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Abstract

This study explores the issues relating to literate practice for an individual who has a literacy
difficulty. The process of negotiating meaning is articulated from the perspective of English
as a second language. However, S (the participant in this study) was an ESL student for whom
a more complex picture became evident when, at the completion of her formal schooling, she
was diagnosed with severe dyslexia. This had implications for her development in literacy

which were vital to becoming a qualified practitioner in her chosen career of hairdressing.

S participated in a mentor / tutor relationship to support her engagement with text. This was in
direct response to her immediate need to access theoretical information which formed a
coursework component of her workplace training program. The reading and understanding of
text materials was necessary in order to complete the written assignments which were part of

the course requirement.

The study makes an analysis of literate practice from a systemic functional perspective with
particular reference to literacy difficulties. The engagement in talk about and talk around texts
in relation to reading specific texts is explored as the means of negotiating meaning. The
analysis of the transcripts from instructional dialogue and other interactions reveal
characteristics and patterns of language behaviour which have implications for teaching

practice in regard to accessing written texts.

It is evident that mediation is pivotal to the development of understanding. The features of the
specific texts are pivotal in making meaningful connections and the features of conversation
are the mediating practices of negotiating meaning. The abstract nature of written texts signal
a necessity to identify and explicate the grammatical features which are realised in both verbal

and written text constructions and are implicated in making meaning.
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1.1. Overview

This study examines aspects of language which manifest as perceived literacy difficulties. It is a
response to specific needs experienced by S, who strives to function in a workplace environment
with limited literate proficiency. The study explores the apprenticeship of a student into technical
discourses and analyses the language features inherent in the written texts of a curriculum, the
mediating talk of her tutor and conversations between tutor and student. As a member of a work
place community and a participant in a study program, there are particular challenges and

demands in terms of literate practice which limit S in realising her potential in the workplace.

1.2. Aims and Questions
The general aim of this study is to examine S’s literacy experiences and the generation of
meaning through oral and written forms. It examines reading and talking as mediated literate
practice rather than remediation in developing literacy.
e What problems are encountered by S in her engagement with the texts of an apprentice
training curriculum?
e What are the features of the teacher-meditated talk supporting her engagement and
comprehension of texts?
e What are the implications for teaching and supporting learners in the negotiation of

professional training texts?

1.2.1. Analysing the construction of linguistic and social knowledge

The participants’ talk about texts provides the data for analysis of meta-functions and an
exploration of social constructions for supporting literate practice (Halliday & Martin, 1993;
Hasan, 1996). Heath (2000) asserts that students may not be provided with appropriate
opportunities to share what they know or have experienced and that teachers "may not tap into
students' customary ways of communicating their competence" (p.28). The customary ways of
sharing information in classroom settings are usually determined by a set of assessment criteria

which require students to respond according to predetermined rules.

Two aspects of inquiry are explored. First, the nature of the texts which were necessary for S to

negotiate in her training program. Second, the nature of my discussion with S whilst negotiating
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meaning when reading and talking about texts. The practice of reading and talking together in this
context did not involve the practice of basic skills, isolated drills or especially prepared grammar

tasks. It was reading and talking about the course content.

According to Cope and Kalantzis (2000:3), “the fundamental mission of every educator is to
improve every child’s educational opportunities”. Teachers are challenged by claims and
counterclaims about grammar and the need to return to basics in an educational climate in which
political debate emphasizes the need to improve literacy outcomes (DEETYA, 1996, 1997, 1998,
ACER, 1997; ABS, 1997a & b; ACAL, 1999). The what (instructional content) and how (way of

talking) of literacy have relevance for the individual, in the workplace and community.

S is a young adult who had 12!/, years of formal education but experienced significant difficulty
in reading and writing and could not meet the expectations required for completion of the
theoretical course work of her traineeship. My role in guiding S through her course work was to
support her in the literate practices which related to her chosen field of employment and connect

her workplace with a theoretical knowledge base.

In working through the literacy requirements of S’ traineeship I have endeavoured to identify
particular language resources and to show how they are manifested between individuals in a
particular context. The challenge for teachers is to deliver appropriate instruction, which is ﬁot
only pivotal to literate development but also embedded in the regulative practices applicable to
specific contexts. In exploring aspects of interpersonal and experiential functions the regulatory
language dynamics revealed through the talk are articulated with the instructional content of the

texts.

1.2.2. Instructional conversations in reading

A literate society manifests a complex array of literate practices, multi-literacies or multi-modal
patterns of meaning (Cope & Kalantzis, 2000) in which individuals function as members of a
learning community with a diverse range of competencies. Within any community, there is a
distinct range of language styles which apply to a variety of practices and function in accordance

with the achievement of certain goals.
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Talk is presented by social theorists as the vehicle for supporting the reading process and making
meaning from texts (Baynham, 1995; Street, 1993; Love, 1996). The talk used in teaching and
learning reflects the social perspective of literate practice. Particular features of the tutor directed
talk in this study reveal attempts to support engagement with the written text and to support
student responses. Other features in the talk serve to illustrate how meaningful connections are

being created but it is through the identification of the meta-language that analysis is possible.

1.2.2.1. What problems are encountered by S in her engagement with the texts of the
apprentice training curriculum?

Critical framing interprets the social context and purposes of “Designs of meaning” (Cope &
Kalantzis, 2000). Oral and written texts are integrations of interpersonal and experiential
functions and are analysed in this study as negotiations between participants to construe meanings
through the lexico-grammar. The talk about topic content forms an oral text which reveals
features of interpersonal function within the process of negotiating and exploring topic
information. The field of instruction determines the nature of each text and the demands made of

participants in terms of dealing with abstract concepts.

1.2.2.2. What are the features of the teacher-meditated talk supporting the engagement
and comprehension of texts?

The situated practice of teaching draws upon individual experiences, social engagement ;md
workplace involvement (Cope & Kalantzis, 2000) in which interpersonal processes are recorded
in language as action, and analysed in conjunction with information about regulative and
instructional discourses (Christie, 2000). The regulative language of teaching discourses differs
from that of instruction although they are not so much separate entities as perhaps an
interweaving of discourse strands which operate on the interpersonal level. Regulative aspects
such as the modality features of teacher talk have the capacity to open up conversations or
alternatively to shut them down. Hence opportunities are either provided for participation or

denied.
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1.2.2.3. What is the nature of the language and teaching practices?

Overt instruction contributes to the development of linguistic structures necessary for different
types of negotiation which aim to promote understanding, reflection and the integration of
information as a knowledge domain. The actions of talking, explaining, questioning, confirming
and appraising between participants, draw upon ideologies and experiential functions in the
analysis of texts. These are the language practices pivotal to literacy development. Transformed
practices which occur as a result of meaning making have implications for cognitive and
linguistic development with potential for new social perspectives, and the shaping of future

endeavours, goals or actions (Cope & Kalantzis, 2000).

1.3. Rationale

Literacy is highly valued in a global, economic society in which governments operate as a "lean
and mean machine" (Gee, 2000:6) and correlate economic success with high levels of literacy.
Schools are the institutions charged with particular responsibility for developing the literate skills
required for individuals to function successfully within a society (Mickan, 2004). In an
educational context the development of complex literate practices are emphasised to the extent
that reading, writing and facility with oral language in response to academic tasks have become
the primary means by which educational success is measured. The term literacy is itself an
abstraction through which we attempt to describe a concept which encompasses a number of

complex, related activities (Freebody & Wyatt-Smith, 2004).

A psychological model of educational assessment generally prevails within our western education
system whereby success and potential are equated with quantitative data and measurement. The
relevance of qualitative data is explored in this study with reference to the social theory of literate
practices and their implications for teaching and supporting learners. Literate knowledge and
skills are achieved predominantly through communities of practice and embedded within the
complexity of schools systems and classrooms themselves constitute specific communities of
practice. Classroom dynamics contribute to a social order in which individuals participate and
through which structures of hierarchy and distribution of power are determined (Gee, 2001). It is
important to recognise how membership to one kind of community may be influencing identities

across private and broader communities and global lifestyles.
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This thesis challenges a reliance upon quantitative measures as the dominant practice in assessing
student ability and foregrounds the mediating practices which are critical to engagement with

texts and with significant others.

1.3.1. Political issues

Literacy education and assessment are concerns for governments, educators and communities
alike and have implications reaching far beyond educational practice. These concerns derive from
a belief in literacy as the cornerstone for success in school, later training for employment and the
general economic and cultural well being of a society. 'I'he standard of literacy has become an
important political issue in many countries because of its significance in relation to workplace
dependence upon information and the investment in human capital as workplaces change in
response to societal needs (Freebody & Wyatt-Smith, 2004). Therefore standards in education are
inextricably linked to the status of the national economy (Knobel, 2001). For individuals not to
succeed in formal education is an indictment upon the system which has specific cultural

responsibilities (Mickan, 2004).

Economically well-developed countries invest heavily in formal education, which is understood
to promote literacy and correlate positively with economic productivity. In countries where
greater economic productivity exists, there are more adults with higher levels of litergcy
compared with those who fall into categories of underdeveloped and developing nations with
struggling economies (Bracey, 2000). The global benchmark of national status is The United
Nations ‘Human Development Index’ which is characterised by three factors: life expectancy,
literacy and per capita gross domestic product (Graff, 1987). Although debates are plentiful on the
subject of literacy, they are not only about competing theories and approaches in relation to
reading and writing issues, but they are just as much about overall standards of educational,

cultural and economic activity (Wyatt-Smith, 2000).

