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ABSTRACT

Literacy is currently a topic of great concern iamhibia. Learners in this country have

difficulty in reading and writing, and are oftemfttionally illiterate.

This study focuses on the beliefs, experiencegaactices of teachers of reading in
English to second language learners in Grade 4de&>as the transitional grade from
mother tongue to English as the medium of instamcthe switch to English makes

teaching reading in that language especially chgiie.

The study is structured according to the case stualye of enquiry, with the target
respondents comprising Grade 4 teachers. Classpbsarvation, interviews and

document analysis were used as means of colledttsy

The main findings revealed that beliefs and expeeehad an impact on the way in
which reading was taught in this study. It emertied the teachers’ childhood
experiences of literacy and learning to read arpgiaated in their beliefs, their attitudes,
their basic conceptualization of reading and theirent practices, all of which directly
affect the children in their classes.

Although the teachers’ professional training alad Bome influence on their teaching
methods, neither of the two teachers intervieweatireaeived much in-service support on
how to teach reading, and they depended to a &tgat on their recall of how they had
learned to read themselves. Both teachers weréatiaug traditional, teacher-centered
way, involving phonics, rote-learning and drillif@ecause they see themselves as
competent readers, they believe that these appesachre effective and worth

sustaining.
Tentative recommendations arising from analysithefdata indicate possible areas for

improvement in the teaching of reading, and oftadglines to help teachers cope with
the challenge.
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CHAPTER ONE

1.1INTRODUCTION

This chapter describes the background and setfittgeaesearch in the field of reading.
It describes how the study arose and my persotekist in the research. From this
interest the research goals and questions emergedchapter then introduces the reader

to the context of the study area culminating iroaerview of the thesis.

1.2THE RESEARCH PROBLEM

A major source of concern in Namibia is that leasrfeave difficulty in reading and
writing, and are often functionally illiterate. Bfee is often put on the Lower Primary
teachers for not preparing learners well at thed@ation phase, where learners have to
learn to read in both their mother tongue and Bhghvhich is their second language.
There is real evidence that reading ability in Nlaiam schools is low; for example,
results from the Southern African Consortium forroring Educational Quality
(SACMEQ report, 2004) show that Namibia has thedsivaverage score in English
reading comprehension in the Southern African Degwalent Community (SADC)
region (Snyder, 1999).

1.3CONTEXT OF THE STUDY

Grade 4 presents a particular challenge for learaed teachers with regard to reading as
it is the year in which children switch from the ther tongue to English as the medium
of instruction. This is challenging because clefdare used to learning through their
mother tongue in Grades 1-3 and many of them shagksh as a third or fourth
language. Reading presents a special challengridedrom Grade 4 onwards, all
learning materials are written in English and leasrmust be fluent readers in this

language in order to succeed at school.



| taught Grades 3-4 for 10 years before becomingdnsory teacher, and | observed
that learners from rural areas who had no booksioted material in their homes took
longer to master the skill of reading. Learnersifiaomes where reading materials such
as magazines, newspapers and storybooks, weralalediarnt more easily.
Furthermore, not all the schools have librariepeemlly those that are located in the
peri-urban and rural areas. To further aggravaestiuation there are no public libraries

in some villages and settlements in the remotesarea

What triggered my interest in conducting researtheaching reading is that the issues
of language and literacy acquisition are topicatdssion points in Namibia. The Lower
Primary phase is blamed, the arguments and assamsgieing that the grounding in the
foundation phase is not properly laid right throdigim Grades 1-4. Although this might
be part of the problem, there may be other factorsgxample, not all the children are
immersed in the same type of supportive environraebbth home and school where

their literacy growth can be enhanced.

Furthermore my interest in this topic was sparkéemnvl was invited to a workshop for
Namibia’s National Standards and Performance Indisan February 2005. The starting
point of this workshop was to look at the SACMEQa#d. The report’s findings were
that learners in Grade 6 were unable to read tegktuwmderstanding, and the discussions
in this workshop centred around the high failurte &t Grade 10 and 12 levels. The
report stated that Namibia recorded the lowestinggoerformances among countries in
the SADC region. The picture painted was gloomyeitly 29,5 percent of learners

reaching the desired level of reading competencagls, 1998).

This concerned me deeply as the Namibian governimém¢esting more in education
than many other African countries yet the expebteakfits are not discernable (Namibia.
Ministry of Education and Culture [MEC], 1993: 148 an Advisory teacher for the
Lower Primary phase, my interest in exploring #sue further was sparked, so | decided
to focus on the teaching of reading in Grade 4irresitional grade from mother tongue

to English.



| decided to approach the topic from the perspeativteachers’ experiences and
perceptions about the teaching of reading and ptoex how this influences their
classroom instruction when teaching reading in Bhgh Grade 4. Torres (as cited in
Kajinga, 2005: 61) contends:

What teachers believe and how they behave in #esiom are shaped by their
personal experiences, their instruction and forkknalwledge. Consequently, the

relevance of beliefs in teaching is that they infawvhat and how teachers teach,
an influence that often derives from their experesnas students as well as from
their formal training.

Therefore teachers’ beliefs are shaped by the heywere taught in the past and
trained; their experiences shape their practianmway or another. Nisbett and Ross
(as cited in Pajares, 1992) noted that early egpeeés strongly influence final

judgements, which become theories (beliefs) highdystant to change.

1.4 RESEARCH GOALS

The study aims to investigate what teachers agtdaliwhen teaching reading in Grade 4

and to identify the beliefs which inform their ptiae.

The following research questions guided my study:

* What are teachers’ beliefs about teaching reading?
* How do they perceive reading?

* How is reading taught in selected English classes?
1.5. RESEARCH APPROACH
The research was conducted in the interpretivedigra This approach is appropriate

for this research because it gives me an oppoyttmiinderstand teachers’ practices in

teaching reading in English in Grade 4. Bassey9190) sees:



... interpretive research as a category of empiries¢arch. Interpretive
research needs to have some of empirical elemeittgtorder to counter
threats to validity. This is clearly found in sttued data from which
interpretation and understanding can be generdtestefore the researcher
tries to describe, interpret and explain what iggeming without making any
value judgments or trying to induce any change.

This research has an empirical dimension in tivatdstigate what actually happens
when two teachers teach reading in English in Gdad®ly intention is to interpret their

actions in relation to their beliefs about teachiegding.

| used semi-structured interview questions, clagsrobservations and document
analysis in collecting data from the two teachesslécted for my study. | interviewed
both the teachers in English because | cannot gdheakhome languages, which are

Afrikaans and Otjiherero.

The interviews were tape-recorded and transcribledked for patterns and |
categorized them into themes. For ethical reagbagwo teachers and their schools

were given pseudonyms.

1.6 RESEARCH SITE

The enquiry took place in the Otjozondjupa regiomwhich a regional educational office
was established in October 2004. This was an dffpthe Ministry of Education in
Namibia to bring the provision of education clogethe people through the
decentralization process as explained in our pal@yument, (Namibia. MEC, 1993:
167). The document advocates the provision of guatiucation to all eligible learners in

the region.
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The population of Otjozondjupa region consists 36 B84 inhabitants with a growth rate
of 2:8 per cent (National Population Census, 200k total area is 105 185 square
kilometers with a density of 1.3 person per sq.Khere are 61 schools in the region; 8
are Senior Secondary Schools, 7 are Combined Scf@ohdes 1-10) and 47 are Primary
Schools. According to the %ebruary School Day Statistics (2006), Otjozondjupa
recorded 31 646 learners with 1007 teachers ing@i@n. This number of learners can
change from time to time due to transfers and dutgd he literacy rate recorded after
15 years of independence in the region is 67% ¢(KatiPopulation Census, 2001).



1.7 OVERVIEW OF THE THESIS

This chapter states the context of this researdhwdrat triggered my interest in
conducting the study. It attempts to explain th@rale for the study and it outlines the

goals of the study.

Chapter Two provides the theoretical frameworktier study. It gives an overview of

the literature that covers:

* The Namibian language policy which influences thallenges of teaching
reading in English in Grade 4;

» Approaches or methods used when teaching readiNgnmbian classrooms;

» Theories on teaching reading; and

» The relationship between teachers’ beliefs andtipexcin teaching reading.

Chapter Three is concerned with the research meltbgg underpinning this study. This
study is conducted in the interpretive paradigm iaadns to interpret and understand
how teachers teach reading in Grade 4. The cadg @tas selected as my method
because it is a single unit “bounded system” (SnliffY8 as cited in Merriam 2001: 27),
which interprets the teaching of reading focusinghe strategies used to teach reading

through the medium of English in Grade 4.

In Chapter Four | present the main findings on hiogteachers’ past experiences shape
their beliefs about teaching reading, as well &swothemes that emerged from the data
that | analyzed, for example, teaching strategnesthe training the teachers themselves
received in teaching reading. The two teachere®have been used throughout the

chapter.

In Chapter Five | discuss and interpret my findinggarding the teaching of reading in
Grade 4 Namibian classrooms in the light of whatliferature says about teaching

reading and what other studies have found.



Chapter six gives a summary of my main findingsardong the experiences and
strategies used by teachers in teaching readimghler discuss the lessons learnt and |
also make some recommendations for further reseutie area of literacy. Finally |
highlight the limitations of the research.

1.8 CONCLUSION

This chapter presented the introduction to theystith regard to its context, aims and
research questions. In the next chapter | willeenmiterature related to the topic under
investigation looking at the background and chagémnof the Namibian language policy
with regard to teaching reading in a second langsagtwo Grade 4 classrooms in
Namibia.



CHAPTER TWO

LITERATURE REVIEW

2.1 INTRODUCTION

As stated in the previous chapter, the aim ofgtusly is to explore teachers’ beliefs
about the teaching of reading and to examine hew beliefs influence their practice in

the classroom.

| begin by discussing the language policy whicleet decisions about the development
of children’s reading from Grade 1 onwards. Chitdneed to develop a strong reading
skill in their second language because in Gradey are expected to make the transition
to learning through the medium of English; thektb®oks are in English therefore
competent reading skills in this language are waortant. In order to understand the
language policy better, one has to look at its gemknd, intentions and goals; it is the

language policy that determines the language irchvldgarners in Grade 4 are taught.

From this point | proceed to look at theories afcteng reading. Theories are notions
arising out of research, which must also be ptitéatest. In this study exploration of the
theories will help navigate the broader understagdif teaching reading in Grade 4. This
includes theory related to teaching reading inc@seé language, what is involved when
learning how to read and different stages of readnfferent approaches used when

teaching reading are also considered.

A discussion of the Namibian curriculum and howcteas are trained in teaching
reading in Namibia forms section three of this egwil draw on research that has been
conducted on the teaching of reading in Namibiev@uate the effectiveness of the
curriculum and its implementation. For comparapueposes | report on research carried
out internationally and how well its findings casp®nd with what is happening in

Namibia.



2.2 EDUCATIONAL LANGUAGE POLICY IN NAMIBIA

Keeping in mind my research questions as mentianebapter 1, | now discuss the
background, intentions, goals and problems in impleting the language policy in

Namibia.

The language policy in Namibia under the Southcaini regime was influenced by the
apartheid ideology. The implementation of the laaggipolicy allowed “non-whites to
start their education in the Lower Primary phasth@ir mother tongue” while Afrikaans
was taught as a subject (Namibian Educational Relséessociation [NERA], 2000: 3-
4). NERA (2000) states that after the first fouangeof education in the mother tongue in
the apartheid era, the medium of instruction becAfmkaans for the remainder of the
primary school grades, while English was relegabeal rather insignificant role in formal
domains (Wolfaardt, Danek & Adamson, 2001).

However, after independence Angula (as cited iclze@r and Dahlstrom, 1993: 21)
contends that it was vital for Namibia to addréssurgency of choosing English as an
official language from the existing local languag&sgula was advocating for English to
be chosen as the official language replacing Afmisain schools. The fruits of this
advocacy can be seen in a Namibia. MEC (1993) pdiocument, which translates the
Namibian philosophy on education into concrete iamglementable government policy

which states as follows:

* For pedagogical reasons it is ideal for childresttaly through their own
language during the early years of schooling whesidsskills of reading, writing
and concept formulation are developed.

* Proficiency in the official language (English) hetend of the 7-year primary
cycle should be sufficient to enable all childrerbe effective participants in

society or to continue their education.



Following this line of thinking, English was adogtas the official language in Namibian

schools from Grade 4 onwards. The reason for theption was explained as follows:

* To create unity and alleviate educational disachges among Namibians.
* To minimize any divisive tendencies and practicethe country.
» To create conditions conducive to national unityhi@ realm of politics,

economics, religion, culture, race and languagern(iNe. MEC, 1993: 55).

In addition, NERA (2000: 5) explains the privilegeasition of English as an official
language by stating:

Although Namibia is a multilingual and multicultii@untry with different local
languages, English enjoys a privileged positiondlghout the Republic, although
the number of its mother tongue speakers is vewy kor quantitative reasons
English would qualify as a minority language, whiiderms of its dominant role
in official and formal domains no other languagedgsial to English.

From this argument and for reasons of official camioation, English qualifies as an
official language. Thus, looking at how the langaiaglicy was formulated and
developed and the reasons for this, it is evideaitthe adoption of English as a medium
of instruction was really a matter of compromisauifhbia. MEC, 1993). Indeed,
Kallaway (as cited in Zeichner and Dahlstrom, 1983): contends that policy
formulation and change is ultimately a politicabpess characterized by competing

interests and compromises. | now explore the ideatand goals of the language policy.

2.2.1 The intentions and goals of the language poyi

The adoption of English as the medium of instrucfrom Grade 4 onwards resulted in
Afrikaans, the language of the elite, which bewrelfithe minority at the expense of the
majority of Namibians, being replaced. The goaltheflanguage policy are explained in
the Namibian Language Policy document - discusgaper (Namibia. Ministry of Basic
Education Sport and Culture, [MBESC], 2003: 3)@kfvs:
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» The seven-year primary education cycle should enalakrners to acquire
reasonable competence in English, the official lexyg, and be prepared for
English as medium of instruction throughout theoseary cycle.

» Education should promote the language and culidealtity of learners through
the use of mother tongue as medium of instructio@rades 1-3 and the teaching
of mother tongue throughout formal education.

* Grade 4 is a transitional year in which the motbeague plays a supportive role

in teaching. The mother tongue should be taughtashject.

Swarts (as cited in Legere, 1996:19; Namibia. MBEBI®6 and MBESC, 2005)
emphasizes that the goals of the language polspgeaally in the Lower Primary phase
(Grades 1-3), are to teach in mother tongue amtdtum of instruction and English as a
subject. Namibia. MBESC (2005: 49) states:

The purpose of English as a second language ineSra@ is to prepare for
transition to English as a medium of instructiorGrade 4 and the purpose of
English as a second language in Grade 4 is to geavicareful transition from
teaching/learning in the home language to teacle@agiing through the medium of
English.

The goals of the language policy seem to suggaslLtbwer Primary teachers were
expected to be proficient and confident enoughsEnglish as a medium of instruction
as from Grade 4. However this is not the case imiN& as most of the teachers were

not sufficiently competent to teach English froma@ 4 onwards (NERA, 2000).

2.2.2 Problems in implementing the language poliap Namibia

Many teachers before independence were used t&isgend teaching in Afrikaans.
After independence, they switched over to Eng€Wblfraadt et al. (2001) argue that this
switch over was a stressful move and certainlycédfd the entire education system in the
country. This view is supported by Legere (1996pwhntends that this change led to

serious problems in formal education and in otlemains where people felt
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marginalized and second class citizens becausentbeynot competent in the official

language.

Trewby (as cited in Wolfaardt et al., 2001: 28)\pdes reasons why the switch-over to

English has been so difficult:

» Firstly, the structure of English is very differdram the structure of any of the
Namibian languages (e.g. Khoikhoigowab, the SartBEmguages) and is
therefore difficult to learn.

» Secondly, very little English is used in most conmitigs in Namibia; therefore
learners are not exposed to English except inldssmom.

e Lastly, the sound system of English and its retibman print is more complex than

the system of the Namibian languages.

These points explicate why the switch to Englistdime at independence proved to be a
major test for many of the country’s teachers, vehieeglish proficiency was insufficient

to enable them to cope with teaching in a new laggNERA, 2000).

Many teachers were faced with the situation wheomtact with and exposure to English
in any form was limited both for themselves andrttearners, thus restricting English to
the unreal classroom environment” (Bradley as diteddERA, 2000: 46). The same
concern was expressed in the research on Englistpuage Proficiency of Namibian
teachers (Namibia. MBESC, 2000: 7):

At independence in 1990 came the implementatiadheflecision to use English
as the official medium of instruction from Graderdwards, with little time for
preparation, almost all of Namibia’s teachers lmaddjust to teaching in and
through English a language in which they had, antiany cases still have a low
level of proficiency.

These facts make it justifiable to argue that #sehing of reading in a second language

in Grade 4 might be hampered by the fact that &acére not well prepared to do so in
English.
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2.3 DIFFERENT THEORIES OF READING

The teaching of reading is underpinned by differeating theories formulated by
different researchers and scholars. In order te lzabbroader understanding of the

teaching of reading, | now explore different thesrof reading.

2.3.1 Teaching reading in a second language: Theleoof the home language

In this section | start by looking at how mothemdgoe language development forms the
basis for learning to read in a second languagegh@@mote, Webb (1999: 3) contends

that it is the learners’ first language that pr@gdch rich cognitive preparation for second
language learning. He further argues that it isskibs acquired in the first language that

provide for an easy transition to the second lagguaedium.

This view is supported by Cummins (as cited in Hundst al., 2001: 121), who describes
the relationship between people’s first languagesactond language. He contends that
language learners have a Common Underlying Profigi¢ CUP) that supports second

language learning by transferring skills from thstfto the second language.

Cummins’s (1979) linguistic theory highlights twaportant categories of language
competency for learning. Firstly, Basic Interpei@d@ommunication Skills (BICS),
which is everyday language and is context embedsecbndly, there is the Cognitive
Academic Language Proficiency (CALP). This is defiras the basis for a child to cope
with the academic demands placed upon him/herniows subjects. CALP is said to be a
higher-level language skill required for literaaydacognitively demanding content, for
example, reading about an unfamiliar subject (Cumsmi91 as cited in Rasana, 2002:
10). Cummins theorizes that CALP developed in tfst flanguage and transferred to the
second helps support second language literacy sitiqoi He further argues that if
children do not develop a certain level of CALRheir first language, the benefit will
not be transferred to the second language. Thexefeaching children to read in their

first language helps them to learn to read in thetond language (Rasana, 2002).
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This point is driven home by Apple and Muysken @9805) who claim that children
can reach high levels of competence in their setamgliage if their first language is

developed.

A good example is provided by Williams (1998: 2who describes the failure of the
“straight for English” approach in Zambia. His rasgh showed that children in their
third year of school barely read because they hadeto learn to do so through a second
language (English). His comparative research fataeseMalawi, where children learn to
read in Chichewa, which is the same language asjlgwoken in Zambia. The situation
in Malawi is different from Zambia in that childréxegin their formal education in
Chichewa and initially become literate in this laage. The results showed that the
Malawian children were able to read better in theime language than the Zambian
children, who had learned to read in English. Wiheame to reading in English the
Malawian children did slightly better than the Zaarbchildren, though the difference
was not statistically significant. Overall, theyed, the results were better for the
Malawian children.

A similar theory of reading is advanced by Jack@®3: 12), drawing on Vygotsky’s
notion of spontaneous and scientific concepts. Ating to Vygotsky (1986)
spontaneous concepts are concepts learnt from bogeis environment whereas
scientific concepts are concepts learnt from schdatkson (2003: 12) contends that
spontaneous concepts are learned unconsciouslygtheveryday experiences using
basic interpersonal communication skills, whilsestific concepts are schooled
concepts, taught or mediated through cognitive eracllanguage. Unfortunately for the
Namibian child, the ground for spontaneous learihg second language is bare
because the experiences are literally absent. disated earlier, teachers are ill prepared
to teach in English as a medium of instructiorthis respect, it is very difficult for the
learners on the receiving end to acquire the irgdidnguage skills. In essence therefore,
when teaching reading in the second language, anéohook at the totality of what is

involved when learning to read.
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2.3.2 What is involved when learning how to read?

