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Reflecting on South Africa’s Grade 4 English workbook:
Applying a gradual release of responsibility model

Lucy Sibanda
Sol Plaatje University, South Africa

Literacy workbooks, a key educational resource in South Africa, often lack a research-
based instructional design, potentially undermining their effectiveness in scaffolding
learning. This study evaluated the Grade 4 English First Additional Language workbook
using a content analysis framed by the gradual release of responsibility (GRR) model.
Activities were analysed to determine the presence and sequence of the four GRR stages:
modelling, guided practice, collaborative learning, and independent practice. The analysis
revealed a significant misalighment with the GRR framework. Findings showed a
substantial over-emphasis on independent tasks and a severe under-representation of the
critical scaffolding stages, particularly modelling and guided practice. Furthermore, the
sequence of activities was often illogical, with higher-order tasks appearing before
foundational ones. The workbook, in its curtent form, provides inadequate scaffolding
for learners. The study concludes that developers must intentionally align workbook
design with the GRR model's principles to ensure a balanced progtression of support.
This alignment is crucial for fostering cognitive and metacognitive development, guiding
learners toward autonomy, and ultimately improving literacy outcomes.

Introduction

South African learners perform poorly in national and international benchmark tests in
mathematics and literacy (Department of Basic Education, 2023). This persistent crisis is
especially evident during critical transitional phases within the educational framework. The
progression to Grade 4 represents a well-documented difficulty, commonly termed the
'fourth-grade slump,' characterised by learners encountering challenges in the transition
from 'learning to read' to 'reading to learn' (Spaull & Hoadley, 2017). This phenomenon is
particularly severe in South Africa, where the concurrent shift to English as the language
of learning and teaching imposes a dual burden upon numerous learners (Makalela, 2023).
Therefore, the South African Department of Basic Education (DBE) introduced an
intervention strategy in 2011. The intervention strategy included the production and
distribution of workbooks, which would be used as an additional support for teachers
(Outhred et al., 2013). The specific objectives of the workbooks, according to Outhred et
al. (2013), are to provide worksheets, activities to reinforce language and literacy, as well as
mathematics and numeracy skills; to assist teachers in monitoring student performance; to
provide easy-to-use lesson plans; and to assist teachers in focusing on the skills that
learners should be acquiring at each grade level as outlined in the curriculum.

According to Rodriguez Rodriguez et al. (2022), while textbooks are designed to augment
what the teacher teaches in class, learners can utilise their textbooks to accomplish tasks in
separate exercise books that include exercises and activities. The goal of these exercises
and activities is to determine whether the learners comprehend the curriculum. As a result,
the tasks in the workbooks correspond to what learners learn in class, and learners
complete the workbook assignments independently. The worksheets are used in
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conjunction with the suggested texts to create highly effective learning aids. This implies
that learners have access to textbook content as well as exercises to help them "digest,
consolidate, and assimilate that content” (Fleisch et al., 2011). Fleisch et al. (2011) referred
to workbooks as "core learning and teaching support material". A textbook/ learner book,
a workbook, and an instructor guide are all necessary teaching aids. The workbooks are
revised periodically to reflect the approved national curriculum. Most teachers rely on
them more as recipes than as resources, to the extent that many adopt rather than adapt
the workbooks.

By allowing students to work in them, workbooks complement rather than replace
textbooks, says the DBE (Department of Basic Education, 2011). When comparing
workbooks to textbooks, workbooks become a very important learning tool because every
Grade 1 to 9 learner in the country has the same workbook, whereas textbooks may differ
from school to school because there are many textbooks in the market, and a school
chooses a textbook for their school.

