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The	 suggestion	 behind	 the	 title	 above	 is	 that	 ‘literacy’	 may	 be	 an	 artificial	 construct	 of	 an	
education	 system	 that	 consistently	 dissociates	 social	 contexts	 from	 the	 roles	 of	 language	 in	
realising	 them,	 and	 further	 dissociates	 the	 components	 of	 language	 in	 the	 school	 curriculum.	
Literacy	then	becomes	an	instructional	field	that	must	be	learnt	in	addition	to	the	other	subjects	in	
the	 curriculum,	 by	 those	 students	 who	 have	 not	 otherwise	 acquired	 it	 adequately.	 As	 Halliday	
(1993:94)	explains,	“Language	is	not	a	domain	of	human	knowledge	(except	in	the	special	context	
of	 linguistics…);	 language	 is	the	essential	condition	of	knowing,	the	process	by	which	experience	
becomes	knowledge”.	He	goes	on	to	propose:		
	

…that	we	might	explore	approaches	to	learning	theory	that	are	based	on	consideration	of	
language.	 In	 other	words,	we	might	 interpret	 learning	 as	 something	 that	 is	 inherently	 a	
semiotic	process.	

	
Over	 three	decades	of	 action	 research	and	 teacher	 training,	 systemic	 functional	 linguistics	 (SFL)	
has	made	profound	inroads	in	integrating	language	with	school	learning	in	Australia	and	beyond.	
One	key	breakthrough	was	the	1994	incorporation	in	the	NSW	K-6	syllabus	(Board	of	Studies	NSW	
1994/2008),	 of	 written	 genres	 described	 by	 Jim	Martin	 and	 colleagues	 (Martin	 2000,	Martin	 &	
Rose	 2008,	 Rose	 2008),	 and	 the	 genre	 writing	 cycle	 designed	 by	 Joan	 Rothery	 and	 colleagues	
(Rothery	 1994/2008).	 This	 moment	 institutionalised	 genres	 as	 explicit	 evaluation	 criteria	 and	
teaching	goals,	 and	as	a	mandatory	 component	of	pre-service	 teacher	 training.	 It	was	preceded	
and	 accompanied	 by	 extensive	 in-service	 professional	 development,	 in	 both	 genre	 writing	 and	
functional	grammar,	particularly	through	the	NSW	Disadvantaged	Schools	Program.		
	
The	genres	and	pedagogy	have	since	permeated	all	education	systems	in	Australia,	accompanied	
by	 various	 commercial	 teaching	 packages,	 and	 in	 many	 regions	 by	 professional	 development	
programs	 in	genre	and	grammar.	Notable	examples	 include	the	training	programs	offered	by	SA	
DECS,	designed	by	Brian	Dare	and	John	Polias	(www.lexised.com),	as	well	as	functional	grammar	
courses	now	offered	in	many	Australian	education	faculties.	
	
Throughout	 its	development,	 this	program	has	 focused	on	 the	 linguistic	 resources	 that	 students	
need	to	write	successfully	in	the	school,	and	that	teachers	need	to	explicitly	teach	them.	As	writing	
is	the	primary	means	by	which	students	are	evaluated	in	school,	this	focus	has	been	crucial	for	its	
institutionalisation.	Over	 the	past	decade,	another	program	has	been	developing,	 that	builds	on	
this	 tradition	but	 is	 focused	as	much	on	 reading	as	on	writing,	and	 is	designed	 to	provide	more	
intensive	 support	 than	 the	 genre	 writing	 cycle,	 for	 students	 to	 access	 and	 use	 the	 language	
resources	of	written	texts.	Known	as	Reading	to	Learn	(www.readingtolearn.com.au),	this	program	
began	 from	 the	 needs	 of	 Indigenous	 students	 who	 could	 not	 read	 the	 texts	 that	 are	 used	 as	
sources	of	 information	 and	models	 for	 genres	 in	 the	 genre	writing	pedagogy	 (Rose	1999,	 2004,	
2005).		
	
Initially	working	with	teachers	in	a	high	school	support	program,	SFL	analyses	of	texts	across	the	
school	curriculum	were	applied	with	reading	strategies	developed	in	the	Schools	and	Community	
Centre,	 University	 of	 Canberra	 (Rose,	 Gray	 &	 Cowey	 1999).	 The	 results	 were	 extraordinary;	
students	who	had	not	progressed	beyond	junior	primary	literacy,	in	years	of	intensive	ESL	support	
in	 the	high	 school,	were	able	 to	 read	at	age	appropriate	 levels	 in	 less	 than	a	year	 (McRae	et	al	
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2000).	As	a	 result,	demands	grew	rapidly	 for	 in-service	 training	 in	state	and	 independent	school	
systems	 across	 Australia.	Working	 across	 these	 contexts,	with	 primary	 and	 secondary	 teachers,	
has	pushed	the	development	of	the	program,	beyond	a	literacy	support	model	towards	a	wholistic	
pedagogy	 that	 systematically	 integrates	 skills	 in	 learning	 the	 curriculum,	 with	 the	 activities	 of	
teaching	 it.	 Indeed	 this	 has	 always	 been	 a	 key	 principle	 behind	 the	 genre	writing	 pedagogy,	 in	
which	building	the	field	of	the	curriculum	topic	is	integral	with	learning	to	write	about	it.	But	the	
focus	on	 reading	across	 the	school,	as	well	as	writing,	has	opened	up	complex	problems	 for	 re-
designing	relations	between	pedagogy	and	curriculum.	
	
The	 theoretical	 framework	 for	 this	design	begins	with	Bernstein’s	model	of	pedagogic	discourse	
(1996/2000),	as	an	‘instructional	discourse’	of	skills,	embedded	in	and	dominated	by	a	‘regulative	
discourse’	 of	 ‘order,	 relations	 and	 identity’.	 This	 is	 reinterpreted	 in	 terms	 of	 the	 SFL	model	 of	
language	in	social	context	as	the	pedagogic	genre	(Martin	1998).	As	a	genre	is	a	configuration	of	
variations	in	field,	mode	and	tenor	(Martin	&	Rose	2008),	the	pedagogic	genre	includes	pedagogic	
activities	 (field),	 social	 relations	 and	 identities	 (tenor)	 and	 modalities	 (mode).	 The	 primary	
distinction	 in	 pedagogic	 activities	 is	 between	 learning	 by	 doing,	 associated	 with	 manual	
occupations,	 and	 learning	 by	 studying,	 associated	 with	 academic	 fields.	 Pedagogic	 relations	 in	
school	 are	 framed	 by	 what	 Bernstein	 (ibid)	 calls	 the	 ‘hierarchy	 of	 success	 and	 failure’,	 which	
creates	circles	of	inclusion	and	exclusion.	Pedagogic	modalities	include	spoken	and	written	modes	
of	language,	as	well	as	visual	and	manual	modalities.	Together	these	dimensions	bring	into	being,	
or	 ‘project’	 the	 instructional	 field,	 i.e.	 the	 curriculum	 that	 learners	 acquire,	 as	 the	 act	 of	 saying	
‘projects’	what	 is	 said	 (after	Halliday’s	 1994/2004	description	of	 the	 grammar	of	 saying).	 These	
dimensions	of	the	pedagogic	genre	are	schematised	in	Figure	1.	
	
