LITERACY AND ENGLISH

A discussion document prepared for the 

Ministry of Education

Libby Limbrick and Margaret Aikman

Faculty of Education, University of Auckland 

ACKNOWLEDGEMENTS

We would like to acknowledge the assistance we have received from the following

Professor Roger Beard, Institute of Education, University of London, 

Professor Kathy Hall, University of Hull, United Kingdom

Professor Peter Freebody, School of Education , University of Queensland.

Professor Gunther Kress, Institute of Education, University of London.

Professor Alan Luke, National Institute of Education, Singapore

Professor Brian Street, Kings College, London, England

May Yin Tay  Ministry of Education, Singapore in the Curriculum Planning and Development Division

Christine Sorrell, Librarian, Faculty of Education, University of Auckland 

Winnie Wong, Centre for Language and Languages, Faculty of Education University of Auckland.
Contents

4INTRODUCTION


61. WHAT IS THE DIFFERENCE BETWEEN LITERACY AND ENGLISH


61.1 What is English?


91.2 What is literacy ?


91.2.1 Traditional views of literacy


111.2.2. Evolving views about literacy


121.2.3 Multiliteracies


141.3 Conclusion


142. WHEN, WHERE AND HOW SHOULD LITERACY BE ADDRESSED IN THE NEW ZEALAND CURRICULUM FRAMEWORK?


152.1 Literacy needs to be addressed at all levels of the curriculum


162.2 Literacy needs to be integrated throughout the curriculum


162.3 Literacy needs a more explicit and future-focused role in the curriculum


172.4 Issues for teachers


182.3.Conclusions


193. OTHER COUNTRIES? HOW IS LITERACY ADDRESSED IN CURRICULUM STATEMENTS?


193.1.England and Wales


193.1.1. Primary school ( Key stages 1 and 2)


203.1.2 Secondary school: Literacy Across the Curriculum (Key Stage 3)


223.3 Tasmania


223.4.Canada: Ontario Language Curriculum 1997


223.4.1. The Ontario Curriculum Grades 1-8:


233.4.2.The Ontario Curriculum, Grades 9 to 10


243.5. South Africa


243.6. Queensland


253.6.Conclusions


264. CONCLUSIONS


27REFERENCES



 LITERACY AND ENGLISH

A discussion document prepared for the 

Ministry of Education

by 

Libby Limbrick and Margaret Aikman

Faculty of Education, University of Auckland 

INTRODUCTION


In this discussion document we put forward some tentative answers to the question of what is the difference between literacy learning and learning in subject English and examine the possibility that there are differences which may have implications for different levels of the curriculum, and other curriculum areas.  

Debates about the relationship between English and literacy have been common in countries where English is an official language, such as Australia, England, Singapore and Canada, for the last two decades. While concerns were expressed about the roles of literacy and subject English in the early and mid 1990s in New Zealand it was not until the late 1990s, they came into sharp focus.  The concerns were largely as a result of international assessment data that show wide disparities of outcomes for specific groups of students, in particular Maori and Pasifika students. As a result, literacy has become a crucial education goal and higher student achievement is a key policy priority for the Government.

To provide some insights into how the debate is being handled, and the challenge is being met, statements relating to curricula from some representative countries  will be examined to ascertain how subject English is conceptualised, and in what way and at what level literacy is addressed. 

The tension in the relationship between subject English and literacy arises, in part,  because as Luke (2004) states “..English education has reached a crucial moment in its history, … because of  changing demographics, cultural knowledges, and practices of economic globalization.”  (p.85)

It is further complicated because of the range of interpretations of what subject English is,  and what it is for,  as well as multiple conceptualizations of literacy , and what is involved in becoming literate. For some it seems that English and literacy are almost interchangeable, for others they are distinguishable fields of learning. 

At a time when the structure and content of the New Zealand curriculum is being reviewed, and should be establishing a ‘design for the future ‘ ( Kress, 1985, pviii)  it is essential to come to some consensus over these issues  because: 

“ [English is ] above all, the subject which deals with the means of representation and communication: the means whereby we say who we 

are , to ourselves and to others; the means whereby we can examine the visions others before us have had about themselves and their times; and

 the means of giving voice to our visions, for ourselves, and for others: 

the proposal of alternatives for debate, and , after that debate, for

 common action. “ ( Kress 1995 p viii) 

Furthermore in most ‘western’ countries, in which English is the majority language, there have been literacy crises leading to wide scale reform and interventions. These have been addressed in reports such  as the New Zealand Literacy Taskforce Report (1999), Literacy for all in Australia (2001), Literacy Taskforce Report (1997) in England and Wales and the 2001 ‘No Child Left Behind Act  in the United States. Such an emphasis has tended to highlight literacy and contributed towards the anxiety over curriculum emphases.

These are widespread concerns which, as we will examine later, have been addressed in somewhat different ways. However there appears to be confusion as to whether these should be addressed through a more specific focus on literacy skills or a greater emphasis on the linguistic and literary aspects of subject English. But is English a study of the language of English speaking people, or is it literary studies; is it communication studies or is it a specific set of skills that are should be acquired within a wider context of learning? Should a curriculum be an English curriculum, a language curriculum, a literacy curriculum or a communication curriculum? On the other hand should it be all of these?  