DBE workbooks are widely distributed, and are often used as the main instructional
resource, but the availability of supplementary materials varies greatly among schools.
(Sibanda, 2022). In under-resourced contexts, these workbooks are almost the only
material learners have access to, especially where there are no functional school libraries
or reading resources in the classroom (Maepa & Mhinga, 2021). In resource-rich schools,
however, teachers might supplement workbook activities with textbooks, graded readers
and audiovisual materials, such as educational videos (Gonzilez-Gémez et al., 2022;
Abraham & Kenea, 2025) . However, the workbook remains a main teaching resource in
many classrooms in South Africa because it is standardised and available.

As a result, studying using workbooks becomes incredibly important. Because of their
importance, it is important that they encapsulate sound pedagogical principles in their
presentation of content. One such important principle is the GRR (gradual release of
responsibility model). Best practices for instruction emphasise the need for interaction
with the teacher, the content, and peers, as essential for learning.

Problem statement

The way content is presented may be more important in determining what gets acquired,
more than what is presented itself. Effective education for struggling children, according
to Fisher and Frey (2008), includes intentional reading and writing instruction, access to a
wide variety of texts, incentive for work, and authentic opportunities to practice reading
and writing in their daily lives. In the lower grades of the school system, content
presentation must follow a sequence learners would find easy to master (Kim, 2018). That
is why in pedagogy, emphasis is placed much more on transitioning from simple to
complex, known to unknown, concrete to abstract, general to specific, etc. The GRR
model is a well-established instructional framework that facilitates this exact progression,
moving learners from explicit modelling to guided practice, collaborative learning, and
tinally, to independent application (Hattie, 2023). Recent meta-analyses continue to affirm
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the efficacy of scaffolded instruction models like the GRR for improving reading
comprehension across diverse learner populations (Gibbons, 2021).

In the context of South Africa, scholarly investigations have increasingly advocated for the
implementation of more systematic pedagogical frameworks within learning and teaching
support materials to effectively mitigate the existing literacy deficit (Spaull & Hoadley,
2017), thereby rendering the examination of the GRR model a pertinent inquiry.
Consequently, this manuscript critically examines the application of the GRR model
within the Grade 4 English First Additional Language (FAL) Workbooks to ascertain
whether they offer the structured, scaffolded support requisite for addressing the
prevailing educational crisis.

Research questions

1. To what extent are the 4 major stages of the GRR model reflected in the activities or
tasks given to the learners in the Grade 4 FAL Term 1 workbook?

2. Are the stages of the model reflected in the order in which the model advocates?

Following on this introduction, my article presents a review of the literature, followed by
the theoretical framework upon which the research question hinges. This is followed by
the research methods that were used to undertake the study, a presentation of the results,
a discussion of the results and how they link to the literature, and finally a conclusion
drawn from the results and areas suggested for further research.

Literature review

The literature review focuses on the model itself, what it is and how it is important in the
classroom. Figure 1 illustrates the instructional evolution from a teacher centred "I do it"
demonstration to a collaborative "You do it togethet" approach, culminating in the "You
do it alone" phase of autonomous practice.
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Figure 1: GRR (gradual release of responsibility) instructional framework
(after Frey & Fisher, 2000)



770 Reflecting on South Africa’s Grade 4 English workbook

The term "gradual release of responsibility" was coined 30 years ago to desctibe the
complicated transactional process that occurs in the teaching of reading comprehension,
as management of an activity shifts from the teacher to the student (Pearson, McVee &
Shanahan, 2019). According to the GRR model of education, cognitive activity should
shift from instructor modelling to collaborative accountability between teachers and
learners, and then to autonomous practice and application by the learner (Pearson &
Gallagher, 1983). This paradigm provides a framework for teachers to transition from
taking "full accountability for the completion of a job... to a situation in which the pupils
take full responsibility" (Fisher & Frey, 2011, p. 32).

The model is based on several theories, including Jean Piaget's work on cognitive
structures and schemas, the work of Lev Vygotsky (Vygotsky, 1978) on proximal
development zones, Albert Bandura's contributions to the fields of attention, retention,
reproduction, and motivation, and the work on scaffolded instruction by David Wood,
Jerome Bruner, and Gail Ross. These views, taken together, argue that learning occurs
through interactions with others, and that specialised learning occurs when these
interactions are intentional (Wood, Bruner & Ross, 1970).

