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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 bcing able to read, not only a text of their grade level, but also 

of 100ver 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. HO\vever, 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 literacy 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 \vas used during the investigation. Chapter 4 provides details of how 

the data \vas 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 gmwth rate of 2.0 percent (National 

Statistical Office. 2000). !\bout 90 percent of this population live in rural areas largely as 

subsistence fanners (National Statistical Office. 20(0) \\hereas the remaining 10 percent 

li\e 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 \1ala\\ i is one the lowest in Southern Africa. According to the 1998 

census sun·ey. 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 

years 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 
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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 morc than four years. What we 

therefore ha\'e in Malawi is largely an 8-4-4 system (Government of Mala\vi, 1993: 136) 

of education. 

Each 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 !e\el. Each of thcse examinations. especially at primary and secondary 

school IC\l:ls. creates some bottlenecks for lcarners' up\\ard 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 labourcrs 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 (GoYernment 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 

Mala\\i can be depicted in the form of a pyramid as shown in fig. 1 ,1 below. 
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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 is 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 is 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. kno'vvn 

as . Introduction to school Ii fe and learning' (see Malav,;i Institute of 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. 

:\5 already alluded to. the primary education cycle in \1ala\\i lasts eight years. beginning 

from standard I 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 'vvas 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 \lacro. 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 pnmary school is six years (Office of the President and 

Cabinet. 1987: 106: National Statistical Office and ORC Macro. 2003: 2). Howe\·er. it is 

not uncommon for the underage children (Office of the President and Cabinet. 1987: 106; 
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(hilora. 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 (Chi lora. 2004). Similar 

rcwlations \\ere 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 Mala\\i 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 [oo.J to the majority of school leavers \\'ho are likely to enter the labour force' 

(Government of Malawi and United Nations. 1993: 136) essentially as farmers, 

carpenters. husiness 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 frame\vork (PIF), the Malawi 

Poverty Reduction Strategy Paper (MPRSP). and the Vision 2020. do emphasise the need 

to incorporate the teaching of hasic litcracy 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, 

200 I). As Olson and Torrance further point out, literacy plays an important role in 

'preserving information and later in accumulating if (p6) and passing it on to other 

generations. In addition, 'literacy is the key to uncovering the potential in every human 

being' (CODE, 2003). 
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1.4 Primary school curriculum 

Malawi is di\'ided into three regions or proVinces, namely, the Southern regIOn, the 

Central region, and the Northern region. Howe\'er, for purposes of 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 itself 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, \vhereas in the senior primary school section, children learn 13 subjects (see 

\ 1alcmi 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 peAR 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 (Chichevva and English), numeracy and mathematics, and expressive Arts. 

[n Standard I children \\ill he taught a maximum of 4 learning areas. That is, they will 

continue \\ith the learning areas they started in year I 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 I 

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

first day they begin school. 

1.5 Teacher training 

Training of teachers for primary school teaching is currently being carried out at six 

teacher training 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 hasic qualification for entry into the teacher training programme IS a sel1lor 

secondary school certificate of education (i.e. four years of secondary school education). 

Over the past t\\"O 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 t\\o-year 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 

\vere part residential and part distance. One of these programmes was the Malawi primary 

school teachers' programme (MASTEP). This was a three-year teacher training 

programme in which students attended residential courses during vacations only for a 
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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 they 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 

\vere 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 (MUTEP). 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 

(i.c. the t\\u-year. the une-year and MASTEP). In this programme. students who are 

already serying 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 fiye terms before they come back to college to take their final 

examinations. In this programme the focus is on the methodology that teachers require 

\\hen 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 

Chichc\\a. All student teachers are trained to teach Chichewa through Chichewa. 
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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 

education. 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 

fuur years of secondary education. or a T3 teachers' certificate for students with a junior 

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

The current primary school system thus, has teachers \vho went through various modes 

training. These teachers were equipped with different skills during their training at 

college. Some \\ere equipped both with the c()ntent to teach and the methodology for 

teaching the cuntent. 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 (Chi lora 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 follo\\ing as 

percentages of speakers of some major languages in this country: 
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Chichewa 57 percent 

Chinyania 13 percent l 

Ciyao 10 percent 

Citumbuka 9 percent 

(Source: Commissioner for Census, 1998) 

Howewr. in the case of primary school learners' home language speakers. the 1999 

education basic statistics give the following as the percentages of learners \vho speak 

some major languages in Malawi at home: 

Chichewa 57.8 percent 

Citumbuka 18.7 percent 

Civan 9. 6 percent 

Chilomv,e 3.6 percent 

Chitonga 3.0 percent 

Chisena 2.6 percent 

Other 4.6 percent 

(\1inistry 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 \\idcr communication among the educated elite is attributed to the colonial 

historical background of this country. Before Malawi got her independence in 1964, it 

\vas 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. 

I Chichewa and Chinyanja are just dialects of the same language 
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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 Mala\\i the language policy that is being followed is that English is the oHicial 

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 it is 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. 

L 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 comention. the Malawi Congress Party (Mep) which was then the only political 

party in the country, resolved to elevate Chichewa to the status of the national language 

and English \vas 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. 
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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 e:'\cept those of English should be in Chiche\va (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, 

yernacular languages were widely used as media of instruction in lower primary school in 

\arious parts of this country (Education Department. 1931: 2: Banda. 1982: 68). For 

e'\ample. Citumhuka \\as 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 rv1alawi 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; Chi lora and Harris, 2001; Chi lora 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 leye\. 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. 
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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) v;hich also reveal massive repetition and dropout rates between grades 1 

and 4. \\'hat 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 

1\1: hypothesis in this study is that the low level of literacy skills de\elopment attained in 

loner 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 \\ith the printed symbols (Stubbs. 

1980: \Villiams. 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 
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our lives in many other ways. As Chi lora and Mchazime (2003) argue, the ability to read 

and write becomes our teacher. companion, entertainer, and I 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 allmving 

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 reflection (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. 

Ihe gc)\crnment of Mala\vi has joined other nations v.orld-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 

:Y1alawi 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 

gmcrnmcnt has taken to\vards this step is 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 Malav .. ian 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 100ver 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). 

It 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 \vill be 

beneficial to government. teacher trainers and primary school classroom practitioners in 

their efforts 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 111 

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 Chichev\a 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 fe\\ teachers that 1 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. t l' nderstanding 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: 

[ ... 1 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 or 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' \vas criticized, (Richards and Rodgers. 1986: 16), it does 

provide us \\ith 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. 

l:sing 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 key questions that are answered 

\\ hen trying to understand this concept are: 'What is 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 vie\vs haw 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 yiew 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 Little\\ood, 198 L Munby, 1978) which categorizes content of language 

teaching in terms of meaning and function 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 is 'a 

\ehicle for the realization of interpersonal relations and for the performance of social 

transactions bet\\een indi\iduals' (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 ofliteracy 

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 VJew 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 of 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 vv'Ould 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). 

\1cGuinness's concept of the nature of literacy is that all skilled learning. like literacy 

\earning. 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 
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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 features 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 \iew 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 gi\cn form of behaviour could also be used for learning a language. One of the 

major ad\ocates 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 ITmo\'al of reinforcement. Such changes in behaviour 

consti tuted learning. 

Olson and Torrance (2001: 8) further point out that the behaviourist theory of learning to 

read sav/ 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 \\ords 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 v .. hat 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 \vhole language by the time they 

start school. for them to begin learning the \\Titing 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' (PiageL 1969 cited in Tompkins. 2003). What this paradigm 

shift in the theories of learning implies is that when children come to a nev, environment, 

such as a classroom, they bring with them some prior knowledge which they have 
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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 o\\n 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 ne\\" know·ledge. 

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 

is 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 
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the language (Williams. 1998: 2; Cooper, 2000; lohns and Lenski, 2001). These 

educators point out that readers do this using a 'combination of text-based information 

1 ... 1 and reader-based information' (Tompkins. 2003: ..J.). 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. 

196..J.) 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 r ... ]. Children learn to read and 

\\Tite 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 

hct\\een 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 r .. .r. 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 

psychological 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 idt?a that children grow into reading and \niting with no real 

beginning or ending point, that reading and writing develop 

concurrently, interrelatedly, and according to no one 'right' 

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

Moreover. this process begins long before children enter school 

through acti\·ities and experiences in their e\"eryday 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 \"iewing 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 hO\\1, in literate societies, oral language develops 

to include written language, and how many young children engage 

spontaneously \vith 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 actiwly construct or build the vvTitten 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 scaffolding 

their children, Hannon (2000: 54) says that 

In the early years parents can provide vital learning opportunities by 

resourcing \ital children's drawings. or scribbling acti\ities: b) 

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

them interpret environmental print; by teaching them nursery rhymes 

\vhich aid speech segmentation and phonological awareness; by 

sharing story books and other writing materials and by enabling 

children to participate in visits. trips or holidays which pro\ide literacy 

demands and opportunities. 

Olson and Torrance (2001: 10) share the view that parents play an important role in the 

process ofliteracy 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 of their children: 

and indeed that pro\ides 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. Vygotsk{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 
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gradually withdraw their support so that they can eventually perform the tasks on their 

own. 

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 vie\vs 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 \vritten 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 \\e 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 of 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 efferently, 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..t 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 nov, 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 \iew is also shared and supported by Raban (1997: 24). In his contribution to the 

debate on approaches which teachers should use \vhen 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 cOJ1\'entions 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 

\\as also inaccurate. This is because his research findings showed that children were able 

to identit\ \\ends as rapidly as they can identify letters. The tindings 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 \vords, 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 knc)\\, that is their spoken language and experiences and uses this to help them 

\cam something nc\\! (M inistry 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 

v"Tites 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 
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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 \yho contest the skills-based approach to teaching initial literacy skills which the 

behayiourist 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 

\ariet: 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 

I ... J reading and writing involve real and natural events. not artificial 

stories 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 learning is also shared by Cooper (2000: 6). Cooper's argument against 

focusing on artilicial stories and events is 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 

r ... J people speak. as a rule. not in single \\ords 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. 

IIowever. Watts (1944: 94) further argues that if the sentence method to teaching literacy 

is 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 \vritten by the 

teacher on large sheets for the chi ldren to see. and vvithout 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 \\hole 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 

il1\ohes children talking about recent events or experiences and listening to or telling 

stories that they are familiar with in their own language. As already stated. children 

dictate words and sentences to the teacher that are based on their experiences. These 

\vords 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 
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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 \\ithin 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 difTerent. 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 

in 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 

\esson. For instance. Dorothy Strickland (1996) cited in Vacca et al (2003: 33) warns that 

Achie\ing 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 \'ariety of methods for literacy teaching and learning. 

Let us now tum 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 is 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 I 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 el1\ironment that is rich in language and print in the classroom. provides part of the 

motivation that is needed to encourage all learners to \vant to construct meaning. In 

addition, a literate environment promotes the concept of the classroom as a community of 

people \vho are sharing experiences and learning together. Lower primary school 

classrooms. according to Tompkins (2003: 11). are social settings in \vhich learners read, 

discuss and \\Tite ahcmt literature. Together \vith 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 \vhich 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 

\\Titing 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 ofa 

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 di\ersity 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 
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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 

\\here 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 

\\hich 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 dailv 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 

yocabulan. 
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Both Holt (1983) and Mchazime (2001) also allude to the need for a print-rich 

em ironment 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 karns to read through reading. Also. \\Titing is learned through \\Titing 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 

\\ays. some of which are significant to them during their early years 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 cnvironment 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 
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[ ... ] 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 says 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 

\alue 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: 

5) 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 \vhen 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 conectness of what they learn may prevent and 

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

2.6 Language for initiailiteracy 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 

of 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 

is highly political and therefore very sensitive. All the same, educators and policy makers 

do not haw 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 

\\hat children already know before moving on to what they 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 

v"hich 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 
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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 o\\n language, let us briefly examine the following four pre-requisites or as 

Tompkins (1003: 7) puts it the four cuing systems 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 

system and the pragmatic or social and cultural system of a language. Let us. therefore. 

discLlss each oi' 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 symbols. 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 

Association. 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 bet\veen letters and sounds, and teaching students 

to sound out words would be a simple process. 

However, it is 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 \vhich they are already 

familiar 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 

'homc' as 'hm' or 'hom' and second graders might spell 'school' as 'skule', bascd 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 e\en though the graphemes they produce are not entirely in their correct 

forms. 

40 

Univ
ers

ity
 of

 C
ap

e T
ow

n



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 I 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 follmv what was going 

on in the classroom. Since I 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 \vas beyond understanding for the majority of children. 

The question that \'\e 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 

e\entually discourages many learners from going on learning at school. 

A second pre-requisite for communication and meaning making to take place in literacy 

learning is an awareness of the syntactic or structure system of the target language 

(Tompkins. 2003: Garton and Pratt. 1998). According to Tompkins. the syntactic system 

is the organization of a language in terms of how \\ords 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 saying '1 will come tomorrow'. Speakers of Chichewa may rearrange these 

\\ ords without distorting the meaning of the message by saying mawa ndibwera or 

ndidzabwera and English speakers may say 'tomorrow I 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) 

ndidza!mero (l will come) as opposed to the free morpheme hH'ero (come) or plural 

markers such as 'anl"ulI1alu' (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 

Chi Idren use their knO\\ledge 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 meanmg 

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 

cOl1\'ey meaningful messages. Similarly when they acquire writing skills. they learn to 

\\Tite 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 easier 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 \\ith 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 

\aries 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 

\vith 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 

\lala\vi. the only known language that children have when the.y 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 

{IN 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 gate\vay 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 v.:ith 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 is 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 I use the language medium as an additional framework for evaluating the 

effectiveness of 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 issue 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 I 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. Vie need to examine some theories of child development that 

educational psychologists ha\e 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 in the process of child development is Sandstrom (1961). Sandstrom identifies 

se\eral 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 

dc\'elopmental 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 learning of other forms of language like 

reading and \"riting. 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 aI, 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 effecti\eness 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 ,>vere 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 

imestigatcd. It is hoped that the results of this investigation will be used to influence 

policy and practice in Malavvi and beyond this case study. 

3.2 Sampling method 

The sampling method that I used in this study was purposIve sampling. Only one 

teachers' training 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 ho\\ 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 

(i.e. two-week initial orientation course followed by an additional three months 

residential course). The final criterion I 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. I 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 I 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 vvith what Seliger and Shohamy (1989: 196) recommends. The two scholars contend 
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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 inten'ie\\ed 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 

benefits. The researcher also obtained their consent (see Mouton. 200 I: 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 

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

304 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 
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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 years. The data that I 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 ..... 2 Classroom obsen'ation 

In order to obtain some information on the phenomenon that I was investigating in this 

study. I 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 ohsening 110\\ teachers actually teach Standard 1 and 2 literacy classes at one urban 

school in Lilongyve 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 \vhether 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 
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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. 

304. 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. HowewL the other questions had to come from the observation schedules. 

These \\ere largely questions on some practices that \vere observed in the classroom, but 

which required further clarification. 

For focus-group interviews, I utilized the style of interviewing that Schurink (1998) 

rccummends. This is an unstructured interview \vith 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 \vord. 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 \vere 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 dewlopment 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 \vhether 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 

v"ere 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. 
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Chapter 4 Data Analysis and Results 

As shovm 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 lov.,er 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 \,\as 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 . 

.t.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 5 vowels i.e. a, e, i, 0, and u 

b) all consonants 

c) consonantal combinations with vowels e.g. 

single: n ~ a = na 

n -+- e c= ne 

11 -t- i = ni 

double: mw + a = mwa 

mw + e = mwe 

mw + i +=mwi 

triple: thy -+- a = thya 

thy + e = thye 

thy + 1= thyi 

d) word building - this must follow a) and c) above e.g. 

a + na = ana 

e + na = el1([ 

e) sentence construction e.g 

mH'([I1([ + ([0110 = mw([na aona. 

