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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 among school learners, 

the Zambian Ministry of Education introduced the new literacy policy called the 

Primary Reading Programme (PRP) in 1999. As an initial English literacy course 

under the PRP, the Step In To English (SITE) was designed to enable Grade 2 pupils 

to read accurately and write clearly in English. Given that English is used as a 

medium of instruction from Grade 2 onwards, Zambian students need to master a 

sufficient level of literacy skills in English for their academic success. Despite 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 skills. It seemed 



ii  

that their challenges using English for learning result from a number of constraints 

hampering the full implementation of the current school English literacy program.  

This study aimed to identify significant problems affecting the 

implementation of SITE and analyze them in depth. For this purpose, this study 

employed a single case study design and closely examined its internal operations in 

one basic school in Zambia. The data was collected mainly through a) reviews of 

relevant documents such as policy documents and program evaluation reports, b) 

participant observations of the SITE class in a Grade 2 classroom for three months, 

c) interviews with school administrators, teachers, government officials, and 

curriculum specialists, and d) English reading and writing test administered to 

eight students. In addition, studentsȭ households were visited to find out family 

factor that influences studentsȭ English literacy acquisition apart from the 

interventions of SITE.  

The results of the study showed that three critical factors had hindered the 

full  implementation of SITE in a selected school; a) shortage of experienced SITE 

teachers, b) lack of SITE materials, and c) insufficient supports from the school. 

Specifically, Grade 2 teachers were not properly prepared to teach SITE classes, as 

they had not received sufficient 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 not provide financial supports 

and conduct continuous monitoring of SITE, because they did not fully understand 

the literacy program. Consequently, these constraints brought about low learning 

achievements in English literacy among the students observed; most of them had 
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not achieved the desired level of English literacy skills as proscribed in the policy. 

However, the result of the household visits indicated that family background of the 

students could be an external factor influencing studentsȭ literacy acquisition. In 

other words, learners performed better in achieving literacy if they frequently used 

English at home and received regular help from their parents or guardians for their 

schoolwork.  

Based on the research results, this study argues that the successful 

implementation of SITE depends highly on school leadership and supports as well 

as teachersȭ competence and commitment in the absence of sufficient government 

supports and in resource-poor teaching environment. It additionally contends that 

parents and guardiansȭ engagement in and assistance to SITE could be beneficial to 

childrenȭs literacy learning. From the findings, this study finally emphasizes the 

importance of close collaboration among school, teachers, and parents or 

guardians not only to promote successful implementation of the current literacy 

program but also to improve English literacy skills among Zambian learners.  

 

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

literacy policy, language choice in education, curriculum implementation  

Student Number: 2010-23608  
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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-Saharan African countries, most of which are multilingual, the 

language choice in education is a contentious issue. 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 

ÌÁÎÇÕÁÇÅÓȟ ÐÅÏÐÌÅȭÓ ÓÏÃÉÏ-cultural and linguistic background 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). One trend is that the current practice in most African 

countries advocates for the continued use of the former colonial language (e.g. 

English or French etc.) as a primary and ultimate medium of instruction 

throughout their  educational system. As is well known, each European colonial 

power imposed its own language in the regions where it ruled, with far -reaching 

consequences for the educational, literacy, linguistic and cultural development in 

Africa (Abdulaziz, 2003). The other trend is that, after gaining independence, many 

African countries have attempted to adopt language policies using mother tongue 

or a familiar local language to children upon school entry as a medium of 

instruction. New leaderships in Africa are now tr ying to promote indigenous 

languages for educational purposes in line with the general quest for establishing 
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its own identity  (Mohochi, 2003). This political awareness is 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 of the foreign 

language as an official language of a nation (Abdulziz, 2003).  

I stayed in Zambia, one of the Southern African countries which brings 

together several cultures and holds a number of languages, in 2012 and saw this 

language issue in education at first hand. I visited several basic schools in 

neighborhood whenever I had a free time.1 Since young pupils approached me and 

talked to me without any hesitation, I could interact with school children quite 

oftenȢ 7ÈÅÎ ) ÁÓËÅÄ ÔÈÅÍ ÓÉÍÐÌÅ ÑÕÅÓÔÉÏÎÓ ÓÕÃÈ ÁÓ Ȱ7ÈÁÔ ÉÓ ÙÏÕÒ ÎÁÍÅȩȱ ÏÒ 

Ȱ7ÈÅÒÅ ÉÓ ÙÏÕÒ ÃÌÁÓÓÒÏÏÍȩȱȟ ÍÁÎÙ ÏÆ ÔÈÅÍ ÇÁÖÅ ÍÅ ÐÒÏÐÅÒ ÁÎÓ×ÅÒÓȢ (Ï×ÅÖÅÒȟ 

when I asked them quite difficult questions such as Ȱ7ÈÁÔ ÉÓ ÙÏÕÒ ÆÁÖÏÒÉÔÅ ÓÕÂÊÅÃÔȩȱ 

ÏÒ Ȱ7ÈÁÔ ÇÒÁÄÅ ÁÒÅ ÙÏÕ ÉÎȩȱȟ ÍÏÓÔ ÏÆ ÔÈÅÍ ÔÏÌÄ ÍÅ ÊÕÓÔ Ȱ9ÅÓȦȱ ÏÒ only smiled. I 

assumed that lots of Zambian pupils doÎȭÔ understand English well. I reaffirmed 

that students have significant challenges using English for the purpose of learning 

while observing Grade 2 and 3 classes. English was used as a language of 

instruction in the classrooms, but a large number of children ÄÉÄÎȭÔ even know how 

to write English alphabet. Moreover, many of them did irrelevant assignments 

during the class because they did not understand teachersȭ instruction. After the 

classes, I asked some teachers about the reasons of low level of English ability 

among their  students. I was told that pupils begin to learn English from Grade 2, 

but lower grade students spend about three and a half hours a day at school, and 

                                                 
1
 Schools which have Grades1 up to 9 are known as Basic schools in Zambia. 
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therefore, they do not have enough time to learn English. The teachers also told me 

that most of the students usually use their local languages in their immediate 

environment rather than English, and thus ÔÈÅÙ ÄÏÎȭÔ ÇÅÔ ÅØÐÏÓÅÄ ÔÏ %ÎÇÌÉÓÈ ÍÕÃÈȢ 

Accordingly, unfavorable literacy skills in English seemed to be a general problem 

among school children in Zambia.2  

After several visits to schools, I started searching information on language 

policy for education in Zambia. I found that a major literacy initiative called the 

Primary Reading Programme (PRP) has been in place since 1999 when the 

program was officially launched. PRP is a school liter acy program designed to 

improve reading levels among Zambian school learners through targeted 

interventions at each of seven primary grade levels, which has three main courses; 

New Breakthrough To Literacy (NBTL), Step In To English (SITE), and Read On 

Course (ROC). NBTL attempts to introduce Grade 1 pupils to initial basic skills of 

reading and writing in one of the seven official Zambian languages, while SITE aims 

to help children develop English literacy skills from Grade 2.3 ROC intends to 

enable Grade 3 to 7 students to consolidate literacy in both one Zambian language 

and English.  

                                                 
2
 Literacy refers to the cognitive skills of reading and writing in this research (UNESCO, 2006).  

3
 These seven official local languages are Cinyanja, Chitonga, Icibemba, Kiikaonde, Lunda, 

Luvale and Silozi which are widely understood and used in the region. They are lingua francas in 

the areas where they are spoken, and therefore considered as the language of play, which are 

familiar to the children. Therefore, when selecting the seven familiar languages, it was not the 

language spoken at homes, since this varied from home to home. But it is the most common 

language spoken by the majority of children at school. One Zambian language, which is the most 

common language spoken by the majority of children at school, is assigned by each provincial 

district (Sampa, 2003). 
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Given the important role of SITE as an initial English literacy course, some 

inevitable questions came into my mind: ȬIf SITE was design to improve literacy 

level of children in English, why have most pupils I met had problems in 

understanding English?ȭ, ȬIs the course effectively implemented at schools as 

originally plannedȩȭ and so on. Hence, the present research began with not only my 

curiosity about the implementation of SITE, but also my ÃÏÎÃÅÒÎÓ ÁÂÏÕÔ ÔÈÅ ÐÕÐÉÌÓȭ 

difficulties using English for 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 someoneȭs life. Considering the fact that English is used as a medium of 

instruction from Grade 2 onwards, Zambian students need to master a sufficient 

level of literacy skills in English for their academic success. It is therefore of great 

importance to build a solid foundation of reading and writing in English from the 

beginning. As Clegg points 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 heart of school learning.  

Despite the adoption of SITE under the new language policy, however, the 

majority of lower grade students observed were failing to learn to read and write 

in English. It seemed that their challenges using English for learning result from a 
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number of constraints hampering the full implementation of the current school 

English literacy program.  

 

1.3 Theoretical Framework 

4ÈÅ ÃÏÎÃÅÐÔ ÏÆ Ȱ#ÕÒÒÉÃÕÌÕÍ )ÍÐÌÅÍÅÎÔÁÔÉÏÎȱ was applied as a theoretical 

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). Tanner and Tanner 

ρωψπȟ ÐȢ ρσ  ÄÅÆÉÎÅ ÃÕÒÒÉÃÕÌÕÍ ÁÓ ȰÔÈÅ ÐÌÁÎÎÅÄ ÁÎÄ ÇÕÉÄÅÄ learning experiences 

and intended outcomes, formulated through the systematic reconstruction of 

ËÎÏ×ÌÅÄÇÅ ÁÎÄ ÅØÐÅÒÉÅÎÃÅÓ ÕÎÄÅÒ ÔÈÅ ÁÕÓÐÉÃÅÓ ÏÆ ÔÈÅ ÓÃÈÏÏÌȟ ÆÏÒ ÔÈÅ ÌÅÁÒÎÅÒȭÓ 

ÃÏÎÔÉÎÕÏÕÓ ÁÎÄ ×ÉÌÌÆÕÌ ÇÒÏ×ÔÈ ÉÎ ÐÅÒÓÏÎÁÌ ÓÏÃÉÁÌ ÃÏÍÐÅÔÅÎÃÅȱȢ As Saidu (1995) 

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 called Ȱ#urriculum Implementationȱ. 