Namibian children learn to read formally in theamhe language in Grade 1. The
intention of the language policy and the curriculisrthat over the first 3 years of their
schooling they should develop a strong literacynftation in their home language. In
principle, this should be possible. After 3 yedrddren should be reading (and writing)
fluently in their home language. However, thisslaet happen in practice in Namibia.
By the end of Grade 3, many children have a lowlle¥ literacy even in their home

language (Van Graan & Imene, 2000).

From Grade 1 onwards, Namibian children learn EBhglis a second language and they
develop reading skills in that language. The idethat they learn to read in their home
language first, but they develop reading skill&myglish side by side with their home
language reading skills. Unfortunately, childrenrabt have strong literacy skills in their
home language to build on. This, combined withfdwo that their oral skills in English
are not strong, makes it difficult to transfer tiveiading skills from their home language
(such as they are) to English. Consequently, wihédren enter Grade 4 they cannot
read well in either their home language or Englidiis presents a serious problem for
teachers because children are expected to makeattsfer to English as a medium of
instruction in Grade 4 — they are expected to teatbooks in English and to be able to
write in English; they will be assessed in all treibjects through the medium of

English.

As a result, learning to read in Grade 4 in Namibidifficult and learners struggle to
learn how to read for some time. Chall (1984), wgtabout the American context,
argues that in the fourth grade there is a slunghildren’s reading. She further contends
that Grade 4 is considered as a critical point bgeat is in the fourth grade that
linguistic, cognitive and conceptual demands oflneg increase dramatically, and there
is a heavier use of textbooks. In Namibia childoegin to experience reading difficulties

because the fourth grade is a transitional gradeer.ower Primary phase.
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In order to understand the problems Namibian cérdre facing, | now discuss the
stages of reading development using Rees’s (199%)nuum which shows the

indicators and level of competence from Grade 1-4.

The international level of competence which leasnerGrade 4 should be achieving is
between transitional and independent reading (R&¥%,). The National Association for
the Education of Young Children (NAEYC, 1998) déses the characteristics of
transitional reading that children should be adnigvThey should:

* Begin to read orally with increasing fluency angmrssion.
* ldentify an increasing number of words by sight.

* Retell and discuss own interpretation of texts.

The characteristics of independent reading accgrifNAEYC (1998) are that children

should:

» Continue to extend and refine their reading.
* Read fluently and enjoy reading.

* Use arange of strategies when drawing meaning fhentext.

In addition, Krashen (1993) contends that indepenhdiading is the reading learners
choose to do on their own. Krashen further stdtasdeveloping independent reading
requires learners to select good books which tlh@yead themselves. In other words,

independent reading promotes voluntary reading.
Based on the characteristics and views aboveatiie below shows the indicators for

different levels of reading competence from Gradeahd how teachers can teach

learners to read from one grade to the next.

16



2.3.2.1 Indicators for reading developmental continum (Rees, 1997)

Levels of Reading Competence Pi@éncy

Grade 1 Grade 2 Grade 3 Grade 4
Emergent Experimental Transitional Independent
Reading Reading Reading Reading
-Displays -Realizes that print | -Shows an ability | Is becoming
reading-like contains a constant | to construct efficient in using
behavior e.g. message. meaning by most of the
-holding the -Is focused on integrating

book the right
way

-turning the
pages
appropriately
-looking at words
and pictures.
-using pictures to

construct ideas

expressing the
meaning of a story.
-Uses a small range
of familiar text forms
-Uses a combination
of invented and
conventional spelling
- Matches some
spoken words with

written words

knowledge of:

text structure

-Can retell and
discuss own
interpretation of
texts read or
viewed with others
-recognizes that
characters can be
stereotyped in a

text.

following strategies
for constructing
meaning:
-self-corrects when
reading.

-Re-reads to clarify
meaning

-reading is fluent
and automatic.
-has an increasing
bank of sight

words.

b)

Set (a) of arrows indicate:that learners can move from emergent reading afsmar

independent reading.

Set (b) of the arrows indicate that:Learners can start reading from either emergent

reading level or experimental depending on thegnatove level. This scenario can also

be experienced by learners in Grade 2, 3 and 4 @887) explains this as indicators
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for a reading development continuum. The key qaadiere is where Namibian Grade 4

learners fall in this reading developmental contimu This necessitates further research.

In Namibia the English Second Language Syllabu8%288) indicates that learners in
Grade 4 should:

* Begin to read fluently.
» Use books and printed materials to find information

* Find basic information from factual text.

With reference to these statements, Namibian aml@dre also expected to be
independent readers at Grade 4 level, wherebydteyind information for themselves
from literature. But the unfortunate situationhattlearners are not at this level in most
of the schools in Namibia (SACMEQ report, 2004:.4@)e reason for this is that most of
the learners in Namibia, as mentioned earlier, caread well either in their mother

tongue or in English.

According to the Grade 4 English syllabus (200&3rhers should have an active
vocabulary within the range of 2000 words in ttsgicond as well as in their first
languages. They should extend their vocabulatynésy words from different subjects,
practice difficult spelling and new frequency wo(4BESC, 2005). They should also
have a bank of sight words accumulated from Graed@sn order to read fluently in
Grade 4.

Searfoss and Readence (1994: 119) describe fllenbging able to move with ease
through the wide variety of materials children amtter both in school and in non-school
activities. They further contend that fluent readis intimately related to the ability to
comprehend an author’'s message. They claim that ehigdren possess a large stock of
words to draw on, comprehension becomes much e&sarovich (1986; 1993 as cited
in Murray, 2006) contends that automaticity in iegds important in comprehension

and fluency, because if a reader does not recogvoreés quickly enough meaning will
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be lost. Chall 1984 contends that children’s regdixpression, fluency and
comprehension generally improve when they readlfamexts. She further contends

that one of the hallmarks of reading is fluent,urate word identification.

Savage (1994) agues that, for children around timédywvord knowledge is an important
factor for reading comprehension. “The more wottifdcen know, the easier it is for
them to understand what they read” (Savage, 1994 T#is point is supported by
Chatry-Komarek (2003:115) that effective teacheakensure that children know the
meaning of familiar words well, and that they leaaw ones. She contends that a good
combination of the two (knowing familiar words aedrning new ones) enhances their
reading comprehension. This means that learness &idained a large amount of
vocabulary words and therefore are able to reashfly.

Baldwin (as cited in Searfoss and Readence, (18@3doints out that children should
possess vocabulary as owning words. The arguneeatdtcording to Searfoss and
Readence is that owning of words means that ciltéel comfortable with them and
use them with facility in their daily language adies. Baldwin further contends that as
children expand the stock of words they own, timeyaase the opportunity to broaden

their experiences in reading.

In the next section, | explore models of readindg Bow each model relates to the

approaches for teaching reading in Grade 4.
2.4 MODELS OF READING
Research shows that reading is linked with makiegmmng from printed words. The

following models represent different views on haading can take place (Wray &
Medwell, 1991).
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2.4.1 Bottom-up model

Wray and Medwell (1991: 97) indicate that readiag be seen as a ‘bottom up’ process
which begins from the perceptual recognition ancbdeng of letters up to the level of
the sentence, paragraph, page and finally the ecaimpgéxt. They further refer to this
model as an ‘outside-in model’ since the model rmdhke ‘assumption that reading is a
process which begins outside the reader’ whoseisasktransfer into his or her
consciousness the meaning represented by the wasitgraphic symbols. The following

is a graphical representation of this model acogydd Wray & Medwell (1991: 97):

Meaning

f

PrOfunciation

Blending
Phonemes and graphemes matched

Every letter discriminated

T

Print

The above model suggests that meaning is obtamadtep by step fashion going from a
letter to meaning as a sequence (Wray & MedweB]1197). The phonic method is
based on this model, the perception being thatlidnl should master sound-spelling

relationships before they make meaning out of print
2.4.2 Top-down model
This model conceptualizes the reading processaasngf in the mind of the reader (Wray

& Medwell, 1991: 98). In other words, the modelrstavith the prior knowledge of a

learner. This model has been referred to as amé&nsut model’. It assumes that the
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most important “feature of reading is what is brioiig the text from within the reader’s
mind” (Wray & Medwell, 1991: 98). The following gphic diagram represents the top-
down model:

Past experiences, etgi®ns and language intuitions

Selective aspects of print

Meaning

Sound and pronunciation if necessary

This model underpins the whole language approacéading. The strength of this model
is the belief that it considers learning to rea@d &®listic and unitary process as explored
by Chatry-Komarek (2003: 70).

2.4.3 Interactive model
According to Wray and Medwell (1991: 100) this mbidea combination of the ‘bottom
up’ and ‘top down’ models of reading. The modeirasthat reading is both a perceptual

and a cognitive process in which the reader ustsfrevious experiences and the ‘code’

features of the text to create meaning.
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The following is a graphical representation of timedel:

Text features Readesources

Construction of meaning

An approach such as the language experience appiaaderpinned by an interactive
view of reading. Its starting point is developeaifrthe personal experiences of the
learner and offers many opportunities for meanihgfading and writing activities. Wray
and Medwell (1991) contend that models of readimgg@sses are useful to teachers in

that they give guidelines as to what methods ase éraployed in the teaching of reading.

The following section discusses the approachesrattiods used for teaching reading in

Grade 4 in Namibia.

2. 5 APPROACHES / METHODS OF TEACHING READING IN GR ADE 4

There are several strategies and methods usedadhitg reading in Grade 4 in Namibian

classrooms. Some of these strategies and methedsipulated in the language syllabus.

2.5.1 The Whole Language Approach

Chatry-Komarek (2003: 70) contends that the whaglage approach aims at a
progressive, systematic acquisition of reading\anting skills. She further argues that it
has its roots in the conviction that language aatebrnt through the mastery of different,
easily identified skills thus making it learner-temed. She also contends that the teacher

fosters the language skills by tailoring them te ldarners’ needs. Chatry-Komarek
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claims that this approach puts emphasis on chilsireagnitive development and it

considers learning to read as a holistic, unitaogess.

The whole language approach is about “construd¢tityviedge, which emphasizes
knowing and developing the child’s reading proce$§€hatry-Komarek, 2003: 71). She
also contends that the process is based on maleaging from the children’s literature
which they read. This view is supported by Flanad&95), who contends that reading is
based on information that comes to the eye fronbth& rather than information that
comes to the eye from the printed page. Flanaganeiucontends that reading is a

process of predicting meaning and sampling the priconfirm that prediction.

The central criticism of the whole language apphaacvell captured in the following
guotation by Cope and Kalantzis, (1993: 4):

... it should be exposed as culture bound, not opéts.pedagogy of immersion
naturally favours children whose voice is closedhe literate culture of power in
industrial society.

Most Namibian children do not share this ‘cultuf@power’; they come from homes with
a paucity of literature and they are thereforeenqtosed to print materials like story
books, newspapers or magazines, exposure to whkipHdarners to learn how to read.
Their parents are economically disadvantaged atesh ciinnot afford to buy reading
books for them to read (SACMEQ report, 2004).

Similarly, Flanagan (1995) talks about the constraihat undermine the immersion
assumption of the whole language approach thatpect children to learn to read
independently in Grade 4 without a range of boaksvhich to practice right from the
first day of school is like asking someone to léarnide a bicycle by reading it
(Flanagan, 1995: 42).
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2.5.2 The Phonic Method

The use of phonics in Grade 4 is meant as an dhg¢ish pronunciation should learners
have problems with words. However, it is worth ni@mihg here that phonics is still used
extensively as a reading strategy for decoding efgary text in Grade 4 in some of the

schools in Namibia (Imene & Van Graan, 1998).

Searfoss and Readence (1994: 221) define phonesvay of teaching children the
relationship between phonemes and graphemesdueds and symbols) to help them

sound out words.

Looking at the above definition of phonics, it Isar that learners in Grade 4 should have
dealt with the sounds already in Grade 1. SeadndsReadence (1994) argue that
relying too much on phonics creates an imbalander@sults in inefficient decoding
strategies. The English Second Language Syllalfi@5)Zequires that learners in Grade
4 read independently with fluency.

Chatry-Komarek (1996) also argues that in manycafricountries phonics instruction
has been misused for teaching reading in a seemgilidge. She further contends that
phonics is often associated with lists of wordshatknown and used out of context. In
such cases Chatry-Komarek (2003: 59) argues tratiph distorts the process of reading
because emphasis is put on learning the sound/tetégionships at the cost of

understanding words.

A number of reading experts, linguists and otheeagechers such as Adams, (1990);
Eldridge, Quinn & Butterfield, (1990); and StaHl902), agree that there is value in
teaching children sounds and symbols as part ahbexy reading instruction, but as
time goes on and children become competent dectiteemmphasis needs to shift to

fluency. By the time children are in Grade 4, phsrshould not play a prominent role.
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2.5.3 The Look and Say or Whole Word Method

Kritzinger (1990: 118) contends that in the Lookl &ay method learners are taught to
recognize whole words or sentences rather thanithdil sounds. Learners look at a

word which the teacher reads and in turn repeaivtird.

When using this method, Kritzinger (1990: 119) agthat teachers can also write
individual words on flashcards and learners caaterdifferent sentences again and
again. Wray and Medwell (1991) also agree with Zmiger that the teacher can use word
cards first to learn individual words and thentlag cards together to form a sentence. In
Grade 4 teachers write words from a passage athdre chalkboard or on the flash
cards for learners to read or repeat after thentwaand give the meaning of the words.

Stahl (1992) argues that the Look and Say methax$dearners to learn through rote
memorization. Kritzinger (1990: 118) also arguest tthildren get no help in deciphering
new and strange words and have to rely on theiramgnie contends that this method
leads to guesswork, parrot-like repetition, pictteading and faulty recognition of

words.

2.5.4 The Language Experience Approach

McCormick (1994: 1) contends that the language e&pee approach is an approach to
reading instruction based on activities and staleseloped from personal experiences of
the learner. He further contends that the stohesiapersonal experiences are written
down by the teacher and read together until theanéza associate the written form of the

word with the spoken.

McCormick (1994: 2) also contends that this appnaadearner-centered and it
demonstrates that the learners’ thoughts and layegaie valued. The method brings
together writing, reading and language. In addjtdnCormick further argues that the

language experience approach supports childremseqt development and vocabulary
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growth while offering many opportunities for meagfn reading and writing activities.
Another benefit of this approach as McCormick pyts the development of shared
experiences that extends children’s knowledge @ftbrld around them while building a

sense of classroom community.

2.6 TECHNIQUES/ STRATEGIES OF TEACHING READING

Grade 4 teachers use different techniques anegtestin teaching reading. The

following section explores techniques and strategeed by the teachers in Namibia.

2.6.1 Reading Aloud

There are many teachers who are using reading a®adchief means of improving the

spoken English of their learners (Kritzinger, 19289). In this section | discuss children
reading aloud individually and in groups. Chatryrsitarek (1996) contends that reading
aloud is considered important by many teachers wgeoit as a reading technique.

In Grade 4, for example, children should read aliodd/idually and in groups. The value

of reading aloud individually according to Kritziig(1990:140) is that:

» It gives learners exercise in paying close attengiod in reading with
concentration.

» It tells the teacher where the main reading diffies lie and which reading
aspects should be reinforced.

* It helps the teacher to discuss with the readerder to see if he/she understands
what he/she is reading.

* It helps the teacher to identify a weak reader.
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Kritzinger (1990: 140) also looks at the value edding aloud in groups as follows:

» Learners are less self-conscious in their grouplsreading in groups encourages
competition.

» Learners learn to co-operate and a sense of rapitnss engendered.

* The teacher can move about easily to help weakéesrHe/she can even
manage a group of weak learners.

* When reading in groups learners correct one anatlieh more effectively than

the teacher can.

Based on the above views Chatry-Komarek (2003: tlzins that reading aloud is
usually carried out as an after reading activitg eumen children become familiar with
the text. She also argues that reading aloud camnbbe quite frightening for those who
are asked to read and boring for those who aemiisg. If children are not given time
and opportunity to work out new words and to cdrtkeeir miscues, reading aloud can

also be counter-productive, Chatry-Komarek (20C&3:)1

Kritzinger (1990: 139) also argues that the disatkges of reading aloud are that:

* It slows down the reading pace instead of speeitiung

* Afew learners only are involved in the exercishjlethe rest of the class is
bored and passive.

* The interruptions and corrections embarrass thaersa

» Learners often practice at random, as there ig@pgpation. No one knows when

a mistake is going to occur, in pronunciation, strentonation and phrasing etc.
Kritzinger (1990) contends that although readirapdlhas some disadvantages it does

not mean it cannot be used. The benefit of thihoweaccording to Kritzinger is that it

helps learners to assist each other during thenmgacercise.
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2.6.2 Skimming and scanning

According to MBESC (2005: 59), learners in Grad®d required to skim and scan
through the text when reading. Grellet (1991) codgethat skimming and scanning are

specific reading techniques necessary for quickedficient reading.

According to Grellet, when skimming, we go through reading text quickly in order to
get the gist of it, to know how the text is orgauzor to get an idea of the tone or the
intention of the writer. She also argues that wéganning, we try to locate specific
information and often we do not follow the linegritf the passage to do so. We simply
let “our eyes wander over the text until we findatve are looking for, whether it is a
name, a date or a specific piece of informationfe((gt, 1991: 57).

In the next section, | explore the notion of theéised curriculum on the teaching of

reading in Grade 4.

2.7 CURRICULUM FOR TEACHING READING: GRADE 4

2.7.1 Background information

Ongoing research by the National Institute for Ediomal Development (NIED)
revealed that the present curriculum for the LoRemary phase needed upgrading to
improve the quality of education for all in Grades 4 (Namibia, MBESC, Teachers
Manual, 2005). The comprehensive reform processeof.ower Primary Curriculum
started in 2000 with its implementation for Gradantl 2 in 2005 and Grade 3 and 4 in

2006. This new revised curriculum for Lower Primé905) focuses on:

o The attainment of literacy, numeracy and broadsedge skills in the
immediate environment of the learner.
e Providing quality education for all learners aw&y primary level in line with the

Education and Training Sector Improvetienogramme (ETSIP) and Namibia
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Vision 2030.
« Laying a solid foundation for learning throughaduo formal education system.
(Namibia. MBESC, Grades 1-4, 2005).

The practicality of this curriculum needs to bersgethe classroom. As it now stands,
there are gaps that need to be addressed in téteecher training and the
methodologies which teachers should use when tegechading in Grade 4.

Namibia. MBESC, Pilot Curriculum Guidelines (19%#)vocated that learners in Grade
4 read in both mother tongue and in English. luas=d that learners in Grade 4 could
already read in their mother tongue, which woukhthelp them to read English as a
second language. The Guidelines however failecpéaen to teachers what approaches

to use in order to build on the mother tongue megdbility.

Although not much is said about the teaching ofliregiin the Pilot Curriculum, the
syllabus advocates the following in Grade 4:

The teaching of prepared and unprepared compleesees from a variety of

fictional and non-fictional texts.

o Ensuring that learners read in English as a selzomgliage well enough to
continue learning through the same mediuthé next phase.

e Teaching reading within a passive vocabulary au&t2000 and an active
vocabulary of 1500 words.

e Using reading skills for relaxation, learning aradlecting information from
books and other materials (Namibia. MBE3@)5).

In order to attain the above, learners have toeaehthe following basic competencies by
the end of Grade 4.

e Read factual and fictional texts in groups/panditidually.
e Recognize style and meaning.
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e Skim texts.

e Find and extract information from textbooks andksfrom the library.

e Read frequently in the book corner/library forament.

e In groups, make own books with collections of ig®rfactual texts and own
creative writing (Namibia. MBESC, 2005).

