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ABSTRACT  

 

Although reading ability alone cannot guarantee academic success, it is highly likely 

that a lack of reading can function as a key barrier to academic achievement.  There 

are many other factors that are part of the causality. Of these, socio-economic 

status, teaching methods, parental involvement and lack of exposure to LoLT are 

probably the most important.  Classroom teaching for reading instruction needs to be 

considered as the critical factor in preventing reading problems and must be the 

central focus for change. As such, teachers’ acquisition of the teaching skills 

necessary to bring about the development of literate language competency are 

critical especially in South Africa where many assumptions have been largely 

unquestioned about how to teach reading and writing, which languages to use and 

what counts as high quality practice in classrooms (Banda, 2000). 

 

The main aim of the study was to investigate principally reading with the use of 

English first additional language (FAL) in South African Universities. The objectives 

included enabling students to successfully learn reading in order to promote their’ 

reading to such a level that they can continue reading to learn and not learning to 

read. The researcher was particularly interested in exploring broader trends in 

reading strategies, instructions and training for students with the intention of 

contributing possible strategies to address the training of students for their role as 

literacy instructors in English as well as in multilingual education in South Africa. 

 

Methodologically, the study is premised within the interpretivist paradigm based on a 

qualitative research method. It is a case study design. It is a longitudinal study that 

covered a total of four years, the duration for a B Ed degree. The population 

comprises all forth year English teaching methods class and ten lecturers in the 

programme.  The data collection tools included documents, participant observation, 

journal entry, assessments and focus groups. Interviews were granted to a 

purposively selected number of students (9) based on their academic performance 

over the years.  There were three weak, three medium and three strong students 
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that were interviewed.  A total of 10 teachers were randomly selected from the 

Faculty to get their input about students’ reading.  The ages of the respondents 

ranged from 18-60.  

 

The study concluded that students prefer to be taught in English although most see it 

as a barrier to learning. The findings showed that language learning can be easier if 

it is considered as social practice with academic purpose. The researcher 

recommends that there is need for a reduction of administrative duties from the 

lecturers to create more time for consultation.  She or he also see a need for tutorials 

which can help to expose learners even more to interaction in EFAL. 
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CHAPTER 1 

 

INTRODUCTION TO THE STUDY 

 

1.1 INTRODUCTION 

 

Reading is a way of recognizing letters and words and being able to get meanings 

from the text.  In this regard, Ezc (2006) argues that, when one reads, she/he 

combines the same letters which can be used to form different words with different 

meanings in other languages.  This means that the recognition of the actual word is 

not enough on its own to constitute reading.  Therefore, the key to reading is for the 

reader to understand the text and to be able to get relevant meaning out of it even 

though it might be quite complex to understand without proper exposure.  This is 

what triggered the researcher to investigate students’ reading and response in 

English FAL in order to promote the ‘reading to learn’ where possible.  In this regard, 

this study therefore views reading as a social practice. 

 

People read for so many reasons.  Some read for pleasure whereas others read for 

a purpose.  In view of this, the manner a person may attempt and chose a text to 

read would revolve around the reason he/she is reading for.  The researcher’s main 

focus was on students’ reading and response in English FAL to enable these 

students to read to learn.  Therefore, she/he tried to find out whether reading in a 

foreign/first additional language is different from their first language or mother 

tongue.  The only problem of readers in a foreign language is that, people are not 

conscious of or aware that even if a text might be written using a different alphabet 

or characters, it might be written from right to left, or bottom to top, but fundamentally 

the same processes are going on (Satija, 2002).  Otherwise, reading is a skill that 

each and every individual develops.  Based on this, once students see texts that 

they are unable to decode because they are not able to recognize the words and 

meaning in a foreign language, they may start to panic and end up finding reading 
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difficult.  Therefore for anyone to become a good reader there is dire need for that 

person to develop literacy skills. 

 

In this regard, literacy is seen as student’s key to master education curriculum.  

Students can become literate in terms of proficiency and competence only if their 

teachers are willing to initiate their growth in reading and writing.  This can only be 

possible if teachers can get enough support from higher education in South Africa by 

being exposed to the reading strategies, programmes, instructions and frequent 

training.  This should be properly monitored and supervised by literacy experts or 

specialists in order to ascertain that there is progress in teachers.  In view of this, 

Dyers (2003) states that there are numerous challenges in South Africa as a 

developing country which affect and delay the development of learner’s literacy due 

to specific challenges.  She moans about the lack of any promotion for 

multilingualism, insufficient opportunities for learners to learn in their own language 

which has resulted to a lack of learners’ overall literate language abilities and also a 

lack of learners’ English literacy to the level where they cannot continue to use it as a 

medium of instruction after the foundation phase.  

 

To understand the proceeding argument properly, the study wishes to look at the 

language in education policy. The current South African Language-In- Education 

Policy [LiEP] (DoE, 1997) specifies that all learners must learn to read in their home 

languages from grades 1 to 3  in schools where English or Afrikaans is not the 

medium of instruction in the foundation phase, grade 4 signals a shift in the medium 

of instruction for all learning tasks to English, coinciding with a change in the focus of 

learning from concrete, basic skills development to progressively more abstract, 

thinking and learning tasks across a variety of learning areas.  

 

Dyers (2003) highlights that teachers, in certain schools in the country, feel that the 

current South African LiEP, which calls for the switch to English instruction after 

grade 3 in the schools where a majority of the learners are English first additional 
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language speakers is contributing to educational failure amongst learners.  

Furthermore, Dyers (2003:61) contends that educators are struggling to respond 

adequately to the increased linguistic diversity found amongst learners in their 

classrooms.  As Heugh (2006) affirms, most learners who have to make the 

transition to “reading to learn” in grade 4 fall into the gap between learning in the 

mother tongue and learning through a second language of education, English. 

 

Most teachers do not know how to help their learners successfully to bridge this 

gap”.  Recently, planned alterations to the current LiEP have been announced 

(Pandor, 2006).  Amendments to the policy may lead to the promotion of a further 

two years of mother tongue education.   In effect, this means that the switch to 

English is now more likely to occur at the beginning of the grade 7 for those learners 

who have been learning in languages other than English or Afrikaans from the 

beginning of formal schooling.  This shift in policy is in line with a large corpus of 

research into bilingual education “best practices” (Alidou, Boly, Brock-Utne, Diallo, 

Heugh and Ekkehard Wolff, 2006).  Nonetheless, despite this proposed change to 

six years of mother tongue education, if learners still have not developed the literacy 

skills and reading proficiency needed to cope with academic tasks and for academic 

progress, then there may be little change to learners’ poor academic performance 

outcomes.   In South Africa, reading problems tend to be masked by language 

proficiency issues.  

 

As sequel to the above, it is assumed that poor academic performance is caused by 

poor mother tongue proficiency.  An associated assumption is that when learners 

have difficulties with using reading as a tool for learning then their comprehension 

problems are a product of limited language proficiency.  This can then lead to the 

idea that language proficiency and reading ability are alike (Pretorius, 2002).  It must 

be noted that, although English is used as a main language of teaching instruction in 

South African schools, poor literacy results cannot be solely attributed to second 

language/FAL instruction as teachers and learners are struggling with literacy in the 

African Languages as well as English (Pretorius and Machet, 2004).  Improving the 

language proficiency of learners does not automatically improve their reading 
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comprehension.   Attention to reading improves reading skills and as such, the actual 

implementation of this policy in various contexts is complicated by socioeconomic, 

political and social factors that are pushing the drive towards English as a language 

of instruction (de Wet, 2002). 

 

Although reading ability alone cannot guarantee academic success, it is highly likely 

that a lack thereof can function as a key barrier to academic achievement (Pretorius, 

2002).   Alexander (2006) says, “Language medium policy and practice in and of 

themselves are required but not a sufficient explanation of poor academic 

performance.  There are many other factors that are part of the causality.  Of these, 

socio-economic status, teaching methods and parental involvement are probably the 

most important”.  Classroom teaching for reading instruction needs to be considered 

as a critical factor in preventing reading problems and must be the central focus for 

change (Moats, 1999).  As such, teachers’ acquisition of the teaching skills 

necessary to bring about the development of literate language competency are 

critical, especially as, in South Africa, many assumptions are largely unquestioned 

about how to teach reading and writing and which languages to use and what counts 

as high quality practice in classrooms (Banda, 2009). 

 

As some form of response to the above, Stoller and Grabe (2001) emphasize that 

the requirements for the development of reading fluency requires that teachers as 

well as curriculum developers determine what instructional options are available to 

them and how to go about the optimal pursuit of instructional goals in various 

contexts.   Overall, regardless of the medium of instruction, the accepted assumption 

in South Africa is that after the foundation phase of schooling, a phase in which to 

master basic literacy, numeracy and life skills, learners can be prepared to make a 

change from “learning to read” to “reading to learn” during the Intermediate Phase of 

schooling using the default language of instruction, which, in many cases, is English 

(Lessing and de Witt, 2005).   As such, the intermediate phase teachers may, as 

guided by the national curriculum outcome objectives and policies, anticipate that 

learners entering their classes should be able to read effectively enough to allow for 
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the mastery of learning area content.   However, to the frustration of these teachers, 

the learners, for various reasons may not be able to read as would be expected. 

 

1.2 PROBLEM STATEMENT 

 

In view of the issues raised in the introduction/background to this study, there is 

evidence of the lack of comprehension skills, which forbid students from focusing on 

and retrieving explicitly stated information (Banda, 2009).  It is needful on this 

account to stress that the lack of reading has impacted negatively on learner’s ability 

to make straightforward inferences, interpret and integrate ideas and information as 

well as to examine and evaluate content using the language of learning and teaching 

(LoLT).  In addition, the students also have difficulties in identifying language and 

textual elements and the purposes for reading, which include the examination of 

literary experience and the ability to acquire and use information appropriately.  They 

also face difficulties with reading which has resulted to poor performance and even 

drop out in their overall academic undertaking.  

 

In view of this, this study aims to explore how students can be trained to develop 

their literacy skills in LoLT (English) particularly in reading.  Graddol (1997) indicates 

that academic language uses sophisticated words and complex grammatical 

constructions that can disrupt reading comprehension.   That means those who have 

a negative attitude or who were not fortunate enough to be exposed to English at 

early age are struggling with reading and writing.  In this regard, students seem to be 

hindered from having access to most information and consequently in retrogressing 

in their field of study.  In view of the above problem, there should be some form of 

interventions to address these challenges in higher education which this study 

strives to investigate or explore to enable students to read to learn.    
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1.3 PURPOSE OF THE STUDY 

 

The rationale underlying this study is to find out the different approaches and 

strategies used in the classroom towards student’s reading skills that are much 

needed to bring about the development and competency that is critical for reading 

and writing.  The study strives to investigate the many assumptions that have been 

largely unquestioned about how to teach reading, which languages to use and what 

counts as high quality practices in classrooms.  In this view, the questions below 

were used in order to guide the study to get the necessary data.   

 

1.4 RESEARCH QUESTIONS 

 

Main Question: 

What needs to be done for the students to become competent readers in English 

FAL in South African Universities? 

 

Sub Questions 

 What provisions are provided to enable reading in English FAL? 

 What reading strategies and training are available for students in the 

university? 

 How do current teachers’ training programmes prepare students for EFAL 

teaching?  

 Which reading instructional strategies are promoted in teacher’s training? 

 

1.5 SIGNIFICANCE OF THE STUDY 

 

The study might help to address the challenges faced by students in reading by 

improving students’ programmes and providing the most effective strategies and 

methods which could be followed in all other South African Universities.  Secondly, it 

might help to improve and broaden students’ knowledge in general (reading to 

learn).  It is further anticipated that the findings of the research can assist 
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universities/colleges into adopting a language policy that can be well developed and 

implemented properly where English as a medium of instruction is concerned and as 

the first additional language to students in order to cater for all students as a way of 

applying diversity and inclusivity.   

 

This can increase student’s interest and help them to change their attitude towards 

English FAL as part of language which is academically needed.  Based on the 

above, the study can improve students’ literacy skills and as such put them in a 

position to respond and interpret texts properly with a better understanding that could 

lead to a high percentage of students who can read, write and comprehend 

adequately. 

 

1.6 DELIMITATIONS OF THE STUDY 

 

The study was undertaken in the University of Fort Hare of the Eastern Cape 

Province, precisely in the Fort Beaufort District in the Faculty of Education.  Nine      

Bed Undergraduate Students were purposively selected according to their academic 

performance.  In addition, ten lecturers were also chosen to contribute to the study.   

The main focus was on students’ education programmes and strategies which could 

enable them to successfully teach reading.  In this regard, this study focused closely 

in the University community in general and the Faculty of Education in particular.   

 

1.7 DEFINITION OF KEY WORDS 

 

(i) Critical Discourse Analysis:  is defined as the use of an ensemble of techniques 

for the study of textual practice and language use as social and cultural practices 

Fairclough (1993). 
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(ii) Language of Learning and Teaching (LoLT): the language used by the teacher 

and the pupils for learning/teaching activities in the formal classroom.  LoLT is also 

known traditionally as the medium of instruction (Alexander, 1995). 

 

(iii) Indigenous language: A language of African origin and for whom the 

predominant speakers are native to African countries (Roy-Campbell, 2003).  The 

term ‘indigenous’ is meant to distinguish the language from foreign languages. 

  

(iv) First Additional language: A language that a person learns in addition to or 

after his or her first language/s. An additional language is also known as a second 

language or an L2 but these latter two are not preferred because they give a 

misleading impression that a person can only speak a maximum of two languages 

(Dudeney, 2003).   

 

(v) English as International Language: Jenkins (2003) defined English as 

International Language as a concept of the English language as a global means of 

communication in numerous dialects, and also the movement towards an 

international standard for the language.   

 

 

1.8 ORGANISATION AND OVERVIEW OF THE CHAPTERS OF THE STUDY    

 

Chapter one: 

 

Chapter one is an introduction to the readers which discusses the following aspects; 

Problem Statement, Aims and Objectives, Purpose of the Study, Research 

Questions, Significance of the Study, Delimitations of the study, Definitions of the 

Key Words.   

 

http://en.wikipedia.org/wiki/English_language
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Chapter two: 

 

Chapter two presents a relevant review of literature which examines English as First 

additional language, students’ reading and response issues. It also examines the 

theoretical framework which is a constructivist approach and identifies its importance 

to knowledge in this study with reference to some theories of education.  

 

Chapter three: 

 

Chapter three presents and clearly address the research methodology and the 

designs used in this study for data collection. It is located in the interpretive paradigm 

based on a case study. The qualitative method is prominent and the tools for data 

collection are journals, interviews, focus groups and document analysis. Ethical 

considerations are also adhered to ethical issues. 

   

Chapter Four: 

 

Chapter Four describes how data was collected and analysed with reference to the 

research questions designed by the researcher.  It will also provide a systematic 

presentation of the findings in line with research objectives.  

  

Chapter five: 

 

Chapter five presents and discusses the findings of the study.   It interprets the 

findings with reference to the research questions along with the underlying 

epistemology of the study. 
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Chapter six: 

 

Chapter six concludes the overall research work and discusses the 

recommendations for the future researches.   It further talks about some of the 

important issues presented from the previous chapters. 
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CHAPTER 2 
 

LITERATURE REVIEW 

 

2.1 INTRODUCTION 

 

This chapter provides a full discussion on English as International Language (EIL) 

which has been adopted as the Theoretical Framework.  The chapter further focuses 

on concepts like Language Learning as social practice, Critical Discourse Analysis, 

reading culture and multilingualism.   In view of the above, the discussion focuses 

particularly with special reference and conditions that relate to language context, 

preference and behaviours of English First Additional Language (EFAL) students 

with regards to reading and response.   

 

Like school children who are expected to learn English and to become accustomed 

with using it as a Language of Leaning and teaching (LoLT).  English first additional 

language (EFAL) students at the university are faced with the task of acquiring an 

academic language.  This means that the language of teaching in the formal 

classroom context is not the same as the language of learning.  This has resulted to 

a situation where students are forced to use their own primary languages (Banda, 

2009).  It is needful to stress that this is exactly what is happening at the university of 

Fort Hare where the study is based since students come in with different linguistic 

capitals but are faced with an English medium of instruction without any comprise in 

the classroom situation.  

 

In view of this, English dominates since it is used as the medium of instruction, 

therefore, students do not have any other choice but to communicate and interact 

with each other using English despite the fact that it is FAL to most of them (Foncha 

and Sivasubramaniam, 2014).  This affects more students particularly those who 

were not fortunate enough to be exposed to English at early age (Banda, 2009).  

With such a situation they become afraid to express themselves freely and are 
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therefore struggling with reading which tends to affect poor responses to texts.  In 

this case, the researcher decided to discuss the above mentioned topics as part of 

the literature with a view to show how language context could influence both 

language preference and language behaviours on conditions under which languages 

are learnt and used both in formal and informal contexts (Foncha, 2013).  In this 

study, EFAL students use English only in formal conditions, because it is the lingua 

franca in the country at large and institution under study in particular.  

 

2.2 THEORETICAL FRAMEWORK 

 

Nunn (2011) and Mete’s (2011) English as International Language (EIL) has been 

adopted in this study to form the theoretical framework.  According to McKay (2002) 

it is not the number of native speakers of English, but the large number of non-native 

speakers of English who make it “a language of wider communication’, thus, an 

international language.  McKay further suggests the four following reasons why 

English is an international Language: 

 

 English is used as a communicative language both internationally and globally 

within multilingual societies. 

 

 It is no longer connected to cultures. 

 

 It becomes embedded in the culture of the particular country which it is used. 

 

 Its function is to enable speakers to share their ideas and cultures too.   

 

Jenkins (2003) states that  English as International Language is a concept of the 

English language being seen as a global means of communication in numerous 

dialects, and also the movement towards an international standard for the language.  

It is also referred to as Global English, World English, Common English, Continental 

English and general English which is regarded as an associate language.  These 

terms refer to the array of varieties of English spoken throughout the world (Jenkins, 

http://en.wikipedia.org/wiki/English_language
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2003).   It is worthy of note to propose right from this juncture that English plays the 

role of unifying diversity in South Africa since it is a minority language in terms of the 

numbers of native speakers as well as standardised above all the other languages.  

In this regard, English is deemed to be very appropriate for teaching and learning in 

higher institutions in South Africa. 

 

It is on the above argumentation that Jenkins (2003) further clarifies that sometimes, 

"international English" and the related terms above refer to a desired 

standardisation, that is Standard English; however, there is no consensus on the 

path to this goal.  There have been many proposals for making International English 

more accessible to people from different nationalities.   Basic English is an example, 

but it failed to make progress.  More recently, there have been proposals for English 

as a lingua franca (ELF).  It has also been argued that International English is held 

back by its traditional spelling.  There has been slow progress in adopting alternate 

spellings. 

 

Still on English hegemony, Smith (2003) indicates that the domination of the English 

language globally is undeniable.  English is the language of diplomacy and 

international communications, business, tourism, education, science, computer 

technology, media and Internet.  Based on the argument proceeding, English is used 

to develop communication, technology, programming, software, etc.  In short, it 

dominates the web as 70% of all information stored electronically is in English 

(Smith, 2003).  This function of the English language in a way acts as instrumental 

and or integrated motivation for non-native speakers of English to learn the 

language. 

 

In contrast, Kamwangamalu (2003) argues that English is also seen as a language 

that has the potential to diminish the importance of other languages and to impact 

negatively on other cultures.   His argument is in contrast to earlier debates engaged 

with thus far.  Ironically, this situation is paralleled in Africa and South Africa where 

http://en.wikipedia.org/wiki/Standard_English
http://en.wikipedia.org/wiki/Basic_English
http://en.wikipedia.org/wiki/English_as_a_lingua_franca
http://en.wikipedia.org/wiki/English_as_a_lingua_franca
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English is both welcomed and resisted.  Some people think that English is a 

language of oppression and others think that by acquiring English, they stand the 

risk of losing their cultures.  It is in this regard that in the post-colonial era, many sub-

Saharan African countries chose to adopt English as either a national or official 

language (Jenkins 2003 and Leith, 1997).  This can be largely ascribed to the belief 

that English is a language that offers high status and many benefits.   Aziakpono 

(2008) explains that English’s position as the international language of business and 

its role as a lingua franca of some African Countries contributes to this belief.  

Therefore, to a majority of Africans, English remains an additional language and thus 

has varieties of being spoken wherever you go.   In line with international attitudes, 

Africans’ attitudes toward English range from positive to a dislike for the language 

(Ominiyi 2006 and Schmied, 1995).   South African citizens’ attitudes toward English 

seem to echo the beliefs of many other African countries. 

 

Despite all the arguments against it, many citizens aspire to speak English, while 

others begrudge the use of a non-native language (de Klerk, 2000).   Based on this, 

it is worth mentioning that the widespread use of English has resulted in varieties 

developing in a continuum.  It can be said that the South African political history has 

resulted in a unique linguistic situation.  South Africa is a multilingual country with 

eleven official languages.  Despite the government’s call (South Africa 1996) for all 

official languages to hold equal status, English has emerged as the language of 

business, law and government.   English is a language that dominates in so many 

fields, it follows that many South Africans choose to learn English as an additional 

language because it is the language of economy and technology as indicated in the 

above paragraph. Kachru (1996) explains that this is because distinctive 

characteristics of one’s L1 and one’s socio-cultural context would influence the 

manner in which one acquires an additional language.  In light of this, Foncha (2013) 

argues that English as a first additional language to South Africans come with more 

benefits since English is the world’s lingua franca.  Thus, English plays the role of 

unifying the diverse linguistic nature of South Africa. 
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In line with the above view points, dynamic bilingualism allows the simultaneous 

coexistence of different languages in communication (Garcia, 2009).  He further 

postulates that dynamic bilingualism also accepts translation as well as supports the 

development of multiple linguistic identities.  Under this model all learners are 

considered as a whole, their bilingualism continuum is acknowledged and seen as a 

resource.  It is believed that by bringing together learners from different cultural 

experiences and contexts can lead to both a new and hybrid cultural experiences.  In 

this regard, English FAL comes in as a common language between speakers whose 

languages are different in order to accommodate everyone and encourage 

understanding as to enhance and improve the social and economic status. 

 

It is against this background that Garcia (2009) maintains that the dynamic bilingual 

model supports the education of children to use languages for functional 

interrelationships.  This is relevant to the present situation in which children from 

various corners of the world can meet in one class because parents are free to move 

wherever they get employment in the world.  This means that children and their 

parents nowadays need to have some basic knowledge of inter-cultural 

communication skills to cope wherever they go (Foncha, 2013).  South Africa 

perhaps needs a proper implementation of this model in order to ensure that 

bilingual education can become a success.  Based on this, teachers need intensive 

training in the use of English as a vehicular language and intercultural experiences to 

cope with diversities in their classrooms.  

 

In view of this, Language Learning nowadays focuses on a context of meaning unlike 

in the old days where the major focus was on grammar only.  This is based on the 

fact that Traditional Grammar is prescriptive because it focuses on the distinction 

between what some people do with language and what they ought to do with it, 

according to pre-established standard (Dudeney, 2003).  The principal goal of 

traditional grammar, therefore, is perpetuating a historical model of what supposedly 

constitutes proper language.  But the prescriptive rules have to be amended 

occasionally to reflect not only changes in the language but also research that 

http://grammar.about.com/od/pq/g/prescgramterm.htm


 

16 
 

proves traditional advice may have been inaccurate (Sivasubramaniam, 2004).  The 

work of linguists is essential for making such calls on the best evidence available 

(Dudeney, 2003).   In view of the above, the current study is more interested on a 

context rather than prescriptive grammar hence language learning as a social 

practice becomes the lens through which the study understands language learning 

and language acquisition. 

 

2.2.1 English as a lingua franca (ELF)  

 

English as a second language (L2) is usually based on the standards of American or 

British English as well as incorporating foreign terms.  This means that English as an 

international language (EIL) aims to equip students with the linguistic tools to 

communicate internationally (Nunn, 2011).  He further considers different types of 

competence in relation to the teaching of English as an International Language, 

arguing that linguistic competence has yet to be adequately addressed in recent 

considerations of EIL.  It is this view that opens the gap for exploration in this 

research where the researcher is interested to see how reading can lead to 

competence in an additional language. 

 

Nunn (2011) insists more on universality and flexibility.  He further indicates that 

International English sometimes refers to English as it is actually being used and 

developed in the world; as a language owned not just by native speakers, but by all 

those who come to use it.   McArthur (2002) maintains that English is commonly 

used in connection with the acquisition, use, and study as the world's lingua franca.   

Teaching English as an International Language (TEIL) and especially when the 

language is considered as a whole in contrast with British English, American English, 

South African English, and the like.  It especially means English words and phrases 

generally understood throughout the English-speaking world as opposed to 

localisms.  

 

http://grammar.about.com/od/il/g/linguisterm.htm
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The importance of non-native English language skills can be recognised behind the 

long-standing joke that the international language of science and technology is 

broken English (McArthur, 2002).  It is noted at this juncture that the context of 

communication is vital since the main aim is meaning making and which deviates 

from traditional grammar where the emphasis is on the correctness of the language. 

This is in view of the notion that language is easily learnt or acquired when it is seen 

as social practice where fear and anxiety are taken off from the learner. 

 

From this perspective, Peters (2004) brings in the concept of neutrality.   He argues 

that International English reaches towards cultural neutrality.  This means that any 

regional variety of English has a set of political, social and cultural attachments to it.   

For example, he claims that teachers and learners in the classroom learn and 

communicate in English as a second language throughout the lesson.  These 

motivate them and find it interesting since this idea improves their vocabulary which 

also contributes in their reading skill.  According to this viewpoint, International 

English is a concept of English that minimises the aspects defined by either the 

colonial imperialism of Victorian Britain or the cultural imperialism of the 20th century 

United States.  This view stresses the learning of English as a social practice. 

 

While British colonialism laid the foundation for English over much of the world, 

International English is a product of an emerging world culture, very much 

attributable to the influence of the United States as well, but conceptually based on a 

far greater degree of cross-talk and linguistic transculturation, which tends to mitigate 

both U.S. influence and British colonial influence (Peters, 2004).  In this regard, the 

development of International English often centres on academic and scientific 

communities, where formal English usage is prevalent and the creative use of the 

language is at a minimum.  In view of this, formal International English allows entry 

into Western culture as a whole and Western cultural values in general where some 

affects one way or another.  

  

http://en.wikipedia.org/wiki/Imperialism
http://en.wikipedia.org/wiki/Victorian_Britain
http://en.wikipedia.org/wiki/Cultural_imperialism
http://en.wikipedia.org/wiki/United_States
http://en.wikipedia.org/wiki/Colonialism
http://en.wikipedia.org/wiki/Academia
http://en.wikipedia.org/wiki/Scientific_community
http://en.wikipedia.org/wiki/Scientific_community
http://en.wikipedia.org/wiki/Western_culture
http://en.wikipedia.org/wiki/Values
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Pursuing the on-going debate, Sharifian (2009) argues that the continued growth of 

the English language itself is seen as a kind of cultural imperialism whether it is 

English in one form or English in two slightly different forms.  In contrast,  Phillipson 

(1992) argues against the possibility of such neutrality highlighted above.  He 

indicates that learners who wish to use purportedly correct English are in fact faced 

with the dual standard of American English and British English, and other less known 

standard Englishes.   Edward (1999) argues that the international version of English 

is only adequate for communicating basic ideas.  For complex discussions and 

business/technical situations, English is not an adequate communication tool for 

non-native speakers of the language.  Phillipson (1992) also asserts that native 

English-speakers have become "dependent on the language skills of others" by 

placing their faith in international English.  This is meant to suggest the neutrality of 

English as no man’s language and therefore appropriate to play the role of an 

international language. 

 

Paradoxically, here are also some researchers who reject both linguistic imperialism 

and the theory of the neutrality of English.  They argue that the phenomenon of the 

global spread of English is better understood in the framework of appropriation 

(Spichtinger, 2000).  He further asserts that English is being used for local purposes 

around the world.  Demonstrators in non-English speaking countries often use signs 

in English to convey their demands to TV-audiences around the globe (Spichtinger, 

2000).  In this regard, the researcher argues that in English-language teaching, most 

countries have moved away from their cultures to the western culture because 

English is seen as a dominating language.   The researcher hastens to suggest that, 

this is exactly what is happening in South African schools where English is used as a 

Language of Learning and Teaching.   The above seems to conclude that English as 

first additional is very challenging to students since it is not their native language and 

most of the students are hardly exposed to English out of their schools.   

 

 

http://en.wikipedia.org/wiki/Robert_Phillipson
http://en.wikipedia.org/wiki/Robert_Phillipson
http://en.wikipedia.org/wiki/Cultural_appropriation
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2.3 LANGUAGE LEARNING AS SOCIAL PRACTICE 

 

In view of the hegemonic nature of English, students should participate actively in 

class, joining in interactive language learning tasks and becoming autonomous 

learners in order to promote socialisation among them since they acquire and 

understand language easily when they socialise with their peers (Foncha and 

Sivasubramaniam, 2014).  This is the reason why the social constructivists see 

reading, like learning as a social practice.  This means that the social context affects 

when you read, what you read, where you read, who you read with and, of course, 

why and how you read.  This is evidenced by Dudeney (2003) where he observes 

that Interacting with text can involve practices as diverse as reading instructions, 

scanning a newspaper, or reading an academic article.  It is the same way that 

responses emerge from the reading of a given text by a diverse classroom.  This is 

meant to propose that, responses to the text are based on the experiential 

knowledge of the students to come up with interpretations. 

 

He further proposes the following strategies in order to show how the Social 

Constructivist Theory can be translated into actions for teaching in English First 

Additional Language (EFAL).  Dudeney (2003)  states that the constructivists believe 

that the leaner learns best when she/he is actively engaged since the learner is 

viewed as one who acts on objects and events within his or her environment and in 

the process gains understanding and derives meaning of those objects and events.  

This means that, the theory of constructivism looks at the way a learner learns.  

Moerk (1994) further indicates that educators should know that the best way to learn 

is by having learners construct their own knowledge instead of having someone 

construct it for them. This leads to the ecological perspective to language learning 

that lead to affordances that appear in the proceeding argument.  With regard to the 

constructivist theory, learning is an active process of creating meaning from different 

experiences (Foncha, 2013).  In other words learners learn best by trying to make 

sense of something on their own with the teacher as a guide to help them along the 

way.  In view of this, the theory is extremely relevant to contemporary educational 

transformation and to the changes taking place in the institutional practices of South 
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African Universities.   This is evidenced by the state of flux within South African 

tertiary education.   

 

Based on the above theory, the following models can be used in FAL classroom 

situation such study skills, academic socialization and academic literacy.  These 

models could assist students to adapt new ways of knowing: understanding, 

interpreting and organizing knowledge in reading and also to be able to explore and 

respond appropriately.   According to Lea and Street (1998) “study skills are the set 

of atomised skills which students have to learn and which are transferable to other 

contexts.”  A study skills approach emphasizes grammar, punctuation and spelling in 

the writing and reading of the students.  This approach is very useful to students 

since once they are aware of grammar, punctuation and spelling, it would be easy for 

them to carry on with reading without any obstacles because they would be able to 

know when and how to pause during reading and being able to pronounce words 

properly due to a proper exposure to spelling activities.   

 

The second approach outlined by Lea and Street (1998) is academic socialisation.  

Here, the task of the tutor/adviser is to induct students into a new culture, that of the 

academy.   This approach is concerned with the students’ orientation to learning and 

interpretation of learning tasks through conceptualization.   This is exactly what  the 

researcher is practicing with his/her students since she believes that students learn 

and understand better in small groups and they feel free and comfortable to express 

themselves in FAL and ask questions and request for the clarity where and when  

necessary during tutorial sessions.  

 

Lea and Street (1998) favour a third approach which is academic literacy that views 

literacy as a social practice.   It views reading and learning as issues at the level of 

identities rather than skills or socialization.  He further asserts that “academic literacy 

that practices reading within disciplines constitute a central process through which 

students learn new subjects and develop their knowledge about new areas of study” 

(Lea and Street (1998: 158).  Moerk (1994) strengthens the above models by 

highlighting other relevant models such as; asking question which allows learners to 

ask each other questions  which encourage communication and critical thinking and 

inquiry among themselves.  
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 He further indicates that creating awareness of the author behind the text setting 

and let them work independently, let them read in areas which interest them like 

exposing them to sustained silent reading.   Using Macro tasks such as producing a 

web-based magazine for the school;  contact an advertising campaign; produce a 

radio broadcasting on local radio  and role play and encourage and promote frequent 

presentations.  These approaches may challenge the traditional belief of EFAL 

teachers or class since students are drawn into energetic participation in text events, 

they are entering into active dialogues with texts and their (Moerk, 1994).  

 

 

In South Africa, numerous interventions have been introduced in different 

universities including the one the researcher is focussing on in order to provide 

enough academic support for students from first years in particular, students who are 

coming from disadvantaged communities who were not fortunate enough to be 

exposed to English as a language of teaching and learning at the lower level of their 

studies.  One of these interventions is the establishment of reading and writing 

centres at universities.  It provides a one on one consultation sessions to help 

students to improve their academic reading and writing.  It also provides support in 

terms of information about academic conventions such as referencing.  It aims to 

enhance understanding of reading and writing as a process and encourages critical 

thinking.    It is open to all students. 

 

Archer (2010) supports the above idea by emphasising that that there is need to 

assist students who come to university inadequately prepared.   However, she points 

out that although these interventions can be used for helping students in academic 

literacy, it is difficult to ascertain the influence of the centres on students’ academic 

literacy.  She further outlines three points that make it difficult to ascertain the exact 

effectiveness of the interventions’ centres because there are many factors affecting 

students academically.  In view of this, students should be advised to visit the centre 

regularly and maintain a relationship with the centre for their own good in order to 

match the standard throughout their degree.  This can only be done by providing 

workshops to student tutors as a way of spreading understanding on the importance 

of the centre where reading and writing are involved.  These workshops can help to 

raise awareness about useful techniques and processes in academic literacy.   
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However, Leibowitz (2000) acknowledges that such workshops cannot make the 

participants to be good in a day or a week but rather it is a gradual process.   In 

relation to interventions designed to address improving academic literacy, (reading 

and writing).  Leibowitz (2000) further mentions a slower but more enduring 

procedure which turns to be support group.  In this set up, students get together at 

regular intervals preferably supported by experienced facilitators.   This intervention 

centre supports students with particular pieces of work.   In this case, students are 

informally grouped and allowed to share ideas on a given piece of work and 

exchange their work with their colleagues for comments (Leibowitz, 2000).  This 

strategy helps students to relate to each other freely and be able to identify and 

correct their errors according to their discipline and possibly in the profession they 

will follow even after graduation.   The main focus is to consciously develop students’ 

reading and writing abilities since they both overlap. 

 

Like any other universities in South Africa, the university where the study is based 

also introduced this intervention centre named Teaching and Learning Centre (TLC).  

Based on the above strategies, the researcher encouraged her or his students to 

fully participate and advised them to maintain a good relationship with the centre 

since they really need that support because they are enrolled to become teachers.    

It is true that the students study different teaching disciplines, but at first year level, 

they are all exposed to language and communication module which was designed to 

assist them to develop the literacies that they need as teachers and to prepare them 

academically so that they are able to become academically prepared teachers who 

will be able to teach using the various literacies necessary for teaching.  The module 

aims to develop students:  

 

 Personal literacies 

 

 Culture of reading and writing for pleasure;  

 

 Academic literacy that they need for their own studies;  

 

 Ability to work critically and evaluate a wide range of texts; 
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 Ability to develop the literacies needed for the different learning areas and 

subjects in the school curriculum; 

 

 Awareness of multiple literacies such as out of school literacy, academic 

literacy, digital literacy, visual literacy, environmental literacy etc. (Archer,  

2010)   

 

Teaching and Learning Centre is one of the intervention centres in South African 

Universities and it plays a very significant role in the university where the study is 

based on.  The centre addresses the academic challenges faced by students in their 

first year of study.  This is very operational and successful and on-going since its 

inception.   

 

2.3.1 Social constructivism 

 

In line with the constructivist theory, social constructivism provides a psycholinguistic 

explanation for how learning can be fostered effectively through interactive 

pedagogical practices as indicated above (Mitchell and Myles, 1988).  They further 

emphasize that learning takes place in a socio-cultural environment which views 

learners as “active constructors of their own learning environment.  Differently, 

human beings learn not as isolated individuals, but as active members of society.  

What they learn and how they make sense of knowledge depends on where and 

when and what (social context).   It is from this stand point that Vygotsky (1978) 

claims that leaning occurs through dialogue.  Wilson (1999) agrees with the above 

idea by highlighting that this dialogue takes place between the texts and their 

readers.  Whenever students engage with a text, there is dialogue taking place as 

the student tries to make meaning not from the reader’s view point but from their 

reader’s interpretation. 

 

Vygotsky (1978) asserts that students make sense from what is said or written 

through internal or intramental dialogue.  Thus learning is both interactive in the 

sense that learners must interact with sources of ideas/knowledge in social settings, 
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as well as in the sense that they must take an active part in reconstructing 

ideas/knowledge within their own minds.  Vygotsky (1979) further points out that 

learning depend on the purpose or motivation for learning.   Lantolf (2000) agrees 

with this idea and calls it ‘activity theory’.  The purpose of the activity theory is to help 

students select to focus on their learning, and how they go about that.  For example, 

students acquire knowledge quite differently if they are preparing for a test on 

irregular verbs, or if they are reading an email from a pen-pal or a magazine article 

about their favourite music. 

 

Teachers can play a large part in setting up learning environments which can exploit 

different learning purposes, but what really counts is how the students themselves 

view the activity.  In view of this, the interest of the language learner is to make 

sense of the situation in context which the study refers to as interpretation.  For 

students to interpret adequately, they must take the context seriously and also to 

identify with the text through their experiential knowledge since no knowledge exists 

without a knower. 

 

Another fundamental concept in social constructivism is the idea of scaffolding.  In its 

literal sense, scaffolding is a support structure that is erected around a building 

under construction.  When the building is strong enough, the scaffolding can be 

removed and the building will remain strong and stable.  In the metaphorical sense 

used by Vygotsky (1978) scaffolding refers to the support provided by others such as 

parents, peers, teachers or reference sources such as dictionaries which enables 

students to perform increasingly well.  It is essential to note that in the process of 

scaffolding, there is collaboration and negotiation taking place between the teacher 

and the students.  The teacher under such a situation becomes a facilitator who 

guides the student until the discovery. 

