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Abstract

Studies that have been carried out on literacy development in lower primary school
classes in Malawi suggest that a lot of children complete the first four years of their
primary education without being able to read, not only a text of their grade level, but also
of lower grade level. In addition, these studies suggest that some of these children
complete the first four years of primary education without even being able to write their
own names. However, these studies do not mention any specific reasons why basic
literacy development remains a nightmare for the majority of children in lower primary
school classes. This study. therefore, seeks to investigate the effectiveness of approaches
that are used for initial hiteracy development in lower primary school classes in this

country.

Chapter one gives a brief background to the structure of education and the primary school
system in Malawi and defines the problem that is being investigated. Chapter two
discusses the theoretical framework and a review of literature on the concepts of literacy
and literacy teaching and learning. Chapter 3 gives an outline of the research design and
methodology that was used during the investigation. Chapter 4 provides details of how
the data was analysed and presents the findings. Chapter 5 concludes the study and

presents recommendations for considerations
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Teacher training for early literacy development: An examination of the
effectiveness of approaches used for training lower primary school
literacy teachers in Malawi

Chapter 1: Background

1.0 Introduction

Malawi is a country that is found in Southern Africa. It shares borders with Mozambique
to the south and south-east, Tanzania to the north and Zambia to the west. The country
has a population of about 10 million with a growth rate of 2.0 percent (National
Statistical Office. 2000). About 90 percent of this population live in rural areas largely as
subsistence farmers (National Statistical Office. 2000) whereas the remaining 10 percent
live in urban areas especially in the cities of Blantyre. Lilongwe. Mzuzu. the municipality

of Zomba and in district administrative centres, which are popularly known as Boma.

1.1 Literacy rates

The literacy rate in Malawi 1s one the lowest in Southern Africa. According to the 1998
census survey., Malawi had a combined male and female literacy rate of 58 percent
(National Statistical Office, 2000). However, the majority of these were males (72.8
percent) whereas only 43.4 percent of the females reported being literate in Chichewa or

English.

1.2 Structure of the education system in Malawi

The structure of Malawi’s education system consists of three layers or levels. namely,
primary education. secondary education, and tertiary education. Primary education forms
the foundation and backbone of this structure and has an eight-year circle. These eight
vears of primary education are divided into infant. (Standards 1 and 2). junior (Standards
3 and 4) and senior (Standards 5 to 8) classes (MoE, 1995: 2). Secondary education forms
the second layer of this structure and lasts 4 years. The secondary school cycle is also
divided into junior secondary school (Forms 1 and 2) and senior secondary school (Forms

3 and 4). On the other hand, tertiary education acts as the last layer of the structure of the



education system in Malawi. Generally tertiary education has a cycle of four years,
although in some cases the duration of this cycle may extend beyond the four-year period
depending on the course that one follows at tertiary level. For example. certain first
degree programmes such as those in Medicine last for more than four years. What we
therefore have in Malawi is largely an 8-4-4 system (Government of Malawi, 1993: 136)

of education.

Fach of these three layers culminates in an examination before the learners move on to
the next level of learning. For instance, at the end of the primary school cycle, learners
take the primary school leaving certificate examination (PLCE) which acts both as an
achievement and a selection examination. Similar examinations are taken at the end of
the first two years (Junior Certificate of Examination) and at the end of the last two years
(Malawi School Certificate Examinations) of the secondary school cycle and also at the
end of the tertiary level. Each of these examinations. especially at primary and secondary
school levels. creates some bottlenecks for learners™ upward mobility in the education
system as only a few gifted and to some extent lucky learners have a chance of moving
on to the next layer of the education system. The majority of the learners are, therefore.
condemned by these examinations to the harsh way of living in the community as peasant
farmers and unskilled labourers while they are still in the early periods of their life.
Because of this. the education system in Malawi is often described as examination
oriented (Government of Malawi, 1993: 136). Also., because of the examination
bottlenecks which prohibit the majority of learners from moving on to the next level of
the education system at the end of each cycle. the structure of the education system in

Malawi can be depicted in the form of a pyramid as shown in fig.1.1 below.



Fig 1.1: Structure of the education svstem in Malawi
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As this study is largely focusing on lower primary school classes, let us now have a brief

description of the structure and cycle of primary education in Malawi,

1.3 Primary education

There 1s no formal preparatory school (pre-school) system in Malawi. The preparatory
school education is provided informally (National Statistical Office and ORC Macro,
2003: 2) and the few pre-schools available are privately owned and are largely found in
urban and semi-urban areas. Owners of these pre-schools use these institutions as their
income generating entities. As a result. pre-school education 1s largely expensive. not
only for the ordinary rural masses, but also for parents in urban areas whose incomes are
low (Mchazime, 2001: 3). One consequence of this is that the majority of children in
urban areas like their counter parts in the rural areas begin their primary education
without any preparatory lessons from pre-schools. However. a preparatory phase. known
as “Introduction to school life and learning” (see Malawi Institute ot Education. 2006) has
been included in the reform of the national primary school curriculum that is currently
underway. It is hoped that this phase will prepare young learners for learning at school.

thereby bridging the gap that exists between home and school life.

As already alluded to. the primary education cycle in Malawi lasts eight vears. beginning
from standard 1 through to standard 8. Prior to 1994, primary education in Malawi was
largely not free. Parents had to pay fees for their wards to attend primary school
education. As if this was not enough, parents also had to buy uniform for their children at
school. However. since 1994 primary education has remained free (National Statistical
and ORC Macro. 2003: 3) in the sense that parents no longer pay school fees for their
wards to attend school. In addition, wearing of school uniform is no longer compulsory.
However, where school uniform is required, parents still have to purchase it for their

children.

The official entry age into primary school is six years (Office of the President and
Cabinet. 1987: 106: National Statistical Office and ORC Macro. 2003: 2). However. it is

not uncommon for the underage children (Office of the President and Cabinet, 1987: 106;



Chilora. 2004) and the overage children (Chilora. 2004. Namathaka 2000: National
Statistical Office and ORC Macro. 2003: 2) to be found among the new entrants into
primary school. In a baseline literacy study that was carried out in the pilot as well as
control schools for the breakthrough to literacy study, it was found that children as young
as 4 years and as old as twelve years were found in standard 1 (Chilora, 2004). Similar
revelations were made in other studies such as those that were carried out by Save the
Children Federation (USA) and the Improving Educational Quality Project (IEQ) in 1999
and 2000 to 2002 respectively.

1.3.1 Purpose of primary education

Primary education in Malawi is terminal for the majority of children. For this reason, one
of the "fundamental objectives of primary education is to instill literacy and numeracy
skills [...] to the majority of school leavers who are likely to enter the labour force’
(Government of Malawi and United Nations. 1993: 136) essentially as farmers,
carpenters. business men and women, community leaders and other service providers.
The importance of developing literacy skills among the primary school graduates has,
therefore. been articulated in several official documents in this country. For instance, the
Constitution of Malawi states that the aim of education should be to eradicate illiteracy in
Malawi (see section 13f). Also. the Policy investment framework (PIF), the Malawi
Poverty Reduction Strategy Paper (MPRSP). and the Vision 2020. do emphasise the need
to ncorporate the teaching of basic literacy and numeracy skills in the primary school
curriculum. Consequently, literacy development is a core element in the curriculum at
each level of the primary school cycle. Literacy is given this prominence in the primary
school curriculum because of the role it is claimed to play in the psychological and social
change of people in various cultural and institutional contexts (Olson and Torrance,
2001). As Olson and Torrance further point out, literacy plays an important role in
‘preserving information and later in accumulating it’ (p6) and passing it on to other
generations. In addition, ‘literacy is the key to uncovering the potential in every human

being” (CODE, 2003),



1.4 Primary school curriculum

Malaw1 is divided into three regions or provinces, namely. the Southern region, the
Central region. and the Northern region. However. for purposes ot administering and
managing education services in these regions effectively, the country is further divided
into six education divisions. These are the Northern education division, the central east
education division, the central west education division, the south east education, the south
west education division and the shire highlands education division. The primary
curriculum that is taught in all these education divisions is centrally planned. What this
means is that all the primary schools in the six education divisions teach the same
curriculum (see Malawi Institute of Education, 1991) using the same subject matrix. In
addition, all primary schools use similar instructional materials (i.e. pupils’ books and
teacher’s guides) when teaching this curriculum. What this implies, therefore. is that

schools throughout the country teach the same lessons every day.

The curriculum 1tselt is overloaded. For instance, in the infant section (standard 1 and 2)
children learn nine subjects, in the junior section (standards 3 and 4) they learn ten
subjects. whereas in the senior primary school section. children learn 13 subjects (see
Malawi Institute of Education. 1991). However. the overload that exists in the present
curriculum is being addressed in the primary school curriculum and assessment reform
(PCAR) that is currently underway. According to the PCAR framework (Ministry of
Education 2004: 24), pupils will now be taught a maximum of three learning areas in
standard 1 which is the first year of primary education. These learning areas are literacy
and languages (Chichewa and English), numeracy and mathematics. and expressive Arts.
In Standard 1 children will be taught a maximum of 4 learning areas. That is. they will
continue with the learning areas they started in year 1 and in addition they will be taught
life skills. In Standard 2 children will also learn social and environmental sciences
besides learning literacy and languages, numeracy and mathematics, expressive arts and
life skills. In Standards 3 and 4 children will also be taught agriculture, science and
technology in addition to the other five learning areas they were taught from standard 1

up to Standard 2. From Standard 5 up to Standard 7 the learning areas will roll out into



eight subjects. namely. Chichewa, English, mathematics, agriculture, science and

technology. life skills, social and environmental science, and expressive arts.

In this context. it should be noted that both Chichewa, which is the national language, and
English are the mandatory subjects in all the primary school grades. This means that
children throughout the country begin to learn Chichewa and English as subjects on the

tirst day they begin school.

1.5 Teacher training

Training of teachers for primary school teaching is currently being carried out at six
teacher traming colleges. These are Karonga teachers’ college in the northern region.
Kasungu, Lilongwe. and St Joseph’s teachers’ colleges in the central region and Blantyre
and Montfort teachers’ colleges in the southern region. In all these colleges, students are

trained to teach all the 13 subjects that are included in the primary school curriculum.

1.5.1 Teacher training programme

The basic qualification for entry into the teacher training programme is a senior
secondary school certificate of education (i.e. four years of secondary school education).
Over the past two decades, the duration for training primary school teachers has varied
quite significantly from time to time. For instance. some teachers who are still in the
service went through a two-vear teacher training programme. whereas others went
through a one-year training programme (see Malawi Institute of Education, 1990). The
focus of training in these programmes was also different. The two-year programme gave
teachers both the academic content and the methodology to use when teaching in the
primary school. On the other hand, the one-year programme focused largely on the

methodology that teachers require when teaching. Both programmes were residential.

Besides these residential programmes, there have also been other programmes which
were part residential and part distance. One of these programmes was the Malawi primary
school teachers” programme (MASTEP). This was a three-year teacher training

rogramme in which students attended residential courses during vacations only for a
o



period ranging from two to six weeks. During the term (that is the three months students
were teaching in their schools), these students were given materials to read on their own
as theyv taught in their schools. This programme was run concurrently with the other
programmes. that is the two years as well as the one year programmes. In the MASTEP
programme the focus of training was on both the content and the methodology that
students require when teaching in primary schools. Also, in this programme students

were trained to teach all subjects in the primary school curriculum.

Another part residential and part distance mode of teacher training that was introduced
and which is still in existence was the Malawi integrated in-service teacher education
programme (MIITEP). This programme was instituted in 1996 in order to train thousands
of untrained teachers who were recruited following the introduction of free primary
education (FPE) in 1994, This programme replaced other teacher training programmes
(r.c. the two-vear. the one-year and MASTEP). In this programme. students who are
already serving as untrained teachers attend an initial two-week orientation course at a
teacher training college before being given a class to teach. Then they come back to
college for a residential training which lasts three months. Thereafter, they go back to
teach at their schools for five terms before they come back to college to take their final
examinations. In this programme the focus is on the methodology that teachers require

when teaching in their classes.

1.5.2 Languages for training primary teachers

While at college student teachers study all the subjects that children learn at primary
school. These subjects include agriculture, Chichewa. creative arts. English, home
economics (including needle craft and house craft), mathematics, music, physical
education, religious and moral education, science and health education, and social
studies. In addition, all students take foundation studies as another subject. All the
training handbooks for tutors and students are in English except those of Chichewa.
Similarly. the actual training of teachers is done through English in all the subjects except

Chichewa. All student teachers are trained to teach Chichewa through Chichewa.



1.5.3 Certification of primary school teachers

At the end of each teacher training course students take examinations which are
administered by the Malawi National Examination Board (MANEB). These examinations
are both theoretical and practical. The theory examinations are taken in English,
Chichewa. mathematics. social studies, foundation studies and science and health
cducation. The practical examinations involve assessing students as they do their practice
teaching in primary schools. Students have to pass both the theory and practical
examinations for them to be given a teaching certificate. Two types of certificates are
given at the end of the course in each training programme. These are the T2 teachers’
certificates for students with a Malawi school certificate of education (MSCE). that is
four vears of secondary education. or a T3 teachers” certificate tfor students with a junior

certificate of education (JCE), that is, two years of secondary school education.

The current primary school system thus, has teachers who went through various modes
training. These teachers were equipped with different skills during their training at
college. Some were cquipped both with the content to teach and the methodology for
teaching the content. whereas others were given the methodology only. At the same time.
there are still a lot of teachers who are untrained in the education system (Chilora and
Harris. 2001). These are. therefore, some of teachers who are now charged with the

responsibility of teaching lower primary school learners literacy skills.

1.6 Language distribution in Malawi

Malawi is a plurilingual and therefore a multicultural country. There are over 15 local
languages that are spoken in Malawi (Mchazime, 1996; Kathewera, 1999). These
languages are spoken in different parts of the country. Some are spoken by a relatively
small number of people. whereas others are spoken by a fairly large number of people in
this country. Statistics from the 1998 census. for instance. give the following as

percentages of speakers of some major languages in this country:




Chichewa 57 percent

Chinvama 13 percent'
Ciyao 10 percent
Citumbuka 9 percent

(Source: Commissioner for Census, 1998)

However. in the case of primary school learners’ home language speakers. the 1999
cducation basic statistics give the following as the percentages of learners who speak

some major languages in Malawi at home:

Chichewa 57.8 percent
Citumbuka 18.7 percent
Ciyao 9. 6 percent
Chilomwe 3.6 percent
Chitonga 3.0 percent
Chisena 2.6 percent
Other 4.6 percent

(Minsstry of Education Science and Technology. 1999)

Besides these local languages, English is also spoken in Malawi. However. unlike the
local languages that are widely used as regional lingua franca. English is widely used for
communication by the minority educated elite in urban areas. The use of English as a
language of wider communication among the educated elite is attributed to the colonial
historical background of this country. Before Malawi got her independence in 1964, it
was a colony of Britain. Therefore when it became an independent state it retained
English as the language of wider communication in government, judiciary, and

commerce.

' Chichewa and Chinyanja are just dialects of the same language

10



1.7 The current language in education policy

Before we discuss Malawi’s current language in education policy, it is right and proper
that we all understand what we mean when we use the term language policy. Bussman
cited in Dzama (2000) defines language policy as a measure that is aimed at introducing.
implementing and defining the use of language in a country or province. Therefore when
we talk about language in education policy, we are as a matter of fact talking about
deliberate decisions by government or a political party on how some languages should be
used in different spheres of people’s day to day lives as opposed to the use of other

languages.

In Malawi the language policy that is being tollowed is that English is the official
language whereas Chichewa is the national language (Kamwendo. 2000). As an official
language. English is taught as a subject from standard 1 through to University and it takes
over from Chichewa as a medium of instruction from standard 5. On the other hand, as a
national language. Chichewa is also taught as a subject from standard 1 to tertiary level
and 1t 1s also used as a medium of instruction from standard 1 through to 4 in all public
primary schools including those that are in areas where children speak local languages at

home other than Chichewa.

1.7.1 Background to the current language in education policy in Malawi

The current language in education policy can be traced back to 1964. At an annual
political convention. the Malawi Congress Party (MCP) which was then the only political
party in the country, resolved to elevate Chichewa to the status of the national language
and English was declared the official language of Malawi (see Malawi Congress Party
resolution No.4: undated: Banda, 1982: 96). At this convention. it was further resolved
that the use of other local languages in Malawi should be continued. but only in private
every day to day lives in areas where such languages are widely spoken. It was further
resolved that Chichewa and English should, with immediate effect, be used as media of

instruction from standard 1 to 4 and 5 to tertiary level respectively.

11



The use of Chichewa as a medium of instruction during the first four years of primary
education was strengthened in 1989 when government approved that all pupils’ books for
standards 1 to 4 except those of English should be in Chichewa (Mchazime. 1996). The
accompanying teachers’ books were written in English. This was done. as Chilora (2000)
points out, in order to give those teachers whose knowledge of Chichewa was not good
enough, information for teaching in a language (i.e. English) which they easily
understand. What is not known is whether non-Chichewa home language speaking
teachers correctly translate information that is presented in English in the teacher’s book

into the Chichewa medium.

However. prior to this policy, that is, before Malawi attained independence in 1964,
vernacular languages were widely used as media of instruction in lower primary school in
various parts of this country (Education Department. 1931: 2: Banda. 1982: 68). For
example. Citumbuka was largely used as a medium of instruction in the Northern region
whereas Chinyanja (now Chichewa) was used as a medium of instruction in the Central
region and parts of the Southern region. This was the time when education was largely in
the hands of missionaries whose main goal was essentially to teach the indigenous people

of Malaw1 to read the bible and transmit the word of God in their own languages.

1.8 Statement of the problem

The various studies that have been carried out on literacy development in lower primary
school in Malawi (Namathaka. et al, 2000; Chilora and Harris, 2001; Chilora and
Mchazime. 2003). suggest that over 50 percent of children complete the first four years of
their primary education without being able to read. not only a text of their grade level, but
also of lower grade level. In addition, these studies suggest that some of these children
complete the first four years of primary education without even being able to write their
own names. The results of other research findings (see SACMEQ, 2001) further suggest
that a lot more children go as far as Standard 6 before they have acquired basic literacy

skills.

12



On the other hand. some studies done on repetition and dropout rates in primary school
suggest that the majority of children drop out of school between grades 1 and 4
(Kadzamira and Chibwana, 1998, cited in Mchazime, 2001). These findings on pupils’
repetition and dropout rates are confirmed by Basic Education Statistics (MOEST, 2000:
p.6-7 & p.25) which also reveal massive repetition and dropout rates between grades 1
and 4. What these findings on repetition rates. dropout rates and literacy achievements,
therefore seem to suggest is that a lot of children may be repeating classes and eventually
dropping out of school before they have acquired the basic literacy skills that they need
for them to function and make some meaningful socio-economic contributions in their

communities.

It is in light of this problem that I would like to examine how teachers are trained in their
initial teacher training programmes in Malawi for literacy skills development in lower

primary schools.

1.9 Hypothesis

My hypothesis in this study is that the low level of literacy skills development attained in
lower primary school in Malawi is to a significant extent a result of inappropriate
approaches to literacy teaching and learning that are used during the first three to four

years of primary education.