1.3.2. Educational issues
The information age or new times (Lankshear, 1998) presents unique challenges and demands
more of individuals in terms of literate practices. An increasing need to understand, manipulate

and manage a variety of information has become apparent, with the subsequent realisation by
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governments that a significant portion of populations in writing based communities are at risk.
There is no simple methodology for addressing this issue since the term literacy is itself an
ideologically loaded word (Baynham, 1995), which foregrounds perceptions of standards, levels
and benchmarks. Literacy can no longer be defined as a single entity since multi-literacies have

become a reality as part of social and technological change (Cope & Kalantzis, 2000).

The formal education system is a skills and task oriented domain which reflects the values of a
particular society. In a reading / writing based language system, it is commonly assumed that
children are predisposed to learn the complex skills of reading and writing by the time they reach
a certain age. In many circumstances the education system tends to categorise individuals in
relation to literate ability and attach a problem label to those deemed to be lacking such a
predisposition. In the case of dyslexia, Frith (1985) attests to the collocation of literacy and
problem, judging dyslexic individuals as deficient and thus in need of remediation by some form
of special instruction. If instruction is at issue, then it is relevant for all participants in education.
Teachers of literacy understand the importance of explicitness and a systemic functional approach
(Halliday, 1994) provides an explicit and specialised form of instruction and analysis (Christie &

Unsworth, 2000; Christie, 1995, 2001, 2005; Comber, 1998).

1.3.3. Literacy as a social practice

Schools play a critical role in determining students’ life opportunities. They provide access to
three major types of social activity: 1) a hierarchical world of work, 2) the shaping of citizenry
and 3) supplementing the discourses of private, community and global lifestyles. As the activities
of these domains change, so the roles and responsibilities of schools are challenged (Cope &
Kalantzis, 2000). In order to determine the relevance of schooling in the development of literacy,
it is necessary to consider language experience as a social construction for making meaning.
Perret-Clermont, Perret, and Bell (1991) contend that social factors affect cognition especially
within schools where an individual’s psychological functioning and behaviours cannot be
understood independently of a context which is influenced by their teachers, peers and others.
Instruction is therefore a social endeavour in which there are multiple participants and the quality
of instruction can vary according to the nature of personal interaction. The nature of the
interaction is significant since it constitutes how relationships are established, thus influencing the

success of educational outcomes or what is learned.
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Reading and writing are complex processes (Clay, 1991; Snowling, 2000a; Christie, 2005), which
require explicit instruction. They occur in conjunction with and in response to a social context
where interpersonal and experiential dynamics have a key role. The work of Perret-Clermont,
Perret & Bell (1991) directs us to examine characteristics of the social and physical environment
in which individuals develop their cognitive resources and attribute meaning to them. Le. how the
individual can operate on the social and physical features of the environment and gain knowledge

from these experiences.

1.4. Defining Literacy

General definitions of literacy (UNESCO 1962; NLA of USA, 1991 see Appendix A; OECD,
2000; ACAL, 2003) imply an acquisition of language skills. Definitions identify literacy with the
development of competence in reading and writing in order to participate effectively as a member
of society. The general concept of literacy in this study challenges the concept that it is
synonymous with school literacy i.e. the perception that the formal process of schooling
determines the development of literacy. S is one of many individuals who has participated in
formal education and not achieved a literate status which affords her independence in work and

community.

A common assumption within the current definitions is that to be considered literate, a person
must be able to cope with some reading and writing tasks. However, the emergence of mﬁlti-
literacies determine that literacy as an entity cannot be explicitly defined. Existing definitions of
literacy differ in several ways but reveal some shifts in perception and awareness. For example,
literacy does not have an end point or stasis neither is it absolute. Recent definitions (OECD,
2000; ACAL, 2003) offer a view of literacy as being dynamic and being relative to other cultural
elements. They assume a definition within a certain context of functioning, which may change
from one country / culture to another, or over time. Some definitions also include mental skills

such as numeracy and problem solving.

By current definitions being literate implies a dynamic state of becoming more literate as the

changing social systems within which individuals function present new challenges. Formal
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schooling does not necessarily create literate graduates, even if such a goal were achievable in a

society where multi-literacies abound and a multiplicity of cultures are represented.

Some definitions (Appendix A) differ from the notions referred to by Halliday (1996) of being
literate and becoming literate. According to Halliday (1996), literacy is a practice, a process and a
product of language and within the conceptual framework of linguistics, there is a way of
understanding it as follows:

"... in becoming literate, you take over the more elaborated forms of language that are

used in writing - and the system of social values that goes with them." (p-340)

«_.. being literate means engaging with language in its written form: distinguishing what

is writing from what is not writing, and producing and recognising graphic patterns." (1996:342)

On their website the Australian Council for Adult Literacy (ACAL, http://www.acalview.html)

addresses the issue of being literate in the 21% century in the following way:

1. One needs to be literate as a citizen in a democracy:
understanding and fulfilling one’s role
being able to assess one’s needs
having one’s say and responding to the views and actions of others by engaging in the
range of literacy / communication practices required in the public domain

2. One needs to be literate in one’s workplace, participating confidently in routines and practices:
interacting appropriately with others according to workplace roles and relationships
reading, writing, and speaking different texts generated within that field of work
accurately employing its language of use (discourse)

3. One needs to use a broad range of literacy and communication practices in order to:
successfully negotiate the job market

access community services and their associated bureaucracies.

1.4.1. Problematising literacy vs a literacy curriculum problem

The acquisition of school literacy is an organised regime of tasks, which are timed and sequenced
in relation to standards based upon average developmental trends (DEETYA, 1998) but not
necessarily with any particular regard for individual experience or progression. It defines a

schedule of skills acquisition in order for individuals to be academically successful. In school, the
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measure of success is determined by a student's control over the language resources required for
completing curriculum tasks (Mickan, 2004). The process for becoming literate is therefore being
literate within school oriented practice and succeeding at school is a prominent social value. The
inter-relationships of a diverse range of components contribute to literate development and are
critical to a fuller understanding of how we undertake the assessment of literacy in our schools

(Matthiessen, Slade & Macken, 1992).

The categorisation of people according to literacy / illiteracy parameters creates what Freire (cited
in Baynham 1995:7) calls “a culture of silence”. A healthy literacy status is valued by society and
contributes to an individual's positive self-image but where this is not the case, it is generally not
freely acknowledged i.e. "if you can't read and write you keep quiet about it." (ibid.:7). In the
context of adult literacy there are many individuals who have passed through the formal education
process but are deemed to have failed or rather, we may question whether the system has failed

them.

1.4.2. Role of context

It is expedient to explore new dimensions of what and how the explicit teaching of literacy is
achieved. For example to what extent is cognitive development dependent upon the development
of sociocognitive knowledge in specific contexts? Le. “how the individual can actively operate on
the social and physical features of his or her environment to gain knowledge from these

experiences” (Perret-Clermont, Perret & Bell, 1991:42).

An educational institution controls the parameters of time, content and context. The context for
learning is of primary importance since it is underscored by social engagement. Halliday (1993)
asserts that learning experiences and the emergence of ideologies are first construed in social
contexts through interpersonal relationships. The physical features of the environment such as
settings, resources and materials, contribute to the interactions and support logical and symbolic
meanings in an effort to make sense of the learning processes. Hence, the learning processes and
interactions that are situated within a learning context are determined by the individual roles of

teachers, peers and others.
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When perceived developmentally, the process of learning that constitutes becoming literate forms

part of an integrated social structure. According to Hasan (1996:25),
"Language is rooted in community and communication ...(and) in the satisfaction

of the user's needs ... It is the means by which we share our experience of physical

and social reality within an entity of cyclical progression."

These social entities are shaped through:
"... systematic operations of sharing a language but furthermore, the reality we shape

is dealt with and understood through the language itself ." (ibid: 22).
Literate activities are shaped through the language practices that surround and embed them. The diversity
of language use and the purposes for reading and writing in the social context of community offer
as much variation as communities themselves. Historically, the community was responsible for
the education of its members in terms of literate practices which has subsequently been replaced
by the uniformity of a formal system. However a formal system of education does not guarantee

success in becoming literate and education has now become a national and global concern.

1.5.  Justification of the Study

The focus of this study is the analysis of particular language experiences of an individual who did
not succeed in formal schooling. A systemic functional analysis (Halliday, 1990) reveals some of
the language characteristics which emerged between student and tutor in striving to make

meaning from technical texts.

The study is an exploration of the way that language supports the learning processes involved in
developing reading and writing practices. Interpersonal language function and experiential
domains of exchanging information and exploring new knowledge domains have been the

primary vehicles for analysis, based upon sociolinguistic theory (Halliday, 1990).

1.5.1. Informing personal practice

The analysis of personal practice promotes an increasing awareness of the meaning making
processes which may assist in advancing students toward an understanding of text. The
negotiations which take place in this practice reflect the types of mechanisms which are ordinarily
at work in the creation of meaning, and suggest how they may contribute to applications of

explicit instruction in the development of reading and writing in an academic setting.
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1.6. Research approach

This study relates to context-based learning and situated literate practices. It involves the joint
negotiation of text and analysis through a systemic, functional linguistic structure. The emphasis
upon making meaning is based upon the notion of reading and talking as learning (Purcell-Gates,
1997b; Gerot, 2000). In the many overlapping communities of practice there is engagement in a
complexity of social practices some of which have discourses embedded in them. Reading and
writing are some of the ways that people participate in other social practices of which schooling
and training programs such as apprenticeships, form a significant part. Reading and talking as
learning in relation to curriculum texts have their own discourses which are analysed here through

a systemic functional approach.