Figure	1:	The	pedagogic	genre		

	
	
Variations	in	the	pedagogic	activities,	relations	and	modalities	affect	how	much,	and	what	kind,	of	
curriculum	will	be	acquired	by	different	groups	of	students.	For	example,	as	reading	is	the	primary	
modality	for	learning	the	curriculum,	the	Indigenous	students	we	worked	with	could	acquire	very	
little	of	it.	One	response	to	this	problem	has	been	to	claim	that	Indigenous	people	are	therefore	
‘visual	 learners’,	 but	 so	 is	 everyone	 else	with	 sight.	 The	 real	 difference	 lies	 in	 one’s	 capacity	 to	
learn	from	reading.	This	capacity	virtually	determines	where	a	child	will	be	placed	and	remain	on	
the	 hierarchy	 of	 success	 and	 failure	 throughout	 the	 school	 years.	 Those	 that	 begin	 school	with	
1000	 hours	 of	 talking	 around	 text	 in	 parent-child	 reading,	 typical	 of	 tertiary	 educated	 families	
(Adams	1990),	will	be	assessed	as	 the	most	able	 learners,	grading	on	down	to	 those	who	arrive	
with	no	such	experience,	including	many	Indigenous	children.		
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A	 child’s	 place	 on	 the	 hierarchy	 is	 constantly	 reinforced,	 not	 only	 by	 formal	 tasks,	 but	 by	 the	
relentless	evaluations	in	classroom	interaction.	Teachers	generally	report	that	a	minority	of	their	
students	are	consistently	included	in	teacher-student	exchanges,	that	is,	the	more	‘able’	students	
who	usually	respond	successfully	to	teacher	questions	and	are	affirmed.	Other	students	respond	
less	 successfully	 and	 receive	 less	 affirmation,	 while	 others	 rarely	 respond	 and	 receive	 little	
affirmation.	These	circles	of	inclusion	and	exclusion	are	replayed	and	reinforced	by	the	hierarchy	
of	classes,	and	groups	in	classes,	feeding	back	over	the	school	years	to	shape	children’s	identities	
as	more	or	less	‘able’	learners.	Bernstein	describes	this	process	baldly:	
	

The	school	must	disconnect	its	own	internal	hierarchy	of	success	and	failure	from	ineffectiveness	of	teaching	
within	 the	 school	and	 the	external	hierarchy	of	power	 relations	between	social	 groups	outside	 the	 school.	
How	do	schools	 individualize	 failure	and	 legitimize	 inequalities?	The	answer	 is	clear:	 failure	 is	attributed	to	
inborn	facilities	(cognitive,	affective)	or	to	the	cultural	deficits	relayed	by	the	family	which	come	to	have	the	
force	of	inborn	facilities	(1996/2000:5).	

	
As	the	source	of	this	inequality	is	actually	in	students’	varying	capacities	to	learn	from	reading,	the	
aim	of	Reading	to	Learn	is	to	teach	all	students	the	skills	they	need	to	read	the	curriculum	at	their	
year	level.	As	the	skills	required	in	each	subject	area	become	more	complex	over	the	school	years,	
teachers	need	detailed	knowledge	of	the	language	demands	of	their	subjects	at	each	grade	level.	
As	all	 teachers	work	with	a	wide	range	of	so-called	 ‘ability	 levels’	 in	their	classrooms,	they	need	
sophisticated	tools	for	designing	learning	activities	that	will	enable	all	their	students	to	read	at	the	
same	level.		
	
The	challenge	for	both	the	classroom	pedagogy	and	the	professional	learning	program	is	to	design	
a	 methodology	 that	 integrates	 curriculum	 goals,	 at	 each	 stage	 of	 schooling,	 with	 pedagogic	
activities	 that	 will	 provide	 all	 students	 with	 equal	 access	 to	 the	 written	 texts	 that	 encode	 the	
curriculum.	The	starting	point	for	the	Reading	to	Learn	methodology	 is	with	a	model	of	 learning	
and	teaching	that	can	be	applied	in	any	educational	context.	This	model	goes	beyond	Vygotskyan	
theories	of	proximal	development	or	scaffolding,	in	order	to	enable	teachers	to	support,	not	just	
one,	but	all	 their	students	to	do	the	same	high	 level	tasks,	despite	a	wide	range	of	 independent	
abilities	in	the	class.		
	
The	 basic	 assumption	 of	 the	 model	 is	 that	 all	 learning	 occurs	 through	 the	 accomplishment	 of	
learning	tasks,	and	that	the	task	must	be	done	successfully	for	the	learning	to	occur.	To	enable	its	
successful	 accomplishment,	 the	 learner	 must	 be	 prepared	 in	 some	 way	 to	 do	 the	 task,	 by	 a	
teacher	 or	 a	 text	 that	 mediates	 the	 pedagogic	 relation	 with	 the	 teacher.	 Once	 the	 task	 is	
accomplished,	the	learner’s	capacity	is	opened	up	for	learning	a	further	step	in	the	task	sequence,	
or	 elaborating	 with	 a	 higher	 level	 of	 understanding.	 Together	 these	 three	 phases	 have	 been	
termed	scaffolding	learning	cycles,	illustrated	in	Figure	3.	
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Figure	2:	Scaffolding	learning	cycle	

	

	
	
This	simple	analysis	is	applied	at	three	scales,	to	re-design	pedagogic	activities:	of	curriculum	units,	
or	 ‘curriculum	macrogenres’	 (Christie	1993),	 of	 activities	within	each	 lesson,	 and	of	 interactions	
between	teachers	and	students.		
	
Designing	 effective	 preparations	 at	 each	 of	 these	 levels	 requires	 detailed	 understanding	 of	 the	
learning	 task.	 As	 language	 is	 such	 a	 complex	 phenomenon,	 and	 learning	 language	 an	 equally	
complex	task,	it	is	essential	to	have	a	model	of	language	capable	of	managing	its	complexity	and	
informing	 language	 teaching.	 The	 SFL	 theory	 of	 text-in-social	 context	 provides	 such	 a	 model,	
organised	in	a	way	that	can	be	grasped	and	applied	by	teachers.	It	is	first	introduced	to	teachers	in	
Reading	to	Learn	in	terms	of	three	levels	–	the	word,	the	sentence,	and	the	text.	The	second	step	
is	 then	to	point	out	 that	a	 text	does	not	consist	of	a	string	of	sentences,	but	 includes	phases	of	
meaning	expressed	as	paragraphs	in	writing;	a	sentence	is	not	just	a	string	of	words,	but	includes	
groups	 of	words	 expressing	meanings	 such	 as	who	 it’s	 about,	what	 they	 are	 doing,	where	 and	
when;	and	a	word	is	not	just	a	string	of	letters	but	is	organised	in	syllables	consisting	of	Onset	and	
Rhyme	patterns	of	letter	or	sounds.	So	language	is	made	up	of	discourse	patterns	within	texts,	of	
grammar	 patterns	 within	 sentences,	 and	 sound	 or	 letter	 patterns	 within	 words.	 In	 order	 to	
comprehend	 a	 text,	 i.e.	 to	 understand	 its	 context,	 readers	 must	 be	 able	 to	 process	 all	 these	
patterns	of	patterns	of	patterns	simultaneously	and	automatically	–	a	tremendously	complex	task.	
	
This	recontextualisation	of	the	SFL	model	of	language	strata	and	ranks	then	forms	the	basis	for	re-
interpreting	language	teaching	practices	that	are	familiar	to	teachers.	For	example,	the	NSW	state	
literacy	 policy	 states	 that	 “Literacy	 will	 be	 taught	 in	 a	 balanced	 and	 integrated	 way”	 (NSW	
Department	 of	 Education	 and	 Training	 2006-8:1).	 It	 then	 gives	 an	 example	 of	 a	 ‘balanced	
approach’:	
	

1.2.2	In	the	early	years,	literacy	teaching	will	include	the	explicit	teaching	of:	phonemic	awareness;	phonics;	
vocabulary	 knowledge;	 comprehension;	 concepts	 about	 print;	 grammar,	 punctuation;	 spelling	 and	
handwriting.	

	
The	model	allows	us	to	relate	each	of	these	literacy	activities	to	various	aspects	of	the	language	
task,	illustrated	in	Figure	3.	
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Figure	3:	A	‘balanced	approach’	to	literacy	in	the	early	years	

	
	
At	this	point	teachers	can	see	just	what	aspects	of	the	reading	and	writing	tasks	are	addressed	by	
each	of	these	familiar	activities.	This	then	enables	us	to	point	out	that	each	of	these	activities	 is	
conducted	 in	 different	 segments	 of	 the	 early	 years	 curriculum	 program,	 using	 different	 texts,	
sentences,	 words,	 sounds	 and	 letter	 patterns.	 For	 children	 who	 come	 to	 school	 with	 a	 strong	
orientation	 to	written	ways	 of	meaning,	 from	 their	 experience	 of	 parent-child	 reading,	 each	 of	
these	activities	makes	sense,	as	parts	of	the	meaningful	context	of	reading	and	writing.	They	are	
able	to	synthesise	these	disparate	elements	in	their	understanding,	and	rapidly	develop	as	readers	
and	writers.	But	children	who	arrive	with	less	reading	experience	may	take	longer	to	recognise	the	
meaning	of	each	activity,	and	to	relate	them	to	the	whole	reading	and	writing	task.	The	extreme	
case	 is	 children	with	 no	 home	 reading	 experience,	who	may	 take	 three	 years	 or	more	 to	 start	
independently	reading,	despite	daily	drills	in	all	these	activities	(Rose,	Gray	&	Cowey	1999).		
	