1.10  Rationale of the study

Educators agree generally on the notion that the first four years of schooling are crucial in
a person’s life. This is because this is the period that children acquire basic literacy skills
(Mchazime. 2001) that serve as the four corner stones for their further education and
meaningful participation in the development of their societies. Literacy. which is
basically understood as a process of making meaning with the printed symbols (Stubbs.
1980: Williams. 1993: Cooper. 2000, Tompkins; 2003) is important in our society for
many reasons. Besides the fact that it is taken by many educators as one of the indicators
of the levels of competence that is required for academic success at school, (Williams,

1998; Mchazime. 2001: Boothby, 2002 cited in UNESCO. 2003) literacy also influences

13



our lives in many other ways. As Chilora and Mchazime (2003) argue, the ability to read
and write becomes our teacher. companion, entertainer, and 1 add. comforter. and inspirer
during our day to day encounters in our societies. Literacy is a key to socio-economic
development of communities (Dombey, 2004) and a useful tool for empowering people
(Freire, 1985, cited in Mchazime, 2001). In short, literacy is an important catalyst both

for individual and societal development.

On the global scene. literacy also plays some very vital roles. Monwa (1999) summarizes

some of the roles that literacy plays in our global village. He says:

Literacy is [...] an enormous power. It cuts across time and space,
enabling us to share the minds and experiences of people long gone
and people in distant places. It liberates our minds and our wills by
granting us access to the collective wisdom of mankind. and allowing
us to make choices of what we want to know. Reading expands our
mental horizons, shapes our world views, questions prejudice and
promotes tolerance, while at the same time it offers the rewards of

enjovment and retlection (Monwa cited in Mchazime. 1999).

On the other hand. illiteracy, that is the inability to read and write. is viewed by many
educators as a recipe for individual and societal poverty. ill-health, instability, large

family sizes. and underdevelopment that is prevalent in many parts of our global village.

The government of Malawi has joined other nations world-wide in bringing into reality
the UN Charter on the child (see UNESCO, 2004) which guarantees the right of the child
to basic education of quality (MOEST, 2000). Besides providing free primary education
and improving access to it through construction of classroom blocks, the government of
Malawi has prioritized the development of literacy skills as one of its policy objectives
for the basic education sector (Muluzi. 1994: 15: MOEST. 2000). One of the steps that
government has taken towards this step i1s to make primary education free for all. By

freeing primary education, government has, in a way increased access to school for
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thousands of Malawian children who were unable to attend school and learn literacy
skills because of school fees. However, to realize this policy objective successfully, there
is still a need for both government and educators to have some insights on the
effectiveness of approaches that are currently being used for developing initial literacy
skills at classroom level in lower primary schools. Williams (1993) shares our view on
the importance of using appropriate approaches in the development of initial literacy
skills. In one of his recommendations for improving low levels of literacy skills in
English in Malawi, Williams argues that

A more appropriate methodology seems crucial for Malawi’s

classrooms. in my view more important than the new books or

smaller classes for these can be undermined if a teacher insists

on unsuitable methods (Williams, 1993: 3).

[t is against this background that this study is being carried out. The study focuses on the
approaches that are used for training early childhood literacy teachers in their initial
teacher training programmes in Malawi. It is hoped that the results of this study will be
beneficial to government, teacher trainers and primary school classroom practitioners in

their etforts of getting the children to learn to read and write.

1.11  Research questions

This study explores the following question in detail:

How do early childhood literacy teachers translate theoretical and practical elements of
their training in respect of teaching reading and writing from the initial teacher training
programme at St Joseph” teachers” College to their practice in schools country wide?

In particular the study will examine the following specific questions:

What approaches for early childhood literacy development are introduced in

initial teacher training programmes?
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How do teachers use these approaches in their grade 1 and 2 literacy classes?

Why do both Chichewa speaking children and those children who speak other
Malawian languages fail to read and write in Chichewa even after completing

three or four years of primary education?

1.12. Limitations and assumptions of the study

There are six colleges that prepare teachers for primary school training in this country. A
study of this nature should ideally have investigated how graduates of all the six colleges
are translating the theoretical and practical elements of their training with regard to
teaching reading and writing in lower primary school classes from their initial teacher
training programmes. However, this study will only focus on the training that goes on at
one of these colleges. St Joseph Teachers’ training college. and a few of its graduates. My
assumption in the study is that this college and the tew teachers that T will select will be
representative of the other colleges and the many other teachers who have graduated from

St Joseph's College and the other five Colleges.
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Chapter 2 Review of Related Literature

2.0 Conceptual framework

As already alluded to in the preceding paragraphs. this study examines the approaches
that are used for training early literacy teachers in Malawi during their initial teacher
training programmes. However. in order for us to get some insights into early childhood
literacy approaches, there are certain abstractions that we need to clearly understand right

from the outset. These are the concepts of ‘approaches’, ‘literacy’, and ‘early childhood’.

2.1 Understanding the concept of approach
A useful framework for understanding the concept of ‘approaches’ is, perhaps the one
that is provided by Anthony, cited in Richards and Rodgers (1986). In trying to define
this concept. with regard to language teaching and learning, Anthony uses a three-tier
model that differentiates an ‘approach’ from a ‘method’ and from a “technique’. With
regard to approach. he says:

[...] An approach is a set of correlatives dealing with the

nature of language teaching and learning. [...]. It describes

the nature of the subject matter to be learned (Anthony.

1963. cited in Richards and Rodgers, 1986: 15).

In the case of a method. he defines it as
[...] an overall plan for orderly presentation of language
material, no part of which contradicts and all of which is
based on the selected approach (Anthony, 1963, cited in
Richards and Rodgers, 1986: 15).

On the other hand. Anthony says that
[...] A technique is implementational - that which
actually takes place in a classroom. It is a particular
trick, stratagem, or contrivance used to accomplish an

immediate objective. Techniques must be consistent
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with a method and therefore in harmony with an approach

as well (Anthony. 1963, cited in Richards and Rodgers. 1986: 15).

What we therefore see in this model is that Anthony conceives of an approach as being
broadest, most inclusive concept. According to him, an approach determines the methods
and techniques that are eventually used to specifically achieve certain predetermined
aims and objectives at classroom level. Although Anthony’s three-tier model of
conceptualizing an -approach™ was criticized. (Richards and Rodgers. 1986: 16). it does
provide us with a useful framework for understanding the concept of "approach’ in early
childhood literacy teaching and learning. This framework consists of the assumptions and
beliefs that teacher trainers and teachers have about the nature of literacy and literacy

teaching and learning. We will examine this framework a little later in this chapter.

Using Anthony’s model as a benchmark, other applied linguists, (Richards and Rodgers,
1986; Bell, 1981) have elaborated the meaning of the concept of approach in language
learning further. Richards and Rodgers (1986), for example, define ‘approach’ in
language learning as a concept that refers to theories about the nature of languages and
language learning. Bell (1981) further argues that the kev questions that are answered
when trving to understand this concept are: *What 1s language? How do people learn
languages?” (p75). A variety of views have been put forward as answers to these
questions. As an answer to Bell’s first question, for example. some scholars have
attributed the nature of language either to structural, functional. or interactional views
(Richards and Rodgers. 1986: 16-17). These views have eventually informed the
approaches and methods that are now being advocated and used in language teaching. In
other words, Bell's second question has been answered by the view that scholars have
about the nature of language. For instance, the proponents of the structural view of
language. contend that language is a system of structurally related elements for the
coding of meaning (Richards and Rodgers, 1986: 17). The approach for learning a

language that these scholars advocate is essentially that of
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[...] mastery of elements of this system, which are generally defined
in terms of phonological units (e.g., phonemes), grammatical units (e.g..
clauses, phrases, sentences), grammatical operations (e.g., adding,
shifting. joining. or transforming elements) and lexical words (e.g..
function words and structure words (Richards and Rodgers. 1986: 17).
Advocates of the audio-lingual approach subscribe to this approach of language teaching

and learning.

On the other hand advocates of the functional view of language contend that language
should be seen as a vehicle for conveying messages and functional meaning in various
social contexts. One dimension that advocates of this view bring to the debate about
language teaching and learning is that of viewing language as a vehicle for achieving its
semantic and communicative characteristics rather than merely its grammatical
characteristics. This view has led to the communicative approach in language teaching
and learning (see Littlewood. 1981; Munby, 1978) which categorizes content of language
teaching in terms of meaning and tunction rather than in terms of elements of structure
and grammar as is done by the advocates of the structural view of language (Richards and

Rodgers, 1986).

Proponents of the interactive view of language. however. contend that language 1s ‘a
vehicle tor the realization of interpersonal relations and for the pertormance of social
transactions between individuals™ (Richards and Rodgers, 1986). Richards and Rodgers
(1986: 17) further argue that advocates of this view look at language as means for
creating and maintaining social relations between individuals. Therefore, the approach
that these scholars essentially recommend for language teaching is that of specifying and
organizing the content for language teaching and learning by patterns of exchange and

interaction (Richards and Rodgers, 1986).
Views about the nature of language such as these have, consequently, influenced the

approaches. methods and techniques that different applied linguists have propagated as

being suitable for language learning. This has given rise to different schools of thought
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on language teaching and learning, each with its own assumptions and beliefs about the

nature of language and language learning.

2.2 Understanding the concept of literacy

Like in language teaching and learning, in the field of literacy, there have also been
groups of applied linguists and other scholars who have risen at different periods (Baker.
2000: Hannon. 2000: Cooper. 2000; Tompkins. 2003) and dominated and influenced the
phenomenon of literacy teaching and learning over the past years. The assumptions and
beliefs about literacy and literacy teaching and learning that these scholars have put
forward have had a substantial impact on the manner in which people now view the
concept of literacy and the approaches that should be adopted in the early years of

developing literacy skills at primary school.

Among these schools of thought are those that view literacy as a discrete body of
knowledge. These contend that children need to master parts of the language such as
letters. syllables. and words before they master the whole language. One of the prominent
contemporary advocates ot this approach is Dianne McGuinness (1998). McGuinness
argues that

Reading is a skilled behaviour and like, all skills, it has to be

taught from the bottom-up, from simple parts to the complex

whole. No one would dream of asking a novice diver to

attempt a difficult dive like a jackknife. No one would like

to teach a beginning piano student to use all the ten fingers

at the first lesson. All skilled learning builds piece by piece

until the skills are integrated (McGuinness, 1998, cited in

Hannon, 2000: 63).

McGuinness's concept of the nature of literacy is that all skilled learning, like literacy
learning. is composed of discrete parts that have to be learned and mastered separately

before an attempt is made to use them as a complete package. The assumption that the



proponents of the skills-based approach have with regard to literacy teaching and
learning, according to Vacca et al (2003: 23) is that

[...] the process of transplanting print to meaning begins with print. The

process is initiated by decoding graphic symbols into sounds. The reader

first identifies teatures of letters. links these features together to recognize

letters: combines letters to recognize spelling patterns; links spelling

patterns together to recognize words and then proceeds to sentences,

paragraphs and text level processing.

This view of literacy learning and teaching is derived from the behaviourist theory of
learning which for a long time influenced the manner in which teachers taught learners
how to read and write in the past (Tompkins, 2003: 4; Garton and Pratt, 1998: 17). One
belief that the behaviourists had was that all behaviour is learned. They also believed that
language is learned behaviour (Garton and Pratt, 1998) and that the approaches for
learning a given form of behaviour could also be used for learning a language. One of the
major advocates of this learning theory was Skinner (cited in Tompkins. 2003 and Garton
and Pratt. 1998). According to Garton and Pratt (1998:17), Skinner believed that

[...] behaviour, once reinforced, would continue, particularly after

further reinforcement. Desirable behaviour could be extinguished

through the removal of reinforcement. Such changes in behaviour

constituted learning.

Olson and Torrance (2001: 8) further point out that the behaviourist theory of learning to
read saw a text as a map to be decoded. ‘Learning to read and write was a matter of
teaching a code. letters and sounds by means of which one could consider first syllables,
then words and finally utterances [...]. Only then could one be concerned with
meanings”. The essence of this theory is that learners should “learn to read and write a
series of discrete sequenced skills® (Skinner, 1968, cited in Tompkins, 2003) that is
learning phonemic awareness, and phoneme- grapheme correspondences first before

anything else (Hannon. 2000). The major influence that this theory had on teaching was
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that teachers resorted to drilling their learners on the discrete skills (Tompkins. 2003: 4)

of reading and writing.

However, a potential weakness of viewing learning skills like this, with regard to literacy
teaching and learning, is that it is retrogressive. This is because learners come to school
after they have already mastered the whole language in its oral form. When they speak
they do not do so in parts. that is, in letters or syllables. Instead they speak the whole
language using appropriate social and cultural contexts. Even when they learn the oral
form of the language they speak at home, their mothers do not teach them in bits and
pieces, that is, sounds first then syllables, words and sentences. Children are taught the
whole language, that is, whole words and sentences using social and cultural contexts that
are appropriate for using that particular language. This, the mothers do even when the
child does not understand what they are saying. Listening and speaking. like reading and
writing are also skills. Contenders of the skills-based approach to literacy teaching and
learning do not explain why mothers should teach their children to speak the whole
language and not begin from phonemes of a language first before moving to the complex
language. Therefore, it is retrogressive and confusing for children who have already
mastered the basic skills of listening and speaking the whole language by the time they
start school. for them to begin learning the writing and reading skills of the same
language in bits and pieces that do not carry any meaning and that are often outside the

social and cultural contexts in which the language is used.

2.3 Literacy learning theories

It is perhaps within this context that some educators have advanced other learning
theories that contest the behaviourist theory of language and literacy learning. These
theories include the constructivist, interactive, sociolinguistic and reader-response
learning theories (Tompkins, 2003: 4). According to the constructivist theorists, learning
is a “modification of students’ cognitive structures or schemata as they interact with and
adapt to their environment™ (Piaget. 1969 cited in Tompkins. 2003). What this paradigm
shift in the theories of learning implies is that when children come to a new environment,

such as a classroom, they bring with them some prior knowledge which they have



accumulated from their previous interaction with other environments. They are not
completely blank. Therefore, as they are interacting with the present environment,
children relate the new information they receive to their previous knowledge (Tompkins,
2003) in order to understand and use it properly. As children do this, they organize the

new knowledge they acquire and build it on to their previous one in the form of a scheme.

In literacy learning what this implies is that when children come to school (i.e. their new
environment) they bring with them a language that they have learned and which they
speak at home. They are not coming to school without any knowledge at all of a
language. Therefore. as they interact with the school environment children will relate
their new language experiences in the school environment with the form of language
experiences they acquired before coming to school and in which they are already

proficient.

The constructivist learning theorists also contend that children are active and motivated
thinkers and learners (Piaget cited in Tompkins. 2003). They are neither passive, nor
empty vessels. This view on learning is, however, in sharp contrast with the belief that
advocates of the behaviourist theory often have on language and literacy teaching in
which teachers are taken as fountains of knowledge, part of which is poured into the
minds of the learner. In constructivist theory, contrary to this way of thinking, teachers
are expected to engage their learners with experiences so that. according to Tompkins
(2003) “they modify their schemata and construct their own knowledge™ (p4). What this
implies is that teachers should no longer take themselves as fountains, or as Tompkins
puts it, “dispensers’ of knowledge. Instead they need to take themselves as facilitators of
learning whose main responsibility is to help learners to draw from their experiences in

order to construct new knowledge.

Another learning theory that has also been advocated by other scholars is the interactive
model (Tompkins, 2003: 18). A key question that advocates of this learning theory raise
1s on what readers do when they read. These scholars argue that when people read, their

focus is on making meaning of the symbols that are used to represent the spoken form of



the language (Williams, 1998: 2; Cooper, 2000; Johns and Lenski, 2001). These
educators point out that. readers do this using a ‘combination of text-based information
[...] and reader-based information” (Tompkins. 2003: 4). According to Tompkins text-
based information is the information that the reader gets from the text that he or she is
reading. This is the writer’s information. On the other hand, reader-based information is
the prior knowledge (Williams, 1984; Tompkins 2003), that is. information that comes

from the reader’s background knowledge or schemata already alluded to earlier.

Like the constructivist learning theory, the interactive model of learning literacy also has
implications for the approach that has to be used for literacy teaching and learning.
Proponents of this learning theory advocate the use of the whole language approach in the
teaching of literacy in the early years of primary schooling. They argue that children are
seekers (Holt. 1983: 155) and makers of meaning (Wells. 1987) and knowledge (Farrant.
1964) in the early stages of their development. Therefore. they advocate an approach to
literacy teaching and learning in which children use or look at the printed symbols for a
meaningful purpose (Stubbs, 1980). Other scholars, such as Raban (1997: 24) further
argue that

Literacy is a multifaceted skill [...|. Children learn to read and

write at all levels at once. They do not learn one thing first and

then another in any additive sense.

A third learning theory that educators advocate is the sociolinguistic learning theory.
Advocates of this learning theory bring a cultural dimension to the process of learning to
read and write (Bernhardt. 1991: Burton, 1994 Street. 2000: Olson and Torrance, 2001;
Bloch. 2002; Tompkins. 2003: 6; Vacca et al 2003: 466). According to Tompkins (2003:
6), these scholars ‘view reading and writing as social activities that reflect the culture in
which students live’. Bloome and Green cited in Bernhardt (1991: 9) argue that as a
social activity. ‘reading is used to establish, structure, and maintain social relationships
between and among people”. The two scholars further argue that literacy in general is
‘part of the processes of cultural transformation, enculturation and socialization’.

Street (2000: 23) further argues that
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[...] approaching literacy as a social practice provides a way of
making sense of variations in the uses and meanings of literacy
in such contexts rather than reliance on the barren notions of
literacy skills. rates. and. levels that dominate contemporary

discourse about literacy.

This paradigm shift in the theory of literacy and language learning helps learners to
understand that literacy is part and parcel of ‘people’s daily social and cultural practices’
(Bloch, 2002). Hannon (2000: 8) further argues that as a social practice, literacy ‘varies
according to the purposes of people in different social contexts [...]". These purposes
may include the need to record and preserve experiences, accumulate information (Olson
and Torrance 2001: 5), inform and make requests or complaints not only to their peers,
but to others as well. These theorists see the development of a child as a result of the
interplay of the cultural/social processes that he or she undergoes and his or her

psyvchological processes (Hannon, 2000).

A further dimension of the concept of literacy as a part and parcel of people’s daily social
practice is the notion of the emergent literacy approach (Bloch, 1997: 5; Cooper, 2000:
9). Both Bloch (1997: 5) and Cooper (2000) view emergent literacy as a process. For
instance. according to Cooper (2000: 9), emergent literacy is

the 1dea that children grow into reading and writing with no real

beginning or ending point, that reading and writing develop

concurrently, interrelatedly, and according to no one ‘right’

sequence or order. [...]. Instead learners are always emerging.

Moreover. this process begins long before children enter school

through activities and experiences in their evervday lives and

through interactions with peers and adults
Cooper (2000: 9) furthers says that literacy learning ‘involves all elements of the

communication process.” These include all the language skills of listening speaking

reading and writing as well as viewing and thinking. Therefore. he argues that children
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develop their ability to construct meaning by having meaningful literacy experiences with

others.

Proponents of the emergent literacy approach maintain that children are not completely
blank by the time they come to school for the first time. These children are already
emerging speakers, readers and writers. At this stage children do not necessarily use the
conventional form of adult written script. Instead. they develop their own symbols and
shapes which represent certain ideas and messages they would like to share with others.
Bloch (1997) shares this view. In describing the term emergent literacy, Bloch (1997 5)
says

This centres around how, in literate societies, oral language develops

to include written language, and how many young children engage

spontaneously with written language before school-going age.

