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Introduction

This paper will analyse research into reading levels in South African schools to provide a context for an exploration of the factors that contribute to these levels, including the way in which the sequencing and pacing of the literacy curriculum in school systems entrenches unequal literacy outcomes. The role of Foundation Phase literacy teaching in South Africa as a contributory factor in these unequal outcomes will also be explored. Against this background, the scaffolding learning cycles of the Reading to Learn (RtL) programme will be posited as a theoretically and practically grounded methodology appropriate as a response to the grave inequality of literacy outcomes evident in the South African schooling. The basic six-point curriculum cycle of the RtL approach, and the rationale behind it, will be presented and will be contrasted to other approaches. Its particular application in Foundation Phase will also be explored together with teachers’ experience of using it in a school in Pietermaritzburg.
The basic theses of this paper can be summed up in the following statements: 

· Reading is primary, and unless attention is paid to the explicit teaching of reading through all levels of schooling, learners will not learn to read effectively and schooling will continue to be a vehicle for widening inequality in our society rather than the opposite.
· The root of these problems is the systemic barriers that exist in the education system together with the ineffective teaching of reading in the schools which result in learners’ consequent inability to independently learn from reading across the curriculum.
· While the National Curriculum Statement (NCS) correctly places literacy development across the curriculum as core to the problems besetting South African education, the need for a theoretically and practically grounded methodology, that is implementable across the curriculum and through all phases of schooling, is paramount.

Reading in South African Schools

A growing body of research indicates a deepening crisis in our schooling system inextricably linked to the low levels of literacy being achieved by learners at all levels of the education system. The National Department of Education released the results of its Systemic Evaluations of the Foundation Phase (Grade 3) in 2003, and of Grade 6 in 2006. The evaluations found that the average score of Grade 3 learners in reading and writing was 39 per cent, while more than two-thirds of Grade 6 learners performed below required levels. The Western Cape Grade Six Learner Assessment Study (2004) found that only 35 per cent of learners were performing at Grade 6 level. When these results were analysed according to the former department schools belonged to, it was found that in former DET schools only four children in a hundred were reading at grade levels, and a third of these children could not read at Grade Three levels. 

In addition the Southern and East Africa Consortium for Monitoring Educational Quality (SACMEQ) studies assessed the conditions of schooling quality of education provided by primary education systems in 14 countries involving 2 300 schools and 42 000 learners (SACMEQ II). This study investigated reading and mathematics levels of a sample of Grade Six learners in each country and assessment scores were linked to levels of academic mastery (Moloi & Strauss 2005). Fleisch (2007) analysed the results for South African learners and concluded that ‘… just over half were not ‘reading for meaning’. Half the children in the sample were unable to demonstrate the ability to read and make meaning of simple reading comprehension texts’ (16).  The link between low literacy levels and low academic achievement in South Africa is also well documented in other smaller scale research (Macdonald 2002; Pretorius 2002; Matjila & Pretorius 2004; Pretorius & Mampuru 2007). 

What is most telling is the literacy levels of the top products of twelve years of schooling, those with matriculation exemption applying for tertiary education study. Webb (1999) found that many first-year ESL students were reading at grade 8 level, and Pretorius (2000) reported first year Psychology and Sociology students at UNISA were reading with 53% comprehension. This is well below ‘frustration levels’ of reading of less than 60% comprehension which often results in learners ‘giving up’ on reading. In general, what the research shows is that the majority of South African learners are consistently at least four years below the levels they should at all stages of the schooling system.
Factors affecting literacy levels

Poverty & Teaching

It is well known that the legacy of apartheid created an extremely negative environment for literacy development in South African schooling. The result is that many rural and urban African schools have inadequate infrastructure. The majority of schools lack school libraries or access to libraries, and overcrowded classrooms, coupled with a lack of learning materials such as exercise books, textbooks and appropriate reading materials, create a situation not conducive to effective literacy development.  Furthermore, apartheid left an inadequately trained teaching force lacking the capacity to develop learners’ literacy to effective levels.  Pretorius (2002) points to teaching practices in the first three years of schooling that focus on decoding skills at the expense of comprehension. The result is that many children resort to ‘barking at print’ (Macdonald 1990), reading with accurate pronunciation but with little understanding of what they read. In a situation where many students come from materially impoverished backgrounds, where texts are seldom part of daily experience, and reading is not experienced as a meaningful activity, the poor resources and inadequate teaching in schools have serious consequences for students’ literacy development and academic success at school. This situation is exacerbated through the school system, where the problems emanating from inappropriate teaching of reading in the Foundation Phase are left unattended through senior primary and secondary schooling.