(Ministry of Education and Culture, 1982: 45) 

Even \vhen teaching reading in Standard 6. 7. and 8 \vhich 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 [ ... 1. 

(Ministry of Education and Culture. 1982: 46) 
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When the Chichewa primary school syllabus was reviewed in 1991 (see Malawi 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 consonants e.g. h. ch. d, f, g. h 

3. 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 

3. write syllables legibly 

4. \vrite words 

5. write legibly 

6. write sentences 

(Malawi Institute of Education, 1991: 19) 

Similarly, an analysis of the pnmary 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-sen'ice 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 

syllabus for iv1ITTEP teacher training programme clearly states that \vhen teaching 

reading in Standard I 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, phI:!. phi, pho, and 

phu the following procedure should be followed. First the teacher should revise pa, pe, pi, 

po, and pll, Then the teacher together with the children should read pha, phe, phi, pho and 

phll. Thereafter, the teacher and children should read words that are made with these 

syllables such as phala, phika, phesi, phoso, and phllla (Teacher Development Unit 

1998: ..f 79), 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 I 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 

1. open their books correctly 

2. hold their books correctly 

3. place an object on the page to be read 

4. name things 

5. recognize pictures 

Unit 2 (Writing) 

By the end of this unit, pupils should be able to: 

1. hold a pencil correctly 

2. draw patterns 

3. draw di fferent things 

-1-. recognize pictures 

(Chikafa Phiri et ai, 1991: p.l and 5) 

Developing concepts about print, like acquiring a language is a process that cannot be 

completed owr a limited period of time such as 60 minutes (2 periods of 30 minutes 

each) 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 

\vords 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. 

In 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. i. o. 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 h(/. he. hi. ho. and 1711 and a few words that are made through the 

combination of \'owels and these syllables such as 

baba (be thirsty) 

ababa ( a father) 

aha (haw stolen 

iha ( 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 ai, 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 \vell 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. 

\l0\\ 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 seSSlOns at St 

Joseph's teachers' college was categorized into four themes. These were classroom 

organisation. creation of 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. HO\vever. 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 \veakness 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 

\\'ith 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. Hovvever. there were no displays of the work that was done by the students 

themsehes. 

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 arc 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 

\\Titing. 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 obsenations 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 

ohsened. the language teacher trainer kept on emphasising to her students the need to get 

learners in lower primary school to master \\Titing 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. 

-t.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 

rmvs one behind the other (see Appendix 1). The enrolment in each of the classes that the 

researcher obsernd 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 largely centred on the teacher and children only spoke when they were asked to 

ans\\cr questions or read after the teacher in chorus form. 
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Fi:!. l: S~min~ Pl~n In II S\,uoc.l.ml I Inaae} d"" ... al ,Ul u.ban school III ]jh'n~"~ 

In "n til<: "Iassc> cllll tl r~'l d,,1 tlllt It.we bonk,. ~"Il\e "ftlx- children did nlll have p<:ncils 

and cxcr~is~ ixxlks. I hcrcfL"·'o. Ih~y prm'li,,~d rC:lJlng m choru> [o lm using kn,.,. m "onl 

c;mj, :lnd lh ~ dwlklxl"nj \bn} children (jld W'! rfadiS<' writing Mall. \\ hen th~ 

!"C.,caTcher a,kcd lhc \~.K her " h) ~ hildn: tl ,,,::rc ,w,l 1,'i\ ~D book., co read C'f'CCi .. IJ;· 

~~)n' ''krin1,' tbm tbis "o~' :11 Iht end of an :'C"dClll;C y~;lf. le3chc~ at Iii<' urh.m ,;cho",l 

rl:ported Ihm Ihe .i~ho .. '1 {lu ' 001 h.1\·C JJ I~ !e.\lb .. "k tor children l'uptls ha..] to rr3Cli~,", 

";,,dulg Irom" d\.alklxl,' rd. On tl"" other hand tile !c~cher "l the !w al )(:hool r.::por!oo !h~! 

the ,;chooi did \l ot havc sll!iic ienl nllm\x:r of b"uks i"r cu<:h child. In addirion. ,he s"id 

lh,,! her chihlnm hact nm )~! 'larled r~ a,hnl? 11"01\\ the ho",k hecall '!e the major;r;· ofthcrn 

~"u),l not Tcad c\·cn tl\l)u~h th i~ \\as at the c]\(1 ol:m a~ad~m'~ lcaT. 
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On creating print-nch em']ronment, lor litemcy leaming, th~ r~~~archtr ohsen-eci th:lt all 

cl~s>room, hoth at the rural and urban schools did nol have any dj~r'"Y~ of print 

materi~l~ (se~ ,\ppenJix I) Considering thm te'''t books were not avaliablc I,,, all lhe 

chlidren III the d~,>, it was, lhe'rerore, ciiflicnll ror Ihe karn~r~ to inkract with print lor a 

long enough time exc"pl Juring th" .iO-minnte IHemcy le~~ons only, 

On approache~ lO literacy le"ching th" rC~~'Jrchd ohstr\'~J that the' scum' skills-based 

appl'll ach \'I:lS us('d Each ksson hqian \~ith rC:lding \'owd, the'n syllabks ~nd then wurds 

in strictly that order. If the're were t\'IO literacy lesson~ in J d~y, reaJing and wnting 

lessons alternated, 'nl~re was no tci l ing/re~ding or stOrieS as l'mt of lh~ language 

txp"rience approdch 

Also_ the researcher obser\~d thaI only ('hichewa was used for illiti~1 liter""} Skliis 

d~\tl0rmem at the urh:ln s.chool even thllllgh there' were' ~umc chilJren who ~pokc ocher 

local languag~, "t hOlllt and om' of the'i!' te'achers SjJ{)ke ~ d,IT"r"nt bngnag~ al home', 

Chiche\'Ia was alsll the' only local language that waS useJ lilr inili"1 literacy skill 

de'lciopme'nt at the I'llral s.chool ewn thollgh all the chllJren in the clas, and th~ir teacher 

did not lise Chichewa at home, Perhap, thlS is underSI"ndahk hecause Ihe' Clll'reni 

language In ~Jllca lion pollcy in thlS cmlntry stipulates that Chlchew.I should be Ihe only 

iuc"1 langu"ge lh~1 should h~ Ilstd a~ " meJium of instruction in lower primary ,chool 

(thm i, Standards I to 4) ~nd be t"ught a~ a suhjtct throughout the entire 8-ye~r cycle or 

prJlllary educ~tion, 

ret uS now tum 10 the ciala thaI WaS collected through tntervie'w schednles with lh~ 

I"'"her tr"lller~ anJ tht classroom Il'ache'rs, 

-1.3 ltllcnk" Schedulcs 

.-\, staleJ in the pr~ceciing rara~raphs of this ch~pler. two gron)'S uf p"opk wtre 

llller\'iewcJ m lhe COlLr~e oflh" stuJy on apprllCIChes that arc use'd for teach",!; cllllJren 

initial literacy skills. Tlt~se grollps were language and liltr"9 lL"cher trainers at St 

Jo~eplfs teachers' clllkge' and the Standard I Ie~cher, rrom lh~ ~chool, that were' 
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lIlclu,ied in th" sample ol'thi.' ,(wj: Th~rd(,,~. kt us first look at ho" the daw that "<IS 

collcctcd from the language and ILlerJCY l~Jcher tr<liners "<IS analysed <Ill(! the resulls that 

the rcsearchcr got from this analysis . 

.1.3. 1 I Il1 ~ r,.jcw s~h t"d lll c , with lan~lIa l!~ and litHa~y tf ach~ r t rainH' 

FoUl' lhl'mes were us.:d "hcn ana l y~jng the dalu ~olleded /i-om indi"Ld'l3l and fh~ll-' 

group inter\ ]e'\ s~hcdldes with the !LOCher trainers l'hc-,e \\CrC' the appnla~hLs that (hey 

usc "hcn trallling lit~r;}C: tcach"rs for lower primary s"hooL the language., thatthcy train 

thcir tcachers 10 u."-' lor initial Il (cra~y dcve lopment in lo\ver pri ma])' da."e" th" 

cnvironments for lit~raC) tcaching and learnmg that they train th"ir literacy teachcrs for 

lo"er prim<lr} school 10 crcate in thcir classes and thc training thc} give to th~ir trainecs 

in prep<lrrng. adupting und using materials for initial liter<lcy devdopment . Each of lhese 

mJin themes ha,i sub-themes that were also used whtn analyzing this data. Therefore, lei 

us l(~,k ut e<lch of lhese themes and sub-themcs now. 

4.3.1. 1 Allproachfs for lilaacy tfa cil inl! 

Whcn using lhis theme other sub-lhcm~ s th"t were also used f()r UrJ;JI: zing (he data 

~olle~ted Ii-om lOC rn!Lr\'ie" schedule., "crt theorics f,')r language and li(cr",,; learn]ng 

th~t mfmm the <lppro~ch (eacher lr<lHlers use, <lad the role of slmy reuding ]]1 early 

literacy teacher training, On the tiL,t main (ocme or appnlach j(,r initial litera"y .,kill, 

d"\'eiopmenL (he (ea"her lraincrs were unanimous in th"lT report that inr(ially trainces arc 

tra]ned ill ho" to l'qllip children with 'pre-reading" and 'prc-writing' skills. Thcs<: skills 

includc the basic COlJC~pts about print such as ho" to handle a book or a pcn, book 

orientation concepts (i.c. the front and back of a book). print directional concepts "ithin <I 

word and on a pag". letter and word concepts and number Lon""pts in a hook. Ihcy 

further reported that alkr masknng thc 'pre-reading" and 'prc-wri ting' skills, the trainees 

ar~ abo traincd in how to teach chi ldren "'l\\els, syllablcs, simple words and thcn 

scntt nces in that ord ~r. \\hat this implies is that during thci r initial tcacher Ir<lllling: 

courscs at St Joseph"s teachers' collegc. stud~nts atC trained in ho" to te&h their 

childten literacy skills using: thc skills-bascd <lpprnach. that is. from simple P<lrls of <I 

language (Iettcrs, vowels. syllable, and words) to the complex whole language. In this 
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"pproach, ~" ,lItention is r.ud <It "ll to whether the literacy lessons are meamngful lO lhe 

~h;hlr~ll_ This is !xc,lU,e these discrete skills (i,e. lellers. vowels. syllables and words) 

ar~ laught oU\>l(le "I' ally me;lningfui context. This therefore contrildicts lh~ fuel Ihil! 

lit~racy lcanHllg should be il meanmg making pn><;e» "jth the pnnled s}'mhols 

(Tompk in" 2003: _l: \Vilham>, 1993). 

However, ncarly all the teacher trainers at the Jos~ph's lea~hter<;' college were not ,nrc 

about the language and likraq tlx:oric, thLtI inform the approach they us.c when training 

lcachers for initial likr.l~: kaching in lower primal': ,chool cI""c,. Some of (he 

language and literacy teacher lrailler<; reported thaI they u'ain in the way the} do becaU';~ 

lhi, was the \\ay lhat (hey, lhcm<;civcs, wer" trained a., lileraey leaehers, Other tead\er 

trainers leponed that this is lhe way childrcn ~re cxpected to lcarn to read, 

On the role or ,lory Iciling/r~ading In imlial leacher Imming cour<;e<, for langu~gc and 

hl~ra(') lea~her>. ll", leilcher tmmers ,epon~d that ,tudenb are tra1)lcu 10 tell or rcad 

,tories 10 their students in their literac:' lesson> In lower prim;!r) schooL The rea"on, they 

mentioned for t,aining thei r students to 'cad or tell stones in lhelr hlna~:y le<;sons w~r~ 

lhat ,lones p'(lVlde 'lJ\ o[,[,(nlUllit) n'r lallgU;!g~ e>.['erien~e. (,hildr~n l~arn and acquir~ 

additiollil l \ocabollilry and sentell~e 'tr\ldures ofa bnguage thal they lLS~ for their initial 

IHnac), s~lils aC'-jui,inolllhrough Iclllllg and h,t~ning to <,torie,_ HO\,-evcr, thi, rc<,,'clrchcr 

did nol ob,er\e uny d~m(lIlwatioll o!'sIOI) tellmg/reading during lhe lrainmg <;c<;sion<;. 

-1.-'. 1.2 I.anguagcs for literacy dndoplllcnl 

rhc main thcm"that \\a, u,ed when wlal: zing the data that was collected from IndividUill 

and focu, group interview ,chedu les with teacher traine's at SI Joseph -s teacher s lmilling 

collegc was the language or languagc, used when training literacy te;!~h e rs or lo\\~r 

primary s.chool cias<;e<;, On thi, the leacher tminers reponed that the students they tr~in ,,1 

St Joseph -s l~d~her' S college COme from all purlS of 'v1alawi. e<,pecially from the southem 

and ~entml parl~ of the mlLnlr)'. TI", maJorilY of these students ,peak Chichewa, Cipo 

and Citumbuka, However. when trainillg them lilf imtial Ilt~r"cy teachmg in lowcr 

prlm.lfY Scll(l(ll classes. the students 'lfe Olll) tramed in Il(m lo use Chichewa and Englt<,h 
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in alllht ,dl(~,ls. Whallhi\ lllt~n\ lS tlut «II the ,tlKkms at th1" ,oll",~~ art tram~d 10 ux 

Chich~wa anu Engl ilh for inlti«l llltmt;' "klib "-'-',-/lUsltion even m schoob \\h~r~ childr~n 

do not ~peal.. an)' of lhesc' lal1guages «t home anu therefore fmruly understand th~m in 

class 

The main rtalon that the t ~ocher trainers mentioned l<lT trainmg th~ir Sllldellll in u"mg 

onl)' Chicht"a and Fngilsh I"r Inlliall ikracy "kill> (k\'dopment in ](l\\er pnmory ,chool 

" llml lhe turr~nllol1guage 1n educatillll polk)' dictales th"t only Chid1 ~"<l al1d Fl1ghsh 

,hould he ultd ill "II "hool' ill the counlry, 1T0"~\'er. all the teacher Irainer" were in 

agrtement thaI therc lS« tcmknc;' «mong le"chers to cl>cie 'Wllch whcl1 teaching childccn 

In thtir ClasSCI dunng tea,hing pmtl i~e In pnmary "hool' 

.t.3.1.3 Em i rnnm~nt" for li!~rac, ,kilh tI .. , .,lol,men I 

The other Ih~llle th"t \\'a, used \\h~n analyzing th~ data that was colkcted Ii-(llll 

indi,idual ond locus group inter\'ie\\, schedules wilh lea<:h~f Imil1er, at St Jostph', 

ltach~rs training CDllt~e was th~ ~nv i ronm~nt~ for lit ~racy t~aching anel learning that 

th~) lI'aln t)l(:lI' stucknts to Cl'tat~ \\hil~ in colkg~ for th~lr initial tach~r trainmg cour,e. 