However, it is arguable that teachers may not khow to deliver the right content to
learners according to these exact requirementsr@dson for this might be firstly, the
lack of relevant reading books for the learnersoBdly, teachers might select extracts
from reading materials, for example newspaperschvare not at the level of the learners

and thirdly, some teachers might not have the khow-on how to teach reading.

In addition, the Lower Primary Curriculum givesdbars and learners a compulsory
baseline for work on reading and if learners camead! in English as a medium of
instruction in Grade 4, they are not promoted #ortaxt grade (Namibia. MBESC,
Progress Report for Grades 1-4; 2005).

The next section looks at the research conductéthmibia on the teaching of reading.

2.8 NAMIBIAN RESEACH CONDUCTED ON THE TEACHING OF R EADING

The teaching of reading continues to remain a majaic of discussion in education in
Namibia. As a result NIED was requested by the MBES carry out research
investigating reading competencies among the leainghe Lower Primary phase in
Namibia (Imene & Van Graan, 1998).

The results of the research showed that functilitieahcy is poorly developed, and that
many learners are poor readers. There is alsorsedat the teaching of literacy,
particularly reading in Lower Primary in both thamibian languages and English is

inadequate in many schools (Van Graan & Imene, 2000
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Similarly, the curriculum panel members (2003),comes from SACMEQ (1995), and
UNESCO (1998: 64) describe the level of learnerGiiade 6 as being below that
expected, with only 25,9 percent of learners reagtiie minimum level of mastery in
reading and a meagre 7,6 percent reaching theeddswel. SACMEQ report, (2004)
indicated that an inadequate foundation in literaicgt numeracy at the Lower Primary

level is a contributing factor to low achievementhe upper grades.

Teachers in Upper Primary assume that becausesksazome to them through the lower
primary phase, they had the required reading skilisvever, because of inadequate
preparation in the Lower Primary phase, learnengicoe to have difficulties in reading

throughout their formal education (Legere, Trew&ywan Graan, 2000).

According to research conducted by Van Graan amhé{2000: 7), classroom
observation in Grade 4 reveals that learners depedk much English in class. In
addition, the research carried out by NIED revedhed although teachers can tell you
that their learners read every day, much of whey ttonsider reading is actually
repeating words. Legere, Trewby and Van Graan,J200) contest that most reading is
done as whole class or chorus reading. They fudbetend that a few actual readers lead
the way, a group that is half a word behind panio¢sactual readers, and then there is a
group that is not even attempting to read or paBtaward (2005) agrees with the above
researchers that in the absence of other readingti@s, only a minority of the class

actually gets practice on a regular basis.

2.8.1 International research on reading

The International Education Association (IEA) coaithd a study in 35 countries around
the world and in their report on the Progress terimational Reading Literacy (PIRLS,
2001); the association revealed that learnersaategd need to have acquired reading
skills in terms of comprehension at the right [eYRLS (2001) assessed two major

reading purposes namely:
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» Reading for literary experience which is associatél reading fiction; and
* Reading to acquire and use information which i®essed with informative
articles and instructional text (Mullis, Martinspfizalez & Kennedy, 2003).

The study showed that the number of books andmgadaterials found in children’s
homes and at school influenced their reading scaites report revealed that children in
England had greater access to books at home acti@l than those in many other
countries. PIRLS 2001 also reported that teachezsawgreat variety of printed materials
in their teaching of reading. In the Namibian caihteeading materials and books are not
available in many children’s homes. This has a tregg@@anpact on the reading abilities of
Namibian children. The SACMEQ report (2004) whichsxcarried in 15 African
countries, of which Namibia was part, showed thaiibia had the lowest reading

abilities among learners in the SADC region.

2.9 HOW ARE TEACHERS TRAINED TO TEACH READING IN GR ADE 4 IN
NAMIBIA?

There is no systematic research in the Namibiategbon how teachers are trained to
teach reading. In addition, the SACMEQ report (A0@4ealed that there is no policy on
the number or type of in-service courses that eherashould attend within a prescribed
period. The report further revealed that individediicational regions often initiate in-
service courses depending on the identified nekt#saohers in the region, with or
without consultations with NIED. As a result soreadhers in some regions may attend
several in-service courses while other teachera ttee same regions may not (SACMEQ
report, 2004).

The SACMEQ report (2004: 79) revealed that whenltees return from these in-service
training courses to their respective schools thieyeapected to practice what they were
taught in the reading course. SACMEQ further stttasthese teachers who have had

the benefit of training often falil to initiate theestrategies, either because it is too much

work or because of peer pressure from the otheheza who did not attend the course.
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According to Van Graan and Imene (2000), most tecim Namibia teach reading
according to:

* The way they were trained in their Basic Educafieachers’ Diploma (BETD).
» Through observation of other teachers as they tesading in their classrooms.

* The way they were taught to read in the past botloae and at school.

Van Graan and Imene (2000) looked at the trainirtgachers in relation to reading
approaches and practices observed in Lower Priglasgrooms. They argue that BETD

trained teachers demonstrate varying levels of emess and application of reading.

According to Van Graan and Imene (2000), the repdpproaches observed in the
majority of the Lower Primary phase (Grade 4 ineldidclassrooms are ‘whole word’,
‘phonics’ or a combination of the two. The othenwt@achers are trained in teaching
reading is through the Basic Educational Suppo&3B.1), a project of an American
organization targeting the six northern regiondlamibia. This project trains teachers by
involving them in reading instruction with its Stture Instructional Materials (SIMS)
that promote the teaching of phonics. Another mtojéNamibia Early Literacy and
Language Project (NELLP also called Molteno) usesBreakthrough to Literacy
approach for Grade 4, also referred to as the Lagg&Experience Approach (Van Graan
& Imene, 2000).

Van Graan and Imene (2000) contend that Namibiachiers nowadays are trained
through workshops conducted by NIED and by Advideachers on how to teach
reading to children using reading corners locateithéir classrooms. They further
contend that different reading activities are digpd by dividing learners into groups
while the teacher is busy at the reading cornen astother group to enable the teacher to

give individual attention to learners.

In the next section | explore the role of thedityrto enhance reading skills in Grade 4.
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2.10 THE ROLE OF THE LIBRARY IN ENHANCING READING S KILLS

Rasana (2002) contends that one of the core fursctiba library is the support of
developing literacy competencies. Learners shoetdgcess to a library in order to

develop a love of reading.

Libraries in Namibia are found mainly in the fortyarhite schools. This gives the
learners in such schools entry into a culture aflireg. In the rural schools, libraries are
simply not there, with the result that learnersuich schools lag behind with regard to
reading (SACMEQ report, 2004). Karlsson (1996) phesblame on the government that
ruled before independence in both South Africaiadamibia. She cites the huge
disparity in budgetary allocation between differdapartments of education which gave

greater favour to the formerly white schools ratihan the formerly black schools.

Although there are libraries in some of the schawlgst teachers and principals do not
see the value and relevance of school librariesgRa 2002). This has a negative impact
on developing the required reading culture. AltHo&®asana is writing about the

situation of libraries in South Africa, the SACMEEport (2004: 96) reported that the
situation is the same in Namibia as only a fewaliles are found in Namibia.

Research conducted by Montagnes (2001) revealethihanajority of schools possessed
no libraries. He contends that where some semélaha school library existed, it was
often no more than a few shelves of outdated anth wot materials. He argued that this

damaged educational outcomes.

According to the findings in the SACMEQ report (2p0Ohome libraries are rare due to
the poor economic status of the parents in thd auesms of Namibia and the number of
illiterate parents. They do not have resourcesawige extra books for their children.

For many children, the only books they have archobol. This situation hampers the
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teaching and learning processes in schools, agidsrare essential to enhance the joy of
reading (SACMEQ report, 2004).

2.11 THE RELATIONSHIP BETWEEN TEACHERS’ BELIEFS AND
PRACTICES IN TEACHING READING

The study of teachers’ beliefs and practices fqoars of the process of understanding
how teachers conceptualize their work (Clark & Pseie, 1986). The study suggests that
it is necessary to understand the beliefs and iptescthey operate from. In other words,
teachers’ beliefs about teaching reading represenmplex relationship between

themselves and their classroom behaviours.

Eisenhart et al. (agted in Farrell and Lin, 2005) argue that beli@i®ct one’s thoughts
and behaviour. In addition Rueda and Garcia (1894¢rt that teachers’ beliefs and
behaviours are difficult to examine as they arealiservable. As a result teachers’
beliefs can take many forms in practice (Kajing20%). In discussing forms of teachers’
beliefs Fang (1996) notes:

They can be embodied, among others, in the teachrpectations of his/her
students’ performance or in the teacher’s the@iesit a particular subject area’s
learning and teaching. Regardless of the forms tidley, a teacher’s beliefs or
philosophy can affect teaching in one way or theept

Therefore teachers’ beliefs and practices do aféerhers’ progress. If the practices are
not valuable, the learners do not benefit. If gmchers find it hard to discard old

teaching beliefs and practices, learners aredeadither cope or drop out (Pajares, 1992).

The knowledge and beliefs that lie behind teachmactices is the way in which teachers
understand the subject matter and the knowledgedé&eclop from those beliefs that
help them to foster children’s learning (Pajar€@92t 89). The literature suggests that
teachers’ beliefs are unlikely to be replaced wnthsy prove to be inadequate or

unsatisfactory. This unlikely to happen unless ¢éhosliefs are challenged, either
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externally or internally by the teacher him/herseitl found to be impossible to be

assimilated into their existing practice (Woollc2902).

Research also suggests that teachers make sahsd @irofessional world. The
knowledge and beliefs they bring with them to ta&ching of reading inform their

everyday practice in the classroom situation (Berli& Robert; 1996).

Teachers’ beliefs and practices are influencechbytay they were taught in the past
(Kajinga, 2005). Torres (2005: 17) contends:

What teachers believe and how they behave in #esiom are shaped by their
personal experiences, their instruction, and forknalwledge.

Furthermore, teachers’ beliefs and practices irvalhhigh level of personal involvement
(Borg, 2001). In other words, teachers use thgiearnces to project themselves in
particular roles and to establish relationship$iwithe classroom, so that children’s

interest is maintained and a productive workingiemment is developed.

2.12 CONCLUSION

The teaching of reading, particularly in Grade &sstooms, has become a challenge in
Namibian schools. The focal point is that by thd ehGrade 4 all learners are able to
read, meaning that it is obligatory for all teachierthe Lower Primary phase to enable
their learners to read. International studies adneg, for example one conducted by
PIRLS (2001), argue that the fourth grade is a nmaraéreckoning in that learners
should be able to read and subsequently improwe fhis point onwards.

The chapter has also looked at various methodsiapbes and strategies related to
teaching of reading in Namibia and internationaBtrickland (1994) argues that there
are no teaching methods or approaches which areefiestive for teaching children
how to read; rather teachers need to know howdsestt method can be used to teach

reading. The chapter also looked at teachers’fisdlt play a major role in the way
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they teach in the classroom situation. Their e@xjyosure, experiences, in-service
training and the context in which they find themsslhave a great influence on their

practices.
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CHAPTER THREE

RESEARCH METHODOLOGY

3.1 INTRODUCTION

As stated in previous chapters, the purpose ofstiidy is to explore how teachers teach
reading in Grade 4 of the Lower Primary phase. €xdoration is an investigation
geared towards answering my research questionsdirgdeachers’ experiences and

perceptions in teaching reading in Grade 4 Namiblassrooms.

This chapter gives an overview of the researchhatktlogy, methods and tools used in
this research project. The first section of thiaatler looks at my research design and
discusses the research orientation in which myyssutbcated. Secondly, | describe the
approach and methods which shaped and informedudy.g=inally, the third section
reports on sampling, validity, ethics, data analygsid the limitations of the study.

3.2 RESEARCH DESIGN

« THE APPROACH

3.2.1 Interpretive paradigm

The methodology adopted in this research is ingtiye, which gives me an opportunity
to understand and give meaning to the topic ofélsearch. Teachers and learners
interact with each other, giving meaning to whatythre doing and why they are doing
it. This paradigm helps me to understand and inééteachers’ actions when teaching
reading in Grade 4. The paradigm also shapes ndy $tecause | want to understand
teachers’ beliefs about teaching reading. Thepnédive paradigm according to Jackson
(2003) involves interpreting and understanding humetion. Human action must be

interpreted to give it meaning. In my case, | obedrteachers’ actions when teaching
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reading and tried to understand what and how thegttt reading through their actions
rather than judging them. Through this observatiavas able to see and understand their
actions when teaching reading in their classro@uabsequently, | explored the
relationship between their beliefs and actions.

Cohen, Manion and Morrison (2003: 23) also contibiadl interpretive researchers begin
with individuals and attempt to understand theteipretations of the world around them.
They further claim that the interpretive paradigorks directly with experiences and
understanding of the theories that emerge as méamation becomes generated during
the research process. In my case, my study is amalpin the sense that the research
relies on collection of evidence about what waspeapmg on the ground (in this case, in
Grade 4 classrooms). Bassey (1999: 40) also steprietive research as a category of
empirical research. He describes interpretive reseas research which focuses on data
collection. In the light of the above, | regard mlyss an interpretivist who wants to
interpret and give meaning to the data | collecteathing reading in Grade 4. These are

the attributes of a qualitative approach.

3.2.2 Qualitative research

Qualitative research as Creswell (1994: 2) defihes “an inquiry process of
understanding a social or human problem based ibdiriyia complex, holistic picture,
formed with words, reporting detailed views of infation, and conducted in a social

setting”.

In other words qualitative research is concerndd thie meaning of human behaviour
and experiences, and of its social functions. Viaw is further advanced by Merriam
(2001: 12) who defines qualitative research asutabrella concept covering several
forms of inquiry that help us understand and expilaé meaning of social phenomena

with as little disruption of the natural settingmsssible.”
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McMillan and Schumacher (1997) describe the charetics of qualitative research as

follows:

* Qualitative research is concerned with understanthie social phenomenon from
the participant’s perspective.

* Qualitative research believes that human actioas@ongly influenced by the
setting in which they occur.

* Qualitative research has great flexibility in batlethods and the research process.

Based on these views, | consider the classroonsasial setting. A wealth of human
behaviour is exhibited, which has social functiand it is the aim of the research to
explore these functions. The point here is that shudy strives to analyze the qualitative
nature of teaching based on the teachers’ exp@&sesad beliefs. To capture this quality,
the data has been collected in a natural settiitgput pre-conceived ideas or biases
being introduced as a result of methods used. Ba&tlnterpretive paradigm and the
gualitative research method applied in this stualyehled me to focus my research by

using a case study.

3.2.3 Case study

Case studies involve gaining an in-depth underatgnaf a situation and its meaning for
those involved (Merriam, 2001). Case studies apeggiate in terms of collecting data
during a given period. Case studies, however, diferent definitions which may be
confusing. For instance, Lincoln and Guba (199®)3faim that while “the literature is
replete with references and with examples of castygeports, there seems to be little

agreement about what a case study is”.

Yin (2003: 5) defines a case stualyan “empirical inquiry that investigates a
contemporary phenomenon within its real-life contespecially when the boundaries
between phenomenon and context are not clearlgst/idStake (1995: 3) defines a case

study as “the study of the particularity and comjtieof a single case, coming to
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understand its activity within important circumstas.” In other words the case study is

a way of investigating an empirical topic by follog a set of pre-specified procedures.

| used the case study method because | was dedling single case, looking at a
specific grade and a specific number of participams a Subject Advisor who is
directly involved with lower primary teachers, tisisidy has helped me develop a rich
description of how teachers’ manage the teachirmgading in Grade 4 Namibian

classrooms.

The case study procedures used here are desanilieel fiollowing sections.

3.3 THE CONTEXT AND BOUNDARIES OF THE CASE

This study took place in two schools in the Otjiarago Circuit in the Otjozondjupa
region. They are government schools situated withtnkilometers of each other and the
languages spoken in the area where the schoolscated are Afrikaans, Otjiherero and
Khoikhoigowab. The piloting of my research toolssvelbne at one peri-urban school
situated in the same circuit. The data was caltbétom the 1% of June to the G%of

July 2006.

3.4 SAMPLING

Maxwell (2005: 26) defines sampling as “decisiobnewd where to conduct the research
and whom to involve, an essential part of the neteprocess He adds that sampling

usually involves people and settings, events andgsses.

To structure my study | used purposeful and corereseg sampling. McMillan and
Schumacher (1997: 434) define purposeful sampln@atrategy to choose individuals
likely to be knowledgeable and informative abow pinenomenon of interest
Convenience sampling refers to the selection dagoaphical area on the basis of being

accessible.
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My sample is structured by selecting two schoolpgsefully, one urban and the other
peri-urban. In addition | selected these particuldan and peri-urban schools because
they are within reach of my work place (conveniesampling). | chose two teachers
teaching Grade 4 because | had worked with thermwleewere training the Grades 3-4
teachers on the new revised curriculum. They werdatilitators and they were more
likely to provide me with the rich information thiaheeded. One of the teachers had
more than twenty-two years teaching experiencaerLower Primary phase and eight
years teaching Grade 4.The other teacher had el@a¥s teaching experience and five

years teaching in Grade 4.

My intention was not to work with two female teachenly, but rather to work with one
male and one female. However, the majority of teexkeaching Grade 4 are female and
| was unable to identify a male teacher who co@gbart of my study. | used
pseudonyms to protect the teachers’ privacy amdaimtain confidentiality of the name

of the schools and teachers. The pseudonyms arng Alblo teaches at Kamiyo Primary
School, and Cassy, who comes from Madala Primanp&c | also used pseudonyms

for any learners who were mentioned in the clasarobservations.

3.5 ETHICS

It is essential to conduct qualitative researcanrethical manner. Stake (1995 as cited in
Merriam, 2001: 101) maintains that “qualitativegaschers are guests in the private
spaces of the world.” It is important for the rasbar to be aware of the ethical
considerations and dilemmas that they may encoumtenuse they are entering people’s
private lives when doing research. These typidaltjude privacy, anonymity and
confidentiality guaranteed by informed consenider to address the ethical issues, |
wrote a letter to the Regional Director of Educatasking permission to work with the
teachers via respective Principals in the selestédols (see Appendix 1a). Without her
permission or approval, it would have been diffi¢algain access to the two schools.
After permission was granted, | wrote letters @ tivo Principals asking for permission

to allow me work with the teachers in their schdskse Appendix 1b). Lastly | contacted
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the teachers themselves to seek their informedetrisee Appendix 1c-f). When finally
permission was granted, | alerted the participtivasall the information gathered would

be treated with respect and confidentiality.

One of my external examiners drew my attentiorh&fact that the letter to the teachers
did not state that they could withdraw at any stagredid it indicate how their anonymity

would be assured. This is noted as a shortcomitigel research methodology.

The fact that | am an Advisory teacher for the LoRemary phase in the whole region
and that my participants (teachekapw me well, might have affected their normal yail
practices and they might have acted unnaturallyaviad this, | alerted my participants
of their privacy. In order to demonstrate ethiaainenitment to my participants, | gave
them the interview reports for them to review oiscdssions and state whether those
discussions were accurate. The purpose here wamtn non-judgementdfeedback
of this kind enabled me to cement my relationshigh whe respondents in a more
professional way. The respondents become moredmntfand ready to work with me.