Using. as examples, the early writings of her own daughter. Bloch (1997: 22)
demonstrates how children can invent symbols and shapes to represent ideas and

messages they would like to share with colleagues.

The implication of this on literacy teaching and learning is that early literacy teachers
need to recognise the skills (even though they may not be the conventional ones) which
children bring to the classroom from home and build on them. The teacher’s task in the
early literacy classroom should be to support emerging young writers and readers so that
“they begin to actively construct or build the written language system for themselves’
(Bloch. 1997: 5).
Advocates of the sociolinguistic learning theory further contend that social interactions
enhance learning, (Tompkins, 2003) not only when children are in the classroom with
their teacher. but also when they are outside with their parents and siblings (Hannon.
2000: Olson and Torrance. 2001). This. they argue is done through scaffolding and zone
approximations (Dixon-Kraus, 1996 cited in Tompkins, 2003). According to Tompkins

(2003: 6), scaffolding ‘is a support mechanism that teachers and parents use to assist
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students” to learn. This is done when teachers help their learners to read a book or write a
story which they were unable to do on their own before. In the case of parent scatfolding
their children, Hannon (2000: 54) says that

In the early vears parents can provide vital learning opportunities by

resourcing vital children’s drawings. or scribbling activities: by

encouraging their socio-dramatic play, by exposing them to and helping

them interpret environmental print; by teaching them nursery rhymes

which aid speech segmentation and phonological awareness; by

sharing story books and other writing materials and by enabling

children to participate in visits, trips or holidavs which provide literacy

demands and opportunities.

Olson and Torrance (2001: 10) share the view that parents play an important role in the
process of literacy acquisition by their children. They too say that

An important factor of a child’s acquisition of literacy is the literate

practices of the parents, a factor which has led to many attempts

to persuade parents to read to their children, perhaps as bed time stories.

The school, though important is not sufficient to guarantee literate

competence: a literate environment is an important contributing factor.

Part of the significance of adult literacy is the important role that

adult literates can play in the literate development ot their children:

and indeed that provides the motivation for many adults to learn to

read to their children .

Another dimension to the practice of scaffolding is the one that Vygotsky cited in
Tompkins (2003) puts forward. According to Tompkins. Vygotsky's argument is that
children learn very little when they perform tasks that they do independently. He
therefore recommends the zone approximation, the range of tasks between students’
actual developmental level and their potential development. Vygotsky further contends
that challenging tasks that children do with the assistance of teachers are more conducive

to learning. He further recommends that as learners master the tasks teachers need to

27



gradually withdraw their support so that they can eventually perform the tasks on their

OWI.

What the sociolinguistic learning theory brings to the debate on the approaches for
literacy teaching and learning is an understanding of the fact that learners like all adults,
use language for social purposes, that is, to communicate and share experiences with their
colleagues. This understanding also helps teachers to plan their lessons so as to include a

social function of the language.

An additional literacy learning theory that scholars advocate is the reader response
theory. According to Tompkins (2003: 6), advocates of this learning theory contend that
learners construct meaning on their own as they read. What these theorists mean by this
contention is that children are active learners. They do not just try to look for the author’s
meaning in the text that they read. Instead, they negotiate or create a meaning that makes

sense based on their own background knowledge

The views of the reader response theorists are also shared by Hannon (2000). and Olson
and Torrance (2001). Hannon (2000: 50) for instance. argues that when the literacy
learner is reading. he or she "is regarded as trying to make sense of his or her encounters
with the written language rather than just being the passive recipient of external
influence’ . On the other hand Olson and Torrance (2001: 8) further argue that during the
process of reading, the literacy learner ‘brings his or her own meanings, understanding,
perceptions. and knowledge to the encounters’. The learner therefore uses this to
construct meaning of the new text that he or she reads. What we therefore see is that the
reader response theory does extend the arguments that the constructivist theorists
advocate about learners relating the new information they get to prior knowledge as they

construct on their own the meaning of the text that they read.
An additional dimension that the reader response theorists bring to the debate on

approaches for literacy teaching and learning is that readers do not read all texts in the

same way and for the same purpose. For example, when learners read a text for
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information, they read it intensively because they want to remember the information. This
is, however, a far cry from when the same learner reads a text for enjoyment or pleasure.
Rosenblat (1991) cited in Tompkins (2003) says that when learners read a text for
pleasure. for example. when they read a novel, they assume an aesthetic stance. That is
the learner is concerned with such things as beauty. style. pleasure. and things like setting
and plot ot the story in the novel. What this also implies is that learners are encouraged to
take an active part in the story when they are reading for pleasure. For instance, they may
associate themselves with one of the characters in the story or they may re-live the story.
Tompkins (2003: 6) says that

This conflicts with more traditional approaches in which the teacher asks

students to recall specific information from the story, thus forcing students

to read efterently, to take away information. Reader-response theory

suggests that when students read efferently rather than aesthetically, they

do not learn to love reading and may not become lifelong readers.

2.4 Learning theories and the approaches to literacy teaching and learning
These four learning theories: constructivist, interactive. sociolinguistic and reader
response theories have influenced a departure from the behaviourist perception which
some scholars had on the nature of language and literacy and the approaches that should
be used for teaching literacy skills to the learners. Scholars now contend that the
approaches to literacy learning need to be related to the way children learn. Holt (1983:
155). for instance. argues that children do not learn as behaviourist theorists believed, in
what seems to be a logical sequence to us, which is learning easy things first and difficult
things later. Instead, children may first want to learn things that are interesting and also
difficult before moving on to learning easy things that do not mean anything to them.
This view is also shared and supported by Raban (1997: 24). In his contribution to the
debate on approaches which teachers should use when teaching children initial literacy
skills. Raban argues that

To imply that literacy learning moves from parts to whole at the level of

letters. or words or word parts is misleading. Children do not learn what

they do not understand and they do not learn the conventions of print
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without having them pointed out.

Raban backs up his arguments with findings from a study on English which Edmund
Huey (1908) cited in Edwards and Corson (1997) carried out. According to this scholar,
Huey found out in his study that a mechanistic building block theory of reading in
alphabetic system of writing such as the one in English was not only inadequate, but it
was also inaccurate. This is because his research findings showed that children were able
to identify words as rapidly as they can identify letters. The findings further suggested
that word identification does not necessarily proceed from letter identification, as is the
practice in the early years of literacy learning in primary schools in Malawi and many
other countries. Children could identify whole words first and go down to letter
identification within those words. especially when they are learning to sound out the

symbols that make up a word (i.e. spelling).

Huey’s results seem to agree with the results of a pilot study on the breakthrough to
literacy in Malawi in which the present writer was involved. Breakthrough to literacy is a
methodology that uses the language experience approach. that is. it starts from what the
learners know. that is their spoken language and experiences and uses this to help them
lcarn something new (Ministry of Education/ The Molteno Project. 2004). According to
Tompkins (2003: 123), in this approach, learners

dictate words and sentences about their experiences, and the teacher

writes down what the children say; the text they develop becomes the

reading material. Because the language comes from the children themselves

and because the content is based on their experiences, they are usually

able to read the text easily. Reading and writing are connected, because

students are actively involved in reading what they have written.
Through this approach. learners see in printed form their experiences, and those words

that they use in their local language every day.

Preliminary results of this study show that after 4 months of using this approach to learn

to read and write in a familiar local language children who never had any basic concept



about print prior to the study are now able to identify words and their boundaries and can

read and write them without any difficulty.

Scholars who contest the skills-based approach to teaching initial literacy skills which the
behaviourist theorists advocate, propose an approach that focuses on the whole language
that gives meaning (Yardley, 1973: 55; Kellough and Roberts, 1994; Williams, 1998;
Meek cited in Hannon, 2000; Bloch, 2000; Baker, 2000) to the learner. Whole language
learning is an approach that focuses on ‘seeking or creating meaning that encourages
language production, risk taking. independence in producing language and use of a wide
variety of print materials in authentic reading and writing situations’ (Kellough and
Roberts. 1994). Baker (2000) says that in the whole language teaching approach, initial
literacy development should emphasize learning to read and write naturally, for
communication and pleasure that goes with them. In this approach, Baker (2000: 110)
argues

[...] reading and writing involve real and natural events. not artificial

storics or sequences, rules of grammar, spelling, or stories that are

irrelevant to student’s experiences.

This view of focusing on real and natural events and not on artificial stories in literacy
teaching and lfearning is also shared by Cooper (2000: 6). Cooper’s argument against
focusing on artificial stories and events 1s based on some empirical evidence. Citing
Heath (1983). Cooper says that researchers have found out that

[...] literacy in the real world involves such things as reading

signs, advertisements, and bumper stickers; writing letters;

reading newspapers and magazines; and giving oral and written

messages to others or leaving for oneself.

The concept of the whole language approach in literacy teaching and learning is also
supported by Watts® (1944). Watt’s proposition is on using the sentence method for
teaching reading. Advocates of this method, as cited in Watts (1944: 93) contend that

[...] people speak. as a rule. not in single words but in words used
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together to make sense and in view of this they maintain that when
teaching children to read we ought to begin with the statement

of simple sentences. to attend next to phrases and words. rather than
before, to analyse words into sounds and learn the shapes of letters

required for writing them.

However. Watts (1944: 94) further argues that if the sentence method to teaching literacy
1s to succeed then instruction in reading should not begin with sentences that are from
their school textbooks. Instead, this instruction should begin

[...] with interesting sentences which the children have used or heard

spoken naturally in the course of classroom activities and experiences.

The sentences will also be such as may be usefully written by the

teacher on large sheets for the children to see. and without emphasis at

this stage on the necessity for reading them. The next step is for the

teacher to encourage the children to read and copy the sentences for

themselves.

Related to the whole language approach in the teaching and learning of initial literacy
skills is the language experience approach (Richards, 1985; Vacca et al 2003; Ministry of
Education/The Molteno Project, 2004). According to Richards et al (1985) the language
experience approach ‘is an approach to the teaching of reading in a first language that
makes use of reading materials based on a child’s own language’ (p157). This approach
involves children talking about recent events or experiences and listening to or telling
stories that they are tamiliar with in their own language. As already stated. children
dictate words and sentences to the teacher that are based on their experiences. These
words and sentences are written on the chalkboard and they become the focus of the
reading instruction using the sentence or whole word approach to literacy teaching and

learning (Richards. et al. 1985: 157).

Another approach for early literacy development that the critics of the behaviourist

learning theory advocate is collaborative learning. In supporting this approach, Hudelson

(8]
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(1994) cited in Baker (1996: 316) suggests that teachers should encourage children to
learn from each other besides learning from their teacher. Holt (1983: 130) also
subscribes to this approach. He argues that children learn so well from each other,
especially from those a little older than himself or herself because they become helpful

models that are within reach and therefore can be easily accessible in time of need.

An additional approach that is also propagated in literacy teaching and learning is the
balanced approach (Cooper, 2001; Tompkins, 2003; Vacca et al, 2003). Proponents of
this approach contend that learners are different and therefore their learning styles are
also different. Consequently. they argue that no one method for teaching literacy can
cater for the needs of all learners. These theorists therefore propose that a variety of
methods that are often looked at as contestants of each other such as phonic, syllabic,
whole word and sentence methods (Cooper, 2001) should be carefully selected and used
1n a literacy lesson in order to address the needs of the learners. However, there is some
caution from the other theorists on how the balance should be achieved in any literacy
lesson. For instance. Dorothy Strickland (1996) cited in Vacca et al (2003: 33) warns that

Achieving balance in our literacy programs is not meant to imply that

there is one specific balanced approach. Nor should it suggest a sampling

method in which a little of this and a little of that are mixed to form a

grouping of disparate approaches [...]

In this approach teachers are expected to make informed decisions on the selection and
combination of methods that they would like to use in any literacy lesson. As Spiegel
(1998) cited in Tompkins (2003) further points out, a balanced approach should be a
decision-making approach through which teachers make thoughtful and purposeful
decisions about how to help each learner in their class become a better reader and writer

using a varlety of methods for literacy teaching and learning.

Let us now turn to the concept of environment in literacy learning and teaching.
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2.5 Environment for literacy learning

Another dimension of the concept of ‘approach’ for early literacy teaching and learning
that 1s considered in this study is the question of the *environment” in which the process
of literacy learning takes place in lower primary school classes. When using the term
environment [ will be referring to the nature of the environment within and outside the
classroom. that is, within the campus of the school in terms of how it can or cannot
support literacy learning. According to Cooper (2000: 27) a literate environment, that is
an environment that is rich in language and print in the classroom. provides part of the
motivation that i1s needed to encourage all learners to want to construct meaning. In
addition, a literate environment promotes the concept of the classroom as a community of
people who are sharing experiences and learning together. Lower primary school
classrooms. according to Tompkins (2003: 11). are social settings in which learners read,
discuss and write about literature. Together with their teacher. they create a classroom
community, and the type of community they create eventually strongly influences their
learning. Tompkins (2003) further argues that effective teachers establish a classroom
community in which learners are motivated to learn and are actively involved in reading

and writing activities.

In this study I am contending that the school environment is an essential element of the
concept of approach for early literacy teaching. This is because there now seems to be
some agreement among scholars that literacy skills development cannot take place in a
vacuum. This is because for children to learn to read they have to read. So too with
writing and speaking. There is. therefore, a need for an environment that is conducive to

literacy learning to exist for the learner to effectively acquire basic literacy skills.

Hudelson (1994) cited in Baker (1996: 316), for example, argues for the prevalence of a
print rich environment in the classroom, and this writer proposes outside the classroom as
well. that demonstrates the multiple function of literacy and. as Goodman et al (1986: 15)
suggest. the linguistic diversity of learners in the school”. For Hudelson (1994) as quoted
by Baker (1996:316). such an environment in the classroom should have print materials

such as displays of charts, calendars, timetables, attendance lists, pictures, a classroom



library containing books of various reading levels, pieces of writing or as he puts it “an
environment where print is seen as varied’. However, within the school, that is, outside
the classroom. such an environment may have a variety of print materials. These may
include rules and announcements on school boards, map of the school, name cards for
different objects in the school such as head teacher’s office. staffroom. toilets and other
informatory as well as warning messages that are placed at some strategic places within
the school environment. One advantage of having such a print-rich environment in the
classroom according to Hudelson is that children do have opportunities of seeing written
language used in its social and cultural context. This is particularly useful in communities

where printed materials are hardly found in many homes.

Writing in support of the conducive environments for literacy acquisition, Olson and
Torrance (2001) brings in a dimension of the environments which children have at home
and the role that such environments may play in supporting or hindering literacy
acquisition. In making this contribution. Olson and Torrance had in mind an environment
which children have in their homes. What this implies is that print-rich school
environments are not per se adequate. Perhaps this is because children are found in these
environments for a limited period of time, sometimes lasting only three hours or less. For
most of the time children are at home. Therefore, it makes a lot of sense for children to be
immersed in print-rich environments in homes where they spend almost 75 to 80 percent

of their daily time.

An additional important dimension that Olson and Torrance (2001: 10) allude to is the
notion of parents reading stories to their children. Besides providing fun and enjoyment,
stories provide language experience to the learners, an experience which they need for
them to acquire literacy skills. In addition. by reading stories to them. children realize
that the language they speak can also be written. The breakthrough to literacy approach
already alluded to, also utilizes the practice of reading stories to children in the class by
teachers (Ministry of Education/The Molteno project, 2004; Holdaway, 1979) not just for
fun and enjoyment. but also as one way of giving children an opportunity to acquire new

vocabulary.
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Both Holt (1983) and Mchazime (2001) also allude to the need for a print-rich
environment for literacy skills development in the early years of primary school. Holt
(1983: 137), for example describes what he thinks was an appropriate environment for
literacy development at a pre-school where his ward was learning. About this
environment. he says ‘though the teacher did not try to teach children to read nor spur
them into reading. there were plenty of books. signs. letters, and useful materials’ that
exposed the children to print. The advantage of having such a print-rich environment is
that

[...] it takes a child some time to get used to shapes of letters and words

to the point where he can see at a glance that this word is like that one,

this other word almost like it and the other word almost different. So we

must give them plenty of time [...] (Holt, 1983: 137)

An important insight that one gets from Holt’s proposition on the usefulness of a print-
rich environment for literacy acquisition is that skills are learned through practice. For
instance. a child learns to ride a bicycle through riding it. Similarly as Smith (1979: 13)
argues a child learns to read through reading. Also. writing 1s learned through writing and
speaking through speaking. There is no short cut to skills acquisition other than through
practice until one masters it. What this implies, therefore, is that displays of language and
print materials within and outside the classroom can potentially aid children to realize
that written language is part of their daily social activities. and that it is used in various
ways. some of which are significant to them during their early vears of primary
education. Displays of these language materials should therefore be done not only when
children are learning to read, but also even before that period so that they are exposed to

shapes of letters and words for a long enough period of time.

Besides creating a print-rich environment that is conducive to literacy skills development,
some educators also argue for the existence of an environment in which the learner does
not feel frightened of being laughed at or ridiculed by the teacher whenever he or she gets

something incorrect. Holt (1983: 130), for instance, says that



[...] little children can get frightened, cautious and defensive when put into

[sic] a spot where they have to produce an answer which may be wrong.

What Holt savs is not only true for small children but also for adults. We also feel very
uncomfortable when we are in a situation in which giving an incorrect response would
lead to ridicule and embarrassment. This is even more so when someone who knows
more than we do about a subject we are discussing is present. Therefore, what children
need is an environment in which they can use print materials freely at the time they need
them and in the way they would like to use them (Holt. 1983: 131). Besides this
proposition, Baker (1996) further suggests that children should also be given
opportunities to select their own reading materials for pure enjoyment so as to learn that
reading is not only a classroom and a highly formal structured activity, but also that it has
value in itself. Holt. (1983) further argues that the things that children learn because they
need them. they do not forget. However, the things that children are forced to learn. and

sometimes in an intimidating environment are rarely remembered.

The need for providing children with freedom and independence in the use of print
materials during early literacy development is also supported by Schoephoerster (1980:
3). In his contribution to this debate. Schoephoerster argues that

The great need of beginning readers is to become independent as soon

as possible because in order to read for enjoyment, one must be able to

build the meanings the author intended to when no one else is around.

Related to the notion of providing learners some independence and freedom during their
early literacy acquisition is the existence of an environment in which learners are not
interrupted when reading or writing. In supporting this, Holt (1983: 140) argues that
children should not be interrupted in their early literacy development, for example, by
correcting them every time they misread a word or, as Baker (1996) further adds, every
time a child writes wrongly. Instead, Holt (1983: 140) argues that children should be

allowed to go on reading and only correct themselves if necessary. This is because
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constant checking up of children’s correctness of what they learn may prevent and

destroy not only what they learn, but also their capacity to learn.

2.6 Language for initial literacy acquisition

Another dimension of the concept of approach that is a part of this investigation on
training of teachers for initial literacy teaching in lower primary school in Malawi is that
ot language or languages of instruction. There are 15 or more languages that are spoken
in different parts of this country (Mchazime,1996; Kathewera. 1999). Therefore, the
question of which language or languages among these fifteen or so languages should be
used for initial literacy learning is very critical in our multilingual society. This question
1s highly political and therefore very sensitive. All the same. educators and policy makers
do not have to succumb to the dictates of politics, and thereby deliberately turn a deaf ear
to this important issue. This is because the success of any initial school literacy
programme relies on an appropriate choice of language or languages that children should

use in their initial literacy acquisition at school.