Un this, th~ t ~achtr tr<lin~rs r~poJ1~el that \\hil~ on th~il initial teacher training ~our'e in 

litcracy taching, ~tudent~ art tlaineu in ho\\ to pr~pare and utilizt a .,.ari~ty Ofr~soul~es 

(sueh as \\ord tr~ts, word and scnt~nte c«rds, clas~room lab~ls. ll~WS ooCirds, nam~ cards 

and word lists) wh~n taching chi)dr~n to r~ad and writ~ in Clliehcwa, The t~ach~r 

tr<linel's l'unh~1' l'~p"J1~d that sl\Kknts al'~ "Iso tr<lin~d in lww to U'~ T,t,U.;L\R (lhat IS, 

r~aebillg and Leaming Lsing Loc"lly Avail"hle R~sourc~S) 'ueh as bottle tops, bach 01' 

tr~~s. food co\'~l's . carton I. bortks. in other words. ;m"thing they find in their 

tnvironmtnt. This r~v~lation shows that whik ill eolleg~ for their initial teaeh~r naining 

course. stud~nts are to some d~gr~e trained to ,re"k print-ricb environments in their 

1 1Ief~C: <;ia-"c,. Ilowe\'~ I', Ihere n(l w~' no menll(lI1 ol'trall1lng tta~hcrs In hllW to cr~att 

pOlters that cont«il1 mtanin i<ful chunks of lal1guage anu "hich Can also k u\ed to 

provide ~hildl'~n ,Olllt l<lnguage txper i ~nc~, 
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~.-'.l'" i\latcrial\ dCH]OplIlcnt 

rhe final theme that was u"e<l when anaip.;ng the data thaI was collected from indi\'iduaJ 

,mu focus group inlerview schedule'S with [ ~3ch"r lr,l]n~r'S al St Joseph', leadler 's training 

collc~e wa, lllalenais undopmenl for literac" skilLs acquisition. On this the (cacher 

lraincr~ reported thaI "ludents are trained in how to prepare, adap!. make ancl usc 

mmeriaLs for lite racy ski ll s acquis ition in lower primary school classes.! hey ,,~id that 

students are t'~ i lled, for example, in how to rrepare 'Surr lementary reader, for u"e hy 

lower prima,) schod children. llowe\'er, Ihe re>emeher (l1d nol "ee ~n: evidence 01 

~uppl~mcnlar;.· readers made hl' the 'S ludenl 'S or Ihe lexhe, Ir,,"l€n lhem'Sel \ e'S. Perhap~ 

this could rn, a re~tlll or lack or raper and wri ting material~. e,recially pental markers, 

which are somet i me~ not ~asi ly accessible in most scooois and colleges in this country. 

rhe teacher trainers "Iso reported that hecall~e materials are nm ca<,y to find at their 

collegc, (he} jm,t cxplain to the s tudem~ how to make thc matcrials instead of actllali) 

g~tting th~m to luwe hands-on ~xpenenee 0" maknals de\·elopmcm. Howcvcr, this 

researcher i~ of the opinion that th is report wa~ not in kccping "ilh their other rc]X1rt in 

\\hieh the, said that S!Hdents arC train"d 10 prcparc and usc a variety of materials 

inc luding TALlJLAR. D) definition TALU LAR refers to Jll lhe resources Ihat :lre 

,l\;1ilahle In Ihe local ilY 01 the school and col lege. Therefore.)I does nOI hold much water 

for the teacher trainer~ to complain that the l1laterial ~ lor giving their stlldent~ hands-on 

e~p eriene e are not :l":li]:lble Jllhel r college 

".3.1 Interv ie" schedule, with Standard 1 teachers 

Fle,llles lI1ten'lewing le,lCht"f Ir,nner,. ~ddit ion:ll data on the arproJche, thai are m,ed lor 

hler,~y leaching and le:lrnlng in lower pnmar] sehelol da,s~s were collected through 

inter\'iewing teacher, who had graduated from St Joseph '~ kachel-s' college. When 

ana lyzing this dJla. four Ihcmes wcrc Jlso u><: d, These wcre the :lprroach Ihe leacher tl~e, 

In hls/her chlss when le:lching chlidren litcracy sk ill ,. languag~s for lnltial literac) 

de\'elopmelll, re~ourCe~ and environments t,'r iller".:y skills development and the 

J,>e,SIl1ent thc) mc in their litcrac) clas>c" Thcrefore. Jet u, look m thc rcsu lls or e:lch 

ofthesc Ihcmes in detailll<lW, 
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4,,1.2. 1 ,\ pp r{lach t's for IC3C hin l( lit erHl in ~Iandanh J and 2 . . 
On the apprrmch th"' [hey \1'~ when kKhing literacy skills. all Ih" (eachers reported Ihal 

IOCY start fmln the ';fllaliest \lnin of ~ l al1g\lag~ (vowels. syllables and words) bdor~ 

moving on 10 whole lan~u~ge . For in'till1<:e wh~n t~il~hing the word Clnga t~a~h~rs tirst 

leach the ,;)Ibhles 'w, lie, m, no. and rJU, then go, gt'. gi. go and gu 311d.l7nail) ng(l, IIge. 

ngi. ngo and "X". \Vhen ~sk"d \\11) Ih9 tea<;h ~hilJren 1:1 this way. thi, is what the 

variollS l~ach"r' ,aid 

• -Pupils need to learn part, (If a word firsT before learning to rcad the \\hok word. 

Even the syllables, pUpl!> n..;"d to know s)llablcs of (llle consonant before 

learning to read syllables with duster consonants' (Mrs. J\t 111., (eacher at a rural 

school - 15 September. 2004) 

• 'I w~nt to hegin from kno\\"T) to UnknO\\l1' (I>.ln. KG .. tea<:her at an urhan ,cho,.,1 

- 21 OClOr-~r. 2(04) 

• 'Pupil> "annot r~aJ at sentence level unless they re~d ,;: ll ables' (\ lrs. L N" 

t~acher at an urhan s.chool- 26 Odoher. 2004) 

• 'Chlldr~n ,,~nnot r~ad "hole " 'ords if the) Jo not kno" how w rcad syllables' 

(\lrs, n C .. teacheral r\lral "booll] Jul), 20(4) 

• 'Il lS ea'l~r to rdate so unds or things ~t home with ,;,.,unds of leuers. This is 

nlO~ing from knO\\l1 to unkno\\"T)' (I>.lrs. R K.. te~"h~r at a r\lral s<:hool 11 JUlie 

20(4) 

The JPproach for teachin~ initial lit~racy ,kills thilt th~ tea"hers said lh~y \lse In lhelr 

dJsses is similar to tll<: approach they arc trained to use dunng the ir milial teacher 

training programm~s as alhKkd to earl ier, Th~relore. stlld~nts transfer the sk ,l ls-based 

approach for literacy teaching and learning that th~y learn in college to their pn''' ll <:e in 

litcracy ciasSl'S in 100~cr primary scho(ll. .] his JPproach has heen in use in this country for 

many wars now. It is. thcrct"re. likely that the devdopers and implemellters (i.e, teil"h~, 

tralllcrs) of the t~ach~r training lJngmge and I:teracy curriculum are .IUS! fo llowing lhe 

\\ay they, them,d\'cs, were tramcd witho\ll critically considering th~ pror-lems tIM 

learners haw when they are taught their initia ll itera<:y ski lls through thlS approach. 
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On the pwblems that teocher, liKe when lea~hiIlg children wnling and rea<Jing: in lh~ir 

~lasses, thn~ "~re ai,,, a varie!:' (\1" respons~s were also g()\. Some these responses were 

as 1',1110"'" 

• 

• 

• 

'The LanguRl'e problem ChlidreIl "J'e u;;ed t() lh~ir language (lh~y spe~k ~l hom,,) 

and it ocoomes clifli~l1]( t;,,- (hem to learn in a ,[range I~Ilgllag:e at s~ho()r C\lrs 

A.A.,N, and :>'lrs, A.W.N" teochers at a TUral seh,,,,l - 26 (k["ber, 20()4) 

-No hooks. Large class size ' (t>Ir" L.'\ .. ica~her al elIl llrhan S~l""ll, 26 Odober, 

20{)") 

-Play luI children Class tOll big (137 pupils).]\o classmom.' (ldrs lUi" teacher 

at an urban school - 2I lktoocr. 2004) 

• ivlailY pupils come to school w itillllLl a \l<'Ilcil and an exerd<,c book. ScllllC children 

ahsent them selves \"Cry often. Larl'c class size (216 children) and inJi\'idua] help 

is impossihle (Idrs. M,ivL teacher at a rural SChOlll· 15 Seplcmocr, 200 .. 

Thcsc rc,ponsc<; Ull ,100\\ lhal I.ea~her;; "r I()w~r primary s~h(),,1 dasse;; face a I()l .,f 

prohlems whcn lcachiIlg in lhdr da<;;;~s. 'I hese prohlem<; ranl'~ fr."" da,;; si~.,s whi~h me 

far hlO largc, lack of ciassnloms aIlU h()"k<;, ~hildren mmiIlg t() ",h.",1 wilhollt "'Tiling 

malerials such as penci l<; mld exen:J,e bo()k<;. ah<;enl~e"'m mld the IaIlguage problem 

Thc,e are alll'enLL Lfle prohlem<; lhal may mde~u affe~t I~JrneT a~hle\'em~Ill in llterac)'. In 

addition. thcsc response, contirm lhe filming' "r th~ r~scmch studies that lhc ILQ and 

Sa\'C the Chlluren F~derali()ll ~alTleu oulm llllS ~oulllry. F()r JllSlaIl~e_ on n"" availahilllY 

()fbo(\b Kamangira (2(){) I) al<;" fiHLlld lhal. masl ;;~hoals in Ihe dlSlli~1> where lhe IFQ 

\Va<; ~arr)ing ()ul re;;em"h on 'l"alily af ed\l~alion whi~h children recei\' e al cbSST()()m 

le\ 'e! did nOi ha\ e book<. Sllllilari} _ ~ru-llalhaka el al (lOOO) fmmu that pupil;;' a <; well as 

leJchcrs' ah:;eme~ism \,as high in the Save the Children Fcdermion ' s areas of 

inl.er\' enllon . 

... .1.2.2 languag~~ rur littracy developm~n t in Standa rds 1 a",12 

One llf the ;;ub·themes lhal WCre u;;ed fm all,,ly~,iIlg lh~ data lhal wa, ~()Iled~d OIl 

languages for lilera,,: ,le,-e!opmenl in lo\\w primary school classes was the language thJl 

Ihe maja[ily of chi ldren speak in sampled classes, On this. 1\10 teachers reponed Ihalthe 
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m~J(mly of children speak Chicflc\\'a i"wll Qtocr teacher" however. reported Ibm the 

m~J(lr1ly of cht Jdr~1l III their das,c, 'p.caJ.. other local languages iCiyao in a Standard I 

class al /l.1chcngawcdi School and Citurnbuka and ('ilonga in a Standard I da'>S at 

Ka lamb"e School). Il'''\"e\'cr, ti'l<!rc \\"as agreement among all the teacher, on the 

lallguagc~ lh~l lhey usc for illitial literacy skills acquisition. Thc,c were ('hichcw~ and 

Lngii'h. 

Onlhc reasons why their dlildrcn are taught initial lil..racy "kills thrllugh languages that 

they dQ 11(1( speak ~t home. they all quickl) attributed this to the current language policy 

\\hKh didatcs that all ,hildren inille cnuntry should initially bt: taught through Chichcwa 

and then English and that these lWO languages ,hould be studied as subjects at school. 

Ho"e\'~ r. te~~hers ,,1>0 leach in schools ,,-here children do 001 spc~k Chi~he"a aod 

Fngllsh at home repon~d Ihat their dlildrcn strugg.le a great deal 10 learn to wrile aod 

read Ihrough 1\\"0 un fa miliar lang.uag.es_ 

-I.3.Z.3 Re,ollrcr, and rndronmrn!s for litc":lcy tlewlopment 

A, alread: ~Ilud~d 10, reSOUT~eS used for li'era~y d~velopmel1t In I(m'er primary scholll 

elm"e, was another them~ tholl W3, usnl i'lr anal~zing the data cllllected trom teachers, 

On this theme teae-hers menlioned bOllks, e-hans and canh a, some of the instructional 

matnial, that th~y ll,e when teaching children til write and read in Iheir classes. Tht,y 

al,o l11entiol1t'd th~t pictures, drawll1l(s. re~l llhj~cts. re:al product prinlLd name,. haeks of 

trees and <"loured reSOUrCes as ,omt' of tht, lllcally 3\'3ilable re,ource, that they usc in 

the dn't'l"pmt'nt Ilf I ituacy ,k1l 1, in their da.<;,es. Of thesL" the following were mentioned 

by the majMit} llfteaehns a, >DrIle: Ilfthe reS,lutees that children like mo,! in clas,: \\'(lrd 

card,. sentence cards and the chalkhoard_ 

On tlk' ,ub-theme of in,truct ional materials that children scem II, find mo,t difficull. lhe 

majorilY of leachers mentioned oooks, .A surwy of th~ ('hi~hew~ hooks for Standard I. 

l'I(mT\ cr, showed that the content j, ., ery simple, )l.lo,t 0 f the work III this hook. 1 S brge Iy 

~tlcll~r, syllahle and word le\ek Thert' are a fe w tasks towards the enU of the book that 

are de\ot~d to , entence and paragraph !eve], (see Appendix -I), There!(lTe. this ,.'searcher 
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is of tlle opinion .hal tll is J, sh~" for books ~ould nOI he ~eallsc of Ihe le\'el l, f ,hflieuh~ 

of the contem in .he OOOki. bu, r:lther OCUW'" of .he iac" haJ: mO<l schools do nn. ha'e 

atleq u;ll~ qU3JlllIleS or le ~ l b'~l L s for 1.,3mel"'- ,\, if Ih is was not C'/lout!h .hi, r",ean:h.,r 

also "b<.Cn,..J .1\;,. ch,ldr"" at all .he ~'h 'll b 111 tin' <.ample did nol h;l\ c lin "pp"nunn~ 10 

[:ll ,' bonks 110>,,-,.: Therdore. Ihe} rn lly 1'1'" he u~d to the liKI th"l f.<'.'plc III Ill., lil~rnlc 

'I<..rld do nol rcad i'rom Ihe chan.board h1ll hix-ks and olher prmted m,,[,'r;al, 

fhen: "'1, ,I<> 3grecmCnl. ho\),c\,cr. amrmg 1 ~ 3"h.r' on th. ,uh-thcmc of n:Klur.:ei f'-lr 

hlcrn,:~ ,LillI dCH: lopme!lt tlldl t""> w"Il IJ like.<o ha, .. in .he!!' classes. The foll(\l<lnll 

1< ....... Ih" tc".UfCn Iha t .he tcaehe~ "aiJ thc~ lequi re m their h.em.;}' das~'S' 

" "-",,urn: 

THllX>ol ~ 

11I"<lr~tcd b,~ 1k, 

\\ N,t ~a,.t, 

.. ~ lla bk _",d, 

O' h ~, "a,t "'g ""lIer;"I , 

s., . .,r .. ,~ .. '"'.~ "-10,, ,n.,n.ioftM i. 

·1 .t3("h~ 

I .,~.ch~r< 

3 .e."'h ..... 

' e,1~llcr 

t(.\(; Il~t 

A1tllOugh .he reqUlremenl, vary fronl (On,' (eacll~r 1<> th~ ,>Iner, <'nt thing that the~ r~iult, 

~ko" IS thai t.::~<:hl'l" "r l(owl.'r prnuHry i..:h!".! <:in"", arc in din: tl<'cJ " f u \'3net~ <If 

I\"Jdon~ """,un:l'l> for tite.r k am",s t .. b<' equ'pped .... nh l, tCfaq skills. Th'~ tits III 1<..:11 

"dlh Smu h's (] ')7') pnojX'Sll10n .. In'ad} all uded 10 aboU1 ehild~n karnong [('I read 

.hl<lugh ' eadtll!!. JUS! as they learn Il) ~pca k .hroug h ~peaki/lg and Il' wril.' throll£h 

'Hilin~ Howncr Ihe rescarch~r l<xl, thm IC:l;; hcrs lack ~re"lh i ly III .. dup.in". maLing 

unit u"n~ 1,'<:311)' ava ilable prJn! m~tcna!, ,\I"" lOC) lack sk ills in adaplln~. making alia 

IN nl; ",.r~ b. ".ks of their 0\\'11 . 