3.6 TECHNIQUES AND METHODS OF DATA COLLECTION

| used the following tools to collect data: intewis, classroom observation and
document analysis. | selected these tools becheyeate directed by my research
guestions. | wanted to find out from my researctigipants how they teach and their
beliefs and perceptions about teaching readinggwed my tools as guiding principles
towards interpreting the information gathered. Theyld inform me of the interactive
process of teachers and learners. The tools wetefuneant to bring out the qualitative
nature of these interactions and help me compretientivhy’ and ‘how’ of the teaching

process in Grade 4.
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3.6.1 Pilot interview

Before | collected data, | piloted my researchganlorder to test understanding of my
interview questions. This gave me an indicatiotoashether | should use the same
guestions or adjust some of them. McLean (1994)ecmts that piloting involves testing

to check the following:

» The clarity of the interview questions.
* Eliminating or minimizing ambiguity and difficultsein wording.

» Gaining feedback on the type of questions.

| gave a draft set of interview questions to onéefteachers at a nearby school, who
was not part of my sample. This was done to asglsther my interview questions were
clear and to see whether my tape-recorder wagjood condition. | selected this
participant purposefully and conveniently becadsemet the needs of my study and she
was within reach. | used semi-structured intervipil@stions because my research

guestion entails ‘How is reading taught in Gradéadnibian classrooms?’ This requires
gaining access in the real classroom situation vthereacher is teaching. The questions
were open-ended so that | could get in-depth arfddata on how teachers teach reading
(see Appendix 2 for a copy of the pilot intervieghedule). | promised the teacher that
her identity would be anonymous. | transcribed analyzed the transcript. This exercise
revealed that:

» The data was relevant to my research questions.

» | should take notes when interviewing the partioigao capture
everything they say.

* The tape-recorder should be in a good conditionisiabuld be switched
on before the interviews.

» | should probe to get rich data.
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The pilot interviews enabled me to learn how ttels probe and gave me insight into

what | could expect during the proper interview.

3.6.2 Interviews

O’ Leary (2004: 27) defines interviews as “the ratgion between the interviewer and a
single interviewee.” He further says it is one-oreonteraction which allows the
researcher to have control over the process anidtigriewee to have the freedom to
express his or her thoughts. Bell (1994: 101) disscribes an interview as a
conversation between the interviewer and the reggranwith the purpose of eliciting
certain information from the respondent. Cantr&893: 83) observed that interviews
allow the collection of data in “the subjects’ owords thereby affording the researcher
an opportunity to discover perceptions, interpretat and the meaning which they give

to their actions.”

| interviewed two teachers. | used semi-structunéelview questions (see Appendix 3).
Cohen et al. (2000: 279) view the semi-structurgéerview as one in which the content
and procedures are organized in advance. The segjissdetermined by means of a
schedule. | also prepared my interview questiorslwvance and studied them and started
practicing how | was going to carry out the intewi After preparing the interview, |
tested my voice on my own child and the pronunaratif words in order not to confuse
the interviewee. | tape-recorded the interviewslite two teachers. | played the tape
just to make sure everything was recorded. | ae& hotes during the interview sessions
in case the tape-recorder did not function prop&fter the interviews | transcribed

them.

When conducting interviews, one needs to be wathi@fact that there are some
problems that could be encountered. O’Leary (20f@4)nstance, notes that:
participants can go off track by giving irrelevamiswers, requiring the interviewer to

redirect them to the questions asked. In addition:
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* The tape-recorder may give problems during thevrde.

» There may be nervousness at the beginning, begausare dealing with three
things at the same time. Firstly, you are tryindjsten to the interviewee;
secondly, you are attempting to question, probeawgs that you will gather the
best data; and lastly, you are trying to managetbeess so that you know how

much time has passed, and how much time is left.

In spite of these problems, the interview as a tboksearch has several advantages.
According to O’Leary (2004), interviews allow foregter depth, you can probe for
clarity and respondents become more involved whepanding to questions. Goetz and
LeCompte (1984) contend that people are willinggen up more when talking than
when writing. The disadvantage of interviews ig thay are prone to subjectivity and
bias on the part of the interviewer and can distdrat the respondents really mean
(Cohenet al., 2000).

3.6.3 Classroom observations

Merriam (2001: 101) argues that observations aertajor means of collecting data in
gualitative research. She further says they offimsthand account of the situation under
study and when combined with interviews and docuraaalysis, allow for a holistic
interpretation of the phenomenon being investigawaMillan and Schumacher (1997:
268) contend that observation is very differentfnmterviews and questionnaires. They
argue that the observation method relies on a reseaseeing, hearing and recording

things which are happening in the classroom siunati

Cohen et al. (2000: 305) note that observationlresgathering live data from live
situations and this is what | have done. | obseev&mtal number of six reading lessons
from two teachers in two different school settingssed classroom observation because |
wanted to see what teachers actually do in teaglading in Grade 4. The other reason
why | conducted classroom observation was to pewig with some knowledge of the

context, specific incidents, behaviours that canded as reference points for the
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interviews and document analysis. | recorded allessons from the two teachers
observed and | used stimulated recall if | wasaedr about some of the issues in the

lesson (Merriam, 2001).

The advantages of classroom observation are that:

* You actually see what the teacher is doing rathan tvhat they say they do.

* You can re-play an audio or video cassette fomalter to listen to how she was
teaching and ask follow-up questions; this is wh&nown as stimulated recall
(Merriam, 2001).

Disadvantages of classroom observations could be:

* The way in which the observer’s own history, biaset®rests, experiences and
expectations can colour what you observe (Merriz00,1).
» Teachers can face difficulties in positioning thetmes when they are teaching.

» Transcribing from the tape-recorder is time consyni

After the classroom observation, | also lookedauinents as another source of data.

3.6.4 Document analysis

LeCompte and Preissle (1993: 216) define docunfastartifacts, symbolic materials
such as writing and sigrisThey further say documents can tell the reseascalbout the
inner meaning of everyday events and they may ylektriptions of rare and
extraordinary events in human life. Merriam (2001) and Cohen et al. (2000) argue
that documents refer to more than paper; therdnidden picture in the document that
needs to be interpreted. They further say docunaetpre-produced text that has not
been generated by the researcher. The researoblerisecomes that of reviewing and

interrogating relevant documents.
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| used documents such as teachers’ lesson placing aids, learners’ work, a reader,
curriculum documents and the syllabus. The reasothis was to examine the teachers’
practices and to see what might be informing thgctices. The other reason was to find
out the level of competence at which the learnemewperating in terms of the
curriculum for lower primary. Although document® a good source of data for
numerous reasons, they have also some advantagjéssadvantages. According to
Merriam (2001: 128) the advantages are that:

» Documents are easily accessible, free and conttormation that would take an
investigator enormous time and effort to gatheorimfation.

* Documents may be the only means to study certaibl@ms.

 Documentary data are a particularly good sourcediaalitative case studies
because they can ground an investigation in theegorof the problem being
investigated.

» Analysis of this data source lends contextual mdsnand helps to ground an

inquiry in the milieu of the writer.

The disadvantage of document analysis is thatdifieult to determine their authenticity
and accuracy, as this can contain some built-isdsidhat a researcher may not be aware

of.

These tools helped me to validate my study aswesg based on reality and were

guided by research goals and questions.

3.7 VALIDITY

Cohen et al. (2000: 115) define “validity as an aripnt key to effective research.” They
argue that validity addresses the honesty, dejgtimess and scope of the data; the extent
of triangulation; and the disinterestedness oraibjity of the researcher. McMillan and
Schumacher (1997) maintain that validity referghdegree to which the explanation of

a phenomenon matches the realities of the worltddiais bound to the question: can
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someone believe my study? Threats to believingiugy can come from many quarters,
for example, the sample might be inadequate anstigms might not be well formulated
and structured. In order to minimize the threateatiadity Cohen et al. (2000: 117)

stipulate the following:

» Choosing an appropriate time scale.
» Selecting an appropriate methodology for answem@sgarch questions.

» Selecting appropriate instrumentation for gathetiregtype of data required.

In order to validate my findings, | asked my iniewees probing questions in order to
get detailed responses. Yin (2003) argues thafiadings are likely to be convincing
and accurate if they are based on several diffea@mtces of information. Therefore |
used more than one method (triangulation) in otd@void threats to the validity of my

study.

3.8 DATA ANALYSIS

Merriam (2001: 145) contends that data analydisegrocess of making sense of the
data. According to her, this involves consolidgtireducing and interpreting what
people have said and what the researcher has sdena. She further argues that data
analysis is a complex process that involves mobiengk and forth between concrete bits
of data and abstract concepts, between inductigelaductive reasoning, between

description and interpretation.

Patton (2002: 463) says “raw data in the form elidfinotes and verbatim transcripts
constitute the undigested complexity of reality& firther believes that simplifying and
making sense out of complexity constitutes thelehgk of content analysis and

developing some manageable classification. A codaiggme is the first step of analysis.

Following on the advice of Merriam (2001) and Pait®002), | went through a step by

step process of reading through my interview trapts; classroom observation
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schedules and the documents. After reading aliréimescripts, | started looking for
similarities, comparisons and differences. | usgldwr coding to identify themes. After
this step | grouped teachers’ responses underiethiew question. After grouping
them, | was able to put them into categories, whivgm developed into themes. Some of
these themes included the importance of readilg@s mother tongue, the dominance

of rote learning and the availability of books lrethomes and in school.

Classroom observations were analyzed differentdsnfmy interviews. | looked at how
teachers teach reading in their classrooms anstithtegies they were applyimghen
teaching reading. | analyzed and interpreted feesons through describing what they

were teaching and the methodologies they used wédashing reading.

3.9 LIMITATIONS OF THE STUDY

As mentioned earlier, one of the potential limdas is that both my research participants
were female. | had originally hoped to have a naale female to rule out gender bias.
Also, because | am an Advisory teacher for the Ldwr@nary phase, the teachers may
have behaved unnaturally in the interviews and magiens. At times my impression

was that one of the teachers modified her behav¥auhis reason. In addition, the
frequency of my visits to the two schools was dlethby other pressing issues at office

level.

The time frame available to conduct a half-thesigl$o a limiting factor on the depth and
scope of this kind of study

3.10 CONCLUSION
This chapter provides an overview of the researethodology used, which is directed
by my research questions within the framework efittierpretative paradigm. The data

collecting methods, which were interviews, classnaabservation and document analysis

are discussed. Problems, issues and risks wheg tg@mresearch tools and the issues of
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validity, ethics as well as sampling are also esgdoIn the next chapter | present and

analyze the data.
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CHAPTER FOUR

DATA PRESENTATION AND ANALYSIS

4.1 INTRODUCTION

In this chapter | present and make sense of mynigsdfrom the analysis of the semi-
structured interviews, observations and documealtyais. The purpose of my study was
to explore Grade 4 teachers’ beliefs about thehiegoof reading and to examine how
their beliefs influence their practice in the ctassn. | identified the patterns from my
raw data and categorized them into themes. Theislate@sented in words and in tables.
Themes from my data were directed by my researeltguns as indicated in Chapter 1,

which were as follows:

* What are teachers’ beliefs about teaching reading?
* How do they perceive reading?

* How is reading taught in selected Grade 4 Englisbses?

The report of my findings is organized in termghd following categories of analysis

from my interview questions:

» The contextual analysis of the two schools and#ekground of the teachers in
my study.

* Background experiences of how respondents (thddachers) were taught to
read in the past.

» Strategies which respondents recall their teaalnsngy to teach reading in the
past.

» Experiences and strategies used in teaching readi@gade 4. (Descriptions of
teachers’ lessons).

» Teachers’ training in teaching reading.
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Each of these categories relates to how teachersipe and teach reading in Grade 4.

4.2 THE CONTEXTUAL ANALYSIS OF THE SCHOOLS AND BACK GROUND
OF THE TEACHERS IN MY STUDY

The teachers interviewed and observed are currtgabhing in Grade 4 at two different

schools. The table below shows the backgroundnmdtion of the schools and teachers.

Table 4.2.1 Profile of the schools and teachers

School Teacher| Sex| Language| Qualifications Number of Language in School
of the Experience | learners which reading is | resources
teacher in Grade 4 taught
Kamiyo | Abby F Afrikaans HED 11 40 English Library
PS (specializing in Afrikaans Computer-
Urban Languages ang Lab
Sciences Reading-
Grade 1-7) Corner
Madala | Cassy F Otjiherero ECP, BETD 22 42 English Mini-
PS (specializing in Otjiherero and| library
Peri- Lower Primary Khoikhoigowab
urban Grade 1-4)

Key to acronyms

BETD — Basic Education Training Diploma

ECP — Education Certificate Primary

HED — Higher Education Diploma

PS — Primary School

Lab — Laboratory

The table above shows the profile of the two schaold the teachers that | worked with

in my study. | used pseudonyms for the schoolsteachers for the sake of

confidentiality, privacy and anonymity. The firgth®ol is Kamiyo Primary School,

which takes learners from Grades 1 to 7. It ig\Bikaans medium school, which was
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exclusively for white learners in the apartheid étter independence in 1990, English
became the medium of instruction from Grade 4 odwalt is well-resourced and has a
well-stocked library and a computer laboratory. bglbeaches at this school. She is
married with two children and has an Higher Edwrabiploma (HED) in Languages
and Sciences from the University of the Orange Btaée in South Africa. She has 11
years’ teaching experience and has been teachi@gaide 4 for 5 years. She has 40

learners in her class and teaches reading almesy day.

The second school is Madala Primary School, situiste formerly black location; it is a
peri-urban school and it operates from GradesThé.teacher teaching at this school is
Cassy. She is a qualified teacher with an Educa&ienificate Primary (ECP) and she
graduated in 2002 with a Basic Education Teach&gdoma (BETD in-service) from

the Windhoek College of Education. She has 22 yafaegperience in teaching the
Lower Primary phase and started teaching Gradght gears ago. She teaches reading
in English, which is the medium of instruction, andDtjiherero, which is taught as a
subject. There are two classes for Grade 4 asttisol; one is for English and the other
for Khoikhoigowab. Cassy has 42 learners in hesslahe school has a mini library with

only a few old storybooks relevant for Grade 4 heas.

Looking at the profile of the schools and teacheng sees that the class size is above the
norm. Namibia. MEC, (1993), states that the norreeicondary schools is 1:30 whereas
the norm in primary schools is 1:35. This norm doasapply in the two selected schools
which poses the problem of how the teachers mattagee learners sufficient

individual attention when teaching reading in tleasses. The teachers expressed their

view that it is difficult to ensure that every chik given sufficient time to learn to read.

As mentioned in Chapters 1 and 2, the Languageydbcument (2003) regards Grade
4 as a transitional grade because the medium whiot®n changes from mother tongue
to English. This switch-over portends the challenigachers and children face as they

try to understand the new instructional mediumsTitia new experience for learners and
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the level is slightly higher than what they havemesed to in the lower grades; another

challenge is that all their textbooks are in Englis

In the next section, | examine the background e&pee of the two teachers with regard
to how they were taught to read in the past. Thpqme of this is to understand the
experiences which formed them as readers and hewnilght have affected their

approach to teaching reading.

4.3 BACKGROUND EXPERIENCES OF HOW THE RESPONDENTS (THE
TWO TEACHERS) WERE TAUGHT TO READ IN THE PAST

From the interview questions and the interactiohad with the respondetgachers, a
number of themes emerged with regard to the teacben experiences of learning how

to read. Some of these themes had a bearingearctirrent practice:

* The importance of learning to read in one’s motbague.
* The dominance of rote learning.
» The availability of books both at home and at sthoo

* Qualifications and effectiveness of the responddotmer reading teachers.

4.3.1 The importance of learning to read in one’s other tongue

Both teachers claimed they were able to read asioi®n was in their mother tongue
during their schooling. They both noted that leagnin the mother tongue is important as

it prepared them well on how to read in any othegluage.

When asked about the languages in which she wghttémread in the past, Abby
respondedlt is crucial to learn in the mother tongue befareading in any foreign
language.” She even cited an example of her own thaktad a lot in Afrikaans than in
any language and Afrikaans is my first languageeihwas in Grade 4, | coulead
fluently on my own and this gave me an opportunitgarn how to read in English.”
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She further said it was easy for her to read aedikbd school because it was relevant to
her own home situation as she understood the tegehgwell. She went on to say that
what her mother used to teach her at home wasamiés what she learnt at school. She
compared this to the situation in her own classrejn@though she is teaching in an
Afrikaans medium school from Grades 1-3 and Enddstomes the medium of
instruction in Grade 4, learners come from diffédlanguage groups, which makes it
difficult for them to read because they are noghdun their mother tongue from Grades
1-3. She feels that it is preferable to teach lkex@rm their mother tongue rather than in a
second language. She added that although leareeesomping in her class, it took time

for them to read fluently in English and to undenst what they were reading.

Cassy expressed similar views:

Learners should first read in their mother tongnerder to build on the second
language. When | was in Grade 4, | was able to rexad write a letter in
Otjiherero. | answered comprehension questions freading passages because |
understood what | was reading quite well. It wasreeasier to remember words
in mother tongue than in a second language... althdwgn Otjiherero speaking

| can teach Afrikaans because | am used to spedakm{pnguage before and
after independence than English. Sometimes iffisualt to pronounce some of
the words in English and the other issue is leasrame used to mother tongue
from home and from Grades 1-3. The automatic sviddbnglish in Grade 4 is a
problem.

From the teachers’ responses, it is evident tteat bielieve the role of mother tongue is
important in learning to read. They both believat ihlearners can read in their mother
tongue, then they can learn to read more easilydim second language; this was also
evident in the lesson when learners in Cassy'salkeed words from the chalkboard.
They tried to pronounce the English words drawindle sound system of their mother
tongue and therefore pronounced them incorrectlys Was also evident in the learners’
books; when Cassy told learners to spell vocabwiemyls from the passage in their
exercise books, most of them spelled the wordggusie@ phonology of their mother

tongue.
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As discussed in Chapter 2, prior to 1990 Afrikagateer than English was the main
medium of instruction in Namibian schools. Teachimgpugh the medium of English is a
relatively new phenomenon of only 16 years duratiGassy, therefore, had to make an
abrupt transition to teaching through the mediurkmdglish after she had become
established in her teaching career. It is evidemhfher response quoted above, that she
still feels more comfortable in Afrikaans than indlish and sometimes has difficulties in

pronouncing words in English herself.

4.3.2 The dominance of rote learning

Responding to a question on how she was taugletanbin Grade 4, Abby’s response

was:

In the past where teacher-centered approach or ledening was dominant, |
was able to read. My teacher, if my memory senesvell, in Grade 4 used to
teach us grammar e.g. substitution table where pomis, verbs and nouns were
grouped. We drilled forming sentences out of thetd was able to identify a
sentence in the present, past and future tensen¥&¥ieorized text from the Bible,
yet we knew how to read. | am happy with the wagd taught in the past and |
could not be a teacher today if it could not berfate learning.

Similarly, Cassy said:

After independence we adopted learner-centeredagdun; which makes learners
active and teachers passive. In the past untrateadhers, who only did the
talking, taught me and | just listened, but yebuid read. We repeated and
memorized rhymes and poems in mother tongue aiidhaifis without
understanding, but | still emphasize | could re@ldis learner-centered education
is giving much freedom to learners and that is Wiey do not concentrate. In my
case | am still struggling with it. | put learnersgroups to help each other when
reading, but it takes time. When are they goinfynigh the stories in their reader
if they read in groups? Over-crowdedness in oussés also makes it difficult to
give individual attention to those learners who ateiggling to read and in
groups it is even worse as learners will be justropg their mouth without
reading and following in their readers.
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From their responses, both teachers support rateifeg and they both believe that the
practice of rote learning enabled them to readtiyeboth in Grade 4 in mother tongue
and in Cassy’s case also in her second languag&aanhs. Observation in Cassy’s
lesson revealed that she expected learners totrepsal sounds preceded by different
consonants, for example, mba, mbe, mbi, mbo, mdujantje, tji, tjo,tju in Otjiherero.
She confirmed to me during the stimulated recat thvhen | am teaching reading in
English, learners can look at some of the wordsidmg the same as in English
Although not all the sounds are the same in Englssin Otjihrero, she believes some of
them are the same. It is interesting to note thdiyAbelieves that teaching grammar can
help learners to read fluently using correct tengésen asked during the stimulated
recall, she said grammar deals with the languagetstes e.g. tenses, nouns, pronouns
etc; therefore, teaching these structures can eelaarners’ reading abilities.

