR as learners did not handle or read their own
books. They worked with phonic sounds with the teacher.

What this analysis shows is that children in all classrooms except one (School A)
were exposed to connected text. This did not mean that all learners, however, saw
the text being read or read text themselves. To further the measure of the quality of
reading instruction, the table below indicates whether learners in the classrooms
read connected text (on their own or with others), whether they read any text
independently (including words or sentences), whether they had the opportunity
to handle reading books themselves (not workbooks); whether they were given the
opportunity to answer questions based on the text read; and whether they were
explicitly taught word identification (using flashcards or other methods). The
measures (presence or absence across two days) are shown in Table 13 below.
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Table 13: Quality measure of classroom reading

Read Answered . .
connected ind Reag] | Handled books ~ comprehension Word identifica-
text independently - tion strategies
q
School A X X 2
School C x X X 3
School E X x X X 4
Treatment
School G X x x X 4
School | 0
School K X X 2
School B x X 2
School D X X 2
School F 0
Control
School H X 1
School J X X 2
School L x x x 3

The table shows that, overall, learners in Treatment classrooms have more
opportunity to read text. The table also shows, however, the minimal opportunities
learners have to handle books and read text on their own. In only one classroom
are learners seen to read independently, when the teacher in School C calls several
learners to her desk to read a list of words with the ‘mb’ sound. In the single GGR
instance observed, learners read together in a group. On the other hand, learners had
the opportunity to answer questions based on readings in almost all the classrooms.
The nature of the questions, however, was very variable as was the extent to which
they were based on the text read. This is addressed below in the section on text talk.

Learners read together as a class (and once in groups) in five of the classrooms. In
the Control classrooms they read very simple text from the DBE Workbook, and parrot
words and short phrases after the teacher. At School J, the reading of connected text
is broken up into such small units that it cannot be said to be connected, and it is
difficult to retrieve the meaning of the text:
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T: Anne

Ls: Anne

T: is

Ls: is

T: blowing out

Ls: blowing out

T: Complete it

Ls: Candles.

T: Alright. Let’s go to the fourth sentence. We
Ls: We

T: Clap

Ls: Clap

T: Complete it

Ls: Arms

Ts: These are arms (T motions to her arms)
Ls: Hands

T: Let’s read it again. We

Ls: We

T: Clap

Ls: Clap

The whole class sits in front of their workbooks during this reading, though many
don’tlook at the text suggesting they are remembering the text, or parroting the teacher,
rather than reading it. At School G in contrast, the teacher preserves the sentence as
a unit of meaning. Each child sits with their own reader and the teacher constantly
draws individual learners’ eyes to the text by telling them to point at the words.



T: come let’s read again

T & Ls together: ‘What falls out of John’s pocket?’

T: Look at me. Look at me everyone.

T: [showing on her big book and pointing at each word] ‘What falls out of John’s pocket?’

T: [looking up and then pointing again]: the second sentence says: A yellow
apricot. A green acorn’. There we go! Come let’s read that quickly. The first
sentence says? Read the first sentence.

T: ‘What ...

Ls: ‘What falls out of John’s pocket’

T: [pointing in a L’s book]: point at the word]

T: Come, everyone together. Look at your words.
T & Ls together: What falls out of John’s pocket.
T: Again. Point at the word.

T & Ls together: What falls out of John’s pocket.

As the learners read the teacher moves around, making sure learners are looking at
the text and pointing to each word. It is this kind of careful, sustained and patient
teaching that is absent across most of the classrooms. Consider the contrast between
this classroom and that of School E (another Treatment school), the only other
lesson where use of the anthology was apparent. Here the teacher works slowly and
mechanically through word lists and words on pages. They begin with page 2 shown
in Figure 12 below. Learners read through the page with the teacher but with no
attention to the phonological and morphological aspects that are highlighted there.

T: Good let’s page over and read the words on each page.

Ls: Bhiza (to call on)

T: Bhiza...

