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ABSTRACT

This study investigated the factors affecting thaching of English reading skills in a second
language of Grade 3 learners in three primary dshao Ongwediva town of Oshana Regional
Education Directorate in Northern Namibia. It alegestigated methods and approaches that
were used to promote the teaching of reading ini&m@s a second language and the linguistic
environment of the classroom in which the teaclihgeading occurs. Classroom environments
were observed and telephonic interview was conduat¢h the circuit inspector of the three
schools selected. Individual interviews were aleae with the principals, Grade 3 teachers and
Grade 3 learners of the three chosen schools. sFg@mup interview was also done with the
same Grade 3 teachers.

This study found out that insufficient reading bspkpoor teaching methods, insufficient
teachers’ and learners’ interactions and overcrowadassrooms were some of the factors that
made the teaching of reading unsuccessful. Froeninkerviews of the circuit inspector,
principals and teachers it was revealed that inaateqgteacher training workshops for teachers
teaching English reading, lack of parental involeam low budget allocation to Primary
Education and lack of reading capacity in vernacattected the teaching of reading negatively.
The outcome of learners’ interviews indicated th@tonemic awareness and lack of

comprehension created reading problems.

Given the factors referred above, it is recommentted more interesting readers should be
purchased to solve the shortage of reading materiah addition, more effective teachers’
workshops should be given to strengthen the teachpproaches to reading skills development

for Grade 3 learners.



SUMMARY

The research focused on the investigation of thfa affecting the teaching of English reading
skills in a second language of Grade 3 learnetiseathree Primary schools in Northern Namibia.
To accomplish this goal, this study used classrobservations and interviews to the inspector,

principals, teachers and learners.

From the results and findings of the study, themfiactors hampering the teaching and learning
of English reading skills in a second language odda 3, Primary schools of Namibia were:
inadequate reading books, deficiency teaching ndeflogies, insufficient teachers’ and

learners’ interactions, overcrowded classroomsdenaate teachers’ training workshops for
English teachers for reading, lack of parental imement, low budget allocation to Primary

Education and lack of capacity in the vernaculat #ffect negatively the teaching of reading.
Likewise, from the interviews, it indicated thatguiemic understanding and incomprehensibility

of texts results to reading problem.

KEY TERMS:
English reading skills, second language teacheagHing of English, Grade 3 learners, primary

schools, promoting teaching reading, investigasedofrs, classroom environment, insufficient

reading books, inadequate teacher training.
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CHAPTER 1: INTRODUCTION

1.1 BACKGROUND OF THE STUDY

After the independence of Namibia, English becahe dfficial language of the country and
became mandatory in all government schools. This tha start of the educational problems.
Problems emerged with regard to the teaching ofieings a second language, in particular the
teaching of reading. English teachers in the nekobal level also felt the effect of the reading

problem. They complained about learner’s poor lagg skills and lack of reading proficiency.

Carter and Nunan (2002:22) raised the question hvengtroblems with reading is a reading
problem or a language problem. Not surprisinglgyticoncluded that it involved both. But to
other critics they differ from each other. Fran@600:1) explained that “reading problem is the
presence of more errors in a brain’s neurologicgivork that clearly direct the interactive,
predictive, integrative or mental processes knowfr@ading” which may be worsen by witness

in the reader’s desire to read”.

But to (Audiblox n.d. _http://www.audiblox.com/regdproblem.htr). it is explained that

“reading problem can be identified by several syon like reversing letters or words on
writing letters, loosing ones’ place, reading uafitly or inaccurately, remembering little of one

has read or reading with poor comprehension”.

Meanwhile, from the context of (American speechglaage-hearing Association

n.d.’http://www.asha.org/public/speech/development/lagguispeech.htimlflanguage problems

are characterized by children in not having a gonderstanding of the meaning of the words
and, how and when to use them. Due to this comditioe children and even adult may have
trouble following directions and speaking in lorengences. This can be the results of language

and speech disorder or language impairment”.
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They further stated that much depends on the stdgeecond language development where
second language readers need a minimum startiret) dé\general second languagampetence
before they are able to generalise their first leaggereading abilities into the second language
Furthermore, they said that proficient second laggulearners are good readers in their first
language. These views were based on a wide rdrgsearch studies and teachers’ observation
that reading abilities can, indeed, be generalaszdss language even in the case of differing
scripts.

Carter and Nunan (2002:22) further stated thatr&he a difficulty in attending specifically to
sound-symbol relation in texts, as happens withngwoinstruction in that there is always a
mismatch between the second-language learner'sopdminal system and that of English”.
Additionally, they claimed that the kinds of diffities which cohesively ties in texts, such as
pronouns, causes first-language learners as olthas commit errors. Such difficulties are

likely to be correspondingly greater for secondgizege learners.

Hammer (1999:37) suggested that “students can mdhie first-language spontaneously
whereas consciously studied language is only aeduinrough learning and is therefore much
more difficult to produce spontaneously”. He fentlstated that acquired language is somehow
“better” than learnt language because the learasrtd concentrate to produce the latter, thus

interrupting the flow of language production.

Moon (2004:1) in his study of children learning Esly, enumerated some interesting beliefs
about learning a language. Children learning Ehghs a second language can also make errors.
To him, this is a sign of active learning. Thes®ms provide the evidence that both first and
second-language learners are not merely imitatihgtwhey hear, like parrots but are working
out how the language system operates. They gi@eh&rs insight in what learners have
discovered about language, at any given point.cétginues by saying that there are important
differences between children learning a seconduageg at school. Second-language learners
have already mastered one language that they alomg to the language classroom, as well as a
great deal of experience of language and life aadymother natural abilities that help them to

learn English. He also talked to some Bangladgsimary teachers about difficulties in
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teaching English. They said that they felt it wasy difficult for young Bangladeshi to learn
English at the primary level. These Bangladeshchiers remarked further that they used
translation as their main teaching method to malkegs easier for children. They could not

imagine how a pupil can learn without a translation

Burnham and Jones (2004:244) indicated that thmileg environment needs to be free from
distractions, because it is not possible to worthd@ children are unable to concentrate on their

reading or what is being said.

Cullingford (2001:73) stressed that “some childtearn to read with difficulty to understand
how they acquired the art of reading”. Some childearn to read regardless of being hampered
by not receiving any help. He mentioned that ofehe important factors that prevented
learners from progressing with reading is theirbiliy to recognise the purpose of reading.
Learners tend to devalue the importance of readiththis turns them to shy away from the joy

and pleasure of reading activities.

Donald, Lazarus and Lolwana (2002:310) pointed that because reading is basically about
understanding written language, general languaifjeudiies may cause specific difficulties for
example, in letter-sounds or phonic information wehe learner may have difficulties in
perceiving visual differences between similar letieapes or the order of the letters like b and d.
Secondly, reading involves understanding the fléwidgtten language. The forms and grammar
of language have to be understood and used ifdemare to progress beyond reading isolated
sounds or disconnected bits of texts. Donald, itez@nd Lolwana (2002:310) said that “if
learners experience reading difficulties in thisaa they will not be able to use a grammatical
flow of information that is contained in any passag reading materials and that would lead to
slow laboured and disconnected ‘word calling’ “.ir@lly, it also has to do with the information
from the meaning of the material being read whethés understood for example from the
phrases, sentences and whole passage. Wheraerlbas a vocabulary or concepts or meaning

difficulty, then reading progress becomes sevearsyricted.
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1.2 AWARENESS OF THE PROBLEM

In Namibia, literacy in the second language hamlee@reat concern since independence on
March 21, 1990. The author became seriously anfatiee problem when reading a newspaper
headline in which the Namibians education systers evdicised by the World Bank: “only one
child out of fourteen children can read before thegch Grade six or eight” (UNICEF Report
2004: 22).

In June 1995, the same situation became a naitissad as a “talk of the nation hot topic in the
English national radio programmes open line cdlietional chat show” and in the Oshiwambo
local language open line called “ewi la manguluka’ well as in the national assembly TV
program that was aired in Namibia Broadcasting G@&fon nationwide. As a result of these
controversial national shows and programmes, maarents echoed their complaints that
teachers are not teaching children how to readegshpp Children are being promoted to higher
grades level without the ability to read. As auteshey end up failing in the upper ladder of the

educational curriculum, especially in Grade 10aral examinations.

The findings of the Southern and Eastern Africa £ootum for Monitoring Educationally
Quality (SACMEQ) Il report by Makuwa (2004: 144-)4Gompounded an awareness of the
problem. The report contained statistics on theirgpskills scores in Namibia of the learners
and teachers as compared to south and east Attaartries. The report stated that the reading
scores of learners (listed by countries), put N@milbearners as one of the tail end compared to

other countries (see also chapter 3:14, figure 1).