The answer will be, by necessity, culturally and socially determined because of the way in which both English and literacy are socially conceived and constrained. It is imperative, therefore, for us to engage in the debate because, as Luke (2004) argues:

“without a radical re-took at purposes, consequences, powers and practices of English ( and by implication literacy, our addition) we risk descending into politically driven and historically naïve arguments over methods competencies and approaches.(p.94)

1. WHAT IS THE DIFFERENCE BETWEEN LITERACY AND ENGLISH 

Before examining the differences and similarities between learning in English and literacy learning, we believe it is useful to try to establish what is English and what is literacy.  We will also look at how over time, and across communities, understandings of these two concepts have differed. We draw heavily on the work of the New London Group and especially Alan Luke and Gunther Kress as well as examining the work of  a number of academics working in literacy predominantly in United Kingdom and Australia..

1.1 What is English?

This  question is  currently a key topic being  debated by  the Select Committee for Education and Skills  in the United Kingdom (Beard, pers.com. 27 Jan 2005) . Peel, Patterson & Gerlach (2000) provide a useful overview of the evolving views of what is meant by  English.  Is it language or literature, or indeed literatures? Is it becoming literate, or all of the above? They point out that English as a subject is only 150 years old. Prior to that, it was simply the language of England and of countries initially colonized by the English. Studying English was simply learning to speak and, for some, write the language.   According to Peel et al., in the eighteenth century and the preceding years the teaching of English was through implementation of a set of practices to teach literacy.  English as we know it now only became established in the middle ages with literacy restricted to a minority of the population. It wasn’t until the mid nineteenth century that the study of English was split into language and literature, and not until the mid twentieth century that it became expressive English and imaginative writing and literature for primary and lower secondary school;  English and media studies in upper secondary schools ; and critical theory and interdisciplinary studies in universities. 

Today it seems that once again English as an intellectual field is being destabilized by rapid socio demographic and economic, cultural and linguistic change. As Green (2001) puts it,  “speculating on how English teaching is changing and what it will look like in the future  is a perhaps all too familiar exercise in recent times.  But it is unavoidable…” (p 249)  

For a long time English has  been a complex  subject with different, even competing approaches to teaching and learning all of which are still influential today.  Within the past fifty to sixty years these approaches have included: a skills approach with an emphasis on the procedures for reading (decoding )and writing (encoding); cultural heritage and growth approaches which have emphasized personal growth and knowledge of a literacy heritage; and the critical-cultural approaches  which acknowledge that  literacy practices vary from site to site and are culturally bound and emphasize the importance of analytic and critical approaches to literacy and cultural and political implications of literacy (Wyatt-Smith 2002). Wyatt-Smith acknowledges that, in Australia, English approaches were frequently eclectic incorporating aspects of various philosophies and pedagogies. This would probably be true of English teaching in New Zealand in recent decades.     

Luke (2004) claims it is becoming increasingly hard to define or classify 
English, partly because, despite these wide spread changes in society, school curricula tend to be conservative, and because teachers generally have strong loyalties to particular historical versions of English. 
In discussing ‘What is English” Peel et al (2000) argue that similar tensions exist in England, Australia and United States. In these countries there are professional associations which have a strong identity, but even in these countries there are differences as to what is subject English. This, they claim, is the outcome of the ‘incursions of cultural studies, media studies, drama, communication studies and literacy practices associated with electronic communication technology’ (p 346). They go on to suggest that a shift towards literacies will be the dominant trend as we enter the twenty-first century and that literary studies, per se, will become increasingly specialised and elitist.  Many of these shifts they claim are the result of  the impact of new technologies which allow students in schools to work not only in a range of multimedia but in collaborative and global ways which could not previously be imagined.

Luke  claims: 

“There is disquiet among  English Teachers …some wonder aloud 

whether English  teaching might return to a kind of depoliticized “normalcy”

 of a stable and uncontested  curriculum taught to groups of students 

with more or less similar  English –speaking backgrounds. Yet others 

ask why and how  schools can persist in teaching as if there were 

such a curriculum and as if  today’s students were the monolingual 

and mono-cultural print- based kids of another era”.

 (Luke, 2004, p.93)
He suggests, further, that these tensions are exacerbated partly because, in comparison with maths and science, in English the body of knowledge that informs the curriculum and the pedagogy is less clear cut: that is there is less distinction between content and practice in English than there is in maths or science. In English, the content under study is also the medium through which it is studied, that is,  it is “both subject and object, lingua franca and corpus, instructional medium and messages”  (Luke, 2004, p 91). Unlike other subjects, English learning is both through English and about English. 

Peel et al. claim that in England the most significant shift is from a debate about English content: the reading and production of imaginative literature, to a government-directed focus on a problem with literacy, so that English means something very different in primary schools from what it means in secondary schools, and in further education (p.30). 

There seems a consensus that it is difficult to define what English is, partly because it is a hybrid. There appears to be an uneasiness which teachers of English have traditionally felt about the definition of their subject matter. Inevitably the edges of the subject have become blurred and wavered, creating for the teacher of English a perpetual crisis of identity. As we will examine in the next section the definitions of literacy have been equally changeable, and at times ephemeral. 