When a curriculum is delivered in a classroom, however, there exist 

substantial discrepancies between the written document and its actual practice, 

since it is technically simple but socially complex process (Fullan & Stiegelbauer, 

1991; Mojkowski, 2000). Intractability of some factors and uniqueness of 

individual settings can account for these discrepancies while curriculum is 

implemented (Fullan & Stiegelbauer, 1991). It is thus necessary to understand the 

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

identifies four groups of factors contributing to an educational change process as 
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presented in Table 1.1.  

 

[Table 1.1] Factors affecting curriculum i mplementation 

Groups of factors Specific factors 

Characteristics of 
the innovation 

¶ (Perceived or felt) Need 
¶ Clarity (about goals and means)  
¶ Complexity 
¶ Quality, contextual suitability and practicality 

Local 
characteristics 

¶ Regional administration (e.g. school district) 
¶ Community characteristics 
¶ Contextual stability 

Characteristics of 
organization 

¶ Compatibility of the innovation goals with the strategic 
goals of the organization  

¶ Organizational structures and processes  
¶ System of incentives and career patterns  
¶ Characteristics of the existing curriculum and assessment 

procedures  
¶ Organizational culture 

Government and 
external agencies 

¶ Quality of relationships between central and local actors  
¶ Resource support and training  

(Source: The International Encyclopedia of Education, 1994, p. 2840) 

 

These all factors individually  as well as interactively  affect the 

implementation of curriculum. As Fullan and Stiegelbauer (1991, p. 67) contest, 

Ȱthe more factors supporting implementation, the more change in practice will be 

accomplished.ȱ Among these factors, the focus of this study was drawn to the 

characteristics of organization where actual implementation of an educational 

change takes place. 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 
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main actors implementing curriculum  in a school such as school management and 

teachers translate the ideas in the policy into practical applications to achieve 

intended goals of an educational change in 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 school. Thus, 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 SITE in a selected school.  

 

1.5 Research Questions 

With the aim and objectives of the study mentioned above, two main 

research questions were raised as below: 

i. What is Primary Reading Programme (PRP) and Step In To English 

(SITE) course? 

ii. What are the critical  factors hindering the implementation of SITE in 

a selected school? 

 

1.6 Significance of the Study 

Early evaluation studies of PRP conducted by the program agency and the 

Zambian Ministry of Education (ZMoE) tended to put emphasis on the outcomes of 
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the program wit h a large sample size at a national level (Kotze & Higgings, 1999; 

Kelly, 2000; Higgins, 2000; Constable et al., 2001; ZMoE, 2001). Unlike these 

evaluations, the present study paid a great deal of attention to the 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 

question. It is also expected that the findings of this research may be useful in 

helping teachers and school management, as the key education providers, decide 

upon how best they can support and improve the implementation of SITE in 

schools. Moreover, the results of the study may enable the Zambian language policy 

makers and curriculum specialists to understand the current situation of literacy 

acquisition of Zambian pupils in schools. This, in turn, would help them come up 

with better options or alternatives to make the literacy program more suitable and 

effective. 

 

1.7 Delimitation of the Study 

Only one basic school in Lusaka District was observed for this research, as 

this study adopted a single case study design. 

 

1.8 Limitation of the Study 

The results of the study may not be generalized, since the purposive 

sampling employed in this research decreases the generalizability.  
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Chapter 2: Literature Review 
 

This chapter is concerned with the literature deali ng with language and literacy 

issues for education in Africa. It first reviews three main factors affecting the 

formation of language policy in post-colonial African countries and its influence on 

language choice in education; the three factors are colonial experience, political 

will after independence, and socio-linguistic situation of each country. Then, it 

turns its attention to the discourse on the issues of language and literacy for 

education in Africa in the development context. For the discussions, two 

international development theories, Dependency Theory and Capability Approach, 

which have different perspectives viewing those issues were adopted.  

 

2.1 Factors Affecting Language Policy in Post-colonial African Countries 

 ȰAfrica is the most complex multilingual part of the world in terms of the 

number of languages, the size of the communities speaking them, and the area each 

language coversȱ (Alexander, 1972 cited in Abdulaziz, 2003). According to Ouane 

and Glanz (2010), the number of languages spoken in Africa varies between 1,000 

and 2,500 depending on different estimates and definitions. There are only few 

monolingual states in 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 for education has never been made on 

educational grounds alone. Rather it has been affected by a number of factors 
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mainly based on the colonial experience, the political will after independence and 

the socio-linguistic situation of each country etc. (Obanya, 1996; Orekan, 2010). In 

this sense, this section reviews the prevailing patterns in matters relating to 

language issues for education in Africa.  

 

2.1.1 Colonial experience. Most African countries were colonized from the 

middle of the 19th century to the 1960s by the European colonial powers. During 

the period of colonialism, defined language policies were emerged in Africa for the 

first time (Abdulaziz, 2003). Each colonial power had its own particular  language 

policy in accordance with its cultural and political standpoint (ibid.). According to 

/ÒÅËÁÎ ςπρπȟ ÐȢ ρω ȟ ȰÉÍÐÅÒÉÁÌ ÅÄÕÃÁÔÉÏÎÁÌ ÁÎÄ ÃÏÌÏÎÉÁÌ ÐÏÌÉÃÉÅÓ ÏÆÔÅÎ ÄÅÔÅÒÍÉÎÅÄ 

(a) the level of entrenchment of the colonial language and (b) the extent to which 

indigenous languages were tolerated and promoted in the educational ÓÙÓÔÅÍȢȱ For 

instance, the British approach of indirect rule left a great space for the use of local 

languages as part of the 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 the vernacular at the early stage 

of formal education, whilst English-medium 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 Ȱto integrate 

colonial possessions into metropolitan governance structures and to promote 

French culture and languageȱ (Robinson, 2006, Colonial Overhang, para. 2), which 

is known as assimilationism (Albaugh, 2004). Hence, French was only used as the 
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medium of instruction at all levels of education system in the former French 

colonies. 

The colonial legacy has given rise to the emergence of multilingualism in 

African states (Ferguson, 1959). The local languages have the role of day-to-day 

communication and function at the lower levels of education system and 

sometimes in the administration. They serve as regional lingua 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 language in the public sectors of the countryȭs life and as the 

language of modern education and culture (Abdulaziz, 2003).  

In summary, the historical experience of colonialism left an indelible 

impact in Africa. As part of it, the colonial language policies were entrenched in the 

post-colonial era; most African countries are still maintaining the former colonial 

language as a medium of instruction in the formal education system. 

 

2.1.2 Political will  after independence. After independence, it was widely 

expected that the new government in many African nations would pursue language 

policy to enhance the status of African languages as well as to promote indigenous 

languages for education (Mohochi, 2003). In respond, some African countries such 

as Tanzania, Ethiopia, Somalia and Madagascar started undertaking the innovative 

language policy initiative which involved the choice of the indigenous languages as 

well as their full development for use in basic education and literacy (Obanya, 

1996). It was a determined political will which was required to put the initiatives 
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into practice (Clegg, 2007). However, many of the programs for mother tongue or 

local language education often ended at the experimental phase, because little or 

no support had been given to such initiatives (Obanya, 1996; Robinson, 2006).  

In addition to this trend, there has been a fear that the promotion of 

particular African languages could lead to political unrest. That is because language 

choice in education is a sensitive issue in linguistically diverse societies where 

there is possibility of conflicts among groups of different linguistic backgrounds. As 

Abdulaziz (2003, p. 110) puts, Ȱnobody wants the language of another ethnic group 

to be chosen, as this gives a special advantage to the native speakers of that 

language.ȱ  

Nonetheless, a large number of studies support the educational use of 

mother tongue or local languages (Mehrotra, 1998; Diki-Kidiri, 2001; Heugh, 2002; 

Clegg, 2007, Foley, 2010). They suggest that learners learn best through their  

mother tongue and that those who have a firm grasp of their  mother tongue more 

easily acquire a second language. Accordingly, it seems necessary to stimulate a 

revival of African languages as a medium of instruction in at least the primary 

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

 

2.1.3 Socio-linguistic situation. African continent is characterized by 

tremendous language diversities. The national socio-linguistic 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 policy. According to Obanya (1996, National Socio-
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Linguistic Contours, para. 3), Ȱthe few monolingual countries of Africa (Somalia, 

Burundi, Rwanda, Botswana, Lesotho, Swaziland, Madagascar, etc.) have found it 

relatively easy to promote their single national language withi n education.ȱ4 In 

Somalia, for instance, the Somali language is used as a medium of instruction at all 

levels although English and Italian are added in tertiary education (Obanya, 1996). 

On the other hand, most of the multilingual countries in Africa south of Sahara tend 

to favor the employment of the colonial language after three or four years of 

primary education (Prah, 2008).  

It is, however, worth stressing again that the promotion of African 

languages in education and implementation of such language policies depend 

highly upon the level of political commitment or government action (Chimhundu, 

2002; Williams, 2011). As one of the examples of multilingual societies, President 

Nyerere of Tanzania made a concerted effort to enhance the status of Swahili 

across the nation, which resulted in the promotion of Swahili as an official language 

and a language of instruction at all levels of primary  education (Rabin, 2011). 

Simultaneously, there was a significant attempt to standardize Swahili 

terminologies to be used within technological and academic circles under the 

strong political leadership (ibid.) . Such a political desire in some multilingual 

countries has sometimes led to the adoption and development of zonal or regional 

languages widely spoken in the nation; Zambia now uses seven dominant local 

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

                                                 
4
 Mother tongue of each monolingual country: Somalia (Somali), Burundi (Kirundi), Rwanda 

(Kinyarwanda), Botswana (Setswana), Lesotho (Sesotho), Swaziland (Seswati) (Lodhi, 1993). 
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However, it is worth noting that even in the countries where strong indications and 

initiatives in favor of local languages had been made, there have subsequently been 

reversals to the status quo ante as soon as there was a change in regime (Obanya, 

1996; Prah, 2008).  

 

2.2 Language and Literacy in the Development Context 

This section is intended to discuss the 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 see how each of these 

theories would view the central issues of language and literacy for education in 

Africa.  