The report of the survey done by the Basic Edungdiopport Project Phase 3 (BES 3), Ministry
of Education (9) (2007) also drew my attention ke tLearners Performance Assessment
Instrument (LPAI) survey. This survey was conddatieiring the years 2006 and 2007, in the
six Educational Regions, in Northern Namibia. O@ghBducational Region was also included in
the survey that is the focus of this study. Theeasment was based on three subjects, including

English, which is the focus of this study. Thes@awhy the survey was done in these six
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educational regions is because the Namibian govemhnoconsidered these six regions as
disadvantaged groups as a result of the liberainmgle. In these six regions, learners’ failure
rate in their national examinations (Grade 10 aBfvias always high, especially in English.
This is a recurring problem annually. The resu#flect the poor background of English

teaching in their lower primary Grade levels.

1.3 STATEMENT OF THE PROBLEM

The Namibian public felt that children are not pedp taught how to read in English as a second
language. They are also of the opinion that tlekildren have insufficient opportunities to
develop reading skill in the classrooithey felt that the way the teachers teach reaskilty to
learners is not effective enough to develop readaggacity. Namibian parents felt that teachers,
because of their great influence on learners, laalded obligations and responsibilities towards
their learners to develop their reading skills ahaols. Parents of Namibia still maintain that,
children’s reading activities should not be thegpéis duty, since most of them are not schooled

for that purpose

Children’s in ability to read in the classrooms @ big risk to the articulations between one
Grade levels to the next. From Grade 3 onwardshtza experienced inadequacy and in
competency in reading capabilities among learnéys.a result, the situation impacted heavily
on the learner’s progress in all facets, becauggigbnreading proficiency is a prerequisite for
understanding all other subjects. In Namibia, Ehgis an official language and the medium of

instruction from upper primary onwards.

Namibian learners lose interests in learning andeipeattend classes for the sake of attending.
Learners became de-motivated, demoralised and plegibally affected victims of the high
failure rate in their national examinations. Th#gveloped a low self-esteem with low self

concept-personality traits that devalues youngdeceil’s’ dreams to achieve success in life.
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When Grade 3 learners have problems with Englista @&gcond language, it thus becomes

necessary to investigate those factors in the $¢habmight contribute to poor reading skills.

1.4 RESEARCH QUESTION

This study will address the following research dgioes
What are the factors that influence the teachingeafling skills in English as a second language
of Grade 3 learners?

1.5 AIM OF THE STUDY

This study aims to investigate the factors thaugrice the teaching of reading in English as a

second language of Grade 3 learners in the resaezah

As a secondary aim, this study will investigate:
methods and approaches that are used to promoteatti@ng of reading in English as a second
language and

the linguistic environment of the classroom in whibe teaching of reading occurs

1.6 EXPLORATION OF THE PROBLEM

1.6.1 READING CULTURE
Namibia is a vast country, geographically speakiagd, in terms of various indigenous

languages used by Namibians in their regions @firoriThese local languages became their first
languages, while English became the second languradjat the same time decreed as an official
language by constitutional edict. Sociologicallye ttountry has a big disparity that one percent
of the whole population comprises the rich peoplelevthe remaining ninety nine percent are
poor. Educationally, eight percent of Namibians dlieerate or uneducated, while twenty

percent are literate. This may be the reason whgrgoof reading are scanty or non- existent
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among the many Namibian people. This situationahearry over effect to schools as well as to

the community.

1.6.2 READING INTERVENTION

In strengthening English reading skill among therhers, remedial teaching is necessary. This is
reaffirmed by Ziolkowska (2007:76-86) who discowktbat remedial teaching is not the only

remedy to help learners with reading difficultibst above all teachers’ interventions is needed
for preventive measures. According to Cullingfq®001:88) this intervention strategy by

teachers can help individual children who havedliffies in learning to read. This can be done
by using direct instruction, real teaching and fremthreatening sources like blending of the clue
in decoding the text. This intervention in readisgaluable and enjoyable as well as important

to improve reading.

To make reading intervention workable, Barkley @Q09@4-210) recommended cooperative
learning as a necessity. In his study on the stilbjeteaching reading technique, he found that
there is a positive correlation between the leasngnior knowledge in reading comprehension

and achievement.

Learners read by decoding or recognising the wavdBout understanding them. This is

didactically not advisable and Hoien and Lundb&@0(Q:188) maintain that “teachers spent too
much time on decoding practice in reading rathantbn reading comprehension”. To make it
instructionally correct, both activities need todmeen the same weight. In other words, learners

need to recognise the words correctly and to fiveddorrect meaning of the words.

1.6.3 TEACHING AND DEVELOPMENT OF READING

Frost (1999:108) insists that reading should besicemed as a product of written word
recognition and comprehension so that if the waad been recognised, reading and listening

will draw on the same linguistic processes.
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Gill (2005:214-221) believes that as reading wardognition is considered, the goal is seen as

“automatic” in decoding words.

There is also the assumption that some of the éeaato not vary their methods of teaching
reading, and that their monotonous style does twotutate learners to learn. Teachers who
teach learners in that way are not responsive @odégmands and needs of the present day
situation. This is actually contradictory to thet@mes of the study undertaken by O’Sullivan
(2003:131-133). He made the point that by using@actic approach to teaching young pupils,
teachers are directly and indirectly developingineg skills in their pupils. This strategy applies
a bottom-up approach which includes phonics ankl &al say and a top-down strategy that are

composed of extensive reading, contextualisatiahpactorial clues.

Teachers presume that learners read by memorisibgrd of the alphabet or texts without
knowing the meaning. Linked to this observatiorS@ivan (2003:133) highlighted that the
use of only one teaching strategy has become conpramtice in developing countries. This is
known as rote reading. Namibia, as a developinghtty, having this type of practice is not
exempted from O’Sullivan’s comments. He, howeweggested that a low teaching standard
can produce rote reading and this may be remedieapplying eclectic reading strategies plus

the use of meaningful approaches to reading.

Despite their rigid training at the teachers’ tmagncolleges, teachers, both new and old became
amnesic and myopic in applying both Piaget's dgualental stages in language and cognitive
learning as well as Thorndike’s three laws of catine behavioural learning, for example,
theory of readiness, theory of exercise and thebmsffect (Mwamwenda 2004:182-184). This

needs to be revisited to refresh and renew theteffehe teaching practice.

Honig, Diamond and Gutlohn (2000:9 -11) coined wad “Matthews’s effects”. This means
that a good and consistent reader increasingly rbesoricher in reading ability while non-
proficient readers get increasingly poorer in theading capabilities. Or, it also means that the

less the learners read in the first Grade, the llksb/ they will be able to read in subsequent
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school years. Honig, Diamond and Gutlohn (200@P-4lso maintained that “there was a
significant positive relation existing between theeasures of the amount reading or book

reading and the measure of reading comprehenst@apulary and reading speed.”

1.6.4 VOCABULARY DEVELOPMENT

Limited vocabulary development, demonstrated aremfagion that learners are not trained to
become vocabulary wise. This is not educationsdiynd, and Hoien and Lundberg (2000:188-
189) discovered that the vocabulary of many poadees is poorly developed. Consequently
learners’ reading is limited as they lack goodtetgges to increase and widen their grasp of
words. On the positive side, they discovered kbatners are able to learn many new words if
the words are presented in a meaningful contextaaedully explained. In summary, they say
that learners can add up to 3000 new words pergredneir own volition, if given a chance by

their teachers.

In the same vein, Biemiller and Boote (2006:44-6Rpported that teaching vocabulary to
children in the primary grades is essential innesg the word meanings of the storybooks they

are using.

In addition, O’Sullivan (2003:133) maintains that @ncrease in vocabulary can enhance
children’s mental power, through the use of oratkworThis is considered enough to be effective

in the development of children’s reading skills.

Honig, Diamond and Gutlohn (2000:10) stress thaliearners can be helped to do word sorting

activities, will increase their spelling as wellraading abilities”.
In explaining the nature of reading, Jackson antih€art (2001:11-37) recall that reading is a

cognitive activity done through the information pessing that composes of specific processing

subsystems. They further meant that from print igh#te input, it could produce the meaning.
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The syntactic sequences of words as well as theupmation form the output or the product. In
children, this mental process is however, affettedndividual differences in the ability to read
as well as by age factors (child vs adult) skilbkedeginners, poor reader and progressing reader
learner with brain damaged or not. Therefore inelated matter, reading capabilities are
affected by the internal environmental cause theludes biological (abnormality left temporal
lobe), cognitive (lack of knowledge of grapheme+pdime) and behavioural (poor performance
on word attack subtest).