1.2 What is literacy ?  

Literacy and literacy education have undergone radical transformation even within the past one hundred years, and in recent times, have been hotly debated. 

1.2.1 Traditional views of literacy

In New Zealand, as in Canada, Australia,  the United States and England, the ‘great debate’ over literacy education has taken the form of  a near-continuous heated dialogue  over  instructional extremes such as phonics and whole language.  Our debates about literacy education have been centred more around a search for finding the ‘right’ and correct scientific methods of teaching reading and writing, and targeting these at marginalized groups, and less on the concepts of literacy and implications of changing interpretations of literacy for literacy education.  As Stephen May (2002) has noted, these debates have often generated more heat than light.

It is interesting to note that the term literacy was rarely used other than in relation to ‘illiteracy’ until recent times. The curriculum statements and handbooks of the Ministry of Education and previously the Department of Education referred only to reading and writing up until the late nineteen nineties. The English curriculum, published in 1994 uses the term language, referring to literacy only once :  ‘Seeking to develop high levels of literacy, the English Curriculum therefore establishes language aims for the three ‘strands…”(p 6) . 

The stated aims focus on language. They are that students should be able to enjoy language in all its varieties and understand, respond to and use oral, written and visual language effectively in a range of contexts.  Essentially, in this context, the use of the term literacy means literacy in written English, that is, reading and writing. 

In the later part of the decade, The Learner as a Reader (Ministry of Education, 1996)  talks about the “power of literacy” and begins to describe literacy more broadly. For example “Literacy is not limited to paper and books” and  “ Literacy involves reading and writing texts which use a variety of linguistic and symbolic codes. There are also different media
(p, 11). 

The term literacy has been used by the Ministry of Education in many of its policy, strategy and curriculum statements, professional development initiatives, teacher handbooks and research in more recent times.  For example the National Government established a goal to address ‘ the literacy crisis’. However, here the goal was related only to reading and writing.

Neither The Literacy Taskforce (Ministry of Education, 1999a) nor the Literacy Experts Group (1999b), set up  to establish  a strategy informed by research, defined literacy but both referred consistently to reading and writing. This in 1999 was what was accepted as literacy in New Zealand .

Freebody and Luke (1990), Luke and Freebody (2001), and subsequently Freebody (2004),  writing about the roles ( later writing they use ‘practices’ and then ‘resources’) of a literate person was an influence in moving  this debate from a polarized view of reading and writing  to a wider understanding of  what it meant to be literate and the complexity of the concept of literacy. They introduce the notion that in order to be literate a reader, and by implication a writer, listener, speaker, view and presenter, needs to be a code breaker, a text participant, a text user and a text analyst.

The most recent definition of literacy in handbooks for teachers (Ministry of Education, 2003, 2004) state that - “literacy is the ability to understand, respond to, and use those forms of written language that are required by society and valued by individuals and communities”. p 13, 2003). The parameters are still reading and writing although the place of oral and visual language, and an understanding that literacy involves combinations of text and image, is recognized.  There is also a recognition in the text  that literacy practices are the ways in which literate people understand, respond to and use language forms,  and that these need to take into account changing social and cultural environments, and the influence of technology on communication. It is surprising perhaps that the definition on page 13 does not reflect comments later in the text which appear to acknowledge that, over the last decade, there has been a substantial body of literature written about critical literacy, multiliteracies and new technologies. 

Other definitions and conceptualizations of literacy have become more future-focused and richer.  We will examine some of these in the following section.

1.2.2. Evolving views about literacy

 Today we are beginning to see the term literacy being used somewhat indiscriminately, for example, computer literacy, dance literacy, scientific literacy, even ‘driver literacy.  So what is literacy, and what does it mean today to be literate and what are the implications of evolving definitions for education in New Zealand schools?

Although today many people will still argue that literacy is the ability to read and write, many definitions of literacy are broader.  These definitions recognize that literacy is influenced by the complexities of texts and practices required  by increasingly diverse communities using  rapidly changing communicative modes. Literacy is becoming increasing understood as being socially and politically constructed, and that literacy, including reading and writing, are influenced by sociocultural experiences and expectations. As Gee says

A Discourse-based, situated, and sociocultural view of literacy demands that we see reading (and writing and speaking) as not one thing, but many: many different socioculturally situated reading (writing, speaking) practices. It demands that we see meaning in the world and in texts as situated in learners' experiences -- experiences which, if they are to be useful, must give rise to midlevel situated meanings through which learners can recognize and act on the world in specific ways. (Gee, 2000, p.6) 

May (2002) and Au (2001) argue that there are many other literacies, other than traditional ‘academic literacy’, which must be acknowledged and valued if students from diverse backgrounds are to become literate. 

Unsworth (2002) indeed, maintains that the concept of being literate is an anachronism because what is being literate today will not constitute being literate in the future. He argues that we can only consider that we are in a state of becoming literate. It appears that definitions and explanations of literacy in the twenty first century are more pervasive, open and yet contextually bound.

For example:

“Literacy is the flexible and sustainable mastery of a repertoire of practices with the texts of traditional and new communications technologies via spoken language, print, and multimedia” (State of Queensland, Department of Education, 2000, p. 9) 

Literacy is most productively understood as an open-textured category of socio-cultural practices ( Freebody, in press).