One of the learning principles that educators propagate is that learning should start from
what children alreadv know before moving on to what thev do not know (Mtunda et al.
1987: 115; Sampa, 2001; Pota, 2001). One of the reasons that are often put forward in
support of this proposition is that children learn new knowledge much easier if it is
connected to something that is already familiar to them. This view is also shared by the
constructivist theorists who maintain that children always relate the new information they
get to their prior knowledge for them to construct its meaning easily (Tompkins, 2003).
This principle of beginning from known to unknown is even more important in early
literacy classes in which children are beginning to read and write for the first time in their
lives. This is because the only language that these children already know and therefore
which they bring to their early literacy classes is the one that they speak at home. This is
the only language that these children have already mastered and which they use in their
oral communication. Therefore if the teaching in early literacy classes is indeed to start

from known to unknown, then children have to learn their early literacy skills in their



mother tongue or in a language which they speak at home and are very familiar with it.
Bloch (2000: 2) shares this view. She argues that

What young children know when they begin school has in most cases

been learned in their mother tongues. This is the critical point for

learning but in multilingual settings this fact is often ignored and

hindered when the language of teaching is different from the language

a child knows [...].
Perhaps for us to have a clear perspective about the necessity of learning initial literacy
skills in one’s own language, let us briefly examine the following four pre-requisites or as
Tompkins (2003: 7) puts it the four cuing syvstems that make communication and
therefore. meaning making in the reading process possible. According to Tompkins, (see
also Garton and Pratt, 1998) these four pre-requisites for language learning are the
phonological or sound system, the syntactic or structure system, the semantic or meaning
svstem and the pragmatic or social and cultural system of a language. Let us. theretfore.
discuss cach of these language and literacy learning pre-requisites in a little more detail

now.,

Every language consists of many sounds that are known as phonemes. In the case of
those languages that follow the Greek system of writing (see Cooper. 1989: 125) each
phoneme is represented by a grapheme. which is a letter or a combination of letters with
or without diacritic svmbols. For instance, the English language consists of 44 phonemes
that are represented by 26 letters (Tompkins, 2003; Gimson, 1970). Children learn to
produce these sounds as they learn to talk and they learn to associate the sounds with the
printed symbols (that is graphemes) as they learn to read and write. The ability to hear
and manipulate phonemes in words (Gillet and Temple cited in the National Reading
Assoctation. 2000) and understand how these sounds are connected to print (International
Reading Association cited in the National Reading Association, 2000) is an important
element during the process of initial literacy skills acquisition as well as for later success
in reading. This ability is known as phonemic awareness (Cooper, 2000; National
Reading Association. 2000). According to Cooper (2000: 167) the phonemic awareness.

which is a part of the broader category of phonological awareness. “helps children to
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develop independence in decoding” words or parts of words. Tompkins (2003: 7) further
argues that the broader category of phonological awareness

[...] plays a crucial role in reading instruction during primary grades.

Students use their knowledge of phonics as they learn to read and

write. In a purely phonetic language, there would be a one to one

correspondence between letters and sounds. and teaching students

to sound out words would be a simple process.

However, it i1s important to note that these kinds of skills and the awareness of the
relationship that exists arise through particular experiences and never the other way

round.

Children begin school. in the case of Malawi. at age six. By this time these children are
already aware of the basic phonological systems of the language that they speak at home.
Therefore, what this implies is that it becomes a lot easier for them to hear and
manipulate the phonemes and associate them with the graphemes when initial literacy
skills are developed in a language that they speak at home. or which they are already
tamiliar with. Tompkins (2003: 9) shares this view. She says that ‘children in primary
school use their understanding of the phonological system to create invented or
temporary spellings’ and in some cases symbols and pictures to represent the sounds they
hear. Tompkins gives us an example of grade one primary school children who learn
literacy through English as their first language. She says that these children “might spell
"home™ as hm™ or "hom" and second graders might spell "school™ as “skule’. based on
their knowledge of the phoneme-grapheme relationship and English spelling™ (p.9).
These spellings are not wholly correct. However, they still represent the correct
graphemes of the words “home’ and ‘school’. These children are able to produce these
spellings because they are associating the phonemes that they already have mastered with
their graphemes even though the graphemes they produce are not entirely in their correct

forms.
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However, children face a lot of difficulties when they acquire their initial literacy skills
through a strange language, such as an official (usually a colonial) language or a national
language which they do not speak at home. Goody and Bennet (2001) presents some
evidence of the problems that learners face when they learn their initial literacy skills in a
strange language. Reporting on a research project on learning to read first in the child’s
own language that was carried out for Gonja and Birifor children in Northern Ghana,
Goody and Bennet (2001: 183) say

The first phase [of the research project] looked at children’s informal

learning of adult skills in the community. Phase 11 was to follow these

children into primary school to look at the role of the authority structures

in the classroom learning. However, when | began to work in primary

schools it was impossible to find much effective learning to observe.

Village children who had never heard English were being entirely taught

in English (L2). and few children seemed able to follow what was going

on in the classroom. Since | had seen these same children learning very

well outside school it was unlikely that their failure was due to lack

of ability; the obvious problem was that for them school was *beyond

understanding’.

What is interesting in this study is that Goody and Bennet are comparing two practical
environments in which learning takes place. These are the community environment where
the child learns adult skills through a familiar language and the school environment in
which the child finds himself or herself learning other essential social skills through a
strange language. Their conclusion was that the learning that takes place in schools
through an unfamiliar language was beyond understanding for the majority of children.
The question that we may ask ourselves is why school learning was beyond
understanding for children in Birifor. A possible and probably an obvious answer is that
this was because these children had to grapple with two or more things at the same time.
They had to learn and master the phonological system of English. the target language for

literacy learning and at the same time associate these systems with print. For the majority
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of children this is not an easy task. It takes time to master it and often frustrates and

eventually discourages many learners from going on learning at school.

A second pre-requisite for communication and meaning making to take place in literacy
learning 1s an awareness of the syntactic or structure system of the target language
(Tompkins. 2003: Garton and Pratt, 1998). According to Tompkins. the syntactic system
1s the organization of a language in terms of how words are combined to make sentences
that are meaningful. Speakers of any language arrange words in their language in a
particular sequence that conveys a meaningful message. For example, Chichewa speakers
say ndibwera (or ndidzabwera) mawa while the English speakers may convey the same
message by saving “I will come tomorrow’. Speakers of Chichewa may rearrange these
words without distorting the meaning of the message by saying mawa ndibwera or
ndidzabwera and English speakers may say ‘tomorrow 1 will come’. Children learn the
arrangement of words in a particular sequence to make meaningful sentences or
utterances when they are learning to speak a language at home. In addition they learn
appropriate tense markers (that is bound morphemes) such as ndinabwera (I came)
ndidzabwera (1 will come) as opposed to the free morpheme hwwera (come) or plural
markers such as ‘amvamata’ (boys) as opposed to the free morpheme mnyamata (boy).
An awareness of how word parts are combined in words and words in a sentence to
convey a meaningful message is helpful when children are learning to read and write.
Tompkins (2003: 9) shares this view. She says

Children use their knowledge of the syntactic system as they read. They

expect that the words they are reading have been strung together into

sentences. When they come to an unfamiliar word, they recognize its

role in the sentence even though they don’t know the terms for the parts

of speech.

Children are able to use the syntactic system of a language especially during their initial
literacy skills acquisition to decode meaning of strange words when a familiar language
is used. However, as already alluded to, children face a lot of problems when they are

forced to acquire their initial literacy skills through a strange language. This is because
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they have to learn and master the structure of the language before they are able to grasp

its basic literacy skills.

Besides the syntactic system. children also need to master the semantic or meaning
system (Tompkins, 2003; Garton and Pratt, 1998) of the language for literacy learning.
Reading as we have already alluded to is a meaning making process with the printed
symbols (Grellet, 1981; Nuttal, 1982; Williams, 1993; Cooper 2000; Tompkins, 2003).
Therefore. when children acquire reading skills they learn to read whole words that
convey meaningful messages. Similarly when they acquire writing skills. they learn to
write whole words that carry meaning. As Tompkins (2003) points out. words (or
vocabulary) are a key component of the semantic system of the language for literacy
learning. Therefore, acquiring initial literacy skills through a familiar language makes it a
lot easter for children to read and understand what they are reading and to write and be

understood by others.

An additional prerequisite for communication is an awareness of the pragmatic or social
and cultural use of the language for initial literacy learning (Bernhardt, 1991; Tompkins,
2003; Garton and Pratt. 1998). The pragmatic element of a language deals with the social
aspects of language use (Tompkins, 2003). This system of the language deals with
questions such as “For what purpose do people use language? How do people
communicate with different audiences? Does language use change from one social class
to the other, one cultural group to the other or from one ethnic group to the other?
Learners need to know that language is used for many purposes and for different
audiences. They also need to understand that the manner in which people talk or write
varies according to purpose and their audience (Tompkins. 2003). If a language that
people speak at home is used for initial literacy development, children become familiar
with some of these pragmatic systems especially in speech. For example, they are
familiar with basic language forms for making requests, conveying messages that were
passed through them to other people and telling simple stories. Therefore, when they

learn to write. they are able to so with a purpose.
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To become effective readers and writers, children need to be taught in ways that allow
them to use these four systems. that is. the phonological. syntactic. semantic and the
pragmatic systems of a language. As Tompkins further argues. effective teachers need to

understand that children require these systems as they read and write.

My contention in this study is that in multilingual societies such as the one we have in
Malawi. the only known language that children have when they start their early literacy
classes in standard 1 is the language that they speak at home. Therefore, there is a need
for policy makers and implementers to honour the children’s right of learning in a
familiar language that they speak at home, as also recommended by the Language Plan of
Action for Africa (1987) that was drawn up by the OAU’s Council of Ministers and other

UN declarations on the rights of children.

Learning in one’s own language is not only a child’s birthright, but also has some
educational advantages. UNICEF (1999: 41), for example, reports that

If the medium of instruction in school is a language not spoken at

school. particularly when parents are illiterate. then learning problems

accumulate and chances of dropping out increase. On the other

hand, there is ample research evidence showing that students are quicker

to learn to read and write when taught in their mother tongue. [...].

They also learn a second language more quickly than those initially taught

to read in an unfamiliar language.

Therefore, language medium can either be a barrier or a gateway to success at school. In
early literacy classes language medium can play an even greater role as a barrier,
especially if a strange language is used in literacy programmes. This is because children
have to struggle with two things at the same time: learning the strange language itself and
learning literacy skills through that language, both of which may be demanding on the
learner. On the other hand, language medium becomes a gateway to success for the
young children to succeed at school if a familiar language, that is, the language that they

commonly use at home is used as a medium and for initial literacy acquisition. This is
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because the problems that children face in an early literacy class, in which a familiar
language 1s used. are to some extent minimized as they will only have to struggle with
mastering literacy skills without having to learn the language as well. It is for this reason
that 1 use the language medium as an additional framework for evaluating the
effectiveness ot approaches that are currently being used for training early literacy

teachers in this country.

2.7 Early childhood concepts

As pointed out earlier. the other abstraction that needs to be understood in this study is
the 1ssue of "early childhood’ as a stage in the development of a child. Our perception of
this concept is very important because the study is focusing on the early childhood stage
of literacy development. However, in this study [ will deal with the concept of child
development in the context of early literacy development. For us to have some insights in
respect of this concept. we need to examine some theories of child development that

educational psyvchologists have postulated.

The various psychologists that have written on this concept provide us with some insights
on the stages of child development. One of the psychologists who give us a picture of the
stages 1n the process of child development is Sandstrom (1961). Sandstrom identifies
several stages in the process of child development. Some of these are what he calls
‘newborn’ (0-4 weeks), ‘infancy’ (4 weeks -6 years), ‘puberty’ (13 years for girls and 14

years for boys) and adolescent (13-20 years) stages.

Another educational psychologist who provides us with some substantial details on the
developmental stages of children is Farrant (1964). Farrant identifies five stages of what
he calls the physical and mental development of children. These five stages are ‘pre-
natal’ (conception - birth), ‘infancy’ (birth — 2 years), ‘childhood’ (2-12 years) and
‘youth’ (12-16 years). What we therefore see here is that, unlike Sandstrom’s postulation,
a child’s development. according to Farrant begins at conception. However, like

Sandstrom. Farrant also divides the childhood stage into what he calls “early childhood’
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(2-5 years) and -late childhood™ (6-12 years). During the childhood stage. Farrant says
that

[...] the child launches out an intensive search for knowledge [...].

The greatest mental achievement in early childhood is the conquest of

language. This. together with the help of physical maturation, brings

within reach of the child the iearning of other forms of language like

reading and writing. As he passes from early childhood to later childhood.

the beginnings of abstract thoughts are made possible for the child

by his growing control of language and the concepts that are an integral

part of abstract thought (Farrant, 1964: 56).

According to this construct, early childhood is a crucial stage in the process of child
development. This is because it is at this stage of development that a child acquires the
basic skills of language, and these can include literacy, that he or she may need during the
rest of his or her life for a meaningful survival in the society. This is, therefore, one of the
reasons why children need to be equipped with meaningful and functional language and

literacy skills at this early stage of their development.

Although the official school entry age is 6 years in Malawi, it is not uncommon to find
children who are under or over this age in standard 1 (Namathaka et al, 2000; Chilora,
2004). In addition. pre-school education, that is the education of children between ages 2
and 5 is not formally provided for in this country. Therefore. the majority of children in
this country begin their education in Standard 1 without any preparatory literacy learning
from kindergartens. What this means is that for the majority of children in Malawi their
first formal experience with print is the time they enter school in Standard 1. It also
means that the majority of children in this country acquire their early literacy skills while
they are already at primary school. It is on this understanding that the focus of this study
is on the effectiveness of approaches that are used for training literacy teachers of early
primary school classes, which are the first and most important sites of literacy learning

for most Malawian children. Therefore, let us now turn to the design of the study and the
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methods that were used for carrying out this research. These details are presented in

Chapter 3 below.
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Chapter 3 Research design and methodology

3.1 Study design

This study is based on an in-depth case study of the approaches that inform the training of
literacy teachers of lower primary school classes at one of the teacher training colleges in
Malawi and how these teachers’ practices manifest these approaches in their early
literacy classes at primary school. The investigation was carried out during the time that

students were in college and children were in their schools.

The case study was selected as a method for this investigation because it provided me
with an opportunity to deal with a variety of evidence ranging from documents,
interviews. and classroom observations (Yin, 1984) on the phenomenon that was being
investigated. Tt 1s hoped that the results of this investigation will be used to influence

policy and practice in Malawi and beyond this case study.

3.2 Sampling method

The sampling method that I used in this study was purposive sampling. Only one
teachers’™ tramning college (TTC). St Joseph's teachers™ college, was selected for inclusion
in the sample of the study. St Joseph’s is a national teachers’ college that is located in the
central region of Malawi. What this implies is that, as a national college the students that
are trained at this college come from different parts of Malawi and from different
language groups. At this college I worked with teacher trainers that are training students

on how to teach initial literacy skills to children in Standards 1 and 2.

Besides working with language and literacy teacher trainers at St Joseph's teachers’
college. I also worked with three graduates of this college. The criteria that were used for
selecting the three graduates of this college were threefold. Firstly their choice was based
on the location of the school where they were teaching in 2004. Thus. I selected
graduates of the college who are now teaching in urban as well as those who are teaching
in rural areas. The second criterion that I used for selecting teachers who were trained at

St Joseph's teachers’ college was the mode of the training programme that they followed
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during their initial teacher training. Consequently I selected teachers who attended a two-
year teacher training, a one-year teacher training and those who followed the MIITEP
(1.e. two-week initial orientation course followed by an additional three months
residential course). The final criterion 1 used for selecting graduates of St Joseph’s
teachers™ college for inclusion in the sample was the language that their learners speak at
home. Therefore. [ selected teachers who were teaching children who speak Chichewa at
home and those who were teaching children who speak other languages than Chichewa at

home.

The choice of this sampling method was based on the fact that [ was working with a
small sample in the study. However. it is still hoped that the cases I selected will enable

me to answer my research questions and eventually achieve my research results.

3.3 Gaining access

Before the data collection exercise began, the researcher obtained written permission
from the Secretary for Education. Science and Technology to carry out research in
teacher training colleges and primary schools in Malawi (see appendix 6). This phase is
important so that the authorities are aware of the type and purpose of investigations that
are being carried out in their institutions. The need for seeking permission prior to the
research is also supported by Mouton (2001: 244). Mouton argues that a researcher needs

to obtain permission from the relevant authorities prior to carrying out the investigations.

On arrival at the college or primary school, the researcher first met the principal or the
head teacher, in the case of primary schools. He then showed him or her, the letters of
permission and introduction from the Secretary for Education, Science and Technology.
Thereafter. the researcher briefed him or her on the nature of the research. its aims and

the lecturers or teachers and learners he wanted to interact with in the college or school.
The researcher then met the lecturers or teachers and briefed them as well on the nature

and purpose of the research. Briefing the subjects about the nature of the research is in

step with what Seliger and Shohamy (1989: 196) recommends. The two scholars contend

49



that subjects in a research activity need to be informed about the nature of study. After
the briefing, the researcher asked them if they would participate in the research through
being interviewed and observed teaching language and literacy lessons in their classes.
Next the researcher and the lecturers or teachers agreed on the day and time when the

interview and lesson observation should be carried out.

In the case of the learners who were included in the sample, as Mouton (2001: 244)
suggests. the researcher also told them about the nature of the test. its purpose and
benetits. The researcher also obtained their consent (see Mouton. 2001: 244 Seliger and
Shohamy, 1989: 196) and their teacher’s before the test was administered. In addition,
learners were assured that the test was not for grading them but for the researcher to find

out what they were able to read and write in Chichewa.

The researcher used the preliminary meetings with the research participants (that is,
teacher trainers. teachers and learners) in the college and schools to establish rapport with
them prior to data collection. As Maykut and Morehouse (1994: 71) point out, some
researchers argue that rapport established through open and honest exchanges prior to the

investigation is essential to achieving the aims of a research activity.

3.4 Data collection techniques

In order to make sure that there was consistency and uniformity in the data collection
procedures, the researcher collected all the data alone. Moreover, a variety of sources and
data collection techniques were used in the study in order to ensure that the data that were
collected through one source or technique were cross-checked against data that were
collected through the other sources and techniques. This was done in order to ensure that
the data that were collected and finally analysed were valid. The following were,

therefore the data collection techniques that were used in the study.
3.4.1 Documentary analysis

A variety of documents were examined and analysed during the course of this study.

These included teacher training syllabuses for language and literacy teaching and

50



learning (i.e. syllabuses for the two-year. one-year. and MIITEP teacher training
programmes). syllabuses for language and literacy teaching at primary school, textbooks
that are used for language and literacy teaching in Standards 1 and 2, training manuals
and some policy documents on language and literacy teaching that Ministry of Education
Science and Technology (MoEST), now Ministry of Education (MoE) issued over the
past vears. The data that | collected from the documents was used to triangulate findings
(Saunders et al. 2000; Stake, 1988) on the approaches that are used for literacy
development during the early years of primary school which I also collected from the
other sources such as school and classroom observation, interview schedules with teacher
trainers and Standard 1 and 2 teachers and from the post-test that I gave to Standard 1

children at the schools that were sampled in this study.

3.4.2 Classroom observation

In order to obtain some information on the phenomenon that I was investigating in this
study. T had to observe teacher trainers training early childhood literacy teachers. This
was done over a period of six months. In addition, I also spent a significant amount of
time observing how teachers actually teach Standard 1 and 2 literacy classes at one urban
school in Lilongwe and at two rural schools in an area where children speak Chichewa at
home and in another area where children speak a different local language, Ciyao, at

home.