1.6.5 LANGUAGE ACQUISITION

William (2004:33) reported on his research whicholwed a survey conducted in 32 countries
that if learners’ home language differed from tbba®l language the learners perform less well

in a reading test compared to those who were téstidebir home language.

However, the above survey has been repudiated éyirtings of Baker (2003:166-170). He
indicated that “both first-language ability and @ed-language proficiency level are significant
predictors of second-language ability. But, ifdegs second-language proficiency is below a
certain threshold, their proficiency in first-larage reading does not affect second language
reading. However, if second language is aboverteshold the degree of first-language reading

proficiency is related to the second-language”.

1.6.6 READING MATERIALS AND INSTRUCTION

As far as the personality of the teacher is corembriRasinski and Padak (2000:30 ) views that,
although the personality of the teacher is an ingmtrfactor in teaching reading, the application
of correct reading processes is more importantthEu to their idea, they also established that
materials for instruction in reading could makeitiedence. Their findings, revealed a wide

difference in reading achievement noted among etaaed school system even though they
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were using similar instructional methods. Theyréfiere concluded that the differences in

reading achievement lie in the teacher’s role adneg instruction.

In the investigation done by Hgien and Lundberd(®P4) it was revealed that “reading is not a
natural process in a child development, but ratheulturally determined phenomenon. It is
determined by teaching methods and the child’s esmpees with printed matter”. In this regard,
the child’s early reading activities need home negunaterials and schoolbooks. These must be
available at all time and in different formats. Bieg should be an interesting and enjoyable

learning experience for young children.

A lack of reading materials is affecting the effeetteaching of reading. This observation is in
agreement with the findings of Hurd, Dixon and Qidh (2006:73-88) who say that book

provision is a significant factor in the successay literacy program.

Cullingfold (2001:194) stated that “different bookare suitable to different ages and
temperament of learners, for example poems andrehils stories”. Likewise, shared reading
among children become more enjoyable to them asdakehange their ideas pertaining to what

they read.

1.6.7 MOTIVATION AND ACHIEVEMENT

Motivation is another tool to use in developingliskin English as a second language as defined
by Sisulu (2006:1) as a kind of internal drive tladlbws someone to do reading to achieve

something.

According to Mwamwenda (2004: 188-189) the learrofghe English language is induced by
the desire to become competent in the languageeh@ompetencies becomes the drives for
learners to avoid failure and to fulfil their negdsachieve language proficiency. This is called
achievement motivation. Goal setting, past sucgsssed as well as self-esteem and self-

concept, enhances this type of motivation to lagguaarning. Mwamwenda found that positive
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self-esteem and a high self-concept (including tp@sittitudes) are desirable personality traits

in learners that correlated to a high performandde English subject.

1.6.8 A GOOD READING ENVIRONMENT

A good linguistic classroom environment can alsamy very important part in contributing to
the development of reading skill. The secret beatilanguage that can draw their interests to
reading can easily be dazzle learners. Baker aestiip (2000: 162-163) stated that “language
teachers who turn the classroom into a world oflEhgan encourage learners to do projects in
English”. These initiatives can encourage learnerbecome familiar with English language.
This can be done in many ways. One is by pinnm@ny newspapers or magazines or journals,
comic books in English that are related to thereds context, say, in Namibia.

The class library with many books of various hunraerests at the level of the learners can be
displayed. The teacher can pack items for shopemes of boxes to look like a shop in one of
the corner of the classroom. The condition caaterdiscussion dramatization or role-playing of
the role of the shop in the community. Travel brores in a reading corner can stimulate
interest in places in other countries that theit @a later stage. The display of cinema posters
can incite attention on picture words and thedtifitraglish drama presentations. In displaying
pictures and wall chart, learners become fascinaiecreate the whole meaning on what the
pictures are all about. Such display can genenat&tal creativity and enriches the imaginations
of the viewer. It can also promote accidental iegthy learners. The display of student’s work
is the most important channel by which learners banstrongly motivated and be deeply
inspired by their own achievements. Learners cacoime proud of taking ownership of
whatever literary attempts they have tried. Tlis enprove their self concept and self-esteem.
Showing some selected songs, poems and some speictEnglish will arouse learner’s
attention, motivate them and prevent boredom. Iydsit not the least, listening session at

listening corner, if allowed by the teacher, canaidio learning skills developments.
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With regard to use of internet in the classroomldgrners, Piskozub, Wach and Raulinajtys
(2008:82) stated that “reading skills in the classn can be achieved”. It can also foster

learner’'s autonomy and thus help improve theiriregatest performance.

In the views of Hugo (2002: 4-5) the regular classn should provide the setting to allow
children to acquire language as they interact y#érs and teachers. She feels that children with
limited second language proficiency need: an envirent that helps them to draw meaning from
the context in which they are working, activitidwtt provide a range of opportunities to use
language in a variety of ways, content that is nregal and is often repeated, opportunities and
to be interested in the content of the subjectenatShe suggested that younger children should
learn oral language first and second language éesuican be immersed (completely surrounded)
in oral language by means of techniques such ag, stonversation, dialogue, poetry, songs,
dramatization and language games. There shoubdbalsuitable materials for learners to read
for examples captions for pictures, word cardsigbeall charts, wall friezes, phonic cards,

reading cards and suitable games.

Husselmann and Kotze (2002:2) pointed out thas itriportant for the language classroom to
have plenty of labels, charts and notices for lesrmo read for examples the names of furniture,
names of learners and instruction on how to caréhiclassroom, weather charts, season charts,
different corners and displays and class newspapleearners must be encouraged to read the
sight words. This is a welcome environment to ¢héddren on the magical and fascinating

world of reading.

1.7  SIGNIFICANCE OF THE STUDY

This study is of considerable value because it pewvide knowledge on what effective
technigues and strategies may be used to helemfidevelopment of reading skills in English
as a second language. With this study, the reseamhl be able to recommend what best
instructional materials and theories of teachint elp improve the reading competencies of

learners in English in Grade 3. The researchskidid light on the role of teachers and the school
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as important facilitators in promoting literacy @éépment in children At the end of this study,
the researcher will make some recommendations éoNdamibian government, its teachers,
teacher educators, advisory teacher services dmblmanagers in order to advise them on how
to develop properly and improve the teaching oflshgeading skills to learners with English

as a second language.

Hugo (2008:88-89), Matchet and Pretorius (20038)sinski and Padak (2000:42-48) are all
united in proclaiming that reading is very impottdor learners to read properly in order to

acquire knowledge about the letter sounds, recegthie shapes of letters, and syllables that
make up words. Reading activities that will endbleners to acquire decoding proficiency as an
inroads to reading skills development. Languageides opportunities for learners to construct
meaning as they read, share ideas, transmit meanthgnake sense of what they read, in order
to discover the joy, fun and appreciation of regdBy reading, they can learn their own culture,

values, issues and concern with high sentimentiseoissues.

Chatry-Komarek (2003:92), Rasinski and Padak (200@3), Matchet and Pretorius (2003:13)
commented that if the learning environments arer@sting and attractive with rich reading
materials inside the classroom, the learners dreeeinto read the materials which are significant
factors for motivating them to read. They are exposo different interesting resources that
develop their abilities as readers. This inteneseading of books, establishes positive habits and

desirable attitudes that will urge learners to eehiand succeed in their later studies.

It is very important for teachers to become expi@rteaching reading in the second language, by
using a variety of reading techniques, so thankea@r in the reading class will not become bored
and dissatisfied with reading. Instead, their Iémereading should be nurtured and used as a
means to form concepts, increase their vocabularies, creatgtive attitudes and maintain

enduring interests in reading as passport to rgagkills (Hugo:2008:36).
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1.8 DELIMITATION OF THE STUDY

This study is confined to three public governmeninpry schools of the Oshakati Circuit in
Northern-Central Namibia. These schools are alited in the same municipality of Ongwediva
town in the Oshana Region Education Directoratéhis Btudy will focus only on the three
selected Grade three primary classes, one from @faitte three selected schools. There will be
three Grade 3 learners participants selected fiach ef the three primary schools. In total, nine
learners will be involved in this study. There vii# three Grade 3 teachers, one from each of the
selected focus schools who are also a subjecti®ktady. On the same line, there will also be

three principals, one from each of the selecteddalslthat will be an object in this study.

1.9 EXPLANATION OF CONCEPTS

1.9.1 SECOND LANGUAGE

For the purpose of this study “second language’) th2ans a language that is learned after the
first language or mother tongue (L1) and is usedccéstain purposes such as education. In this
study the words “English or foreign language” idigo mean second language (Wikipedia
English- The free Encyclopaedia 2009).