L: Buza (ask)

T: Buza.

L: Beka (to put down).

T: Good, now I want others to also read please.

Ls: Ubisi (milk).

T: Oh so good Ilanga (L), well done. Next word..

Ls: Ubuso (Face)

T: Good.

Ls: Ibali (a story).
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Once they had completed page 2, they moved on. The pictures tell a story about a
child whose birthday it is. The child becomes increasingly concerned as pieces of her
cake are distributed to everyone except her. The story resolves as she gets her own,
the last piece of cake. On each page the word ‘bala’ appears. The learners, in this
case, read the word ‘bala’ on the following pages with no comment or discussion in
between and no linkages to the picture or story. They continued with the next two
stories in the same manner. Managing decodable readers, and the balance between a
phonics and a meaning focus, was seen as challenging for teachers across classrooms.
The bifurcation is not something that appears to come naturally.

Figure 12: Text in FW anthology

njolo |
ye- heyi bo yam
bola  ho-yi  ye-yom
| lansi
B b Aa

aned 909
bala, bo bala, hayi, yeyam

biza ubisi lala umama
buza ubuso idada utata
beka ibali ipapa usana

bala bala bala

TEXT TALK AND QUESTIONING

The section of types of reading and reading practice (page 39) indicated that
opportunities to engage in talk around a text, especially questions and answers
between the teacher and learners, occurred in most classrooms across Treatment and
Control schools. The research generated rich data in this regard that requires deeper
analysis. For the purposes of this report there are three features of the text talk in the
classrooms that we highlight for further research.

The first aspect concerns the nature of questioning. Questions were always very
low level factual recall questions but a common pattern that lowered the demand
further was for questions to be asked directly after the statement of the text. For
example, at School B, the following exchange occurs:
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T: [reading] Phila is a 7 year old girl. She is in grade 1 and she wants to be a doctor
one day. She says she wants to help little children who suffer from different
types of illnesses.

T: What is her name again?

Ls: Phila.

T: What is she?

Ls: She is a girl.

T. She is a girl. What grade is she in?

Ls: Grade 1.

And at School K:

T: This old woman says I hate living in this shoe. The old lady. She said I hate?
T and Ls: living in this shoe.

T: What did the old woman say?

T and Ls: I hate living in this shoe.

T: She says it is a scary house. A scary house that is what?

T and Ls: That is dark inside.

T: She says it is what? A scary house that is?

T and Ls: dark!

T: She says is a scary house that is also dark inside. Have you ever been scared?
Some Ls: YES!

Other Ls: NO!

And, again, at School E:

T: (...reading). Luckily Jack’s mom chopped the tree down in time. All together now...
Ls: Luckily Jack’s mom chopped the tree down in time.

T: What did she do?

Ls: She chopped it down.

These questions appear more to be more related to control and commanding learners’
attention rather than learners deriving understanding. In general teachers favoured
direct, literal meanings that were non-interpretive and they were often seen to omit
more difficult scripted questions or substitute these with their own. It is evident from
these kinds of exchanges as well that the teachers bore the burden of meaning-making
with no expectation that the students understand or interpret text on their own.
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PACING

The second feature of the text talk was the paucity of learner talk and learner-initiated
questions or comments. There was little evidence of engaged discussion of texts, that
meaningfully connected what was in the text with learners’ own formulation of the
stories or information. Rather, learners replied in single words or short phrases to
elicitations from teachers, with little feedback or elaboration on what they offered.