It is critical to comprehend how knowledge building leads to the gradual surrender of
responsibilities. This indicates that in the classroom, when the subject is fresh and
unfamiliar, the teacher has the primary cognitive duty. The learner's intellectual weight
shifts as he or she gains information (Apophis, 2026). Regardless of the subject being
taught, important instructional moves occur during a lesson. Focused instruction is a
broad word that refers to the various methods in which learners are made aware of and
prepared for learning. GRR is done in four steps:

1. Modelling (I do) (Focused instruction)

In this first stage, establishing a purpose, modelling or showing skills and concepts, and
performing teacher think-alouds are all examples of activities that are done by the teacher.
Modelling can also be utilised in direct instruction to help learners improve certain skills,
as Herwanto (2022) observed. After learners have received preliminary training, the focus
changes to directed instruction. Direct instruction is always the part of the first step in the
GRR. Teachers must provide direct instruction at the start of a new unit or standard of
learning to set the tone for learning and to both explain and model the new objective and
material. Learners are generally passive learners during this modelling phase. They watch
the teacher work on the project. The focus lesson gives instructors the opportunity to
establish and/or activate previous knowledge in addition to the purpose and teacher
model (Sharratt, 2013). According to Chuang, Kee and Chen (2022), it is critical that
learners do not skip this "I do it" stage because failing to grasp some concepts eatly in the
course can make it difficult to participate in subsequent learning activities.

2. Guided practice/ Co-construction (We do it)

Following direct instruction, teachers use guided instruction to guide leatners' thinking
and learning processes, clarifying any misunderstandings, and answering queries to avoid
subject confusion. Through a smooth transition from teacher-centred to learner-centred
learning, Du Plessis (2020), characterises guided practice as a transition activity that
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permits leaders to pull back and the learners to step forward. As learners put new

knowledge into practice, teachers use strong questions, prompts, and cues to scaffold as
needed (Anisah, Wuli Fitriati & Rukmini, 2019).

The teacher intentionally employs questions, prompts, and cues to assist learner
understanding in guided instruction. This can be done with large groups of learners, but
small groups that are convened based on educational requirements are likely to be more
effective. During guided teaching, the teacher focuses on giving learners more
responsibility while providing instructional scaffolding to assure their success. In other
words, gradual transfer of responsibility stresses training that coaches learners into
becoming capable thinkers and learners, while performing tasks in which they have not yet
established expertise (Gibbons, 2021). Reminders and nudges may be required to keep
learners on course. For example, the teacher could ask the learners to tell him or her what
they are going to do next before they do it; instruct the learners to speak out about what
they are doing while they are doing it or instruct them to take a moment to think on what
they have just done (and make amendments if necessary) (Wood, Bruner & Ross, 1976).
In the "We do it" stage, learners imitate the teachet's steps for performing the activity
while attempting the assignment alongside the teacher's demonstration (Fisher & Frey,
2013).

3. Collaborative stage

Teachers take a step back and learners work together to cement their understanding,
which Kong and Pearson (2003) referred to as "teaching from behind". Beyond mere
supervision, however, the instructor continues to play an active role. This is the moment
to gather information, make observations, and listen for indications of problem solving
and reasoning in this collaborative learning period. If a group becomes stuck, the teacher
can intervene and provide more guided teaching before stepping back to monitor (Nayasi,
Qabale, Tagimaucia & Chand, 2022). This phase of training should provide learners with a
chance to review what they have learned before putting it into practice on their own.
When collaborative learning is done correctly, learners combine their ideas and
understanding throughout this phase. They employ what they have learned in focus
lessons and guided instruction whether negotiating with peers, deliberating ideas and facts,
or communicating with others (Miller, 2012).