1.9.2 LANGUAGE ACQUISITION

For the purpose of this study ‘language acquisiticefers to the natural or artificial tendency of
an individual to learn a particular spoken or werittwords belonging to his/her own culture or

not willingly or unwillingly” (Wikipedia English Tle free Encyclopaedia 2009).
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1.9.3 LITERACY

For the purpose of this study “literacy” in the Nhran context means the ability to read and

write with understanding in any language (UNESCO03)0

1.9.4 READING PROFICIENCY

For the purpose of this study “proficiency” reféosa learner who is skilful, skilled, expert or

competent in reading (Cambridge Advanced Learr&icsonary 2007).

1.9.5 OFFICIAL LANGUAGE

For the purpose of this study ‘official languagegfers to a language that is recognized by law
and given a special legal status in the countsiages and other territories for official businegss

a particular country”. This language may be aitpréanguage or it may be a national language,
in Namibia it is English. Usually, the officialiguage is used in government, commerce and

industry and in education (Wikipedia English- Thesf Encyclopaedia 2009).

1.9.6 LEARNER

For the purpose of this study ‘learner’ means asgerwho is learning a subject or skill.
However, the words “pupils, students and childtieih” will be used by the researcher to mean

learner. The researcher will investigate the G@&tsarners.
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1.9.7 LOWER PRIMARY EDUCATION

For the purpose of this study in the Namibian cxintieis refers to Grade 1 to 4 phase level. The
words ‘primary education/ school and elementarycation’ are used to mean lower primary

education.

1.10 CONCLUSION

This chapter aimed to familiarise readers with Hesekground to the study and stated the
research question and research aim, namely to tigass the factors that can influence the

teaching of English reading skills in a second laayge of Grade 3 learners in the research area.

Chapter 2 will discuss literature on language aed developments in the teaching of reading in

a second language.
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CHAPTER 2: LITERATURE REVIEW

2.1 INTRODUCTION

The previous chapter provided the background ®ghidy by referring to the research problem
and the rationale for the study. The researchtouethat seeks to understand what factors in the
school can influence the teaching of English regdiras stated to guide the research process.
Chapter 1 also outlined the aim of this study, ngnte investigate the factors that influence the

teaching of reading skills in English as a secamgjliage of grade 3 learners.

In this chapter, different processes and theoffieeqguiring a second language will be discussed.
Literature that will shed more light on factorseafing the teaching of English reading skills,
which is the subject of this study, will be revielveThe ways and means of how a teacher can
teach the second language and how to guide leamgesning knowledge about the importance
of the language as communication medium, to expdestity, to serve as a repository of history
and the fact that language contributed to the satal bf human knowledge will be discussed.
Baker (2003:43-51) touches on these issues in sgioig the significance of a language.
However, Lindsay and Knight (2007:12-13) state tflaency, accuracy, complexity and

appropriateness of the language are important.

2.2 THEORIES ON THE ACQUISITION OF A SECOND LANGUAGE

2.2.1 ACCULTURATION THEORY

The importance of the context of the languagetmsdcby Baker (2003:115) who mentioned the
acculturation model to explain the second languagequisition. According to this model
language is one aspect of culture, and the relsttipnbetween the language community of the

learner and the second language community is irapbih language acquisition.
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According to this theory the basic premise is tigmiicance of the degree to which a learner
practise and apply the target language since this control the degree to which he or she
acquires the second language. Furthermore, therythexplains the power of language in
societal contexts. This observation serves toagxplhy some children with aptitude and ability

fail to learn or use a second language.

Following Skinner’s theory, Baker’ (2003:117) wemnt to say that language acquisition can be
achieved thoroughly by intensive drills and repatit This also complements Thorndike’s three

laws of learning: law of exercise, law of effecdamevertheless and law of readiness. Also, he
advised to follow the theory to teach the secomgju@age correctly, to encourage teachers to

prepare tapes in the language laboratory or txosguter-assisted language programs.

2.2.2 ACCOMMODATION THEORY

In the theory of Baker (2003:115) accommodatiorotités an important factor in explaining a
second language acquisition in a group or intefggreiiuations. This theory considers the
perception of social differences between the ingr@ihe language learner social group) and the
outgroup (the target language community) as venpyontant factors to consider. According to
this theory, the relationship between the ingrong the outgroup areas are seen as both fluid
and constantly negotiated. To the accommodatiodemaehe relationships between ingroup and
outgroup are dynamic and always changing, for exangperson in the subordinate group is
likely to acquire the language of the dominant grodhe difference between the acculturation
model and the accommodation model is that in threndéo acquisition is static or changing
slowly over time. This is the opposite of the acommdation model that is dynamic and always
changing. In the accommodation theory, it is assithat the learner is likely to show the

following characteristics:
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. Learners have weak identification within their ownethnic group. They do not
see themselves as purely members of their minoritgnguage group separate
from the dominant language group. Meaning that, tlkeir first language is

important to membership of the ethnic group.

. The learners do not regard their ethnic group as iferior to the dominant
group. A good language learner makes a quiescenbraparison between their
ethnic group and dominant group or is not concernedabout the difference in

status.

. Learners perceive that their ethnic group have lowvitality compared to that of
the dominant group. Baker (2003) talk of a percepbn of ethno linguistic
vitality that includes (a) economic, historic, sodil, political and language status
of the ethnic group like (b) size and distributionof ethnic group, mismarriages,
amount of in-immigration and out-immigration and (c) institutional support
for ethnic groups such as (mass media, educatiorgligions, industry, services,

culture and government).

. Learners consider their ethnic group as boundariess it is soft and open and

not hard and closed.

. Learners enjoy adequate status within their ethnic group for example

concerning employment, gender power and religion.

2.2.3 SCHEMATA THEORY

In line with the Schemata theory, Scott (2001:1%)hank (2001:1-5) and Brewer (2000:1-6)
view the mind as a highly complex set of mentalitires serving to organise and relate

experiences in memory, thus, a process of backgr&nowledge development is involved. In

this theory, schemata include knowledge structangsconcepts linking new information,
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inferring or instantiating certain experiences amidrmation. These are then stored, retrieved
and reused by modifying, adjusting and linking theith other ideas and concepts when needed
on demand. The theory presumes that a personhises her mental stores during learning.
These help learners to determine how to intergnet task to be learned, how the learner
understands the information and what knowledge I#a@ner acquires. The theory simply
signifies that no text divulge a complete meaniagrather provides direction for readers as well
as listeners as to how they should build up or foreaning from their own previously acquired

knowledge.

2.2.4 LANGUAGE ACQUISITION DEVICE (LAD)

Conteh-Morgan (2002:192) noted Chomsky’'s languagpigition device (LAD) theory that
children do not simply imitate the sounds they helaen learning a language, instead, they piece
together the grammar of the language as they gmughr the natural development process of
language acquisition. This LAD switches off, onbe tritical period for language learning is
passed. This refers to adolescence and adulthdedording to Chomsky’s LAD is an innate

built- in device.

2.2.5 DISCOURSE THEORY

In his second language acquisition theory, Mezi@@03:1) stated that learners can do actions
and develop rules of language structures and gscosmamunicating and interacting with other
children. 1t is a type of transformative learniwghin the dialectical discourse. Mezirow has

enunciated four principles of this theory as follow

2.26



a) A second language follows a natural route in the sarrangement and analysis of

grammatical words arrangements.

b) To negotiate meaning and understanding native speaks adjust and simplify their

speech with non-native speakers.

c¢) The communicative strategies applied in negotiatingneaning and affected input
usually influence the rate and route of second langge acquisition that is when
learners acquire a common formula it is later analge into their components parts.

d) The natural route is the result of learning how tohold conversations

2.2.6 NEUROFUNCTIONAL THEORY

In a neurolinguistic study made by Baker (2003:148) he explained that there is a complex
connection between language function and the braiat means, the brain has two hemispheres
with different functions. The right hemisphere (RI$ for storing holistic processing of
formulaic speech and the second language processitig early stages of informal language
acquisition. The areas of the left hemisphere (BF known as the Wernickes and Broccas
areas. They have been localised as being assoeudtedhe comprehension and production of
language. This involves creative language usd) aiscsyntactic and semantic processing and
the basic grammatical processing as well as themopteration involved in speaking and writing
by younger learners. The neurofunctional langyargeessing of the two areas of the brain are
affected by age differences, formulaic speech,ilieagon and the pattern practice done in the

second language acquisition classroom.

Connected to this theory, are the further explanatiadvanced by Baker (2003:143) when he
said that:

The right hemisphere of the brain is used moremwtie person is bilingual than when the

person is monolingual for first language)(and second languagex{processing. The RH is
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moreinvolved in second-language processing than fastiage acquisition. When one is more
adept to a secoddnguage, then the RH functioning decreases anavatking increases. It is
therefore presumed that RH is more involved whestant, changing and impulsive aspects of
language usage are concerned, while the LH conthasanalytic aspect of language. It is
further assumed that the centre of language primgesssides in the left hemisphere. A person
who acquires a second language naturally will ueeerRH for language processing than those
who learn a second language formally in the classroAdult bilinguals are presumed to be

using the RH more than the early bilinguals.

