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Introduction
Reading plays a critical role in building vocabulary and developing comprehension among
L2 learners. This assignment evaluates the implementation of a one-hour small group
reading lesson, developed for the purpose of Literacy and Numeracy Test for Initial
Teacher Education Students, or LANTITE, preparation for international students at the
University of Adelaide. The methodologies and rationale for the lesson are explored in a
review of recent literature on the teaching and learning of reading as a second language
acquisition (LSA) macroskill. This is followed by a reflection on the teaching sequence for
the lesson (see Appendix 1) to determine its effective outcomes and limitations. Based on
this evaluation, implications for future improvements to these lessons are provided,
outlining a need for the promotion of extensive reading outside the classroom, in order
for students to continue to develop their vocabulary and reading comprehension
independently.

Establishment of Context
Institutional factors shaped the underlying need for the lesson. Due to the introduction of
the LANTITE test, which is designed to assess initial teacher education students’
personal literacy and numeracy skills (ACER 2021), the development of literacy among
international students studying education was identified as an area of need by the School
of Education at the University of Adelaide. In particular, students were having difficulty
with vocabulary and reading comprehension—two areas that were difficult to address in
the current student support format of half-hour one-on-one sessions. The development of
a reading group program with a focus on intensive reading was proposed by staff from the
University’s Writing Centre. Pedagogical factors that shaped the lesson included catering
to adult learners, and differences in vocabulary knowledge among students, due to varied
levels of background education and levels of exposure to the English language. For some
students, it was also necessary to scaffold the transition from test-based education
systems to a more critical thinking-based system.
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The context of the reading group included both individual and group features, as students
were given the option to work on the main text and its questions individually in their
booklets before the lesson, then as a group during the lesson (see Appendix 2 and
Appendix 3). The combination of individual and group learning supported students with
different approaches to learning, including those who prefer independent research and
those who prefer learning through discussion. Some of the questions provided in the
booklet were modelled on the style of the multiple-choice questions found in the
LANTITE test. Others were related to vocabulary expansion and the development of
inference skills. During the lesson, the supplementary texts and questions were provided
and discussed as a group (see Appendix 4 and Appendix 5). These involved comparisons
of different genres (Swales 1990; Hyland 2004a, 2004b; Martin & Rose, 2003), including the
structure, purpose and language of each text, as well as inference into the meanings of the
texts (Harmer 2015, p. 314).
While the program was initially developed in response to the need for LANTITE
preparation among international students, it was offered to all international students with
their own personal needs to improve their English vocabulary and comprehension.
Therefore, the program had features similar to the LANTITE, along with other features
that supported student learning as a group. Seven students, predominantly from outside
the field of education, took advantage of the opportunity to participate in the reading
group. This level of small group learning had a positive impact on the lesson, as students
were able to participate to a greater extent as individuals and make use of physical
features of the classroom, such as a more group-style seating arrangement and use of the
whiteboard.

