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Abstract

The Factors Hindering the Implementation of

a School English Literacy Program in Zambia

Sohee Won
Global Education Cooperation Program
The Graduate School

Seoul National University

With the objective of improving reading and writing levels amongschool learners,
the Zambian Ministry of Educationintroduced the new literacy policy called the
Primary Reading Programme (PRP) in 1999. As an initial English literacy course
under the PRRthe Step In To English (S/ITENas designed to enable Grade 2 pupils
to read accurately and write clearly in English. Given thaEnglish is used as a
medium of instruction from Grade 2 onwards Zambian studentsneed to master a
sufficient level of literacy skills in English for their academic successDespite the
adoption of SITE,however,it was observed that the majority of the lower grade

students were failing to achieve favorable levels of English literacy skill$t seemed



that their challenges using Eglish for learning result from a number of constraints
hampering the full implementation of the current school Englishliteracy program.

This study aimed to dentify significant problems affecting the
implementation of SITEand analyze them in depth For this purpose,this study
employed a single case study designd closely examined its internal operations in
one basic schoolin Zambia.The data was collected mainly througha) reviews of
relevant documents such as policy documents and program evaluation repottd)
participant observations of the SITE classn a Grade 2 classroom for threenonths,
c) interviews with school administrators, teachers, government officials, and
curriculum specialists, and d) English reading and writing test administered to
eight students In addition, studentsdhouseholds were visited to find out family
factor that influences studentsd English literacy acquisition apart from the
interventions of SITE.

The results of the study showed that three critical factordad hindered the
full implementation of SITEin a selected schogla) shortage of experienced SITE
teachers, b) lack of SITE materials, and c) insufficient supports from the school
Specifically,Grade 2 teachersvere not properly prepared to teach SITE classesas
they had not receivedsulfficient trainings in SITE students could not have enough
time to understand and do their assignments for the activity books were not
adequately supplied for them the school leaders did noprovide financial supports
and conduct continuous monitoringof SITE because they did not fully uderstand
the literacy program. Consequently, hese constraintsbrought about low learning

achievements in English literacy among the students observedost of them had



not achieved the desired level of English literacgkills as proscribed in the policy
However, the result of thehousehold visitsindicated that family background of the
students could be an external factor influencing studentsliteracy acquisition. In
other words, learners performed better in achievingliteracy if they frequently used
Englishat home and receivedregular help from their parents orguardiansfor their
schoolwork.

Based on theresearch results, this study argues thatthe successful
implementation of SITE depends highly orschool leader$ip and supports as well
asteachersdcompetence and commitment in the absence of sufficiegovernment
supports andin resource-poor teaching environment. It additionally contendsthat
parents and guardian®engagementin and assistance tSITE could be beneficial to
children® literacy learning. From the findings, this study finally emphasizes the
importance of dose collaboration among school, teachers, and parents or
guardians not only to promote successful implementation of the current literacy

program but alsoto improve Englishliteracy skills among Zambian learners.

Keywords: Primary Reading Programme (PRP), Sep In To English (SITE), Zambia,

literacy policy, language choice in educatiorgurriculum implementation

Student Number: 201023608
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Chapter 1: Introduction

Language is not everything in education, but without language, everything is nothing in education.

< Ekkehard H. Wolff

1.1 Background

In many sub-SaharanAfrican countries, most of which are multilingual, the
language choican educationis a contentiousissue Over the past few decades, they
have been struggling to introduce an effective and appropriate medium of
instruction in their education system, taking into consideration African values and
1 AT COACAOh alltird ladd blidguistxi badkdround as well as their
educational needs (Alidou et al., 2006)With respect to the central issue of
language in education there are currently two distinctive trends in the context of
Africa (Brock-Utne, 2000). Onetrend is that the current practice in most African
countries advocates for the continued use of théormer colonial language (e.g.
English or French etc.) asa primary and ultimate medium of instruction
throughout their educational system.As is well known, each Europea colonial
power imposed its own languag in the regions where it ruled with far-reaching
consequences for theeducational, literacy, linguistic and cultural development in
Africa (Abdulaziz, 2003).The othertrend is that, after gaining independencemany
African countries have attempted to adoptlanguagepolicies usingmother tongue
or a familiar local language to children upon school entry a® medium of
instruction. New leaderships in Africa are now trying to promote indigenous

languagesfor educational purposes in line with the general quest for establishing



its own identity (Mohochi, 2003). This political awarenessis also supported by the
educationists and linguists who recognize the benefits of mother tongue or local
language education.This view, however, does not reject the use ofthe foreign
language as an official language afnation (Abdulziz, 2003).
| stayed in Zambia one of the ®uthern African countries which brings
together several cultures and holds a number of languageis, 2012 and saw this
language issue in educationat first hand. | visited several basic schools in
neighborhoodwhenever | had a free timg Sinceyoung pupils approached me and
talked to me without any hesitation, | could interact with school children quite
often8 7EAT ) AOEAA OEAI OEiPI A NOAOGOEIT O OOAE
O7TEAOA EO Ui OO Al AbGOGOiITieonh TATU 1T &£ OEAI CAC
when | asked then quite difficult questionssuchasO7 EAO EO Ul 60 AAOI OEOA
IO O7TEAOACORAAEROONR 1100 1T £ OCdpdmiledi 1T A A EOC
assumedthat lots of Zambian pupils dol u@derstand English well | reaffirmed
that students have significant challengesusing Englishfor the purpose of learning
while observing Grade 2 and 3 classes€English was used asa language of
instruction in the classrooms, but a large number ofchildren A E Adven Khow how
to write English alphabet Moreover,many of them did irrelevant assignments
during the class because they didot understand teachesdinstruction. After the
classes,| asked someteachers about the reasonsof low level of English ability
amongtheir students. | wastold that pupils begin to learn English from Grade 2,

but lower grade students spend about threeand a halfhours a day at schooland

1 Schools which have Grasleup to 9 are known as Basic schadol&ambia.
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therefore, they donot have enough time to learn EnglishiThe teachersalsotold me

that most of the students usually use their local languagesn their immediate

environment rather than English,and thusOEAU AT 160 CAO A@gbl OAA Oi
Accordingly, unfavorable literacy skills in English seemed to be a gamal problem

among schoolchildren in Zambia?

After several visits to schools, ktarted searching information onlanguage
policy for education in Zambia | found that a major literacy initiative called the
Primary Reading Programme (PRP) has beein place since 199 when the
program was officially launched PRPis a school literacy program designed to
improve reading levels among Zambian school learnersthrough targeted
interventions at each of severprimary grade levels which hasthree main courses;
New Breaktrough To Literacy (NBTL), Step In To English (SITE), and Read On
Course (ROC). NBThttempts to introduce Grade 1 pupils to initial basic skills of
reading and writing in one of theseven officialZambianlanguageswhile SITEaims
to help children develop English literacy skills from Grade 22 ROCintends to
enable Grade 3 to 7 studentdo consolidate literacy in both one Zambian language

and English.

2 Literacy refers to theognitive skills ofreadng and wriing in this research (UNESCO, 2006).
These seven official local languages are Cinyanja, Chitonga, Icibemba, Kiikaonde, Lunda,
Luvale and Silozivhich are widely understood and used in the reditveyarelingua franas in
the areas where they are spokamd therefore considered as the language of play, which are
familiar to the children. Therefore, when selecting the seven familiar languiagess not the
language spokeat homes, since this varied fronmome tohome. But it is the most common
language spoken by tmeajority of children at schooDne Zambian language, which is the most
commonlanguage spoken by the majority of children at school, is assigned by each provincial
district (Sampa, 2003)



Giventhe important role of SITE as an initial English literacgourse, some
inevitable questions came into my mind:@ SITEwas design to improve literacy
level of children in English, why have most pupils | met had problems in
understanding English® @ the course effectively implemented at schools as
originally plannede @nd so onHence, the presentesearch began withnot only my
curiosity about the implementation of SITEbutalsomyAT T AAOT 6 AAT 6O OEA

difficulties using Englishfor learning.

1.2 Problem Statement

Learning to read and write is one of the greatest accomplishments in
childhood because it is the foundation for learning and academic achievement later
in someones life. Considering the factthat English is used asa medium of
instruction from Grade 2 onwards, Zambian students need to master a sufficient
level of literacy skills in English for their academic succes#t is therefore of great
importance to build a solid foundation of reading and writing in English from the
beginning. As Cleggpoints out (2007), if language cannot be used for the purpose
of learning, it becomes a barrier, rather than a channel for education, since
language is at the hearbf school learning.

Despite the adgtion of SITEunder the new language polig, however, the
majority of lower grade studentsobservedwere failing to learn to read and write

in English. It seemed that their challengesusing English forlearning result from a



number of constraints hampering the full implementation of the current school

Englishliteracy program.

1.3 Theoretical Framework
4EA AT 1TAADPO T £ O# 00 Oadapilicd bs a)tHedddtichli AT OAOET 1
framework to guide this research Curriculum generally refers to a written
document that systematically describes learning goals, objectives, contents,
activities, evaluation procedures and so forth (Pratt, 1980). Tanneand Tanner
pwoynmh D8 po ARAZEET A A OOOE k&ning expeAcicesDOEA D1 Al
and intended outcomes, formulated through the systematic reconstruction of
ETT xI AACA AT A AgOPAOEAT AAO O1 AAO OEA AOOPEAAC
AT T OET 01 60 AT A xEIlI 1 £01 COI xOfs Sdidu (1WHOOT T Al Ol
argues, the written form of curriculum has to be translated into action for the
achievement of the goals the curriculum is designed for. This process of putting
curriculum into practical application is calledO #rriculum Implementationd
When a curriculum is delivered in a classroom, however, there exist
substantial discrepancies betweenthe written document and its actual practice,
since it is technically simple but socially compleyrocess (Fullan & Stiegelbauer
1991; Mojkowski, 2000). Intractability of some factors and uniqueness of
individual settings can account for these discrepacies while curriculum is
implemented (Fullan & Stiegelbauer 1991). It is thus necessary tounderstand the

sets of factors causally affecting curriculum implementation. Fullan (1994)

identifies four groups of factorscontributing to an educational change processs



presentedin Table 11.