 1.2.3 Multiliteracies 

The rapidly changing nature of literacy in the twenty first century has led to the term

‘New Literacies’ being used by a number of  writers ( e.g. Lankshear & Knobel, 2003; Leu,  2000; Leu et al.,  2004; Kalantzis, Cope and Harvey 2003;) Others suggest the term ‘multiliteracies’  captures better the complexity of  the plurality of texts in which visual, audio, spatial, and gestural elements, as well as verbal,  are included, and which use a multiplicity of communication channels that influence ‘ literate practices’.  The term multiliteracies also takes into account cultural and linguistic diversity evident in communities globally (The New London Group, 2000;  Kalantzis, Cope and Harvey 2003). This cultural diversity includes the subcultures in which literacy is used in specific and specialised ways, such as technical, sports groups, and adolescent peer cultures. 

‘Texts are integral parts of innumerable everyday ‘lived , talked, enacted, value-and-belief laden practices’  that are carried out in specific places and a specific times (Gee et al, 1996:3)’ Reading and writing are not the same things within a youth zine culture, and online chat space, a school classroom, a feminist reading group or within different kinds of religious ceremonies” (Lankshear and Knobel, 2003, p 8)

The New London Group (op.cit) provide a cogent and convincing argument that being literate in a multiliterate world is being able to access and use a range of design elements in making and creating meaning through integrated multimodal texts. Conceptualizing literacy as multiliteracy transforms views of what it means to be literate today. The view that literacy refers only to formal standard written language is challenged. The New London Group assert that today we need to be engaged a re-visioning of literacy for the future: becoming literate is an active process of ‘designing the future’.  Kress (in press) and Johnson & Kress (2003) argue that the changes in social, economic, cultural and technology aspects of society imply that we cannot continue with existing ‘theories of meaning’, because   “Globalisation is placing new demands on the kinds of ‘literacies’ we need in the workplace as much as in the communication demands of everyday life” ((Johnson & Kress, 2003, p 5) 

The influence of multimodal and multilingual texts on literacies has highlighted the need for definitions of literacy to include ‘critical literacy’.  Critical literacy, or critical awareness, or critical thinking  has become pervasive in discussions on literacy and literacy education, and in policy statements, but the terms are used inconsistently (Lankshear, & Knobel; 1997; Jesson, 2001). Jesson proposes that critical thinking emphasises strategies and processes to enable learners to think critically, whereas critical literacy focuses on appraising world views of texts. 

Lankshear & Knobel (1997) suggest that there are three ways that critical literacy becomes part of literacy and literacy practices:

       “A critical literacy might involve any or all of : 

· “Knowing literacy in general, or particular literacies, critically; that is having a critical perspective on literacy or literacies per se;

· Having a critical literacy perspective on particulate texts;

· Having a critical perspective on – i.e. being able to make ‘critical readings’ of – wider social practices, arrangements, relations, allocations, procedures, I etc., which are mediate by, made possible , and partially sustained through reading, writing, viewing, transmitting etc., texts”  ( p 44)
It is predominantly critical literacy as described in the last bullet point which is implicit in changing concepts of multi literacy and is concerned with issues to do with access and equity  (Freebody, in press; Comber, 2001; Luke, 2000; Luke & Elkins, 2000;.Kress, 2000, Lankshear , Gee, Knobel & Searle, 1997, Lankshear & Knobel, 2003). It is often argued that critical literacy belongs in the upper levels of primary and secondary schooling,  however as Comber(2001) asserts critical literacy is an aspect of literacy today that starts in the early years of literacy learning.

1.3 Conclusion

In trying to answer the question, what is the difference between literacy and subject English,  we have identified a range of views that are held about each term. What is significant, and similar, is that both are constantly evolving. 

The tension inherent in literacy versus English is most problematic in secondary schools. In resolving this tension the concept of English literacies, promulgated by Wyatt-Smith (2000), is worth considering. This concept assumes that cultural, social and cognitive factors are all implicated in literacy, and in English, and consequently in students’ literacy achievement. Becoming literate involves cultural knowledge and social practices that use language for thinking and making meaning in the culture (Gee, 2000).  The implications are that English as a subject needs to include knowledge of how a language works in particular texts, and how it typically works in a culture. English literacies in this model integrates social semiotics; literate capabilities; and explicit knowledge of how language works in texts and how ideologies are incorporated in discourses and linguistic choices. This last aspect includes knowledge of a wide range of texts: for example, ‘canonical texts, on-line texts and texts valued in different culturally communities.

Literacy and subject English are clearly part of a paradox.  Literacy is a component of English but at the same is wider than the study of English, and English is a part of literacy.  Literacy then is both the particular and the universal. 

“Literacy, like no other element in the culture of our society, is bound up with cultural and social possibilities. It represents a society’s means of representing the world to itself; it is its means of representing itself to itself”      (Kress,1995, p. 74)         

2. WHEN, WHERE AND HOW SHOULD LITERACY BE ADDRESSED IN THE NEW ZEALAND CURRICULUM FRAMEWORK?

In this section we address the question of at what level literacy and English should be separated, or if indeed they should. We also look at how literacy might be included in curriculum documents other than English.