1.6.1. Individual case study

The case study focuses upon the generation of meaning which is central to the concept of learning
through making connections between oral and written forms. The sharing of text through reading
together and a mediating process of talking about and around texts, provided the process for the

collection of language data for analysis.

1.6.2. Collection of data

Engagement in the teaching practice and mentoring process provided the following data:
e audio text and transcripts of conversation
¢ audio text and transcripts of oral reading
e secondary school reports

e psycho-educational report

1.7. Framework for Data Analysis

A theoretical framework of systemic functional linguistic analysis (Halliday, 1975) underscores
this study. The data are explored through experiential and interpersonal meanings which enable
an appreciation of the role that oracy plays in language development. Oral language patterns
reveal the resources at work in the creation of meaning. Such language resources are realised

through grammatical structures (White, 2005; Droga & Humphreys, 2002).
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1.8. Organisation of the Report

The next chapter presents the context of the study within the current educational and economic
environment. Chapters III and IV explore the educational issues relating to literacy from
respective psychological and social theoretical perspectives. Chapter V presents the methodology
of the study, Chapter VI contains the analysis and interpretation of data and Chapter VII raises

points of discussion and conclusions emerging from the study.

1.9. Limitations of the Study

In an individual case study there are issues which emerge that may not necessarily translate to
other individuals with comparable circumstances. Although extrapolation and interpolation may
be possible in relation to other cases, they are not assumed. There may be similarities but also

differences which are relevant.

1.9.1. The study focuses upon the higher level of function in terms of literate acts and illustrates
how these were supported through the processes of talk as a means of generating understanding

and making meaning.

1.9.2. There is no intention to recommend a single method of support or a particular way of
teaching but only to reveal through the analysis the characteristics which are evident in the

language which assisted an understanding of literate development in the case of S.

1.9.3. Language and literacy are explored as a spectrum of complex practices which have
underlying phonological and symbolic structures. The focus in this study is the development of
literate practice through the comprehension of abstract language concepts and grammatical

metaphor (Halliday and Martin, 1993).
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Chapter Il  Context of Study

2.1. Overview
2.2. Background
2.2.1. Political / economic vs educational / social agendas
2.2.2. Social context
2.3. The Role of Literacy
2.3.1. Notions of literate function
2.3.2. Educational practice and teacher education
2.3.3. School assessment of language
2.3.4. Remediation to accommodation

2.4. Summary

2.1. Overview

This chapter presents the context and background to the current issues surrounding practices in
the teaching of literacy. It foregrounds the tension between political, economic, and social
agendas which relate to literacy and educational practice. The participants in this study are
engaged in a social system within which a main social expectation is that attendance at school
provides the necessary experience to enable one "to achieve one's goals and to develop one's

knowledge and potential" (OECD, 2000:x).

2.2. Background

Until the 1970s, it was generally assumed that the number of years spent in formal schooling
correlated positively with higher levels of literacy. Even though there has been an increasing level
of awareness about literacy issues, there is a growing concern about the rates of change in our
national literacy status over the past 50 years (Castleton, 2000). Media attention has focussed
upon societal, economic and political concerns but what actually defines the literate individual is

the subject of much debate (Castleton, 2000).

Recent information on the literacy status of a population comes from the International Literacy

Survey conducted in the International Literacy Year (1991). This followed a report by Wickert
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(1989) which brought attention to the literacy status of the adult population of Australia which
revealed that 10%-20% were having some difficulty with aspects of literacy (OECD, 2000). The
survey was conducted in 20 OECD countries from which data were collected based on individual
responses to different types of texts. These included prose, document style and quantitative texts

and the 20 participating countries in the study, represented 50% of the world's GDP.

The National Literacy Survey: (ACER, 1997) (“Mapping Literacy Achievement: Results of the
1996 National School English Literacy Survey and Literacy Standards in Australia”) reported
student achievement in key aspects of literacy: namely reading, writing (including spelling)
speaking, listening and viewing. The results provided an analysis of student achievement against
the agreed draft benchmarks of the survey. The “Literacy Standards in Australia” informed the
benchmarks process and showed the minimum standard of reading and writing expected of
children in Years 3, 5, 7 and 9. The survey findings showed that there were a significant number
of children (around 30%) failing to meet a minimum acceptable standard (ABS, 1997a & b). This
outcome is consistent with the Longitudinal Surveys of Australian Youth, a sample of 14 year
olds over the period 1975-1995 indicating that around 30% had not mastered basic reading
comprehension (DEETYA, 1996, 1997, 1998).

2.2.1. Political / economic vs educational / social agendas

Official concerns have clearly emerged about adult literacy since the report by Wickert (195-39).
However, definitions within this context can be somewhat flexible. The use of terminology such
as “functional literacy” or “illiteracy” has a tendency to mean different things over the passage of
time. For example at one point in history a person who could sign his/her own name was
considered to be functionally literate. This definition later applied to someone who had a level of

literacy competence commensurate with three years of formal schooling (Bracey, 2000).

Technological and social change impact upon educational and literate practice and although the
maintenance of literacy standards in accordance with technological change seems possible for a
majority of people in a reading and writing based language system, significant difficulty is
encountered by many others in attempting to achieve an effective level of participation in an

increasingly complex literate environment (Lo Bianco & Freebody, 1997).
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The response of the federal government has been to inject funds into special programs based upon
recommendations from official surveys on the literacy status of our population (DEET, 1991;
DEETYA, 1996, 1997, 1998; ABS, 1997; ACAL, 2003). In addition to school based programs,
adult needs have also been considered so that literacy and numeracy provision can be made well

beyond the years of compulsory schooling (Hartley, 1990; Black, 2001).

2.2.2. Social context

Language is dynamic and meaning emerges from many contexts. There are three levels of
meaning which tell us about the world and about the state of relationships, which construe words,
images and ideas in ways to capture the attention of viewers, readers or listeners (Lemke, 2000).
Halliday and Hasan (1976) describe these kinds of meaning as ideational, interpersonal and
textual functions which are central to classroom discourses. The social context of language and
literacy is represented by a conceptual framework of field of discourse, tenor of relationships
(between speaker and listener) and mode of discourse (Halliday, 1994; Matthiessen, Slade &
Macken, 1992). The multi-levels of field, tenor and mode determine the changing nature of
language competence according to situation, as described by Halliday (1996). In becoming and
being literate people are dealing with the multi-literacies of the 21% century and teachers need
“deep and rich understanding of the nature of language and of the function that language serves

for us in our lives” (Halliday, cited in Christie, 2005:vii).

The student participant in this study had completed 12 years of formal schooling in Australia, and
was not able to access the theoretical information which accompanied her career training program
in the form of written texts. Learning support was required in the pursuit of her course work as a
hairdressing trainee which was mediated through collaborative talk. As a tutor and mentor |
subscribed to the notion that ‘one reads to learn’ (Purcell-Gates, 1997a). It was intended that the
appropriation of new knowledge would be supported by apprenticing into reading practices
through the means of guided talk. Mitchell & Myles (2002), refer to making a shift in

consciousness from inter-mental to intra-mental activity. However Rorty (1979, 85) states:
"What is special about language is not that it 'changes the quality of experience'
or 'opens new vistas of consciousness' or ‘systematises a previously unconscious
manifold’ or produces any other sort of change. All that its acquisition does is to
let us enter a community whose members exchange justifications of assertions,

and other actions with one another." (cited in Hasan, 1996:32).
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The language expetience is therefore the means by which to enter a specific community of
practice in which engagement is possible. Halliday states that talk is the agent for change and
brings language to a level of conscious awareness which can be analysed in systematic terms

(Christie, 2005).

We learn language through the use of language (Hasan, 1996). The language experience is an
important socialising process in order to understand specific domains of knowledge. Mediation
and collaboration are language vehicles which help to make this possible (Halliday, 1978, 1990,
Christie, 2000, 2005). My role was to facilitate the entry of S into a specific community of
semiotic exchange and action: a process that could be analysed through the grammar of spoken

interactions.

Newcomers to new kinds of learning are supported or apprenticed through joint practice or
gaining new knowledge through immersion in collaborative practice (Gee, 2001). Collaboration
and joint negotiation of texts (Gregory, 1994) fit within the concept of scaffolding which is
generally aligned with the Vygotskian principle of the zone of proximal development (ZPD). In
the circumstance pertaining to S, collaboration involved the joint negotiation of texts related to
the work place. The tasks of reading course notes and responding to questions, constructed as a
component of the topic assessment could be supported through a practical knowledge of the field.
Since apprenticeship is about promoting learning through socio-cultural activity, the knowledge
gained by S through practical experience was an important source of information which supported

her negotiation of technical information presented in the course texts.

2.3. The Role of Literacy

Literacy pedagogy has an important role in fulfilling the conditions which lead to full and
equitable social participation. Traditionally, this has meant teaching and learning to read and write
in a standard, official, rule-governed form (Cope & Kalantzis 2000). Dealing with print has
expanded in terms of schooling and technological practice (Durrant & Green, 2001). Meaning is
generated in multi-modal contexts through the internet, interactive media and a wide variety of

visual and audio applications, collectively identified as multi-literacies.
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Engagement in a variety of literate practices facilitates opportunities to access a broad range of
information on both a local and global community level. The OECD (2000) survey indicated that
many students who make early exits from school have low reading and writing skills. The former
Federal Minster for Education in Australia, (David Kemp) contended that as a consequence they
encounter limited access to tertiary education and contribute to high levels of longer term
unemployment (DEETYA, 1996; Lo Bianco & Freebody, 1997; Black, 2001). However, Black
(2001) challenges the commonsense understanding that lacking literacy and numeracy skills may
in fact cause unemployment. Literacy and numeracy are not always distinguished as separate
entities and numeracy is often subsumed as quantitative literacy (Kirsch, Jungeblut, Jenkins, &
Kolstad, 1993) or included within the notion of basic skills. The dominant discourse of
governments is that a lack of literacy has “negative implications for the economic security and
productivity of individuals, enterprises and the nation generally” (DEET, 1991:20-23). Street
(1993) argues that this represents an autonomous model of literacy which focuses upon the extent
to which people possess a particular set of skills rather than examining the personal value of

certain literate practices in the workplace and within different social contexts (Freebody, 1992).