This	 then	 enables	 teachers	 to	 appreciate	 the	 value	 of	 a	 ‘top-down’	 sequence	 of	 activities,	 that	
integrates	each	component	of	the	reading	and	writing	tasks	in	the	context	of	meaningful	wholes.	
The	Reading	to	Learn	approach	does	not	demand	that	early	years	teachers	abandon	what	they	do	
well,	but	starts	with	their	shared	book	reading	activities,	in	which	they	prepare	children	to	engage	
in	a	reading	book,	and	read	it	with	them	repeatedly	until	they	are	thoroughly	familiar	and	can	say	
the	 words	 along	 with	 the	 teacher,	 much	 like	 parent-child	 reading	 but	 conducted	 with	 whole	
classes.	The	children’s	familiarity	with	the	text	 in	the	oral	mode	provides	a	strong	foundation	to	
guide	 them,	 first	 to	 recognise	 the	 words	 and	 word	 groups	 in	 each	 sentence,	 then	 the	 letter	
patterns	that	correspond	to	the	sounds	of	each	word,	then	to	write	these	words	and	sentences.	
Visual	 and	 manual	 modalities	 are	 deployed	 to	 support	 each	 step,	 by	 writing	 sentences	 on	
cardboard	strips,	and	guiding	children	to	point	to	each	word	as	they	say	them,	and	to	cut	up	and	
manipulate	words	and	word	groups,	and	then	to	practise	writing	them	on	whiteboards	that	can	be	
erased	and	corrected	with	ease.	All	of	 the	 literacy	outcomes	expected	by	early	years	 syllabi	are	
covered	 by	 these	 activity	 sequences,	 but	 with	 the	 integrating	 principle	 of	 language	 strata	 and	
ranks	provided	by	SFL.	For	the	children,	each	activity	makes	sense	in	the	context	of	the	preceding	
activity,	so	that	all	rapidly	start	reading	and	writing	independently,	despite	the	difference	in	their	
home	experiences.	
	
This	 is	 one	 example	 of	 how	 Reading	 to	 Learn	 attempts	 an	 integrated	 pedagogy	 in	 multiple	
dimensions:	 firstly	 integrating	 the	 components	 of	 the	 language	 task	 in	 a	 pedagogic	 sequence	
informed	by	the	stratified	organisation	of	language;	secondly	integrating	the	theory	and	practice	
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of	this	pedagogy	with	teachers’	existing	understandings	and	practices,	within	the	constraints	of	in-
service	training;	thirdly	integrating	the	language	pedagogy	with	the	institutional	demands	of	state	
syllabi	and	school	programming.	That	is,	the	language	pedagogy	is	not	designed	in	isolation	from	
the	 contexts	 in	 which	 it	 is	 applied,	 rather	 the	 contexts	 of	 the	 student,	 the	 classroom,	 the	
institution,	and	teacher	professional	learning,	together	form	an	integral	whole	in	the	design	of	the	
pedagogy.		
	
Beyond	 the	 early	 years	 of	 course	 the	 design	 becomes	 far	 more	 complex.	 For	 a	 start,	 skills	 in	
reading	and	writing	become	less	and	less	an	explicit	focus	of	classroom	teaching,	as	the	curriculum	
focus	shifts	to	ever	more	esoteric	fields	of	knowledge,	even	though	the	reading	and	writing	skills	
required	 to	 learn	 the	 curriculum	 become	 steadily	 more	 elaborate.	 While	 some	 students’	 skills	
develop	in	tandem	with	the	demands	of	the	curriculum,	many	others	are	left	further	and	further	
behind.	Both	primary	and	secondary	teachers	are	burdened	with	a	widening	‘ability	gap’	 in	their	
classrooms,	 endeavouring	 to	 cover	 expected	 curriculum	 content,	 while	 coping	 with	 groups	 of	
students	who	are	more	or	less	unable	to	study	it	independently.			
	
The	 demands	 and	 constraints	 of	 the	 curriculum	 and	 school	 programs	 have	 led	 to	 a	 three-tier	
model	of	learning	activities	in	Reading	to	Learn.	The	first	tier	begins	with	the	selection	and	analysis	
of	texts	in	the	context	of	the	curriculum,	that	will	be	used	for	students’	reading	and	as	models	for	
their	 writing.	 The	 first	 teaching	 activity	 at	 this	 level	 is	 known	 as	 Preparing	 before	 Reading.	
Essentially	 this	 involves	building	 the	 field,	or	providing	 the	minimal	background	knowledge	 that	
students	will	need	to	access	the	text,	and	then	giving	an	oral	summary	of	how	the	text	will	unfold.	
This	preparation	begins	with	the	text’s	genre,	including	its	global	purpose	and	stages,	and	then	a	
summary	of	the	steps	in	which	the	field	unfolds	through	the	genre,	in	terms	that	all	students	can	
understand.	 This	 provides	 a	 mental	 map	 for	 all	 students	 to	 follow	 the	 text	 with	 general	
comprehension,	without	struggling	to	work	out	what	is	going	on	at	each	step,	allowing	the	teacher	
to	work	with	texts	that	are	well	beyond	some	students	independent	reading	skills.	Reading	aloud	
further	 reduces	 the	 cognitive	 load	 for	 such	 students,	 as	 they	 need	 not	 struggle	 to	 decode	
unfamiliar	written	words,	but	can	focus	their	full	attention	on	the	spoken	meanings.		
	
Preparing	 before	 Reading	 can	 be	 used	with	 any	 and	 all	 texts	 students	 are	 expected	 to	 read.	 It	
requires	no	more	program	time	than	do	standard	teaching	practices,	but	does	require	the	teacher	
to	look	closely	at	each	text	to	work	out	how	it	unfolds,	and	how	to	summarise	it	for	their	students.	
This	close	analysis	 is	 inevitably	a	 revelation	 for	 teachers,	as	 they	realise	 the	complexity	of	 some	
texts,	and	the	difficulties	experienced	by	many	students.	The	analysis	also	alerts	teachers	to	the	
relative	value	of	different	texts	for	their	curriculum	programs,	and	to	the	elements	of	the	field	that	
they	 need	 to	 incorporate	 into	 their	 programming,	 so	 that	 students	 can	 understand	 the	 reading	
texts.	Text	selection	and	analysis	is	thus	both	informed	by	and	informs	program	planning.		
	
The	other	key	dimension	of	program	planning	is	evaluation.	As	the	primary	mode	of	evaluation	is	
students’	writing,	the	genres	they	are	expected	to	write	are	one	of	the	criteria	for	text	selection.	
As	 in	genre	writing	pedagogy,	model	texts	are	used	to	demonstrate	the	structures	and	language	
features	of	each	genre.	Models	selected	may	be	short	texts	or	passages	from	longer	texts	such	as	
novels.	Preparing	before	Reading	is	also	used	with	such	model	texts.	The	technique	developed	in	
in	Reading	to	Learn	extends	the	strategy	of	Deconstruction	developed	in	genre	writing	pedagogy.	
In	addition	 to	 the	 text	 stages	 identified	 in	 the	genre	approach,	 the	analysis	 in	Reading	 to	 Learn	
focuses	on	the	phases	through	which	texts	unfold	within	each	stage.	This	development	has	been	
driven	by	the	diversity	of	patterns	found	in	reading	texts,	which	students	need	to	be	prepared	for	
in	order	to	follow	them	with	understanding.	Although	phases	are	generally	more	variable	than	the	
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obligatory	 stages	 of	 each	 genre,	 a	 range	 of	 typical	 phase	 types	 have	 been	 identified	 for	 most	
genres,	to	inform	the	pedagogy	(Martin	&	Rose	2008,	Rose	2007).		
	