It is interesting to note that Cassy’s interpretatdf a learner-centered approach is that it
consists of group work. According to her perceidhis approach which was adopted
after independence, takes away her control oveclass; she feels she is passive and

learners are active.

4.3.3 The availability of books at home and at sclob

Abby reported that when she was young there wésed Afrikaans reading books in
her home. Her parents had a big room where books kept. She was able to page
through these books. When she was in Grade 4 ggldemnany storybooks both at home

and at school. She said:

If I can remember very well, my teacher brought ynstories in class for us to
read. This created the love for reading in mekédl reading in Grade 4 already
because | was exposed to so many reading books.

This had evidently influenced her own teaching beeashe had a rich reading corner

containing reading books, magazines and many stokgin English and Afrikaans.
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On the other hand, when asked whether she hadstakyg at home, Cassy had this to
say:

| did not have books to read at home and my paremitd not afford to buy

books for me to read. | just used the reader froensgchool, but despite of not

having books at home | am proud to say, | can read.
Again, this may have influenced her practice beednes reading corner did not have as
many books as Abby’s. A further contextual facttich Cassy did not mention, is that
there are very few children’s books written in @gjiero, thus even if Cassy’s parents had
been able to afford them, not many books would Heeen available. However, in the

case of Abby’s home language, Afrikaans, thererishachildren’s literature.

It is interesting to note that both teachers wéite & read despite their differences in
terms of children’s literature in their homes amd@hool. However, looking at the
reading corners in their classrooms, Abby had nsosy books whereas Cassy only had
extracts from newspapers and the reader. Therdfosesuggests that the way they teach
and support their learners’ literacy is linkedheit own early exposure to books both at

home and at school, and also to the availabilityaks.

4.3.4 Qualifications and effectiveness of the respdents’ former teachers

The two teachers were taught by teachers with &tarél education who were not
professionally qualified. But although their teacheere not qualified, they were able to
read already in Grade 4. Abby said:

If my mind serves me well, my teacher was havilegvayears of experience,
which | cannot remember well.

Cassy also said:

Those days in the apartheid era, schools were snagtto Standard 6 and many
teachers were not qualified at all. | am also ofi¢he Standard 6 teachers,
except that | have upgraded myself and the impottang | can say is that | can
read.
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It is interesting to note that in the old dispermsgtaccording to the teachers’ beliefs,
although teachers were not professionally qualifiedy were able to teach learners how
to read. When one compares today’s teaching methitdghose of the earlier days, it
seems according to the teachers’ perceptions,dhwlg read and this influenced the way
they teach reading in their classrooms. The set®ow reports on the strategies which

the two teachers interviewed recall were usedanliang reading in the past.

4.4 STRATEGIES WHICH RESPONDENTS RECALL THEIR TEACH ERS
USING TO TEACH READING IN THE PAST

This section describes the strategies which myoredgnts claim were used by their

teachers to teach them reading. The strategiesasei@lows:

* Phonic method
» Drilling e.g. the role of the Bible in learning tead
e Combined method

» Spelling and dictation
4.4.1 The Phonic Method

Both teachers mentioned that they were taughtuacgout letters and words in the past.
They said this was the common method used in thegy&n in Grade 4 and Abby had

this to say:

| can remember very well that the sounding out@fds depended in which grade
you were and the story you were reading. There wenel lists on the walls of

the classroom, which we sounded out. Each day wedsal out words and read
them over and over again both in Afrikaans andmglish. This is the way we
learnt how to read them by heart.
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Cassy also noted that sometimes teachers usedclags and learners were made to
recognize such a word either by sounding or reattiagvord from memory. She also

said:

| sounded words in my mother tongue and formulatdences out of the words.
| had to know the sounds and word lists which vggven by the teacher.

From their responses both teachers indicated tihatigh the phonic method, they learnt
how to read. They sounded out words in the motirague more often than in any other

language. They were drilled in saying the sounda daily basis.

Namibia. MBESC (2005) revised curriculum states barners in Grade 4 should focus
more on independent reading because reading attge should be purposeful and
automatic. The curriculum does not therefore redeghe teaching of phonics in this
grade. But looking back, the teachers’ views aa tihe phonic method helped greatly in
teaching learners how to read. Of course, we camtypbn the accuracy of teachers’
memories in this regard. Nevertheless, the phowithod is evidently still used to teach
reading in the Grade 4 classrooms | visited dutigy study, particularly in Cassy’s
class. This suggests that teachers’ beliefs inlaghe way they were taught in the past.

4.4.2 Dirilling

Both teachers said drilling was the most commaategyy used in the past. For example,
teachers drilled vowel sounds with different coresun in their mother tongue and in
Afrikaans. Cassy said it was necessary in Otjileeteiknow and formulate words and
sentences out of these sounds. Abby rememberedvwetirthat in Grade 4, they
memorized the Bible verse of John 3: 16, whichsshd she can still recite up to now.
She further said they recited substitution talbhesrder to know language structures e.g.
collective pronouns and tenses. She even saideths¢s were dealt with at a particular
time, for example, if the week was meant for drdlithe present tense, they drilled until
they knew it and how it worked.
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Both teachers believed that drilling had helpedrte learn how to read. When asked if
drilling had been used when they learnt to rea@rade 4, they both said that drilling
was done throughout the Lower Primary phase artdtthas done on a daily basis.
When asked if they also used drilling in their sla®ms, both said they did as this
helped learners to recognize the sentence ordes@nd of the common sight words.
Abby said:“| cannot do away with the way | was taught in fteest totally. | still use
some of the methodologies

From what they said one sees that teachers’ belieferceptions are shaped by the

way they were taught in the past.

4.4.3 The use of a variety of methods

Both teachers said their own teachers had usedetywaf methods when teaching
reading in the classroom. Cassy said her teacleer teshniques like flash cards (which
are commonly used in the Look and Say method), mdeay word lists and sight words.
She said these were the methods she could remédmaberacher using in Grade 4. Abby
had this to say:My teacher used to combine the methods when tegcl8he used any

method she thought was suitable for us to undedstan

According to Cassy, there is no best method fartiea reading; even the teachers in the
past used the method they thought was best to@tiablearners to read. It is interesting
to note that both teachers mentioned that any mdaghgood as long as learners are

assisted to read.
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4.4.4 Spelling/Dictation

Abby stressed that they did a lot of spelling aiudadion when she was in Grade 4. She
could remember very well that almost every Fridegythad a spelling test on the
vocabulary words they had done during the week.saitethis forced her to learn and
knew the words well. Abby recalled that the teachetated a paragraph to them from
their class reader and they wrote the dictatiohovit opening their reader. She said this
forced them to have good listening skills and piégrdion to what they were reading in a

reader.

Cassy also said that the teacher dictated compseirequestions from the reader and
they had to write answers in their exercise bo8ke elaborated further:

Sometimes these questions went up to twenty madkihe rule was to get half of
the questions right. This also forced me to readdtory over and over again in
order to prepare for the dictation.

Abby said spelling and dictation were timetabled @mwas necessary for them to have
these tests. It is interesting to note that spgkind dictation were among the many
components of reading instruction in the past &atl according to the respondents, this

forced learners to learn to read.

The most interesting aspect of the respondentallrethow they were taught to read is
that according to the teachers’ memories and peoreptheir teachers seem to have used

similar reading approaches though they were taungiwo different settings.
| am now going to examine how these two teaclessht reading in their own

classroom, looking at their experiences and str@asagsed in teaching reading currently

in their classrooms.
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4.5 DESCRIPTION AND ANALYSIS OF TEACHERS’ READING L ESSONS

This section gives the reader an overview of haariers are taught to read in two
Namibian classrooms. It focuses on the descripgifdeachers’ lessons, interviews and
document analysis. Before | describe the teacles®ons, | will explore their
understanding of the concept of teaching readimghanv they were trained in teaching
reading in Grade 4. | will also explore how leamase library books to enhance their
reading skills.

4.5.1 Teachers’ understanding of teaching reading

Although both teachers have a similar understandinvghat the concept of teaching
reading entails, Cassy emphasizes reading as enpotiiereas Abby includes the ability
to read with understanding. Cassy said tHdearners can open their mouths and read
word byword, and words are coming out of their mouths ttiegy are reading.’'She

also said;It is what policy says, learners should know haxr¢ad.” Whereas Abby said
“Learners must read with understanding so that thag answer questions from their

reader or any other reading comprehension.”

During the interviews, when they were asked to giwkefinition of reading to gauge their
understanding of teaching reading, Abby sdrkading isunderstanding what you are
reading”. She further defined reading by giving an exanfigen her own school, where

it is a policy that every morning before lessongibglearners have to read for 20
minutes “I gave my learners to read fiveentences from the reader and explained to me
what they have read.According to her this exercise has become a cusidmer class
because she wants to identify those learners whiootaead and try to help them achieve

reading with understanding.

Cassy had this to sa%For me reading is just reading whether with umgi&anding or
not” She also cited an example that most of her leanmeGrade 4 can read word by

word in EnglishThey are trying, of course, at least to open thawouth and read
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words.” To Cassy as long as learners opened their maduaihsstreading and this was
evident in her class when learners were readintpofigh learners were not reading
fluently with understanding she responded to thgmadying.“Good! You are now
reading.” But when she gave them five questions to answtrein exercise books, most
of them struggled. Further evidence that for Casaging does not necessarily imply
understanding is provided in her statement thain read other languages though |

cannot understand what | read but | am able to rg¢adne that is reading”.

In Abby’s class whenever learners were given cohmamsion questions, they were able
to answer them correctly. You could see that inyAblblass learners were able to answer
guestions verbally though they struggled to wripehe answers. It was interesting to
note how Abby and Cassy understood the teachimgaofing. The different perspectives

on how teachers perceive and teach reading wehdighited.

4.5.2 Teachers’ training in the teaching of reading

Abby said: The way | was trained to teach reading is through Molteno Project
workshop for Grade 1 in 2000, if | can remembereotly. But | was not trained dmow
to teach reading specifically in Grade 43he said;Sometimes | always go arabserve
how other teachers are teaching reading in themssks. Advisory teachers should train
us how to teach a reading les8orShe added that in her class she teaches theshey

wants as long as children can read, it is fine \Wwéh

Cassy said that although she had twenty-two ydaesaohing experience in the Lower
Primary phase, she could not remember being traméshch reading in Grade 4. Her
first exposure to training occurred during a woksHor the new revised curriculum for
Grades 3 - 4 when a facilitator demonstrated aimgddsson to teachers. She
emphasized that teachers needed training to teacihng.
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4.5.3 Using library books for reading

Teachers were asked whether learners in Gradeelallewed to take books from the
library to read at home. Both teachers reportetiifaaners were not allowed to take
books home to read. Abby’s learners were allowdabtoow books only during the third
term. She said that since Basic Information Sci€B¢®) was no longer on the time-
table, learners were not allowed to go to the tjar&/hen BIS was on the time-table in
the old curriculum, learners automatically wenttte library. But in the new curriculum
BIS had been integrated into languages, so leafinstrfiad to be taught how to handle
and take care of books. She recommended that pareptreading books for their

children but conceded that it was difficult for aomic reasons. She said:

So what | will do during this second term, | wdhth learners how to handle and
take care of books, and only in the third termythdl enter the library and
borrow books from the library and when they bordoeoks they are not allowed
to take them at home but only to read them in hgscoom.

Cassy also said that Grade 4 learners are notedldavtake books from the library to
read at home. She saf@hey can borrow books from the library but theynoat go with
thebooks at home”instead she kept the books in a cupboard. Wherdasghkeg this was
so, Cassy responded by saying that at the begimifitige year parents were told to buy

story books for their children because they wertedaing BIS anymore.

It is interesting to note that the principals of two schools only seem to take a subject
into consideration if it is on the time-table. Ntat it is integrated, principals take it for
granted that learners cannot borrow books to readrae. This state of affairs puts
Grade 4 learners in an unfortunate position, asishivhere the foundation should be
properly laid in terms of reading. Furthermoresitnlikely that parents can afford to buy
books for their children. The new revised curricalstates that if learners cannot read
they cannot be promoted to the next grade anddaekcess to a library may place them

in jeopardy.
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4.5.4 Description of teachers’ reading lessons

In the next section | describe the teachers’ rgptiasons and thereafter | give an
analysis of both lessons. The comparison of lesandghe approaches used by these two

teachers will be discussed further in Chapter 5.

4.5.4.1 Abby’s reading lessons at Kamiyo Primary $mol

The learners in Abby’s class were seated accotdiggoups in the English reading
class. Each group consisted of six to seven learAdiby mixed the groups according to
abilities so that those who could read could hiesé who were struggling to read.
Abby’s lesson was on the theme social environmehigch she was teaching according to
the syllabus. She plans her reading lessons faekwl he topic was a story about a hen,
a cat and a mouse taken from the class reademdthe first reading lesson, each group

took it in turns to read aloud together to the céshe class. Abby said to the class:

Now pay attention, we are going to read in grodpsant group one to start and
everyone should look in your reader.

Then group 1 started to read as follows:

Once upon a time there was a house on a hill. dt\white walls, a red roof, two
green windows and a blue door. It was a fine hoasery fine house. It was the
home of Mr Cat, Miss Mouse and Mrs Hen.

Then group 2 started where group 1 left off:

One day Mrs Hen said, I'll make a cake. “A cake@idsMr. Cat. “That will be
very good. | like cake.” “I like cake, too,” said ik Mouse.

Each group read aloud until everyone had takemna 8ometimes the teacher read with
the groups to help them were they could not mattagéext. Abby used phonics when a

learner was having difficulty with the pronunciatiof a word; she would point at the
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first letter for the learner to sound till he/shremmounced the word correctly. Afterwards

the teacher picked out the following vocabulary dgfrom the story:

cloth, spoon, stove, porridge, sticks, bowl

These words were written on the chalkboard. Ablipted at the first word and asked
learners to read the word aloud. All the learneesirthe word correctly and
simultaneously. Then she asked the learn&#hdt do we use a cloth for®ne of the
learners answeredTo wipe the dishes. Then the teacher saitfhere aremany other
things, you can use a cloth for Another learner respondetiMy mother uses it in the
kitchen”. The teacher went to the next word, until all trerds were dealt with. In

Abby’s class learners used dictionaries when thesewmeeded to look up the meaning of

a word.

Abby’s second lesson was on reading comprehenSiom gave the learners an extract
from a non-fiction text about Hans Christian Anadgr®n a photocopied worksheet,
which each child pasted in his/her exercise bodble. I&gan her lesson by reading the
guestions to the learners so that they should famsavers from the text. The questions

were as follows:

* In what country was Hans Anderson born?
* What was his father's work?
* When did he start writing books?

* How many did he write?
Abby gave instructions to her learners as follows:
| want you to skim and scan through the text feg minutes and write the

answers in your exercise books.

Learners were told to do this exercise silently aatlto disturb others. Within the given
time some of the learners were finished with thereise. Those who finished earlier
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went to the reading corner to pick up a book talrddis was a routine in her class,
whenever learners were finished with their worleytivent silently to the reading corner

to pick up a book and read.

In the third lesson, Abby told the learners to pacit doing words from the story which
was photocopied for learners again to paste im tharcise books (see Appendix 4). She

told learners:

We are going to read the story individually as we searching for doing words
from the given passage.

She pointed at one learner to read the first papdgand the learner read as follows:

Serena livedvith her family on a hillside near a river. Durinige week, her
parents wenin town nearby. Serena walkémschool on the other side of the hill
with her friends. In the morning, her grandmothaokedafter her younger
brother, Peter. In the afternoon, after doihgr homework, Serena lookafter
him.

After reading the paragraph the teacher told thekers to underline the verbs in the
paragraph. Then a second learner read the secoagraph and they underlined the
doing verbs from it, until learners had completederlining the verbs from the passage.

4.5.4.2 Cassy’s reading lessons at Madala PrimarycBool

The reading arrangements in Cassy'’s class werdasitniAbby’s class as Cassy’s
learners were also seated in groups. Cassy'séiasting lesson was from a newspaper
article fromThe Namibiarentitled ‘A frenzied panga attack sparked by N$Q00(see
Appendix 5). She was also dealing with the theramfthe Environmental Studies
syllabus ‘the social environment’ on current issaed events in the region and she also
planned her reading lessons for a week. She staeielésson with the phonics dealing

with the following vowel sound:
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-ar- sounds

are, arm, arts, area, arrest, ark, dark and arrival

These sounds were taught at the beginning of §sate and were written on a chart. The
teacher pointed to the sounds and learners souhded These words were drilled for
three days during my observations. When asked gltine stimulated recall why she
used these sounds, this is what she sdidse phonics because théglp learners to

read. Phonics is important because learners loothatletter and sound.She went on to
say after finishing with the lessacf will paste the chart on the wall for them to loo

read and sound the words everyday and they wilhkiie@ words incidentally.”

After teaching the phonics, Cassy focused on thevieng vocabulary words from the

text:

condition, serious, allegedly, attack, refusal, e, hospital, investigating and

arrest.

These words were written on flash cards and werepside down so that learners could
not deliberately choose a simple word from whicledastruct a sentence. One learner in
her class volunteered himself and picked the wbhodpital,” he constructed a sentence as

follows:

My brother is in the hospital.

The same pattern was used with all the words. €amaér picked the wordllegedly;

she struggled with the pronunciation and the tealsbped her. But when it came to the
meaning and putting it into a sentence, the ledaikd. Then the teacher told the class
that she would look up the word in the dictionasyshe was not quite sure of the

meaning of the word herself.
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After all the vocabulary words were put into sexts) there was a class activity similar
to Abby’s in which learners read aloud from groamtoup. However, in this case,
Cassy sometimes asked individuals and sometimeshbke group to read aloud. Cassy
pointed at the first group to read the first paagadrand it was read as follows:

A 58- year old woman, Meschtilde Martin, is in a@eas condition in the
Intensive Care Unit of the Oshakati State Hosaftér her son allegedly
attacked her with a panga. Regional police commaddsef Anghuwo told the
Namibian that the attack was apparently promptedhigywoman’s refusal to
hand over N$100.00 that her son had given to hesdfekeeping.

After, the first group finished reading the firgtragraph, the second group followed
where the first group had left off. The processeading in groups continued up to the

last group in the class.

In her second and third lessons the same lessdartomas repeated. The same phonic
sounds were dealt with at the beginning of thediesdthough new vocabulary words
were taught, for examplbacked, suspect, safekeepiagdapparently When asked

why the same lesson had been taught for three teyseacher said:

The reading lesson is having big words to undexstamd the text seemed difficult
for the learners. So, | go over it slowly for a wWee that learners can understand
current issues in our region.

4.5.4.3 Analysis of teachers’ reading lessons

Looking at both teachers’ lessons, it is intergstmnote that Abby’s learners were able
to read fluently and with understanding, the evatebeing that in all the three lessons |
observed, learners were able to answer questioraadntask they were given. Whereas
in Cassy’s class learners struggled to read. Whkedaduring the stimulated recall why
most of her learners could not read fluently, Cassswered that it was the background
of the learners as they were used to mother toagddo switch straight to English was a

problem.

71



Cassy commented that fluency sometimes depend#teatory. If the story was simple
they could understand it easily, but if it had sadifecult words they would struggle to
read. Another important factor with regard to flagnvas that Cassy was expecting her
learners to read a very difficult text, which slaliselected for them. Therefore it is not

surprising that they could not read it fluently amith understanding.

Another problematic issue in Cassy’s lesson wasvinein which she taught -ar sounds.
The following words were chosen from the passagiutgrate this sound: area, arrest
and arrival. However, none of these three wordsatornhe —ar sound (as in ‘far).