[Table 1.1] Factors dfecting curriculum i mplementation

Groups of factors Specificfactors
1 (Perceived or felt) Need
Characteristics of | 1 Clarity (about goals andneans)
the innovation 1 Complexity
71 Quality, contextual suitability and practicality
L 1 Regional administration (e.g. school district)
ocal . -
characteristics | T Community char_gcterlstlcs
1 Contextual stability
1 Compatibility of the innovation goals with the strategic

goals of the organization

- 1 Organizational structures and processes
Characteristics of ) )
o 1 System of incentives and career patterns
organization - - )
1 Characteristics of the existing curriculum and assessment

procedures
71 Organizational culture

Government and | § Quality of relationships between central and local actors
external agencies | 1 Resource support and training

(Source. The International Encyclopediaof Education 1994, p. 2840

These all factors individually as well as interactively affect the
implementation of curriculum. As Fullanand Stiegelbauer (1991, p. 67 contest,
(Ghe more factors supporting implementation, the more change ipractice will be
accomplishedd Among these factors, thefocus of this studywas drawn to the
characteristics of organization where actual implementation of an educational
change takeglace. Given that the same program is successful in one school system
but a failure in another, each school, as a unit of change, may have different
organizational conditions to either facilitate or limit th e implementation of a

certain educational program For this reason this study tried to look at how the



main actors implementing curriculum in a school such asschool managemen@and
teachers translate the ideas in the policy into practical applications to achieve

intended goals of an educational change a particular setting.

1.4 Aim and Objectives of the Study
The overall aim of this study was to discover the critical factors affecting
the implementation of SITE in a selected schoorhus, the specific objectives of the
study were;
i. to understand the current school literacy program in Zambia.
ii. to identify the significant problems associated with the

implementation of SITEin a selected school.

1.5Research Questions
With the aim and objectives of the study mentioned abovetwo main
research questiors were raisedas below:
i. What is Rimary Reading Programme (PRP) and Step In To English
(SITE course?
il. What are thecritical factors hindering the implementation of SITE in

a selected school?

1.6 Significance of the Study
Early evaluation studies ofPRPconducted by theprogram agency and the

Zambian Ministry of Education (ZMoE) tended to put emphasis onthe outcomes of



the program with a large sample size at aational level (Kotze & Higgings 1999;
Kelly, 2000; Higgins, 2000; Constable et al., 200ZMoE, 2001). Unlike these
evaluations,the presentstudy paid a great deal of attention tothe various aspects
related to the implementation process of SITE at a school level. This study,
therefore, would provide an in-depth understanding about the issues under
guestion. It is also expected that the findings of thigesearch may be useful in
helping teachers and school managemenas the key education providers, decide
upon how best they can support and improve theimplementation of SITEin
schools. Moreover, the results of the studymay enablethe Zambianlanguage policy
makers and curriculum specialiststo understand the current situation of literacy
acquisition of Zambian pupilsin schools This, in turn, would help them come up
with better options or alternatives to makethe literacy program more suitable and

effective.

1.7 Delimitation of the Study
Only one basic school in Lusaka District was observed for this researets

this study adopted a singlecasestudy design.

1.8 Limitation of the Study
The results of the study may not begeneralized since the purposive

samplingemployed in this research decreases the generalizability.



Chapter 2: lterature Review

This chapter is concerned with the literature dealing with language and literacy
issues for education in Africa. It first reviews three main factors affecting the
formation of languagepolicy in post-colonial African countries and its influence on
language choice in educationthe three factors arecolonial experience, political
will after independence and socielinguistic situation of each country. Then, it
turns its attention to the discourse on the issues oflanguage and literacy for
education in Africa in the development context. For the discussions, tvwo
international development theories, Dependency Theory and Capability Approach,

which have different perspectivesviewing those issues wereadopted.

2.1Factors Affecting Language Policy iRostcolonial African Countries

QAfrica is the most complexmultilingual part of the world in terms of the
number of languages, the size of the communities speaking them, and the area each
language covers (Alexander, 1972cited in Abdulaziz, 2003).According to Ouane
and Glanz(2010), the number of languagespoken in Africa varies between 1,000
and 2,500depending on different estimates and definitions.There are only few
monolingual statesin the continent and languages are spread across borders in a
range of different constellations and combinations.In multilingual societies like
many African countries, language choice in education is critical for effective
learning (EFA, 2005).Yet language policy foreducation has neverbeen made on

educational grounds alone Rather ithas been affected by a number of factors



mainly based onthe colonial experience the political will after independence ad
the sociolinguistic situation of each country etc(Obanya, 1996 Orekan, 2010. In
this sense, this sectionreviews the prevailing patterns in matters relating to

language issues foeducation in Africa.

2.1.1Colonialexperience.Most African countries were colonized from the
middle of the 19" century to the 1960s by the European colonial powerduring
the period of colonialism, defined languagepolicies were emerged in Africa for the
first time (Abdulaziz, 2003). Eachcolonial power hadits own particular language
policy in accordance withits cultural and political standpoint (ibid.). According to
I OAEAI cnpnh P8 pw h OEI PAOEAT AAOAAOQGEITAI
(a) the level of entrenchmat of the colonial language andb) the extent to which
indigenous languages were tolerated and promoted in the education@ U O OHot 8 &
instance,the British approach of indirect rule left a great space fothe use oflocal
languagesas part of he relationship between colonial administrators and local
people (Robinson, 2006). Under the British control, the predominant form of
education was to begin teaching in the medium of theernacular atthe early stage
of formal education, whilst Englishmedium instruction was encouraged within
higher education (Albaugh, 2004, Orekan, 2010).The policies of French colonial
authorities, on the other hand,were considerably different. They tried Qo integrate
colonial possessionsinto metropolitan governance structures and to promote

French culture and languagé (Robinson, 2006, Colonial Overhang, para. Avhich

is known as assimilationism (Albaugh, 20@1). Hence,French wasonly used as the

10



medium of instruction at all levels of education systemin the former French
colonies.

The coloniallegacy has giverrise to the emergence of multilingualism in
African states (Ferguson, 1959). The local languageshave the role of dayto-day
communication and function at the lower levels of education system and
sometimes in the administration. They serve as regionalingua francas in the
immediate or wider community and therefore every member of the group masters
those languages (Orekan, 2010)On the other hand,the European languages
function as an official languageén the public sectors of the countn life and as the
languageof modern education and culture Abdulaziz, 2003).

In summary, te historical experience of colonialism left anindelible
impact in Africa. As part of it, he colonial languagepolicies were entrenched in the
post-colonial era; most African countriesare still maintaining the former colonial

languageas amedium of instruction in the formal education system

2.1.2 Politicalwill after independence. After independence it was widely
expected thatthe new governmentin many African nationswould pursue language
policy to enhance the status of African languages as well asgmmote indigenous
languagesfor education (Mohochi, 2003). In respond, some African countries such
as TanzaniaEthiopia, Somaliaand Madagascarstarted undertaking the innovative
language policy initiative whichinvolved the choice of theindigenouslanguages a
well as their full development for use in basic education and literacy (Obanya,

1996). It was adetermined political will which wasrequired to put the initiatives

11



into practice (Clegg, 2007).However, many of theprograms for mother tongue or
local languageeducation often ended atthe experimental phase becausdlittle or
no support hadbeen given to such initiativegObanya, 1996 Robinson,2006).

In addition to this trend, there has been a fear that the promotion of
particular African languagescould leadto political unrest. That is becausednguage
choice in education is a sensitive issue in linguistically diverse societieswhere
there is possibility of conflicts amonggroups of different linguistic backgrounds.As
Abdulaziz (2003, p. 110 puts, obody wants the language of another ethnicrgup
to be chosen,as this gives a special advantge to the native speakers of tat
languageo

Nonetheless,a large number ofstudies suppott the educational use of
mother tongue or locallanguages (Mehrotra, 1998; Diki-Kidiri, 2001; Heugh, 2002;
Clegg, 2007, Foley, 2010)They suggest that learners learn best throughheir
mother tongue and that those who have a firm grasp d@heir mother tongue more
easily acquirea second languageAccordingly, it seems necessary to stimulate a
revival of African languages as a medium of instruction in at least the primary

schoolswith a strong political determination in Africa (Brock-Utne, 2000).

2.1.3 Socidinguistic situation. African continent is characterized by
tremendous language diversities. The national sociclinguistic situations of each
country vary from country to country, which have influenced decisions regarding
language policy (Diki-Kidiri, 2001). The less multilingual the easier the country

develops a national language policyAccording to Obanya (1996 National Socio

12



Linguistic Contours, para.3), Ghe few monolingual countries of Africa (Somalia,
Burundi, Rwanda, Botswana, Lesotho, SwazilanMadagascar.etc.) have found it
relatively easy to promote their single nationallanguage withi n educationd In
Somalia, br instance,the Somali languagés used as a medium of instructiorat all
levels although English and Italianare addedin tertiary education (Obanya, 1996).
On the other hand,most ofthe multilingual countries in Africa south of Saharaend
to favor the employment of the coloniallanguage after three or four years of
primary education (Prah, 2008).

It is, however, worth stressing againthat the promotion of African
languages in education and implementationof such language policies depend
highly upon the level of political commitment or government action (Chimhundi,
2002; Williams, 2011). As oneof the examples of multilingual societies, President
Nyerere of Tanzania made a concerted effort to enhance thetatus of Swalbhili
across the nation, which resulted in the promotion of Swahili as aofficial language
and alanguage of instruction at all levels of primary education (Rabin, 2011).
Smultaneously, there was a significant attempt to standardize Swabhili
terminologies to be used within technological and academic circlesnder the
strong political leadership (ibid.). Such apolitical desire in some multilingual
countries has sometimesled to the adoptionand development of zonal or regional
languageswidely spoken in the nation; Zambia now uses severdominant local

languages Democratic Republic ofCongo four, and Togo four etc. (Obanya, 1996)

* Mother torgue of each monolingual countrgomalia (Smali), Burundi (Kirundi), Rwanda
(Kinyarwanda), Botswana (Setswana), Lesotho (Sesotho), Swaziland (Sékaaiti) 1993).

13



However, it is worth noting that evenin the countries where strong indications and
initiatives in favor of local languageshad been made, there have subsequently been
reversals to the status quo anteas soon as there was a change in reginf®banya,

1996; Prah, 2008).

2.2 Language and.iteracy in the Development Context

This section is intendedto discussthe issue of language and literacy for
education in Africa in the development context. To this end, two different
international development theories were chosen; Dependency Theory and
Capability Approach. The main purpose of this section is to séew eachof these
theories would view the central issues oflanguageand literacy for education in

Africa.