Identifying	 the	 phases	 in	model	 texts	 provides	more	 detailed	 support	 for	 students	 to	 follow	 as	
they	are	read,	and	to	appropriate	the	structures	of	models	into	their	own	writing.	Phasal	analysis	
informs	how	teachers	prepare	before	reading,	and	what	they	focus	on	as	they	read	the	model.	It	
also	provides	a	more	detailed	metalanguage	for	use	in	writing.	Once	the	model	is	read,	each	stage	
and	phase	 is	 labelled	on	 the	model,	 projected	 so	 that	 all	 can	 see,	 and	 students	write	 the	 same	
labels	 in	 their	 own	 copies.	 These	 named	 structures	 then	 form	 a	 supportive	 framework	 as	 the	
teacher	 guides	 the	 class	 through	writing	 a	 new	 text	 in	 the	 Joint	 Construction	 stage,	 and	 again	
when	students	write	their	own	texts	in	Independent	Writing.	As	the	text	is	projected,	the	teacher	
can	also	point	out	other	details	to	appropriate	for	the	Joint	Construction.	With	factual	texts,	this	
may	include	the	information	in	the	model,	which	can	be	scribed	as	notes	on	the	board	as	the	field	
for	 the	new	text.	With	stories,	 the	class	brainstorms	new	plots,	 settings	and	characters	 that	are	
scribed	 as	 notes	 before	writing.	With	 arguments,	 the	 new	 field	 is	 the	 issue	 the	 class	 has	 been	
discussing,	and	with	text	responses	it	is	the	text	they	have	been	studying.	The	principle	here	is	that	
students	 are	 acquiring	 skills	 in	 recognising	 and	appropriating	patterns	of	written	 language	 from	
instances	 in	actual	texts,	as	 language	 is	 learnt	naturally,	but	that	the	teacher	 is	explicitly	guiding	
them	to	recognise	the	patterns	 in	which	actual	texts	unfold,	and	developing	a	metalanguage	 for	
students	to	control	them.	
	
This	first	tier	of	support	is	directly	integrated	with	the	curriculum,	to	the	fields,	genres	and	texts	
that	 it	 expects	 students	 to	 read	 and	 write.	 It	 is	 also	 directly	 integrated	 with	 teachers’	
programming,	as	Preparation	before	Reading	is	conducted	with	the	texts	that	students	are	already	
expected	 to	 read,	and	 Joint	Construction	with	 the	 texts	 they	are	expected	 to	write.	For	primary	
teachers	 in	 Australia,	 Joint	 Construction	 is	 also	 expected	 by	 their	 genre-based	 curricula,	 and	
Reading	to	Learn	simply	provides	more	systematic,	detailed	strategies	for	text	selection,	analysis,	
programming	and	teaching,	whereas	for	high	school	teachers	 it	 is	generally	a	new	experience	to	
give	their	students’	this	level	of	support	to	meet	the	syllabus	demands.		
	
The	relation	between	the	curriculum	and	this	first	tier	of	support	is	illustrated	by	extracts	from	a	
Year	 8	 science	 textbook	 in	 Texts	 1	 and	 2.	 Text	 1	 is	 the	 contents	 page	 from	 a	 chapter	 on	 cells,	
showing	the	topics	covered.		
	
	Text	1:	Topics	in	a	science	curriculum	unit	
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Text	2	is	a	double	page	spread	from	one	of	these	topics,	about	the	structures,	functions	and	types	
of	cells	across	the	kingdoms	of	life.	In	this	spread	there	are	five	short	texts,	each	with	a	heading,	as	
well	 as	 associated	 diagrams,	 tables,	 and	 activities	 designed	 to	 test	 students’	 comprehension.	
Students	 can	 be	 prepared	 to	 read	 these	 texts,	 within	 the	 context	 of	 the	 curriculum	 unit	 being	
studied,	and	do	the	comprehension	tasks	successfully,	by	summarising	what	happens	in	each	text,	
in	terms	that	all	can	understand.	For	example,	we	might	prepare	with	the	following:	
	

The	 overall	 topic	 here	 is	 cells	 in	 five	 kingdoms	 of	 life.	 The	 first	 short	 text	 here	 is	 a	 report	 about	 the	 five	
kingdoms	of	life,	with	a	diagram	beside	it	showing	examples	in	each	kingdom.	The	next	text	is	a	report	about	
the	 structure	of	 cells	 that	 focuses	on	 the	 function	of	 the	cell	nucleus,	and	 the	differences	between	simple	
prokaryotic	cells	like	bacteria,	and	complex	eukaryotic	cells	with	a	distinct	nucleus.	At	the	bottom	of	the	page	
is	 then	a	 table	 that	 lists	 the	characteristics	of	 cells	 in	each	kingdom.	The	 fourth	 text	on	 the	next	page	 is	a	
report	about	structure	of	cells	focusing	on	the	membrane,	the	jellylike	substance	within	the	membrane	that	
is	 called	 the	 cytoplasm,	 and	 the	 chemical	 reactions	 in	 the	 cytoplasm	 that	 are	 called	metabolism.	 The	next	
report	is	about	the	parts	of	complex	cells	called	organelles,	that	carry	out	various	functions.	The	next	report	
is	about	different	types	of	organisms	cells	–	those	with	one	cell	called	unicellular,	and	those	with	many	cells	
like	us,	called	multicellular.	The	last	report	is	about	differences	between	small	and	larger	types	of	cells.	And	
finally	the	page	ends	with	a	set	of	comprehension	activities,	for	students	to	find	and	explain	key	information	
in	each	text.	

	
Students	may	then	read	the	texts	themselves,	or	some	or	all	them	of	them	may	be	read	in	class.	
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Text	2:	Double	page	on	one	topic	
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The	next	tier	of	support	is	focused	on	patterns	of	language	within	and	between	sentences.	A	short	
passage	 is	 selected	 from	 a	 reading	 or	 a	model	 text	 for	 the	 activity	 known	 as	Detailed	 Reading.	
Here	the	teacher	guides	students	to	identify	each	group	of	words	in	each	sentence	of	the	passage,	
by	providing	semantic	cues	for	students	to	interpret	their	meanings.	Students	thus	do	the	mental	
labour	of	recognising	word	groups	from	their	meanings	 in	the	context	of	 the	sentence,	much	as	
the	 early	 years	 strategies	 do,	 but	 working	 with	 challenging	 texts	 at	 their	 year	 levels.	 As	 they	
identify	 each	word	 group	 it	 is	 highlighted,	 and	 its	meaning	may	be	 elaborated	by	 defining	 new	
words,	explaining	new	concepts,	or	discussing	students’	relevant	experience.	The	elaboration	may	
be	focused	on	the	field	referred	to	by	the	word	group,	or	on	a	feature	of	language	that	expresses	
it.		
	
By	 these	 means,	 all	 students	 in	 a	 class	 are	 enabled	 to	 read	 the	 passage	 with	 complete	
understanding,	 and	 to	 recognise	 the	 choices	 the	 writer	 has	 made	 in	 its	 construction.	 As	 the	
students	have	done	the	work	of	identifying	meanings	in	context,	they	are	acquiring	skills	that	will	
transfer	to	reading	other	texts.	Detailed	Reading	is	then	followed	by	Joint	Rewriting,	in	which	the	
teacher	guides	students	through	writing	a	new	text	with	the	same	language	patterns	or	field,	from	
the	reading	passage.	For	stories,	arguments	and	text	responses,	this	activity	provides	a	high	level	
of	support	for	students	to	appropriate	the	language	resources	of	accomplished	writers	into	their	
own	writing.	 For	 stories,	 the	 focus	 is	 particularly	 on	 the	 literary	 resources	 that	 authors	 use	 to	
engage	readers;	for	arguments	and	text	responses	it	is	on	the	evaluative	language	resources	used	
to	persuade	and	evaluate.	As	with	Joint	Construction,	the	reading	passage	is	projected,	so	that	the	
class	can	follow	and	use	each	language	pattern	in	turn,	inserting	their	own	story	plot,	argument	or	
text	to	evaluate.	With	factual	texts,	the	information	highlighted	in	the	reading	passage	is	written	
as	 notes	 on	 the	 board,	 and	 the	 teacher	 guides	 the	 class	 through	 rewriting	 the	 notes	 in	 new	
sentence	 patterns.	 These	 activities	 provide	 high	 level	 support	 in	 four	 research	 skills	 –	 reading	
source	 texts	with	 understanding,	 identifying	 key	 information,	making	 notes,	 and	 using	 them	 to	
write	 new	 texts.	 Joint	 Rewriting	 is	 followed	 by	 Individual	 Rewriting,	 in	 which	 students	 practise	
exactly	the	same	activity,	but	with	their	own	content	for	stories	and	arguments,	or	new	sentence	
structures	for	factual	texts.	
	