4. Independent learning

Finally, learners put what they have learned in class into practice both inside and outside
of the classtoom (Fisher & Frey, 2008). Many autonomous learning assignments are used
as formative assessments to check for understanding and suggest areas that need to be
revisited. Independent learning assignments, on the other hand, should not be introduced
too eatrly in the instructional cycle because learners require practice before they can
effectively apply their knowledge in new settings. Learners have had modelled, guided, and
cooperative learning experiences related to concepts needed to complete independent
tasks in this phase (Miller, 2012).

The GRR approach is not linear, which is important to note. As they acquire skills,
techniques, and standards, learners move back and forth between the many components
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(Fisher & Frey, 2013). Teachers must prepare for a wide group of learners, including
children learning English, learners who like reading and those who struggle, and learners
who require strategic intervention to succeed. Curriculum must be vertically aligned as
part of a GRR approach. Vertical alignment is both a method and a product, with the
latter resulting in a comprehensive curriculum that offers learners with a logical order of
knowledge. Content standards, reading abilities, and methods are presented, reinforced,
and graded using vertical alignment. Vertical alignment ensures that instruction is focused
on the point where learner needs and content requirements converge. Content
redundancy is reduced in curricula with high vertical alignment, and the curriculum is
tough and difficult. It is important to note that getting everybody on track at every stage is
crucial (Chuang, Kee & Chen, 2022), especially when teaching reading.

Increasingly, the use of the GRR model has been explored in various educational settings,
including in developing countries where resource limitations influence teaching methods
(Herawati, 2022; Iliyasu, Gabi & Gambo, 2022). These types of studies emphasise the
importance of structured scaffolding in supporting literacy development, especially in
settings where learners have limited exposure to print-rich environments. The growth of
this body of research underscores the importance of examining the embedding of
structured instructional models like GRR in curriculum materials, especially in places like
South Africa where standardised workbooks are central to teaching and learning.

Theoretical framework

Vygotsky's constructivist theory informs the study and aligns closely to the model,
particularly in its concepts of the more knowledgeable others, zone of proximal
development (ZPD), scaffolding and collaborative learning. The GRR ties in very well
with Vygotsky's ZPD. The disctepancy between what a learner can and cannot perform
without the assistance of a teacher is known as ZPD (Vygotsky, 1978). There is a zone for
each learner that encourages them to learn. They are not in the zone of proximal
development if a work is too difficult; nevertheless, the same can be stated if a task is too
uninteresting. With these realities in mind, it is critical that teachers provide learners with
the opportunity to fit into the ZPD. Vygotsky believed that educators should help learners
learn within their ZPD (Vygotsky, 1978).

The ZPD can be applied as an umbrella over the entire GRR model. Throughout all the
four phases of the process, learners are offered support in the form of scaffolding and
differentiated instruction. The principle behind instructional scaffolding is that when
learners collaborate with individuals who have a larger variety of skills and knowledge than
they have, they learn more than when they learn alone (Wood, Bruner & Ross, 1976).
These "scaffolding" instructors or peers assist learners in expanding their learning
boundaries and learning more than they could on their own (Wood, Bruner & Ross,
1976). High-achieving learners may be given more difficult material, while lower-achieving
learners may be placed in needs-based groups. Teachers will help learners as needed
throughout all the four levels, eventually allowing each learner to achieve independence.
The GRR model assumes that the learner will require some help in achieving that state of
independence, and that it is precisely the teachet's responsibility to provide such advice.
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According to Vygotsky (1978) much of a child's crucial learning occurs through social
interaction with a skilled teacher. The teacher may act as a role model for the youngster
and/or give vocal guidance. This is referred to as cooperative or collaborative
communication by Vygotsky.

The teachet's actions or instructions are attempted to be understood by children, who
then internalise the information and use it to control or manage their own performance.
This teacher is also a more knowledgeable other in the first two stages and among the
other learners in the third stage of the GRR. By moving cognitive engagement from the
teacher to the learner, instructional scaffolding helps learners learn and grow (Fisher &
Frey, 2011). This concept necessitates a change in accountability from the teacher taking
full responsibility for completing a task, to the learners taking full responsibility (Susanti,
Rachmajanti & Mustofa, 2023).