2.3.1. Mediating literate practices

There are established theorised notions and assumptions that language and literacy are powerful
semiotic systems for the construction of meaning according to social contexts (Hasan, 1996;
Williams, 2000). However, language and literacy are a variable set of social practices rather tilan
unitary concepts (Hammond & Gibbons, 2001). The mediation of literate practices such as
reading and writing is somewhat different from the practice of treating texts as information to be
memorised and tested (Dugan, 1997). The participation of an individual in learning opportunities
which constitute a genuine apprenticeship into literacy allows for the transformation of
understanding and the development of responsibility as members of a community of practice
(Lankshear, 1998). To explore the process of language socialisation informs our understanding of
education requirements i.e. "that students show what they know in certain oral and written forms"
(Heath, 2000:28). Individuals such as S indicate that students do not necessarily reveal what they
actually know through these forms. The study of language features evident in the interactions with
S revealed her difficulty in dealing with the technical language of workplace texts. Although she

performed successfully in workplace tasks, it was not possible for her to respond to the theoretical
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requirement of reading topic information and selecting from test-based multiple choice answers in

order to fulfil other assessment criteria of her training program.

2.3.2. Educational practice and teacher — student interaction

The work of Mehan (1979) drew attention to the pattern of classroom talk and the dominance of
the IRE or as Sinclair and Coulthard (1975) refer to it, the IRF model being the pattern of teacher-
student interaction where a majority of ‘wh’ questions from the teacher are followed mostly by
one word responses from the students. In the studies of Mehan (1979) and Cazden (1988), it was
evident that teacher education programs were not providing information about the close
connections and interdependence of language, context, socialisation and the joint construction of
shared knowledge as an important part of the learning process (Christie, 1995, 2005; Christie &
Misson, 1998; Christie & Unsworth, 2000). The recording and transcription of language
interactions in educational settings has facilitated the detailed qualitative analyses of teacher-

student discourse.

People do not engage in literacy practices in isolation but in social networks, sharing and
exchanging as part of a local community such as students assisting others in classrooms in a
variety of procedures (Heath, 1983). People act as mediators or literacy brokers in assisting others
(Hamilton, Barton & Ivani¢ 1994; Baynham, 1993) in classrooms as in other areas of the
community. In the context of organizations and systems an understanding exists of the ways of
behaving which are socially appropriate for different contexts. In the classroom, students and
teachers move from speaking and listening to reading and writing activities. Students are
operating in a variety of social groups where they talk, read and write together, or have individual

undertakings as well as whole class encounters under teacher direction (Christie 2005).

The role of teacher and language structures within the classroom or teaching setting were
analysed by Bernstein (1996) in terms of regulative and instructional discourses (cited in Christie,
2001). In a regulative discourse the teacher orchestrates classroom interactions which allow for
informational exchange to a greater or lesser extent. It is a response to student dialogue as much
as to teacher initiated exchanges and underpins the instructional discourse of subject specificity.

The instructional discourse is driven by the technicality and specific language of the texts which
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often consist of abstract concepts relating to definitions, formulae and a specialised lexicon for
specific fields of study. Discourse analysis enables the exploration of language use and the
examination of language opportunities provided for learners. The dynamics of regulative talk
about texts and instructional content of the texts are integrated through negotiation. The
negotiation of meaning aids comprehension and interlanguage restructuring through talk (Mickan,
1997). Literacy learning is therefore a complex interaction of reading, writing and talking which

incorporates physical elements relating to setting, resources and materials.

2.3.3. School assessment of language

Traditionally, schooling has been the means to an end in imposing national standards. However,
difference and diversity is a central and critical issue in education. It relates as much to
perceptions of developmental standards as it does to cultural and linguistic standards (Cope &
Kalantzis, 2000). The issue of difference is of critical importance with implications for literacy
pedagogy. In attempting to address the context of cultural and linguistic diversity there is also the
influence of a political emphasis on a back to basics approach and returning to the teaching of
grammar (Cope & Kalantzis, 2000). The limitations imposed by a ‘basics approach’ puts at risk
the richness of learning experiences that come from diversity of culture, language and gender that

have potential to enhance educational success.

Lankshear (1998) raises the issue of how measures including national benchmarks, assessmént,
reporting and remediation are appropriated in relation to the notion of ‘foundational literacy’. It is
worthy of note that official policy statements place an emphasis upon the relevance of education
in schools with reference to activities in daily life (DEET, 1991; DEETYA, 1998). Does school
learning therefore articulate with other discourses as Bernstein (1996) advocates, to cover a
broader range of relationships than those within schools, to provide a sound foundation for
lifelong learning? On the contrary, school literacies often appear to be detached from life in the
home, out of school or in the work place. Lankshear (1998) also suggests that teachers often find
themselves in contrived teaching/learning situations compared with other professionals whose
actual work is in a specific knowledge domain. For example concepts such as algebraic functions
in simultaneous equations are not as readily applied to real life situations in a mathematics lesson

compared with the use of map co-ordinates or scale diagrams in a geography class. The
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opportunities for authentic learning experiences as in immediate practical applications are not

necessarily applicable in all circumstances.

2.3.4. Remediation to accommodation

The approach in remedial education in the western world is based upon a continuum from
remediation to accommodation which assumes a primary disability emerging from a language
deficit model (see Appendix A). Those who are classified as not meeting the standard or who are
classified as poor readers or writers include individuals who may know and understand what is
asked of them as well as those who can read words but have ditticulty in comprehending (Heath,

2000).

The study of classroom talk and the relation between speaking and writing have emerged over the
last decade with a focus on social and cultural influences (Black, 2001). Attention given to
language development in particular has emphasised those aspects which vary from the standard
and appear to inhibit learner success. A closer examination of language in the classsroom tends to
be contained within assessment tools and procedures which utilise pencil and paper tests, essay
writing and class discussion through teacher questions and student responses. There are also
computer-based forms of assessment used for some purposes such as TOFEL tests and in the

TAFE system for progressive assessment (DETE, 1991).

There are circumstances where students can contribute to discussion and participate in joint
constructions of texts but are not ready to make independent constructions of their own.
Difficulties are compounded when classroom instruction emphasises skills at the expense of
meaningful reading and writing experiences (Allington, Steutzel, Shake & Lamarche, 1986;
Johnston & Allington 1991; McGill, Franzer & Allington, 1990 cited in Dugan, 1997). Students
need much more than subject content in the challenge of coming to terms with school literacy

(Knobel, 2001).

The National Joint Committee on Learning Disabilities (1993), offered the following
recommendation "...students are best served by a range of placement(s) and not by the ideology

of 'full inclusion' " (p.25). This seems to suggest that some students require withdrawal from
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classroom programs in order to receive special separate instruction of some kind. If students in
general need much more than subject content in becoming literate then significant implications
exist for individuals such as S. The idea of a range of placements other than full inclusion
suggests that something other than being in the classroom and learning with peers is more
appropriate for particular students. This would appear to be an adherence to the ideology of
autonomy rather than dealing with the real issues of diversity. The challenge for teachers is the

diverse nature of student needs in any given classroom.

Lankshear and Knobel (1998) questioned the value of intervention programs which may possibly
do little more than develop code breaking ability as a reading practice rather than develop relevant
literate practice. Their intention was to reveal some anomalies and contradictions which emerge
when current trends are compared with information from new research. Gee and Green (1988)
identified three dimensions of literate, sociocultural practice: the operational (context), the
cultural (language) and the critical (meaning). These do not feature well in the instructional
discourse of classrooms which are predominantly content driven and confined by parameters of
time and where knowledge can be construed as having a commodity status and is something to be
acquired (Lave, 1991, Knobel, 2001). The acquisition of knowledge is emphasised rather than the

notion of apprenticing individuals into classroom or social practices.

2.4. Summary

The competing voices which influence decision making in education create numerous challenges
for educators. What teachers teach and how they teach have implications in an environment of
diversity which crosses the boundaries of both communities of practice and individual capacity,
be they cultural or linguistic. An exploration of the mediating practices of teacher — student
interaction, assists in our understanding of the nature of problems encountered by students and the

features of mediated talk which supports the engagement with texts.
The next chapter explores the psychological perspective in relation to literate practices in the

education system. Psychological assessments constitute a dominant voice in decision making

within schools which impacts significantly on the future of individuals.
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Chapter I Psychological Perspectives on Literacy Practices
3.1. Overview
3.2. A Psychological Perspective of language and Learning
3.3. Cognitive Approaches to Learning
3.3.1 Interface of Psychological and Social Theory
3.3.2. Pedagogic discourse
3.4. [Educational Issues
3.4.1 Developmental asynchrony
3.4.2 The reading/literacy debate
3.4.3 Qualitative and quantitative assessment

3.5. Summary

3.1. Overview

The aim of this chapter and the next, is to compare aspects of cognitive and social theory which
illustrate the relevance of socialising language practices in education. The traditional emphasis in
education has been placed upon understanding cognitive development based on psychological
paradigms. This relates to a process of internalisation, suggesting that knowledge is a cerebral
function of transmission and assimilation (Lave & Wenger, 1991). It does not articulate
specifically the role that language plays in learning, and therefore does not promote the concept of

development through social practices.