Literature Review
Reading is a central element of literacy, yet for the past forty years, there have been
disagreements among teachers relating to how this macroskill should be taught,
especially for students with reading difficulties (see, for example, Chall 1967). At one end
of these disagreements are teachers who promote a predominantly bottom-up,
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whole-language approach, in which initial instruction is both context-centred and
meaning-centred with symbol-sound correspondences taught incidentally in context
(Rowe & National Inquiry into the Teaching of Literacy (Australia) 2005a, pp. 10-11). At
the other end are those who argue for a predominantly top-down, systematic phonics
approach, with a focus on direct or explicit instruction in orthographic symbol-sound
correspondences and rapid whole-word recognition (Rowe & National Inquiry into the
Teaching of Literacy (Australia) 2005a, pp. 10-11).
For several decades, the whole-language approach has dominated early literacy teaching
and learning in English speaking countries (Pearson 2000; Westwood 1999, 2004). The
approach reflects a constructivist philosophy of learning, which views children as being
inherently active, self-regulating learners who construct knowledge for themselves, with
little or no explicit decoding instruction. This approach has its origins in the work of
Piaget (see, for example, 1972), Vygotsky (see, for example, 1978), and in Ausubel’s (1968)
assertion that “the most important single factor influencing learning is what the learner
already knows” (p. 332). Therefore, constructivism is a theory of knowing and learning,
rather than teaching, which views the learner as an active contributor to the learning
process. Followers of this theory purport the notion that teaching methods should focus
on what the student can bring to the classroom, so that their learning builds effectively on
their existing knowledge. The abilities that an individual can perform with assistance, but
cannot yet perform independently, make up what is known as the student’s zone of
proximal development (ZPD). For a student to master these abilities, some level of
scaffolding is required by teachers (Shabani, Khatib & Ebadi 2010). The Australian
Government has reported a need to move away from whole-language approaches to
teaching literacy to children, who may have limited background knowledge to draw from
in their learning (Rowe & National Inquiry into the Teaching of Literacy (Australia)
2005b). However, due to this focus on learners’ background knowledge, this approach can
be beneficial to adult L2 learners, who begin their language studies with a broader
knowledge base.
The communicative approach to language teaching is a recent approach, developed with
the aim of increasing students’ ‘communicative competence’, rather than to rote learn the
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grammar of a language. Canale and Swain (1980) define ‘communicative competence’ as
composing competence in four areas: words and rules; appropriacy; cohesion and
coherence; and the use of communication strategies. According to Celce-Murcia and
Olshtain (2005), “[t]he communicative approach to language teaching has long maintained
that learning materials should be authentic and natural; such materials have not been
generated for purposes of language teaching but for other communicative purposes” (p.
734). These authentic materials can be derived from a range of sources, including
newspapers, magazines, books, journal articles, stories, menus, maps, and movies, to name
a few.
Many reading specialists (see, for example, Chodkiewicz 2001; Hadley 2003; Wallace 2001)
emphasise the importance of selecting authentic materials for the purpose of both
teaching and testing reading comprehension through familiar structures and vocabulary.
Celce-Murcia and Olsthain (2005) note that “the use of authentic materials in the
classroom may face copyright issues” (p. 734). However, such issues can be overcome if
the texts are given appropriate acknowledgement and are not used for profit or
publication (Celce-Murcia & Olshtain 2005, p. 734). Another obstacle to the use of
authentic texts in the classroom can be the time-consuming nature of creating activities
suited to the specific texts. This often results in a preference among teachers to resort to
the use of textbooks (Celce-Murcia & Olshtain 2005, p. 734). However, there are a number
of studies that show the different ways in which authentic texts can be used effectively in
the classroom (Gu 2017; Bond 2017; Rahmaningtyas, Febrianti & Inayati 2017).
Although there remains no universal method for teaching reading, perhaps the most
important aspect of reading fluency development is vocabulary expansion. As Spencer
and Hay (1998) note:
Word recognition is an essential component in the mastery of reading [...] and considerable
evidence suggests that the major difficulty confronting the beginning reader is the
development of rapid, automatic word recognition skills [...] Efficient readers use a variety
of orthographic data to recognise word units, such as individual letters, letter clusters,
morphemes, word stems, and word patterns (p. 222).
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There are two key strategies for building vocabulary and developing reading
comprehension in SLA: intensive reading and extensive reading (Alyousef 2006). Hafiz
and Tudor (1989) differentiate intensive and extensive reading as follows:
In intensive reading activities learners are in the main exposed to relatively short texts
which are used either to exemplify specific aspects of the lexical, syntactic or discoursal
system of the L2, or to provide the basis for targeted reading strategy practice; the goal of
extensive reading, on the other hand, is to ‘flood’ learners with large quantities of L2 input
with few or possibly no specific tasks to perform on this material (p. 5).

Intensive reading can allow students to perform a deeper analysis of texts, often with the
guidance of a teacher, while extensive reading can be done independently. Hafiz and
Tudor (1989) state that:
the pedagogical value attributed to extensive reading is based on the assumption that
exposing learners to large quantities of meaningful and interesting L2 material will, in the
long run, produce a beneficial effect on the learners’ command of the L2 (1989, p. 5).