.1 ,,\.2.4 ,\'s~" m~nl 

\ I;'un lt and timl tlu:mc that " -:IS useJ '" ,malp" the dma l lut "-as ",lIeded I .... '"' the 

SlanJ~l'(t I Icaehcn..m Ihl.' d Tcrmenc;s ,.f appro)ache, used f(or literacy .eaeh,ntt on I"" cr 

[,,,m31} '\Chool dasscs wa~ <liS<'"men. 011 Ihi ~ a ':l<Iet\' (of ""Sp<"'SCS \\;'IS al ... , c"l1cc'ed 
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Ith ll"Il.'f 

<. OIlIIUUOu~ a.~'<Smefll 

T ~rm le.'I ~ 

"10. "f 1." .. hu, "hi, ,1:,1\ t Ihe re.~I)"n~ 

; l.:::tch.'1s 

2 1.:::t~hcrs 

01 'h~ ,.::achcrs who said they use .!lIll; IlUOUS as~e~smenl, on~ ~ajd Ihut til ... ')' ass..'Ss them 

"\"~f} formight Willie tll~ Olher t"o rep_,ne.! 111.,1 t.h ey d'''''s..~ theil' ~\"ery day 1!,,\\·e,~r. 

lh~y (Ii~ 110t elaborate Ill'" the} J~'C" tlll!~ l Cilrn~r, ~nd th i, researcher d'd 1\,lt "h~r"~ 

lb.:!ll ~ondllClong the assessment A lH'. I iJi~ re.curt: kr die! not s.::e any e' idel1('C ,,r rl."U.lrus 

t..epi on the adl ieleln"n{ thai !earn~f1l " . ..,.~ nlakin& in Ii lerJ CY in the >a ll tplt'd duo;.<;es. 

Tt'~"hers ,,110 rt'p"nrtlll"'t Ih,,\' \1 0;,: end of t.::nn tests. rn~nt ionrtl ch~~ SlJ":'~ a~ the maIn 

p,,,hlt"nl 111.11 mak,,~ it difficult for thelll 10 assess !bell leamer .... on a CO UUIlUOUS oosi~. 

Ih..:~ leron..:d Ill;)t i, "-01l!<I 113\e t>t'CT'l toe lle, Iu a~",,~s t h~ learnl'Ii. frcqU":lld~ t>UI thh l~ 

niH d<)n~ I,.,..;JU . ...., of litc bIg cbss sizes. fhc tomml of I"" k.'.Is in St:andard I inlOh"" 

CU]"!}lllg wmds allJ .<;cnlences. and rca(.ilng S} lI ahl~s and "orJs rlOm syllal>le :and "Cnlcnc~ 

cards The r~scarcli~ r did not \.Cc any dear d ifrercn~~ belween these t~~ts and the l es~on~ 

\\ 1\1\1 tl1~ I~J,liers repurted a, le,l, were .,~ U nlUll~r of fact the sallie as th~ le.S"IIS 

TIle 1.lher .'r~a I hat tbe r~""' JJ"cI",r 1""e,lig.lt.·,t \\ as on ,"-'" (~Jcher.; u!><' Ih~ re.~u 11 .~ of Ihe 

."f]do(lf·l..-rrn ICSts alld conunuuu~ a~$~ln"' 11 ( In ~nd..()f-lcr[l1 results thcrc ,,·as agr"":nJcllt 

III the responses 01 the 1~3ehels. lh..:y all ~id thJt Ihey use th" fC'MlIt~ tor ~rJdill~ :aod 

POSiliOl1il1!; l,r kalTlt-"l"S at Ih" ~>t1d of Ih~ tern). HOWl"\CI !b~le wt"fC' dill"l~nt r""'pUI1_<.CS OIl 

h.,tw Ih" !!rad,,~ I",m continuUlls a:<.\cSSJIlcnt Me ,,~l. S"'m~ I .... dehe'> .\;Iitllh!ll thc)' IJ"" 

Ihe ul11lmunus 3:<.<;C.\..,ment grades 10 d l ~gml6C sp"~d',~ ",,,,,ds of 'Il~ !camelS. Other h~IlJ 

mher Idch~rs, ""Id t ll~y use the grade~ fWIll eont;mwus a,<;cssmcnt to 1lI0lnwr ,dlct\k!r 

or n(H ,-hl IJr"ll haw gfaspo.:d the ski lls <':!IIl Cep t. nnd ~n"wl"dge they k arned;n II 11'1""" ()T 

lc>~·.n. 111 aJdition other lear hers 5ai(! thJt thl: rcsLllls from the continuous ~'''C'.\,.,..,nt ur~ 

JI,o u~d for grading Jnd positioning leamers at Ih~ .. .,,<1 "f a tcrm. Ho\\el'el. H) Hlf<·ad~ 

1101l11l,<1 out. this rI.'.,e:lldlCr diJ nUl an; Ie, <If\.h uf ,'onti"uous assesS[l1enT ~r;"I..:~ In JII the 

,,;ullrlcJ cI~.\.. ... '~ 
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Now let us look at the data that wa, cnlkctcd from the post-lest III literacy skills 

achievement that the learners took at the end of their academic year. 

~..t 1'0,1- Ie" on li1naty ,kills :lchienmen( 

A \'~riel: of data was collected tlu{)ugh the test that the researcher administered to the 

lcamcTh in Sl~nd"rd 1 "1 the end uf their whool yem. This induded data on pupil age. 

repetition. and data On c.hi ldren', mastery nI" carll' literacy concepts and the basic literacy 

ski ll, h} the end or"their Sl~mbrd I studic,_ AlIlh~ data that was collected from the post­

lest wa, c"reitLlly entered ,In ~ C<lmpuler by the researcher and analysed using the 

SIal;,!;,,,] Package for SocIal Science, (SPSSJ. Thcrdorc.let us now look at the results 

of this analysls. 

-1 .... 1 Pupil age 

As pointed <,ut in 1.1 ~bv\e" tile official ~ntr)' age intv Stambrd I in Malawi is ,ix years. 

I1ov,~ver, there is IlV oflicial ","xiJ11tLJ11 age limit that l~ ,pcritkd for childrcn enteJing 

this Stand~rd. Therefore. one of the me~~ thm WCre invc,tigated itlthis study w~s the ag~ 

range <lI" chilJrcn who ~re enr<lllcJ in this S1aoo~rd_ Data on pupil age was ~vlk<:leJ by 

initially a~l..ing the learners themsdvc, to state how old they wer~ ~n,l lhen cross­

rheC~ JL* their re'p')Jl~CS with the inforlll~tion on ~ges that is re~vrd~,l m the reg"ter of 

rh ilJren enrolkJ in Standard I at the school. I he results of thi s inyestig"livn "re slwwn 

in the t~hle hdow: 

Table 4.1 : Ag(' rangcoflca,"ncrs in Stalluani I 

Pupi l age 

5 

6 

7 

III 

II 

Pen;enlage of learners 

5 "i • 0 

, 25 % 

35 % 

1 5 % 

, 5% 

20 % 
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rhe lIl\'~Sligation on rupil a~e showed that ~h~ [l1e'm "ge or learners "ho \\~rc in 

Stambrd 1 "as 7.(,0 years. This finding l'()nfirms [he iinding, of the ,tud} which ~he 

S,l\'e the Chi ldr~n F ~dn'ltiOfl (SCF) ~arn~d Ollt lIJ [he ir area, 01- interwntion in I>lang()chi 

district. In this stUlly the SeF ~ll,o lillllld thaI children in Standard,> 2. 3. 'md 4 "er~ 

generally a year older than ihe nfficial school class age (Namathaka el aI20()O). 

Also. a, shown in T'lble 1 ,,1')(lVe the results sh()wed that the "ge nmge ()rlhe leamns that 

"ere incllldeJ 1Il the sample ,,·as hetween fiw anJ ~ l ~ven years. Five year'> was the 

ynllllgest whereas eleven \\as the olde,t pllpil age in th~ sampled children. What these 

rc,ult'> '>eem to slIl\ge<;t is that it is lihl} that some children are starting (he Standard I 

class as early a, 5 ;'Car, of ag~_ which according to th~ current primary school entry a~e 

l'oliq is under·age_ The invc,tigat ion al<;{) ,how" lhm there are over- a~e children wh() are 

ellrolleJ LIl Standdrd I who sit side by '>ide with the und~r·age as well as th~ l'one~t-a~e 

children. rhe'>e result'> also confirm re'>ul1'> from the otller siudies thai were done In mhn 

parts in this <:ountry (Chilora. 2004) in which il W'" f()lInd thill pnmary schools Ivcre 

~molling ulldn-age ,md (l\ehlge dllldr~n lIJ Stand"rJ I 

The rr~sence ()fb\l1h the under-"ge ,md over-ag~ children m Standard I has implication'> 

fur cb,sro\lln pnl~tice th"t also :!ff~l't the \lverall approach that lS I'mally used for litnacy 

teaching and leammg at tillS tenJer stag~ of development. One orlhe challenges th'lI the 

StallJard 1 t~achn has" that 0 1- ,electmg appwpriate methodo logic'> fol' lile"ll'Y te"c hing 

and learning fol' tlw o~w-age and the U]lder-ag~ l'hildren "like. It is. [her~lore. more than 

i,kely that in a class oflhi'> "ide age range variation certain age-group ~hildren might he 

delay~d or rushed-up when the teacher is trying 10 reach a balance between the 

m~thodologi~s that are ",i tahl~ iix the under-age. the correC{-age and those th:!t "re 

'>uilable rorthe ov~r-age children in a literacy class. 

,\.4.2 Krptlition in Standard I 

rhe number of years that a ~hj ld stays in ',ne class lx:f'M-e moving on to the next cia" wa'> 

another ;ne:! th"t w:!s inwstig:!ted m this ,tudy_ Thi, wa.~ hasically done by asking the 

learn~r,> tllemselve,> tlw number ofye'Jrs they h"d repe"ted StmJ",-d 1 ThlS inlormation 
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was cross-checked with thcir cla~, leilch ~r's records just to make sure that it was corr~cl 

Jnd valid, The rt"snlts of this inve,tigution ilr~ shown in (uble 2 lx:low, 

T:llJlc .t.2: '.'umlwr of, ca r , Icarncrs repcat Standard 1 

N()mb~r 01 )e.lTs kaTllt"rs repeat 

I Standard I ,-

5 

-------
Percentage of kamers 

r~peilting: Stilndilrd 1 

25 % 

GO% 

5% 

5% 
-_._._---, 

5% 

Ihc rt"sults of Ill" invc~ti g,l1Lon r~v~alcd that thc m~an numh~r orycar~ childrcn werc in 

Standard I \\a, 2_05 "cilr,_ .'\I~,,_ a~ ,hown in thc tahle -.. 2. the rc~ults ofthc in\cstigation 

snggest that th~ nlLntlllLHll nllmkr ,, ( years dlLldr~n rep~ilted Standard I was nne }car 

whereas the maximum was 5 lears, Hnwt"ver. the stnd} did not in"estigate the reasons 

why children were rereating Standard l. lhis researcher suspects that this conld panly be 

a result ()r und~nlchie\'~ment of karners ill literacy skills as U rt"sult 0(- using il ,lrangc 

Th~s~ lindmgs conlirm lind ing:s fro m th~ Olher r~s~arch sludies Ihu( w~r~ done On lowcr 

plim3Ty schonl class~s (Chllora 200--1: Ch ilonl and \f~hi1/im~ 20(5) und rep<l rl, in the 

hilsil' t"dllcutionill statist ics (::>.limstry of Fducation SClenc~ ,md T~~hnolof'.Y, 20(0) whi~h 

al,o re\eal mas,i\'e rerelLlion of l'hildren between Standard, I and --1, 

--1.5 I~~, ult ~ Oil lit eral'~' skilh ac111c\"cmcn\ 

Al'hi~\,~l11~l1t or li (enleY skills tll Standard I an~r on~ y~ur 01- instrudion was the olht"r 

ilre.] thai WilS investigated in (h~ shldy_ On th,s ar~a th~ resea.rch~r invcstigatcd childrcn's 

ma't~l-y oj lh~ early literal'y conc~pts and lh~ ba,i~ literal'), skilk Dala on these areas 

\\~re collecled through gl,ill:; the learners a test 011 earl, literacy concepts and ba,il' 

literac} skills, Therefore. let ns nov,' look at how this data was analyst"d and the results, 
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-I,S. 1 Earl> literacy ""neepl, 

I h~ ;11\estigation on early literacy skills as already alJu'kd to ill Chapter 3 <:emr<,d On 

chi I lIren' S famili aril~ and mastedy of concqHs aboll1 print ( ,ee Tompkins, 2003 for mMe 

dela, l,) such as lx>ok direct iona l concept> (e . .,:_ sho\\1ng the frCln! and hack nf a oo()k). 

prin t di recIJCIl1al concepts (e.g. ShG\'v1I1g the di rection ofpril1t in a word. acro,>s a ii)l€, amI 

ilnos~ several lines) and kHer. ,\nrd and page nllm l~r concepts (e.g copying or ,hGwing 

k llers and "'Nds on a pa~e. turning In II", l1r<,l page or ind~cd any pilge number in the 

hook). An aJdil;onal carl) litcrac) concept that was aJ,o il1\es llgilted was chi I Jrel1'~ 

ahil ili~, lG cop~ lc!l~rs_ Th~ tollGwin g \\crc the result, of thi , il1w,>tj galion 

-4.::; .1. 1 C"nr~pl' about print 

DLlnllg the pc>st-teSL I<,an)..'r<; were gl\'<,n <;i~ tas ks on th~ concepts aboul pr int usmg a 

Ch lchnva textbook or their grad<, l<veL -Iwo Gfthese tasks w~r~ on bO(lk di re~l ional 

~c>neepls" the Mh<r two wer~ on print dir~C1 ; on " i t l\;n a wc>rd and within a li n~ and 

s~v~ralline,;, and the remain ing lwO tas ks were Gn ktter and word ~on~epl s In a line and 

Gn word bOLLndarie<; Each child in the sample was g:iv~l1 a DCI< ,k and asked to demonstrate 

hl'; or he"' a"aren~,s of the has ie e "nc~p! > aboul prim Th~ r<,,,,lts o j th is im ~'ligation are 

SI1<l\,n in tahl e 4,3 hclo\\, 

T able 4.3 : :'tla s ( e~' of the ba ~jc concept> ~ '",ut print 
~~ 

Per~en!ag:~ (I f kamer,; Numb<r oj' eonc~pi<; C<Jrr~ct 

20 ",';, II 

",-------------+'25 'I', 

30 '1', 
1-,--------, 

6 

-t-=::------
111 % 

15 'I', -------'j 
,o,.s showl] in the labl~ abov~. the ma io rl1j ofkiJrn ~rs (75 per~elll ) ,,'~ rc not l:lmili,JJ- \\'Llh 

the hasic coneepls "hoUl prim at th~ clGse Qr Iheir year one studLes at pnmar~ school, 

The maJ<lrily of lhese learne r> could )lQt tell the !i-nnl and bac" k of a h,x,k of jh~ir grade 

le\el. lhe direc-lion of print in thcir boGks 'md tht: had no ba<;ic concepts about word 
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ooumlane' in a line. Howe,er, nws.l of the learners had >om~ hasic l~ller concepts 

especially vowels . 