Finally, in many instances the authority of text was not marked out. At School K,
again, the comprehension activity became a ‘guessing game’ where learners gave
random answers to questions that were either ignored or accepted and expanded on
even in cases where these were not related to the text or question. In these instances,
the teacher did not direct children back to the text to transmit a key tenet of early
literacy - understanding written text as a source of information. The significance of
privileging written text in this way is that it orients the child to learning through
text rather than relying on observation or their own experience. Rather in many of
the text talk sessions the teacher and learners resorted to experiential talk of their
everyday lives, marginalising the text and its authority as a source of learning. At
School D at the end of a story about an elephant helping to rescue a rabbit from a fire,
the following exchange takes place:

T: Rabbit and elephant became friends because rabbit had been praying that
someone would come and help her and her children. You too, when you are
about to sleep, do not forget to pray and ask God to help you and protect you so
that when you are on your way to school you would not be harmed in any way.

L: My dad prays for me before I leave for school.

T: Good, I want you to all be covered in prayer all the time. Now, rabbit sang a
song like this...

The teacher then sings a well-known hymn and learners join in with her. She
asks learners questions about the Bible and when they read the Bible at home,
concluding with:

T: That is where our story ends today. You must all be tired now.

L: No we are not tired we want to do more work

Teachers’ pedagogical orientation to text, how they approach it in relation to its
meaning and the potential it holds for teaching sounds, vocabulary and inferential
thinking is underdeveloped in most classroom exchanges.
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Although Section 4.1 showed that time allocation was largely at odds with
curriculum and programme requirements and was inconsistent across days, there
was very little wastage of time or non-instructional use of time. The interest here is
in the internal use of instructional time, the tempo or pace of teaching, or “the ratio
of time taken to content encountered” (Alexander, 2001, p.316). How appropriate
the pace was to the content being introduced was a rough judgement based on the
data that requires more careful and extensive analysis. Nonetheless, for the present
purposes we coded pace on a scale from 0-4 indicating how appropriate the tempo of
the lesson was relative to the content being introduced.



Table 14: Pacing score across all classrooms

School A

School C

School E

Treatment

School G

School |
School K
School B 1
School D 1

W O | AN W DN

School F 1

Control
School H

NN

School J

School L 1

School G to some extent exemplifies the kind of tempo required at this level: careful,
sustained and patient engagement that occurs at a relatively fast pace to ensure
learners’ interest, with regular changes in focus/activity to meet the relatively short
attention span of learners at this level. The pace in this classroom was driven by a
specific kind of teacher effort. In other Treatment classrooms, however, where the
pace was, on average, more appropriate than in Control classrooms, the FW material
drove greater content coverage. By providing more text and associated activities
slightly more content was covered in the lesson time in Treatment classrooms. The
next section assesses whether text use was in fact different across Treatment and
Control classrooms.

TEXT USE

Across Treatment and Control classrooms a lot of text was observed. This included
not only DBE workbooks and the FW materials, but there was also a substantial
number of readers and other textbooks in the classrooms. So, the availability of text
did not appear to be an issue in classrooms. The use of text was, however, variable,
and as Table 13 showed, learners handled readers (FW anthologies) in only two
classrooms. In Table 15 below, we show a scoring of lessons related to engagement
with text. Here we focus on whether learners were provided with the opportunity to
read and write text on both days of observation (in line with policy that stipulates
that learners should read and write every day). For the purposes of this measure,
copying was included as writing. Reading connected text included activities where
learners could see the text, even though they might not actually read it. We also scored
classrooms in relation to whether learners engaged in discussion and questioning
based on a text (text talk) on at least one of the days of observation.
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Table 15: Daily engagement with text across Treatment and Control lessons

Write on both days Read on both days Text talk on at least one day Score
School A X 1
School C X X 2
School E X X X 3
Treatment
School G X X X 3
School | X 1
School K X X 2
School B X X 2
School D X 1
Control School F 0
School H X X 2
School J X X 2
School L X X 2
The table shows that learners in Treatment and Control classrooms equally read
on both days, but were more likely to write on both days of observation in Treatment
classrooms. The occurrence of text talk was evenly spread across all classrooms.
EVALUATION/FEEDBACK

Evaluation /feedback refers to the transmission of criteria for successful reading,
through instruction and through formative and formal assessment. Broader research
shows the need for explicit feedback especially for students who come from less
literate or less pedagogically oriented homes (Morais, Neves & Pires, 2004; Reeves,
2005; Lubienski, 2004). The related notion of direct instruction is common across
the structured pedagogy literature (for example, Kim & Davidson, 2019), arguing that
for effective literacy acquisition children need explicit instruction in discovering the
rules of written language.