 

2.2.1 Dependency theory and dependence on colonial languages. 

Ȱ$ÅÐÅÎÄÅÎÃÙȱ ÉÓ ÏÆÔÅÎ ÕÓÅÄ ÔÏ ÅØÐÌÁÉÎ ÔÈÅ ÒÅÌÁÔÉÏÎÓÈÉÐ ÂÅÔ×ÅÅÎ Ô×Ï ÏÒ ÍÏÒÅ 

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 economies. He holds that the dominant countries are able to 

achieve self-sustaining growth, while dependent countries might develop as a 

reflection of the expansion of dominant ones (ibid.). The central argument of 

Dependency Theory is that the mainstream economies became wealthy at the 

expenses of the nations in 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 (also called the periphery or the 

satellite). The dominant states include the industrialized capitalist countries, while 

the dependent states indicate the so-called developing countries which have low 

per capita GNPs and which rely heavily on the export to the dominant states 

(Ferraro, 2008). The theorists views ȰÈÅ ÒÅÌÁÔÉÏÎÓÈÉÐ ÂÅÔween the two, in which 

periphery countries are ÓÕÂÊÅÃÔÅÄ ÔÏ ÄÅÃÉÓÉÏÎÓ ÔÁËÅÎ ÉÎ ÔÈÅ ÃÅÎÔÅÒȟ ÉÓ ÄÅÐÅÎÄÅÎÃÅȱ 

(Mochoci, n.d., p.4). The following statements more clearly define the relationship 

between the two: 

 

It is true that centers, in particular the main dynamic 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 cease to be peripheral (Prebisch, 1988, p. 33). 

 

In short, Dependency Theory attributes the present underdeveloped state 

of many nations in the world to the unequal interactions among nations (Ferraro, 

2008). It is, however, important to note that !ÆÒÉÃÁȭÓ ÄÅÐÅÎÄÅÎÃÅ ÔÏ the European 

colonizers has not merely been limited to economics. In fact, culture and language 

constitute a significant part of that dependence. According to Mbaabu (1996), 
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dependence can be divided into two categories; structural dependence dealing 

with economic, military and political dependence, and cultural dependence 

affecting peopÌÅÓȭ values, tastes, skills and ideas. Given the role of language shaping 

ÏÎÅȭÓ ÉÄÅÎÔÉÔÙȟ ÉÔ ÉÓ ÉÎ the second category that language plays an instrumental part. 

As reviewed in the earlier section, it is obvious that dependence on the European 

languages still exist in many post-colonial African countries by reason of the 

pragmatic advantage of using them in education. Phillipson (1992; 2001) calls this 

ȰÌÉÎÇÕÉÓÔÉÃ imperialismȱ which is part of colonial exercise to conquer minds.  

There is also prevailing perception among Africans that ȰÏÐÐÏÒÔÕÎÉÔÉÅÓ ÆÏÒ 

good job and higher education depended on ÏÎÅȭÓ ËÎÏ×ÌÅÄÇÅ ÏÆ ÔÈÅ ÆÏÒÅÉÇÎ 

ÌÁÎÇÕÁÇÅȱ (Mbaabu, 1996, p.7). As Mohochi (2003) contends, knowledge of 

colonial language has been regarded as a mark of education and a major 

ÃÏÎÔÒÉÂÕÔÏÒ ÔÏ ÏÎÅȭÓ ÓÏÃÉÏ-economic advancement in Africa. African elites and 

leaders therefore have Ȱa built-in tendencyȱ to preserve the hegemony of the 

colonial languages for their own social interests (Prah, 2008, p.2). In this regard, 

the use of the former colonial languages throughout the colonial period, and even 

after independence, has perpetuated !ÆÒÉÃÁȭÓ dependence to the colonial power 

(Abdulaziz, 2003). 

 

2.2.2 Capability approach and literacy as a basic capability.  Amartya Sen 

has developed Capability Approach from the 1980s as an alternative framework of 

welfare economics and utilitarianism (Fukuda-Parr, 2011). Sen does not only 

emphasize the significance of humanity which has often been underestimated in 
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welfare economics, but also link development with quality of life and freedom 

(Atkinson, 1999). He also pays attention to Ȱexpanding human freedom through a 

focus on what people are able to do and not just how much resource they haveȱ 

(Walker, 2005, p.103). 

The core concepts of Capability AÐÐÒÏÁÃÈ ÁÒÅ ȰÆÕÎÃÔÉÏÎÉÎÇÓ 

ÁÃÈÉÅÖÅÍÅÎÔÓ ȱ ÁÎÄ ȰÃÁÐÁÂÉÌÉÔÉÅÓ ÁÂÉÌÉÔÉÅÓ ÔÏ ÁÃÈÉÅÖÅ ȱȢ ! ÆÕÎÃÔÉÏÎÉÎÇ ÉÓ Á ÓÅÔ ÏÆ 

things a person may value doing or being, whereas capability refers to freedom to 

promote or achieve valuable functionings. For Sen (1999), freedom is the range of 

options a person has in deciding what kind of life to lead, and substantive freedom 

is to lead the lives one has reason to value and to 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 capabilities, but also 

the result of them (Walker, 2005).  

However, there are several conditions to achieve freedoms at both 

individual  and institutional levels. These include social and economic 

arrangements and political and civil rights etc. This fact is well 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 the ÅØÅÒÃÉÓÅ ÏÆ ÐÅÏÐÌÅȭÓ ÆÒÅÅÄÏÍÓȟ 
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through the liberty to participate in social choice and in the making of 

public decisions that impel the progress of these opportunities. (Sen, 

1999, p. 5) 

 

The central ideas of Capability AÐÐÒÏÁÃÈ ÁÒÅ ÐÅÏÐÌÅȭÓ ×ÅÌÌ-being, the 

purpose of development, and their agency, an essential element of the development 

process. Sen (1999) views development as a process of expanding the real 

freedoms that one enjoys, ÁÎÄ ÁÇÅÎÃÙ ÁÓ ÏÎÅȭÓ ÁÂÉÌÉÔÙ ÔÏ ÐÕÒÓÕÅ ÇÏÁÌÓ ÔÈÁÔ ÏÎÅ 

values. By focusing on human wellbeing, this approach weighs the intrinsic value, 

including education, health, employment, and participation for valuable and 

flourishing lives, over the instrument  value of development goals (Fukuda-Parr, 

2011).  

In Capability Approach, basic capability ÒÅÆÅÒÓ ÔÏ ȰÔÈÅ ability to satisfy 

certain elementary and crucially important functionings ÕÐ ÔÏ ÃÅÒÔÁÉÎ ÌÅÖÅÌÓȱ 3ÅÎȟ 

1992, p.19). Sen has regularly cited literacy as a basic capability and a necessary 

condition for well -being (Maddox, 2008). He argues literacy per se enables people 

to have a good life, since those who are able to read and write can develop other 

skills to increase their agency and freedoms. It means that li teracy is a crucial 

determinant of well-being, an important social entitlement, and a goal of human 

development (Maddox, 2008). Accordingly, Sen sees illiteracy as a significant form 

of capability deprivation: 

 

A child who is denied the opportunity of elementary schooling is not only 
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deprived as a youngster, but also handicapped all through life (as a 

person unable to do certain basic things that rely on reading, writing and 

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 years) in 

sub-Saharan Africa is fairly low comparing with other regions. As shown in Figure 

2.1, only 63% of the population who is 15 years and older in this region is able to 

read and write. It indicates that about one third of sub-Saharan Africans are 

deprived of the likelihood of leading better life through literacy skills.  

 

[Figure 2.1] Literacy rate by region, 2010 

 

(Source: UNESCO Institute for Statistics, September 2012) 

 

One of the factors contributing to this unfavorable literacy rate is an 



20 

inappropriate language policy for the majority of the population in the region, as 

lÁÎÇÕÁÇÅ ÐÏÌÉÃÙ ÈÁÓ Á ÇÒÅÁÔ ÉÍÐÁÃÔ ÏÎ ÁÃÈÉÅÖÅÍÅÎÔ ÏÆ ÐÅÏÐÌÅȭÓ ÌÉÔÅÒÁÃÙ capability 

(Mohochi, 2003). As stated in Section 2.1, most African countries use the former 

colonial language which is not mother tongue of the people as a medium of 

instruction. There have been accordingly profound political transformations 

introducing more appropriate language policy in Africa. Given that literacy 

capability regulate to peoÐÌÅȭÓ ÐÏÔÅÎÔÉÁÌ ÕÓÅÓ ÏÆ it , a proper medium of instruction 

might help people to have more possibility to enhance their  wider freedoms and 

agency.  

Meanwhile, a careful balance is also necessary between enabling people to 

acquire literacy in local languages and providing access to global languages of 

communication, albeit there are strong arguments in the benefits of mother tongue 

or local language education. A balance between two might help people not only 

enhance the choices they can have but also empower them in this global era 

(UNESCO, 2003).  
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Chapter 3: Methodologies 
 

This chapter is devoted to explain what methodologies were used in this research. 

These include what research design was adopted, how the case and participants 

were selected, what data collection methods and procedures were applied, and 

how the collected data were analyzed. Issues concerning validity and research 

ethics are also discussed at the end of this chapter.  

 

3.1 Research Design 

0ÈÉÌÌÉÂÅÒ ÅÔ ÁÌ ρωψπ  ÄÅÆÉÎÅÓ Á ÒÅÓÅÁÒÃÈ ÄÅÓÉÇÎ ÁÓ Á ȰÂÌÕÅÐÒÉÎÔȱ of research. 

It means that a research design is a strategy to integrate the different components 

of the study in a coherent and logical way (USC Libraries, n.d.). Also, a research 

design functions as an overall operational framework for acquiring the information 

needed to address the research problem (Green & Tull, 1978). More specifically, a 

ÒÅÓÅÁÒÃÈ ÄÅÓÉÇÎ ÄÅÁÌÓ ×ÉÔÈ ÁÔ ÌÅÁÓÔ ÆÏÕÒ ÍÁÉÎ ÉÓÓÕÅÓ ÏÆ ÔÈÅ ÒÅÓÅÁÒÃÈȡ Ȱ×ÈÉÃÈ 

questions to study, what data are relevant, what data to collect, and how to analyze 

ÔÈÅ ÒÅÓÕÌÔÓȱ 9ÉÎȟ ρωωτȟ ÐȢςπ Ȣ An appropriate and well-designed research, 

therefore, reduces the risk of wasting time and effort on pointless research (De 

Vaus, 2001). 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: 

 

¶ expressing causal connections between variables; 
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¶ generalizing to larger groups of individuals than those actually 

forming part of the investigation; 

¶ understanding behavior and the meaning of that behavior in its 

specific social context; and 

¶ 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 program in its geographical, cultural, 

and historical context, by closely examining 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 

ÓÔÒÁÔÅÇÙ Ȱ×ÈÅÎ ÔÈÅ ÉÎÖÅÓÔÉÇÁÔÏÒ ÈÁÓ ÌÉÔÔÌÅ ÃÏÎÔÒÏÌ ÏÖÅÒ ÅÖÅÎÔÓȟ ÁÎÄ ×ÈÅÎ ÔÈÅ ÆÏÃÕÓ ÉÓ 

on a contemporary phenomenon within some real-life contextȱ 9ÉÎȟ ρωψρȟ ÐȢυω. 