3.2. A Psychological Perspective on Language and Learning

According to Pica & Long (1986), language develops through what is comprehensible. This
relates to three ‘strata’ of language. Each stratum is a network of options which is interconnected
with others in order for experience to become comprehensible. In simplistic neurological terms,
these processes are internal and are determined by an array of neurological connections which
manifest as anatomical structures and interact through the transmission of chemical messengers
within specialised areas of the brain (Castro, Merchut, Neafsey & Wurster, 2002). The
psychological view interprets language and literacy cognitively. It emphasises skills and

acquisitions which are referenced by higher order (top down), lower order (bottom up) and
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integrated processes of neurological activity (Goodman, 1976a & b; Marek, 1987; Crowder &

Wagner, 1992), not necessarily by languaging activities.

The role of language is socialising individuals into communities of practice. In S' circumstance, it
was perceived that she could not participate fully in her community of workplace practice because
she was unable to deal with the literate demands of the written texts associated with her work. As
a component of her career training it was necessary to read the set texts and respond to specific
questions, based upon the topic content in order to demonstrate her theoretical knowledge and
attain a designated level of competence. Most participants in a competency based program of this
kind would function relatively independently because they have acquired the necessary skills to
read and respond to the relevant texts. In a competency based regime such as TAFE, an individual
is encouraged to work independently and take the assessment tasks when ready. This system was
not tenable for a person such as S. Her particular difficulty was in accessing the texts of her
workplace independently. She required reading support in order to access the texts and

opportunities for discussion about meaning.

The social theories of literacy would contend that segmentation and reductionist approaches do
not socialise individuals into a community of practice to the extent that they are able to function
in response to the literate demands of their workplace. Following the psychological model,
students with difficulties are segregated through endeavours to individualise programs and- to
meet specific learning needs in an education system (Clay, 1985; Juel, Griffith & Gough, 1986,
Juel, 1988; Greaves, Coughlin, Suter & Munro, 1998). A pattern of segregation becomes evident
whereby an individual is no longer functioning within their community of practice but in
isolation. In S' circumstances I have questioned whether this made her learning activity more

difficult because it was less social.

Special literacy programs within schools, are intended to intervene in such a way that specific
skills are addressed. For example, high frequency word recognition and decoding of letter-sound
patterns in the form of practice drills are intended to support other classroom learning practices
(Torgeson, Wagner & Rashotte, 1994). Practice in sight word recognition is widely implemented

and accepted by teachers as a way of assisting in the reading of texts. Reductionist techniques are
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more likely to be used in individualized programs and settings where letter-sound and sight word
recognition skills are practised in attempts to support students with reading difficulties. The re-
tracing of developmental and accumulative procedures are often employed in literacy intervention
programs (Orton, 1925, 1937, 1939; Augur & Briggs, 1992; Fawcett, Nicholson & Dean, 1996;
Spalding, 2003) which are perceived to enable an individual to fill or close the developmental
gaps. As noted by Cope and Kalantzis (2000), the disparities in educational outcomes do not seem
to be improving. “... mere literacy remains centred on language only, and usually on a singular
national form of language at that, being conceived as a stable system based on rules such as

mastering sound-letter correspondence” (Cope & Kalantzis, 2000:5).

The methodology commonly adopted in special reading programs e.g. Reading Recovery (Clay,
1987) is that simpler texts are used for the practice of basic skills. In order to improve reading
ability there is a trend to employ specially written or simplified graded texts so that competence
can be more easily monitored or referenced against quantitative data of developmental norms and
standards. The reduction of texts to enable a student to get through a reading task is intended to
encourage independent activity. In practice however, it often distorts the structure, cohesion and
language quality which comes from the original work (Gerot, 2000). In such instances the
richness of a text is diminished or sacrificed for the sake of so-called readability. The readability
is therefore questionable since by the very act of reduction, the text is compromised and at risk of
losing its cohesion. This presents a dilemma for individuals like S because much of the techn{cal
information would be lost if the texts were to be simplified. In her workplace situation, a
simplification of theoretical material would not have sufficed. It was necessary to work towards
an understanding of the standard texts. She needed more time to do this with others and also

having more opportunities for talk.

Although an intervention approach based upon practice drills and simplified texts has been
supported through a plethora of psychological studies and has been recorded as a successful
paradigm (Clay, 1985, 1987, 1990), there are many individuals like S for whom interventions
have not been successful. S had experienced the segmentation style of an intervention approach
during her primary years of education. She has recalled experiences in primary school when she

was withdrawn from the main class with small groups of ESL and special education students to
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do some separate and different activities (learning the alphabet and sounds) in order to support her
language development. In secondary school it was perceived that her difficulty with literacy was
due to learning English as a second language. She reported that an assessment was made during

year 8 in response to teacher concerns about her literacy but there was no further action taken.

Although my mentoring of S in this study was a segregated experience, the issue here is taking
part in the required social practices and the associated texts. Reduction or simplification of text
material was not an option but mediation was required in order for S to access the texts. Although
mediation occurred with mentor and student working together which was not part of a group or
class setting there was no other alternative since the conditions of funding were for her individual

support.

Within the TAFE system, S was required to complete a series of assignments which dealt with
topic content in a written multiple choice answer format. Her tasks were submitted electronically
for marking and were required to meet a designated threshold of accuracy before being accepted
as meeting the competency standard (ALBSU, 1992). An example of a course work topic is

provided in Appendix J.

Multiliteracies and the application of technological resources make learning and creating meaning
a multimodal process. Written-linguistic modes are part and parcel of visual, auditory, and spaﬁal
patterns of meaning (Cope & Kalantzis, 2000) and these were clearly promoted in a career
training program such as the one in which S was engaging. For S* course there were video discs
for the demonstration of practical skills or techniques and computer programs of topic
presentations linked to data bases for completing multiple choice assignment formats, marking
and tracking individual progress. The use of data bases depended upon a high level of
independent reading of written texts which S had not acquired and therefore required assistance. It
was necessary to talk about the structure and nature of texts and changes in lexico-grammatical

structures as well as to negotiate the conceptual content of them.
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3.3. Cognitive Approaches to Learning

According to Gagné (1993), the essence of learning is in being able to transfer knowledge by
adapting what is learnt or known from one setting to another in order to satisfy some useful
purpose. Educational activities may be perceived by social theorists as simultaneous participation
in regulative and instructional discourses, at the heart of which is the integration of information
into knowledge structures. In psychological terms, Gagné sees this as the interface between
entities of declarative and procedural knowledge (Schunk, 1991), monitored by conditional
(Schunk, 1991) factors.

Declarative knowledge (Schunk, 1991) relates to Bernstein’s notion of instructional discourse
(Bernstein, 1996). It has its application in the acquisition of facts and belief systems, defined
psychologically as concepts and schemas and is generally well established by the time children
commence school (Pressley, 1998). However, access to knowledge is facilitated on a micro- and
macro-cultural level through the social practices of family and community, power relationships

and personal experiences (Gee, 2000).

Procedural knowledge applies to regulative rules and negotiative processes for utilising facts and
manipulating information, re-contextualising experience and establishing relationships between
events. The overarching principle of conditional knowledge (Schunk, 1991) is that it represents an
internal process of decision making i.e. evaluating and knowing what to do, how to apply ‘the
procedures and when to do it (Schunk, 1991, Gagné, 1993). From a social perspective we are
languaged into these practices. The social settings and communities of practice provide the
interpersonal and experiential engagements which constitute our learning environments. They
are the language settings in which participants develop their concepts and schemas referred to by

Pressley (1998).

In the psychological sense, the activation or retrieval of information depends upon the integrity of
neurological networks and the relevance of the information for the individual. The relevance of
information determines its authenticity and how effectively it is embedded into existing
knowledge structures. According to  Schunk (1991), Pressley (1998) and Gagné (1993)

propositional networks share common chemical neuro-transmitters which facilitate problem
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solving, analogising and recognising what is relevant. A social translation of this view might be to
say that languaging activities make these connections possible. At the outset, the languaging
process is the precedent and the catalyst for learning activity albeit the engagement of either

speech or thought (Lave, 1991). How this process is mediated impacts upon learning.

Behaviourist, cognitive and humanistic psychology is centred around a definition of skills and
knowledge acquisition with an inclination for reading development to be identified as an
incremental, skills based continuum. The work of Rennie (2000), revealed that such a model
supports hierarchical development with decoding at the basic level and critical thinking at the top
but Luke and Freebody (1997) advocate a critical social theory where students access coding,
meaning, pragmatic and critical practices as integrated processes. Exploration from a social
perspective indicates that reading activity is influenced by interpersonal factors such as cultural

history and social context (Luke and Freebody, 1997).

The context of engagement is also recognised as an important attribute in psychological theory
(Snowling, 2000b). What seems to be less emphasised in psychological theory is the explication
of social constructs through which language operates as the process for the mediation and
integration of information. In achieving her learning goals, S had to meet the challenges of both
theory and practice. The written texts had to be read and understood in relation to her workplace
practice. According to Christie (2001), the discourse of a community precedes and eventually co-
exists with pedagogic discourse and so the means exists by which the language of the theory
could articulate with the language of the workplace. Mediation through talk provided the conduit

for S to make meaningful connections between the workplace practice and the theoretical texts.