Hedge (2003) believes that extensive reading, using authentic texts, should be integrated
into L2 programs (p. 218). This is because, through extensive exposure to the L2,
“[l]earners can build their language competence, progress in their reading ability, become
more independent in their studies, acquire cultural knowledge, and develop confidence
and motivation to carry on learning” (pp. 204-205).

Rationale for the Reading Group Lesson
The underlying pedagogy for the reading group program was Mickan’s (2012) notion of
socialisation into the English language through authentic texts, which was developed
within the communicative tradition, specifically within the field of systemic functional
linguistics, and draws heavily from Michael Halliday and his wife, Ruqaiya Hasan (see, for
example, Halliday & Hasan 1976, 1985). Mickan (2012) argues that “[b]uilding on learners’
text and world knowledge, appropriately selected and prepared texts provide
opportunities for making meanings” (p. 36). The main text used for the lesson was Lur
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Alghurabi’s (2018) ‘Praying with Lorikeets’ (see Appendix 2), which described her
experience migrating to Australia from Iraq. The text recognises the importance of family
and other connections to home and one’s sense of belonging, particularly through the
theme of ‘food’. This was designed to engage the background knowledge of international
students and to elicit interest in the lesson using relatable themes. Supplementary texts
included a book cover for Comfort Food by Jamie Oliver (2014), a recipe for lasagne, and a
journal article by Jordan Troisi and Shira Gabriel (2011), entitled ‘Chicken Soup Really Is
Good for the Soul: “Comfort Food” Fulfills the Need to Belong’. While the book cover and
journal article were authentic texts, the recipe was an “imitation authentic” (Ur 1984) text.
Centering on group discussion, students were asked ‘higher order questions’ as a strategy
to develop their inference skills (Marzano 2010). Higher-order questions are those that the
students cannot answer just by simple recollection or by reading the information
“verbatim” from the text. Such higher-order questions put more advanced cognitive
demand on students, encouraging them to think beyond literal questions. Through
intensive group discussion, students were able to infer meanings within (i.e. textual),
between (i.e intertextual) and beyond (i.e extratextual, such as colour or imagery) the texts.
Due to the underlying use of the program to address a need for LANTITE preparation
resources, the program drew on the Elaborations of the Australian Professional Standards for
Teachers (ACTA 2015) focus area of literacy and numeracy strategies to: “Use EAL/D
resources on the literacy continua to support EAL/D learners to move from spoken to
written text, every day to technical, known to new, and concrete to abstract” (p. 17). This
was addressed through the range of genres provided, in which students could compare
informal and formal texts (for example, a meme and an academic journal article), everyday
and technical texts (for example, a recipe and a report), and concrete and abstract texts
(for example, a recipe and a narrative).

Reflection on the Teaching Sequence
The following reflection on the teaching sequence for the reading group lesson is based
on William Grabe’s (2004) review of research on teaching reading. Grabe (2004) notes that,
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although there is no universal curriculum for teaching reading comprehension, the
following key principles are important for the development of reading comprehension
abilities among L1 and L2 learners: (1) development of word recognition (Segalowitz et al.
1998; Kroll et al. 2002); (2) emphasis on vocabulary learning and creation of a
vocabulary-rich environment (Halstijn 1997; Nation 2002); (3) activation of learners’
background knowledge in appropriate ways (Chen & Graves 1995); (4) development of
effective language knowledge and general comprehension skills (Carrell 1984; Carrell,
Pharis & Liberto 1989); (5) teaching text structures and discourse organisation (Goldman
& Rakestraw 2000; Trabasso & Bouchard 2002); (6) promotion of the strategic reader,
rather than teaching individual strategies (Grabe 2004, p. 53; Block & Pressley 2002;
Pearson & Duke 2002; Trabasso & Bouchard 2002); (7) improvement of reading fluency and
rate (Kuhn and Stahl 2003); (8) promotion of extensive reading (Kuhn & Stahl 2003; Grabe
2004, p. 56; Harmer 2015; Renandya & Jacobs 2016); (9) development of intrinsic
motivation for reading (Guthrie et al. 1999; Schiefele 1999); and (10) plan for a coherent
curriculum for student learning.
In light of Grabe’s (2004) principles, it can be argued that the lesson’s emphasis on
vocabulary, authenticity and genre addressed the first five principles. However, the lesson
did not address the following principles: promotion of the strategic reader, rather than
teaching individual strategies, improvement of reading fluency and rate, promotion of
extensive reading, and development of intrinsic motivation for reading.