A policy analysis was deemed most suitable for the present study, since 

this research was concerned with a range of aspects related to the implementation 

of the current literacy policy, PRP, and its English component, SITE. The 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 observations, researchers tend to see how the particular  phenomenon 
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naturally occurs and evolves to illuminate and understand what goes on in the 

setting being examined (Marshall & Rossman, 2011). As in Denzin and Lincoln 

ςππυȟ ÐȢσ ȟ ȰÑÕÁÌÉÔÁÔÉÖÅ ÒÅÓÅÁÒÃÈÅÒÓ study things in their natural settings, 

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

ÐÅÏÐÌÅ ÂÒÉÎÇ ÔÏ ÔÈÅÍȱȢ This view is supported by Cassell and Symon (1994) who 

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 contextɂregarding behaviour and situation as 

inextricably linked in forming experience; and finally, an explicit 

recognition of the impact of the research process on the research 

situation. (Cassell & Symon, 1994, p.7) 

 

3.2 Selection of School / Class / Participants 

A purposive stratified sampling method was adopted in this research. 

ȰPurposive sampling often applies to the sampling of the cases in which the 

research will be conducted and then to people within those casesȱ (Bryman, 2008, 

p.414). The goal of purposive sampling is to 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 (Marshall, 1996; 

Creswell, 2003). Hence, purposive sampling was used to select one basic school 
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with in Lusaka District where I found many Grade 2 pupils were failing to acquire a 

certain level of English ability to read and write. The same technique was employed 

to come up with one Grade 2 class from this school whose class teacher was will ing 

to participate in this study. The school management (e.g., head teacher and deputy 

head teacher) and other Grade 2 teachers from this school were also selected as 

the key participants of this investigation. This approach was used again to identify 

additional  participants such as the Zambian language specialists, the PRP managers 

and the government officials who were directly involved in the implementation of 

the current literacy program. 

After selecting the school examined in the field, I wrote a letter to the 

District Education Board (DEB) in Lusaka District to get permission to carry out 

this research as well as had official support from the local authority before 

beginning data collection from the school. 

 

3.3 Data Collection 

The present study utilized a wide range of data collection methods (e.g., 

class observations, interviews, documents analysis, students achievement test, 

household visits etc.) to obtain and integrate multiple sources of information (e.g., 

field notes, documents, interviews transcription , student test results etc.). Use of 

many different data collection methods and sources of evidence allows 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 complementary to make any findings and 

conclusion in research much more convincing and accurate. This strategy is well-

ËÎÏ×Î ÁÓ ȰÔÒÉÁÎÇÕÌÁÔÉÏÎȱ which aims at increasing the validity of evaluation and 

research findings (Mathison, 1988). The followings show the detailed data 

collection methods and sources of information used in this study. 

 

3.3.1 Document analysis. Documents review is a systematic procedure for 

identifying, analyzing, and describing useful information from the existing 

documents (WBI Evaluation Group, 2007). $ÏÃÕÍÅÎÔÓ ÁÒÅ ȰÁ ÇÏÏÄ ÐÌÁÃÅ ÔÏ search 

for answers,ȱ ÁÓ ÔÈÅÙ ÃÁÎ ÐÒÏÖÉÄÅ Á ÃÏÎÖÉÎÃÉÎÇ ÁÎÓ×ÅÒ ×ÈÅÎ ÏÔÈÅÒ ÄÁÔÁ ÃÏÌÌÅÃÔÉÏÎ 

methods fail to resolve a question (Weiss, 1998. p.260). As Marshall and Rossman 

(2011) observe, qualitative researchers supplement observations and interviews 

with gathering and analyzing existing documents. Hence, researchers attempt to 

review a variety of documents with the intention of collecting verifiable data and 

information. There are both advantages and disadvantages of using documents as 

follows. 

 

Advantages: 

¶ Documents can provide good source of background information; 

¶ Documents can help look at a program that may not be directly 

observable; 

¶ Documents can bring up issues not noted by other means.  
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Disadvantages: 

¶ 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 were used to understand the 

current school literacy program. For instance, the program documents, evaluation 

reports, and news articles dealing with PRR and SITE were reviewed to ensure the 

accuracy of the information, comparing the documents that contain similar 

information and checking the documents against other data collected. Additionally, 

ÔÅÁÃÈÅÒȭÓ ÇÕÉÄÅȟ ÐÕÐÉÌÓȭ Áctivity book and notebooks were also collected for analysis.  

 

3.3.2 Class observations. Class observation is one of the data collection 

methods, often found in education, which a researcher documents and describes 

actions and interactions taking place in 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 and behaviors (ibid.). As 

Creswell (2003) summarizes, this method has several advantages and limitations :  

 

Advantages: 

¶ A researcher has a firsthand experience with participants.  

¶ They can record information as it is revealed, and also notice unusual 

aspects during observation.  

 



27 

Disadvantages: 

¶ A researcher may be seen as intrusive, and may not have good attending 

and observing skills.  

¶ Private information may be observed that the researcher cannot report 

during observation. (Creswell, 2003, 186) 

 

This study adopted a structured observation with an observation guideline 

rigorously to see literacy teaching and learning in a Grade 2 classroom while the 

SITE lessons were taught (See Appendix 1). For example, particular attention was 

paid to the ÔÅÁÃÈÅÒȭÓ teaching methods, the utilization of teaching materials, ÐÕÐÉÌÓȭ 

participation in class, and individual assignments and the like. Class observations 

for this study were conducted during the 2nd term of the academic year 2012 in 

Zambia, which was from 7 May to 3 August 2013. I provided the class teacher with 

detailed information on what would be observed from her classroom before 

beginning observation. Then the teacher was asked to sign the informed consent 

form which guarantees confidentiality of her personal information and misuse of 

the data during and after the research process before she engaged in the research 

(See Appendix 2). I respected all participants who got involved in the class 

observation and their culture, and also tried  to minimize disruption of the physical 

setting of the site examined. While observing the SITE lessons, I took field notes 

(both descriptive and reflective information) meticulously, since these were one of 

the major sources of information for this study.  
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3.3.3 Interviews. Interview is probably the most frequently  employed 

method in qualitative research. Kahn and Cannell (1957, p. 149) describe 

ÉÎÔÅÒÖÉÅ×ÉÎÇ ÁÓ ȰÁ ÃÏÎÖÅÒÓÁÔÉÏÎ ×ÉÔÈ Á ÐÕÒÐÏÓÅȱ. This method is based on an 

assumption fundamental to qualitative research: tÈÅ ÐÁÒÔÉÃÉÐÁÎÔȭÓ ÐÅÒÓÐÅÃÔÉÖÅ ÏÎ 

the phenomenon of interest should unfold ×ÉÔÈ ÔÈÅ ÐÁÒÔÉÃÉÐÁÎÔȭs view, not the 

ÒÅÓÅÁÒÃÈÅÒȭÓ ÖÉÅ× (Marshall & Rossman, 2011). There are various types of 

interviews, but unstructured and semi-structured interviews are generally 

associated with qualitative approach (Bryman, 2008). An interviewer conducting 

unstructured interview typically has only a list of topics and issues, and the style of 

questioning is usually informal (ibid.) . On the other hand, a researcher 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 questions (ibid.) . 

According to Creswell (2003), interviews are a useful method when informants 

cannot be observed directly, and when they can provide the historical information. 

However, weaknesses of this method include that informants may provide indirect 

information filtered through their views, and ÔÈÁÔ ÒÅÓÅÁÒÃÈÅÒȭÓ presence may bias 

responses.  

With the aim of discovering major problems when implementing SITE in a 

selected school, this study mainly used semi-structured interview s with the head 

teacher, the deputy head teacher, and all Grade 2 class teachers. Also, the Zambian 

language specialists, the PRP manager and the government official provided 

informatio n on the implementation of PRP during the interviews. To carry out 

these interviews smoothly, the interview guide was developed (See Appendix 3, 4, 
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5 & 6). However, the interviewees had a great deal of leeway in how to reply. 

Questions did not follow on exactly in the way outlined on the interview guide, but 

I utilized it to a certain extent to avoid the collection of irrelevant data. Further 

questions that were not included in the guide were also asked in response to what 

were seen as significant replies. Along with the semi-structured interview,  

unstructured interview was also used whenever I had questions for the class 

teacher and pupils during my class observations.  

I provided the interviewees with detailed information on the purpose of 

the study. Interviews were set up according to the informantsȭ schedule in advance. 

Before interviewees engaged in the research, they were 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 7). All 

interviews were recorded with a digital recorder, while I was taking interview 

notes. Throughout the interviews, I tried  to convey the attitudes that the 

ÉÎÆÏÒÍÁÎÔÓȭ ÖÉÅ×Ó were valuable and useful.  

 

3.3.4 Student achievement test. At the end of the 2nd term, English reading 

and writing test was administered to eight pupils. In the SITE class, the pupils were 

divided into four ability groups according to their English proficiency, and 

therefore, two students were selected from each group at random. The selection of 

these pupils was simply done by drawing lots. Small pieces ÏÆ ÐÁÐÅÒ ÄÒÁ×Î Ȱȱ ÏÒ 

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 participants of this 

achievement test. Gender of the pupils was not under consideration of this study, 

so that all students in each group had an equal chance.  

The purpose of this test was to see how much the students learned from 

the SITE lessons throughout the 1st and the 2nd term. The test was intended to 

figure out whether the eight students succeed in achieving English literacy as 

originally described in the policy. Therefore, the test questions were made based 

on what the students had learned from the SITE lessons. The test consisted of four 

areas; English alphabet, phonics, reading (words & sentences) and dictation 

(words & sentences).  