This suggests that the teacher might have a shailalgrstanding of English phonology
herself. She did not seem to understand that sbéeal to focus on the sounds rather
than the spelling of the words. Furthermore, theabailary words such asispect,

condition,allegedlyandinvestigatingwere too difficult for children at this level.

The two teachers have differences and similantieseir approach to teaching reading
in Grade 4 and this might be that their early regaixposure influences they way the
teach. The comparison of their approaches in tegateiading will be discussed further in
Chapter 5.

4.6 CONCLUSION
In this chapter | have reported my findings on haw teachers teach reading in Grade 4
Namibian classrooms. | have explored how theséntzaavere taught to read in the past,

the strategies their teachers used and how theysitlges teach reading now. In the next

chapter I will discuss the issues which emergedhfroy findings.
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CHAPTER FIVE

DISCUSSION OF FINDINGS

5.1 INTRODUCTION

In this chapter | discuss in more depth the findingported in Chapter 4 and relate them
to the literature reviewed in Chapter 2. The themleigh emerged are also discussed in
terms of my research goals and questions. As udsmy findings, | also try to interpret

the teachers’ experiences in teaching reading iadhameaning to them.

Patton (1990: 423) argues that interpretation ¢pegend the descriptive data:

Interpretation means attaching significance to wed found, offering
explanations, drawing conclusions, making inferenbeilding linkages,
attaching meanings, imposing order and dealing wtl explanations,
disconfirming cases and data irregularities as @fatesting viability of an
interpretation.

| base my discussions, findings and interpretatmmthe themes that emerged from

Chapter 4 which included:

* The role of mother tongue in teaching reading iglish as a second language.
» The continuing status of Afrikaans as a lingua dearieachers are still not really
comfortable with teaching in English.

* Teachers’ perceptions about the concept of teacleiading.

Methods and techniques used by the teachersdb teading.

The use of libraries in enhancing reading skills.

The importance of training teachers in teachiragliey.
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5.1.1 The role of the mother tongue in teaching refing in English as a second

language.

Both teachers learned to read in their mother tengaod they saw the value of this. Both
were taught in a traditional and teacher-centreg WWhey see themselves as competent
readers from the way they were taught to readeir thother tongue. They both believe
that the role of mother tongue in teaching readsray crucial factor because learners have
been exposed to their mother tongue both for intema and communication and they are
thus competent in the language. For instance Atiy,0f my research participants,

said:

It is crucial to learn in mother tongue before réaglin any other language. |
read a lot in Afrikaans as my first language tharany other language. When |
was in Grade 4, | could read fluently on my own #nid gave me an opportunity
to learn how to read in English.

Cassy, my other respondent, said:

Learners should read in their mother tongue in ortebuild on the second
language. When | was in Grade 4, | was able to raxad write a letter in
Otjiherero.

Namibia. MBESC (2005) contends that:

Mother tongue is the language at the deepest tdudentity of a person, and
constitutes membership in the primary group in [lifee teaching of reading in
mother tongue should therefore draw on the cultuchhess of the immediate
environment. In the school setting the mother tenigithe means of
conceptualizing everything preparatory to the idtrction of the global language,
English, as the medium of instruction.

The current practice in Namibia is that, learneestaught in mother tongue from Grades
1-3. English is taught as a subject in these grdetesn Grade 4 onwards the medium of
instruction is English and mother tongue is tawaghé subject (Namibia. MEC, 1993 and
Namibia. MBESC, 2005).
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The literature discussed in Chapter 2 revealedttiamother tongue provides a rich
cognitive preparation for second language lear(idgbb 1999: 3). Cummins’ (1979)
linguistic theory highlights the same concern thbhen CALP is well developed in the

first language it is easier to transfer it to teead language.

Although learning in mother tongue is importand asupported by my participants as
well as the literature, it is not what happensamse schools. For example, in Abby’s
school, Afrikaans is used as the medium of insibactHowever, there are some children
who do not speak Afrikaans as their home langu#dsoy had this to say about the

languages offered at her school:

I have a problem in enabling these learners to raadany school is an Afrikaans
medium school, attended by different ethnic grolgasning in Afrikaans as the
medium of instruction from Grades 1-3. English @ 4 becomes a problem
because all along children have been used to AdnkaThis makes teaching
reading more difficult and more time consuming.

It is significant to note that whereas the polidyacates for mother tongue from Grade
1-3 and English from Grade 4, it is not what hajgp@mthe ground. It is worth noting
that Abby’s school is an urban school where maaynlers are multilingual and are
taught in languages which are not their mother tesgCassy’s school, on the other

hand, is peri-urban and is dominated by learners sttare a mother tongue.

My findings in Abby’s class were that it was eag@rsome learners to get words right
because they were using an Afrikaans dictionaghexk the meaning. However,
learners whose language was not Afrikaans fouddficult because they did not have a
mother tongue dictionary to check from. The onbrteers who benefited were those
speaking the same language as Abby. This leftttiner dearners at a disadvantage. For
Abby to help them understand the words took timmahee she needed to employ other
methods to help them. Cassy herself strugglespvdhunciation and explaining difficult
words in English, as seen, when she explained td tallegedly’ to her class.
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Looking at this scenario, it is possible to seemigancies in the use of language policy,
as some of the schools are offering English antkadins which are not the learners’
mother tongues. My interpretation of this phenonmeisahat the teaching of reading in
Grade 4 becomes more difficult because of intradyt@arners to new languages which
are not their mother tongue. This creates diffieslfor teachers in Grade 4 to enable
learners to read. On the other hand, some teaahesill not comfortable in teaching
English. In the next section | discuss how Afrika@ontinues to be a lingua franca in
Namibia.

5.1.2 The continuing status of Afrikaans as a lingaifranca teachers are still not

really comfortable with teaching in English

There were also significant differences in the teachers’ early experiences of literacy.
Abby had access to many books both at home archabkin her mother tongue whereas
Cassy did not. Abby is Afrikaans speaking. When Ablass a child Afrikaans was a
politically dominant language with a published dhéin’s literature supported by the
social structure (government, the publishing indygiarents who could afford to buy the
books). Cassy’s home language, Otjiherero, on tierdand, could be seen as an
oppressed language which, prior to independencklittia economic or political value.
Very few, if any, children’s books existed in tlamgjuage.

The legacy of teaching Afrikaans persists in Nam#és many teachers were taught in
Afrikaans, including those such as Cassy for whowas a second language. Many
teachers are still more comfortable in speakingdirey and writing in Afrikaans than in
English. The sudden switch from Afrikaans to Ertylis 1990 after independence
created a problem in schools. Legere (1996) costdmat this change led to serious
problems in formal education and in other domaihsne people felt marginalized and
second class citizens because they were not contpetihe new official language,

English.
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My findings from the two teachers show that thesntiselves are not yet comfortable
with teaching reading in English as a second laggua statement by Cassy is

indicative of this discomfort:

Although I am Otjiherero speaking | can teach Adeaks because | am used to
speaking the language before and after independ#rarein English. Sometimes
it is difficult to pronounce some of the words imgksh. The automatic switch to
English in Grade 4 is a problem.

Abby agreed with Cassy in saying that she is mastt in Afrikaans as it is her own

mother tongue. Teaching in another language paggdblem for her too.

The most significant finding in this regard is thfa¢ two teachers in my study were more
comfortable using Afrikaans than English. The stvitom Afrikaans to English as an
official language brought a lot of confusion duette fact that most Namibians had little
exposure to English. Woolfraadt et al. (2001) alste that this switch-over to English
was a stressful move and certainly affected thigee@tiucation system in the country.

5.1.3 Teachers’ perceptions on the concepts of téaeg reading

Another issue that emerged from the data is teatperceptions of the teaching of
reading. My respondents each attached a differeainimg to the teaching of reading.
The findings reveal that teachers’ childhood exgrares of literacy affect their beliefs
and attitudes, their conceptualisation of readimg) their current practices. This was
reflected in their lesson presentations. Abby cptadized the teaching of reading as
enabling learners to read for understanding. Hadirgy lessons showed a great
difference from those of Cassy’s whose conceptathing reading meantéading is

just reading whether with understanding or not.dsy as learners can open their mouth
to read, that is reading”.

Furthermore, Abby is teaching in a context whicpsarts her perception of reading for

understanding. She follows a school policy whicksges that learners should be able to
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read with understanding. The whole school spendstiyvminutes reading every morning
(Monday through Friday) before they start with alyer lesson. This was evident during
one of Abby’s lessons in which | observed her leesrgetting books from the reading
corner and reading silently. Thereafter, the temahd the learners discussed what they
had read.

The literature contends that the function of regdeto comprehend written texts
(Woollcot, 2002). Cassy'’s view of reading doesinobrporate understanding and is thus

missing an important element.

To illustrate how these two teachers interpretcihrecept of teaching reading, the table
below provides a comparison of how they appliedr tt@ncepts in their own classrooms.

5.1.3.1 Comparison of teachers’ understanding of &ehing reading

ABBY CASSY
» Emphasizes reading with « Emphasizes decoding
understanding e Learners read text word by word

» Learners answer questions fromthe  « Demands meaning of difficult

text to gauge their understanding of vocabulary words

what they are reading » Selects difficult reading text and new
» Supported by the school policy words which learners struggle to repd
* Learners have to read five sentences and understand.

from a text and explain what they » Struggles with the meaning of the

have read words herself.

» Helps those who cannot read

This table clearly shows the differences betwé&enaays in which the two teachers
teach reading, which reflects their underlying ustinding of what it means to teach
reading based on their experience as learnerexXamnple, in Cassy’s case (unlike
Abby), it might result from her own lack of readiagposure to books either at home or

school as a young child. The other reason mighhé&eontext in which these two
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teachers find themselves. Abby’s school is welbuesed and has a reading culture when

compared to Cassy’s school, which does not.

Namibia. MBESC (2005) and Rees (1997) argue tlaahérs in Grade 4 should read
independently and automatically with understandingCassy’s class this is not the case
because learners are still reading word by wortlaut understanding, making it difficult
for them to become independent readers. Consegubaainers are not going to develop
a love for reading, but rather have a shallow dexpdiew of reading. Learners in

Cassy'’s class are unlikely to develop automatiitgt become fluent readers (Armbruster

et al., 2001; Stanovich as cited in Murray, 2006).

5.1.4 Methods and techniques used by the teachensteaching reading

The two teachers had similarities and differenchemit came to the methods they used

to teach reading in Grade 4. The table below shbesimilarities and differences.

5.14.1 Teaching strategies used by the two teachénseaching reading

Method/Technique

Similarities

Diffrences

Abby

Cassy

-Phonic Method

- Both use phonics.

Abby uses phonics only
when learners are stuck
with the pronunciation of

the words

-teaches phonics heavily
throughout the three lessons
observed

- makes some mistakes with
sound e.g:ar-sounds- ‘area’
not ‘ar’, ‘arrest’ not ‘ar’
(Chapter 4 section 4.5.4.2)

- Intensive reading

using selected texts

- both teachers selec
their own short texts

to teach reading

t - chooses a text which is
at a level appropriate for
her learners’ stage of
reading development and

knowledge of English

- selects a text which is much
too difficult for her learners
and therefore has to repeat th

lesson

-Teaching

vocabulary

Both use vocabulary

words from the

-Chooses simple

vocabulary words from

-chooses difficult vocabulary

from the newspaper article e.g.
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text/extract/article

the stories e.g. cloth,

spoon, stove, etc.

-Focuses on meaning e.d.

ask learners what a cloth

is used for.

condition, allegedly,
investigating

-teacher and learners are stu
with meaning of the word
‘allegedly’

-Promises to look for meanin

in the dictionary

)

-Skimming and

scanning

-No similarities

- gives learners a text to
skim and scan to search
for answers to the given

guestions.

-Cassy did not use this
strategy of skimming and

scanning

-Reading aloud in

groups

- Both use group

reading

Asks learners to read
aloud in groups to help
them with pronouncing

words.

The teacher helps learners
while reading as the text was

too difficult for them to read.

Both teachers were taught in a traditional andheacentred way involving phonics,

rote learning and drilling. It is apparent that Atsdomethods of teaching reading are

consistent with her beliefs about learning to rezithilarly, Cassy’s practices are in line

with her belief that reading is simply decodingheitit necessarily understanding; this

may result from their different childhood experiea®f reading. It could also be

attributed to lack of explicit methods and stragsdor teaching reading in the English

Second Language Syllabus in Grade 4. What thelsdlatipulates is that learners

should:

* Read factual and fictional text in groups/pairsialally.

* Recognise style and meaning.

e Skim text.

* Find and extract information from textbooks andksom the library.

Abby tries to implement some of these strategiesnatbaching reading in her class as

seen in her practice (see table above) whereay @asss heavily on the teaching of
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phonics in her class, which should already have lblealt with in lower grades. Chatry-
Komarek (1996: 41) argues that:

In most African countries phonics instruction hagt misused for teaching
language 2. Phonics is often associated with ¢iskth words unknown and

used out of context. In such cases phonics becamiegobecause emphasis is put
on learning the letter relationship at the costrderstanding.

What Chatry-Komarek argues is evident in Cassyshing using phonics. Furthermore,
she struggles with phonics when the words sheabrdgwith are not of high frequency.
For example, she confuses the vowel sounds in wWikielarrest,areaandarrival,
believing that because of their spelling they conga ‘ar’ sound. It may be that she is
not familiar with the pronunciation of these woaidgl cannot hear the different
phonemes. This is a problem for many teachers lsedanglish vowel sounds are
difficult for speakers of African languages. Thisa&tes problems in the use of phonics
and it is an issue that needs to be addressedcdhdeeducation.

A comparison of the two teachers reveals the satiatture reproducing itself. The
relative advantages and disadvantages of Abby asdyGwith regard to literacy are
perpetuated in their beliefs, attitudes and the thay teach, and this continues to affect

the children in their classes.

5.1.5 The use of libraries in enhancing reading shks

There is evidence that the early experiences aktheo teachers are reinforced by the
kind of schools in which they teach. Abby’s schba$ a good library and a strong
culture of reading whereas Cassy’s school has &library with few books in it. As
mentioned already in Chapters 2 and 4, the liteeaduggests that one of the core
functions of the library is to support the devel@mnof literacy competencies.
According to the teachers, learners should getsaciwethe library in order to develop a

love of reading. Without access to the library dteh will not become part of a reading
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culture (Jackson, 2003). Libraries play a cenwdd m terms of literacy development

according to Jackson (2003).

The teachers in this study claimed that learne@Grade 4 are likely to develop a culture
of reading if they are allowed to go to the librémychoose appropriate books for
themselves. If they are not introduced to booksa@reciation and love of reading will
not be developed. According to the teachers, thtareuof reading is not well developed
because many parents in Namibia cannot afford ydooks for their children to read. In
addition, Namibia has few libraries countrywide,ampect that contributes to the slow

development of a reading culture.

My participants felt that learners in Grade 4 skddug allowed to borrow books from
school libraries to read at home. They also felt thildren should borrow books from
the library in the first trimester. In the caseAdiby, learners are only allowed to borrow
books from the library in the third trimester. Gdsscase is different because learners
cannot borrow books at all. The reason why thesaéss are not allowed to borrow
books is because BIS has been integrated int@atigpibges subject area in line with the

new curriculum.

5.1.6 The importance of training teachers to teacheading

Both my participants indicated that since theytsthteaching they had not undergone
any training workshop or course on teaching readir@rade 4. Neither of the teachers
had received much in-service support on how toiteaading, so they were largely
dependent on how they had learned to read thenssa@ueheir pre-service teacher
education and, in the case of Abby, on a Moltenos® What these participants have
been doing is class observation as one of theidsleaDepartment demonstrates how to

teach a reading lesson.

The research literature also revealed that masteofeachers in Namibia teach reading

the way they were trained in their BETD and throogkervations of other teachers as
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they teach reading in their classes (Van Graan &len2000). But looking at Cassy, who
is a BETD in-service graduate, she denied thisdyyng that she had never attended any
reading courses in her training. Therefore, the@meed to introduce training courses
and workshops on the teaching of reading in Nanttbenhance teachers’ skills in this

regard.

It is interesting to note that Cassy has twenty-y@ars of teaching experience and had
not attended any workshop on the teaching readil@@grade 4. This needs attention as
training courses enable teachers to understanthgidment how they should teach

reading in their classrooms.

5.2 CONCLUSION

The findings of this research are that both teachethe study teach reading in similar
ways to that in which they learned and were tatginéad in the past. In considering
factors which influenced teachers’ beliefs, thairgexposure and the context in which
they find themselves seems to have been a domfimetor amongst the participants. For
example, Abby’ school is well resourced, it hagading culture and she was exposed to
books in her own childhood. On the other hand, £asthool is less well resourced

with few books in their library and with only extta from newspapers and a reader in
her classroom. She speaks Otjiherero and themryslittle children’s literature in this

language.
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CHAPTER SIX

CONCLUSION

6.1 INTRODUCTION

The focus of my study has been the way teachech teading in Grade 4 and how their
beliefs and experiences shape the way they teacthisl chapter, | present an overview
and reflections on my findings. | highlight the mairguments and the strength of my
study in relation to teachers’ beliefs and prasticethe teaching of reading. The main
strength of the study is the finding that the cans®f teaching reading and classroom
practice still pose a problem to the teachers dukdir past experiences, exposure to
literature and the difference in backgrounds ofrtfether tongue speakers in the
classroom. | also describe some limitations ofstioely and make a few

recommendations for further research in this field.

6.2 POTENTIAL VALUE OF MY STUDY

The potential value of this study is drawn from ragearch questions, which looked at
teachers’ beliefs about teaching reading, theicggaion of reading and how reading is
taught in Grade 4. Central to this, is my invohegrhas a Subject Advisor in the Lower
Primary phase. The study gave me insight intoghehing of reading in the vital
transitional grade. This will enable me to provimter support for teachers with regard

to the teaching of reading.
The study provided me with valuable insights imtef understanding how early

exposure to books and formal schooling influeneavwhy teachers teach. This helped me
to understand the influence of the context in widaHy exposure to reading is based.
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6.3 REFLECTIONS ON THE RESEARCH PROCESS

This section provides an overview of my researcinrjey. It includes lessons learnt
during the journey that added layers to my undedstey of carrying out research in
education. This understanding will help me to supmuide and monitor how learners
are taught how to read in the Lower Primary phasey role as an Advisory teacher.
The process of the research was indeed valuablaraegie-opener to me as a novice

researcher.

Since my topic was to obtain a deep understandihgw teachers teach reading and
how their beliefs and experiences influenced tbk@issroom instruction when teaching
reading in English in Grade 4, | located my studpm interpretive paradigm. | used a
case study which helped me to collect data andaogulate it. This helped me to see
patterns, similarities and differences across #ta @hich enabled me obtain answers to
my research questions. It gave me an opportunitymtierstand my research participants
by the way they answered the interview questions.

The main purpose of my study was to inform my owacpce as a Subject Advisor, and

it succeeded in this regard.

6.4OVERVIEW OF KEY FINDINGS

The key findings of this study are derived from iterviews with respondents,
classroom observations and document analysis. Whatged strongly from these
findings is that the way teachers teach is infleehisy the context in which they find
themselves, the curriculum, their beliefs, previeyperience and the way they were

trained to teach reading.
There were similarities and differences betweertéhehers. In the context of Abby’s

practice it is observable that her past experi@mceher approach to the teaching of

reading work well with her class. Her school islwesourced in terms of reading books,
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both in her class and in the school library. Adidd¢ Abby had access to many books at

home in her mother tongue Afrikaans, the dominangliage at the time.

In contrast, Cassy who teaches in a peri-urbandetloere few books are found and

who has to rely on age inappropriate newspapeaéetstrreveals less exposure to reading
materials, less school support ( as in lack of Bpakd therefore poor practice.
Otjiherero could be seen as an oppressed langulaigk prior to independence had little
economic or political value. These early experisrme reinforced by the kind of schools

in which the two teachers find themselves.