Following the introduction of the National Literacy strategy (Ministry of Education, 1999a), a period of consultation to review curriculum developments began. This consultation process, summarised in the Curriculum Stocktake Report (Ministry of Education, 2002), renewed the discussion about the place of literacy in the curriculum framework. Overall the report recommends a more explicit focus on literacy with references to critical literacy in the achievement objectives and to literacy in the essential learning areas. The outcomes of the curriculum consultation process and more recent discussions on the online curriculum project (talk2learn) have raised several themes that are relevant to this discussion paper, and identified in national and international literature. These themes discussed below are the need for literacy to be addressed at all levels of the school, the need for greater curriculum integration and the need for a more future-oriented curriculum focus on literacy.

2.1 Literacy needs to be addressed at all levels of the curriculum

While the role of literacy is self-evident early in English education, it is just as pivotal in English in middle and upper compulsory levels of education. 

At present some secondary English teachers do not consider it their task to teach basic literacy skills such as reading and writing, arguing that literacy skills should be well established by the time students enter secondary school (May, 2002) and that years 9 and 10 should be the start of preparation for qualifications such as NCEA (Ministry of Education, 2002)  However implicit aspects of literacy are being assessed, particularly at levels 1 and 2 of NCEA English, where students are required to produce formal writing and to read and understand written texts. NCEA in setting literacy standards for students to achieve is encouraging teachers to be more aware of students’ literacy needs . Such an emphasis demands that English teachers address explicit aspects of literacy teaching and learning. As described in a later section, other English speaking countries such as England and Canada, are including literacy more specifically in secondary schools.

Clearly if literacy learning is conceptualised as a spiral process, and one is always becoming literate (Unsworth, 2002), then there should be an explicit focus on multiple aspects of literacy learning at all levels of the curriculum.

2.2 Literacy needs to be integrated throughout the curriculum

An Australian report, Literacy Demands of the Post Compulsory Curriculum 

(Cumming et al. 1998, cited in Wyatt-Smith 2002) which  examined the demands on, and place of, literacy in secondary schools, has proposed that literacy needs to be addressed in all curriculum areas and at all levels. But rather than a ‘literacy across the curriculum’ approach, a more apposite term they assert, is ‘curriculum literacies’. The writers argue that more traditional definitions of literacy as a single set of skills, primarily reading and writing, are not appropriate for the environments in which students engage in multiple literacies almost simultaneously, as in secondary schools. The concept of curriculum literacies ‘promotes the development of an increased pedagogic sharpness on literacy as it is enacted in curriculum-specific ways.” (Wyatt-Smith 2002, p.60) . This recognizes that there are semiotic systems and ways of communicating that are subject specific.  English teachers therefore should not be solely responsible for teaching literacy. Subject specialists must be implicated in literacy learning.

In New Zealand this view is being supported by a number of educators in New Zealand (e.g. Davey, 2003; English, 2002, May, 2002; Wright, 2004) who advocates that  curriculum specialists, at all levels of the school, need to take responsibility for the specific vocabulary and language use of their curriculum areas. 
In an effort to address widespread concerns about curriculum crowdedness and  compartmentalisation,  the Curriculum Stocktake (Ministry of Education, 2002)  recommends that cross-disciplinary teams should be involved in the revision of the New Zealand Curriculum Framework.  
2.3 Literacy needs a more explicit and future-focused role in the curriculum 

The debate around literacy and subject English was engaged in previously at the time of the development of the English in the New Zealand curriculum in 1992-1994, at which time English was sited within Language and Languages, but as noted earlier, the final English curriculum document mentioned literacy only once (1994,p.6). 

The Curriculum Stocktake addresses the issue of literacy in a revised national curriculum by recommending that the eight essential skills are reduced to five, framing them as ‘broad concepts of literacy skills’ that need to be seen as ‘fundamental to learning in the essential learning areas’ (Ministry of Education, 2002, p.14 ). The modified essential skills are more directly related to literacy. They are creative and innovative thinking; participation and contribution in communities; relating to others; reflecting on learning and developing self-knowledge; and making meaning from information.

A further recommendation in the Curriculum Stocktake is that the aims and achievement objectives should be more future-focused, and again, an explicit reference is made to literacy. The future-focused themes are: social cohesion, citizenship, education for a sustainable future, bicultural and multicultural awareness, enterprise and innovation, and critical literacy (including digital literacy). 

This more future-focussed view of literacy suggests the influence of writers such as Kress, Luke, and the New London Group, however there needs to be greater discussion around the specific ways in which the curriculum can reflect this recommendation.  

2.4 Issues for teachers

Currently the voice of the primary and secondary school sectors appear to be represented by different organisations with different perspectives. The New Zealand Reading Association represents the views of primary and intermediate school teachers through its publication of Reading Forum New Zealand and the New Zealand Association of Teachers of English represents those of secondary teachers through its publication English in Aotearoa. An example of the tension being a greater issue for secondary teachers than primary teachers is that ‘English in Aotearoa’ has published approximately eleven articles over the last four years  that address the relationship between literacy and subject English., In Reading Forum NZ, however over the same time, there appear to no articles directly addressing the issue. In Australia although different organisations represent English teachers (AATE) and literacy teachers (ALEA), both groups work more closely together on literacy and English issues for  the teaching profession.   