This	second	tier	of	support	 is	harder	to	do,	as	 it	 is	 further	 from	teachers’	existing	practices,	and	
requires	detailed	planning	and	significant	changes	in	both	programming	and	modes	of	classroom	
interaction.	However	it	is	integrated	with	the	curriculum,	as	it	supports	all	students	to	engage	with	
topics	 in	 depth,	 and	 to	 use	 knowledge	 about	 language	 to	 meet	 assessment	 criteria.	 It	 is	 also	
integrated	 with	 teachers’	 existing	 understanding	 and	 practice	 through	 a	 detailed	 analysis	 of	
classroom	 interactions,	 that	 brings	 intuitive	 practices	 of	 teacher-student	 interaction	 to	
consciousness,	and	uses	this	conscious	understanding	as	a	basis	for	re-designing	it.		
	
In	standard	classroom	exchanges,	often	termed	‘IRF’	or	initiate-respond-feedback	cycles,	teachers	
interact	 with	 their	 classes	 by	 asking	 questions,	 and	 use	 students’	 responses	 as	 platforms	 to	
elaborate	knowledge	they	want	the	class	to	acquire.	However	as	a	minority	consistently	respond	
successfully	 and	 are	 affirmed,	 these	 students	 participate	 most,	 and	 receive	 most	 benefit	 from	
elaborations,	 whereas	 students	 who	 respond	 less	 successfully	 receive	 less	 pedagogic	 benefits.	
Where	many	neo-Vygotskyan	theorists	emphasise	the	value	of	the	elaboration	phase	in	the	cycle	
(Gibbons	2002,	Mercer	 2000,	Wells	 2000),	Reading	 to	 Learn	 places	 as	much	 importance	on	 the	
preparation	phase,	to	enable	all	students	in	a	class	to	do	the	task,	respond	successfully,	and	so	be	
consistently	affirmed.	
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Through	close	analysis	of	the	meanings	in	each	sentence	of	a	Detailed	Reading	passage,	teachers	
are	able	to	design	preparations	that	enable	all	students	to	identify	each	word	group	successfully.	
Students	in	turn	are	asked	to	identify	the	wordings,	so	that	all	may	be	affirmed.	Close	analysis	also	
decides	how	each	word	group	will	then	be	elaborated,	in	terms	of	its	context	or	language	features.		
	
Text	3	shows	a	short	passage	selected	for	Detailed	Reading	and	Rewriting,	from	the	double	page	
spread	 in	 Text	 2.	 This	 passage	 is	 a	 compositional	 report	 describing	 the	 structure	 of	 cells.	 Such	
passages	are	first	enlarged	and	photocopied	for	students	to	 identify	the	key	information	in	each	
sentence,	and	highlight	this	information	as	they	go.	Before	Detailed	Reading	this	short	text	can	be	
prepared	as	follows:		
	

This	 is	 a	 report	 about	 the	 parts	 of	 cells	 -	 so	 we	 call	 it	 a	 compositional	 report	 because	 it	 what	 cells	 are	
composed	of.	 It	starts	by	describing	the	skin	that	cells	are	wrapped	 in	 -	called	a	membrane	-	and	what	the	
membrane	 does	 -	 controlling	what	 comes	 in	 and	 goes	 out	 of	 the	 cell.	 Then	 it	 describes	what’s	 inside	 the	
membrane	 -	 a	 jellylike	 substance	 called	 the	 cytoplasm	 (everyone	 say	 cytoplasm).	 Then	 it	 describes	 what	
happens	in	the	cytoplasm	-	lots	of	chemical	reactions	-	called	metabolism	(everyone	say	metabolism).	

	
Text	3:	Passage	selected	for	Detailed	Reading	

	
	
Text	4	is	a	transcript	of	part	of	a	Detailed	Reading	lesson	for	All	wrapped	up.	The	key	information	
that	students	will	identify	and	highlight	is	underlined	here,	and	the	sentences	are	numbered	so	we	
can	see	which	sentence	is	being	discussed.		
	

1	Cells	are	wrapped	in	a	cell	membrane,	which	controls	what	goes	into	and	comes	out	of	the	cell.		
2	Material	made	of	small	particles	moves	in	and	out	of	cells	through	pores	in	the	cell	membrane.		
3	Sometimes	this	movement	requires	energy.		

	
The	teacher	first	prepares	the	students	to	comprehend	what	each	sentence	is	about,	in	terms	they	
can	all	understand,	and	then	reads	 the	sentence	to	 them.	The	class	 is	 then	prepared	to	 identify	
each	wording,	with	a	cue	that	gives	its	meaning	and	position	in	the	sentence.	Students	then	take	
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turns	to	 identify	the	wordings,	which	the	teacher	always	affirms,	and	then	tells	the	class	exactly	
what	 words	 to	 highlight.	 Once	 it	 has	 been	 identified	 and	 highlighted,	 the	 wording	 may	 be	
elaborated	with	definitions,	 explanation	or	discussion.	 (In	 the	 transcript	 there	 is	 a	 line	between	
each	interaction	cycle,	words	from	the	text	are	in	italics,	and	student’s	responses	are	in	bold.)	
	
Text	4:	Detailed	Reading	transcript	

1	 Prepare	
sentence	

The	first	sentence	tells	is	what	the	covering	of	cells	is	called	and	what	it	does.	Look	at	the	sentence	as	
I	read	it.	Cells	are	wrapped	in	a	cell	membrane,	which	controls	what	goes	into	and	comes	out	of	the	
cell.	

Prepare	
wording	

The	sentence	starts	by	saying	what	cells	are	wrapped	in.	Can	you	see	what	they	are	wrapped	in?	

Identify	 a	cell	membrane	
Affirm	 Exactly.	Let’s	highlight	cell	membrane.	
Elaborate	 A	membrane	is	very	thin	sheet	or	cover,	like	a	very	thin	skin.	
Prepare	
wording	

Then	it	tells	us	what	the	membrane	controls.	Can	you	see	what	it	controls?	

Identify	 what	goes	into	and	comes	out	of	the	cell	
Affirm	 That’s	right.	Let’s	highlight	what	goes	into	and	comes	out.	
Elaborate	 What	goes	in	is	food	for	the	cell.	What	comes	out	is	waste.	
2	 Prepare	
sentence	

The	next	sentence	tells	us	what	goes	in	and	comes	out	of	the	cell,	and	how	it	goes	in	and	out.	I’ll	read	
the	sentence.	Material	made	of	small	particles	moves	in	and	out	of	cells	through	pores	in	the	cell	
membrane.	

Prepare	
wording	

This	sentence	starts	by	saying	what	the	material	is	made	of.	Can	you	see	what	it	is	made	of?	

Identify	 small	particles	
Affirm	 Exactly	right.	Let’s	highlight	small	particles.	
Prepare	
wording	

Then	it	says	what	the	particles	move	through.	Can	you	see	what	they	move	through?	

Identify	 pores	in	the	cell	membrane	
Affirm	 That’s	right.	Highlight	pores	in	the	cell	membrane.	
Elaborate	 Pores	are	very	small	holes	in	a	covering	or	skin.	Where	else	do	you	have	pores	on	your	body?		
	 On	our	skin	
	 Yes.	What	do	skin	pores	let	out?	
	 Sweat.	
	 That’s	right,	the	pores	on	our	skin	allow	sweat	to	come	out,	to	cool	us	down.	
3	 Prepare	
sentence	

The	next	sentence	tells	us	that	cells	need	energy	to	make	particles	move	in	and	out.	Watch	as	I	read	
it.	Sometimes	this	movement	requires	energy.		

Prepare	
wording	

Can	you	see	what	this	movement	requires?	

Identify	 energy	
Affirm	 Exactly.	Let’s	highlight	requires	energy.	
	
While	 preparations	 are	 oriented	 to	 the	 needs	 of	 all	 students,	 elaborations	 are	 oriented	 to	 the	
goals	 of	 the	 curriculum	 program.	 Where	 these	 needs	 and	 goals	 are	 frequently	 in	 tension	 in	
classroom	 teaching,	 Detailed	 Reading	 integrates	 both	 systematically	 in	 a	 highly	 designed	whole	
class	 activity,	 led	 by	 the	 teacher	 as	 expert	 guide.	 In-depth,	 shared	 understandings	 about	 the	
features	 of	 the	 reading	 passage	 then	 enable	 the	whole	 class	 to	 participate	 actively	 in	 the	 Joint	
Rewrite,	and	to	achieve	extraordinary	success	in	their	Individual	Rewrites.		
	