 

In view of the above, Hammond and Gibbons (2001) interpret scaffolding as high 

challenge, high support.  In other words, teachers need to set up tasks which 

challenge students to perform beyond their current capacity.   To enable students to 
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achieve these tasks, teachers also need to provide support measures which would 

make it possible for students to perform at this new level.  If the task is not 

challenging enough, students might be bored and possibly become demotivated; 

however, if there is not enough support, students can become so frustrated and may 

give up.  Thus, scaffolding enables students to achieve great leaps forward in their 

learning which in turn assists them to be proficient in the task they are undertaking.  

The concept of scaffolding is also linked to what Vygotsky calls the learner’s Zone of 

Proximal Development (ZPD).  By this he is referring to the range of tasks and 

activities which the student can achieve with scaffolding, but which may be beyond 

his current abilities if he is unassisted.  In this regard, teachers need great skill in 

assessing and then exploiting their students’ ZPD.  One of such skills could be the 

provocation of the student’s experiential knowledge. 

 

2.3.2 Constructive perspective, ecology and affordances 

 

Constructivists perceive ecological notion of affordance as the relationship between 

properties of the environment and the active learner (Nwabueze, 2011).  However, 

he states that these two important concepts for investigation in an ecological view 

are perception and action and the relations between them.   Gibson (1986) adds on 

that notion by highlighting that ecology and affordance are when people operate or 

interact with objects, they recognize their meanings, and connects with certain 

qualities such as colour, size, or form.  However, he states that people do not 

perceive these qualities, but a request to carry out a certain action.   This addresses 

the so-called “affordance” of an object, the possibility for action it affords to people.  

In most cases, affordances are defined and understood as the offer of an object or 

an action request (Jenkins, 2003).  This request, directs the attention of a user on 

the relevant object.  In this regard, every object acts as a usage requirement for the 

person and requests that person to do something.   

 

In addition, what people perceive when looking at objects are their affordances, not 

their qualities” (Gibson, 1986).   This understanding of the concept of affordances as 
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“perceived affordances” was popularized by Norman (2002) who talks about human 

interaction with objects and the relationship between properties of the environment.  

For example, some objects can be manufactured or designed in such a way that the 

user should know explicitly what s/he deals with, without having read the instructions 

before (Norman, 2002).  Nevertheless, there is always room for interpretation, as the 

perception of an object and the affordances ascribed to it may be different with every 

individual user.   Hence, affordances are the relation between the perceived 

surroundings and the interpretations of the users (Chemero, 2003). 

 

In this regard, humans make objects and the objects are thus outcomes of 

intentional design and manufacturing processes.  They are real things, material or 

abstract, with properties that may have causal potential.  These properties may be 

intended or unintended.  These objects become part of the user’s lives since they 

assist in everyday lives; they are also powerful forces acting to reshape human 

activities and their meanings” (Gibson, 1986).  This means that people make a living 

by extracting resources from the environment, so do all organisms.  This enables 

humans to describe and investigate the perceived features and values of objects that 

users interpret, and which consequently should guide their understanding on how 

different objects function (Gibson, 1986).     

 

Like affordance, ecology is defined as the study of interactions of organisms with 

their environments and each other (Jenkins, 2003).  She further defines ecology as 

the study of the distribution and abundance of organisms.  She compares both 

ecology and human ecology by defining human ecology as the study of the 

interactions of humans with their environments.  This means that they are more or 

less the same somehow.  In view of this, the constructivist regards ecology and 

affordance as concussive environments which should provide harmonious 

atmosphere for students to interact closely with their parents at home and with their 

teachers and peers in the classroom using texts during the learning process.  This 

notion would improve students’ interest towards learning, particularly towards 

reading (Jenkins, 2003) applauds the above arguments by commending on the 

ecological view.  She indicates that humans’ perception is necessarily situated within 
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the ecology since it consists of obtaining information from the active relation between 

the organism and a surrounded environment.   Indeed, it is the process of perception 

that situates the organism in the environment.  Gibson (1986) evidences this by 

bringing in the definition of environment.  He defines the environment as 

circumstances, objects, or conditions by which one is surrounded.  

    

Chemero (2003) comments on a practical note where he postulates that an 

ecological approach to language learning avoids a narrow interpretation of language 

as words that are transmitted through the air, on paper, or along wires from a sender 

to a receiver.  It also avoids seeing learning as something that happens exclusively 

inside a person's head.  Moreover, he asserts that ecological educators see 

language and learning as relationships among students and between learners and 

the environment.  This does not deny cognitive processes, but it connects those 

cognitive processes with social processes (Chemero, 2003).   

 

In the same light, Norman (2002) supports the above argument by highlighting that 

language is also connected with kinesics, prosodic, and other visual and auditory 

sources of meaning.  This has resulted to new ways of practicing and theorizing 

language education.  This means that the ecological perspective thus places a 

strong emphasis on contextualizing language into other semiotic systems, and into 

the contextual world as a whole.  It also calls for a re-examination of assessment 

practices that attempt to locate success in the solitary performance of the students 

and of teaching practices that are cast in the form of instructional delivery systems.  

    

2.4 CRITICAL DISCOURSE ANALYSIS (CDA) 

 

Critical Discourse Analysis (CDA) forms part of this study because it can be used for 

the teaching of “critical language awareness’ and ‘critical literacy’ to students in 

South African Universities.  This means that students should be taught how to 

critically analyse the texts of the culture around them as part of literacy.  It may help 
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the study to model how language, texts and discourse figure in the production and 

reproduction of educational outcomes which are mostly needed in order to 

understand how educational institutions might make a difference in postmodern 

economies, nation states and cultures (Fairclough, 2000).   

 

Fairclough (2000) defines CDA as the use of an ensemble of techniques for the 

study of textual practice and language use as social and cultural practices.  He 

further sees CDA as a contemporary approach to the study of language and 

discourses in social institutions.   Drawing on poststructuralist discourse theory and 

critical linguistics, it focuses on how social relations, identity, knowledge and power 

are constructed through written and spoken texts in communities, schools and 

classroom.  It is vital to note that CDA builds from three broad theoretical 

orientations.  First, it draws from poststructuralism, the view that discourse operates 

laterally across local institutional sites, and that texts have a constructive function in 

forming up and shaping human identities and actions.  

 

This means that, postructuralism is necessary for describing and interpreting, 

analysing and critiquing social life as highlighted above (Fairclough, 2000).  

Secondly, it draws from Bourdieu's assumption that actual textual practices and 

interactions with texts become "embodied" forms of "cultural capital" with exchange 

value in particular social fields.  Thirdly, it draws from neomarxist, cultural theory the 

assumption that these discourses are produced and used within political economies, 

and that they produce and articulate broader ideological interests, social formations 

and movements within those fields (Fairclough, 2000). 

 

 Michael (2002) has pointed to the fact that CDA has become an established 

academic discipline with the same rituals and institutional practices as all other 

disciplines.  He postulates that CDA is known to improve students’ literacy skills and 

as such can put them in a good position to respond and interpret texts properly with 

a better understanding therefore becoming academically competent. In view of the 
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above, work in pragmatics, narratology and speech act theory posit that texts are 

forms of social action that occur in complex social contexts.  Research and theory in 

systemic functional linguistics show how linguistic forms can be systematically 

related to social and ideological functions.   In this regard, critical discourse analysis 

uses analytic tools from these fields to address persistent questions about larger, 

systemic relations of class, gender and culture.   In educational research, this work 

has been turned to the examination of how knowledge and identity are constructed 

across a range of texts in the institutional "site" of the school (Michael, 2002).  

 

Critical discourse analysis relates to this study since it begins from the assumption 

that systematic asymmetries of power and resources between speakers and 

listeners, readers and writers can be linked to their unequal access to linguistic and 

social resources (Wodak, 2002).  This means that personality traits of the student 

can be seen as determining success or failure in a language learning situation.  The 

following are some of the specific personality factors that are important aspects of 

human behaviour that affect students’ reading in English as language of learning 

teaching;  Self- esteem, Inhibition, Risk-taking and Anxiety. 

 

Self-esteem  

 

Brown (1987) defines Self-esteem as the personal belief and capabilities of an 

individual.   He further postulates that human beings tend to judge themselves, 

positively or negatively and subsequently convey this judgement to others either in 

words or actions.    As human beings, we are not aware that a positive self-esteem 

starts with the concept self, and moves to accepting ourselves and then our 

description and projection of oneself in the way we interact with others.   In view of 

this, the significance of self-esteem in human behaviour is affirmed by Brown (1987) 

when he states that Self-esteem is probably the most pervasive aspect of human 

behaviour.  It could easily be claimed that no successful cognitive or affective activity 
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can be carried out without some degree of self-esteem, self-confidence, knowledge 

of self, and belief in your own capabilities for that activity (Brown, 1987).  

 

In view of this, the researcher would like to argue that teachers should attempt to 

improve the student self-esteem in order to encourage less fear of making mistakes, 

rejection by others or by speakers of the target language which is English in the 

classroom.  However, the researcher also believes that even though this is possible, 

it would require an exceptional effort on the part of the teacher as self-esteem is an 

inherent part of an individual’s personality.  The researcher’s practical experience in 

English first additional language class is that there are students who are generally 

self-confident and ‘gifted’ that can excel in reading within the language learning 

situation.  On the other hand, there are those who have a very low self-esteem which 

affects them negatively towards reading when they have to read aloud in the 

classroom in the presence of the teacher and their colleagues.  In this regard, 

teachers can really have a positive and influential effect on both the linguistic 

performance and the emotional wellbeing of the student.  It is indicative from the 

above view point that for successful language acquisition one needs to concentrate 

on this emotive aspect of the student as well as the objectives of the language 

learning in order for the student to perform well.  

 

Inhibition 

 

This is the result of a set of protective devices around an individual to protect that 

individual’ own pride, interest and the feelings, in other words, the individual’s ego 

(Dulay, 1881).  This means that the individual can protect his/herself from unwanted 

intrusion and thus, inhibition is associated with low self-esteem.   In a classroom 

situation particularly where English is a dominating language, inhibited students are 

reluctant of taking risks and are always conscious of putting themselves in 

challenging situations.   This is unfavourable in the process of learning.  Confident 

students, as opposed to inhibited students, do not hold back in the same way as 

inhibited students do. 
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This behaviour is not advisable because it slows down students’ progress or   

prevents the process.  Teachers should encourage and motivate students to feel 

comfortable to try and make mistakes continuously since they can learn better form 

their mistakes.    In a learning environment with inhibition, students see themselves 

as being highly vulnerable and this is what affects their performance since they do 

not believe in themselves.  Thus, it is the teacher’s responsibility to make use of 

different methods, approaches and techniques in the classroom whenever reading is 

taking place to encourage students to be less inhibited and to become relaxed.   

 

Risk-taking 

 

Risk taking is the ability of an individual to venture into the unknown or less unknown 

world without the fear of being humiliated by the consequences of such acts.   Risk 

taking, however, does not mean just being adventurous; risk taking students use the 

skills and tools they already have in making well-planned and thought-out, calculated 

risk (Dulay, 1981).  Dulay further asserts that risk taking should be taken into 

account in second language learning and teaching by both the teacher and the 

students.  In this regard, the teacher should also devise a way of appraising and 

affirming learners should they make mistakes, That is, a way that should encourage 

them to take the risk again next time with no fear of intimidation by the teacher or 

other students during reading lesson especially where English is used as the second 

language.  On the other hand, students and teachers should be aware that risk 

taking is one of the most positive factors in second language learning. 

 

Anxiety 

 

Anxiety is the concern an individual expresses in his/her mind about an imminent 

danger, difficulty or complex task on the way.   In the same way as self-esteem, 

inhibition and risk taking, anxiety is also highly connected to, and plays an important 

role in second language acquisition (Brown, 1987).  On the one hand, there are 
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students who are generally anxious, who always worry, and are generally doubtful of 

themselves and their abilities to succeed in any situation of learning.  These students 

do not feel free and comfortable to read aloud in the classroom among their 

colleagues and the teacher.   

 

Based on the argument, anxiety affects students’ performance and these students 

may end up struggling in reading which can lead to loose of interest and becoming 

demotivated in reading as a whole.  Anxiety can be both negative and positive 

equally in our general lives, and in second language learning.   In the context of 

second language learning and teaching which in this case is English as first 

additional language to students, the teachers must always take into consideration 

that there are students with anxiety and they should, therefore, use in their teaching, 

approaches and techniques that would not worsen the anxiety state of the students 

as too much or too little of it can be unfavourable to their performance.  

 

Based on the above arguments, the researcher decided to use CDA in the study 

since it is somehow function ideologically in every day’s life and it has a very strong 

influence in human behaviour which could affect students’ reading in English as 

language of learning teaching.  This helped the researcher to identify students’ 

different personalities and be able to cater for all of them during reading lectures in 

order to accommodate all according to their special needs.      

 

This means that they may be used to make symmetrical relations of power and 

particular textual portrayals of social and biological worlds appear given, 

commonsensical and `natural'.  Wodak (2002) evidences this by stating that 

‘accordingly, the task of critical discourse analysis is both deconstructive and 

constructive’.  He further elaborates more on deconstructive and constructive.  He 

says that CDA in its deconstructive moment aims to disrupt and render problematic 

the themes and power relations of everyday talk and writing whereas in its 

constructive moment, it applies to the development of critical literacy curriculum that 
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aims towards an expansion of students' capacities to critique and analyse discourse 

and social relations towards a more equitable distribution of discourse resources 

(Wodak, 2002).   

 

 Michael (2002) asserts that the principal unit of analysis for critical discourse 

analysis is the text.  This means that texts are taken to be social actions, meaningful 

and coherent instances of spoken and written language use.  Yet their shape and 

form is not random or arbitrary.  He goes on to say that specific text types or 

"genres" serve conventional social uses and functions.  That is, particular kinds of 

texts attempt to `do things' in social institutions with predictable ideational and 

material effects.  These include functional written texts (for example, business 

letters, forms, policies, textbooks), spoken face-to-face interactions (for example, 

clinical exchanges, service exchanges, classroom lessons), and multimodal visual, 

electronic and gestural texts (for example, internet home pages).  This view of the 

critical discourse analysts is meant to suggest that a text is anything we see and 

from which we can decipher meaning. It can be visual, spoken, written etc. (Michael, 

2002).   

 

Taken as historically and culturally specific social actions, genres are dynamic and 

continually subject to innovation and reinvention.  They remain affiliated nonetheless 

with particular conventionalised discourses.   For example, business letters are likely 

to feature discourses of finance and business; tabloid news reports would be sites 

for discourses of romance and sexuality.  As conventional forms, then, genres and 

sub-genres thus both constrain and enable meanings and social relations between 

speakers and listeners, writers and readers.   

 

It is in line with the above argument that students in the class should be allowed to 

analyse texts in terms of their sequenced structures of propositions, their textual 

macrostructures before the actual reading takes place.  The structures of spoken 
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and written narratives have identifiable segments, movements or `chunks'.  In the 

case of students’ reading, the sequencing and montage of key actions, portrayals 

and claims follow an identifiable order.  The resultant text structures tend to operate 

as large scale grammars of actions and events chained together, as expressions of a 

cultural logic and taken for granted assumptions about historical and human agency, 

social and natural causality.  This strategy helps and improves student reading skills 

to develop their interests towards reading. 

 

Based on the above arguments,  Gutierrez, Larsen and Kreuter (1995) evidence this 

by highlighting that the turn-taking structure of classroom lessons and other spoken 

texts can be analysed for its topic and propositional macrostructure, to document 

patterns of who can speak, when, about what topics and with what officially 

recognised authority and force.  As noted, he also indicates that ethno 

methodological studies of classroom talk detail many of the typical discourse moves 

and techniques with which teachers regulate classroom knowledge.  

 

2.4.1 Poststructuralist and postmodern discourse theory 

 

Lee (1996) also contributes to this study by coming up with the history of 

Poststructuralist and Postmodern ddiscourse ttheory.  He argues that the 

development of the "new" sociology of education in the early 1970s was a key 

moment in the application of Western social philosophy and sociology to educational 

theory and problems.  Phenomenological, symbolic inter-actionist and neo-marxian 

approaches to the study of identity, knowledge and institutional change in turn led to 

the development and application of various interpretive methods in educational 

research.  These include action research, literary analysis, revisionist historiography 

and critical ethnography.  Yet these various approaches are often conflated, 

erroneously, with later poststructuralist and postmodern social theory under the 

general category of "critical theory" (Lee, 1996).  
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Wodak (2002) supports the above argument by emphasising that Poststructuralist 

discourse theory examines how writing, reading, texts and discourses are 

constructive phenomena, shaping the identities and practices of human subjects.   In 

his historical studies of asylums, governments, prisons and schools, Wodak (2002)   

focused on how historical configurations of discourse constructed new kinds of 

human subjects.  He argues that institutionalised discourses consist of categorical 

"grids of specification" that classify and regulate peoples' identities, bodies, domestic 

and civil spaces, and social practices in different relations of knowledge and power. 

These discourses, he goes on to argue, work in the local situations of social 

institutions in ways that cannot be explained by reference to any individual's or 

group's roles, intents or motivations.  

 

Indeed, poststructuralist theory questions whether there are essential human 

subjects, individual agents and social realities independent of their dynamic historical 

construction in social and cultural discourses. This is meant to suggest that the 

reading of texts is the most appropriate way of constructing and understanding the 

world around us through critical thinking and interpretivism.  We all have different 

worldviews and the way we may read and understand a given text is different based 

on our contextual and historical backgrounds.  

 

By this account, social institutions such as schools and universities are comprised by 

and through discourses.   Discourses make up a dense fabric of spoken, written and 

symbolic texts of institutional bureaucracies (for example, policies, curriculum 

documents, forms) and their ubiquitous face-to-face encounters (for example, 

classroom interaction, and informal talk).   Within these institutions, human subjects 

are defined and constructed both in generic categories (for example, as children and 

"teachers") and in more specialised and purposive historical categories (for example, 

as "professionals", "adolescents", "linguistic deficit", "preoperational").  These 

discourse constructions act both as institutional "technologies of power", 

implemented and enforced by official authorisation, and they act as "technologies of 

the self “internalised” which is a means for the self-discipline of action, practice and 
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identity (Wodak, 2002).  He further posits that these technologies potentially have 

both productive and negative material, bodily and spatial consequences for human 

subjects and communities. Based on this, it can be argued that reading is important 

since it leads to meaning making. Each context has its own discourses that might be 

misunderstood or misinterpreted in another context. Context becomes very crucial in 

the understanding of discourses. 

 

Wodak (2002) further argues that the insight of philosophic post-structuralism, then, 

is that there is no educational truth, practice or phenomena that can be studied 

outside of discourse.    By such an account, educational institutions could be seen as 

complex sites constructed by and through discourses expressed in various texts: 

from policy statements and textbooks to face-to-face talk in classrooms.   These 

texts are seen as "heteroglossic" articulations of various historical, class and cultural 

interests contending for social power and capital.  This is exactly what this research’s 

main focus is since students find it very difficult to collect read and interpret texts nor 

do they know how to analyse and situate their "symbolic power. 

  

2.4.2 Educational applications of discourse analysis 

 

As noted above, Michael (2002) also strengthens the arguments by saying that the 

heralded "linguistic turn" in the social sciences has a significant impact on 

educational research in the post-war era.  Discourse analysis describes an 

interdisciplinary family of methodologies and approaches to the study of language 

and text that draws variously upon linguistics, literary theory and cultural studies, 

philosophy of language, sociology and psychology.  Initially, the term was used to in 

the 1950s to describe linguistic analysis of semantic structures above the level of the 

sentence.  In the 1960s and 70s, it was applied by English teachers to the 

systematic analyses of the error patterns of second language learners' spoken and 

written texts and by educational psychologists to the development of cognitive text 

processing models (Michael,  2002).   
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He further argues that American and European psycholinguistics and sociolinguistics 

in the 1960s focused on the development of linguistic models that describe how 

people produce and use language.  However, interactional sociolinguistics and its 

various sub-disciplines (for example, ethnography of communication, language 

planning) have tended to draw extensively from structural functionalist and symbolic 

interactionist sociological theory.   Fairclough (2000)  also supports the above idea 

by stating that the principal focus of discourse analysis in education in the 1970s and 

1980s was on instances of face-to-face talk between, for instance, care-givers and 

children as key moments in language socialisation, and the development of literate 

competence and cultural to educational texts. He further shows how normative 

categories of gender, student disability, deficit and disadvantage were constructed in 

the exchange structures and themes of classroom talk.  

 

At the same time, Fairclough’s work provides a framework for describing how 

educational texts construct children, teachers, students and human subjects in 

different relations of power and knowledge.   Henriques et al. (1984) began to meld 

poststructuralist and neo-marxist educational analysis to describe the hegemonic 

power of educational discourses in the construction of gender, cultural identity and 

child development.  A range of studies described the broad development and 

intellectual history of particular paradigms and networks of ideas as "genealogical" 

discourses that build institutions of "governmentality" and moral order.  These 

included historical studies of childhood, progressive education, and mental 

measurement as well as contemporary studies of educational policy and curriculum 

fields including mathematics, physical education, language and literacy teaching 

(Ball, 1990).    

 

In view of the above, students cognitive thinking would be highly broadened and 

sharpened enough to be able to think critically and analyse text accordingly in order 

to respond appropriately.  This exposure could boost students’ confidence in reading 
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and can possibly increase their ability and capability towards the reading culture 

particularly in English as their FAL.  Thus, it can result to high performance since 

they would have met academic standard required in reading. 

 

2.5 READING CULTURE 

 

As noted earlier in discourse analysis, reading culture can be regarded as the 

process that contributes and increases learners’ positive attitude towards reading 

over a period of time (Nssien, 2008).  This means that for the students to be 

successful academically, they need a proper exposure and appropriate strategies in 

reading to build and enhance their foundation which can assist them to acquire other 

academic skills easily because they can contextualise the concepts from different 

fields of their studies.  In this regard, learners may be able to understand the 

information and use it as a bridging gap between knowledge and ignorance (Nssien, 

2008).   Nssien (2008) further emphasises that reading culture is seen as the most 

important factor of students’ success in education and in the modern complex 

society which imbibes reading as the basis of growth and development.   

  

There is no doubt that learners can develop a positive attitude towards reading only 

if they could get  full support at early stage from the surroundings where they could 

be possibly exposed to different strategies which would make reading become 

interesting and part of their lives.  In view of the constructivist, ecological 

perspectives and affordances, a conducive environment and harmonious 

atmosphere like home, school and peer groups reading could be much effective 

since students would have been exposed at an early age by their parents, friends 

and teachers in the classroom.  Such an exposure can shape their minds at an early 

stage and they may be able to acquire basic skills in reading to become independent 

and competent at later stage.  This is evidenced by Nwabueze (2011) who argues 

that an environment plays a very significant role in the development of reading 

culture of the learners.   This means that the lack of proper exposure and support for 
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children at an early stage might affect them negatively and could result to bad 

attitude towards reading later on.   

 

It has been noted that children with positive reading attitudes tend to be willing and 

may volunteer to read because they enjoy it. This effect can lead to proficient and 

lifelong readers.  On the other hand, children with poor attitudes toward reading may 

only read when they are forced to since they totally avoid reading and even refuse to 

read altogether (Satija, 2002).  In this regard, the child’s attitude toward reading may 

have a profound impact upon his or her overall academic progress.  That is the 

reason why teachers, parents and peers should take this seriously in assisting to 

change a child’s negative attitude towards reading by giving full support that can 

make the child to understand the importance of being proficient in reading.  

 

Children should be educated so that they become aware that reading is important for 

the development of their language skills and acts as a factor which influences the 

growth of their intellectual and emotional beings.  Satija (2002) further observes that 

if the child is exposed enough to reading, he/she becomes empowered and 

knowledgeable which could enable him/her to participate freely in the social, 

religious, cultural and political life.  It is within this eavesdrops that this researcher is 

anxious to find ways of instilling a positive reading attitude in the students.  In effect, 

it can only be achieved through a partnership between parents, teachers and more 

focused peers to elevate the culture of reading in students. 

 

2.5.1 The role of the parents in promoting positive reading attitude  

 

A child’s success in school is highly influenced by how much he/she is exposed by 

his/her parents to learning.  This means that, the home environment plays a very 

significant role to lay up a solid foundation in children’ minds to become competent 

enough to overcome any challenges they might face throughout their lives.  For 

example, children view their parents as experts and role models in everything they 
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do.  Wood (2004)  stand by this view point by arguing that this builds trust, belief and 

confidence in children and the information and values that parents share with them 

about the importance of reading can significantly affect the attitudes that children 

develop. 

 

He further adds that because children (particularly pre-scholars) seek and desire 

approval from their parents, they tend to develop attitudes and values that parents 

would praise and reinforce.   Ahamefule (2001)  states that it is not easy for a child to 

change drastically  from what he/she was introduced to by the parents since  they 

are the first people who receive and take care of the child from birth throughout their 

childhood.  Hence their influence is very strong in the training of a child.  Satija 

(2002) also supports the significant role played by parents in a child since parents 

can help to promote love for reading in their children at early stage by introducing 

them to activities like shared reading, reading aloud, and making printing materials 

available since this approach could promote positive attitudes towards literacy and 

can eradicate the problems that they are encountering in reading.   

 

In line with the above arguments, children’s progress from early childhood through 

their school years may develop different feelings towards their school subjects.   In 

the situation where children do not get that support from home towards school work, 

they might become discouraged and thus can develop negative attitudes which 

might forbid them from becoming successful due to poor performance and hence 

they may drop out from schools or universities.  In view of this, the researcher thinks 

that children’s progress from early childhood through their school years may develop 

different feelings towards their school subjects.  In the situation where children do 

not get support from home towards school work, they can be discouraged and as a 

result can develop a negative attitude which can forbid them from becoming 

successful.    
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2.5.2 The role of teachers in promoting positive reading attitude  

 

The school environment is regarded as a second home for the child since this is the 

place where children spend more time with the teachers.  In this regard, most 

children are eager to please their teachers as much as their parents (Ahamefule, 

2001).  This means that children can be so quick to model the attitude and 

behaviours they observe in school, particularly from their teachers.  This helps them 

to develop a positive attitude towards reading and can become confident and 

proficient because teachers teach reading directly and they also employ 

opportunities to reinforce teaching.   This approach can motivate learners who would 

try to read and continue to do so even if they might be facing any challenges 

because they have all the support they need from their teachers.  Turner (1997) 

argues that the teacher should also show their students love and care in order to 

make them feel valid and respected since lack of love and care from the teachers 

may hinder students from reading.  When this happens, students can develop a 

negative attitude towards reading as well as to all academic programmes.  In this 

regard, it should be seen as promoting an educational climate that facilitates 

motivation and the desire to read in children. 

 

This is also strengthened by Ezc (2006) who asserts that the role of school is to be 

responsive to vast and variety needs of each child in the school environment.   He 

further argues that teachers should use techniques in order to promote learners’ 

voluntary reading.  For example, they should provide a variety of high interest 

reading materials of various grade levels in the classroom.  This can be 

accomplished by obtaining magazines, newspapers, books, dictionaries, 

encyclopaedias, and other reference materials that contain content that matches 

students’ interests. Students’ interests can be determined through interviews or a 

survey (Ezc, 2006).   

  

This would shape children’s attitude toward reading by also providing systematic 

reinforcement (such as praise) when children are engaged in reading activities in the 
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classroom.  Trelease (2006) is of the opinion that the above approaches and 

techniques create a conducive and harmonious atmosphere and environment of the 

classroom (ecology and affordances) which can help to nurture the students’ 

intellects, interests and emotional development in the reading culture.  In view of this, 

Pressley (2002) thinks that, this could be done by providing functional libraries as 

well as educational environments which would also promote and encourage the 

interaction of literacy with other areas of the curriculum including all aspects of arts, 

reading, listening, speaking, viewing and writing.  In extra ordinary situations where 

these resources are scarce, particularly in rural areas, it is the teachers’ 

responsibilities to make sure that they improvise.  This means that teachers should 

have adequate skills in order to be creative and know exactly what is best for their 

students during teaching and learning progress.  For example, they should be able to 

create relevant resources and provide conducive conditions to their students as well 

a harmonious atmosphere during lessons so that students can feel comfortable and 

secured where necessary.  

 

2.5.3 The role of peer group in promoting positive reading attitude 

  

Peer group plays a very significant role in a child’s life and can influence the child‘s 

behaviour in different ways (either negatively or positively).  When children move out 

from home to school or to the community, they meet with other children too from 

different backgrounds and with different behaviours, interests and perceptions.  They 

begin to create friendships and become attached to their friends gradually through 

playing together and sharing ideas during socialisation.   All these gradually affect 

other children’s academic performance depending on individuals.  

 

On peer collaborative learning, Morrow (1995) and Rodgers (1997) argue that, 

children learn more with their peers since they are fully and freely in their interactions 

to share ideas.  These make them to acquire knowledge among themselves.  

Through sharing, peers can suggest good reading materials that some of them have 

read and give others ideas on where to find them thereby encouraging them to visit 
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the library regularly.  These strategies can make reading more interesting and 

meaningful and may result to children to become competent, proficient as well as 

independent in reading.   

 

2.5.4 Reading from a social constructivist point of view 

 

Social constructivists see reading and learning, as social practice.  The social 

context affects when a person reads, what he/she reads, where he/she  reads from, 

who he/she reads with and, of course, why and how  of the reading.  Interacting with 

text can involve practices as diverse as reading instructions, scanning a newspaper, 

or reading an academic article.  Thus, when designing curricula for reading in EFL 

classes, the first thing that should be considered is students’ need in order to do it in 

terms of social practice.  Luke and Freebody (2002) define four different reader 

resources: code breaking, meaning making, text using, and text analysing. 

 

2.5.4.1 Code breaking 

 

Code breaking deals with deciphering text at letter, word, and sentence-level.  For 

many students decoding a text is synonymous to ‘reading’ because this is the social 

practice they have been taught in schools.  Decoding practices, including both top-

down and bottom-up strategies, are usually the main focus of school reading 

classes.  Top-down strategies include guessing meaning from context, predicting, 

using experiential knowledge, and using text structure (Luke and Freebody, 2002). 

 

They further state that the Bottom-up strategies include looking up unknown 

vocabulary in a dictionary or glossary, working out sentence grammar, and 

deciphering reference chains.  Classroom reading practices which are based on both 

top-down and bottom-up strategies may help to scaffold students’ development on 

reading skills.  However, if students are not encouraged to go beyond these 



 

44 
 

strategies, they may learn reading habits which are over-focused on decoding to the 

detriment of other reading resources.  

 

In the field of teaching English as a foreign language, reading aloud is one 

commonest classroom reading practice.  It supports decoding, but it in reality; it has 

little to do with making meaning from texts and everything to do with decoding the 

sound-symbol relationship.   In this regard, students have to work hard to decode the 

sound-symbol relationship at the word level, ultimately causing them to lose sight of 

the bigger picture, decoding the overall meaning of the text.  Yet classroom practices 

of sub-vocalizing or of diligently writing down translation equivalents often remain 

with students long after they are appropriate.  Obviously, there is more to reading 

than decoding (Luke and Freebody, 2002).  

  

2.5.4.2 Making Meaning 

 

Making meaning is another essential reading resource.  This is where dialogue is 

involved.  This means that it is not enough to hear or see the word on the page.  The 

reader should also listen and struggle to make sense in their own brains of what the 

writer is saying, which is intermental dialogue in Vygotsky’s terms.  Pani (2004) 

supports the above idea and adds that in listening to the author’s words, students 

need to construct their own representation of the author’s message which is 

regarded as intramental dialogue highlighted above.  He further says that it is very 

rare for students to understand exactly what the writer had in mind without a full 

support from the teachers since the individual interpretation is totally different in the 

absence of clarity.  Thus, reading provokes critical thinking and interpretation that 

might vary from person to person depending on their background.  That is to say that 

text should be seen as ambiguous and can only be meaningful when someone is 

able to interpret it.  
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2.5.4.3 Text using and text analysing  

 

In this regard, text using and text analysing can also be seen as a very important 

reading recourse because without texts there would be no reading taking place.  In 

view of this, there is no perfect way to understand most texts.  This means that text 

could be interpreted differently by the reader reading in a foreign language.  It is 

particularly hard, because the words and grammatical structures, the text 

conventions, and the cultural context are all less than familiar.   Even something as 

apparently factual as a train timetable can be interpreted through different cultural 

lenses.  In this regard, students need to understand that all readers construct 

meaning from texts differently, depending on their purpose for reading, their 

background, and even their state of mind.  Pani (2004) again evidences this by 

stating that there is usually no single, unequivocal meaning in a text.  Thus, reading 

entails constructing meaning from text through intermental and intramental dialogue, 

which is exactly what triggered the researcher to carry out this study.  

   

2.5.5 Social constructivist theory and foreign language reading class  

 

Wilson (1998) argues that the social constructivist view of reading has many 

implications for language teachers.  Firstly, teachers should help and guide students 

to extend their capacity to read constructively rather than by simply practicing 

reading.   Secondly, they need to escape from teaching reading through the kind of 

disembodied texts which are so common in EFL classrooms.  He further observes 

that those disembodied texts have no context, no particular relevance to students, or 

to their broader learning purposes.    

 

Thirdly, he says teachers need to ensure that, they do not read on behalf of the 

students in the reading classes.  He talks about the pre-reading, during-reading and 

post-reading exercises which can sometimes provide so much support that the 

students do not really have to read the text at all.  In view of the above argument, the 
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research thinks that this is exactly the kind of learning that he/she is practising in the 

classroom during reading slots.  Wilson (1998) goes on by proposing the following 

strategies for teaching reading in an EFL classroom: 

 

2.5.5.1 Providing a context and purpose for reading 

 

Students need to have a clear idea of why they are reading and also to see how the 

text relates to other aspects of their course.   For example, before tackling a reading 

passage in a course book, teachers should establish the context first by using visual 

cues, discussion questions, or a link to students’ own lives.  They should further 

make sure that students know which reader role  are expected to adopt  and  also 

look at the text as a model for some other task in order to find out  whether the text is  

meant to be used as a language resource, or  meant to stimulate dialogue.   

Students also need encouragement to move beyond this teacher-textbook controlled 

situation into reading texts which they themselves have selected for their own 

purposes. 

 

2.5.5.2 Modelling 

 

A useful form of scaffolding is to model the reading practices teachers want their 

students to adopt.  Teachers can do this by using a modified version of the think-

aloud research technique.  Pani (2004) asserts that the teacher should stand in front 

of the class, not reading aloud as much as verbalizing his or her thought processes 

as he or she reads.  This is a good way to model skimming or processes such as 

relating one text to another, asking questions of the text, and guessing the meaning 

of difficult words.  It can demonstrate that reading is not necessarily a linear process, 

but involves jumping forwards, linking back, and re-reading sections which are 

problematic.  Students find it very reassuring when the teacher verbalizes thoughts 

such as “What does that mean?  Hang on, better read that bit again.” It helps to 

break down the myth that many students have: “If only I were better at English, I 
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would understand this perfectly.”  Above all, modelling helps students to see what it 

means to enter into dialogue with the text.  

 

2.5.5.3 Asking question 

 

Asking questions is also helpful since it leads students to engage more interactively 

with the text which is very tricky.   The motivation behind this is to enable students to 

become independent readers.  Wilson (1998) argues that the social constructivist 

theory emphasizes that teachers need to encourage students to create their own 

meaning from text rather than to impose interpretation of the meaning upon them.  

To say this differently, teachers may help as resources to bridge the linguistic and 

cultural gap that students experience in reading a text since most of the teachers 

have a tendency of  dominating  the lesson by telling students the meaning of the 

text rather than assisting them to create meaning themselves.  In this regard, 

teachers and texts play a very significant role in students reading since that 

interaction can build a very strong relationship between these three parties.  For 

example, the questions the teachers ask should show a genuine interest in the 

meanings the students construct rather than insisting on pre-conceived 

understandings.   

 

In fact, what students need to learn from an EFL reading class is not the content of 

the reading text: rather they have to strengthen their ability to use the four reader 

resources below.   Above all, teachers should encourage their students to ask such 

questions for themselves (Wilson, 1997).  In view of this, the social constructivist 

approach to reading offers tools and principles for EFL teachers to draw students 

into energetic participation in text events, entering into active dialogue with texts and 

their authors, not as outsiders, but as active participants.  This means that this 

approach may challenge the traditional beliefs of EFL teachers in many ways.  
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2.5.5.4 Hermeneutics  

 

This perspective in the main is the art of interpretation of texts or the science of 

understanding in line with the research paradigm for the study.  Gadamer (1976) 

contends that the term ‘hermeneuntics stems from the Greek verb” hermeneuin” 

which has three meanings: to make something explicit (to express), to unfold 

something explicit (to express), to unfold something (to explain) and to translate (to 

interpret). 

 

Hermeneutics is an attempt to make clear or to make sense of an object of study. 

This object must be a text which in some way is confused, incomplete, cloudy, 

seemingly contradictory - in one way or another, unclear.  All in all, interpretation 

aims to bring to light an underlying coherence or sense’ from perceptions or views 

(Taylor, 1976).   In view of this, hermeneutic task consists in understanding what a 

particular text means.   This means that it helps a researcher to produce a story that 

is believable.  Who we are is a function of the historical circumstances and 

community that we find ourselves in, the language we speak and the historically 

evolving habits and practice we appropriate together with the temporally conditioned 

choices we make.  

 

Based on the above discussion, hermeneutic circle refers to the dialectic between 

the understanding of the text as a whole and the interpretation of its parts, in which 

descriptions are guided by anticipated explanations (Gadamer, 1976).  In this regard, 

hermeneutic circle suggests that we understand a complex whole from 

preconceptions about the meanings of its parts. Said simply, human understanding 

is achieved by iterating between the parts and the whole which they form. In view of 

this, the goal of interpretation is ‘to produce a reading of the text that fits all important 

details into a consistent, coherent message, one that fits coherently into the context 

(Diesing, 1991). 

 

file:///C:/Documents%20and%20Settings/gofton-salmond/My%20Webs/isworld/interp.htm
file:///C:/Documents%20and%20Settings/gofton-salmond/My%20Webs/isworld/interp.htm
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In the context of this study, hermeneutics suggests that ‘prejudice’, pre-judgement or 

prior knowledge (experiential knowledge) plays an important part in our 

understanding. Our attempt to understand a text always involves some prior 

knowledge or expectation of what the text is about. In fact we cannot understand a 

text unless we have some understanding of the language.  This is to suggest that 

understanding always involves interpretation; interpretation means using one's own 

preconceptions so that the meaning of the object can become clear to us (Gadamer, 

1975). 

 

Therefore the critical task of hermeneutics then becomes one of 

distinguishing between ’true prejudices, by which we understand, from the false ones 

by which we misunderstand’ (Gadamer, 1976).  As researchers we need to become 

aware of how our own views, biases, culture and personal history have a significant 

impact on how we view the world. The ‘text is the medium through which we 

understand ourselves’ (Ricoeur, 1991).   Gadamer suggests that meaning does not 

reside in ‘the subjective feelings of the interpreter’ nor in ‘the intentions of the author’. 