. \lthough this stud) did not inv~stigate in detail whdher karners us~ books in class and 

take them home after class, this rcsearcher strongly suspects that this dismal performance 

on th~ ha';lc concepts ahout print call be attributed to learners' lack of regular exposure 

and lllteraction with ooob, As Tompkins (2003) I1ghtly argue,;, karners need regular 

e ~po,;urt to pnnt lor th~m to -own' th~ printed words. Some re';earch studi~s. according 

to Tompkins (200<. 10) suggcst that karners need to read a word 4 10 14 times hefort 

Ihe) can cimm it'; 0\\ ner,;htp. HO\\e;-eL this form of as.' essment may pO';e some prohlems 

especially in mul ti hngual ,ett ings ill which printed materials are always hard to come by 

and !tamers are being denied the right 10 ac,-!uire lllliial literacy sklils m their familiar 

languages. I'his is b~causc ch ildren in thest seuings have the difficult tasks of Jcaming 

the targC( language fo r llt~racy acquisnion before karning rcading alld "rit ing in the 

strallge language, both of which are 'Illite demandill g, Therelore, bccause of this children 

may bc required to read a word for probabl y more thall 14 limes belort (l",: 'own' it 

Ho" eycr, this is an area that still rcqllircs furth~r research in muhilingual setlings 

~ .5,1.2 CO]l~' in~ lellrn 

('opying leiter, wa' anOII""r early literacy conc~pt that ".11., as.'ess"d. I'his conc~pt "as 

incl uded in tl", asses-;ment because the approach (hat lS currentl)- used lor teaching 

re.lding and writing III Chicbcwa in Standard I insists that learners learn W wri(e 

individual letters bcf()f~ th~y can" ri\C a comhination of (hest leu~rs at syllabk and word 

levels. Two m~(hods "ere us~d for assess ing leamels' ability to copy Ie\ter,. ]h" lirst 

"as through asking (hem !O write (heir namcs. If pupils wrote their names COllect Iy i I "'as 

assumed that (hey "-ere able to copy letters. ]lowever, if they faikd (0 writ~ tkir nam~s 

thcy were given a chance !O copy (he first letters of their names or other words , Thi,; 

im,:sti gation showed thm (he majority of learners (<)0 perccnt) were able to copy leHers 

con'ccl l: . Ho"~\'cr. on lis O,,'n this rtsult; s slill insignificant bccause in the lit~ra(c " 'orld 

pcopk dQ not \HHC 111 s1I1gk Icll ~rs whene\'n (hey want (0 communicate ,,,ith other,; 
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(jenerall} the result'; on tile a;sessm~nt of early lit~ra~} conc~pls (<>ce Table 4 .3) sho" 

that man) ,hildr.'n failed to acquire these concepts aft~r b<:mg al school for one year. for 

in'!anc~. o\er 75 [It'rcent of the learner;; in the smnplt completed the year with lin le 

knO\\!edg~ about book and print dllection. In addilHlll there Wnt' sli ll some childr.'n (IO 

[It'reenr) who could not copy a Slllgie !ellCe. What lhis m~ans is that the approach that is 

u,ed for t.'achin~ literacy In Chiche"a ma\ not be helping the childretl to karn to read 

and \Vrit~, 

4.:;.2. lla,i~ lit~rac) skill. 

Be,ides the early literacy ("oncepb. leamers \\ere given ,orne basic 'Writing and reading 

lasks in Chichewa. rhese task, included "riting names. "ords and ,imple stories. and 

reading "ord, and simple ,tones. '\11 these la,k, were ba,ed on th~ cont~nt of the 

curriculum for Standard I Chichcwa. 

4.5 . .1 Writing 

The abillly to "rit~ legibly and meanin~I'ully i, "n ll"pnrlant eornmuni~ation skil l in lhc 

iLtcrale world, Wnting helps 11l~r""te people to eommunicat~ and ,hare thoughts. feeling, 

;nnovatiollS amI cullural prad i cCs with other people. '] hercfore, the abili ty to 'Writ~ word, 

and simple and ,horl sto rie, was one of the baSIc literacy skills that were tested. rhese 

\\Tlling lasks llldud~d the abi iJt) to "rite ,md read correet l)' lh~ir OV,TI names. other 

famili'lr Chichewa word, and simpl e and shol1 s~n\enc~, and Slone,. Th~relor~. In us 

nO" look atth~ r~sulis or Ihi, 1I1vestl~ation. 

4.5.3.1 Write n~nl e 

As alluded 10 111 lh~ pr~eeding para!\raph, leamers Were asked to write their names on a 

pi~,,~ of paper that "as prO\,lded by this rescar~hef. This inveqigation revealed thJtth~ 

maJor;I, or th" learner;. (RO IXrc'~nt) compleled their \ear I slUdie, \\ithout b~ing able 10 

\H,te their name,. This result confirms the re,ult, from other re,ea'ch ,tudk, thm "er~ 

carried oul 111 lower primary ;.chool claosts (Chi 10m, 2004; Mchazirnc and ChiJora 2003: 

Chi lora amI Harris. 2001. Narnathaka et al. IY9<.J) in 'Which it was found that children 
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wCre completing cla,scs and were king promoted to high~r da>ses wilhomocil1g ahle to 

"'.5.-'.2 Write (" lllCh~" a " (l Td, 

F\~Sldes I,riling lheir narn~s. children wcre also ask~d 10 wrilc Chi~h"wa words which 

lhey had !carll[ during their YCat· one studks ,lJ1d WlllCh Ihc\" were Lmlliiar with. Thc 

design of this task was that if kamer> wrote tcn words al1d morc lhey wcr" going to bc 

,Isked 10 write ,I simple story ,It para!?"'ph Ie,,,!. The results of this investigmiol1 ar~ 

pres~nled Ixlo". 

Tabk ... .... : :'II umocr of Chich, ... , 3 " 'ml, written 

'J Unl her or words written 

() word, 

3 word, 

C~-­

Percentag~ 01' childrcn 

85 % 

10 % 

As shown in this tahle . the m'ljority of th~ )e"mer< ~omplel~d their Statidard I l it~ril~Y 

sludies \\ ithout dcwloping atl} writing >kills at "ord level The rcsult, al,o show 11wt Ih~ 

maximum numbo.:r of words th;lt the <:hlidrcn Were ab le to write W'IS..j In additiol1. th" 

results ill Si' , ho\\ thin "II th" learncr~ ,\lx, I\ere ineludcd in the smnr k could l10t '\fIle at 

\\"hal thes~ re>ulls show is that children arc not learning literacy through thc skil ls-hased 

approach thm is currently being u~"d 111 our claSSeS. 'Jemnally peopk do not write in 

individwlI words but in '~ntel1ces ThcrcfMc if these children w~r~ ind~ed learning 

litcrilcy the} ShOldd havc becn ,,,'lting at ~ell1cncc and ,implc stor} levd 

4.5.4 Reading 

R~il(tJng i~ one of Ihe 11nportalll skills which p.;:op!c in th~ lil~ral~ world use in order to 

ilc'ltLLre inf,mllarion (("relict. 1981 : 4: Could. 1983). g~1 ,I nl~ssagc ('-'Lllla!. 1982: 41-

L,m skil l, and ktlOwlcdge aboutll~w dc\"Clopm"11l~ ta~ll1g placc ll\ their arcas and ulher 

parts of Ihe world and to ~'"tend their ~u lL lLral hadgnlunds (Staige. 1'179). Al sch'~ll 
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Teading is one of the skills that kamers ll>e in oreler to acqlLlre knowlcdgt in othtl' 5uhi~Cl 

al'~as. III addition. the ability to r~aJ is one or lhe basic indicators that many people. 

including the illiterate par~llls. usc in onkr to a,~CSS whelkr th~ir cllilclr~n are kaflling;]\ 

schoQI or liN, rlltrcfore. in this srudy ltam~rs were l!iv~n reading tasks. Th~><, l!l,ks wer~ 

a\ lhr~~ Icvds. namdy, word, \~ntcllCl' anJ paragraph l~\'els, The purpQS~ ('fthes.: t"sh 

\\,15 10 find Qut ,,;hal the k amers \\~rc abk 10 r~ad afkr cQmple tioo>: theIr Slanuanl I 

lilcmCj s!UJi~s at primal) school All the words and Ih~ short p,mlgraph [hal "ere g;\cn 

10 \h~ karn~rs '\"ere curriculum h"'ed and \\"~re taken n1lm lh~ ~(\ur,e hook of th~ir grade 

Ie, el. The r~suhs Q r this io \ estigmion are discusSl'd b:low. 

-I.5.~. 1 R~ad "oro], 

I .• 'amer~ were gi\'rn 20 wnrus to r~ad_ /\s alluded 10 in th~ pltvious paragraph allth~", 

wonls wcr~ tahn from their course bo()ks, Wh~n I~adiJ]l! tbe,e words ih~ resear~h~r 

ass~"eu One I'llI'll at a Iim~_ Ltdl pupi l was asked 10 look "t a word and r<'ad 1t without 

any assi,tHlK~ Ii-om the re'~arch~L rhe result s of this investigation are pres elll~d in t;lble 

ralJ lc",.:' '~umbcr of Chi.'hcwa word~ r~a tl 
-_. - ----

Number of words read P~rctntag~ of kamers ,h<, 
, 

rewllhe ",mu, 

o m>rd, r o.· " , 
~~ 

I \\ord ~ . J .• 
~ --

2 worJ, 5 OfO 

- -
4 worJs 5 'Yo 

~-

16 words ~" ~ 10 

- - --------
17 words - 0'-J .-" 

~-

I- I I '\' shown in th" I"ble tbe mdJont} 01 k"rn~rs m the sample could J]ot lewl " sjngle worel 

from th., hS i oj' words Ihal the} were gj\'en. This i, in spite of tbe fact tbal th~,~ learners 

\\'~re completing tbell- SI,muarJ I 11tcrOC) ,tuJies. Th~st are the childlen woo arc' lihly io 

b<, pmmoted 10 Stanuaru 2 m 2005 
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Th.:s<: results conlimlthc r~sult, that w~re ohtain~d from a haseli ne ,tudy that th~ ~-!alawi 

Idinistry of Lducation carried out on Standard I childr~n ['rior to I]'~ lmrl~l1l~ntation of 

the IJrcakthroul'.h to I _ lt~raq (IJTI_l Pilot Study in two dimkt, 111 lhis count') 111 lhis 

sludy "hith \Vas ~;lrried out thre~ month> rrlor to the cnd of the Standard I aca(kmk 

ye.lr, Ministry of Education found oUlthm 86,<) pt!rccnt of'th~ learners that Were included 

111 th.: ,ample could nol read at word le\'el (Chilora, 2004), Only, 10 JXrc~nt of th~ 

lC:lrl",rs in t1", ,ampk wcr~ able to read mor~ than 5 words ill Chich~wa, Thi, 1, ,I 

palh~lit Sllllal)o" ~s['ecially c.onsideri ng that nearlj all these learners me likdy to be 

l'romolt:d to St,mdard ~ wh["r~ lhey "ill h~ e"l'~cted to read long~r texts, 

-1.5..\.2 /{tad a paragraph 

Rc,ide, r~Jding wor,!>, dilidren wcre also ,,~ked lO r~ad a paragraph thm \V.IS taken from 

a book of 'I heir gradc le\'eI In this t:.,sk, children "er~ asked to read this paragr'l['h alou,l 

Ai ~ach child wa~ readinjl._ til<: r~s~archer crossed OlLt ,my word that h~ or she ""S u":Jbk 

to read. After reading th~ paragraph each child was ask~d IoUI' comprehension qUe,tions 

on It in or<.kr to find out whcth~r th~y llnd~rstood til<: I.ext l],cy hJd r~ad or "ot 

Whll1 analy/ing thc resuils ofthi, im-estigation the rese'lr~her u,d ma,l.ery k"d~_ rh i, 

hwm or comparinjl. kal'll~r achin-e ment in litenKY wa, a'hlrted ITom thc h)rm of anal j sis 

lhat the ILQ l'r oj~ct used in its longitudinal study ill three dislrlCls ill thi~ cow1l0 , Th.: 

r,,,,'arlhcr adapted thi, form ofana l',- 5is so that k cJn compar~ thc rcoulls h~ got \vililthe 

results that th~ lLQ Proj~ct got during its 10ngitudin;ll study. Thr~e masl~ry lC\'els \vel'~ 

computed from th~ data that th~ l'escarcl)<;l' h~ld collected. rhc,c wcr~ nOn nJa.~tery InTI 

for childr~n who re.ld hetween 0 to ~lO percent or Ihe \\'()rds [n th~ ted, partial maste0" 

lewl lor thildren who read hetwcen 31 and 7'1 pcl'cent of the words in the te~t and full 

IMst~l)' k\'d I" r childrcn \\h" read hetween 80 and 100 rerc~nt of the words in lh.: t~xl. 

The resulls of th1 s in\'cst igation are presented in table 4, (, hclow. 
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T~bk -1.6: Levels (If mastery 

"jon m3,leT\ (0 

perccnl) 

P"rc~lIta gc "r lea r llen; 

"0 90 % 

PJrtial c'nccasc'c"c,-c,c3c,---cc--cOC----------------1 

pen:enl) 

percent 

i\S ,hown in Ih" tabl~ aho,'~, the majority of children who were included in the ,Iample 

c(llnpl ~t~d th~ir ,;tandald I literJc: studics bL'for~ thc: Were ab lr to read t~x'" 01' th ... ir 

grade Ie\'el. The malorit, ot'thcs~ chi ldren arc liJ...d) 10 b" pronloted 10 Slandard ~ where 

Ih~) wi ll lX' conrront~d 'lith (exts tha.! are ,Ilightl, longer and mpre difiicull Ihan Ihe ones 

the, read In Standard I, Theo.e result,; [unher contirm what I havc poinlcd out in the 

prcc~ding paragraphs thaI Ihe parI \Q whole (i.e, skills·bJsed) approach that is currentl, 

being us~d in low~r primar} school cJas.\LS orl this counlry ;s not helping lcarn~rs to 

acqu ire literac, ,kills 

-1,6 J)h cu",;rm nr fi ndings 

Ther~ ar~ se"eral find ings that thi, ,Itucl, lS givi nl? u, on ini tial literacy te"ch'nl? and 

learnong practic~s that al'~ j<Jllov.,ecl in lo\\cr prinlary ,Icll(wl cla';ses ;n th;,; country, Onr 

ot'these is on th~ aprroach that i,l u,rd I,ll' litLracy skills acqUl';l1io[J In lo\\e,. prilllJIj' 

school cia,sc, 'Ib,' evidrnce that the r~,\ea'ch~r collected t'rom the langmgc ancllitcrac} 

tcacher training matenal.\ (i ,e languag~ and literac: collcge ,}lIabuscs, ,Illldents' 

handbook Jnd tmincr,' manuals), inlrnoew ,;chedul~,; with th~ teacher trainers Jnd 

tLack,s and ii-om classroom oosernlt ioTl of the li t~racy t~ach il\g tralllln~ sessions at SI 

J o,l~rh ' S co lIe l?~ ';tl l?g~'t that students are trJi ned in how 10 llSC the ,kills ·b a,l~ d approal' h 

only lor mitoal lik mcy te~chin~ arl(j lealning in lov"cr primar) ~ch,.() 1 cla"r,; This 

approach in\'ol \'~,\ t"~ching l eilm~rs the smallest UTli\.1 of a Lln l?uage lirsl ,uch ," Id ler 

sound,. ,\yllahles and word,;, 'lhese linguistic uTlit.1 ar~ taugh t to childr~n on aTl 

",cr~menla l ('ashion, \Vh"t th is means is that Icarn~r,1 cannot Irarn ,yllahle,1 unti l the) 
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hav e maqered vowels , Similari}, lhe} learn words onl} after they hav e mastered 