4ÈÅ ÔÅÓÔ ×ÁÓ ÃÏÎÄÕÃÔÅÄ ÉÎ Á ÑÕÉÅÔ ÒÏÏÍȠ ÍÏÓÔÌÙ ÉÎ ÔÈÅ ÔÅÁÃÈÅÒȭÓ ÏÆÆÉÃÅȟ ÂÕÔ 

sometimes in the administrative office to make the pupils concentrate on the test. 

This test was also conducted to one pupil at a time. I tried to create a free 

atmosphere before starting the test, having a friendly talk with the child. When 

administering the test, I served as a facilitator helping students take the test in a 

proper manner. First, each pupil was asked to write English alphabet 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 write some 

single words and sentences given. The eight pupils were encouraged to try their 

best to answer the questions 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 sentences given so as to enable them to answer as much as possible.  
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3.3.5 Household visits. After the test, I selected four students from the eight 

for the household visits: two from the stronger group and two from the weaker 

group. The purpose of the visits were to look 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 different strengths in English among 

children. Considering the fact that the Grade 2 pupils were too young to provide 

exact information on their household environment, I met with their parents or 

guardians. A local translator accompanied to ensure smooth communication. 

During the visit, a checklist and household visit guide was used (See Appendix 8). 

Appointments for the household visit were set up according to the parentsȭ or 

guardiansȭ schedule in advance with help from the class teacher and the pupils. I 

provided the parents and guardians with detailed information on the purpose of 

the study before they engaged in this research. 

 

3.4 Data Analysis 

Qualitative data deriving from interviews or observations typically take 

the form of a large corpus of unstructured textual material (Bryman, 2008). As 

stated earlier in detail, the sources of information of this study relied mainly on 

text data such as field notes, interview transcripts, and documents. To analyze the 

data collected, the present study used qualitative content analysis, which is a 

method of analyzing written, verbal or visual communication messages (Cole, 

1988). According to Hsieh and Shannon (2005, p.1278), qualitative content 
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analysis is ȰÁn analytic tool for the subjective interpretation of the content of text 

data through the systematic classification process of coding and identifying themes 

or patterns.ȱ Similarly, Mayring (2000, p.2) views qualitative content analysis as 

ȰÁÎ ÁÐÐÒÏÁÃÈ ÏÆ empirical, methodological controlled analysis of texts within their 

context of communication, following content analytic rules and step by step models, 

without rash quantification.ȱ The aim of qualitative content analysis is therefore to 

attain a condensed and broad description of the phenomenon, and the outcomes of 

the analysis are concepts or categories describing the phenomenon (Elo & Kyngas, 

2008).  

Considering the definitions of the qualitative content analysis, data 

analysis for this study involved a process to condense raw data into themes 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 data as described as follows: 

 

Step 1: I transcribed and transformed all the data collected into the 

written text for analysis. When the data came from existing texts, the 

choice of the content was justified by what I wanted to know (Patton, 

2002). 

Step 2: I read through initial set of field notes, transcripts, and 

documents without taking any notes or considering an interpretation.  

Step 3: I swept through the data again and coded or labeled words and 

phrases found in the transcript or text by highlighting.  



33 

Step 4: I created themes by grouping codes or labels given to words and 

phrases. During this process, connections were made amongst the 

themes and the sub-themes.  

Step 5: I drew conclusions from the coded data by exploring the 

properties and dimensions of the themes, identifying relationships 

between the themes, uncovering the patterns, and making inferences.  

 

Data analysis was conducted during and after the date collection in the 

field, because coding proceeded while new data continued to be collected. In doing 

so, I continually added new themes and concepts to the coding manual as well as 

refined the themes and their interconnections. 

 

3.5 Validity Issues 

To validate the accuracy of the findings, three strategies were used: first, I 

triangulated different data sources of information to build a coherent justification 

of the findings. Second, I spent prolonged time-four months- in the field to develop 

an in-depth understanding of the phenomenon under this study. Lastly, I used rich 

and thick description to convey the details about the site and the people 

investigated.  

 

3.6 Ethical Considerations 

I got permission from the Lusaka District Education Board (DEB), the head 

teacher, the Grade 2 class teacher, and all participants involving in this study to 
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carry out this research beforehand. I maintained the privacy of all participants, 

including assurance of anonymity and confidentiality of the information they 

provided. I 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: School Literacy Program in Zambia 
 

This chapter is about the current school literacy program in Zambia. It 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 purpose of this chapter is to provide 

background information to understand the research results which are well 

presented in Chapter 5.  

 

4.1 Primary Reading Programme (PRP) 

 

4.1.1 Background to the policy 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 had adopted English as a 

medium of instruction from Grade 1 onwards since independence. It was, however, 

evident that the first thirty years of English medium had not been effective, 

because the reading levels among school children in primary schools, especially at 

foundation level, were distressingly low (Williams, 1993; SACMEQ, 1997). In his 

research, Williams (1993) showed that most Zambian pupils have inadequate 

reading ability in both English and a local language, and pointed out that there is a 

need to review the language policy for literacy. Another study conducted by the 

Zambian Ministry of Education (ZMoE) under the auspices of the South African 
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Consortium for Education Quality (SACMEQ, 1997) 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 levels. It also reported that 

Zambia was ranked almost at the bottom level of the Southern African Countries.  

There was a growing awareness within the ZMoE that reading and writing 

are better developed first in a familiar local language to children (Linehan, 2004). 

In 1995, the Ministry formed the National Reading Committee (NRC) which was 

mandated to improve literacy standards of the country. In particular, the 

ÃÏÍÍÉÔÔÅÅ ×ÁÓ ÔÁÓËÅÄ ÔÏ ȰÒÁÉÓÅ Á×ÁÒÅÎÅÓÓ ÏÆ ÔÈÅ ÒÅÁÄÉÎÇ ÐÒÏÂÌÅÍÓȟ ÓÅÅË ÓÏÌÕÔÉÏÎÓ 

as a matter of urgency, and identify partners who would assist in implementing 

ÔÈÅÓÅ ÓÏÌÕÔÉÏÎÓȱ ,ÉÎÅÈÁÎȟ ςππτȢ ÐȢ τ Ȣ )Î ÔÈÅ ÓÁme year, the NRC held the National 

Reading Forum (NRF) where a cross section of professionals in education, donors 

and government officials came together 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 a 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 year of 

primary education; 

ii. basic literacy in English by the end of the second year of primary 

education; and 
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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 Future which is the third major educational policy document of 

Zambia. This policy also endorsed the recommendations 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 these skills 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 language. (ZMoE, 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 language with 

which children are familiar. However, the policy also clearly stipulates that the 

ÓÉÇÎÉÆÉÃÁÎÔ ÒÏÌÅ ÏÆ %ÎÇÌÉÓÈ ÁÓ ȰÔÈÅ ÏÆÆÉÃÉÁÌ ÌÁÎÇÕÁÇÅ ÏÆ ÐÕÂÌÉÃ ÌÉÆÅ ÁÎÄ ÔÈÅ sine qua 

non ÆÏÒ ÁÌÌ ÆÕÒÔÈÅÒ ÅÄÕÃÁÔÉÏÎ ÉÎ :ÁÍÂÉÁȱȡ 

 

In the light of these considerations, all pupils will be given an 

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

instruction . By providing for the use of a local language for initial literacy 

ÁÃÑÕÉÓÉÔÉÏÎȟ ÃÈÉÌÄÒÅÎȭÓ ÌÅÁÒÎÉÎÇ ÏÆ ÅÓÓÅÎÔÉÁÌ ÒÅÁÄÉÎÇ ÁÎÄ ×ÒÉÔÉÎÇ skills 

should be better assured. By providing for the use of English as the 

ÏÆÆÉÃÉÁÌ ÌÁÎÇÕÁÇÅ ÏÆ ÉÎÓÔÒÕÃÔÉÏÎ ÆÏÒ ÏÔÈÅÒ ÃÏÎÔÅÎÔ ÁÒÅÁÓȟ ÃÈÉÌÄÒÅÎȭÓ 

preparation for the use of this language in school and subsequent life will 

be facilitated, while the implementation problems of changing over to 

another language will be avoided. (ZMoE, 1996, pp. 39-40) 

 

4.1.2 Development of PRP. With the objective of providing interventions to 

improve reading and writing levels among school learners, the ZMoE 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 called the Breakthrough to Literacy (BTL) in one local Zambian language, 

Bemba, in 1998. Twenty five schools, 50 teachers and 200 pupils in Kasama and 

Mungwi districts were involved in this pilot project supported by Irish aid. After 

the pilot phase, the BTL was evaluated as a great success, ÓÉÎÃÅ ȰÃÈÉÌÄÒÅÎ ÉÎ the BTL 

classes were reading and writing at a level equivalent to Grade 4 or higher in non-

the "4, ÃÌÁÓÓȱ +ÏÔÚÅ Ǫ (ÉÇÇÉÎÓȟ ρωωωȟ ÐȢ τ. Based on the positive evaluation, it 

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 context. As a result, the new version of BTL, 

the New Breakthrough to Literacy (NBTL), was developed as one of the PRP 

components in 1999. It aimed at teaching initial literacy skills in the seven official 
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Zambian languages for Grade 1 pupils. Oral English course for Grade 1, Pathway to 

English 1, was also designed to build up a level of spoken English that would allow 

the skills developed in the local language to transfer to English at Grade 2. 

Materials for NBTL and Pathway to 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 developed three more literacy courses for both English and 

Zambian languages; Pathway to English 2, Step In To English (SITE), and Read On 

Course (ROC). Pathway to English 2 was designed to continue the development of 

oral English for Grade 2 and to support SITE which is a transitional literacy course 

from the Zambian languages to English. SITE covers much of the ground that is 

covered in NBTL such as the supplements of learning (this time in English), 

methodology, and classroom management etc. (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 piloted to ensure quality 

and success in the five districts, namely Chipata, Kasama, 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.  

