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ABSTRACT

Basil Bernstein dedicated his work to finding solutions to problems in education, applying
a series of concepts and toolkits to open up the structures of meaning and knowledge
building (Moore, 2013). In this same spirit, this thesis focuses on a key problem in South
African tertiary education: how to develop a self-reflective action research project to
assess and evaluate my integrated literacy pedagogy within an introductory first-year
module at a South African university. In the module /ntroduction to The New Testament,
I aimed to simultaneously develop an accurate reading of and writing about relevant
academic texts alongside beginning to provide access to the language and terminology of
the tertiary-level discipline of Biblical Studies. The thesis reports on three teaching-
learning cycles in this module that use the knowledge genres and curriculum genres
developed for Reading to Learn (Rose, 2020a, 2020b). The toolkits for analysis include
two domains of Legitimation Code Theory: Semantics and Autonomy (Maton, 2014). In
particular, the condensation of meaning in texts was explored using epistemic semantic
density (ESD) and epistemological condensation (EC) (Maton & Doran, 2017a, 2017b)
in conjunction with the concepts of power trilogy and mass (Martin, 2103, 2017, 2020)
developed by the Sydney School of Systemic Functional Linguistics. The final two
chapters assessed examples of student writing using the LCT Semantics tools of ESD and
EC. I found that I had succeeded in teaching the language patterns that were the focus of
my pedagogy. I hope that my use of a ‘grammar’ of theoretical categories from a
community of practice such as Legitimation Code Theory will have the further advantage

that my self-reflection is not expressed in isolation, or in terms that cannot be replicated.

Key words: Social realist theories, Karl Maton, Legitimation Code Theory (Semantics),
Systemic Functional Linguistics, Basil Bernstein, David Rose, Reading to Learn,

integrated literacy, epistemological access.
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CHAPTER 1

DIGGING MYSELF INTO THIS PROJECT

“A poem is never finished only abandoned” — Paul Valery

“The literature is a cry for more research into pedagogical sites, where
teachers and learners interact for the purpose of teaching and learning. In
other words, a move away from placing too much emphasis on
redistribution (Fraser, 1996:3-6), to concentrating on what Alexander
(2008:43) calls the “missing ingredient” to quality education, which is
pedagogy. This, we argue, would mean less research philosophising about
what is needed to ensure that all learners achieve success in schools and
more research into how this could be made possible” (Du Plooy &
Zilindile, 2014:199).

1.1 2016 AND FEES MUST FALL

This project began its life in 2016 when university students all over South Africa were
calling for the decolonization of education in the movement which has since become
known as Fallism, covering the Rhodes Must Fall, and Fees Must Fall movements. The
Pietermaritzburg campus where I work was particularly affected by weeks of protests and
shutdowns while remaining essentially a sideshow to the centre of the movements on the
bigger campuses of the more prestigious universities. Divided between frustration at
cancelled classes and attempting to move classes to safe venues off-campus, I began to
think about how these movements were challenging me as a university academic to
develop a real awareness around crucial issues that touch the lives of these students. How
could I bring university education to a much-needed state of consciousness about the
languages of legitimation (Maton, 2014) that underlie the structures of knowledge and

power against which these students were protesting?

I began to wonder if there were areas of commonality that could reach beyond the slogans
too easily bandied about by apologists for the different sides of this “decolonization” in
the tertiary education debate. On the one hand, students were reaching for Biko (1987)
and Fanon, and dreams of “black dignity” or a “free Afrocentric socialist education” in
which “black lives matter”. On the other hand, the traditional and now increasingly neo-
liberal Discourse of university management. This Discourse was about “standards” and
“excellence” coupled with a kind of “customer service” mentality that sought to give the
“clients” or students an “experience” of education without taking into consideration the

1



core integrity of disciplinary knowledge structures and knowledge building. At times this
has seen management in universities support a fashionable hyper-interdisciplinarity
(Moore in Christie & Maton, 2011) that has proclaimed the death of disciplines and the
end of master narratives (cf. Kress, 1997, 2003). Sometimes this has been taken up by
scholars with enthusiasm; Some are embracing “subjugated knowledges” (cf. Foucault,
1970); celebrating the positionality of marginalized groups (e.g. Crenshaw, 1989; Hill
Collins, 2000). Others are endorsing postmodern and post-colonial critiques of power,
knowledge and the structures of powerful Western “thought” (Mbembe, 2001; Asante,
2003).

Against this backdrop, I was also reading the defence of “thick” disciplinarity and a
critique of the postmodern constructionist sociology of knowledge. This critique was both
from code theory, rooted in the work of Basil Bernstein (1971), and systemic functional
linguistics (SFL), and rooted in the work of Michael Halliday (1973, 1975, 1994). These
have been developed as a social realist position towards powerful knowledge by Rob
Moore (cf. 2011), Johan Muller (cf. 2011) and Karl Maton (2014). Maton, in particular,
has developed code theory into a new set of tools called Legitimation Code Theory (LCT).
Reading into this emerging field, I began to wonder about its implications for the defence
of explicit teaching. I also thought about whether it offered answers to some of the forces
that seek to dismantle teaching. And about whether a nuanced understanding of Audre
Lorde (1984) meant that the master’s tools could be used to dismantle the master’s house
if they were appropriated with a requisite level of critique and subtlety (cf. Deleuze &

Guattari, 1994).

I am a disciplinary academic in Biblical Studies. But I have also spent much of my career
seeking to bring “epistemological access” (cf. Luckett & Hunma, 2014; Luckett, 2016)
to students who have sometimes been declared “underprepared” (cf. Boughey, 2010) for
university education. So, social realism seemed to offer a way to both honour my
discipline but also to open its structures to students so that they will begin to at least
“mushfake” (Gee, 1996) the “languages of legitimation™ in which disciplines speak—
thereby seeking to challenge and remake them from the inside rather than snipe at them
from ghettoized and marginalized positions. In particular, I began reading about dialogue

between LCT and SFL (Martin & Rose, 2003, 2008; Martin, 2013; Maton, 2014), which



resulted in a powerful collaboration and the development of codes at the interface of

knowledge and meaning, especially in the dimension of Semantics.

Concurrent with my quest for tools to empower my students in the university, I had for
several years been influenced in my everyday teaching (in both English for Academic
Purposes modules and more recently in my disciplinary teaching) by the work of David
Rose. His research built on the principles of SFL to develop methods of teaching or
curriculum genres grouped under the label of Reading to Learn (see Rose, 2004, 2005).
Reading to Learn aimed beyond literacy at a system for combatting inequality in the
classroom, especially for the most marginalized indigenous, immigrant and working-class
school learners. In particular, this is a reading-based pedagogy that uses appropriate,
relevant, real-world genres in the classroom to unpack the structures of powerful
disciplinary language and to support learners, through scaffolded pedagogy, to reproduce

these structures in their own writing.

Finally, in my discipline of Biblical Studies, and particularly in its particular form within
the School of Religion, Philosophy and Classics (SRPC) at the University of KwaZulu-
Natal (UKZN), the ongoing work of Jonathan Draper and Gerald West (cf. Draper, 2001,
2002a, 2013; West, 2009) had developed a commitment to the study and interpretation of
the Bible in the African context, with a commitment to the voices of poor and
marginalized “ordinary readers” (cf. West, 2009), as well as to a thorough training of
scholars in the disciplinary theories and methods of Biblical studies. Their work
foregrounds a responsibility to the detail of the biblical text (studied through both classic
historical-critical methods and even literary-semiotic tools) and an emphasis on honesty
about what West (2009) called the “ideo-theological assumptions” that underlie the

discipline.

1.2 CONCEIVING THE PROJECT

Conceiving a pedagogic project arising from these diverse inspirations, and responding
to the context of instability in our institutions, occupied my thoughts in 2016 and 2017.
The following question dominated my thinking. If students are alienated by and are
possibly “underprepared” for studying a tertiary discipline, could an explicit, visible and
structured stance to teaching in a Discipline classroom, and one which particularly seeks

to integrate the teaching of reading and writing discourses, make a perceptible difference?



The key question around which I framed the writing up of the research in this project may

be expressed as:

To what extent can a critical self-assessment of my curriculum contribute
towards the development an integrated literacy pedagogy based on Reading to
Learn, LCT (Semantics) and LCT (Autonomy)?

The fact that Reading to Learn and LCT both had foundations in the work of Bernstein
pointed to the possibility of combining these approaches to pedagogy. Especially in the
light of developments in LCT Semantics and SFL, which were both beginning to look
carefully at the condensation and abstraction of language and meaning in Discourse, and
to think about ways of developing academic writing (McNaught et al., 2013; Martin,
2013). This development proved crucial to the design of my research. I began to focus on
practically on implementing Martin’s ideas of power words, power grammar and power
composition, alongside both the curriculum genres of Reading to Learn and also the
emergence of tools for analysing epistemic semantic density and epistemological
condensation within LCT (Maton & Doran, 2017a, 2017b). Thus, I conceived the design
of rewriting and re-presenting the current lesson plans in the course module Introduction
to the New Testament, coupled with an action research component that reflected on my

practice.

This programme was planned in 2017 and implemented in 2018. For the action research
component, | kept a diary and collected data from student writing. However, attempting
to write up this data meaningfully and to implement the lessons learned from 2018 in
2019 led to further developments in my thinking about pedagogy. It extended the action
research component of the project. In addition, I have also developed theoretical
reflections on the two dimensions of LCT (Semantics and Autonomy), particularly on
how each could help me to examine and improve my practice as a discipline teacher in a

tertiary institution.

1.3 A HITCHHIKER’S GUIDE TO THE CHAPTERS

In the following chapters, I begin exploring a theoretical framework for thinking about
“powerful knowledge” in the emerging “decolonial” space. I begin in Chapter 2 with an
intriguing debate between advocates of a Funds of Knowledge (FOK) approach and

advocates of social realism. The FOK approach critiques Bernstein and the social realism
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movement for reifying powerful knowledge within a Western and masculine paradigm,
and for failing to see what knowledge students bring to the classroom, thereby
disempowering and alienating them. This critique is taken up by others, including those
broadly sympathetic to the ideas of social realism (Luckett, 2019a, 2019b), to ask how
“powerful knowledge” may be seen as empowering knowledge in the emerging tertiary
sector in South Africa. My view is that the debate can too easily fall into a game of
competing straw men and amplified false dichotomies, to the detriment of actual practice
in the classroom. To this end, I define the extended Bernsteinian and LCT theoretical

tools that form the bedrock of the project.

In Chapter 3, in keeping with avoiding the false dichotomy between meeting students in
their place of need, and also working from a theoretical approach, I discuss integrating
literacy into the context of teaching in a tertiary classroom in South Africa. To do so, |
begin with describing my life so far as a literacy practitioner at a South African university
who has had to respond to a changing educational landscape defined by students emerging
from an ever-changing school system. In describing my experiences, I also honour the
tripolar approach of my Biblical Studies heritage (Draper, 2002a). By beginning in my
context and then trying to sketch an overview of the literacy landscape in South Africa,
including the crisis in schooling in terms of literacy and numeracy, and the concomitant
crisis of tertiary institutions who are pressured to prioritize “throughput” while equipping
these students with meaningful qualifications. In this chapter, I discuss important research
on the impact of the failure of education in South Africa on an emerging “we throw away
our books” Discourse among many Black African students as they express their alienation

from reading and the way it disempowers them.

The above discussion, in turn, leads to the methodological section of the thesis in Chapter
4. This chapter introduces the curriculum and knowledge genres of Reading to Learn in
both the schooling and tertiary space. It sets out how I plan to show that LCT and Reading
to Learn can work together in an action research project to develop practical tools for

teaching reading and writing in my classroom.

Then I reflect theoretically in several chapters on finding my pedagogy. In Chapter 5 1
begin with the problem of technicality and condensation, or mass and semantic density in
texts, and then explore the power trilogy of power words, power grammar, and power

composition as a possible solution for unpacking texts in the context of a Reading to
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Learn curriculum. This chapter concludes with an evaluation of how this idea can lead to

future practice.

In Chapter 6, I return to the problem of Genre. I explain my journey to fully explore
identifying and grappling with the genres of the extracts from books by John Suggit
(1997), Elizabeth Malbon (1992) and John Riches (1990). This journey, during and after
my teaching in 2018 and 2019, has developed my thinking on Genre in the tertiary

classroom.

Chapter 7 examines the LCT dimension of autonomy, and explores the problem of content
and purpose in my pedagogical practice in both 2018 and 2019, before evaluating how

my autonomy tours point towards future practice.

Then, Chapter 8 is an evaluation of the writing component of my pedagogy. An
interpretation of the data generated from jointly reconstructing the class readings through
group work and then individual assignments points to further thinking and conclusions
about how to tackle student writing and knowledge display going forward into my future

practice.

Chapter 9 is evaluating student writing and discussing the extent to which the program of
teaching in 2018 was a success. Chapter 10 develops my conclusions and points the way

to further research I am undertaking beyond this project.



CHAPTER 2

THINKING ABOUT KNOWLEDGE IN A “DECOLONIAL” SPACE

This project is centred on the idea of knowledge. It is important to interrogate one’s
assumptions about knowledge. Whose knowledge is it? What knowledge? And what
changes need to be made when knowledge is repackaged to be delivered in the classroom?
These are weighty and complex questions, and a project of this kind cannot hope to
answer them to anything like the level of comprehensiveness that might be necessary to
come to some kind of conclusion. Instead, what I will try to do in this chapter is sketch
some of the complex debates that are relevant to this project and that reflect the reading I
have done to try to understand the context in which I am operating as a tertiary educator.
In Chapter 3, I will review the literature on the context of knowledge about reading and

writing in South Africa.

In contrast, in this chapter, I will present some of the debate that has arisen about the
nature of knowledge itself, particularly against the backdrop of the ongoing crisis of
education in South Africa. An interesting and fruitful debate relevant to my project has
arisen between two schools of thought: social realism and Funds of Knowledge (FOK).
The debate centres on what should be happening in the South African classroom to begin
to come to grips with the crisis in education. I present the broad outline of the debate,
with social-realist perspectives from Hoadley (2010) and Hugo and Wedekind (2013a,
2013b), and FOK perspectives from Zipin, Fataar and Brennan (2015).

2.1 FUNDS OF KNOWLEDGE VS. SOCIAL REALISM

In conceiving this project, I have chosen to strategically to locate myself within social
realism as a philosophy and sociology of education as an antidote to the “knowledge
blindness” (Maton, 2014:7). This blindness is characteristic the constructivist, post-
structuralist and postmodern stances informing the thinking on education since the 1970s
(Moore, 2012:3). The particular strength of social realism is its tripartite stance: firstly,
ontological realism holds that “there is a reality that exists independently from human
experience and of which human beings can create knowledge” (Moore, 2012:11);
secondly, epistemological relativism is “the recognition that all knowledge is humanly

produced and reflects the conditions under which it is produced” (Moore, 2012:12); and



thirdly, through judgemental rationality, social realism claims that while all knowledge is
fallible and open to critique, “some ways in which humans produce knowledge are more
powerful than others” (Moore, 2012:13). These knowledges are those “produced within
forms of sociality that are enduring and extensive in time and space and have their own

distinctive structures, powers and limitations” (Moore, 2012:14).

Among the researchers on education who have taken a broadly social realist stance is
Hoadley (2010). She has worked extensively on social class and education, particularly
in the Western Cape. Her work has carefully demonstrated the empty busywork that
pertains in classrooms of schools that serve the lowest socioeconomic groups. The results
are a total absence of the necessary distinctions between forms of knowledge and ways
of organizing the classroom. This situation leads to no effective education taking place in
many of these classrooms. The problems of the post-1994 curricula underlie Hoadley’s
findings. Slominsky (2016) contends that the post-1994 state has attempted to move
teachers to take up weakly distinguished knowledge and loosely organized autonomous
subject positions in classrooms. However, these curricula have failed to consider the
teachers were trained during the apartheid era, which demanded a strongly compliant

subject position from the teachers.

In this context, the work of Hugo and Wedekind (2013a), drawing on the work of Beeby
(1962, 1966, 1980, 1982), has advocated a return to a strongly organized classroom
regimen that is more in touch with teachers’ practice and is more focused on clear
disciplinarity. The FOK response has been to decry the influence of social realism
advocated in the present CAPS' (Curriculum and Assessment Policy Statement)
curriculum. Drawing strongly on social constructionist education theory, but also the
work of Paulo Freire, Lew Zipin has drawn attention to work around the world in which
the imparting of knowledge has been anchored in the personal and cultural experience of
learners as a point of contact and scaffolding. Zipin, Fataar and Brennan (2015) also
attempted to demonstrate a social realist influence on the “back to basics” approach of
the CAPS curriculum. They claim this resulted in an overreaction. The strong control of

content, as well as the sequence and pace of the teacher practice, has left no freedom for

! The South African Curriculum and Assessment Policy Statement (CAPS) is a single, comprehensive,
and concise policy document, which has replaced the Subject and Learning Area Statements, Learning
Programme Guidelines and Subject Assessment Guidelines for all the subjects listed in the National
Curriculum Statement Grades R — 12 since 2012. It is available at
https://www.education.gov.za/Curriculum/CurriculumAssessmentPolicyStatements(CAPS).aspx
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educators to respond appropriately to their classroom context. As such, the new CAPS
curriculum reinforces social injustice because the teachers and learners in lower
socioeconomic situations are disproportionately affected. Slominsky (2016) agrees that
while more autonomous teachers in more affluent contexts have the flexibility to fulfil
the requirements of the CAPS curriculum and respond to their context, the teachers in

less affluent contexts inflexibly implement CAPS without understanding.

My response to this debate between the social realism and FOK advocates is to wonder
whether their tendency to set each other up as straw men (cf. extensive sections of Moore
(2013), Maton (2014) and Zipin, Fataar and Brennan (2015)) might be unproductive. An
effective pedagogic methodology should not only scaffold learning from the personal and
cultural experience of the learners’ lifeworld but also spend time explicitly teaching
literate and numerate practices within a sequencing and pacing regime where the teachers
have time to respond to student needs. In the next section, I turn to the issues of curriculum
and pedagogy in the tertiary sector. I take a closer look at the work of the social realis
school of the sociology of education and discuss issues related to the structures and
structuring of knowledge and the curriculum at universities in South Africa. Before
returning to the decolonial critique of knowledge emerging in education theory in this
region. Finally, asking whether the theory and practice of structuring knowledge can

respond to the questions students are asking us at this time.

2.2 BERNSTEIN AND SOCIAL REALISM

The idea of knowledge structures has its origin in the theory of Basil Bernstein. He
defined the Horizontal Discourse as tacit, oral, condensed, vernacular modes of everyday
knowledge (Bernstein, 2000:156; Moore & Muller, 2002:629; Moore, 2013:74-75;
Maton, 2014:68). And Vertical Discourses as the coherent, systematic, elaborating,
expanded modes of specialized knowledges, such as academic disciplines, (Bernstein,
2000:157; Moore, 2013:60—63; Maton, 2014:68). Within Vertical Discourses, Bernstein
posited hierarchical and horizontal knowledge structures (Moore & Muller, 2002:630-2;
Maton, 2014:68). These structures illustrate the distinction between forms of knowledge
that attempt “to create very general propositions and theories which integrate knowledge”
from those that are “a series of specialized languages with specialized modes of
interrogation and criteria for the construction and circulation of texts” (Bernstein,

2000:161).



Furthermore, Bernstein developed code theory “to describe how education specializes
consciousness” (Hoadley, 2010:68). This involved classification (+/-C), which attempts
to define power relations in terms of the nature of the boundaries between categories,
discourses or disciplines (Bernstein, 2000:6; Hoadley, 2010:68; Maton, 2014:29). And
framing (+/-F), which attempts to define power relations in terms of the regulation and
control of relations within a pedagogic context, such as a classroom or a university
discipline (Bernstein, 2000:12; Hoadley, 2010:68; Maton, 2014:29). The relative strength
or weakness of these classification and framing values begins to open up ways of

analysing how knowledge and knowers relate within a pedagogic context.

To this end, Bernstein’s description of “the ordering and disordering principles of the
pedagogizing of knowledge” (Singh, 2002:573) is encapsulated in what he termed “the
pedagogic device”. This “provides the generative principles of privileging texts of school
knowledge through three interrelated rules: distributive, recontextualizing, and
evaluative” (Singh, 2002:573), connected to a hierarchy of three fields of practice: a field
of production or “knowledge as research”, which is the domain of new knowledge and
theory; a field of reproduction or “knowledge as curriculum”, which is the planning of
the pedagogic context in terms of national policies and priorities, such as the current
CAPS statement in South Africa; and a field of recontextualization or “knowledge as
student understanding”, which is where what is to be taught is “selected, appropriated and
transformed to become pedagogic discourse” or, as we shall begin to call it in this project,
curriculum genres (Maton, 2014:47; Rose, 2020a; Luckett, Morreira & Baijnath, 2019:34,
following Ashwin, 2009). The interaction of the first two fields and their associated rules
begin to show the complexity of the making, structuring and specialization of knowledge

within the context of formal education.

However, this does not yet touch on the involvement and understanding of the students
in the classroom. For this context, Bernstein posited that the classification relations in the
classroom would lead students to “the recognition rules for identifying the specificity or
similarity of contexts” (Bernstein, 2000, in Moore, 2013:81). In other words, they would
work out “the rules of distinguishing the meanings that are legitimate in a specific
context” (Dooley, 2001, in Singh, 2002:579). But also, the students would need framing
relations to discover the “specific realisation rules for producing contextually specific

texts/practices” (Bernstein, 2000, in Moore, 2013:82). In other words, the “realisation
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rules enable students to produce legitimate texts within the parameters established by

specific pedagogic discourses” (Singh, 2002:579).

Luckett, Morreira and Baijnath (2019:34-5) show that these instructional and regulative
discourses largely hide the inner workings of the curriculum from students. Particularly,
those students they identify as the subaltern students, for whom the rules and logics of the
tertiary sector that are culturally taken for granted are both exclusionary and alienating.
To think about how to respond to this situation this project has taken up two further
developments of Bernstein’s work: Legitimation Code Theory (LCT) (cf. Maton, 2005,
2014) and Reading to Learn (cf. Rose, 2007, 2011, 2020a, 2020b). In the following
sections of this chapter, I will show how working with some of the tools in the
sociological toolkit of LCT, and with the curriculum and knowledge genres of Reading

to Learn, form the basis of my emerging pedagogy as a tertiary educator in South Africa.

2.3 LEGITIMATION CODE THEORY

Whereas some scholars have sought to expand and extend Bernstein’s code theory (cf.
Singh, 2002; Hoadley, 2010), arguably the most successful contemporary elaboration and
translation of Bernstein is Legitimation Code Theory (LCT) (cf. Maton, 2005, 2014).
LCT picks up many concepts from Bernstein. Particularly, LCT emphasizes the coding
of Pedagogic Discourse and the hierarchical nature of the pedagogic device (cf. Maton,
2014:23f). Also, Maton draws from the work of Pierre Bourdieu (c.f. 1984) the concepts
of legitimation, capital and habitus relative to specific fields (cf. Maton, 2014:20). Like
Bernstein, LCT is concerned with pedagogy, formal education contexts and especially
the claim that pedagogy can achieve “cumulative knowledge building” through effective
education strategies. Maton (2014:15) defines LCT as ““a practical theory rather than a
paradigm, a conceptual toolkit rather than an ‘-ism’” so that it can act as a middle-range
explanatory framework for an educational pedagogic research study such as this one. In
this study, I will briefly define two dimensions of LCT, Semantics and Autonomy. Then
I will use the associated relations and topologies of Semantics and Autonomy to analyse
relevant aspects of the orientation to knowledge in the discipline of Biblical Studies at
UKZN. I will also use Semantics and Autonomy to evaluate my practice within the fields
of recontextualization and reproduction as they relate to one of the courses I teach called

Introduction to the New Testament (BIST110).
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2.3.1 Semantic waves

Semantic waves, in terms of reading and writing pedagogy, might model working with
text at various levels of abstraction (SG 1 |) — from description and paraphrase, through
the classification of the stages of a genre, to interpretation and judgement of a particular
text, before highlighting generalizable aspects of the genre, condensation of meaning
surrounding key wordings (SD 1) or elaborating symbolic and technical meanings
through expanded definitions (SD |). Maton (2013:14-15) particularly highlights how
well-executed semantic waves in the classroom bridge the gap between high-stakes
reading and high-stakes writing. This high-stakes writing in tertiary contexts is where
legitimate texts must be reproduced in assessments. This high-achieving student writing
will carefully deploy semantic waves moving between exemplification and theorizing,

expansion and condensation (2013:18-19).

SG—, SD+
e —
SG+, SD- [ —
Time

Figure 2.1 A heuristic illustration of a semantic wave

Semantic waves, although they underlie much of the practice I will go on to discuss in
this thesis, will not play a further part in this thesis. In the most part, this is an issue of
ethical clearance. I did not appreciate the difficulty of filming my practice with informed
consent from all the students. So I altered my research plan accordingly with clearance
only to collect written data. Semantic gravity will also play no further part in this thesis.
This omission is not because SG, abstraction and context independence is not a vitally
important part of tertiary academic writing. Rather, SG and the tools of epistemic
semantic gravity have not been published and fully developed at the time of this research.

They will play an increasingly important part of my future research. However, further
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developments of LCT (Semantics) play a vital part in this project — the idea that SD is
itself made up of components that show the relationships of concepts and values in and
through the deployment of wordings and grammatical constructions, or how the texts are
composed. In other words, the concept of epistemic semantic gravity (ESD) (Maton and
Doran 2017a, 2017b). Before I go there, I will need a short detour into a new area of SFL.

that has arisen as a result of the interaction with LCT.

2.3.2 Mass and presence

The terms mass and presence are Martin’s (2017, 2020) linguistic response to the
interaction of condensation and context-dependency raised by the sociological ideas from
LCT of semantic density and semantic gravity. Linguistics, especially SFL, takes a more
complex, threefold view of register (field, tenor and mode) and Discourse meaning
(ideational, interpersonal and textual metafunctions) (Rose 2020a:239). Therefore, the
picture of mass and presence is more complex than semantic density and semantic gravity.
These terms are important for this thesis because they are increasingly becoming part of

the theoretical underpinning of Reading to Learn (Rose 2020a:239).

For mass, the key ideational variable is technicality or the distillation of meaning into
technical terminology, which in turn is ordered into “field-specific taxonomies”. The key
interpersonal variable is iconization or charging knowledge with values that allow entry
into a community of practice. The key textual variable is aggregation, or the consolation
of meaning through reference backwards and forwards through things like conjunction
and coherence (Martin, 2020:140). Technicality and aggregation play an important part
in thinking about the findings of this thesis. This thinking is about how my practice of
Reading to Learn is mainly aimed at unpacking the wording and organizing of academic
texts in a university classroom—then working with the students to construct similar texts
in their written assignments. Presence is the even more complex interplay of context-
dependence across the three metafunctions of Discourse and the three dimensions of
register (Hood, 2020:219). In terms of field or ideational meaning, the key term in
presence is iconicity. This term is, simplistically, related to the grammatical and logical
metaphorical and time structures in a text. In terms of mode, or textual meaning, the key
term in presence is implicitness or the extent to which the meaning of the text relies on
reference beyond the text or on recounting actions beyond recent known events. In terms

of tenor or interpersonal meaning, the key term in presence is negotiability. Which has to
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do with the extent to which the text expresses immediacy or distance of perspective. It
includes evaluation of the material and how much these affect whether the meaning of

the text is arguable or not (Hood, 2020:220).

As with semantic density and semantic gravity above, mass and presence can also be
thought of as varying and shifting in the recontextualization of knowledge from research
into the curriculum and the student experience in the classroom. Good classroom practice
will shift the technicality of the knowledge between abstract and every day, clarify the
values in the knowledge as negotiable or factual, and unpack implicit meanings to make
them explicit (Rose, 2020b: 271). This project focuses, however, mainly on issues of the
variation of mass or semantic density. It references an earlier paper from Martin (2013)
that attempted to develop a fairly accessible metalanguage for teacher training. In this
paper, the greater mass or stronger semantic density of technical terms, which condense
webs of inter-related meanings, was made easier for teachers by branding them “power
words” (Martin, 2013:25). In addition, the stronger mass or semantic density of certain
of the language resources that SFL terms “grammatical metaphor” — for example,
nominalization, in which verbal processes are realized as condensed nominal groups, and
cause in clause, in which causal relations between already condensed semantic figures
are realized through simple prepositions or verbs (relational processes) — was
highlighted for the teachers as “power grammar” (Martin, 2013:28). Finally, by
combining knowledge of the stages and phases of relevant genres with the ability to
deploy waves of semantic density between the condensed meanings of thematic material
and elaborations of new information, these teachers are trained to model “power
composition” (Martin, 2013:31-33). The interaction with LCT inspired this trio of new
pedagogic tools in SFL. The new tools were then combined with the earlier strategy of
genre pedagogy — “detailed reading, joint construction, independent construction” —
into what they hoped could be a powerful knowledge and literacy-building intervention
for teachers in discipline classrooms (Macnaught et al., 2013:54, 62). In Chapter 5, 1
discuss how I took these ideas further in my project and combined them with what I will

discuss next, which is epistemic semantic density and epistemological condensation.