Effective Outcomes of the Reading Group Lesson
The focus on vocabulary was appreciated by all students, as vocabulary expansion was a
key reason for each of them to decide to undertake the program. Students were engaged
with the texts and demonstrated effective inference skills in their analysis of different
aspects of the texts, such as the meaning of the poem at the beginning of the main text
and its connection to the rest of the narrative. Students remarked on the use of
unexpected genres, such as the image of the book cover, and were surprised at the extent

7

to which these could be analysed. The use of higher order questioning revealed to the
students critical analysis skills they never knew they had.

Weaknesses of the Reading Group Lesson
The program lacked strategies for developing reading comprehension outside the
classroom. While certain strategies, such as keeping a personal record of unfamiliar
vocabulary or reading the news in English while travelling on public transport, were
suggested when prompted by students’ questions, these strategies were never modelled or
scaffolded for students. An extensive reading program that promotes self-guided
extensive reading outside the classroom would provide a method for students to continue
development of their vocabulary and reading comprehension once the reading group
program has ended (Kuhn and Stahl 2003; Grabe 2004, p. 56; Harmer 2015; Renandya and
Jacobs 2016). In reference to Grabe’s (2004) strategies, the addition of an extended reading
program would promote the strategic reader, rather than teaching individual strategies,
improve reading fluency and rate, and develop intrinsic motivation for reading. The
program could promote “rapid reading of large quantities of material or longer readings
(e.g., whole books) for general understanding”, with a focus on the meanings of the texts,
rather than on the language (Carrell and Carson 1997, pp. 49-50). It would also improve
automacity, which Grabe (1991) describes as “occurring when the reader is unaware of the
process, not consciously controlling the process, and using little processing capacity” (p.
379-380). This would be beneficial to students when reading under test conditions, such
as for the LANTITE test.

Conclusion and Implications for Future Lessons
Over 30 years ago, Christine Nuttall (1982) claimed that “the best way to improve one’s
knowledge of a foreign language is to go and live among its speakers. The next best way is
to read extensively in it” (p. 168). In light of the substantial body of literature outlining the
positive effects of extensive reading on the development of L2 learners’ reading
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comprehension skills, I will endeavour to integrate this strategy into future lessons,
particularly where the focus is on test preparation. To guide students, a reading list could
be provided with selected readings on particular topics that coincide with the themes
discussed in the reading group. Students could also be given opportunities to raise
questions about their readings during the lessons. Taken together, the strategies of
intensive and extensive reading would help to improve students’ fluency and automacity
in the English language.
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Appendices
Appendix 1: Teaching Sequence