2.2.1 Dependeng theory and dependence on colonial languages
OsAPAT AAT Auo EO 1 EOAT OOAA O Aeobpl AET OEA
countries. According to Dos Santos (1971), dependency is a certain structure of the
world economy to favor some countries, but to limit the development possibilities
of the subordinate economiesHe holds thatthe dominant countries are able to
achieve selfsustaining growth, while dependent countries might develop as a
reflection of the expansion of dominant ones (ibid.). The central argument of
Dependeng/ Theory is that the mainstream economiesbecame wealthy at the

expenses othe nationsin dependent positions(Mamdani, 1996).
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Dependency theorists divide this world into two:the dominant (also called
the center or the metropolitan) and the dependent (alsaalled the periphery or the
satellite). The dominant states include thandustrialized capitalist countries, while
the dependent states indicate the sealled developingcountries which have low
per capita GNPs and which rely heavily on the export to thelominant states
(Ferraro, 2008). The theorists viewsOE A OA 1 A Oneénithd Evd,Bn whighO
periphery countries are OOAEAAOAA O1 AAAEOEI T O OAEAT EI
(Mochoci, n.d., p.4). Thdollowing statements more clearly define the relationship

between the two:

It is true that centers, in particular the maindynamic center of capitalism,
have concerned themselves with the development of the periphery only
in so far as it served their own interests, and generally with little breadth
of outlook. They have been indifferent to look for ways in which interests
could converge. An enormous and enlightened effort, a tenacious and
long-drawn-out effort of its own, will be necessary before a peripheral

country can ceasdo be peripheral (Prebisch, 1988 p.33).

In short, DependencyTheory attributes the presentunderdeveloped state

of many nations in the worldto the unequal interactions among nationgFerraro,

p3]
T
O

2008). It is, however, important to note that! £AOEAAS O A he®Hufopedn
colonizers has not merely been limited to economics. In fact, cultuand language

constitute a significant part of that dependenceAccording to Mbaabu (1996),
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dependence can be divided into two categoriesstructural dependence dealing
with economic, military and political dependence, and cultural dependence
affecting peod Av@lbes, tastes, skills and ideas. Given the role of language shaping
As reviewed inthe earlier section,it is obvious that dependenceon the European
languagesstill exist in many post-colonial African countries by reason of the
pragmatic advantageof using them in education Phillipson (1992; 2001) calls this
There is also prevailing perception among Africans thadbi DPT OOOT EOEAO Al
good job and higher education depended oi T A6 O ET 1T x1 AACA 1T £ OEA
I AT ¢ O(MgaAm, 1996, p7). As Mohochi (2003) contends, knowledge of
colonial language has been regardechs a mark of education anda major
AT T OOEAOOT O -éddnomiciadvan@mertd in MEita. African elites and
leaders therefore have( built-in tendencyd to preserve the hegemony of the
colonial languagesfor their own social interests (Prah, 2008, p.2).In this regard,
the use ofthe former colonial languagesthroughout the colonial period, and even
after independence has perpetuated! AO Edéperdénce to thecolonial power

(Abdulaziz, 2003).

2.2.2 Capability approach and iteracy as a basic capability. Amartya Sen
has developed Capability Approach from the 1980s as an alternative framework of
welfare economics and utilitarianism (FukudaParr, 2011). Sen does not only

emphasize the significance of humanity which has often beamderestimated in
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welfare economics, but also link development with quality of lifeand freedom
(Atkinson, 1999). He also pays attention td&xpandng human freedomthrough a
focus on what people are able to dand not just how much resource they havé
(Walker, 2005, p.103.

The core concepts of Capabiity ADDOT AAE AOA O &OT A

AAEEAOAT KOAG® AA EATEDEAO AAEI EOGEAO O1I A

things a person may valualoing or being, whereas capability refers to freedom to
promote or achieve valuablefunctionings. For Sen (1999), freedom is the range of
options a person has in decidingvhat kind of life to lead, andsubstantive freedom
is to lead the lives one haseason to value ando enhance the real choice one has.
In this regard, freedom is not only the pre-requisite for the opportunities to
develop capabilities and the process of deciding on valuable capabilitielut also
the result of them(Walker, 2005).

However, there are several conditions to achieve freedoms aboth
individual and institutional levels. These include social and economic
arrangements andpolitical and civil rights etc. This fact iswell explained by Sen as

below:

What people can positively achieve is influenced by economic
opportunities, political liberties, social powers, and the enabling
conditions of good health,basic education, and the encouragement and
cultivation of initiatives. The institutional arrangements for these

opportunities are also influenced by theA ZAOAEOA 1T £ PAT PI A6 O £EOA,
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through the liberty to participate in social choice and in the making of
public decisions that impel the progress of thesepportunities. (Sen,

1999, p. 5)

The central ideas of CapabiityADbD OT AAE AOA -beidgl hd AG O x Al |
purpose ofdevelopment, and heir agency, an essential element of the development
process. Sen(1999) views development as a process of expanding the real
freedoms that one enjoysAT A ACAT AU AO 11 A860 AAEI EOU O E
values. By focusing on human wellbeinghis approach weighs the intrinsic value,
including education, health, employment, and participation for valuable and
flourishing lives, over the instrument value of development goals (Fukudd&arr,
2011).
In Capability Approach, basic capability OA £A OO affility toG&ishA
certain elementary and crucially important functioningsO® O1T AAOOAET 1 AOGAI O
1992, p.19). Sen has regularly cited literacyas a basic capabilityand a necessary
condition for well-being (Maddox, 2008).He argues literacy per seenables people
to have a good life since those who are able to read and write can develop other
skills to increase their agency and freedomslt means that literacy is a crucial
determinant of well-being, an important social entittement, and ayoal of human
development (Maddox, 2008). Accordingly, Sersees illiteracy as a significant form

of capability deprivation:

A child who is denied the opportunity of elementary schooling is natnly
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deprived as a youngster, but also handicapped all through liféas a
person unable to do certain basic things that rely on reading, writingnd

arithmetic). (Sen 1999, p.284)

Despite the critical role of literacy for quality of life both adult literacy rate
(for the population 15 years and older)and youth literacy rate (15-24 year9 in
sub-Saharan Africa is fairly low comparing with otherregions. As shown in Figure
2.1, only 63% of the populationwho is 15 years and olderin this region is able to
read and write. It indicates that about one third of sub-Saharan Africansare

deprived of thelikelihood of leading better life through literacy skills.

[Figure 2.1] Literacy rate by region, 2010
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(Source: UNESCO Institute for Statistics, September 2012)

One of the factors contributing to this unfavorableliteracy rate is an
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inappropriate language policy for he majority of the population in the region, as

IAT COACA DI T EAU EAO A GCOAAO EIi bAapbbiityT AAEEAOA
(Mohochi, 2003). As stated in Section 21, most African countries use the former

colonial language which is notmother tongue of the people asa medium of

instruction. There have beenaccordingly profound political transformations

introducing more appropriate language poliy in Africa. Given that literacy

capability regulate to ped® 1 A8 O D1 O Aif, &Odfopdr me@idrAodinstrudiion

might help people to have more possibility to enhancetheir wider freedoms and

agency.

Meanwhile,a careful balance is also necessabetween enabling people to
acquire literacy in local languages and providing access to global languages of
communication, albeit there are strong arguments in thebenefits of mother tongue
or local language education A balance between twamight help people not only
enhance the choicesthey can havebut also empower them in this global era

(UNESCO, 2003).
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Chapter 3: Methodologies

This chapter is devoted to explainwhat methodologies were used in thigesearch
These include whatresearch design was adopted, how the case andparticipants
were selected, whatdata collection methods and procedureswere applied, and
how the collected data were analyzed.lssues concerning validity and research

ethics are also discussedt the end of this chapter

3.1Research Design
OEEI T EAAO AO Al P WYT A A £E bfke€eardh OAOAAOAE
It means that a researchdesign isa strategy to integrate the different components
of the study in a coherent and logical wayUSC Libraries, n.d). Also, aresearch
design functions asan overall operational framework for acquiring the information
needed to address the research problentGreen & Tull, 1978) More specifically, a
OAOAAOAE AAOGECT AAAT O xEOE AO 1 AAOCO &I OO i1 A
guestions to study, what data are relevant, what data to collect, and how to analyze
OEA OAOOI 006 A hppropriate candh wellBlesigred 8:search,
therefore, reduces the risk of wasting time and effort on pointless researcfDe
Vaus, 200). According to Bryman (2008), a choice of research design depends on
the priority being given to a range of dimensions of the research process. These

include the importance attached to:

1 expressing causal connections between variables;
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1 generalizing to larger groups of individuals than those actually
forming part of the investigation;

1 understanding behavior and the meaning of that behavior in its
specific social contextand

1 having a temporal (i.e. over time) appreciation of social phenomena

and their interconnections.(Bryman, 2008, p.31)

This study employed a single case study design to look at the

implementation of the school English literacy programin its geographical, cultural,

and historical context, by closely examinirg its internal operations in a selected

school. In a case study, a single person, program, event, process, institution,

organization, social group or phenomenon is investigated with the aim of rich

description, explanation, or assessment and evaluation of a phenomenon (Creswell,

2003; Gall et al., 1996).Furthermore, a case study seems to be the preferred

OO0OOAOACU OxEAT OEA ET OAOOGECAOI O EAO 1 EOOI A Al

on a contemporary phenomenon within some realife contexto 9ET h pwyph PB8uLw
A policy analysiswas deemed most suitablefor the present study since

this researchwas concerned with a range ofaspectsrelated to the implementation

of the current literacy policy, PRP, and its English component, SITEhe interviews

and observations used a qualitative methodology while documents were analyzed

using document analysis. This mixed method approach allowed for a fuller

examination of the case study (Dunn, 2011)In qualitative methods of interviews

and obsevations, researchers tend to see how the particular phenomenon

22



naturally occurs and evolvesto illuminate and understand what goes on in the

setting being examined(Marshall & Rossman 2011). As in Denzin and Lincoln
¢nnmuh BD8c h ONOAstudyOArgE O AtheirOdatDrdl AsaithgsA O O

attempting to make senseof, or interpret, phenomena in terms of the meanings

PDAT BI A AOETTHS viéw is sOppdktéddbgCassell and Symon (1994who

describe characteristics of qualitative research as below:

a focus on interpretation rather than quantification; an emphasis on
subjectivity rather than objectivity; flexibility in the process of
conducting research; an orientation towards process rather than
outcome; a concern with context regarding behaviour andsituation as
inextricably linked in forming experience; and finally, an explicit
recognition of the impact of the research process on the research

situation. (Cassell & Symor 994, p.7)

3.2 Selection of 8hool / Class /Participants

A purposive stratified sampling method was adopted in this research
rurposive sampling often applies to the sampling of the cases in which the
research will be conducted and then to people within those caségBryman, 2008,
p.414). The goal of purposive sampling igo purposefully select participants or
sites or cases in a strategic way, so that those sampled best help the researcher
understand the problems and the research questions being posed évthall, 1996;

Creswell, 2003).Hence, mrposive sampling was used to select one basic school
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within Lusaka Districtwhere | found many Grade 2 pupils werdailing to acquire a
certain level of English ability to read and write The same tedinique wasemployed
to come up withone Grade 2 clas$rom this schoolwhose classeacher waswill ing
to participate in this study. The school managemenie.g, head teacherand deputy
head teacher)and other Grade 2 teacherdrom this school were also selected as
the key participants of this investigation. This approachwas usedagainto identify
additional participants such asthe Zambian language specialisighe PRP manager
and the government officials who were directly involved in the implementation of
the current literacy program.