2.3.3 Epistemic semantic density and epistemological condensation

Epistemic semantic density (ESD) and epistemological condensation (EC) explore how

meaning in definitions, technical language, clauses, and the organization of texts creates
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larger constellations of knowledge. I will not, in this project, look at axiological semantic
density or the axiological condensation which is found in “affective, aesthetic, ethical,
political or moral stances” (Maton & Doran, 2017a:50). However, the work I have done
has shown that this is a definite area for further study. Instead for now I will be working
with and adapting the ‘translation devices’ (Maton & Doran, 2017a, 2017b) alongside the
suggestions Martin (2013) for developing what he calls the power trilogy. Maton and
Doran (2017a) have suggested levels of delicacy for analysing the strength of “powerful
wordings” (ESD1) in the technical language of English Discourse. These levels range
from nuanced, in which common wordings in everyday language gain technical content
through their presence in academic language, through to generalist or specialist
consolidated wordings, which transform happenings and qualities from everyday
language into condensed metaphorical meanings. Their tools culminate in compact and
conglomerate wordings of technical language, in which multiple meanings may form
constellations of dense ideas (as shown in Figure 2.3). These levels of delicacy in
approaching the technicality of wordings, terms and vocabulary in Academic Discourse
offer the possibility of a metalanguage or ideas about ideas that can be used for planning

and explaining my pedagogy.

ESD Type Subtype Sub-subtype
+ -properties
A conglomerate

_ -elements
technical _
-properties
compact
-elements
_ specialist
consolidated .
generalist
everyday
nuanced
v common :
- plain

Figure 2.2 Wording tool for epistemic semantic density (Maton & Doran, 2017a:58)

In addition, Maton and Doran (2017b: 82—88) provide a translation device for analysing
the strength of “powerful grammatical structures” through clausing (EC?), which has the

potential to distinguish eight levels of delicacy (as shown in Figure 2.4). Of particular
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interest for Academic Discourse are the types of connecting (EC+), which analyse how
the already technical words and terms are brought together into epistemological
constellations or meaningful grammatical structures to enhance the condensed and

compressed nature of academic writing.

EC Type Subtype Sub-subtype
+ o classifying
A taxonomizing .

‘ composing
connecting .
causing

coordinating :
correlating
|

o displaying
characterizing —
, dramatizing
augmenting —
_y ositionin
v establishing P — §
- positing

Figure 2.3 Clausing tool for epistemological condensation (Maton & Doran,
2017b:82)

In this project, I do not deal much with augmenting (EC-) relations — the relatively
weaker relations of adding meanings together in more everyday writing — since the focus
of the project is on academic writing. However, that is not to say that these structures of
meaning are unimportant, as my discussion of rediscovering the importance of genre in
Chapter 6 will show. It might be true to say that LCT Semantics has not yet taken enough
cognisance of genre as an instrument for organizing the semantic density of written texts
in conventional ways. This aspect of organizing texts may be all the more important when
discussing the sequencing tool presented in Figure 2.5, which shows the tools for
analysing the levels of epistemological condensation using “powerful composition” to

show the constellations of meaning in paragraphs and between clauses.

At the highest level, these construe vertical relations, in which meaning is condensed
through grammatical structures that signal how meaning from several positions in a text
is integrated or subsumed at the new position. Horizontal relations work at a lower level

to how constellations of meaning between sentences and paragraphs are organized as
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consequences of other positions, or how positions may be arranged as a sequence. At a
lower level, but perhaps equally powerful, are sedimental relations, in which
constellations are built up by reiterating and repeating positions throughout a text. In
written text, even the lowest level of compartmental relations may be powerful in building
up coherent constellations of meaning in a given context. I return to the importance of
sequencing in Chapter 9 when discussing the samples of student writing I collected in

2018.

EC Type Subtype Sub-subtype
+ _ Integrative
A vertical :
_ subsumptive
cumulative .
_ consequential
horizontal -
sequential
Y ——————————— |
, reiterative
sedimental —
repetitive
segmental
coherent
v compartmental _
-~ incoherent

Figure 2.4 Sequencing tool for epistemological condensation (Maton & Doran,
2017b:89)

Overall, ESD and EC are important components of this project. In Chapter 5 I illustrate
in detail how I tried to use and adapt the toolkits of ESD and EC to analyse the texts that
I was teaching, and to attempt to develop a metalanguage for how students can begin to
think about how the meaning in the texts they are reading and writing are condensed and
organized into units that they can both unpack and reuse for their personal writing

purposes.

This section of the chapter has shown LCT Semantics offers a way into the deeper study
of constellations of meaning. This condensed meaning is crucial to my thinking about

instructional and regulative discourses in my classroom pedagogic. However, they do not
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look at the interrelations of the content of the lessons with their purpose. The chapter will

turn to LCT Autonomy to do this task.

2.3.4 Legitimation Code Theory (Autonomy)

Autonomy codes explore the relations and boundaries between actors, such as a teacher
and students. They also show how practices, in the context of a lesson, focus inwards or
outwards from the target of that lesson. In addition, they can show how the target of the
different phases of a lesson is different depending on the practices and the focus. Maton
and Howard (2018:6) define the two continua that make up the autonomy plane as

follows:

e Positional autonomy (PA) — relations between constituent positions from within
a context or category and those positioned in other contexts or categories.
e Relational autonomy (RA) — between relations among constituents of a context

or category and relations among constituents of other contexts or categories.

positional autonomy

PA+

projected sovereign
relational <RA_ RA+
Jautonomy

exolic introjected

PA-

v

Figure 2.5 Autonomy relations

The codes generated in the autonomy plane (shown in Figure 2.5) analyse relations from

the target position as defined by the actors, which in the case of educational contexts is
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disciplinary knowledge. Therefore, the home base or sovereign code (PA+ RA+) is
knowledge that is specific or intrinsic to the target of the lesson in the context. In other
words, the target purpose of the lesson is aligned with the disciplinary content of the
lesson. The idea of a home base is important here because it is the point to which the
lesson needs to return if the target purpose is to have a chance of being achieved. The
quadrant opposite this in the autonomy plane is the exotic code (PA- RA-). This quadrant
relates to content knowledge produced for purposes other than the lesson target and not
aligned to the home base. Unless this content is well-handled, it may fall outside the
purpose of the lesson and thus be considered irrelevant or become a side-track. Still, if
this content is repurposed to serve the target purpose of the lesson, it will shift into the
introjected code (PA- RA+). This code is where other content knowledge that serves the
purpose of the target reinforces the home base and facilitates a shift back to the target and
purpose of the lesson. Finally, the projected code (PA+ RA-) is the target knowledge
repurposed for other contexts. For example, information from the target may be used for
a written assignment that calls on the students to generalize or evaluate the content of the

target lesson using a concern or issue from their context (Maton & Howard, 2018:7).

LCT makes a strong case for the power and structuring of knowledge into constellations
of meaning and the interplay of content and purpose in various contexts. However, there
will always be those who raise questions about the sources and origins of knowledge.
They ask whether we can truly say that what we teach in our university classrooms has
been produced legitimately and fits the purpose of the context in which it is being
recontextualized as a curriculum or reproduced in the classroom as student experience.
Therefore, in the following section, I will address questions raised about powerful
knowledge in the South African context and consider how this project can go some way

to answer them.

24 KNOWLEDGES IN THE POSTCOLONY?

The issue with knowledge is that, no matter how powerful and compelling it is, questions
will be raised about the origin and interests of the knowledge that is being advocated.
This situation is especially true in a context like South Africa in the wake of the decolonial
moment of Fallism in the universities. The theoretical stance I take towards this project
positions me as both attached to and questioning of what social realism and LCT have to

offer. On the one hand, as a teacher, consciousness about the structures of knowledge,
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knowers, meaning, content and purpose (Maton, 2014) allow me to approach teaching
with some authority, as opposed to the disempowered facilitators of much student-centred
pedagogy. This position is particularly true in thinking about curriculum genres and the
generic knowledge structure within academic writing conventions (which I will discuss
more fully in Chapter 6), and the real power they have to order thinking and demonstrate
mastery of legitimated discourses. On the other hand, as the researcher, I need the critical
distance to acknowledge that what I teach is not value-free. Knowledge is pervaded with
coloniality (Mignolo, 2000, 2011), which centres and reifies Western modernity, and with
racism, which positions black bodies (and minds) as problems (cf. Gordon, 2014:84) to
be disciplined (cf. Mbembe, 2001, etc.).

In the same vein, decolonial or post-colonial critique has also arisen in scholarship that is
broadly aligned with social realism. In a paper titled “Gazes in the post-colony: an
analysis of African philosophies using Legitimation Code Theory”, Kathy Luckett
(2019a) raises many critiques of knowledge at the levels of research, curriculum and
student experience. Her focus in this paper is on African philosophy. Taking issue with
the social realist sociology of education and its view of the production of knowledge
through research, she sides with those decolonial scholars and African philosophers. They
express discomfort and disinterest in the complacent universalism of the advocates of
‘powerful knowledge.” Furthermore, they contend that LCT “codes build knowledge
dialectically, through contestation, as much as through ‘sociality’” (Luckett, 2019a:12).
In any case, given what might be termed the “epistemic violence” of Western colonial

scholarship, Luckett (2019a:13) argues that

[t]he desired ‘sociality’ for knowledge to progress will not emerge until ‘ways of
interacting’ are built on relations of social justice and solidarity that correct the
absence of recognition and autonomy for subjected and colonized knowers.

In another recent paper titled “A critical self-reflection on theorising education
development as ‘epistemological access’ to ‘powerful knowledge’”, Luckett (2019b:40)
has raised self-reflective critical questions about the whole enterprise of recent
educational development (ED) practice in South Africa. Particularly, the history of too

easily adopting slogans from broadly social realist sociology of education:

We later adopted the terms ‘epistemological access’ to ‘powerful knowledge’ to
capture the work of inducting entry level students into the discourses and concepts
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of the disciplines (‘powerful knowledge’) by making their rules, logics and ways
of reasoning explicit (‘epistemological access’).

Luckett (2019b:47) argues that the current movement in ED has misunderstood Morrow’s
(2009) original intention that ‘epistemological access.” Morrow intended for university
academics, in their pedagogic practice, “to make explicit for students the specific
demands, the ‘grammars of inquiry’ and the ‘epistemic values’ of their disciplines”. This
intention would be particularly true in the well-resourced and privileged historically white
universities (HWUs). Here there is an “assumption that modern/Western disciplinary
knowledge is universally powerful” (Luckett, 2019b:48) and should remain unquestioned
in the light of the strong research focus of such institutions. However, what happens in
practice is that the task of developing and assimilating black and working-class students
is side-lined. Marginalized ED departments play a thankless role in “a modernizing
pedagogical project” and aim to analyse curriculum knowledge to enhance students’
“‘epistemological access’ to that knowledge” (Luckett, 2019b:48). At the same time, the
disciplinary academics can get on with teaching as usual. Therefore, Luckett contends
that South Africa needs to take a critical stance on the “developmentalist and
assimilationist pedagogic model in the HWUs.” These institutions focus “on teaching for
modernity that is often blind to its own coloniality.” They ignore the need to question the
traditional model in which “lecturers tend to take strong control over how teaching and
learning happens, reinforcing hierarchical social relations in the classroom” (Luckett,

2019b:53).

In her earlier paper on teaching African philosophies, Luckett (2019a:12) goes further to
consider how thinking of knowledge as both curriculum and student experience needs to

be responsive to a context like South Africa:

A curriculum true to this field would select texts that construct a new canon,
reflecting the debates within professional African philosophy. In so doing, the
course should also engage with the lived experience of black students in the class,
providing them with analytical and theoretical tools to critically theorize their
experience.

Indeed, academics need to come to understand “learning as a fundamentally relational,
participatory, social practice” and create classrooms which are ‘“hospitable shared

contexts where all students feel affirmed, recognised and [have] a sense of belonging that
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permits them to contribute, participate and learn” (Luckett, Morreira & Baijnath,

2019:36).

In the rest of this project, I will be exploring self-reflectively my practice as a white male
teacher at a post-apartheid South African university. I will look backwards to the duration
of my project in 2018 and 2019. Also, forward towards my future practice and the extent
to which I have developed and can further develop the kind of academic sensibility for
which Luckett, Morreira and Baijnath (2019) have called. Furthermore, to develop a
sensitivity to the experience of the black students in my classes. In particular, as I
approach the next two chapters. These chapters deal with issues of literacy, curriculum
genres and knowledge genres. This sensitivity means weighing the extent to which the
students’ necessary assimilation of Western genre conventions serves the ultimate goal
of transformative social justice for colonized and marginalized students. To what extent
do the rights of the students in my classroom stretch? Not only to access the heritage and
culture of historically significant movements that have shaped the discipline of Biblical
Studies over time but also to learn the behaviours and strategies of high-stakes reading
and writing that are “the means of critical understandings and to new possibilities”
(Bernstein, 2000, in Moore, 2012:18)? This question is where the idea of integrated
literacy, which is the subject of Chapter 3, comes into its own. Because it returns to the
spirit of Morrow’s (2009) call for epistemological access by opening up the particulars of
the grammar, or what LCT would call the structures of the meaning, the content and the

purposes of disciplinary knowledge in the discipline classroom itself.
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CHAPTER 3

INTEGRATING LITERACY

3.1 MY LIFE SO FAR?

In this chapter, I will be inserting myself and my experience more fully into this project.
Particularly, the twenty years I have spent in the tertiary sector in South Africa engaged
in what may broadly be termed educational development, academic development or even
academic literacy. In more practical terms, this involved engagement with the practical
problem of the gap between the end goal of a university and the experience of students.
The end goal of the university is usually expressed in terms of the written production of
knowledge as research. The experience of the mainly black African tertiary students is

3

the pervasive Discourse of their “underperformance” and ‘“‘under-preparedness.”
Furthermore, that their real social problems are dismissed as ‘a language problem’ in need
of fixing, but that does not otherwise affect the operation of the tertiary sector (Boughey,

2010; Boughey & McKenna, 2016).

Like Boughey and McKenna (2016) and Luckett (2016), my work in educational
development over 20 years has been influenced by the New Literacies movement (cf.
Street, 1995; Gee, 1996). For example, my previous research (Meyer 2005a, 2005b) was
built on the understanding of this approach and sought to map out the experiences of
undergraduate students entering the academic field of Biblical Studies and the
dissonances they encountered with the discourses of their home and church environments,
and with tertiary study. For many of these years I have been engaged in teaching English
for Academic Purposes (EAP) modules under various names, many of which attempted
to implement some form of integrated literacy pedagogy (Martin & Rose, 2012; Rose,
2015a, 2015b, 2020a, 2020b) where time permitted. On returning to the discipline of
Biblical Studies in 2013, I brought this experience with me. I continued to develop a form
of pedagogic practice that would work towards integrating reading and writing practices

with the content of the discipline.

In the rest of this chapter, I sketch out some of the contexts of the education landscape in
post-apartheid, post-colonial South Africa more specifically, in terms of reading, writing

and the language in education policy (LiEP) environment over the past twenty years.
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Then, in a more hopeful vein, I discuss how Reading to Learn proposes to meet these

reading and writing challenges, and the way I used this methodology in this project.

3.2 LITERACY LANDSCAPE IN SOUTH AFRICA

3.2.1 Schooling

Two publications highlight the pertinent issues in South African education roughly
twenty years after the first democratic elections in 1994. Linda Chisholm (2012:86)
surveys the patriarchal, colonial, gender, race and class dynamics of “Bantu” Education
before 1994, which saw the employment of deliberately poorly trained female teachers
and the conscious underfunding of schools. Even when education for black African
citizens was increased by the Apartheid government, the expenditure, compared to that
of white people, only reproduced the “social relations of domination and subordination”
and resulted in “massive inequalities in every aspect of educational provision” (2012:89).
In the post-apartheid era, education has been rocked by frequent changes of curriculum,
which have confused and dismayed already poorly trained teachers (2012:94-5). It has
reproduced the inequality of the apartheid two-tier schooling system. Coupled with this,
as Peter Pliiddemann (2015:189) reminds us, was the implementation of a LiEP that
replaced “mother-tongue” or “home language” education with English and Afrikaans,
first in high schools, and later reducing home-language education to the four years of the
Foundation Phase of primary education. The idea of English literacy itself is deeply
contentious and contested (cf. Jackson 2015, 2016, 2017). Particularly, this contestation
relates to its use as the Language of learning and teaching and Language in Education
policies (LiEP) (Prinsloo & Heugh 2013). Such as the decision about when to change
from primarily indigenous language instruction to using English. As early as thirty years
ago, Carol Macdonald (1990, 1991) drew attention to the disastrous effects of using
English as the medium of instruction from primary school on the educational attainment
of indigenous African learners. However, this has not resulted in an indigenous language
LiEP in any of the post-apartheid curriculum changes (Pliddemann, 2015:190). The
different curricula have either left the choice of the medium of instruction to the school
governing bodies or, in the case of the most recent CAPS statement, has accepted the

introduction of English as a subject into the Foundation Phase.
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Instruction in indigenous home languages, however advantageous this may be in itself,
produces significant challenges in reading. Sandra Land (2011, 2015) has emphasized the
importance of reading fluency as a particular issue in South African vernacular languages.

This issue arises from the structure of indigenous linguistic forms:

While isiZulu has a number of common words that always take the same form,
such as the conjunctives, the majority of its words change their form because of
agglutinative structures of the language and its orthography, and the concord
system. Words take on a variety of forms (where roots or stems are combined with
various permutations of prefixes, infixes and suffixes, all modifying meaning)
(Land, 2011:53).

The result is that competent readers need to pay careful and particular attention to the
slightest change in the grammar of long words that could, in fact, also be clauses. This
complexity has important implications for reading fluency for the majority of both

teachers and learners.

Also, Pretorius and Klapwijk (2016:15) have drawn attention to the general state of

reading instruction in South African schools:

Across all state schools, teachers readily acknowledge that their learners struggle
with reading, yet surprisingly reading does not seem to be a core instructional
feature in classrooms on an everyday basis.

This literacy environment for the teachers is exacerbated by severe neglect of their intial
or in-service training to build an understanding of key concepts and methodologies for

teaching reading.

Although the need for improved literacy skills has been noted for decades, the
focus on evidence-based practices in literacy is relatively recent. Yet, while
research about improving literacy is at an all-time high, the results of such research
often do not reach in-service teachers, and neither do they seem to be disseminated
to pre-service teachers in a sustainable manner (Pretorius & Klapwijk, 2016:17).

The result is that reading instruction in many schools follows this scenario set out by

Pretorius and Spaull:
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There is evidence that much of the activity that passes for teaching and learning
in South African classrooms involves whole class oral chorusing of information
with little attention to meaning, with a strong emphasis on oral group teaching, to
the detriment of reading and writing, especially the reading and writing of
extended texts, individualised reading and individualised assessment of reading
(2016:18).

This factor and the others already discussed above result in a situation where the reading
comprehension and oral reading fluency of indigenous African learners learning English
as their second language are impaired when compared to similar English first language
readers (Pretorius & Spaull, 2016:20). Recent statistical research underscores these
challenges to the teaching of literacy in South African schools. This research has begun
to demonstrate the systemic failure of democratic South African education over twenty
years to successfully develop learners in crucial areas of the curriculum, such as English
literacy (Draper & Spaull, 2015) and mathematics (Spaull & Kotze, 2015). For students
that come into my university classroom, this means that their schooling has not built the
foundations for the successful academic reading of Academic Discourse. Besides, the
frustrations of their schooling experience have instilled a sense of alienation from reading

and Academic Discourse that I will discuss more fully in the next section of this chapter.

3.2.2 Tertiary

I have already highlighted above how, in light of the teaching of reading and writing in
the majority of South African schools, the discourse surrounding the entrance to
universities in South Africa is of “under-preparedness” and “language problems”. By
contrast, there has been a growing body of research into the social and ideological nature
of tertiary-level “academic” literacy aimed at a more nuanced understanding of the
context and challenges faced by South African students. Work in this vein in my
university UKZN was pioneered by de Kadt and Mathonsi (2003). They found that
student interviewees felt good academic writing entailed a sacrifice of identity as
Africans. Besides, the informants felt a contrast between good academic writing and
cultural ways of expression. They defined this expression as “committed writing which
speaks to the actual situation, past and present, of Africans, and which is intended for a
specific audience who are likely to react with empathy, through having a common history
and background” (2003:96). Similar work with students by McKenna (2004) found that
students could identify what they perceived as academic writing that would score well in

their institution. But, these informants also expressed the belief that to adopt an academic
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identity “constructed of literacy practices that are so different from one’s present ways of
being [means] that to take on such literacy practices results in feelings of alienation”

(2004:277).

The most recent work in this area by O’Shea, McKenna and Thomson (2019) beautifully
encapsulates discourses around reading practices in a marginalized university in post-
colonial South Africa. The paper titled “We throw away our books”, documents and
analyses the expressions of identity associated with reading, especially academic reading.
This research contrasts the discourses of African solidarity, which express the students’
core identity, with the “hegemonic understandings of the ‘good student’ viz. one who
does not reject, but accepts and internalises, the academic literacy practices to which she
is exposed” (2019:7) — in short, to begin to act like a white person. This work expresses
the coloniality and assimilationist social relations in terms not dissimilar to those of
Luckett in Chapter 2. Therefore, it presents a challenge to any discussion of teaching

reading and writing in a university context in South Africa.

However, this work and others? notwithstanding, Boughey and McKenna (2016) point
out that much of what passes for ‘academic literacy’ pedagogy in universities, continues
to ghettoize the introduction of complex reading and writing practices needed for

successful tertiary studies into stand-alone courses.

Such decontextualised approaches include generic ‘academic literacy’ courses
which construct the ability to read and write in socially legitimated ways in the
academy as simply a matter of acquiring a set of neutral, asocial, a-cultural, and
a-political ‘skills’. These courses often completely fail to acknowledge that
reading and writing in the ways sanctioned by the academy have implications for
students at the level of identity (Boughey & McKenna, 2016:5).

My project is an attempt to meet some of the challenges expressed in these papers and to
begin to move my students towards “identities which can express themselves in owned
academic writing” so that they “will come to claim ownership of higher education” (de
Kadt & Mathonsi, 2003:101). Therefore, I have been trying to implement what O’Shea,
McKenna and Thomson (2019: 8) have expressed as the

2 Mehl (1988), Angelil-Carter (1998), Thesen (1998), Jacobs (2005), Makoni (2000), Janks (2000), Luckett
and Luckett (2009), Mgqwashu (2009), and many others have contributed to a rich and detailed
understanding of the socially constructed literacy practices demanded by the academy (Boughey &
McKenna, 2016:5).

27



explicit integration of academic literacies development in the curriculum such that
the norms and values of the academy are not presented as obvious or common-
sense, but rather as disciplinary practices that can be accessed and taken up by all
our students and that are also open to critique and change. This pedagogy would
also need to focus on the selection of texts and the scaffolding of reading activities,
and as academics ourselves, we would need to model the practices of being active
and regular readers.

To discuss how this could be done, I will now turn in this chapter to ideas of the pedagogic
metalanguage and curriculum genres from the work of David Rose in his programme

called Reading to Learn.

3.3 READING TO LEARN

Reading to Learn fits into this project because it a methodology for an integrated literacy
pedagogy developed under the general umbrella of the Sydney School of SFL and its
dialogue with the theories of Bernstein (cf. Yi, 2011:1; Rose, 2015a, 2015b). The literacy
pedagogies under the Sydney School banner developed as a focus of their research on
teaching learners to successfully read and or write the common text types of school
literacy. This research originated the concept of genre as a “staged goal-oriented process”
(Martin & Rose, 2012:1; Rose, 2015b:1), which is concerned with the gap between high-
stakes reading and high-stakes writing (Maton, 2013:18-19).

However, Reading to Learn has moved beyond defining genre to a pedagogic system.
This system is designed to support teacher interactions that engage the students with
curriculum texts that may be above their reading abilities and to unpack texts with a
thorough understanding of how the authors have used language patterns. As a result, the
students begin first to use these resources for their assignments and eventually to
effectively organize similar texts with similar language that achieve a similar purpose to
the original. Teachers need to be equipped with knowledge about how to teach and how
to use language that will allow them to analyse texts and unpack their patterns with
confidence (Rose, 2020a:1). The connection of Reading to Learn to this project becomes
more overt when the motivation behind Rose’s work with indigenous Australians is
revealed. Like the majority of socioeconomically under-resourced school districts in

South Africa, indigenous education in Australia fails learners in two crucial areas:

First, schools fail to teach reading skills explicitly, disadvantaging those students
who come from less literate homes. Both upper primary and secondary stages
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focus on curriculum content rather than explicit literacy teaching. So, students
who have been well prepared in their homes are most likely to succeed from such
teaching practices. Second, the current pattern of classroom interaction helps to
maintain the inequalities among learners. In such a pattern of interaction,
unscaffolded questioning (IRF [initiation-response-feedback]) cycles dominate
and teaching becomes a mere knowledge testing process. As a result, more
successful students are rewarded for their good answers to teachers’ questions
while the least successful students are led to frustration only after their responses
are repeatedly ignored, negated or even criticized (Y1, 2011:1-2).

In response to this largely invisible and socially unjust pedagogy, Rose began to develop
scaffolded methodologies linked with the teaching and learning cycle (Rothery, 1994; see
also Rose, 2004, 2005). He aimed “to enable all students to continually succeed at
learning tasks no matter their class, language or cultural backgrounds” (Rose, 2015b:15—
16). His work culminated in a pedagogic metalanguage for supporting teachers that
consists of “curriculum genres” (Rose, 2020a:236) and “knowledge genres” (Rose,

2020b:268).

3.3.1 Curriculum genres

The idea of curriculum and knowledge genres goes back to the idea of recontextualization
or knowledge as curriculum from Bernstein (2000). The recontextualization field is the
centre of a matrix where knowledge from the field of research is repurposed for the
classroom. Equally importantly it “determines what knowledge and values are to be
recontextualized from the classroom, from which academic fields” and the principles by
which “they will be reordered and focussed” (Rose, 2020a:238). This reordering is not a
simple process. It involves “the multimodal genres of classroom practice, in which
knowledge is exchanged between teachers and learners” (Rose, 2020a:239). There are
complex variables of curriculum genres. These variables include the knowledge and
values that are selected to be specialized as disciplinary knowledge. Also, how the
learners in the classroom are positioned as agents or not. And the extent to which they
can determine how to participate and understand how to be successful. These values are
communicated through the relationships between teachers and learners, particularly how
much learner knowledge is guided and affirmed, the way lessons are organized into a
sequence of classroom activities, and how successfully these are negotiated with learners
through a variety of modes of classroom communication (Rose, 2020a:240). Explicit
curriculum genres are important because, in most schooling, there is little clear training

and resources for communicating curriculum knowledge. Much of the curriculum values,
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and the procedures for achieving them, are left implicit. So, the teachers use a
combination of trial and error in the classroom and drawing on their experience as learners
(Rose, 2020a:243). Such socially unjust pedagogies, as shown by Yi (2011) in the
previous section, and the experience of failing schooling, particularly for poor and
marginalized communities, suggest that this situation is untenable. The curriculum genres
developed by the Sydney School genre pedagogy and Reading to Learn set out to consider
how the core theoretical knowledge about language and the workings of academic texts
can be “re-instantiated in the classroom as reading and writing lessons” (Rose,

2020a:238).

To do this, Rose picks up the ideas of mass and presence from Martin (2017, 2020). He
sees these as useful tools for thinking about how the recontextualization field of the
reading and writing curriculum works. He believes a metalanguage for curriculum
practice can be developed using “mass as a measure of what is re-instantiated from theory
to practice and presence of how it is taught in teacher training and the classroom” (Rose,
2020a:241). Therefore, in terms of mass, the knowledge structures of how language
works need to be reorganized to focus attention on the values associated with knowing
the key theoretical categories of grammatical patterns, and the stages and phases of texts.
In terms of presence, the procedures of lessons need to be planned to cycle between
common and uncommon sense carefully, to vary between “negotiating and asserting
knowledge and values” with learners, and, thereby, to remake the curriculum as a student
experience and as an instance of sharing and making new knowledge (Rose, 2020a:242).
In terms of the LCT theory presented in Chapter 2, this interplay of mass and presence in
a carefully designed set of curriculum genres is described as semantic waves of
strengthening and weakening semantic density, and semantic gravity, which begin to
build cumulative knowledge about these key areas of schooling (Maton, 2013; Rose,

2020a:246).

It is beyond the practical scope of a project like this to go into the full details of Rose’s
theoretical argument underlying his design of the Reading. However, I will briefly set out
the micro and macro procedures that inform pedagogic activity in a Reading to Learn

classroom.
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Task

Prepare Elaborate

Figure 3.1 The structure of pedagogic activity as a learning cycle (Rose, 2020a:246)

Figure 3.1 shows the basic learning cycle in Reading to Learn. As the diagram shows, the

cycle

consists of the three learning steps of Prepare, Task and Elaborate. The teacher
first prepares his students by paraphrasing a sentence, telling them where to look
and explaining the meanings of a relevant word. Then students are given the task
to identify the word or phrase followed by the teacher’s affirmation. In academic
contexts, elaboration takes the form of defining technical or literate wordings,
explaining new concepts or metaphors or discussing students’ relevant experience
(Y1, 2011:2-3).