Evaluation in the analytic framework deployed here occurs in three ways. One is
by transmitting clear criteria — around what the purpose and focus of an activity is
and what is required from learners. The second is feedback on what learners produce
— what they read, write, or say — and whether they are correct or incorrect. The
third measure was whether teachers amended or extended learner productions. In
summary:

« Purpose and focus of activities in levels of explicitness (high/med/low (3))

« Teacher indicates that learner productions are correct or incorrect (high/med/
low (3))

e Teacher sustains engagement with learner to amend or extend learner
production (high/med/low (3))
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Table 16: Evaluation/feedback scores

Teacher Teacher

Purpose/focus correction extension Total
School A 2 2 1 5
School C 2 2 1 5
School E 2 0 0 2
Treatment
School G 3 3 2 8
School | 1 1 0 2
School K 2 1 0 3
School B 2 1 0 3
School D 0 1 0 1
School F 1 2 0 3
Control
School H 3 2 1 6
School J 3 1 0 4
School L 2 1 0 3

The use of FW programme material, and in the case of School L and School J,
the DBE workbook resulted in the purpose and focus of the lesson being more
explicit. Across the criteria of teacher correction and extension of learner responses,
evaluation was weak across Treatment and Control lessons. School G was again a
standout teacher in that the focus of activities was strong, and feedback on individual
learner productions was present and often sustained.

A common practice across classrooms (and an enduring practice) is to not comment
on incorrect responses from individual learners but either to move onto another
learner, or to ask the class as a collective what the answer is. Thus, individual error
is rarely addressed. When teachers did respond to individuals, there was a range
in the ways in which teachers responded to learners’ reading, their answers to
questions and what they wrote down. Overall, evaluation and feedback were weak
and restricted, especially in both the Treatment and Control Limpopo schools. At
School J and School L, teachers commented on what learners did wrong but not
how to do it correctly. They provided little individual assistance. Often, evaluative
feedback to learners focused on learner attributes rather than productions: “you are

» <

clever” “you don’t listen” you just copy”. Teachers across classrooms made several
comments related to low expectations and it was evident on several occasions that
teachers knew the learner was wrong but did not know how to correct them or show

them how to get it right.

The lack of evaluation and feedback is linked to the communal nature of pedagogy.
Teachers are unable to identify individual learner errors often as learner productions
are chorused, or in the case of writing, answers are derived communally, orally,
and then written up on the board for all to copy. There were exceptions, such as
the example provided earlier from School A where the teacher corrects the learner
pronouncing ‘tshala’ for ‘tyala’, but in general, attention to the detail of learners’
responses and attempts to remediate were rare.
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A particular feature of the pedagogy that obscured transmission of clear criteria
was teachers’ failure to keep to a purpose and make the focus of the lesson explicit.
For example, at School D the teacher began the lesson by showing learners the cover
of a story book, about an elephant and a rabbit. She asked learners what they thought
would happen in the story. She then asked them to name the animals they saw on the
cover. What followed was an extended discussion about domestic animals. During
this discussion, the word ‘ihashe’ came up. The teacher asked for words with the ‘sh’
sound. The following exchange then ensued. Apart from the word ‘shop’ the exchange
was in isiXhosa.

T: Your generation sometimes says “I am going to the shop”. Where is the shop?
What does that mean?
Ls: Shop means ivenkileni (the shop).

T: That’s right... some of you didn’t know how to answer the question. In English
we say shop. If “sh” goes together with “u” what will it be?

Ls: “shu”

T: “Kushushu” (it is hot).