A second issue is that although some schools appear to have embraced the notion that literacy is a cross-curricular school-wide concern (Taylor, 2002,), many schools continue to see literacy initiatives as the domain of the English teacher. However, recent developments in some secondary schools are suggesting that there are changing views about the place of literacy and where the responsibility for literacy teaching lies (Wright, 2003). An increasing number of primary and secondary schools have appointed teachers to Literacy Leader positions to coordinate whole school planning as in primary schools.  However it has been more problematic for secondary schools with large student populations and timetables organised around specialised subjects than in primary schools where literacy is a key organising principle. 

Another is that of diversity. For many teachers in New Zealand in 2005, the ‘kaleidoscopic’ classes they face are culturally, linguistically, and ethnically diverse. Teachers need a robust understanding of language and literacy development for learners of English as an additional language as well as first English (Nicholls, 2003, Au, 2001)

A further issue confronting New Zealand teachers is the lack of clarity in official documents about what is literacy. As discussed earlier in this paper, definitions that frame literacy as the ability to read and write are increasingly seen as too narrow. There are calls for a more comprehensive future-oriented definition of literacy that will equip learners for the information-based economies and mass-media cultures in which they will need to participate.  

2.3.Conclusions

 There are strong indicators that the place of literacy needs to be more explicit throughout the English curriculum for all levels. Wyatt-Smith (2002) states that  there needs to be a sharpened focus on literacy especially at secondary levels. Furthermore, in looking towards the future the place of literacies for specific curricula needs to be identified, with teachers taking responsibility for ‘Curriculum Literacies’.  This is going to require discussion on what is literacy in the twenty-first century’s multimodal, multilingual and multicultural environment.

The Ministry of Education’s Curriculum Project Online provides educators with an opportunity to explore many of these issues above in an online community (Talk2learn).  A draft English essence statement that makes reference to ‘literate learners’ and ‘literacy practices’ is available and teachers are urged to share their views. 
3. OTHER COUNTRIES? HOW IS LITERACY ADDRESSED IN CURRICULUM STATEMENTS?

Making comparisons with other countries is problematic. For example is it difficult to make statements about USA, Australia, Canada, as there are no national curricula and consequently there is no consistent policy response. 

We can only provide some examples.

3.1.England and Wales

3.1.1. Primary school ( Key stages 1 and 2) 

The curriculum statements in England are clearly described as English but with strong statements such as  “Literacy remains vital and at the heart of the Primary Strategy”. (www.standards.dfes.gov.uk/primary ). The English curriculum in England and Wales is highly prescriptive detailing the specific skills to be taught and assessed. As in New Zealand, the National Literacy Strategy does not describe the English curriculum but puts forward required processes in which school must engage in delivering the curriculum.  Professor Roger Beard who has been involved in curriculum development and the National Literacy Strategy in recent years states that :

“ There have been variations in emphasis in the centralised documents that have been produced here over the past 16 years or so. Since the statutory National Curriculum for England and Wales was set up in 1989 (Northern Ireland and Scotland have their own versions), the area to which you refer has been called English'. The related programmes of study (curriculum content) are divided into (i) speaking and listening; (ii) reading; (iii) writing. In primary schools , there are programmes of study for 5-7 year olds ('Key Stage 1') and 7-11 year olds ('Key Stage 2') . 

 

One exception is the separate guidance for the 'foundation stage' (3-7 year olds). Here, the area is called 'language, literacy and communication'. 

 

Another variation is the non-statutory National Literacy Strategy (NLS),introduced in 1998 to raise standards and to encourage schools to use a daily literacy hour, with shared and guided approaches to teaching reading and writing. In a ring binder, sent to all teachers, the National Curriculum is translated into termly objectives for reading and writing, at text, sentence and word level. The majority of schools now use some form of literacy hour. Recent additional guidance has provided further material on speaking and listening.”    (Pers. com. February 14th 2005) 

.Another researcher on policy in UK, Professor Kathy Hall, University of Hull  states 

Here in England, the emphasis in our National Curriculum is definitely on English. The name of the document is 'English in the National Curriculum'

. But the major point about literacy in this country is that there's the 'National Literacy Strategy' though not legally bound by it, teachers really are compelled to teach it” (pers com January 26, 2005)  
3.1.2 Secondary school: Literacy Across the Curriculum (Key Stage 3) 

In 2001 the UK government introduced a Key Stage 3 National Strategy for the secondary school called Literacy across the curriculum.  ‘Literacy Across the Curriculum’ is essentially about effective teaching and learning and has been introduced by schools as a means of raising student achievement. The aim is to provide students with common approaches to learning that they will meet across the curriculum, and to ensure that learning is made explicit to all pupils.  In all strands of the curriculum it is expected that attention will be paid to the literacy needs of pupils and the literacy demands of the subjects.  Key pedagogies tailored to the teaching of literacy within subject areas are advocated.  These include: planning speaking and listening for learning; active reading strategies such as text marking; text transformation and text re-ordering; using a sequence for teaching writing which moves from identifying key features through reading to writing a similar text and teacher modelling of how to read a text or write a section of text. Schools are encouraged to develop whole school curricular targets and to plan English Framework objectives into subject schemes of work to support the delivery of literacy in that subject. Support for teachers is provided through  two sets of training materials that are disseminated to all staff, ‘Literacy Across the Curriculum’ and a more recent set for each subject area, for example ‘Literacy in Science’ .   