>} llahlcs It i> only ilner th~y hilve mas(~rd th~,e smalk,t linguislic unih that the 

learner; ilre now tilUg.ht to re;ld ;lJld write simple sentence, and storie>, 

This c"idcnce imphe' lhat students lran,iCr lhc ,aInc approach for litcracy teaching and 

learning that they learn in CDllege during their illitialtraining to their practices inl iterilc} 

cla>sTlIom, ill low~r primary schu·ols, 

Ilo,,~\~r. as alread} poill1ed out in chapk! 2. this researcher fe~ls t11;lt the skills-bilsed 

approilch that IS clllT~ntly beillg lls~d ror litenlC)' teilching and leilming in lower primary 

sc IH~)1 da"e, is ;1 ,l.ep bacb\'ilrds ror th~ }Olmg hlenlcy kilmers. This i, I1ccau,e these 

~hildren come to sl'hool when the} are al ready speaking in ,>elllence~ and are telling 

storie, m their OW)) langu.:lge,. TherdtlTc, ror them to be laken to the letter and s}llahic 

stage when !eilmlng to read IS Ilke tilking Il",m l'ack 10 lheir carl)' cll"dhood ,tage "ilen 

they were learnI ng. to produce "<lund, of'part, 01 words such ;IS '1", Da-aDa, do "da­

odi. ma ". rna-om" '. Ihilt i" to the b;lbbling st;lge. Fven when children are at this stage in 

lheir lan gu.:lg~ m'qui,llion, th~ir molher, do not rc>pond or ,peak to thcm m letter", or 

': Ilables, InsteaJ . thc:' '''''ilk to them in whole »en tences that LaITY mealllng J his 

rcocarl'her i" therefore. of IhL opinion that this upproach is likely to delay children in 

acquiring the basic literacy skills in lower primary ~chool classes \yhich they will nc~d 

for them to succeeJ in their studie" as they progres<: to upper cla"ses. 

rhe ,econd finding that we gel from the study i> on the creation or rnnt-ridl 

environm~nts in the clilss[lI<Jms ilnd the >chool C;lm pus lor eriedive l i lera~)' skills 

acquisit ion The eVldcnce collected f;-om c!;I,Sf<JOl11 observiltions ;Ind int~ "'le\\ sched"lcs 

\\lIh ,anguagc and literacy t,'ucher traiJle r~ at St Jo"eph' s teach"rs' college suggesl that 

stuocnls arc given training )n how to l'reate and make ll,e of print-rich environments )Jl 

[heir classes for litera~y skil l" acquisition hy the ~hildrcn, lhe tea~her trainers relx>rted 

that students are trained lCI create print -rich environments in their das,es using. r~",l\lTCeS 

thai are l'll,,,II\' a\'ailabk H1 the area around thc '>chool, .'1.1",. as POinted out in ~hapte r 3. 

the lrillncrs rcported [hat (he~' lrain ,("Jents III ho\\ to develop and u'>e suitable reader~ 
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for yl\un~ learners in their cia,,,,,. HO"C\'CL <>p<lrl f,om (he fe" ,l is pi<l)'s in lhe 

ci<lSStOOn1S at letter and word k\ds the rcc,c<)l-cher did nnt sec any c",lic,..::e of Slll,kn[s ' 

own "titkn work. such as storyhnoks that Sl lllients lkvclop during their mll;;)1 training 

cuU[sc, being dis pla)ed in lh~ da'SI'<)(l!ll. In add ition, there was no evidence nf a print­

rich environment cr~aled hv the lrai n~r<; in coll<)hor;Jtion wl(h lh~it studenlS in the college 

cum]'''';. 

rherdore, lh~ rcse"rcher ;, of lhe op'J1 iun that the creation of print-nch eny;romncnls 

~e~lll S [0 k jlLst un ,,,,,,demie exercise that ends \""'thin the borders of til e languuge and 

lil~mcy cia<;smorn ill l'llil ege, This is because the resent.her observed that the st ud ~n(s 

"ho "ere lrumcd ill 51 Joseph's teachers' college did not transfer any of this practice to 

thdr l it~m~) c"i<ls-;es in lowcr pUlnury sclwol classes. All the l i t~mcy , Iusses Ihal lhe 

rcs~arch~l' visit~d at nlfal und llfhun ,;,hools hud bi<lnk wuUs (see Appendix 1). Ther~ 

were not e\~n tim~ tables. just nnthing. HOW~Wf, conwlering thut e.hi l dr~n only read On~ 

text book the "hole y~al' p~r d a,s, the fese arch ~r is of the opinion that the ~reation 0 1" 

print-rich enyi ronments in l i t~rocy classcs should not be an option hut a must fM all 

lowel primary school classes. As air~3<l )-' point~d OLIt. tbis is because all ,;kLils are I~arned 

and mastered tbrough pl'acticc. If a tcaeh~r wants to creale !lood and ~ffcc"ti\'(' reaJ~rs in 

bis or her class then th~ chi ldl'cn must h~ giwn an orrmtl1llit} to read. Childr('ll can only 

hu\e this oPP0l1unity iftbc l'e al'C print matcl'ials to intel'a::t with on a l'eguiar hasis. 

lh~ Ihad finding Ihm " e gel from tbe stuJy is ('n languages for literacy d('\'Clorm~ll1 

Th~ lnt~r\,l~" ilnd ,i<l%w<)ln obsenmion schedules showed thm Chich~wa anJ English 

m-~ the only languagcs that "r~ us~d 10f lilerac)-' ucquisi tion in lower primUf} s~hoo l 

dasse,> Th~ r~seilfcher ohservcd [hut Chichewu wus being used (or inilwl illeruc) 

deyeiopmcnl in Slan,lard J III ull the ,;chools [hilt were mduded in the snmple including 

thosc sdwoh "here n~urly "II lhe children do not speak Chichcwu m hOlnc. Li tcracy 

through Fnghsh 1, Ln lroduced " yeal 1"ler. Reports Ihat tbe resem-cher got ftom leachcl 

lnl~f\'iew,; " 'llh the clu'>snJlHn leachers suggesl that childr('ll \Vllo speak other local 

languag~<; at hom~ face u lo[ of pfobk lns "hen leurning to re"d imd write in Chi,hewu 

an ,l English when (hey stun school in Stan dm-d I As has already been pointed out in 
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Chapter Llang:lLag:e .;anlx a gme\wy to ,ucce,~_ HO\\evcr. 1t Can al~o he a major harrier 

to early literacy ~kilh acqlll,ition ",pccially if a ,trange langlLag" j, llseJ I,,, aC'luiring 

these skills during th~ tirst year, of primary education_ It i, in light 01- thi" that th~ 

re,~m,her leels that in mullillilgual ,,,ttings su,h as the one \Ve Ilave in thi, CDuntry. 

child",n ,hould be given an oppOrllmily to "cquire literaC" skills through a familiar 

langlillg" preli:rably a languag" that they speak at home Tht" is th"ir binh right and it 

,hould nol h<= wk~n away from them on lhe pretexl of \'~ry Ihms), re,lS(lllS, 

.\n additional imight th,l1 the study is glving ll~ is relaled to learner achiC\-' "melllln h""ic 

lileracy ,ki ll " Th" e\iden.;e lhat thc researchcr got from the post-test on literacy Sklll, 

that wa, given 10 chJldren ,It the end of their Standard I ~tudies ~hows lha! karncrs arc 

not making much progre" itl litera.;y skills de\'elopment, let alone becoming readcrs and 

\uiters_ in It",er primary "hool classes through the ~kills-based approach that is 

cum'ntl} heing used The maiorily of th~,~ childr~n complete the fir~t year of lheir 

literaq studies oc'f(>Te lh"y have n\ilstered any basic liwrac\' skills ,uch the abilitv to 

wrik their own nam"" and 10 commUnlc,,[e simple mcss"g~s to others in senwnces 

through writing, Also, the majonty ofthe"e children cannot read simple \yords and tcxts 

of their grade level. rite re,,,archer ". theref(lr~. 01- th~ opinion tl1,l1 these ,hildren "re 

likel} to he pI'OInol"d to oth,,, cla"e, at the end of the year ~v"n lhollgh they ha\,e not yet 

ma,tered the haSic Iner"C) skills \\hich lhe} need f(>r lh"m lO ,occ-('ed 10 Slandard~_ 

The r~sults on leamcr achie\'ement 10 lit"rac), "kill, J",~lopmetll "~em to conOrm lh~ 

rc,ulh which the IEQ proiect obtained in their long1llldinal sludy m three di'>lrjd" 1I11h1S 

country. In this study the IEQ Prokct ass,,~,ed l"am~r achievement in liter".;}, through 

Chichewa Jnd Engli~h /(l[ a penod of four yedr, I'he project heganlo a",,,,s StanJard, 2. 

3. and .. chllJrcn 10 1<)9<), Th~sc chlidreJ1 \wre followed in 2000. 2001 and ~oo~ in their 

cla>ses, ]n all tll,,'e y"dr' the plOjeCI I,,,",,] thm many chiJdr~1l were bdng promoted from 

one clas~ to the oth"r hefor" th~y h"d lmskr~d not only a texl of thei!' grade level in 

Chichewa hut ab, lex!'> of lower grade levcls, Th" result, in English were equally bad 

(Chllma and \lch";':lme. 2(03) lhe ]EQ slUdies abo rel'"akd lhal some oflhe lcam"n; 

who had heen promoted 10 as high a, Standard .. ~ould not wril,' th~ir o\yn names, 
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What these results lmpl} lS th"t learners arc taklng a long tim~ {mor~ than l\,d\'e 

months) to acqulI~ the basic litcrac} skills in lower primary school claSSeS \\hich they 

need to succeed in thcir stuuies in upp.:r primary school cI~sscs , It is . therefore, highl, 

likdy tll"t the skills-based approach which is currently being used for literac\' teaching 

and karning is del"ying learners from making a hreakthwugh to litcrac~ as early as 

possihle in th~Lr ,ludic, This r~search~r therefore proposes that thcre should an ovenwul 

to the approach that is currently hemg llsed I')r lil~ra<:y d~velopm~n\ in ]o"~r prim~ry 

school classe'>, Chapter 5 dis~uss~> these proposals ~Ild makes r~conl\n~lld~tion> for 

action. 
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Charter:; Conclusion nod Rccommcndations 

5,1 Conclusion 
rhis sllldj bcgall with a 'p;?('il icaliol1 and de,niplHlI1 or Ihe probJeln lhnt is being 

ill\'estigm~d, I ,a"l that the main rCa,on Ihal prom pled me to carry oul thlS 'llLdy ~ro,e 

froln the tindin~s of the r~search ,tlLdics tha l have heen camed oul 111 lower pnmary 

s~hool ~Ias<~' in th is country. 'Ihex ,tudics ha"e consistently <;/W"" that man: .. l earrJe~ 

complek the lir,t three Or li)lLr year' l\f th~lr primnry educntion without bein~ able to 

read. not on" te~ls "I" lhe,r grade kwh. but nl,o thos~ of low~r grade levels, I funher 

said that th~se Stud'e' also reveal that ,orne l\1" Ihe,e ~hildren fad 10 '"nle Ihc:ir 0"" 

names after being at primary sdK'{)] 101 four or more ye;lrs, lll\\v~wr. Ih~,e fmding, do 

no{ state reason, \\h\ there is {hlS dismal I"ailllfe in children's achievement l\f hasH; 

litaacy skills during (he lirst four years ofpnmnry educali{)n in thi, c'{)unlry, Theref<Jre. 

my hypothesis was that the low levels 01" ]iterdcy ,kill, de\'eloPlnelll in lower primary 

s"lliNI m \1ala\\"i is a result ofinappmpriale approaches to literacy teaching and learning 

that are u,~d during the initinl thrce to four) cars of primary CdUl'ati OIl 

In l\rd~r to have a dcnr understanding of the phenomellon that I was i,,,,tstigating. I 

pre,el1ted m ,haplcr 2. a rev iew of the rdatcd literature on til<: Cl\ncepts of nppl'oa~hcs. 

the nJture of lilera", ;lnd hlerd"y t~a"hlllg and kaming. and of early ~hildhood . ThlS 

rcyie\\ provided nrc "ith a Ii-amework li.r understanding Ihe concepl l\f hterac'y alKlth" 

approaches lhat might be used lilr h lera~y l~a<;hing and learl1ll1g W suc~eed. Al,o. the 

rc:\'ie\\ assisted me to de\'elop the instmmenls lhat I used when eolleding lhe data lor lhi, 

study. 

Th~ r~sults of the study are pr~'~nieJ in chapter 4. I hese results seem to c{)nfirm m\' 

hypothesis, Thc pan-to-whok approach that i, currently being lIsed for iJterac) tench ing 

and learning doc, not seem (o he as,isling the learners in lower primary school ~.la"es w 

acq\llre bask litcrac) ,kill, at the end of an academll' year The approach i, retrogrcs,ive 

and is ocla)ing {he ('hrldren from learn in!! lh~ ne('cssary litccacy skills Ihat {hey need ror 

them 10 su~<:eed in other ,ubjecl, in Ihen da"e, and in 'ubsqu~nt dn"es, The probleln 

thal is (Teated by the pan-Io-whole apprn;u:h Ihat is used f<JI jitc:rae) learning and 
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teachmg in this c(>wHr) j, c(lmpl)llnded by the fuet that some leamer, are learning th~ lr 

iniliallireracy skills through a lan g ll ag~ (ha l is strange 11} them and in environments that 

ar~ nol cOl1ciuci,.-c!O literacy dndopmenl. 