 

 

  



40 

[Table 4.1] Five PRP components 

Name Object Learning Hrs. Objective Focus Area 

NBTL 
Grade 

1 
One hour  
every day 

To teach initial 
literacy skills in one 
of the seven 
Zambian languages 

Reading and 
writing in one 
Zambian 
languages 

Pathway to  
English 1 

Grade 
1 

Half an hour  
twice a week 

To support English 
literacy 

Oral English 

SITE 
Grade 

2 
One hour  
every day 

To develop literacy 
skills in English 

Reading and 
writing in 
English 

Pathway to  
English 2 

Grade 
2 

Half an hour  
every day 

To support English 
literacy 

Oral English 

ROC 

Grades  
3 to 4 

An hour every 
day  

To develop literacy 
skills in English and 
one of the local 
languages 

Reading and 
writing both in 
English and one 
Zambian 
language 

Grades 
5 to 7 

Two and half an 
hours a week 

 

4.1.3 Achievements and challenges of PRP. After the pilot in Kasama and 

Mungwi districts, PRP received a £10 million grant from the British Department for 

International Development (DFID) to run for seven years. ȰThe funding from the 

DfID had enabled PRP to use the funds to meet various annual budget allocations to 

ensure the success of the program.ȱ (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 and the implementation of all PRP courses in 

phased approach from 1999 to 2005. Specifically, the DfID funded program design, 

materials development, publishing and distribution to schools, training for national, 

provincial and district trainers, teacher and head teacher training on the 

methodologies of the PRP courses, monitoring and evaluation of the PRP courses 
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etc. The following is the estimated breakdown for PRP by the ZMoE and the DfID 

through Basic School Sub-sector Investment Programme (BESSIP):5 

 

¶ £4 ÍÉÌÌÉÏÎȡ ÔÅÁÃÈÅÒȭÓ 'ÕÉÄÅÓȟ ÌÅÁÒÎÅÒȭÓ ÁÃÔÉÖÉÔÙ ÂÏÏËÓȟ ÒÅÁÄÅÒÓȟ 

conversation posters, flip charts and any other support materials 

¶ £4 million: trainings for in-service and pre-service teacher, head 

teachers, in-service providers, Ministry officials etc.  

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

(Sampa, 2003. P. 42) 

 

PRP had been successfully implemented with the interventions of the DfID. 

A number of evaluations of PRP conducted since 1999 had consistently recognized 

the success of this program (Kotze & Higgins, 1999; Kelly, 2000; Higgins, 2000; 

Constable et al., 2001; ZMoE, 2001; Sampa, 2003). More than anything else, the 

biggest achievement was improved learning achievement of literacy among pupils. 

The two test results undertaken in 1999 and 2002 attested to this fact. As part of 

Primary Reading Programme baseline study (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 were reading two grades below what 

was expected in English, and three grades below what was expected in Zambian 

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

                                                 
5
 BESSIP is a basket for all donors who put money together for various projects which are under 

the Ministry of Education. 
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had received interventions under the PRP, the results exhibited that 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 the 2002 test compared to the results of the 1999 test.  

 

[Table 4.2] Improvements in reading and writing test in 2002 over 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 Programme: Improving Access and Quality Education in Basic Schools, 

2003) 

 

According to the Danish Development Agency (DANIDA) and UNESCO 

evaluation of the program (DANIDA & UNESCO, 2002), PRP had revolutionized the 

learning mechanisms and 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 

Á×ÁÒÅÎÅÓÓ ÁÍÏÎÇ ÐÁÒÅÎÔÓȟ ÔÅÁÃÈÅÒÓȟ ÁÎÄ ÐÕÐÉÌÓ ÏÆ ÃÈÉÌÄÒÅÎȭÓ ÌÉÔÅÒÁÃÙ ÌÅÁÒÎÉÎÇ 

(ZMoE & DfID, 2004). It was evident that PRP had a great influence in Zambian 

education system beyond the boundaries of PRP itself (Barrett 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, 2003; Barrett et atl., 2007).  

Based on the positive evaluations on PRP, it was obvious that the program 

had been worked very well during the initial stages of implementation when the 

program was supported by the DfID in the collaboration with the ZMoE. It was 

believed that this program would be sustained by the Ministry with assistance 

from the central government after the expiry of the sponsorship by the DFID in 

2005. However, the implementation of PRP has faced a number of problems since 

PRP was mainstreamed into the Ministry  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 program during the interviews: 

 

¶ Funding to PRP has stopped, because there had been much reliance 

on donor support;  

¶ 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 of textbook 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 in Zambia;  

¶ 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 in the PRP courses; 

¶ Even senior officials at the Headquarters who were involved have 

eventually retired, but their replacements have been inadequately 

oriented towards PRP; and 

¶ .Å× ÔÅÁÃÈÅÒÓ ÆÒÏÍ ÔÈÅ ÔÅÁÃÈÅÒȭÓ ÃÏÌÌÅÇÅÓ ÁÒÅ ÎÏÔ ÓÕÆÆÉÃÉÅÎÔÌÙ 

equipped to teach reading, since the colleges have not given much 

emphasis to practical aspects of teaching the PRP courses.6 

 

Now this literacy program receives less attention from the district, 

inspectorate, and the Ministry . Accordingly, PRP is not effectively implemented in 

schools as the recent monitoring report in the Northern Province warned that the 

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

 

4.2 General Features of Step In To English (SITE) Course 

Step In To English (SITE) course was 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, materials 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 this purpose, 

                                                 
6
 In 2003, training of teachers in PRP was embedded in the teacherôs training 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 7 (ZMoE, 2002).  

According to the Basic School Curriculum Framework (ZMoE, 2000), 

literacy should be delinked from languages to better tackle literacy by dealing with 

it as a subject in its own right. SITE does not thus replace the learning of English 

and local language courses. One of the curriculum specialists who was involved in 

the development of SITE clearly said that Ȱ3)4% ÉÓ ÁÂÏÕÔ ÌÅÁÒÎÉÎÇ ÔÏ ÒÅÁÄ ÓËÉÌÌÓ 

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 matter)ȱ (personal conversation, 

20 March 2013). Like any other PRP courses, SITE was mainstreamed into the 

basic school curriculum with a high priority, 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, 2000 p. 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 during the SITE lessons. In the SITE class, a teacher is more of a 

ÆÁÃÉÌÉÔÁÔÏÒ ÏÆ ÌÅÁÒÎÉÎÇȟ ÁÎÄ ÓÈÏÕÌÄ ÂÅ ÓÅÎÓÉÔÉÖÅ ÔÏ ÅÁÃÈ ÁÎÄ ÅÖÅÒÙ ÃÈÉÌÄȭÓ ÌÅÁÒÎÉÎÇ 

needs and their own pace. For this purpose, the class is divided into four ability 

ÇÒÏÕÐÓ ÁÃÃÏÒÄÉÎÇ ÔÏ ÐÕÐÉÌÓȭ literacy level in English. While a teacher teaches one 

group at the teaching station, the other three groups are given learning activities at 

their level of performance.  

SITE consists of five stages with ten lessons each; Stage 1, Stage 2 Early, 

Stage 2 Middle, Stage 2 Late, and Stage 3. At the end of every stage, except for Stage 

3, SITE requests a ÔÅÁÃÈÅÒ ÔÏ ÃÏÎÄÕÃÔ ÃÏÎÔÉÎÕÏÕÓ ÁÓÓÅÓÓÍÅÎÔÓ ÏÆ ÐÕÐÉÌÓȭ ÐÒÏÇÒÅÓÓ ÉÎ 

reading and writing. During this assessment, learners are supposed to read and 

write some English words and sentences covered in the stage which pupils just 

finished learning. If a child fails in the assessment, he/she should remain in the 

same group and repeat the same stage. If a child passes, he/she can be put into the 

faster group and proceed to the next stage of the lessons. From the results of the 

assessment, a teacher can see the level of performance of learners as whole class, 

as ability groups and as individuals, which helps a teacher prepare for proper 

lessons, activities and assignments. After every assessment, a teacher is supposed 

to update and keep the record of every ÃÈÉÌÄȭÓ ÐÅÒformance.  

To make a ÔÅÁÃÈÅÒȭÓ ÌÅÓÓÏÎÓ ÔÒÁÎÓÐÁÒÅÎÔ ÁÎÄ ÅÆÆÅÃÔÉÖÅȟ 3)4% ÐÒÏÖÉÄÅÓ Á 

monitoring system such as self monitoring, 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. These all features of SITE mentioned 

were devised to contribute to  successful teaching and learning of literacy.   
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Chapter 5: Presentation of Research Results 
 

This chapter presents a number of significant problems influencing the 

implementation of SITE in a selected school. Based on the research results, three 

critical factors hindering the successful implementation of SITE were identified ; a) 

shortage of experienced SITE teachers, b) lack of SITE materials, and c) insufficient 

supports from the school. Due to these constraints, most of the pupils observed had 

not achieved the desired level of English literacy skills as proscribed in the policy. 

However, it was also found that learners performed better in achieving literacy if 

they frequently used English at home and received regular help from their parents 

or guardians for their schoolwork. 

 

5.1 General Information about the School 

Lutanda Basic School belongs to Kabwata Constituency in Lusaka District.7 

This is basically a residential area with a few economic activities taking place such 

as trading at markets, welding and carpentry activities (Mumba, 2000). The school 

was opened in 2001 with the support 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). 

 

  

                                                 
7
 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 and eight male teachers) and seven 

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 5.1] Academic qualifications of the teachers 

Academic Qualifications 
Male  

Number (%) 
Female  

Number (%) 
Total 

Number (%) 

Secondary Education (Grade 
12) 

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 pupils in this school ranges from seven years to 16 

years. The enrollment stood at 2,004 pupils, comprised of 1,054 boys and 950 girls 

as of July 2012. For the administrative 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 to 9.8 The total number of 

classes is 40 (four streams of Grades 1 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 shows how 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 5.2] Four sessions operating 

Session Time 
Lower and 

Middle Basic 
Session Time Upper Basic 

1st 6:45 - 10:20 Grade 1-2 

1st 6:45 - 12:30 

Grade 8-9 
*Grade 7 also 
starts at 6:45 

to 12:30. 

2nd 
10:30 - 
13:45 

Grade 2-3 

3rd 
13:45 - 
17:20 

Grade 4 

4th 
12: 30 - 
17:20 

Grades 5-6 2nd 
12:30 - 
17:20 

Grades 8-9 

(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 Parents-Teachers Association (PTA) as the 

school holds a general meeting to discuss school-related 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 school is fairly active in helping school 

operations in various ways. 