3.3.1. Interface of Psychological and Social Theory

Halliday (1996) foregrounds language function as being embedded in social activity and although
meaning making occurs simultaneously at a multiplicity of levels, thought and conceptualisation
commence on an interpersonal level through language engagement. There is no learning which
occurs independently of a social context since thought and action have emerged from

interpersonal experiences and prior involvement with other people (Lave & Wenger, 1991).
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Halliday (1990) describes the strata of language as semantics, lexico-grammar and phonology. In
social terms, "semantics is realised as words, and words, as sounds" (Hasan, 1996:73).
Linguistically, language is the socialising process through which the cognitive constructs of
conceptualisation are developed. Smagorinsky, (2001:62) puts the view that language enables us
to produce mental images, referring to “a new form of text with meaning, allowing for reflection
and transformation”. These are further explained as exploratory processes leading to
representation, reflection and new thoughts. The meanings of words, depend upon the sentences
and the grammatical patterns of texts within the social practices in which they occur (Hasan,
1996:7). High order meaning making processes such as reflection, representation and
transformation occur through different genres and text types. Phonology is specific to every
language and the degree of individual competence is reflected in the capacity to utilise attributes
such as prosody and nuance in meaning making activities (Torgeson, Wagner, & Rashotte,
1994).

As Purcell-Gates (1997b) asserts we cannot simplistically assume that we learn to read (implying
a bottom-up sequence), in order to read to learn. The notion that reading is learning would suggest
(to use cognitive terms), that bottom-up and top-down processing occur concurrently and
integratively. What is suggested by Halliday is that individuals utilise a type of selective
processing as to which suits them according to a specific situation (Christie, 2005). Rather than
being interpreted as separate kinds of processing the focus is always on making meaning whether
at the word level or at the level of whole text. Subsequent higher mental processes or as Halliday
states, different mental practices requiring different semiotic resources (comprehension or
meaning making) are appropriated through cultural practice (Vygotsky, 1978; Kress, 2000a cited
in Smagorinsky, 2001) using a complex array of communicative language experiences as part of
apprenticing an individual into social practices. Having a learning identity is a commodity of
contemporary life in which one is shaped as a member of a community throqgh becoming

knowledgeable and skilful (Lave,1991) in practice with others.
Matthiessen, Slade and Macken (1992), support a vision beyond the "lowest levels of the

linguistic system" (p.174) and promote the language in context model which "integrates linguistic

analysis of higher levels of organisation in writing, with the analysis of student use of
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grammatical resources" (p.175). Cultural mediation is necessary for the construction of new
meaning and is therefore critical to concept development. In this context language is socially
constructed, representative of a spectrum, which reflects integral complex relationships. Learning
with others and through the contributions of others would seem to provide more opportunities for

meaning making than learning in segregated or isolated settings.

The means by which to access and respond in learning situations may in some instances require
the aid of technological resources, such as hearing or visual aids. Even reading assistance
software programs and word processing packages require a cohesive knowledge of phonology,
word structure, grammar and semantics in order to negotiate and gain optimal benefit from them.
Unfortunately, many programs within formal educational practice are used as a substitute rather
than an integrated aspect of literate practice. For example, computer based reading and spelling
programs utilise new technologies and are promoted as tools which can be used to fill the learning
gaps rather than to socialise individuals into reading and writing practices. They are designed to
be independently operated, repetitious and have self-correcting functions which enable the user to

progress at an independent pace through sequenced activities.

Although knowledge and learning are expressed as cognitive / psychological constructs, it is
facility with language in conjunction with, or embedded in social practices, that realises growth
(Cambourne, 1988; Barnitz, 1994; Bloome, 1994; Purcell-Gates, 1997b). For example, the
reading of stories alone is not what enables children to reflect and exercise the kinds of thinking
which are necessary for school. It is the process of mediation in reading and writing activities that
an adult provides through the roles of reader, interpreter and shaper of narratives and information
ie. social mediation that enables literate development (Williams, 2000). The role of parent
(subsequently the teacher) is as important as the story itself. For S, the languaging process
through stories did not occur prior to school. This was not a feature of her family life but one
which she identified as important to her, in having a family of her own (Appendix C, Line 150).
However, it is not known what other variety of oral experiences might have constituted narratives

and provided different levels of enrichment in S° early development.
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3.3.2. Pedagogic discourse

Bernstein (1996) brings into focus a social perspective on cognitive theory through his
categorisation of regulative rules of distribution, re-contextualisation and evaluation. The
regulative rules of distribution determine access to knowledge and therefore discursive power.
Re-contextualisation implies an understanding of the embedding of discourse i.e. how to integrate
new knowledge which occurs outside the school context. Evaluation of knowledge takes place
according to time, place, context and age (Christie, 2000).

“Bernstein (1996) proposes that a pedagogic discourse has two elements:
a regulative discourse and an instructional discourse. The latter is “embedded”
in the former in such a manner that the discourse of some context outside
the pedagogic relationship is taken and relocated for the purposes of teaching
and learning.” (Christie, 2001:316)

We are socialised into the regulative discourse of a community practice which embeds instruction
and learning. The social linguistic analysis of practice for the purpose of this study was
conducted through the interpretation of linguistic meta-functions from the recorded interactions of
student and tutor who were negotiating texts. Christie (2001) argues that the regulative discourse
embeds the instruction required for teaching and learning episodes and therefore the analyst’s

attention is drawn to the manner in which both endeavours of teaching and learning operate.

Instructional discourse constitutes the what of classroom teaching and regulative discourse
provides the social constructs of how a learning activity is enacted. The skills and competencies
relating to content of instruction emerge in response to the language structures which make
meaningful connections within a field of knowledge. In meeting the challenges of teaching and
learning, teachers are making decisions about how to present and talk about technical or abstract

constructs. The talk constitutes a regulatory practice.

3.4. Educational Issues

The National Plan — “Literacy for All: The Challenge for Australian Schooling’ (DEETYA 1998),
recommends the measurement of student progress against designated benchmarks. A critical level
of literacy and numeracy is one in which a student is deemed to be making sufficient progress at

school and without particular difficulty. These benchmarks therefore, identify essential aspects of
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literacy and numeracy within the school context (DEETYA 1998: 23). It is intended that where
individuals fall below the benchmarks, issues of need can be further assessed and addressed.
Standards and benchmarks, according to Knobel, (2001) should only provide baselines by which

to observe the development of children rather than a classification system.

Education systems promote the idea of language in “real contexts for real purposes” (Department
of Education, Queensland, 1994:7) but recommend the implementation of intervention programs
which do not deal jointly with the condition of meaningful contexts. Many programs are
repetitive, skills oriented and make use of practice regimes. However, “without meaningful and
relevant contexts the less successful learners are trapped into reading, writing and speaking texts
that are not natural and not related to the texts with which they are already familiar because of

their life’s experiences” (DEQ, 1994:7).

Quantitative measures of S’ reading and writing performance were reported by education
authorities in keeping with the outcomes of objective standardised tests. The tests purport to
reveal the level of competence of an individual in relation to age peers compared with
developmental trends or benchmarks. They are measures which are sanctioned by governments,
and promoted by educational research bodies as the appropriate means by which to assess the
literacy status of individuals within our population (DEETYA, 1996, 1997, 1998). Quite often,
they are used as an independent source of data, from which to extract information and make V\./ide
ranging decisions about education, whether it be for an individual, a class, a whole school, a state
or an entire nation (Castleton, 2000). The statistical analysis used in educational and psychometric
measurement involve the reduction of multiple indicators of performance to underlying clusters or

factors which are interpreted as competence measures (Freebody & Wyatt-Smith 2004).

S' experiences prior to school had not prepared her for the encounter with school literacy practices
and neither had the experience of schooling prepared her for the literacy challenges in relation to
texts and her workplace (Appendix C: Lines 29-34). This presents an interesting notion in terms
of apprenticeship. Her identity as an apprentice in workplace practices implies participation in

developing knowledgeable skills in areas of reading, writing and manual expertise specific to her
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field. Apprenticeship into the texts of the work place also forms an important aspect of her
learning. Other forms of apprenticeship relate to membership of school and family communities.

The general concept of functional literacy is one which suggests that an individual is able to
connect with written information in a meaningful and independent way within the culture and
community of practice. Apprenticing into literate function occurs on both individual and

institutional levels but here it seems, according to Lave (1991) is the paradox.
“It is exactly in those organisations in which control through narrowing , trivialisation,
and decomposition of full participation is most common — in schools and workplaces —

that learning is most often an institutional motive and yet by argument here, most likely

to fail.” (Lave, 1991:78)

Alternatively, Lave proposes, apprenticing into other aspects of life in the family and social
community usually leads to successful participation. Developing an identity as a member of a
community and becoming knowledgeably skilful are part of the same process, with community
practice being the shaper and motivator which gives meaning to the experiences that establish
knowledge. Learning and failure to learn point to relationships within these socio-historical

processes of knowledgeability and identity (Lave, 1991).

However, the process of distinguishing the literate from the illiterate remains problematic. There
are many factors which influence literacy development because of the intricate relationships
within these functions (Clay, 1987) but processes such as reading and writing depend upon the
smooth interaction of brain systems (Snowling, 2000). Numerous language and literacy support
programs have been published but Clay (1997) suggests that some precautions need to be taken
when focussing upon literacy deficits in developmental programs. The nature of brain function is
such that a deficit may not be isolated to one particular area and it may also be influenced by
factors such as timing and the nature of experiences during the acquisition of skills. Ultimately,
language development is referenced to an underlying capacity to make meaningful connections as

a result of interpersonal experiences.
The results which have been reported from the outcomes of literacy surveys (ABS, 1997a & b;
ACAL, 1999; OECD, 2000) reveal that there is a diverse range of individual ability for the

processing of language and especially for responding to print. This ability depends upon the
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manner in which text is configured and the way in which individuals are required to work with
texts and respond to them. Readers “will be successful to the extent that an understanding exists
between the cultural and situational contexts and how the language in the text functions” (Gerot,

2000:206).