Ls: “Kushushu.”

T: The coffee is hot (Ishushu)
Ls: The coffee is hot (Ishushu)
T: the food is hot (Kushushu)
Ls: the food is hot (Kushushu)
T: the sun is hot (lishushu)
Ls: the sun is hot (lishushu)

T: Now can you all see this clearly? Now, we looked at all these different animals
and we said these are all animals we can keep at home with us. [Teacher holds
up the cover of the reading book again and points out all the animals that were
mentioned earlier in the lesson].

T: What do you think is going to happen in this story? This story is about an
elephant. The title is The Elephant Helps the Rabbit. Now let us turn the page
to find out what is going to happen in the story.

The focus moves from meaning making of a story (prediction) to a discussion of
domestic animals, to ‘sh’ sounds, to anglicization of isiXhosa, to subject-adjective
agreements, back to the story. The switches are rapid and not clearly signaled, and
often the connection between different foci are tenuous.

LESSON STRUCTURE/COHERENCE
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Lesson structure/coherence concerns the ways in which instructional routines
are established in the classroom. Structured pedagogy programmes in particular
aim explicitly to improve classroom instructional routines and to provide teachers

with new and extended repertoires (Fleisch 2016). Focus is also on the linkages
between different parts of lessons and different components of reading instruction

(International Literacy Association (ILA), 2019) and the extent to which lessons
reflect systematic ordered instruction (Shalem and Slonimsky, 2010).



Coherence was scored as high, medium or low (0-4) in relation to the connection
between lesson components, and structure was measured in relation to whether
clear instructional routines and reading teaching repertoires were evident.

+ Connection between components of lesson

» Evidence of structure in the lesson

Table 17: Lesson structure/coherence measure across all classrooms

Coherence Structure Total
School A 3 3 6
School C 2 2 4
School E 2 3 5
Treatment
School G 3 3 6
School | 2 1 3
School K 2 1 3
School B 3 2 5
School D 2 1 3
School F 2 2 4
Control
School H 3 3 6
School J 3 2 5
School L 2 2 4

There was no clear pattern regarding coherence and structure in relation to
Treatment and Control groups. Overall, most lessons had a discernible structure and
at least parts of the lesson showed coherence. Coherence and structure were higher
in lessons that followed either the FW programme more closely or followed the
sequence in the DBE workbook. In particular, the latter drove a more contextualised
teaching of phonics where the phonic sound featured in the extended text and was
carried through to handwriting and writing activities.

INDIVIDUALISATION

Individualisation is about recognising individual student performances and tailoring
assessment, content, pedagogy, and classroom structure to smaller groups of children
and individual children (Tomlinson, 2014; Hoadley, 2018). Prior research in the South
African context shows dominance of a ‘communalising’ pedagogy (Hoadley, 2018), where
no distinctions or judgements are made of individual learners and their activity. The
unit of teaching is the class: the pedagogy is undifferentiated and undifferentiating, and
there is little explicit marking out of individual performances or differentiated activity
that acknowledges that children learn in different ways and at different paces.
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The nature and extent of individualisation in the classrooms observed requires
deeper analysis. It would also be interesting to take advantage of the kind of ‘natural
experiment’ in small class instruction provided by rotational timetabling in contexts
where large classes are the norm. For the purposes of this report two simple measures
were used to gauge differences between classrooms. These were measured in relation
to presence and absence:

« Learners read or write independently (presence=2; absence=0)

« Teacherengageswithlearnersasindividuals while executing a task (presence=3;
absence=0)

Table 18: individualization across classrooms

Learners read and/or write independently  Teachers assist individual learners Total
School A X 3
School C X X 5
School K 0
Treatment
School | 0
School E X 3
School G X X 5
School B 0
School D 0
School L 0
Control
School J 0
School F X 3
School H X 3