After selecting the school examined in the field, | wrote a letter to the
District Education Board (DEB) in Lusaka District to get permission to carry out
this research as well ashad official support from the local authority before

beginning data collectionfrom the school

3.3Data Collection

The present study utilized a wide range ofdata collection methods(e.g,
class observations, interviews, documents analysis, students achievement test
household visits etc.) to obtain and integrate multiple saurces of information (e.g,
field notes, documents, interviews transcription, student test results etc.) Use of
many different data collection methods andsources of evidenceallows an
investigator to provide a comprehensive perspective of the information collected
on a particular research project (Patton, 1987). As Yin (1994) points out, no single

method and source has a complete advantage over all the others, and therefore, the
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various methods and sources are highly complementarip make any findings and
conclusionin research much more convincing and accurateThs strategy is well-
ETT x1T AO OOwHch airgsCat idcfasing the validity of evaluation and
research findings (Mathison, 1988). The followings show the detailed data

collection methods and source®f information used in this study.

3.3.1 Documentanalysis Documents review is a systematic procedure for
identifying, analyzing, and describing useful information from the existing
documents (WBI Evaluation Group 2007).$1 AOi AT 6O AOA &#&chCi 1 A Pl AA
foranswersp AO OEAU AAT DOI OEAA A Ai 1 OET AET C Al Ox
methods fail to resolve a question (Weiss, 1998. p.260As Marshall and Rossman
(2011) observe, qualitative researchers supplement observations and interviews
with gathering and analyzing existing documentsHence, researchersttempt to
review a variety of documents with the intention of collecting verifiable data and
information. There are both advantages and dadvantages of using documentas

follows.

Advantages.

1 Documents can provide good sarce of background information

1 Documents canhelp look at a program that may not be directly
observable

1 Documents canbring up issues not noted by other means.
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Disadvantages:
1 Information in exiting documents may be inapplicable, unavailable, out of

date, incomplete or inaccurate(Creswell, 2003 p. 186)

In this study, different types of documents wereused to understand the
current school literacy program. For instance, theprogram documents, evaluation
reports, and news articles dealing \ith PRRand SITEwere reviewed to ensure the
accuracy of the information, comparing the documents that contain similar
information and checking the documentsagainst other datacollected. Additionally,

OAAAEAO0B8 O ClvifyAdok andrdtebBdkOnerealso collected for analysis.

3.3.2 Class bservations. Class observation is one of the data collection
methods, often found in education, whicha researcher documents and describes
actions and interactions taking placdan a classroom (Marshall & Rossman, 2011).
Observation can range from a highly structured and detailed notation of behavior
by checklists to a more holistic description of events andbehaviors (ibid.). As

Creswell (2003) summarizesthis method hasseveraladvantagesand limitations :

Advantages.
1 Aresearcher has a firsthand experience with participants
1 They can record information as it is revealed, ancalso notice unusual

aspects during observation.
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Disadvantages:

1 Avresearcher may be seen as intrusiyeand may not have good attending
and observing skills.

1 Private information may be observed that the researcher cannot report

during observation. (Creswell, 2003,186)

This study adopted a structured observationwith an observation guideline
rigorously to seeliteracy teaching and learning ina Grade 2 classroonwhile the
SITE lessons weretaught (SeeAppendix 1). For example,particular attention was
paid to the O A A A EedcRirly @ethods, theutilization of teaching materials D OB E T O 8
participation in class, andindividual assignmentsand the like. Classobservations
for this study were conducted during the 2d term of the academic year 2012 in
Zambia, which wasfrom 7 May to 3 August 2013l provided the class teacher with
detailed information on what would be doserved from her classroom before
beginning observation. Then the teacher was asked to sign the informed consent
form which guarantees confidentiality ofher personal information and misuse of
the data during and after the research process beforghe engagedn the research
(See Appendix2). | respected all participants who gat involved in the class
observation and their culture, and alsatried to minimize disruption of the physical
setting of the site examined. While observing the SITE lessond, took field notes
(both descriptive and reflective information) meticulously, since thesewvere one of

the major sources ofinformation for this study.
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3.3.3Interviews. Interview is probably the most frequently employed
method in qualitative research. Kahn and Cannell (1957, p. 149) describe
ET OAOOEAXxET ¢ AO OA AT 1 Uk néthod EsibasedoE @E A DHOODI]
assumption fundamental to qualitative reseach:tEA DAOOEAEDPAT 080 DPAOODA
the phenomenon of interest should unfoldx EOE OEA $Hvkwb&a&me DAl 06
OAOAAOAE ARdrshall & FRAssman, 2011 There are \arious types of
interviews, but unstructured and semistructured interviews are generally
assciated with qualitative approach (Bryman, 2008). An interviewer conducting
unstructured interview typically has only a list of topics and issues, and the style of
guestioning is usually informal(ibid.) . On the other handaresearcher carrying out
semi-structured interview usually has a series of questions that are in the general
form of an interview schedule but is able to vary the sequence of questiofibid.) .
According to Creswell (2003, interviews are a useful method when informants
cannot be observed directlyand when they can provide thenhistorical information.
However, weaknesses of this method include thaihformants may provide indirect
information filtered through their views, and OE A O O A (oledelrA maliies O
responses.

With the aim of discoveringmajor problems when implementing SITE in a
selected school, his study mainly used semi-structured interview s with the head
teacher, the deputy head teacher, andll Grade 2classteachers Also,the Zambian
language specialists the PRP manager and theogernment official provided

information on the implementation of PRPduring the interviews. To carry out

these interviews smoothly, the interview guide was developed(See Appendix3, 4,
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5 & 6). However,the interviewees had a great deal of leeway in how to reply.
Questionsdid not follow on exactlyin the way outlined on the interview guide, but
| utilized it to a certain extent to avoidthe collection of irrelevant data. Further
guestionsthat were not included in the guide werealso askedin response to what
were seen as significant replies. Along with the senstructured interview,
unstructured interview was also used vhenever | had questions for the class
teacher and pupilsduring my classobservations.

| provided the interviewees with detailed information on the purpose of
the study. Interviewswere set up according to the informansdschedule in advance.
Before interviewees engagd in the research, they vere asked to sign the informed
consent form which guarantees confidentiality of their personal information and
misuse of the data during and after the research process (See Appendix All
interviews were recorded with a digital recorder, while | was taking interview
notes. Throughout the interviews, | tried to convey the attitudes that the

ET £ O Al We@&aluédie/AndQseful.

3.3.4Studentachievementtest At the end of the2nd term, English reading
and writing test was administered to eight pupils. In the SITE classthe pupils were
divided into four ability groups according to their English proficiency, and

therefore, two students wereselectedfrom each groupat random. The selection of

these pupils was simply done by drawing lots. Small piecés &£ DAPAOADODOxT O

written nothing were distributed to the students of each group.Then those eight
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who picked up a piece of paper with a star were chosen as the participantstbis
achievement test Gender of the pupilswas not under consideration ofthis study,
so that all students in each group had an equal chance.

The purpose of this test wa to seehow much the students learnedfrom
the SITE lessonghroughout the 1st and the 2nd term. The test weas intended to
figure out whether the eight studentssucceed in achiging English literacy as
originally described in the policy Therefore, the test questions weremade based
on what the students had learned from the SITE lessonghe test consisted of four
areas; English alphabet, phonics, reading (word€: sentences) and dictation
(words & sentences).

4EA OAOO xAO AT 1 AOAOAA ET A NOEAO oiilin i
sometimes in the administrative office to makethe pupils concentrate on the test.
This test was also conducted to one pupil at a itme. | tried to create a free
atmosphere before starting the test, having a friendly talk with the childWwhen
administering the test, | served as a facilitator helping students take the test in a
proper manner. First, each pupil wasasked to write Englishalphabet both in a
capital and small letter and then to read them. Second, each of them was asked to
sound out English phonic sounds. Lastly, they were asked to read and wrieme
single words and sentencegjiven. The eight pupils wereencouraged to try their
best to answer the quesibns throughout the test There was no time limit; enough
time was given to each child until the pupil no longer to read and write the words

and sentencegivenso as to enable them to answer as much as pdss.
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3.3.5 Household isits. After the test,| selected fourstudents from the eight
for the household visits: two from the stranger group and two from the weaker
group. The purpose of the visits were tolook at and compare their household
environment, including their exposure to English at home and the education level
of their parents or guardians etc. The premise of the visits was that the family
background could be a crucial factor of having differenstrengths in English among
children. Considering thefact that the Grade 2 pupils werdoo young to provide
exact information on their household environment,| met with their parents or
guardians. A local translator accompanied to ensure smootltommunication.
During the visit, a checkist and household visit guide vas used (See Appendix 8).
Appointments for the household visit were set up according to the parent§or
guardiansdschedule in advance with help from the class teachemd the pupils |
provided the parents and guardians with detailed information on the purpose of

the study before theyengagedin this research.

3.4 Data Analysis

Qualitative data deriving from interviews or observations typically take
the form of a large corpus of unstructured textual matdal (Bryman, 2008). As
stated earlier in detail, thesources of information of this study relied mainly on
text data such adield notes, interview transcripts, and documentsTo analyze the
data collected, the present study used qualitative content analysis which is a
method of analyzing written, verbal or visual communication message§Cole,

1988). According to Hsieh and Shannon (2005, p.1278), qualitative content
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analysisis O analytic tool for the subjective interpretation of the content of text
data through the systematic classification process of coding and identifying themes
or patterns.o Similarly, Mayring (2000, p.2) views qualitative content analysisas
OAT A Db énpikidalEmethaBological controlled analysis of texts within their
context of communication, following content analytic rules and step by step models,
without rash quantification .6 The aimof qualitative content analysisis therefore to
attain a condensedand broad description of the phenomenonand the outcomes of
the analysisare concepts or categries describing the phenomenon(Elo & Kyngas,
2008).

Considering the definitions of the qualitative content analysis, data
analysis for this studyinvolved a process to condense raw data intthemes or
categories based on valid inference and interpretation.To support valid and
reliable inferences, the present study used a set of systematic procedures for

processing dataas described as follows:

Step 1: | transcribed and transformed all the data collected into the
written text for analysis. When the data ame from existing texts, the
choice of the contentwas justified by what | wanted to know (Patton,
2002).

Step 2: | read through initial set of field notes, transcripts, and
documents without taking any notes or considering an interpretation.
Step 3:1 swept through the data again and code or labeled words and

phrases found in the tanscript or text by highlighting.
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Step 4:I created themes by grouping codes or labels given to words and
phrases. During his process, connectionswere made amongst the
themesand the subthemes.