3.4.1. Developmental asynchrony

Throughout the latter part of the 20th century, the British Dyslexia Association (1968), supported
research which identified characteristics in individuals which reveal a predisposition for
confusion with print, therefore making it difficult to access information and communicate through
systems of reading and writing (Orton, 1939; Augur & Briggs, 1992). The term dyslexia has
become the descriptor of specific phenomena, experienced in relation to reading and writing
processes. Dyslexia was originally defined as having its etiology in the processing of linguistic
units (Orton, 1925), which form the basis of our speech-sound system, i.e. the phonological
structure of the language. Such a label is currently applied to many individuals, and has become
the basis for special educational provision in the form of literacy support programs. Without basic
phonemic awareness, knowledge of letter-sound relationships and decoding strategies, emergent
readers appear to experience difficulty in learning to read (Munro, 1998; Hulme, 2000; Snowling,

2000; Coltheart, 2000).

There are also many children who have reading ability and may appear ready to write but hé.ve
little idea of how to spell (Pressley, 1998). This particular phenomenon was identified by Orton
(1937) who claimed, "These children can often learn to spell words by rote memory but this is apt
to be very short lived..." (cited in Henry, 1998:84). Teachers have become aware of instances
where spelling and grammar are problematic and although syntactically a text may be relatively

cohesive, unorthodox spelling and word order may interfere with its semantic elements.

The definition of dyslexia has undergone a two stage transition in its definition, having first
emerged from a medical model of the World Neurological Foundation (1968), with an emphasis
upon a deficit theory. A subsequent definition focused on an IQ discrepancy, which was revealed
through the disparity between verbal and performance scores on psychological sub-tests (Frith,

1985). More recently, dyslexia has been perceived from both a cognitive psychological and a
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linguistic perspective. Snowling (2000) describes dyslexia as having clear identification with
reading and writing cultures in which characteristics vary according to age, ability, motivation,
experience and the type of writing system being learned. Definitions have also been careful to
specify that the processing characteristics described as dyslexia have no direct correlation with so

called levels of general intelligence:
"A disorder in children who, despite conventional classroom experience,
fail to attain the language skills of reading, writing and spelling,
commensurate with their intellectual abilities."

(World Federation of Neurology, 1968)

Frith (1985) identifies a causal chain associated with dyslexia that incorporates biological,
cognitive and behavioural factors. Snowling (2000) specifies a developmental disorder that will
change with maturation and in response to the environment. This reflects the findings of work
carried out over many years by Samuel Orton (1925, 1937, 1946) in the first half of the twentieth
century and subsequently continued by other researchers such as Anna Gillingham and Bessie
Stillman (cited in Henry, 1998). Since psychological testing is a dominant practice in education,
the decisions about the intelligence and abilities of individuals are often influenced by the results
of these tests. The information provided by such tests should be considered in conjunction with
the social practices surrounding an individual and the nature of instruction which are integral to

individual learning.

What might be particularly significant is that factors relating to conventional instruction and
socio-economic opportunities were features of the definition originally given by the World
Federation of Neurology (1968). The relevance of instruction is what makes social theory a
pertinent aspect in relation to dyslexia. Learning in relevant contexts makes instruction
meaningful. The what of learning is the knowledge gained about the social world, and the how is
social mediation. “Knowledge is changed in the course of activity and includes speech and

thought but cannot be reduced to either one or the other” (Lave, 1991:67).
Many individuals struggle with the kinds of learning practices which are common throughout

formal schooling. They often free themselves from the shackles of school literacy as early as

possible and pursue fresh opportunities that re-vitalise the learning process through endeavours
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which generate their own level of personal satisfaction. (DEETYA, 1996,1998; ACAL 1999) This
enables an opportunity for learning from a totally new perspective and for completely different
reasons. The “learning of authentic texts for authentic reasons” (Purcell-Gates, 2000) creates
interesting analogies of readers some of whom are like enthusiastic travellers leaping onto the
train, impatient to reach their next destination. Next, there are the ones who are struggling to
clamber aboard but still manage to achieve their goal and finally, there are those who are left
standing at the station and have missed the train completely because they could not muster the
skills and resources to get there quickly enough. Studies by Stanovich (1980, 1986, 2000) have
shown that children who experience difficulty with reading in their first years of school are still

struggling many years later.

Clay (1985) refers to early identification of literacy difficulties and claims that these difficulties in
terms of school literacy will emerge within the first year of formal schooling. For some
individuals they will persist throughout the rest of their education and into adulthood (Clay, 1985,
1987, 1990, 1991). Orton (1939) emphasised the need for stimulating and encouraging oral
language prior to schooling as well as informal phonological awareness training. It is significant
to note that school commencement ages vary throughout the world. In Australia, the majority of
children start school at 5 years of age but in other countries 6 years and 7 years. Age and
maturation factors impact on social experiences and language development. Children who are
more established in communities of practice prior to schooling may also have better languélge

resources to function in a formal instructional setting.

Williams (2000) observed variations in practice amongst mothers of preschool children which
revealed specific differences in linguistic reasoning according to sociological factors. These were
not just in relation to time spent with children but also based upon the extent of mother’s
independence and the extent of her autonomous decision making. Such a study offered data which
showed that mothers who had a greater degree of autonomy in terms of social status were able to
expand their children's responses beyond the immediacy of the text. This was much more than
reading words, it was exploration and mediation of text through shared experiences. As such it

was excellent preparation for the literacy practices encountered in school.
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3.4.2. The reading / literacy debate

Reading and writing, like speech and thought are not independent processes. We also read as we
write ( Mickan, 1997, Miller, 2004). At any given level of reading development, a competent
reader knows where to commence reading and realises the connectedness of stories or text. For
example, words and pictures have a relationship between them and that chapters have a common
thematic element. Competent readers are able to consistently recognise words and access
meaning from the text, taking account of word order, context and interactants within their own
socio-historical and cultural experience. Competent readers can also talk about the message in the
text and usually make some connection with personal experience or make comparisons with

another text (Chall, 1967; Goodman, 1976b, Clay, 1991).

However, competence is relative. A competent five year old reader as perceived in a formal
educational setting is not the same as a competent twelve year old reader. Competence with one
type of text, regardless of age, may contrast with competence in another. For example, the
demands of reading a narrative are different from reading a magazine article, newspapers, poetry
or Shakespeare. The challenge presented by one poet differs from another and one Shakespearean
play is not necessarily just like every other. Resources and experiences for engaging with texts

and processing texts can be just as diverse as the nature of texts themselves.

Is competence a useful concept at all? If we are assessing or observing performance or
competence relative to a specific task, there are other ways that learning behaviour can be
described. Unfortunately, there are circumstances where a demonstrated lack of competence with

a certain text leads a person to dispense with it and seek something easier.

Reading requires practice and success naturally favours those who learn easily, enjoy the
experience and get the much needed practice. Meanwhile, those who struggle or cannot seem to
get aboard the reading train are reluctant to perpetuate the degree of hardship that must
necessarily be associated with the process and simply do not get the practice they need

(Stanovich, 2000; Rayner, Rayner, Perfetti, Pesetsky, & Seidenberg, 2002).
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In some cases, even where children come from the same family, reading has developed as
expected for one, but not for another. In §’ family other siblings learned to read without
difficulty. Is it that some developmental anomalies (Snowling, 2000) may impede learning for an
individual such as S? The diagnostic commentary of the psychologist refers to the role of
cognitive functions which account for such differences. But in the study of S, some success in
reading has occurred long after the optimal period of time that parents, educators, and
psychologists associate with such development. §° motivation to succeed in the field that she had
chosen as her career could be viewed as a significant factor in her development. She had made her
own choice about what she wanted to learn. The relevance for her was that this was that work she

wanted to do.

Reading activity has been re-contextualised into schooling but has its origins in family life
(Williams, 2000). In the early school years, levels of reading accuracy have been highly
correlated with phonological awareness (Juel, Griffith & Gough 1986; Perfetti, Beck, Bell &
Hughes 1987; Neilson, 1999). A phonemic understanding of written English can be acquired by
invented spelling which is an attempt by children to encode their own language whilst gradually
moving towards a fuller understanding of letters and sounds. The component skills of reading,
rely upon a foundation of conceptual knowledge about print (Clay, 1991; Purcell-Gates, 1997a)
and basic phonemic knowledge of letter/sound relationships in addition to word recognition skills
(Torgeson, Wagner, & Rashotte, 1997; Pressley, 1998). However, while phonological awareﬂess
training may enhance decoding ability, it is not a sufficient condition for success in

comprehending text (Henry, 1998).

From a cognitive perspective, reading progresses from context to the recognition of words in
print. Print materials are observed in the environment through visual images, logos and graphic
representations as well as a variety of other semiotic systems for making meaning in communities
of practice. The experiences of formative reading and subsequent instruction lead to the
development of writing which is acknowledged by teachers to require explicit teaching and
modelling. Although different opinions exist as to whether we use predominantly whole-word or
phonics to achieve status as readers, linguistically we are aiming to make meaning. However, it

has been claimed in cognitive research that the explicit teaching of phonics makes it easier for
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children to develop reading behaviour (Chall, 1967; Juel, Griffith, & Gough, 1986; Perfetti, Beck,
Bell & Hughes, 1987; Juel, 1988; Hulme & Snowling, 1994; Henry, 1998; Pressley, 1998;
Johnson, 1999; Coltheart, 2000; Hulme, 2000; Snowling 2000).