My purpose for observing literacy teaching and learning approaches in lower primary
school classes at both the urban and rural primary schools was to find out whether there
were differences in approach and learner literacy achievement resulting from
environmental factors. Similarly, my purpose for observing literacy teaching and learning
at schools where children speak Chichewa only at home and at schools where children
speak other local languages at home was to find out whether there were differences in
approach and learner literacy achievement resulting from the language factor.
Throughout the observation period, detailed field notes were carefully documented on the
phenomenon that was being investigated. In addition, some questions that needed further

clarification were formulated. Clarification on these questions was sought during

51



interview schedules with the language and literacy teacher trainers at St Joseph’s

teachers’ college and with Standard 1 and 2 teachers at the primary schools.

3.4. 3 Interviews

The interview was the other technique that I used in this study. Through interviewing
language and literacy teacher trainers and teachers, as Saunders et al (2000) also point
out, I was able to gather some valid and reliable data that I hope would answer my

research questions and eventually meet my research objectives.

In this study. both semi-structured and unstructured interview schedules were utilized.
The semi-structured interview schedules were used when collecting data from the
individual informants, that is, the teacher trainer who was observed in her class training
literacy teachers for lower primary school classes. Prior to the interview, a list of themes
and questions (see appendix 2) on which I wanted to get some information were
prepared. However, the other questions had to come from the observation schedules.
These were largely questions on some practices that were observed in the classroom. but

which required further clarification.

For focus-group interviews, I utilized the style of interviewing that Schurink (1998)
recommends. This is an unstructured interview with a schedule or what Saunders et al
(2000) call an in-depth interview. According to Schurink, a schedule in this type of
interviewing is a guideline for the interviewer, and contains questions and themes, or a
general idea (Saunders et al 2000: 244) that are important to the study. Responses from
both semi-structured and unstructured interview were carefully documented and audio-
recorded. The audio-recorded data was eventually transcribed word for word. Finally all

the data collected through the interviews were analysed.

3.4.4 Post-test on literacy skills achievement
An additional source of data that I used for the evaluation of the effectiveness of
approaches used for training lower primary school literacy teachers was a post-test on the

learners™ literacy achievement in the schools and classes where the graduates of St
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Joseph’s teachers’ college had been teaching. In this survey. twenty Standard 1 learners
were selected from each school for inclusion in the sample. These learners were given a
test on literacy skills at the end of their academic year in November 2004. The purpose of
this test was to find out what learners knew and what they were able to do in literacy after

having been taught these skills for a period of one year in Standard 1.

One of the areas that were investigated in this test was learners’ levels of early literacy
skills development by the end of Standard 1. These skills included the basic concepts
about print (see Tompkins, 2003: 75 for details), such as book orientation and directional
concepts (e.g. showing the front and back of a book, turning to a right page in a book and
showing where to start reading in a book), print directional concepts (e.g. showing the
direction of print in a word. across a line and the direction of print on a page with more
than one line of print) and letter and word concepts (e.g. pointing to a letter or word on a
page in the book). The other ‘pre-literacy’ concept that was investigated was copying
letters. These skills were selected for inclusion in the assessment because the current
approach to initial literacy teaching in this country is skills-based, that is, from parts to
the whole language. Therefore. I wanted to find out whether this approach is really
helping learners to acquire basic initial literacy skills by the end of their first year at

school.

Besides these concepts, learners were also tested on their abilities to write their names,
familiar words in Chichewa and a simple paragraph in Chichewa. Finally, the learners
were tested on their abilities to read at word. sentence and simple story levels and answer
questions on the story they had read to see if they understood it. The story that the

learners were asked to read was taken from a textbook of their grade level.

At the end of the whole exercise, the data that were collected were analysed. The results

of this analysis are reported in chapter 4 below.



Chapter 4 Data Analysis and Results

As shown in the preceding chapter, a variety of sources for data collection were used in
the course of investigating the effectiveness of approaches that are used for training
literacy teachers for lower primary school classes in Malawi. These sources included
analysis of documents. classroom observations. interviews with the teacher trainers and
Standard 1 primary school teachers, and a literacy test that was given to Standard 1|
learners in the schools that were included in the sample of this study. This chapter,
therefore. discusses three things. First, it discusses how the data collected from each of
these four sources was analysed. Then it discusses the results that were obtained from
each set of analysis. Finally, it discusses the implications for the findings on approaches
that are currently used for training lower primary school teachers on leaner achievement
in literacy in this country. Therefore, let us begin with how the data from documentary

evidence was analysed.

4.1 Documentary evidence

A variety of documents that are used when teaching initial literacy through Chichewa
were examined and analysed during the course of this study. These included primary
school syllabuses, teacher training syllabuses for the various programmes that have been
implemented in this country. teacher training instructional books and primary school
textbooks (i.e. teacher’s guide and pupils’ books). The main theme that was used when
analyzing these documents was the instructional approach to early literacy learning that

was used by the authors.

An analysis of the Chichewa Syllabuses for primary school shows a segmented approach
to literacy teaching in which learners begin to read letters, syllables. words and then
sentences.  For example. the 1982 primary school syllabus for Chichewa shows the
following as the objectives for teaching Chichewa in Standards 1, 2 and 3 that were
supposed to be rigidly followed and achieved during the course of teaching initial literacy

skills:
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The teacher must stress in particular accuracy of speech and pronunciation.
And in addition children must know
a) all the S vowelsi.e.a, ¢ i, 0, and u
b) all consonants
¢) consonantal combinations with vowels e.g.
single: »n + a = na
n+e=ne
n+i =ni
double: mw + a = mwa
mw + e = mwe
mw + i +=mwi
triple: thy +a = thya
thy + e = thye
thy + I = thyi
d) word building — this must follow a) and ¢) above e.g.
a + na = ana
e +na = ena
¢) sentence construction e.g
mwanda + dona = mwana daond.

(Ministry of Education and Culture, 1982: 45)

Even when teaching reading in Standard 6, 7. and 8 which are the last three standards in
the primary school cycle, the syllabus recommended that
Before formal teaching from a reader begins:-
Each child must be taught to recognise the 5 vowels
and all the consonants step by step. Children must be
able to recognise these letters or symbols from the wall
charts and from the blackboard {...].

(Ministry of Education and Culture, 1982: 46)
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When the Chichewa primary school syllabus was reviewed in 1991 (see Malawi1 Institute
of Education, 1991), the skills-based approach to literacy teaching that was used in the
1982 syllabus was maintained. According to Carrel (1988) cited in Mchazime (1989: 14)

This model involves [...] decoding of individual linguistic units (e.g.
phonemes, graphemes, words) and building textual meaning from the
smallest units and then modifying pre-existing background knowledge
and current predictions on the basis of information encountered in the

text.

This may be seen in the translated objectives that are stipulated for teaching children
reading in Chichewa as follows:
Learners should be able to:
1. read vowels e.g. a, e, i, 0, and u
2. read consonantse.g. b, ch. d f g h

.read syllables e.g. ba, be, bi, bo, bu

(%)

4. read words e.g. aba, ababa, iba
(Malawi Institute of Education, 1991: 16)
On the other hand the following were given as the objectives for teaching writing in
Chichewa:
Learners should be able to:
1. write vowels legibly
2. write consonants legibly

. write syllables legibly

('S

4. write words

n

cwrite legibly
6. write sentences

(Malawi Institute of Education, 1991: 19)

Similarly. an analysis of the primary teacher training syllabuses for Chichewa also

reveals that a skills-based approach is the only approach that is used for training literacy
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teachers for lower primary school in Malawi. For instance. the syllabus for the Malawi
Integrated In-service Teacher Education Programme (MIITEP) which also doubles as the
student teacher’s handbook. reveals that a segmented and mechanistic building block
theory approach (see Edmund Huey cited in Edwards and Corson, 1997 for details) for
initial literacy teaching is the one that teacher trainees are exposed to while undergoing
their initial teacher training course in literacy teaching in this programme. The Chichewa
svllabus for MIITEP teacher training programme clearly states that when teaching
reading in Standard 1 teachers should teach vowels (a, e, i, 0, and u), then syllables made
of one consonant and a vowel such as ba, be, bi, bo, and bu followed by syllables made
of two consonants and a vowel such as pha, phe, phi, pho, and phu (Teacher

Development Unit. 1998: 479).

The Syllabus further states that when teaching syllables such as pha. phe. phi. pho, and
phu the following procedure should be followed. First the teacher should revise pa, pe, pi,
po, and pu. Then the teacher together with the children should read pha, phe, phi, pho and
phu. Thereafter, the teacher and children should read words that are made with these
svlilables such as phala. phika, phesi, phoso, and phula (Teacher Development Unit,
1998: 479). In other words the approach that is stipulated in this Syllabus is that of
beginning with the smallest units and then building on these until a child is able to read
and write whole words, sentences and then simple stories. This is the approach that was
also used in the one-year and two-year teacher training programmes (Ministry of

Education and Culture. 1988, 1990).

In the case of textbooks. both the teacher’'s guide and pupils’ books that are used for
teaching initial literacy skills through Chichewa in Standard 1 were analysed. A close
examination of the teacher’s guide, for example, reveals that the same approach of
beginning from parts to whole for literacy teaching that is used in the syllabuses is also
used in the textbooks. Another interesting revelation in the textbooks for initial literacy
development through Chichewa is that only two lessons have been set aside for teaching

children concepts about print at the beginning of the Standard 1 literacy course. This may
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clearly be seen in the following objectives for reading and writing lessons in units 1 and 2
respectively of the Standard 1 book.
Unit 1 (Reading)

By the end of this unit pupils should be able to

—

. open their books correctly

19

. hold their books correctly

('S

. place an object on the page to be read

I

. name things

wn

. recognize pictures

Unit 2 (Writing)
By the end of this unit, pupils should be able to:

1. hold a pencil correctly

o

. draw patterns
3. draw different things
4. recognize pictures

(Chikafa Phiri et al, 1991: p.1 and 5)

Developing concepts about print, like acquiring a language is a process that cannot be
completed over a limited period of time such as 60 minutes (2 periods of 30 minutes
cach) as is the case in the textbooks that are used for initial literacy development through
Chichewa in Malawi. There is a need for children to be exposed to concepts about print
on a regular basis and not through time tabling it as is presently being done. As Holt
(1983: 136) argues, ‘it takes a child some time to get used to the shapes of letters and
words for him or her to understand the print at a glance’. It is. therefore. necessary that

children are given plenty of time in order for them to practise and internalize these skills.

[n addition, the Chichewa teachers’ guide for Standard 1 shows clearly that the approach
that is being used for developing early literacy skills in the rest of the textbook is the part
skills-based approach. In these instructional materials. as Mchazime (1989: 16) observes,

the approach used insists that reading starts still with recognition of letters. then syllables
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before proceeding to recognition of whole words. For example, children begin to learn to
recognise the vowels (a. e. 1. 0. u) that are used in the Chichewa language before moving
on to recognition of syllables and then whole words (see Chikafa Phiri et al. 1991: p 9-
33). Twenty lessons of half an hour each have been allocated for teaching and learning
recognition of these 5 vowels in the Standard 1 textbook for Chichewa. Each vowel is
taught in four lessons as follows:

Lesson 1: Reading the vowel

Lesson 2: Moulding the vowel

Lesson 3: Writing the vowel

Lesson 4: Reading the vowel

(Chikafa Phiri et al, 1991)

In the textbooks for Chichewa that are used in Standard 1 reading and writing are taught

In separate lessons. Sometimes these lessons are spread over a period of 2 or more days.

After mastering recognition of vowels, the children are introduced to a single consonant
and vowel syllable combination before moving on to a two-consonant and vowel syllable
combination. For instance. immediately after learning recognition of the vowels. children
are introduced to ha, he, bi. ho. and by and a few words that are made through the
combination ot vowels and these syllables such as

baba (be thirsty)

ababa ( a tather)

aba (have stolen

iba ( steal)
Also 4 lessons have been allocated for teaching the consonant ‘b’ and vowel combination
as follows:

Lesson 1: reading

Lesson 2: writing

Lesson 3: reading

Lesson 4: writing

(Chikafa Phiri et al, 1991: p34-39)
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A similar approach is used for teaching recognition of syllables made up of other

consonants and vowel combinations.

One of the observations that the researcher made was that story reading/telling has not
been given much prominence and in some lessons it is missing in the activities that have
been included in the instructional materials for Standard 1. The omission of story
reading/telling activities is, arguably, consistent to the skills-based approach. In this
approach, stories are often forgotten because they are seen not to be part of the ‘formal’
work in the lesson and their value in literacy learning is not understood by many teachers
at all. However. this researcher is of the opinion that stories play an important role in
language learning as well as in social and cultural functions. As a matter of fact stories
are language. Therefore. children need to listen to stories or tell others stories as part of

their language experience process.

Now let us turn to the data that was collected through lesson observation at a teacher

training college and in Standard 1 and 2 classes in urban and rural schools.

4.2 Classroom observation

As already alluded to in the preceding paragraphs, the researcher observed teacher
trainers training literacy teachers for lower primary school at St Joseph's teachers
college. In addition. the researcher observed teachers who were trained at St Joseph’s
college teaching literacy lessons in Standard 1 and 2 at urban and rural schools. The
purpose of the observation schedules at a teachers’ college was to see the approaches to
literacy teaching that teacher trainers train students to use when teaching literacy lessons
in lower primary school classes. On the other hand the purpose of observing literacy
lessons in primary schools was to see how the teachers who were trained at St Joseph’s
teachers’ college transfer the approaches for literacy teaching and learning that they
learned at college to their practice in lower primary schools literacy classes. Therefore,
let us now discuss the findings of these observations in both the teachers’ college and the

two primary schools.
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4.2.1 Approaches used for training literacy teachers

The data that was collected through observation of the actual training sessions at St
Joseph's teachers™ college was categorized into four themes. These were classroom
organisation. creation ot a print-rich environment, the approach used for helping children
to learn initial reading and writing skills and the language(s) used for initial literacy

teaching at primary school.

On classroom organisation the researcher observed that students always sat in rows, one
behind the other like in a church. The teacher trainer stood in front of the students. In
some lessons students were allowed to sit in groups, especially when the trainer wanted
them to discuss or demonstrate a task. The students that were observed being trained for
literacy teaching had been working as untrained teachers before they were recruited for

training at the college.

The average size of a class at the college was 40 students. However. in one lesson the
researcher observed that the trainer had combined two classes and was training them in
one room. The main reason that the trainer gave for doing this was that there were not
enough language and literacy trainers at the college. and therefore it was not uncommon
for her to combine classes in some lessons. In this type of class organisation the
researcher observed that students took an active part in the lesson only when they were
answering or asking questions for clarifications. Otherwise, the training sessions were
largely ‘talk and chalk® by the trainer, just like at school, with minimal student

contributions.

A potential weakness of this type of classroom organisation is that it denies the students
an opportunity to learn from each other. As already pointed out, students, like any other
learners learn a lot from each other besides learning from their trainer or teacher
(Hudelson, 1994 cited in Baker. 1996). Therefore, they need an opportunity to interact
with each other in the class besides interacting with their teacher. Students can surely

have this opportunity if interactive and learner-centred approaches are used in their class.
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On creation of print-rich environments, the researcher observed how this was done in the
classrooms that were assigned for language and literacy and in the college campus in
general. With regard to the language and literacy classroom, the researcher observed that
some print materials at letter and word levels had been beautifully displayed on the walls
of the classroom. Some of these materials were in English whereas others were in
Chichewa. However. there were no displays of the work that was done by the students

themselves.

At college campus level the researcher observed that only a few print materials at word
level were on display. These were largely labels for certain rooms such as staff room,
toilets. principal’s office. general office and the library. These labels were all in English.
There was no deliberate effort by the language and literacy teacher trainers and students

to create a Chichewa print-rich environment in the college campus as a demonstration.

Print-rich environments are an important element for the success of a literacy
programme. As already discussed in chapter 2 (see page 35). literacy skills like other
skills are learned through practice. For instance. children learn to speak through speaking.
At school they learn to read through reading. Similarly they learn to write through
writing. If a child comes to school without a book and a pencil, it takes a long time for

such a child to learn to read and write.

Besides observations on the environments for literacy teaching and learning in the
classroom and around the college campus, the researcher also observed that the teacher
trainers at St Joseph’s teachers’ college train their students in how to use the skills-based
approach only for teaching young learners initial literacy skills. In the lessons on
approaches for teaching reading in lower primary school classes that the researcher
observed. the language teacher trainer kept on emphasising to her students the need to get
learners in lower primary school to master writing and reading vowels first before they
are introduced to writing and reading at word and then at sentence levels. When this

researcher asked the trainer why she felt that children have to master vowels before they
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are taught to write and read words, she just said that children cannot read words unless

they are able to read and write vowels.

On the language that is used for initial literacy training, the researcher observed that only
Chichewa and English were being used for training students to teach reading and writing
skills. Students were being trained in how to use Chichewa for initial literacy teaching
and learning in primary school classes. When this researcher asked the teacher trainer
why students are trained in how to use Chichewa only for initial literacy development.
the teacher trainer said that this was because of the current language in education policy
which recognises and supports Chichewa as the only local language for initial literacy

development in all schools throughout the country.

4.2.2 Approaches used for literacy teaching in lower primary school classes by

teachers trained at St Joseph’s teachers’ college

The data that the researcher collected through observation of literacy lessons in lower
primary school classes, was also categorized into four themes, namely, classroom
organisation. creation of a print-rich environment, the approaches to literacy teaching and
learning used by the teacher in the class and the language(s) for initial literacy teaching at

primary school.

On classroom organisation the researcher observed that like at college, children sat in
rows one behind the other (see Appendix 1). The enrolment in each of the classes that the
researcher observed literacy lessons was above 100 children. All the children were taught
as one class and were sitting on the floor as shown in Fig. 2 below. The researcher
observed that in this type of classroom organisation children did not have an opportunity
to interact with each other in the course of the lesson. This was because the class was
fully packed and there was not enough space for the children to relax. The lessons were
therefore largelyv centred on the teacher and children only spoke when they were asked to

answer questions or read after the teacher in chorus form.



Fig. 2: Seating Plan 1n a Standard | literacy class at an urban school in Lilongwe

In all the classes chuldren did not kave books. Some of the children did not have pencils
and exercise books. 1heretore. they practised reading 0 chorus form usimg leter or word
cards and the chalkboard. Many children did a0l practise writing at all, When the
rescarcher asked the wacher why children were nol given books to read cspecially
comsidening that this wix at the end of an academic vear. teachers at the urban school
reported that the school did not have any textbook tor children. Pupils had to practice
reading from a chalkboard. On the other hand the wacher at the rural school reported that
the school did not bave sullicient number of books tor cach child, In addition, she sad
thit her ehildren bad not yet started reading from the book because the majorty of them

could not read even though this was at the end of an academic year.



On creating print-rich environments for literacy learming, the rescarcher observed that all
classrooms both at the rural and urban schools did not have any displavs of print
materials (see Appendix 1), Considering that text books were nol avalable lor all the
children mn the class, it was, theretore, difficalt for the learners to interact with print for a

fong enough time except during the 30-minute literacy lessons only,

Om approaches o literacy waching the rescarcher obsceved that the same skills-based
approach was used. Fach lesson began with reading vowels then svllables and then words
in strictly that oedee. If there were twao literacy lessons in a day, reading and wnting
lessons alternatecd, There was no telling/reading of stories as part of the language

experience approach.