Step 5:1 drew conclusions from the coded data by exploringthe
properties and dimensions of the themes, identifying relationships

betweenthe themes, uncoveringthe patterns, andmaking inferences.

Data analysiswas conducted during and after the date collectionn the
field, because codingproceeded while new data continued to be collected. In doing
so, | continually added new themes and concepts to the coding manual as well as

refined the themesand their interconnections.

3.5Validity Issues

To validate the accuracyof the findings,three strategieswere used first, |
triangulated different data sources of information to build a coherent justification
of the findings. Secondl spent prolonged time-four months- in the field to develop
an in-depth understanding of the phenomenon under this studylLastly, | used rich
and thick description to convey the detais about the site and the people

investigated.

3.6 Ethical Considerations
| got permission from the LusakaDistrict Education Board (DEB), the head

teacher, the Grade 2 class teacher, and all participants involving in this stutty
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carry out this research beforehand. | maintained the privacy of all participants,
including assurance of anonymity and confidentiaty of the information they
provided. | also ensured that the participants voluntarily t ook part in this study:
either physical or emotional harm was not inflicted on them throughout the

research.
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Chapter 4:SchoolLiteracy Pogramin Zambia

This chapter is about the curent school literacy program in Zambia.lt explains
why PRP was initiated, how PRP was developed, and what achievements and
challenges have been found during the last 14 years since this program was
initially introduced in 1999. Then, it pays attention to the general features of SITE
which is a main topic of this research. The@urpose of this chapter is to provide
background information to understand the research results which are well

presentedin Chapter 5.

4.1 Primary Reading Programme (PRP)

4.1.1 Background to the plicy formation. Like many other post-colonial
African countries, the issue of language choice in education is controversial in
Zambia. As one of the former British colonies, Zambia tiadopted English as a
medium of instruction from Grade 1 onwards since independence. It was, however,
evident that the first thirty years of English medium hadnot been effective,
because the reading levels among school children in primary schools, especially at
foundation level, were distressingly low(Williams, 1993; SACMEQ, 1997)n his
research, Williams (1993) showed that most Zambian pupils have inadequate
reading ability in both English and a local languagend pointed out that there isa
need to review the language policy for literacyAnother study conducted by the

Zambian Ministry of Education(ZMoE) under the auspices of theSouth African
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Consortium for Education Quality (SACMEQ1997) further found out that only
twenty five percent of Grade 6 pupils could read at defined minimum levels and
only three percent could read at defined desirable levelst lalso reported that
Zambia was ranked almost at the bottom level of the Southern African Countries.
There was a growing awareness within th&MoE that reading and writing
are better developedfirst in a familiar local language to childrenLinehan, 2004).
In 1995, the Ministry formed the National Reading Committee (NRG¥hich was
mandated to improve literacy standards of the country. In particular, the
AlTT EOOAA xAO OAOGEAA O OOAEOA AxAOAT AGO 1 £ ¢
as a matter of urgencyand identify partners who would assist in implementing
OEAOA Oi11 O60EIT 06 , E TmA fedr] the NRGtheld BblaibBal 1 8 ) 1  OF
Reading Forum (NRF) where a cross section of professionals in education, donors
and government officials came togetér to discuss the reading problems among
primary children in Zambia. The forum concluded that the main cause of the poor
reading levels was the inappropriate language policy for initial literacy, which used
English from Grade 1 for both literacy and as medium of instruction. From this

forum, it was all agreed that the following practical objectives should be achieved

to resolve the poor reading performance among pupils in primary schools:

i. basic literacy in a familiar language by the end of the first yeaof
primary education;
il. basic literacy in English by the end of the second year of primary

education;and

36



iii. improvement in the teaching of reading at all grade levels through

appropriate training materials. (Linehan, 2004 p. 4)

After the forum, the language policy changed in 1996 and was documented
in Educating Our Futurewhich is the third major educational policy documentof
Zambia This policy also endorsed therecommendations from the forum by

articulating the use of mother tongue in the initial literacy acquisition as below:

There is strong evidence that children learn literacy skills more easily
and successfully through their mother tongue and subsequently they are
able to transfer theseskills quickly and with easy to English or another
language. Successful first language learning is, in fact, believed to be
essential for successful literacy in a second language and for learning

content-subjects through the second languagéZMoE, 1996, p 39)

To enhance the status of the Zambian languages, the 1996 policy gives
students the opportunity to learn basic reading and writing in a local languageith
which children are familiar. However, the policy also clearly stipulateghat the
OECTI EEZEAAT O OI1T A T &£ %l Cl EOE AO Qiegba 1 £AAEAEAI

nonfEl O Al 1l AOOOEAO AAOAAOEIT ET : Ai AEAOG(

In the light of these considerations, allpupils will be given an

opportunity to learn initial basic skills of reading andwriting in a local
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language where as English will remain as the official medium of

instruction . By providing for the use ofalocal language for initial literacy

AANOGEOEOEI T h AEEI AOAT 80 1 AAOQIskkc 1T £ AOOAT C
should be better assured. By providing for the use of English ake

I EEEAEAI I ATCOACA 1T &£ ET OOOOAOETT A O 1 0OE/
preparation for the use of this language in school and subsequent life will

be facilitated, while the implementation poblems of changing over to

another languagewill be avoided. (ZMoE, 19%, pp. 39-40)

4.1.2 Development of PRPWith the objective of providing interventions to
improve reading and writing levels among school learners, thMoE initiated the
new literacy initiative, the Primary Reading Programme (PRP). This deliberate
school literacy program started as a pilot project with the South African Literacy
course calledthe Breakthrough to Literacy (BTL) in one local Zambian languag
Bemba, in1998. Twenty five schools50 teachers and200 pupils in Kasama and
Mungwi districts were involved in this pilot project supported by Irish aid. After
the pilot phase the BTLwas evaluated as a great succeSET AA OAtReBTLA OAT EI
classes were reading and writing at a level equivalent to Grade 4 or higher in non
the" 4, Al AOOSHG +1 OUA .Basef BnQi@Pposifive evpluatomfit B8 1
was decided to scale up and to modify this course in order to meet the needs of the
Zambian child and to suit the Zambian contextAs a result, the newersion of BTL,
the New Breakthrough to Literacy (NBTL),was developed as one othe PRP

components in1999. It aimed at teaching initial literacy skills in the seven official
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Zambian languagegor Grade 1 pupils. Oral English course for Grade 1, Pathway to
English 1, was also designed to build up avel of spoken English that wuld allow
the skills developed in the local language to transfer to English at Grade 2.
Materials for NBTL and Pathwayto English 1 were finalized in 2002, and finally,
these two courses were fully introduced in every school countrywide as from
February 2003 (Sampa, 2003)

In response to demand of similar literacy courses for other grade levels,
the government developedthree more literacy courses for boh English and
Zambian languagesPathway to English 2, Step In To English (S}, and Read On
Course (ROC)Pathway to English 2 was designed to continue the develommt of
oral English for Grade 2and to support SITE which is a transitional literacy course
from the Zambian languages to English. SITEwers much of the ground thatis
covered in NBTL such as the supplements of learning (this time in English),
methodology, and classroom management et¢(Sampa, 2003). ROC was designed
to provide for bilingual literacy development and consolidation in both English and
the local languages in Grades 3 to 7. SITE and ROC were pildteénsure quality
and successin the five districts, namely Chipata, Kasam Luangwa, Lisaka and
Mongu, in 2001 and the results were also positive. Finalization of the materials for
these courses was done in 2003 before they were rolled out nationwide in

February 2004. Table 4.1 shows the brief explanation of each PRP course.
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[Table 4.1] Five PRP components

Name Object | Learning Hrs. Obijective Focus Area
To teach initial Reading and
Grade One hour literacy skills in one | writing in one
NBTL :
1 every day of the seven Zambian
Zambian languages | languages
Pathway to | Grade Half an hour | To support English :
English 1 1 twice a week | literacy Oral English
Grade One hour To developliteracy Re_e_ldm_g and
SITE 2 everyday | skillsin English | wnundin
y day 9 English
PathV\_/ay to | Grade Half an hour 'I_'o support English Oral English
English 2 2 every day literacy
Grades| An hour every . Reading and
3to4 day TO. de_velopllt_eracy writing both in
skills in English and .
ROC English and one
Grades| Two and half an | one of the local Zambian
5to7 | hours aweek |languages language

4.1.3 Achievements and ballenges of PRPAfter the pilot in Kasama and
Mungwi districts, PRP received a £10 million grant fronthe British Department for
International Development (DFID) to run for seven years.(Ohe funding from the
DfID had enabled PRP to use tifands to meet various annual budget allocations to
ensure the success of the program(Primary Reading Programme gives children a
head start in literacy, 2005) Supports from the DfID included the evaluation of the
pilot and the eventual development andthe implementation of all PRP courses in
phased approach from 1999 to 2005. Specificallyhe DfID funded program design,
materials development, publishing and distribution to schools, training for national,
provincial and district trainers, teacher and hed teacher training on the

methodologies ofthe PRP courses, monitoring and evaluation adhe PRP courses
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etc. The following is the estimated breakdown for PRP by th&VoE andthe DfID

through Basic School Sulsector Investment Programme (BESSIP):

T €41 EITEITdg OAAAEAOSO ' OEAAOh 1 AAOT AOSO
conversation posters, flip charts and any other support materials

1 £4 million: trainings for in-service and preservice teacher, lead
teachers, inservice providers, Ministry officials etc.

1 £2 million: staff overheads, office equipment, maintenance etc.

(Sampa, 2003P. 42)

PRP had been successfully implemented with the interventions tie DfID.
A number of evaluations of PRP conducted since 1999 had consistently recognized
the success of thisprogram (Kotze & Higgins, 1999; Kelly, 2000; Higgins, 2000;
Constable et al., 2001ZMoE, 2001; Sampa, 2003). Mre than anything else the
biggest achievement was improved learning achievememdf literacy among pupils.
The two test results undertaken in1999 and 2002 attesed to this fact. As pat of
Primary Reading Programmebaselinestudy (Kelly, 2000), the reading and writing
test in both English and Zambian languages was administered to 5,424 pupils. The
results showed that Grades 1 to 6 children wereeading two grades below what
was expected in English, and three grades below whavas expectedin Zambian

languages Surprisingly, when the same test was repeated in 2002 in schools where

® BESSIP is a basket for albnors who put money together for various projects whichuader
the Ministry ofEducation.
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had received interventions underthe PRP, the results exhibitedhat there had been
tremendous improvements in reading and writing levels in both English and
Zambian languages. Table 4.2 presents how much improvement had been made by

the pupils in Grades 1 to 5 in th002 test compared to the results of the 1999 test.