Curriculum: The Sequencing and Pacing of the Literacy Curriculum

It is important to understand how school systems create unequal literacy outcomes. Rose (2004) offers an explanation of how the sequencing and pacing of the literacy curriculum through the different phases of schooling are crucial mechanisms for the stratification of student achievement in the education system. He argues that each stage in the sequence of literacy development in education assumes ‘orientations to meaning’ developed in previous stages. For example, stratification of students’ outcomes occurs in the early primary years of schooling because teaching practices implicitly assume and evaluate orientations to meaning that highly literate parents scaffold their children into before school. Children of literate, middle class families receive about 1000 hours of parent-child interaction around texts before they get to school (Bergin 2001), while children from oral and working class backgrounds are likely to get little or none. These children are thus immediately placed at a disadvantage because they do not have the necessary orientation to text that the schooling system assumes. Furthermore, most school systems only provide explicit teaching of reading in the first three years of junior primary school, by the end of which learners are expected to be independent readers. Learners from highly literate backgrounds are likely to reach this stage in the time provided, while learners from oral, working class backgrounds are not. In the senior primary stage, the literacy curriculum is premised on the assumption that learners are independent readers and aims to enable learners to learn to learn from reading by the end of the stage. With no explicit teaching of reading in the senior primary phase, learners without independent reading levels at the end of the foundation phase are thus likely to be increasingly disadvantaged in the senior primary stage.  Dependency on the ability to learn from reading rapidly escalates through senior primary into secondary schooling, leaving behind those learners who did not attain independent reading levels at the end of the foundation phase. In secondary school, students are expected to develop the ability to independently learn from reading, a prerequisite for tertiary study. Rose argues that the ability to read with comprehension, and to learn from reading, is the basis for most other activities in schooling, it is ‘crucial to read early in order to acquire the written code, for beyond the book is the textbook, which is the crucial pedagogic medium …’ (Bernstein 1990:53).  

Linking this explanation of the sequencing and pacing of the schools’ literacy curriculum to the South African situation provides some critical insight into the unique nature of the problem in our education system. The majority of our learners come from illiterate and semi-literate homes where texts are not part of daily experience, and learners do not experience reading as a meaningful activity. They are inadequately taught to ‘bark at print’ in their mother tongue in their first three years of schooling. This means that they do not acquire adequate levels of literacy in their mother tongue which could serve as bridge to literacy in a second language. Instead they swop to English as a language of learning (LOL) in their fourth year where they are not explicitly taught how to read in English. They are left to ‘pick it up’ by themselves. In context where there is shortage of textbooks and reading materials in the schools and surrounding community, it is not difficult to understand why, and how, so many learners only reach grade 8 levels of reading by the end of schooling. The likely scenario is that, as the reading demands escalate through the school system, their inability to learn from reading means that they fall further and further behind. Pretorius (2002) suggests that, as these children are consistently reading at way below 60% comprehension levels, reading becomes so frustrating and alienating a task that they simply give up on reading as a means to getting information. The diagram below illustrates this situation.

	Sequencing and Pacing
	South African Scenario

	Reading development sequence
(Rose 2006: Teacher Training  Manual: 4)
	Unable to independently learn from reading; many reading at grade 8 levels

No explicit teaching of reading in English; shortage of textbooks and reading materials (14 year olds reading at age 7-8 levels)

Inadequate teaching of reading in mother tongue; focus on decoding not comprehension - ‘barking at print’; shortage of appropriate texts (30% comprehension levels)

Little or no pre-school reading experience




The likely outcome of this situation is widening inequality across school contexts, the very antithesis of the declared aims of C2005. Privileged schools, with highly qualified teachers and strong frameworks of knowledge, will be better able to respond to the literacy needs of their learners (Taylor 2001; Fleisch 2007). However, for the majority of teachers and students in South African schools, the reality is starkly different. Extreme poverty means that the majority of students come from either illiterate or semiliterate homes, or with little or no access to empowering literacy resources such as books, newspapers or libraries. Many teachers are first generation literates and therefore lacking in knowledge and the types and levels of literacy that would enable them to develop their students’ literacy skills effectively (Taylor 2001). 