 

5.2 Critical Factors Hindering the Implementation 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 b) the SITE class observations 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 school; a) 

shortage of experienced SITE teachers, b) lack of SITE materials, and c) insufficient 

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

 

5.2.1 Shortage of experienced SITE teachers.  

Insufficient trainings in SITE for Grade 2 teachers. In academic year 2012, 

three teachers were responsible for four Grade 2 classes in Lutanda Basic School. 

Teacher A had been teaching for 14 years after she finished her training at a 

ÔÅÁÃÈÅÒÓȭ ÔÒÁÉÎÉÎÇ ÃÏÌÌÅÇÅ ÉÎ ρωωωȢ 7ÈÅÎ ÓÈÅ ÓÔÁÒÔÅÄ ×ÏÒËÉÎÇ ÁÔ ÔÈÅ ÓÃÈÏÏl, she was 

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 section, 

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 the 1st session, 

and the other was during the 2nd session.9 

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 training with 

other two colleagues and received the 7-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 difficulties in 

teaching SITE, because she 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, remembering those days: 

 

                                                 
9
 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 C was given two Grade 2 

classes in 2012. 
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Ȱ) ÈÁÄ Á ÃÈÁÌÌÅÎÇÅ ÅÓÐÅÃÉÁÌÌÙ ÁÔ ÔÈÅ ÂÅÇÉÎÎÉÎÇ ÂÅÃÁÕÓÅ ) ÈÁÖÅ ÎÏÔ ÂÅÅÎ 
ÔÒÁÉÎÅÄ ÔÅÁÃÈÉÎÇ 3)4%Ȣ ) ÕÓÅÄ 4ÅÁÃÈÅÒȭÓ 'ÕÉÄÅ ÔÈÁÔ ÉÓ ÁÖÁÉÌÁÂÌÅ ÔÏ ÊÕÓÔ 
check from time to time if I forget maybe certain methods. I would go 
ÂÁÃË ÔÏ ÔÈÅ 4ÅÁÃÈÅÒȭÓ 'Õide and just remind myself on the correct 
ÍÅÔÈÏÄÓ ÏÆ ÔÅÁÃÈÉÎÇȢȱ 

 

Teacher B also had not trained in SITE. She once participated in the SITE 

orientation organized by the school after her colleagues in Grade 2 went for the 

official SITE training provided by the 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 methodologies. She also participated in 

workshops where she learned how to handle the ROC class. Mumuni zone where 

the school belongs held those workshops for Grades 5 to 7 teachers, when she was 

teaching Grade 5 class.10  

Unlike others, Teacher C was trained in NBTL when she was attending a 

ÔÅÁÃÈÅÒÓȭ ÔÒÁÉÎÉÎÇ ÃÏÌÌÅÇÅȢ 020 ÔÒÁÉÎÉÎÇ ×ÁÓ ÍÁÉÎÓÔÒÅÁmed into all primary teacher 

training colleges in 2003 as a course component with the aim of training student 

teachers for the PRP courses. She wrote her exam on NBTL and had an experience 

to teach NBTL when doing her teaching practice at one 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

 Zone is a cluster of schools. Lusaka district is divided into 8 zones and Mumuni zone is one of 

them.  
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Ȱ) ÄÉÄÎȭÔ ÇÏ ÆÏÒ ÔÒÁÉÎÉÎÇ ÁÎÄ ) was just reading a book on SITE. I just got 
the SITE book and started studying how I should go about and how I 
ÌÅÁÒÎȢȱ 

 

4ÁÂÌÅ υȢσ ÂÒÉÅÆÌÙ ÉÌÌÕÓÔÒÁÔÅÓ ÔÈÅ 'ÒÁÄÅ ς ÔÅÁÃÈÅÒÓȭ ÑÕÁÌÉÆÉÃÁÔÉÏÎÓ ÏÆ ,ÕÔÁÎÄÁ 

Basic School, including their education, teaching experiences, and training in the 

PRP courses.  

 

[Table 5.3  'ÒÁÄÅ ς ÔÅÁÃÈÅÒÓȭ ÑÕÁÌÉÆÉÃÁÔÉÏÎÓ 

Teacher 
Academic 

qualification 

Total years of 
teaching PRP training 

Type of the 
training 

Grade (Years) 

Teacher A Diploma 

14 years 

NBTL 
Official NBTL 

training by the 
government 

Grade 8 (2) 
Grade 9 (1) 
Grade 1 (7) 
Grade 7 (3) 
Grade 2 (1) 

Teacher B Certificate 

8 years 

ROC 
School-based 
orientation  

Grade 5 (2) 
Grade 3 (3) 
Grade 4 (2) 
Grade 2 (1) 

Teacher C Diploma 

9 years 

NBTL 
4ÅÁÃÈÅÒȭÓ 

college course 
component 

Grade 3 (1) 
Grade 7 (1) 
Grade 2 (7) 

(Source: Field Notes) 

 

Despite the absence of training in SITE, all Grade 2 teachers perceived that 

their experiences in NBTL or 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: 



55 

Ȱ4ÈÅÒÅ ÁÒÅ Á ÌÏÔ ÏÆ ÃÏÎÎÅÃÔÉÏÎÓ ÂÅÔ×ÅÅÎ ."4, ÁÎÄ 3)4% ÂÅÃÁÕÓÅ ÁÌÍÏÓt 
same methodologies used in NBTL are also applied in SITE. I possibly 
teach SITE because of NBTL training. If not, it would be very impossible 
for me to take SITE class. I still have ideas I got from the other program 
ÁÎÄ ) ÁÌÓÏ ÕÓÅ ÔÈÅÍ ÉÎ 3)4%Ȣȱ 
 

Ȱ4ÈÅ methods, almost same. For me, it is easy because I went through 
NBTL at college even while I was doing my teaching practice. So when I 
was employed I was able to teach SITE course because I had a 
ÂÁÃËÇÒÏÕÎÄ ÏÆ ."4,Ȣ Ȱ 

 

Nevertheless, they reported that they wanted 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 teachers. Teachers 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 section. 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 for the 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 comments were made by one of the teachers about this 

matter: 
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ȰAs I told you, when we have a teacher group meeting, we ask each other 
how to go about certain things. But sometimes our problems on SITE are 
not sorted out because nobody knows it very well. So it is better to have 
training from time to time.ȱ 

 

Need for school-based training in SITE. Teaching reading and writing in 

Zambian languages and English basically requires different teaching strategies due 

to their di fferent 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.11 They were already used to 

the phonic and phonemic systems of 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 faced challenges in teaching and 

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

on this issue: 

 

Ȱ-ÏÓÔ ÏÆ ÔÈÅ ÐÕÐÉÌÓȟ ÔÈÅÙ ÄÏÎȭÔ ËÎÏ× ÈÏ× ÔÏ ÒÅÁÄȢ 4ÈÅÙ ÁÒÅ ÃÏÍÉÎÇ ÆÒÏÍ 
Grade 1 where they read in Nyanja. Now you find out that ÌÅÔÔÅÒ ȬÁȭ ÄÏÎȭÔ 
ÂÅ ÒÅÁÄÉÎÇ ÉÔ ÁÓ Á ȟ ÁÎÄ ÔÈÅÎ ÌÅÔÔÅÒ ȬÅȭ ÉÓ ÂÅÌÉÅÖÉÎÇ ÉÔ ÁÓ É  ÂÅÃÁÕÓÅ ÉÔ ÉÓ 
Nyanja. So it is very difficult for them to adjust especially in the 1st term. 
And some of them, they come from the background where they have 
never done and they 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 
ÔÏ ÔÁËÅ ÔÈÅÍ ÂÁÃËȢȱ 

 

                                                 
11

 Nyanja is one of the seven official Zambian languages which was adopted as a language of 

initial literacy in Lusaka district.  
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Ȱ(ÁÖÉÎÇ ÌÅÁÒÎÔ ÉÎ ÔÈÅÉÒ ÌÏÃÁÌ ÌÁÎÇÕÁÇÅ at Grade 1, they are experiencing 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 also said that, 

Ȱ4ÈÅÓÅ ÃÈÉÌÄÒÅÎ ÈÁÖÅ ÓÔÁÒÔÅÄ ×ÉÔÈ ÔÈÅÉÒ ÌÏÃÁÌ ÌÁÎÇÕÁÇÅȢ -ÏÓÔ ÏÆ ÔÈÅÍ ÁÒÅ 
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 have enough 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. 
"ÕÔ ÆÏÒ ÏÔÈÅÒÓȟ ÐÒÁÃÔÉÃÁÌÌÙȟ ÉÍÐÏÓÓÉÂÌÅȢ 4ÈÅÙ ÃÁÎȭÔ ÕÎÄÅÒÓÔÁÎÄȢȱ 

 

It was turned out that the school used to organize SITE 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 teachers 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, the school managements had not put their 

pri orities on PRP since the first head teacher, who took this program very seriously, 

left for another school. This had resulted in weakening institutional memory such 

as teachers who were experienced in SITE. Consequentially, the Grade 2 teachers 

were not able 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 school-based continuous 
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training programs for SITE are in need of consideration with high priority. They 

put it in this way: 

 

Ȱ3ÃÈÏÏÌ ÍÕÓÔ ÒÅÎÅ× ÏÆ ÔÒÁÉÎÉÎÇ ÅÖÅÒÙ ÔÉÍÅȢ 7Å ÎÅÅÄ ÔÏ ÂÅ ÏÒÉÅÎÔÅÄȢ )Ô ÉÓ 
better to continue training or even retraining because it will continue 
remind us of the program that we are doing. If we continue to undergo 
training then maybe the problems we are encountering will be sorted 
ÏÕÔ ÂÅÃÁÕÓÅ ) ÈÁÖÅ ÎÏÔ ÂÅÅÎ ÔÒÁÉÎÅÄȟ ) ÄÏÎȭÔ ËÎÏ× ×ÈÅÔÈÅÒ ) ÁÍ ÄÏÉÎÇ 
ÃÏÒÒÅÃÔÌÙ ÎÏ×Ȣȱ 

 

Ȱ4ÈÅ ÓÃÈÏÏÌ ÎÅÅÄÓ ÔÏ ÏÒÇÁÎÉÚÅ ÔÒÁÉÎÉÎÇ ×ÏÒËÓÈÏÐÓ ÆÏÒ ÔÈÅ ÔÅÁÃÈÅÒÓ 
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 I 
suggest that maybe if school can be orienting all the teachers, it would be 
ÍÏÒÅ ÅÆÆÅÃÔÉÖÅ ÔÏ ÉÍÐÌÅÍÅÎÔ 3)4%Ȣȱ 