[Table 4.2] Improvements in reading and writing test in 2002over results in
1999 (Raw scores)

Grade English (%) Zambian Language (%)
1 Not tested 780
2 575 613
3 417 484
4 300 484
5 165 218

(Source: Primary Reading Programmeémproving Access anduality Education in Basic Schools,

2003)

According to the Danish Development Agency (DANIDA) and UNESCO
evaluation of the program(DANIDA & UNESCO, 2002PRP had revolutionized the
learning mechanisms ad transformed the teaching cultures in Zambia Another
program review report further added that PRP had contributed to not only a
radical change in the approach to teaching in the Lower Basic grades, but also wide
AxAOAT AGO AiiTT1Tc¢c DPAOAT OO6h OAAAEAOOh AT A DPODPEI]
(ZMoE & DfD, 2004). It was evident that PRP had a great influence in Zambian
education system beyond the boundaries of PRP itselfBarrett et al, 2007). These
achievements included intensive and effective teacher training in all PRP courses,

high-quality materials production, sensitization of all stakeholders on the
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implementation of PRP, team work among teachers and ministry officials, and
targeted community support etc. (Sampa, 200Barrett et atl., 2007).

Based on thepositive evaluations on PRPit was obvious thatthe program
had been worked very well during the initial stages of implementation when the
program was supported bythe DfID in the collaboration with the ZMoE It was
believed that this program would be sustained by theMinistry with assistance
from the central government after the expiry of the sponsorship bythe DFID in
2005. However, the implementation of PRP has faced a numbermbblems since
PRP was mainstreamed into thdinistry structures and system. The followings are
the major challenges hindering effective implementation of PRP after the donor
support, which were identified by the government official, the PRP manager, and

the curriculum specialists of the programduring the interviews:

1 Funding to PRP has stopped, because there had been much reliance
on donor support;

1 Materials which were distributed to schools have gotten torn
through tear and wear, but they are too expensive to replace for
schools.Especially after decentralization oftextbook procurement
where schools are required to buy their own books according to
their needs, the situation has become more difficult for most of
schools.Not only that, they are not easily accessible in book shops
because the publishers are not based iZambia;

1 Teachers who were trained have retired or been promoted, and
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therefore, in-service teachers are not confident with the literacy
methodology inthe PRP courses;

1 Even senior officials at the Headquarters who were involved have
eventually retired, but their replacements have been inadequately
oriented towards PRP;and

T . Ax OAAAEAOO &EOiIiI OEA OAAAEAOSO
equipped to teach reading, since theolleges have not given much

emphask to practical aspecs of teachingthe PRP courses.

Now this literacy program receives less attention from the district,
inspectorate, and theMinistry . Accordingly, PRP is not effectively implemented in
schools as the recent monitoring reportin the Northern Province warned that the

PRP activities are currently almost collapsing in several districts (I0B, 2008).

4.2 General Features oStep In To Engkh (SITE)Course

Step In To English (SITE) coursevas designed to ensure that pupils in
Grade 2 learn to read fluently and write clearly and accurately in English. SITE
assists learners to transfer their literacy skills developed in Zambian languages
through NBTL to English by using familiar methods, mateals and lesson routines.
From the SITE lessons, children in Grade 2 build a foundation of reading and
writing in English with comprehension. SITE is a critical transitional stage bridging

the gap between NBTL for Grade 1 and ROC for Grades 3 to 7. For pligose,

® In 2003, taining of teachers in PRP was embedded in the tefdnaining colleges.
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SITE covers as much as possible of the vocabularies and structures that learners
are likely to need for Grades 3 to TZMoE, 2002)

According to the Basic School Curriculum Framework ZMoE, 2000),
literacy should be delinked from languages to ker tackle literacy by dealing with
it as a subject in its own right. SITE does ndhus replace the learning of English
and locallanguage coursesOne of the curriculum specialistavho was involved in
the development of SITE clearly saidhat 03 ) 4% EO AAT 6O 1 AAOT ET ¢ Ol
focus on learning to read such as phonics and phonemic awareness), while English
as a subject focuses on reading to learn (for meaning and understanding, cuts
across acquiring skills to understand all subject matte (personal conversation,
20 March 2013). Like any other PRP courses, SITE was mainstreamed into the
basic school curriculum with a highpriority, and it was allocated time on the Grade

2 curriculum as below.

[Table 4.3] Grade 2 curriculum

Subjects Hours per week

1 Literacy in English 5
2 Zambian language 4
3 English language 2.5
4 Numeracy 5
5 Environmental Science 3
6 Social Studies 3
7 Physical Development 3

Total 25.5

(Source. Basic School Curriculum Framework, 20q0) 13)
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SITE adopts the language experience approach to literacy and the learner
centered methodologies to better help learners develop literacy skills. Children are
encouraged to use language relevant to them and to build on their own particular
experiences durirg the SITE lessons. Inthe SITE classa teacher is more of a
AAAEI EOAOT O T &£ 1 AAOTET Cch AT A OET O1I A AA OAl OE
needs and their own pace. For this purpose, the class is divided into four ability
COl 6O AAAT OMkte&rdcglevé iin ERyBER Bvhiléebteacher teaches one
group at the teaching station, the other three groups are given learning activities at
their level of performance.
SITEconsists of five stages with ten lessons each; Stage 1, Stage 2 Early,
Stage 2 Middle, Stage 2 Late, and Stagé&\8the end of everystage except for Stage
3,SITErequestaOAAAEAO O1 AiI 1T AOAO Al 1 OET O1 66 AOOGAOQOI
reading and writing. During this assessmentlearners are supposed to read and
write some English words and sentences covered in the stage which pupils just
finished learning. If a child fals in the assessment, he/she should remain in the
same group and repeat the same stagi.a child passes, he/she can be put into the
faster group and proceed to the next stage of the lessorisrom the results of the
assessmenta teacher can see the levedf performance of learners as whole class,
as ability groups andas individuals, which helpsa teacher prepare for proper
lessons, activities and assignents. After every assessmenf teacher is supposed
to update and keep the record of everA E E 1 AdingancB.A O
To makea OAAAEAOBO 1 AOOI T O OOAT OPAOAT O AT A A

monitoring system such as sélmonitoring, peer monitoring, school monitoring,
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zonal monitoring, and external monitoring with a specific monitoring instrument.
Monitoring is not an option but the core activities of SITE to ensure the
effectiveness of the school literacy program. Thesdl deatures of SITEmentioned

were devised to catribute to successfulteaching and learning of literacy.
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Chapter 5: Presentation dResearctResuls

This dhapter presents a number of significant problems influencing the
implementation of SITE in a selected $wol. Based on the research resulishree
critical factors hindering the successfuimplementation of SITEwere identified; a)
shortage of experiencedSITE teachersb) lack of SITE materials, and) insufficient
supports from the school.Due to these constraints, mst of the pupils observed had
not achieved the desired level of English literacgkills as proscribed in the policy
However, t was also found that learners performed better in achievingliteracy if
they frequently used Englishat home and receivedregular help from their parents

or guardiansfor their schoolwork.

5.1 General Information about the School

Lutanda BasicSchool belongs to Kabwata Constituency in Lusaka District.
This is basically a residential area with a few economic activities taking place such
as trading at markets, welding and carpentry activitiegMumba, 2000). The school
was opened in 2001 with thesupport from the Japanese International Cooperation
Agency (JICA). It is a government school under the Ministry of Education of Zambia

and directly supervised by the Lusaka District Education Board (DEB).

" The name of the school selected was given by the researcher in the present thesis.
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[Figure 5.1] Exterior of Lutanda Basic School

Fifty two teachers (44 female teachers aneight male teachers) andseven
support staff were working for this school when the field research was conducted.
Academic qualifications of the teachers are presented in Table 5.1 below. The
majority of the teachers had attained Primary Teachers Certificate or Diploma with
46.1 percent and 51.9 percent respectively. It is indicative that 98 percent of the
teachers working at this school had received at least a minimum of two years of

pre-service training.

[Table 51] Academic qualifications of the teachers

. e Male Female Total
Academic Qualifications Number (%) Number (%) Number (%)
Secondary Eldzl;catlon (Grade 0(0) 1 (2.0 1(2.0)
Certificate 2 (3.8) 22 (42.3) 24 (46.1)
Diploma 6 (11.5) 21 (40.4) 27 (51.9)
Total 8 (15.3) 44 (84.7) 52 (100)

(Source: School Profile)
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The age group for the pups in this school ranges fromsevenyears to 16
years. The enrollment stood at 2,004 pupilscomprised 0fl1,054 boys and 950 girls
as of July 2012. For theadministrative purposes, the school has three sections:
Lower Basic comprising of Grades 1 to 4 classes, Middle Basic comprising of Grade
5 to 7 classes, and Upper Basic comprising of Grades 8 tb Jhe total number of
classes is 40 (four streams of Gradel to 7 and six streams of Grades 8 to 9), but
the classrooms available are only 21. Four sessions are therefore held per day for
the Lower and Middle Basic and two sessions for the Upper Basic in this school to
accommodate all the pupils. Table 5.2 showsow these sessions are operating in
the school. This is a common situation in Zambia which is attributed to high

population of pupils against the number of schools.

[Table 52] Four sessions operating

Session Time Nll_i?j\(ljvlzrlgggic Session Time Upper Basic
Ist 6:4150:3100_:20 Grade 12 Grade 89
2nd 13:45 Grade 23 1st 6:45 - 12:30 *Grade 757'/50
3rd 13:45- Grade 4 srétzgjg.{?%.45

17:20
4 1250 | Gradesse | 2w 1220 | Grades 8

(Source: School Profile)

Lutanda Basic School is run not only by the school administrators and

teachers, but also by the parents and the community. The head teacher reported

8 Lower Basic and Middle Basic are categorized into the primary education in Zambia.
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that the school collaborates with the ParentsTeachers Association (PTA) as the
school holds a general medétg to discuss schookelated issues. The executive
committee of the PTA is involved in decision making of the school on behalf of all
parents and the community when the school faces big challenges to be addressed.
She also reported that the PTA of the sobl is fairly active in helping school

operations in various ways.