Individualization is about the recognition of individual performances and
differentiated pedagogic strategies, but it is also crucially about the expectations of
learners and whether they work as individuals in the classroom, or as a collective.
In general, seen across the classrooms, was the communal production of tasks. In
reading this was seen as collective chorused reading. In phonics, likewise, collective
realisation of letter sounds. Further, in the completion of tasks in workbooks (both
Funda Wande and DBE) solutions to tasks are jointly produced and then copied
down. In other words, learners do not work individually or independently with the
workbook. An example from School L is provided below. The workbook task states:
Write three sentences about what you did at school yesterday. The teacher derives
the sentences in the following way:
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TEACHER

The teacher says: “Now it’s time for you to write your classwork. Let me read it out
for you. It says write three sentences about what you did yesterday at school. It’s time
to write. Let me help you”. She erases the board and tells the learners that some of
them played soccer the day before, so she will write a sentence about playing soccer.
She writes the sentence up on the board, asking learners to spell some of the words.
She repeats the process to write the sentence “we played skipping rope”. The teacher
then states: “Yes, so in your books I want to see the boys writing the first sentence
and the girls to write the second sentence. No boy plays with skipping rope! I do not
want to see a boy writing the second sentence. Do you hear me?”

There are three ways in which the original task in the workbook is altered:

A. Ttis reduced from writing three sentences to writing one sentence
B. It has been changed from a writing exercise to a copying exercise

C. It hasbeen changed from an individual task to one that is done in the same way
by all learners.

The other measure of individualisation was whether teachers assisted learners.
All classes were small due to rotational timetabling. In most classes teachers
circulated. They varied in the extent to which they looked at what learners were
doing, commented generally on this or assisted individuals. In six of the classrooms
teachers offered individuals help and in six, no individual engagement occurred.
No individual assistance occurred in any of the Limpopo classrooms, and this may
be related to the fact that these classes would normally have been very large. There
appeared to be more individual assistance in Treatment classes than Control ones.

KNOWLEDGE

Teacher knowledge is not directly observable in the classroom; however, it was
possible to observe the extent of teachers’ skills and knowledge to facilitate effective
reading instruction, especially in the choices, mistakes and omissions they made.
Phelps and Schilling (2004) argue that teachers’ knowledge of the rules of reading
(subject matter knowledge), of phonology, morphology, and semantics, and of the
reading strategies young learners use in decoding and comprehending text (subject
matter knowledge for teaching reading) are key to knowing how to respond in situ.
The issue of low levels of teacher knowledge is one that has been highlighted in the
South African context for some time. Van der Berg, Spaull, Wills, Gustafsson and
Kotzé (2016) refer to it as a ‘binding constraint’ on raising literacy levels.

As indicated above teachers often appeared to know that learners were doing
something incorrectly but were unable to help them to do it correctly. They appeared
to not know how to assist learners in blending sounds beyond very simple chants
of consonant vowel combinations (ba, be, bi, bo, bu) although even this was seen
very seldomly. Likewise, segmenting was not a strategy deployed when long words
were introduced and would have been the obvious strategy. In the example below,
the teacher at School C focuses on getting learners to spell and remember the word
rather than decode it through segmenting.
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The class comes across the word ‘sinoburhalarhume’ in the text they are reading.

T: Let us stop here so that we do not run out of time.

Let us move on to here, we will spell [words on board]. Pass me that pointer (a learner
passes her the pointer). We will spell now. Let’s go (pointing to the first word).

Ls: [chorusing]: s-i-n-

The teacher taps the board multiple times with the pointer and the learners pause
from spelling).

T: all of us...

Ls [chorusing]: si

T: No, no, do not say “si,” those words are not coupled. We are spelling, that is “s.”

Let us go (pointing to the letters again).

Ls: [choring]: s-i-n-o0-b-u-r-h-a-I-

T: You are moving slowly.

Ls: [chorusing]:...a-r-h-u-m-e

T: Let us try to move faster (taps the board repeatedly as she speaks).

Let us go again.