Rather, meaning emerges from the engagement of reader and text. 

 

2.6 MULTILINGUALISM 

 

It is necessary to provide a working definition for multilingualism because this study 

looks at language behaviours of EFAL in a previously disadvantaged higher 

institution which commits itself to provide an environment that encourages unity in 

diversity in terms of demographics, skills and background to all students.  Three 

different definitions will be provided  and illustrated in this study in order to promote 

and aspire towards multilingualism and try to reinforce the power of EFAL in reading 

through their carefully crafted policies and unchanged institutional culture. 

Pluddemaan (2001) defines multilingualism as ‘more people using more languages 

in more registers and in more domains‟.  This definition could be interpreted to mean 

that speakers of the many South African languages could over time learn each 

other’s language(s) without fear of marginalisation.  Moreover, Pluddemaan (2001) 
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argues for a multilingual academy.  He is of the view that a multilingual academy 

could be possible if multilingualism is introduced progressively over time rather than 

full-scale in the short term.  The researcher’s understanding of Pluddemaan’s (2001) 

argument is that multilingualism is a process that needs to be implemented in 

phases.  It does not need to be done in a sensational manner, but rather over time.  

  

Implications of a definition for this institution where the study is based are that 

classroom practices are being affected as well as lecturers since everything is taught 

in English as a medium of instruction.  This affects more students since English is 

their FAL and it’s not easy to completely switch from their native language to the L2. 

 

2.7 CONCLUSION 

 

In line with the above discussion on language proficiency in English, one could say 

that a majority of the students can gradually get there if it is for the first time they are 

being fully exposed to English. In view this, the fact remains that they are forced by 

circumstances to communicate in English whether during and after the lectures, 

learning of the default language indisputable and indispensable.  This means that the 

levels of proficiency in English have to improve in order to improve the students’ 

performance academically though they might still be lacking in common grammatical 

errors here and there when they communicate and write up.   But the standard and 

attitude have to change due to the different support given to the students as 

highlighted above by different scholars contributed in this chapter.  The discussion 

shows that English still dominates because it is regarded as LoLT and the lingua 

franca in tertiary institutions and South Africa.   
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CHAPTER 3 

 

RESEARCH METHODOLOGY 

 

3.1 INTRODUCTION 

 

This chapter focuses on the selection of the research approaches and 

methodologies used in the study.  The researcher‘s objective was to investigate 

principally the use of English, as a First Additional Language reading and response 

at the University of Fort Hare in Eastern Cape Province: South Africa.  The study 

was premised within the interpretivist paradigm based on a qualitative research 

method.  It is a case study design.  It is a longitudinal study that covered a total of 

four years, the duration for a B Ed degree.  The population comprised of all fourth 

year English teaching methods classes from first year to fourth year students (EDS 

111 & 122, EDL 212 & 222, EDL 312 & 322 and then MEN 411 & 412).   This means 

that the researcher detected developments or changes in the characteristics of the 

target population at both the group and the individual levels since he/she conducted 

several observations of the subjects over a period of four years.  The data collection 

tools included documents (texts), participant observation, journal entry and writing 

log books and all the assessments that were done in the classroom.   In this regard, 

nine students were Interviewed based on their academic performance over the years 

and focus groups were also set up as a means of gathering data from first year 

students 

 

Writing log books were employed in the study  for so many reasons; one being 

because reading and writing skills both overlap,  writing  enhances reading in the 

sense that students should always write down their points and questions related to 

the text read  in order to test their understanding.  This helped the researcher to 

check students’ understanding of the texts or journals through their response to the 

reading in both verbal and writing log books by following the instructions given by the 

researcher and use their own perceptions towards the texts that they read to identify 

any lesson learnt if possible.  This was a very helpful practice in order to detect 
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student’s progress and development in reading and responses.  In this chapter, all 

the steps required for the above mentioned aspects for data collection are presented 

and thoroughly discussed one by one.    

 

3.1.1 Research questions 

 

The following are research questions which were used during the interviews and the 

focus groups.  These questions managed to guide and gave out richness and 

depth of information required by this study. 

  

3.1.1.1 Main question: 

 

 How can students become competent readers in English (FAL) in South 

African Universities? 

 

3.1.1.2 Sub questions 

 

 What provisions are provided to enable reading in English (FAL)? 

 What reading strategies and training are available for students in the 

university? 

 

 How do current teachers’ training programmes prepare students for FAL 

teaching?  

 

 Which reading instruction strategies are promoted in teacher’s training for 

Foundation Phase learners? 
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3.2 RESEARCH PARADIGM 

 

3.2.1 The interpretive paradigm.  

 

The study adopted the interpretativist paradigm which is underpinned by observation 

and interpretation, thus to observe is to collect information about events, while to 

interpret is to make meaning of that information by drawing inferences or by judging 

the match between the information and some abstract pattern (Angen, 2000).  It 

further attempts to understand phenomena through the meanings that people assign 

to them.  This means that the “interpretivist” paradigm stresses the need to put 

analysis in context.  The interpretive paradigm is concerned with understanding the 

world as it is from subjective experiences of individuals (Angen, 2000).  They use 

meaning versus measurement oriented methodologies, such as interviewing or 

participant observation, that rely on a subjective relationship between the researcher 

and subjects.  Interpretive research does not predefine dependent and independent 

variables, but focuses on the full complexity of human sense making as the situation 

emerges (Yanow et al, 2006).  This study is based on the interpretive approach, 

which aims to explain the subjective reasons and meanings that lie behind social 

action.  The interest of interpretivists is not the generation of a new theory, but to 

judge or evaluate, and refine interpretive theories (Yanow et al., 2006).  

 

In this regard, the students were given the opportunity to interpret different texts and 

analyse them accordingly and the researcher just accepted what was interpreted by 

students since students have got all the rights to understand the meaning and try to 

make sense of the text which may be unclear in one way or another.  The main 

reason and belief is that all human interpret and understand things differently in a 

social context.  This can be achieved by iterating between considering the 

interdependent meaning of parts and the whole that they form.  In this study, the 

researcher’s approach to students was to give the texts and divide them into groups 

where they were expected to read, interpret, analyse and share ideas among 

themselves and then respond.    
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During this activity, the researcher had all the time to observe students’ interaction 

and participation among themselves and be able to intervene where possible in 

order to ensure an adequate dialogue between the researcher and students to 

collaboratively construct a meaningful reality of the text where possible.  Thus, what 

we know is always negotiated within cultures, social settings, and relationship with 

other people.  From this perspective, truth cannot be grounded in an objective reality 

since this is driven by the individual consciousness and experiences such as 

judgments, perceptions and emotions.   

 

Creswell (2009) contends that a phenomenological study describes the meaning of 

the lived experiences for several individuals about a concept or the phenomenon.   

He further states that in the human sphere, this normally translates into gathering 

“deep” information and perceptions through inductive qualitative research methods 

such as interviews and observation, representing this information and these 

perceptions from the perspective of the research participants.  In view of this, the 

researcher has to understand and interpret students’ perspectives on the factors that 

could impact the successful use of learning and face-to-face instructional 

approaches in a manner that they complement each other.   

 

 Abbott (2010) supports this same idea by stating that reality can be explored, and 

constructed through human interactions, and meaningful actions to discover how 

people make sense of their social worlds in the natural setting by means of daily 

routines, conversations and writings while interacting with others around them by 

relating to the texts they have been exposed to.  He further argues that many social 

realities exist due to varying human world views, including people’s knowledge, 

views, interpretations and experiences as indicated earlier in this discussion.  Events 

are understood through the mental processes of interpretation that is influenced by 

interaction with social contexts.  Those active in the research process socially 

construct knowledge by experiencing the real life or natural settings in an interactive 

process of talking and listening, reading and writing (Abbott, 2010).  

 

 

In the study, the students were constantly interpreting and defining texts and things 

as they negotiated meaning through different situations.  This means that the 
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process of interpretation is a dynamic one since it depends on how a person 

interprets and perceives something.  From a symbolic interaction perspective 

(Taylor, 2011) observes that all cultures and institutions consist of actors (people) 

who are constantly engaged in processes of interpreting the world around them.   

Even when they are within the precincts of institution or culture, it is their 

interpretations and definitions of the situation that determine their actions/reactions.  

This view reinforces the constructivist, ecological perspectives and affordances 

which stress the context as being the core of an understanding of any given world 

view. 

 

3.3 RESEARCH METHODS 

 

The study was carried out through a qualitative research methodology.  The 

qualitative research is one of the three major approaches to research methodology in 

social sciences.  This type of research has different meanings in different fields.  In 

social sciences, qualitative research is often a broad term that describes research 

that focuses on how individuals and groups view and understand the world and 

construct meaning out of their experiences (Creswell, 2009).  In this regard, the 

perceptions of the respondents in this study are captured in the form of narratives 

through the use of thick description since qualitative research relies more on words 

than on figures and statistics.   By the same token, issues of language acquisition 

and learning can be easily understood through the use of perceptions based on the 

context of study, rather than on numbers since it cannot be easily replicable and 

generalised in other contexts.  Said differently, this study was based on the 

subjective views of the respondents and as such, it is context based.  

 

In view of this, the study adopted a qualitative research design because it involves 

an in-depth understanding of human beings and the reasons that govern human 

behaviour (Creswell, 2009).  This approach was used in this study to collect, 

analyze, and interpret data by observing what people do and/or say (Creswell, 

2009).  One should note that undertaking research, the choice of methodological 

approach is significant.  In this notion, this chapter focuses on the selection of the 

research approaches and methodologies used in the study.  The researcher’s 
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objective was to explore broader trends in reading strategies, instructions and 

training for students in the use of English, as first additional language (FAL) in one 

South African university in the Eastern Cape Province.  Thus, the researcher used 

the qualitative method, different types of research design techniques and data 

collection methods in order to get in-depth’s information to enlighten the study. 

 

By way of a definition, Kitthananan (2006) states that qualitative research aims to 

understand and interpret the meaning that participants attribute to their surrounding 

environments.  In attempting to achieve such understanding, qualitative research is 

concerned with investigating research questions.   It follows that it is often subjective 

in nature, as the interpretation and analysis of data collected from qualitative 

research might differ from one researcher to the next.  Consequently, the analysis of 

qualitative data is often criticised for being the perception of the researcher.  In 

contrast, quantitative data can be calculated statistically, allowing for greater 

reliability and credibility (Centre for Programme Evaluation and Research, 2007b).  

This does not imply that a quantitative analysis is without subjectivity.   

 

Huberty (2000) comments on the potential subjectivity of quantitative analysis to 

evidence that there is no data that is is not soiled by the hands of the researcher 

somehow.   He further raises two significant issues.  Firstly, the researcher selects 

his/her methodological framework.  Secondly, he/she selects the data to be 

analysed.   In both instances, it is the researcher who decides the route of the 

investigation and subjectivity in the analysis is thus inevitable.  Neill (2007) states 

that a quantitative approach is used primarily in the analysis of numerical data.  In 

this view, the data was collected through the above highlighted tools and the results 

were classified methodically enabling researchers to calculate data objectively and 

efficiently.   

 

Although a degree of subjectivity is present in quantitative research, it provides a 

level of reliability and credibility that qualitative research cannot.  However, Angen 

(2000) thinks that the process of quantitative research does not always allow for the 

contextualisation of the data or for an insight into the data.  This is in sharp contrast 

to the qualitative research method because the quantitative method is robotic and 
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predictable which is not real in live.  On the other hand, qualitative research is multi-

dimensional, subjective just like our live processes.  

 

In view of the above, the study employed the qualitative research methodology since 

it is empirical in nature as well as attempts to get an in-depth opinion from the 

respondents.  This means that the researcher is regarded as the key instrument in 

this research methodology.   Based on the above, the qualitative research method is 

deemed suitable for this study because it aims to explore student’s reading with the 

rationale of providing the most effective strategies and methods to be used in order 

to improve and broaden their knowledge and interest in reading and literacy as a 

whole.  This could increase students interest and change their attitudes towards the 

learning of English as FAL as part of language which is academically needed. 

 

3.4 CASE STUDY DESIGN 

 

This study adopted a case study design in data collection since it is good at bringing 

an understanding of a complex issue or object and can extend experience or add 

strength to what is already known through previous research.  Case studies 

emphasize detailed contextual analysis of a limited number of events or conditions 

and their relationships (Yin, 2009).   Researchers have used the case study research 

method for many years across a variety of disciplines.  Social scientists, in particular, 

have made wide use of this qualitative research method to examine contemporary 

real-life situations to provide the basis for the application of ideas and extension of 

methods.  Yin (2009) defines the case study research method as an empirical inquiry 

that investigates a contemporary phenomenon within its real-life context; when the 

boundaries between phenomenon and context are not clearly evident; and in which 

multiple sources of evidence are used.   

  

Yin (2009) further states that critics of the case study design believe that the study of 

a small number of cases can offer no grounds for establishing reliability or generality 

of findings.  Others feel that the intense exposure to the study of the case biases the 

findings.  Some dismiss case study research as useful only as an exploratory tool.   
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Yet researchers continue to use the case study research method with success in 

carefully planned and crafted studies of real-life situations, issues, and problem (Yin, 

2009).   

 

In view of this, this study used case study techniques since this played a very 

significant role in data collection because it offered richness and depth of information 

that is not usually offered by other methods through observations and interviews.  In 

this case, the researcher typically observed the characteristics of an individual unit 

such as a student, a lecture room and the community of this university where the 

research focused on.  The purpose of such observation was to probe deeply and to 

analyse intensively the multifarious phenomena that constitute the life cycle of the 

unit with a view to establishing generalization about the wider population to which 

that unit belongs.   Therefore, this study looked only at one district at Fortbeaufort in 

Eastern Cape Province: University of Fort Hare.   

 

3.4.1 Ethnography  

 

Ethnographic technique was also adopted during data collection since this is the 

study of social interactions, behaviours, and perceptions that occur within groups, 

teams, organisations, and communities.  Creswell (2009) defines ethnography as the 

study of an intact cultural or social group based primarily on observations over a 

prolonged period of time spent by the researcher in the field.  Therefore, the 

ethnographer examined the group’s observable and learned patterns of the 

behaviour, customs and way of life, and recorded the voices of informants (Creswell, 

2009).  The final product of this study is descriptive and interpretive.  Robson (2002) 

postulates that a good ethnography can give one an intimate feel for the way of life 

observed by the ethnographer.   In view of this, the researcher  used  this technique 

in order to get rich, holistic insights from participants views and actions, as well as 

the nature (that is, sights, sounds) of the location they inhabit, through observations 

and interviews since the aim was  to ‘get inside’ the way each group of participants 

sees the world.  The motivation behind this was to blend it with the case study in the 
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sense that the strengths of both designs were merged to overcome the weaknesses 

if only one of them was used. 

   

3.4.2 The province and the surrounds 

 

This University is situated in the fertile Tyhume valley, some 120 km due west of the 

city of East London. It lies adjacent to the town of Alice, the capital of the new 

Nkonkobe Municipality.  The University and Alice are served by road and rail links. 

Alice is a small town in a rural setting, lying within the former Ciskei.  Nearest 

population centres are Fort Beaufort (20km), Hogsback (30 km), Middledrift (20 km), 

Dimbaza (40 km) and King William's Town / Bhisho (60 km).  The University has two 

satellite campuses: one located in Bhisho (Bhisho Campus) and the East London 

campus, roughly 60 km further east, in the city centre of East London, between Fleet 

Street and the harbour.   

 

In addition, the University of Fort Hare is situated in the Eastern Cape Province 

where isiXhosa is the dominant language.  Besides isiXhosa, Afrikaans and English 

are the other official languages.   According to Freedman (2013) in the census of 

2001, the Eastern Cape Province comprised about 16% of South Africa’s total 

population of about 47 million (Statistics South Africa, 2003).  The black population in 

the Province totals about 87%.   About 83% of this number use isiXhosa as their 

home language.  An important point to mention here is that about 77% of all 

speakers of isiXhosa in South Africa live in the Eastern Cape (Freedman, 2013). 

 

The mission of the university of Fort Hare is to provide high quality education of 

international standards contributing to the advancement of knowledge that is socially 

and ethically relevant, and applying that knowledge to the scientific, technological 

and social-economic development of the nation and the wider world.  This previously 

disadvantaged university strives towards: 
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 Commitment to high quality education - to give the students a competitive 

edge in the labour market. 

 

 Towards achieving international standards - establishing the wider currency of 

qualifications in the new global economy. 

 

 Offering academic programmes with a strong social and ethic relevance 

ensuring a critical and constructive contribution to social development. 

 

 Promoting a distinctively developmental perspective in teaching and research. 

 

The university’s vision and mission is to focus its programmes such that they 

address the needs of the rural communities of the Eastern Cape in which it is 

geographically situated.  It has five main faculties in order to accommodate all 

students from different disciplines which include: Faculty of Education, Faculty of 

Law (Nelson R. Mandela School of Law), Faculty of Management & Commerce,  

Faculty of Science & Agriculture and the Faculty of Social Sciences & Humanities  

(Freedman, 2013).  The university has a student population from the SADC region, 

and other parts of Africa.   

 

This means that there are students speaking different indigenous languages as their 

native language besides isiXhosa since this university draw its students and staff 

from all over South Africa and internationally.  This is demonstrated by various 

language and cultural groups on the campus.  This motivates why English is the 

official language of teaching and learning in order to recognise its southern African 

students and the need to meet the international standards in a non-racial society. It 

is worthy of note to indicate that English, the language of learning and teaching or 

http://www.ufh.ac.za/faculties/edu
http://www.ufh.ac.za/faculties/law
http://www.ufh.ac.za/faculties/law
http://www.ufh.ac.za/faculties/mnc
http://www.ufh.ac.za/faculties/sna
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the language of instruction, is additional to most if not all the students involved in the 

study. 

 

In view of this, most of students are faced with linguistic challenges when they get to 

this university because they are mother tongue speakers of isiXhosa and other 

African indigenous languages since they are coming from the surrounding 

communities where English is seen as foreign language.  This means that, isiXhosa 

is the dominant language in the institution and English is the default LoLT which tend 

to affect students since it is the first time that they are learning, communicating and 

interacting in a diverse classrooms.  To make matters worse, most of the lecturers 

are English speaking from other countries.  This might account for student’s poor 

performance academically.  In view of this, the study focused on one faculty, the 

Faculty of Education.  This Faculty was chosen because it is the only faculty which 

trains students’ teachers in English as LoLT particularly those who are taking English 

as their teaching subjects so that they become competent and proficient in English 

whilst they will be teaching in schools.   

 

This faculty was further convenient for the study since the participants are all 

students on campus so they did not need to travel to attend a focus group meeting 

with the researcher.  In this regards, students of English have been chosen because 

of the poor performance at first year level which affected them academically since 

their standard was below the university expectations where reading is concerned.   

 

As far as buildings are concerned, the university already has the following: Stewart 

Hall, Livingstone Hall, Henderson Hall, Assembly hall, Botanical Plant House, 

Auditoriums, Computer Labs, library Laboratory, hostel and dining halls.  These 

buildings are divided according to the different courses offered.   All the buildings are 

very old since this university was established in 1916 but the renovations are taking 

place in order to standardise them.   The researcher’s main focus is only on Stewart 

Hall where the faculty of education is located.  As mentioned above, the buildings 

are old but are being extended and renovated, well painted, well-furnished and 

spacious enough to accommodate all the students enrolled in this faculty.   
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3.4.3 Classroom seating arrangements 

 

There are several basic desk arrangements which differ according to  the number of 

students per lecture and different teaching methods used by the lecturer involved 

during the lecture in order to accommodate all students and make sure that the 

learning becomes active not passive.  As indicated earlier, the set up rotates 

between the following: 

 

 Angled Rows with desks touching 

 

 Modified U (or Horseshoe) 

 

 Groups (or Teams) 

 

 Combination (desks in various positions).  

 

The researcher always make sure that all the students’ desks are not separated, as 

that takes up too much space and is not conducive to the teaching methods used.  

 

3.4.3.1 Angled rows with desks touching 

 

This set up enables the lecturer to see what every student is doing and it gives all 

students a clear view of the front of the room, it can take up less floor space than 

other arrangements, it makes it easy for students to work in pairs or move their 

desks into groups for cooperative work.  In contrary, it does not work well with a 

large number of desks because students will be too far away, less effective in terms 

of management when more than two rows are used, less suitable for classrooms that 

use cooperative learning.  In this regard, this arrangement is suitable in this 

department as from second year to fourth year levels since students are already 

divided into their teaching subjects groups which are very manageable in size.  This 
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helps them to concentrate on the tasks given and makes it easier because the 

students’ desks are touching one another (and not completely separated), enables 

them to work with partners without having to move their desks around because they 

are sitting right alongside one another.  When it is time for group work, they can 

easily shift the desks to work together in fours, or sit at tables in the back of the room 

or on the floor. 

 

In addition, this makes it easier for students to see and cooperate because it leaves 

space in the front of the room for a rug, open area, overhead projector cart, podium, 

table, and so on.  It is easy for students to move their desks for group work:  they 

easily do partner work with the person next to or behind/in front of them, and then for 

group work, they move to sit at the tables and rug areas.  They absolutely work very 

well and students love this because it gives them the opportunity to get out of their 

desks and sit some place different since they do not like to be confined.  

 

3.4.3.2 Modified U (or Horseshoe) 

 

This arrangement allows many desks in a small pace and makes group work harder 

because the space is small and desks cannot be easily moved around.  The 

researcher used this arrangement during first years’ lecture since the number was 

very big and there were no spacious venues in this faculty to accommodate them 

properly hence he/she had to adopt this arrangement to fit them all.  It is not a nice 

practice at all since it is difficult to vary teaching methods and not easy to see all the 

students.  
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3.4.3.3 Groups (or teams) 

 

This set up saves floor space with many desks and it supports cooperative work 

since students feel free to share ideas.  Its disadvantage is that it promotes off-task 

behavior since many students get distracted easily if they are not strictly monitored.   

 

3.4.3..4 Combination (desks in various positions).  

 

This arrangement provides students’ needs and it is extremely flexible though it 

requires special procedures for passing out and giving out the teaching materials.   

In this regard, it is very advisable to make use of all these set up in order to identify 

which one works best for the both lecturer and student in order to enhance learning.  

 

 (i)  Hostels and dining halls. 

 

The university has different hostels and dining halls which are named after the 

university founders such as: Beda hostel, lona Hostel, Wesley Hostel and their dining 

halls were recently extended and renovated in order to accommodate the university 

enrolment that has increased and also to improve the students living conditions.  

  

 (ii) The library 

 

The library was also extended, renovated and standardized to avoid congestion and 

accommodates and meets the student’s needs academically.  

 

 (iii) Laboratories 

 

Laboratories were also extended since there was congestion in the Science 

laboratories because they were used for different subjects such as: Science, 

Chemistry, Physics, Psychology, Botany and Zoology.  After the extension and 
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renovations, the laboratories were divided according to different subjects.  This was 

a relief since each subject has its own laboratory in order to avoid distraction during 

practicals.   

   

(iv) Computer labs 

 

Most of the departments now have computer labs which are attached to after the 

extensions and renovations of the buildings in order to avoid congestion.  These 

computer labs are very useful  because they promote and enhance learning and 

teaching  in the sense that most of the students have access to the labs and are able 

to do their research and assignments.   In these labs, students also do their writings, 

mathematics, reading, keyboard practice, telecommunications, and creative games 

during their leisure time.  This makes it easier for students to meet their deadlines.  

In view of this, most students have changed their negative attitudes towards teaching 

and learning due to the upgrade which was done recently towards buildings and the 

variety and accessibility of resources.  This has helped to increase the number of 

graduates.  Also worth talking about, the university’s security is too tight to the 

university community and to the buildings as a whole for 24 hours because the whole 

university is well fenced and the security is very tight at the gate as a result no one is 

allowed to come in and out freely without being checked.    

 

3.5 LONGITUDINAL STUDY 

 

To capture an in-depth of this case and ethnographic study, the researcher made 

use of a longitudinal study.  A longitudinal study, like a cross-sectional one, is 

observational.  So, once again, researchers do not interfere with their subjects (Bless 

and Higson, 2002).  However, in a longitudinal study, the researcher conducted 

several observations of the same subjects over a period of time, which lasted for four 

years.  In this regard, the researcher was dealing with the past and the current 

students in order to detect student’s progress and development in reading and 

responses.   In view of this, Bless and Higson (2002) assert that the benefit of a 
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longitudinal study is for the researcher to detect developments or changes in the 

characteristics of the target population at both the group and the individual levels. 

The key here is that longitudinal studies extend beyond a single moment in time.   As 

a result, they can establish sequences of events.  For example, the researcher 

looked at students’ progress and interest in speaking, reading and discussing in 

English throughout the lessons.  This gradually changed and improved the level of 

reading skills for academic purposes from the first to the fourth year.   In this regard, 

a longitudinal study is more likely to suggest cause-and-effect relationships than a 

cross-sectional study by virtue of its scope (Bless and Higson, 2002). 

 

Based on the above argument, the researcher tried to create something which could 

improve students’ progress and interests towards reading in English as their first 

additional language (FAL).  He/she then introduced the system of modelling that 

he/she learned at the National Teachers Training College (NTTC) in an intercultural 

communication class back then while he/she was a student.  The researcher 

therefore, created the system of modelling from a framework he/she learned in an 

Intercultural Communication class during  his/her training as indicated above to 

check if this system could work.  The researcher introduced this system to his/her 

students in order to help them to begin to think critically in an academic setting.  This 

frame is called DIE, which stands for: Description, Interpretation, and Evaluation.  

This system was introduced at first year level and students carried on with it 

throughout their four years since it helped them to focus and pay attention in all the 

activities taking place during the lecture and were also able to respond appropriately.     

 

In the second year that the researcher taught in this manner, he/she continued with 

this method and had each student practice on how to teach reading to their 

colleagues and then write an Evaluation along with their Description and 

Interpretation, rather than covering it only during the lecture in order to recall back on 

what was happening in the class and then respond appropriately.  The researcher 

evaluated this system and realised that it works wonders to students since they 

listened and observed others while delivering the reading lessons and then 
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expressed themselves without any fear of grammatical errors.   This boosted their 

self-esteem to participate in class and improves their reading skills and their 

vocabulary since reading and writing skills overlap. 

 

The researcher also introduced journaling to his/her students.   Dialogue and Media 

Journals, sustained silent reading and reading cards models/systems were gradually 

introduced to students at second year because at this level student were already 

divided into different groups of their teaching subjects.  The motivation behind 

introducing journaling was that the researcher discovered rather earlier during 

his/her lectures with first years that students displayed a great deal of shame during 

reading lessons which were associated with their English language ability from 

accent to grammatical correctness.  Most of the students did not understand the 

texts and even their pronunciations of the new words was a major problem.  This 

made it very difficult to respond accordingly to the texts. 

 

Shame was inflicted from peer to peer through laughter within the classroom while 

other students were reading aloud but failed to pronounce some of the new words 

properly.   Having discovered this in class, the researcher strongly spoke out against 

this behaviour.  He/she asked students how many of them have been laughed at 

regarding their reading in English and they all raised their hands.  He/she then asked 

several students at random how they felt when they were laughed at and they 

shared their experiences.  By making this public, students realized that the way they 

felt was the way they made others feel.  The researcher then asked if they were 

encouraged or discouraged from reading in English through this public humiliation 

and, of course, they said they were being discouraged.  He/she then suggested that 

they should support each other and work as a team in order to create harmonious 

learning environment for every one since they are all there to learn not to make fun 

out of others.  This form of shame was unacceptable and the researcher had the 

authority to change this situation in order to protect other students.     
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Given this reality, it seemed imperative for the researcher to offer students more 

chances to develop ownership and pride in their reading in English. They were 

encouraged to open up in their writings and emphasized fluency over accuracy since 

that is an important aspect in English.  Thus, the researcher decided to introduce 

dialogue Journals and media Journals systems as well as to a sustained silent 

reading and reading cards models/systems.  Students were asked to read different 

materials of their choice during their free times and comment through writings and 

then submit to the researcher.  In other occasions, they were allowed to say their 

own stories by writing freely about any topic they felt comfortable with even to 

assess news articles etc. and comment freely without exclusive concern for 

grammar, punctuation, or spelling.  

 

The researcher alternated dialogue Journals with media Journals during the first and 

second semesters of the second year whereas a sustained silent reading was done 

every day in ten to fifth-teen minutes before the lectures.  At the third year level, the 

students dropped Dialogue Journals and Sustained Silent Reading and focused on 

media Journals and Reading Cards.  In view of the above discussion, all the 

assessment tasks are well presented and described with clear examples below in 

section 3.7.   

 

3.6 SAMPLING TECHNIQUE 

 

In qualitative research, the results of the study may not be general and use large 

population because the sample group is small and the subjects are not chosen 

randomly.   Sample can be defined as some part of a large body especially selected 

to represent the whole (Hay, 2002).  This definition concurs with the one of Bless 

and Higson-Smith (2000) who refers to sampling as a technique by which a group of 

elements drawn from the population is considered to be representative of the 

population to be studied in order to acquire some knowledge about the entire 

population.  There are two major categories of different sampling techniques, namely 

probability and non-probability sampling. 
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The difference between the two techniques is that the former involves some type of 

random sampling, in which each member of the population as a whole has the same 

chance of being selected as other members in the group.  For instance, probability 

sampling involves simple random sampling, systematic sampling, stratified sampling 

and cluster sampling whereas non-probability, on the other hand, refers to a sample 

in which units of the population are selected by factors other than random chance.  

Examples of non-probability sampling are purposeful sampling, convenience 

sampling, snowball sampling and quota sampling.  According to Bless and Higson-

Smith (2000) a very important issue in sampling is to determine the most adequate 

size of the sample.  

 

In addition, Bless and Higson-Smith (2000) note that a large sample is more 

representative but very costly.  They further opine that a small sample on the other 

hand, is much less accurate but more convenient.  The major criterion to use when 

deciding on sample size is the extent to which the sample is representative of the 

population.   This means that it is not always possible to study the entire population, 

but what is important is to select a representative and accurate sample of that 

population. 

 

3.6.1 Sampling methods 

 

Purposeful sampling and random sampling were both adopted by the study.  The 

actual respondents (students) were selected purposively because of their specific 

characteristics that related to the study.  This means that the researcher chose 

students according to their performances like high, average and then the lowest.  In 

this view, the interviews were granted to nine students who were purposively 

selected on their academic performance over the years.  There were three weak, 

three medium and three strong students who were interviewed.  A total of ten 

lecturers were randomly selected from the Faculty of Education to get their input 

about students’ reading.  The ages of the respondents range from 18-60.  This 

helped the researcher to reduce the population to a manageable and representative 

size.  This criterion helped the study to compare and identify the problem through 
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students’ performances and to be in the position to identify a problem and how that 

could be addressed in order to close the gap since these were people representing 

all the measurements of interest to the researcher. 

 

3.7 DATA COLLECTION METHODS AND TOOLS 

 

Different types of data collection methods and tools were employed in the study to 

provide verifiable support for the answers to the research questions that were 

explored.  Data from the tools such as texts in language classroom, DIE, media 

Journal, dialogue Journal, sustained silent reading and the reading cards were used 

for reading-response questionnaires which point to the growing awareness in the 

students for reading.  Below are examples of data collections tools and different 

types of data collection methods.   

 

3.7.1 DATA COLLECTION TOOLS 

 

The researcher adopted different tools for the data collected in order to enrich the 

findings of the study.  Different tools would be presented below and fully discussed 

one by one as a way of giving the insight on how the data was derived.    

 

3.7.1.1 Texts in language classroom   

 

Texts can be defined/described differently depending on their functions and 

purposes.  John and Davies (1983) define texts as a linguistic object, a vehicle for 

information and as a springboard for production which is written especially with a 

pedagogical purpose in mind and they are authentic texts that the teacher may 

choose because they contain lots of examples of a particular feature of language.  

Texts can also help students to understand the overall meaning instead of the finer 

points of detail.  Text can be chosen because they are motivating and fit well with the 

communicative approach intended (John and Davies, 1983). 
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In this study, the researcher chose reading texts which were based in education and 

some related to students lives since they were relevant, interesting and motivating.  

The researcher combined the different approaches and strategies to expose 

students to different types of activities in the class in order to understand the 

information in the texts.   Different texts were given to the students during lectures to 

read, interpret, and analyse in order to respond appropriately either in groups, pairs 

or individually. Students were guided on how to approach the reading texts.  The 

researcher exposed them to activities such as pre-reading, during and post reading 

in order to for the students to acquire reading skills and to become successful 

readers with appropriate knowledge of the world from the reading task.  Texts 

formed part of data in the study since the students were able to select appropriate 

texts by focussing on the vocabulary and structures.  This helped the researcher to 

identify students’ progress and development towards reading.  The names of the 

texts used for data collection are presented below in section: 3.10 under the focus 

group heading whereas the actual texts with full details and features are presented 

at ‘Appendix H’ towards the end of the thesis.  

 

3.7.1.1.1 Reading activities 

 

3.7.1.1.1.1 Pre-reading activities 

 

Before the students read the passage from the text, they were exposed to activities 

which prepared them for what they would read about, and build vocabulary and 

grammatical skills and general knowledge so that the text is accessible to them.   

Activities like word splash, anticipation guide, and questions for discussion which 

made themes in the reading relevant to learners’ lives and provision of background 

information on the setting, author, etc., of the reading were practiced during reading 

lessons in order to guide them towards an understanding of the text and be able to 

interpret and respond properly in English first additional language. 
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3.7.1.1.1.2 During-reading activities  

 

A passage was read at least twice, initially, and then studied (read) for particular 

purposes by the researcher since the  first reading should be done by a good reader, 

often the teacher/lecturer, who may have an idea of how s/he wishes to read it, and 

the emphases s/he wants to give to certain parts. The second reading was silent 

reading by the students.  The students were then allowed to read the text aloud more 

than once, looking for information, or support for their views, in response to 

questions or tasks set by the researcher.  The main purpose of during -reading 

activities were to assist students to explore and understand the meaning of the 

passage.  This helped students to confirm their prediction and guessing after the 

words splash, anticipation guide etc. to be able to find answers to questions as well 

as working out the meaning of new words they came across during the reading. 

 

3.7.1.1.1.3 Post-reading activities 

 

Once students had read the passage, they were involved in tasks and activities 

which enabled them to integrate their own knowledge with what they have read, and 

took it forward, applied it to their own context, perhaps.  This boosted students’ self-

esteem and improved their vocabulary in English and they developed positive 

attitude towards English First Additional Language.  Students were able to freely 

involve in speeches, presentations, debates etc.   

 

In this regard, the texts were highly considered in the study since they are 

representative enough of the development of English Language and English 

Literature from the 18th century to modern times (Carter and Long, 1991).  This 

means that texts do not only demonstrate the originality of style and substance of the 

Writers but also alert the readers to the enormous potential they have for improving 

reading skills and thus also writing and critical thinking skills.  The texts have good 

storylines and are of intrinsic interest to students because once students become 

familiar with the themes addressed in the texts, they would be able to relate the 
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themes to their own lives.  Carter and Long  (1991) further say that all these texts 

abound in representational language, offering imaginative stimuli, which if carefully 

employed, can maximize students’ capacities for self-awareness and lead them to a 

broader knowledge of the target language and to greater fluency in it. 

 

3.7.1.2 Description, interpretation, and evaluation (DIE).  

 

This frame is called DIE, which stands for: Description, Interpretation, and Evaluation 

Every week in class, the researcher would model a lesson for the class using 

students  as  high school students and having them imagine that he/she was their 

high school teacher.   Different topics and activities were covered including reading.  

The researcher adopted this system mostly when she/he was exposing the students 

to readings and reading approaches as well as the strategies to be followed in order 

to improve their reading skills. Students were asked to listen attentively to the 

researcher and observe in order to put that in practice thereafter when it is their turn 

to read.  They would then write a description and an Interpretation of the model 

lesson for the next class meeting which is related to the text that was read during the 

lecture.   This helped both parties to identify the progress and efficiency in reading by 

recalling back on what happened during the lecture and respond by writing down.  

     

The objective behind the model was to have the students reflect and write a detailed 

summary of the things they observed and experienced during the reading lessons 

because reading proficiency underlies writing fluency.  In this section they were 

asked to avoid value judgments.  In the Interpretation, they were to think about the 

lesson and come up with the best potential reasoning behind concepts like the 

sequence of the lesson, the teacher’s behaviour/action, the kinds of activities 

included, etc.  The whole class would review what they wrote about and then do an 

evaluation of the model lesson together or in group.  The Evaluation gave them an 

opportunity to think about how/if they would use the activities in their own teaching in 

schools, the positives and negatives of the lesson plan components, and to make 

suggestions for improvement. 
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This is a sample of DIE that was done by one of the students. 

 

DESCRIBE (SEE): 

Number and describe the 

sequence of activities and 

events in the lesson 

 

1. The teacher  told 

the class about 

what is going to 

be done on that 

day which is the 

story entitled the 

sister  

 

2. She then 

requested us to 

share in our 

groups the pros 

and cons of our 

sisters at home. 

3. The teacher then 

asked us to tell 

the hardships 

that our sisters 

were 

experiencing and 

then how did we 

help them out of 

those hardships. 

4. The teacher then 

asked us whether 

INTERPRET (THINK):  

For each activity, state 

what you think its purpose 

was  

1. She was alarming 

the learners or 

introducing what 

she is going to do 

for that day with 

them. 

  

2. The purpose of 

that she was 

trying to make the 

lesson more 

familiar and fun 

also trying to 

connect the story 

to be done with 

their life 

experiences.     

3.  She was 

promoting 

talkativeness in 

the class so that 

when she is in the 

story people can 

be used in talking. 

She also wanted 

to see if we can 

EVALUATE (FEEL): 

Would you use this 

activity? Why? Why not? 

What is its value? What 

have you learned about 

language teaching? 

 

1. As a practising 

teacher I would 

choose to use this 

activity because it 

rouses learners’ 

minds. It makes 

them mostly to 

remember that 

they are in the 

class. 

2.  As a teacher I can 

use this activity 

because it can 

assist learners to 

tell pros and cons 

of their sisters with 

that of the story 

and understand 

the story. 

3. Using this activity 

will be very good 

because it assist 

grade 11s to 
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how far someone 

would help his 

sister so we have 

to talk as groups 

interesting 

stories. 

5. After that she told 

the learners 

about the 

background of 

the story “The 

sister”. She then 

showed to us the 

picture of the 

olden days as the 

part of the 

background 

trying to alert us 

that the story of 

olden days.  