An unintended outcome of the initial introduction of the Outcomes Based Education (OBE) curriculum (C2005) was that the explicit teaching of literacy was not foregrounded (Macdonald 2002; Taylor and Vinjevold 1999; Taylor 2001; Moore & Hart 2007). The NCS has addressed this problem in terms of curriculum policy intent, but the issue of implementation to realise these aims remains. It is imperative that theoretically and practically grounded methods, that focus on reading as primary, are used across the curriculum and through the different phases of the school system if this problem is to be effectively addressed. Curriculum innovation and development aimed at the content subjects will remain token and largely wasted efforts unless learners are able to read and, more importantly, independently learn from reading in the different learning areas (Rose 2004; 2006). 

To intervene effectively in this situation, an effective reading programme must be:

· based on an understanding that reading is the primary skill, without which curriculum development across learning areas will mean little, and without which students will not be able to write effectively;

· based on a sound understanding of the reading process and on a theoretically and practically grounded methodology that supports learners through that process;

· able to be used at all levels of the education system, from foundation phase to secondary school, to enable those learners who have inadequate reading levels to develop their reading to appropriate levels;

· able to be used across the curriculum to enable learners to read and write effectively in all learning areas.
The Reading to Learn (RtL) Programme

Dr David Rose of the University of Sydney, Australia, at present the coordinator of a national research programme in language and literacy for Indigenous Australians, has been involved in developing a particular approach to the teaching of reading, broadly called scaffolded reading strategies. His development of this approach began over twenty years ago when he began working with Indigenous Australian communities particularly in the poor, remote areas of the Western Desert region of central Australia. He soon realised that the major problem facing the communities he worked with was the high drop-out rate in schools and that the reason for this was the failure of schooling to provide students with the ability to read, and to learn from reading. Given that school systems do not provide explicit teaching of reading beyond the foundation phase, he set out to develop an approach which could be used by teachers across the curriculum to intervene at any stage of the education system, and that would enable learners to catch up the required reading levels.

The programme he developed, Reading to Learn, has been employed in urban and rural schools in central Australia, Victoria, New South Wales and Melbourne, as well as Indigenous teacher training programmes in the Universities of Sydney and South Australia. It is also being used in India, China, South America, Mexico, South Africa and Afghanistan. The Aga Kahn Foundation is now planning to use the Reading to Learn approach as the core pedagogical model in a new programme they are designing in Kenya, Tanzania and Uganda. 

An independent survey of his work in Aboriginal education found the following:

Significant increases in student achievement have been measured...the average improvement in reading and writing was 2.5 levels [the equivalent of four years reading age]...  At the same time, teachers have noted a range of student learning outcomes that are more difficult to measure, like an increased level of student engagement in their learning.  Video and anecdotal evidence reflects much higher levels of student participation - especially in terms of the quality of dialogue between students and teachers (McRae et al 2000).

The project confirmed the effectiveness of the RtL literacy pedagogy for students in the middle years of schooling, particularly those identified as educationally disadvantaged or at risk.  The RtL approach was highly successful in accelerating the literacy performance of over 95% of the target students underachieving in literacy.  However teachers also reported that at the same time it extended the learning of more able students and increased the engagement and participation of all students. The following is a quotation from another project in schools in the Melbourne area with learners from grades 6-9.
Analysis of pre and post DART test scores, and corresponding CSF-rated scores, showed that average literacy gains across all schools and classes, and among students from all backgrounds and ability ranges was … approximately double the expected rate of literacy development.  Furthermore, 20% of students made gains …four times the expected rate of literacy development. 
Rose’s Scaffolded Reading Strategies: RtL Methodology
Rose’s (2005) RtL methodology draws on the models of Vygotsky’s (1978, 1981) learning as social process, Halliday’s (1993, 1994) language as text in social context, and Bernstein’s (1990, 1996) education as pedagogic discourse. The complexity of the path to independent reading and Bernstein’s elaborated codes is clearly described in Halliday’s (1996) stratified model of language, illustrated in the diagram below (Martin and Rose 2005: 257). This model indicates that reading and writing are hugely complex task that involve recognising and using patterns of language at three levels:                                                                                                                            

· At the level of text, readers must recognise what a text is about and how it is organised, for example, as sequences of events in stories, or as chunks of information in factual texts.                                                                                                                                    

· At the level of the sentence, readers must recognise how words are arranged in phrases, and what each phrase means, such as who or what the sentence is about, what they are doing, where, when, why and how.

· At the level of the word, readers must recognise what each word means, and how letters are arranged into patterns that spell the word.