Using this basic building block, Rose has developed a teacher training model. He also has
a more elaborated set of classroom curriculum genres. These genres work with both the
patterns of language that organize texts in their social context and the language tasks
needed to teach the full complexity of language. This complexity includes the level of
content, moves through to paragraphs and sentences, and ends with the letter patterns

needed to spell words successfully (Rose, 2020a:247-8).

The full set of Reading to Learn curriculum genres illustrated in Figure 3.2 below shows
them working together within the basic learning cycle, paying attention to text structures
and language tasks to create a fully-fledged pedagogic system. This “includes the five
key curriculum genres, known as Preparing for Reading, Detailed Reading, Sentence
Making, Joint Rewriting and Joint Construction” (Rose, 2020a:250), which can be
sequenced into teaching-learning cycles according to the needs of the teacher and
learners. At the different levels, these curriculum genres unpack and repack content,

language and meaning through a series of reading and writing tasks.
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Figure 3.2 The Reading to Learn curriculum genres as teaching-learning cycles
(Rose, 2020a:252)

As aresult, learners are supported at all levels of language. The content of the text under
consideration is integrated with literacy development that is meaningfully contextualized
to the task they need to complete in a disciplinary classroom, rather than isolated into a

language or education development programme.

In my tertiary classroom, where I have 40-60 hours of face-to-face interaction with
students, this Reading to Learn curriculum genre programme presents me with complex
choices. These choices are about how to choose texts. The plan a sequence of teaching-
learning cycles that can offer the students reading activities and writing tasks that will at
least provide a scaffolded introduction to the demands of tertiary academic literacy. In
the following chapters, I will analyse how I have developed ways to select areas of focus.
Then to develop ways of preparing and conducting a detailed reading of the texts I
selected. Also, how to rethink the generic structures of texts and elaborate the field and
the structure of these texts. To develop new ways of setting joint construction and joint
rewriting tasks. Finally, to evaluate the independent constructions the students produced
in 2018. The next section of this chapter will, however, turn its attention to the other
aspect of Rose’s Reading to Learn programme, which is the metalanguage of knowledge

genres.
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3.3.2 Knowledge genres

In the second of his papers on pedagogic metalanguage, Rose (2020b:272) speaks about
integrated literacy pedagogy. This pedagogy recontextualizes linguistic theory,
knowledge about language, and knowledge about pedagogy into the interplay of
curriculum genres and knowledge genres within the teaching-learning cycle (Rothery,
1994; Rose & Martin, 2012). The idea of a knowledge genre builds on the tradition of the
Sydney School of SFL (Rothery, 1994; Christie, 2002; Martin & Rose, 2008; Rose &
Martin, 2012). This tradition developed a clear taxonomy of the common genres of texts
that are used in schools. In turn, this taxonomy became a powerful tool in teaching the
literacy demands of academic reading and writing. The design is built around analysing
the stages of knowledge genres. And they developed terminology, or a metalanguage,
about how to teach these key genres in the classroom. The aim is that the teachers and
learners would cooperatively deconstruct these genres (when integrated with the teaching
of content) in the form of model texts. They then jointly construct the content into a new
text using the same text stages, and finally use the model and the stages to construct their

independent writing (Rose, 2020b:272).

Their system for organizing texts and text types into families of genres (Rose & Martin,

2012:56; Rose, 2020b:273) divides them up into three larger groupings:

e  Texts whose primary social function is to engage the reader, covering all types
of stories from fictional narratives, through anecdotes and personal recounts, to
news stories.

e  The largest family of texts are those whose primary social function is to inform
the reader. This category covers a wide range of texts, ranging from various types
of historical and chronicling texts, through explanations of phenomena and
factual reports, to the full spectrum of procedural texts.

e  Finally, texts with the primary social function to evaluate are the most valuable
types of texts for the later years of schooling and tertiary-level reading and
writing. This category covers texts that range from those that critique and

interpret positions to those that support points of view with argument.

As shown in Table 3.1, Rose (2020b) has tabulated these further by analysing the social

functions of these groups of texts according to their field or relations to knowledge and
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ideas, their fenor or the interpersonal relations of readers’ engagement with texts, and the

discourse patterns or the conventional structuring and composition.

Table 3.1 Foci of reading and writing tasks by genre, register and discourse
patterns (Rose, 2020b:6)

genre _field _tenor discourse patterns

stories plots, settings, pleasure in literature, literary devices for engaging
characters, themes judgements of characters readers and encoding themes

factual texts knowledge of social interest in knowledge structuring of knowledge, using
and natural worlds abstraction and technicality

arguments & text issues, positions, negotiation of positions structuring of arguments and

responses analyses, critiques (critical evaluation) evaluation

Table 3.1 shows the broad areas of reading, writing and knowledge display tasks in the
curriculum. The story genres are meant to develop learners’ engagement and pleasure
with reading and writing, and to apprentice learners in the knowledge of staging,
analysing the details of setting, character and theme, and of learning devices for achieving
the desired effects in their writing. From this base, they move more fully into a display of
knowledge from the curriculum through learning to engage, use and structure factual
texts, and particularly through becoming familiar with technicality and abstraction as they
start to master disciplinary discourses. Finally, the most complex texts teach critical
evaluation and structuring of arguments and positions, and how learners may negotiate

their position between the possible choices available.

In addition, Rose presents a more elaborate taxonomy that sets out these families in much
more detail and levels of delicacy to identify 25 possible broad genres that cover the major
areas of knowledge within which students will have to read and write in their school
career (see Figure 3.3). Many of these remain important for tertiary-level academic
literacy. However, the added length and complexity of what is expected present particular
challenges for the university teacher. This challenge is true even in an institutional context
such as my own, where the intake of large numbers of working-class English Second
Language students has meant that these demands are less complex than those at more elite

institutions.
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not sequenced in time - news story sharing feelings — anecdote
unresolved <

P cenciiatiing < judging behaviour - exemplum
sequence < resolved - narrative

of events
no complication — recount

I : e :
chronicles stages in a life (set in time) — biographical recount

stages in tim

my significant life events — autobiographical recount
e< temporal- historical recount

stages in history (set in time) <
causal- historical account

sequence of cause & effect - sequential

explanations contingent causes (if/then) - conditional

auses & effect . .
el multiple causes for one outcome - factorial

social

purposes informing multiple outcomes from one cause - consequential

one type of thing - descriptive
reports < different types of things - classifying
describing things \ harts of wholes - compositional

procedural what to do and not to do — protocol (rules, warnings, laws)

how to do an activity - procedure (recipe, experiment, algorithm)
directing E

how an activity was done - procedural recount (experiment report)

arguments

supporting one point of view - exposition
persuading <

discussing two or more points of view - discussion
evaluating

text responses evaluating a text (verbal, visual, musical) - review

expressing feelings about a text - personal response
critiquiing E

interpreting message/themes of a text - interpretation

Figure 3.3 A typology of knowledge genres for teachers (Rose, 2020b:282)

This taxonomy of knowledge genres is brought into a dynamic relationship with the
Reading for Learning curriculum genres discussed in the previous section. So that the
Preparing for Reading, Detailed Reading, Sentence Making, Joint Rewriting and Joint
Construction tasks are all used over the teaching-learning cycle to teach the staging,
phasing, devices, language patterns and technicality needed to understand and reproduce
these genres (Rose, 2020b:272). Distinct from earlier genre pedagogy, Reading to Learn
has focused strongly on the generic structures of stages and phases to develop a
multifaceted but learnable set of ways to analyse and distinguish between the text types

that make up the knowledge genres, as shown in Table 3.2.
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Table 3.2 Some common terms for knowledge genres, stages and phases (Rose,

2020b:285)
family genre stages phases
story recount, narrative, Orientation, Record of Events, setting, problem, reaction,
anecdote, exemplum, Complication, Resolution, description, solution,
news story Evaluation; Lead, Angles comment, reflection
chronicle biography, Orientation, Background, (life/history) stage
autobiography, Record
history, recount/account (Life Stages)
explanation sequential, factorial, Phenomenon, Explanation step, factor, consequence,
consequential, condition
conditional
report descriptive, classifying, Classification, Description appearance, behaviour,
compositional habitat, type, part ...
procedural procedure, protocol, Aim, Method, Results, ingredients, equipment,
Discussion
procedural recount, materials, hypothesis, steps
argument exposition, discussion Thesis, Arguments, preview, review, topic,
Restatement;
Issue, Sides, Resolution elaboration, evidence,
example, point ...
text review, interpretation Context, Description, themes, technique,
Evaluation; preview,
response Evaluation, Synopsis, Re- review, topic, evidence,
evaluation example ...

This structure is a powerful way to think about knowledge and meaning and how they
are structured. In Chapter 6, I return to thinking about my practice in terms of the type
of knowledge genres I selected in my teaching-learning cycles for Introduction to the

New Testament.

Yet not everything in the Reading to Learn system can be approached as easily and
intuitively as the stages and phases of these knowledge genres. As Rose (2020b:281)
explains, this fairly complex system can be approached from what teachers already find
intuitively familiar from their education and previous practice. By contrast, the language
patterns, particularly the vast metalanguage of SFL for English, can prove to be too much
and too daunting. So that “designing a metalanguage that can be effectively learnt and
taught requires decisions about what needs to be brought to consciousness, and what to
leave to teachers’ and students’ intuition” (Rose, 2020b:275). This aspect of the design is
particularly true in my case, where I have very limited class time to begin to build some
confidence in academic reading and writing for my students. It is in this light that I take
up Martin’s (2013) work on the power trilogy of power word, power grammar and power

composition. This work is taken alongside Maton and Doran’s (2017a, 2017b) work on
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wordings, clausing and sequencing, to see if it is possible to work with a metalanguage
that emphasizes mainly the technicality and aggregation from the concept of mass
(Martin, 2017, 2020) or epistemic semantic density (Maton & Doran, 2017a, 2017b). I

discuss this in more detail in Chapter 5.

3.4 READING TO LEARN AT SENIOR SECONDARY AND TERTIARY
LEVEL IN SOUTH AFRICA

I end this review of the Reading to Learn pedagogic system with a brief look at how it
has been implemented and advocated in South Africa and similar under-resourced
systems at the senior levels of schooling and the early years of tertiary study. Work
showing the effectiveness of Reading to Learn in South Africa senior secondary® and
tertiary education has been done by Tracy and Mark Millin (2014, 2018) and Emmanuel
Mgqwashu (2019). The Millins worked in tertiary settings and secondary schools. They
showed that integrated literacy pedagogy was more effective in the Tertiary EAP setting
than simply teaching a traditional grammar pedagogy (Millin & Millin, 2014:34). Millin
and Millin (2018) also show a statistically significant increase in score for high school
essays following explicit Reading to Learn instruction. Mgqwashu’s work shows similar
positive results of a Reading to Learn intervention at a rural primary school in KwaZulu-
Natal, where teachers reported improved results in reading and writing among their pupils
after the implementation (Mgqwashu & Makhathini, 2017). These early positive reports
in South Africa follow many years of Rose’s work in Australian schools. However, there
are only a few cases of work in the tertiary context, including Rose’s (Rose, Rose,
Farrington & Page, 2008) work with indigenous health science students and Benitez,
Barletta, Chamorro, Mizuno and Moss’s (2018) work in a programme called

Communicative Efficacy at the Universidad del Norte in Barranquilla, Colombia.

In the wake of Fees Must Fall, Mgqwashu has particularly argued for Reading to Learn
as part of a move in both schooling and tertiary instruction towards the idea of education
as “a public good” (2019:66). This public good is a counterpoint to the coloniality
(2019:69) inherent in education systems designed to reproduce inequality. He refers to

the “epistemicide”, the obliteration of indigenous ways of knowing rather than “epistemic

3 In South Africa, post-primary education consists of a three-year Junior Cycle (lower secondary), followed
by a two- or three-year Senior Cycle (upper secondary), depending on whether the optional Transition Year
(TY) is taken (see https://www.education.ie/en/The-Education-System/Post-Primary/). Senior secondary
therefore normally consists of the so-called matric syllabus that prepares students for university entrance.

37



access” to powerful knowledge (2019:71). He particularly cites Mataka’s powerful
“three-year interventionist action research case study” (2019:76). This study is an
example of how the careful deployment of Reading to Learn curriculum genres and
careful attention to knowledge genres pays dividends for students who would otherwise
have been excluded from tertiary study and economic advancement. Mataka traces the
literacy development from grades 10 to 12 of 32 learners, of whom “13 received a
bachelor’s pass and entered universities in South Africa” (Mgqwashu, 2019:76).
Mgqgwashu (2019:77) concludes:

Educators and educational institutions need to begin to value many types of
learning regimes and knowledge traditions. Such a move could be inspired by a
post/decolonial orientation to education. However, it is still important for
marginalised populations to have access to the knowledges and skills that are
valued by mainstream society, so that they can navigate and survive their current
world as they simultaneously fight for equal recognition, a decolonial education
system and liberation. The integrated literacy pedagogy is offered as a tool to
enable this. Furthermore, it is presented as a mode by which we can begin to truly
realise the emancipatory potential of education in a system which is oriented
towards a decolonial paradigm.

This project thoroughly endorses Mgqwashu’s call and offers itself as a modest
contribution towards the decolonial project in South African tertiary education. In
Chapters 5 to 9, [ will give a reflective account of my preparations for and delivery of my
integrated literacy pedagogy in 2018 and 2019. At times I will use the terminology of the
Reading to Learn curriculum and of knowledge genres; however, I do not claim to
implement the methodology in full but rather work towards this as a goal, where the

constraints of time and pace in a tertiary curriculum permit.
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CHAPTER 4

RESEARCH DESIGN AND METHODOLOGY

4.1 LOCATING MY RESEARCH

The previous chapters have already made it clear that this project is at heart a self-
reflective exploration of my pedagogy as a university educator. At the same time, it is
framed and informed by the sociological, linguistic and pedagogic theories developed
under the umbrellas of LCT, SFL and Reading to Learn. In this chapter, I will try to
account for how I undertook and designed my research project, beginning by locating it

within the ambit of action research.

42  ACTION RESEARCH

Action research in the field of education, as formulated by Wilfred Carr and Stephen

Kemmis, is rooted in the belief that

critical social research begins from the life problems of definite and particular
social agents who may be individuals, groups or classes that are oppressed and
alienated from the social processes they maintain or create but do not control
(Comstock, in Carr & Kemmis, 1986:157).

They claim that action research, which is typically conducted in institutions of learning,
is “a form of educational research which is not research about education but research for
education” (Carr & Kemmis, 1986:165). Besides, it is “a form of self-reflective enquiry
undertaken by participants in order to improve the rationality and justice of their own
practices” (Carr & Kemmis, 1986:162). In thinking about how I would approach my
research into my practice, action research seemed an appropriate methodology for the
context of Fallism, with many university students calling for decolonization and
expressing their sense of alienation and distress with what and how they were being
taught. In this context, I would argue it has become ever more important for university
academics to develop a real awareness around crucial issues that touch the lives of
students. This awareness will bring a much-needed state of consciousness to university
education about the languages of legitimation (Maton, 2014) that underlie the structures

of knowledge and power against which students are protesting.
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A crucial way in which action research could contribute to self-awareness and self-
reflection at the tertiary level is that it aims for teachers to analyse “the way their own
practices and understandings are shaped by broader ideological conditions” (Carr &
Kemmis, 1986:179). In addition, by linking reflection to action, it “offers teachers and
others a way to become aware of in what ways aspects of the social order [in universities]
frustrate rational change” (Carr & Kemmis, 1986:179). In this way, action research is
aligned with other postmodern, postcolonial and decolonial critiques that have challenged
the dominant power and universality of the knowledge structures in powerful “Western
thought” (Mignolo, 1999, 2011; Mbembe, 2001; Asante, 2003). Action research can also
appreciate the right of “subjugated knowledges” (cf. Foucault, 1970) and the standpoints
of marginalized groups (e.g. Crenshaw, 1989; Hill Collins, 2000) to be heard. As such, it
would seem to contradict the broadly social realist approaches to education that have
informed the framework of my research. However, I believe that the social realist
sociology of knowledge and action research can work together to focus on the social
practices of education, the structure of meaning in language, and educational practices in
social situations (Carr & Kemmis, 1986:182). Furthermore, my work aligns with an
action researcher’s research aims — to improve my educational practices and deepen my
understanding of these practices and the situations in which these practices take place
(Carr & Kemmis, 1986:180). I will be taking action, based on critical analysis of texts
and knowledge structures, and self-critical (Carr & Kemmis, 1986:205) analysis of my

pedagogic practice, which I hope together will result in the improvement of my pedagogy.

43 KEY RESEARCH QUESTION

The key question around which I framed the research in this project may be expressed as:

To what extent can a critical self-assessment of my curriculum contribute
towards the development an integrated literacy pedagogy based on Reading to

Learn, LCT (Semantics) and LCT (Autonomy)?

The framework for writing up the research was originally the effect on student writing.
However, this framework proved too broad in the face of the small class size and the
limited ethical clearance for collecting student writing. Therefore, the reader will

immediately see that the emphasis is more squarely on the theoretically informed
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pedagogy than on the effects of student writing. This change is also the case for the sub-

questions that are set out below.

44  RESEARCH SUB-QUESTIONS

The emphasis of the writing up of the project, which follows in Chapters 5 to 7, will

largely answer the first research sub-question, which I framed as follows:

How was a “Reading to Learn” style integrated literacy pedagogy using LCT
(Semantics) and LCT (Autonomy) designed and implemented in a tertiary Biblical

Studies classroom?

Chapter 5 focuses on the texts selected for teaching. It makes an argument for using LCT
(Semantics), particularly epistemic semantic density and epistemological condensation
(Maton & Doran, 2017a, 2017b) or mass (Martin, 2017, 2020). These tools are used to
think about a pedagogic metalanguage based on the power trilogy — power words, power
grammar, and power composition (Martin, 2013). Chapter 6 returns the focus to Reading
to Learn and revisits my texts as examples of knowledge genres, and examines the
shortcomings of texts I selected from the macro-genres or articles. Chapter 7 turns to LCT
(Autonomy) and thinks about elaborate moves in the basic teaching-learning cycle of
Reading to Learn, and how this relates to issues of the content and purpose of phases in
the teaching-learning cycles, particularly how to negotiate the field in a lesson by

repurposing content to address the target purpose.
Writing and writing pedagogy is the focus of the second of my two sub-questions:

What was the effect of this pedagogic innovation on student writing in the target

discourse of Biblical Studies?

Chapter 8 analyses some of the limited data I was able to collect from my attempt to
implement the joint rewriting and joint construction curriculum genres in my integrated
literacy pedagogy in 2018. I use the tools of epistemic semantic density (ESD) and
epistemological condensation (EC) to analyse these texts and look back to the formulation
of these genres in Rose (2020a) to evaluate how this implementation may be rethought

for the next round of teaching the module. Finally, Chapter 9 assesses the data I collected
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from students’ written assignments in 2018 and assesses what the ESD and EC tools can

show about the effect of my pedagogy on their writing.

4.5 RESEARCH DESIGN

The table below sets out my research design for this project in terms of the epistemic
pedagogic device (Maton, 2014:51). In the table, I have tried to summarize in symbolic

form the field, tools, logic and data on which I elaborate in the following chapters.

Table 4.1 Summary of my research design

Mass and presence
Reading to Learn
Knowledge genres

Field Tools Logic Data
Recontextualization LCT (Semantics) Recontextualizing Teaching texts
(knowledge as SD/SG Wording, clausing and | Teaching-learning
curriculum design) ESD/ EC sequencing cycles and plans
Sydney School SFL Power trilogy Research notes

Staging and phasing

Reproduction LCT (Autonomy) Evaluative Research notes
(knowledge as RA/PA Content and purpose Blackboard
student experience) Reading to Learn Reflection on the photographs
Curriculum genres process of teaching
LCT (Semantics) Evaluative Assessment tasks
ESD/ EC Epistemological and rubrics

condensation

Student scripts

Research notes

4.6 CURRICULUM GENRES IN PRACTICE

The first round of developing the course materials by selecting teaching texts, and
preparing student handouts and my teaching scripts, occurred at the end of 2017 and in
the first semester of 2018. The following three pages give a sense of these by copying in
full, first the student hand out with an extract from The Gospel and the Gospels by John
Suggit (1997). This early script is my first attempt to implement the Reading to Learn
curriculum genres of Preparing for Reading, Detailed Reading and Joint Construction.
Below, therefore, you will see my summary of the text for an overall preparation for
reading the text, the text retyped and with the sentences numbered to facilitate a sentence-
by-sentence detailed reading, and guiding questions with vocabulary notes to facilitate a

joint construction of the text. In Chapter 6, I present a detailed analysis of this text and
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two others, reflecting on the success and problems of this initial curriculum design and

reflecting on future practice from the first semester of 2020.

Preparing for reading the whole text:
1.

This reading by Prof John Suggitt we are doing today is associated with and
is giving us the language we will need to write the answer to your first
assignment. It also links back to what we have been discussing this week
which is Mark 1:1 where we have been looking at the meanings of the words
in this verse especially the phrases lika Jesu Christu and tov Inoov Xpiotov
can mean both of Jesus Christ meaning the gospel that he proclaimed and
about Jesus Christ meaning stories or biography telling us about him.

So the text we are highlighting begins by giving us a clear plain meaning of
the word Gospel as the good news and then goes on to explain to us the way
the word was used in the everyday politics and propaganda of the roman
empire which was to encourage people to celebrate the emperor and see him
as a god.

The next part is to look at the use of the word in the OT and then the NT. in
the OT it was hardly ever used and then in the NT it was used in a very
particular and rather new way really emphasizing the specialness of the
message that Jesu was to the world

Then it focuses on how the word was used in the NT really drawing attention
to the letters of Paul and how often it was used there and how he thinks of
Jesus as the good news rather than thinking about a book or story about Jesus.
A bit later he gives the reason for this which is that Paul wrote his letters even
before the idea of a written story about Jesus was even thought of.

Finally it gives Prof Suggit’s opinion that Paul thinks that Jesus and his
message are really so closely tied up together that you can’t separate them.
Finally Prof Suggit gives what he thinks is the summary of Paul’s message

about Jesus that it was to bring God and the world together for a new start

Figure 4.1 Student handout, Teaching-learning cycle 1, 2018. Preparing for reading
The Gospel and the Gospels by John Suggit (1997)
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John Suggit: The Gospel and the Gospels
John Suggit: The Word Gospel

1.  Even the word “gospel” (Greek euangelion) is liable to misunderstanding.

2. The Greek word simply means “good news”.

3. It was regularly used in the plural form (euangelia) in everyday speech,

3.1 often with reference to such occasions as the emperor’s birthday

4. In the Greek Old Testament, the word is rarely used, and always in the plural,
although the corresponding verb is not uncommon...

5. In the New Testament, the remarkable fact is that the word is always found in
the singular as if the news brought by Jesus is the 1) only real or genuine good

news, 2) leading to true liberation.

John Suggit: Paul’s Letters

6. The word is used most frequently in the Pauline Letters (60 Times) where it
refers to the content of the Christian message and hope (e.g. Gal 1:11) not to
the written gospel.

7. Often in fact Paul thinks of Jesus himself as the gospel, so that Paul can
describe his task as being “to preach him as the gospel among the Gentiles”
(Gal 1:16).

8.  What Jesus came to proclaim was 1) so closely tied up with his own person 2)
that he and his message came to be identified...

9. In view of Paul’s frequent use, we should rightly expect that he and the letters
attributed to him will best describe what the gospel is since most of them were
written before the four gospels...

10. The best and shortest description of the gospel is to be found in 2 Corinthians

5:19 “God was in Christ reconciling the world to himself”.

Figure 4.2 Student handout, Teaching-learning cycle 1, 2018. Detailed Reading of
The Gospel and the Gospels by John Suggit (1997)
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Answer the following questions:

1. Write three carefully structured sentences to explain in your own words,
firstly what the Greek word “euangelion” meant in the ancient world and
secondly when was it used? (10 marks)

2. Write three carefully structured sentences to explain in your own words,
firstly whether the word “euangelion” or “gospel” referred to a written
text in Paul’s letters, and secondly why in Suggitt’s opinion Paul’s use of
“euangelion” is more useful for understanding its meaning? (10 marks)

Total 20 marks

Vocabulary
Notes
Greek Pauline Letters — Paul
Euangelion Epistles of Paul Frequent use
Word -term Content Attributed
Good news Christian Message Describe
Plural form Not The gospel
Everyday speech Written gospel Written before
Occasions Pal Four Gospels
Emperor’s birthday — Jesus himself Best, Shortest
Imperial occasions The gospel 2 Corinthians 5:19
Old Testament - Preach .
: Christ
Septuagint Gentiles N
Reconciling
New Testament .
Proclaim
World
Jesus
Genuine
Liberation

Figure 4.3 Student handout, Teaching-learning cycle 1, 2018. Joint Construction of
The Gospel and the Gospels by John Suggit (1997)
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Figure 4.4 sets out a tabulation of a teaching script, or guide, for a sentence-by-sentence
detailed reading as an attempt to concretize an example of the basic prepare- task-
elaborate curriculum genre. The preparing for reading summarizes an everyday meaning
of the sentence and connects to student knowledge about a keyword. The cues and
highlighting focus on the task of reading the sentence in detail to approach a sense of the
meaning. Finally, the elaboration is a connection to the wider field of Biblical Studies and

prepares for the rest of the argument of the text.

Preparing for reading:

We are beginning here with a very familiar word Gospel but this sentence is going to
tell us that this word has not been understood clearly in the past. What are some of
the everyday meanings and understandings we associate with the idea of word the
gospel?

1. Even the word “gospel” (Greek euangelion) is liable to misunderstanding.

Cues:

e At the beginning of the sentence we see a word which connects this sentence
with the paragraph above?

e A bit further in in the sentence we see a word in quotes which tells us WHAT
the sentence is about?

® The final part of the sentence tells us HOW the gospel may be misinterpreted

Underlining:

Greek euangelion is liable misunderstanding

Elaboration:

Greek is the original language in which the gospel was written down. This is important
to note here because the argument of this paragraph is about the different forms of the
Greek word gvyyelov as it appears in both the NT and the OT.

Misunderstanding or misinterpretation is an important word here also because we are
focussing on responsible interpretation of the bible.

Figure 4.4 An example of a teaching script or guide, 2018
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The realities and experience of practice in the classroom mean that these initial designs
are preliminary and provisional. Still, they give a sense of my initial thoughts on the
implementation of Reading to Learn curriculum genres. In the following section, I round
off this chapter of methodological considerations by returning to the action research cycle
and looking at the way I have tried to apply these principles over the 2018 and 2109

academic years.

4.7  ACTION RESEARCH IN MY CLASSROOM

As stated earlier in this chapter, the project I have undertaken here is a self-reflective look
at my practice in my classroom. I was attempting to realize the “Preparing for Reading,
Detailed Reading, Joint Rewriting and Joint Construction” (Rose, 2020a:250) teaching-
learning cycle of Reading to Learn in my university classroom, when teaching the module

Introduction to the New Testament.

The initial research design envisaged teaching and data collection in the classroom in the
first semester of 2018, and writing up and submitting the project early in 2019. However,
my struggles to generalize and theorize the data meant that this plan became unworkable
and to the great benefit of the project I was able to include a second experience of teaching
the module in 2019 into the project. With this in mind, it is important to note here that my
ethical clearance only permitted collecting student data in 2018, so all examples of student
writing are from the first round of the module. The data was also collected in 2018 from
photographs of the chalkboard in my classroom. I kept a diary written up after each class.
Finally, I collected the written work of selected students over the semester after having

gained the appropriate ethical clearance to do so (see Appendix A).

However, my experience of teaching in 2019, and especially of thinking differently about
how to approach the texts in both the detailed reading and the joint construction, has been
invaluable to my thinking. I began with a gradual introduction to aspects of the power
trilogy and a conventional Joint Construction. However, as I developed and adapted to
the needs of the students. More importantly, I adapted to the time constraints of the
(ideally) five 40-minute periods available to me in a week (if they were not interrupted
by protests or other disruptions of the academic calendar). In addition, I was also just
beginning to get to know the students. To cope with the difficulties and challenges that

result from communicating in an EAL environment. Including their reluctance to speak
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and display a perceived lack of knowledge. And my search for the most encouraging and
enabling register on mine. As a result, while I began with an attempt at a more
conventional Joint Construction, I gradually found that group work, with me and my
assistant as the facilitators, appeared to be a more productive method of proceeding. In
addition, the experience of reanalysing some of my data and presenting it in various fora
in 2019 has refined and expanded my thinking in dialogue with some the latest literature
on Reading to Learn and Sydney School SFL (Martin, 2020; Rose, 2020a, 2020b). In
Chapter 7, which examines LCT (Autonomy), I work through some ideas I developed
from the different experience of the target, content and purpose of my pedagogic practice
in both 2018 and 2019. Two further fruitful results of the self-reflective space afforded
by 2019 are my discussion of rethinking about knowledge genres and my texts, which I

will discuss fully in Chapter 6.
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CHAPTER 5

FINDING MY PEDAGOGY 1: A POWER TRIP TO MASS AND SEMANTIC
DENSITY

5.1 INTRODUCTION

This chapter is the heart of the original motivation and development of this research
project. This motivation is to ponder the problem of introducing the technicality of a
university discipline and the rigours of academic discourse at the same time. Furthermore,
the module offers me at best 56 hours of face time with students. They are potentially
both alienated by the coloniality and inequality of the South African education system
and also disheartened and alienated by reading and writing as activities. Yet I believe that
reading and writing have the potential to bring about change in their lives and express

their academic identities more successfully.