6. She decided not 

to tell the names 

in the story so 

learners will find 

them by 

themselves said. 

7. The teacher told 

us the ways on 

listening stories, 

the culture of the 

story and the 

point of view. 

8. The teacher 

help our sisters 

and if so how far 

we can help them 

in hardships. 

4. I think the 

purpose of this 

was to prove how 

important we can 

be to our sisters 

at home and it 

promotes 

creativeness to 

learners.  

5. I think the 

purpose of this 

was to grab 

learner’s 

concentration and 

to have the setting 

of the story and to 

know when the 

story took place. 

The purpose of 

the pictures was 

to provide 

evidence that the 

story is old.   

6. I think the 

purpose of this is 

for learners to 

listen with a 

purpose so that 

they can master it. 

discuss without 

doubts. It will 

assist them to 

think well and wide 

up their minds. 

4. I can use this 

because it 

increases the 

creativity of 

learners because it 

is enjoyable to 

learners to have 

their own stories 

listened. 

5. I would use this 

activity because 

what I learned from 

my language 

methods pictures 

give interest to 

learners and 

promotes the 

interest of the 

lesson. This 

promotes much 

the memory of the 

learners. 

6. This is a very good 

thing to be done 

because it keeps 

the attention of 

learners focussed 

and it discourages 
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requested us to 

answer the 

questions she 

distributed before 

she starts reading 

the story.  

9. After the grade 

11s have 

answered those 

questions the 

teacher 

distributed the 

story hand outs 

to them and she 

said they must 

read the story as 

homework and 

come with the 

information about 

characters in the 

story i.e. (father, 

mother, Sukey, 

Marta and Jan) 

and then she 

requested the 

task to be done in 

groups.   

10. On the next day 

the teacher 

reminded the 

learners about 

the home work 

that was 

7. I think the 

purpose of this is 

to help learners to 

listen knowing 

what is required 

for them to know 

in a story.    

8. The teacher 

wanted us to work 

together on the 

story and divide 

the work to 

facilitate her 

teaching and 

learning. 

9. The purpose of 

this is for the 

learners to read 

the story not to 

depend on what 

has been said by a 

teacher in class. 

 

10. She was checking 

whether learners 

have managed to 

do the work or 

not. This is done 

by every teacher 

after giving home 

work. 

 

11. The purpose was 

the act of spoon 

feeding learners. 

7. As the teacher I 

can use this for 

learners to grow 

on analysing or 

interpreting the 

literature as a 

whole. 

8. It is good in order 

to get quick 

answers from 

learners and it also 

saves time for the 

teacher. 

9. It is good because 

it help them to read 

well so that they 

can have facts that 

are true from the 

book true their 

intensive reading. 

10. This is done by 

every teacher for 

you to see how 

competent learners 

can be in doing 

their work. 

11. Promote  thinking 

and the 

intelligence it is 

good because 

learners think in a 
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supposed to be 

done. 

11. The teacher gave 

groups 8 minutes 

to incorporate 

ideas about the 

task and identify 

at least 4 points 

and each point to 

be supported 

from the story. 

12. The teacher wrote 

on the board 

while the learners 

were discussing 

she wrote as 

follows : “write a 

character sketch 

of one of the 

characters in the 

story-it should 

not be more than 

a page in length” 

 

 

 

to check whether 

learners have read 

the story and 

understand it so 

the best thing that 

she has chosen is 

to give them that 

task. 

 

12. The purpose is 

that she didn’t 

want to write on 

the board while 

learners have 

nothing to do. 

 

 

 

quality way I like 

that type of 

questioning even if 

it can be seen as if 

it above them. 

12. It is good because 

it is not write more 

especial in these 

days to leave 

learners with 

nothing when you 

writing on the 

board it are 

dangerous.  

 

 

DESCRIBE (SEE): 

Number and describe the 

sequence of activities and 

events in the lesson 

 

 

INTERPRET (THINK):  

For each activity, state 

what you think its purpose 

was.  

EVALUATE (FEEL): 

Would you use this 

activity? Why? Why not? 

What is its value? What 

have you learned about 

language teaching? 
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The text that the students were responding to in this case was the lesson given by 

the researcher.  It is needful to say that for the researcher to assure that the students 

read with some degree of understanding there was a need for response to show 

their level of interpretation.  Journals were also used for data collection since they 

were viewed as an introspective tool, which might offer useful insights into the 

language learning experiences of the students.  If writing is viewed as an act of 

meaning design (Kern, 2000) then it must trigger an act of immersion for the 

students to write without any fear of evaluation or judgement as indicated earlier. 

The entries of self-report were to be a mixture of diary-like accounts of day to- day 

encounters with texts and intellectual journals, in which students would reflect on 

readings, class discussions, their own ideas/interpretations and reactions to what 

they read.   All the students right from the stage 1- English 11 (EDL 212 & 222), 

stage 2-English 111 (EDL 312 & 322) and then stage 3-English – IV, (MEN 411 & 

412) participated to this journal activity. 

 

As these journals writing endeavours were to provide a basis for free and expressive 

writing focused on developing fluency, the journals were marked and the researcher 

wrote comments thereafter and reading them periodically in order to initiate little 

dialogues on what he/she enjoyed while reading them by emphasizing immersion as 

the principal technique (Kern, 2000). The journal was intended to provide 

explanations for the emotional, intellectual reflective and critical dimensions of the 

students’ language learning experiences.   Furthermore, it served to attest to the 

process of response emerging as a product of the continuing learning process of the 

students.  In this regard, students were then exposed to different journals as follow: 

 

3.7.1.3 Media journals   

 

In media journals, students were requested to choose anything from the different 

media such as a news story from the internet, a magazine, TV or the radio and then 

take notes on the story, write a summary, and give their personal reaction to the 

story.  This really improved their reading culture.  In this regard, the students were 

assigned on some projects which were about a media journal.  This motivated and 
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encouraged their reading culture which in a way made then to be able to respond 

appropriately thereby improving their reading skills and vocabulary in English.  This 

project was given to the students from their second year methods class right up to 

the fourth year and it became a routine task.  

 

3.7.1.3.1 Project’s instructions 

 

Each week students were asked to write a summary and a reaction to something 

they have listened to, watched or read and then respond in English. 

 

The project was designed to assist students in becoming more proficient readers and 

fluent writers in English. To get this right, it was important that the students feel 

comfortable writing in this journal and not to worry about their grammar, spelling, etc. 

This is the one place where they could write freely in English; take advantage of it. 

  

Here are suggestions of the things students can listen, watch or read.  Try to read 

from a variety of sources over the semester: 

 

 TV programmes: news, soapies, documentaries, etc. 

 

 Radio programmes; 

 

 Songs; 

 

 Newspapers; 

 

 Magazines; 

 

 On-line news; 
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 Blogs; 

 

 Other internet sources. 

 

Guidelines for completing the assignment: 

 

While listening / watching / reading, take notes in your journal. After making notes, 

write a summary of what you have read / listened to / watched. Thirdly, write a 

personal reaction to it (what you think or feel about what you have read / listened to / 

watched). Include exact source(s) of the information. 

 

Write by hand in the notebook given to you.  Each of the three parts should be at 

least a page long. You will hand in the media journal twice during the course of the 

semester (See Learning Guide for dates.). 

 

3.7.1.4 Dialogue journal  

 

Dialogue journals are basically a written conversation between the teacher and the 

student.  In this regard, the researcher and the students had a conversation among 

themselves where students would send their written work to the researcher through 

e-mails.  Students had complete control over the topic and the researcher would 

respond to them, mirroring the length and depth as well as modelling good writing.  

The topics that students covered varied greatly.  Some stuck to relatively impersonal 

topics such as one student who wrote exclusively about soccer teams in South Africa 

as it was after the World Cup that took place in South Africa.  The researcher 

engaged with him about his critiques of the players, coaches, and teams furthering 

his thoughts and validating his thinking process through questions and 

commentaries.   
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Many students shared the difficult lives they experienced daily.  They shared stories 

of HIV/AIDS, discrimination within their family based on shade of skin colour, grief 

from losing relatives and friends, alcoholic parents, and living without their parents 

and/or raising their own siblings or being raised by a sibling.  One student shared 

with the researcher his profound journey from that of a criminal to being a student.  

When his mother died of an AIDS related illness, he went on a downward spiral at 

first stealing on a small scale which led to taking and selling drugs.  A relative told 

him about the scholarships at the University of Fort Hare and he applied after a rock-

bottom sort of experience.  Upon receiving the scholarship, he gave up all 

substances and wound up in the class.  This particular student keeps in touch with 

the researcher and has shared his desire to write a story about his life.    Largely due 

to the experience of journaling and sharing his story with the researcher, he 

indicated that he realized that others can learn from his journey.  Other students 

chose to write about political, sports, celebrity, movies, and education news stories.  

Below is an example of a Dialogue Journal that was written by one of the students. 

 

Sample story of the journals from one of the students; 

 

I was born in the village called KwaNzimakwe in KwaZulu Natal. My life has been 

good but had some obstacles in a way. I was raised by my mother and my step dad 

of whom I found out when I was 10 years old that he is not my biological dad. Since 

the day was told that he is not my real father my life changed completely. Some of 

the thing made sense because i was having unanswered questions in my mind. My 

step father was so abusive he hurt me without any reason. He also emphasize on 

him not being my father since my mom was working 2 days a week.  

 

My mother worked as a domestic worker and my step dad is a manager in an 

Agricultural company. It was not easy at all for my mother because she was the only 

one responsible for me and my younger sister. My stepfather had other 2 children 

not from my mom but he made sure he supports them. He told me one day that I 
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won’t be anything in this world because i am stupid. He save money for education 

when I was in grade 11 and when I finish my matrix he told my mom that that money 

belongs to his biological kids not me.  

 

When i was in adolescent stage my mom was not familiar of what was going on, so 

when he had that i had a boyfriend she threw me away from home. She told me to 

quit school because she was not going to give me any money any more, i had to go 

and live relatives. My mom hated me so much that she didn’t even greet me when 

she saw me around. When i passed my grade 11 she told me to come back home 

because she realised that i was studying seriously. My own mother accused me of 

having abortion because she didn’t approved of me having a boyfriend. Soon after i 

finish my metric my grandmother decided to show me my biological father’s home. I 

did go there and they welcomed me with comfortable hands my mom didn’t approve 

of that but i stayed the whole year there since there were no funds for me to go to 

the university. That is when i lost my virginity became pregnant while i was not at 

home. The father of my baby was so supportive during my pregnancy, but he didn’t 

tell his family because they didn’t approve of me. When my son was born he was 

sick i had to stay in hospital until he was 6 months. When my son was 18 months his 

dad decided to say this is not his baby i was go look out for the baby father, which 

was the worst year of my life. The fact that i did love him at the time n i wasn’t ready 

to move on was killing me because of thought he was the one. I was traumatised the 

whole year because he was very supportive. Then my mom decided that i must 

come to the University. My first year was good had no challenges enjoying all the 

way. It was my first time drinking alcohol and i thought i was going to stop but i didn’t 

because every time we and a bash i drink but when i am at home i am an Angel. I 

am going to church every Sunday and i criticize the alcohol a lot. 

My 3rd year in the University, when the year starts the father of my baby denied that 

he dined my son. My son now is 6 and he going to school. Now his dad wants him 

and i am still angry with him so i don’t want to allow him to c my son. 

My life has been a strategy including my son but i think going to the university helped 

me a lot because i got the bursary so i am able to support my son as well and to 
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make my mom happy since her responsibility is me and my son then my other 

siblings.   

 

3.7.1.5 Sustained silent reading   

 

The researcher engaged students in sustained silent reading.   Sustained silent 

reading is a practice which is done every day in ten to fifth teen minutes before the 

lectures commenced. This was the practice which created a reading culture in 

classroom; it encouraged reading for pleasure and a love of reading through 

experience of selecting and reading material of students’ own choice, reading 

without pressure to perform, and the modelling of the teacher; giving  students 

exposure to a range of books which could improve language skills, vocabulary and 

general knowledge.   In this practice, students filled in a log book of their reading and 

commented on the lesson learnt from the reading and then submitted their log books 

after four weeks.  This boosted students reading skills, changed their attitudes 

towards reading and increased their vocabulary since this practice became part of 

their life because it is done daily. 

 

3.7.1.6 Reading card 

 

Students were exposed to the reading card practice.  This is the practice where 

students chose the passage which should be suitable for any grade she/he would 

use a reading card for.  The choice should be based on authenticity and relevance 

and language level of the grade targeted by the students.   This passage should be 

A4 size and mounted on board and should be attractive in order to win learners 

attention before reading could take place.  Students were given this as a project and 

asked to use the reading in class as part of teaching aids during reading lesson or by 

choosing any topic especially when teaching language in use (grammar).     
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The most fascinating part of these systems highlighted above was witnessing the 

students take control of their voice.  In the beginning of the semester, they were 

reticent to express their own ideas and needed endless assurance that, in fact, the 

researcher really wanted to know what they thought.  By the end, they were 

expressing themselves more and more with confidence and starting to grasp the 

necessity for logical arguments in their reactions.  Several of the students told the 

researcher that they learned that they had their own opinions and ideas from this 

system. 

 

3.8 DATA COLLETION METHODS 

 

The study used different methods related to the tools mentioned above for data 

collection in order to get relevant and sufficient information for the study.  Therefore, 

different methods would be presented and thoroughly discussed below one by one.   

  

3.8.1 PARTICIPANT OBSERVATION 

 

Participant’s observation is a tool that immerses the researcher in the study of 

people with common grounds.  This is a technique for verifying or nullifying 

information provided in face to face encounters (Jorgensen, 2010).   The researcher 

used this tool to observe the participant’s behaviour during the interviews.  This is 

more reliable since it is possible to see the actual behaviour of the participants.  A 

Jorgensen (2010) state that it is ideal to use this tool since it is a method of data 

collection done in the qualitative research model.  In this regard, the researcher 

adopted this tool because the data that was gathered was highly reliable in the 

sense that the analyst was able to see what has been done and the observation was 

less expensive compared to other techniques since it allowed the systems analyst to 

do work measurement.   This was a reliable tool to adopt in the research although 

like other tools it has disadvantages too.  Jorgensen (2010) states that even though 

it is reliable, people sometimes feel uncomfortable being watched and they may 

perform differently when being observed or act temporarily when they perform their 

job correctly when being observed and.  
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Bless and Higson-Smith (2000) defines observation as a data collection technique 

based on the direct observation of participants’ behaviour.  Three types of 

observation have been identified for research purposes, namely simple observation, 

participant observation and laboratory observation.  The study adopted participant’s 

observation.   Participant observation is a more complex form that requires that the 

observers hide the real purpose of their presence by becoming participants 

themselves (Bless and Higson-Smith, 2000).  During the participant’s observation, 

the researcher joined the group of students under investigation as on its members, 

sharing in all activities.  The researcher formed part of participant observation tool 

since this took place during the lectures the researcher fully interacted with the 

students as the participants in the study.  

 

During lectures’ activities and assessments, the researcher had a chance and all the 

time to watch the participant’s behaviours and their actions on how they said and did 

things.  It was very interesting practice because the participants were the 

researchers’ students.  The data collected from this tool described the observed 

phenomena as they occurred in their natural setting.  The researcher used an 

observation guide to control data.  The data was recorded and notes were taken and 

then captured to the field note.  

 

3.8.2 THE INTERVIEWS  

  

An interview is defined as a face to face exchange of information between two or 

more people (Robson, 2002).  The study adopted semi-structured interviews.  This 

involves a series of open ended questions which provided an opportunity for both 

interviewer and the interviewee to discuss some topics in more details (Robson, 

2002).  In this sense, the researcher used cues or prompts to encourage the 

participants to respond appropriately without any difficulties.  This made the 

participants to feel comfortable and relaxed in order to give out relevant information 

since the study required an in-depth understanding.  The researcher used open-

ended interviews since she/he wanted the participants to describe what is 

meaningful or important to them using their own words rather than being restricted to 

predetermined categories; thus participants felt more relaxed and candid.  This 
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helped the researcher to get exactly what he/she was looking for through some of 

the participants who said more than they intended to due to the manner the 

questions were designed and the way the questions were probed.   In addition the 

participants were the researchers’ students and they all felt comfortable during this 

session since there were familiar with the environment which was conducive enough 

and harmonious.      

 

Bless and Higson-Smith (2000) also define interview as a method of gathering 

information directly from participants that involves direct personal contact with the 

participant who is asked to answer questions relating to the research problem.  In 

addition, they mentioned two types of interviews, namely the scheduled structured 

interview and the non-scheduled structured interviews.  The interviewer may 

intervene to ask questions for clarification or further explanation, but not necessarily 

to give directives or to confront the interviewee with probing questions.  On the other 

hand the non-scheduled structured interview is different from the former.  Bless and 

Higson-Smith (2000) maintain that this type of interview is structured in the sense 

that a list of issues for investigation is drawn up prior to the interview, but it is also a 

non-scheduled interview in the sense that the interviewer is free to formulate other 

questions as judged appropriate for a given situation. 

 

These interviews were structured in the form of standardized questions. The 

interview schedules were set up; some were conducted during free periods with 

lecturers while with the students they were conducted after school in order to get 

information in a more relaxed manner.  The researcher used an interview guide 

approach. This approach specifies topics that are to be covered in advance in an 

outline form with the interviewer deciding on the sequence and wording of the 

questions through the course of the interview.  The strength of this approach was 

that it increased the comprehensive nature of the data and also made data collection 

more systematic.  Adversely, this method produced different responses and reduced 

the comparability of the responses.  

 

At the beginning of each interview, participants were informed of the interview 

procedures.  To help the researcher to focus on conducting the interviews, 

interviewees were asked to grant the researcher permission to record the interviews.  
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The recording of interviews allowed for data transcription by both interviewers in the 

process for the purposes of presenting an unbiased view of the interview data.  

Interviews lasted approximately 30 minutes each.  Throughout the interviews, the 

participant’s responses were recorded through the tape recorder and notes were 

taken as the interview progressed and a fuller report was compiled. 

 

The interview method has its own advantages and disadvantages.  According to 

Bailey (1987) the interviewer can guide the conversation in order to get the 

information that is needed.  In addition, the researcher made follow-ups and probes.  

This implies that the information that was needed was eliminated as some of the 

interviewees asked for clarity from the questions which were not clear and the 

researcher explained further.   More details can be seen under the field note.   

 

A total of ten English lecturers teaching different subjects and nine students who are 

doing English as their teaching subject from the Faculty of Education were 

interviewed in order to get their input about students’ reading and response in 

English Special arrangements were made according to the individual availabilities.  

Most lecturers were interviewed in their offices while the selected students were 

interviewed in the class and others came to the researchers’ office.  The data 

collected was recorded and the notes were taken and compiled at the end of the 

interviews.    

 

3.8.2.1   Students interviews 

 

The interviews were carried out with nine selected students from the class where the 

programme was used.  They were selected on the basis of their course performance 

and they were grouped into three: High Performers, Average Performers and Low 

Performers.  They formed a representative sample of the entire student batch in this 

programme.   The interview was conducted by the researcher in English as students’ 

which is used as the language of teaching and learning.  The researcher chose the 

structured interview format for this undertaking but ascertained that there was 

adequate scope for using open-ended questions and open-ended responses.  Eight 

questions were administered by the researcher to students during the interview in 
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order to get in-depth’s information to enlighten the study.  The interview was tape-

recorded and later compiled as indicated earlier.   

 

3.8.2.1.1   Interview questions to students  

 

1 What skills and knowledge did you gain from your whole course from level one to   

     four? 

 

The researchers’ intention was to understand the support students received from the 

whole programme by their lecturers. 

 

2 What were your initial difficulties and fears about the courses?  

 

The researcher s’ intention was to identify the strength and weakness of the course 

through students responses. 

 

3 You must have had many interesting as well as dull moments during your entire    

    stay in the four courses. Could you recall one or two moments for? 

 

The researcher was checking whether the students enjoyed the manner she/he 

approached them during the reading lessons.  

 

4 How would you assess the classroom atmosphere? Did you find it encouraging?     

    In what ways did it help you to better your English? 

 

The researcher’s intention was to find out whether the classroom atmosphere’ was 

very relaxing ‘and ‘not frightening’. 

 

5 Did you find your lecturer friendly and supportive or unfriendly and discouraging? 

   

The researcher wanted to find out the students’ attitude towards their lecturer. 

 

6 What is it that really impressed you about your lecturer?  
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The researcher’s intention was to find out whether students were comfortable and 

free to participate during the reading lessons in the presence of their lecturer.  

 

7 I understand you were asked to write reading response questionnaires, weekly   

   Journals running to 4-6 pages, plus do some assignments in each one of your    

  English courses.  How did you manage to do them?  How did they help you 

improve your reading in English? 

 

The researcher wanted to know if the given activity made some positive impact to 

student’s performance and check how serious students honour their work in terms of 

meeting deadlines. 

 

8 Did this programme help you become a better reader of the world?  Did you 

believe that this programme has given you some ideas of what it means to be a 

better citizen of the world? Can you explain? 

 

The researcher’s intention was to find out whether this programme has helped them 

to become better readers of the world and whether they are able to see ‘cultural’ 

differences in the way ideas are used.     

 

Similar questions were asked to check for validity.  All interviews were tape recorded 

and transcribed.  This exercise was helpful to the researcher as all the materials 

were read several times to identify recurring themes and problems.  The 

disadvantage associated with interviews is that they are time-consuming and 

expensive to conduct. 

 

3.8.2.2 Lecturer’s interview questions   

 

In order for the researcher to understand exactly what was happening in other 

lecturers’ classes where reading and response were involved in English the 

researcher decided to interview the Lecturers too with the intention to get in-depth’s 
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information to enlighten the study.  Below are fifteen questions which were designed 

and administered by the researcher to other lecturers: 

  

1 What strategies and approaches do you adopt during reading lessons particularly   

    in English as their first Additional Language?  Mention and explain them. 

 

The researcher’s intention was to check whether the lecturer’s approaches and     

strategies relate texts to students’ real life and engage them fully to the lesson for a 

better understanding. 

 

2 How useful are the steps and the procedures in reading programme?  

 

The researcher’s intention was to check how relevant steps were towards reading. 

 

3 What support do you give to your students where reading is involved? 

 

The researcher’s intention was to find out the lecturer’s friendliness and   interaction 

with the students and how much they explained where necessary and encouraged 

them to work hard during the lesson. 

 

4 What type of tasks and activities do you give to your students to promote reading 

skill?  

 

The researcher wanted to check whether the activities were relevant to the 

programme and boosted student’s confidence toward reading skill. 

 

5 What types of reading materials do you prepare for your students and how relevant 

are they to the programme? 
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The researcher’s intention was to know the types of reading materials used by 

students and their relevance to the programme and how interesting and helpful could 

they be to improve their reading skill.  

 

6 What support do you give to your remedial students in reading? 

 

The researcher’s intention was to check if lecturers have got some special 

arrangements for the remedial students in order to assist them to be in line with 

others. 

 

7 What is your general opinion of first year’s students’ academic reading 

competencies? Explain. 

 

The researcher’s intention was to check whether other lecturers are concerned about 

their first year’s students’ performance. 

 

8 Based on your experience, what specific difficulties do your students experienced 

when reading? 

 

The researcher wanted to check whether student’s difficulties were considered. 

 

9 What kinds of strengths and weaknesses have you identified in your students 

reading? 

 

The researcher’s intention was to check whether the lecturers are capable in 

identified students’ strengths and weaknesses in reading.  

 

10 What do you think should be done in general to improve student’s English reading 

skill? 
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The researcher’s intention was to check if lecturers have got a plan B in place which 

could improve students reading skill in English. 

 

11 In your opinion, what could be missing from students’ reading that was not 

addressed by schooling system? 

 

The researcher’s intention was to check whether the lecturers managed to identify 

their students high schools background and how did this influence their interest 

towards reading in English as their First additional language in high institution. 

 

12 During reading lessons, how extensively do you comment on students’ 

performance? 

 

The researcher’s intention was to find out whether lecturers reinforced students’ 

responses as one of the strategies which could enforce, motivate and encourage 

students to participate regularly during lessons.  

 

13 Which approach do you follow when giving students’ feedback? 

 

The researcher wanted to find out whether students’ performance was taken 

seriously and how to motive and encourage those who did not perform well in order 

to improve in future. 

 

Ten lecturers were interviewed.  Special arrangements were made as indicated 

earlier since some were still busy in the class and they had to reschedule the 

interview session.  The researcher administered the questions above.  Some 

participants would pose and ask the researcher to rephrase some of the questions 
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for the clarity.  Most of the participants responded very well and honestly while only 

two of them showed uncertainty in their answers through facial expressions.  This 

gave the researcher the expression that they were trying to hide something.   All the 

answers were recorded and the notes were taken and compiled at the end of the 

interviews for the analysis.  

  

3.8.3 THE FOCUS GROUP   

 

Focus groups have proven to be a highly insightful research technique for engaging 

a group of people with a question, product or idea (Barbour, 2008).  The researcher 

brought the groups together to discuss a particular topic.  This provided a more 

natural setting than one-to-one interviews because this allowed participants to share 

their stories, discussed freely and then the new strands of thought emerged.  This 

technique generated rich data in a less resourced intensive manner than interviews 

(Kitthananan, 2006).  The focus group technique was adopted in the study to allow 

access to research participants who found one-on-one or face-to-face interaction 

scary or intimidating.  This technique was used in this study to students who have 

different personalities and were given a chance to express themselves openly and 

freely in their prospective groups.  This worked successfully because the researcher 

managed to get in-depth information to enlighten the study.  

 

The focus group technique was also done to the students like other instruments used 

for data collection.  The researcher divided them into different groups.  During the 

focus, students were introduced to academic reading through different academic 

articles or texts such as: 

 

 ‘I speak to the Silent’ by Mtutuzeli Nyoka. (2004) (appendix I1)  

 

This article articulates the four roles of a reader and was used as a basis for 

discussion of how students can be engaged in reading in order to improve their 

reading skill and become proficiency in reading and be able to respond 
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appropriately.  The students read the above texts, discussed and shared ideas and 

then answered the questions after the class discussion.  The questions were based 

on an extract from the text and they were formulated to test students understanding 

through their responses since the belief was, if their reading is proficient, it would be 

easy for them to respond accordingly.  Students answered the question in their 

prospective groups. 

 

1. What did you read? 

 

2. What problems did you have while reading? 

 

3. What interested you in the reading? 

 

4. What new vocabulary did you learn? 

 

5. How would you connect your reading to your life? 

 

 

 New literacy studies by Sivasubramaniam (2004). 

 

This article situates literacy within socio-cultural contexts.  This article was given to 

students as an introduction to New Literacy Studies.  It was used as a basis for 

discussion of the‘d’ and the ‘D’ in discourses.   Then the students were introduced to 

academic writing in order to identify their understanding and responses towards 

reading since reading proficiency can be tested by writing fluency.  In view of this, 

the students were asked to write an essay based on the above text where the 

researcher gave them guidelines before they attempted the essay.  Below are the 

steps which should be considered in order to come up with an acceptable academic 

essay writing as required by the given essay: 

 

 Writing an introduction to an essay; 
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  Introducing and presenting arguments in an essay; 

 

 Writing coherent and cohesive paragraphs; 

  

 Make use of topic sentences, supporting details and concluding sentences; 

 

 Quoting and referencing accurately.  

 

3.8.3.1 The first essay assignment  

 

After completing the activities outlined above, students were given an assignment 

which required them to read an article ‘Education as a Necessity of Life’ by John 

Dewey.  The emphasis was on the students' own personal interpretations and 

responses.  The students were usually given assignments only after they had 

finished reading and discussing the article /text in class with the lecturer.  This 

helped and trained students to explore at their pace and have their own perceptions 

about the text/article.  This was mainly intended to provide additional venues for 

personal expression.  This assignment further focused on the development of 

fluency and automaticity in writing to check if they understood what they have read.  

The assignment provided opportunities for practising simulations, imaginative writing, 

reformulating text sequences and writing based on points of view as seen in the 

texts.  The researcher did not penalize the students for grammatical inconsistencies 

and other accuracy matters related to the productive side of writing.  The topic was: 

 

 

Discuss the validity of the following statement with particular reference to the 

article mentioned above; 

 

“Education either functions as an instrument which is used to facilitate integration of 

the younger generation into the logic of the present system and bring about 



 

96 
 

conformity or it becomes the practice of freedom, the means by which men and 

women deal critically and creatively with reality and discover how to participate in the 

transformation of their world” Nelson Mandela 1978 

Instructions 

 Write five full typed paragraphs essay; 

 

 Make use of topic sentences, supporting details and concluding sentences; 

 Acknowledge all your sources of information to the best of your ability; 

 

 Provide practical examples from your own life; 

 

 Make use of cohesive to gain coherence; 

 

 Proofread and edit your work.  

 

 

The researcher used the following Rubric below for the assessment for the 5-

paragraph essay. 

 

 

 1 

Very 

Weak 

2 

Inadequate 

3 

Adequate 

4 

Very 

Good 

5 

Excellent 

 

Score 

Structur

e 

Ideas are 

incoherent 

and 

unconnect

ed. 

The thesis 

statement is 

inadequate, 

and other 

paragraphs 

not all well 

linked to it. 

Writing is 

The 

thesis 

statement 

is 

adequate 

and 

introduce

s the 

The thesis 

statement 

is good 

and other 

paragraph

s relate to 

it. 

Paragraph

The thesis 

statement 

is 

admirably 

constructe

d and 

other 

paragraph

 

 

 

 

   /10 
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not very 

cohesive 

and the 

conclusion 

is 

inadequate 

or absent.  

other 

paragraph

s fairly 

well. Each 

paragraph 

is 

adequatel

y 

structured

, and 

there is a 

conclusio

n of sorts. 

s are well 

constructe

d, with 

some well-

used 

transition 

markers. 

The essay 

is 

concluded. 

s flow 

from the 

thesis 

statement

. All 

paragraph

s are 

coherent 

and are 

linked 

logically 

and 

linguistical

ly. There 

is an 

effective 

conclusio

n. 

Style 

and 

Content 

The essay 

is dull and 

says little. 

Word 

choice is 

very basic. 

OR copied 

from 

sources 

not 

acknowled

ged. 

The essay 

has little of 

interest to 

say. OR 

have 

relevant 

information 

but largely 

copied and 

inadequate 

citation and 

paraphrasin

g.  

The 

essay 

says 

somethin

g of 

interest, 

and uses 

adequate 

vocabular

y. 

Adequate 

paraphras

ing and 

citation of 

Content is 

interesting, 

with some 

good 

detail. 

Word 

choice is 

appropriat

e. Good 

paraphrasi

ng and 

citation. 

Content is 

interesting 

and detail 

vivid. 

Word 

choice is 

appropriat

e and 

original. 

Sources 

are well 

cited. 

 

 

 

   /10 
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sources 

Clarity 

and 

accurac

y of 

languag

e 

Meaning is 

not clear, 

and  often 

masked by 

grammatic

al 

inaccuraci

es. 

Meaning is 

not very 

clear and 

grammatica

l and other 

inaccuracie

s interfere 

with 

intelligibility. 

Grammar 

usage, 

spelling 

and 

punctuati

on has 

faults 

which 

don’t 

interfere 

with 

clarity of 

meaning. 

Meaning is 

clearly 

conveyed 

and 

linguistic 

usage 

almost 

faultless. 

The 

writing 

attracts 

the 

attention 

through 

its 

absolute 

clarity.  

Linguistic 

usage is 

faultless, 

including 

some 

more 

complex 

structures

, 

appropriat

ely used. 

 

 

  /5 

 

 

 

In order to help students understand and carry on with the above assignment, 

special arrangements were made by the researcher where students had to attend 

tutorial groups.  During tutorials, students were exposed to different articles that were 

read and discussed.  This helped the researcher to identify students’ progress and 

development in reading since they were led into a discussion of English and its 

varieties in South Africa basing on the given articles.      
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The focus groups tasks seemed to be the most appropriate method to gain relevant 

data, as they offered several advantages that other methods could not since this is 

where students feel free and comfortable to share different ideas without fear or 

anxiety.  This resulted in a greater amount of and more varied data collected than 

would have been if students had been interviewed individually.   As interaction in 

focus groups is generally more natural than in one-on-one interviews, it was hoped 

that participants would be more likely to share their attitudes because of the group 

dynamics, they would respond to and build upon others’ ideas and opinions 

(Kitthananan, 2006).  

 

During the focus group interviews, the researcher also employed a semi-structured 

interviewing technique for a wider discussion and for participants to speak more 

freely without being constructed by the closed questioning of a structured interview.  

This approach was chosen with the knowledge that participants might deviate from 

the core questions and explore other areas relevant to the topic.  In line with the 

semi-structured approach, core questions were prepared. These questions were 

constructed so as to guide participants towards discussion pertinent to the research 

question.  The following eleven questions were formulated and used. 

 

3.8.3.2 Focus group interview questions 

 

1 In which language (s) do you prefer to be taught in? 

 

  The researcher’s intention was to know the language commonly used in                

  teaching.  

 

2 How would you assess the classroom atmosphere? Did you find it encouraging?    

    In what ways did it help you to better your English? 

 

The researcher’s intention was to find out whether the classroom atmosphere’ was 

very relaxing ‘and ‘not frightening’, conducive enough for the learning and teaching 

to take place and whether students benefited anything from the classroom and feel 

free to express themselves in the presence of their lecturer. 
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3   Can you comment on your lecturer’s style of teaching? 

 

The researcher‘s intention was to check students attitude towards their lecturer’s 

teaching approach and whether he/she managed to reach out and addressed all the 

students needs in the classroom. 

 

4 I understand you were exposed to a Media Journal weekly running to 4-6 pages.  

How did this help you improve your reading in English? 

 

The researcher‘s intention was to know whether the given activities were useful and 

in line with the programme to improve their reading skill which is currently regarded 

as a major problem and whether the time given was enough for the students  to meet 

deadlines. 

 

5 What are your initial difficulties and fears about Language and Communication 

Module?  

 

The researcher wanted to identify the gap as well as the challenges faced by the 

students towards the module and be in the position to address them properly.  

6 Do you have any problem concerning English as a language of learning and 

teaching? 

 

The researcher‘s intention was to check the students attitudes towards English as 

their First Additional language and the language of learning and teaching too.  

 

7 Do you think the English course you have registered for helped you to do well in 

other courses?  

 

The researcher’s intention was to check whether the English course helped students 

to understand other courses better and improved their performance. 

 

8 Do you enjoy reading? If Yes, How often do you read? Explain.   
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The researcher’s intention was to check the student’s interest and attitude towards 

reading. 

 

9 What types of books or reading materials do you read? 

 

The researcher’s intention wanted to know the types of reading materials used by 

students and their relevance to the programme and how interesting and helpful could 

they be to improve their reading skill.  

 

10 Do you think your English improved your reading skill academically? 

The researcher’s intention was to check whether students benefited from English 

and how much did this improve their reading and writing skills as well as their 

vocabulary.  

 

11 Which activities do you think they contributed and improved your reading skill?  

 

The researcher wanted to check whether the activities were relevant to the 

programme and boosted student’s confidence toward reading. 

 

These questions aimed to establish students’ attitudes toward English as their first 

additional language and Teaching and Learning Language that they encountered, 

both in their daily domain and in the classroom.  Focus groups began with 

participants being thanked for attending the session.  An introduction to the focus 

group and the associated rules and expectations took place. 

 

In the introduction, the researcher outlined his/her research topic stating that it was 

focused on students’ English as first additional language reading and response at 

the University of Fort hare in South Africa: Eastern cape province. The Participants 

were asked to complete consent forms that indicated a) their willingness to take part 

in the focus group and b) that they consented to be interviewed and recorded.  The 

introduction was followed by the distribution of questionnaires to the participants.  

The questionnaires required participants to provide background details such as 

stating their teaching subjects, the languages that they prefer to be taught in and 

perceptions and experiences on academic reading.  This information was gathered 
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in order to establish if any of the details completed in the questionnaire might have 

influenced the participants’ attitudes.   

 

The researcher further directed the questions to all the group members                           

and gave them some time to discuss and debate around them before they could 

answer  while he/she was moving from group to group to ensure that everyone was 

actively taking part.  More questions were posed while the researcher was facilitating 

the interaction between group discussions to draw out those who were not 

participating.  He/she tried to manage those who wanted to dominate the discussions 

so as to give others who were willing to speak a chance too.   The whole session 

was successful since all the participants were positive and responded to all the 

questions with no doubt.   The rationale for using focus groups was to get different 

opinions from different people since everyone could feel free to share his/her ideas. 

The focus groups were recorded and then transcribed.   Although this was time-

consuming, it certainly provided more accuracy in comparison to other methods such 

as note-taking and memory (Lankshear and Knobel, 2004).   

 

3.8.4 ASSESSMENTS AND EXAMINATIONS 

 

3.8.4.1 Assessments 

 

The researcher used assessments and examinations in the study for data collection.  

The researcher interacted with students throughout the lesson and played a very 

significant role in the teaching and learning process.  The researcher’s intention was 

to make assessment part of the teaching and learning process that was used 

regularly to monitor students’ progress.  The researcher made sure that all students’ 

results and performances from any assessment during teaching were recorded and 

contributed to 40% of the overall tasks including examinations since all assessments 

form a semester mark.  This means that, a student with no semester mark does not 

qualify to write the examination at the end of the semester. These motivated and 

encouraged students to take their work seriously and they participated fully in any 

given tasks.  
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Tennant (2008) defines assessment as the process of making a judgement or 

forming an opinion, after considering something or someone carefully.  He further 

states that assessment takes many different forms and does not need to be limited 

to tests and examinations since it should take place at every stage of the learning 

process and that it should be fairly frequent.  Of course, there are many different 

forms of assessment such as diagnostic, baseline, formative and summative 

assessments.  This means that at the beginning of a course, some form of diagnostic 

assessments should take place to see how much students know.  This can then be 

used as a form of ‘benchmark’ later on to see how much progress has been made.  

Then throughout a course, the researcher used various forms of assessment, from 

homework, project work, assignments and class activities to more formal tests and 

then examinations. The researcher used different types of assessments tasks in 

order to reach out all students since she/he was well aware of their different 

capacities, abilities and potentialities towards their academic work.  The following 

tasks were introduced and discussed thoroughly in order to accommodate all 

students.  For example, DIE, Dialogue Journal, Media Journal, Sustained silent 

Reading and the Reading Card which form class exercises. Class tests and 

examinations also form part of all the assessments as indicated earlier.   