Reading Group
Aim: to activate students’ background knowledge to build vocabulary and comprehension
through the intensive reading of authentic texts encountered in the everyday lives of
university students
Activity: reading of multiple texts, vocabulary tasks, multiple choice questions and group
discussion
Skills: vocabulary knowledge and reading comprehension
Age: adult
Level: tertiary
1. Preparation: Before the class, a set of readings was developed into a booklet. The
booklet contained one main text for each week in a six-week program, along with a
list of vocabulary for each text, a vocabulary task and a number of open and
multiple choice questions. Three supplementary texts were prepared for each
week, taking the form of different genres that were familiar to students. All of the
provided texts had a common theme, known as the ‘theme of the day’, which we
would attempt to infer together through group discussion. Students were asked to
read the main reading and to look at the questions before the lesson.
2. Reading: As most students had not completed their reading before the lesson, they
were asked to take turns to read portions of the main text by Lur Alghurabi (2018),
entitled ‘Praying with Lorikeets’, aloud to the group (see Appendix 2). This text is a
nonfiction narrative, published in an online magazine entitled Kill Your Darlings.
The text was chosen due to its content relating to food and migrant experiences in
Australia, as the student cohort was made up entirely of international students,
who may be able to relate to the characters in the text.
3. Student feedback on the text: Students were asked to express their opinions on
the text, for example: “Did you like it?”, “Was it difficult to read?”, and “Was it
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difficult to understand?”. Students provided feedback for the reading, finding that
it was interesting and relatable.
4. Vocabulary task: Students were asked if there was any vocabulary that they found
particularly challenging. The meanings of these words were discussed, using
examples. As a group, we worked through the vocabulary questions in the booklet,
filling in the blanks from the list of words provided.
N.B. During other lessons, students were instead asked to write a story using the
provided lexical items for vocabulary practice.
5. Feedback: Feedback was provided in the form of repetition of answers, higher
order questioning, or other prompts to further discussion.
6. Reading comprehension: As a group, we discussed the open questions and the
LANTITE-style multiple choice questions from the booklet (see Appendix 3).
7. Feedback: Feedback was again provided in the form of repetition of answers,
higher order questioning, or other prompts to further discussion. When answering
questions, students were asked to refer back to the part of the text that enabled
them to answer the questions.
8. Supplementary readings: Students were then presented with the supplementary
readings (see Appendix 4). These were a book cover for Comfort Food by Jamie
Oliver (2014), a recipe for lasagne, and a journal article by Jordan Troisi and Shira
Gabriel (2011), entitled ‘Chicken Soup Really Is Good for the Soul: “Comfort Food”
Fulfills the Need to Belong’.
9. Supplementary reading questions and inference discussion: As a group, we
discussed the supplementary reading questions to analyse the different genres of
the supplementary readings and compare them with the main text (see Appendix
5).
10. Identification of main theme: Students worked through the different meanings
of the texts until students identified the ‘theme of the day’, which was ‘comfort
food’.
11. Feedback: Feedback was provided throughout the discussion in the form of
repetition of answers, higher order questioning, or other prompts to further
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discussion. When the ‘theme of the day’ was identified, students received positive
feedback.
12. Preparation: Students were then informed of the main text to be read in the next
lesson.
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Appendix 2: Main text
Praying with Lorikeets
BY LUR ALGHURABI
2018
Land bites
into my flesh
Teeth venomous
Toxins slow
I burn
Marks on my skin
fresh
My legs scarred
Snakes
of homeland
Clung to me
As I ran
*
Our new home smells of vanilla. Mama makes all our favourite desserts from many years
ago. Cream puffs, elevated versions of eclairs: slow cooked dough, let it rest on the warm
stovetop, take your time, ease it into the oven heat. Bake it for forty minutes. Stuff it with
rose and cardamom custard. Top it with vanilla butter chocolate. Glossy, fragile, so easily
destructible. I make a mess. Chocolate on the corner of my mouth, my chin, the top of my
teeth. This tastes like my fifth birthday party, my last one with my thirteen cousins. They
said they wished we were born every day so they could come over for cream puffs every
day. Chocolate on our shirts, on the sides of our dresses where we wiped our hands. On a
sugar rush we broke a couch, we jumped on top of cars, we made crowns with the palm
tree leaves. We climbed over neighbours’ fences then raced to sneak out. If you didn’t get
caught you got to wear the flower crown, and you got another cream puff.
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At our new home we don’t have palm trees. We have trees that make our street
purple. Apricot trees housing a hundred parrots. But Mama listens to the parrots and says
‘I’ll put some water out for the birds. They will pray for us. How about one of those purple
trees in our backyard?’
*
Our new home here smells of tomatoes, garlic and black pepper. Sheets of lasagna.
Béchamel. Mama makes it four hours ahead of dinner because she knows my father loves
it cold. She makes the pasta sheets; the flour smothers her hands and paints her hair
white every time she folds it behind her ears. She sings when she cooks, gana el hawa,
gana, we ramana el hawa, ramana – love came to us, it came to us…