2.2.7 INTERACTIONIST THEORY

Another language theory is Hymes InteractionisbtifgConteh-Morgan 2002:192-193). This

theory of second language acquisition is more fedusn the use of language in the
communicative act, on the function of language, andhe language use in various situations.
This theory indicated that by integrating and comioating, learners gain language proficiency
and communicative competence. It stresses the fugetlzentic, real life language materials on
the classroom and not a simulated decontextuatisegdand the creating of a situation by which
meaningful instructions enhance learning. Thehenacts as a facilitator, using collaborative
learning in groups. Here all kinds of communication a unified way is used to stimulate

productive use of language.

2.2.8 THE UNIVERSAL HYPOTHESIS

According to Baker (2003:129) Chomsky’s universgbdthesis, postulates that there are mental
mechanisms that are specifically linguistic. Hdechthis ‘the languagacquisition device'.

This device contains an inherent design for a pets@cquire a language. Language production
as a linguistic process requires the operationhef universal principles of grammar that the
learner is provided by nature. Meaning that, thec@ssing of a language in the brain is done

through the complex and interwoven connectionseo¥@ networks linking it to the information
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centre. Through the continuous and repetitiveafiseords, it becomes activated and potentially
vigorous but may become weak through disuse. Whkrarner processes a word form and its
meaning on a daily basis it is strengthened anc:naoered by a learner. On the other hand if a

learner seldom uses the word, he or she will fottogtt word.

2.2.9 ASSOCIATIVE COGNITIVE CREED THEORY

Second language acquisition is a construction hasgidnal, exemplar-driven, emergent, and
dialectic in nature. According to the proponerftthes theory, the process of language learning
is similar to that of other types of learning, ®xample, learning how to play table tennis or
chess (Conteh-Morgan 2002:3).

2.2.10 NATIVITISATION THEORY

Ellis (2002:378-379) claimed that Andersen’s Naipation theory or native language theory,
“learners make the input conform to their own intdised view of what constitutes the L2
system. They simplify the learning task done bymiog hypothesis based on knowledge
possess (L1 knowledge and knowledge of the world)’provides a much clearer explanation
saying that language proficiency in native languege be used as basis or be drawn on when
learning any second language. He believed that dvihe surface aspect of a child’s native
language, for example Oshindonga and English dfereint, the underlying cognitive base that
includes an understanding of areas such as, Wte@mcepts, logic, abstract thinking,
comprehension, analysis, application, synthesigluation, inference, notions, as well as
metalanguage and conceptual aspects of thinkingsiandar. The learner can transfer this
underlying thinking process and literacy relatedliskused in the native language to the
acquisition of any second language. This transfecgss can however only be effective if the
learner’s developmental competence in languagditandcy of his or her own native language
is of minimal level before the transfer occurs. Elgnf the competence level is nil, no transfer of

learning can take place.
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2.2.11 MONITOR MODEL HYPOTHESIS

According to Lightbown and Spada (2010: 36-38) &g a language is done in a behavioristic
approach, but was later revised. One approach dcatiguisition of a second language that
influenced Chomsky’s theory in obtaining the fitahguage was that of Stephen Krashens
monitor model proposed in the early 1970’s. Thisthen a replacement to the method of
language teaching based on behaviorism. In Kraststgles he described his model in terms of

five hypotheses as follow:

Firstly, in theacquisition-learning hypothesd&ashen differentiate the two terms “acquire and
learn”. With acquire he said that “we acquire as umelerstand in much the same way that
children pick up their first language-with no colss attention to language form. We “learn”

on the other hand through conscious attentionra fnd rule learning”.

Secondly, once a schemgonitor hypotheses acquired, it can start to verbalize word which
will trigger an instinctive and spontaneous languakhis scheming system can act to revise and
oversee in making changes-thus rectifying mistadtesvhat was vocalized and produced based

on observed rules.

Thirdly, in the natural hypothesest hypothesizes that as the first language eralout the
second language may come out in a predictable maifihe easiest aspects in a language to
state or learn are not expected to acquire firstdh&or example the rule for adding an “s” to
third person.

Fourthly, is thenput hypothesis It is claimed that once language acquisitionuo¢o a person
and it is comprehensible and that contains “i + The “i” represents the level of language
already obtained. The “I” is a metaphor for langgigwords, grammatical forms, and syntax or

analogy, aspects of pronunciation) that is justrther step after that level.
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Fifthly, the affective filter hypothesis refers tftte emotive or interests or altitudinal behavior or
needs of learners towards the language. If a leagrtense, anxious eager or bored towards the

language, a learner may acquire or abandon thedaeg

2.3 THE SCHOOL'S ROLE IN SUPPORTING THE PROMOTION OF SE COND
LANGUAGE ACQUISITION

Baker (2003:343) discusses some strategies inginogireading skills as part of the literacy
and illiteracy upliftment programme in the classroo His suggestions are divided into three
main headings: general, reading and writing. Bwdse are seen as integrated whole and not as

separate entities. The discussion will howeveasu$éed on the general aspects and readings.

To be specific the classroom teacher should craattassroom environment that promotes
literacy. To do this, Baker (2003:345), proposetbag others, the following: charts, a content
study area, attendance list, menus, calendars, swofdfavourite songs, classroom libraries
containing various genres on different reading levieformation books to cover all the areas of
the curriculum, reading corners in the classroonth womfortable chairs or pillows, writing

centres, display of children’s original writing amaiblished work. Furthermore, the school
setting should encourage collaborative and cooperdéarning. He suggests that teachers

should encourage children to learn with, and fr@atheother as well as learn from the teacher.

Children need to see each other as resourcesegaadrthe classroom as a workshop where
learners work cooperatively and independently a$ ageinterdependently with the teacher who
attends to small groups and individual's problemd aeeds. Additionally, the school must
include literacy development as part of the contargas of the curriculum through inter-
disciplinary project work, on themes such as: raciprejudices and supremacist attitudes. To
enrich this scope, Baker (2003) gives examplessids and projects such as making learners
active participants in their own literacy developmentegrating oral work with reading and
writing development, promoting interaction with etk and requiring topics that are
linguistically stimulating to everybody. His progad was supplemented by his statement that

primary school teachers should attend at least towix workshop sessions per year and this
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must be complemented by classroom visits. To s,dan be done at the school, cluster, and

circuit, regional and national levels, on a comppjdasis (Baker 2003:345).

Schools, on what the researcher understood hasutfodion to nurture the second language

development can become effective by what theirtesccan do.

24 TEACHERS' ROLE IN PROMOTING LEARNERS’ SECOND LANGUA GE
ACQUISITION

Baker (2003:344) stressed that “sufficient bookhie classroom libraries increased the amount
of reading that children do in the learning of Esiglas a second language. Children’s books
were written purposely to interest children. Thagge widely in levels difficulty vocabulary or
syntax”. To this situation, the teacher is the d@nt figure in the classroom, and learners
follow his or her advice. Baker emphasized to teagltthe need to encourage learners to do
reading on a wide scale this include good childsdagoks, by including also comics, magazines,
newspapers, cartoons. This could lead to stimmgagixperiences and accelerated growth and
increase reading competencies. He further explhisisbooks that can be read for pleasure or
general information must be present in the clasariiloraries to develop reading skills and make
reading more enjoyable and exciting. Additionatlye supply of interesting reading materials
must always be available to children to sustainr tlowe for reading. Meanwhile, to support
reading interests in the class, the value of thding aloud activities by learners from interesting
literature must be undertaken regularly in thesriaem. These activities will enable teachers to
assess learners’ progress and detect learnersiidndl needs in reading and will promote

continued growth in reading skills.

Baker (2003:118) pointed out that there is a pmobie the acquisition of a second language
because of the interference of the first languagk e cautioned teachers to focus on areas of
difficulties posed by negative transfer from thestfito the second language. Secondly, many
educationalists claimed that the acquisition anainieg of a second language can occur
everywhere a person can ask questions about cgnatimar mistakes and difficulties. Thirdly,
to make the acquisition of the second language msapeessfully effective, pleasurable and

2.32



enjoyable, there is a need for a teacher to apmidjtige strategies such as allowing learner’s to

read and tell stories. Learners should be allowetescribe their experiential background.

Moreover, let learners write their own texts tod¢a others in the class in order to express their

own ideas and demonstrate their understanding af thiey have read.