These questions are too huge to truly be answered in a modest project such as this one.
But, like the proverbial elephant, they may be eaten one mouthful at a time, or tackled by
a staged and principled approach to analysing texts and guiding students to read and
rewrite them with some accuracy. To this end I needed to plan the first stage of my
integrated literacy pedagogy, which employs the Preparing for Reading and Detailed
Reading curriculum genres. Thus, I tried to engage in the careful analysis of a relevant
short text with appropriate content for the section of the module curriculum through which
I hoped to build some cumulative knowledge from the discipline of Biblical Studies. This
stage of the pedagogic teaching-learning cycle aims to lead the students towards an
understanding the theoretical content of the text, and also to model the discourse by which
the chosen academic text structures and condenses meaning through choices of
vocabulary and language patterns. My analysis of the text was intended to help me in
three ways: firstly, to unpack how disciplinary, technical meanings are packaged into
constellations or packages of meaning through the wordings, so that students may use
these accurately or supply appropriate synonyms; secondly, to draw attention to
grammatical language patterns, particularly those that help to define and organize the
technical wordings within the larger field of the discipline; and finally, to carefully point
out how the composition of texts organizes the wordings and technical content into larger

textual structures. This preparation was intended to enable me to present these texts in the
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classroom, which would allow the students to more explicitly elaborate these meanings

and then reconstruct them into new constellations that accurately paraphrase the source.

The limitation that I faced in this task, and that Rose (2020a, 2020b) has accurately
named, was to ensure that the way that these curriculum genres and knowledge genres
are delivered in the classroom was learnable and teachable to both students and potentially
other teachers. This chapter begins this task by arguing for and beginning to assess the
potential of how Martin’s ideas of the power trilogy (2013) and mass (2017, 2020) could
work alongside Maton and Doran’s tools for analysing epistemic semantic density
(2017a) and epistemological condensation (2017b), as a way into delivering the

curriculum genres and knowledge genres of Reading to Learn in a university classroom.

However, before I go further I will discuss some theoretical issues related to accurately

describing what I am arguing for in this chapter.

5.2 TECHNICAL CONDENSATION IN TEXTS

This section revisits and discusses the focus of what I was approaching in my pedagogic
project, which was why I emphasized semantic density within the LCT Semantics
topology, and mass rather than presence from Martin’s (2017, 2020) topology from
Sydney School SFL, in order highlight the technicality or epistemological condensation

of the disciplinary or theoretical content in the texts I was analysing.

5.2.1 Mass: ideational and textual discourse features

In terms of Martin’s work, my thinking on pedagogy was concentrated on the textual and
ideational metafunctions in relation to pointing out the discourse features for students in
my analysis of the texts in the first part or detailed reading genre of the teaching-learning
cycle. Therefore, I focused primarily on mass, or the distillation of meaning through the
technicality of wordings and the condensation of meaning, by referencing back and forth
in the texture of the composition (Martin, 2017:139). In Martin’s terms (2017:141), this
means that I was focusing on how technical words build up a discipline or theory and
concentrate the meaning of what SFL calls the field, the knowledge that is special to this
area of learning or university discipline. In analysing this academic discourse, I was also
aiming to draw attention to the qualities of aggregation and integration produced by the

written mode. These qualities allow me to show how the meanings are arranged in

50



sequences and patterns that reinforce the meaning of the wordings and add new meaning
structures as the whole picture of the text is built up. This understanding of the way

theoretical texts work is expressed in a different set of ideas in LCT Semantics.

5.2.2 Epistemic semantic density and epistemological condensation

In the terms of the first part of Maton and Doran’s two-part paper (Maton & Doran,
2017a), I was focused primarily on epistemic semantic density (ESD). To analyse ESD,
Maton and Doran (2017a) developed a tool (Table 5.1) that examines the condensation

of meaning through the wordings of a text at three levels of delicacy.

Table 5.1 Wording tool (Maton & Doran, 2017a:58)

Wording tool for epistemic-semantic density

ESD Type Subtype Sub-subtype
+ -properties
A conglomerate

_ -elements
technical .
-properties
compact
-elements
specialist
consolidated
generalist
everyday
nuanced
v common
plain

I used this tool principally to highlight the technical wording of texts. Technicality is
made up of conglomerate wordings which “comprise multiple distinct parts that each
possess a technical meaning” while compact wordings “comprise a single part with a
technical meaning” (Maton & Doran, 2017a:60). Within the everyday, 1 used the tool to
focus on the consolidated wordings. These are forms of words “that encode happenings
or qualities as things” (Maton & Doran, 2017a:62), which is an important way in which
academic texts make meaning. This meaning-making is similar to what Martin (2013:28)
calls “grammatical metaphor”. The control of words and technical vocabulary is a crucial
part of the teaching process for building cumulative and lasting knowledge of theory.
Understanding the difference between technical words used in a discipline and their
everyday meaning helps students to begin to come to grips with the theory, but they must

also be able to put them together into patterns of meaning which accurately define the
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words and show this understanding. This understanding is where the second tool comes

into play.

The clausing tool (Table 5.2) is from the second part of Maton and Doran’s (2017b) two-
part essay. It sets out how some language patterns contribute toward epistemological

condensation (EC):

Table 5.2 Clausing tool (Source Maton and Doran 2017b: 82)

Clausing tool for epistemological condensation

EC Type Subtype Sub-subtype
+ o classifying
A taxonomizing
_ composing
connecting .
causing
coordinating _
correlating
| —_,eee e e -
o displaying
characterizing —
_ dramatizing
augmenting —
. ositionin
v establishing P _ §
- positing

I used this tool to analyse my texts for the patterns of language. I focused my work on the
connecting relations of “terms into epistemological constellations” (Maton & Doran,
2017b:82) which forms the top half or most condensed part of the table. These patterns
or packages of meaning are particularly important in academic texts that are setting out a
new theory. The first sub-type of connecting is taxonomizing relations. It has two sub-
subtypes. The first is classifying (which construes relations or organises ideas into types
and subtypes). The second is composing (which construes relations or organises ideas
into the whole and the parts of a constellation or larger package of meaning) (Maton &
Doran, 2017b:85). These patterns in the relationships of meanings are crucial when texts
are providing definitions of theory or are trying to talk about particular contexts in a more
generalized way. Understanding and then writing definitions accurately for themselves is
an important part of building knowledge of a field or discipline with the students. Almost
equally important is to see the connections between words which express the origin and
environment that support ideas and beliefs about how ideas fit together. These

connections are shown by coordinating relations, the other part of connecting relations.
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Its sub-sub types are causing and correlating. These tools also represent powerful
language patterns in academic texts. They are showing the results of conditions defined
by factual knowledge claims or expressing the author’s opinion on these claims (Maton
& Doran, 2017b:86). The augmenting patterns are very difficult to see clearly in the
language and as a result, ended up playing no part in my teaching. It is also easier to draw
attention to coordinating language patterns in reading than it is to get students to set them
out confidently in writing. This area deserves more attention in research, but as I found
in my teaching, the easier and more powerful tool in language patterns was sequencing

or patterns for organizing a text.

The sequencing tool from the second part of Maton and Doran’s (2017b) essay on EC is
shown in Table 5.3.

Table 5.3 Sequencing tool (Maton & Doran, 2017b:89)

Sequencing tool for epistemological condensation

EC Type Subtype Sub-subtype
+ integrative
4 vertical :

_ subsumptive
cumulative
) consequential
horizontal -
sequential
_ reiterative
sedimental .
repetitive
segmental
coherent
v compartmental _
- incoherent

I used this tool in a very different way to the wording and clausing tools. I found that the
academic texts I was analysing to teach to my students tended towards much more
strongly condensed meaning (ESD+ and EC+) in the vocabulary and patterning.
However, in all of the texts I analysed, the sequencing of knowledge claims used the full
range of sub-sub types, from incoherent to integrative relations. Some of the difficulty of
many theoretical texts lies in their use of segmental relations between ideas, which leave
their experienced readers to infer the implicit cumulative relations lying behind them. In
other words, texts that are highly organized and carefully composed do so in a hidden

way which needs to be made explicit to the students. The students then have to rewrite
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the texts with careful attention to the organization and ordering of ideas to make the

structure of the meaning overt for their readers.

I have one final section to add before I go into more detail about how this theory works
in practice. This detail is about opinion and evaluation of ideas which is part of much

academic writing in the Humanities.

5.2.3 Iconization and axiological condensation

Naturally, because Biblical Studies is a humanities discipline, it is not entirely possible
to bracket the interpersonal or evaluative meanings (Martin, 2017) in the detailed reading
of any text. Evaluation and opinion are important not only in my exposition and appraisal
of the authors and how they have represented the field in their arguments but also in the
authors’ own appraisal of their subject and their rhetorical intentions. These intentions
are the way they are arguing towards the purpose of their overall chapter. This iconization
or axiological epistemic density is often clearly visible. Even in the short texts, which I
have extracted from longer works, their authors are making judgements which they expect
their dialogue partners to understand. [ have sometimes found it important to bracket these
interpersonal meanings to teach academic discourse and encourage my students in the
accurate paraphrasing and reformulating of the authors’ ideas within an appropriate
academic register. Students are, in my experience, too ready rush to judgement, so I
generally downplay the axiology of these texts in favour of picking out the ESD and EC
of the texts. In this way, I hope to ensure that students are prioritizing accuracy in their
paraphrases of theoretical ideas and are not distracted by following opinions that do not

foster this accuracy

In the rest of this chapter, I will be setting out how I have been thinking towards a way of
developing a learnable and teachable “metalanguage” for the technicality and EC of
academic texts by harnessing Maton and Doran’s tools alongside an adaptation of

Martin’s power trilogy.

5.3 EXPLORING THE POWER TRILOGY AS A TOOL FOR DETAILED
READING

In my classroom, the majority of the students are South Africans working in English as

an additional language (EAL). In Chapter 3, I have discussed the challenges and
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alienation faced by these EAL students, who have struggled through a dysfunctional
schooling system into a university system still steeped in colonial and Western values. In
the same chapter, I have looked at the integrated literacy solutions to these problems
pioneered by David Rose and advocated by Emmanuel Mgqwashu. Therefore, in my
pedagogy, I was aware that I needed to explicitly define and concretize the reading and
writing of texts which is the cornerstone of university education. In particular, I have
selected the condensation of meaning in texts, expressed as epistemic semantic density
(ESD) by Maton and Doran (2017a, 2017b), or Mass by Martin (2017). I the following
sections I will look again at my hypothesis of how a Power Trilogy of Power Words,

Power Grammar and Power Composition might work practically.

5.3.1 Power words

The first issue in the condensation of meaning and knowledge in texts is to establish the
status of certain words and wordings as fechnical and intrinsic to the discipline of Biblical
Studies, rather than everyday. This unpacking and understanding of technical words
would assist students in becoming conscious of which vocabulary could be paraphrased
or replaced with synonyms and which should be retained to reproduce the source with an
acceptable degree of accuracy. As a result, I believed that the first level of Maton and
Doran’s (2017a) wording tool could be essential for my task in analysing these texts for
the students. Moreover, the subtypes in the ESD wording tool also provided me with ways
to draw attention to different levels of wordings. Within the technical type, the subtype
conglomerate wordings would be crucial for distinguishing those technical terms that
consisted of more than one element from the compact wordings. Within the everyday
type, the subtype of “consolidated words that encode happenings or qualities as things”
(Maton & Doran, 2017a:6), are a critical element of academic text. They work both in
reading and also for understanding how the writer of a text is condensing meaning
between sentences. Finally, they become a writing resource for the paraphrase that the

students would need to produce.

However, with students who are already struggling with reading a good deal of technical
terminology in four new and unfamiliar modules that make up the first semester of their
tertiary career, I was conscious of the need not to load on another level of technical words.
In looking for a method to realize this aim, I saw that Martin’s (2013) idea of using the

concept of ‘power words’ could be useful for “highlighting the semantic power of
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technical terms” (Macnaught et al., 2013:51). In my adaptation of the ESD tool for the
classroom, I conceived of power words as identifying the condensed vocabulary for
elaborating in prepare-task-elaborate teaching-learning cycle. This response is to what
Macnaught et al. (2013:51) call, “the ongoing challenge of making educational
knowledge accessible to students while retaining the complex meanings encoded in
specialised pedagogic discourses”. Therefore, Table 5.4 below sets out a translation

device that combines Maton and Doran’s wordings schema with Martin’s power words.

Table 5.4 Wording tool adapted from Maton and Doran (2017a) and Martin (2013)

Most

ESD PW Definition Example
condensed

Term consisting of two or more
Conglomerate | ESD+++ | PW+++ | parts each with a separate BOLD SMALL CAPS
technical meaning

Term consisting of one part with

Compact ESD++ | PW++ . . Bold Print
a technical meaning
Happenings or qualities or

Consolidated | ESD+ PW+ processes expressed as SMALL CAPS
participants
A term within the everyday
spectrum but which has higher .

Common ESD PW ESD because of the technical Plain text
language context

Most
Elaborated

5.3.2 Power wordings in practice

To illustrate how this ESD or power wordings analysis could work in practice, I will
explain how I tried to do this for two of the teaching-learning cycles in my module.
Firstly, the extracts used for the third teaching-learning cycle of the module (which
introduces a new theoretical method of interpreting the Bible — narrative criticism) are
from a text by Elizabeth Struthers Malbon (1992) in a chapter illustrating key aspects of
a narrative methodology. This teaching-learning cycle aims to help students to develop
an understanding of the complexity of communication relationships that interpose

between the author and the reader, the different character roles within the narrative, and
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the way the author deploys space, time and sequence of events to create the narrative
world. These are new and potentially difficult ideas for students with limited prior
experience of literary studies, and in particular, they introduce a new world of technical

wordings. One way of analysing these technical wordings is set out in Table 5.5 below.
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Table 5.5 Malbon (1992) Technical wordings or power words

CONGLOMERATE ESD111 COMPACT ESD11 CONSOLIDATED ESD?
NARRATIVE THEORY BIBLICAL STUDIES NARRATIVE BIBLICAL STUDIES | NARRATIVE THEORY BIBLICAL STUDIES
THEORY
LITERARY CRITICISM THE HISTORICAL JESUS narrator Gospels ISOLATED ENTITIES HISTORICAL QUESTIONS
NARRATIVE CRITICISM | THE KINGDOM OF GOD narratee Galilee COMMUNICATION THE GEOGRAPHY
THE MARKAN JESUS THE JEWISH AUTHORITIES | narrative Israel CREATION CHRONOLOGY
NARRATIVE WORLD THE ANOINTING WOMAN character Rome CONSTRUCTION INFORMATION
THE REAL WORLD REDACTION CRITICS flat Law (Torah) REQUIREMENTS
PLOTTED TIME HISTORICAL QUESTIONS round Jesus KNOWLEDGE
THE MARKAN PLOT major Demons BELIEF
THE REAL AUTHOR minor Disciples THE DISTINCTION
THE REAL READER negative Messiah PRAISE
THE IMPLIED AUTHOR positive JUDGEMENT
THE IMPLIED READER setting IDENTIFICATION
NARRATIVE CRITICS background SPATIAL SETTINGS
LITERARY CRITICS, TEMPORAL SETTINGS
DEVELOPING TRAITS SPATIAL REFERENCES
CONFLICTING TRAITS TEMPORAL
REFERENCES
LITERARY QUESTIONS CONNOTATIONAL
VALUES
ASSOCIATIVE VALUES
CONFLICT
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5.3.3 Malbon (1992): power words

In Table 5.5, I have attempted to set out the wordings of the text extracts* from Malbon
(1992), showing the relative strengths of technicality or ESD. The selection of technical
vocabulary falls into two parts for this text. The first part is the wordings that construe
the field of narrative theory. In contrast, the second part construes the field of Biblical
Studies, in particular the so-called historical-critical methods against which the narrative

methods for interpreting the Bible were reacting.

A word of explanation is required here for how I have interpreted Maton and Doran’s
(2017a) categories, especially the conglomerate subtype’. 1 have concluded that within a
broadly humanities discipline such a Biblical Studies, much multipart technical
vocabulary do not follow the model of scientific disciplines. In science, the conglomerate
subtype wordings, like chlorofluorocarbon, are built from different meaning elements
into one long word. By contrast, I would argue that humanities disciplines often construe
conglomerate technical wordings as separate words. In particular, neophyte,
inexperienced academic writers like the students in my modules were failing to clearly
identify these multipart terms. This misidentification can produce unhelpful paraphrases
such as “the implied reader” rendered as “the obscure bibliophile.” These results arise
from using a thesaurus without understanding the individual elements of the wording or
the technical nature of the phrase. So by highlighting these words as conglomerate
technical wordings or PW+++ on the text in the classroom the students grow in awareness
of wordings that cannot usually be changed if the paraphrase of a text is to reflect the
original meaning accurately. This idea is somewhat complicated by what Martin
(2013:29) calls the “flexi-tech” nature of some technical wording in humanities
disciplines. Some technical words can move between historical periods, and others may
be replaced by a limited range of synonyms (as I will discuss in Chapter 7 and Chapter
8). Nonetheless, I would argue that many theoretical concepts in humanities are quite

precise and can be highlighted and elaborated as such.

4 The full teaching script of the Malbon text and the Riches text are available at Appendix E.

> What I have set out in my table would seem to fit more comfortably into what Maton and Doran (2017a:68)
define as categorized word groupings, however after trying to work withs these ideas I concluded they were
not appropriate to peadogogize for my classroom.
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5.3.4 Riches (1990): power wordings

For the fourth teaching-learning cycle in this module, the text extracts were selected from
John Riches’ (1990) The world of Jesus: First-century Judaism in crisis. This text was
selected to introduce ideas of historical sociology into the study of the world of the Bible.
Like narrative theory, this hermeneutic methodology arises from pessimism about the
traditional historical-critical hermeneutic toolkits. These tools developed over the mid-
twentieth century to study the sources of the Bible and their redaction into the final
received form. However, where narrative had posed the questions of literary analysis to
the final received text of the Bible without trying to discern earlier literary forms,
historical sociology posed sociological questions about the type of society depicted in the
narrative by studying similar ancient societies. An instance of these societies is the
“Ancient Near East” or “the Mediterranean World”. This teaching-learning cycle picked
up some ideas that were beginning to become familiar to the students, like the Roman
Empire or Hellenistic culture. But, also introduced sociological terminology, such as
“patron” and “client”, “agrarian”, “landowners”, “day labourers”, and so on, which can,
at times, present deceptively simple parallels to sociological forms in contemporary South
Africa. The challenging task of analysing this text for detailed reading is to develop an
understanding of the world of the Bible through connections to the present while
maintaining an appropriate sense of temporality and the historical period when the
students eventually rewrite this text. Table 5.6 below sets out a table of how I have

analysed the power words from this text.
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Table 5.6 Riches’ (1990) technical wordings or power words

CONGLOMERATE ESD111 Compact ESD11 CONSOLIDATED ESD?
ROME King ADMINISTRATION
COLONIAL POWERS Jews THE SIMILARITY
LOCAL RULER prefect THE BASIS
CLIENT RULER Galilee POPULATION
THE ROMANS Judea TENURE
TAX FARMING Palestine THE INCREASE
POLL TAX Jerusalem THE EXISTENCE
CLIENT KING agrarian THE POSSIBILITY
HELLENISTIC CITIES temple THE SHORTAGE
HIGH PRIEST Sanhedrin MILITARY COOPERATION
THE ROMAN AUTHORITIES the Law THE DIRECT LEVY
MAJOR FEASTS Archaeological
PRIESTLY FAMILIES the estate
GREEK CITY the land
GREEK CITIES the markets
HELLENISTIC STYLE the wages
LARGE ESTATES Debt
ABSENTEE LANDLORDS the Gospels
DAY LABOURERS tenancies
TENANT FARMERS slavery
HEROD’S TEMPLE tenets

in cash

in kind

rent
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In commenting on the wordings, I have identified as technical in Table 5.6, I should note
in particular that my classification of ROME and THE ROMANS as conglomerate
technical wordings. This classification is informed by the idea that they condense the
conglomerate THE ROMAN EMPIRE, which the students had encountered in previous
teaching-learning cycles and which I would draw special attention in the detailed reading
of this text. In general, however, these extracts from Riches (1990) present a contrast to
the previous text, since it does not use a preponderance of technical wordings. This text
i1s not presenting a whole new theory but rather a historical-sociological analysis of

Palestine. °

Therefore, I have concluded that there is some merit in integrating the idea of power
words into my carefully planned Detailed Reading curriculum genre. This merit is
particularly true for the conglomerate and compact technical wordings category.
However, it becomes more complicated when the specialized and generalized
consolidated everyday wordings stray over into grammatical metaphor (Martin 2013) or
the causal relationship between things in a clause. I will discuss this problem below under

the heading of power grammar.

5.4 POWER GRAMMAR

In the Detailed Reading genre of my integrated literacy pedagogy, I am also concerned
with showing how the knowledge in the extracts from the academic books and articles
that I present in class is organized into characteristic language patterns. In this project, I
aimed to emphasize language patterns that construe technicality and epistemological
condensation (EC). This analysis of grammatical patterning is so that in their reading
students will begin to recognize certain kinds of knowledge claims broadly as “facts” or

definitions, and the examples that illustrate them, related to the field of the text’.

The recognition of these language patterns for making knowledge claims will also

hopefully lead to students’ beginning to emulate these patterns in their writing.

SIf T were interested in going to a deeper level of delicacy in the ESD toolkit than everyday common
wording, I would probably analyse much of the wording as nuanced. The overall context is technical;
however, for the students, I am working with, this would simply muddy the waters of their already difficult
relationship with text and reading.

7 Other language patterns relate more to the tenor or interpersonal metafunctions (Martin 2017). These
patterns condense axiological semantic density or iconization (Martin 2017; Maton and Doran 2017b). This
condensation is connected to the author’s opinions, beliefs and evaluation of these definitions.
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Like with the wording tool, I have mostly used the clausing tool in my integrated literacy
pedagogy by borrowing terminology from Martin’s (2013) power trilogy, in this case,
power grammar. However, in this instance, the overlap between the clausing tool and
Martin’s definitions of power grammar do not fit together as comfortably. The primary
problem is the inescapable fact that nominalization, a critical part of the grammatical
metaphor is at the heart of Martin’s power grammar (2013:28). Nominalization, or the
pattern of expressing verbs or qualities as things, is the same as the consolidated category
in the wording tool. However, despite this, Martin’s explanation of power grammar
makes much of how grammatical metaphor is also linked with causal relations within
clauses, and is also “essential for both defining technical processes ... and explaining
them” (2013:28). With these words in mind, I believe there is enough overlap to justify
my borrowing the term to recontextualize or pedagogize decoding the clausing relations
or language patterns of epistemological condensation in the detailed reading of my
teaching-learning cycles. The translation device for this idea of power grammar is

illustrated below in Table 5.7.

Table 5.7 Translation device for power grammar adapted from Maton and Doran
(2017a) and Martin (2013)

Most condensed | Epistemic Power Definition Example

relationships of | Condensation | Grammar

meaning

Taxonomizing | EC+++ PG+++ Adds ideas together | Double
into a clearly underlining

ordered structure

Coordinating EC+t PG+t Adds ideas together | Underlining
mainly by showing
how one causes or
is related to the

other
Characterizing | EC+ PG+ Adds a particular Plain text
set of properties to
a word
Establishing EC PG Adds a set of Broken underlining
meanings to a word
Most simple
relationships of
meaning
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In the clausing analysis below, I have focused primarily on the connecting relations.
These relations are easiest to identify through their grammatical structures. Therefore,
they can be highlighted as a language pattern for the students in my pedagogy. One of the
characteristic language patterns that construe classifying taxonomizing relations within
clauses is an “X is Y structure, in which the first half of a clause is defined by the second
half (Maton & Doran 2017b:85). This pattern is extremely powerful for both the factual
claims and exemplification parts of an academic text. This pattern is true whether we are
doing a detailed reading and decoding of an academic reading in the classroom or the
students are attempting to paraphrase these structures into high-stakes writing of their

own.

The excerpts that I have extracted from Elizabeth Struthers Malbon (1992) largely also
aim at defining and exemplifying the main concepts of narrative theory. Therefore, it is
not surprising that they consist mainly of clauses that construe connecting relations. The
glaring exception to this is in the third excerpt, where Malbon compares the new literary
concepts of temporal and spatial settings with the older tradition of reading the Gospels
to establish the historical geography and chronology of the life of Jesus. Here the extract
uses primarily characterizing augmenting relations to succinctly construe several
opinions on the subject, ending with her conviction that it is impossible to firmly establish

any kind of historical information from what is a literary product.

Recent literary criticism has taught us to conceive of the reader and the author not
as isolated entities but as poles on a continuum of communication. A real author
writes a text for a real reader. An implied author, a creation of the real author that
is implied in his or her text, presents a narrative to an implied reader, a parallel
creation of the real author that is imbedded in the text, and a narrator tells a story

to a narratee. Of course, within a story a character may narrate another story to
another character ... Narrative criticism focuses on the narrative, but the implied
author and the implied reader are understood as aspects of the narrative in this
model. The implied author is a hypothetical construction based on the

requirements and knowledge and belief presupposed in the narrative. The same is
true of the implied reader. The implied author is the one who would be necessary
for this narrative to be told or written. The implied reader is the one who would
be necessary for this narrative to be heard or read (Malbon, 1992:27).

In my sentence-by-sentence detailed reading of the text in my pedagogy, I have
highlighted these language and condensation patterns as power grammar. This effort is to

model for the students how the author uses these patterns, and especially how forms of
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the verb “to be” connect and define key ideas. In the linguistic landscape of South Africa,
this takes on added importance. Most of the students speak an agglutinating home
language such as isiZulu, which does not have a cognate verbal form, since clauses are

built by adding prefixes and suffixes to a verbal stem (cf Land 2011, 2015).

The second example below shows extracts from John Riches’ (1990) historical-
sociological study of Palestine at the time of Jesus. Here my clausing analysis again shows
a preponderance of connecting relations. This time more correlating and connecting
coordinating relations than taxonomizing is not unexpected because the extract is more

focused on description than definitions of technical vocabulary as in Malbon above.

Like many colonial powers, Rome did not adopt a uniform pattern of
administration of the territories it controlled. It found the arrangement that worked
best and, if it caused problems, changed it. If a local ruler could be found who was
competent and would be loyal to Rome then he would be used. Herod the great,
though a powerful King in the eyes of the Jews, owed his position entirely to

Roman support ... Part of the price for the client ruler remaining in power was

military cooperation with Rome. When Herod Antipas ruled in Galilee, Judea to
the south was administered by a prefect ultimately responsible to the Roman

governor of Syria in the North ... At the same time, the client ruler was in many
cases expected to collect taxes for the Romans. This he would have done by
whatever system suited him, most often in the form of tax farming, rather than the
direct levy of a poll tax... But above all it was important that any client King should
be able to maintain order. Archelaus, Herod the Great's son who ruled over Judea
after Herod's death, was a disaster and was removed in AD 6 after a series of
uprisings (Riches, 1990:14-15).

In terms of power grammar, my pedagogy for this text was aimed at the language and
condensation patterns that construe connecting relations that reinforce the lessons from

the previous teaching-learning cycle.

However, unlike power words above and power composition below, the case is far less
clear that emphasizing power grammar or SFL language patterns has an advantage for the
students in my classroom?. It is also much more difficult either to shift or to make a fair
judgement of the students’ use of language patterns after such a short period of explicit
instruction, especially in English. However, the third arm of the power trilogy shows

much more promise for both recontextualizing for the classroom and reproducing in the

8 In Chapter 6, when I discuss my rediscovery of the power of knowledge genres, this issue will return.
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students’ work. As my conclusion, in Chapter 10 will show teaching power composition

is by far the most successful part of this project.

5.5 POWER COMPOSITION

The third aspect of the Detailed Reading phase of my pedagogy is to open up the
organization of the texts to show how the sequencing of the knowledge relates and

condenses concepts and ideas with each other. As Martin (2013:31) puts it:

Crucial as power words and power grammar are to the construal of knowledge ...
[they are] ultimately packaged as texts which store the descriptions and
explanations construing the field.

This unpacking of sequence and organization is so that in their reading students will begin
to recognize that knowledge claims have greater force when they are arranged in
predictable patterns. These patterns show how they may be added to other claims that
reinforce them and be contrasted with the results of other claims, or summarize the claims
that have come before them. By drawing attention to these patterns, I hope to ensure that
students not only understand the text I am unpacking but also begin to use these devices

for themselves.