In our old home we dipped the broken lasagna sheets in leftover béchamel. We got
full before lunch, yet we ate lunch and we went back for seconds. One lasagna dish for us,
three for our cousins. When we decided to leave, we spent our money on passports and
bribes. Lasagna sheets and béchamel became the standard lunch. When Mama noticed us
getting bored, she would replace the sheet pasta with French fries, then with bread, then
back to the sheets.
Here in our new home the locals eat fries with gravy. Mama thinks it’s funny. ‘Did
the British spend all their money on people smugglers too? Signs of the Hour! Wallah.’
*
Our first interim home after leaving Iraq was a one-bedroom flat opposite a brothel; my
parents slept on the floor, my sister and I in a bunk bed. Posters of Donald Duck and his
three nephews on the wall, next to ‘prayers for the traveller’, ‘prayers for the foreigner’,
‘prayers for the distressed’, ‘prayers for the scared’ and ‘prayers for children.’ A photo from
the newspaper of my mother at a corporate function. My sister’s report card: ‘Brilliant
girl.’ My piggy bank wasn’t sitting next to Mama’s jewellery box because she sold
everything. In our closet she had three wrap dresses, and they wrapped around her dark
skin like she was the temple and they were in worship. When she told me stories before
bed she blessed me, and I never had a bad dream.
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Every other night I would fall from the bunk bed onto my parents’ mattress, never
bothering to climb back up. My sister would pretend to fall off too, so she could join us.
We were safe when we were together. When it rained too hard and we were scared, we fell
onto the mattress. When the cars raced down our streets and drunk people were laughing
outside, we fell onto the mattress. When the planes struck the twin towers, when Saddam
disappeared, when my mother had a stroke, when my uncle was killed: we fell onto the
mattress.
*
None of our interim homes ever had a tree. Scathing desert heat never let us grow lemons,
or basil, or jasmine or orange blossoms to plant into our hair or into Baba’s suit pockets.
Our second interim home was a desert house with a big backyard: two sand pits separated
and surrounded by red bricks. We could not walk without shoes. Burn marks on our feet.
The sand pits housed leftover bricks and cigarette butts that weren’t ours. Every time we
removed them they reappeared. We didn’t smoke, but it seemed that was the only thing
we could grow.
We invited our friends over to this house, Iraqis who went to university with my
parents and left Iraq when we did, old family friends and their children making our new
community that smelled a little bit like home. We tried to relive the ashura tradition
where Shia Muslims cook rice and qima for our murdered ancestors and give the food
away. We bought pots a metre in diameter. We arranged wood on the red bricks of our
backyard and set it on fire. We slow cooked onions, chunks of meat and dried black lime
over eight hours. Calm fire, calm stirring. Kilos of tomatoes, kilos of chickpeas and
cardamom melted into our qima and the smell of an old memory filled our street. We
hosted everyone we knew, two hundred Iraqis in and out of our desert house. They said
we brought back home. We washed the pots in the sandpits; a week later, there was a
chickpea sprout. Baba took photos of it from every angle. He said our ancestors were
talking to us, they were in our backyard.
*
Here in Adelaide, we plant our first tree. Our ancestors have a home here this time.
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The day after we get our visa approval for Australia, I clear my bank account on
gifts to fill our new Adelaide home. Red, silky ruffled blouse for Mama and a gardenia
perfume to remind her of our Iraqi garden. Maroon leather-patch cardigan for Baba and a
bag, a wallet and a belt made from halal leather. Two cut glass pitchers for all the guests
we’ll get back to hosting. Cake servers for the birthdays we’ll celebrate together, from now
on. A framed, laser-cut wooden structure of a palm tree. Ten grams of saffron.
My father puts four threads of saffron in a saucer. He adds ten drops of water.
Mixes. Lets it sit. He touches the solution and on a piece of paper he writes with the
saffron ink: I seek refuge in the Lord from the evil of his creation, from the evil of settled
darkness, from the evil of black magic, and from the evil of enviers. He makes four of this
hirz and puts one up next to each person’s pillow.
We crack an egg against the kitchen bench: a sacrifice, like Abraham in the Quran.
We speak to our gods together. We pray in a group for the first time in a while. My prayer
cloak was sewn by my aunt for my fifteenth birthday. She made it oversized so it would
stay with me for life, and so it has. When we pray we ask for protection, we ask for
forgiveness, we ask for support in our battle against our own demons. We ask our gods to
share this home with us. If we do everything right, evil won’t find us here.
*
A few weeks into our life here, I have a dream of all the good people we know, gathered
into our new living room: on the couches, on the arm rests, on the floor, in the corridor,
outside the window, in the sliding door to our backyard. Our old friends, martyrs of the
war, school friends we had said goodbye to, my cousins and my aunts, they fill every
corner and they start to pray together. They pray that God becomes our seeing eye so we
may find peace. They sing their prayer in a soft hum and our walls sway with their tones.
As we pray, angels come down and stand in the corners of our ceiling. White ghosts
praying with us, their shadows floating across the room, hovering with the lorikeets from
my mother’s backyard.
End
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Appendix 3: Exercises for main reading
PART ONE: Vocabulary
The following may be new vocabulary or difficult words to spell. Add any other new
words you can find in the text.
béchamel