5.2 Critical Factors Hindering thelmplementation of SITE

This section exclusively describes the major constraints of the
implementation of SITE in Lutanda Basic School. The problems were mainly
identified through a) in-depth interviews with the school management and the
Grade 2 teachers and) the SITE class observatns for three months. On the
account of those constraints, this study found that success of the implementation of
the literacy program could be hindered by three critical factors in the schook)
shortage of experienced SITE teachers, b) lack of SITE evéls, and c) insufficient

supports from the school. Each of the factors will be presented in detail below

5.2.1 Shortage ofexperienced SITEBeachers

Insufficient training s in SITEfor Grade 2 teachersin academic year 2012,
three teachers were responsible for four Grade 2 classes in Lutanda Basic School.
Teacher A had been teaching forl4 years after she finished her training at a
OAAAEAOOS OOAETEIC AT11ACA ET phsesweeaas7 EAT OEA

asked to teach Grade 1 and taught this grade for seven years. And then she had
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been in charge of Grade 7 class for three years before she took over Grade 2 class in
2012. Teacher B had eight years of teaching experience mainly in primary sectjon
since she obtained a Teacher Certificate. She was given Grade 2 class in 2012, and it
was the first year for her to work with Grade 2 pupils. Teacher C had a Primary
Teacher Diploma, and taught Grade 3 and 7 classes for one year respectively before
she was assigned to teach Grade 2 in 2006. Since then she had been in charge of
Grade 2 classes for seven years in a row at this school, and especially in 2012 she
was teaching two Grade 2 classes. One class was taking place during theeksion,
and the othe was during the 2vd session?

One year after Teacher A was given Grade 1 at the school, NBTL was rolled
out in all Zambian schools and the government started training in all Grade 1
teachers for NBTL through each district. She was picked up for this tramg with
other two colleagues and received the -day training in NBTL. After that, she
immediately had to implement NBTL and use what she learned from the training in
her Grade 1 class. While she was teaching NBTL for seven years, she had
confidence on her work. However, she inevitably encountered diitulties in
teaching SITEpecauseshe had never been trained for that. She was struggling to
handle her SITE class during the first term when she just moved to Grade 2 class.

She expressed her feeling, remengbing those days:

° As stated in section 5.2, there were four Grade 2 classes in Lutanda Basic School, but only
three teachers were available to teach this grade. Therefore, Teacher @emasvgi Grade 2
classesn 2012.
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O) EAA A AEAI T AT CA AOPAAEAI T U AO OEA AACET
OOCAET AA OAAAEEI ¢ 3)4%8 ) OOAA 4AAAEAO0G60 ' (
check from time to time if | forget maybe certain methods. | would go

AAAE OF OF A ide4alidd jAsE derdnbdOmyselOon the correct

[AOCEI AO T £/ OAAAEET ¢80

Teacher B also had not trained in SITE. She once patrticipated in the SITE
orientation organized by the school after her colleagues in Grade 2 went for the
official SITE training provided by he government several years ago. From that
orientation, she only learned some tips on teaching SITE lessons, but she did not
obtain much useful information on course methodlogies. She also participated in
workshops where she learned how to handlehe ROCclass. Mumuni nne where
the school belongsheld those workshops for Grades 5 to 7 teachers, when she was
teaching Grade 5 clas®.

Unlike others, Teacher C was trained in NBTL when she was attending a
OAAAEAOOS OOAETET ¢ Al 11 AeAno aDpeirary@achAcEl ET ¢ xAO
training colleges in2003 as a course component with the aim of training student
teachers forthe PRP courses. She wrote her exam on NBTL and had an ex@are
to teach NBTL whendoing her teaching practice abne basic school. However, she
had never passed through any SITE orientation, workshop, or training. She simply

acquired knowledge on how to go about teaching SITE from the book. The

following comments were made by Teacher C:

10 7one is a cluster of schools. Lusaka district is divided into 8 zones and Mumuni zone is one of
them.
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O) AEAT 60 C¢CI wasjast réxdimyid bdok op SIAE. Bust)got
the SITE book and started studying how | should go about and how [
| AAOT 86

4AAT A v8o AOEAAI U EI 1 OOOOAOAO OEA ' OAAA ¢

Basic School, including their education, teaching experieas, and training inthe

PRP courses.

[Table53 ' OAAA ¢ OAAAEAOOG6 NOAI EZEAAOQEI
Acadenmi Total years of T fth
cademic i - ype of the
Teacher e teaching PRP training - &
qualification Grade (Years) training
14 years
g::gg : 8 Official NBTL
Teacher A Diploma Grade 1 (7) NBTL training by the
Grade 7 (3) government
Grade 2 (1)
8 years
Grade 5 (2)
Teacher B| Certificate Grade 3 (3) ROC Sgr?;?tg?;ned
Grade 4 (2)
Grade 2 (1)
J years 4 AAAEA
Teacher C Diploma gzgg 3 8 NBTL college course
Grade 2 (7) component

(Source: FieldNotes)

Despite the absence of training in SITE, all Grade 2 teachers perceivedtth
their experiences in NBTLor ROC are helpful for them to teach SITE because all
PRP components shared similar features on methods, materials, and lesson

routines etc. The following comments were made by the teachers:
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O4EAOCA AOCA A 170 I' £ AITTAAOCEIT @ AAOxAAT
same methodologies used in NBTL are also applied in SITE. | possibly

teach SITE because of NBTL training. If not, it would be very impossible

for me to take SITE class. | still have ideas | got from the other program

Al A ) Al O OOA OEAI ET 3) 4%8¢

O 4 Enéthods, almost same. For me, it is easy because | went through
NBTL at college even while | was doing my teaching practice. So when /
was employed | was able to teach SITE course because | had a
AAAECOI Ol A T &£ . "4, 8 O

Nevertheless, they reported that theywanted to know how to sort out

certain matters when they are faced with a number of barriers on handling the

SITE class.

Unhelpful teacher group meeting for SITE teachersTeachers in the same
section had a regular meeting called Teacher Group Meeting to discuss various
issues of teaching in all subjects. The meeting usually took place every three week
under the leadership of a senior teacher in charge of supervising that @®n. In
this meeting, teachers tried to find out how they can help each other to resolve
their difficulties hand in hand. Grade 2 teachers also brought out the particular
problems that they frequently experienced in their SITE class. However, this
meeting was not very helpful forthe SITE teachers, since there was no experienced
teacher who can best advise others on teaching SITE with comprehensive
knowledge. The meeting normally ended without giving the SITE teachers any
feedback.The following commentswere made by one of the teachergabout this

matter:
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Ais | told you, when we have a teacher group meeting, we ask each other

how to go about certain things. But sometimes our problemen SITEare

not sorted out because nobody knows it very well. So it is better to have

training from time to time.o

Need for £hool-based training in SITE Teaching reading and writing in

Zambian languages and English basically requires different teaching strategies due
to their different phonic and phonemic systems. These differences caused a lot of
confusions among Grade 2 pupils who moved from Grade 1 class where they
learned all subjects in their local language, Nyanja. They were already used to
the phonic and phonemic systemsof Nyanja after they completed Grade 1.
Moreover, as the majority of the pupils came from the community where they have
very little contact with English, the language introduced in Grade 2 was alien for

most of them. Hence, both teachers and learners facetlallenges in teaching and

learning to read and write in English. Teacher A and B gave a number of problems

on this issue:

O-7100 I £ OEA DOPEI Oh OEAU AIT 60 ETT
Grade 1 where they read in Nyanja. Now you find out thdt A O OA O

AA OAAAETI ¢ EO AO A h AT A OEAT 1
Nyanja. So it is very difficult for them to adjust especially in thesdterm.
And some of them, they come from the background where they have
never done and tfey just came from Grade 1 where they have never
heard of it. So reading is very difficult for them. So you find out that when
you assess them, they even fail to read very simple words and you have
O OAEA OEAI AAAES8O

M Nyanja is one of the seven official Zambianguagesvhich was adopted asanguageof
initial literacy in Lusaka district.
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O(AOCET ¢ 1 AAOT O E &t GAded Arey arelexbdriencingal ¢ OA ¢ A

lot of difficulties to move away from their language. For example, when
writing English words, they write in the local language. Equally in
reading they want to read English words in the local language.

Teacher C a&o said that,

O4EAOCA AEE] AOCAT EAOA OOAOOAA xEOE OEAEO

coming from where they are using the same language. So as children
begin SITE, it is a very big challenge both on the learners and teachers
because the teacher must haveenough time and strategy to teach
children to understand that language being introduced. Though you take
them slowly, but again, it is very very difficult because children at that
time they are so much used to their local language. For them, each and
everywhere English is strange to them apart from a few children who are
coming from homes where they use English as a work of communication.

“O00 &£ O | OEAOOh DPOAAOCEAAI T Uh EI Bl OOEAT As

It was turned out that the school used to organize $E workshops or
orientations after Grade 2 teachers received official training for SITE when the
course was initially introduced in schools. There were several teachers who played
a key role in leading SITE workshops and orientation for their fellow teachs who
had not undergone any official training. As they had retired or been transferred to
another school over time, the training programs for PRP had stopped taking place
during the past few years. In addition, theschool managements had not put their
priorities on PRP since the first head teacher, who took this program very seriously,
left for another school. This had resultedn weakening institutional memory such
as teachers who were experienced in SITE. Consequentially, the Grade 2 teachers
were not abe to entirely implement the SITE methodology in practice and they
sometimes taught SITE generally or randomly just like any English subject. All

Grade 2 teachers strongly expressed their concerns that schdohsed continuous
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training programs for SITE arein need of consideration with high priority. They

put it in this way:

O3AEIT T [ 000 OAT Ax I £ OOAET EI ¢ AOAOU OE/ As
better to continue training or even retraining because it will continue

remind us of the program that we aredoing. If we continue to undergo

training then maybe the problems we are encountering will be sorted

I 00 AAAAOOCA ) EAOCA T 70 AAAT OOCAET AAh ) AlT
Al OOAAOI U T1T x80

O4EA OAEITTl TAAAO OF T OCAT EUA OOAETEI ¢ X7
especially in SITE, because it is not all teachers who have an idea about

SITE. They should not put any teacher in a particular class to teach. So /

suggest that maybe if school can be orienting all the teachers, it would be

[T OA AEFAAOCEOCA OF EV BI AT AT O 3) 4 %80

As seen from the teache@ommentsabove, theyneed to be trained in the
particular SITE method to apply it when teaching English literacy. Not only that,
they should have comprehensive knowledge on how to handle certain issues
related to SITE with more practical guidance.