To read with fluency and comprehension, all these patterns must be recognised and interpreted simultaneously. Likewise, to write successfully, writers must have all these language patterns at their disposal.
Complexity of the reading task by strata and rank

Given this complexity of the reading process, Martin and Rose (2005) argue that the teaching of reading needs to simplify the task and involve learners in working across all three levels in the process of reading a text. 
· A text only makes sense if we know something about its subject matter (field) and about how it is organised (genre), so that we recognize what is happening at each step of the text. If we know these things then we have a good idea of what to expect as we read a text, and where we are going when we write. Thus, before we read a text to learners, we should tell them what it is about as it unfolds through each phase of the text.
· Likewise a sentence only makes sense in relation to the other sentences that come before and after it in a text. If we understand the text, we will have a better idea of what each sentence is about. This means that we should help students understand each sentence and its structure, and how it relates to the text and the sentences around it.
· A word only makes sense in relation to the other words in a sentence and a text. If we understand the text and the sentence, we will have a better idea what each word means. Therefore we should focus on key words in the text and how to recognise, write and pronounce the spelling patterns in each word. 
Rose has developed a six-stage curriculum cycle for the explicit teaching of reading and writing, which is represented below (Martin and Rose 2005: 263).

 SHAPE  \* MERGEFORMAT 



 Reading to Learn curriculum cycle

In the first stage of the cycle, preparing before reading, the teacher prepares students for reading a text by paraphrasing the overall meaning and sequence of a text in commonsense terms, and then reads the text with the students following. This allows students to gain some understanding a text and how it unfolds, and does not overburden weak readers while they attend to the words as they are read. This is followed by the three-stage detailed reading interaction cycle which is central to Rose’s six-stage cycle.

· Preparing: This stage focuses on the detailed meanings in each sentence by providing adequate support for students to recognise wordings. First, the whole sentence is paraphrased in terms the learners can understand, and its relation to the context or preceding text explained; second, the teacher provides a position cue to enable students to identify key wordings in the sentence; and, third, the meaning of the word is provided in commonsense terms. Students have to link the meaning cue to the actual wording in the text.

· Identifying: Key wordings are identified in the text and highlighted by the learners.

· Elaborating: Having identified wordings, the teacher elaborates on their meanings by defining technical words; explaining new concepts or metaphors, or relating them to students’ experience

This process is illustrated below (Martin and Rose 2005:258)
In the preparing for writing stage, the students write the key words they have identified from the text on the board. The teacher is thus able to focus learners on issues of graphology. The teacher is then able to move onto the fourth stage of the six-stage cycle, and supports the class to jointly construct a new text from the key wordings by pointing out discourse patterns and other key elements in the text. In the joint reconstruction phase, the teacher uses the detailed reading interaction cycle again to prepare students to develop new texts, by drawing attention to their key wordings, suggesting alternative wordings, and further discussing the field. Instead of identifying actual text wordings from commonsense cues, students now select more commonsense paraphrases for these noted wordings. The teacher may elaborate by rephrasing the selection, supporting students to check issues such as grammar, punctuation or spelling, and encouraging discussion of the way the original author constructed the field. This will enable learners to reconstruct the text because of the supported practice in deconstructing and reconstructing meanings they have received at all levels of the text. Such negotiated joint construction is a step towards students writing their own texts using the same notes (individual reconstruction), a further supportive step towards independent construction in the same genre on another topic. This whole process supports learners through all three levels of the reading task as described by Halliday (1994).
This approach is different from other approaches to the teaching of reading as it is a top-down approach, starting at the text level and working down through sentence levels to word level. These layers of preparation support learners to recognise and understand each word, in each word group, in each sentence of the text. Other approaches tackle the complexity of the reading process in different ways consistent with the theory of language they operate from. Rose analyses these approaches as follows:

· Phonics and basal reading book programmes start at the bottom, with sounds and letter patterns, then words, then phrases, then sentences.
· Whole language and critical literacy approaches focus at the top, exploring the subject matter (field) and social relations (tenor) of texts.

· ‘Whole word’ approaches focus on recognising words and syllables.

· Traditional school grammar focuses on word groups and sentences

· Traditional composition focuses on sentences in paragraphs

· ESL approaches focus on words, word groups and sentences.

· Genre approaches to writing focus on the global organisation of texts, as well as various language features.

These approaches focus on some parts of the reading process while ignoring others. The RtL approach operates from a theory of language as text-in-context, which means that all the three levels of language patterns, indicated above, only make sense within the social context of a text – the text type (genre) and is subject matter (field). It is thus a coherent and comprehensive theory and methodology of literacy across the curriculum.
The RtL Methodology in the Foundation Phase

This section describes step-by-step how the RtL approach is adapted for the Foundation Phase.