A rich white sauce made with milk infused with herbs and
other flavourings.

dwarf

Denoting something, especially an animal or plant, that is
much smaller than the usual size for its type or species.

interim

In or for the intervening period; provisional.

smothered

Cover someone or something entirely.

venomous

Secreting venom; capable of injecting venom by means of a bite
or sting.

wallah

(slang) “I swear to God!”

Complete the following sentences:
1) I bought a _____________ conifer for the garden yesterday.
2) In the _______________ , I plan to do some casual work.
3) There was a thick layer of _________________ on his croque madame.
4) The snake was ________________ . _________________ !
5) Her dog was completely _________________ with mud after the walk.
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PART TWO: Reading Comprehension
1) Whose perspective is the story told from? Where has she come from? Why?
2) What is your interpretation of the poem at the beginning of the text? What is its
connection to the text?
3) What are the main themes of the text?
4) Why does the author begin the story with a description of baking cream puffs?
a) it creates a nostalgic sense of home
b) cream puffs are the author’s favourite food
c) cream puffs are an important object in the text
5) What is the importance of the lasagna?
a) Italian food symbolises immigration in Australia
b) it is something from the author’s homeland that she has been able to bring
to her new homeland
c) lasagna is the author’s favourite food
6) What does falling onto the mattress represent?
a) escaping the world through sleep
b) the innocence of youth, despite what is happening in the world
c) the safety one feels when surrounded by family
7) Why did mama put French fries in the lasagna?
a) she didn’t know to make pasta sheets
b) it was a creative alternative to pasta sheets
c) to provide her children with some affordable variety
8) In the desert home, what were two things that grew?
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____________________________ and ____________________________
9) Why is food so important to the author?
a) the author is a hungry person
b) the author alludes to being a chef, so food is familiar for her
c) people interact with food through their senses, triggering feelings of
familiarity
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Appendix 4: Supplementary texts

Text 1: Cookbook cover (Oliver 2014)

26

27

Text 2: Recipe for lasagne
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Appendix 5: Supplementary text questions
1) What type of text is this?
2) What are some of the themes in the text?
3) What is the purpose of the text?
4) Who is the intended audience?
5) Is it a credible source? Could you use it in an essay? Explain.
6) How does this text compare or contrast to ‘Praying with Lorikeets’ (e.g. in regards
to themes, content, style, structure, etc.)?
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