A report by N'Namdi (2005:3) supports the abovecdéwling to him language teachers should
be responsive to the vast and varied needs of ehitth This will promote an educational
climate that facilitates the desire to read. Ilptoys various behavioural and teaching strategies
to promote pupil motivation, create an environntéat motivates children to read, as well as act
as knower/informer (Ellis 2002:227). In additiom this, teachers need to expose learners to
various inspiring reading materials. English classeed less intervention by the teacher and

teachers must always use exercises designed gasetearners’ reading speed.

Landsberg (2008:155) maintained that it is impdrfan English Second Language learners to
develop a love for enjoyment of listening, speakiegding and writing English and concentrate
on what they do know and can do, rather than ont iy do not know and cannot do.
Children should learn to draw on the strategies glilds which they have learnt to use in their
first language. They look for sounds, gesturesautmns of speakers to identify words as they
would in their first language. This trial and eraharacter of the children’s attempts as well as
responses from competent users in their first lagguis valuable for learning the second
language. Strategies used to learn the first laggwcan also be used when learning a second

language, especially if the conditions are the stirae those of the first language.

Teachers should grant learners opportunities temxent with language by making mistakes
and learning from their mistakes. Teachers neezhtmurage peers to accept these learners by
explaining that multilingual learners need to learrtheir second language. It is important for
teachers to treat learners as individuals, to eragmuthem to use their home language and to
learn their language and culture. Making use efdrvices of a bilingual speaker with a similar
cultural background as the ESL learners and crgaipportunities for them to participate in

extramural activities can benefit the learner ermrsly. Learners who can use their first
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language when talking to others can provide supgod confidence in the interactions. This
sustains the learning of a second language andemngoat it takes place more quickly and

progresses well (Landsberg 2008:155).

Hugo (2002:4) stressed that teachers play an impborole in children’s acquisition of the
second language, in the way they present theiotssand how children participate. If children

connect the oral and written language, it can lavmfluence on their language development.

In building an understanding of the second languaggchers working with second language
learners must take the suggestions of Craig (20Qa&:8he heart. These are as follows: create
opportunities for learning of all kinds, relatedteently and personally to the students, challenge
the students to speak, think, and learn, ask atitjaestions while listening, and act as a backup
resource and support system, which allows the é&arto build on prior communication

experiences, engage in class presentations, aeddegbst classroom experiences.

Any teacher who would like to develop a workingdhgeon second language acquisition such as
learning the English language should take noteheftheory on language acquisition by Craig
(2001:4). He explained the importance of undeditan of what language is, classroom
learning, the teaching process, and linguistic remts. Knowledge and understanding of first
language acquisition, and, all that it entails, anchwareness of the differences between first and
second language acquisition are important. Indudethis venture are: general principles of
human intelligences and how they affect or relatdetirning and knowledge, awareness and
appreciation of the variation among cognitive l@gnstyles and personalities of learners, the
importance of culture and learning and finally thportance of communicative competence in

the learning process.

Celce-Murcia (2001:163) who was seriously concereout the teaching of English suggested
to teachers to use strategies to facilitate setaimgliage literacy development that can help their
learners achieve the required standards. Thisddmeidone by exposing them to many forms of
print for example, label items in the classrooncu®attention on the print around the classroom,

school or neighbourhood. To manage aspects ofrdas business in writing on could for
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example include attendance lists, classroom chmrebkarts showing the number of books read,
establish a regular place to post announcementgessages, create areas in the room for specific

literacy purposes for example a reading, listemingriting corner.

Gonzalez, Yawkey and Minanya-Rowe (2006:88) allutie the fact that learners’ English
Second Language academic success depended omacherte knowledge and the application of

effective pedagogy in the classroom.

Teaching is not a discriminatory profession: thacfice embraces all learners and their needs

especially those of disadvantaged learners.

2.5 HOW DISADVANTAGED LEARNERS ACQUIRE A SECOND LANGUAG E

From the sources available, the groups of learmérs constitute disadvantaged learners
include immigrants, minority language groups claldifrom illiterate families, children from
poor families, autistic children, and children wdislexia (Cummins 2004:41, Knapp 2006:7-
8,Yeon 2003:2-3).

Knapp (2006:7 — 8) stated that children from immamdr backgrounds have a much poorer
command of a second language especially regardicgbulary, morphology, syntax. Due to
these deficiency learners cannot link up importeeationship words in the sentences. So,
learners cannot produce more complex sentencesy dlko have very poor auditory skills and
phonological awareness. He added that childrem frmmigrant families have concealed
language difficulties, for example, they do notnmonce words clearly, speak at a great speed,
swallow the ends of words and avoid difficult constions of sentences. Finally, Knapp
commented that because of learners’ language wlifés in the second language it then creates
an impact on their textual skills in understandemgd writing texts. Learners have limited
understanding of more complex conversations incthgsroom including exercises and texts set

out in textbooks.
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In his conclusion report, Knapp (2006:9-13) repobrten the positive impact on language
acquisition by using, extra support lessons andaekburs of targeted coaching given to
disadvantaged German learners from migrant backgrda enable these learners to acquire
German as a second language.

Yeon (2003:1 - 2) mentions that pronunciation peaid and perceptual differences between the
first language and the second language are the adyszroblems experienced by disadvantaged

Korean learners of English.

Migrant children are disadvantaged and have lessagh to achieve success at school in
acquiring a second language, because they havaakgiound, no experience or no knowledge

of the second language (Van Avermaet 2006:1 - 2).

Ortiz (2001:1) viewed that English language leasneith special needs can also be regarded as
disadvantaged learners when trying to acquire amgklanguage. This is because of the scarcity
of appropriate assessment instruments, a lack rsbpeel trained to conduct linguistically and

culturally relevant educational assessment andiapetucators who are trained to address their

disabilities related to their educational needs.

Cummins (2004:41-42) states that immigrants fromxikte and Haiti who have inadequate
literacy skills in their native language make acdag literacy skills in a second language
difficult. He also noted that the combined effeatgarental illiteracy and a lack of interest in
their children’s education are the causes of failfrLimited English Proficiency (LEP). Finally,
he, however, mentions that parents have high aspigafor their children and want to be
involved in promoting academic progress for théifdren. But, parents do not know how to

help their children academically, even if they veamhto.

The Ministry of Education in Namibia is mandatedotovide education and training to learners
with special needs and abilities. Included in tmsup are children with vision, hearing or other
physical, emotional or mental impairment and thdarachievers in the classroom (Ministry of
Education and Culture (1) (1993:130). This is @ewerned by the policy of inclusive education
(1990).
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In a study on how disadvantaged learners acquaenselanguage, Armand, Lefrancois, Baron,
Gomes and Nuckle (2004:438-441) concluded thatimgadooks to the class and then
interacting with learners help them to understardhtwthey learn from the story telling. In
addition, games enhance their development of mebagogical abilities. When

underprivileged plural-ethnic learners perform gas activities it enables them to improve, their

vocabulary recognition skills, text comprehensiod ariting skills.

Zhongganggao (2001:8-24) reported that althougtmieg the second language is not as easy as
learning the first language it is further hampebgdthe age factor and the length of learning
process. However factors such as positive atttuadhetivation (the desire to learn the language
for utilitarian purpose) communication and accudtion (the desire to belong to the group for
survival jobs and pay) are the driving force torte# acquire competence in the second
language. These acquired competencies in readnglisB as a second language can be

developed through grammar instruction.

Sheehy (2005:293-301) noted that by applying mosphsoftware as tool to teach word
recognition among children with severe learnindficlifties, after 16 teaching sessions,

improvements were made and learners were able wodb recognition much easier.

For teachers to be competent and effective in itiqgaknowledge and skills in teaching reading

they must be cognisant of all the techniques #radegjies used in teaching reading.

2.6 READING PROBLEMS IN ENGLISH AS A SECOND LANGUAGE

Francis (2000:1) defined reading problems as aakidtewn in the communication between the
reader and the author”. He referred to a readmoglpm as being he presence of one or more
error in the brain’s neurological network that ditelirect the interactive predictive, integrative,
mental process called “reading” that likely worsgig the weakness in the readers’ intention to

read.
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Gagne (2006:1 - 2) regarded reading dyslexia ascdinelition in which an individual has no
specific physical or mental limitations but hadfidiflt reading age appropriate material. These
reading problems have nothing to do with intelligemr ability but rather with how the person
processes the print. He said that learners therefiouggle with reading because they lack the

necessary skills.