The translation device is shown in Table 5.8. The discussion below shows how to bring
the sequencing tool from Maton and Doran alongside the idea of power composition from
Martin. For the pedagogy in 2018, I tended to focus on fextual metafunction and themes
(Martin 2013, 2017). In other words, on the beginning of sentences or clauses and how
they are used by the authors to show the relationships between ideas. Particularly, how
by adding textual themes or conjunctions to the beginning of sentences, students can

become more explicit in their writing.
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Table 5.8 Translation device for power composition (adapted from Maton & Doran,

2017a and Martin, 2013)

Most condensed | Power Definition Examples

relationships of Composition

meaning

Vertical PCH+++ Composition that <<Chevrons>>
summarizes ideas from one
sentence or paragraph to
another

Horizontal PC++ Composition that shows {{Brackets}}
ideas as the result, opposite
or unexpected from each
other, or adds them
together into an order

Sedimental PC+ Composition that repeats | //Back slashes//
key ideas

Compartmental PC Composition that organizes | Unmarked

ideas logically

Most simple
relationships of
meaning

Turning now to my analysis of the extracts from Malbon’s text on narrative criticism. [

was struck by their use of predominantly reiterative and repetitive sedimental (Maton and

Doran 2017b:89) sequencing relations:

//The distinction between flat and round characters is not the same as the

distinction between “minor” and “major” characters.//

//The Jewish leaders are hardly minor characters//

{{{but} in Mark they are flat.}}

//Nor is the flat/round distinction equivalent to negative and positive.//

//The Jewish leaders are flat and negative;//

In the above example, the repetition of power words in the theme and new (Martin 2013)

of the clauses established the logic of her argument sufficiently for an experienced

academic reader. Still, the absence of textual signposting can lead to genuine confusion

for the students I teach. The second example below uses some horizontal sequencing.
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Still, these are almost always very simple additive conjunctions that do not emphasize the
aggregation and connection of ideas back and forward in the text. This important

connection of ideas is still largely represented by repetition of the power words.

Recent literary criticism has taught us to conceive of the reader and the author not
as isolated entities

{{{but} as poles on a continuum of communication} }
A real author writes a text for a real reader.

//an implied author, a creation of the real author that is implied in his or her text,
presents a narrative to an implied reader, a parallel creation of the real author that
is imbedded in the text, ...//

{{{and} a narrator tells a story to a narratee. }

{{{Of course,} within a story a character may narrate another story to
another character...}}

Narrative criticism focuses on the narrative

{{{but} the implied author and the implied reader are understood as
aspects of the narrative in this model} }

The implied author is a hypothetical construction based on the requirements and
knowledge and belief presupposed in the narrative.

//The same is true of the implied reader.//

The implied author is the one who would be necessary for this narrative to be told
or written.

//The implied reader is the one who would be necessary for this narrative to be
heard or read.//

The two examples above show that explicit sequencing or power composition of texts is
crucially important to both the Detailed Reading and Joint Construction curriculum
genres. Students often do not understand how the ideas work together in Academic
Discourse. The author has a tacit understanding with her professional audience about how
connections and arguments work. However, first-year students will not appreciate these
tacit conventions. This misunderstanding often has consequences for how they

comprehend arguments and organize their written assignments.

In Chapters 8 and 9 [ will evaluate how the students in 2018 took up this idea, particularly

in adding conjunctions and other connecting language devices to their writing to organize
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it better and to make the relations between ideas and technical concepts more explicit.
However, I will discuss in Chapter 6 how coming to terms with analysing the knowledge

genres of these extracts has developed my thinking about how to go forward with my

pedagogy.

5.6 EVALUATING AN IDEA TOWARDS FUTURE PRACTICE

This project is my first attempt to show an example of how I, the self-reflective
practitioner, can work theoretically with sociological toolkits rather than feelings and
hunches. I have tried to show how I used LCT (Semantics) to enhance an integrated
literacy pedagogy in a disciplinary classroom at a tertiary institution. This work suggests
that first-year tertiary teachers should not follow my earlier example and assume that a
reading that they prescribe is simply self-evident and will give the students the
information that it is intended to. At the very least, we should carefully reread our
prescribed texts. This close reading aims try to become aware of how students may
misunderstand them. My experience in the 2018 and 2019 teaching-learning cycles of the
module as a whole suggests that the effort of integrated literacy pedagogy bears fruit in
clearer and better organized academic writing. My particular use of Reading to Learn and
the ESD and EC tools is perhaps not essential. Still, I would argue that individual teachers
could develop some form of the detailed reading, joint construction and independent
construction teaching-learning cycle as one of their toolkits of pedagogic curriculum

genres for delivering introductory content from foundational authors in their discipline.

My experience in this module also suggests that analysing a text and unpacking its content
improve students’ writing and paraphrasing in assignments. Also, the concepts of power
words, power grammar and power composition could be further powerful tools for the
first-year teacher. This power is because power words will help to draw attention to
technical wordings in the discipline as they occur in the assigned reading, and particularly
point to their correct use and the acceptable range of synonyms which can be used to
paraphrase them in assignments. Power grammar and power composition, in my
experience, and bearing in mind the Reading to Learn philosophy of scaffolding reading
and writing of academic knowledge genres, point to a useful way of unpacking how texts
are structured. Thus, a teacher can use power grammar to highlight important language
patterns in the discipline, such as how to structure definitions, to express how one

phenomenon causes another and to illustrate how to express ideas clearly in the target
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academic language, whether English or an indigenous African language. In the writing of
assignments, the lecturer or tutors could continue to model the most powerful and
appropriate ways to use these language patterns and thus begin to ensure that more
students produce assignments that approach high-stakes academic writing. Power
composition, on the other hand, is a tool for laying bare the structuring of academic
language, particularly where highly theorized academic writing makes this opaque.
Lecturers or tutors could then also model explicitly how to structure assignments in a real-

world context of an actual assignment, rather than in a decontextualized tutorial on essay

writing.
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CHAPTER 6

FINDING MY PEDAGOGY 2: A JOURNEY WITH KNOWLEDGE GENRES

6.1 THE PROBLEM OF KNOWLEDGE GENRES

This chapter will set out my continuing journey with the knowledge genres of the texts
used in my teaching. Particularly, the issues that have arisen from identifying the genre
of extracts from longer macro-genres (Christie, 2002; Martin & Rose, 2008), such as an
introductory chapter from a scholarly monograph, or sections from an article in a
collection of essays outlining various ways of interpreting the Bible or taking a particular
position on the sociology of the biblical world. The choices that I made can be, in part,
explained by the context of trying to introduce the complex issues of integrating reading
and writing into a tertiary-level course. This context is a pressured time frame of 40-56
hours over a semester of 11-13 weeks — depending on the time lost to protests and other
social issues. These extraneous time and social issues must be faced as they arise.
However, I have come to the growing realisation that perhaps the most important issue is
the clear and careful preparation of my teaching material, and thoroughly understanding

the complexity of the meaning and structuring of the texts that I use in my teaching.

The truth of the matter is that I greatly underestimated the issue of knowledge genres and
the social organization and composition of the texts. The texts were, in the first instance,
selected because they were paragraphs from the longer readings selected by Jonathan
Draper, my predecessor as the teacher of the course. He, in turn, chose books from his
library and aligned them with scaffolded written assignments he had developed to
introduce different aspects of the study of the Gospels. When I was first recontextualizing
these extracts into my student handouts, I focused mostly on conveying the factual
content. Then on having the students reproduce the relevant and accurate facts in different
words. The experience of this project has given me a much greater appreciation of the
link between the structuring and composition of texts. The first stage of a Sydney School
genre pedagogy such as Reading to Learn is the selection of the text and the identification
of the knowledge genres. It represents, in Bernsteinian terms (cf. 2000), the shift from the
Field of Production or knowledge as research, which is the author’s original text with its
rhetorical purpose, to the Field of Recontextualization or knowledge as curriculum, which

is my selection and re-presenting of the texts by typing them out with new headings and
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line numbering and including it in a lesson handout framed with my attempt at a “common

sense” summary, questions, notes and an assignment topic.

As a result of the way I undertook my text selection, I may have made the texts more
difficult to read than I intended. Quite frankly, I allowed these selections from longer
texts to become fossilized in my mind and attempted to resolve the problems that arose
from how I had selected the texts without reference to the original. This chapter then seeks
to rectify some of these mistakes with a view to my 2020 pedagogy. In particular, taking
seriously how the stages and phases of the knowledge genres, either of the whole text or
sections of the text that teach a particular theoretical concept, may make a critical

difference to my future practice.

6.2 MY JOURNEY TO THE KNOWLEDGE GENRES OF THE SELECTED
EXTRACTS

In the section below, I critically examine three of the texts that I created for this project
and belatedly discuss my emerging understanding of the knowledge genres of the extracts
as they stand. In addition, I compare them to the original texts and consider how I could
have added further selections from the original to make the knowledge genres easier to
analyse and teach, and in this way move beyond merely the accurate understanding of the
factual content of the texts to comprehending how and why they are organized as they

arc.

6.2.1 John Suggit: The Gospel and the Gospels

This extract, from early in the introduction of Suggit’s book (1997:6, see full text in Table
6.1), sets out to build the field of the meaning of the Greek term gvyyeAov (euangelion).
My first attempt to understand the structure of this text was the taxonomy (set out in
Figure 6.1 below). In which I began to understand that this teaching extract or source text
for writing begins to identify and develop terminology to build the field of this Greek

term within the context of Biblical Studies as opposed to Classics.
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I'ern underitanding context of ifuarion grammaftical use meaning

Gospel’ euangebion nuamderstanding not the wnitten gospel

Correct lllkllr'!"-l.'l.lh!.l:i? everyday -‘p--wh r-.-\:'ul:\rl\' el - Eh'h'h!. WS
Emperor’'s burthday
The plural form (euangelia)
Greek Old Testament —rarely used good news
Always plural
Verb notl unconunon
The New Jedtament ———  always sangular geninne Good news
True Liberation
The Pauline lefters — most frequently Chnshan message
Hope
Jesus humself

Wniten before Best desenbe

Figure 6.1 A taxonomy of the extract from Suggit (1997)
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Firstly, the Biblical Studies emphasis on the common misunderstanding of the term would
not arise in another context, since the written gospel has no technical or disciplinary
meaning for classical studies. But the Classics field does supply the first level of the
context for an implied correct understanding of the word: the everyday speech of the
Greco-Roman world, the regular use in the plural, the simple meaning of “good news”,
and the example of use in announcing the Emperor’s birthday. From this launching point
in classical culture, the argument for the correct understanding of the term shifts to the
field of the Greek translation of the Hebrew scriptures or Christian Old Testament, where
three ideas are added: rare use of the always plural noun, the common use of the
corresponding verb, and the implication of the continuing simple meaning of “good
news”. The next context to consider is the original language of the Greek New Testament
before translation into English. Here the emphasis is that the noun is always used in the
singular and that this implies a theological meaning of genuine good news or true
liberation. The argument climaxes with the location in the Pauline Letters as a subset of
the New Testament. Here the noun is used 60 times but, as in the previous section, the
verb i1s now no longer mentioned. In this context, theological meanings are again
emphasized, so the noun stands metaphorically for the Christian message and hope, and
even more importantly for the person of Jesus himself. The clincher is that Paul, or at
least his letters, uses the noun most and before its use by the written gospels. The
conclusion is that the letters best describe the theological meaning of the term and by

implication, the one that should be appropriated by the reader.

However, in terms of the typology of knowledge genres from Rose (2020a), the text as |
have it here shows features of a factorial explanation. As a result, I wrongly identified it
as such in my teaching in 2018. Therefore, I set the students the task of writing an
explanation in their final assignment. Now, having done a much more careful analysis of
the knowledge genres my current identification, as set out in Table 6.1 below, places the
text within the knowledge genre category of the exposition argument. This category sets
out several arguments supporting one point of view. In this case, this argument is Suggit’s
suggestion in the passages of evaluation that the word “gospel” can have a correct

understanding if based on the type of arguments set out in his short text.

As a New Testament scholar, I also recognize these patterns. They are the familiar stages

and phases of a knowledge genre arguing for the correct definition of original language
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terms in the discipline of Biblical Studies. They construe a typical contextual shift from

wider culture to the sacred text and a temporal shift from oldest to newest.

Table 6.1 Extract from Suggit (1997) presented with the stages and phases of an

exposition argument

Stages Text Phases
. Even the word “gospel” (Greek euangelion) is liable to
Thesis . .
misunderstanding.
The Greek word simply means “good news”. Topic
It was regularly used in the plural form (euangelia) in Elaboration
Argument 1 everyday speech,
often with reference to such occasions as the Emperor’s Example
birthday.
In the Greek Old Testament, the word is rarely used, Topic
Argument 2 and is always in the plural, although the corresponding verb Elaboration
is not uncommon ...
In the New Testament, the remarkable fact is that Topic
Argument 3 the word is always found in the singular Elaboration
as if the news brought by Jesus is the only real or genuine Evaluation
good news, leading to true liberation.
The word is used most frequently in the Pauline Letters (60 Topic
Times)
where it refers to the content of the Christian message and Elaboration
hope (e.g. Gal 1:11) not to the written gospel.
Argument 4 Often, in fact, Paul thinks of Jesus himself as the gospel, so Evaluation
that Paul can describe his task as being “to preach him as the
gospel among the Gentiles” (Gal 1:16).
What Jesus came to proclaim was so closely tied up with his
own person that he and his message came to be identified...
In view of Paul’s frequent use, we should rightly expect that Point 1
he and the letters attributed to him will best describe what
the gospel is
Resolution since most of them were written before the four gospels Point 2
The best and shortest description of the gospel is to be found | Evaluation
in 2 Corinthians 5:19 “God was in Christ reconciling the
world to himself”.
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This analysis of the text as a knowledge genre gives me many more resources for both a
Detailed Reading and Joint Construction in terms of a clear generic structure that takes
account of the whole of the texts and the language choices Suggit has made. In personal
communication, Claire Acevedo, an experienced Reading to Learn practitioner, pointed

out that

while the field information, of course, is used to support the arguments, the
appraisal system is key in the analysis: even, liable, simply, regularly, often
contrasted with rarely; hedging although. Positive appraisal, remarkable, always,
only, real, genuine, true etc. culminating with best and shortest. Y ou were reading
the appraisals to discern that it was an argument yet you didn’t make all of these
essential resources visible to your student readers (Claire Acevedo, pers. comm.,
15 November 2019).

This information raises the question about axiological condensation or iconization (Maton
and Doran 2017a, Martin 2017), which I bracketed in Chapter 5. What role will the
opinions and evaluations of the author play in my pedagogy going forward? To what
extent I could try to integrate these issues into a pedagogy based on the power trilogy.
Fortunately, the other texts I have selected present fewer of these challenges since they

are largely factual texts rather than arguments.

6.2.2 Elizabeth Malbon: narrative criticism

These text extracts are from the original article by Elizabeth Malbon (1992). My selection
was following the lead of my colleague Jonathan Draper, his underlining in the text of the

longer article and the reading questions of his assignment:

~

What is meant by the implied author and the implied reader?

2. What are flat and round characters, and how do they relate to positive and
negative roles in Mark’s narrative?

3. In your own words, describe the importance of the three “w’s”, “who”, “where”,
and “when”, in providing the setting of Mark’s narrative.

4. What is meant by plot in narrative theory? Summarize briefly the key to Mark’s

narrative plot.

This example led me to focus on particular parts of Malbon’s text, which define and
outline the technical terminology related to the major components of narrative theory,
beginning with the author and reader, and then characters, setting and plot. At the same

time, I had to keep a close eye on brevity to facilitate sentence-by-sentence unpacking in
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the very limited time afforded by class time in a tertiary institution. The four extracts from

Malbon (1992) are now set out below.

6.2.2.1 Implied author and implied reader

Malbon: Author and Reader

Recent Literary Criticism

v N

Isolated Entities Continuum of communication

o
Real Author » Real Reader
\
\

h}'pb'rhemal creation

I'\.
"-
Narrative

7/ N\

told or written heard or read.
|I "\
]
| “'\
; \
implied author » Implied reader
_.l"l I'.I
Iimplied in text imbadded in the text
|

Marrator

Figure 6.2 A taxonomy of the author/reader extract from Malbon (1992)

The first selection (Malbon, 1992:27) sets out the communication between reader and
writer in narrative theory. A taxonomy of the ideas shows (see my first attempt in Figure
6.2 above) my working hypothesis of how the text might be better understood by a novice
reader. I began with the idea of the implied author and reader as creations of the real
author, rather than with the continuum of communication idea. This order seemed better
because the invisible hierarchy of author/reader, narrator/narratee and characters is not

clear in the way the text is set out. This demonstration shows the difficulty of this kind of
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authentic academic text set out below in Table 6.2. It needs an understanding of continua
and hierarchies that are merely hinted. Also, the ability to read backwards that
hypothetical constructions apply to all the technical terms in the extract. In this first case,
identifying the knowledge genre as two short classifying reports, (see Table 6.2), does
not prove particularly helpful. Because although the patterns are quite clearly set out, the
remarkably strong condensation and abstraction of the ideas and meaning in this extract

are still difficult to understand.

Table 6.2 Stages and phases of Malbon’s extract on implied author and implied
reader

Stages Text Phases

Classification | Recent literary criticism has taught us to conceive of the
reader and the author not as isolated entities but as poles
on a continuum of communication.

Description A real author writes a text for a real reader. Parts of the
sequence of

An implied author, a creation of the real author that is L
communication

implied in his or her text, presents a narrative to an
implied reader, a parallel creation of the real author
that is imbedded in the text,

and a narrator tells a story to a narratee.

Of course, within a story a character may narrate another
story to another character...

Classification | Narrative criticism focuses on the narrative, but
the implied author and the implied reader are
understood as aspects of the narrative in this
model...

Description The implied author is a hypothetical construction based | Implied author
on the requirements and knowledge and belief and reader as
presupposed in the narrative. parts of the
The same is true of the implied reader. narraiive
The implied author is the one who would be
necessary for this narrative to be told or written.
The implied reader is the one who would be
necessary for this narrative to be heard or read.
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6.2.2.2 Rethinking the selection on the implied author and implied reader

I'looked back critically at the source in Malbon’s (1992) article. This appraisal shows that
I could profitably add a few sentences to clarify the meaning of my selection. These
additions, in the quotation below, would give concrete examples of the idea of the implied
author and reader for Mark’s Gospel in terms of the culture they share and how this

cultural information helps with interpreting the narrative of the gospel text.

Of course, basic information about the cultural context is essential to any
interpretation. The implied author and implied reader of Mark’s Gospel, for
example, were literate in koine (common) Greek and knew the Hebrew Bible
(later to become the Old Testament for Christians) in the form of its Greek
translation in the Septuagint. Narrative critics are eager to know as much as
possible about the cultural contexts — especially of ancient works — in order to
understand more completely the implied author and the implied reader of the
narrative. However, narrative critics are wary of interpretations based on elements
external to the narrative — including the intentions (known or supposed) of the
real author (Malbon, 1992:27-28).

The proposed addition provides more relevant context-dependent cultural information for
work in the classroom. As such, it strengthens the presence and semantic gravity (Martin
2017) of the extract. However, the mass and semantic density of the extract remains
strong. The addition introduces new technical terms, and a good deal of cultural
elaboration will be needed to unpack this in the classroom. In terms of the knowledge
genre of the proposed additional extracts, there are several questions to answer, in
particular how to classify the last two sentences, which move beyond classification and
description to an evaluation of how narrative critics approach the interpretation of the
Bible. Ultimately, my decision to include the addition in 2020 was based on the hope that
the section would prove less daunting for the students. More importantly, in the
curriculum for 2020, this topic was moved later in the module, and the following text on

Character replaced it as the first part of Narrative Theory.
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6.2.2.3 Characters

Malbon: Characters

Characters
Y

N\

FIatI Round Flat Round

/ /// , II." -\\‘\\HI \\

. \ \
e I .'u | \ \ ‘\\

Positive negative Positive negative Positive negative Positive negative

I' i ‘\ '|I
| | \\. i
I| II- ‘\‘\ 'I. \
I { \

Jewish Leader Markan Jesys Disciples Anointing Woman
| [
| I.’\ ‘-"'“-.__ —
| \ ~—

Praise Judgement Identification

—

Figure 6.3 A taxonomy of the characters extract from Malbon (1992)

The second selection form Malbon’s article (1992:29; See full text in Table 6.3) sets out
and contrasts three theories of character, which come together to give a multi-layered
understanding of this important aspect of narrative theory. My first attempt to understand
the structure of the text using a taxonomy (see Figure 6.3) suggested that Malbon’s
strategy to begin with the simplest terms rather than the most superordinate category in
the hierarchy, which is major and minor characters, can become confusing. Also, Malbon

(1992:29) expressed all the relationships between the character theories negatively.

“The distinction between flat and round characters is not the same as the
distinction between ‘minor’ and ‘major’”, “The Jewish leaders are hardly minor
characters”, “Nor is the flat/round distinction equivalent to negative and

positive”.

This quirk of English understatement proves unnecessarily confusing for EAL readers.
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In this instance, thinking in terms of knowledge genres makes things much clearer. I think
of'this as a descriptive or classifying report of flat and round characters. In this case, phase
1 and phase 4 define and develop Malbon’s favoured character theory, which is the
distinction between flat and round. Phase 2 and 3 then make more sense as contrasting
theories of major/minor and positive/negative, with the examples connecting them into
the flat/round schema. Phase 4 then returns to why Malbon favours the flat/round system,

which is because it elicits reader response and identification.

Table 6.3 Stages and phases of Malbon’s report on flat and round characters

Stages

Text

Phases

Classification

Some characters are portrayed with only one
trait.

Others are given a number of traits, or
developing traits, or even conflicting traits.

E M Forster, novelist and literary critic, called
these two types of characters “flat” and “round”.

Description

Character
theory 1

The distinction, which is sometimes
elaborated, has proved to be extremely
helpful to narrative critics.

Flat characters are simple and consistent.
Some flat characters appear but once, others
again and again, but their actions and words
are predictable.

Round characters are complex or dynamic.
They may reveal new aspects of themselves
or even change

Orientation

Definitions

Character
theory 2

The distinction between flat and round
characters is not the same as the distinction
between “minor” and “major” characters.

The Jewish leaders are hardly minor characters
but in Mark they are flat.

Orientation

Example

Character
theory 3

Nor is the flat /round distinction equivalent to
negative and positive.

The Jewish leaders are flat and negative; the
anointing woman is flat and positive.

The disciples are round and both positive and
negative; the Markan Jesus alone is a round
positive character.

Orientation

Examples

Development of
Character
theory 1

The flatness or roundness of characters,
however, does affect the implied reader’s
response in praise, judgement or
identification.

Round characters elicit identification in a way
that flat characters do not.
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These resources provided by Genre analysis made this a relatively simple text to teach
and rewrite in 2020. More importantly, they prompted me to think about treating each of
these extracts as separate texts. This decision freed me from the problems of presenting
the more difficult ideas in Narrative first and gave me a powerful teaching strategy for

going forward with the module.

6.2.2.4  Setting

Malbon: Setting

Setting
) / \
historical questions i'lm?r',' questions
/ N I". \\
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ons associations  plotted time

Figure 6.4 A taxonomy of the setting extract from Malbon (1992)

The selection of the text on setting (Malbon, 1992:30-1, Table 6.4) includes some
problems. Namely, the previous modes of so-called historical-critical methods of biblical
interpretation are alluded to with a throwaway reference to two of the latest iterations of
the paradigm (See Fact 1 in Table 6.4 below). This reference is to contrast these methods
with literary theory. My attempt to analyse the text with the taxonomy above (Figure 6.4)
resolves the problem by trying to set out the difference in approach to the setting of each
method. Once again, identifying the knowledge genre, as a descriptive report, makes
sense of some of this confusion. Especially, thinking of Phase 1 as a contrast to the literary

approach in Phase 2.
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Table 6.4 Stages and phases of Malbon’s extract on setting

Stages

Text

Phases

Classification

Characters are the “who” of the narrative; settings are
the “where” and “when”.

Description

Fact 1:
Contrast

The shift from historical questions to literary
questions has made a significant impact on the way
interpreters think about the spatial and temporal
settings of the Gospels.

The original questers for the historical Jesus
combed the Gospels for information about the
geography and chronology of Jesus ministry.

Early redaction critics of Mark argued that its
confused geographical references indicate an
author writing outside Galilee and Israel, probably
in Rome...

The spatial and temporal settings of Mark give a
clear picture of neither Jesus time and place in
history nor Mark's.

Orientation

Example 1

Example 2

Conclusion

Fact 2: Literary
approach

Literary critics, especially narrative critics, interpret
these spatial and temporal references internally
rather than externally.

Together they form the background for the dramatic
action of Marks Gospel.

In fact, settings often participate in the drama of the
narrative.

Places and times are rich in connotational, or
associative values, and these values contribute to, the
meanings of the narrative for the implied reader.

Orientation

Elaboration

6.2.2.5 Rethinking the selection on setting

However, in critically evaluating this selection, I can also see that Phases 1 and 2 would
be much clearer with additional sentences from the source text. On the one hand, the

reference to “early redaction critics” is usefully contrasted with the addition of the

opposing view of “later redaction critics”:

Later redaction critics speculated that the positive connotations of Galilee in Mark
indicate Galilee as the locale of the community for which the gospel was written

(Malbon, 1992:31).
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On the other hand, the selected text ends by suggesting the importance of the connotations
and associations of space and place, but without crucially including the obvious examples
that follow in the next paragraph. Adding the following text will make the ideas so much

clearer:

For the implied author and reader who know their bible *, the mountain” is where
God comes to meet leaders of the people of God. Similarly, “the sea” is where
God manifests divine power, and “the wilderness” is where God manifest divine
care in the miraculous feeding of the people of God ... Markan temporal settings
also contribute significantly to the implied reader’s appreciation of the narrative.
Some temporal references are clearly allusive or symbolic. Jesus’ testing in the
wilderness for forty days (1:13) is an allusion to Israel's forty years of testing in
the wilderness during the Exodus. The twelve years of age of Jairus’s daughter
and the twelve years of suffering of the haemorrhaging woman intensify the
Jewish flavor of the interwoven stories (5:2 1-43). Twelve is a number symbolic
of Israel, with its twelve tribes (Malbon, 1992:31).

There are, of course, disadvantages to making this extract much longer. Mainly, it raises
questions of the available class time to integrate further content into the module; however,

the rewards of greater clarity outweigh these considerations.

6.2.2.6 Plot

Malbon: Plot
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Figure 6.5 A taxonomy of the plot extract from Malbon (1992)

84



The selection on the plot (Malbon 1992:32-3; Table 6.5) has a break in the sense that is
masked by the way I have tried to set out the taxonomy above (Figure 6.5). I tried to
harmonize the confusion by borrowing the real world and chronology from the previous
selection on the setting. This solution ignored the value of Genre analysis and the value

of returning to my source to check my selection.

Looked at through genre analysis (Table 6.5), the first of the two phases of the description,
which defines the narrative world and plotted time, is not fully logically connected to the
second, which begins “Conflict is the key to the Markan plot”. What is more, when
returning to the original to do a critical evaluation of my selection, I realised that this
lacuna arose when choosing only two sentences from a rather dense theoretical
elaboration of the idea of the narrative world. As a result, I created a confusing text and
then compounded this confusion by changing or “correcting” the term “narrative world”
to the “real world” in the first sentence. When teaching the resulting text in 2018 and
2019, I was confused by my selections. So, I fudged some sort of explanation, before
moving on to focus on the second part of the description, which was of plot in Mark’s

Gospel as a series of conflicts.

Table 6.5 Phases and stages of Malbon’s extract on the plot

Stages Text Phases

Classification The plot is the “what” and the “why” of the narrative.
What happens? Why? Then what happens? Why?
These are the questions of plot ...

Description Events are not always plotted in the narrative world in Orientation
the way in which they would occur in the real world.
Fact 1: Plot as
Events The changes from narrative world to plotted time of
the narrative are part of the implied author's discourse Elaboration
with the implied reader ...

Fact 2: Plot as Conlflict is the key to the Markan plot ... There are Orientation
Confflict multiple conflicts along several dimensions.
The kingdom of God is in conflict with all other claims Examples

to power and authority. Jesus is in conflict with demons
and unclean spirits. Jesus and the Jewish authorities are
in continuing conflict over issues of authority and
interpretation of the Law (Torah). Jesus and the disciples
are in conflict about what it means to be the messiah and
thus what it means to follow him.
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6.2.2.7 Rethinking the selection on the plot

For 2020 I propose the longer version of Phase 1, shown in bold type in the quotation
below. The words of my text from Table 6.5 are now underlined below as the start of the
elaboration sub-phase. This addition will make the description of the plot as events
clearer. As with setting the selected text is now longer and will need careful work in the

detailed reading:

Biblical critic Norman Petersen presents a very fruitful distinction between
Mark’s narrative world and Mark’s plotted time. The “narrative world is
comprised of all events described or referred to in the narrative, but in their
causal and logical sequence. The plotting of this world is to be seen in the
ways its components have been selected and arranged in a sequence of
narrated incidents.” Events are not always plotted in the narrative world in the
way in which they would occur in the narrative world. The changes from narrative
world to plotted time of the narrative are part of the implied author’s discourse
with the implied reader. An event may be narrated after its logical order in the
narrative world. An event may be narrated before its logical order in the
narrative world. And of course, events may occur in the same order in both.
An event may be narrated with a longer, shorter, or equal duration in
comparison with its duration in the narrative world (Malbon, 1992:32).