In the classroom, scaffolding can include modelling a skill, providing hints or cues, and
adapting material or activity (Buehl, 2005). Modelling a skill, providing clues or cues, and
adjusting content or activity are all examples of scaffolding in the classroom (Buehl, 2005).
Silver (2011) also agreed that scaffolding divides a work into smaller, more manageable
chunks with opportunity for feedback on a regular basis. The educator must be aware of
each learner's placement inside the ZPD when they present new content to them.

Collaborative learning is the third element in the GRR model, in which learners engage in
small heterogeneous groups on activities that allow them to enhance their understanding
by putting what they have learned into practice. The transfer of responsibility from the
teacher to the learners begins at this stage of the model. Each learner must be responsible
for his or her participation in collaborative learning by producing an individual product
while interacting with his or her peers (Fisher & Frey, 2008).

Materials and methods
Text

This study analysed the Grade 4 English First Additional Language (FAL) workbook
developed by the Department of Basic Education (DBE), which is used nationally in
South Africa as part of the curriculum support materials. Workbooks are publicly available
via the Department of Basic Education (DBE) website (see DBE Workbooks portal
https://wcedeportal.co.za/eresource/120811). These include:

* DBE English FAL Workbook Grade 4 Term 1 and 2.
https://wcedeportal.co.za/eresource/120811
¢ DBE English FAL Workbook Grade 4 Term 3 and 4

These workbooks typically include structured activities organised into themes,
incorporating reading, writing, speaking, and language use components. The workbook
that was analysed was the most recent version available Grade 4 FAL Term 1 workbook.
In the period of my research, this was the current workbook for Grade 4 English FAL,
published by South Africa's Department of Basic Education.
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The researcher selected Grade 4 because it is a transitional stage riddled with challenges,
hence the designation fourth grade slump. Grade 4 is a pivotal year in which learners
make four major transitions from the Foundation Phase (FP). From Grade 3 to Grade 4,
the first transition is from utilising a home language to using English as a teaching and
learning language. The second shift occurs in Grade 4, when learners move from reading
largely narrative, story-like materials in the FP to reading expository texts with a more
content-dense vocabulary in Grade 4 (Chall, Jacobs and Baldwin, 1990). The transition
from 'learning to read' to 'reading to learn' is the third transition (Department of Basic
Education, 2008).

Learners in the FP work to improve their reading skills and art, but when they reach
Grade 4, they are expected to read a variety of content subjects and learn from what they
read. The mechanics of reading, which underpin learning to read, are reportedly refined in
the FP and used to retrieve information from readings in English in Grade 4. The journey
from more concrete thinking in the FP to more abstract thinking in the Intermediate
Phase (IP) is the fourth transition (Grades 4-6 in South Africa). Because most South
African learners do not speak English as their home language, English will be their 'First
Additional Language' in school hence the learners have arguably not mastered the
language of learning and teaching.

According to the new Curriculum and Assessment Policy Statement (CAPS) learners must
have a high level of communicative competency and be able to read proficiently by the
end of Grade 3 (Department of Basic Education, 2010). This is, however, not the case for
most of the learners at Grade 4. Learners still lack comprehension and have poor
communication skills. They are not yet competent in English, hence they hardly
understand and speak English confidently and they struggle to use it correctly in various
situations (Lenyai, 2011).

I chose a workbook for Term 1 as the learners have just transitioned from the Foundation
Phase. At this critical and transitional stage, there is a need for teachers and reading
material for the learners to carefully assist learners go through a smooth transition to the
new phase of their education. Therefore my study interrogated the reading material
(workbook) used at this stage to see if it promotes the GRR model which is a very critical
method for teaching young learners.