Another finding is that although both teachersdwailthe curriculum, there are
discrepancies in the way the curriculum is adméemnesd. For example, the approaches
Cassy uses in teaching reading are influenceddw#y she was taught in the past.
Cassy makes heavy use of phonics on a daily basisriteaching, whereas Abby uses a
variety of teaching techniques when teaching readiherefore, the relative advantages
and disadvantages of the two teachers with regelitetacy are perpetuated in their
beliefs, attitudes and the way they continue tedfthe children in their classes. From
the teachers’ interviews, it emerged that theicficas are also led by their beliefs and

training backgrounds.

The study further shows that both teachers werghtain a traditional, teacher-centered
way involving phonics, rote learning and drilli@ecause they see the value in the way
they were taught and regard themselves as competaters, they believe this approach

had a good deal of value and it continues to affextvay they teach.

Another factor which influences the way they teectinat neither of the teachers had
received much in-service support on how to teaalirg, so they were largely
dependent on how they had learned to read thenssalaeheir pre-service teacher

education and in the case of Abby, on a Moltenosmu
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Finally, as a Subject Advisor responsible for fiiimse | came to understand the
challenges teachers and learners face in the ticaraigrade where all textbooks are in

English, their second language.

| hope that the findings of this study as preseme@hapter 4 will be useful to my fellow
Advisory teachers, teachers, NIED curriculum mermsjgolicy makers, educational
researchers, parents and learners. | also hopthteatudy will bring changes in how
learners are taught how to read.

The following gaps emerged from my study:

* Teaching strategies on how to teach reading in &4aare not outlined in the
curriculum.
» The curriculum does not stipulate selection ofadlé materials for teaching

reading in Grade 4

6.5 TENTATIVE RECOMMENDATIONS

After reflecting on my findings, | offer the follang tentative recommendations:

» Teachers should select relevant reading matemalsrding to the level of the
learners.

» Advisory teachers should train and support teachéhsrelevant materials to
enhance reading skills.

* Regular workshops on teaching reading should be @oachools.

» Teacher training institutions should ensure thathers are well trained in the
methods of teaching reading and interpretatiomefdurriculum.

* The curriculum should contain the methodology atteng reading.

* NIED should monitor the implementation of the ccutum.

» Principals of schools should be trained in curdculimplementation and note

any changes that may appear in new or revisedcolatri
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» Since most learners struggle with reading, morearesh is needed in this area to
find out what proper educational intervention peogmes could be put in place to
assist learners become better readers.

* We need to investigate factors contributing tolé@ners’ struggle to become
competent readers both in their first languagesswdnd language.

* Publishers should design materials that are reteediearners’ interests and

levels of understanding.

6.6 SUGGESTIONS FOR FURTHER RESEARCH

| believe that there is a great need for followregearch in the field of teaching reading
in Namibia. Recommendations from such researchddoeilused to enhance academic

achievements particularly in the field of readirght from Grade 1.

Further research could be undertaken in the foligvaireas.

» Exploration of teachers’ beliefs and perceptiorggmrding the teaching of reading.

» A critical investigation of how children are taugbtread in two languages in the
Namibian context.

* Aninvestigation into how teacher training instituts could enhance the teaching
of reading in schools.

* Aninvestigation into how teacher support couldobavided by the Subject
Advisors.

* A study on the methodologies of teaching readiniyamibian schools.

6.7 LIMITATIONS OF THE STUDY

| used the case study method, focusing on two dshiodhe Otjozondjupa region,
working with a small sample of only two teachehgrefore, the findings may not be

generalisable to all teachers in the region arfdaimibia as a whole. A larger sample

studied over a longer period of time would haveegimore generalisable results but
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the time constraints of a half thesis did not alfowthis. Nevertheless, the findings
provided me with unique insight into what happemsino Grade 4 literacy classes in
Namibia. Kaufmas (quoted in Smulyan, 2000: 43) ax3:

By viewing social change through the lens of indixal experiences, we are able
to move away from infinite generalizations and edagions and into the realm of
individual constructions of meaning. Through thamination of...individuals’
lives, we gain access both to multi-faceted meaafrige self-within the culture
and to a richer, more detailed portrait of theundtwhich contributes to and is
constituted by those meanings.

At a practical level, | realized that the time fragiven in conducting the half-thesis is a
limiting factor on the depth and scope of this kaiégtudy as mentioned earlier. Because
of time and resource constraints, my findings aseld only on interviews, classroom
observation and document analysis related to tachters. If | had more time and
resources, the study may have covered more resptsaeore schools and even the

learners in Grade 4.

Another limitation was that | did not have a madadher to obviate gender bias. The

reason for this was that in all the schools | ei$ibnly female teachers taught in Grade 4.

6.8 CONCLUSION

In conclusionthe findings of this research are that teachefpres are influenced by
the way they were taught in the past, their fortrahing and the context in which they
find themselves. Their beliefs shape and continwafect the way they teach reading in

their classrooms.

The other factor that affects the teaching of negquds lack of in-service training on how
reading should be taught in Grade 4. It remainsadl@enge as neither of the teachers
received any training or guidance on how to teaeding in Grade 4 nor had they the

benefit of in-service training except for Abby whad been on a Molteno course. The
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curriculum, too, provides little assistance in tih@oes not elaborate on the teaching

approaches/strategies to be used when teachingpgead
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APPENDICES

APPENDIX 1 (a): Letter to the Director requesting permission

Private Bag 2618
OTJIWARONGO
Namibia

27 February 2006

Dear Sir/Madam,

Re: Request for permission to conduct a research iyour schools

| am a part-time student with Rhodes University emdstudent number 605 M 3632. |
have been studying for a Master of Education De(fB#€T P) since February 2005. |
would be very grateful if you will allow me to ugeur schools as my research site for
the research report which | am required to write.

The aim of my research project is to study thehemgof reading in English in Grade 4
Namibian classrooms. If | am allowed to conductmesearch at your two schools
namely Kamiyo and Madala (pseudonyms), | will fertlsk the school principals for
permission to go into schools and conduct thisare$e Furthermore, teachers with
whom | will be working with will be requested to beerviewed. Classroom
observations for three reading lessons shall bdwied. After each lesson observation,
some discussions (stimulated recall) vis-a-vidéisson shall be held with the teacher’s
concerned. Some documents will be analyzed. Tleeviietvs and discussions shall be
tape recorded for transcription thereafter.

The school and teachers are assured of anonymityeifinal research report, and the
transcription shall be returned to the teacherlweato proof read and for making final
comments.

| hope that this request will be granted. Should lgave any further concerns and/or
gueries about this request, please contact me7a8@® 000 during working hours or 067
301 295 and 081 252 5022 after hours.

Yours sincerely,

Josephine Mutenda
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APPENDIX 1 (b): Letter to School Principals

Private Bag 2618
OTJIWARONGO
Namibia

27 February 2006

Dear Sir/f Madam,

Re: Request for permission to conduct a research gbur school

| am a part-time student with Rhodes University amdstudent number is
605M3632. | have been studying for a Master of Btioa Degree (GETP) since
February 2005. | would be most grateful if you vaillow me to use your school as
one of my research sites for the research repaghatam requested to write.

The aim of my research project is to study thehemgof reading in English as a
Second Language in Grade 4 Namibian classroonanifallowed to conduct my
research at your school, the teachers | will bekimgrwith shall be interviewed.
Classroom observations for three reading lessoals st conducted. After each
lesson observation, some discussions (stimulatadlyeis-a-vis the lesson shall be
held with the teachers concerned. Some documeiitsendnalyzed. The interviews
and discussions shall be tape recorded for trgstgmmithereatfter.

The school and teachers concerned are assuredmyjraity in the final research
report. The transcriptions shall be returned totéaeher involved to proof read and
make final comments.

| hope this request shall be granted. Should yoe laay concerns and queries about
this request, please contact me at 067 308 00@glworking hours or 067 301 295
and 081 252 5022 after hours.

Thank you.

Yours sincerely,

Josephine Mutenda
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APPENDIX 1 (c): Letter to teachers

Dear Grade 4 teachers

| am registered for a Master of Education DegreeTB) with Rhodes University. To
qualify for my Master’s Degree | am required toterra research report that
specifically looks at the teaching of reading iraGe 4. In this case, | will be required
to answer the following research questions:

* What are teachers’ beliefs in teaching reading?
* How do they perceive reading?
* How is reading taught in English as a second Laggua Grade 4 classes?

| request that you assist me answer the aboverotsgaestions by completing the
attached consent forms.

Your anonymity in this research is guaranteed.

Thank you,

Yours sincerely,

Josephine Mutenda
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APPENDIX 1 d): Consent Form 1 from the Director

Josephine Mutenda is hereby given permission tdwttrinterviews,
classroom observations and to analyze documeiuarasf her research
process in data collection. This will help herte/a research report that
Is required as part of fulfillment for her Mastelegree with Rhodes
University.

| understand that transcripts of the interviewscdssions and extracts
from the school documents will be made and usdzkrrfinal report. |
have been assured that the school, principalseswihérs involved in the
research process will have anonymity and theylalgiven part of the
report to verify the information.
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APPENDIX 1 (e ): CONSENT FORM 2 (From the Principd)
Josephine Mutenda is hereby given permission tdwtrinterviews and

observe teachers as part of the process of ddécton for her research
report that she will be writing in completion ofridaster’'s Degree.

| am aware that interview transcripts and extradglisbe used in the final
report. | have also been assured that my schaahezs and | will have
anonymity in that report.

Signed: ... Date: ..o
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APPENDIX 1 (f): CONSENT FORM 3 (From Teachers)

| hereby agree to participate in an interview, l@asem observations,
document analysis as well as stimulated recall yatephine Mutenda
who is conducting research on teaching readingad&4. | understand
that she will be seeking answers for her reseaneistgpns on how
reading is taught in Grade 4.

| have been assured of anonymity in the final repor
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APPENDIX 2: PILOT STUDY INTERVIEW

Interviewer: How long have you been teaching?
Interviewee: Yeah, Ummmm.... | have been teaching since 2003lsads my fourth

year of teaching.

Interviewer : Is this your fourth year teachingRdpeated question to satisfy my curiosity.
Many lower primary teachees/b more than 10 and above teaching
experience).

Interviewee: Yeah

Interviewer : What kind of teacher training did you do?
Interviewee: | did Basic Education Teachers Diploma (BETD) anttoek College of

Education.

Interviewer : What did you specialize in at the college?
Interviewee: My major at College was Mathematics and Sciencad&r8-10 and my

minor was English Grade 5-7.

Interviewer: What Grades do you teach?

Interviewee: Ammmmm! When | came here in 2003, | started teaghysical Science
Grade 8, and Natural Science Grades 4, 5, and Bwylsecond and third
year | taught the same subjects as in my first.yeaP006 my Principal
instructed me to teach Grade 4 meaning that | taldhe subjects except

German as a subject.

Interviewer : Are you the class teacher in Grade 4?

Interviewee: Yeah
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Interviewer: Why are you teaching Grade 4 if you were traiteettach Grades 8-107?

Interviewee: Really | don't know because at the end of eactr,yee have to choose
which subjects we want to teach. As of this yeanak called in by the
Principal and asked to start teaching Grade 4uirsohool class teaching is
from Grade 1- 3 but in other schools it is from Gs 1-4.

Interviewer: Do you know the reason why the principal pickedyou and not any other
teacher?

Interviewee: | really don’t know why he did that?

Interviewer : Are you happy teaching Grade 4?
Interviewee: Not really, because | have little knowledge abArts but since Arts have

to be taught in Grade 4, | found myself with noicko

Interviewer: So it means you are teaching Grade 4 which yeunat happy with? In
other words were you forced?

Interviewee: Yeah, It is like | am forced to teach Grade 4.

Interviewer : What language do you teach reading and writif?g in
Interviewee: In my school we only have English as the medidrmstruction, which is

the second language.

Interviewer : | did not get it which language again?

Interviewee: English

Interviewer: Do you have a school or class library?

Interviewee: We have a school library.
Interviewer: And not a class library?

Interviewee: We sometimes go to the library and take the baolsur class, or learners

bring books from home and we put them in the ctagdboard which acts as
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our class library. During our reading lessons, d Esrners to fetch books

from this cupboard and read in the class.

Interviewer : Are your learners able to take books from theethbrary to go and read

at home?

Interviewee: Yes they are. Yes! (Amm-ahhh - a little pauskg li can remember last
year, they were allowed to go to the library andhdoooks, but this year
they were not allowed. They are however allowethke books from the
library to the class. At the beginning of this yaaa parents meeting, we
told parents to buy stories books for their childte read at home because
they cannot take books any more since they ardaing Basic Information
Science.

Interviewer: How does BIS prevent learners from borrowing tsotukgo and read
at home?
Interviewee: You know, the old curriculum provided BIS to be the time table but now

it is integrated with languages in the new curticol

Interviewer : Are parents buying story books for their learrterseead at home?

Interviewee: Yea! Some parents do but some don'’t.

Interviewer: Do you know the reason why some of the parentsatidouy books for their
children?
Interviewee: Ummmm- actually if you ask children, they saytttieeir parents say they

do not have money.

Interviewer: Do you think that the Grade 4 is utilizing thierlry fully?

Interviewee: Not really, only when we have reading lessons when they go to the
library to take books and read in the class. Bat@nades 5, 6, and 7 have
lessons for Basic Information and Science and tbereuse the library

fully.
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Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

How were you taught to read when you were a €hild

When | was a child, | attended school where thigiects were taught in
mother tongue. | first started learning how to reaith my mother teaching
me how to read and write word such as ‘motherthéa’, ‘sister’, ‘brother’
and so on. When | went to school and compared whatmother was

teaching me, | caught up because it was exactlgdiee.

Were you happy the way you were taught readirtherpast?

Yes | was happy; the thing is if you are learnsagnething in your mother
tongue as well as in English together, | thinksithe best way of learning.
On the other hand, if you are learning somethingrather language apart

from your mother tongue it becomes so difficult.

Were you learning reading in your mother tongue?
Those days are different from these days. Schumdshave mixed learners
from different cultures. For example in my scho@ do not have mother

tongue and they just start straight away with Esigli

If I can go back to the question of being happthe way you were taught
reading, what are the thitigg made you happy?

| attended my primary education in one schoomfrGrade 1-10. | was

happy because | had English as my second languegeg mother tongue

as my first language. So if there is somethingd bt understand then |

had to ask it in my mother tongue. Nowadays witisstooms that are of

mixed races you just have to explain in English.

What strategies did your teacher use when tegaleading?

If | can remember what the teacher was usingug@p!| can’'t remember
well now, but teachers used something like flasli<a@r posters. During
reading lesson the teacher would write the wordhenposter or on a flash

card then read the word as we listened. She wan@dounce the word in
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its syllables and use fingers to demonstrate thebew of syllables in the
word. Then she would point at the word again argiragNe would read

the word individually and all of us together. Irtkithat is how | was taught.

Interviewer: Is there a difference between how you were taumgtine past and now?

Interviewee: Yes, | think there is a great difference becdusametimes do not apply the
methods | was taught how to read. | just tell tharhers to open on a
certain page and start reading. But some learnsgtfdifficult to read the
words on the page. If the page has a story thedesjust look at their
books as if they are reading but nothing is happmenirhen the teacher
starts reading for them and asks if learners diewmg. If they say yes,
end of the story. Learners are just reading withoderstanding. So there

is a big difference.

Interviewer : How according to your own experience should negdiie taught?

Interviewee: | prefer the way | was taught because if for egkenyou are teaching how
to read the word ‘happy’, | would prefer to writeon the chalkboard for all
the learners to read after me and sometimes wréeword in the air for

children to practice.

Interviewer: So if we go back to the way we were taught in plast, would children
learn to read?

Interviewee: Yes they would!
Interviewer: How?

Interviewee: Yes! | think learners would read, teachers sthigust do it the same way

we were taught.
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Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Do you think that teachers are now not writingdgon the chalkboard for
learners to read?

No, teachers are now using photocopies of stamesgive learners to read.
Sometimes these copies will be given to them targbread at home.

Teachers don't even touchdhalkboard.

How do you teach reading in your class?

Okey, Miss, if | have a reading lesson in my glaghat | always do is | tell
my learners to open their reading books on pagéhen | write the sight
words on the chalkboard. After that I tell thenptd these words into
sentences. Then | read one paragraph and ask thesad after me. | ask
them to read one by one and in groups. If theyatdailow | try to see

who is struggling. Then | write difficult words dhe chalkboard and drill
the learners on how to read those words. Thennt@bidifferent learners to

see who is still struggling with the words on timal&board.

Do you think doing this will enable learners éad?

No, but this is also another way of teaching negd write words on the
chalkboard so that they can see them and praaiwedispell them. | then
read the words so that learners get to know howcpédar words are
pronounced. If you however have 30 learners ircthss it is difficult to

make sure everyone is reading.

Why do you think teaching reading is important?
Teaching reading is important because it enahke¢earners to answer
examination questions as they come to Grade 7nd@2. Learners who

fail to read at an early stage find it difficultupper grades.
How many children can read in your class?

I will say 30% of my learners know how to readidrb% are somehow on

average, the rest cannot read at all.
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Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

What do you do with those who cannot read?

Those who cannot read are given extra readirggeta We sit together in
the afternoons and | give them individual aitamto help in their
reading.

Let us go back to the question of the importasfo@ading. What can
teachers do to get learners read?
We must encourage them to read and parents alsbhalp them to read at

home.

What problems do you encounter when teachingmg&d
The problem which | always experience is the slimmof words like ‘ask’
and ‘axe’. Learners use these words differently.ifstance, they would

read the word ‘axe’ as ‘ask’.

In other words pronunciation is a problem?

Yes.

What can teachers do to solve the problem ofyromtion?
It is very difficult to deal with pronunciatiorebause of we talk in our
mother tongue; we say words according to our laggsiaAs a teacher, |

still have problems with some words.

Thank you very much for your time
Thank you.
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APPENDIX 3: INTERVIEW TRANSCRIPTS

ABBY (KAMIYO PRIMARY SCHOOL)

Interviewer: Question 1: How long have you been teaching in Grade 4?
Abby: I have been teaching for 11 years now but not on{grade 4 but also at the

secondary school. Actually this is my fifth yeaathing in Grade 4.

Interviewer: Question 2: What kind of teacher training did you do?
Abby: 1did the Higher Education Diploma (HED). ItasGeneral Diploma majoring in
Sciences and languages from the University of tten@e Free State in South

Africa.

Interviewer: Question 2 (a): Apart from your qualifications are you married?

Abby:  Yes, | am married with two children.

Interviewer: Question 3:What Grade do you teach and how many learner®ddgve
in your class?

Abby:  Iam currently teaching Grade 4 and | havéedfners in my class.

Interviewer: Question 3 (a):What language do you teach reading and writing in?
Abby: | teach reading in English as a medium of ingtoucin Grade 4 and in Afrikaans

as a subject.

Interviewer: Question 3 (b): Why do you teach reading in two foreign langusagon’t

you have mother tongue as a subject?

Abby: Yes, This is an Afrikaans medium school. So, sl learners have to be taught in
Afrikaans from Grades 1-3 and in English as a suibjenen from Grade 4 the
language changes from Afrikaans to English as aumedf instruction and
Afrikaans is taught as a subject. That's why | keggading in two foreign

languages.
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Interviewer: Question 3 (c):Which languages are you comfortable with in teaghin
reading?

Abby: | am comfortable teaching in Afrikaans as it is mgther tongue.

Interviewer: Question 3 (d): Why is it important to learn in your mother tongue
Abby: You know, it is crucial to learn in the mother toegbefore reading in any foreign

language. It is easier because it is the languagease used to speaking at home.

Interviewer: Question 4: Do you have a school library or a reading corngraar class?

Abby: Yes, we have a library and | have a reading cameny class.