Shared Book Reading

· The teacher reads a story with the children many times, and explains it to them, so that they understand it, enjoy it and can recite all the words.

· The teachers can Prepare for Reading by giving the children an overview of what the story is about using the pictures and talking about their knowledge or experience of what the story will cover.

· This can be followed by a closer reading of the book pointing to words as they are read
Recognising Words and Making Sentences
Once all children understand the story and can say the words in the story (or at least part of the story), thay can learn to read the words, sentence-by-sentence, with the following four steps.
1. Recognising each word in the sentence

· The teacher shows the children how to recognise each word as they read it, by pointing to the words and saying them as they read. This is done using cardboard strips so the children can say and point to the words easily.

· Read the sentences two or three times, point slowly and saying the words clearly, so the children can follow.

· Do this two or three times until the child is pointing to the words and saying them at the same time.

· Then the child can point to each word themselves as they say the words. They can do this because they know the meanings of the words and their sequence in the sentence.

2. Cutting up Word Groups

· Once all the children can read the sentence accurately, they are ready to start pointing at each group of words in the sentence and cutting them off.

· Ask them to say the first group of words and point to them by asking questions such as: ‘Who is this sentence about? (‘A frog’); ‘What was he doing?’ (‘was swimming’); ‘Where was the frog swimming?’ (‘in the pond’); ‘When was the frog swimming?’ (‘after the rain’).
3. Making Sentences
· Then they cut up these word groups from the strips as each one is indentified, jumble them up, put them together again. Ask them to say the words as they put them down. When they have done this for the whole sentence, ask them to read the sentence again.

· It’s very important to allow the children to do this themselves as much as possible. Keep doing this until all the children can put the sentence back together again accurately, and read it.

4. Recognising Words in and out of the Sentence
· Once they can put the sentence back together, check that they can recognise each word by itself, first in the sentence, and then out of it.

· Name each main word and ask them to point to it in the sentence, then show them each main word by itself and ask them to name it.

Spelling and Forming Letters

· Children practise spelling the words they know by cutting them up into their letter patterns.

· Show the children how to cut up words into syllables or groups of letters, such as, ‘cr’ and ‘ook’. Then they practice writing each letter pattern in turn.
· When they can remember each letter pattern they can write the whole word. Show them the word first, then turn over the card and let them write it from memory. The let the children check their spelling for themselves.

Sentence Writing

· Once they can spell all the main words in the sentence, the teacher can help them write the whole sentence, by showing them the other words.
· Then they do the Word Recognition and Spelling activities for the next sentence in the story. Then they can write this whole sentence.
· Soon they will be able to write whole pages of their Shared Reading books. Each time they do this they will learn to recognise and write more and more words.
· They will also now be starting to read independently.
Rewriting Stories

· After practising sentence writing, children can start writing new stories together with the teacher, using the same sentence patterns of the Shared Reading story they have just learned to write, but with new content.

· Put the Shared Reading story up as a model, and brainstorm new characters, events and settings for the story that will fit into the patterns of the Shared Reading story.

· The teacher can start writing each sentence on the board with the new information supplied by the children and can get children to come in turns to write the words they know from the sentence writing. 
· As the class writes, the teacher can prompt them to brainstorm new elements to fit into the pattern established by the Shared Reading story.

· Once this activity has been practiced several times, children can start writing their own stories, again following the patterns of the Shared Reading story, but with new characters and events they have thought of themselves.

Evaluations of RtL Programmes in Schools
In the independent evaluations in Australian schools mentioned earlier, teachers had the following responses about their experiences with the programme:

· Increased engagement for all students.

· Many students found the learning experience intensive but rewarding work.

· Students generally appreciated the very structured approach to both teaching and learning, and soon locked into the sequence of steps involved, thereby building confidence in their own capability as they repeated particular steps.

· Students were prepared to attack new reading situations with increased confidence and less hesitancy.

· Evidence of improved student attendance over the period of the pilot, particularly with those students whose attendance had previously inhibited patterns of learning. A work ethic is being established among those students who had never previously been able to engage for anything more than very short periods. 