 

The assessments changed students towards academic work in a way that they 

offered imaginative stimuli, which maximized students’ capacities for self-awareness 

and led them to a broader knowledge of the target language and to greater fluency 

as they eventually became proficient in reading.   These assessments tasks really 

improved students’ progress and interests towards reading in English (FAL).   This 

resulted in a huge progress and development in their performance which influenced 

the researcher‘s selection of the nine students who participated in the interviews.   

Students were selected according to the high, average and low performers in order 

to identify the gap and the challenges so that the researcher would be able to 

address them.  The researcher introduced remedial lectures after hours to address 

the problem faced by the remedial students identified.    
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3.8.4.1.1 Class tests 

 

The tests were used as part of assessments in order to check student’s progress 

academically and to prepare them for the final exam.  The researcher decided to use 

only one test to represent all the other tests from third year level: English Teaching 

Method (EDL 312 and 322).   The researcher allocated marks next to each question 

as a guide on how much information is needed when responding to the question.  

This test was categorized according to student’s different performances.  She/he 

used the following categories: high, average and low.   The test below is the sample 

of one of the class Tests.   

 

 

CLASS TEST 

 

AUGUST 2014 

……………………………………………………………………………………………… 

 

                                       Time:           1h 30mins 

                                       Subject:                English Teaching Method 3      

                                        Code:                   EDL 312 & 322 

                                        Marks:             50 

 

INSTRUCTIONS                                       ANSWER ALL THE QUESTIONS 

 

1. Explain Bottom-up and Top-down processing and explain how they work together 

when people read.                                                                                      (10)
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2. Why did Goodman (1967) call reading a ‘guessing game’?                       (5) 

 

3.   Reading experts think that ‘metacognition’ can help us to improve our reading 

skills. What is metacognition, and how can it help us?                                   (5) 

                                

4. Distinguish between pre-reading, during-reading and post-reading tasks, and 

then give two purposes of each and two examples of activities.                       (20)                              

 

5. How can we help our learners with their reading by choosing suitable texts?   (10)                                                                                                                                      

               

 

3.8.4.1.2 Comprehensive examinations 

 

The researcher designed a comprehensive examination paper which covered all the 

topics for the year on the following modules:  Language and Communication (EDS 

111 & 122), English Teaching Methods (EDL 212 & 222, and EDL 312 & 322 and 

MEN 411 & 412).  She/he wanted to investigate the scale/depth of the subjects’ 

engagement with their texts and their responses to them.  Given that most students 

tend to be overly pragmatic with regard to their high school courses and materials, it 

would be natural to see many of them forget all the things they had learned during 

their high school stay.  Against a background of rote-learning, passing and forgetting, 

the comprehensive examination was intended to reinforce an important message: ‘If 

you forget what you learn and appreciate, then you haven’t learned anything at all.’  

 

The comprehensive examination might have provoked a re-engagement with the 

texts read and responded to earlier and might have evoked a more refined response 

from them.  In order to increase the range of coverage and content of the texts read 

in the three courses prior to fourth year (MEN 411 & 412), the researcher decided to 

use the principle of ‘response preferences’ by asking students to select from a 

variety of four optional responses that might relate to the literary works they have 

read.  In addition, the researcher used mixed question frame-works to test the 
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students’ literary responses by including unseen texts of varying levels of difficulty.  

The following is the example of one of the examination question papers.  

 

Faculty of Education 

 

MEN 412 and 411 Final Examination, June 2014. 

                                                Time:        3 hours 

               Subject:     English Teaching Method 

                                                Code:        MEN 412 and 411 

                                                 Marks:      100 

 

This paper consists of 8 pages including the cover page 

 

 

Instructions 

Section A is Compulsory.  

Choose between Section B and Section C. Answer only ONE of these two 

sections. 

Detach the lesson plan template from the Question Paper, and use and hand it 

in for  

your lesson plan. 

SECTION A: COMPULSORY QUESTIONS 

1 Media Journal 
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1.1 List five skills that can be exercised and developed through the keeping of a 

Media Journal?                                                                                               (5)                                                                                        

1.2  Can a media journal be used as an exercise to assign to FET Band learners?  

Support your answer in a well provided paragraph.                                       (5)                                                                           

        

2 Language structures 

 

2.1 This semester, you have made some effort at improving your understanding 

of, and ability to use, correct sentence structure. Reflect on how helpful / 

unhelpful this has been.                                                                                  (5)                                                                                                                                                                                                                                

2.2 Discuss by illustration two ways in which language structures can be taught in 

context integrated with other skills.                                                         (8)

                                                                              

3 Critical Language Awareness 

 

3.1 When we promote Critical Language Awareness, we want learners to see 

how language is used in texts for certain purposes.  

 Describe three purposes of Critical Language Awareness?                          (6)                                                                                                                                         

         

3.2 Explain what is understood by: ’the teaching of Critical Language Awareness 

has an ‘activist’ component.’                                                                           (3)

                                                                                                 

4 Teaching Literature 

 

4.1 How would you prepare yourself for teaching  one of the following: 

 a poem, a short story, an advertisement, meetings, an interview and business 

letters? Choose any one from the above mentioned genres and indicate the 

steps accordingly.                                                                                           (6)                                                                                                                                                                                                                                                     
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Essay-writing 

 

4.2 Give two typical essay types which Grade 12 learners should know in 

preparation for their matriculation examination, and their characteristic 

features.                                                                                                   (6)                                                                                            

        

4.3  Indicate six stages you would follow in preparing FET learners for any 

particular type of essay.                                                                                  (6)                                                                                                                   

                                                          

5 Language Acquisition and Teaching Approaches  

 

5.1 Outline briefly the main features of the Input-Interaction-Output theory of how 

people learn languages.                            (4)                 

5.2 Copy and fill in the table below to provide the required details about the two 

approaches to learning and teaching additional languages:                       (6)                     

 

 

Approach/Method Skills receiving 

focus 

Give two typical 

activities 

Focus on 

grammar? 

(Yes/No/Some) 

Grammar-

translation 

(1) (2)  

Communicative 

Approach 

(1) (2)  
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TOTAL SCORE FOR SECTION A   :                                                             (60)                                                                                

SECTION B and SECTION C. 

 

CHOOSE between Section B and Section C. Answer ONLY ONE of these two 

sections. 

 

Section B 

 

Using the attached lesson plan template, design a unit of lessons for a Grade 11 

class on any of the following genres:  a short story, an advertisement, meetings, an 

interview and business letters.  Your lesson must be designed for 3 or 4, 45-minute 

periods.  

 

1. The lesson should: 

 Focus on TWO skills  at most (though others will be touched on);               (2)                                                                                               

 Integrate work on all skills (Reading, Writing, Speaking and Listening, viewing 

and presentation);                                                                                          (2)                                                                                                                                                                                       

 Include at least two appropriate pre-reading; during reading and post-reading 

activities.                                                                                                        (6)         

 Clearly outline the Teaching and Learning strategies and activities (of teacher 

and learners).                                                                                      (4x3=12)                                                                                                                                                                    

  Indicate written /spoken work produced by learners (including homework. (2)                                                                                                                                                                                                                                                                                                                                                                                       

 Include the relevant Resources used.                                                           (2)                     

                                                 

2. Design a summative assessment task and provide the memo and a rubric or 

checklist and a relevant memorandum which will be used to do the assessment.                                                                                        

                                                                                                          (10)                                                                                                                                                                                                                                         
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3. Fill in All the details of the lesson plan template.                                             (2)

                                                       

TOTAL SCORE FOR SECTION B:                                                                        (40)                                                                

Section C 

Using the attached lesson plan template, design a unit of lessons for a Grade 11 

class on POETRY. Your lesson must be designed for 3 or 4, 45-minute periods.  

4. The lesson should: 

 Focus on TWO skills  at most (though others will be touched on);               (2)                                                                                           

 Integrate work on all skills (Reading, Writing, Speaking and Listening, viewing 

and presentation);                                                                                          (4)                                                                                                                             

 Include at least two appropriate pre-reading; during reading and post-reading 

activities.                                                                                                        (6)                                                                                                              

 Clearly outline the Teaching and Learning strategies and activities (of teacher 

and learners).                                                                                       (4x3=12)                                                                                                                                                                    

 Indicate written /spoken work produced by learners (including homework.  (2).                                                                                                                                                                                                                                                         

 Include the relevant Resources used.                                                           (2)                                  

                      

5. Design a summative assessment task and provide the memo and a rubric or 

checklist and a relevant memorandum which will be used to do the assessment.                                                                                                                                                           

                                                                                                                           (10)                                                                                  

                     

6. Fill in All the details of the lesson plan template.                                           (2)                                                           

     

TOTAL SCORE FOR SECTION C:                                                       (40)                                              

 

GRAND TOTAL   :                                  100 

End of paper. 
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3.8.5. DATA TRIANGULATION  

 

The researcher decided to employ triangulation in the study because it tests the 

consistency of findings obtained through different instruments.  The researcher found 

it suitable since the study used different methods for data collection such as 

questionnaires, interviews and class observation in order to enhance credibility and 

trustworthiness so as to counterbalance the limitation of each method.   According to 

Denzin (2003) triangulation is a plan of action that can raise sociologists and other 

social science researchers above the personal biases that stem from single 

methodologies.   In other words it is a cross-validation of data because each method 

reveals different aspects of empirical reality.  Patton (2002) also argues that no 

single method ever adequately solves the problem of rival causal factors.  

Triangulation was used to minimize the effects of the drawbacks of the qualitative 

research and it helped to make the data trustworthy and reliable.   

 

3.8.6 REFLEXIVITY 

 

In any qualitative research, reflexivity is of paramount importance.  This is because it 

helps the researcher to be objective during data collection, data analysis and 

discussion of the findings.  Reflexivity should be accountable for the usage of diverse 

designs for data collection (triangulation) during knowledge generation.  Geertz 

(1973) defines reflexivity as “a story they tell themselves by themselves’.  In view of 

this definition, Davies (2008) refers to it as social reflexivity.   It could be an explicit 

and a deliberate conscious reflection of a people about themselves but that could 

only be reviewed through the interpretative insight of the researcher.   However, this 

form of reflexivity can give a privilege and a non-reflexive position to the researcher 

(Watson, 1987).  In view of the above, social reflexivity and the reflexivity of the 

individual are combined to give the data produced as a cooperative product.  This 

appears to be convincing because the information that the researcher got from the 

participants does not only express a surface meaning but also an underlying one 

about the nature of their society.  In this view, the researcher imported his/her own 
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culture when he/she analysed data.   To avert this, he/she decided to call for a local 

model as there does not seem to be any such thing as universality in the different 

cultures of the different participants.  

 

Davies (2008) however calls this “simply local mode.   One based on the Western 

cultures of the ethnographers with universal pretensions.” This radical form of 

reflexivity seems to contend that any society should be part of itself and any 

statement about culture should be a statement about society” (Crick, 1982) while 

social research is about itself.  When studied the other cultures of the participants, 

the researcher did that not just to learn about him/her and his/her own culture, but 

did it because he/she wanted to learn about something outside him/her as well.  

 

Whenever a researcher researches, there is usually an implicit assumption that (s)he 

is investigating something outside him/herself and what he/she seeks to explore 

cannot come out of him/herself entirely or through self-introspection.  On the other 

hand, Davies (2008) thinks that the researcher cannot investigate something without 

having contact with, or completely isolated from it. This connection leads to the 

question whether the research is not subjectively linked to the researcher’s presence 

and his/her inevitable influence on the whole research process.  

 

Reflexivity as such appears to be central for social science in particular where the 

connection between the researcher, the research setting and the social world is 

clearly much closer. It is also where the research objects could be seen as 

“conscious and self-aware” through the influences of the researcher on the research 

process.   Reflexivity in qualitative research seems to influence outcomes to be more 

likely and less predictable (Davies, 2008).  Given that this study is a case study 

investigation, it can be very difficult for the researcher to avoid ambiguities even as 

an insider.  This could be because of the more intimate relationship between the 

researcher and the researched, long-termed and multi-stranded and the complexities 

introduced by the objects of research have even greater scope (Davies, 2008). 
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The relationship between the researcher and the participants were therefore based 

on a subsequent theory and conclusion that expressed through interaction.  

Researcher’s observation formed part of the data for this study and which ties with 

Powder maker’s (1966) assertion that “participants’ observation requires both 

involvement and detachment achieved by developing the ethnographer’s role of 

stepping in and out of a society.”  In other words, the researcher is obliged in a 

sense to design tools that can fully acknowledge and utilize subjective experience 

and reflection. Thus, the researcher becomes an intrinsic part of the research 

context, “turning back” (self-examination) of cultural critique that has both moral and 

political implications (Davies, 2008).  

 

In view of the above argument, the researcher made a lot of effort to do away with 

his/her influence on the whole research process as much as possible.  This was 

achieved through the use of open-ended questions during the interview sessions to 

promote and standardize the wordings of the questions and controlling responses 

from the participants so as to limit researcher’s influence on the particular 

encounters.  In the fieldwork, the researcher attempted to make the self-more 

inconspicuous so as to limit “reactivity” and literally becoming a bystander or  make 

use of a contrary approach by participating as fully as possible in any given event or 

activity, so as to become almost invisible in the role as researcher.  However, the 

letter needs to be done because “the specificity and individuality of the observer are 

ever present and need to be acknowledged, explored and put into creative use” 

(Okely, 1999). 

 

3.8.6.1 Insider’s role 

 

This researcher is an insider since she/he regards her/himself as one of the 

participants as they were his/her students.   This means that the researcher as an 

insider was able to engage research participants more easily to use their shared 

experiences to gather a richer set of data through participant observation (Section 

8.1.1).  However, during the interaction, there were some differences here and there 

between the researcher and the participants since both parties had their personal 
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experiences different from each other but they had to work it out and try to meet 

each other half way since the researcher is uniquely positioned to understand the 

experiences of groups of which they are members (Dwyer and Jennifer, 2009). 

 

3.8.6.2 Outsider’s role  

 

Outsider researchers are frequently valued for their objectivity and emotional 

distance from a situation, but may find it difficult to gain access to research 

participants (Chawla-Duggan, 2007).  However, there are very few cases, as 

scholars have noted, in which someone can be characterized as a complete insider 

or a complete outsider (Dwyer and Jennifer, 2009).  In practice, researchers’ 

identities are often relative, and can sometimes even change, based on where and 

when the research is conducted, the personalities of the researcher and individual 

research participants, and the topic of the research (Mercer, 2007).  

 

 He further states that some characteristics, like race and gender might likely remain 

the same throughout researchers’ lives, the significance of those characteristics can 

change, depending on the research situation.  In this regard, the researcher became 

an outsider of the study during the interviews and the focus groups.  The researcher 

was just observing the participants behaviours and their social moral, team work 

spirit and their interaction during the discussion before they could respond to the 

questions which were administered by the researcher.  These are fully described 

earlier in sections 3. 8.2 and 3. 8.3.  

 

3.9 ETHICAL CONSIDERATIONS 

 

The researcher assured all the participants their rights to privacy that their identities 

would remain anonymous.  They were further assured that they would be protected 

from harm be indemnified against any physical and emotional harm.  Thus the study 

made use of consent forms which the participants filled in and signed before 

interviews and focus group were conducted. This was done in order to obtain the 

necessary permission from the participants.   The researcher stressed that ensuring 
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the confidentiality of the data collected was of utmost importance and that their 

names would not appear in the write up of the thesis.  Instead, pseudonyms would 

be used that would not link the participants to the research and, no one, other than 

the researcher and the supervisor, would have access to or make use of the data.   

 

 Welman, Kruger and Mitchell (2010) argue that this can only happen after 

participants are thoroughly and truthfully informed about the purpose of the 

interviews and the (investigation) research.  Further, they were assured that they 

could withdraw from the research at any stage.  Permission was granted by the 

university ethics committee and the Head of School of Further and Continuing 

Education, Faculty of Education to use the School as the research site and the 

materials like reading resources and examination statistics which formed part of the 

data.  Furthermore, permission was also granted to conduct a one-on-one interview 

with staff members and students.  The researcher was guided by the University’s 

code of conduct pertaining to research, in so doing the researcher was guarded 

against manipulating participants or treating them as objects or numbers rather than 

individual human beings. 

 

3.10 DATA ANALYSIS  

 

Scholars maintain that the process of data analysis is an on-going process 

throughout one’s studies (Hammersley and Atkinsom, 1995).   Nieuwenhuis (2007) 

rightly points out that ‘during the data collection period, ideas about analysis arise 

and that can be seen as the beginning of analysis like the field notes.  Based on the 

above, the researcher classified features, transcribed, counted, analysed each 

recorded interview and data from interview and focus groups to construct themes 

and patterns that were used to describe the phenomenon being studied in an 

attempt to explain what was observed during data collection.  In this regard, findings 

were generalised to a larger population where only nine students from the fourth 

year English teaching methods class and ten lecturers formed the participants in the 

interviews and focus groups.   



 

116 
 

The data were analysed using inductive analysis.  This means that in order to make 

decisions regarding the data collected and to identify emerging themes and recurring 

patterns in the middle of the process, interim analysis were employed and the key 

information were coded, identified and classified according to the main themes   that 

emerged as indicated earlier.  The themes were placed into appropriate categories 

and were logically labelled according to the data collected.  The researcher suggests 

returning to this in the next chapters. 

 

3.11 CONCLUSION  

 

This chapter outlined the research paradigm, research methodologies, and design 

used in the study, including procedures, participants, data collection tools, data 

collection and analysis methods, and data credibility issues.  The research design for 

this study was interpretive case study that was analysed largely through qualitative 

methods.  Further it also briefly described the several stages involved in the design 

and development processes of the research in this study. 
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CHAPTER 4 

 

DATA PRESENTATION AND ANALYSIS 

 

4.1 INTRODUCTION 

 

This chapter presents and analyses the data of the research conducted at the 

University of Fort Hare in the Eastern Cape Province of South Africa:. The main 

issue that is being investigated in this study is Students’ reading and response.  The 

data that was collected is more about response and reading processes from small 

numbers of detailed reactions than from large numbers of one- word judgments.   In 

this way, the process of teaching the development of detailed subjective response is 

simultaneously research into the nature of the response processes 

(Sivasubramaniam, 2004).  These data was collected through the following 

instruments; questionnaires, interviews, focus groups, participant observation, class 

assignments, class tests, class exercises, journals, documents analyses (texts) and 

comprehensive exams. 

 

Based on this view, the researcher decided to use selected strands of the data that 

relate to the particular stages of the programme such as journals and assignments in 

order to get a better picture of the students’ development in reading and response 

over time.  These strands are as follow: first entry, second entry and third entry.  In 

the first entry, students submitted their first attempt to the journal and the researcher 

would read them and make relevant comments before returning the journals to 

students for corrections.  When the students are done with their corrections, they are 

then required to submit again as the second entry.  The motivation behind this was 

to create a written conversation between the researcher and the students. This 

approach really worked since the researcher and the students had a conversation 

among themselves throughout the written work and then the researcher commented 

on their pieces of work they have produced.  In this activity, students had a complete 

control over the topic and the researcher would respond to them, mirroring the length 

and depth as well as modelling good writing for them in order to assist them to 
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improve their understanding in whatever they read, watch and then listen to.  This 

improves students reading and responds towards any text they have attempted to 

read and interpret.  The researcher was fully engaged with them about the different 

topics that they chose to write about.     

 

In the second entry, the students submitted the corrected work from the researcher’s 

comments and they also shared the difficult lives they experienced daily.  This keeps 

the student in touch with the researcher since she/he read, commented and then 

returned the journal for corrections again.   At this second entry, most students must 

have improved a lot in writing in English, their first additional language and they 

seemed to enjoy this journaling more than what they experienced of journaling and 

sharing their stories with the researcher.  The third entry was the final entry where 

the researcher awarded marks according to the assessment criteria.   

 

 At this final entry, the researcher realized that most of the students learnt a lot from 

this approach.  They were in control and managed to take care of the grammar 

mistakes since they were very few.  The researcher was also impressed with the 

way they presented issues in a very logical manner.  This showed a very huge 

improvement in both reading and respond through writing since students managed to 

mirror the length and depth as well as to model good writing as indicated earlier in 

this discussion.  This was proven by student’s ideas which were flowing all over 

since at this point of the entry they chose to write about different topics such as 

politics, sports, celebrities, movies, education news stories etc. 

 

For the purpose of analysis and interpretations, the researcher decided to adopt the 

word “response’ as one that is synonymous with ‘engagement’ and ‘participation’.  In 

this sense the word ‘response’ relates fundamentally to the educational and social 

issues that are central to the study.   It should be noted that views reminiscent of this 

have been expressed and examined in the preceding chapter.   Therefore, the data 

strands and categories presented in the analysis should be viewed as ‘illustrative 

stretches’ (Willett, 1995) of discourse the students produced in their reading-
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response questionnaire, journal, class assignments, focus group, interview, exams, 

tests and the classroom activities.  

 

4.2 METHODOLOGY CONSIDERATION 

 

For interviews, the researcher decided to categorize students according to their 

academic performance over four years of their study.  She/he used the following 

categories: high, average and low to categorise the students based on their class 

performance.  In view of the above categorisation, a total of nine students were 

interviewed since the researcher only chose three students from each category 

highlighted above to represent all the students. 

 

The focus group was also used to collect data and students were divided into 

different groups in order to manage them properly because they were many. 

Secondly, it would have been difficult to get objective views from the students 

because of the power relation between them and the researcher.  In a qualitative 

sense, the low performers’ students seemed not to push themselves hard enough 

like the ‘average ones to succeed or improve their performance.  Their sense of 

engagement with the texts, classroom procedures and generally with their peers and 

teacher(s) was low.   However, this does not presuppose that these students were 

demotivated or disoriented.  They stayed on and managed to pass the courses 

beginning with English (EDS 111, 122, EDL 212 and 222, EDL 312 and 322 and 

then MEN 411).  All the data that was collected would be presented and analysed as 

indicated earlier according to the three categories of students in order to provide a 

representative sampling and transparency of what happened in the programme.   

 

Given the enormous quantity of data collected and the justification for their rigorous 

selection, it is not possible to present the data of all the students in the programme.  

Based on the above discussion, the data to be presented in this chapter would be 

analysed with reference to the strands and categories described above.  The data 

was categorised in order to give a thick description which is required by qualitative 
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research which is the methodology adopted by this study.  In this connection, the 

data should be viewed as a cumulative educational process over a period of four 

years.  The researcher would present and analyse data according to the following 

categories as indicated earlier in this discussion:  High, average and low performers’ 

of students.  This means that for each question, the researcher would present each 

strand and then analyse all the three strands’ responses thereafter.  In this view, the 

researcher would present and analyse data from students’ journals below according 

to the following categories: high, average and then low. 

 

4.3 JOURNALS   

 

The researcher here is trying to narrate and construct stories of the students reading 

and writing which led her/him to view the students’ journals as evolving accounts of 

literary engagement and response in English as their First Additional language.  This 

refers to student’s absorption, involvement, commitment and enjoyment in the 

reading process.  Such an engagement nurtures readers’ intuitive responses to 

literary interpretation and aesthetic judgement which might serve as contrast to the 

intellectualized literary analyses modelled on critical dogma which this research 

holds in disdain (Rosenblatt, 1978).  In view of this, the researcher was particularly 

interested in understanding his/her students’ journals as a space where multiple 

interpretations might exist in tentativeness subject to scrutiny and re-examination 

from multiple perspectives.   Based on the points raised so far, the researcher would 

therefore, present and analyse students’ journals in three stages as follow: 

 

 -  Stage 1 

 

 -  Stage 2 

 

 -  Stage 3. 

 

 Stage 1 focuses on journal entries related to English Teaching Methods  (EDL 212  

& 222), Stage 2 to (EDL 312 & 322), and then Stage 3 would focus on journal entries 
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related to English Teaching Methods  for fourth year level (MEN 411 & 412).  In 

stage 1, the researcher introduced the students to journals’ procedures and an 

advantage which would improve students’ reading and response in English as their 

First Additional Language.   At this stage, the researcher wanted to check students’ 

feelings of insecurity and frustrations towards the classroom where English is 

involved and see to it on how to assist them to improve their attitudes towards 

English.   The researcher further tried to check the students’ adjustability towards the 

fear of being laughed at for not knowing something and for not expressing 

themselves freely and appropriately in English during the classroom discussion.  

 

In stage 2, the researcher gradually checked students improvement towards their 

previous mistakes highlighted from stage 1.  At this stage, the researcher wanted to 

identify a growing awareness in students, which encouraged them to think about 

aspects of human existence that they shared with their equals in other cultures.  In 

addition, the researcher sought to check whether the students could relate the text to 

their own emotions and relationships.   

 

In stage 3, the researcher wanted to see if the journaling would make them to feel 

that their own use of English was more than a mere academic task but to open up 

pathways for them into the imaginable area of  experiences.   

 

4.3.1 Stage 1 

 

The students were advised to keep journals and record their reading and language 

learning experiences.  This endeavour aimed at exploring the students’ reactions to 

classroom proceedings so as to determine what they thought was important about 

what happened in and out of the classroom.   This should be viewed as a tool which 

might offer useful insights into the language learning experiences of the students that 

seemingly could improve their writing and reading skill.  In view of this, the 

researcher communicated firstly with students on how she/he would assess their 

journals.   
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She/he told them that their journals would be read, marked and some relevant 

comments would be made where necessary and then returned to them for 

corrections so that they should not repeat the same mistakes at stage 2 in their 

second entries.  They were told that their secrets would not be disclosed to the 

others.  Students became motivated to write their journals in earnest since they knew 

that it was confidential and that their peers were not going to have any access to see 

the kind of mistakes that they made in the writing. 

 

All of them came forward to discuss their journal entries in classroom discussions.  

This prompted them to believe that their journal writing work was valued as a 

contribution to course evaluation.  Initially, their mixed responses and reactions to 

classroom proceedings indicated a mild degree of involvement in the course. They 

were gradually trying to develop the schema of their classmates.   Many students 

shared the difficult lives they experienced daily.  They shared stories of HIV/AIDS, 

discrimination within their family based on shade of skin colour, grief from losing 

relatives and friends, alcoholic parents, and living without their parents and/or raising 

their own siblings or being raised by a sibling.  Some shared their feelings of 

insecurity and frustrations at not being able to carry out journal activity the way they 

believed they should be done since it was for the first time they were introduced to 

this type of activity.  

  

The data from journals would be presented and analysed according to the above 

mentioned themes.  Student’s performances from journals would be categorised 

according to the following as indicated earlier in this discussion:  

 

High,  

 

Average and then  

 

Low   

 

This means that the researcher checked the student’s journals during their different 

entries.  She/he read and marked them and then she/he was able to judge their 

strengths and weaknesses thereafter and then allocated marks accordingly.  In view 



 

123 
 

of this, only nine students journals’ entries would be presented and analysed below 

since they were purposively selected based on their academic performance as 

indicated above for three years starting from their second year English Teaching 

Methods right through to the fourth year level (EDL 212 & 222, EDL 312 & 322 & 

MEN 411 & MEN 412).  

  

The stage 1 journal entries focused on one of the themes highlighted above which 

are the students’ feelings of insecurity and frustrations at not being able to carry out 

journal activity the way they believed they should.  The following data indicate their 

feelings of inadequacy and insecurity.  Each category would be presented by three 

strands of data.  The following data would be presented by the following category 

and strands.  

 

The following extracts are from the journals written by the students concerning the 

students’ feelings of inadequacy and insecurity.   

 

High 1: 

  

‘English on its own is very difficult since it is our second language.  It’s a bit 

challenging to read and respond appropriately in writing without changing the text 

meaning’.  

 

High 2: 

 

‘My vocabulary is very poor in English.  I can’t read and understand the text properly 

and then respond by writing without having so many grammatical errors and the 

spelling’. 

.  

High 3: 

 

‘When I read any reading materials alone at home or listening to anything in English 

it is not clear.  I need someone to explain more before responding by writing’. 

The three responses seem to echo that the difficulty in writing is as a result of the 

use of FAL. 
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The excerpts below are from journals presented by students from the average 

performance but with the same theme of feelings of inadequacy and insecurity.   

 

Average 1: 

 

‘Many texts are very difficult because we are expected to read the one written in 

English and then respond in English too’.  

 

 Average 2:  

 

‘I wish our lecturer can give grammar exercise in each text and explain before we 

expected to respond’. 

 

 Average 3: 

 

‘We were told to choose any reading materials or watch any programme with our 

interest, read or listen and then write our views.  I don’t know many difficult words 

and ideas. How can I read all of them and respond in English properly?’. 

 

The three responses above seem to tally with those of the High above where FAL 

appears to be their main concern.   

 

The following data are from the journals written by the students from the low 

performance on the same theme as indicated by both categories presented above.  

   

Low 1: 

 

‘We are expected to reflect on readings, class discussions, our own 

ideas/interpretations and reactions to what we have read or watched or listened to.    

In my case I don’t do it correctly though I always try because it is not that easy since 

I am not confident enough with my English.  It is terribly poor’. 
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Low 2: 

 

‘My lecturer on her comments doesn’t tell correct answers. She/he always want me 

to read more and more and then discuss’.  

 

Low 3: 

 

‘The lecturer wants me to read and apply mind, but I don’t do it as expected.  I 

always get it wrong’’. 

 

At stage 1, all the students’ responses indicated the challenges that they 

encountered when dealing with the journaling since they had to read listen and 

watch everything before responding in the form of writing in English as their FAL.   

 

4.3.2 Stage 2 

 

At this stage, most of the journal entries revealed references to people and places 

featured from different stories taken from different media attempted by students.  

Other journal entries focused on different challenges some of the students 

encountered in their families, people’s behaviour, habits, and attitudes.   It was 

interesting and motivating to realise that most of the students had begun to view their 

lecturer as an amiable facilitator rather than a traditional pedagogue.   The following 

data support this observation and the researcher would present and analyse data 

according to the students different performances from their journals as indicated 

earlier.  The researcher therefore, categorised them according to the following 

performance and strands: High, Average and Low.   

 

The researcher would present the following data below from the students’ journals 

concerning their growing awareness which encouraged them to think about aspects 

of human existence that they shared with their equals in other cultures as indicated 

earlier in this discussion (appendix F 1, 2 and 3).     
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High 1:  

 

‘My lecturer advised me not to be afraid even if the story or any reading I have 

chosen is difficult.  He/she advised me to continue reading and try to vary them by 

choosing some simple and interesting ones and it will be easy after sometimes. So I 

do not panic anymore’. 

 

 

High 2: 

 

 ‘If I don’t understand I must wait and try another time and the other ones’. 

 

High3: 

 

‘I failed to get the massage properly from what I have read.  But no problem I will 

read it again’. 

 

The above responses seem to bring out the difficulties in understanding and 

responding in FAL though they would not want to give up as they were advised by 

their lecturer to keep trying. 

 

The responses below are from journals presented by students from the average 

performance on the theme of their awareness which encouraged them to think about 

aspects of human existence that they shared with their equals in other cultures as 

indicated earlier in this discussion. 

 

Average1: 

 

‘If I get a problem my lecturer always tells me not stop but keep on trying.  This really 

encouraged and motivated me very much since I have discovered that the more I 

keep on reading and writing in English, the more I have managed to understand 

things better and be able to respond as expected”.  This gradually boosted my self-

esteem since my English is improving gradually’. 
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Average 2: 

 

‘I have taken my lecturer’s advice from the comments on stage 1 entries. I am not 

afraid to make mistakes when writing my view in my journal since that is the learning 

curve’.  

 

Average 3:  

 

‘My lecturer gave me confidence to make mistakes since I am learning from them. I 

always re-read my views and edit them before submission’. 

 

The responses above seem to portray student’s courage and confidence towards 

FAL due to their lecturer’s positive attitude.   Their lecturer always encouraged and 

motivated them to carry on with their work and not to be discouraged by the minor 

mistake they made when writing ups since that is a learning curve.  In view of this, 

the lecturer made reading and writing to be seen as a social practice where meaning 

is contextual as there cannot be any meaning to any reading without a context. 

 

The data below are from the journals written by the students from the low 

performance on the same theme as indicated on both categories presented above. 

The following category and strands would be presented below. 

 

 

Low 1: 

 

‘She/he told us to look for the difficult words we come across while reading in the 

dictionary since this improves our vocabulary in English. She/he advised us that 

more words means more knowledge’. 

 

Low 2: 

 

‘‘I am now able to write stories about my life and challenges am facing with 

confidence through the journal experience’.  
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Low 3: 

 

‘I can feel that my reading and writing skills have improved a bit. But I still make 

grammatical mistakes when trying to review my reading in writing’.  

 

The journal entries presented above indicate that the students have made a definite 

attempt to live with their social anxieties and also to find out ways to resolve them. 

 

4.3.3 Stage 3  

 

At this stage, the students had enough exposure to media journal which developed 

their reading skills and improved their interest towards a reading culture since they 

have managed to understand and respond properly in their writings from the 

lecturer’s relevant comments towards different stories they have read, listened to 

and watched.  This extended their repertoire and they were therefore progressively 

able to enjoy a wider range and variety of texts which made different demands on 

them just like to read and analyse them thoroughly and then respond appropriately.  

At this stage, students showed their proficiency in reading and fluent writers in 

English as their first Additional Language. 

 

The following data support the afore-mentioned points.  At this level, the researcher 

expected the students to make a very crucial attempt as a sign of their strand of 

thought towards journals and to regulate their higher mental processes such as 

belief, creative/critical thinking and emotional involvement in order to show their full 

participation and experience.   The researcher therefore, categorised them according 

to the following performance as High, Average and Low.   

 

The data below would be presented by the researcher through the student’s 

responses which are based on theme of proficiency in reading and fluency in writing 

English FAL.   The following responses would be presented under the following 

category of High, average and low.  
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High 1: 

 

 ‘I read the story from one of the magazines.  The writer was trying to expose the 

readers to transformation of nature and time. He described the different perceptions 

in different time at the same place by using very powerful words to show his feeling.  

I now understand the implied meanings largely’. 

 

High 2: 

 

‘I read the story from the internet source which was about a youth couple.  For my 

opinion I think their love was on the wrong way.  They were not ready to marry each 

other.  This resulted to conflicts almost every day.  The couple was not happy at all.   

This is very sad situation and not healthily for any human being at all’. 

 

High 3: 

 

‘I listened and watched the programme from TV on how to encourage children to 

obey and follow their culture.  This showed the importance of being obedient and the 

consequences of disobedient children.  I see the dilemma in the in the programme, if 

you obey and respect your culture, you will always be safe and get support from the 

elders.  But if you don’t obey and respect the culture, you will end up lost and 

become a wonderer with no belongings.  To me I have learned how influential and 

powerful cultures could be to people’s life.  It is good for one to know and follow 

his/her culture’. 

 

The above data appear to have gradually led students to understanding FAL since 

they were now able to analyse the texts that they read and the programmes that they 

watched on television and being able to come up with the relevant meanings.   

 

The responses below are from journals presented by students from the average 

performance on the theme of proficiency in reading and fluency in writing English 

FAL.  The following data would be presented by the following category under 

Average students: 
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Average 1: 

 

‘I listened to a very story from the radio about one family. The story was about the 

mother and the daughter who loved and trusted each other.  But when time goes by, 

the daughter betrayed her mother’s love and trust and she completely lost it. The 

daughter tired and worked hard to win her mother’s love and trust back again but 

that was late because the mother died because of heart attached.  She was left 

alone and helpless.  I learned that in life, children should respect and acknowledge 

the love and trust from their parents and learn that they always want what is best for 

them’.  

 

Average 2: 

 

‘I have listened to a sad song about family.  The father did not have a 

communication skill at all.   This created a huge gap and mistrust between the family.  

I thought this is one of the sad songs since this destroyed the family relationship 

because the father spend more time at work thinking about money an aware that he 

was neglecting his family’.   

 

Average 3:  

 

‘I read the text Sons and Lovers.   There is an angry father.   Children fear him.  I feel 

pity for Paul.  He doesn’t want to tell his father about his prize because he is so 

afraid’. 

 

The responses from the average performers above appear to portray a gradual 

understanding of FAL since they have managed to understand the meaning of the 

text they read and also got the meaning of the sad song they listened to.   

 

In the same light, the excerpts below are from journals presented by students from 

the low performance on the following theme: The proficiency in reading and fluent in 

writing in English as FAL.  The following category and strands would be presented 

below. 
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Low 1:  

 

“I have realised that my English is highly improved since I can be able to read any 

text or book in English and be able to analyse it accordingly with confidence 

compare to the previous years’. 

 

Low 2:  

 

‘At this level, we are in the position to get the meaning properly from the figurative 

language of any sort of  literature and this has encouraged us to attempt ‘image-

evoking conceptualizations’ in order to experience our personal constructs at a 

subjective and emotional level’.   

 

Low 3: 

 

‘We have drastically changed our negative attitude we had towards reading before 

we were exposed to journal’s activity since this really improved our reading skill in 

English”. 

 

Summing up the analysis of Journal entries 

 

In view of this, the journal entries have acted as stimuli to the students in regulating 

their behaviour and participation towards FAL instead of being controlled by the 

existing stimuli.   In using the space provided by the journal to regulate them, the 

students made a crucial attempt to regulate their higher mental processes such as 

belief, creative/critical thinking and emotional involvement. 

 

4.4 READING RESPONSE QUESTIONNAIRE  

 

The researcher used the reading response questionnaire to provoke responses from 

students and to lay the groundwork for building a positive attitude towards reading.   

This was used as an instrument for nurturing students’ awareness of reading thereby 

developing a keen aptitude for reading.  The researcher used these questions to 
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develop a critical approach in their thinking and to encourage its use in their 

interpretative skills.  The researcher further wanted to reinforce and develop reading 

skills and procedure used when attempting to analyse a text before, during and after 

reading.  In this regard, the students read all texts before class and focused on their 

personal responses to the situations encountered in the texts in order to demonstrate 

their reading proficiency and their critical thinking ability before the class discussion.  

This approach developed cognitive, affective or evaluative and actional dimensions 

in the students’ reading (Sivasubramaniam, 2004). 

 

In view of this, the researcher used this approach careful. However, students were 

divided into groups and given enough time in class to discuss, share ideas, debate 

and then answer the questions on a regular basis so as to improve their thinking and 

understanding of what they read in the texts.  

 

On the contrary, the researcher decided to analyse one text only “I speak to the 

Silent” by Mtutuzeli Nyoka, 2004  (Appendix H 1) and by using the following 

questions for first years’ Language and Communication Module  (EDS 111& EDS 

122) students (different groups’ responses were analysed).  The researcher 

analysed data from the group’s responses since she/he was aware that if she/he 

focused on the individual student as the principal unit of analysis in this investigation, 

it would only produce an incomplete and an unrepresentative classroom story.  That 

is the major reason she/he had to adopt grouping. 