In contrast, then, I would keep Phase 2 on “Plot as conflict” simple and would base it on
a series of concrete examples from the Gospel to strengthen the semantic gravity or

presence.

6.2.2.8 Overall evaluation: teaching Malbon in 2020

Each of these longer selections from the text by Malbon (1992) that I am proposing to
use for teaching in 2020 have been informed by my acquaintance with the difficulty
students have in understanding these texts and my developing appreciation of the

connection between the form and the meaning in texts.
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Figure 6.6 Taxonomy of the sequence of communication in Malbon (1992)

Longer selections also suggest a change in teaching strategy. Instead of trying to do a
detailed reading and then jointly construct the whole text on narrative theory, as I did in
2018 and 2019. I should approach each characteristic of narrative theory discretely as a
knowledge genre with its teaching-learning cycle. That can be covered more quickly and
can build up a greater practice in reading and writing through the whole macro-cycle of

lessons on narrative theory.’

This strategy may then make it easier for students to appreciate the connections between
the different selections referring back to the communication between the implied author
and implied reader that is mentioned in each of the selected texts and which I have
analysed in the taxonomy above. In past years, I have tried to get students to write about

these connections. In 2020 it might be possible to initiate a joint construction phase for

® Once again, I am greatly indebted to Claire Acevedo for pointing out this, with hindsight, rather obvious
change in teaching strategy. Her evaluation and incisive yet caring critique of my integrated literacy practice
was crucial for the writing of this chapter.
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the macro-genre by making notes on and rewriting these sections and then to think about

a longer assignment involving all the selections from Malbon (1992).

6.2.3 John Riches: The World of Jesus

I constructed the text for the detailed reading of the teaching-learning cycle on the
sociological interpretation of the Bible based on the information that would be required
to answer the questions of the assignment I had developed from Jonathan Draper’s

original.

1. Write a carefully structured paragraph to explain what Riches says about the
nature of Roman rule and administration in Palestine and the so-called
“client rulers”. (10 Marks)

2. Write a carefully structured paragraph to explain the problems between the
Jewish leaders and the people that were created because Jerusalem was
“more like a Greek city”. (10 Marks)

3. Write a carefully structured paragraph to explain the changes in patterns of
land tenure in Palestine that led to a crisis for the small farmers in the
villages. (10 Marks)

I planned that each selection, consisting of 10—15 sentences, could form the basis of an
answer to each of these questions when paraphrased. Unlike Malbon’s (1992) text, which
presented blocks of Theory that may be isolated and then extracted, a text on historical
sociology is heavily dependent on detailed contextual examples drawn from Palestine in
the first century. Therefore, I needed to construct texts for detailed reading that covered
the field needed for answering the questions. At the same time, keeping them short and

coherent provides some challenges.

6.2.3.1 Client rulers

At first glance, the first selection (Riches, 1990:14—15; Table 6.6) presents two problems
to the reader. The first is original to the source, and the second arises from how I extracted
the text. The second sentence reads: “I/f found the arrangement that worked best and if it
caused problems, changed it.” The three “its” in the sentence have different references.
The first refers externally to Rome, the subject of the previous sentence. The other two
refer internally and cryptically to “the arrangement”, which is a synonym for “uniform

pattern of administration” from the previous sentence.
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Table 6.6 Phases and stages of Riches (1990) extract on client rulers

should be able to maintain order.

Archelaus, Herod the Great's son who ruled
over Judea after Herod's death was a disaster
and was removed inAD®6 after a series of
uprisings

Stages Text Phases
Phenomenon Like many colonial powers Rome did not
adopt a uniform pattern of administration of
the territories it controlled.
It found the arrangement that worked best and, if
it caused problems, changed it.
Explanation If a local ruler could be found who was Competent Ruler
competent and would be loyal, to Rome then he
Factor 1 would be used.
Herod the Great, though a powerful King in the E.g. Herod the
eyes of the Jews, owed his position entirely to Great
Roman support ...
Factor 2 Part of the price for the client ruler remaining in Military
power was military cooperation with Rome. Cooperation
When Herod Antipas ruled in Galilee, E.g. Herod Antipas
Judea to the south was administered by a
prefect ultimately responsible to the
Roman governor of Syria in the North...
Factor 3 At the same time, the client ruler was in many Collect taxes
cases expected to, collect taxes for the Romans.
This he would have done by whatever system
suited him, most often in the form of tax farming, | FE.g. Description
rather than the direct levy of a poll tax... of Methods
Factor 4 But above all it was important that any client King | Maintain Order

E.g. Herod
Archelaus

The second problem is that several of the examples that illustrate the organising

statements in the text are non-sequiturs that require further clarification. I analysed this

text is as a factorial explanation (Table 6.6 above).

Identifying the first two sentences as the statement of the phenomenon, do not resolve the
linguistic difficulties of the first problem. But it becomes more understandable as a

summary of the factors that will follow. Each of the factor statements is an example of an
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“arrangement that worked best.” The example then illustrates it with problems and

changes that happened in the time of Jesus.

6.2.3.2 Rethinking the text on client rulers

To solve the problem of the non-sequiturs in the examples, I critically analysed my
selection against the original of the text. I soon realized that these example sections could

be made clearer with the addition of some small details.

In the first example, this was by showing how Herod the Great had to manoeuvre

constantly to prove his loyalty to the Romans:

Herod the great, though a powerful King in the eyes of the Jews, owed his position
entirely to Roman support. He was first declared king of Judea in Rome at a formal
meeting of the senate in 40BC. Herod had to wait three years before he was able
to take possession of this kingdom. He nearly lost his kingdom again when he
found himself on the losing side in the war between Augustus and Mark Anthony
(Riches, 1990:14).

This proposed elaboration, underlined in the quotation above, greatly enhances the

coherence and comprehensibility of the first statement.

In Factor 2, “military cooperation”, the example mentions two different arrangements for
ruling parts of Palestine. What I left out in extracting the text for teaching is that the
military road between the two Roman garrisons lay across the client ruler’s territory. The

addition is underlined in the quotation below:

When Herod Antipas ruled in Galilee, Judea to the south was administered by a
prefect ultimately responsible to the Roman governor of Syria in the North. That
is to say, the lines of communication ran straight through Antipas’ territory.
Roman troops marching from Damascus to Jerusalem would have passed along
the military road not far from Nazareth. There was no question of respecting
Galilee’s sovereignty (Riches, 1990:15).

Adding these details clarifies the idea of military cooperation, as does the adding of a few

lines to Factor 3, “Collect taxes”, to read:

This he would have done by whatever system suited him, most often in the form
of tax farming, rather than the direct levy of a poll tax. This is likely to have
involved a measure of Imperial supervision. The important point was that the
emperor was heavily dependent on the taxes he received from the provinces for
maintaining his own position (Riches, 1990:15).
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These underlined additions tie this factor more neatly into the factorial explanation by
emphasizing the Roman imperial supervision and consumption of the taxes. This addition

makes it seem less like taxation was an area of relative autonomy for client rulers.

These longer texts have the disadvantages of requiring more time for teaching. However,
along with a much clearer sense of the knowledge genres of the extracts, I believe they
will simplify the teaching of this text for the next round of teaching-learning cycles in
2020. Expanded and more detailed examples give more context to the explanation genre
and provide more scope for students’ understanding of the historical sociology of Ancient

Palestine.

6.2.3.3 Jerusalem

As it stands, the second extract (Riches, 1990:22-3) makes a coherent case for comparing
Jerusalem with Hellenistic cities in the region. This coherence is strengthened if the text
is analysed as a factorial explanation. It outlines why, despite appearances, Jerusalem was
pretty much like a Hellenistic city. At the same time, this comparison to a Hellenistic city
requires a good deal of elaboration of the history and culture of the region. The preceding
sections of the chapter provide this elaboration in some detail but are far too long to be
included for readers beginning their journey with university academic discourse. These
are issues I will bring up in Chapter 7, where I discuss issues of LCT (Autonomy) in my
pedagogy. The target purpose of the lesson, which is to do a detailed reading of this text,

requires a good deal of non-target content for it to be elaborated accurately.
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Table 6.7 Stages and phases of Riches extract on Jerusalem

Stages Text Phases
Phenomenon | The principal city in Palestine was of course Jerusalem,
which was both like and unlike other cities.
Explanation | It was unlike other cities because it was the city of the | How was Jerusalem
Factor 1 temple and the traditional centre of the Jewish nation. | unlike other cities?
Factor 2 Other aspects must have made it appear quite similar to
other Hellenistic cities ...
In the first place the high priest’s authority was clearly | High priest I
dependent on the Roman authorities.
He was appointed by the Roman governor, and the E.g. Dependent on
Roman garrison kept a watchful eye over the temple Roman garrison
courts.
This permanent garrison was strengthened at the major
feasts by reinforcements from Caesarea.
Second, the high priest’s authority was subject to the High priest 2
authority of the Sanhedrin.
This was a court or council made up of priestly families | Definition of
and experts in the Law over which the high priest Sanhedrin
provided.
Looked at through Roman eyes he was rather more like | E.g. Like a Greek
their appointee to the presidency of a city council, on council
the Greek model, than a divinely appointed ruler.
Factor 3 There were other respects in which Jerusalem was
more like a Greek city.
In the first instance, the temple was the basis for Wealth 1
considerable wealth ...
Jews everywhere paid tax to the temple; tithes were E.g. Temple and
supposed to be brought to Jerusalem tithes
Jerusalem was the home of aristocratic families and Wealth 2
wealthy landowners.
All of this would create a sharp contrast between the E.g. City vs country
wealthy city dwellers and the poor from the land.
Factor 4 Moreover, the style and grandeur of the buildings in Architecture
Jerusalem would underline the similarity with other
Greek cities.
Herod’s Temple was in the Hellenistic style. E.g. Temple
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Analysing the text as a factorial explanation reveals four factors with sub-factors, as
shown in Table 6.7 above. Two short additions to Factor 2 and Factor 3 could provide
clarifying detail. The high priest’s dependence on the Romans could be contrasted with

his traditional role by adding these words to the sub-factor “High priest 1”:

Traditionally Jerusalem was the centre of Jewish power. The high priest
represented the people to God and God to the people. As such he and the
priesthood administered the Law and governed the people. If that was the theory
the practice was rather more complicated (Riches, 1990:22).

More crucially, the explanation of the connection between wealth and tithes brought to

the temple is improved with the addition of these two sentences.

In the first instance, the temple was the basis for considerable wealth. Under
Herod the Great a large program of rebuilding had provided employment for
many. Pilgrims brought wealth to the city. Jews everywhere paid tax to the temple;
tithes were supposed to be brought to Jerusalem (Riches, 1990:23).

6.2.3.4 Life in the country

The third selection (Riches, 1990:24-5) attempts to give a sense of the changing rural
economy in first-century Palestine and the resulting distress of the population falling prey

to debt and slavery.

When I analysed it as a factorial explanation (Table 6.8), the phases of the text emerged

as two factors followed by a section that enumerated the consequences of these factors.
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Table 6.8 Stages and phases of Riches extract on life in the country

Stages

Text

Phases

Phenomenon

Most of Palestine of course lay outside the cities.

Its population was predominantly Jewish and its economy
agrarian.

Its population lived in towns and villages, the latter being
associated with their local town.

Explanation

Factor 1

The land was divided between large estates and
smallholdings ... Patterns of land tenure were changing
around this period.

Under Herod much of the land had been administered as
the king’s own estate. Subsequently his land was sold off
and this led to the increase of large estates often with
absentee landlords (Mt 21:33-41).

Archaeological evidence shows the existence of such
estates with the central settlement and dependent villages.

Patterns of
land tenure

How change
happened

Evidence

Factor 2

These estates were in part sublet to tenant farmers paying
rent either in kind or in cash.

Labour on the estate proper was provided either by tenets
or by day labourers (cf. Mt 20:1). Clearly under these
circumstances the possibility of amassing debts and of the
shortage of employment was a real one, as the Gospels
show (Mt 18:25, 20:6)

Estate
conditions

E.g. Reference
to parables

Consequences

Thus, there are good grounds for supposing that life in
rural Palestine was far from easy for peasant farmers and
day labourers.

Agriculture itself was laborious and the land, possibly the
markets, and certainly the wages were in the control of a
few wealthy landowners.

None of this makes for great security and an easy life.
Debt, loss of tenancies, and ultimately slavery threatened

Under these circumstances sustaining a traditional Jewish
way of life requires sustained effort.

One

Two

Three

Four

This analysis potentially provides more clarity on how to teach the structure of this text
in the detailed reading for 2020. At the same time, however, it gives the wrong impression

of the rural population trapped in these circumstances.

94



6.2.3.5 Rethinking the text on life in the country

This wrong impression of the original selection may be countered. There is then a case
for further paragraphs to be added to this text to clarify the situation in rural Palestine.
These paragraphs outline the population movements, begging and social banditry, which

resulted from the spiral of debt and the loss of tenancies:

At the same time, rural workers would have been aware of the wealth and
opportunities offered by the largely Hellenistic cities in their midst, and such
prospects no doubt exercised a powerful attraction. Under these circumstances
sustaining a traditional Jewish way of life requires sustained effort. Evidence
for this can be found in three areas. First, there were considerable movements of
population. People emigrated to join the many Jewish communities in cities
around the Mediterranean, such as Alexandria. Second, there were those who took
to begging as the Gospels clearly show (Mk 10:46, Jn 9:8, Lk 14:21). And there
were, third, those who resorted to more violent ways of resolving their problems
thieves, brigands (Mt 6:19, Lk 10:30) and resistance fighters (Riches, 1990:25—
6).

Including these as further factors to the explanation, together with Consequence 4 (Table
6.8 above, bold type in the quotation) would have advantages for expanding the teaching-
learning cycle on historical-sociological interpretation. In particular, when students were
confronted with the phenomenon of rural poverty in ancient Palestine, they made the
obvious inference that people would move to the cities in search of work, based on their
experience of the related phenomenon in contemporary South Africa. However, my
interest was in the accurate representation of the content of the texts I had constructed,
which excluded this information. In 2020 an expanded reading of the text could provide
the historical-sociological section of the module with material related to the direct or past

experience of the students or their families, and thereby with a vital link of identification.

6.3 SOME THOUGHTS ON KNOWLEDGE GENRES IN THE TERTIARY
CLASSROOM

This chapter has presented my journey with the role of knowledge genres in the university
classroom. In my preparation in 2017 and 2018, I was too focused on the content of the
extracts to think much about the structure. Attempting to implement the Detailed Reading
and Joint Construction curriculum genres in 2018 showed me that I needed to pay more
attention to the structuring of the texts. Still, as I illustrated in sections 6.2.1 and 6.2.2,

this took the form of thinking of taxonomies of the content rather than the staging and
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phasing of knowledge genres. The explanation for this is that I simply could not imagine
how to think of these texts in terms of genre. It took the intervention of Claire Acevedo
to alert me to the obvious — that macro-genres like articles and chapters are made up of
micro-genres and that any selection of written language will fall into a generic structure.
For both the Detailed Reading and Joint Construction curriculum genres, taking the

generic structure of the text into account entails profoundly rethinking how to teach.

This powerful insight is only just emerging. But I know it will have a significant impact
on my pedagogy going forward. In Chapter 8, 1 will pick up on how I attempted to
implement a version of the Joint Construction curriculum genre within the time
constraints of the first semester of 2018. However, in the following chapter, I will be
taking a not altogether tangential excursus into ideas about the content and purpose of
knowledge, and how these are redefined in terms of the defined target of the social activity

such as teaching in a university Biblical Studies classroom.
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CHAPTER 7

FINDING MY PEDAGOGY 3: EXPLORING LCT (AUTONOMY)

Some will probably consider this chapter off-target and tangential to the main purpose of
the thesis, which seems to be the semantic dimension of LCT. However, this is to
misunderstand the purpose of the thesis, which is a critical reflection on my integrated

literacy pedagogy. Content and purpose are central to this endeavour.

7.1 THE PROBLEM OF CONTENT AND PURPOSE IN AN INTEGRATED
LITERACY PEDAGOGY

How to present knowledge, in its various categories and guises, is a key practice for any
teacher. The importance is underlined in my integrated literacy classroom, where the
prepare-task-elaborate teaching-learning cycle (Rose, 2020a) encourages me to think

about different knowledges on different levels.

e Firstly, if my task is to introduce sociological methods for interpreting the Bible?
This task could entail knowledge from outside my discipline of Biblical Studies.
Knowledge that is about how societies were structured and functioned in what has
been called the Ancient Near East (ANE)'°.

e Secondly, I could be working with the awareness that the Bible is an ancient text.
Therefore, if my task is to teach its responsible interpretation, I need to present
knowledge that builds up a context for understanding ancient societies. That
explains how understanding these ancient societies enhance the students’ ability
to interpret the text.

e Thirdly, the Bible is a sacred text for most of the students in the classroom. So my
task might be to give guidance on how it can be appropriated responsibly in the
context of Africa today.

e Finally, this is a university module. Here my task might be to begin to develop an

understanding in the students about how to write academically about a sacred text

10 Despite being steeped in coloniality and a deeply Western perspective, the Ancient Near East is one
possible and popular way to designate the geographical area covering the range from Greece and Turkey in
the west to Iran and Pakistan in the east, and Armenia and Azerbaijan in the north to Saudi Arabia and
Yemen in the south. A decolonial label for this area has been proposed as South West Asia but this has not
gained wide acceptance.
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while accounting for the double challenge this entails for their identity as Africans

and believers.

In all these tasks, preparing and elaborating on any aspect could involve taking and
repurposing content. This content may either come from a different field into the field of
the task or from the field of the task and connecting it to the experience of the students.
Therefore, an integrated literacy teaching-learning cycle entails constant evaluation of the
content and purpose of knowledge. As such, this seeming excursus into the codes and
toolkits from LCT (Autonomy) makes sense. This sense is because Autonomy is
concerned with how categories of knowledge relate to one another throughout the
teaching-learning cycle. Thereby Autonomy becomes an important mode for reflecting
on my practice. Below I will discuss further how Autonomy codes will play a role in this

project.

7.2 A MODEST 4T PROPOSAL FOR DIGESTING AUTONOMY CODES

The definitive paper on autonomy codes is Maton and Howard (2018), which defines the

two continua that make up the autonomy plane (Figure 7.1) as follows:

e Positional autonomy (PA) — relations between constituent positions from within
a context or category and those positioned in other contexts or categories.

e Relational autonomy (RA) —relations among constituents of a context or category
and relations among constituents of other contexts or categories (Maton &

Howard, 2018:6).
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positional autonomy

3
PA+

projected sovereign

exoric introjected

Figure 7.1 Autonomy codes

In other words, Autonomy codes explore the relations and boundaries within a field of
social interaction, like my university classroom, and between the actors in the field, like
the students and me. In particular, these codes seek to analyse how practices in the context
of my integrated literacy teaching-learning cycles are focused towards or outwards from
what [ have defined as the target of the lesson. In addition, they can show how the target
of the different phases in a teaching-learning cycle, for example, Detailed Reading or
Joint Construction, may be different depending on the practices and the focus. How a
teacher defines the fargeted code is key to the autonomy analysis, particularly when there
is the potential for a dual focus to the teaching-learning cycle, such as in integrated
literacy pedagogy. You might define the farget in terms of teaching the content of a text.
For example, the historical sociology of ancient Palestine and having an accurate
understanding of the context. This target will produce a very different analysis than if the
target is defined as unpacking the discourse structures of the same text. Below, I present
a diagram that translates the Autonomy codes into a possibly more userfriendly 4T

format.
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Figure 7.2 A proposed 4T model for explaining Autonomy codes

The translation device above shows how codes generated in the autonomy plane analyse
relations from the farget position as defined by the actors in what I have called a 47 model
(Figure 7.2), following Karin Wolff’s 5P model (2015). In the case of educational
contexts, the target is a specific category of disciplinary knowledge; for example, in the
case of my study, this could be a method for interpreting biblical texts. Therefore, the
home base, targeted or sovereign code (PA+, RA+) is knowledge that is specific or
intrinsic to the target of the lesson in the context. Therefore, if I am teaching about the
socio-economic role of the Temple in Jerusalem and how this helps us understand a
biblical text (Mark 11:15-19) in which Jesus drives traders out of the temple courts, I
would be in the sovereign code. Opposite this in the autonomy plane are the tangential?
or exotic codes (PA-, RA-). This code is the knowledge that is produced for purposes
other than the target of the lesson. For example, this is one way of thinking about
highlighting language and textual patterns in a text about the historical sociology of
ancient Palestine. Also, it is sometimes necessary to teach about wider sociological
categories from agrarian societies like the ancient Roman Empire or ANE Temple states.
Unless well-handled, these may be considered irrelevant or become a side-track (i.e.

Tangential?). But if repurposed to serve the target of the teaching-learning cycle, which
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is the elaboration of concepts in the Detailed Reading of the text, they will fall into the
Towards or introjected codes (PA-, RA+). So when I am teaching these ancient
categories, this helps to build an understanding of the target text in the Detailed Reading
phase of the teaching-learning cycle. Alternatively, when my practice helps to build
accurate writing about the target genre of the topic that is the focus of the Joint
Construction phase, my practices may be coded as the introjected code. Finally, the
ouTwards or projected code (PA+, RA-) is target knowledge repurposed for other
contexts. For example, when I relate information from the target text to the South African
context, or when a portion of the independent writing assignment calls on the students to
generalize or evaluate the content of the target lesson (Maton & Howard, 2018:7), this

may be coded as the projected code.

Content

positional autonomy

AP.-\+ ]
Target Content: ¢ Target Content:
Exegesis of Mk11 b Exegesis of Mk11
Non-Target Purposes / Purpose:
CBS in Community / Sociological Interpretation
4
clational gRA- / RAT
relational Purpose
autonomy < / >
Non-Target Content: { Non-Target Content:
ANE Temple States ANE Temple States
Hellenistic Polis mHellenisﬁc Polis
Purpose: Target purposes:
Historical Sociological Apply Historical Sociological
understanding .
pA— | ynderstanding to Jerusalem

v and the Second Temple

Figure 7.3 A possible Autonomy tour in Biblical Studies

Figure 7.3 above is a translation device for a possible autonomy tour (Maton & Howard,
2018:16) in a lesson on the interpretation of Mark11:15-19. The arrows show the
interactions or return trips (Maton & Howard, 2018:18) between the different quadrants
on the plane as knowledge is sought out from non-target sources, repurposed to the target,

and then applied to a different non-target context from the target. In the following section
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of the project, I will attempt an analysis of longer teaching-learning cycles using further

codes from LCT (Autonomy).

7.3 EXPLORING AUTONOMY IN MY PRACTICE

7.3.1 2018

The translation device (Table 7.1 below) represents a different possible use of autonomy
codes to analyse patterns in teaching-learning cycles over the two years of this project. In
my analysis of my practice in 2018, the core target was pedagogic activities aimed at
building knowledge and understanding of the sociology of ancient Palestine, and the
ancillary target was related to understanding the wider sociological background.
Unpacking the discourse structures of how the knowledge is arranged in the text is crucial
for understanding the content. So, I have represented this as the associated non-target.
Finally, the other pedagogic activities in the teaching-learning cycle are coded as the

unassociated non-target.

Table 7.1 Translation device showing Autonomy codes for the 2018 teaching-
learning cycle

PA/RA | Level 1 In this teaching- | Level 2 In this teaching-learning
learning cycle cycle
+ A Target Pedagogic Core Pedagogic activities
activities related | PA++ relating to understanding
to the content of | RA++ the historical sociology of
the text Palestine
Ancillary Pedagogic activities
PA+ relating to understanding
RA+ the historical sociology of
ancient agrarian societies
Non- Other pedagogic | Associated Pedagogic activities
target activities PA- related to unpacking
RA+ discourse structures

Unassociated | Other lesson activities
PA+/-
RA-

i 4

The text that I constructed (See Table 6.6, 6.7 and 6.8) for the integrated literacy pedagogy

of this teaching-learning cycle consisted of three pages: the first sets out the political
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context of first-century Palestine, the second focused on Jerusalem, and the third focused
on the situation in the rural areas. In Table 7.2 below, I have set out the pedagogic
activities of the Detailed Reading phase of my integrated literacy pedagogy for each page.
This cycle begins with preparing for reading, which introduces and explains the main
ideas and concepts that will be dealt with on the page. This activity is followed by the
sentence-by-sentence unpacking of the text, in which the main activities are highlighting
wordings — especially the power words — with colour or underlining, while also
drawing attention to language patterns or power grammar and pointing out some of the
textual features that structure the text. The translation device in Table 7.2 below
represents these activities within the teaching-learning cycle as general trends of target
and non-target content and purpose, which will then be shown in an Autonomy plane in

Figure 7.4.
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Table 7.2 Translation device applying Autonomy codes to a detailed reading phase
2018

Page | Description Code
Content Purpose
Target | Non- | Target | Non-
target target
1 Introducing Sociology of Ancient Empires — patron- | PA + RA +
client relations
Explaining Roman arrangements in Galilee and Judea, | PA ++ RA ++
examples of particular client rulers
Sentence-by-sentence unpacking of the text PA - RA +
Highlighting power words in the text PA - RA +
Paying attention to power grammar in the text PA - RA +
Paying attention to power composition in the text PA - RA +
Explaining how sociological questions arise from PA + RA -

literary study and building understanding of the
overall schema of the module.

Relating ancient patron-client relations to courts of PA + RA -
African traditional leaders

2 Introducing the Sociology of Ancient Empires — PA + RA +
extraction economies
Introducing the Sociology of Ancient Empires — PA + RA +
Hellenistic Polis
Comparing Jerusalem to the standard Hellenistic Polis | PA ++ RA ++
Sentence-by-sentence unpacking of the text PA - RA +
Highlighting power words in the text PA - RA +
Paying attention to power grammar in the text PA - RA +
Paying attention to power composition in the text PA - RA +
Discussing domination and extraction in the modern PA + RA -

world, (post)colonial domination by whites in South
Africa, the 1% vs the 99% worldwide

Corrupt collection of money by pastors using the PA + RA -
widow’s mite, which is actually a story about
extraction

3 Introducing Sociology of Ancient Empires — Ancient | PA + RA +
agrarian economies
Introducing Sociology of Ancient Empires — Land PA + RA +
tenure
Introducing Sociology of Ancient Empires — Debt PA + RA +
slavery
Introducing Sociology of Ancient Empires — Social PA + RA +
banditry
Particulars of rural Palestinian economy in the first PA ++ RA ++
century CE
Sentence-by-sentence unpacking of the text PA - RA +
Highlighting power words in the text PA - RA +
Paying attention to power grammar in the text PA - RA +
Paying attention to power composition in the text PA - RA +
Discussing land and agriculture patterns in the modern | PA + RA -
world
Drawing parallels and contrasts to the land question in | PA + RA -
South Africa
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This repeated pattern of pedagogic moves can be represented as an “autonomy tour” of
the detailed reading phase in this lesson. The tour begins on the left-hand side of the
plane in the ancillary target code with preparing for reading and the historical-
sociological background of the Roman world and agrarian societies. But the tour then
moves to core target code, which is the historical sociology of ancient Palestine. These
relate to the arrows in the sovereign quadrant of the autonomy plane. Then this autonomy
tour shifts to an associated non-target code for the sentence-by-sentence unpacking of the
text. This autonomy tour shifts into the introjected quadrant of the plane. However, the
lessons in this cycle also include activities that relate to the previous lesson on narrative
or which build connections from the historical sociology to contemporary sociological
questions. These activities aid the elaboration of concepts and the appropriation of the
ideas of sociological interpretation by the students. They also shift the autonomy tour to

an unassociated non-target code lying in the projected quadrant of the plane.

positional autonomy

PA+

projected sovereign

|

R

it RA= \
relational <

autonomy

RS

exotic introjected

Figure 7.4 Autonomy tour 2018

This tour, to some extent, represents the approach I took in teaching this teaching-learning
cycle in 2018, which was the first year I attempted to implement a fully-fledged integrated
literacy pedagogy in my first-year Biblical Studies module. In reflecting on this first

attempt, I became aware that I had perhaps focused too closely on unpacking each
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sentence and had neglected the larger discourse-level structures of the texts. I had not yet
recognized that the extracts from longer chapters and articles in the texts I had constructed
followed the classic generic features identified by the Sydney School (Rose, 2020b, see
Chapter 6). But I had realised that each extract had structures that were worth unpacking.
Both to help with understanding the text and for students to begin to emulate these in their
writing. As a result, I spent much more time in the teaching-learning cycles initially
pointing out the textual features that organized the text and identifying these as “power
composition”, and later having students identify the features for themselves. In addition,
I followed the same procedure to have students identify language features as “power

grammar’’.