Sampling

Twelve units of the workbook were purposively considered. The main goal of purposive
sampling is to focus on particular characteristics of a population that are of interest, which
will best enable the researcher to answer the research questions (Creswell & Plano Clark,
2011). Purposive sample findings are not always statistically representative of the larger
population of interest, but they are qualitatively generalisable. The elements selected for
the sample were chosen by the judgment of the researcher and were believed to be a
representative sample. In this study, activities for the first four units, middle four units and
last four units for Term 1 were analysed to find out the extent to which the four major
stages of the GRR model are reflected and whether the stages of the model are reflected
in the order that the model advocates.
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Method

Content analysis is used to gather and analyse the activities given to the learners in the
workbook. The analysis focused on tasks or activities that learners are expected to
complete. The activities are organised under the aspects Let's Talk (A), Let's Read (B),
Let's Write (C), Let's Do and the researcher has used A for Let's Talk, B for Let's read, C
for Let's write, D for Let's Do, E for Let's role play and F for Let's race (Table 1). A
detailed content analysis was conducted on the 12 units (Weeks 1-2, 5-6 and 9-10) which
were purposively sampled from the Term 1 workbook. The researcher iteratively reviewed
and coded the 38 different activities across these units for approximately 40 hours to
reliably identify the GRR stages. Therefore A, B, C, D, E and F are used to indicate the
different activities in each unit of consideration. This would help establish the response to
research question 2 which says, "Are the stages of the GRR model reflected in the order
in which the model advocates?" The activities whete the GRR model was reflected
generally will be analysed to see if they were used in the order in which the model
prescribes the stages.

Results

Data is presented in a tabular form as well as thick descriptions of activities for clarity.
Table 1 presents data which answers RQ 1: To what extent are the 4 major stages of the
GRR model reflected in the activities or tasks given to the learners in the Grade 4 FAL
Term lworkbook?

Table 1 recotds that 38 activities from the 12 units of the workbook were analysed to see
the stages of the GRR model that the learners would go through as they do activities in
the classtoom or at home without the teacher. Modelling or "I do" by the teacher was
found in only one out of 38 activities. The modelling was found in unit 17 and it is
presented by the teacher where she explains what a fable is before the class started
reading.

Table 1: Activities selected from the workbook

Week| Unit no. Modelling Guided Collaborative Independent
1,2 |1 Activity A: Let’s Talk: 1 Activities B: Let's
[3 activ- activity (Guided read and C: Let’s
ities] comprehension — write 3 activities
answering questions based individually
on passage read with (independent
teacher) writing tasks)
2 Activity A Let’s |Activities B, C and
[4 activ- Talk [Pair discu- |D Independent
ities] ssion — Talking |Practice (Individual
to a friend] tasks)
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3 Activity A: Let’s Talk. 2C: Let's write.
[3 activ- Teacher modelling Independent
ities| [Teacher gives examples Practice (Individual
of different achievements responses)
that happen in life and
asks learners to think of
their own special
achievement].
4 Activity C: Let’s write: Activity A: Let’s |2C: Let's write.
[4 activ- [Guided task-learners ask- |Talk: [Learners |Independent
ities] ed to look at the pictures |asked to discuss |practice [activities
and decide whether they |in pairs] done individually]
can count them or not.
Then they are given an
activity to do].
56 |16 2C: Let's write.
[2 activ- Activities done
ities] individually
17 Activity B: Let's Activities A and 2
[4 activ- |read. A model of C: Let's write
ities] the text is done [activities done
before the read- individually]
ing of the text
18 Activity E: a role |3C: Let's write
[5 activ- play to be done |[activities done
ities] by two learners  |individually]
and activity C: a
learner telling
the other a story
19 Activity C: Let's
[1 activ- write [to be done
ity] individually]
9,10 |29 Activity B: Let's read. 2 C: Let's write
[3 activ- Some instructions given to [activities done
ities] guide the answering of the individually]
question
30 Activities A: Let’s Talk Activity C: Let's
[4 activ- and C: Let's write. [some write. [activity done
ities] explanation to guide the individually]
learners given]
31 Activity B: Let's read and 2 C: Let's write
[4 activ- C: Let's write [Some [activities done
ities] instructions given to guide individually]
the learner|
32 Activity C:
[1 activ- Learners talk to
ity] each other and

write a story
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Excample 1: What is a fable?
[This story is a fable. Fables are very old stories that have a moral message. In
most fables you will find animals that can speak.]