The	 third	 tier	 of	 support	 is	 provided	 by	 intensive	 strategies	 of	 Sentence	 Making,	 Spelling	 and	
Sentence	Writing.	Sentence	Making	is	similar	to	the	word	recognition	activities	in	the	early	years	
strategies.	One	or	more	sentences	are	selected	from	the	Detailed	Reading	passage,	and	scribed	by	
the	teacher	on	cardboard	strips.	In	groups,	the	students	then	organise	the	strips,	cut	them	up	into	
their	 word	 groups	 with	 the	 teachers’	 guidance,	 mix	 them	 up,	 put	 them	 back	 together,	 and	
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manipulate	 them	 to	 create	 new	 sentences.	 This	 extended	 practice	 intensifies	 students’	 control	
over	the	meanings	and	their	relations	in	the	reading	passage,	allows	them	to	manipulate	complex	
language	patterns,	and	eventually	leads	to	spelling,	as	individual	words	are	cut	out.	In	the	Spelling	
activity,	 these	 words	may	 be	 cut	 up	 into	 their	 syllables	 and	 Onset-Rhyme	 patterns,	 so	 that	 all	
students	 can	 recognise	 these	 patterns	 and	 practise	writing	 them	 on	 individual	whiteboards.	 As	
they	are	thoroughly	familiar	with	the	words	from	the	perspectives	of	their	meaning	and	context	in	
sentences,	they	are	easily	able	to	remember	their	spelling	patterns.	They	then	practise	using	this	
spelling	 knowledge	 to	 write	 the	 whole	 sentences	 they	 have	 been	 manipulating.	 This	 provides	
maximum	support	for	students	to	practise	fluent	connected	writing,	without	the	cognitive	load	of	
creating	their	own	text.		
	
These	 activities	 provide	practice	 in	 the	 foundation	 skills	 that	 all	 students	 need	 for	 reading	with	
comprehension	and	writing	fluently.	But	unlike	standard	literacy	support	activities,	these	skills	are	
practised	 in	the	context	of	 the	curriculum	texts	that	the	class	 is	studying,	and	can	be	 integrated	
with	the	whole	class	teaching	program,	rather	than	withdrawing	struggling	students	to	practise	in	
isolation	 with	 low	 level	 texts	 and	 decontextualised	 language	 features.	 The	 pedagogic	 principle	
here	 is	 comparable	 with	 learning	 a	 musical	 instrument,	 in	 which	 the	 learner	 practises	 playing	
tunes	written	by	others,	before	starting	to	write	their	own.		
	
Of	all	the	writing	activities	described	above,	Sentence	Writing	is	most	constrained,	as	it	rehearses	
the	 exact	 words	 of	 the	 model	 text,	 and	 is	 thus	 also	 most	 supportive.	 Joint	 Rewriting	 is	 less	
constrained,	as	new	sentences	are	written,	supported	by	the	language	patterns	of	the	model.	Joint	
Construction	 is	 least	 constrained,	 as	 a	 new	 text	 is	 written,	 supported	 only	 by	 the	 stages	 and	
phases	 of	 the	model.	 All	 three	 levels	 feed	 into	 Independent	Writing	 tasks,	 where	 students	 are	
constrained	only	by	 the	genres	and	 fields	expected	 for	evaluation.	These	 three	 tiers	of	 support,	
and	their	relation	to	the	curriculum,	are	schematised	in	Figure	4.	
	
Figure	4:	Three	levels	of	scaffolding	support	in	Reading	to	Learn	
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Of	 critical	 importance	 in	 this	 complex	 model	 are	 the	 terms	 used	 to	 distinguish	 each	 activity,	
defined	 both	 by	 the	 activity	 each	 denotes	 and	 its	 contrast	 with	 other	 terms	 in	 the	model.	 For	
designing	teaching	programs,	it	is	essential	for	example,	to	distinguish	joint	writing	activities	from	
individual	 ones,	 and	 construction	 of	 whole	 texts	 from	 rewriting	 of	 short	 passages.	 On	 a	micro	
scale,	specific	terms	are	also	used	to	denote	each	phase	in	scaffolding	interaction	cycles,	such	as	
Prepare,	Identify	(wordings	in	texts),	Select	(wordings	from	experience)	and	Elaborate,	exemplified	
in	the	transcript	Text	4.	This	explicit	metalanguage	for	analysing	and	planning	classroom	discourse	
is	 an	 essential	 component	 of	 the	metapedagogy	 in	 the	 professional	 development	 program	 –	 a	
pedagogy	designed	to	train	teachers	in	the	highly	designed	classroom	pedagogy.		
	
Of	equal	importance	is	the	metalanguage	built	up	through	the	training	program,	for	analysing	and	
discussing	 texts	 in	 the	 classroom.	 The	 accumulation	 of	 metalanguage	 begins	 with	 a	 writing	
assessment	 schedule	 developed	 in	 Reading	 to	 Learn,	which	 includes	 14	 criteria	 at	 the	 levels	 of	
context,	 discourse,	 grammar	 and	 graphic	 features.	 Each	 criterion	 is	 given	 a	 score	 from	 one	 to	
three,	depending	on	the	expected	standard	for	the	students’	grade	level.	The	assessment	criteria	
are	summarised	in	Table	1,	with	a	simple	gloss	for	each	criterion.		
	
Table	1:	Criteria	for	assessing	writing	
CONTEXT	 You	should	make	quick	judgements	about	these	context	criteria.	 	
Purpose	 How	appropriate	and	well-developed	is	the	genre	for	the	writing	purpose?	 0-3	
Staging	 Does	 it	go	through	appropriate	stages,	and	how	well	 is	each	stage	developed?	(Label	each	

stage	in	the	text.)	
0-3	

Field	 How	well	 does	 the	writer	 understand	 and	 explain	 the	 field	 in	 factual	 texts,	 construct	 the	
plot,	settings	and	characters	in	stories,	or	describe	the	issues	in	arguments?	

0-3	

Tenor	 How	 well	 	 does	 the	 writer	 engage	 the	 reader	 in	 stories,	 persuade	 in	 arguments,	 or	
objectively	inform	in	factual	texts?	

0-3	

Mode	 How	highly	written	is	the	language	for	the	school	stage?	Is	it	too	spoken?	 0-3	
DISCOURSE	 Discourse	criteria	should	be	marked	in	the	text,	to	give	an	accurate	picture.	 	
Phases		 A	well-organised	text	goes	through	a	logical	sequence	of	steps.	Phases	are	the	steps	that	a	

text	goes	through	(within	each	stage!).	Each	phase	may	be	a	paragraph	or	a	few	sentences	
long.	Identify	and	mark	the	phases	in	the	text.	How	well	organised	is	the	sequence	of	phases	
in	the	text?	

0-3	

Lexis	 Lexis	 is	the	word	choices	that	writers	use	to	build	the	field	of	a	text.	They	are	the	content	
words,	and	the	relations	between	these	lexical	words	from	sentence	to	sentence.	Mark	the	
lexical	words	the	writer	uses.	What	are	the	writer’s	lexical	resources?	How	well	is	lexis	used	
to	construct	the	field?	

0-3	

Appraisal	 Appraisal	is	the	word	choices	that	writers	use	to	evaluate.	They	include	feelings,	judgements	
of	people,	appreciations	of	things,	and	words	that	amplify	and	diminish.	Mark	the	appraisal	
words	the	writer	uses.	What	are	the	writer’s	appraisal	resources?	How	well	is	appraisal	used	
to	engage,	persuade,	evaluate?	

0-3	

Conjunction	 Conjunction	 is	 the	 logical	 relations	 between	 sentences,	 and	 within	 sentences.	Mark	 the	
conjunctions	 the	writer	 uses.	 Logical	 relations	may	also	be	 implicit.	 Is	 there	a	 clear	 logical	
relation	between	all	sentences?	