 

The text mentioned above focuses on politics during the apartheid era.  It is about a 

Xhosa man called Hambile Kondile.    He lived during the apartheid era together with 

his family.  He had only one child called ‘Sindiswa’ who was a political activist.   She 

was so attached to the revolution and this made her parents very nervous because 

she was involved in illegal struggle activities.  She supported the idea of a revolution 

and this got her into serious trouble with the authorities.  Her parents tried to protect 

her by encouraging her to concentrate on her schooling.  But she could not listen to 

them but continued to fight for political freedom in South Africa. The police 

discovered a lot of banned materials in her house and she decided to escape into 
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exile.   After five years in exile, her parents received sad news that their daughter 

passed on and they were so devastated.   That marked the end of ‘Sindiswa’ the 

revolutionist.  The family was left with an emotional scare that forced the father to 

turn to drinking as a form of escapism. 

 

This summary provides an interesting reference point for analysing the text 

(appendix H 1) of time content.   The expressions of sadness and suffering of the 

whole family used in the text proved to be particularly engaging to the students.  The 

students were given a chance to read the text on their own, individuals and then in 

groups of seven.  The lecturer thereafter read it in class and discussed certain parts 

of the text for clarity before the students were asked to analyse the text and respond 

to the questions that were given to them.    

 

Below are the questions that elicited the students’ ability to analyse and interpret the 

above mentioned text based on their prior knowledge.  In view of this, the student’s 

responses per question would be presented into three different groups to capture 

similar ideas as follow:  

 

Group 1,  

 

Group 2 and then 

 

Group 3  

 

1 What did you learn and identify when reading this text: ‘I speak to the Silent’? 

 

This question motivated the study in a way that the researcher wanted to check 

whether students could interpret the text and respond appropriately in FAL by getting 

the exact meaning of the text. .   

 

The data presented below was provoked by the above question which is formulated 

from the aforementioned text.  The responses would be presented by the following 

under group 1, group 2 and then group 3. 
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Group 1:  

 

‘We identified the time the book was written and the hardship lives led by black 

people during the Apartheid era.  

 

Group 2:  

 

‘We learn about Sandiswa’s interest in politics and her bad experience thereafter’.  

 

Group 3:  

 

We learnt how dangerous was to be involved in politics and activities which were 

illegal during the Apartheid era’.  ‘We further leant how hero Sindiswa was since she 

fought for black people’s freedom.   We can compare her with Nelson Mandela who 

suffered for blacks’ freedom too for so many years in a Robben Island Prison”. 

 

The three groups above seem to have understood the meaning of the text properly 

since they managed to relate the text to what was happening in South Africa during 

the apartheid era where they talked about Nelson Mandela.  This really shows the 

improvement in students’ FAL. 

 

This question below strives to achieve student’s ability in reading in FAL and their 

feelings towards the text.   

 

2 What problems did you encounter while reading? 

 

Group 1: 

 

‘We couldn’t control our feelings.  It was very hard to believe on what was going 

during the apartheid era’. 

 

Group 2: 

 

 ‘We became very emotionally on Sindiswa’s death’. 
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Group 3: 

 

‘It was very sad and touchy situation’.  ‘We have learnt that apartheid is not yet over 

between blacks and White people”. 

 

The above responses indicate that the students were able to identify with the text as 

they are able to deduce the cruel nature of the apartheid regime as well as the 

window dressing nature of the democratic government 

 

The next question elicited students’ anxiousness towards the text and the lesson 

they have learnt from Sindiswa’s character.    

 

3 What interested you in the reading? 

 

Group 1: 

 

‘We were interested in Sindiswa’s character. She was bold, brave, powerful, 

outspoken and passionate about her beliefs’.  We really want to be like her in order 

to fight for our freedom too’.  

  

 

Group 2: 

 

‘We found Sindiwa’s behaviour very inspiring to all South African youth since it’s rear 

for young people to become political activist and persuasive, in particular females’. 

 

Group 3: 

 

‘We were more proud since Sindiswa is a Xhosa and we are also Xhosa’s tribe’.   

We were so interested and very excited to realise that South Africans’ freedom 

depends on Xhosa’s hands since Nelson Mandela was also a Xhosa man who 

fought for South Africans and liberated them from oppression.   We are so proud of 
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our Xhosa people’ who were very determined to their people’s happiness and 

freedom’.  

 

The responses seem to portray a sense of revolution in the students. They see 

Sindiswa as their hero as she is responsible for them being born-frees today in 

South Africa. This again brings out a sense of participation and engagement with the 

text from the part of the students as well as an improvement in FAL. 

 

The following question tried to check student’s improvement in FAL where grammar 

is concerned.  

 

4 What new vocabulary did you learn? 

 

Group 1: 

 

‘We were moved by words and phrases in the text such as ‘Stunned, Sublime and 

Riveting.   But we managed to understand them eventually since our lecturer 

assisted to explain them’. 

 

Group 2: 

 

‘We had problems on grasping the assertive statements in the text while reading on 

our own before the lecturer read and discussed it in the class and explained those 

unfamiliar words we came across with while reading’. 

 

Group 3: 

 

‘We failed to figure out the meaning of the following words: Futility, a sequel and 

without reservation’.   

 

The three groups seem to echo vocabulary challenges they came across in FAL 

while reading and interpreting the text especially where grammar is concerned. 
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However, they were able to interpret in context which is the rationale for this study. In 

view of this, their sense of grammar was improved upon.  

 

The question below strives to check the students’ power of an ‘open mind-set’ and 

how it could empower their reading and their wisdom to analyse and respond to 

different text.   

 

5 How would you connect this text to your life? 

 

The responses below elicit a sense of engagement and participation of the text.  

That is to say that context plays a vital role in meaning making.  

 

Group 1:   

 

“We felt that we should make use of the present time, the existing opportunities of 

the bursaries to focus on our studies and become more successful in future as 

Nelson Mandela used to say that education is a key to one’s success’. 

 

Group 2: 

 

‘We want to make Nelson Mandela proud by contributing to our communities like 

what he did to all South African.  We also want to avoid those conflicts shown in the 

text and focus on the present and for our future too’.  

 

Group 3: 

 

‘We related the text to our growing needs for information and ideas.   We realized 

that reading mattered more in our lives than anything else, as we were able to see 

how and understood Sindiswa’s commitment to politics in order to change the way 

things were done back then during the Apartheid era.  If it was not because of 

reading and understanding properly, we couldn’t have gained this type of information 

about Sindiswa’s bravery’.     
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The data presented above indicate the beginnings of an engagement with the literary 

texts used in the study. This is justifiable evidence for the growth of the students in 

English FAL. 

 

4.5 ASSESSMENTS  

 

Different assessments were used in the study during data collection as seen in 

chapter 3.   In view of this, the researcher would therefore present and analyse the 

following assessments one by one below under: 

  

I. Class Exercises;(appendix E 1, 2 and 3) 

 

II. Assignments; (appendix I 1, 2 and 3) 

 

III. Tests; and then (appendix G 1, 2 and 3) 

 

IV. Examinations.  (appendix H 1, 2 and 3) 

 

 

The researcher therefore, decided to choose only one assessment from different 

assessments mentioned above to represent others during data presentation and 

analysis.  This was done according to different levels, for example:  Class Exercises 

was represented by only one activity from second year level which is English 

Teaching Method  (EDL 212 & 222) such as sustained silent reading;  the 

assignments was represented by only one task from first year level which is 

Language and Communication module (ESD111 & 122);  the test was taken from 

third year level which is English Teaching Method (EDL 312 & 322); and then the 

examinations from fourth year level which is English Teaching Method (MEN 411 & 

412).  The use of representations from the different levels was meant to make sure 

that the progress of the research participants was monitored not only by the 

researcher but also by the readers. 
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4.5.1 Class exercise 

 

Different types of class exercises were used during lecturers for the continuous 

assessment purpose in order to monitor the student’s performance and progress 

towards reading skill.   These class exercises were very useful for both the lecturer 

and the students in order to trace and identify the student’s weakness and mistakes 

and be able to assist where possible by providing the correct and relevant 

information.   These class exercises helped students to realise their mistakes and 

correct them well ahead of time in order to avoid confusion during the final 

examinations by not repeating the same mistake again.   

 

 In this regard, the researcher decided to choose only one exercise presented below 

(Sustained silent reading) for data presentation and analysis since this exercise 

played a very significant role to students’ academic performance by improving and 

developing their attitudes towards reading in English as their FAL.  This type of 

exercise was chosen among others since it was administered daily to students in ten 

to fifth-teen minutes before the lectures commenced in order to activate the students’ 

schema and keep their mind alert where reading is concerned.   

 

 4.5.1.1 Sustained silent reading  

 

The researcher decided to choose Sustained Silent Reading to represent other class 

exercises during data presentation and analysis because it carries more weight in 

the sense that it was done every day in ten to fifth-teen minutes before the lectures 

commenced.  This exercise promoted the reading culture among students.  

 

This is the exercise where students were engaged in daily before the 

commencement of the actual lesson of the day (3.7.1.5).   The researcher would 

present and analyse data below from the students’ responses on a sustained silent 

reading.  The researcher wanted the students to comment on their experiences from 

sustained silent reading as one of the class exercises where they practiced regularly 
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at second year level which is English Teaching Method (EDL 212 & 222).  The 

student’s responses would be presented according to three different groupings which 

would represent all the students responses since they gave similar ideas towards the 

two questions asked below.   

 

1 Describe the purposes of sustained silent reading.  

 

This question strives to check whether this practice boosted students reading skill, 

changed their attitudes towards reading and increased their vocabulary since this 

practice became part of their life because it was done daily.   

 

The data below would be presented and analysed by the researcher through the 

following groupings, Group 1, Group 2 and Group 3.  

 

Group 1: 

 

‘This exercise created a reading culture in the classroom because it encouraged us 

to read for pleasure and a love of reading through experience of selecting and 

reading material of our own choice’. 

 

Group 2: 

 

‘We really enjoyed this class exercise since we were allowed to read without 

pressure to perform, and the modelling of the lecturer by exposing us to a range of 

books which improved our language skills, vocabulary, general knowledge; and 

broadens horizons’. 
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Group 3:  

 

‘This exercise did not only improve our reading skill but also the writing skill too.  We 

were expected to fill in a log book of whatever we have read about and then 

comment on the lesson learnt from the reading and then submit our log books after 

four weeks’.   

 

The three responses above indicate that the students seem to have enjoyed and 

learnt a lot from this class exercise.   

 

The question that follows tried to find out the merits and demerits of this exercise 

which relates to the local context where students are likely to find themselves 

teaching in future after the completion of their degree.   

  

2 Is this something you would want to do with your learners when you become a 

teacher?   Would there be practical obstacles in the way of you doing this?  Describe 

these and give strategies for overcoming them, if you think it worthwhile. 

 

 Group 1: 

 

‘Of course we would love to implement it in our classrooms. This is really a good 

practice where English is used as LoLT’. 

 

Group 2: 

 

‘it is a very exciting practice since people learn without  any pressure and once more 

they could bring their own interesting reading materials to class and read them and 

then analyse’. 
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Group 3:  

 

It is very challenging for the first time due to English as FAL.  But we shall monitor 

our classroom especially on both reading and writing in their log books regularly for a 

better performance’. 

 

The above responses seem to be keen to implement the sustained silent reading 

activity in their classroom.   

                                                                                                                                                           

4.5.2 Assignments 

 

Students in this study used their class assignments to tell their stories of reading 

different texts and responding back in writing. These written assignments were 

expressions of their personal engagement with ideas from the literary texts provided 

to them with exercises in meaning exploration.  The researcher indicated that he/she 

used class assignments to anchor language development and knowledge in 

personal experience and expressive writing.  For data presentation and analysis, the 

researcher chose only one assignment from first year level (EDS 111 & 122) to 

represent students’ performance from other assignments as indicated earlier in this 

discussion.  The actual assignment is displayed in 3.8 3.1.  These assignments were 

meant to guide students along a continuum of increasing responsiveness.   Based 

on the above argument, the researcher used the rubric or assessment criteria for the 

assignment of a 5-paragraph essay (3.8.3.1).  

 

The researcher used the rubrics mentioned above to make sure that all students 

were fairly assessed and they all had transparency on how their work was marked.  

The researcher categorised the students’ performance as high, average and low 

performers. The High performers’ revealed the following characteristics, which 

correspond approximately with a holistic 5-point scoring scale on the rubric: 
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1 The thesis statement is admirably constructed and other paragraphs flow from 

the thesis statement.  

 

2 All paragraphs are coherent and are linked logically and linguistically. 

 

3 There is an effective conclusion most parts of the task are effectively 

addressed with some exceptions. 

 

4 Content is interesting and detail vivid.  Word choice is appropriate and 

original.  Sources are well cited. 

 

5 The writing attracts the attention through its absolute clarity.  Linguistic usage 

is faultless, including some more complex structures, appropriately used. 

 

 

The researcher therefore equated 5 on the scale to an A minus or an A grade.   

Based on this The High performers’’ students were awarded either an A minus or an 

A.   The assessment of the assignments done by the Average Performers’ Students 

revealed the following characteristics, which correspond approximately with a holistic 

score of 4: 

 

1 The thesis statement is good and other paragraphs relate to it.  

   

2 Paragraphs are well constructed, with some well-used transition markers. The 

essay is concluded. 

 

3 Content is interesting, with some good detail.  

 

4 Word choice is appropriate. Good paraphrasing and citation. 

 

5 Meaning is clearly conveyed and linguistic usage almost faultless. 
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The researcher also equated 4 on the scale to a B or a B plus grade.   Based on this, 

the average performers’’ students were awarded either a B or a B plus. 

 

The assessment of The Low Performer students’ assignments revealed the following 

characteristics, which correspond approximately with a holistic score of 3: 

 

1. The thesis statement is adequate and introduces the other paragraphs fairly 

well.  

 

2. Each paragraph is adequately structured, and there is a conclusion of sorts. 

 

3. The essay says something of interest, and uses adequate vocabulary. 

Adequate paraphrasing and citation of sources. 

 

4. Grammar usage, spelling and punctuation have faults which don’t interfere 

with clarity of meaning. 

 

The researcher equated a score of 3 with a C or a C plus grade.   Based on this, the 

Lowest Performers’ Students were awarded either C or C plus. 

 

The High Performers’ Students were able to address the topic using sufficient details 

and some sentence variety and vocabulary.  The Average Performers’ students were 

able to address the topic but they had some problems developing their ideas.  The 

use of language revealed some let-downs and a weak focus on details whereas,  the 

Low Performers’ Students did make an attempt to address the topic but their lack of 

organization and support details hindered them in their writing.  This indicates that 

the expressive writing can spot and foster response potential in students.  

  

4.5.3 Class tests 

 

The tests were used as part of assessments in order to check the student’s progress 

academically to prepare them for the final examination.  The researcher decided to 

present and analyse the scores for only one test to represent other tests from third 
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year level: English Teaching Method (EDL 312 & 322).  The researcher allocated 

marks next to each question as a guide on how much information is needed when 

responding to the question.   The results from the students’ performance vary since 

half of the class scored high marks; others got average and the rest few scored 

lower marks.  The class test consisted of five questions only (Addendum C: 3) which 

required the students to answer carefully by expressing their knowledge and 

understanding and to provide examples where necessary.   

 

The High performers’ scores ranged between 75 – 80%, the Average scores ranged 

between 65- 70 % and then the Low scores ranged between 50 -55%.  The overall 

performance symbolised student’s commitments and determination towards their 

academic work since none of them failed the test.   

 

4.5.4 Comprehensive exams 

 

The researcher presented the examination structure and the scope before data 

presentation for transparency purpose for English Teaching Method forth year exam 

(MEN 411 & 412) which included everything that was done from first year to fourth 

year level.  The examination was divided into two sections.  Section A and B 

(Appendix H) Section A consisted of questions 1 and 2 whereas Section B contained 

only Question 3. Section A required students to express their knowledge and 

understanding by elaborating on the questions and giving examples where needed.    

The marks were allocated next to each question as a guide on how much information 

is needed when responding to the question. Section B was a lesson plan.  The 

proper instructions were given to guide them.  In this section, students were required 

to use the attached lesson plan template to design a plan for a Grade 8 reading 

lesson based on a given passage refer to  (3.8.4.1.2).    

 

These were meant to provide insights into the language generating potential of the 

literary texts and the classroom methodology that activated it (Duff, 2002).  Prior to 

administering the exam, the researcher hypothesized that the High performers  might 

be able to score in the range of 80-90 points, the Average Performers 70-75 points 

and the Low performers 60-65 points in Section A.  Likewise, the researcher 
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hypothesized that in Section B that the High Performers might score between a high 

of 75 and a low of 70, the Average Performers between a high of 65 and a low of 60, 

and the Low Performers between a high of 55 and a low of 50.  Contrary to my 

hypothesis, the High Performers scores ranged between a high of 80 and a low of 75 

points; the Average scores ranged between a high of 65 and a low of 60 points, and 

the score of the Low between a high of 50 and a low 45 points.   In like manner in 

section B, The High Performers scored between a high of 65 and a low of 60, The 

Average between a high of 60 and a low of 55, and The Low between a high of 50 

and a low of 40.  In all, the average overall performance of The High Performers was 

73%, the Average Performers 63% and the Low 55%.  The result indicated that even 

though students’ performance differed, they all managed to pass the exam paper.    

 

4.6 FOCUS GROUP 

 

During the focus group, the researcher divided the students into different groups in 

order to manage them since they were many as indicated earlier in the previous 

chapter.  The researcher then administered the following questions to different 

groups in order to check their involvement and experiences in the classroom where 

reading and response in English as their first additional language are concerned 

refer to (3.8.3.2).    

 

During the focus group, the researcher managed to get the relevant information for 

the study because students responded freely without any fear since they were given 

enough time to discuss and to share ideas among themselves in their respective 

groups.  In this regard, the researcher would then present students’ responses 

according to the different groups; 

 

Group 1, 

 

Group 2, and then 

 

 Group 3 
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These groups were chosen because their responses had similar ideas to the 

questions’ requirements in order to get the in depth information required by the study 

as a way of addressing the problem since the researcher managed to get different 

opinions from different students’ per group.  During the focus group interviews, the 

researcher also managed to identify students’ attitudes and behaviour towards some 

of the questions asked.  The researcher therefore, directed the following questions to 

different groups of students and data was collected and analysed thereafter.   

 

The question below strives to achieve student’s attitude towards English as LoLT 

which is their FAL.   

 

4.6.1 Focus group questions 

 

1 In which language (s) do you prefer to be taught in?   

 

Group 1:  

 

‘We prefer to be taught in English because that is the only way to achieve academic 

and economic success through the use of English rather than our own African 

languages’.   

 

Group 2: 

 

 ‘It is better if there could be a combination of English and our mother in order to 

understand better’. 

 

Group 3: 

 

‘We prefer to be taught in our home language only because English makes thing 

worse since some of us did not have access to be tough in English from High 

schools.  Our English is very poor and we cannot even express ourselves freely in 

public’.  
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The responses from group 1 above seem to suggest that they feel comfortable and 

willing to be taught in English whereas group 2 and group 3 seem to prefer their own 

home language or else the combination of two. 

 

The proceeding question tried to identify the type of relationships and interactions 

which the students have with their lecturer during the lessons.    

 

2 How would you assess the classroom atmosphere? Did you find it encouraging 

and helpful to acquire reading skill in English?   

 

Group 1:  

 

‘Very relaxing and highly motivating since all of us were given a chance to express 

ourselves without any fear since our lecturer always guides us.   Our lecturer always 

gives us a chance to discuss and share ideas and then respond according to our 

understanding before she/he could unpack the reading and explained more’. 

 

Group 2: 

 

‘Not frightening’ but very conducive for the learning and teaching to take place.  This 

helped us a lot since we really benefited a lot in reading in English and we were 

confident to analyse readings and respond back properly’.  

 

Group 3:  

 

Sometimes exciting depending on what type of reading we were dealing with and 

also the approaches and strategies used for that lesson by our lecturer. We used to 

face some challenges here and there during reading the text especially for the first 

time’.   

 

The three groups appear to have enjoyed the friendly classroom atmosphere created 

by their lecturer.  
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The next question elicited students’ interest and attitude towards the lecturer 

approaches during reading lessons.    

 

3 Can you comment on your lecturer’s style of teaching?  How did this improve your 

reading skill and response? 

 

Group 1:  

 

‘Sometimes we found our lecturer’s style a little bit strange because she/he does not 

tell what we should do exactly when reading the text.  But we eventually got used to 

the style and liked it later since she/he always wanted us to discover some of the 

things by our self while reading and learning’. 

 

Group 2:  

 

At first we found it very tough and strict but later on we realized that she/he since we 

were exposed to a tentative approach to texts so that we can be independent and 

become very competent in reading’. 

 

Group 3:  

 

‘We really enjoyed his/her style of teaching since we were exposed to different 

reading activities such as: pre-reading, during and post reading activities.  We were 

trained to apply them before we approached to any text and they were very effective 

and make us to understand and analyse any text easy and enjoy reading more’. 

 

The responses above is indicative of  some challenges here and there though at the 

end the learners managed to follow the trap and benefitted a lot from it.  

 

The question below strives to archive students’ discipline towards their academic 

work and how much they could prioritise for their achievements.   

 

4 I understand you were exposed to a Media Journal weekly running to 4-6 pages.  

How did this help you improve your reading in English? 
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Group 1: 

 

‘It was a bit challenging for us to do Media Journals though it was so interesting 

since we had so many assignments and expected to meet deadlines.  The time 

frame was a major problem since we felt tension whenever we failed to meet 

deadlines’.   

 

Group 2:  

 

‘We needed more time for assignments since sometimes we did them in a hurry in 

order to meet deadlines’.   

 

Group 3: 

 

‘It will be nice if assignments are reduced and give more time for a Media journal 

because it really improved our reading skill and changed the negative attitude we 

had towards reading in English as our FAL’.   

The three groups above seem to bring out the difficulty in managing their time 

properly towards their academic work.  

 

5 Do you enjoy reading? If yes, how often do you read?  

This question tried to identify student’s interest towards reading.    

 

Group 1: 

 

‘Not exactly but we were forced  to read in class since we were told that there is no 

way that we can be competent academically and we cannot know what is happening 

around us without been good readers.  So we gradually develop interest in reading 

and ended up enjoying it when time goes by’. 

 

Group 2: 

 

‘That depends on what type of reading we were exposed to as well as approaches 

and strategies used in order to attract us towards reading’. 
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Group 3: 

 

‘We really enjoy reading and we do it quite often after we were exposed to different 

reading activities.  We further realised that is the only way to improve our English 

and vocabulary’. 

 

The above responses seem to have made a definite attempt towards reading and 

finding out ways to resolve their challenges. 

 

The question that follows strives to get the relevance and usefulness of reading 

materials towards the outcomes of the module.   

 

6 What types of books or reading materials do you read? 

 

Group 1: 

 

‘During the lectures we read different texts and books which are mostly talk about 

education and our own experiences.   We found them very interesting and motivating 

since they talked about things we are familiar with.  This really improved our reading 

skill’. 

 

Group 2:  

 

‘Most of the time we read books of our own choices in order to improve our reading 

skill while not in the class as we were trained in a media journal’. 

 

Group 3: 

 

‘We normally read our notes and materials given by the lecturer more often.  During 

our free time, we like to read newspapers and magazines to improve our vocabulary 

as we were advised by our lecturer’. 

 

The above responses showed a huge interest towards reading in FAL which resulted 

to a positive performance academically.    
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The question below tried to check the student’s consciousness, commitment and 

determination towards their academic work.    

 

6 Which activities do you think they contributed more and improved your reading 

skill?  

 

Group 1: 

 

‘Most of the time we were given different types of reading materials and texts to 

analyse, summarise, and formulate notes and then write the assignments and 

projects by referring back to the given materials either in groups, pairs or individuals’.  

 

Group 2: 

 

‘Our lecturer exposed us to interesting activities such as: DIE, Media Journals, 

Dialogue Journals, Sustained Silent Reading and Reading Cards.  These really 

improved our reading skill and boosted our self-esteem and developed the positive 

attitude towards reading’. 

 

Group 3: 

 

‘We were exposed to activities such as pre, during and post reading activities where 

were given procedures to follow before we attempt to the actual reading in order to 

active the reader’s schema’.  

 

The responses showed a definite attempt of participation and engagement towards 

all the activities that they were given and a very positive mind set in their 

achievements.   

 

4.7 STUDENTS’ INTERVIEW  

 

The researcher presented and analysed data collected from the students’ interview 

in order to get a deep sense of involvement and engagement with their programme 
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along with a deep sense of personal enrichment accruing from it.  The data from the 

interview was analysed according to student’s performances such as high, average 

and then low since only nine students were selected to represent the entire students’ 

batch in this programme.  The interview consisted of eight questions which were 

administered in a semi-structure format refer to section 3.8.2.1 and appendix B 1, 2 

and 3.   In view of this, the researcher presented the interviews data questions below 

wisely and with reference to the ability groups discussed at the outset of this chapter. 

 

4.7.1 Students’ interview questions  

 

The researcher posed these questions below in order to check if the students 

received the necessary academic support from the staff members.   The data below 

would be presented and analysed by the researcher through the following: High 

Average and Low.   

 

1 What skills and knowledge did you gain from your whole course from level one to 

four? 

 

This question intended to check the skills and the knowledge the students acquired 

from their entire programme.   

 

High 1: 

 

‘We felt that the course focused on understanding texts, learning to think rather than 

memorize,  and  then implement what we have learnt through many presentations 

we were exposed to during our lectures’.  We were well groomed to face the world 

out there’. 

 

High 2: 

 

This provided plenty of opportunities to speak in English as our FAL’.  We now feel 

very confident and independent to face any challenge where FAL is involved’. 
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High 3: 

 

‘We have acquired so many skills during the interaction with the lecturer and our 

colleagues.  This forced us to read and prepare before the class so that we could be 

ready for the presentations’. 

 

These responses above seem to show very positive attitude and confidence about 

the skills and knowledge acquired by the students from the entire programme. 

 

The responses below are from the same question above by the average 

performance student. 

 

Average 1: 

 

‘we thought we have to learn a lot about procedures to be followed before attempt to 

reading such as pre-reading activities, during and the post reading activities in order 

develop the interest towards reading’. 

 

Average 2:  

 

‘We were exposed to different approaches, strategies as well as relevant teaching 

activities and resources to make a lesson active not passive so that it could be 

exciting and interesting’. 

 

Average 3: 

 

‘At the beginning, it was very challenging since there was too much to do during the 

classroom’.  But eventually, we got the ideas and managed to carry on as expected’. 

 

The above responses from the students show the dedication and determination 

towards their academic work.  They have managed to crap all the opportunities that 

came along their way.   
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The excerpts below are from the above question that was answered by students 

from the low performance.  

 

 Low 1: 

 

‘We felt that the course is not the same as many others since it focuses more on a 

methodology part’.  It was very challenging’. 

 

Low 2: 

 

‘Though it was not easy at the begging, the programme really helped us to impart the 

skill and knowledge we have acquired to the learners during fieldwork (School 

Experience)’.  

 

Low 3:  

 

‘The training and guidance we received were very sufficient and we are so proud to 

become future competent teachers’.  

 

These responses show that the students appreciate the guidance they got in times of 

challenges from the programme even though there were some hiccups here and 

there but their lecturers were always there. 

The next question strives to achieve student’s weakness and strengths towards FAL. 

 

2 What were your initial difficulties and fears about this programme?  

 

 High 1:   

 

‘At first, the courses were very challenging and difficult since everything was done in 

English which is our FAL’. 
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High 2:   

 

‘We thought that we would fail the course since most of us were not competent in 

English which is used as LOLT, and as the FAL.  

 

High 3:   

 

‘The courses were very challenging at first, but gradually, we have learnt that 

classroom talk and the support from our lecturer helped us to improve our English’.  

 

The three groups above echo the difficulties and challenges they experienced in 

English as their FAL. 

 

The responses below were from the average performance students as answers to 

the same question stated above. 

 

Average 1:  

 

‘We had so many problems at the beginning especial in FAL but through ‘group 

working ‘and ‘lecturer’s contact’, we have managed to overcome any challenge we 

came across ’.  

 

Average 2:   

 

‘We were not able to read and understand anything in English, but towards the end 

of our final year, we were able to read English texts and understood them better and 

then respond appropriately’.   

 

Average 3:  

 

‘We felt like dropping out at first, but with our lecturer’s support,  we are still here and 

at final year now since he/she did not want us to feel like we are rejected’.  
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The three groups expressed their fears and the tough times that they have gone 

through in this programme. 

 

The responses below were on the above question presented by students with the 

low performance.   

 

Low 1:  

 

‘Most of us were worried to fail ‘exams’ and ‘assignments’.   

 

Low 2: 

 

‘we realized that our fears vanished due to the support we got from the lecturer and 

colleagues since we were encouraged to work in groups and pairs in order to 

promote a good relation and learn from each other’. 

 

Low 3: 

 

‘We couldn’t express ourselves in FAL due to our poor exposure from high school’. 

 

All the respondents from these groups expressed their fears which were caused by 

different factors.  

 

This following question tries to identify the factors which influence students’ mixed 

feelings and moods towards the entire programme.  

 

3 You must have had many interesting moments as well as dull moments during 

your entire stay in the four courses.  Could you recall and share one or two 

moments? 
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 High 1:  

 

“Of course we had dull and interesting moments.  We used to have presentations in 

class where other students would come up with nasty and silly comments and laugh 

at us’. 

 

High 2:  

 

‘We enjoyed the presentation because our lecturer would made a point that we are 

all protected from those silly comments done by other students though it was not that 

easy at first’. 

 

High 3:  

 

‘The support we got from our lecturer during the class presentation encouraged us 

and improved our reading skill in English as our FAL’.   

 

It should be noted that all three responses above expressed the challenges they 

have experienced during their presentation sessions.  

 

The responses below were from the average performance students.  The following 

data is representative of this group. 

 

Average 1: 

 

‘We were scared at first to participate in any classroom discussion, but unfortunately 

we were forced to take part’.  

 

Average 2: 

 

‘We eventually found the discussions interesting and funny since our lecturer would 

also participate as if she/he was one of us the way she/he interacted with us during 

the lesson’.  
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Average 3: 

 

‘Our lecturers always make us feel that we are part of the lesson since she/he does 

not like a division among the students.  This really showed inclusitivity and 

diversitivity”. 

 

The group’s responses above seem to show confidence to their lecturer’s support 

towards their academic work. 

 

The responses below are from the above question from the students with the low 

performance.  

 

 Low 1: 

 

‘Sometimes we felt that there were interesting times when the lecturer showed us 

how to relate the texts to our real lives’.    

 

Low 2: 

 

‘There were dull moments when the lecturer would not explain some ‘ideas 

completely’ and would want us try first or else go and research about those ideas’.  

 

Low 3: 

 

‘Sometimes we got lost and felt like we are not competent at all’.   We thought that it 

is the end of the world’. 

 

The three groups above seem to have experienced tough times during their 

programme. 

 

The following question was meant to check whether the classroom environment was 

conducive enough to encourage teaching and learning in FAL. 

 

4 How would you assess the classroom atmosphere during teaching and learning? 
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 High 1: 

 

‘We found the classroom atmosphere’ very relaxing since we managed to interact 

with our colleagues and lecturer freely’.  

 

High 2:  

 

‘It has always been exciting since we got all the academic support needed from our 

lecturer’.  

 

High 3: 

 

‘We found it interesting and motivating due to variety of approaches and activities we 

were exposed to’. 

 

The three responses above seem very satisfied and highly motivated by the 

environment of the classroom which acted as a motivating force to their learning.  

 

The data below comes from the average students’ responses to the above question. 

 

 Average 1:  

 

“It was not that bad because we were allowed to work in groups and peers when 

necessary’.  

 

Average 2: 

 

We used to work in groups and this helped some of us to ease the tension during the 

discussions’.  
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Average 3: 

 

‘The lecturer tried to create harmonious atmosphere by exposing us to group work. 

This strategy was very useful since we had a chance to participate fully by freely 

sharing ideas among ourselves.’  

 

The three groups above seem to echo their gains from group work where they 

benefited a lot academically out of that.  

 

The data below presented below is from the low performance students based on the 

question above:   

 

 Low 1: 

 

‘At first it was ‘frightening’ due to English as FAL since most of us are coming from 

rural schools where we were taught in our mother tongue’.  

 

Low 2: 

 

‘Our lecturer tried to support us by applying different approaches and strategies in 

order to accommodate all of us during the reading lessons’.  

 

Low 3: 

 

‘It was good though sometimes we felt like not participating due to our poor grammar 

compare to our colleagues’. 

 

All the responses indicate that they have experienced some challenges here and 

there in FAL but which did not in any way hinder them from benefitting from 

involvement and participation. 

 

The question that comes below strives to achieve the lecturer’s personality and 

patience during teaching and learning.  
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5 Did you find your lecturer friendly and supportive or unfriendly and discouraging? 

High 1:  

 

‘Our lecturer was very friendly and supportive at all the time during the reading 

lessons’. 

 

High 2:  

 

‘He/she never discouraged any student; instead she/he would tell us to keep on 

trying because learning is a process which has got so many challenges’.  

 

 

 High 3:  

 

‘She/he always tells us the disadvantages of the mismanagement of time and the 

absenteeism from the lectures.  This really motivated us to manage our time properly 

and to regular our attendances so that we could meet dead lines’. 

 

The answers above expressed a positive view towards their lecturer which aided 

learning to take place. 

 

The responses below are from the average performance students based on the 

question above.   

 

Average 1:  

 

‘Not only friendly and supportive’ but also ‘knowledgeable’ and ‘fluent towards his/her 

course’. 

 

Average 2: 

 

They support we got during the reading lessons from the lecturer as well as 

colleagues  kept some of us going even if our performance was not that pleasing at 

times’. 
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Average 3: 

 

‘Our lecturer acted like a parent to all of us.  We were free to share our personal 

issues at times because she/he makes us feel comfortable and secured’, we really 

trusted her/him because she/he was a good listener and always create time for us’. 

The three groups show their appreciation and acknowledge their lecturer’s support 

throughout the entire programme. 

 

The responses below are for the above question presented by students from the low 

performance.   

 

 Low 1:  

 

‘we were regarded as remedial students due to our low  performance, but this did not 

demotivated us because our lecturer worked hard with us and explained ‘point’ very 

well whenever we got stuck’.   

 

Low 2: 

 

‘Sometimes our lecturer would look a bit ‘serious’ for those who do not take their 

work seriously and not meet deadlines’. 

 

Low 3: 

 

‘She/he hates students who keep the work for tomorrow and come up with excuses.   

This really kept us and conscious about our work and we managed to go through 

successfully’.  

 

The students above show admiration for their lecturer’s effort towards their academic 

work.  

 

This question that comes below strives to achieve the freedom and the relationship 

the students have with their lecturer during the lectures. 
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6 How did your lecturer help you to learn English as well as develop reading skills for 

this language that is first additional? 

 

 High 1:  

 

‘We found the lecturer’s style of ‘interaction’ with us very impressive’.  

 

High 2: 

 

His/her presence in class was ‘motivating’ since this made us  all to take our work 

serious and participated fully’.  

 

High 3: 

 

‘Our lecturer equipped us with different approaches to become competent future 

teachers who could be used as resources by the learners’.   

  

The responses above appear to suggest that the students are fond of their lecturer‘s 

style of teaching. 

 

Below are some responses from the average performing students presented and 

analysed by the researcher.   

 

Average 1:  

 

‘Our lecturer knows our entire name and always calls us by them during the lesson. 

 

Average 2:   

 

‘Our lecturer makes us feel so special and very happy to realise that she/he knows 

all of us’.  
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Average 3:  

 

‘We feel free to discuss our personal problems face to face or through a dialogue 

Journal especially for those who were shy to talk to her/him face to face’.   

 

In view of all three responses, the students express deep feeling of security and trust 

towards their lecturer. 

The low performers on their part had the following to say in response to the above 

question: 

 

 Low 1: 

 

The lecturer never ‘criticized ‘or talked’ lowly’ of us.  We felt very comfortable and 

free to participate in his/her class.  

 

Low 2: 

 

‘What we liked mostly was, whenever one students caused a problem or disrupted 

the class or did not perform well, the lecturer would not shout publicly, but rather call 

that particular student to his/her office to discuss and solve the matter’. 

 

Low 3:  

 

‘We really felt her/his presence in our entire lives since she/he acted like a parent to 

all of us’.  

 

The responses are indicative that the students have trust in their lecturer for their 

future and entire lives since she/he always defends them in order to avoid divisions 

among the students.   

 

This question tried to check if students could properly manage their time and 

prioritise towards their academic work. 
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7 I understand you were asked to write weekly journals running to 4-6 pages, and do 

some assignments in each one of your English courses.  How did you manage to do 

them?  

  

High 1: 

 

‘Sometime we found it challenging due to so many courses we enrolled on’. 

 

High 2: 

 

‘We have tried to manage our time towards our academic work though it was a bit 

challenging’. 

 

High 3: 

 

‘Our lecturer guided us on how to manage the time and prioritise towards the 

academic work and always tell us to meet delaines’. 

 

The three groups above seem to find it very challenging to manage their academic 

work per se but they seem not to have given up. 

 

The following data below come from the average students’ responses helps to bring 

out the views of the average learners. 

 

Average 1:  

 

Sometimes we failed to meet deadlines but our lecturer was very understanding and 

would extent submission day’.  

 

Average 2:  

 

Writing and reading a lot helped to get ideas and improved our English as well as 

vocabulary though it not east to meet deadlines’. 
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Average 3:  

 

‘We always try our best to follow our lecturer’s advises concerning deadlines’. 

 

The responses above show how these students tried hard to adhere to deadlines. 

 

The data below brings to the fore the views of the low performers.  

  

Low 1:  

 

‘The work was too much within a short period of time’. 

 

Low 2:  

 

‘We felt we needed additional time for the written word’. 

 

Low 3:  

 

‘We wanted the writing load to be reduced, as we also had to spare time for other 

courses.  Ti was very hard to meet deadlines’. 

 

The three responses above echoed difficulties in meeting deadlines. 

 

This question tried to check whether students would benefit from the entire 

programme.  

 

8 Did this programme help you become a better reader of the world?  Do you believe 

that this programme has given you some ideas of what it means to be a better citizen 

of the world?  

 

High 1: 

 

‘Of course it did.  We are now able to see ‘cultural’ differences in the way ideas are 

used of which at the beginning we could not’.   
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High 2: 

 

‘The programme opened our eyes widely since we are now conscious about what is 

happening not only around us but international too’.  

 

High 3: 

 

‘Our reading skill has highly developed and improved ever since we have been in 

this programme’.  