Copies of the English National Curriculum for 5-11 year olds (statutory) and National Literacy Strategy (guidance) will be forwarded to the Ministry but at time of writing this report have not yet arrived from England.

3.2 Singapore 
In Singapore, English is one of four official languages. It is stated that literacy development is at the heart of English language instruction programme and basic literacy is described as the ability to read and write in English when they leave school. Literacy acquisition is described as being dependent on the integrated teaching of listening, reading, viewing, speaking and writing, and the engagement of learners. 

A balanced and integrated approach to language and literacy development is advocated. It is stated that from primary to secondary levels, there will be many opportunities for listening, reading, viewing, speaking and writing to help pupils become competent and critical listeners and readers, and confident and expressive speakers and writers of English.

At primary level, background experience, and exposure to books print is stressed but it is also noted that non-print sources and electronic sources affect children’s reading ability. There are explicit statements about providing a balance between decoding in meaning based instruction, word recognition and passage comprehension, phonics and whole language, and principle and practice. It is emphasized that the teaching of decoding skills will not be taught in isolation or only through drill and practice.

A key feature of the curriculum statement is its organization around three major features of Language Use. These are categorised as Language for Information; Language for Literary Response and Expression, Language for Social Interaction 

The curriculum statement is prescriptive and detailed, providing specific learning outcomes for each aspect of curriculum. Literature is identified as a separate component at secondary.

 (http://www1.moe.edu.sg/syllabuses.)
3.3 Tasmania 

The Tasmanian government’s education website has very recently (6/10/04)  produced a document  entitled “Literacy and English”  In this they define literacy within their curriculum as 

“Literacy is the ability to read and write and use written information and to write appropriately in a range of contexts. It also involves the integration of speaking, listening, viewing and critical thinking with reading and writing, and includes the cultural knowledge which enables a speaker, writer or reader to recognise and use language appropriate to different social situations”.
In the view of the Tasmanian Department of Education the difference between English and literacy is that English is a discipline with a particular literature operating within it, and literacy is fundamental to learning across all fields of learning. They also put forward the view that literacy learning involves more than English learning.

Although literacy is defined as predominately reading and writing, they build on the work of Luke, Kress, and the New London Group. They advocate the inclusion of multiliteracies as being the link between the texts of a rapidly changing technological and linguistically diverse community. They recognize that texts include multimodal texts which “incorporate elements of linguistic, visual, spatial, audio and gestural design”.

In this statement they are explicit statements about the place of literacy in English  learning and the attributes of effective English teacher. (http://www.education.tas.gov.au/english/liteng.htm)

3.4.Canada: Ontario Language Curriculum 1997
3.4.1. The Ontario Curriculum: Grades 1-8:
The curriculum statement refers throughout to language and does not include the term           ‘literacy’ at all. Language is described as being central to students' intellectual, social, and emotional growth, and is seen as a key element of the curriculum.  

The curriculum is divided into ‘expectations’ and ‘achievement’. The language expectations are organized into three strands, which are: Writing; Reading; and Oral and Visual Communication. All the knowledge and skills outlined in the expectations for the language program are mandatory and explicitly prescribed. The programme in all grades is designed to develop a range of essential skills in reading, writing, and oral language, including a solid foundation in spelling and grammar; an appreciation of literature and the ability to respond to it; skills in using oral language accurately and effectively information skills and the use of critical and analytical skills to respond to communications media. 

The achievement levels for language focus on four categories of skills: reasoning skills, communication skills, organizational skills, and skills related to the application of language conventions (spelling, grammar, punctuation, and style) giving precise and detailed descriptions of the knowledge and skills required for each grade. 

There is a strong functional, and personal growth, theme to the curriculum.  It is stated that through language learning, students acquire skills that are essential in the workplace and in order to develop personal understanding. http://www.edu.gov.on.ca/eng/literacynumeracy/index.html 

3.4.2.The Ontario Curriculum: Grades 9 to 10 

In the English curriculum Grades 9-10, literacy skills are identified as being essentially 
to enable them to receive and comprehend ideas and information, to inquire further into areas of interest and study, to express themselves clearly, and to demonstrate their learning. Literacy skills are important for higher education and for eventual entry into the workplace.
At grade 10 a secondary literacy test is administered. This appears to have been in place since 2003. http://www.edu.gov.on.ca/eng/document/curricul/secondary/oss/oss.html
Think Literacy Success Grades 7 – 12: The Report of the Expert Panel on Students at Risk in Ontario October 2003 reports on initiatives within the secondary sector  with a emphasis on the importance of cross curricular literacy.  This report advocates that content area teachers can do the best job of teaching the reading and writing skills required by their discipline. 

http://www.edu.gov.on.ca/eng/document/reports/literacy/index.html 

3.5. South Africa

Accessing curriculum documents from websites has been problematic. However secondary sources (Kress, 2004) suggest that South Africa  has undertaken a far-reaching reform of its whole curriculum. A project, entitled Curriculum 2005,  has been underway since 1999 in which English language arts have been subsumed into a much larger  curriculum area “Language, Literacy and Communication”.  Kress states that he has no doubt in his mind that this move is absolutely correct. He asserts that it would still be impossible to advocate such a change in England, culturally, socially and politically. He believes United Kingdom  will probably not address such a radical move until about 2010 but the same move would have happened some six or seven years earlier in Australia and New Zealand. 