Gagne (2006:1-3) identified general reading prokleas the inability to process print
phonetically that include whole word type errorsprav guessing and memorising texts, not
processing print phonologically, the inability tead simple phonetics words, poor spelling
skills, lacking knowledge of the phonemic code, smtinding out words and reading with much
effort.  Furthermore, gaps in foundation skills ieading as well as in proficiency in
phonological processing are developed among thmdes if the following are present poor
phonemic awareness, choppy sounding out or ingliditblend smoothly, improper direction
tracking, gaps in direct knowledge of the completenemic code and not paying attention to

details.

Brist (2002:1) expressed that reading problemsbeaidentified by a number of symptoms, such
as reversing letters or words, or omitting lettéosjng one’s place when reading, not reading
fluently or inaccurately, remembering little of whane has read or reading with poor
comprehension. He added that learners with readisgbilities fall behind very rapidly in
nearly all school subjects. They are likely to elep negative concepts of themselves and lose

motivation to succeed. They have limited accedbéaich world found in books.

Lastly, (Learning RX ‘n. d_http://www.learningnom/reading-problems.htnstated that “weak

auditory processing skills are the major causdrofgles for learners who read and spell below
grade level. He further explained that Englishglaage is difficult to learn because it is made up
of 43 phonemes, 26 consonants and 17 vowels bytusels 26 letter symbols to represent those
sounds. Furthermore, to learners with weak augoicognitive skills, this is a complex system
with rules that makes learning to read and sped ohthe most difficult tasks a child can

encounter”.
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2.6.1 HOW TO HELP CHILDREN WITH READING PROBLEMS IN ENGHLIAS A
SECOND LANGUAGE

To work out a solution to reading problems, Frarf2i300:4) suggested the use of vocabulary,

language structure, cadence, sound and symbols veating.

Gagne (2006:4) advised that direct phonemic awaeetraining is a significant step towards the
development of a positive impact on reading andlisgeas a mean and way to develop
proficient reading. Additionally, Gagne suggedtieat direct phonic systematic programmes are
the most effective approach for teaching childrerrdad. This will help to develop correct

phonologic processing pathways and build proficreader skills.

Supplementary to the development of reading prficy Gagne (2006:3) proposed that learners
should be taught how to break long words into §§dia and learn about common affixes.
Learners with poor comprehension can begin witllemiireading and specific actions to develop
comprehension skills. Teachers should help learméth limited vocabulary to expand their
vocabulary knowledge. Learners with a lack of ficye can be built up by automatic fast reading

through repeated correct phonological processing.

Brist (2002:2) recommended that before good reatiegpomes possible, the following basic
skills are required, for example, concentrationsual discrimination, perception and
memorising, skills of association, auditory memang interpretation of position in space are all

the functions that form the foundations of goodireg and spelling.

Landsberg (2008:167) insinuated “parents shouldigeoteachers with information regarding
the children language development such as howhelg were when they confronted with a new
language, who they communicate with at home, whethey are exposed to reading materials

and television”.
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In Namibia, few studies if any have been conduategklation to factors affecting the teaching
of English reading skills, there might have beemsavorks on primary school learners, but
those were assumed to be limited to other subjetdsever, two big educational issues have
made Namibian public dump founded. One was the 200Report that made headlines in local
National Newspaper “The Namibian” (Menges 2003)rexped the concern on the alarming
weaknesses in reading skills among primary schagéshinting that a low quality of education

exist.

The UN Report was later confirmed to be true andeob by the results of the SACMEQ I

Report (Makuwa 2004), a study of the conditionsdfiooling and the quality of education in
Namibia that 58 percent of teachers teaching G8adid not reach the highest level of a reading
test designed for Grade 6 learners. Then, it wasimasd to be more serious in the lower

education level among Grade 3 teachers as wdlleis@rade 3 learners combined.

2.7 THE BEST WAY TO PROMOTE A SECOND LANGUAGE LEARNING IN THE
CLASSROOM

Many theories have been recommended for the begttwvdearn a second language in the

classroom. This is even more done with the teachmeghods and materials that have been
developed to implement those theories. Lightbowd Spada (2010:137-180) have suggested
six proposals for classroom teaching and learmrani English second language. They are listed
and explained as follows:

Get it right from the beginning

Just listen... and read

Let’s talk

Two for one

Teach what is teachable

Get it right in the end

o g A~ w NP
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2.7.1 GETIT RIGHT FROM THE BEGINNING

This proposal characterizes more on second andgfolanguage instruction than any kind
which is based on the grammar translation approackoing that, the students are presented
with vocabulary lists, followed by translation egalience and grammar rules. The idea is to help
the students to read literature rather than toldpvuency in the spoken language. This is done
also to provide students with good mental exerdeelp their intellectual as well as academic
abilities develop, grow and expand. In a regulivdy, students read a text together line by
line and are asked to translate it from the tatgeguage into their native language. Students
may answer comprehension questions based on teagesThe teacher has to draw attention to
specific grammar rules that is illustrated by tévettfor example a certain verb form. Following
that, the students are asked to practice the gréicahaules by filling in the blanks with the
appropriate verb form in the series of sentencasrttay or may not related to the text read and
translated.

2.7.2 JUST LISTEN...AND READ

This proposal is based on Krashen’'s hypothesis ldrejuage acquisition takes place when
learners are exposed to comprehensible input thréistening and reading. Lightbown and
Spada (2010:144) stressed that “this is a contstalgproposal for second language teaching.” It
does not only says that second language learnes e drill and practise language to learn it,
but also that they do not read to speak at alksmbther people have to provide their input by
speaking to them.

In the same note Lightbown and Spada recommendsdtie classroom environment of this
proposal should provide learners with a stable dfetistening and reading comprehension
activities with no or very few opportunity to speakinteract with the teacher or other learners
in the classroom. Their classroom should looks k& miniature language lab, packed with

different English second language story books, pdakith audiocassette players that contain
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recorded contents and sets of earphones, illudtratgence books about animals, weather,
vehicles etc. Individual students during Englitdsses have to select the materials they want to
listen and read, for example for 30 minutes andtéaeher is to walk around the classroom to
check whether the machines are running appropyiabelt not to interact with learners on what
they are doing. Students are to concentrate im ek, where some may listen with close
eyes; others read actively, mouth the words sifteal they follow each line pointing with their
fingers. The classroom has to be silent apart floensounds of the tapes being inserted and

removed or chair scraping as students go to theeshto choose new tapes and books.

2.7.3 LET'S TALK

Supports of this proposal emphasize the importaf@ecess to both comprehensible input and
conversational interactions with teachers and athedents in the classroom. This is done when
learners are working together to reach a certaah fgo example in a task-based instruction.
Lightbown and Spada (2010:150) argued that “whamiers are given the opportunity to engage
in interaction, they are required to negotiate foeaning that is to express and clarify their
interactions, thoughts, opinions etc that is tonpethem to arrive at mutual understanding”.
They believe that with the interaction hypothe#is negotiation leads learners to acquire the

language forms-the words and grammar structures.

2.7.4 TWO FOR ONE

According to Lightbown and Spada (2010:155) “tlpprach to language teaching is referred to
as content-based instruction. It is one of in \WwH&arners acquire a second or foreign language
as they study subject matter taught in that langualj is implemented in a great variety of
instructional settings, including bilingual educatj immersion programmes and “content and
language integrated learning (CLIL) programmes uroBge”. In this approach, learners are
expected to get ‘two for one’ learning the subjewttter content and the language at the same

time. In immersion programmes and content and lagetintegrated learning (CLIL)
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programmes, learners are to choose (or their padmose for them) to receive content-based

instruction in a second language.

2.7.5 TEACH WHAT IS TEACHABLE

This proposal is based on the developmental stajgsestions. According to Lightbown and
Spada (2010:166) “any attempt to teach a stagerd-amler pattern to learners at stage 1 will
not work because learners have to pass through &tagd get to stage 3 before they are ready to
acquire what is at stage 4”. They further explditiet the underlying cause of the stage has not
been fully explained, but it is based at leastart pf learner’s developing abilities to detect and
remember elements in the stream of speech they Adery said that researchers supporting this
view claimed that certain aspects of language-gt@mple individual vocabulary items can be
taught at any time. Learners acquisition of theseiation features’ depend on factors like
motivation, the learners’ sense of identity, largpiaptitude and the quality of instruction,

including how learners identities and culturesaaenowledged in the classroom.

2.7.6 GETIT RIGHT AT THE END

This approach recognizes an important role for fewoussed instruction, though it is assumed
that not everything has to be taught. Lightbowd &pada (2010:165) concluded that “many
language features-from pronunciation to vocabukamg grammar will be acquire naturally if
learners have adequate exposure to the language amativational to learn”. They have also
regard comprehension-based, content-based, taski-lmsother types of essentially meaning
focused-instruction as critical for language leagni They hypothesized that learners will do
better if they also access to some forms-focussttuction. They argued that learners will
benefit in terms of both efficiency of their leargi and the level of proficiency they will
eventually reach. This proposal emphasizes tha tdat some aspects of language must be

taught and may need to be taught quite explicitly.
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Lightbown and Spada (2010: 166) stressed that “there are a number of situations in which guidance-
form-focused-instruction or corrective feedback-is expected to be important, for example when learners
in a class share the same first language; they will make errors that is partly the result of transfer from

that shared language. Because the errors are not likely to lead to any kind of communication

breakdown, it will be virtually impossible for learners to discover the errors on their own”.