0-3	

Reference	 Reference	 is	 the	words	 that	 are	 used	 to	 keep	 track	 of	 people	 and	 things	 through	 a	 text,	
including	 pronouns,	 articles,	 demonstratives	 (this,	 that),	 comparatives	 (each,	 all,	 same,	
other).	Mark	all	the	reference	words.	Is	it	clear	who	or	what	is	referred	to	in	each	sentence?	

0-3	

GRAMMAR	 You	should	make	quick	judgements	about	grammar	and	graphic	criteria.	 	
	 Are	the	grammatical	conventions	of	written	English	used	accurately?	Is	there	an	appropriate	

variety	of	grammatical	resources	for	the	school	stage,	or	is	it	too	simple?	
0-3	

GRAPHIC	FEATURES	 	
Spelling	 How	accurately	spelt	are	core	words	(frequent)	and	non-core	words	(less	frequent)?	 0-3	
Punctuation	 How	appropriately	and	accurately	is	punctuation	used?	 0-3	
Presentation	 Are	paragraphs	used?	How	 legible	 is	 the	writing?	 Is	 the	 layout	clear.	Are	 illustrations	used	

appropriately?	
0-3	
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With	a	little	support,	teachers	find	this	assessment	easy	to	use,	providing	a	powerful	introduction	
to	linguistic	analysis.	An	example	is	the	extract	from	a	student’s	writing	sample	in	Text	5,	analysed	
for:	
• purpose	–	a	narrative	
• staging	–	orientation	and	complication	
• phases	–	setting,	2	problems	and	a	reaction	
• lexis	&	appraisal	–	underlined		
• conjunction	&	reference	–	circled		
	
Text	5:	Example	writing	analysis	

	
	
The	second	step	 in	building	metalanguage	 is	a	map	of	 the	genres	 found	across	 the	primary	and	
secondary	curricula,	described	in	Martin	&	Rose	(2008).	This	map,	shown	in	Figure	5,	is	organised	
in	terms	of	their	purposes	and		language	focus	for	teaching,	initially	as	a	choice	between	stories,	
factual	texts,	and	evaluating	texts,	followed	by	distinctions	according	to	their	organising	principles.		
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Figure	5:	Genres	across	the	curriculum	

	
Teachers	are	guided	to	identify	instances	of	each	of	these	genres,	their	stages	and	phases,	such	as	
the	following	analysis	of	an	anecdote	from	Follow	the	Rabbit	Proof	Fence	(Pilkington	1996).	
	
Text	6:	Anecdote	analysed	for	stages	and	phases		

Orientation	 	
Molly	and	Gracie	finished	their	breakfast	and	decided	to	take	all	their	dirty	clothes	and	wash	them	

in	the	soak	further	down	the	river.	They	returned	to	the	camp	looking	clean	and	refreshed	and	joined	
the	rest	of	the	family	in	the	shade	for	lunch	of	tinned	corned	beef	damper	and	tea.	

setting	

Complication	 	
The	family	had	just	finished	eating	when	all	the	camp	dogs	began	barking,	making	a	terrible	din.	

“Shut	up,”	yelled	their	owners,	throwing	stones	at	them.	The	dogs	whined	and	skulked	away.		
problem	

Then	all	eyes	turned	to	the	cause	of	the	commotion.	A	tall,	rugged	white	man	stood	on	the	bank	
above	them.	He	could	easily	have	been	mistaken	for	a	pastoralist	or	a	grazier	with	his	tanned	
complexion	except	that	he	was	wearing	khaki	clothing.		

description	

Fear	and	anxiety	swept	over	them	when	they	realised	that	the	fateful	day	they	had	been	dreading	
had	come	at	last.	They	always	knew	that	it	would	only	be	a	matter	of	time	before	the	government	
would	track	them	down.		

reaction	

When	Constable	Riggs,	Protector	of	Aborigines,	finally	spoke	his	voice	was	full	of	authority	and	
purpose.		

problem	

“I’ve	come	to	take	Molly,	Gracie	and	Daisy,	the	three	half-caste	girls,	with	me	to	Moore	Rive	Native	
Settlement,”	he	informed	the	family.		

	

Evaluation	 	
The	old	man	nodded	to	show	that	he	understood	what	Riggs	was	saying.	The	rest	of	the	family	just	

hung	their	heads,	refusing	to	face	the	man	who	was	taking	their	daughters	away	from	them.	Silent	tears	
welled	in	their	eyes	and	trickled	down	their	cheeks.	

…		

reaction	
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Molly	and	Gracie	sat	silently	on	the	horse,	tears	streaming	down	their	cheeks	as	Constable	Riggs	
turned	the	big	bay	stallion	and	led	the	way	back	to	the	depot.		

reaction	

A	high	pitched	wail	broke	out.	The	cries	of	agonised	mothers	and	the	women,	and	the	deep	sobs	of	
grandfathers,	uncles	and	cousins	filled	the	air.	Molly	and	Gracie	looked	back	just	once	before	they	
disappeared	through	the	river	gums.	Behind	them,	those	remaining	in	the	camp	found	sharp	objects	
and	gashed	themselves	and	inflicted	deep	wounds	to	their	heads	and	bodies	as	an	expression	of	their	
sorrow.	

reaction	

This	reaction	to	their	children’s	abduction	showed	that	the	family	were	now	in	mourning.	They	
were	grieving	for	their	abducted	children	and	their	relief	would	come	only	when	the	tears	ceased	to	fall,	
and	that	will	be	a	long	time	yet.	

comment	

	
Note	 that	 the	 names	 given	 to	 stages	 in	 this	 anecdote	 align	 with	 the	 terms	 that	 teachers	 are	
already	 familiar	 with	 in	 narratives	 –	 Orientation^Complication^Evaluation.	 Throughout	 the	
metalanguage	 developed	 in	 Reading	 to	 Learn,	 categories	 and	 their	 labels	 are	 recontextualised	
from	descriptive	linguistics	to	meet	the	pedagogic	needs	and	experience	of	teachers	and	students.	
As	a	result,	an	extremely	complex	linguistic	model	can	be	acquired	and	applied	by	teachers	with	
relative	ease.	For	example,	teachers	master	the	genre,	stage	and	phase	analysis	within	an	hour	or	
so,	and	then	apply	it	to	texts	they	are	planning	to	use	with	their	classes.	These	analyses	then	form	
the	basis	for	planning	lesson	sequences	using	Preparing	before	Reading	and	Joint	Construction.		
	
Once	 they	 have	 experience	 planning	 and	 implementing	 Preparing	 before	 Reading,	 Joint	
Construction,	Detailed	Reading	and	Joint	Rewriting	activities	in	the	classroom,	and	then	analysing	
students’	 writing	 growth	 using	 the	 assessment,	 teachers	 are	 introduced	 to	 more	 detailed	
knowledge	about	discourse	and	grammar	systems.	This	begins	by	guiding	them	through	analyses	
of	 discourse	 features	 described	 in	 Martin	 &	 Rose	 (2003/2007),	 including	 lexical	 relations,	
appraisal,	 conjunction,	 reference,	 and	 information	 structures,	 in	 a	 variety	 of	written	 genres.	 As	
they	are	already	experienced	in	identifying	most	of	these	features	in	students’	writing,	analysing	
them	 in	more	detail	 is	 relatively	accessible	 for	most	 teachers.	These	analyses	allow	them	to	see	
the	range	of	language	resources	they	need	to	focus	on	in	reading	texts,	and	to	think	about	how	to	
introduce	 them	 to	 students.	 A	 new	 language	 system	 for	 most	 is	 information	 structures	
(periodicity),	 introduced	 first	 at	 the	 level	 of	 the	 text	 and	 paragraph,	 by	 relating	 it	 to	 teachers’	
existing	 understandings	 about	 introductions,	 conclusions	 and	 topic	 sentences,	 followed	 by	
exploration	of	the	same	textual	principles	at	the	sentence	level,	 identifying	Themes	and	News	in	
passages	of	text.		
	