I have been working with RtL for the last five years. I have used it in university courses to initiate students into the reading and writing of academic texts. I have also been involved in training teachers in the approach and working with them in their classroom contexts. At the beginning of 2007, I started a project with four schools, two primary and two secondary schools, in the Pietermaritzburg area. I am also involved in a project with the Media in Education Trust (MIET), training Foundation Phase teachers (Grades 2 and 3) and Senior Primary teachers (Grades 5 and 6) in RtL in five primary schools in the Richmond area, 40 kilometres from Pietermaritzburg. 

The Foundation Phase teachers in one of the primary schools in Pietermaritzburg, who have been working with the programme for over two years with their isiZulu mother-tongue speakers, report that they have never experienced such rapid development in their students’ reading and writing of the MOI, English, before. They would endorse the comments made by the Australian teachers. There is increased engagement in their classes and their learners are increasingly confident enough to tackle new reading on their own. Indeed the Grade 3 class, in a school going up to Grade 7, are the most frequent users of the library in the whole school. Significantly, learners’ writing has shown substantial development, with learners able and willing to write extended texts in Grade 2. This reflects the points made earlier about the methodology and the way it works through all three levels of the reading process. It is this which enables the learners to read with fluency and comprehension, as students are supported to recognise and understand all these patterns of text, sentence and word simultaneously. Likewise, their writing development is successful because these learners have all these language patterns at their disposal when they write.

A more systematic evaluation of learners’ progress in all the classes using the RtL method will take place over the first two terms of next year, involving standardised tests and ongoing monitoring and evaluation of the learners’ reading and writing progress.
The Training Process

All the teachers in Pietermaritzburg and Richmond are participating in a systematic training process to become RtL practitioners. This takes place over 10 months, two afternoons a week from 2-5 pm so as to ensure minimum disruption of schooling. The course content and process is set out below
READING TO LEARN

Professional Learning Program Modules

From 2008, the Reading to Learn professional learning program will be offered in the form of ten modules, as follows. 

1. Principles of scaffolding literacy

2. Reading and writing in the early years

3. Reading and writing stories

4. Reading and writing factual texts

5. Scaffolding maths

6. Selecting and analysing texts across the curriculum

7. Planning reading lessons across the curriculum

8. Analysing language patterns within the sentence

9. Analysing language patterns beyond the sentence

10. Assessing students reading and writing

Each module will include a teacher’s coursebook with information on the strategies and their underpinning principles, together with written learning activities. Each module may be introduced in a four to six hour workshop, by facilitators who have been trained in the content. Additional materials and notes will also be supplied for conducting workshops. Teachers are then expected to continue studying each module independently, complete the learning activities, and apply its content in their classroom practice.

To support this a fully developed set of training materials for each module has been developed. This includes:

· guidelines for each training session; support materials and lesson plans for teachers to guide their teaching and implementation; 

· a set of tasks for teachers to fulfil between training sessions, including a close monitoring of selected students work and progress which will be done through the year of training; 

· a process of monitoring and evaluation of teachers between training sessions; and 

· a set of criteria which teachers have to meet in order to be accredited as R2L teachers.

Conclusion

This paper has argued the relevance of the RtL approach in South African schools because of its sound theoretical base, its proven track record in a number of contexts, and the growing international interest in its application in different countries. I feel that it is appropriate for the following reasons:

· It is theoretically sound. It is based, firstly, on a clear understanding of the reading process and on the way language works in texts to make meaning for different purpose across the curriculum. Secondly it provides a highly explicit and supportive (scaffolded) teaching process, based on Vygotsky’s social learning theory, that which constantly affirms students and opens up their learning potential.

· Lesson sequences and teacher-learner interactions are carefully planned to provide a high level of support for reading and writing texts of all kinds across the curriculum. The strategies provide underachieving students with maximum support as they develop the knowledge and language resources required to read and write texts independently.

· Independent evaluations found that the approach provides a pedagogy appropriate to all educational levels; is inclusive of students from diverse cultural and linguistic backgrounds; is flexible and adaptable; and is supportive of different levels of literacy development, including reading, writing, spelling, punctuation and grammar.

· Finally, and most importantly, the structured nature of the programme and the clear step-by-step process makes it accessible to teachers. This, coupled with the extensive training and material support, enables teachers to internalise the methodology and gain confidence and skills in an ordered and methodical manner.
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preparing





secondary


independently learning from reading





upper primary


learning to learn from reading





junior primary


independent reading





before school


learning to engage with reading
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lexico grammar
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Elaborate


•	meaning beyond sentence


•	define/ explain/ discuss
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Prepare


•	context/ sentence meaning


•	position of wording


•	meaning within sentence
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