In relation to guided practice, only 8 out of 38 activities are guided. We see this in the few
activities, two examples follow:

Excample 2: Activity A:
[Everyone has a memory of a special achievement. It may be that your soccer
team won a match, that you scored a goal or that you helped someone who
needed help. Talk about your own special achievement].

Excample 3: Activity A:
[Look at the pictures and tell your friend what you think this story is about. How

do you think the girl at the finish line feels? Have you ever been in a race? How
did you feel?]|

There are only 5 out of 38 activities that allow learners to collaborate in pairs or groups.
The following are two examples where learners were asked to collaborate:

Example 4:
[You have just read the story about Mandu's running shoes. Talk to your friend
about what the cover of the book tells us.]

Excample 5: Activity C:
[Look at the pictures and tell your friend what you think the story is about. Who
are the main characters? Why is the lion called the King of the Animals?

The most prominent stage of the GRR model in this workbook is the independent
learning stage. Out of 38 activities, 23 are done individually. Some examples follow:

Example 6: Activity C:
[Write a special message on the front of the card, above the picture. Then write
your friend a message inside.]
Excample 7: Activity C:
Rewrite these sentences starting with yesterday.
Excample 8: Activity C:
Read the story again, and then answer these questions

Table 2 answers the question: Are the stages of the model reflected in the order in which
the model advocates? Table 2 records that the book's sequence is often inverted,
frequently placing "Collaborative" activities before the "Guided practice” they ate meant
to follow. This consistent pattern of omission and reordering in the book's activity flow
suggests a systemic issue in its curricular design, which may fail to provide the necessary
scaffolding for the learner.
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Table 2: Order of activities in the workbook

Unit Model- | Guided Collabor- Order'ed as
Week . . . Independent according to
no. ling practice ative
the model
1,2 |1 |3 activities] first second, third No
2 [4 activities] first second, third, forth |No
3 [3 activities] first second, third No
4 [4 activities] first second, third No
5,6 |16 |2 activities] first, second No
17 [4 activities] | second first, third, fourth | No
18 [5 activities] first, second |third, fourth, fifth |No
19 [1 activity] first No
9,10 |29 |3 activities] first second, third No
30 [4 activities] second, third | first No
31 [4 activities] first, fourth second, third No
32 [1 activity] first
Discussion

The GRR model was used to analyse the data gathered. It was important to find out if the
workbook authors considered this model as they presented the learning activities that
were to be done by the learners. In some areas in South Africa, this is the only reading
material for English FAL that learners have access to, hence it is critical that learners get
maximum comprehension of the activities that they do. There is only one activity that 1
find where modelling should be done by the teacher before learners start reading a text.
As the literature revealed, modelling or the focus lesson, according to Fisher and Frey
(2008), allows teachers to create and/or activate prior knowledge in addition to the
purpose and teacher model. This is what was done in the text, the teacher activated the
prior knowledge of the learners by reminding them what a fable is. As Maynes, Julien-
Schultz and Dunn (2010) observed, modelling may also be used in direct instruction to
help learners develop targeted skills. It is, however, regrettable that modelling by the
teacher is not considered important by the authors of the workbook, though it is a very
critical stage where learners must first comprehend the aim and observe an example
before they can be asked to generate autonomously (Fisher & Frey, 2008). The absence of
the modelling stage usually results in some learners facing more difficulties at the second
stage (i.e., "We do it") or guided stage because the fundamental skills or knowledge were
not acquired at the first stage (Chuang, Kee & Chen, 2022). Hence it is crucial to follow all
the GRR stages.