 

The three groups above show the skills and the knowledge they have acquired from 

this programme’. 

 

The following data comes from the average performance’s students.    

 

Average 1: 

 

‘We are capable to read newspapers and magazines in order to improve our reading 

skill and be familiar with the current news and worldwide’. 

 

Average 2: 

 

‘This programme really sharpened our mind to the extent that we are interested to 

know about how and why things are happening in the world’. 

 

Average 3: 

 

‘We have gain self-esteem in reading ever since we have been exposed to this 

programme’. 

 

The above groups shared their positive achievements in reading in their on-going 

programme.    
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The researcher would present data below coming from the low performers 

concerning their programme: 

 

Low 1: 

 

‘Most of us could not read and understand English at all as FAL in the beginning’. 

 

Low 2: 

 

This programme had benefited us for all these four years since it has drastically 

change the way we used to read and understood things before.  It has brought a 

huge impact in our lives since we are now confident enough to read and speak in 

English as FAL in public’.   

 

Low 3: 

 

‘We are very competent and more ‘alert’ and ‘watchful’ where reading is involved and 

we now consider ourselves as resources which can be used by the learners out 

there in schools’. 

 

It is hoped that the data presented above have provided useful insights to the study 

 

4.8 LECTURERS’ INTERVIEW  

 

The lecturers were interviewed and their responses would be presented and 

carefully analysed below.  In view of this, eleven questions were administered to the 

lecturers by the researcher and which would be presented below.  The responses 

would give transparency and an idea on how other lecturers exposed and handled 

their students towards FAL in reading and response.   

 

The ten lecturers responded to all the questions below and the researcher would 

only use representative strands to capture similar ideas. The ten lecturers are 

therefore named as Lecturer 1 to Lecturer 10.  
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This question that comes below strives to check how relevant the approaches used 

towards the students’ reading in EFAL. 

 

The data is presented and analysed according to the representative strands as 

discussed earlier in order to capture similar ideas.  The lecturers numbering would 

differ per question according to their different perspectives. 

 

4.8.1 Lecturers’ interview questions   

 

1 What approaches do you adopt during English reading lessons?  

 

Lecturer 1:   

 

‘We always expose the students to pre-reading, during and post reading activities 

during reading lectures in order to activate students’ schema to develop interest 

towards reading in English.  Students found it easy to grasp and understand the 

texts better since these activities check their prior knowledge and then relate the 

texts to their real life.  These activities guide students to analyse the text, identify the 

meaning and respond appropriately in English’. 

 

Lecturer 8:  

 

‘We felt that it is wise to expose students to different approaches as a proper guide 

to before they attempt to the actual text for a better understanding’.  

 

Lecturer 10:   

 

‘we started by explaining pre-reading, during reading and then post reading activities 

to  students  and encouraged them to follow those activities in order to find reading 

funny and enjoyable.  These really helped them since most of them improved and 

developed interest towards reading texts in English as FAL’. 
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The above responses reveal the lecturers’ commitments and determinations in 

assisting their students to develop interest in reading. 

 

The questions that follows below intends to check whether the approaches used 

benefitted students to grasp reading and response as expected academically’. 

 

2 How useful are the approaches used in improving students’ reading skills?  

 

Lecturer 2: 

 

‘They really helped our students since they managed to establish the purpose of the 

reading which varies from one situation to another’.  These approaches are very 

useful because they make it easier for the students to relate the reading to their own 

life and clear away obstacles to understanding, for example, key words and concepts 

which the reader may not be familiar with’. 

 

Lecturer 3: 

 

‘They are very effective in preparing the students to read accurately and 

successfully.  This makes them to enjoy reading and become experienced because 

they can be able to understand the meaning of the text and respond properly at the 

end’. 

 

Lecturer 5:  

 

‘These activities activated the student’s scheme and they become alert to relate the 

topic and extend background knowledge which is helpful for a full understanding of 
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the passage’.  They arouse interest and curiosity about the reading and let the to 

guess and anticipate what the reading is about so that during reading they may 

explore whether guesses were correct or incorrect while interacting with the actual 

text’. 

 

The above responses seem to be certain about the effectiveness of the approaches 

used for students’ success in their reading culture’. 

 

The motivation behind the following question is to see whether students were 

defended in order to avoid any division during the lecturers through their lecturer’s 

guidance where necessary. 

 

3 What support do you give to your students where reading is involved?  

The following data comes as responses to question 3 above.  

 

Lecturer 4: 

 

‘We always try to create friendly and positive atmosphere and has rapport with the 

class before students could be exposed to pre-reading activities first before they 

read the actual text’. 

 

Lecturer 6: 

 

‘We usually read the text first while students are instructed to read silently by looking 

for specific information and identifying unusual words in order to guess meaning of 
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words from context.  This boost students’ confidence in reading and they become 

competent since they feel free to read in public’ 

 

 Lecturer 7: 

 

‘We give students a chance to read aloud in their groups after we read the text twice 

so that they could be able to pronounce new words after we have properly read and 

pronounced them.  This really boosted their confidence to realise that they can also 

pronounce new words than they thought’.  We  further encourage them to read the 

text for a purpose so that they could relate what has been read to their own 

experiences through discussing and then answer questions in groups or individuals 

as a way of unpacking the text and try to understand the meaning better’.  

 

It is suggestive that all the responses above echoed the effort and the 

determinations the lecturers have during reading lessons. 

 

The responses to the question below strive to identify whether the activities and 

tasks given to students are in line with the actual programme’s policy. 

 

4 What type of tasks and activities do you give to your students to promote reading 

skill?  

 

Lecturer 1:  

 

‘We always expose students to different types of activities and tasks such as;  

reading cards, dialogue journals, media journal, sustained silent reading and free 

writing.  These were very helpful because the students linked between the items and 

they related new discoveries to their old knowledge in order to improve their reading 
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skill.  We also make sure that they integrated well in teaching and help to achieve 

aims/skills/concepts of the lesson’’. 

 

Lecturer 5:  

 

‘We exposed our students to role-play and let them do more of it during the lesson 

after they have read any text in order to better their understanding and develop more 

interest towards reading in English.  We even encouraged them to act out interviews 

and the meetings and act out their own radio talk shows and then report-back in 

order to understand them better and be able to implement them in future’. 

 

Lecturer 9:  

 

‘We sometimes encourage them to read current newspapers, magazines and then 

discuss and share answers to questions in groups.  We found these working since 

they cover all English’s skills’.  

 

The responses expressed satisfaction on how the activities and tasks corresponded 

to the lessons outcomes.   

 

This question that ensues strives to archive the significant role played by those 

materials towards the student’s performance in reading. 

 

5 What types of reading materials do you prepare for your students and how     

relevant are they to the programme? 
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Lecturer 2: 

 

‘We give them reading materials that are prescribed by the curriculum designers’.   

 

Lecturer 3:  

 

‘We always try to expose the students to materials which are relevant to education 

and those that are related to their real experiences in life in order to promote their 

interest and attitude towards reading’. 

 

Lecturer 7: 

 

We normally make sure that the resources are relevant, sufficient and used 

effectively to enhance teaching and learning’. 

 

The responses above seem to show confidence of the types of materials given to the 

students since they use the prescribed ones from the curriculum. 

 

6 What support do you give to your remedial students to acquire reading skill? 

 

This question checks the lecturers’ consciousness and consideration towards their 

students’ success in reading in FAL.  

 

Lecturer 5: 

 

‘It is our departmental norm to arrange for extra classes after hours or during 

students’ free slots if possible in order to assist remedial students’. 
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Lecturer 9: 

 

Our department also supported this by providing tutorial classes which are 

compulsory to all students in order to reach out all the students and assist those who 

did not perform well from any given tasks.  

 

Lecturer 10: 

 

‘We try to give them some special tasks in order to encourage and boost their 

confidence’. 

 

The responses above show how much they care about their students and also how 

prepared they are to work some extra miles in order to assist the students to improve 

academically. 

 

This question 7 tried to elicit the lecturer’s commitments and willingness to know 

their students’ weakness and strengths academically. 

 

7 What is your general opinion of first years students’ academic reading       

competencies?  

 

Lecturer 1:  

 

‘We found it very hard and frustrating at the beginning of the year because most of 

the students could not read properly in English. 

 

Lecturer 4:  

 

‘We identified that the major problem was English since most of them claimed not to 

have been tough in English from their high schools.  When asking the questions, 

majority would respond in their own mother tongue.  It was very tough and 
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challenging situation especially to some of us who cannot even understand their own 

language’. 

 

Lecturer 9:   

 

‘Students’ reading had improved a lot in the second semester because of the 

approaches we used during the class together with the relevant reading materials 

and different activities.  These, gradually shaped their minds to a better future, we 

really see a huge improvement and this is really motivating and encouraging’. 

 

The above responses expressed the challenges and problems encountered with first 

year students academically.  

 

This question tried to identify the lecturer’s awareness towards students’ shortfalls in 

reading. 

 

8 Based on your experience, what specific difficulties do your students experienced 

when reading at first year? 

 

Lecturer 1: 

 

‘English was our students’ major problem because it is their FAL and most of them 

have never been taught in English from their previous schools’. 

 

Lecturer 4: 

 

‘Most of the students found it difficult to pronounce the simplest English words 

properly’ when reading’.  
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Lecturer 9: 

 

‘They couldn’t comprehend.  They just read without understanding the text message 

and the meaning.   This resulted to improper response to the text’s questions.  

 

The responses above expressed their students’ difficulties towards reading at first 

year.   

 

The ninth that comes below question strives to identify crisis in education at high 

school level. 

 

‘9 In your opinion, what could be missing from students’ reading that was not   

addressed by schooling system? 

 

Lecturer 2: 

 

‘We have noticed that a lot was missing.  The models of teaching and learning from 

their previous schools are not efficient and effective at all to prepare learners to high 

institution learning’.  

 

Lecturer 3: 

 

‘Everything seem strange and difficult to the students during the lesson’. 
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Lecturer 6: 

 

‘Inadequate skills and knowledge from the high school teachers’. 

 

The responses above seem to agree on the education crisis learners are facing in 

high schools. 

This question checks the lecturer’s sensitivity towards the students’ performance. 

 

10 During reading lessons, how extensively do you comment on students’ 

performance? 

 

Lecturer 7: 

 

‘We always make sure that students participate effectively during the lesson by 

taking turns in reading and their responses are reinforced and well managed in order 

to motivate and encourage them to participate more and more and freely’. 

 

Lecturer 8: 

 

‘Instead of using lecturer’s assessment every time, we sometimes adopt different 

styles whereby we allow self-assessment, peer and group assessment for the 

transparency and fairness’.  
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Lecturer 10: 

 

‘We usually discuss the instructions together and check if everyone managed to 

follow them properly’. 

 

The responses above show the different approaches used when commenting to the 

students’ performance in order to avoid biasness but to employ transparency.   

 

This question tries to identify the lecturer’s consciousness to accommodate the 

students’ different personalities. 

 

11 Which approach do you follow when giving students’ feedback? 

 

Lecturer 5:  

 

‘We always write the relevant comments on student’s scripts when marking in order 

to make them aware of their mistake and avoid repeating the same mistakes again’.  

 

 Lecturer 9: 

 

‘We revise the task with the whole class by providing the correct answers and let 

them correct their mistake’.  
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Lecturer 10: 

 

‘For those who need exceptional assistance, we usually create more time and call 

them to our offices for the clarity purpose and try to identify their problems and let 

them correct them.  We even gave them make up task’.  

 

The responses above showed the lecturer’s concern and protection towards the 

students when giving feedback.  They try by all means to avoid humiliation which 

might cause a division among students. This portrayed a good degree of 

professionalisms among the lectures where students are concerned.  

 

4.9 CONCLUSION 

 

The data analysis presented as a narrative in this chapter underlies the researcher’s 

attempts to walk in the students’ shoes and see things from their points of view.   

The analysis so far does not only encompass the phenomenon called ‘students’ 

response’ but also lays the groundwork for interpreting the stories of reading and 

writing that have developed along a continuum of time and responsiveness in the 

narrative (Sivasubramaniam,2004).  As such the conclusive phase of the 

researcher’s description, which he/she intends to present in the next chapter, might 

provide a more definitive finishing touch to the bricolage. 

 

The three ability groups appear to share assumptions, goals and knowledge with 

regard to their reading and writing as a meaningful enterprise. This might be likened 

to Fish’s (1980) ‘interpretive communities’ in which students share opportunities to 

respond and explore meanings more especially when they were dealing with 

journals.  This contrasts with the EFAL classrooms where an authoritative teacher 

characterizes a lack of community and opportunity for response among the students.   

The students who featured in this study not only displayed a sense of community but 
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also an increasing capacity for responses and expressiveness.  As the data 

illustrate, the students have used the non-threatening atmosphere of the classroom 

to convert it into a response-based classroom so as to strengthen their engagement 

with the different reading materials. 

 

The data indicated a deepening of response, in other words, maturity in terms of 

reading performance as the ability groups moved along the continuum of increased 

responsiveness.   It is apparent from the data that the students have spoken at many 

points along the continuum about the possibilities of living other lives, of being in 

places that they have never been, and of going through experiences unthinkable to 

them by virtue of the access that the texts has provided them.   In all these reactions 

and responses to texts they have been able to develop a way of thinking that 

characterizes their capacity to interpret as maturing readers. 

 

The data point to a development of rhetorical maturity with reference to the writing 

done by the students through journal.  By doing so, it throws up a definite need to 

redefine rhetorical maturity in the scheme of things in this research.  Writing theorists 

often tend to discount the merits of expressive writing by alluding to its egocentric 

credentials and are also sceptical of its efficacy to foster maturity of thought and 

objectivity in writing. 

 

If expressive writing is dismissed for the sake of promoting cognitive and thought 

maturity, then it might result in a kind of writing that is devoid of human emotions and 

feelings.   The researcher inclined to view cognitive development as one in which the 

affective and actional dimensions have a role to play.   This might serve to suggest 

that cognitive maturity in writing needs to factor in egocentric writing as a basis for 

promoting alternate views of reality and knowledge without which cognitive 

development might come to mean uniformity of thought rather than a maturity of 

thought characteristic of the diversity and liberty that every educated human being 

seeks to express (Freedman, Pringle and Yalden, 1983). 
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CHAPTER 5 

DISCUSSION 

 

5.1 INTRODUCTION 

 

Chapter 4 set out to capture, analyse and present data from respondents in a bid to 

come up with relevant findings.  The main focus in chapter 5 is to discuss the overall 

findings of the study where English First Additional Language is concerned.  This   

discussion would focus on different aspects which will be highlighted below and 

thoroughly discussed in order to evaluate the different stories from Students’ English 

first additional language reading and response at the University of Fort Hare in 

Eastern Cape Province of South Africa.  This simply mean that the chapter would 

construct the students’ stories, one in which the narrative would be seen as an 

interpretation of interpretations.  

 

In order to accomplish this, the study needs to reinforce the researcher’s 

philosophical beliefs underlying this research and to interpret the findings in terms of 

a lived-through experience in this longitudinal study.  Therefore, instead of framing 

the research questions independent of context, the researcher used the research 

methods to contextualize and recontextualize the questions of this investigation 

(Toulmin, 1990). 

 

In this regard, the researcher presents the interpreted issues and discusses them 

below as indicated earlier.  This would help to address the research questions and 

represent the conclusive phase of the narratives.   With the help of description, the 

researcher would be able to produce a set of discussion as well as conclusions and 

recommendations in the following chapter as a way of ending this inquiry.  Below are 

different issues to be discussed in order to reinforce the research perspective.  The 

issues and insights examined in the preceding chapters have necessitated the use of 
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a hermeneutical framework (refer to chapter 2) in this investigation where literary 

reading has no fixed or final meaning.  The epistemological underpinnings of this 

investigation support a transactional and dialogic approach to reading and watching 

different media and writing about them (Rosenblatt, 1995).  By the same token, 

engagement with different texts is an engagement with its language and its dynamic 

and discursive meaning possibilities.   Therefore, when the students read literary 

texts, there is no need for them to work out the correct meaning or accept the 

received meanings from the teacher.   On the contrary, they need to experience the 

text through their imaginative responses created by the affordances of the text 

(Lantolf, 2000 and Brumfit, 2001). 

 

5.1.1 Reinforcing constructivist research 

 

The researcher presented and analysed data in the previous chapter with the help of 

a constructivist paradigm since it is the framework adopted in this research. The data 

was presented in the form of narrative of emerging designs and understandings, 

through which socially constructed realities, local generalizations, interpretive 

resources, knowledge, intersubjectivity and reasoning assumed substance and 

prominence (Denzin and Lincoln, 1998).   This simply means that the researcher was 

more accountable with sharing his/her experiences and insights more fully with the 

readers (students).  Therefore, the researcher has located this investigation within 

the process and context of human experience.   At the same time he/she was aware 

that locating meaning between language and experience might produce an imperfect 

fit.  However, as a case study, the researcher wishes to provide an account that 

might communicate to the reader the truth about the setting and situation as it came 

to be understood.    

 

5.1.2   Constructivist paradigm orientation 

 

In a constructivist orientation, things are placed differently.  The constructivist 

orientation does not envisage teachers providing the structure for discussions, 

initiating beginnings, conclusions, and topic shifts (Denzin and Lincoln, 1998).   In 
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this respect, it is “antithetical to the transmission model, informed by a factualist 

orientation” (Sivasubramaniam, 2004).   Consequently, students were allowed to 

bring their own knowledge and language to bear on the information and tasks used 

during lectures.  The meaning constructed from the texts and tasks reflects the 

students’ characteristics, which is empowering to them.   In view of this, the students 

understood the purpose to be fully engaged in activities and tasks and took their 

work very serious.   The ‘how’ and ‘why’ part influenced them into adopting an 

‘achievement orientation’ (Breen, 1987: 26).  Based on this discussion, all the 

participants in this research whether in group forms or individuals were beneficiaries 

of the “achievement orientation”.  In general, this was attested by the interview data, 

focus groups, journal entries, class assignment, texts analyses and response 

questionnaires, class exercise, class test and then the comprehensive examination 

performance. 

 

From the issues highlighted above, the researcher convinced the students that there 

was no need for them to espouse “near native competence” in their use of English, it 

was not that difficult to strengthen their motivation for reading and nurturing their 

proficiency in reading along with fluency in writing with the help of activities and tasks 

highlighted earlier though they had some challenges here and there 

(Sivasubramaniam, 2004).  This was evidenced by the student’s responses from 

different techniques used when collecting data (see chapter 3).  This provided the 

space and encouraged them to construct and explore meanings.  Given that 

students have been mostly viewed as consumers of methods and materials coming 

to them as products of the FAL economy, the students in this study functioned not as 

consumers but as circulators of readings, meanings and interpretations.  In a 

process sense, the data analysed in the previous section can neither be 

commoditized nor consumed.   

 

They can only be “produced, reproduced and circulated along a continuum of 

increasing responsiveness” (Sivasubramaniam, 2004).  In view of this, Chopra 

(2000)  states that for students to become co-creators of reality, they should have 

shunned objective methods of reading in their search for meaning and have also 

learnt to view reading as an instrument of empowerment.  He further confirms that 
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this type of exposure trained and groomed them to apply new information to their 

own lives in order to relate meanings to experience.  

    

In addition, the students’ exposure to reading helped them to translate new 

information into new conceptions while their elaborative processing helped them to 

conceptualize their encounters with the different reading materials that they have 

attempted to use (Sivasubramaniam, 2004).  It has also served to promote relaxed 

concentration in language use.  It is evident from the data referred to here that the 

students were not affected by the pressure and stress of one right reading since they 

got a proper guidance on time management and learnt to prioritise.  

 

This guidance contributed heavily on students’ reading proficiency because the 

students are now able to attempt to any reading material, analyse it and respond 

properly and with reference to a philosophy of education that articulates experience 

as a way of understanding both the unpredictable problems of a society and the 

harmonious relationships with its people.   Rosenblatt (1995) also agrees with this 

statement by showing that irrespective of the form in which it appears, reading helps 

its user to understand the numerous ways in which human beings encounter many 

possibilities that life throws up.   Rosenblatt further shows that in the compulsive 

atmosphere of the average school and college today, there is a tremendous 

pressure on students to fulfil requirements and to meet standards especially at the 

tertiary level.  The study used constructivist paradigm to help students personalized 

their encounters with reading and to use their encounters as a means for promoting 

reading proficiency (see 2.3.1 and 2.5.5).   

 

This paradigm played a very significant role in students reading since it boosted their 

self-esteem as they learnt to interact with each other during reading classes 

(Foncha, 2013).  This exercise improved and developed their reading skills and they 

became active constructors of their own learning environment (Sivasubramaniam, 

2004).  Thus, human beings learn not as isolated individuals, but as active members 

of society because the way they acquire knowledge and skills is influenced highly by 

the social context (Foncha, 2013).  In this view, Vygotsky (1978) claims that leaning 

occurs through dialogue as indicated earlier in previous chapters.   
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For learning to be successful, different parties have to be involved and they should 

give all the support needed by the students.  For example, parents, peers, teachers 

as well as relevant sources should be part of learning all the times (Foncha and 

Abongdia, 2014).  Hammond and Gibbons (2001) agree with this argument by calling 

this process or interaction between different parties ‘a scaffolding’.  They further 

state that if the students do not get the support they need, they can become so 

frustrated and may give up and become drop out from schools.  In order to avoid 

this, teachers should be strategic during the class since reading has many 

implications for language teachers.  In light of this, the study tried to avoid this by 

exposing the students to different types of approaches and techniques with relevant 

activities and resources in order to enhance and empower reading during the 

lessons.   

 

5.1.3 Students’ interpretation and response in reading and writing  

 

The following discussion would focus on individual interpretation and response from 

students’ journals.  The literary experience indicated from the students’ responses as 

shown in the data stresses a view of language which is socially evolved 

(Sivasubramaniam, 2004) even though its use is characterized by the histories of 

particular individuals (see 4.2.1, 4.2.2, and 4.2.3). This implies that there are 

hundreds of thousands of individual readers who engage themselves with hundreds 

of thousands of individual literary works.  So, individual interpretation and response 

render reading as a social event, which has educational implications.  The 

imaginative experience “signals a deeper sense of engagement with reading and an 

increasing sense of involvement with the text” (Sivasubramaniam, 2004). This was 

evidenced in the journal entries of the students analysed in Appendix A.  These 

entries offered verifiable support for the following as suggested by Sivasubramaniam 

(2004): 

 

 Involvement with different reading materials, watching and listening to different 

programmes in English provided a basis for the students to consider what is 

happening worldwide; 
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 This alerted the students to the possibilities within people and places featured 

from different stories; 

 

 It developed and increased the students’ ability, potential and capacity to see 

things differently towards challenges some of the students encountered in their 

families, people’s behaviour, habits, and attitude; 

 

 This extended students’ repertoire to progressively enjoy a wider range and 

variety of texts which made different demands on them just like to read and 

analyse them thoroughly and then respond appropriately (Sivasubramaniam, 

2004).   

 

The findings discussed above, are relevant to what Nell (1994) expresses it in the 

following lines: 

 

These are the paired wonders of reading; the world creating power of books 
and the readers’ effortless absorption that allows the books’ fragile world, all 
air and thought to maintain itself for a while, a bamboo and paper house 
among earthquakes, within it readers acquire peace, become more powerful, 
feel braver and wiser in the ways of the world (Nell, 1994). 

 

Kern (2000) seems to support the above discussion by pointing out and honouring 

the democratic potentialities of the reader in acts of individual interpretation.  He 

further believes that, as a text is capable of multiple interpretations, a single act of 

reading as proposed by the advocates of ‘one right reading’ might not fully explore 

the countless meanings and possibilities that a text abounds.  Furthermore, by over-

emphasizing correct comprehension, it might promote debilitating anxiety and 

reticence much to the detriment of reading in FAL classroom (Kern, 2000). 

 

It is evident from the data that the students have given in this study which have 

made significant attempts at interpreting reading and they did not allow the 

pressures of accepted judgment or right interpretation to come in their way of 

reading (see 4.3).  It can then be argued that it is only through tentative 

understanding of a text and writing about it to form a personal sense that can 

promote the love for reading and writing.  Based on the findings, the journal entries 



 

189 
 

and the class assignments (see sections 4.2.1, 4.2.2, and 4.2.3 and 4.5.2)  represent 

the students’ bold attempts to read interpretively to create meanings tentatively.  In 

this regard, the students have become an interpretive community in their own right 

and their writing.   Rosenblatt (1995) and Langer (1992) strengthen this argument by 

indicating that the findings point to a relaxed mind-set which supports the attempts at 

interpretive reading, rather than a mind-set focused on passing exams and pleasing 

the teacher.  Thus, in upholding the need for interpretation, “there is need to de-

accentuate, if not remove the pragmatic need to score in reading tests” 

(Sivasubramaniam, 2004). 

 

5.1.3.1 Literary engagement 

 

The study views literary engagement as a continuous process of reading 

development.  Therefore, the researcher needs to underline the belief in literary 

engagement as evidenced in the reading process of the students in this study.   The 

students and lecturers’ interview data (4.6.1 and 4.7.1) along with the journal entries  

( see 4.2.1, 4.2.2, and 4.2.3), class assignments and comprehensive exam scores, 

test and class exercises (see 4.4.1.1, 4.4.2, 4.4.3 and 4.4.4) all point to the 

involvement, commitment and enjoyment in the students’ reading.  This suggests 

that “intuitive and aesthetic responses seen through the data lay the groundwork for 

a continuous development and of reading for the love of reading and writing” 

(Sivasubramaniam, 2004).  At this juncture it is difficult for the study to ignore the 

“liberating ambivalence of reading and response”, which underlies the students’ 

sense of engagement with it.  The data from the journals, class assignments and 

comprehensive examination point to an avoidance of closure, meaning, a noticeable 

preference for ‘tentativeness’ in interpretation.  The following quotation from Bogdan 

(1990) provides an insight into the role of tentativeness in interpretation: 

 

To engage with’ is to render natural, transparent and unself–conscious.  
To be ambivalent is to speak for and against this engagement.  To be 
ambivalent is to engage with language reflectively without having to 
repress or kill what is signified. To be ambivalent is to be at once 
accepting and critical. It is to embrace otherness without self-
abnegation.  To be ambivalent is to attempt transcendence without 
appropriation, to disengage from the spontaneous overflow of powerful 
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feeling long enough to recognize absence in progress, difference in 
oneness (Bogdan, 1990). 

 

 In line with the above quotation, the researcher wishes to state that all the students 

in this research gave themselves over trustingly to a process and person they did not 

know in order to nurture the reader in them.  Having vouched for a transactional 

approach to reading, the researcher inclined to view the data from the reading text 

and response questionnaire (see 4.3) as expressions of a continuous involvement 

with literature.  Hayhoe and Parker (1990) observe that they are ‘cumulative 

annotations, imaging, speculations, anticipations, interrogations, revisiting, and 

simple relishing of the process of reading.  This is evident from the data presented 

(see sections 4.2.1, 4.2.2, and 4.2.3 and then 4.4.2).  This shows that the students 

used the journal and the class assignments as a space for understanding the 

objective, subjective and inter-subjective features of evolving texts. 

 

In an experiential sense, they tried to become a multiple-reading voice.  From a 

dialogical point of view (Bakhtin, 1981), ‘what the students did in the journals and 

class assignments might offer some explanation for the notion of polyglossia in the 

classroom and its outcomes such as freedom to handle uncertainties and a tolerance 

of difference, as a way of understanding oneness in otherness’.   It is believed that 

the notion of polyglossia, that is, the multi-voiced talk of the students in the 

classroom, might not only promote a notion of experiential learning but also have a 

contributory effect on the individual reader and his reading.    

 

5.1.4 Triangulation of data 

 

The data collected from the students responses through the different techniques 

have provided verifiable support for the researcher’s answers to the research 

questions explored in this study.  The comprehensive discussion of the findings 

would be presented below for each technique used during data collection from the 

previous chapter.  Techniques are as follow: journal, text, class assignment, 

comprehensive exam and the interviews.  Data from the journal has served to 

legitimate the meaning constructions and personal responses from the students.   
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The data explains the effectiveness of the space provided by the journal for the 

students to democratize their reading of different reading materials in order to find a 

basis for their intellectual, emotional and critical growth.   The avoidance of closure 

evident in the students’ journals is a point worth debating with reference to the 

efficacy of the interpretive practice pointed out earlier in this chapter. 

 

5.1.4.1 Students’ abilities to read and write in EFAL (journal entries) 

 

(a)  Stage 1  

   

The initial journal entries frequently tended towards plot summaries. This does not 

mean that there is no value to retelling the plot; there is no denying that an 

understanding of the plot is essential (Sivasubramaniam, 2004).  However, the 

researcher noticed that students are reluctant to step outside the security cover that 

the re-telling of the plot provided by any story they read/watched/listened (see 

section 4.2.1).   At stage 1, it was also difficult for the researcher to convince them 

that they had opinions and ideas that were worth sharing or that their personal 

utterances would be accepted if they attempted to share them.   What impressed the 

researcher was that the students never gave up, they kept on reading, watching and 

listening and responding by writing in their log books and did not miss their journal 

entries date lines.  They were all committed and took this activity very seriously since 

they were very motivated and encouraged by their lecturer’s comments.  This is what 

kept them moving on daily.   

 

The journal entries presented in section 4.2.1 assume remarkable relevance and 

prominence when looked at in the light of the English context discussed in the 

introduction.  It was pointed out there that the students would consider loss of face 

as a shameful let-down, which damaged their self-esteem and self-respect where 

English is concerned as their first additional language.  In light of this, even attempts 

by them to voice an inability to do something would be looked upon as a failure and 

humiliation.  
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On the contrary, the students in this study chose to voice their difficulties in the 

journal entries because they believed that voicing their feelings of insecurity and 

inadequacy were acts of self-investment in their attempts to learn English as their 

FAL.  In this respect, they found the space provided by the journal engaging, inviting 

and non-threatening to voice their fears and self-descriptions (Foncha, 2013).  The 

fact that the students chose to voice their fears indicates their growing sense of trust 

in their lecturer and the affective features of their text-based language programme.  

In light of the issues and insights discussed in the Introduction above and Chapter 2, 

the researcher wishes to emphasize that talking about personal fears and misgivings 

are an essential component of the students’ storied accounts of learning 

(Sivasubramaniam,  2004).   

 

Sivasubramaniam (2004) further states that such expressions of inadequacy and 

insecurity involve the students in the learning process as whole persons, promote a 

deep sense of experiential learning in the students.  In addition, He states that these 

aspects also encourage them to continue with their narrated accounts of failures and 

successes as worthwhile self-investments.  Based on this, the researcher wishes to 

argue that learning can become authentic only when the methodology used to 

realize it affords safe space to students to explore their ‘autobiographical 

consciousness’ (Kohonen et al, 2001).  In this way, they can develop their beliefs, 

conception of life, interpretations of actions/relationships and possibilities that 

constitute their self-identity.  In this regard, these journal entries should be viewed as 

indications of an autobiographical consciousness that was beginning to develop in 

the live through relationship between them and the literary texts. 

 

b) Stage 2  

 

 Having realized that voicing anxieties and fears cannot in any way result in negative 

assessment, they started by expressing themselves in different ways which are 

related to their sociocultural backgrounds.  The entries shown above indicate a 

sense of tolerance for ambiguity that began to develop in the students.  These 

entries appear to suggest that the perceived problems of the students did not in any 

way allow them to ‘freeze up’ or be swayed by their inhibition completely (Arnold, 

1999).  On the contrary, these entries evidence students’ growing sense of risk-
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taking in their attempts to engage with the literary texts and a realization that their 

delicate self-image(s) might not suffer any damage or humiliation if they tried hard to 

find solutions to their problems of understanding.   

 

 Based on this observation, the researcher wishes to argue that these journal entries 

not only signal a positive emotional change but also affirm the belief in the efficacy of 

positive reinforcement that factors the study used in its deployment of text.  This 

leads the researcher to stress that emotions are no less important than cognition and 

therefore, understanding human thought without any reference to the ‘affective-

volitional web that embeds it’ (Vygotsky, 1986) will be detrimental to our educational 

and social practices.   Archer (2010) also supports this by saying that when students 

attempt personal constructions and explorations of meaning, they somehow get to 

use the room their journals provide them for recording responses.  This shows a 

huge improvement from students as compared to the first entry and it strengthens 

the fact that the exposure of students to journals expands their capacity to think 

about different aspects and interpret them differently.   

 

The journal entries in stage 2  (section: 4.2.2)  gradually began to reveal a feeling of 

students’ adjustability, that is, most of them were beginning to realize that they had 

to put up with incompleteness and learn to stay with some of their learning problems 

(Sivasubramaniam, 2004).   The journal entries recorded at this stage showed how 

well students must have realized that completeness with regard to learning and 

understanding is a matter of time, effort and hope.  This led the researcher to believe 

that they were beginning to address the fear of being laughed at for not knowing 

something at a given point of time as indicated in Chapter 3.   

 

(c) Stage 3  

 

It is evident from these journal entries stage 3 that reading, listening and watching 

media laid the groundwork for the experience for reflecting in an atmosphere free 

without any fear where FAL is concerned which was regarded a major problem to 

students before.  So, it is unlikely that such an experience of exposure to media 

could either be diminished or superseded by a demand for public interpretation.  
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Hayhoe and Parker (1990) opine that an explanation not only attests to what the 

analysis has pointed out but also demonstrates the power of the living-through that 

was experienced by the students.  Sivasubramaniam (2004) goes further to state 

that the ‘lived-through’ aesthetic experience is not “short-circuited by the academic 

application of a formulaic approach to the derivation of meaning and value”.   For 

students to ‘cast their own strand of thought and text into this network’, those strands 

of thought and texts must be derived from an authentic encounter with the text, not 

simply an encounter with the teacher’s (or some other adult’s text about, around, 

upon, against, outside) the text, he claimed. 

 

In this regard, meaning construction becomes a social event which this researcher is 

a devotee.  The journal entries pointed to a growing awareness in students, which 

encouraged them to think about aspects of human existence that they shared with 

their equals in other cultures.  It gratifies the researcher to note that the students 

made a definite attempt to relate the text to their own emotions and relationships.  

The element of self-referentiality evidenced in their curiosity and concern about the 

‘other’ increased their urge to communicate it in speech and writing.   It is apparent 

that they were beginning to feel that their own use of English was more than a mere 

academic task.   

 

 It is also evident from these journal entries that reading, listening and watching 

different media and writing about them opens up pathways for learners into ‘the 

imaginal area of experience’.   Arnold (1999) argues that the powerful images 

evidenced in the journal entries represent the affective side of the students and its 

influence in their abilities to visualize.   The non-judgemental space of the journal 

plus the need to self-invest has prompted the students to use their emotional 

involvement with the target language (McRae, 1991) to see the unseen and hear the 

unheard through writing these entries.    Furthermore, the entries indicate how the 

students’ encounter with the figurative language has encouraged them to attempt 

‘image-evoking conceptualizations’ (Gibbs, 1994) in order to experience their 

personal constructs at a subjective and emotional level.   

 

Most importantly, the first person narratives seen in the entries indicate and support 

the efficacy of ‘ideational content’ (Byrnes, 1998) in prompting an experiential 
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learning of English.  Sivasubramaniam (2004) highlights that in a traditional 

approach to Second language acquisition (SLA) such entries would have been 

unthinkable because the mainstays of that approach will centre on a psycholinguistic 

analysis of cognitive deficit and cognitive deposit.   Such a position, viewed in the 

light of what this investigation has done, is harmful to the current educational and 

social practices which this study detests. 

 

The journal entries of students in this stage signalled a deeper sense of engagement 

with different media and their challenges in life.  They made a definitive attempt to 

draw on their experiences as their sense of involvement with different media had 

been strengthened.  In view of this, the students learned different characters from 

the different media they attempted.  This made them aware of what is going on in life 

as a whole and helped them to know how to protect themselves from different 

challenges that life throws at them.  They took this as an adventure which guided 

them to establish links between their own lives and other people and events of the 

different stories they have read, watched and listened from different media.   

 

The journal entries analysed so far emphasized that meaning is not to be extricated 

out of the text or put together with the help of textual clues.   Bakhtin, (1981, 1986) 

and Rosenblatt (1978, 1995) say that it is to be constructed through a 

transactional/dialogic process that takes place between the reader and the text.    

Therefore, imposing the belief on students that interpretation is an outcome of ‘one 

right is reading’ focused on the determinate meaning of the text can be likened to the 

excesses of a tyrant.  

 

5.1.4.2 Students effectiveness and involvement with text in EFAL 

  

Data from the reading texts’ response questionnaire in section 4.3 point to the 

growing awareness in the students for reading.  By laying the groundwork for 

cognitive, affective and actional dimensions in the process of reading, it helped the 

students to develop an aptitude for reading.  In this regard, the data from the text 
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signalled the difficulties people had during the apartheid era.  The suffering of black 

South African people moved the students emotions badly since most of them were 

victims of what happened to their elderly people from their different communities.  

These emotions were evidenced by the students’ responses from question 2 in 

section 4.3.  

 

The text indicated the danger black people were faced once they became political 

activists during the apartheid era.  As mentioned in chapter 4, the text focused on a 

young girl called Sindiswa who was a political activist back then and ended up being 

killed by white people while in exile.  This tragic death made the students to 

personalise the whole situation and became very emotional as indicated above.  

Questions 2, 3 and 5 in 4.3 showed the students involvement with the text through a 

foreign language which is English as their FAL.  Their responses should be 

interpreted as the students’ appraisals of pleasantness or appealingness of agents, 

activities or objects in the language-learning situation (Arnold, 1999).    

 

Furthermore, when these responses are assessed with reference to the motivational 

issues discussed in Chapter 2, they indicated the beginnings of a positive 

reinforcement in the students’ attempts to learn and change their attitudes towards 

English as their FAL.  The findings showed a clear understanding of students in 

reading especially where this text is involved because they have managed to read, 

analyse and respond to the text properly as indicated earlier.  The responses to 

questions 4 in 4.3, where they were moved by words and phrases in the text which 

were difficult to understand, they were not alarmed about their inability to work out 

the meanings.  The fact that they managed to respond to other questions with an 

understanding and able to express their feelings and emotions can be viewed as 

their tolerance of ambiguity and anxiety. 

 

The researcher attributed this to the affective environment of the classroom and the 

non-judgmental interactions that took place in it.  Class and group discussion helped 

the students to feel that their concerns, fears, and inabilities were shared by many 

others in the class.  The social atmosphere of the class appeared to have provided 

an incentive to seek solutions for their linguistic difficulties and devise different 

means to work out meanings. In this sense, the difficulties indicated by the students 
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in their interactions are not merely an attempt to learn, but learning, in an ecological 

sense (Lantolf, 2000).   In this regard, the students began to experience a ‘living 

through’ (Rosenblatt, 1995) with language as afforded by the text(s). 