7.3.2 2019

As aresult of my greater focus on text structures, I decided to shift the target content and
purpose of my pedagogy in the following year’s teaching-learning cycle to discourse
structures. Thus, the translation device (Table 7.3 below) identifies these pedagogic
activities as the core target of my integrated literacy pedagogy in 2019. In this way of
representing my pedagogy, highlighting the key terms and technical wordings as power
words can be identified as the ancillary target. The associated non-target code becomes
the still crucial activity of elaborating the knowledge that the students need to fill out the
background of the text and to understand the historical sociology of ancient Palestine.
The unassociated non-target code is the contextualizing activities that relate to the

students’ lived reality in South Africa.
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Table 7.3 Translation device showing Autonomy codes for the 2019 teaching-
learning cycle

PA/RA | Level 1 In this teaching- Level 2 In this teaching-
learning cycle learning cycle
+ ? Target Pedagogic activities | Core Pedagogic activities
related to unpacking PA+ related to unpacking
+ .
a text discourse structures
RA++
Ancillary Pedagogic activities
related to
J’_
PA highlighting key
RA+ terms
Non-target Other pedagogic Associated Pedagogic activities
activities PA- related to elaborating
the background of a
RA+ text
Unassociated | Pedagogic activities
PA+/- related to drawing
examples from the
RA- South African
# context
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Table 7.4 Translation device applying Autonomy codes for the detailed reading
phase 2019

Page | Description Code
Content Purpose
Target | Non- | Target | Non-
target target
1 Introducing Sociology of Ancient Empires — patron- PA - RA +
client relations
Explaining Roman arrangements in Galilee and Judea, PA - RA +
examples of particular client rulers
Sentence-by-sentence unpacking of the text PA + RA +
Highlighting power words in the text PA + RA +
Students identifying power grammar in the text PA ++ RA ++
Students identifying power composition in the text PA ++ RA ++
Explaining how sociological questions arise from PA + RA -

literary study and building understanding of the
overall schema of the module

Relating ancient patron-client relations to courts of PA + RA -
African traditional leaders

2 Introducing Sociology of Ancient Empires — PA - RA +
extraction economies
Introducing Sociology of Ancient Empires — PA - RA +
Hellenistic polis
Comparing Jerusalem to the standard Hellenistic polis PA - RA +
Sentence-by-sentence unpacking of the text PA + RA +
Highlighting power words in the text PA + RA +
Students identifying power grammar in the text PA ++ RA ++
Students identifying power composition in the text PA ++ RA ++
Discussing domination and extraction in the modern PA + RA -

world, (post)colonial domination by whites in South
Africa, the 1% vs the 99% worldwide

Corrupt collection of money by pastors using the PA + RA -
widow’s mite, which is a story about extraction

3 Introducing Sociology of Ancient Empires — ancient PA - RA +
agrarian economies
Introducing Sociology of Ancient Empires — land PA - RA +
tenure
Introducing Sociology of Ancient Empires — debt PA- | RA+
slavery
Introducing Sociology of Ancient Empires — social PA- | RA+
banditry
Particulars of rural Palestinian economy first-century PA - RA +
CE
Sentence-by-sentence unpacking of the text PA + RA +
Highlighting power words in the text PA + RA +
Students identifying power grammar in the text PA ++ RA ++
Students identifying power composition in the text PA ++ RA ++
Discussing land and agriculture patterns in the modern | PA + RA -
world
Drawing parallels and contrasts to the land question in | PA + RA -
South Africa
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With these Autonomy codes identified, it is now possible to recode the pedagogic moves
in Table 7.4 above to reflect the shift to a focus on the discourse and textual features of
the text as the target purpose of the pedagogy. In this way, the results of the different
focus become apparent. The repeated pattern shows the general trend of the pedagogic
moves. It begins the 2019 Autonomy tour with the background elaboration activities
coded as associated non-target in the introjected quadrant of the autonomy plane. The
tour then shifts into the sovereign quadrant with the unpacking pedagogic moves coded
as ancillary and then core target. As with the previous tour, it then shifts into the

projected quadrant with the contextualizing moves coded as unassociated non-target.

positional autonomy
PA+
projected sovereign
relational ‘R’\" RA+
Jautonomy \ /
exoric infrofected
PA-
A 4

Figure 7.5 Autonomy tour 2019

74 EVALUATING MY AUTONOMY TOURS TOWARDS FUTURE
PRACTICE

Thus, as illustrated by Figure 7.5, the shape and direction of the Autonomy tour are
determined by what I identified as the core target of my pedagogic activities. This tour
also represents the shift that I made in the focus of my integrated literacy pedagogy over
the two years that I have taught this text on the historical sociology of ancient Palestine.
The trends and patterns in the content and purpose of knowledge are a powerful tool that

could help my practice in self-reflective assessment. This analysis of different levels of
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the teaching-learning cycle could either improve the next round of the same pedagogic

activities or help me to think through and amend practice for the next class.

In the next chapter, I finally move from assessments of Detailed Reading to Joint
Construction and writing activities. These writing activities are a crucial part of the
critical self-reflection of this project. If I cannot show at least some positive results from
all my work thinking about Detailed Reading, then my project has been little more than

idle introspection
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CHAPTER 8

FINDING MY PEDAGOGY 4: IS THERE A JOINT CONSTRUCTION IN THE
HOUSE?

The next two chapters of my project discuss and evaluate the writing part of my integrated
literacy pedagogy. The data was collected in 2018 from photographs of the chalkboard in
my classroom. I kept a diary written up after each class. Finally, I collected the written
work of selected students over the semester after having gained the appropriate ethical

clearance to do so (see Appendix A).

This chapter will analyse the teaching-learning cycles based on the texts from John Suggit
(1997) (the introduction to the Biblical Studies module), and then Elizabeth Malbon
(1992) and John Riches (1990) (the core theory of the module). I will look at my hybrid
pedagogy. I began with a gradual introduction to aspects of the power trilogy and a
conventional Joint Construction. However, as I developed and adapted to the needs of the
students. More importantly, I adapted to the time constraints of the (ideally) five 40-
minute periods available to me in a week (if they were not interrupted by protests or other
disruptions of the academic calendar). In addition, I was also just beginning to get to
know the students. To cope with the difficulties and challenges that result from
communicating in an EAL environment. Including their reluctance to speak and display
a perceived lack of knowledge. And my search for the most encouraging and enabling
register on mine. As a result, while I began with an attempt at a more conventional Joint
Construction, I gradually found that group work, with me and my assistant as the

facilitators, appeared to be a more productive method of proceeding.

8.1 WRITING ABOUT SUGGIT: THE GOSPEL AND THE GOSPELS

In this first writing and Joint Construction phase, I had only begun to introduce aspects
of the power trilogy. I also brainstormed what I called “saying verbs” (suggests, explains,
implies, claims) and synonyms (term/word, everyday/common, used/utilized) on the
board and then the students worked in groups to brainstorm sentences to write on the
board. In this first attempt at a Joint Construction, I was also strongly modelling a constant
theme pattern (cf. Martin 2017) and encouraging students to suggest concise paraphrasing
of the source that reflected (my idea of) high-stakes academic writing. As a result, with a

lot of urging and suggestion on my part, the short paragraph we constructed reproduces
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some of the expected condensed meaning or epistemic semantic density (ESD) and
epistemological condensation (EC) of academic discourse (Maton and Doran 2017a;
2017b). For example, I could identify compact wordings with a clear technical meaning.
I also saw coordinating clausing or causal relationships between the ideas from the
source. Apart from the idea of a theme pattern, I had not even broached power
composition. However, the final result had strong reiterative sedimental sequencing
relations (see Figure 8.1). These repetitions of ideas are seen in the way the author is

emphasized at the beginning of the sentence.

Suggitt claims that the Greek term euangelion is translated as “good news”.

//He suggests that the plural form was habitually utilized in common speech. //

//For example, he explains that the Emperor’s birthday was described as good news. //

Figure 8.1 Results of the first joint construction on Suggit

In the final class in this teaching-learning cycle, the students began by writing out their
independent work on the board. However, as we analysed their work, we concluded that
it was too close to simply copying the source material. So at this point, I again set the
students the task of working in groups to brainstorm further group constructions. The
result of this was these two alternative constructions, which we wrote on the board (see

Figure 8.2).
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The Greek term euangelion was commonly used on occasions such as the emperor’s birthday.

{{{In addition}, it was infrequently used in the plural form [in THE GREEK OLD TESTAMENT.}}

{{{However}, in the New Testament, it was often used in the singular.}}

//For example, Paul uses it frequently in his letters.//

{{His letters show that he emphasizes Jesus’ message {Rather than} referring to a written gospel.}}

{{In ancient times, the Gospel was not written {but} it contained Jesus' message of hope.}}

In his letters Paul thinks of Jesus himself as the gospel.
They used the word most frequently in the New Testament.

{{{However}, in the Old Testament the word is rarely used.}}

In everyday speech it was commonly used about events such as the emperor's birthday.

Figure 8.2 Results of the alternative joint construction on Suggit

These attempts at ‘joint constructions’ summarized the content of the text quite well and
reproduced some of the technical wording, including one example of conglomerate or
multipart power wording, and some coordinating clausing. However, the major change
was the sequential and consequential horizontal sequencing achieved by introducing
conjunctions at the beginning of the sentences. Thus, the teaching-learning cycle ended
with rehearsing and repacking material from the source while modelling relatively strong

EC tending towards academic discourse.

Looking back critically, I can see that hurrying the writing pedagogy, especially at this
early stage, resulted in me dominating rather than facilitating and empowering the
students’ writing. In addition, not having carefully analysed the genre of this extract as
an argument led me to underplay the importance of the order of the arguments as
particularly conventional to the discipline of Biblical Studies. Also, I underplayed the
language patterns Suggit used to appraise and hedge his arguments, which are also a
crucial part of academic discourse. I was too focused on achieving condensation at the
expense of building a fully rounded knowledge of academic writing despite the time

constraints. Thinking ahead to 2020, I will need to take time to plan more fully how to
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mediate the experience of anxious students. This mediation will build the students’
confidence in their ability to analyse and reproduce the epistemologically, and
axiologically, condensed (Maton, 2014; Martin, 2017, 2020) discourse patterns of

academic writing with wordings that are both accurate and reflect genuine understanding.

8.2 WRITING ABOUT MALBON: NARRATIVE CRITICISM

Working with the much longer extract from Elizabeth Malbon in the third teaching-
learning cycle entailed several lesson periods brainstorming and rewriting the different
section in groups. The first classroom writing activity involved the students working in
pairs to develop their paraphrase of information from the first paragraph, prompted by the
(in hindsight not very helpful) sentences that I wrote on the blackboard. A critical
appraisal reveals that I was again too focused on modelling the EC or ‘power grammar’
discourse patterns. So, the two sentences are aimed at promoting “X is Y taxonomizing

relations (see Figure 8.3) that [ had decided were essential for good academic writing.

Prompt: Literary and narrative criticism are used to study the bible. The implied author and
reader are hypothetical constructions of the real author

1. The real author and real reader of a text have a TEXTUAL RELATIONSHIP.

<This 1s due to the SEQUENTIAL COMMUNICATION]>>
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THE CONNECTION between |
{{{and} the other listens.}}

arratee is that the one tells the story

{ fand 1s part of the storv. }}
{{Then}} they tell the narrative story to the implied reader.}

]
1]
]
L

4. The real author writes for the real reader.
//An implied author delivers a narrative to an implied reader.
In the narrative. a narrator narrates a story to a narratee.
//Characters within the story may share stories amongst each other.

'/the implied author writes the storv to the implied reader//
{{{And} the narrator tells the storv to the narratee.}}

Figure 8.3 Results of the first joint construction on Malbon

114



Analysing the sentences developed by the pairs of students as a result of this prompt in
terms of their EC, it is easy to see why sentences (2), (3) and (5) are examples of
taxonomizing relations defining the real and implied author and reader, and the continuum
of communication between them. Moreover, all the examples of sentences reproduce the
compact technical wordings from the Malbon (1992) source, since these were the
wordings | had identified as the power words in the Detailed Reading phase of the
teaching-learning cycle. Besides, some pairs attempted to use synonyms of the source
wordings from the paragraph, for example, “individual elements” (2), which was
developed in an earlier plenary brainstorming session. On the other hand, examples like
“textual relationship” (1) and “the sequence of communication” (2) were developed by
the pair groups working towards their construction. Furthermore, sentences (1) and (3)
also construe EC in the coordinating relations in their clausing and horizontal sequencing.
Sentence (4) displays the least EC by merely repeating the reiterative sequencing of the
original text. These examples are suggestive of some success of my writing pedagogy.
The students were reproducing what I had modelled as I took them through this text and

the two previous texts in the sequence of this module!’.

In a later activity in the writing pedagogy on the text by Malbon (1992), the class was
divided into groups and tasked with preparing a paraphrase of a paragraph from the source
text utilizing power words, grammar and composition. The first group worked on the
paragraph on character theory (see Figure 8.4). Although the group had, in this case,
reordered and changed the source material in some ways, to a large extent the technical
wording, clausing and sequencing were reproduced essentially unchanged. The most
significant change was in terms of adding explicit sequential and consequential

horizontal clausing through the use of conjunctions as textual themes.

! For some discussion of my pedagogy for the second text in the module extracts from Richard Burridge’s
Imitating Jesus, see Meyer (2019).
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The implied author uses flat and round characters.
Flat characters are simple and they do the same thing all the time.
{{[However,} round characters are complex and unpredictable.}}

The implied reader’s understanding is affected by [the roundness and flatness of characters.

{{{Furthermore} round characters evoke more ipenniricanion compared to flat characters.}}

//The flat and round characters are not the same as minor and major characters, nor are they equivalent to
negative and positive.//

The implied author changes round characters between positive and negative in the story world,
{{{whereas} the flat characters do not change.}}

For example tue Jewisk Leapers are flat and negative,

//THe anonting woman is flat and positive, //

//the disciples are round and both positive and negative, //

{{{while} yve Markan Jesus alone is [a round positive character.}}

Figure 8.4 Results of the second joint construction on Malbon (Group 1, character
theory)

In their construction of the paragraph on plot, the second group selected and reproduced
key points to prepare a shorter paraphrase of the source text. This paraphrase repeated the
technical wordings, taxonomizing clausing, and the sedimental sequencing of the source
material (see Figure 8.5). The major changes are word groupings'2 such as “events in the
plot of a narrative”, “the story world in the narrative”, “many different conflicts” and “at
different times”. These paraphrases of more complex clauses or word groupings relatively
weaken the ESD of their text when compared to the source. The only other change is “in

addition” in the final clause to make explicit the sequential horizontal sequencing.

12 Maton and Doran (2017a) include a complex analysis of the ESD of different types of word groupings,
which I attempted to use but eventually excluded from my analysis except for a few examples such as the
above, which show the workings of the students’ attempts at paraphrasing.
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Events in the plot of a narrative do not happen as they would in the real world.

//The story world in the narrative is part of the implied author’s discourse with the implied reader.//
CONFLICT is the key to tHE Markan Pior.

//There are many different conrucis happening at different times.//

//For Instance e kineoom of cop is in conflict with all other claims to power and authority.//

{{{In addition} Jesus is in conflict with demons and unclean spirits.}}

Figure 8.5 Results of the second joint construction on Malbon (Group 2, plot)

I have discussed the problems with the selection and construction of this extract in section
6.2.2 above. In this light, the summary does very well to deal with the problems of the

original text and produce something coherent.

The paraphrase of the section on setting by the third group (see Figure 8.6) has, like the
one above, produced a shorter version of the source material by selecting key points. They
also reproduce the power words from the source, particularly the compact terminology.
However, the ESD is strengthened by constructing taxonomizing clauses and adding

consequential horizontal sequencing.

The implied author determines what the implied reader thinks about the background of the story.
{{Therefore,} the setting is not about the geography or the chronology,}}
{{but} it is about the background of the dramatic action.}}

In fact settings play a role in the drama of the narrative.

<<They are rich in connoranional and AssoCIATIVE VALUES. >>

//Places and times contribute these values to the meaning of the narrative for the implied reader.//

Figure 8.6 Results of the second joint construction on Malbon (Group 3, setting)

When I look back critically, this writing process would have benefited from treating each
paragraph of the longer text as an individual teaching-learning cycle. So that the ideas,
theory and information were fresher in the students’ minds when writing these
paragraphs. This process would probably have resulted in less dependency on the

discourse patterns of the source. However, this will only become clearer as I become more
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experienced and deliberate in using the Detailed Reading and Joint Construction

curriculum genres to give the students confidence in writing academically.

8.3  WRITING ABOUT RICHES: THE WORLD OF JESUS

The fourth teaching-learning cycle concentrated on the texts extracted from John Riches
(1990). Once again, I worked with the pedagogic methodology I had worked out over the
module, with the students working together to prepare and develop “group constructions”
of sentences and paragraphs from the Riches (1990) source text. Once again, I analyse
the ESD and EC of the students’ work and compare it to the source. The wordings of the
source (as analysed in Chapter 6, Table 6.6 in section 6.3.4) show a cluster of compact
technical wordings construing ancient agrarian governance and condensing political and
sociological relationships in the ancient Levant. The clausing and sequencing of the
source showed a complex pattern of reiteration of clauses, which construed taxonomizing
relations of meaning. Firstly, to show how the Roman Empire fitted into the historical-
sociological pattern of traditional agrarian empires and secondly to show the three
cardinal virtues of a loyal client ruler. These wordings and patterns were illustrated by
examples from first-century Palestine in a very condensed set of references to dynastic

rulers, client kingdoms and provinces.

The first group only attempted the first two sentences from the source (see Figure 8.7).
Their effort produces a nice example of a word grouping, including the compact term
Roman and consolidated wording ADMINISTRATION, and the sequencing shows a
horizontal pattern dispensing with the complex clauses and sub-clauses and the

condensed pattern of consequential horizontal relations from the source material.

Riches explains the Roman apvmvistraTioN 1n the territories changed the local ruler

{ {11} 1t caused problems the Romans had to find the best arrancemenT that worked. } }

Figure 8.7 Results of the first joint construction on Riches (Group 1)

The second group picked out two parts of the taxonomy for client relations between the
Roman Empire and client rulers from the source text (see Figure 8.8). As in the previous
example, they foregrounded the author as the topical theme of the main clauses in both

sentences. The compact and consolidated wordings were reproduced. The clausing of the
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first sub-clause was changed but was maintained as faxonomizing in the second. The
horizontal sequencing between the two main clauses was added to show the relationship

between the two topical themes.

Riches explains that client rulers collected taxes for the Romans.

{{He {also} claimed that part of the price for maintaining this power was MILITARY COOPERATION. |

Figure 8.8 Results of the first joint construction on Riches (Group 2)

The third paragraph below (Figure 8.9) was the most detailed. The group summarized
more of the source and reproduced more of the features of the power trilogy. The
relatively strong ESD of the condensed wordings reproduced different layers of technical
wording from the conglomerates THE ROMAN EMPIRE and its synonymous contraction
ROME to general and particular compacts client rulers or Judea. The wordings were
strengthened by word groups, especially “the client rulers of THE ROMAN EMPIRE”,
which combined technical wordings with strong ESD into a phrase summarizing
historical and sociological ideas. By contrast to the ESD of the wordings, the clausing
weakened the condensation to coordinating relations construing a causal relation between
the technical participants in the clauses and socio-political developments in the first-
century Mediterranean and Palestine. The taxonomy of ideal client ruler behaviour was
not reproduced in any way, leading to relatively weak sedimental sequencing, reiterating

the main point and reproducing the examples from the source.

Rouk used local rulers they found to be competent {and} loval to them.

The client rulers of e Romax Evpire used different ways of ruling to ensure that their terrtories were
protected.

{ {{If} they caused problems. the Romans changed to another arrangement that worked best.} |

For example, Herod Antipas ruled in Galilee.

Judea to the south his brother was overthrown {and} replaced by a subruler responsible to the governor of
Syria in the North.} }

//The client ruler used svstems that were suitable to him

Figure 8.9 Results of the first joint construction on Riches (Group 3)
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Looking critically at this first activity in the fourth teaching-learning cycle shows the
students struggling with the task of summarizing very new sociological and historical
concepts from a relatively condensed source text that assumes a level of background
knowledge from the reader. In the time available for the activity (20 minutes of a 40-
minute lecture period) all three groups found it easiest to rearrange technical wordings
into new groupings. Then to extract some salient key points from the source to arrange

into relatively less epistemologically condensed clausing and sequencing than the source.

In the second activity in this cycle, the class was divided into two groups. Each was tasked
with preparing a paraphrase of a paragraph from the source text during a 40-minute
lecture period. Apart from reiterating some of the elaborations and restating the source in
the relatively everyday plain discourse, I emphasized that they pay attention to utilizing

power words, grammar and composition in their summaries of the source.

Looking at Example 1 (Figure 8.10), I observe that this text is even more strongly
epistemologically condensed than the product of the previous class. Especially the
clausing which is strongly faxonomizing, fitting the example of first-century CE
Jerusalem into subtype relations with the category of the Hellenistic Polis. The technical
wordings are arranged in new groupings. Finally, the strong horizontal and vertical

sequencing of the clauses reinforce this strong EC.

Example 1
Jerusalem appeared similar to Greek ciues
{{{because} the high priest was subject to THE ROMAN AUTHORITIES. }}
His authonty depended on the Sanhednn nstead of God.
<<Thus was a Hellenistic mode of rule. >>
Jews brought state and religious taxes to the Jerusalem temple.
The city consisted of wealthy fanmulies.
{{Furthermore} the architecture of Jerusalem was sumilar to that of Greek cities.}}

//[The temple of King Herod was a Greek model. /.

Figure 8.10 Results of the second joint construction on Riches (Group 1)

120



The clausing of the source text influenced this first group effort in reproducing the
taxonomizing power grammar and technical power wording of the source, summarized in
less detail. However, weakening of ESD is shown in the power wording changes, for
example from “divinely appointed” to “God”, and “aristocratic families and wealthy
landowners” to “wealthy families”; at the same time there was an interesting combination
of “tithes” and “taxes” into the grouping “state and religious taxes”. Another significant
modification was to include “because” and “furthermore” as textual themes in clauses,
which makes the horizontal sequencing of the information in the short paragraph much

more explicit.

The second group reproduced the taxonomizing power grammar and power wording from
the source. But they significantly reordered the information and simplified the sequencing
to reiterative sedimental relations between relatively discrete points describing the city,

as shown in Figure 8.11.

Example 2:
In many ways Jerusalem was like a Greek city.
It was constructed 1n HELLENISTIC STYLE. /|
For example [Herod’s temple.]-
The Romans gave authority to the high priest,
He was subject to the Sanhedrin.
From the Romans pomt of view he was more like their appointee to the presidency of a council.
All Jews everywhere paid tax and tithes to the temple m Jerusalem.

Jerusalem consisted of anstocratic familes.

Figure 8.11 Results of the second joint construction on Riches (Group 2)

The short space of a lecture period is not long enough to produce a significantly different
construction. Still, the groups succeeded in either making the sequencing more explicit

or reordering the material.

And so we come to the third activity in this teaching-learning cycle, which saw students
organized into six groups working on paraphrasing the third paragraph in a 40-minute

lecture period. The source here has no conglomerate technical wording. Still, it has a
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diverse semantic field of compact technical wordings construing the meaning relations in
terms of the rural economy in first-century CE Palestine. This text also has a stronger
ESD in terms of specialist everyday wordings such as LAND TENURE, THE EXISTENCE, THE
POSSIBILITY, and THE CONTROL, which condense the coercive relations between the
wealthy landowners and peasants. When these are combined with compact technical
wordings into word groupings, for example, “THE EXISTENCE of such estates”, “THE
SHORTAGE OF EMPLOYMENT” and “THE POSSIBILITY of amassing debts”, the ESD is
further strengthened. The clausing and sequencing further builds EC, with strong patterns
of alternating faxonomizing and coordinating relations throughout the paragraph. Also,
there is a regular pattern of reiterative sedimental, sequential horizontal and subsumptive

vertical sequencing.

The first group (Figure 8.12) used only one example of technical wording, PALESTINES,
in the wrong form as it happens; however, they created two interesting word groupings:
“the tenure of the land” and “DIVISION of the land”. They did not transfer the taxonomizing
clausing or vertical sequencing from the source, but they did begin to build sequential

horizontal sequencing with “firstly”, which they did not have time to develop.

Palestines were located outside the cines.
Their living mostly came from agriculture and owmng the land.
They lived 1n the villages and towns,
{{{and} the latter associated with the local town.}}
THe TENURE of the land was changing around this time.
{{Farstly,} at the tme under Herod the great, he owned almost all the land {and} made decisions about

prvision of the land.}}

Figure 8.12 Results of the third joint construction on Riches (Group 1)

The second group (Figure 8.13) transferred technical wordings, faxonomizing and
coordinating clausing and vertical sequencing from the source, but with a different order
of the material. Their control of word groupings is also interesting, as they changed “a
few wealthy landowners” into “the wealthy minority”, “shortage of employment” into
“employment scarcity” and “loss of tenancies” into “tenant evictions”. They also
strengthened the sequential horizontal sequencing by adding textual themes to clauses,
such as “because” or “additionally”.
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Palestinian rural hfe was dufficult for peasant farmers and day labourers
{{{because} the land was in THE conTROL of the wealthy nunority.}}
{{They {also} ran the markets and wages.}}
Tenant farmers paid in cash or kind for the plots sublet to them.
Tenants or day labourers offered Lasour on the estate property.
<<The gospels show that, these circumstances of EMPLOYMENT scarcrTy led to THE possiBILITY of amassing debts. >>
{{{Addinonally,} debt and TENANT EvicTiONS threatened slavery.})

<<This made life uneasy and himited the level of securrry. >>

Figure 8.13 Results of the third joint construction on Riches (Group 2)

The third group (Figure 8.14) transferred, summarized or slightly adapted technical
wordings, word groupings, taxonomizing and coordinating clausing, and subsumptive
vertical sequencing from the source. Their interesting innovations were to weaken the
ESD of the word group “patterns of who owned the land” from “patterns of land tenure”.
However, they also strengthened the ESD by creating new examples of taxonomizing
clausing (“the wealth of the city was agrarian”) and subsumptive vertical sequencing

(“this led to greater large estates”).

Most of the land was under Herod and referred to as the Kings own estate.
{{{However} patterns of who owned the land changed.}}
{{{In additon} Riches explams that Herod's land was sold.}}
<< Tlus led to greater large estates that often had absentee landlords. >>
Archaeological evidence shows these estates wath a central settlement and dependent villages.
Jerusalem whuch lay mostly outside the city was donunated by Jewish people.
The wealth of the aty was agranan
{{Riches {adds} that some estates were sublet to farmers who pad [rent m cash or kind})
Tenants or day labourers provided LABOUR to the estate proper along with day labourers

<< There are however good reasons to assume hfe w Jerusalem was hard for peasant farmers and day labourers.>>

Figure 8.14 Results of the third joint construction on Riches (Group 3)

The fourth group (Figure 8.15) transferred some key technical wordings, but in the main,
they created new specialist consolidated wordings, such as “produce”, “increasing debts”,
“lack of employment” and “remunerations”. These were combined into new clauses

construing taxonomized or coordinating clausing relations, notably “the increasing debts
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and lack of employment were huge problems at this time” and “their markets and
remunerations were controlled by the wealthy”. These changes significantly strengthened
the EC, which was further strengthened by textual themes that add consequential

horizontal sequencing.

The estates were leased out to farmers
{{{and} they paid either by proDuUCE or cash.}}
Tenants and day labourers worked on the estates.
The iNcrEASING DEBTS and LACK OF EMPLOYMENT were huge problems at this ume.
{{{Therefore} life 1n rural Palestine was not easy for poor farmers and their fanules.}}
Working on the land was hard

{{{as} their markets and rRemunERATIONS Were controlled by the wealthy.}}

Figure 8.15 Results of the third joint construction on Riches (Group 4)

The fifth group (Figure 8.16) transferred a significant number of technical wordings from
the source, which contributed to the strong ESD of their effort. This strong ESD was
strengthened by each line construing either taxonomizing or coordinating clausing
relations. The sequencing relations also contributed to strong EC because, of the seven
clauses, the fourth clause, which is already taxonomizing, adds consequential horizontal
sequencing, the third and sixth clauses construe subsumptive vertical relations and the
seventh clause integrative vertical relations. This sequencing was created by the group

and contributes to this being the best precis of the source from any of the groups.
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Cash or kind was the price for the rent which came from the tenant farmers for the sublets of the estates.
<<These tenants or day labourers provided raour for the estate.>>
{{{Therefore} hfe m rural Palestine was bad for the peasant farmers and day labourers.}}
The controL of the land, markets and wages by few wealthy contributed to the hardships.
<<This resulted 1n debt, loss of tenancies and slavery. >>

<<These situations demanded sUSTAINED EFFORT to maintain Jewish traditions. >>

Figure 8.16 Results of the third joint construction on Riches (Group 5)

8.4 SOME REFLECTIONS ON MY 2018 WRITING PEDAGOGY

In conclusion, I come to an evaluation of these activities from my writing pedagogy in
2018. The analysis was of the discourse patterns in the paraphrases produced by these
groups of English additional language (EAL) students in a tertiary context. Using the ESD
and EC toolkits from LCT confirms that, at least in this limited case, with explicit
instruction in the tools from my adaptation of the power trilogy the students were able to
pick up these tools and, in the context of the exercise, produce writing with some
significantly strengthened mass or semantic density. Which is a hallmark of high-stakes
academic writing. This analysis proves that you reap what you sow, and does perhaps
show that my adaptation of the power trilogy has some merit as a learnable and teachable
metalanguage for an integrated literacy curriculum genre. It points to the possibilities for
further research to stabilize the metalanguage further, and for then conducting an
experiment in which I train a group of teachers to implement it in other tertiary

classrooms.