As we haye already obscrycd. th~ level o flj l~rac y ach ie v ~mel1l i, ultimately a ke) to the 

S(lC 1 0-~l'0l1(1ll1lC development of an~ «)eidy. j\ llaliGn"s prosperity_ wdl-helll!,!: and 1l' 

,landing anwng other llations in the world larg~ l y r~hes ()n the I~\'els of llleraC) 

attainment by its C;t;/ ell> (Dombey, 2(1{)~, I). I'hc rcfQrc. the zero or wry In\\' iiler;,C)' 

achievement ,latus b)' leamers in lower primary ScilOtJi classes cannot he left as il is 

fl\re\-~r in the continueJ hope tha i t ill'; nalilm wi ll ckvelor sl'cia lly and ~ClJllQmically, 

Some action has to be taken by lh ~ ['ohc} nmk~rs and lmplem~n t ers in order to rc\TrS~ 

th~ curr~n' siruation that eXIs', in our ~clJ(\ob and to improve children', low levels of 

literacy achievement. Theref",~, let us nl'\\' tllm to some recommendations on the actiolls 

that need to be taken by all that are cOllcern~d ,,·, th the Imprl\"emenl of leJrner,' lit~racy 

skills acyuisitioll ill our schools_ 

5,2 PropOI~d rfCornrn~lId~tion, 

In ",der 10 impro ve the current ,tarus of low le,-eis of Iheme:> attainment in lo\\cr 

primary· schol'l cla,~~s, there is a ne~d tiJr polic} makers and implemcnter, to hal'c a 

correct perception of the concept of 1 1l~racy. Lileracv shl'uld 110t be percei"ed j llst as a 

task of dec()ding letters. sy llahl~s l\r words_ As a maLter of fact- there i, Ilwre W it 

L~amer, also Ileed tt} compreh~nJ what th~y read (l\ation and Snol\ling. 2004: 342) and 

other people need \() llnder~land "hat th~ learner, write. In other word,. communication 

ha, to take the central place in any writt~1l discl'urse F,~n dllring th~ early day, of 

lit~racy learning children ha,e to Ilmkr~taml lha l when ['<'ople write or read, they do so 

btecause Ih~y want to communicate \\ilh another person. When they comnHlllical~_ Ih~y 

dl\ nol dl' 1l throllgh isolated lettcrs and sy· llahles hut thwugh scn t~ll ces lhat carry 

meallmgJi!l me,sages. thcrcforc. the approach to IHeraey teachmg and learning that I 

prolX'sc should be adoptcd m l() wer primary school clas,e" ,hould be th~ l'ne that 

prl'mote, meaning making with thc printed symhols and nOl juS! harking at prinl as lS the 

ca,c at the moment. 
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Although kllLrs emu ,yllabks make words and word, make s~nlcnccs wh~n comhin..-:d. an 

approach to h(Crae} I~ilchin g and leamm~ Ihal in,;,[, Oil hcgirming ",ilh lcn..-:rs and 

"}lIahlcs heron: iLamillg to wril~ and r~ad at scnlLncc and ,,·hoiL lauguagc' levels. do.;:s 

not assist karncrs to p~rcci\'.;: lit..-:racy learning a.~ a process of making meaning with the 

printed symbols or. in other words. CIS a proc.;:ss of communication or self expreSSIOn, 

This is occallsc klIer, and ,yllablc, olllheir O\m do nol ha,'~ any meaning. Th~rdorc. no 

on" ca" communicate to the other u,ing: lelltl'~ or syllabks only. It is I()r this ""ason that I 

wonkl like to prop,-"c Ihal Ill.: approa~h \0 hlaa~y teach ing am.! karning thalilecus (0 ~ 

adopted should fx· the' onc"lhall(lCUSeS on the kind ,,[discourse lhal gi,'~s mealllllg to thc 

learner. that is, on di,.;ourse that helps th~ learner to ~ceive, share or send messages. In 

this proposed approach parts of the language should be taught in th~ contexl of 

me~ningful use or production of text" The parts of the I~ngu~ge should not per , e he the 

maIn ("eu, orJiter~e} i ns(rtl~tions, 

As pointed out In ch~plLr 2 (,.;e p~ges 25 ~nd 26) children, in ncarly all eommunitks. arc 

alrcadc- emerging sp<akcrs, readers and writers by the timc they start schook These 

children can draw obJ~cts 0(' dillerelll ,hares, which in itself. is a form of writing. Also, 

they ha\'C invcnted graphic Symbols \\hich they usc to r~pres~nt ideas and m~ssages they 

shilre with olhers rh~y havc thcir own wac- of interpr~ting th~ symhols that they w,e. It­

oth~r words. they can r~ild these symbols and give them meaning, In view 0(' thi,_ it " 

importilnt that the approachcs that are s elect~d for ~arly littracy kaching and learning in 

lower primary school cJaoses should recogni,~, support and build on the ,kills th~t 

children bring into the literacy classroom, This will eYerllu~lly help the young "Titers ~nd 

readers t() cons truct or hlLild the wntten iangu,,-ge system lor them,ch'cs, 

l.ilLrae}, kamlng 1S essentiall} langu~g~ karnmg. ror the children to master and llse th~ 

l~ngu~ge th~r~ is a n~~d for (hem to l e~rn it> voeahulary, scntcn~e patterns, their 

n-..:alllngs ~lId thc' soci~1 ~nd cultur~1 ~ontexts m which thc' language lS used, Childr~n 

m~SlLr the \'ocaho.llary and sentence patterns ol'a language when they ar~ ~>,poscd to diem 

on regular basis using appropriatc sodJI and cultural conlexts, Story lell1ngireading and 

songs/rhymes arC SOme 01' the tools that providc karn~rs natural sociill ilnd cullmal 
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contexts for langlH1l!e U,", Also. tlle)" provide the learners with an op]Xlrtuni t: to learn 

new nxabulary and sentence structure, anJ a forum tilr using and Lnternalizing them. 

Therefore. ,tory tcilingircaJing anJ singing and performing .Iongs/rhymes should be 

lIccorded il c~ntral place in initial lit~racy programmes. 

A, has hcen pOilll~d out in tlle pr~\' iou, chilplen. learning needs to start from what tl, e 

learners alrcad: krw\\ hoefore n](Wlllg On to what lh~y do not know or from Olnnet.oe 1O 

abstl"ilct. In literacy clas>cs the only thing that "hildren already kn(lw when they begin to 

write and reOO is carried in tl", langliage thilt they hring from tbeiT I)(ml ~s, It i.1 ll",rci()re. 

very important that leamer.1 lemn the ir imllal 11Ieracy thrOllgh a bnguage tl"l;ll ll",y ar~ 

fan lil iar with , When ilterac} IS I ~amed through familiar language, the I ~arne r hil' a go<.,,1 

c'hance of "omprel"'ndlng "hat the: read and ''' ite. th us. literaq leamlng 1J<,com~.1 il 

meaning making end~a\'oL 

For a learner to kamto read. he/sht' mU.II pml'llse rCddin g. Similarly. for them to learn 10 

wrile thcy must pracli,,' \\Tiling. There i, riO ,hortcut to the acquisilion ofthes~ literacy 

.,k ills apart from pract ising. rhcrcfore. the environments in which l iteracy teadllng and 

learning takes place In tll<' class anJ within the school campll5 should be rich with print 

materials. Thi, is important especially in thi, country in which the majority orp~opl ~ me 

illiterJte and print materials are hardly available inlhe hOlnes of many learner" 

The part-tlH'boie approach to lil~ ra"y t~achin g ha, been 1]1 lise in lhi.1 "oulllry filr il 

consid~"jble period of till"'. 1I0\\~v~r. a~ reported 1]1 chapter 1 ilnd oth~r parI> (If this 

study. the variOliS studi~, tl,al. hav~ be~n conducted on 11l~mcy a~hie\'ement in l(lWer and 

uPI",r primm} ,c'hool d"s,~ s 1]1 lhis COUlllr}' ha\'e "onsi~tently .11)(lWn that learners take 

man} :ear, (fom ye"r.1 or more) to a"qUire hil.ILc' litcrac> skill" II is in li ght of this that I 

\\ottlJ like 10 propos<' that the \imisll!' of Education in \lala\\i should in\ estigate th~ 

efrcctivc ll~ss of lIsing lll<.' "hole languageiemergentliteraCj appnlaches in lower primary 

sehl" ,1 "la,,",, . Thi~ could initially tilh la, IOlnl of il pilol in a rc" .Ielected ,chools with 

a \i~w to adopling It ilnd rolling \t OlillO ailihe Sdl<)(lb in the "ountry. 

Univ
ers

ity
 of

 C
ap

e T
ow

n



l3aker. c.. I ')'16 Foundation, or Ililinguoli.lm Ollt! LJi! ingualism Ckvedon r-.l ultllin)!uai 

~1att~r5 

l3ak~r. c.. 2000. The Care mui Fdu("(1/wn of Y"un;< 1Ji/i'!;<U(1I.,: An lnlroriuction jor 

pro{essional.,. Cleved"n' r-.1ullilingual M"ners 

Band" K.N . 1982. A LJridf lis/illy "f £dllcalum in Malawi Uiam)re ])/lLka 

l-lernhanlt, E.R" 199 1. R~adin;< Deve/opmenl in a Second Lan,r,ua!;e. Theoretical. 

Fmpir;,'a/ alld Classroom rerspeClires. 't\'OIwoocL New Jcrs~y : Alex Publishing 

Corpor,1I1l)J' 

Blnch, (' . 1'1'17 Chloe 's S/ory Finr StcpJ illl" Lirera<) KellwYIl: JutJ & Co, Ltd 

Uioch. c.. 2002. Enabling HI"Clive Lllerac), I e,lTTI ing in I\lultilingual South AJrican 

Larly Childhood Cla~srn"nL l\'"tes I<,r lh~ Fnglish Languag~ blucalion Trust (FLFT) 

and l' rovinc-i,,1 Curriculum Unn (KZK J) JX ) 30" I" Octo her ~OO~ 

Chmry-Komarek, 2003. Iireracy al SlaAe' Teachillg Reading oml /rrilill!; in African 

Schools, Windhoek: Gamsberg I'I lacmilian I'ubl ishers 

Chi b ra Phiri d al. i 991. Chichewa: Rukilia ,\/ph1lldlsi la Sitandade 1 Domasi: \lJiawi 

In5 1i lule or F d llcal ion 

ChiJOIa. II.G., 2004, '\1Jlawian l3reakthrough to Literacy Daselin~ Literacy SlUdy in 

;-..!tch isi "nd Zomba \lrban districts', Unpllb l ish~d R~port 

Ch ilora. H.('. and MchMlJIIC, H.S , 2003. Lilera~> Le"els among Standard, 2. 3, and 4 

Chlidr~n in Chichewa and Enghsh. L"npubli~hed Paper Presented ,11 the Polic} \lahr~ 

Conference III \lJngodu 5 - G May 2003 

93 

Univ
ers

ity
of 

Cap
e T

ow
n



(,hliora. Il. G, and I larris, 1\., 200 1 I n\'~~l1galin!l th.: Role of T eucher' s [lome Lunguuge 

in \lolher Tongue Policy Implcm~"latio" Some F,iden~e from the lEO Reseurd 

fi ndings III Malawi. Unpublished pap.:r pr~s~"lnl al lh~ C<mlpar<lti'T and I"l~matiollal 

Educmion Society (CJES I Conf,'rcnc,' in W a~hin!llon IX: in r-.l ur~h 200 \ 

('ODF. :'.00,. \;~ollla VoL 251\0, 1 01\,l\\'a: CODL 

(' OOn. 0 , 198 S ~'"senl ia/.I of P.lydw!og}" F-xploralion ,md Appli"dlion, Founli 

Edilion ~cw YOl'k: Wcst Puhli~hUlg Compuny 

CoopeL .I,]'), 20lJO, LIINoCJ lIe/ping children ('"nMmel :\leanin:.; i" ""dilion, iJoston: 

Houghlon \hflllll C:OIllP,Ill), 

Coop<:r, R.L, 191\9. Language P!"nning and Social Change, CUlllhridg~: Camhridgc 

Un,,'~r:sllv Pr~"~ 

Ikparllllc'nt of EdUl·alion. 19.11 ("ode and .~)-I!ahllY "f InSlnldi"" lor liSt' in Uemenl"ry 

j 'unacu/ar (l'illagr) Sc!wo/." Lomha: Go"ernmcnt Puntcr 

Depunmcnt of Education, J 93 J, Code and S}llabus of lilSlructiOJI Jilr u\e in lOll er 

lfiddle (("en/ral, .'\;:'110,,/'1' "nd [pper Ifiddle (SIUlion) Schoo/.\. Zomba: (joH'mm~nt 

Pl'inkr 

nomlx:y, Hcnril'l1a, 21)04 'Rc'volutimary Reading: Fs~ay R~\'icl\' , In .hJlirna/ of 

Curriculum Siudin }6 (Ii). \-\3 

Ldward~. V and COl":\on, D, (~ds .). 1997 1,'nc)'d"I'~Ji" "I Language lIlId &iucation 

I ,,/ume 1 Nl·th~ llands: Klu\\Cl' Acadl'mic Puhlishn~ 

Garton. A. and PIJ.tt, C" 1 '1<)8, I.earning 10 he lirefatc' The dere/opmenl of Spoken and 

/I rillt'n Lan!,uar;e 7"" !:'dilion, Oxford: lJIackwcli 

Univ
ers

ity
of 

Cap
e T

ow
n



Gimson. A.C .. 1970, An fmrodllCliorl 10 l'ronunciarion of "~'ngltsh Secolld Edilioll. 

London: E(iward Arnold 

(i<>OO", E .. and !i,'nnd, .I,. 2000. 'LiteIJC) for Gottia illld Birifor Children in ;-.lonherll 

(ihana·. in Olson DR and Torrance;-.l (~d.I, I. 2001. The Making of Literate Socielies, 

Oxford: Blackwell Publishers Ltd 

Goodman. K 1996 What ',r Whol~ in Whole r"ngu"ge? Porhmouth '<H: Hc'in~mann 

Educmional ilooks 

Goodman, Ken, 2(l(]S 'Making S~ll.l~ of wntl~ll I. anguag~: A iJl(;iong J<>um"y·. In 

JOllrnal of Literacy R~.\~arch .~7 (I) 

(jou ld. F .. 1<)83 Rem/in;; into /lrilil1X A IIhetoric. Reader, aJld Ifandbook. [loslon: 

iloughton Jnd /I Ii min Company 

Gowmmenl of ),Iabwi illld lTn ited Killion s in /liillil\\i (1993). Sill1"l;on Analysis of 

Povafy;n J!a/aw;, Lilongwe: Government of),hllilWl and lJnil~d Kations in /lbbwi 

(jrelle l, F .. 1'J81 Dn"<'lt>pin!', Re<1di,,1!. Sk,ll , A F',({('lind Gllide!,,/, R<'<Iding 

Ct>mprehensiol1 Cambridge: Cillnbridl!~ l 'niverSlty Press 

Hallnoll. P, 2000, Refledlllg on Ulcra,)' in Fdllcal;orl. London Roulledg~FJlm~r 

HilgarJ. L R. ,\tkinson RL anJ AtkLllSOll RC, 1979,.1n Inlrodllct ion In P.I}Chology-,'" 

Fdition l\ "w York: Harcourt ileac,' Jovwl<\vich inc 

Holdilway. D, 1979. FOllndmio!1.l' a/Litera,,}, Ashto n: SchoiilS(ic 

HoII. J. 1 Y8, How Childr~n !.ean'- MiJJk~n: P~nguin 

95 

Univ
ers

ity
 of

 C
ap

e T
ow

n



Johns . .LL.. and Lenski, S.D. 200 1. Improving Reading Strategies and Resources. 

Dubuque. 100\a: Kendall/Jiunt Publishing Company 

Kamangira, Y. T., 200 1 'Textbook A vailabiIity and its Impact on Pupil Performance in 

Primary Schools in Mangochi District. A Revelation of IEQ 11 Project'. In Pfaffe JF 

(ed.). 200 1. Cross-harder Languages within the Context of Mother Tongue Educarion. 

lomba: Centre for Language Studies 

Kamwendo, G.H., 2001. 'Malawi's Approach to Language in Education: A Review of 

Key Issues'. In Trewby Rand Frichart S 2001. Language and Development in Southern 

Afi·ica. Afaking the right Choices. Windhoek: Gamsberg Macmillan 

Kathewera. R.E.M. 1999. 'Change of Terminology and Medium of Instruction.' In 

Kamwendo, G.H. Mtenje, A.D. and Sandhass, B., 1999. Towards a National Policy of 

Education. Zomba: Centre for Language Studies 

Kellough. R.D. and Roberts. P.L., 1994. A Resource Guide fe)!' Elementary School 

Teaching Third Edition. New York: Macmillan College Publishing Company Inc. 

Langer, JA. Bartolome, L, and Vasquez, 0., 1990. 'Meaning Construction in School 

Literacy Tasks: A Study of Bilingual Students' In American Research Journal, Fall 1990 

27 (3). 427 - 471 

Littlewood. W .. 1981. Communicative Language Teaching: An Introduction. Cambridge: 

Cambridge University Press 

~1alawi Institute of Education, 1991. Silabasi Yophunzitsira Sukulu za Pulayimale: 

("hichelw. Silundude J - R. Domasi: Malawi Institute of Education 

Malawi Institute of Education, 2006. Malawi Primary Education: Introduction to School 

L(fe and Learning, Teachers' Guide for Standard 1 Term 1. Domasi: Malawi Institute of 

Education 

96 

Univ
ers

ity
 of

 C
ap

e T
ow

n



MaxwelL lA.. 1996. 'Research Questions: What do you ,mnt to understand?' 