A plethora of reading support programs cater for students with specific literacy needs such as
Reading Recovery (Clay, 1987), Teaching Students with Dyslexia (Augur & Briggs, (1992),
THRASS (Ritchie & Davies, 1998) and The Writing Road to Reading (Spalding, 2003). Many
result in only partial success. Frith (1985) defined three stages of reading (1) visually recognising
words (2) learning the correspondences between written symbols (graphemes) and spoken sounds
(phonemes) and (3) achieving visual recognition of an automatic nature i.e. not having to
consciously go through the previous stages. The argument in support of phonics based programs
versus the whole language or the literature based model (Chall, 1967) is enmeshed in differing
philosophies surrounding traditional and progressive approaches. In recent times, teachers have
discovered that the combination of literature based and phonics instruction is more powerful than

cither method alone (Pressley, 1998; Rayner, et al 2002).

However, linguists (Miihlhausler, 1992; Harris, 1993; Harris & Hatano, 1999) would suggest that
to limit the debate to one versus the other or even consideration of a combination approach is still

only part of the story. The role of language as social practice is not included.

3.4.3. Quantitative and qualitative assessment

Assessment of literacy is closely associated with two discrete goals. First, accountability in terms
of policy and second, measurement of instruction. Rigorous testing and measurement of students
are implemented in Australian schools. They are commenced as early as possible after school
entry and then in year levels 3, 5, 7 and in some instances at year 9 in the form of national basic
skills testing in literacy and numeracy. The performance of students is benchmarked as standard,
proficient, excellent or not meeting the benchmarks at all (DEETYA, 1996; DEETYA, 1998). The
national testing policy incorporates initiatives relating to issues of equity and social justice in
schooling and promotes testing as the means to reveal whether improved outcomes have
happened or not. This plan is constructed as ‘Literacy for All: The Challenge for Australian
Schooling” (DEETYA, 1998; Wyatt-Smith 2000).

D.F. Mackey Master of Arts by Research / Adelaide University / Department of Linguistics / October 2006



40

Quantitative literacy assessment is integral to the domain of cognitive psychology. Reading and
responding meaningfully to text (comprehension) feature as standard tasks in all normative
assessment procedures. Gerot (2000) has explored reading assessment in terms of a functional
linguistic framework. The nature of some reading programs, reading tests and their questions
were examined according to context, structure and a question hierarchy. She found that reading
and comprehension processes operated upon predictions between context - text relationships in
terms of field, tenor and mode. But some texts were naturally more difficult to read than others.
Standardised testing procedure used de-contextualised written texts for assessment of student
performance. Is language being treated as text for meaning or is being treated as just words and
sentences. If the latter, then reading tasks are not helping to establish the connections between text
and context. Gerot’s findings reveal that the comprehension of texts is supported by their
relevance to the situation of the individual. The talk that surrounds texts in building the field and
finding out what they know about a topic helps to familiarise the reader with the task and

establish meaningful connections.

Reading accuracy and reading comprehension scores are frequently given close examination in
psychometric assessments. Snowling (2000) refers to the discrepancy theory of developmental
dyslexia. It indicates that specific sub-test scores can be lower on IQ measures of verbal or
performance areas for an individual. Le. there are differences between expected and actual
attainment, where one might expect them to be higher, based on teacher or parental knowledge
about a particular individual. Lower scores on tasks of auditory memory or visual memory may
be interpreted as having implications for hearing or visual acuity by comparison with other
aspects of neurological processing such as auditory or visual perception. In many cases other
intellectual processing abilities may be quite well developed and even exceptional such as general

information, social reasoning, visual-spatial skills and problem solving.

There may be perceived anomalies or discrepancies in the measurement profiles of certain
individuals subjected to IQ testing procedures, hence giving recognition to relative strengths and
weaknesses in the processing of information. However, the characteristics to which Snowling
(2000) refers as asynchronous within the overall developmental picture of an individual fits a

pattern of discrepancy.
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People are identified as different if they fail or are poor at something. Difference is a sensitive
issue from quite an early age. Some children, even as young as 6 years of age (from my
experience) are critically aware of the differences in their performance in reading, writing and
especially spelling to that of their peers. 1abels such as average, deviant, intelligent, advanced or
learning disabled, dyslexic, etc. are commonplace in the everyday terminology of educational
settings and are used to classify or categorise students (Mehan, 2001). Dyslexia is a label for a
developmental phenomenon in which the notion of phonological knowledge has become the focus

of much research and discussion in educational and psychological disciplines.

The notion of skills acquisition foregrounds a hierarchical structure where cognitive development
is synonymous with incremental progression and knowledge is perceived as basic units of
information. The interactive dimensions of knowledge systems are articulated as inter-relations,
transformations and retrieval mechanisms which become the object of testing in the school
environment and a psychological context. The ability to decode the written word is something
different from making meaning from texts. Although the S could not accurately decode (letter-
sound correspondence) a written text, she could construct relevant meanings through discussion

about the text.

3.5. Summary

By comparison with psychological theory, a social learning theory embraces a broader
perspective of experience as being operational (contextual), cultural (language) and critical
(meaningful) within an integrated systemic framework of practice. Integration and embedding of

experience are fundamental to dealing with language in context.
The next chapter explores the creation of meaning in a socially constructed context and gives rise

to the notion of knowledge within a sociocultural theory. It constitutes a deviation from the

cognitive ideology of knowledge acquisition and focuses upon mediating learning practices.
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Chapter v Social Perspectives on Literacy

41. Overview
4.2. Social Language Theory
4.2.1. The uses of language
4.2.2. What signifies complex literate functions?
4.3. Language and Literacy
4.3.1. The social context of language
4.3.2. The social context of literacy
4.3.3. Reading, writing and comprehension in a school context
4.3.4. Language and communicative power
4.3.5. Teaching practice
4.4. Language in Context
4.4.1. Language as a social practice
4.4.2. Language as a social process
4.4.3. Language as a social product
4.4.4, Grammatical appraisal
4.4.5. Grammatical abstractness and metaphor

4.5. Summary

4.1. Overview

From a social perspective becoming literate is based upon two continuities: "learning to mean"
and "to expand one's meaning potential" (Halliday, 1993:113). Oral language is one of many
human resources for making meaning which include educational contexts as well as
commonsense types of knowledge that are characteristic of the human species (Hasan, 1996). The
work of Halliday (1993), directs us to the "fountain of everyday speech” (ibid:112) which
provides the key to understanding how we use and learn language. Making meaning employs a
range of semiotic systems but these involve more than speech alone and the most complex of
these systems operate in our classrooms (Lemke 2000; Christie 2001) where talking, looking and
listening are integrated with signs, symbols and interactions. Systemic functional theory promotes

language as a resource for making meaning within the social context of many different
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community practices. The social context is the predicator of a dialogic principle in which one
person interacts with another in either written or spoken form (Pearce, 1994). The social context
is also multi-dimensional and defines a process and product not as separate entities but as
integrated functions. This chapter raises some issues relating to the learning of complex language

functions such as reading and writing within the context of school classrooms.

4.2. Social Language Theory

A sociocultural theory of language assists us in developing a fuller understanding of educational
practice. Wells (1999) cites two inter-related goals of language activity as cultural continuity and
personal empowerment. In an educational setting, both are achievable "through problem-solving
social activity, mediated by linguistic interaction with teachers and students as well as students
and their peers" (ibid:204). The first goal is the transmission of a cultural history to each
generation through its artifacts and stories: the second is the transformation and appropriation of
knowledge to individuals to empower them in making their contribution to solving problems of
the broader culture (Wells and Chang-Wells, 1992). Nystrand (1997a) asserts that a sociocultural -
theory is more than a theory of interaction because it offers insights into human dialogue, with
implications for comprehension, meaning and interpretation. Bakhtin (1978) and de Saussure
(1915) seem to suggest that the true nature of things is in the relationships we construct and
perceive between them not in things themselves (cited in Pearce, 1994). According to Bakhtin
(1978) it is the positioning of relative perspectives, conflict and tension which shapes the
discourse and develops understandings within socio-cognitive practices. What is of interest to
educators is that dynamic processes of interaction and dialogic tension contribute to meaningful
interaction. Learning as a social construct is to apprentice students in the ways of making their
contribution to the culture through the activities of the school curriculum. However, meanings

unfold through dynamic processes which depend upon reciprocal relationships (Pearce, 1994).

Halliday (1993) asserts that language is "an essential condition of knowing"(p.93). Language is
making meaning, "a continuous learning process by which experience becomes knowledge" (p.
93). Firth (1950) concludes that it is not "domain of human knowledge" or "one kind of learning"
nor is it "a mechanism for producing and understanding text" (cited in Halliday, 1993:93). The

languaging process allows us to learn about language through language (Hasan, 1996) and
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explicit teaching about specific structures is possible through the regulative and instructional
discourse of the classroom. It would seem that the roles of teachers and learners are intertwined
through reciprocal and respective acts (Nystrand, 1997b) and that “Literacy is not a matter of
learning to go it alone with language but (rather) learning to go it alone with each other” (Brandt,

1990:6 cited in Nystrand, 1997b).

Perret-Clermont, Perret & Bell (1991) examined the specific features of social interactions not
only as the mediating vehicle but also as an intrinsic part of the language process in the

transmission of meaning.
“The interpersonal coordination of actions and symbols create both the task and
the problems; the endeavour of finding solutions for these problems is not only 