However, despite what I can now see as a limited success, I was dissatisfied with the
results of 2018. Especially, I was dissatistfied with the students’ appreciation of the
structuring of the original texts. Therefore, in 2019, unfortunately, without ethical
clearance to collect student data, I tried a different way of implementing a group
construction writing pedagogy using the taxonomies of the texts illustrated in Chapter 6
(see section 6.2 above). In the absence of evidence, it is not possible to come to a

definitive conclusion about the success or otherwise of this pedagogy. Except to observe
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that in the interim, my rediscovery of using the staging and phasing of knowledge genres

as a basis for writing pedagogy makes the attempted pedagogy in 2019 seem misguided.

What then should I conclude in terms of 20207 I will certainly attempt to implement the
Joint Construction curriculum genre and sub-genres “Note making from sources” and
“Construction from notes” (Rose, 2020a:262), although the analysis above suggests that

this could profitably be combined with the power trilogy and with writing in groups.

126



CHAPTER 9

DID INTEGRATED LITERACY YIELD ANY RESULTS? EVALUATING
SOME STUDENT WRITING

This final chapter presents an evaluation of my work with an integrated literacy pedagogy.
As I have already concluded in Chapter 8, it is clear that to some extent I have reaped
where I have sown in terms of features of the power trilogy being manifest in the written
products of the groups working together in my classroom. In this chapter, I examine the
extent to which this is also true in students’ individual assignments and progress over the
module, from the first assignment rewriting from John Suggit’s (1997) article to an essay
based on the theory of Elizabeth Malbon (1992) and John Riches (1990), and an
interpretation of Mark Chapter 11.

9.1 FIRST ASSIGNMENT ON SUGGIT’S THE GOSPEL AND THE GOSPELS

The task for the first independent rewriting written assignment was to write a paragraph
explaining the idea of the oral gospel. Part of the prompt for the assignment was phrased

as follows:

In the paragraph explain why Jesus and Paul thought of the Gospel as oral
proclamation and then show how this idea is supported by paying attention to the

meaning of the Greek word, euangelion.

This phrasing aimed to help students try to break away from the source and to try
reordering the material. The majority of the class resisted this and attempted to rewrite
the source by substituting words. However, some students did try to reorder information,
but in doing so, they were not able to build the ESD required by high-stakes academic
discourse. In terms of learning for the future, this way of phrasing the question was
perhaps too difficult for the first independent assignment. A number of the students failed
their first attempt at the assignment and were allowed to resubmit. I now turn to an ESD
and EC analysis of some examples of students’ written work to evaluate how my

pedagogy began to have an effect.

The first student assignment based on Suggit (1997) (Figure 9.1 below) had some success
reproducing the power words identified in the Detailed Reading and Joint Construction
phases of my pedagogy. It accurately uses the conglomerate and compact technical
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wordings. However, of more interest is the attempt to create comsolidated everyday
wording, for example, “proclamation’s identification”, “inseparable connection”, and
“summarized meaning”, which attempts to strengthen the ESD of this assignment.

However, these wordings are not always successful.

{ {{Firstly} the word gospel which is the Greek term Euangelion is usuallv misconcepted
{ {{but} when translated means good news. } |
It 1s commonly found in the plural form in common speech
{{{and} occasions like Emperor’s birthday were typical references. } }
I'he verb that has identical meaning 1s 1dentified
{{iand} the word is in the plural in THE GREEK OLD TESTAMENT | |
{ {{and} was barely used.}}
{{{However} in the New Testament the singular of the word is repeatedly used portraying a picture of
ANAUTHENTIC AND EXCLUSIVELY VIABLE MEANING Of good news being that proclaimed by Jesus} |
{ {and} that they brought genuine LBERATION.} ]
{ {Secondlv} it is exceptional that in THE PavLine LETTERS there is frequent urinizamion which 1s 60 times
oftheword referring to Christ’s procLAMATIONS | |
{ {{nd} not scriptures.} }
Paul claims to preach Jesus as good news to the Gentiles
{ {{as} he recognizes Him as the gospel.} |
Jesus and His procLamaTioN's mENTIFICATION surfaced
this was due to the mseparasLE connecTion between Him and His message.
2 Cornnthians 5:19 precisely portray a suapnmarizep MeaniNG of the gospel when it states "God was in Christ
reconciling the world to himself"

Figure 9.1 Results of first independent rewriting written assignment on Suggit:
Example 1

For example, “an authentic and exclusively viable meaning of good news” attempts to
paraphrase “only real or genuine good news” but overcomplicates it. The clausing and
sequencing pattern in this assignment attempts to reproduce the taxonomizing and
horizontal relations from the source. However, apart from one sequence which comes
close to building subsumptive vertical relations, the relations between clauses too often
construe incoherent compartmental sequencing. This sequencing considerably weakens
the EC it is trying to achieve. Altogether, despite the incoherence and some confusion, it
is not a bad first attempt at academic writing and is recognisably a version of Suggit’s

ideas.

The second example of student work (Figure 9.2) on the first assignment also attempted
to build EC and to rearrange the order of the source material. To this end it had some
success: firstly, it reproduced conglomerate and compact technical wordings; secondly,

it had a relevant section of taxonomizing clausing; and thirdly, it had two sections linked
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by subsumptive vertical sequencing, which also builds sequential and consequential

horizontal relations.

Pauls claim, in THE PAvLINE LETTERs Was that Jesus was the gospel.
{ { {Furthermore}. he adds that {because} his life and message was so closely linked 1t can be 1dentified as
the same thing.} }
Suggit claims that his letters are the best description of the gospel.
Paul’s frequency of Euangelion the letters attributed to him revealing most of them were written before the
four gospels.

This Greek word Euangelion simply meaning good news was used in evervday occasions.
{ {An example 1s the emperor’s birthday. | |
THE GREEK OLD TESTAMENT has 1t in the plural.
{ {{Most commonly} in every day.} |
{iHowever}, the New Testament uses it 1n the singular.| |
He says the news Jesus says is genuine good news.

In his opinion he believes this lead to the entire movement of Christianity

Figure 9.2 Results of first independent rewriting written assignment on Suggit:
Example 2

More importantly, it attempts to follow the prompt and begin with Paul and Jesus before
tackling the use of the Greek word in cultural and biblical history. However, these
excellent attempts are interrupted by two sections of incoherent compartmental

sequencing. For example,

Paul’s frequency of Euangelion the letters attributed to him revealing most of
them were written before the four gospels.

These examples considerably weaken the EC and cumulative knowledge display of the

whole.
L {{Furstly} Suggit claims word Gespel i1s simply translated as good news.} |
[t get used 1n everyday speech in the plural form especially in occasions such as the emperor's birthday.

While} in the SEpTuaGINT 1L 1S rarely used

and} in plural {as well.}}]

However, | in the New Testament it always used in a singular form.}}

Secondly} the Suggit suggests that Paul uses the word most frequently in his letters, up to 60 times
here 1t talks about Jesus himself as the gospel | |

o, [, o, o
| ARy P

e,
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{{{In addition} he also thinks Jesus bought good and genuine news.} }

He believes that Jesus came to preach something that 1s closely tied up to him

{and} his message was thought of as the same thing_} }

The Suggit explamns that {as} Paul frequently uses the word he shows what the word gospel 1s really

Figure 9.3 Results of first independent rewriting written assignment on Suggit:
Example 3
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Finally, in this relatively high-scoring example of writing based on the first assignment
prompt (Figure 9.3), the writer succeeded in reproducing compact wording from the
source and also used “Septuagint”, a conglomerate synonym of “The Greek Old
Testament”. In addition, the taxonomizing clausing accurately reflected the source.
Although it did not reorder the source material in line with the prompt, it added sequential
and consequential horizontal relations with the relevant use of conjunctions as textual

themes.

Therefore, this attempt to rewrite the source text successfully built EC, which was only
slightly weakened by some incoherent compartmental sequencing where the reference of

the pronouns was not clear.

Incomprehensibly, in light of these fairly successful assignments, I look back at my field
diary and find that I was somewhat discouraged by the results of the first teaching-

learning cycle and commented:

The impression of the assignments is that [ still have a long way to go to help
students fully appreciate the realization rules of high stakes academic writing. 1
worked very extensively with the student who got the lowest mark in the class. It
became very clear that she had not understood most of the reading at all. I was
struck very forcibly once again how difficult English is and also that the Suggit

article is clearly not as simple as it sometimes seems.

This intuitive response is confirmed by my work with this text and rethinking about its
knowledge genre in Chapter 6. However, while the ESD analysis has confirmed that in
these and other examples of writing on this assignment the most common sequencing
pattern was incoherent compartmental between and within clauses, hindsight permits me
to conclude that this resulted from the students’ grappling with new ideas. More
importantly, the analysis above shows some students beginning to build some EC in their
assignments successfully. I now turn to the analysis of the third assignment based on
narrative theory to see if students had begun to move further towards EC by this stage of

the module.
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9.2 ASSIGNMENT ON MALBON’S NARRATIVE THEORY

This third assignment in the module is the beginning of a sequence of writing tasks. The
data is from my implementation in 2018, which culminated in the students’ first attempt
at something like an academic essay. I will follow this sequence of writing assignments
in the next sections of this chapter, beginning here with the prompt for the third

assignment.

Using all the notes on the reading as well as the wordings above and your
previous independent rewriting write a description of narrative theory beginning

with describing the role of the setting and ending with the author and the reader.

Once again, this prompt is designed to discourage students from simply following the
ordering of the original text selections and encourage them to summarize the information

in a different order.
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Literary and narrative criticism are methods utilized to study the Bible.
According to the methods, a TexTUAL RELATIONSHIP eX1sts between the author and the reader of a
narrative.
{ { {Furthermore} . the relatonship 1s defined as the author and reader not being remoted entities} |
{{{but} poles in a SEQUENTIAL COMMUNICATION. } }
The real author has [HypomsEnicar construcTions namelyv the implied author and implied reader.
A real reader reads a text written by a real author.
{ { {Likewise}. an implied reader analyses a narrative delivered by an implied author. | |
{ {A narrator {also} orally presents a story to a narratee. | |
Characters in a story communicate and narrate stories amongst each other.
{1 {Secondly.} a narrative has an implied author as a communicator}
{{{and} consists of simple and complex characters.} |
//The simple unchanging characters are known as flat characters.
iiiHowever} some are complicated jand} have various characteristics ]
—~these are [round characters]. -
Round characters evoke mentrication differently from flat characters
{ {{In addition}. the flatness and roundness of characters is utilized in narrative criticism_| |
The Matness and roundness 1s not parallel to the pistcrion between minor and major characters,
{{For example, Jewish leaders are not minor_{but} they are [flat characters.}}
'he roundness or flatness of characters is {also} not equivalent to the negativity or positivity of
characters} }.
//Elat characters mav be negative or positive.
~~this applies to round characters as well -~
4 {{Thirdly.} the plot s characterized by the “what’ and *why’ questions of a narrative. | |
Incidents in the plot of a narrative differ in occurrence to those the real world.
TsE piscourse the implied author has with the implied reader consists of the changes from the narrative
world to 1sE pLoTTED ToME Of the narrative,
1LiAdditionally,} conprict s critical (0 THE MARKAN PLOT. | |
Different conrricts occur in different times.

For instance, THE KIxGpoM of Gob is in conflict with counterpart claims of power and authonty /.

{ {ConFLicT between Jesus and demonic powers is {also} identified.} |
//The implied author is responsible for giving the implied reader an idea about the background of the

narrative.//

{{{Lastly}. settings of a narrative are defined by the dramatic actions” background} |

{ { {and not} } by chronology and geography.}}

//Settings play a vital role in the drama of the narrative.

{ { {Furthermore. } places and times have abundance of connoTaTioNAL OR AssoctaTive varues which play a part

n THE consTrUCTION Of the meamings of the narrative for the implied reader.} |

Figure 9.4 Results of the third written assignment on Malbon’s narrative theory:

Example 1

The first example of writing based on this assignment, shown in Figure 9.4, describes
narrative criticism and reproduces the conglomerate, compact and consolidated wordings
from the source, and follows some of the work done by groups of students in building
their ‘group constructions’. In this way, it successfully utilizes the power words that I
identified in the Detailed Reading phase and built on the Joint Construction phase. In
terms of power grammar, it also reproduces a text with a clausing pattern alternating
between taxonomizing and coordinating relations, in this way reproducing the ESD of the

source without plagiarism by creating new wordings and sequencing patterns that
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strengthen the ESD and increase the explicitness when compared to the source. The
following examples of word groupings are successful paraphrases and redeployments of
wordings from the source into new combinations: “equivalent to the negativity or
positivity of characters”, “counterpart claims of power and authority”, and “the
construction of the meanings of the narrative for the implied reader”. Equally successful
is the use of conjunctions and adverbs as textual themes to construe the sequential and
consequential horizontal sequencing, which is largely implied in the source. As a result
of this successful use of features that I emphasized in the Detailed Reading phase, this

was the highest-scoring assignment in this teaching-learning cycle.

The second example, shown in Figure 9.5 below, is an assignment that also scored fairly
well for coherently reproducing the power words and power grammar from the source
and the group constructions. Like the example above, it relatively accurately utilizes the
conglomerate, compact and consolidated wordings, and the ftaxonomizing and
coordinating clausing to paraphrase the information contained in the source. The EC of
the writing is strengthened through a regular pattern of reiterative sedimental, as well as
sequential and consequential horizontal sequencing. This pattern focuses on the
assignment as a paraphrase by regularly placing the author as the fopical theme in a

regular pattern of sequential clauses throughout the assignment.
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She emplmslses the TEXTUAL RELATIONSHIP ot real auihor am.l real reader w 1l|11|1 a text..
{{{However}, the real reader and the real author are not individual elements {but} form a sequence of

OM N N

narratee.//
{ { {Firstly.} Malbon Llalll’l‘u that the implied .mtlmr uses flat am.l round characters.}}

/ {In addition} . the implied reader’s understandine 1s affected by the roundness and flatness of

)
'
characters. | |

{ { {Furthermore} round characters evoke more mexTFicaTion compared to flat characters.

”]: ﬂal iﬂnd I:!.IIIII!I (hat‘iﬁltﬂ' are not IIJ!: ame T Q'!I_IQ! EE!! mgil_l! EI_JE!'!EIEI!-

nor are they equivalent to negative and positive.
{ {Malbon {also} suggests that the implied author changes round characters between positive and

negative in the story world, {whereas| the flat characters do not change.} }

{ {{Secondly}, \hlhon lmplles that the events in the plot of a narrative do not happen as they would in
the real world |

V) N O ~
{ {{Additionally}. there are [many different conrricts happening at different times.}}

For instance THE KingpoMm of Gob 1s 1n conflict with [all other claims to power and authority]..
{{{while} Jesus w hn is in conflict w l[h demons and unclean snlms
{{{Lastlv} " /

background of the dramatic action.}

In fact settings play a role in the drama of the narrative.
<< She {further adds} that they are rich in CONNOTATIONAL AND ASSOCIATIVE VALUES. ~>

{ { {In addition}, she emphasises that places and times contribute these varues to the meaning of the
narrative for the implied reader | |

Figure 9.5 Results of the third written assignment on Malbon’s narrative theory:
Example 2

I have included these two examples here to show how the students’ writing by this stage
was beginning to build knowledge of academic writing and narrative criticism of the
Bible. I have deliberately excluded examples that continued to show some confusion and
incoherence. This decision is because I concluded that the differences in the coherence
and success in these assignments, and therefore in their scores, reflected their prior
knowledge of academic writing rather than the effects of my pedagogy. This conclusion

is based on my long experience as a literacy teacher, and I take full responsibility for it.
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Therefore, I want to concentrate on the similarities in the assignments. This analysis can
be done without burdening the reader with long sections of incoherent writing. Therefore,
my conclusion at this stage of the chapter is that the students’ accurate use of the power
words or technical terminology, and conscious addition of horizontal and vertical
sequencing, are the features that reveal how my integrated disciplinary and literacy
pedagogy has started to effect change that has developed students’ writing regardless of

their past experience of education.

9.3 RICHES AND MALBON ESSAY

This section of the chapter is an analysis of responses to the independent writing prompt
I set at the end of the lesson cycle—the analysis in this section isolates and analyses a
segment in a longer essay. Here the students are independently utilizing the resources
from my detailed reading and their ‘group constructions’ of the material from the source
reading by Riches to answer how sociological information can be used to interpret a

passage from the Gospel of Mark.

The first example (Figure 9.6) is a paragraph from an essay that reproduces compact
technical wordings from both the Riches and Malbon sources. Still, it creates consolidated
wordings such as “country dwellers”, “interests”, “activities”, “depression” and
“generation”. These are combined into wordings such as “economic depression” and “the
generation of money”. However, these begin to be problematic when the writer begins
suggesting anachronistic meanings, which culminate in Jerusalem being described as “the
central business area” and the idea of peasants paying “farm taxes”. This attempt to create
EC is continued through innovative taxonomizing clausing and subsumptive vertical
sequencing. The writer is drawing from both Riches and Malbon, which again led to
anachronistic conclusions. Such as, “this caused the economy to decline” when

summarizing the consequences of Jesus’ attractiveness for the common people.

But having said all this, the writer here has produced an interesting and innovative piece
of writing by weaving together three sources and condensing a variety of ideas into a
coherent whole. Unsurprisingly, this is an excerpt from the highest-scoring essay from a
student who came into the module with an already developed academic discourse

competence in writing in English. Therefore, what my pedagogy was able to give him
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was a further set of tools to tighten and strengthen his abilities to condense and abstract

sources at a tertiary level.

{1 {Fourthly.} according to a reading by John Riches (1990) the different characters impact the economic
role of the temple differently. } |
Jesus 1s seen as a threat to the community] by the Jewish leaders.
This is due to his teachings {as! the people are more attracted to Jesus rather than the high priests.
This causes the economy to decline {as} the high priests collect taxes from the people in the temple

The high priests were appointees of the Roman government, thev collected taxes and tithes in the
temple.

THE COUNTRY DWELLERS paid tax in cash or kind in the temple

The temple in Jerusalem was the central business area where peasants who were mostly rural citizens
who came to the temple to pay taxes and tithes.
{{ {Additionally}. they gained their money from agriculture acrrvrmes. j |
{ { THE crry pweLLERs depended on the country farmers for agricultural rropuce {as well .} }}

This also caused farm taxes to be expected from them.

Mostly. they rented the land that they farmed on from absent landowners.
Peasants were mostly threatened by slavery due to economic pepression.

{{Lastly.} Jesus and the Jewish leaders had multiple conflicts due to different evreresTs. | |

P
]
{{The Jewish leaders were angry {because} Jesus had too much nwrvence in the community {and}
thought that the people would rebel and refuse to pay taxes.} |
{{Jesus {also} disturbed the business when he threw out the traders who were at the temple.} }

This affected THE cenraTiON Of money f{as} the temple was seen as the Money maker for the Roman
government who were [the superiors of the high priests

Figure 9.6 Results from essay assignment: Example 1

The second example of writing from this essay assignment (Figure 9.7) reproduces
compact technical wording from the source and consolidated everyday wording from
group constructions. This essay also creates its consolidated wordings by bringing in
concepts such as “reward”, “consequence”, “normal practice” and “power” to describe
the relations between the Romans and their client rulers. The writer brings these together
into one particularly pertinent combination: “the reward for maintaining this order and
military cooperation was power”. The use of taxonomizing and coordinating clausing is
also reproduced from the source and group constructions, though with some redundant
repetition. The sequencing shows relatively strong EC in a pattern alternating
consequential and sequential horizontal, reiterative sedimental and subsumptive vertical
sequencing. However, this is undermined by incoherent compartmental sequencing

linked to confusion in ordering and redundancies of information.
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This middling assignment, in terms of score and the success of my pedagogic
interventions, does attempt to weave together all three sources. As such, it does begin to

inch towards high-stakes academic discourse in its writing.

According to Riches (1990) he explains that client rulers collected taxes for the Romans.
{ {He {also} claims that}} the rewarp for maintaining this orpER and MILITARY COOPERATION WAS POWER,
If this system was not working they always changed it to suit themselves
{ {The Romans had given autsoriry to the high priests. {however} the high priests autsoriry was subject
10 the Sanhedrin | |
Mostly this would be in the form of tax farming rather than poll tax.
All Jewish people had to pay tax to the temple and tax to Jerusalem

The gospels show that 1sE contror of the land, markets and wages by the few wealth resulted in a difficult
life for the Jewish labourers and their families
//Landlords made people pay by their crops or cash.

Those who did not have crops were made labours.
Amassing debt was the result of evprovaeNT scarcrry
LL{Additionally,; debt and Texant EvicTions and ultimately slavery would be THE END CONSEQUENCE.| |
{ {In the text Mark 11-13 it {also} shows this in the form of the story of the widow.} }

This shows the poverty of the people {but} despite that they give all they have to God.
{{Riches {also} suggests that the money cHancers added to the taxes {due so that} could make money for
themselves. } |

rHE ExprormNG of those who came to the temple to pray from the countrv was a nxorMAL prACTICE for them
{ {iand} 1HE conseouence of not complying was not good. } }
//The Romans had given authority to the high priests.
{ { thowever] the high priests sutsory was subject to the Sanhedrin. | |

All Jewish people had to pay tax to the temple and tax to Jerusalem.

Figure 9.7 Results from essay assignment: Example 2

The third example (Figure 9.8) attempts to use the resources from the detailed reading
and ‘group constructions’ to produce an interpretation of Mark 11:13 using sociological
resources. To this end, it reproduces compact and consolidated technical wordings from
the relevant sections of the Riches source on Jerusalem and the countryside, including
two conglomerate power words: “Hellenistic cities” and “Roman authorities”. It also
creates a consolidated power word (“economic needs”) and imports “money changers”
from the Gospel passage. However, its relative weakness in achieving ESD is underlined
in those sections that attempt to reproduce the faxonomizing and coordinating relations
in the clausing. While these still construe part-whole relations and express causation, they
are collected into run-on sentences that unpack the more strongly condensed meaning
relations of the source. Also, the sequential and consequential horizontal sequencing
throughout the run-on sentences of the response is achieved with conjunctions such as

“and” or “because”, which are relatively weak.
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This example of a low-scoring assignment shows that the demands of bringing together
three sources prove simply too much when also combined with the demands of
remembering how to write condensed and abstract academic discourse in English. What
I have also excluded here are long sections that simply rephrased and repeated sections

from the three chapters of the Gospel that the essay was supposed to be interpreting.

{ {According to John Riches the Temple was {also} controlled by the Romans {wherebyv} thev controlled
the high priest who was helped by the council to rule} |
The Romans had soldiers that they sent to control ORDER every time when there was a feast in Jerusalem.
Behind the high priest and the council were the rich priestly families that controlled the two.
More and more of the priests lived more like the Greek rulers taking their wealth from the pilgrims to the
Temple from owning the land around the city.
{{{Even| the Temple that was taken as the Temple of the verv religious Jewish pilerims was built [in
Greek stvle {just as} the houses of the chief priests and other buildings } |
{ {Riches also explains that the Roman rule of apmmastraTion was changed more recently {because} they
had to find [the best arrancemenT {and} if it caused problems to their territories they would change it. }}
The city of Jerusalem the Jews had to pay taxes evervwhere even inside the temple
{ { {because} the high priests and the council were controlled bv the rich families. | |
The Jerusalem was considered to be more like rHE HELLENISTIC CITIES.
The country sides popuLamion was predominantly Jewish and its ec ical agrarian,
Most of the people in Palestine were located outside cities and} they lived with the crops they grew in the
lands.
{ {{Until} the tuner [sic texvrg/ changed {and} Herod the great started to own most of the land made his
own decisions about it.} )
He made large estates in the villages for the farmers that staved there and they had to pay in cash or in
kind which was to pay with their crops. and provided Lasour to estate proper along with day labours.
Farmers and the day labours had a hard time living in Judea.

This resulted in debt. loss of tenancies and slavery. ~~

These srruations demanded sustamvep effort to maintain Jewish traditions
{ {{While} in Jerusalem life was perfect {as} the high priest’s aurHoriry was clearly dependent on 1hE
Royax avtHoREs {and} the priest was appointed by the Roman governor {and} the city army kept a
watchful eve over [the temple courts.}}
{ {{Therefore.} in Jerusalem thev lived a high economical life then in the country side of Judea.} }

Figure 9.8 Results from essay assignment: Example 3

My initial reaction to reading and scoring this essay was somewhat pessimistic, especially
concerning the anachronistic wordings, which I could not help interpreting as a failure of

my pedagogy, as shown in my field diary entry:

It is clear from the decline in scores for this assignment that the move from
description and explanation to the argument as well as adding Bible
interpretation proved very difficult for students. The economic focus of the
question also led to some confusion with students substituting modern terminology
like ‘central business district’ for ‘economic centre’ or ‘economic depression’ for

‘exploitation leading to debt and slavery’. This is perhaps an indication of another
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code clash between a popular social gaze on the economy and a cultivated

historical-sociological gaze.

With further hindsight, and my new appreciation of knowledge and curriculum genres, it
is surprising that the students did as well as they did in producing arguments. I had never
modelled anything to do with an argument or how to achieve the appropriate stages and

phases of this knowledge genre.

This omission aside, my ESD and EC analysis of the ‘group constructions’ and
independent rewritings in these two chapters clearly show that my pedagogic activities
— highlighting the power trilogy in the Detailed Reading phase and working together on

‘group constructions’ — have borne fruit.

e Firstly, all the students understood the material from the sources enough to reorder
material and innovate their expression rather than plagiarising.

e Secondly, the three examples of student writing above were able to produce
writing with some strengthening of ESD and EC that approaches the level of high-

stakes academic writing.

These successes can only be described as modest. However, they are evidence that the
writing of the students I taught in 2018 does show the features that I taught. Besides, 2018
is only the beginning of a learning phase in my development of an integrated literacy
pedagogy. I have continued to implement what I have learned in 2019 and 2020 and,
given the necessary ethical clearance to use writing I collected in these years; I will

continue to produce evidence of further modest successes.
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CHAPTER 10

CONCLUSION

“What shall we say then, have we arrived where we want to be?
May it never be so!”

I hope the reader will excuse me the indulgence at the point of conclusion of fabricating
a quotation in the style of Saint Paul to express how as an action research project this

work does not conclude but merely moves on to its next stage.

So, what can I say about moving on to the 2020 academic year and the future of my
integrated literacy pedagogy? Firstly, in light of the concluding sections of Chapters 5-9,
I need to return to the well of Reading to Learn and the challenge that Claire Acevedo
presented to me in terms of my pedagogic practice. Especially, the clear presentation, in
the latest publications by David Rose, of the ideas of curriculum genres (2020a) and
knowledge genres (2020b) has not only changed the whole direction and analysis of this

project but has also suggested many innovations for my future practice.

In terms of practice, building in the identification of knowledge genres and analysing the
genre features in terms of stages and phases must become a cornerstone of my practice in
the Detailed Reading curriculum genre. The process of thinking in terms of Genre has
also suggested refocusing the whole curriculum of the module. I intend to begin with
factual texts such as Malbon (1992) on narrative theory and Riches (1990) on historical
sociology and end with the argumentative text of Suggit (1997). In terms of mass or ESD,
this means beginning with the technicality of a text presenting a clear theory, moving on
to the more “flexi-tech” wordings of historical sociology, and ending with iconization or

axiological condensation of argument texts in the humanities.

In my writing pedagogy or Joint Construction curriculum genre, I am committed to at
least begin with the idea of approaching each section of the factual texts as a teaching-
learning cycle to build much more practice of note-making and joint rewriting into the
module. In addition, this will avoid students losing track of the detailed reading of longer
texts. Only the actual practice of the classroom in 2020 can show whether this is a truly

feasible idea or not.
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What of the power trilogy as a metalanguage for a learnable and teachable approach to
integrated literacy in a tertiary context? I believe there is some mileage in the idea, as the
last two chapters have demonstrated to a limited extent. I would try to use power words
to embrace both theoretical technical wordings of the ontic tendency and flexi-tech
wordings of the discursive tendency of the cultivated gazes of humanities discourse
(Maton 2015). In terms of power grammar, this would support the idea of beginning with
factual texts that are more focused on definitions, correlation and causation. This move
would consolidate student factual writing before moving on to argumentative texts. Here
students would confront the more difficult iconization or axiological condensation of the
interpersonal metafunction. So, I would have to introduce the patterns of appraisal and

other more difficult and subtle variations of English academic discourse.

Finally, what of power composition — especially in the Joint Construction curriculum
genre, note-making and joint rewriting? Something similar would apply because
aggregation or sequencing use mainly the language patterns of the textual metafunction.
These patterns should be introduced before adding iconization or axiological
condensation through patterns of evaluation and the interpersonal metafunction. Although
nothing has yet been published on epistemic semantic gravity or epistemological
gravitation within LCT,"® the manifestation of the textual metafunction in presence is
being used to analyse the degrees of context dependence in terms of the implicitness of
texts or the explicitness of academic discourse (Martin, 2020:141). This process is very
like what is happening in my students’ writing, where adding cohesive devices has been
a key part of learning power composition and moving towards the desired high-stakes

academic discourse that is our goal in the module.

And so, the action cycle begins again ...

13 These terms have been presented at LCT seminars and are presumably forthcoming.
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