Also, the rescarcher ohserved that only Chichewa was used for initial Diteracy skills
development at the urban school even though there were some chibdren who spoke other
Jocal languages at home and one of their teachers spoke a different language at home,
Chichewa was also the only local language that was wsed for ninal literacy skill
development at the rural school even though all the children in the class and their teacher
did not use Chichewa at home, Perhaps this 78 understandable because the curcent
language 1 education policy in this country stipalates that Chichewa should be the only
local language that should be used as a medium of instruction in lower primary school
(that 1s Standards 1 1o 4) and be taught as a subject throughout the entice 8-year cyele of

primary education.

[et us now tum 1o the data that was collected through interview schedules with the

teacher trammers and the elassroom wachers,

4.3 Interview Schedules

As stated in the preceding patagraphs of this chaprer, two groups of people were
imterviewed 1n the course of this study on appeoaches that are used for teaching children
initial literacy skills. These groups were language and hieracy eacher trainers at S

loseph’s teachers” college and the Standard 1 oteachers rom the schools that were
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included in the sample of this study, Theretore. let us first look at how the data that was
collected from the language and lileracy leacher tramers was analysed and the results that

the rescarcher got from s analysis,

431 Interview schedules with language and literacy teacher trainers

Four themes were used when analyzing ihe dala collected from individoal and focos
group interview schedules with the teacher tainers. These were: Lthe approaches that they
use when training literacy teachers for lower primary school. the languages that they train
their teachers to use for ininal Lteracy development in lower primary classes, the
environments for literacy teaching and learming that they train thew literacy teachers lor
lower primary school o create in thor classes and the traiming they oive to therr traimees
in prepanng, adapting and using materials for imitial literacy development. Each of Lhese
main themes had sub-themes that were also used when analyzing this data. Therefore, let

ts look at each of these themes and sub-themes now,

4.3.1.1 Approaches for literacy teaching

When ustng this theme other sub-themes thar were also used for analvzing the data
collected from Lthe mterview schedules were theories for language and literacy learning
that inform the approach teacher lramners use, and the role of slory reading in early
fiteracy teacher traming. On the fivst mamn theme of approach lor imiual hiteracy skills
development. the teacher Iratners were upammous i their report that imtally trainees are
trained m how to cquip chuldren with "pre-reading” and “pre-writing” skills, These skills
mctude the basic concepts about print such as how to handle a book or a pen, book
origntation concepts (1,.¢, the front and back of a book), print directional concepts within a
word and on a page, letter and word concepts and number concepts 1 a book. They
further reported that after mastenng the “pre-reading” and “pre-writing” skills, the trainees
are also trained n how 1o teach children vowels, syllables, simple words and then
sentences in that order. What this tmplies is that during their nwtial teacher training
courses at St Joseph's teachers™ collepe, students are trained in how to teach their
children literacy skills using the skills-based approach, that is, from simple parls of a

language {letters, vowels, svllables and wordsy to the complex whole langnage. In this
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approach, no atrention 1s paid at all to whether the literacy lessons are meaningiul 1o the
children. This 15 because these discrete skills {i.e. letters, vowels. syllables and words)
are taught outside ol any meaningful context, This therefore contradicts the fact that
literacy learming should be o meaning making process with the printed symbals

(Tompkins, 2003: 3: Williams, 1993),

However, nearly all the teacher traimers ar the Joseph’s leachers” college were not sure
about the language and literacy theories that intonm the approach they use when training
teachers for imitial literacy waching in lower prinuty school classcs. Some of the
language and literacy teacher trainers reported that they wain in the way they do because
this was the way that they, themselves, were traned as lieracy weachers. (hher teacher

trainers reported that this is the way children arc expected to learn to read.

On the role of story iclling/reading i inutial teacher training courses for language and
fiteracy leachers, the teacher tramers reporied that students are irmned o tell or read
stories 10 their students in their literacy Jessons in lower primary school. The reasons they
mentioned for training their students to read or tell stonies i their lileracy lessons were
that stories provide an opportunity [or language experience. Children learn and acquire
additional vocabulary and sentence structures of a language that they use for their initial
literacy skills uequisition through teliing and listening to stories. However, tus rescarcher

did not observe any demonstration ol story telling/reading during the training sessions.

4.3.1.2 Lansuases for literacy development

I'he main thente that was used when analyzing the data that was collected from individual
and focus group interview schedules with teacher trainers at St foseph's teacher’s traiming
college was the language or languages used when training literacy teachers ol lower
primary school elasses. Onthis the weacher trainers reported that the students they traun at
St foseph's teacher’s college come from all parts of Malawi. espectally from the southern
and central parts of the country. The mujoriy of these students speak Chichewa, Ciyao

and Citumbuka, lHowever, when training them for imtial literacy teaching in lower

primary school classes, the students are only trained in how o use Chichewa and English




in all the schools, What this mcany 1s that all the students at this ¢otlepe arc trained 1o use
{‘hichewa and English for imtial hreracy skills agquisition even in schools where children
do not speak any of these languages at home and therefore hardly understand them in

class.

The main reason that the teacher trainers mentioned for training their students n using
only Chichewa and English for iniiat fiteracy skitls development in lower primary school
15 that the currenl Janguage 1n education policy dictales that only Chichewa and Enghsh
should be used 0 all schools 0 the couniry, Hlowever, all the teacher tramers were
aareement that there 1s 4 lendeney among leachers o code swilch when teaching children

m their elasses during teaching practice in primary schools.

+.3.1.3 Environments for iteracy skills development

The other theme that was used when analvzing the data that was collected from
individual and ftocus group interview schedules with teacher frammers ar St Joscph'y
teachers’ training coliege was the environments for literacy teaching and learning that
they train their studenis to create while in college for their initial teacher training course.
On this, the teacher trainers reported that while on their initial teacher tratning course in
literacy teaching, students are trained in how lo prepare and utilize a variety of resources
(such as word trees, word and sentence cards, classroom labels, news boards, name cards
and word lists) when teaching children to read and winte in Chichewa, The teacher

tratners further reported that students are atso trained in how to use TALUT AR (that s,

leaching and Learning Using Locatly Available Resources) such as bottle tops, backs of

trees. food covers. cartens, botiles, in other words. anvthing they find o their
environment. This revelation shows that while in collees for their initial teacher training
conrrse, students are to some depree trained to create print-tich enviromments tn therr
Meracy ¢lasses. However, there no was no mention of training teachers in how to create
posters that contain meaningful chunks of language and which can also be used to

provide children somie languape experiencs,
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4.3.1.4 Matcrials development

The tinal theme that was used when analyzing the data that was collected from individual
and fogus group interview scheduttes with reacher trainers al 81 Joseph’s teacher’s training
college was matenals development lor hiteracy skills acguisition. On this the teacher
trarners reported that studems are traned in how to preparc. adapt, make and uvse
materials for literacy skills acquisition in lower primary school classes. They said that
students are framed, for example, in how 10 prepare supplementary readers [or use by
lorwer primary school children. However, the researcher did nol see any evidence ol
supplementary readers made hy the students or the teacher trainers themselves. Perhaps
this could be a result of Jack of paper and writing matenals. especially pental markers,

which dre sometimes not easily accessible in most schools and colleges in this country.

e teacher trainers salso reported that hecause materals are oot casy to find at thewr
collepe. they just explain to the students how to make the matenials instead of actually
getting them to have hands-on experience on matenials development. However, this
rescarcher is of the opinion that this report was not in keeping with their other report in
which they said ihat students are trained 1o prepare and uwse a varicty of materials
including TALULAR, By defimition TALULAR reters to all the resources that are
avaitable in the locality ol the school and college. Therefore, it does not hold much water
for the teacher lrainers o complain thatl the materials lor giving thetr students hands-on

experience gre nol available al their collepe.

4.3.2 Interview schedules with Standard 1 teachers

Besides mterviewing teacher trmwers, additiomal data on the approaches that are used for
literacy teaching and learning in lower primary school classes were collected through
mterviewing teachers who had graduated from St Joseph’s teachers’ college. When
analyzing this data. four themes were also used. These were the approach the teacher uses
in his‘her class when teaching children iiteracy skills. languages for initial literacy
development, vesources and environments for hieracy skills development and the
assessment they use in their literacy classes, Theretore, let us look at the results of each

of these themes o detall now.,
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4.3.2.1 Approeaches for teaching literacy in Standuards 1 and 2

On the approach that they use when teaching literacy skills, all the teachers reported that
they start fronn the smallest units of a language (vowels, svllables and wordsy before
maoving on o whoele langoage, For instance when teaching the word arga teachers first
teach the syllables s, me, w7 wo, and s, then ga, pe. gi, go and gy and finally noo, nge.
ngl, ngo and ngw. When asked why they teach children i this way, this s what the
vatious teachers said:

* Pupils need to learn parts of a word first before learming to read the whole word.
Lven the syllables, pupils need o know syllables of one consonant before
learning to read svllables with cluster consonants™ {Mrs, M. M., tcacher at a rural
school — 13 September, 2004)

* T want to begin from known to unknown™ {Mrs, R.G.. teacher at an urhan school
— 21 October. 20043

* CPupils cannot read at sentence level unless they read syllables” (Mrs. L N
teacher at an urhan school — 26 October, 2004)

= Children cannotl read whole words 11 they do not know how 1o read syllables
(Mrs, DL O reacher at ryral school 12 July, 2004)

» Tt easier to relate sounds of things at home with sounds of letters. This is
moving {rom known to unknown™ (Mrs. R K., teacher at a rural school 11 June

2004}

I'be approach for teaching initial literacy skills that the teachers suid they use in their
classes is similar to the approach they are trained to use durning their nitial teacher
training  programmes as alluded 1o earlier, Theretivre, students transfer the skills-based
approach for literacy teaching and learning that they learn in college to their practice n
literacy classes in lower primary school. This approach has heen in use in this country for
many vears now. It 15 theretore, likely that the developers and implementers (i.e, teacher
tratners) of the teacher training languape and literacy curniculum are just lollowmg the
way they, themselves, were trained withowue critically considering the problems that

learners have when they are taught their initial literacy skills through this approach.
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(n the problems that teachers [ace when teaching children witing and reading m their
classes, there were alsio g varely of responses were also zol, Some these responses were
as Tollows:

*  “The Language problem. Children are wsed 10 Lthelr Tanguaoe (Lhey speak at home)
and it becomes difficull tor them to learn in a strange lanouage at school” (Mrs.
AAN and Mrs. AJW.N. . teachers a a tural schive] - 26 October, 20040

* Mo hooks. Laroe class size” (Mrs. LS. teacher al an arban schoal, 26 Getober,
20404)

* Maylul children. Class too g (137 pupils). Mo classtoom.” (Mrs. R.GL. teacher
al an urhan school — 21 Gotober, 2004

»  Many pupils come to school without a pencil and an exercise book, Some children
absent themsclves very often. Larpe class size (216 children)y and individual help

15 impossible (Mrs. MM, teacher at a eural school - 15 Seprember, 2004

These responses do show thatl leachers of lower primary schonl classes lace a lot of
problems when teaching 11y their classes. These problems range from class sizes which are
far too large, lack of classrooms and books, children coming o schoo! without wiiting
materials such as pencils and exercise books, abseneeism and the fanguage problem.
These are all genuine problems that may mdeed affect learner achievement in literacy. In
addition. these responses confiem the findings of the rescarch studics that the [EQ) and
Save the Children Federation camed outin thas country. For mstance. on non availability
of books Kamangira (20017 alse found that most schools in the distnets where the TEQ
was carrying oul research on quahity ol education which children receive at classroom
level did not have books. Similarly, Namathaka et al (20000 found that pupils™ as well as
tleachers’ absenteeism was high in the Save the Children Federation's arcas of

mlerveniion.

4.3.2.2 Languages for literacy development in Standards 1 and 2
One of the sub-themes that were used for analysing the data that was collected on
languages lor lneracy development in lower primary schonl classes was the language that

tiie majority ol children speak in samipled classes. On this, two teachers reported that the



majority of children speak Chichewa. Two ather teachers, however. reported that the
majority of children in their classes speak other local languages (Civao in a Standard |
class at Mchengawedi Scheool and Ciumbuka and Citonga in a Standard 1 class at
Kalambwe School), However, there was agreement among all the teachers on the
languapes that they usce for initial literacy skills acquisition. These were Chichews and

English,

On the reasons why their children are tauglh initial literacy skills theough tanovages that
they do not speak ar home, they all quickly attributed this to the current lanpuage policy
which dictates that all children in the country should initially be taught through Chichewa
and then English and that these rwo languaees should be studied as subjects at school.
However. teachers who tcach in schools where children do not speak Chichewa and
Fnglish at home reported that their children strupgle a great deal te leamn to wiite and

read through two unfamiliar languages.

4.3.2.3 Resources and environmen(s for lleracy development

As already alluded 1o, resources used for Ineracy development 1n lower primary school
classes was another theme that was wsed for analvzing the date collected from teachers,
(i1 this theme teachers mentioned books, charts and cards as some of the instructional
miatcrials that they use when teaching children to write and read in their classes, They
also mentioned that pretures, drawings, teat objects, real product printed names, backs of
trees and coloured resources as some of the locally available resources that they use in
the development of literacy skills in their classes. Of these, the following were mentioned
b the majority of teachers as some of the resources that children like most in class: word

cards, sentence cards and the chalkboard.

On the sub-theme of istructional materials that children secm to find most difficull, the
majority of teachers mentioned books, A survey of the Chichewa books for Standard 1.
however, showed that the content is very simple, Most of the work 10 this book 1s largely
at letter, syltable and word levels. There are a few lasks towards the end of the book that

are devoted to sentence and paragraph levels (sec Appendix 4}, Therelore, this researcher



15 ol the opinion that this dishike {or books could not be hecause of the level of difficulty
of the contemt in the books. but rather because of the fact that most schools do not have
adequate quantities of textbooks for learmmers. As il this was not enough this researcher
also observed that children at all the sehools in the sample did not have an opponunity to
take books home. Therefore, they mav not be used to the fact that people in the lierate

world do not read from the chalkboard but books and other printed materials,

There was no agreement, however, among teachers on the sub-theme of resources for
Ineracy skills development that they would like 16 have in their ¢lasses. The following

were the resources that the teachers said they require in their Iiteracy classes:

Resource Nu. of teachers who mentioned it
Tentbooks 4 teachers

[llustrated books | teachers

Waord cards 3 teachuers

Syllible cards | teacher

Cher reading materials I teacher

Although the requirements vary from one teacher to the other. onc thing that these results
show is thal tcachers of lower primary schoul classes are in dire need of a vanely of
reading resources for their leamers 1o be ¢qupped with hiteracy skills. This its i well
with Smith’s (1979) proposition ‘already alluded to about children learning o read
through reading. just as they Jearn to speak through speaking and 10 wnite through
writing. However the rescarcher feels that teachers lack creativity m adapting, making
and using locally available print matenals, Also, they lack skills in adapting, making and

wsing storybooks of their own.

4.3.2.4 Asscssment

A fourth and final theme that was used 1o analyse the data that was collected Trom the
Standard 1 teachers on the effectiveness of approaches used for literacy teaching in lower
primary school classes was assessment. On this a varicty of responses was also collected

as follows:
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Response No, of teachers who gave the response
Continuous assessment 3 teachers

Term tests 2 teachers

(M the teachers who said they use continuous assessment, one said that they asscss them
every formight while the other two reported that they assess them every dayv. [However,
they did not elaborate how they assess these learners and this researcher did not observe
them conducting the assessmenr. Also, this rescarcher did not see any evidence of records
kept on the achievement that learners were making in literacy in the sampled classes.
Teachers who reported that they use end of werm tests, mentioned class sizes as the main
problem that makes it difficult for them ro assess their leamers on a continuous basis.
lhey reported that it woulkl bave been betler 10 assess the leamers frequently but this s
nol done because of the big class sizes. The format of the tests in Standard 1 involves
copying words and sentences, and reading syllables and words from svllable and sentence
cards. The rescarcher did not sec any clear difference between these tests and the lessons,

What the teachers reported as tests were as a natter of fact the same as the lessons,

The uther area that the researcher investigated was on how teachers use the results of the
end-of-term tests and continuous assessment. On end-of-term results there was agreement
in the responses of the teachers. They-all said that they use the results lor grading and
positioning of learners at the end of the term. However there were dilferent responses on
how the grades from continuous assessment are used. Some teachers said that they use
the continuous assessment prades 1o diagnose specilic needs of the leamers. Other hand
other teachers, sald they use the grades from continuous asscssment to monitor whether
or not children have grasped the skills concepts and knowledge they learned in o tupic or
lesson. Tn addition other teachers said that the results from the continuous assessment are
also used for grading and positioning leamers at the end of a term. However, as already
pointed out. this researcher did not any reconrls of continuous assessment grades in all the

sampled classes.
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Mow let us look at the data that was collected from the post-test in literacy skills

achievement that the fearners took at the end of their academic vear.

4.4 Post- test on Literacy skills achievement

A variely of data was collected through the test that the researcher administered to the
learners n Standard 1 at the end of their schoot vear. This included data on pupil age.
repetition. and data on cluldren’s mastery of carly lileracy concepts and the basic fiteracy
skills by the end ol their Standard | studics. All the data that was collected from the post-
test was curelully entered on a compuler by the researcher and analvsed using the
Statistical Package for Secial Sciences (SPSS). Therefore. let us now look at the results

of this analysis,

4.4 General results

4.4.1 Pupil age

As pointed out in 1.1 ahove, the official entry age inte Standard | in Malawi is six vears,
[Towever, there 15 no official maximum age limit that 15 specitied for children entering
this Standard. Therefure, one ol the areas that were investigated in this study was the age
range of children who are corolled in this Standard. Data on pupil age was collected by
imtially asking the learners themselves to state how old they were and then cross-
checking their responses with the information on ages that is recorded in the register of
children  enrobled in Standard | at the school. The results of this investigalion are shown
in the table below:

Table 4.1: Age range of learners it Stundard 1

Pupil age Percentage of fearmcrs

5 5% |
f1 P25 %%

7 T35 %

8 5%

9 = i 5 '.?/“ .......

11 20 %

1 ) 5 % -




The wnvestigation ot pupil age showed that the mean age of learners who were in
Standard 1 was 7,68 vears, This finding confirms the (ndings of the study wiich the
Save the Children Federation {SCF) carried out 1 their areas ol intervention in Mangochi
district. [n this study the SCF also lound that childreo in Standards 2, 3, and 4 were

sencrally a vear older than the official school class age (Namathaka et al 20060},

Alsa, as shown ain Tahle 1 ahove the results showed that the age ramge of the learners that
were included in the sample wis between five and eleven vears.  Five years was the
voungest whereas eleven was the oldest pupll age n the sampled children, What these
results seem to suggest 18 that 1t 15 likely that some children are starting the Standard 1
class as early as 3 years of age. which according 1o the current primary school entry age
palicy is vnder-age. The investigation also shows that there are over-age children who are
enrolled in Standard 1 who sit side by side with the under-age as well as the correct-age
children. These results also confirm results from the other studies that were dome mn ather
parts in this country (Chilora, 2004) in which it was found that primary schools were

enrolling under-age and over-age children 1y Standard 1

The presence of both the under-age and over-age children m Standard | has implications
for classroom practice that also affect the overall approach that 15 finally used for literacy
teaching and leaming at thns tender stage of development. One of the challenges that the
Standard 1 teacher has 15 that of selecting appropriate methodologies for literaey feaching
and learning for the over-age and the under-age children alike. 11 is. therelore, mare than
likely that in a class of this wide age ranpe variation certain age-group children might be
delayed or rushed-up when the teacher i1s tryving to reach a balance between the
methodologies that are suitable for the under-age. the correct-age and those that are

siitable for the over-age children ina literacy class,

4.4.2 Repetition in Standard 1
i'hic number of years that a child stays in one class before moving on to the nexi class was

another areu that wias investigated 1n this study. This was basically done by asking the

learners themselves the number of years they had repeated Standard 1. This information




was cross-checked with their class teacher’s records Just to make sure that it was correcl

and valid, The results of this investigation are shown in table 2 below.