In relation to guided practice, only 8 out of the 38 activities are guided. This supports
Pearson, McVee and Shanahan's (2019) study, which highlighted the importance of
teachers directing and scaffolding instruction, while also assisting learners in progressing
toward the independent application of methods and reading independence. This phase is
also called the "We do it" where learners imitate the teacher's steps of doing the activity
while attempting the task alongside the teacher's demonstration in the "We do it" stage
(Fisher & Frey, 2013). There should be more of these guided practices, but unfortunately,
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in this workbook, there are very few activities that prepare learners for independent
learning. There is under-representation of collaborative activities wherein only 5 out of 38
activities allow learners to collaborate in pairs or groups. This under-representation
contrasts with Kong and Pearson's (2003) view that working together cements the learners
understanding. Fisher and Frey (2013) advised that this phase of training should always be
present in learning because it provides learners with a chance to review what they have
learned, before putting it into practice on their own.

The most prominent stage of the GRR model in this workbook is the independent
learning stage. Out of 38 activities, 23 are done individually. This confirms Fisher and
Frey's (2008) view that independent practice put what they have learned in class into
practice, both inside and outside of the classroom. This is, however, true when learners
have gone through the other three stages of the model, which are modelling, guided
learning and collaborative learning. Without doing these, independent practice becomes
meaningless because learners do not understand what they are supposed to do on their
own. They are working out of their ZPD. Saligumba and Tan (2018) emphasised that
learners should have had modelled, guided, and cooperative learning experiences related
to concepts needed before they do the independent tasks at this phase.

The first finding revealed that the authors of the workbook did not accommodate all the
GRR stages of the model. The modelling guided and collaborative stages were under-
represented while the independent stage was over-represented. Some activities lacked
modelling, others lacked collaboration, others lacked guided practice, while just one
activity lacked independent learning. The second finding, according to Table 2, is that the
activities do not follow the order of the GRR model. Some activities, e.g., Unit 1 activities
fall under two stages, guided practice and independent learning. The other stages of the
model are missing hence it could be argued that the three activities do not follow the
correct order of the GRR model because the first activity is supposed to be modelling,
which we do not have in the activities of Unit 1. While GRR is flexible, the workbook still
lacks sufficient scaffolding because modelling and guided practice are largely absent.

Secondly, some activities, for example activities of Unit 30, start with independent
learning, and then go back to guided learning, not in the order of the GRR model. Fisher
and Frey (2013), however, argued that the GRR approach is not linear, which is important
to note. As they acquire skills, techniques, and standards, learners move back and forth
between the many components (Fisher & Frey, 2013). Therefore, a lesson can start with a
collaborative activity where the teacher asks learners to discuss a topic and then move to
modelling.

Conclusion

The GRR model's embodiment in the Grade 4 English FAL Workbooks is examined in
this study. The following research questions have been addressed:

1. To what extent are the 4 major stages of the GRR model reflected in the activities or
tasks given to the learners in the Grade 4 FAL Term 1 workbook?
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2. Are the stages of the model reflected in the order in which the model advocates?

The study revealed that most of the activities in the Grade 4 English FAL workbook do
not follow the GRR model. In a unit, the activities may follow only two or three stages of
the model, and this implies that the GRR model is not being fully implemented in the
Grade 4 English FAL Workbook. Also, the activities do not follow the correct order of
the GRR model. It can therefore be concluded that in this wotkbook, learners are
expected to complete a work independently after receiving minimal guidance, and this is a
traditional method of teaching. In most cases, learners fail to meet the enormous
expectations placed on them. It is recommended that in future, authors give priority to the
modelling, guided, and collaborative stages which are not very visible in the activities. The
independent learning stage has been used in almost all the activities and authors may
continue to include them.
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