3.6. Queensland

Currently there are two organising frameworks for English and literacy in the Queensland state schools curriculum: the key learning areas (KLAs) and the New Basics Framework. Although both frameworks are different pathways to meeting the legislative requirements of Queensland state schools, in effect literacy and English are conceptualised in different ways. The New Basics place the practices of multiliteracies at the centre of the reform initiative whereas English is a KLA with literacy seen as a set of cross-curricular strategies.  

English is one of the eight key learning areas (KLAs) in the curriculum being implemented by the majority of Queensland state schools. The English curriculum sub-strands are reading and viewing, writing and shaping and speaking and listening with critical, operational and cultural strands also integrated. The English syllabus is aligned with the national years 3-5 and 7 Literacy Benchmarks. The key learning areas are very similar to New Zealand’s essential learning areas with literacy underpinning all learning areas. 

The New Basics Project is based on an integrated framework for curriculum, pedagogy and assessment focused around four clusters of practices that are considered essential for survival in the worlds in which students will live and work. Each New Basics cluster is designed to help students answer a critical question:
· Who am I and where am I going? (Life pathways and social futures)

· How do I make sense of and communicate with the world? (Multiliteracies and communication media)?

· What are my rights and responsibilities in communities, cultures and economies? (Active citizenship)? 

· How do I describe analyse and shape the world around me? (Environments and technologies)? 

The cluster of multiliteracies and communications media refers to technologies of communication that use various codes for the exchange of messages, texts and information. This broad concept encompasses traditional print literacies, visual literacies and aural and music literacies. 

The Queensland policy statements state that all teachers are teachers of literacy. “Literacy is the core business for all schools, in every classroom, in every key learning area and for every teacher of students in Years P-12”.  The New Basics project goes beyond this cross disciplinary view stating that although the old basics such as literacy and numeracy remain at the heart of the new basics, they are necessary but not sufficient for sustained achievement gains of at risk learners.
In a summary of the New Basics Research report findings it is noted that ‘large numbers of teachers shifted the nature of their students’ work towards high-level, intellectually engaging tasks… and that these changes signal a profound and fundamental change in schooling’ ( Matters, 2004, p2). Further information is available on  http://education.qld.gov.au/corporate/newbasics 
3.6.Conclusions

As noted previously it is almost impossible to make generalisations about the way in which curriculum documents in other countries in which English is an official language address the place of literacy in English . However, the documents that we have examined suggest that in these countries similar debates abound. There is a commonality in the views about literacy implicit in Queensland, Tasmanian and Ontario (and it appears South African) curricula: all of which acknowledge the influence of technology and increasing globalization on an understanding of what it means to be literate. It appears that only South Africa, and the innovative New Basics in Queensland have moved away from an umbrella title of English for the curriculum document.

4. CONCLUSIONS 

It is evident that the debate about the place of literacy in English has been ongoing. As we have discussed this has been exacerbated by lack of agreement of what constitutes literacy, and where it should be taught, and what constitutes English. There is considerable evidence that understandings of literacy are undergoing radical shifts under the influence of globalisation and changing technologies.  

While literacy outcomes have been traditionally implicit in the English curriculum, greater emphasis is now on the important role that literacy plays in all aspects of effective learning and the part that it plays in raising achievement for diverse groups of learners. There is a widely expressed urgency to meet the needs of diverse student populations. In New Zealand a number of schools are turning to the literacy initiatives of other countries and states such as Queensland’s New Basics initiative (State of Queensland, 2000) for greater guidance. 

With a growing acceptance that literacy is an integral to English, there needs to be a curriculum component at all levels and in all curriculum areas.  However there is still disagreement about what literacy skills are and whether they are generic to all curriculum areas or specific to each curriculum. While both the handbook ‘Effective Literacy Strategies in Years 9-13’ and the Literacy Leadership programme affirm the view that teachers in all subject areas need to teach literacy strategies, the focus has tended to be on teaching a generic set of literacy strategies such as, identifying main ideas in text and using graphic organisers and strategies that can be used across curriculum areas.  Further discussion needs to occur around whether there is a generic set of literacy skills that can be applied across all curriculum areas, or whether there should be a focus on specific curriculum literacies. (Wyatt-Smith, 2002, Literacy Taskforce Report UK, 1997). 

In examining the curriculum of a few English speaking countries it is evident that many of the issues challenging New Zealand are being experienced elsewhere with a range of responses. However a common theme is that there needs to be a more explicit focus on literacy at upper levels of compulsory schooling.

This dialogue needs to occur within and between all sectors of schooling, including early childhood. Although we have not addressed the place of literacy within early childhood explicitly, it is important to acknowledge that literacy is pivotal in early childhood environments. This dialogue needs to occur, similarly  in tertiary sectors, particularly those involved in teacher education. 


In conclusion we cite the Literate Futures Report (2000) from Queensland. The task for the educational community in New Zealand 

“…… is to begin a rigorous debate over which repertoires of literacy practices students will need in the economies and cultures, communities and institutions ….” (p. 9).
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