Table 4.2: Number of years learncrs repeat Standard 1

. Number of vears learners repeat  Percentage  of  learners
Standard | repeating Standard |

25 9,

| W po
L
=
i

o
L

i
=

The results of this investigation revealed that the mean number of vears children were in
Standard 1 was 2.05 years. Also. as shown in the table 4.2, the resuaits of the investigation
sugpest that the mmbmeem newber ol years children repeated Standard 1 was one vear
whereas the masamuom was 3 years, However, the study did not investioate the reasons
why children were repeating Standard 1. This rescarcher suspects that this could partly be
a result of underachievement of leamers in literacy skills as a result of using 4 strange

language and inappropriate approaches {or lleraey development.

These lindings conlinm 1indings from the other research studies Lhat were done on lower
primary schoot ¢lasses (Chilora 2004: Chilora and Mcehazime 2005} and reports in the
hasic educational statistics (Mimstry of Fducation Science and Technology, 2000 which

also reveal massive repctinien of children between Standards 1 and 4.

4.5 Results on literacy skills achicvement

Achievement of literacy skills in Standard 1 alter one vear ol instruction was Lhe other
area thal was investigated m the siudy. On this area the researcher inveshigated children's
mastery ol the early ltieracy concepts and the basic Interacy skills. Data on these arcas

werg collected through giving the learners a test on early Dteracy concepts and basic

Iiteracy skills, Therefare, let us now look at how this data was analysed and the results.




4.5.1 Early literuey concepts

[he mvestigation on early Literacy skills as alrcady alluded to in Chapter 3 centred on
chitldren’s fanuliarity and masterly of concepts about print {see Tomphkins, 2003 for more
details) such as book directional concepis (e showing the front and back of a book).
print directional concepts (e.o, showing the direction of print in a word. across a line. and
across several lines) and letier, word and page number concepts {e.g. copying or showing
letters and words on a page, turming to the lirst page of indeed any page number in the
hook). An additonal early literacy concept that was also investigated was children’s

abilitics to copy letters. The following were the results of this investigation

4.5.1.1 Concepts about print

During the post-test. learmers were given six tasks on the concepts abow! print usimg a
Chichewa texthook ol thewr grade level. Twao of these tasks were on hook directional
concepts, the other two were on print direction within a word and within a line and
several lines, and the remaining two tasks were on letter and word concepts ina line and
on word boundaries. Hach child in the sample was given a book and asked to demonstrate
his oor her awarencss of the basic concepis about print, The results of this investigation are

shown in table 4.3 below,

Table 4.3: Mastery of the basic coneepts about print

Number of concepts cosrect  Percentage of learners
0 20
] 25
2 30 by
4 10 %
6 1505 ]

As shown in the table above, the majority of learners (75 percent) were not tamilior with
the basic concepts about print at the close of theiv year one studies ar primary school,
The majority of these learners could not tell the front and back of a book of their grade

level, the direction of print in their books and they had no basic concepts about word
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boundaries in a hne. However, most of the learners had some hasic letter concepts

especially vowels.

Although this study did not investipate 10 detail whether learners use books in class and
take them home after class, this researcher strongly suspects that this dismal pertormance
on the basic concepls about print can be attnbuted 16 learners™ lack of regular exposure
and interaction with books. As Tompkins (2003) nehtly argues, learners need regular
expostre W print for them to “own’ the printed words, Some rescarch studies, according
o Tompkims (2003, 16) suggest that learners need 1o read a word 4 to 14 times before
they can claim s ownership. However, this form of assessment may posc some prohlems
especially in multihngual settings in which printed materials are always hard to come by
and lcarners are being dented the nght to acyuire mitial literacy skills in thawr familiar
languages. This 15 because children in these settings have the difficult tasks of lcaming
the target lansuage for hiteracy acquisition before learning reading and writing in the
strange language, both of which are guitc demanding. Therelore, bocause of this children
may bc required to read a word for probably maore than 14 times betore they “own’ 1L

However, this is an arca that still requires further research i multlingual setlings

4.5.1.2 Copying letters

Copying letters was another early literacy concept that was assessed. This concept was
included in the assessment becausc the approach that 15 currently used for teaching
reading and wnting in Chichewa in Standard 1 insists that learners leamn to write
individual letters before they can write 4 combination of these letters at syllable and word
levels, Two methods seere used for assessing [eamers’ ability to copy letters. The first
was through asking them to write their namcs. i pupils wrote their names correctly 1t was
assumed that they wore able to copy letters, However, if they failed to write thar names
they were given a chance w copy the first letters of their names or other words, This
investigation showed that the magonty of learners (90 percent) were able to copy letters
corectly. However, on its oswen this result1s soll insignificant beeause in the literate world

people do not write in single letters whenever they want o communicale with others.
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Crenerally the results on the assessment of early literacy concepts (see Table 4.3) show
that many children faled 1o acguire these concepts alter bemy at school lor one vear. Far
instance, over 73 percent of the learners in the sample completed the year with lile
knowledge about book and print direction. In addition there were sull some cluldren (10
percent) who could nit copy a single letier. What this means is that the approach that is
used for teaching literacy o Chichewa may not be helping the children to fearn to read

and write,

4.5.2. Basic literacy skills

Besides the early literacy concepts. learners were given some basic writing and reading
tasks in Chichewa. These tasks included swriting names, words and simple stories. and
reading words and simple stories. All these w@sks were based on the content ol the

curriculum for Standard | Chichewa.

4.5.3 Writing

The ability to write legibly and meaningfully i an impostant communication skill o the
literale world, Writing helps Hierale people to commumcate and share thoughts, feelings
mnovations and cultural practices with other people. Thercfore, the ability to write words
and simple and shart stories was ane of the basic hieracy skills that were tested. These
writing tasks included the ability o wiite and read correctly their own names, other
tamiliar Chichewa words and simple and short serlences and storgs. Therctore, let us

o Took at the results of thisinvestigation.

4.5.3.1 Write namc

Ax alluded 1o in the preceding paragraph, fcamers were asked to write their names on a
piece of paper that was provided by this rescarcher. This investigation revealed that the
majorily of the learners (80 percent) completed their year | studies without being ahle to
write their names. Thos result confirms the results from other research studies that were
carricd oul n lower primary school classes (Chilora, 2004; Mchazime and Chilora 2003:

Chilora and Harris, 2001, Namathaka et al, 1999} in which it was found that children
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were completing classes and were being promoted o higher classes withous being able to

write ther names,

4.5.3.2 Write Chichewa words

Besides writing their names, children were also asked to write Clhichewa words which
they had learne during their vear one studies and which they were familiar with. The
design of this task was that if learners wrote ten words and more they were going to be
asked o write a simple story at paragraph level. The results of this investigation are
presented below.

Table 4.4: Number of Chichewa words written

NMumber ol words written : Pcrccmagé}; f children
(} words 83 %
3 words | I T
4 words 10 % ' o

As shown in this table, the majority of the leamers completed their Standard 1 literacy
studics without developing any writing skills ar word level. The resalts also show that the
maximum number of words that the children were able to write was 4 [n addinon. the
pesubts also show that all the learners who were included in the sample could not write ar

sentence and paragraph levels.

Whal these results show 15 that children are not lcaening literacy through the skills-hased
approach that is currently being used in our classes. Normally people do not wnite in
individual words but in sentences. Therefore if these children were indeed learning

literacy they shoudd have been writing at seutence and simple story level.

4.5.4 Reading

Reading is onc of the important skills which people in the literate world usc in order to
acquire informarion (Grellet, 1981: 4: Gould, 1983), get a message (Naual, 1982: 4)
learn skitls and knowledge abour new developments taking place in their arcas and olther

parts of the world and to extend thetr cultunal backgrounds (Staige, 1979). Al school
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reading 15 one of the skills that learners use in order w0 acquire knowledoe in other subject
areas. In addition, the ability to read 15 one of the basic indicators that many people,
meluding the iliterate parcnts. use in order 1o assess whether their children are learning at
school or not. Thercfore, in this study learners were given reading tasks. These tasks were
at three fevels, namely, word, sentence and paragraph levels, The purpose of these tasks
was to find out what the leamers were able 1o read after completing their Standard |
liseracy studics at primary school. All the words and (he shart paragraph that were given
to the learners were curriculunt based and were taken from the course book of their prade

level, The results of this investigntion are discussed below,

4.5.4.1 Read worids

Feamers were given 20 words to read. As alluded o in the previous paragraph all these
words were taken from their course books, When reading these wards the researcher
assessed one pupil at a time. Each pupil was asked to look ar a word and read 11 wathout
Ay assistanee [rom the researcher. The results of this investigation are presented i lable

4.3 below,

Table 4.3 Number of Chichewa words resd

Numbcer of words read . Percentage of learners who

read the wordy

{1 words Ti g
g 5 v
1 word 5%
2 wards 5 %
4 words 5 g
| 6 wiords 5 %
17 waords 50

As shown in this Iahle the majony of learners o the sample could not read a simgle word
from the hist of words That they were given. Tlis 1s i spite of the facr that these learners
were completing their Slandard | Literacy studies. These arc the children who are likely o

be prontoted Lo Standard 2 1n 2003
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These results conlirm the results that were obilained from a baseling study that the Malawi
Ministry of Education carried out on Standard 1 children prior to the implementation of
the Breakthrough to biteracy (BTEY Pilot Study in two districts 10 this country. Tn Lhis
study which was carried out three months prior to the end of the Standard 1 academic
vear, Mimstry of Education found out that 86,9 percent of the learmers that were ncluded
i the sample could nol read at word level (Chilora, 2004} Only, 10 percent of the
learners i the sample were able to read more than 5 words in Chichewa. This is a
pathetie situabion cspecially considering that nearly all these learners are lkely to he

promated to Standard 2 where Lhey will be expected w read longer texts.

4.5.4.2 Read a paragraph

Besides reading words, ehildren were also asked Lo read a parapraph that was taken from
& book of their grade level T thas task, children were asked to read this paragraph aloud.
Ay cach child was reading. the researcher crossed out any ward that he or she was unable
to read. Aller reading the paragrapl cach child was asked ftouwr comprehension questions
on it 10 order to find out whether they understood the text they had read or not.

When analvzing the resulis of this investigation the researcher used mastery levels. This
form of comparing learner achievement in literacy was adapted from the form of analvsis
that the [EC) Project used in its longitudinal study in wee distnets in tns coantry, The
rescarcher adapted this form of analvsis s that he can compare the results he got with the
results that the LG Project pot during its longitwdingl study, Three masiery levels were
computed from the data that the researcher had collected. These were non mastery level
for children who read berween O to 30 porcent of 1he words in the (ext, partial mastery
level for children whe read belween 31 and 79 percent of the words in the text and full
mastery level for children who read between 80 and 100 percent of the words o Lhe text,

The resutls of this Investigation are presented intable 4.6 below,
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Table 4.6: Levels of mastery

| Mastery level Percentage of learners
"Non masiery 0 — 30 90%

pereent) |
Partial mastery (31 T4 20

percet )

Full mastery ( 80 - 100} 5%

© percent

As shown i the table above, the majority of children who were included in the sample
completed their standard 1 Diteracy studies before they were able 1o read texts ol their
erade levell The majority of these children are likely 10 be promoted 1o Standard 2 where
they will be confronted with wexts that are slightly longer and more diflicult 1han the ones
they read in Standard [ These results further confirm what [ have pointed out in the
preceding paragraphs that the part to whole {i.e. skills-based) approach that is currently
being used in lower primary school classes 1o this couniry is not helping learmers 1o

acquire literacy skills

4.6 Discussion of findings

There are several findings that this studsy 15 giving us on imitial leracy teaching and
learmng practices that are followed in lower primary school classes in this country, One
ol these is on the approach thal 15 used for dileracy skills acquisition in lower primary
school classes. The evidence that the researcher collected from the language and literacy
teacher tramming walenals {le. language and literacy college syllabuses, students’
handbook and trainers’ manualsh interview schedules with the teacher trainers and
teachers and from classroom observation of the literacy teaching training sessions at Si
Toseph’s college suggest that students are trained in bow o use the skills-based approach
only [or initial Hierscy teaching and learning in lower primary school classes. This
approach mvolves teaching learners the smallest units of a language tirst such as letter
sounds. svllables and words, ‘Fhese linguistic units are taught w children in an

weremental Gashion. What this means is that learners cannot Jearn syllables until they
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have mastered vowels. Similarly, they learn words only after they have mastered
syllables. U ois only alter they have mastered these smallest bngwstic umits that the

leametrs are now taught to read and write simiple sentences and stories,

This evidence implics that students transter the same approach for literacy teaching and
learmng that they leam in college during their initial training to their practices in hteracy

classrooms in lower primary schools.

However, as already pointed out in chapler 2, this researcher feels that the skills-hased
approach that s currently beinge used for Uleracy leaching and leaming in lower primary
school classes 3s g step backwards for the young liferacy leamers. This i3 because these
children come to school when they are alveady speaking n sentences and are telling
storigs in their own langwages. Therefore, for them 10 be taken 1o the letter and syllabic
stage when learmng to read s like lakmg them back to their carly ehiidhouod stage when
they were leanung to produce sounds of parts of words suchoas 'ba . ha-aba da.. da-
adi, ma.,,, ma-gma ', that is, to the habbling stage. Fven when children are at this stage in
their languayge acgmsition. their mothers do net respond or speak o them an letters, or
svllables. Instead, they speak 1o thom v whole sentences that carry meaning. This
researcher is. therefore. of the opinion that this approach 13 likely to delay children in
acquiring the basic literacy skills in Jower primary school classes which they will need

for them to succeed in their studies as they prooress to upper ¢lasses.

lhe second finding that we pet from the study is on the creation of prnt-nich
ervironments in the classrooms and the school campus fTor elfective literacy skills
acquisition. The evidence collected rom classroom observations and interview schedules
with language and literacy teacher traimcrs at St Joseph’s teachers’ college suggesl that
students are given traiving in how to vreate and make use of print-rich environments in
their classes for hteracy skills acguisition by the children, The teacher trainers reported
that students are trained to create print-rich environments in their classes vsing resourees
that are locally avalable in the arca around the school. Alsoe, as pointed out in chapter 3,

the trainers reported that they train students i how o develop and use suoitable readers



for voung learners tn their classes. However, apart from the few displays i the
classrooms at letier and word levels the rescarcher did not see any evidence of studenis”
own writien work, such as storvbooks that students devclop duning their 1ninal tratning
corse, being displayed in the elassroom. In additon, there was no evidenee of a print-
rich enviromment created by the trainers m colluboration with their students in the college

campus.

Therefore, the researcher 1s of the opinton that the creation of print-rich envitonments
scems Lo be just an academte exercise that ends within the borders of the language and
literacy classroom at college, This is because the researcher observed that the studenis
who were trained st S1 Joseph's teachers” college did not transfor any of this practice to
their literaey classes o lower prmary school ¢lasses. All the literacy classes that the
researcher visited at rural and orhan sehools had blank walls (see Appendix 1), There
were not even time @ables, just nothing, However, considering that children only read one
text book the whole vear per class, the rescarcher 15 of the omnion that the ercaton of
print-rich environments in literacy classes should not be an option hut a must for all
lower primary school classes. As already pointed out, this s becagse all skills are learned
and mastercd through practice. If a teacher wants 0 ereate pood and effective readers in
his o her class then the childeen must be given an opportunity to read. Children can only

have this opportunity if there are print materials 1o mtecact with on a rcgular basis.

The third hinding that we getl from the study is on languages for literacy development,
The interview and ¢lassreom observation schedutes showed that Chichewa and Inglish
are the only languages that arc used lor lleracy aeguisition in lower primary school
classes. The researcher observed that Chichewa was bemng used lor mibal Jiteracy
development in Standard 1 i all the schoots that were included in the sample including
those schools where nearly all the children do not speak Chichewa at home, Literacy
through Enghsh s introduced & vear laler. Reports thar the researcher gor from teacher
interviews with the classroom leachers sugges! that children who speak other tocal
languages at home face a loy of problems when leaming to read and write in Chichewa

and English when they start school tn Srandard 1. As has alrcady been pointed out in
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Chapter 2. language can be a gateway to success. However, 1t can also be a major barricr
to early literacy skills acquisition especially if a strange language is used [or acquiring
these skills during the first vears of primary education. I is in light of this that the
researcher leels that in mululingoal settings such as the one we have in this country.
children should be given an opportunity to acquire literacy skills throngh a familiar
language prelerably a languape that they speak at home. This s their bicth right and 1t

should not be taken away from them on the pretext of very flimsy reasons,

An additional insight that the study is giving us (s related o learner achicvement 1n hasic
literacy skills. The cvidence that the researcher got from the post-test on litcracy skills
that was given 1o children at the end of their Standard 1 stdies shows that learners are
not makinyg much progress in lteracy skills development, let alone becoming readers and
writers. i lower primary school classes through the skills-based approach that is
curtently being wsed. The majority of these children complete the first vear of their
literacy studies before they have mastered any basic literacy skills such the ability to
write their own names, and o commumcate simple messages to others In sentences
through writing. Also. the majoniy of these children cannot read simple words and texts
of their grade level, The rescarcher 1. therelore, of the opinion that these children are
hkely to be promoted to other classes at the end ol the vear even though they have not yet
mastered the hasic literacy skills whieh they need for them o succecd 10 Standard 2.

The results on learner achievement in literacy skills development seem to confinn the
results which the ILQ project abtained in ther longitudmal study m three disoiets mothis
coumtry. In this study the 1EQ Project assessed learner achicvemeni in lileracy throwugh
Chichews and English for a period of four vears. The projeet began (o assess Standards 2,
Joand 4 eloldren in 1999, These children were tollowed in 2000, 2001 and 2002 in their
classes, [n all these years the project found that many children were being promaoted from
one ¢lass 1o the ather before they had mastered not only a text of their grade level in
Chichewa but alse texts of lower grade levels. The results in English were cqually bad
{Chilora and Mchazime, 2003}, The [EQ studies also revealed that some of the lcamers

whe had been promated 1o as high as Standaed 4 could not write their own names,
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What these resulis 1mply 15 that leamners are taking a long ume (more than twelve
months) 0 acquire the basic lieracy skills in dower primary schoot classes which they
need to succeed in their studles in upper primary school classes. It 1s. therefore, ghiy
likelv that the skilts-based approach which is currently being used for literacy teaching
and learming is delaying learners from making a breakthrough to literacy as early as
possible in their studies. This researcher therefore proposes that there should an overhaul
to the approach that is corently being used for lileracy development in lower primary
school classes. Chapter 5 discusses these proposals and makes recommendations for

aclion.
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Chapter 5 Conclusion and Recommendations

5.1 Conclusion

This study began with a specilicalion and description of the problem that is being
investigatad. | said that the main reazon that prompted me to carry oul this study arose
from the findings of the rescarch =tudics thal bhave been carmed oul in lower primary
school classes in this country. These studics have consistently shown that many Jedarners
complete the fivst three or four vears of their primary education without being able to
read. not only texts of their grade levels, but also those of lower grade levels. 1 further
said that these studies also reveal that some of these cluldren fail to write their own
names after being at prmary school for fow or more vears, TTowever, these findings do
not state reasons why there s this dismal failure in children’s achievement of basic
hiteracy skills durmg the fiyst four years of primary education in this country, Therefore,
my hypothesis was that the low levels of Dleracy skills development in lower primary
school in Malawi 13 g resubt of inappropriate approaches 1o literacy teaching and leaming

that are used during the inttial three to four years of pnmary cducaoon.