Ls (chorusing) S-i-n-o-b-u-r-h-a-Il-a-r-h-u-m-e

T: and what do we say when we read it, we say sinoburhalarhume.

L: uburhalarhala

T: No, not uburhalarhala. Let us do it again. Sinoburhalarhume

It was evident from this example that learners are memorizing not decoding the
word. Where learners move naturally towards syllabification (in saying ‘si’), the
teacher corrects them back to an alphabetic approach and spelling.

Finger pointing was one strategy that appeared to be most available across
classrooms. Teachers could access this and more formalistic, grammar orientations
to text, such as punctuation and capital letters.

Teachers also tended to follow certain procedures in a very mechanical way. The
example of the reading of the anthology at School E was one example given above.
On three occasions, different teachers showed the generic cover of a FW Big Book
(Figure 13 below) containing a number of different stories within.



Figure 13: Cover of a FW big book

IsiXhosa

ULwimi Lwasekhaya neZakhono zoBomi

INcwadi eNkulu

The teacher at School C then proceeded to ask ‘prediction questions’ with no

conception that the cover did not match the story to be read.

T: Now, what do you see on the cover of this book?
Ls: We see a mother and her child.

L: There are two people on the cover.

T: Isn’t this a teacher and a school child?

Ls: Yes that is right.

T: Now let’s look here for a moment (teacher turns the page). What do you all see here?

The teacher then proceeds to look through the pictures for the story of Jack and the
Beanstalk. This indicates alack of planning that was evident in several classrooms. In
School K, the teacher appears to lack understanding of the story and communicates a
curious interpretation of the focal story of her lesson before grasping it properly on
the second reading. This lack of planning when teachers know they will be observed
and videoed is concerning.
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Finally, as was suggested in the section on text talk, teachers appear to lack a
systematic, pedagogic orientation to text where they can manage text features,
decoding and phonics as well as preserving the meaning. This requires further
investigation, but teachers do not model authorizing (giving authority to) text as
a source of learning, key to learning how to learn. Rather, texts often become a
springboard for generating experiential understandings and everyday meanings.

SUMMARY

The table below shows the total scores for all the lessons on the measures presented
in the sections above. The graph below the table shows the lessons ranked from
lowest score to highest.

Table 19: Instructional quality ranking

Evaluation Engage- Coherence

Pacing  &feed- ment with and struc- Individuali-

Quality Quantity  Quality

TOTAL

phonics  reading reading back text tore sation

School A 4 0 2 2 5 1 6 3 23 4/5

School C 2 1 3 3 5 2 4 5 25 3

School E 1 3 4 2 2 3 5 3 23 4/5
Treatment

School G 4 5 4 4 8 3 6 5 39 1

School | 2 0 0 0 2 1 3 0 8 12

School K 3 4 1 3 3 2 3 0 19 7

School B 2 2 2 1 3 2 5 0 17 8/9

School D 0 1 2 1 1 1 3 0 9 n

School F 1 1 0 1 3 0 4 3 13 10
Control

School H 4 2 1 2 6 2 6 3 26 2

School J 5 1 2 2 4 2 5 0 21 6

School L 2 2 3 1 3 2 4 0 17 8/9
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Figure 14: Instructional quality ranking
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The graph indicates that Treatment classrooms in the main scored higher than
Control classrooms on the measure of instructional quality, although with exceptions:
the lowest scoring classroom was a Treatment classroom and the second highest
scoring was a Control classroom. The two highest scoring classrooms were former
House of Representative Western Cape schools where teaching was markedly better
than in the other classrooms. The long pedagogical shadow cast by apartheid is still
evident here. There were no other clear provincial differences among the remaining
classrooms, with Limpopo, Western Cape and Eastern Cape spread across the
ranking. This is too small a sample to make robust claims about the impacts of the
programme on the Treatment group, but the data is suggestive that the programme
has some impact in changing the nature of classroom instruction. The methodology
used here for ranking could usefully be deployed in a larger sample.