 

As seen from the teachersȭ comments above, they need 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 the school needs to train all teachers in primary 

section for SITE on a regular basis, so that all teachers have at least the potential 

and ability to handle Grade 2 classes. It is worth comparing Lutanda Basic School 

with another school which had supported this idea. Malaika Basic School in the 

same zone had developed school-based teacher training programs to sharpen all 

ÐÒÉÍÁÒÙ ÔÅÁÃÈÅÒÓȭ ÓËÉÌÌÓ ÉÎ 020Ȣ12 The programs had taken place as scheduled 

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

                                                 
12

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

ÔÅÁÃÈÅÒÓȭ ÄÅÖÅÌÏÐÍÅÎÔ ×ÁÓ ÈÉÇÈÌÙ ÁÐÐÒÅÃÉÁÔÅÄ ÂÙ ÔÈÅ ÔÅÁÃÈÅÒÓ ×ÏÒËÉÎÇ ÁÔ ÔÈÉÓ 

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

 
Ȱ3)4% ÉÓ Á Öery important 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 easier and 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 teachers for SITE who went for trainings. Those 
ÁÒÅ ÔÈÅ ÏÎÅÓ ×ÈÏ ÎÏÒÍÁÌÌÙ ÄÅÍÏÎÓÔÒÁÔÅ ÔÏ ÔÈÅÉÒ ÃÏÌÌÅÁÇÕÅÓȢȱ 

 

Inappropriate teacher placement plan for SITE classes. School management, 

including the head and deputy head teacher, is influential in making decisions on 

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: 

 

Ȱ4ÈÏÓÅ ÔÅÁÃÈÅÒÓ ×ÈÏ ÁÒÅ ÔÒained, they are the one who teach 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. 
7Å ÄÏÎȭt place anyhow. They are trained and placed. Even as we place 
them to lower grades, these teachers went through that education then 
ÔÈÅÙ ÁÒÅ ÁÂÌÅ ÔÏ ÔÅÁÃÈ ÃÈÉÌÄÒÅÎȢȱ 
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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 to the SITE classes. All Grade 2 

teachers disagreed with the decision 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 than seven 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 Grade 1 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: 

 

Ȱ7ÈÅÎ ) ÓÔÁÒÔÅÄ 3)4% ×ÉÔÈ ÔÈÏÓÅ ÃÈÉÌÄÒÅÎȟ ) ×ÁÓ ÓÕÐÐÏÓÅÄ ÔÏ ÃÏÎÔÉÎÕÅ 
because children got used to me as I was able to teach them. It would 
possibly help much if there is a system where I start with children at 
Grade 1 with NBTL then from there I take the same children to Grade 2 
and start SITE with them. Because they already know how I teach, they 
understand the way I talk and so on. So when I get to Grade 2 for 
example for the SITE with the same children, then I proceed with the 
same children to Grade 3, I think by the time they reach Grade 4. Then 
their reading and writing could reach a certain level. I believe so because 
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the teacher can work more effectively. I 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 very ok ×ÉÔÈ ÔÈÅ ÐÁÒÔÉÃÕÌÁÒ ÃÌÁÓÓ ÌÉËÅ ."4, ÏÒ 3)4%Ȣȱ 

 

Ȱ) ÈÁÖÅ ÁÎ ÉÄÅÁ ÉÆ ) ÃÏÕÌÄ ÂÅ ÇÉÖÅÎ Á ÃÈÁÎÃÅ ÔÏ ÔÁËÅ ÔÈÏÓÅ ÃÈÉÌÄÒÅÎ ÔÏ 
somewhere. Now, this day, I am given this class, and next day, another 
teacher takes over. It will take a long time to understand the children 
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 
is just good between Grade 1 and Grade 2 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 
ÁÎÄ ÕÎÄÅÒÓÔÁÎÄÉÎÇ ÔÈÉÓ ÁÎÄ ÔÈÁÔȢ 4ÈÁÔ ÔÁËÅÓ Á ÌÉÔÔÌÅ ÂÉÔ ÏÆ ÔÉÍÅ ÁÇÁÉÎȢȱ 

 

Unlike Lutanda Basic School, Malaika Basic School had a policy 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 SITE materials. 

SITE class overview. There were 52 learners in the SITE class observed; 31 

boys and 21 girls who had different backgrounds such as tribes and ages etc. By the 

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, but it usually ranged between 10 and 15. Of the whole class, 

approximately 93 percent attended the SITE lessons every day, while about 17 

percent tended to be absent on rainy days and Fridays on average.13 

The SITE classroom was kept clean and well lit most 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 accommodate 52 

students, so they had to be squeezed. Notebooks and pencils were enough supplied 

to the students. 

 

[Figure 5.2] SITE classroom 

 

 

  

                                                 
13

 I checked student attendance every day from Monday to Friday during the SITE lessons.  
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[Figure 5.3] Teaching station 

 

 

At the beginning of the 2nd 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 read story 

books after they complete their assignments. However, it 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 5.4] Class library 
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Many things to be written on the board. 4ÈÅÒÅ ×ÅÒÅ ÔÈÒÅÅ 4ÅÁÃÈÅÒȭÓ 'ÕÉÄÅs, 

ÔÈÒÅÅ 0ÕÐÉÌȭÓ !ÃÔÉÖÉÔÙ "ÏÏËÓȟ three sets of conversation posters, and some 

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

ÏÆ ÔÅÁÃÈÅÒȭÓ ÇÕÉÄÅ ÁÎÄ ÃÏÎÖÅÒÓÁÔÉÏÎ ÐÏÓÔÅÒÓ ×ÁÓ ÎÏÔ Á ÓÅÒÉÏÕÓ ÐÒÏÂÌÅÍȟ ÂÅÃÁÕÓÅ ÔÈÅ 

ÔÅÁÃÈÅÒ ÕÔÉÌÉÚÅÄ ÏÎÌÙ ÏÎÅ ÔÅÁÃÈÅÒȭÓ ÇÕÉÄÅ ÁÎÄ one poster when teaching the whole 

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 enrollment which is a common problem of Zambian 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 assignments. It is clearly stated that 

Ȱ9ÏÕ ÔÅÁÃÈÅÒ  -534 ÈÁÖÅ ÏÎÅ ÂÏÏË ÔÏ ÓÈÁÒÅ ÂÅÔ×ÅÅÎ Ô×Ï ÌÅÁÒÎÅÒÓȟ ÏÔÈÅÒ×ÉÓÅ ÔÈÅÙ 

will not be able to do all the activities properly.ȱ ZMoE, 2002, p. 10) It means that 

students are not able to improve their literacy skills if adequate books are not 

provided.  

It was identified by the teachers that lack of learning materials was the 

most serious problem hampering effective teaching and learning of the SITE 

lessons. There was, however, only one activity book against fifty two students for 

the SITE class observed. 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, the teacher had to continuously 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 learning activities 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, 

ÔÈÅÎ ÔÈÅ ÔÅÁÃÈÅÒ ÄÅÃÉÄÅÄ ÔÏ Ȱ,ÅÔ ÍÅ ÊÕÓÔ ÔÅÁÃÈ ÏÔÈÅÒ ÓÕÂÊÅÃÔÓȱ ÁÎÄ ÓËÉÐÐÅÄ ÔÈÅ 

lesson of the day as one SITE teacher mentioned. This extra work also de-

motivated teachers in various 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 remedial works 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 the front -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 was placed 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 5.5] Group activity 

 

 

[Figure 5.6] 'ÒÅÅÎ ÇÒÏÕÐȭÓ ÈÁÎÄ×ÒÉÔÉÎÇ 14 

 

                                                 
14

 Pupils were asked to write down their names on the paper. The names in brackets were written 

by the researcher to recognize their names properly. 
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!ÌÌ ÍÅÎÔÉÏÎÅÄ ÁÂÏÖÅ ÃÏÎÔÒÉÂÕÔÅÄ ÎÅÇÁÔÉÖÅÌÙ ÔÏ ÃÈÉÌÄÒÅÎȭÓ ÌÉÔÅÒÁÃÙ ÌÅÁÒÎÉÎÇȢ 

A number of mistakes were easily found in their assignments, 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 account of what 

the group was supposed to do in both English and Nyanja. He was asked to write 

Ȱ$ÒÁ× ÔÈÅ ÐÉÃÔÕÒÅÓ ÉÎ ÇÒÏÕÐÓȱ ÁÎÄ ÐÕÔ ÔÈÅ ÔÈÉÎÇÓ ÉÎ ÔÈÅ ÂÏÏË ÉÎÔÏ ÔÈÅ ÓÁÍÅ ÃÁÔÅÇÏÒÙ 

ÌÉËÅ ȰÔÒÅÅ ÁÎÄ ÌÅÁÆȱȟ ȰÃÕÐ ÁÎÄ ÐÌÁÔÅȱ ÁÎÄ ÓÏ ÏÎȢ (Ï×ÅÖÅÒȟ ÈÅ ȰÄÒÅ×ȱ ÓÏÍÅ ÉÎÃÏÒÒect 

letters with six cups, balls and pencils in a group respectively.15 The boy was 

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

ÁÎÄ ÊÕÓÔ ÌÏÏËÅÄ ÂÌÁÎËȢ )Ô ÉÓ ×ÏÒÔÈ ÎÏÔÉÎÇ ÔÈÁÔ ÔÈÅ ×ÏÒÄÓȟ ȰÄÒÁ×ȱȟ ȰÐÉÃÔÕÒÅÓȱ ÁÎÄ 

ȰÇÒÏÕÐÓȱȟ were very frequently used in the SITE class, 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

 I used the word ñdrewò instead of using ñwroteò because many of the pupils in the Green and 

Orange group did not know how to write English alphabet correctly. They really drew the 

alphabets when they were doing their assignment, looking at the words in the book or on the 

board.  
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[Figure 5.7  'ÒÅÅÎ ÇÒÏÕÐ ÐÕÐÉÌȭÓ ×ÏÒË ÃÏÍÐÌÅÔÅÄ 

 

(Source: Step In To English Activity Book Grade 2, 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 could not 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 almost all 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 