In order to have a clear understanding of the phenomenon that [ was investigating, |
presented 1n chapter 20 a review of the related literature on the concepts of approaches,
the pature of literacy and literacy teaching and learning. and of early childhood. This
review provided me with a framework for underslanding the concept of literaey and the
approaches that might be used for hteracy leaching and learmng to succeed. Also, the
revicew assisted me o develop the iostruments that | used when collecting the data lor this

study.

The results of the study are prexented in chapter 4. These results secem 1o confirm ny
hypothesis. The part-to-whole approach that 1= currently being used for literacy teaching
and learning does not seem o be aszisting the leamers in lower primary school elasses to
acquire basic literacy skills at the end of an academic vear. The approach 15 retrogressive
and iz delayving the chibdren fronm leaming the necessary literacy skills that they need for
them Lo succeed 1 other subjects in their classes and in subsequent classes, The problem

thal 1% created by the pan-to-whole approach that is used for literacy learning and
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teaching in this eountry is compounded by the (act that some learncrs are learning their
tnttial Titeracy skills through a Janguage thal s stranec to thom and in environments that

are not conducive to literacy development,

As we have already observed. the level of lileracy achievement is uliimately a key to the
socio-economic development of any society. A natlon’s prospenty, well-being and 11ls
standing among other pations 0 the world largely relies on the levels of literacy
attainment by its cittzens (Dombey, 2004, 1) Therefore, the zero or very low literacy
achievement status by leamers in lower primary school classes cannot be left as it is
forever in the continued hope that this nanon will develop socially and economicaily,
Some action has to be taken by the pohcy makers and implementers in order to reverse
the current sttuation that exists w our schoods and o Improve children's low levels of
literacy achicvement. Therefore, let us now furn o some recommendations on the actions
that need to be taken by all that are concerned with the improvement of learners” hiteracy

skills acquisttion in owr schools.

5.2 Proposed recommendations

In order to mmprave the current status of low levels of literacy attainment in lower
primary school classes, there s a need for policy makers and implementers o have a
correet perception of the concept of hteracy. Lileracy should not be perceived just as a
task of decoding letters, svllables or words. As a maller of fact. there is more 1o it
Leamers also need 1o comprehiend what they read (Nation and Snowling, 2004; 342) and

other people need to understand what the learners write, In other words, communtcation

has to take the central place in any written discourse. Even during the early days of

Hteracy learning children have to understand thal when people write or read, they do so
because they want to communicate with another person. When they communteate, they
dor nol do e through isolated letters and syllables but through sentences Uhat carry
meanmptul messages, fherefore, the approach to hteracy teaching and learning that |
propose should be adopted mn lower primary school classes, should be the one that
primmistes meaning making with the printed svmbols and nol just barking at prinl as s the

tase at the monent,
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Although letters and syllables make words and words make sentences when combined, an
approach to hteracy teaching and learming that msists on beginning with letters and
syllables belore Tearning 1o write angd read at sentence and whole language levels, does
not assist learners to perceive literacy leamning as a process of making meaning with the
printed symbols or. in other words. as a process of communication or self expression,
This 1s because letters and svllables on their own do not have any meamng. Therelore, no
one can commuricate to the other using letiers or syllables only, Tois lor thas reason that |
would like to propose that the approach 1o literacy teaching and learning that needs ta be
adopted should be the one that Jocuses on the kind of discourse that gives meaning to the
learner, that 15, on discourse that helps the leamer o reccive, share or send messages. In
this proposed approach parts of the language should be taught in the context of
meanmgful use or production of texts. The pars of the language should not per s be the

main [ocus ol literacy instructions,

As potnted put in chapter 2 (see pages 25 and 26} ehildren, in nearly all communitics, are
already emerging speakers, readers and writers by the tme they start schools. These
children can draw objects ol dilferent shapes, which in itsclfl is a form of writing. Also.
they have invented oraphic svmbals swhich they use to represent ideas and messages they
share with others, They have their own way of interpreting the symbaols that they use. I
other words. they can read these syinbals and give them meaning, In view ol this, 1L s
important that the approaches that are sclected for early literacy teaching and learning in
lower primary school classes should recognise. support and build on the skills thar
children bring 1ot the literacy ¢lassroont, This will eventually help the young writers and

readers 1o construct o baild the wotten language system lor themselves.

lateracy learning 1s essentially language learmming. For the children to master and use the
lamguage there 15 a need for them to learn its vecabulary, sentence patlerns, their
meanings and the social and cullural contexts in which the language 15 used. Children
master the vocabulary and senience pattemns ol a language when they are exposed to them
on tegular basis using appropriate social and cultural contexts. Story tellingfreading and

songsithymes are some of the tools that provide learners natural social and cultural
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contexts for language use. Also, they provide the learners with an opportumity to learn
new vocabulary and sentence structures and a forum for using and internalizing them.
Therefare, «tory telling/reading and singing and performing songsthymes should be

accorded a central place innitial literacy programimes.

As has been pointed out in the previous chapters, learning needs to start from what the
learners alrcady know hefore moving on o what they do not know or from concrete o
abstract, In literacy classes the only thing that chuldren already know when they begin to
write and rcad 15 carned in the language that they bring froim their homes. Tt 1s therelore.
very umportant that leamers learn thetr imual hreracy through a language that they are
tamiliar with. When literacy 15 learned through familiar languages the learner has a good
chance of comprehending what they read and write, thus, literacy leaming becomes a

meaning making endeavor.

For a learner to leam 1o read. he/she must practise reading. Simidarly, for them to leam to
write they must practise wriling. There 15 no shorteut to the acquisition of these literacy
skills apart from practising. herefore, the environments in which literacy teaching and
learming takes place i the ¢lass and within the school campus should be rich with print
materials. This is important especially in this country in which the majority of people arc

iliterate and print matenials are hardly available in the homes of many learners,

The part-to-whole approach to literacy reaching has been in use in this country Tor a
consideriable period of 1ime. However, as reported in chapter 1 and ather parts of this
study, the various studies thal bave been conducted on heracy achievement in lower and
upper primary school clusses m this country have consistently shown that learners take
many vears (Tour years or more) to acquire basic biteracy skills, 1t is in light of this that 1
would like 1o propose that the Ministry of Education in Malawi should investigate the
cticetiveness of using the whele languageiemergent literacy approaches in lower primary
school classes. This could minally take the {form of a pilot in a few selected schools with

4 view (o adopling 1t and rolling it oot o all the schools in the country.
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APPENDIX 2

INTERVIEW SCHEDULE WITH TEACHERS

Name School
Sex Standard
Qualification Year of qualification

Date if interview

A. Teaching literacy in Standards 1 and 2

1) Can you describe what you do when teaching children in your class to read and write?

2 Why do vou teach them in this way?

3) What problems do you have when teaching reading and writing in your class?

4) How do vou overcome these problems?

B. Languages for literacy development in Standard 1 and 2

5) Which languages do most of the children in you class speak at home?

6) What other languages are spoken by children in your class?

105



7) In which language(s) do you teach your children to learn to read and write?

8) Why do you use these languages?

C. Resources and environment for literacy development

9) Which instructional materials do you use for teaching children in your class to read
and write?

10) What other locally available resources do you use for literacy development in your
class?

11) Which instructional materials do most children in your class enjoy most?

12) Which instructional materials do they seem to find difficult?

13) Which other instructional materials would you like to have for literacy teaching in
your class?

D. Assessment

14) Can you describe how you assess pupils in your literacy class?

106



APPENDIX 3

INTERVIEW SCHEDULE WITH TEACHER TRAINERS
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APPENDIX 3

INTERVIEW SCHEDULE WITH TEACHER TRAINERS

Name College
Sex Classes teaching
Qualification Year of qualification

Date of interview

A. Approaches for literacy teaching

1) Can you describe what you do when training literacy teachers for lower primary
school?

2) Which theories about learning inform your training?

3) Why do train them in this way?

4) What is the role of story telling/story reading in your early literacy teacher training?

5? What problems do you experience when training literacy teachers for lower primary
school?

6) How do vou overcome these problems?

B. Languages for literacy development
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7) From which parts of Malawi do most of the students you train come from?

8) Which languages do your students speak at home?

9) Which languages do you train your teachers to use for literacy development in early
primary school classes?

10) Why do vou use these languages for literacy training in lower primary school classes?

11) What form(s) of language (oral/written) is the training of literacy teachers conducted
in?

C. Environment for literacy development in lower primary school?

12) What environments for literacy teaching and learning do you train literacy teachers
for lower primary school to create in their classes?

13) Why do you train them to create this kind of environment in their classes?

D. Materials development
What training do vou give your teachers for using, adapting and/or making materials for
literacy teaching”?
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Classroom Observation Schedule

Teacher’s name Sex School
Class Subject
College Year of training
Observer’s name Date
Observation item Rating comments
5 | &
=) =
2
s 9 j=
o K =
o Yo S
- = S =
=) b =] ot
5 =
Zown O o

PLANNING TO TEACH

1 Suitability of objectives

a) objectives are specific

b) objectives are measurable

c) objectives are attainable

2 Instructional approaches to
literacy planned for the lesson

") Syllabic

b) Phonic

¢) Whole language

d) Balanced approach

LESSON DELIVERY

L_l Classroom seating plan

a) Learners are sitting in groups

b) Learners are sitting in pairs

c¢) Learners are sitting as individually

2 Lesson introduction

a) From known to unknown

b) Learners are involved

' ¢) A story is read/told

' 3 Instructional approaches to literacy used
in the lesson

- a) Focus is on syllables and then
whole words

b) Focus is on phonics

¢) Focus is on the whole language

d) Focus is on the balanced approach

3 Language used for literacy development

a) Uses learner’s language of play

b) Uses Chichewa, the national language

c¢) Uses English

d) All learners understand the language used
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Observzﬁion item

Rating

comments

ood

‘
) )

Not done
Satisfactory

C

outstanding

F

4 Environment for literacy learning

a) A variety of print materials are displayed

b) Learners’ written work is displayed

c) Displays are at an appropriate level to the
height of learners

- 5 Materials used for literacy learning

' a) Materials are available

' b) Learners have access to the materials

i ¢) Locally available materials are used in the
literacy lesson

6 Closure of the lesson

a) Summaries the main points of the lesson

b) Uses questions assess understanding of the
main points

i ¢) Learners are involved in the lesson
conclusion
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Appendix 5
Post-test on literacy skills development



Post- test on literacy skills achievement

A guide for data collection

Materials needed
Pencil

Chichewa summary sheet
A flat writing surface

Section 1: General information

Introduce yourself and chat with the child a little to make him or her feel comfortable.
Tell the child vour name. Say that you are going to ask him or her a few questions, but
that this 1s not a test. Then ask the child these introductory questions in Chichewa:

1. How old are you?
2. Were you at this school last year? Yes No
3. How many years have you been in Standard 1?
(Score: Record the number of years)

Section 2: Writing

Instructions
Provide the child with a piece of lined paper. a pencil and clipboard to write on. Say to
the child:

I want o see how many Chichewa words you can write.

Then ask the child these questions. If the child does not understand, repeat the question.

+. Write your name for me on this paper.

(Score: 1 point for writing and reading the name correctly, 0 for failing to write it.)

If the child CANNOT write his or her name, check if he or she can copy some letters.
Print the first letter of his or her name. Say:

5. Look at this letter. Please copy this letter.

(Score: 1 point for copying the letter correctly. 0 for copying it incorrectly)

[f the child writes his or her name ask him or her to write any Chichewa words that he or
she knows. Say:

6. Now write any Chichewa words you know for me. For example names of objects

. at home, names of other people or animals.

(Score: Count the number of words written and read correctly.)
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Give the child 5 minutes to write the words. If the child writes 10 words or more. ask him
or her to write a simple paragraph describing his or her friend on the paper already
provided to him or her. Say:

7. Now I want you to write the name of your friend. Write about your friend likes
and what he or she does not like. What games does he or she play? What song does
he or she likes?

(Score: Count the number of words written in the paragraph a [fluency] and number of
words spelt correctly [spelling].)

Section 3: Concepts about print

Instructions
Give the child a Chichewa book for Standard 1. Then say:

[ 8. Show me the front of this book. Which is the back of the book?

u
|

(Score: 1 point for correctly pointing to the back and front of the book. 0 for incorrectly
doing 1t.)

Give the child a Chichewa book for Standard 2. Ask him or her to open a book at page
20. Say:

9, Open the book at page 20. —l

(Score: 1 point for opening the at page 20, 0 for failing to open at this page.

It the child fails to open the book at page 20, open it for him or her. Then say:
- 10. I want yvou to read on this page. Where do you start from? Where do you go to
' next?

|

(Score: 1 point for pointing at the starting point, 0 for failing to do so.)

' 11 Show me one word on this page. Now show me another word.

(Score: 1 point for pointing to the correct word, 0 for failing to do so.)

Ask the child to point to any letter on the page you have opened. Say:

12. Now show me one letter on this page.

(Score: 1 point for pointing to the letter, O for failing to do so correctly.)

Section 4: Reading

Give the child a list of common Chichewa words in Standard 1. Say:

. 13. 1 want you to read these words for me. T

(Score: Count the number of words read correctly by the child.)

Give the child a Standard 1 Chichewa passage to read. Then say:

I 14. Now I want you to read this story for me.
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(As the child read aloud, cross out (/) any words that he or she reads incorrectly. Also
find out how many words he or she reads in a minute. After 1 minute, put a bracket in
front of the word (e.g. Amayi atituma kukagula] zipewa). Then let the child go on reading
unti] he or she finishes reading the whole story.

(Score: Count the number of words the child read in 1 minute and write it in the *“Words
read per minute.” Then count all the words read correctly in the passage and write it in the
*Total number of words read correctly’. Finally, calculate the percent of words read
correctly in the passage and write in the ‘Percent of correct words read’.)

Ask the child questions on the story to find out if he or she understood it. Say:

15. I will now ask you 4 questions on the story you read. Please listen carefully to
each question.

(Score: Count the number questions correctly answered by the child.)

116



Post- test on literacy skills achievement

Common Chichewa words

ababa tola
agogo tavala
gule koka
mutu zZiwiri
boma kusefa
gona zoyera
Sopo bowa
sosa moto
atate kalulu
zipewa galu



Post- test on literacy skills achievement

Name: School:

Standard: District:

Pupil sex: Male/Female (cycle one)

Standard 1 Chichewa Reading Passage
(Mutu 26, masamba 50 ndi 51)

Amayi atituma kukagula zipewa.
Atiuza kukagula zipewa ziwirl.
Tagula zipewa zoyera.

Ife tizivala zipewa zoyera.

Mafunso

1 Ndani watuma anawa? (amayi awo = 1)

2 Kodi waatuma chiyani?(kukagula zipewa = 1)
3 Kodi agula zipewa zingati? (zoyera = 1)

4 Nanga agula zipewa zingati? (ziwiri = 1)

12

15

Number of words read per minute

i Total number of words read

. Percent of correct words read #/15

Number of comprehension
| questions correct
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Malawi Institute of Education,
P.O. Box 50,

Domasi,

Malawi.

19" March, 2004.

The Secretary for Education Science and Technology
P/Bag 328

Lilongwe 3

Malawi

(Attention: Director — EMAS)

Through:

The Director, . /\
. . . 5
Malawi Institute of Education, q\ w&qﬁv )
P.O. Box 50, / =)\
Domasi. 6&,»/

g )"L{/
. =
Dear Sir, el

Permission to carry out research for a Masters degree in
Education

I am reading for a Masters degree in Education at the University of Cape Town, in South
Africa. As a partial fulfilment of the requirement for this degree, I am required to carry
out research on an agreed relevant topic. The topic which [ am investigating is in the area
of ‘Teacher training for early literacy development’. This study requires me to observe
some lessons in teacher training colleges (TTCs) and in primary schools.

The purpose of writing you, Sir, is therefore, to request permission for me to carry out
this research at Lilongwe Teachers’ Training College and in some primary schools in
Lilongwe Urban, Lilongwe Rural West and Lilongwe Rural East districts between May
and June 2004.

Yours faithfully,
HG Chilora

CC: Professor Neville Alexander, PRAESA, University of Cape Town
Carole Bloch, PRAESA, University of Cape Town
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elegrams: MINED LILONGWE

In reply please quote No...

MINISTRY OF EDUCATION, SCIENCE AND
TECHNOLOGY

elephone: (265) 789 422
ax: (265) 788 064/184
PRIVATE BAG 328
ommunications should b.e addr.essed to: CAPITAL CITY
he Secretary for Education, Science and Technology LILONGWE 3
MALAWI
Ref. 1/432/4/1 4" June, 2004
Mr H.G Chilora i,
Malawi Institute of Education ] ° Kﬁ?ﬁf CRs d),“’“‘i“vg
P.O Box 50, Domasi | ormuge
i 2004 -05- - g j
. THR: THE DIRECTOR, : PO.BOXs ;
MALAWI INSTITUTE OF EDUCATION Tl ﬂiflw ;?
P.O BOX 50, DOMASI . :
Foragdd
9ot fpuf
Dear Sir,
PERMISSION TO CARRY OUT RESEARCH FOR A
MASTERS DEGREE IN EDUCATION
| am pleased to inform you that this Ministry has no objection for
you to carry out a research for a Masters Degree in Education in Teacher

Training Colleges and Primary schools.

|
which

have accordingly prepared a letter of introduction for this purpose
you will show to the institutions you intend to visit as proof of

permission given to you to conduct the research.

| wish you well in this exercis2.

Yours faithfully

BR Mpando
FOR: SECRETARY FOR EDUCATION SCIENCE AND
TECHNOLOGY



legrams: MINED LILONGWE
:lephone: (265) 789 422
x: (265) 788 064/184

In reply please quote No...... S
MINISTRY OF EDUCATION, SCIENCE AND
TECHNOLOGY
PRIVATE BAG 328
CAPITAL CITY
LILONGWE 3
MALAWI

immunications should be addressed to:
ie Secretary for Education, Science and Technology

Ref 1/432/4/1 4" June, 2004

TO WHOM IT MAY CONCERN

LETTER OF INTRODUCTION

The bearer of this note is Mr H.G Chilora whom | write to
introduce to you.

Mr Chilorais currently studying for a Masters Degree in Education
at the University of Cape Town, in South Africa. As part of his training
he is required to carry out a reseaich exercise in the area of “Teacher
Training for Early Literacy Dvelopment”. The details of objectives of the
study will be explained by Mr Chilora himself.

In order to assist the officer in his work, this Ministry has
authorised him to work in the Teacher Training Colleges and Primary
Schools and the purpose of this letter, is therefore to request all those
concerned to give Mr Chiloraevery assistance possible on this research
exercise .

Thank you

B.R Mpando
FOR ;: SECRETARY FOR EDUCATION SCIENCE AND
TECHNOLOGY
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