Interviewer: Question 4 (a):Are your learners able to borrow books from thedlilp to
go and read at home?
Abby: Yes, Ammmm! But not at the moment, they will lmwrbooks from the library
as from the third term.

Interviewer: Question 4 (b): Why are they not allowed to borrow books from the

library?

Abby: Because in the past, when we were having BIS abjact they were allowed to
borrow books. There was a syllabus to teach thdrem how to handle and take
care of the library books. Since BIS is now intégganto languages according to
the new revised curriculum, they are not alloweddaow books. | have first to
teach them how to handle books. So what | will dordy this second term, | will
teach learners how to handle and take care of baokionly in the third term,
they will enter the library and borrow books fronetiibrary and when they
borrow books there are not allowed to take thehroate but only to read them in
the class.
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Interviewer: Question 4 (c): Let me go back to the question, do you have amgad
corner in your class?
Abby: All yes, | have a reading corner in my class. ldhAfrikaans and English story
books for learners to read in my class. | have aldmcts from newspapers and
magazines at the reading corner. So, if they arshfed with whatever there were

doing, they go to the reading corner to pick umakband read silently.

Interviewer: Question 5: How were you taught how to read when you wereildzh

Abby: | was taught in my own mother tongue Afrikaansdd a lot in Afrikaans than in
any language and Afrikaans is my first languageeWhwas in Grade 4, | could
read fluently on my own and this gave me an oppattuo learn to read in
English. I liked school because it was relevarwhat | read at home and |
understood what the teacher taught very well. énghist where teacher centered
approach or rote learning was dominant, | was &bftead. My teacher, if my
memory serves me well in Grade 4 used to teachras@ar e.g. substitution
table where pronouns, verbs and nouns were groWgedlrilled forming
sentences out of the table. | was able to ideat$gntence in the present, past and
future tense. We memorized text from the Bible,wetknew how to read. | am
happy with the way | was taught in the past andulld not be a teacher today if it

could not be for rote learning.

Interviewer: Question 5 (a): Is rote learning the best way to teach reading?
Abby: Yeah, I think so; you can not throw away what wasdjabout it. I like it and it
enabled me to know how to read.

Interviewer: Question 5 (b): Is there a difference between the way you werghtin
the past and now?
Abby: Yes, because children knew how to read alreadyoas Grade 1. But in my
school since it is an Afrikaans medium school ams$tof the learners are not
Afrikaans speaking they do struggle a lot wheroihes to reading. It takes time

to enable them to read fluently and with understamdt is difficult for them to
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read because they are not taught in their motimgyute. | feel that it is better to

teach learners in their own mother tongue thansecamnd language.

Interviewer: Question 5 (c): Are you happy the way you were taught in the past
Grade 47
Abby: Of course | am happy, a child who cannot read stiliggle throughout her/his
schooling. Because what ever we do contains readi&gher it is numbers or
whatever. If it could not be for those teacherthmpast | could not read. But now
| am happy | am able to read and you know if my rognserves well, my teacher
was having a few years of experience, which | carermember well, but she was

able to teach us how to read. | am really happy.

Interviewer: Question 6: Where you having enough story-books both at hondeaain

school to enable you to know how to read?

Abby: Yes, at home my parents had a lot of Afrikaans banlka big room. | was able to
page through these books and when | was in Gradeatl many story books at
home and at school. If | can remember very well teacher brought many
stories in class for us to read. This createddke for reading in me. I liked

reading in Grade 4 already because | was expossul ttany reading books.

Interviewer: Question 7: What strategies/methods did your teacher use anl€4 to

teach you how to read?

Abby: | remember very well teachers used a variety ohods. My teacher used to
combine the methods when teaching. She used armotshe thought was
suitable for us to understand. The sounding of walebended in which grade
you were and the story you were reading. There werds lists on the wall of
the classroom, which we sounded out. Each day wedsa out words and read
them over and over again both in Afrikaans andnglih. This is the way we
learnt how to read by heart. The other strateglyiibng. We drilled the Bible
verse of John 3:16 and | can recite it even toWdsy.drilled a lot of things for

example; we recited the substitution tables in otdé&now language structures
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e.g. collective pronouns and tenses. Tenses watewi¢h at a particular time,
for example; if the week was meant for drilling fhresent tense, we drilled until

we knew it and how it worked.

Interviewer: Question 7 (a): Which other strategies/methods did your teacheiimus

teaching you how to read?

Abby: We also did a lot of spelling and dictation whemas in Grade 4. | can remember
very well that almost every Friday we had a spgltest on the vocabulary words
we had done during the week. This forced us tolaad know the words well.
My teacher also dictated a paragraph to us and ntewhe dictation without
opening our reader. This forced us to have godenlisg skills and pay attention
to what we were reading in a reader.

Interviewer: Question 8: How according to your own experiences should regabte
taught in Grade 4?
Abby: Learners should read to understand. If they jued reithout understanding then
there are not reading. They should be able to answeprehension questions
from the text or reader. They should read the voleaip and sight words, know

the meaning of the words.

Interviewer: Question 8 (a): Are you doing this in your class?

Abby: Yes, | teach my learners to read with understanddognetimes | drill with them
on the text they do not understand in order to tedm to recognize the sentence
order and some of the common sight words. Lealinggade 4 should be able to

read few sentences in English already.

Interviewer: Question 8 (b): How do you teach reading in your class?

Abby: Ohh, in my class, | use a lot of strategies inh@agr my learners how to read to
enable them to understand. | teach reading acaptdithe way | was taught in
the past. Because | cannot do away with the wagd taught in the past totally. |
still use some of the methodologies. | teach pheainds if learners are stuck
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with the pronunciation of the words and | give thguestions to answer from the
text which they have read. | do a lot of comprel@mg what ever they read.

They read aloud in groups in order to help those a#e struggling to read. They
also read in pairs and individually.

Interviewer: Question 8 (c): Are those the only strategies/methods you useaithte

reading in your class?

Abby: The other thing which helps me a lot is that evayae have a reading exercise
for 20 minutes before any lesson starts. It isoiblecy of the school to see to it
that learners have to read even few sentencestwraparagraph and after that
they have to explain what they read, just to séleely really understood what they

were reading. This exercise has become a culturgyinlass and | really want to
help those who cannot read.

Interviewer: Question 9: How were you trained to teach reading in Grade 4?

Abby: The way | was trained to teach reading is thraihghMolteno Project workshop
for Grade 1 in 2000, if | can remember correctlyt Bwas not trained on how to
teach reading specifically in Grade 4. Sometimasvhys go and observe how
other teachers are teaching reading in their ctagskink Advisory teachers
should train us how to teach a reading lesson.yiclass | teach the way | want
as long as children can read, it is fine with me.

Interviewer: Question 10: What is your understanding on the concept teact@ading?

Abby: Reading is understanding what you are readingekample in my class, | give
my learners to read five sentences from the read@explain to me what they
have read. | give them twenty minutes reading egerafter that | ask them what

they have read. This exercise helps me to helgetivi® cannot read.
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Interviewer: Question 11: What problems do you encounter when teaching rg&din

Abby: Theproblems | encounter when teaching reading are tviilke learners who are
struggling to read because of not being prepardiem mother tongue in order to
build on their second language. It takes time lioise learners to read fluently. |
have a problem really in enabling them to read gschool is an Afrikaans
medium school attended by different ethnic groups.

Interviewer: Question 11 (a):What do you do to help them?

Abby: What | do is, | put them with those who can readroups in order to help them.
You know that learners learn better from theirrids. Sometimes | ask them to
come back in the afternoon, so that | can teachhetglthem to read. As | have
the reading corner in the class, | call them imaug and | choose simple text for
them to read. This helps them although sometimikés time but they are really
trying.

Interviewer: Thank you very much for your time.
Abby: Thank you.
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CASSY (MADALA PRIMARY SCHOOL)

Interviewer: Question 1: How long have you been teaching in Grade 4?
Cassy:| have being teaching for 22 years and | have lbegrhing in Grade 4 for 8 years

now.

Interviewer: Question 2:What kind of teacher training did you do?

Cassy | did the Primary Teachers certificate (ECP),iB&lucation Teachers Diploma
(BETD in service) specializing in Lower Primary angraduated in 2002 from
Windhoek College of Education.

Interviewer: Question 2 (a): Apart from your qualifications are you married?
Cassy:Oh, yes | am married with children.

Interviewer : Question 3:What grades do you teach and how many learneysulbave
in your class?

Cassy:|l am teaching Grade 4 and | have 42 learners iclass.

Interviewer: Question 3 (a):What language do you teach reading in?
Cassy:l teach in both Otjiherero and English and we heavather Grade 4 class offering
Khoikhoigowab and English.

Interviewer: Question 3 (b): Why do you teach in both languages?
Cassy:| teach in both languagégcause Grade 4 is class teaching and | am the only
teacher teaching in this class. The other reastirattjiherero is taught as a

subject in Grade 4 and English is a medium of ucsion.
Interviewer: Question 3 (c):Which language are you comfortable with in teaching

reading?

Cassy:l am more comfortable with my own language Otjérer
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Interviewer: Question 3 (d): May | know why?

Cassy:Otjiherero is my own language. | can speak, reatverite in my language more
fluently. Ammmn although | am Otjiherero speakihgan teach Afrikaans
because | am used to speaking the language befdrafi@er independence than
English. English is a foreign language and sometiinis difficult to pronounce
some of the words in English. The other issueas ldarners are used to mother
tongue from home and from Grades 1-3. This autansatitch to English in
Grade 4 is a problem.

Interviewer: Question 4: Do you have a school library or a reading corngraur class?
Cassy:Yes, we have a mini-school library, but it is vergall and there are few books in
it. Most of the books are old and we have few negdtory books in our library.

Interviewer: Question 4 (a):Are Grade 4s allowed to borrow books from thedrfgrto
go and read at home?
Cassy:No, they are not allowed to take books from thealiy to read at home.
Sometimes they can borrow books from the libranytbey cannot go with the

books at home, instead | keep them in a cupboard.

Interviewer : Question 4 (b):Why are they not allowed borrowing books from the
library?

Cassy:Because they may loose the books and since tlayikioes not have enough
books they cannot be allowed. The other thingas, thince they have no Basic
Information Science (BIS) as a subject on the tablket, there are not allowed to
take books. You know, at the beginning of the yeaents were told to buy story
books for their children and only a few managecde dther parents do not have

money.
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Interviewer: Question 4 (c):What happened to BIS?
Cassy:lt is now integrated into languages according &rtaw revised curriculum for

lower primary.

Interviewer: Question 4 (d):Let me go back to the question, do you have amgadi
corner in your class?
Cassy: Yes! | have a small reading corner. | have feagazines, extracts from

newspapers and a reader. | don’t have enough bogkg reading corner.

Interviewer: Question 5:How were you taught how to read when you wereildzh

Cassy: When | was a child | was taught to sound wordsef@mple tja tje tji tjo tju in
Otjiherero, this helped me to read earlier. Inglast we memorized those sounds
and we knew them by heart. Learners should fied ie their mother tongue in
order to build on the second language. When | w&rade 4, | was able to read
and write a letter in Otjiherero. | answered corhpresion questions from the
reading passage because | understood what | waisigeguite well. It was even

easier to remember words in mother tongue tharsgcand language.

Interviewer: Question 5 (a): Is memorization the best way to teach reading?
Cassy:Yea, but sometimes it is bad because you wilkmotv the meaning of the
words. But with the sounds of mba, mbe,mbi, mbouynittis good because you

know which word starts with which sound.

Interviewer: Question 5 (b): Is there a difference between the way you werehtiaing
the past and now?
Cassy:Yes, in the past we memorized but we knew hovesa rand write. But now most
of the learners do not know how to read. In gradérdady | knew how to write

a letter in my mother tongue already.
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Interviewer: Question 5 (c): Are you happy the way you were taught in the past
Grade 47

Cassy:Very much, after independence we adopted leaereced education, which
makes learners active and teachers’ passive, &urtdes are struggling to read.
In the past untrained teachers, who only did theng, taught me and | just
listened, but yet | could read. We repeated and oneed rhymes and poems in
mother tongue and Afrikaans without understandig,| still emphasize |
could read. This learner-centered education isagimuch freedom to learners
and that is why they do not concentrate. In my ¢ase still struggling with it. |
put learners in groups to help each other whenimgabut it takes time. When
are they going to finish the stories in their redatithey read in groups? Over-
crowdedness in our classes also makes it difftoudfive individual attention to
those learners who are struggling to read. It enewvorse as learners will be just
opening their mouth without reading and followimglheir reader. Ammn, you
know those days in the apartheid era, schools mestly up to Standard 6 and
many teachers were not qualified at all. | am alse of the Standard 6 teachers,
except that | have upgraded myself and the impothamg | can say is that | can
read.

Interviewer: Question 6:Where you having enough story-books to read botiome
and at school to enable you to know how to read?
Cassy |did not have books to read at home and my parents oot afford to buy
books for me to read. | just used the reader fimgrsthool, but despite of not

having books at home | am proud to say, | can read.

Interviewer: Question 7: What strategies/methods did your teachers useadé4 to
teach you how to read?
Cassy:My teacher used a variety of strategies. She uUasH €ards and we were made to

recognize words either by sounding or reading froemory. | remember very
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well that | sounded words in my own mother tongne formulated sentences out
of the words. | had to know the sounds and wotd lighich were given by the

teacher.

Interviewer: Question 7 (a): Which other strategies/methods did your teacheiimus

teaching you how to read?

Cassy: The most common strategy | can remember evenanés4 was drilling. We
drilled vowels in Otjiherero with different consana and formulated words and
sentences out of the words. My teacher also usaltirgpand dictation. She
dictated comprehension questions from our readgmamnanswered in our
exercise books. Sometimes these questions wewt wehty marks and the rule
was to get half of the questions right. It forced to read the story over and over
again in order to prepare for the dictation. | knihere is no best method for
teaching reading; even the teachers in the padttasecombined method they

thought enabled the learners to read.

Interviewer: Question 8: How according to your own experiences should regabte
taught?

Cassy:First of all sound the word and then explain thedito learners to get the
meaning. And then divide the word into syllablesyrgd it again and again.

Interviewer: Question 8 (a): Are you doing this in your class?

Cassy:Yeah

Interviewer: Question 8 (b):How do you teach reading in your own class?

Cassy:First of all | do the phonic sounds based on theydhey are reading. | choose
the words with similar sounds and drill them witle iearners. And then if they
are difficult words from the story, | write them ¢me flash cards and learners are
requested to read and pronounce the words corrddthr that they will try to

put the words into sentences.
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Interviewer: Question 8 (c): Is that the only strategy you use to teach reaihrygur
K372
Cassy:Yeah, just sounding the words is very importamt arners can know how to
read. Although, sometimes | always use group, iddal and pair to read. After

that they all read together.

Interviewer: Question 9: How were you trained to teach reading in Grade 4?

Cassy:If my memory serves me well, | cannot remember dgp&iained how to teach
reading in Grade 4 not at all. What | can remenmbenly during the workshop
of Grades 3 and 4 when teachers were trained ometwarevised curriculum. A

facilitator demonstrated a reading lesson to us.

Interviewer: Question 10: What is your understanding on the concept tegcteading?

Cassy:You know, for me reading is just reading whethethwinderstanding or not. If
learners can open their mouth and read word by wad words are coming out
of their mouths then they are reading. You know,ritbw policy says learners
should know how to read. | can read other langu#tgmsgh | cannot understand

what | read, to me that is reading.

Interviewer: Question 11: What problems do you encounter when teaching rg&din
Cassy:Lack of reading books and | cannot make copiesiiem because there are many

learners in my class.
Interviewer: Question 11 (a):What do you do to help them?
Cassy:I help them read and | write words on the chalkbddar them to go and read at

home.

Interviewer: Thank you very much for your time

Cassy:You are welcome!
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APPENDIX 4

Doing words \erbs

What are they doing?

Look at the drawing below. Each person and animal is doing something. Can
you describe what each one is doing? Write the words in the space below.

wot Vb CoQt e as

g
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BT e
1 Gy
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Read a story
1. Read this story about the boy and girl in the picture on page 2.

Serena lived with her family on a hillside near a river. During the week, her
parents went to work in the town nearby. Serena walked to school on the other
side of the hill with her friends. In the morning, her grandmother looked after
her younger brother, Peter. In the afternoon, after doing her homework, Serena
looked after him. They walked in the veld, they painted pictures, they sang
songs, and they played all sorts of games.

One winter afternoon Serena came home later than usual. The sun was low in
the sky and big grey clouds were blowing over the hill. Serena’s grandmother
came hurrying towards her.

T can't find Peter,” she said. ‘I've been calling and calling. I'm so worried.’

‘Don't worry, Granny,” said Serena, ‘I'll find him. Please tell the neighbours to
come down to the river.” Serena ran down the hill. She knew that the neighbours
would soon join the search for Peter. But she also knew that she was the best
person to start looking. She knew where her brother liked to go.

Peter was not allowed to go to the river alone. But he liked to play in the
water and to walk on the stepping stones. Serena ran along the river calling
Peter’s name.

—
o 5
o I S R

2. What do you think has happened to Peter? Tell your parent or helper.
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Makih—gf”heaning

1. Words that describe actions, or things that people or animals do, are called
verbs. Every sentence has a verb in it. Some sentences have more than one
verb. Underline all the verbs you can find in the story on page 2

{ 9 The three words below are from the story. Circle the correct meaning for each
of them. You may find it helpful to look for the words again in the story.

e neighbours

people who live near you
. people who live far away
your uncle’s children

oo

e search

look for someone or something
. find someone or something
open a room

oo

alone

something that you have borrowed
. without any other people

with your friends

oo

3. Why do you think Peter was not allowed to go to the river on his own? Write
three sentences about how water can be dangerous.

4. Read these sentences. Write ‘true’ or ‘false’ at the end of each sentence.
Ia.' Serena liked her brother.
b. Serena was cross with her grandmother.
¢c. Serena knew where her brother liked to go.
d. Serena could not find her brother.

e. The neighbours did not want to help.
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Using verbs

1. Read about what happens to Serena and Peter. Choose verbs from the box to
finish the sentences below.

tied ran arrived screamed walked  told found

heard saw touched  gave broken called

Serena along the river and Peter’s name. Then she
the sound of crying, and she her brother sitting on a

stepping stone in the middle of the river. Serena on the stepping

stones until she reached him. She

his leg. He in pain. His poor little

leg was ' . She a stick
next to the river and it to his leg
with her belt. She him her jersey

and him stories. When the

neighbours with a stretcher they said = -
to her: “You were very brave.’

- 2. Different words can have the same meaning. Draw lines to match the verbs
floating in the river with the verbs in the stepping stones. The first one has

been done for you. s
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' Have you ever helped a person or an animal who was in danger? Write a
pavegraph (1o sentences) s

126




APPENDIX 5

¢ OSWALD SHIVUTE at OSHAKATI

B A 58-year-old woman, Meschtilde Martin, isina serious ¢
B condition in the Intensive Care Unit of the Oshakati [§
B State Hospital after her son allegedly attacked her §
§ with a panga.

Regional Police Commander Josef Anghuwo told

"'f": The Namibian that theattack was apparently prompt-
i ed by the woman’s refusal to hand over N$100 that §
B her son had given to her for safekeeping. &

The Police at Oshakati and Ondangwa are investi-

B gating the attack which took place at Ehafo village f

near Ondangwa on Saturday night. :
Martin’s 28-year-old son is alleged to have hacked o¥

| his mother all over her body with the panga.

He allegedly also set two huts on fire before flee- :

& ing.

Police spokesperson Constable Christina Fonsech E
said yesterday that the Police were still looking for

the suspect.
She said Ehafo village is surrounded by oshanas full

of water and the Police vehicles that went tosearch for §§

the suspect became stuck in the mud on Sunday. :

“We are still looking for ways to arrest him, but
it is difficult because of much water in that area,” [
Fonsech said.
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