Teachers also argued that th school needs to train all teachers in primary
section for SITE on a regular basis, so that all teachers have at lethst potential
and ability to handle Grade 2 classes. It is worth comparing Lutanda Basic School
with another school which had supportedthis idea. Malaika Basic School in the
same zone had developed schodlased teacher training programs to sharpen all
PDOEI AOU OAAAEA®BGRe podgam$ had taken plabe2a8 8cheduled

throughout the whole year, and every teacher in Lower and Middl Basic section

12 The name of this school was given by the researcher ithésss
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had an opportunity to receive SITE orientation by the school. This initiative on

OAAAEAOOE AAOGAI T PI AT O xAO EECEI U ADPDPOAAEAOGAA

school. The head teacher mentioned how their training programs work:

03 ) 4 % erf i@porbant Program. SITE is very key for our education
system. When one teacher move from one grade to another grade, then
they may not have the skills that are required for SITE, so we have to
always facilitate some orientation to make their work easieand also to
help the children. We have trained all our teachers here. None of the
teachers had been trained professionally at colleges to teach SITE. But
they have learned the skills from the workshops that we conducted in
this school. We have key teache for SITE who went for trainings. Those

AOA OEA I TAO xEI TT7 OIAlT U AAITT OOOAOA OF

Inappropriate teacherplacementplan for SITEc/lasses School management,
including the head and deputy head teacher, is influential in making decisiomm
assigning teachers to a certain grade. It means that teacher placement plan is up to
school management with autonomy. The head and the deputy head said a critical
criterion had been applied when the school placed a teacher in Grade 2 class; that
was whether or not a certain teacher goes through any SITE training. The school
management perceived that Grade 2 is an important period where pupils start

building a foundation in reading and writing in English. The head teacher said:

O4 E] OA OAA A Eaheértrhey drd the Ane AvhoGedch children in
Grade 2. It is not every primary teacher who can teach so basically
undergo training and then they teach the children. When we place
someone in a certain class, we know the teacher will manage to teach.
7 A At placé anyhow. They are trained and placed. Even as we place
them to lower grades, these teachers went through that education then
OEAU AOA AAI A OF OAAAE AEEI AOAT 8¢
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Ironically, they assigned the three teachers to Grade 2 who had not gone
through professional training in SITE. Moreover, two of them had never taught
learners in Grade 2 before they were given that grade in 2012. That might because
of shortage of experienced teachers to be assigned ttee SITEclasses. All Grade 2
teachers disagreed with the écision on teacher placement of the school, since they
thought the school management did not take their concerns into consideration. For
example, Teacher B was given Grade 2 class even though she was not confident
with the literacy methodology in the course. She further added that the school
management should discuss their teacher placement plan with the teachers before
they assign a teacher to a certain grade.

Regarding the system of teacher placement, Teacher A and C who had
taught NBTL or SITE more tharseven years made a suggestion on introducing a
different initiative. Both of them seemed to have a feeling that it would be more
effective in teaching literacy if they could take the same children from Grade 1 to 2
or from Gradel to 4. They felt that they could be monitoring the progress of their
students better if they could be maintained with the same pupils for a certain
period of time:

O7EAT ) OOAOOCAA 3) 4% xEOE OEI OA AEE]I AOAT h
because children got sed to me as | was able to teach them. It would

possibly help much If there is a system where | start with children at

Grade 1 with NBTL then from there | take the same children fto Grade 2

and start SITE with them. Because they already know how | teachegh

understand the way | talk and so on. So when | get to Grade 2 for

example for the SITE with the same children, then | proceed with the

same children to Grade 3, | think by the time they reach Grade 4. Then
their reading and writing could reach a certainlevel. | believe so because
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the teacher can work more effectively. | feel this system works very very

well. From Grade 1 you maintain the same teacher up to Grade 4, then

from Grade 5 again you maintain the same teacher up to Grade 7. That

will be veryokx EOE OEA DPAOOEAOI AO Al AOO | EEA

O) EAOCA Al EAAA EA£ ) AIOIA AA CEOAT
somewhere. Now, this day, | am given this class, and next day, another
teacher takes over. It will take a long time to understand the claren

even to stat identify who is doing better and who is doing badly and so

all those things are not helping the children. We must have the system

where one starts with the children and maybe leave them somewhere. It

/s just good between Grade 1 and Gradl because this is a critical period

where you must insist on teaching child out to read and write with their

local languages and English. But you hand over this class and give this

class to the other teacher and that other teacher start knowing children

"4
J

A AEA

AT A O AAOOOCAT AEI ¢ OEEO Al A OEAO8 4EAO OAEAC

Unlike Lutanda Basic SchoglMalaika Basic School had golicy introduced
in 2010 which a teacher starts with children in Grade 1 and then goes with them up
to Grade 4. The head of the school explained that all teachers in her school had
been motivated to make sure that they help their children improve their reading
ability with a great responsibility through this policy. The head further added that
she found the achievements of the children so far good, anticipating that the results

would turn out to be positive when the learners reach Grade 4.

5.2.2 Lack of SITEnaterials.

S/ITEdassoverview. There were 52 learners inthe SITE class observe®1
boys and21 girls who had different backgrounds such as tribes and ages etc. Blge
SITE course methodology, the class was divided into four ability groups called Blue

(Highest), Red (Mid-high), Orange (Mid-low), and Green (Lowest). The exact
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number of students belonging to each group had varied after every continuous
assessment, bt it usually ranged between 10 and 15. Of the whole class,
approximately 93 percent attended the SITE lesons every day, while aboutl?
percent tended to be absent on rainy days and Fridays on average.

The SITE classrom was kept clean and well litmost of time, and desks
and chairs were adequate for all the pupils to be seated. When the whole class sat
in front of the teaching station, the space was not enough to accommodai@
students, so they had to be squeezed. Notebooks and pencils were enosgpplied

to the students.

[Figure 5.2] SITE classroom

13| checked studerstttendanceveryday from Monday to Friday during the SITE lessons.
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[Figure 5.3] Teaching station

At the beginning of the 2d term, the teacher used to put some SITE
supplementary readers written in both English and Nyanja on the table in the
corner. This was called Class Library where the pupils were expected to restbry
books after they completetheir assignments. However, ti was hard to find this
library set up in the SITE classroom at the end of the term because many of them

were lost.

[Figure 54] Class library
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Many things tobe written on the board.4 EAOA xAOA OEOAA 4AAAEAOQI

OEOAA O0OPEI & O thied 6efs Cof Gddversation EoStars, and some

supplementary readers available for the SITE lessons in Lutanda Basic School. Lack

I £/ OAAAEAO8O COEAA AT A AT 1 OAOOGAOGEI T bI OOAOO

X

OAAAEAO OOEI EUAA 11 Iode pbsieAwhénAeAdhirghie dvitble COEAA AT /

class and the groups. However, inadequate activity books made both teachers and
learners in Grade 2 struggle to successfully teach and learn literacy skills.
Furthermore, over enroliment which is a common problem of Zamhn schools was
worsening this situation.

SITE Activity Book is for learners to be used as the main source of learning
activities. While a teacher is teaching one group at the teaching station, the other
three groups use this book to do their group assignents. It is clearly stated that
091 O OAAAEAO -534 EAOA T1TA AITTE OI OEAOA
will not be able to do all the activities properlyd ZMoE, 2002p. 10) It means that
students are not able to improve their literacy skills ifadequate books are not
provided.

It was identified by the teachersthat lack of learning materials wasthe
most serious problem hampering effective teaching and learning of the SITE
lessons.There was however, only one activity book aganst fifty two students for
the SITE clas®bserved The teacher always tried to borrow other activity books
from the other two Grade 2 classes so that each ability group could have one book.

Ten to fifteen pupils in a group usually shared one book while they were doing
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their learning activities. It sometimes did not work well because the other SITE
class was also using their books concurrently.

This situation required a lot of efforts and time from both the teacher and
the children. For example, he teacher had to contiuously use the board to give
pupils assignments. It took long for the teacher to put everything in the activity
book on the board, and then to find time to explain what her students were
supposed to do. While the teacher was writing and drawing learningctivities on
the board,the pupils wasted of their time, just sitting at the desk, wandering in the
classroom, or playing with peers etc. That was because the teacher was not in
control of a number of pupils when she concentrated on this work. Learners got
easily distracted, which required some time again to make them pay attention to
their task. When a certain activity had lots of pictures to be drawn on the board,
OEAT OEA OAAAEAO AAAEAAA OI O, A0 I A EOOO
lesson of the day as one SITE teachementioned. This extra work also de
motivated teachers in vaious way; they felt lazy to give attention to the slow
learners who need more supports, to check whether the children were doing

correct things or not, and to do remedialworks and so on

Many things to be written on the notebooks It was the students who were
greatly suffering from inadequate activity books. Especially, it had a considerable
effect on those who were in the two weakest groups, the Green and the Orange
group. During the group activity, only one book was placed in thigzont-middle of

the group table as shown in Figure 5.4. Some pupils sat in the visible distance from
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the book, whereas others had to see it from a distance. In order to clearly see their
assignments, pupils kept going back and forth from where the book wadaced to
their seats. They easily forgot about what they saw from the book while they were
coming back to their seats, because they tried to get the words and pictures by rote.
This was very challenging and demanding for most of them who were not able to

accurately write English alphabet (See Figure 5.7).

[Figure 55] Group activity

[Figure56]' OAAT COiI 0P8 @ EAT AxOEOQET C

14 pupils were asked to write down their names on #pep The names in brackets were written
by theresearcheto recognize their names properly.
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ril T ATOETTAA AAT OA AT 1 OOEAOOAA 1T ACAOEOAI
A number of mistakes were easily found in theiassignments, although they were
asked to perform a simple and easy task. Figure 5.5 shows what the activity book
instructs a child to do (left side) and how one pupil from the Green group
completed his work (right side). The teacher additionally gave an aount of what
the group was supposed to do in both English and Nyanja. He was asked to write
O0$ OAx OEA PEAOOOAO ET cOi OPO6 AT A POO OEA OEE
1 EEA OOCOAA AT A 1 AAZESGHh OAOBPOAMOAAK oDTOA&RRS EATAN O
letters with six cups, balls and pencils in a group respectively. The boy was

asked to read the words used in the instruction, but he was not able to read them

O
™.

AT A EOOO 1T TTEAA Al ATE8 )O EO xi OOE 11 O0ETC
OC Ol Brdvely frequently used inthe SITEclass, which means that the boy

might have heard and seen them quite often. He was expected to finish his learning

activity correctly, but failed to write, more accurately, to copy the instruction and

to draw the pictures in groups properly. Similar learning problems were commonly

occurred among most of the pupils in these groups. They seemed not to grasp what

they have learned.

15 | used the wordidrewd instead of usingiwroted because many of the pupils in the Green and
Orange group did not know how to write English alphatmtrectly. They really drew the
alphabets when they were doing their assignment, lockingewords in the book or on the
board.
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[Figure57 ' OAAT ¢OI Ob DPODPEI GO xi OE Al i biA

Groups

Draw the pictures in groups

(Source: Step In To English Activity Book Grade 2002, p. 52)

It was also often observed that many of the pupils in these groups tended
to lose their interests in their group activities immediately after they were given
them. That was because they couldot have a chance to see the book until they
understand what they were supposed to do. From time to time, the teacher put one
more activity book on the group table when the other groups utilized
supplementary readers for their group activities. Then almasall the children in
these groups started actively participating in their learning activities. Literally, they

were immersed in their work, showing great interests, even if mistakes were still

68