Grammar	 is	 then	 addressed	 using	 the	 same	 principles	 of	 recontextualising	 linguistic	 theory	 to	
integrate	it	with	teachers’	needs	and	experience.	While	some	older	teachers	have	been	exposed	
to	traditional	school	grammars,	most	younger	teachers	have	no	experience	at	all	 in	grammatical	
analysis,	and	very	few	have	any	knowledge	of	functional	grammar.	The	starting	point	is	with	the	
word	 groups	 that	 teachers	 select	 for	 students	 to	 identify	 in	 Detailed	 Reading.	 In	 short	 text	
extracts,	they	highlight	these	word	groups,	and	are	then	guided	to	label	each	group	in	terms	of	six	
types	of	meaning	–	people,	things,	process,	place,	time	or	quality.	(These	categories	are	identified	
as	‘message	parts’	in	Martin	1992.)	They	then	identify	the	boundaries	between	word	groups,	and	
mark	them	with	a	slash.	This	displays	all	the	word	groups	in	each	sentence,	and	the	grammatical	
words	that	are	included	within	each	word	group.	They	are	then	asked	to	distinguish	simple	from	
complex	 sentences,	 which	 all	 are	 able	 to	 do	 intuitively,	 and	 then	 to	 recognise	 that	 complex	
sentences	 include	 more	 than	 one	 process.	 This	 enables	 them	 to	 recognise	 that	 each	 process	
involves	people	and/or	things,	and	may	be	associated	with	times	and	places.	Boundaries	between	
configurations	of	process,	people,	things,	times	and	places	are	then	marked	with	a	double	slash,	
and	named	as	clauses.	Such	an	analysis	is	illustrated	in	Text	7.	This	is	a	‘top-down’	perspective	on	
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grammatical	segments,	 from	discourse	semantics,	bringing	 intuitive	kowledge	about	 language	to	
consciousness,	and	which	all	teachers	find	accessible,	doable	and	immediately	useful.	
	
Text	7:	Word	group	and	clause	analysis	

				people																	process				thing																			process				process						things	
Molly	and	Gracie	/finished	/their	breakfast	//and	decided	/to	take	/all	their	dirty	clothes	//	
			process			things									place																																					people			process				place								process	
and	wash	/them	/in	the	soak	further	down	the	river//.	They	/returned	/to	the	camp	//looking	/	
quality																											process						people																						place																			thing	
clean	and	refreshed	//and	joined	/the	rest	of	the	family	/in	the	shade	/for	lunch	of	tinned		
corned	beef,	damper	and	tea//.		

	
Having	established	basic	grammatical	 categories	 including	word	groups	and	 their	meanings,	and	
clauses	 that	 may	 be	 independent	 or	 dependent,	 the	 next	 step	 is	 to	 make	 explicit	 the	 relation	
between	meaning	and	expression,	distinguishing	types	of	word	groups,	 labelled	as	noun	groups,	
verb	 groups	 and	preposition	phrases.	 The	 functions	of	words	within	 each	 type	of	 group	 is	 then	
explored,	again	recontextualising	functional	linguistic	categories	in	terms	that	teachers	can	easily	
use	in	the	classroom,	at	a	degree	of	delicacy	that	is	easily	manageable.	Following	analyses	of	word	
groups	 from	 the	 text	 passages,	 this	 semantic	 perspective	 on	 grammatical	 structures	 is	 then	
integrated	with	teachers’	existing	understandings	of	word	classes,	by	way	of	the	rank	diagrams	in	
Figure	6.	
	
Figure	6:	Meanings	and	expression	at	clause	and	group	ranks	

	
	

	
	
This	degree	of	delicacy	 is	a	sufficient	grammar	for	most	classroom	applications.	But	perhaps	the	
most	important	function	of	setting	out	these	grammatical	parameters	is	to	lay	the	foundations	for	
understanding	grammatical	metaphor,	which	 is	 introduced	as	the	gateway	to	school	knowledge,	
but	the	barrier	 for	many	 if	not	most	students.	 In	their	text	analyses,	teachers	first	 identify	word	
groups	with	ambiguous	or	multiple	interpretations,	recognising	the	tension	between	the	meanings	
expressed	by	the	grammar	and	conflicting	meanings	in	discourse,	such	as	processes	expressed	by	
noun	 groups.	 Grammatical	 metaphors	 are	 unpacked	 to	 congruent	 activities,	 revealing	 the	
semantic	 gap	between	 students’	 spoken	 language	experience	and	 the	abstract	world	of	written	
texts.	 Techniques	 developed	 in	 Reading	 to	 Learn	 are	 then	 demonstrated,	 for	 unpacking	 and	
repackaging	grammatical	metaphors	in	Detailed	Reading	and	Rewriting	activities.	
	
Teachers	practice	applying	all	 these	discourse	and	grammatical	analyses	 to	their	own	texts,	 that	
they	 are	 planning	 to	 use	 for	 lessons.	 The	 insights	 provided	 by	 these	 analyses	 then	 feed	 into	
planning	 preparations	 and	 elaborations	 in	 Detailed	 Reading	 lessons.	 In	 particular,	 language	
features	 and	 metalinguistic	 terms	 are	 focused	 on	 in	 elaboration	 phases,	 once	 students	 have	
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successfully	 identified	 each	 word	 group.	 In	 this	 way,	 all	 students	 are	 provided	 with	 an	 explicit	
metadiscourse	about	 the	curriculum	and	 the	 language	 that	 realises	 it,	 at	 the	 same	 time	as	 they	
learn	the	fields	of	the	curriculum.	That	is,	the	instructional	field	includes	both	the	curriculum	and	
the	 metadiscourse.	 These	 two	 levels	 of	 instruction	 are	 projected	 by	 the	 designed	 pedagogic	
activities	of	Reading	to	Learn,	that	cycle	between	teaching	the	curriculum	field	and	teaching	the	
metadiscourse,	 at	 the	 levels	of	both	 lesson	activities	 and	 classroom	 interactions.	 The	projecting	
relation	between	these	learning	cycles	and	the	instructional	field	is	schematised	in	Figure	7.	
	
Figure	7:	Learning	cycles	projecting	two	levels	of	instructional	fields	

	
	
This	has	been	a	brief	sketch	of	the	principles	and	activities	of	the	Reading	to	Learn	methodology.	
There	 are	 many	 more	 components	 to	 it,	 including	 detailed	 procedures	 and	 models	 for	 text	
selection	and	lesson	planning,	and	highly	effective	strategies	for	teaching	the	language	of	maths,	
among	 the	 other	 curriculum	 subjects.	 However	 this	 outline	 has	 illustrated	 the	 theme	 of	
integration	that	runs	through	the	entire	pedagogy,	along	the	following	dimensions:	
• Pedagogic	 activities	 integrate	 the	 teaching	 of	 skills	 in	 reading	 with	 teaching	 the	 curriculum	

contents	-	so	that	students	explicitly	learn	how	to	learn	from	reading.	
• The	activities	also	 integrate	 the	 teaching	of	writing	with	 reading	 -	 so	 that	 students	explicitly	

learn	how	to	use	what	they	learn	from	reading	in	their	writing.	
• In	doing	so,	 the	activities	 integrate	the	teaching	of	reading,	writing	and	curriculum	contents,	

with	a	mode	of	 interacting	with	students	that	 is	explicit	and	carefully	designed,	to	enable	all	
students	to	be	continually	successful.	

• To	do	so,	the	theory	of	Reading	to	Learn	extends	and	integrates	models	of	language,	learning	
and	schools	from	three	theoretical	traditions	–	social	learning	theory,	functional	linguistics	and	
sociology	of	education.	

• Pedagogic	activities,	social	relations,	modalities,	and	the	instructional	field	itself,	are	each	re-
designed	to	construct	an	integrated	pedagogic	genre.	

• Activities	focused	on	various	elements	of	the	reading	and	writing	tasks	are	integrated	within	a	
top	down	sequence	based	on	a	systematic	model	of	language	in	social	context.	

• And	 finally	 all	 of	 these	 dimensons	 of	 theory	 and	 practice	 are	 integrated	 within	 a	 highly	
designed	metapedagogy,	the	Reading	to	Learn	teacher	training	program.	

	
The	underlying	goal	of	all	this	pedagogic	labour	is	to	‘close	the	gap’	between	the	least	and	most	
disadvantaged	 students	 in	 our	 education	 systems.	 The	 results	 are	 consistently	 double	 to	more	
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than	four	time	expected	 learning	rates	(Culican	2006,	Mcrae	et	al	2000,	Rose	et	al	2008),	but	at	
the	time	of	writing	this	goal	remains	elusive.	In	the	face	of	such	evidence,	the	pace	of	change	in	
education	bureaucracies	and	academies	remains	glacial,	maintaining	the	metastability	of	a	system	
that	goes	on	reproducing	inequality	across	the	generations.	
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