Table 20: Fidelity and quality compared

Fidelity Quality

School A 4 4
School C 3 2
School K 5 5
School | 6 6
School E 2 3
School G 1 1

When the ranking of the classrooms for fidelity and quality are considered together,
again a relationship is evident (in Table 20) between instructional quality and the
extent to which the teacher implemented the programme. However, the sample
again is too small to draw any strong conclusions about the programme, and the
relationship may be due to teacher competence (which would likely lead to better
implementation) rather than an impact of the programme itself.
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The analysis of the classroom data has shown that despite low levels of
implementation fidelity, Treatment classrooms offered a greater range of reading
activities and spent more on reading than Control classrooms. In addition, although
in a very small sample, instructional quality appeared to be slightly better in
Treatment classrooms than Control. Although subtle, and in this very small sample,
the insertion and use of more and better text appears to affect learners in the
Treatment classrooms in their opportunities to read, the pace of instruction and
lesson structure and coherence. Some impact of the programme is thus detected and
would usefully be explored in a larger sample.

The FW programme is treated by teachers as a resource-based intervention, rather
than one that is meant to change teacher behaviours. Given the relatively light touch
training (mostly done online and during COVID), it is unsurprising that certain
dominant teacher behaviours identified in Hoadley (2012) and Hoadley & Boyd
(2022) have remained resistant to change. In concluding we identify six of these
behaviours which represent blockages to successful reading instruction in the terms
laid out in the TG. These might usefully be directly targeted in training around the
intervention in the future.

Reading and writing are not conceived and practiced as individual activities.
Socially shared understandings of text are privileged over individual meaning
making, and the teacher takes primary responsibility for meaning-making of text
and presenting this to the class. Writing consists almost entirely of copying either
teacher-generated or collectively derived text. Learners in this form of pedagogy
form a largely passive, collective and undifferentiated grouping.

Teachers’ orientation to text lacks an appreciation of narrative at times (and an
emphasis on decoding or text structure) and a lack of regard for the authority of
text as a source of learning at other times. Understanding teachers’ pedagogic
orientation to text may require understanding how teachers themselves learned to
read and write and whether and how they read in their everyday lives.

Teachers hold very low expectations of learners. Tasks are simplified and only
low level, factual questions that require no inferencing are asked in classrooms. The
pacing of lessons is very slow and very little content is covered. Collective chorusing
and copying mask individual differences and lower the requirements for all learners.

The specialisation of time across classrooms is weak and evidence of predictable
and stable instructional routines scanty. Insufficient time is allocated to reading
instruction and the time is not allocated to different reading activities in ways
intended by policy. Pacing is very slow across most classrooms with excessive time
allocated to copying and marking work, activities that hold little learning potential.

Teachers provide very little feedback to learners, and even in the small classes

afforded by rotational timetabling, seldom engage individually with learners in
assisting them to read or write. The fact that learners rarely read or write on their
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own makes evaluation difficult. But when learners do offer responses these are
often ignored, not developed or elaborated. Whether the avoidance of individual
evaluation within a whole class context stems from teachers protecting learners
from the ‘shame’ of not knowing, or whether it stems from a lack of confidence in
their own ability to assist learners when they are unable is unclear. The outcome,
though, is that instruction is unanchored in clear criteria of right and wrong and
ways of getting learning right.

Seen in the very slow pace in the classrooms, superficial coverage of content,
incomplete reading of texts and unfinished tasks, teachers appear to lack the energy
for sustained, purposeful and engaged teaching. Whether this low energy lies in
a lack of motivation, low internal locus of control, habit or collective school-based
norms, the effect on the quality of instruction is clearly evident. Teaching reading
at this level requires careful, sustained and patient engagement that occurs at a
relatively fast pace to keep learners’ interest, with regular changes in focusactivity
in order to meet the relatively short attention span of learners this age.
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