 

5.1.4.3 Significant roles played by the class assignment in students’ reading 

skills 

 

Data from the class assignments in section 4.4.2 provided a huge improvement of 

students in reading through experimenting with a personal engagement with text and 

building up confidence for meaning construction.  The assignment appeared to have 

played a role in fostering language awareness.  This means that the students gained 

a sense of involvement for reading and writing by doing different assignments during 

their English lectures.  In this regard, the indications point out that the students 

engagement in the process of writing the assignments motivated and boosted their 

self-esteem towards reading in English as FAL.    

 

Their preoccupations were centred on generating a casual understanding of 

cognition which they believed was the most important component of learning English 

as FAL.  Given these preoccupations, it was but natural for them to assess writing as 

a cognitive product showing either a cognitive deposit or a cognitive deficit 

(Sivasubramaniam, 2004).   In this sense, writing that was emotive, expressive and 

personalized was looked down upon as an inedible product for a rationalist/scientific 

analysis.  In view of this, the students were encouraged to construct personal 

meanings.   In this respect, the writing done by the students in the study is situated 

writing which was primarily intended to provoke self-expression in the use of a 

foreign language (Kern, 2000 and Kohonen et al, 2001).    

 

Although the students’ writing is non-linear and non-grammatical, it illustrates the 

students’ social and personal involvement that accrued in the writing activity.   

Viewed from a hermeneutic perspective, the students have used their writing to 

question their own social identity.   This means that they have attempted to develop 

conceptual ways of thinking about themselves, the world around them and the 

‘others’ in it, which are all new to them (Byram and Fleming, 1998).   In view of this, 
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the students have not only attempted to relate their awareness to something or 

someone outside of their frames of reference but have also used their engagement 

with English as FAL to develop a capacity for expressing open-ended meanings.  

Based on this, Kern (2000) sees the researcher as someone who views the students’ 

writing not as ‘objective’ linguistic productions but as cultural productions, which by 

virtue of being dynamic and discursive that can continue to grow.   This shows the 

students improvement and ability towards reading skills since they had to read the 

texts first, analyse it and then respond to reading by writing (Kern, 2000).  This 

means that when students read a text and then write about it,  they are able to 

identify contexts not only to analyse but also to appreciate the quality and most 

importantly, to relate it to their own lives.  

 

5.1.4.4 Students’ potential and performance in comprehensive examination 

 

Data from the exams in section 4.4.4 suggest that the students were able to match 

their performance with the criteria of assessment used in the examination.  Their 

performance in the different sections of the examination points to their increasing 

motivation and their decreasing anxieties regarding passing or failing.  The data 

affirm the efficiency of the students’ response to different questions and far-reaching 

pedagogic implications for the FAL teacher.  The data indicate the positive side seen 

from students’ initial in the programme.  The students appear to have identified 

themselves with a greater capacity to read into the lines as opposed to reading the 

lines.   

 

This revealed that students managed to acquire the reading skill needed through 

different approaches and styles of their lecturer during the lessons which 

communicated properly with the activities they were exposed to.  This simply means 

the resources were relevant to the teaching methods and activities selected and they 

were properly used during different lectures where reading of texts was involved.  

This is evidenced by the students’ scores from the exam since they all passed.  It 

shows the students determinations by investing their time and energies in building up 

impressions of the texts they have read.   This serves to suggest that their reading 

attempts signal a wandering view point that characterizes their understanding that is 



 

199 
 

unique to their reading of the texts that they were exposed to.  In light of this 

discussion, the students’ performance in the comprehensive examination signals a 

wandering viewpoint of reading and response. 

 

5.1.4.5 Students’ interpretation  

 

Data from the interviews in section  4.6  provided the required attitudinal flavour to 

the inquiry in that it brought to light the students' account of 'the lived through 

experience' of the programme.  The data also testified to a growing sense of 

‘achievement orientation’ in the students.   All in all, the data collected from the study 

helped the researcher to understand the inter-connectivities that came into being in 

the investigation of the response phenomenon.   The different types of data used in 

this research provided useful explanations for a classroom-based research that was 

centred on the tentative reading and responses of the students.  They also 

emphasize how, by following a constructivist paradigm where learning is learner- 

centred which promoted language pedagogies.   

     

The data in section 4.6 further points to a constructive influence which might have 

come as an outcome of group talk in a sense of relaxed concentration arising out of 

a confident engagement with the text.  This influence might have led the students to 

internalize the views and voices of their peers.  The scope for alternative 

interpretations might have come about as a result of an absence of authoritative 

discourse.   In other words, the students have perceived the researcher to be one of 

them rather than ‘a power figure’ that uses language to signal social distance 

(Foncha, 2013).  As pointed out in the Methods chapter, attempts to redress 

hierarchical values in the classroom must have been perceived favourably by the 

students.  

 

They were not only happy to be on a first name basis with the researcher but were 

also happy to develop their voice without fear.  It is evident that the freedom of 

response gained as a result of being able to use their voices freely meant that the 

students were able to understand the moral and social dimensions of their reading 

and writing process.  Such a consequence is uncharacteristic of classrooms where 
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an authoritative discourse determines the dynamics of learning.  The results further 

revealed that the students learnt a lot from the programme, in particular, from their 

lecturer’s style of teaching and different approaches and strategies they were 

exposed to during the overall programme.    

 

This made them to become competent future teachers who would definitely make 

some impacts in learner’s education where English is concerned which is regarded 

as a barrier in their future.  The students are willing to act as resources’ in future 

after the completion of their degrees which would always be available to the learners 

in schools in order to improve and encourage learners’ reading skills by exposing 

them to different reading strategies and materials.   

 

They admitted that the programme gave those tough times since there was a lot to 

do within a short period of time and sometimes they even failed to meet deadline 

though they all managed to pass.  There has been an unknown fear towards the 

course at the beginning but the support they got from their lecturer boosted their self- 

esteem. The finding revealed that this support encouraged them to regular 

attendance and managed their time properly since they liked the way they interacted 

with their lecturer during the class as indicated earlier in this chapter.   

 

5.1.4.6 The notion of language preference in learning and teaching  

 

It is surprising that none of the respondents indicated that home language can also 

be the LoLT.  Those respondents who are in favour of English feel that English 

should start earlier in Grade 1 as LoLT.  They feel that the earlier the children start 

with English, the better for them when they come to the upper primary level.     

Furthermore, respondents believe that they should go for English because it is an 

international and official language and that most importantly it enables one to find 

jobs locally and abroad.   Their general feeling is that studying English provides one 

with opportunities in almost all areas of life.  The respondents who prefer a 

combination of home language and English state that it is important for learners to 

master their own language and develop concepts in it from an early age as well as 
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the reading and writing skills before they transfer the acquired knowledge and skills 

to English.  

 

These findings are also supported by a number of studies on the LiEP in Namibia 

which also established that speakers of African languages generally prefer English 

as the LoLT and have a lower regard for bilingual or vernacular education (Cluver, 

2000).  Similar findings are reported by Holmarsdottir (2000) who confirms that there 

is a lack of interest in mother-tongue. The results of this study, therefore, serve to 

confirm that learners, teachers and parents in the circuit investigated believe that 

they can only achieve academic and economic success through the use of English 

rather than using their mother- tongue or any other African Language. 

 

In general the results indicated that a majority of African language speakers have a 

strong preference for English as LoLT.  There are a small percentage of respondents 

that prefer a combination of home language and English LoLT.  It is surprising that 

none of the respondents indicate that home language can also be the LoLT (Cluver, 

2000).  One of the findings of this study is the attitude of students towards English as 

their first additional language as well as the LoLTs since they highlighted that they 

cannot understand it very well because their English is not good at all.   But they are 

willing to learn with hope that it will definitely improve with the different types of 

reading materials or texts they were exposed to and requested to analyse, 

summarise, and how to formulate notes and then write the assignments and 

projects.  Those respondents also have faith in their lecturer’s style of teaching and 

the inclusivity and diversity shown in the class during learning.    

 

The respondents who are in favour of English feel that English should start earlier in 

Grade 1 as LoLT in order avoid the obstacles when they approach the tertiary level.  

These findings are also supported by a number of studies on the LiEP in Namibia 

which also established that speakers of African languages generally prefer English 

as the LoLT and have a lower regard for bilingual or vernacular education.  The 

results of this study, therefore, serve to confirm that students believe that they can 

only achieve academic and economic success through the use of English rather than 

their own African languages.  These factors, together with the support given to 

English by the black elite and the negative perception of mother-tongue education 
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because of its past history, when the LiEP was used for divide and rule principle by 

the South African apartheid regime in South Africa, are the main causes of the 

negative attitudes of mother-tongue education in South Africa (Cluver, 2000).  Even 

though students have got difficulties in English here and there since it is their First 

Additional Language which is still affecting their reading skills and academic 

performance, they still prefer it as LoLT.  

 

Consequently, this gives a negative image of the languages that build on the 

negative attitudes that they have.  This is due to benefits attached to the knowledge 

of English and the fact that it is the mostly preferred as the medium of instructions.  

Students believe that in order to get a good job one should have the knowledge of 

English.  The scenario is true because almost all job interviews are conducted in 

English even if candidates are not fluent in English.  In addition, the reading 

materials and question papers are all written in English.  This means that students 

had no choice hence to change their attitudes towards English for them to be 

successful.  These findings tend to replicate the results of studies by Legère (2000) 

who contend that a majority of the respondents preferred to be taught in English and 

similar reasons as above are given.  

 

5.1.4.7 Language proficiency 

  

The findings in this study indicated that students and lecturers had difficulties at the 

beginning with English as FAL, but gradually the parties got along due to different 

strategies and activities students were exposed to during reading lectures.  Majority 

of students lack a good command of English in communication at first since they 

demonstrated some problems concerning orthography especially with regards to 

word divisions.  

 

There is a huge difference between students who come from rural schools and those 

who come from urban schools concerning proficiency in English as LoLT.    Students 

from urban schools are most likely to be exposed to English because in towns there 

are people from different language backgrounds and there are various reading 

materials as opposed to those in rural areas.  Practising to speak English and 
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reading materials in English increases the proficiency of English learners.   On the 

other hand the lack of reading proficiency and writing skills could negatively affect 

the cognitive or affective educational development.   Cummins (2000) warns that 

proficiency in LoLT (English) is imperative, but does not guarantee success in the 

sense that learners who are proficient in spoken English often perform poorly 

because they do not obey key conventions of academic discourse. 

 

5.1.4.8 LACK OF TRANSITION FROM MOTHER-TONGUE TO ENGLISH AS LoLT 

 

As much as students preferred English as LoLT, a majority found it difficult to 

drastically shift from their mother tongue to English at the tertiary level.  The major 

challenge is that they have never been taught in English at their high school level to 

prepare them for the tertiary level (Cummins, 2000).  This means that there was no 

provision for the English as LoLT at lower grades which is a foundation phase.  It is 

true that the South African Language policy (LiEP) states that learners should be 

taught in their mother-tongue from grades 1- 4, but seemingly, the school teachers 

continued to use the mother-tongue in the class up to grade 12 especially the ones 

from rural schools.  This practice impacted negatively on the students at the tertiary 

level since everything is done in English as LoLT.     

 

This means that the transition from grade 4 upwards was not well received in some 

schools by the teachers because of the fact that learners were abruptly shifting from 

home language as LoLT to English as LoLT.  This transitional period was going to be 

very useful to the learners to be competent in English as LoLT when they reach the 

tertiary level (Garcia, 2009).  He further states that the period like this implies that 

South Africa LiEP is a subtractive bilingualism which does not support the 

development of home languages up to a higher level of study in schools.   But the 

school teachers did not see it in that way hence they failed to implement what the 

policy required them to at the relevant grades.   

 

According to Garcia (2009) additive bilingualism is seen as enrichment and not as a 

problem.   In the additive-bilingualism approach the learner gains competence in the 

second language while maintaining the first language.  Garcia (2009) further 
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maintains that this has positive social and cognitive benefits.  Meaning that one 

continues to communicate effectively in society in mother tongue and also acquire 

skills in L1 that can be used to learn L2.  Early exit is detrimental because it does not 

give children an opportunity to bridge the gap between the home and the school to 

assist children to overcome initial social adjustment problems in school.  

 

 In addition, it does not give learners the needed exposure in the L1 to make them 

balanced bilinguals so that they can develop cognitively and academically and 

transfer the language skills acquired in the L1 to L2 (Skutnabb-Kangas,1977; 

Cummins, 2000).  Cummins assertion supports the prolongitivity of L1 use in schools 

in order to enhance learning of the L2.  Snow and Hoefnagel-Hohle (1978) concur 

with Cummins (1979) that the older the age of the learner, the better they learn the 

second language because they have achieved a high level of cognitive maturity in 

the L1.  

 

Despite Cummin’s support for the extension of the transition period, majority of 

parents and teachers in this study call for English to start as early as grade 1.   This 

implies that from Grade 4 learners can already start to use English as LoLT with L1 

being taught as a subject. However, apart from learning the languages for the 

number of years proposed, it is still important that learners should be given quality 

education by highly competent teachers with adequate education materials if CALP 

is to be achieved.  According to first year’s students’ performance where English is 

used as LoLT at the university, the results showed that the teachers are not highly 

trained and ignorant and that there is a severe paucity of educational materials to 

stimulate teaching and learning.     

 

 

5.1.4.9 THE CLASSROOM TALKS AS A PRIMARY MEDIUM WITH THE   

LECTURERS  

 

The lecturers also practiced a lot of classroom talk which they discovered that it 

shapes and reshapes the student’s knowledge, subjectivity, legitimate social 

relations as well as textual practices.  In view of this, classroom talk is regarded as a 
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primary medium through which lecturer and students construct reading of textbooks 

in effect reshaping text structures, features and knowledge into authoritative 

interpretations. 

 

In this regard, the lecturers agreed with the above strategies and approaches since 

they administered them on regular basis in their classes in order to promote a 

reading culture.  They always encouraged group work where students could share 

what they have read in different forms such as role play, dramatizing, debating, 

speaking, writing as well as drawing.  They even exposed the students to the audio 

visuals activities where students watched, listened and then read the relevant 

passage thereafter before discussing among themselves.  These strategies made 

things easier since students learnt different skills at the same time and they even 

learnt how to pronounce unfamiliar words and their meanings too.  

 

Lecturers further encouraged students to practice those techniques regularly in order 

to promote voluntary reading.  For example, they used to provide a variety of high 

interest reading materials of various grade levels in the classroom in order to prepare 

the students for school experience programme.  These were accomplished by 

obtaining magazines, newspapers, books, dictionaries, encyclopaedias, and other 

references which were relevant to the programme.   

 

The above mentioned techniques were also enforced and supported by the 

intervention centre named teaching and learning centre (TLC) in the university of 

Fort Hare where the study is based on.  Like any other universities in South Africa, 

Fort Hare also introduced this intervention centre.  The lecturers worked closely with 

this centre for the student’s encouragement and advised them to participate fully and 

maintain a good relationship with the centre since they really needed that support.  

 

The findings showed that English becomes a major problem where reading is 

concerned.   Students do not appear to be prepared to cope with English as a 
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medium of instructions because they believe that they do not understand English 

since they lack basic literacy skills and are not prepared cognitively to cope in an 

English medium at the tertiary level.   This can be very frustrating to both students 

and the lecturers as it turns to affect student’s performance academically at the high 

institutions because everything is done in English, (see question 7 in section 4.7).     

This means that  students who fail to progress in reading do not approach texts or 

any reading material as expected because they lack the proper skills and knowledge 

on how to attempt reading.   

 

The skills which they have tried to carry out have not brought order to the complexity 

of the text and they have often become passive and may end up being confused, 

thus, a failing to identify the meaning of the texts and to respond accordingly.    This 

confusion involves losing track of what they read, which usually can result in three 

things - regression, vocalisation and faulty fixations. But with the involvement of 

the TLC, the students slowly began to take ownership over the English as FAL 

through the support they got.  These improved their reading skills and boosted their 

self-esteem to read aloud in class and even in public since they are now familiar with 

many English words and can pronounce them correctly and freely.  This resulted to 

students expressing themselves more and more with confidence and starting to 

grasp the necessity for logical arguments in their reactions.   

 

The lecturers practical experience in English as FAL was that there were students 

who were generally self-confident and ‘gifted’, that excelled in reading within the 

language learning situation, and those who have got a very low self-esteem and this 

affects them negatively towards reading when they had to read aloud in the 

classroom in the presence of their lecturer and their colleagues. This experience 

made the lecturer to have a very positive and influential effect on both the linguistic 

performance and the emotional wellbeing of the students.  It is suggestive from the 

above that for successful language acquisition, one needs to concentrate on this 

emotive aspect of the student as well as the objectives of the language learning in 

order for the student to perform well. 
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5.2 CONCLUSION  

 

All in all, the data analysed in the previous chapter supports the conceptualization of 

learning in English as FAL and is regarded as an ‘open dialogue’ in which the 

students attempted to learn English as a lived-through experience.   In doing this, 

they found it motivating, non-threatening, rewarding and educating to engage with 

the ‘ideational content’ (Byrnes, 1998) of a foreign language text to reconstruct their 

world and their ‘selves’.  Their bold attempts to read different materials in English  

and write about them evidences their endeavour to learn English by actualizing the 

‘affordances’  (Lantolf, 2000) and the ‘semiotic resources’ (Lantolf, 2000) afforded by 

the literary texts and their affective learning environment.  

 

In light of this, their endeavour conferred agency and subject hood on them.   Most 

importantly, they helped them to appreciate and believe the immediacy and primacy 

of the meanings and the knowledge that they created through the use of their 

English (Sivasubramaniam, 2004).  In this respect their English has not only become 

‘their own’ or ‘authentic’ but it has also become a valuable creation in the context of 

this study as it is ‘eminently aesthetic’ by virtue of its being plausible and permeable. 

 

The study further identified various factors that need to be taken into consideration in 

the usage of English as LoLT in order to reach out and prepare all the learners from 

different geographical to be ready for tertiary level.  All the students under 

investigation speak their own mother tongue and were taught in it throughout all the 

grades regardless of what the LiEP said.  Surprise, the study shows that a majority 

of the students have strong preference for English because they feel that English 

offers more opportunities compared with their home language.  The findings replicate 

the studies of other scholars (Maho, 1998; Homarsdottir, 2000; Pütz, 1991 and 

Cluver, 2000) who maintain that blacks developed negative attitudes towards their 

own languages mainly for social, political and economic reasons.     

 

Concerning language proficiency in English, one could say that a majority of the 

students were gradually getting there. This is because it was the first time that 

students were fully exposed to English and were forced by circumstances to 
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communicate in English whether during or after lectures. This means that the levels 

of proficiency in English have improved which in turn improved students’ 

performance academically although they may still be identifiable common 

grammatical errors here and there when they communicate and write up.   But the 

standard and attitude have drastically improved.    
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CHAPTER 6 

 

CONCLUSION AND RECOMMENDATIONS 

 

6.1 INTRODUCTION  

 

The study aimed at evaluating students’ English first additional language reading and 

response in the University of Fort Hare in the Eastern Cape Province.  It provided a 

theoretical background and discussed the research methodology with specific 

reference to data collection, presentation and analysis.   The findings of the study 

were recorded, transcribed and then summarised.  

 

The summary of the study was discussed in the previous chapter in relation to the 

research questions used during data collection from chapter 3. The findings revealed 

that majority of the students preferred English as LoLT though they have difficulties 

in mastering the language due to the poor exposure. In other words, the situation 

regarding English FAL and LoLT complicated their lives at tertiary level especially at 

first year level. It is a completely challenging situation because if students were 

exposed to English at earlier grades as indicated in the previous chapter, they would 

have started to communicate freely and with confidence at the tertiary level during 

the lectures and when they come across with their colleagues who were fortunate 

enough to have been exposed to English earlier.  The difficulties that students 

experienced were that it was not easy for them to read and respond in English.  

 

6.2 TRASNFORMATION FROM MOTHER-TONGUE TO ENGLISH 

 

Most students indicate that the transition period was problematic and they suggested 

that English should start from Grade 1 as LoLT in order for learners from the lower 

grades to be able to master English by the time they come to the upper primary 

phase.   The same view was shared by a majority of the lecturers who also felt that if 

learners can start learning in English from Grade 1 as LoLT there would not be any 
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code-switching in schools.  However Banda (2009) observes that parents demanded 

that English medium is introduced as LoLT. The main reason why code-switching 

takes place in schools is because English is not a lingua franca, so people 

communicate in their own mother tongue and this might be going on for many years 

to come if something is not done. 

 

The process of investigation discussed in this study is a longitudinal study which was 

initiated by the researcher at the Students’ English First Additional Language reading 

and response in the University of Fort Hare in the Eastern Cape Province.  The 

investigation was mainly intended to observe and describe the dynamics and 

ramifications of an additional language phenomenon set off by the deployment of 

reading and respond in the language classroom.  Most importantly, the investigation 

aimed to demonstrate the educational and social values of reading and respond in 

the language classroom against a backdrop of illiteracy.   

 

The constructivist paradigm of the researcher and the attitude and beliefs underlying 

it necessitated a search for ideas and views that are consistent with such paradigm.  

Based on this, the researcher reviewed the literature which identified theoretical and 

practical issues that supported a constructivist approach to this investigation.  The 

review of reading led the study to identify the role of self-discovery and 

empowerment in the acts of reading and writing.   In this view, the study decided to 

use expressivity models of reading and writing to foster response to reading. 

 

The deployment of reading and response in a classroom context required the 

literature review to visit the different approaches to reading and response teaching 

and the criteria for texts selection.  In keeping with the constructivist approach of this 

research, the researcher decided to use a combination of personal-response and 

reader-response approaches to reading and response in an FAL setting.  The 

decision to use theme-based texts was believed to support the choice of approach to 

the use of text in this study (Carter and Long, 1991; McRae, 1991; Rosenblatt, 

1995). 

 

In order to emphasize the inter-connections of the theoretical issues discussed in the 

review of literature and in order to relate them to an educational value system that is 
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consistent with the study, a sequel to the literature review was presented.  This 

examined three predominant educational value-systems: classical humanism, 

reconstructionism and progressivism. Pointing out the detrimental aspects of 

classical humanism and reconstructionism, the study upheld progressivism as a 

basis for proposing a constructivist approach to foreign language education.   This 

necessitated a focus on the Freirian approach to learning and literacy, which 

stressed the urgency for response pedagogy in which reading and response are the 

mainstay (Sivasubramaniam , 2004).  To this end, the researcher examined the ‘why’ 

of this research.  Pointing out the gaps in the understanding of reading and 

response’s role in education and the need for empowering students through 

reflective practice, the researcher resolved upon carrying out this investigation. 

 

The choice of research design and methodology used in this investigation were 

meant to capture the essence of the ‘response’ phenomenon in its fitting details.  

This was believed to provide a fuller explanation of it.  Given that quantitative 

methodologies often fail to provide a fuller account of the phenomenon in focus, the 

methodology used in this study attempted to overcome that drawback.  The research 

questions facilitated a research design that allowed for multiple-source data 

collection procedures.  In this respect, the procedures reflected the core of the 

classroom story that the investigation has presented in the two previous chapters.  

 

The data triangulation demonstrated the benefits of promoting subjectivity as an 

instrument of educational inquiry with students.  In addition, the triangulation 

reinforced the overall educational ideology of the researcher.   The multiple readings 

and provisional interpretations of texts featured in the reading-response 

questionnaires used for the interviews, journals, class assignments, class exercises, 

tests and the comprehensive examinations which all support the perspective of 

aesthetic reading which (Rosenblatt, 1995) is the principal objective of text analysis 

in educational practice.  In this connection, the findings point to the influence of 

affective, attitudinal and experiential influences of reading and response, which 

determine the willingness and ability of students to read different materials written in 

English in order to acquire reading skills.  The interview data not only attested to this 

but also served to point out the motivational benefits of reading and response seen 

through the reading achievements of the students.  
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The pedagogic objectives laid down by a constructivist epistemology supporting a 

subjective view of the use of text helped to overcome the limitations of the students 

in reading major prose works in the target language.   The findings evidenced the 

students’ definite attempts to read different materials and respond rather than study 

them.  The criteria of length, the degree of complexity of lexis, syntactic and 

concepts, the general presence of clues to meaning and the general transferability of 

the language of the theme-based texts to other situations synchronized with the 

constructivist approach directed towards developing the students’ interpretative 

potential. 

 

The theme-based texts used in the study were well suited to foster reading 

competence which is the skills and strategies that students could acquire as a result 

of an awareness-raising process.   The findings further kick against the transmission 

model of teaching and learning which projects the teacher as a knowledgeable 

person conveying information to empty passive learners (Freire, 1972, 1973).  This 

reinforced the researcher’s belief that involvement with a text could accrue only 

through a personalization of the text attempted by the students. In this respect, the 

use of personal response and reader response approaches to text have 

demonstrated their efficacy in fostering emotional involvement in the students and 

facilitating their response to text. 

 

The discussion of findings presented in the previous chapter illustrated the 

effectiveness of the texts in developing knowledge of the target language at the 

levels of vocabulary and textual organization.  The reading scores in the 

comprehensive examinations supported this observation.  The researcher used the 

texts in the study to contribute to the language development of the students in order 

to offer a wider exposure to English as FAL than the more limited materials of a 

general course book.  This is evident from the findings that a sense of self-esteem 

and achievement has dominated the students’ attempts to read and respond either 

verbally or writing.    In terms of classroom practice, this meant that the students said 

what they wanted to say without any fear of being laughed at.   As the findings point 

out, the incrementally arranged learning and assessment objectives must have 

encouraged the students to view English as something relevant/meaningful to their 

lives 
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Based on the low performers’ students, it could be said that the texts have provided 

them with the stimulus to read, write, explore and develop meanings and ideas for 

communication.  By exploring and developing ideas, the students might discover 

how their use of the target language goes beyond identification and reference, and 

how it could become ideational and move into abstract realms. Aarsleff 1(982) 

agrees with the above argument by saying, ‘A language does not consist exclusively 

of words; it consists of groups of words and phrases.   It is not the word that forms a 

distinct unity for our mind: it is the idea.’  Thus any text, which encourages or initiates 

an engagement with the world of ideas and subsequently with the world of 

imaginative language, is a text that affirms and maximizes the readers’ capacity to 

read the world. 

 

The researcher believed that the explanations which would be discussed below 

would give a clear conclusion of the study.  In this view, the following explanations 

should be regarded as confirmations which support the relevance of ‘context to 

human behaviour of the respondents, and the centrality of the subjective belief 

systems of those who involved in research to the process and outcomes of research’ 

(Nunan, 199).   In view of this, the researcher’s conclusions are context-dependent, 

context-based confirmations of constructivist knowledge proposed through a chain of 

narratives representing the students’ experiential learning of FAL (Freire, 1987 and 

Vygotsky, 1986).   

 

6.3 READING PROFICIENCY AND THROUGH THE FLUENCY IN WRTING 

 

The researcher provided a conducive learning and teaching classroom environment 

which encouraged the students to be free, relaxed and alert where reading in English 

is concerned.  In this regard, the students’ voices as seen recorded in the data 

illustrates their attempts at input generation, meaning negotiation and the 

motivational benefits coming as a result of their reading and writing endeavours in a 

non-threatening atmosphere.  The reading response questionnaire, journal and class 

assignments became avenues for exploring meaning.  The elaborative processing 

pointed out in Chapter 5 illustrated how the students learnt to apply new information 

to their own lives as a way of relating meanings to their experiences.    
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The relaxed situation of the classroom environment provided more concentration on 

reading and responses in English FAL towards any reading materials students were 

involved with.  This helped them to conceptualize their experience with any reading 

materials they have attempted to.  This means that their elaborative processing and 

relaxed concentration underlay their reading proficiency. Therefore, reading 

proficiency cannot and should not assume the nature of a finished product or the 

status of pre-set scales that satisfy the tidy rationalist ideal of an all-knowing, all-

seeing scientific researcher (Clark, 1987). 

 

In this regard, the students used their journal entries and class assignments to 

express their affective and emotive use of language through writing.  This is the 

outcomes of too much involvement in reading which helped the students to acquire 

reading skills.  The motivating force of fluency came about as a natural outcome 

through their attempts to read and respond in writing and this helped them to 

overcome the challenges they used to face at the beginning of the programme.  The 

holistic scoring scales that is the writing assessment guidelines presented and 

discussed in previous chapters (4 and 5) used in the test and examinations and the 

quantum of progress made by the students with reference to the essay question in 

English 1 (EDS 111 and 122) has been seen as a reliable indicator of their writing 

fluency centred on personal constructions of meaning.   

 

The data presented and analysed in Chapter 4 attest to the writing fluency of the 

students.   Furthermore, the elaborative processing evidenced in the journal entries 

points out how the absence of tension associated with linearity and conventional 

structures of discourse can account for the meaning potential evident in the writing 

fluency of the students.  The students’ motivation to read and write, were sustained 

by the support from their lecturers who exposed them to different strategies and 

activities as indicated earlier in the previous chapter.  The support they got promoted 

their proficiency and fluency in this investigation.  
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6.4 STUDENT READING, UNDERSTANDING AND RESPONSE 

 

The study adopted the constructivist perspective in order to assist students to read 

and respond with no fear.  In this respect, the reading response questionnaire 

provided all the confidence and support to the students to move away from received 

meanings and knowledge.  In doing that, the students realized that there was no 

need to memorize a particular meaning or a version of handed-down knowledge 

(Sivasubramaniam, 2004).  Their response to the different questions in the reading 

response questionnaire indicates how the absence of the rote learning has played a 

definite role in enlisting their diverse responses to reading a text.   In this sense, all 

their responses were seen as attempts to personalize their reading of the texts and 

writing about them as indicated earlier.  

 

 The multiple readings and interpretations evidenced in the reading response 

questionnaire are not merely entries but they are indicators of the students’ capacity 

to feel, think and operate in English FAL.  The entire data collected in this study 

exemplifies the responsiveness and expressiveness of the students’ engagement 

with different reading materials.   Based on the above argument, the study has found 

out that use of different reading materials in this study has helped the students to 

understand and response appropriately. 

 

6.5 STUDENTS’ CAPACITY FOR INTERPRETATION AND CRITICAL READINGS  

 

The experiences and skills acquired by the students from this programme are shown 

from the data collected. The students’ responses revealed an understanding towards 

reading texts in English the way they have managed to interpret different texts and 

responded appropriately from the questions asked in their class test and 

examinations.  Students showed their ability and capacity in the way they used 

English as FAL and related it to their reading experience.  This was confirmed by 

their interpretations of the different reading texts they were exposed to during the 

lectures and this exposure helped them to become sociable both in and outside the 

lecture rooms.   All these successes of students in FAL were featured and evidenced 

in their journal entries.   
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This achievement was also influenced by student’s involvement with reading 

different materials and their adherence to the instructions and guidance from their 

lecturers during the entire programme.  In this regard, students have shown their 

boldness and confidence in the manner they have interpreted reading materials and 

responded meaningfully.  This means that the programme has strengthened their 

capacity to interpret through multiple reading.  Fish (1980) supported this exposure 

when he says, ‘by reading interpretatively, and by creating meanings tentatively and 

intersubjectively, the students became an interpretive community in their own right’.    

 

6.6 FACTORS WHICH INFLUENCED STUDENTS’ INTEREST AND LOVE FOR 

READING  

 

During reading lessons, students were exposed to different strategies and activities 

to support the reading culture.  It is true that reading takes time to manifest itself  but 

with the types of activities and strategies as well as the support students got from 

their lecturers, the data pointed out that the students developed interest and love 

towards reading at early stage of the programme.  Data from the journal entries, the 

reading response questionnaire, class assignments, class exercises, class tests and 

comprehensive examinations illustrate students’ attempts to internalize the views of 

the texts and those of their peers (Sivasubramaniam, 2004).  Based on this, a love of 

reading and interest identified from students responses are seen as an attempt to 

internalize views and voices that accrued through an involvement with different 

reading materials they were exposed to.  Their different responses to different 

questions in the reading response questionnaire showed their bold attempts to 

personalize texts through multiple reading and expressive writing.    

 

Therefore, the researcher believed that all of these happened only because of the 

interest and love developed by or from the students in a way because if they did not 

love and developed interest in reading, why did they try this hard especial reading in 

FAL?  This was the sign of commitment since they risked regardless of what the 

outcomes might be like because they managed to share their experiences and their 

stories of their reading because they were keen on what they read and therefore 

they loved to write about it.  
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This boosted the students to feel that they have gained ownership and freedom in 

reading and writing since they have the chance to use their voices.  These were 

illustrated by the students’ focus group data along with the journal entries, class 

assignments and comprehension examinations scores. Their responses emphasised 

the involvement, commitment and enjoyment in reading and writing.  In this view, the 

students became better readers of the world now that they are capable of reading in 

English FAL and are willing to be used as resources where necessary.   

 

 

6.7 HOW DID READING PROMOTE LANGUAGE AWERENESS IN STUDENTS 

 

The students’ attempt to reading and involvement and engagement contributed a lot 

to language because reading revolves around language.  This was confirmed by 

data which showed the quality of English they used which proved handwork and 

determination from both parties, that is, ‘students and the lecturers involved in the 

programme. This illustrated students’ consciousness that resulted to language 

awareness in general and particularly EFAL.  This simply means that, it was 

necessary to expose students to reading materials that were both non-linear and 

non-grammatically sequenced for the language purpose.  Based on the above 

argument, Krashen (1981, 1982, 1985, and 1993), Collie and Slater (1987), Duff 

(2002) and Maley (2001) seem to support the theoretical possibilities.   

 

In contrary, the study did not focus only on language awareness which based on 

literal meanings but also employed figurative language where students were 

encouraged to have alternatives and explore where language is concerned.  That is, 

the researcher felt that an emphasis of literal meanings at the expense of de-

emphasizing figurative meanings was inconsistent with the educational value system 

of the researcher.  This is in line with the data generated from this study which 

showed a simultaneous use of literal and figurative languages.  The different 

readings and the tentative interpretations of the students voiced in the data, 

represent a view of language awareness which capture both literal and figurative 

meanings depending on the type of texts students were exposed to.  This brought 



 

218 
 

flexibility in language awareness in the sense that students’ attempts were bold 

enough to make sense of what they were trying to say and also referring to the world 

around them.   

 

6.8 STUDENTS’ EMPOWERMENT IN TEACHING AND LEARNING  

 

The researcher perceived teaching and learning as an empowering tool to both 

lecturers and students.  This is where both parties get to know each other better 

through daily interaction.  It was the researcher’s responsibility to create a 

conduccive environment which was friendly with positive atmosphere in order to 

accommodate students of diverse background.   This was featured and evidenced by 

data presented in chapter 4.  This strengthened the researcher to resolve to use 

teaching as an instrument of empowerment to the students since lecturers of English 

language have a critical role to play in students’ performance throughout all the 

courses in tertiary institutions.   

 

This is very critical in the sense that students’ growth of the capacity for personally 

meaningful and self-critical literary experience depend solely on those lecturers 

hands as a way of laying up a proper foundation by setting up good standards so 

that the students can become successful academically and  competent in future.   

The educational process that achieves this aim effectively can serve a broader 

purpose in the nurturing of men and women capable of building a fully democratic 

society (Sivasubramaniam, 2004).  In this respect, the researcher managed to 

develop a critical self-awareness to his/her students in order to be resourceful so that 

their communities would benefit a lot from them.  In this regard, the study focused on 

a narrative of students’ language development in reading and response in English 

FAL.  The researcher’s narrative empowered students to feel free to voice out and 

share their ideas without being scared of criticisms.  This helped the students to 

derive a fuller understanding of English as FAL.   
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6.9 RECOMMENDATIONS  

 

The researcher would present and discuss some of the aspects which the study did 

not address and would make some suggestions for future researchers.  From the 

discussion above, it is apparent that the findings of the study are neither conclusive 

nor definitive.  In respect of this, the researcher would like to make the following 

suggestions in line with reading and response in English FAL.   

 

 There should be language effective models in higher institutions in South Africa 

which would cater for all students of diverse background especially where English 

is FAL and LoLT.  These models should be effective and efficient enough to 

empower both lecturers and students.  None of these recipients should feel 

neglected or somehow challenged where English is LoLT. These models are 

expected to empower students in teaching and learning in a way based on a 

clear and fluent usage of LoLT in order to avoid the negative outcome of 

language as a barrier to students.  The researcher further recommends that 

administrative issues should be taken care of since this becomes a constraint to 

the lecturers because they spend more time dealing with administrative issues 

rather than spending more time in consultation with the students.   

 

 The researcher also suggests that time allocation per module should be 

considered and increased if possible. The main reason is  the that time factor is a 

major problem since it limits students opportunities to meet their lecturers on a 

daily basis to learn and acquire more knowledge and skills needed where English 

FAL is involved.  This would have also provided time for a deeper understanding 

of students’ reading and so can create more time for different activities in class 

based on language and even promote co-curricular interests such as debates, 

dramas, poetry recitation and creative writing pursuits in order to support the 

students to improve their English.   

 

 The researcher proposed that a longitudinal study should be launched in order to 

find out how important EFAL is to students’ career in a way they use English to 

achieve their career goals.  This could probably be done by designing EFAL as 
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LoLT programme which would focus on reading.  This programme can be piloted 

for two to four years with proper monitoring to assess its effectiveness and 

efficacy before the official implementation.    

 

 The researcher also suggests that students’ attitude towards FAL should be 

managed in a way since this affects their performance in reading as well as in the 

other courses they have registered for in the programme.  This campaign would 

probably alert students to be conscious where FAL is involved in order to avoid 

the implications it might cause for their career.  Moreover, a frequent educational 

practice of reading and response in English FAL could empower students to 

change their negative attitude and hence develop interest in reading to become 

successful academically.  Students should be educated and made aware that 

English as LoLT is used only to eradicate the culture of illiteracy not as a threat to 

destroy their societies where their native languages are concerned as majority 

think.   They should be assured that English cannot be acquired at the expense 

of the indigenous languages.   

 

 

 It is also needful to develop a reading culture in the learners from high schools as 

a way of building a proper foundation in reading before the students come to 

higher institutions.  This would increase learners’ positive attitude towards 

reading and they would be able to master it and become competent and 

successful not only in language but also in other academic fields of their studies 

since they would have acquired the necessary skills.  This means that parents 

should also be involved in their children’s education by working closely with the 

teachers in order to support their children so that they can realise the importance 

of reading and take it seriously.  Parents’ involvements in children’s education 

can play a very significant role because literacy is crucial for children and that the 

path to strong reading and writing skills begins from home.   
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