Qualitative research desi:;;n. London: SAGE 

Maykut. P. and Morehouse, R., 1994. Beginning Qualitative Research: A Philosophic 

and Practical Guide. London: The Palmer Press 

Mchazime. H.S .. 1989. 'An Evaluation of Primary School ESL Materials in Malawi.' 

l;npublished MA dissertation submitted at the University of Warwick 

Mchazime, H.S., 1999. Breaking the Back of Illiteracy: Reading Conference Report. 

~chazime. H.S .. 200l. Policy and Literacy Development in Malawi. Unpublished Paper 

presented at the International Literacy Conference in Cape Town. November 2001 

Milner, G., Chimombo, l, Banda, T. and Mchikoma C., 2001. The quality of education: 

some policy suggestions based on a survey of schools - lvfalawi. SACMEQ Policy 

Research Report /'y'o. 7. Paris: UNESCO 

~inistry of Education. 1995. A Folicy and lm'esfment Frame1l'()rk for Education zn 

.\;/alclH'i, 1995 - 2005. Lilongwe: Ministry of Education 

Ministry of Education and Culture, 1982. Primary School Syllabuses - 1982, including 

Regulations for Primary School Leaving Certificate. Lilongwe: Ministry of Education 

and Culture 

Ministry of Education and Culture, 1988. One Year Teacher Training Programme: 

Syllabus for Chichewa. Domasi: Malawi Institute of Education 

Ministry of Education and Culture 1990. Primm:v Teacher Training. Chichewa Teaching 

Srl!ahus - Tm) rear Course. Domasi: Malawi Institute of Education 

97 

Univ
ers

ity
 of

 C
ap

e T
ow

n



Ministry of Education Science and Technology 1999. Education Basic Statistics. 

Lilong\\e: Ministry of Education Science and Technology 

Ministry of Education Science and Technology 2000. Education Basic Statistics. 

Lilongwe: Ministry of Education Science and Technology. 

;v1inistry of Education, Science and Technology, 2000. Policy and Investment Framework 

(PIF): Executive Summary. Lilongwe: Ministry of Education. 

Ministry of Education 2004. 'Malawi Primary Education Curriculum and Assessment 

Framework' Draft 24.1l.04. Domasi: Malawi Institute of Education 

f'-.louton. J .. 200 I. H()1\' to Succeed in your lviaster·s & Doctoral Studies: A South African 

Guide and Resource Book. Pretoria: Van Schaik Publishers 

Moyles. J. 1997. 'Just for Fun? The Child as an Active Learner and Meaning Maker.' In 

Kitson. N. and \1erry. R. (eds.). 1997. Teaching in the Primary School: A Learning 

Relationship. London: Routledge 

Muluzi, B.. 1994. State Address made by His Excellency the President of the Republic of 

Malawi Mr. Bakili Muluzi on the Occasion of the State Opening of the Parliament of 

Malawi on Thursday. 30th June 1994. Lilongwe: Ministry of Information 

Munby, 1.. 1987. Communicative Syllabus Design. Cambridge: Cambridge University 

Press 

Namathaka. L. Mabeti. F and Dowd. A.J., 2000. QUEST for Learning: Using Research to 

Inform Project Implementation. Unpublished Paper presented at the Comparative and 

International Education Society CCIES) Conference in San Antonio, Texas, USA in 

March 2000 

98 

Univ
ers

ity
 of

 C
ap

e T
ow

n



Nation, Kate and Snowling, Margaret l, 2004. 'Beyond Phonological Skills: Broader 

Language Skills Contribute to the Development of Reading'. In Journal of Research in 

Reading, 27 (4). 342 - 356 

\!ational Economic Council. 2000. Vision 2U20: The Xational Long-term Development 

Perspective for Malmt'i ~ A Summary. Lilongwe: National Economic Council 

National Statistical Office and ORC Macro, 2003. Malawi DHS F;dData Survey 2002: 

Education Data for Decision - making. Calverton. Maryland, USA: National Statistical 

Office and ORC Macro 

Nuttal, c., 1982. Teaching Reading in a Second Language. Oxford: Heinemann 

Olson. D.R. and Torrance. N .. 'Conceptualizing Literacy as a personal Skill and as a 

Social Practice." In Olson. D.R. and Torrance N. (eds.). 2001. The .\faking oj Literate 

.C,'ocieries. Oxford: Blacb\ell Publishers Ltd. 

Pota. P.P., 2001. 'Classroom Experiences in Teaching through Chichewa or English in a 

Predominantly Ciyao Speaking Area.' In Pfaffe JF (ed.) 2001. Cross-horder Languages 

lIirhil1 rhe ('ol1rcxt oj.\fother Tongue Education Zomba: Centre for Language Studies 

Richards, lC., 1985. The Context of Language Teaching. Cambridge: Cambridge 

University Press 

Robinson. W.P .. 1972. Language and Social Change. Harmondsworth: Penguin 

Sampa .. F. 2001. 'Zambian New Breakthrough to Literacy (NBTL) within the 

Framework of Zambian Language Policy and the Primary Reading Program', In Pfaffe 

JF (ed.) 2001. Cross-border Languages within the Context of Mother Tongue Education. 

Zomba: Centre for Language Studies 

99 

Univ
ers

ity
 of

 C
ap

e T
ow

n



Sandstrom. C.1.. 1961. The Psychology of Childhood and Adolescence. 

tfammonds\\'orths: Penguin 

Saunders, M., Lewis, P. and Thornhill, A., 2000. Research Methodsfor Business Students 

2nd Edition. London: Prentice-Hall 

Schoephoerster. H.D .. 1980. BuildinR a Failure Proof ReadinR Curriculum. Houghton 

:v1iftlin Company: Boston 

Schurink, E.M. 2000. 'The Methodology of Unstructured face-to-face Interviewing'. In 

De Vos. AS 2000. Research at Grassroots: A Primer for caring Professions. Pretoria: 

Van Schaik 

Seliger. W. and Shohamy, E., 1989. Second Language Research Methods. Oxford: 

Oxford University Press 

Smith. F .. 1978. ReadinR. Cambridge: Cambridge University Press 

Staige Ralph. C. 1979. Roads to ReadinR. Paris: UNESCO 

Stake, R.E., 1988. 'Case study in Educational Research: Seeking Sweet Water'. In 

Jaeger. R.M., (ed.) 1988. Complementary Methods for Educational Research. 

\Vashington DC: American Educational Research Association 

Stem, H.H., 1983. Fundamental Concepts of Language Teaching. Oxford: Oxford 

University Press 

Stubbs, M .. 1980. Langu([Re and Literacy The Sociolinguistics of Reading and WritinR· 

London: Routledge & Kegan Paul 

100 

Univ
ers

ity
 of

 C
ap

e T
ow

n



Teacher De\elopment Unit. 1998. Student Teacher's Handbook 2 Revised edition. 

Lilongwe: Teacher Development Unit 

Tompkins. G.E. 2003. Literacy/or the 2 rl Century 3rd 'Edition. Upper Saddle River, New 

Jersey: Pearson Education. Inc 

UNESCO, 2003. The Literacy Decade (2003 - 2012): Getting started. Paris: UNESCO 

UNICEF, 1999. Education: The State a/the World's Children. New York: UNICEF 

Vacca. l.A.. Vacca. R.T., Gove M.K., Burkey. L., Lenhart, L.A. and Mackeon, C., 

(2003). Readinf{ and Learninf{ to Read 51h Edition. Boston: Pearson Education Inc. 

Watts, A.F. 1944. The Language and Mental Development 0.1 Children. London: George 

G Harrap& Co. Ltd 

\\'ells. G. 1987. The ,\leaning Makers. Children Learning Language and Lhing 

Language to Learn. London: Hodder and Stoughton 

Williams, E .. 1984. Reading in the Language Classroom. London: Macmillan 

\\'illiams. E .. 1993. Final Report on Reading in English in Primary Schools in Malawi. 

ODA Research Project 4770. University of Reading 

Williams, E., 1993. Investigating Bilingual Education: Evidence from Malawi and 

Zambia. Serial No. 24. London: DflD 

Yardley. A., 1973. roung Children Thinking. London: Evans 

Yin, R., 1984. Case Study Research Design and Methods. London: Sage 

101 

Univ
ers

ity
 of

 C
ap

e T
ow

n



APPENDIX 1 

CLASSROOM ORGANISATION IN A STANDARD 1 CLASS AT KABWABW A 
PRIMARY SCHOOL IN THE CITY OF LILONGWE 
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APPENDIX 2 

INTERVIEW SCHEDULE WITH TEACHERS 
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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 you teach them in this way? 

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

-+) HO\v do you overcome these problems? 

B. Languages for literacy development in Standard 1 and 2 

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

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

-------------------------------------------------------------------
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7) In \\'hich 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'vvrite? 

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? 
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APPENDIX 3 

INTERVIEW SCHEDULE WITH TEACHER TRAINERS 
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APPENDIX 3 

INTERVIEW SCHEDULE WITH TEACHER TRAINERS 

~ame ________________ 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? 

-+) 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) HO\v do you 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 horne? 

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

10) Why do you use these languages for literacy training in lower primary school classes: 

11) What formes) oflanguage (oral/written) is the training ofliteracy 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 you give your teachers for using. adapting and/or making materials for 
literacy teaching') 
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Appendix 4 
Lesson observation schedule 
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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 
, 
! 

~ ~ 
" 

.-- "0 :: (oJ :: 0 ..;:: 
"0 "0 ~ 

~ -- '';: 0 ~ 
, 

0 0 -, ~ := I Z rJ'J \J 0 
I 

PLANNING TO TEACH 
1 Suitability of objectives 
a) objectives are specific 
b) objectives are measurable 

! c) objecti\'es are attainable I 
I 

I 
I 2 Instructional approaches to I 

I ! I 
I literacy ~lanned for the lesson ! I I 

I 
r 

I a) Syllabic 
, 

b) Phonic 
c) Whole language 
d) Balanced approach 

, LESSON DELIVERY 
1 Classroom seating plan I -- ----l 

a) Learners arc sitting in groups I I , 

! b) Learners are sitting in pairs 
i c) Learners are sitting as individually 

2 Lesson introduction 
a) From known to unknown 

· b) Learners are involved 
· c) A story is read/told 

3 Instructional approaches to literacy used I 

i ! in the lesson I , 
I 

• a) Focus is on syllables and then ! 

I whole words 
b) Focus is on phonics 
c) Focus is on the whole language 

I d) Focus is on the balanced appr_oach 

-
3 Language used for literacy development 

-i 
a) Uses learner's language of play I 

; 

b) Uses Chichewa, the national language 
c) Uses English 
d) All learners understand the language used 
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'--.--~------------- --------, 

Observation item Rating comments I 

QI ~ .s - "C C (oJ 
C 0 ~ eo: "'0 .;!l "C -I - 0 '" 0 - 0 -eo: = Z rJ'J, c; 0 

c 
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 

I height of learners 
, 5 Materials used for literacy learning 
, a) Materials are available 
, b) Learners han access to the materials i I 

c) 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 

i main points 
c) Learners are invol\ed in the lesson 

1 J conclusion 
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Appendix 5 
Post-test on literacy skills development 
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Post- test on literacy skills achievement 

A guide for data collection 

Materials needed 
Pencil 
Chichev,a 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 your name. Say that you are going to ask him or her a few questions. but 
that this is 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 I? _________ _ 
(Score: Record the number of years) 

Section 2: \Vriting 

Instructions 
PrO\ide the child with a piece of lined paper. a pencil and clipboard to write on. Say to 
the child: 
if want 0 see how many Chichewa words you can write. 

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

-t. 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: 

i 5. Look at this letter. Please copy this letter. 
(Score: 1 point for copying the letter correctly. 0 for copying it incorrectly) 

If 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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Gi\'e 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 heL 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 spell 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? 
(Score: J point for correctly pointing to the back and front of the book, 0 for incorrectly 
doing it.) 

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

If the child fails to open the book at page 20, open it for him or heL Then say: 
10. I want you to read on this page. Where do you start from? Where do you go to l 

: next? I 
(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: J 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: 
i 12. Now show me one letter on this page. 

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

Section 4: Reading 

Give the child a list of common Chichewa words in Standard J. Say: 
--~--------------~ 

13. I want you to read these words for me. 
(Score: Count the number of words read correctly by the child.) 

Give the child a Standard 1 Chichewa passage to read. Then say: 
114. Now I want you to read this story for me. 
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(As the child read aloud, cross out (I) 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 kukagulaJ zipewa). Then let the child go on reading 
until 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 uestion. 
(Score: Count the number questions correctly answered by the child.) 
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Post- test on literacy skills achievement 

Common Chichewa words 

ababa tola 

agogo tavala 

gule koka 

mutu ziwiri 

boma kusefa 

gona zoyera 

sopo bowa 

sosa moto 

atate kalulu 

zipcwa galu 
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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 ziwiri. 

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) 

Number of words read per minute 
, Total number of words read 
, Percent of correct words read #115 

Number of comprehension 
: questions correct 
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Appendix 6 
Correspondences 
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The Secretary for Education Science and Technology 
P/Bag 328 
Lilongwe 3 
Malawi 
(Attention: Director - EM AS) 

Through: 
The Director, 
Malawi Institute of Education, 
P.O. Box 50, 
Domasi. 

Dear Sir, 

Malawi Institute of Education, 
P.O. Box 50, 
Domasi, 
Malawi. 

19th March, 2004. 

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 I 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, 

j.l<_t".\".A-b­
///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 
elephone: (265) 789 422 
ax: (265) 788 0641184 

ommunications should be addressed to: 

In reply please quote No.: 

MINISTRY OF EDUCATION, SCIENCE AND 
TECHNOLOGY 

he Secretary for Education, Science and Technology 

PRIV ATE BAG 328 
CAPITAL CITY 

LILONGWE 3 
MALAWI 

Ref. 1/432/4/1 4th June, 2004 

THR: 

Dear Sir, 

Mr H.G Chilora 
Malawi Institute of Edllcation 
P.O Box 50, Domasi 

PERMISSION TO CARRY OUT RESEARCH FOR A 
MASTERS DEGREE IN EDUCATION 

I am pleased to inform you that this Ministry has no objection for 
you to carry out a research for a 1'1asters Degree in Education in Teacher 
Training Colleges and Primary schools. 

I have accordingly prepared a letter of introduction for this purpose 
which you will show to the institutions you intend to visit as proof of 
permission given to you to conduct the research. 

I wish you well in this exercis,e. 

YO\\fa~ 

BR~ndO 
FOR: SECRETARY FOR EDUCATION SCIENCE AND 

TECHNOLOGY , 
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,legrams: MINED LILbNGWE 
llephone: (265) 789 422 
.x: (265) 788 06411 84 

,mmunications should be addressed to: 
Ie Secretary for Education, Science and Technology 

Ref 1/432/4/1 

In reply please quote No.: ..... 

MINISTRY OF EDUCATION, SCIENCE AND 
TECHNOLOGY 

PRIV ATE BAG 328 
CAPITAL CITY 

ULONGWE3 
MALAWI 

4th June, 2004 

TO WHOM IT MAY CONCERN 

LETTER OF INTRODUCTION 

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

Mr Chilora is 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 research exercise in the area of "Teacher 
Training for Early Literacy Dvelopment". The details of objectives of the 
study will be explained by Mr Chiloia 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 Chilota every assistance possible on this research 
exercise. 

Thank you 

~ 
B.R Mpando 

FOR : SECRETARY' FOR EDUCATION SCIENCE AND 
TECHNOLOGY 
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