2.8 HOW READING IS CONDUCTED IN A SECOND LANGUAGE

According to Walter (2008:1) reading is a secondgilege calls for fast, automatic word
decoding and access to the mental lexicon (dictignaShe further explained that building
speed and fluency in a second language can beeaatligr Extensive reading, learning text
characteristics, handling variety of strategiesdgetting meaning from the texts and background

knowledge of second language culture for easy cehgrsion.

Following the ideas of Tran (2007:61) reading cancbmbined into effective comprehension
activities by doing individual readings and seltidst of vocabulary at home, exchanging
readings and helping each other with comprehengitime class. Further to this, Tran attributed
the success of reading activity for the Englishgleage learners to the effective implementation

of cooperative learning and wider reading of appede materials.

Chatry—Komarek (2003:59-60) stated that teachiragtpres of reading in African schools have

changed by using deferent ways, such as:

« Some teachers have put emphasis on reading skillke others have preferred a holistic
approach of teaching reading on the basis of usmegningful texts interesting for

children.

« For teachers who use integrated approaches, theyghiren start reading short
meaningful texts and also identify words, syllabtesl letters and combine them into

new words.
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+ To some teachers, they still use textbooks andeguiding basal reader approach. While
some others prefer to teach literacy on the bdsisab texts, either full- length stories or

text written with and by the children themselves.

« But other teachers assume that reading is beshttaioowing a systematic, pre-
established progression, which is usually explaiaed written down in a teachers’

guide.

< And lastly, there are also groups of teachers wrefeps to use a literature—based
approach, using core sets of children’s’ literatore& whole language approach in which
reading and writing skills are interrelated anddugereal life situation in all subjects,
using commercial books and many other learning eisiead of or as complements to

text books.

2.9 READING MATERIALS

Reading materials is one of the most supportiveofadn the development of teaching reading.
It is valid to say that one of the main problemsnany schools is the lack of reading materials
that can create an ineffective learning environméfNamdi (2005:32) on this aspect reminds

us that all the learners should be provided witithed books and materials they need to invite
interests and stimulate their desire to read. withér remarked that where there is a lack of
reading materials, the teachers should practiseuresfulness to acquire as many materials as
needed such as basic materials e.g. various stwrés Pupils can also be encouraged to
participate in the design, creation and imaginatpreduction of classroom materials, for

examples, exchange of texts, writing stories, poetriting which can become a part of the

permanent collection of materials of the classro@mce this is achieved learners become proud
owners of the initiatives. This can boost theif-eskteem and self pride. For this to happen in an
active and progressive manner there can be an megehaf materials between classrooms,

schools and clusters. These techniques will erteblehers to build up a library at the classroom
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level and at the same time it will give the leasnarchance to feel responsible and be holder for

their own learning.

Ideally, materials should include a variety of asine and expository books at different levels of
difficulty and reflect the interests of the leaser There should be different texts such as
newspaper articles, cassette tapes, stories, fpEvieooks maps, jokes, riddles, recipes, poetry,
song lyrics, street signs, clothing tags (cleanidigections), rhymes, phonetic charts,

conversational posters etc. (Lindsay & Knight 2807.

Richard and Rodger (2002:30) explained the rolegnsfructional materials in motivating
language teaching. Some of these are the follawingaterials that will focus on the
communicative abilities of interpretation, expressand negotiations. Materials will focus on
understandable, relevant and interesting exchargfesnformation, rather than on the
presentation of grammatical form. Materials willolve different kinds of texts and different
media that the learners can use to develop theipetence through variety of different activities
and tasks.

The guidelines of school principals, Ministry of ugdtion (4) (2005:102) made a strong
statement reminding all Namibian teachers thatctffe learning and teaching are closely linked
to the use of materials such as books, posterst, adhadia like radio, newspapers and audio
cassettes. Teachers are urged to select and gdahelonost appropriate materials and media for
the learners to enrich and reinforce learning.shibuld assist them in achieving the learning
objectives. It should be borne in mind that thesteffective materials are learner friendly.
They must meet the learners’ needs and interdsghould be stimulating as well as motivating

and easy to use.

In a supportive remarks by Rasinski and Padak (B0)0dnsinuated that “a literate classroom
environment should offer a wide range of authentaterials for reading and writing. Reading
materials for beginners of any age should suppond @ncourage them in their search for

meaning. The continued by explaining that prethietanaterials are especially effective because
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they enable the beginning readers to process théeegrpage in the same way, as the mature
reader employs predicting, sampling, confirming drstonfirming strategies from the first. The
pattern of literature is predictable for a variefyreasons including repetition, use of familiar
concepts that match illustrations and text and afsgnythm and rhyme. Materials should be

conveniently available so that learners have eesgss to what they need”.

In their recommendations, Husselmann and Kotze Z200advised teachers to choose
interesting and enjoyable texts to make the learmethusiastic about reading. They also
encourage each teacher to build up a class lilanradyencourage learners to make use of it.

Hugo (2002:94 — 98), mentions the most common nadg¢eof teaching reading are picture
graphs, pictorial graphs, books, picture bookssey rhymes, action rhyme books, story books
with pictures, information books, designing own k&0 magazines and newspapers,

advertisements, colouring books, menus, recipegtébles etc.

If reading materials in the school learning envimemt, do not suitably meet learners’ needs and

are inadequate in numbers it generates enormodsgeproblems.

2.10 METHODS OF TEACHING READING

In exploring of educational methodology in teachiagding, N'Namdi (2005:27-28) traced back
the reading specialist’'s recommendations in diffel@pproaches that were believed to be the
best methods of teaching children to learn howetmir He further stated that between the 1930s
and 1940s emphasis was put on reading to gain mgeasing the “look and say” method. But,
in the 1960s to 1970s, the priority changed tdskievelopment, using tools such as phonetics

and other decoding skills. In the early 1980swhele word approach changed.

Prior to the 1980s, Farris, Fuhler and Walther £00-42) hinted that in the early stages of
second language reading, specifically in readingligin as a second language, a rather passive,
bottom-up approach was followed. It is also prilgaviewed as a decoding process of

reconstructing the author’s intended meaning bggeising the printed letters and words. This
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process also involves building up meaning for a feam the smallest textual units at the
“bottom” (letters and words) to large units thepgtghrases (clauses inter-sentential linkages).
While in first or native language reading has bemognised not as passive, but rather as active,
interactive and a process approach to do so. Téthads used integrated the four components
of language with literature that is reading, wugtidistening and speaking. This strategy was
based on the basic beliefs, that in using thesaadst children could learn how to read. As they
learn to speak, they will also learn to read froxpasures to reading skills, using literature

without direct instructions in specific isolatecdeng skills

According to N'Namdi (2005:28) the teaching of reapgtoday already embraces the integration
of four components of language skills namely, tigig, speaking, reading and writing into other
subjects of the curriculum such as in science amfuage art which are taught through
conceptual theme. Furthermore, he explained tietbncurrent views of reading are that the
pupils are active learners. They have to interatt wew information, based on their previous
knowledge and experiences. Therefore, emphasiteaching reading is placed on helping
pupils to learn how to draw on their experienced previous knowledge in order to construct
meaning. These concepts follow the schemata theory.

Supplementing his contributions, N’'Namdi (2005:28gd that the contemporary approach is a
balanced process supportive of the strengths opteeious methods, as mentioned previously.
These methods used literature to teach skills,facased on reading for meaning, as integrated
with direct instruction in skills development foeebding and comprehension. Therefore in this
context, phonetics should not be seen as a skipil$learn before using and interacting with

authentic literature, so, it is rather taught witlthe context of reading and writing. Skills

instruction should be mixed in reading and writagfivities. It is not presented as a separate
activity. Finally, N'Namdi concluded that languagad vocabulary could also play an active
role in a balanced reading method. Here, childreyuksl be able to learn sight words in context
rather than in isolation. To differentiate matfehen, teachers could use word lists in order to
compare and contrast, classify words or use tags sagns as a context of teaching sight

vocabulary. Learners may also learn vocabulariegiivities such as in games, story telling, in
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peer conversation, dramatisation and that can &itsumagination and make references to

children’s experiences.

2.10.1 BRIEF HISTORY OF THE VARIOUS APPROACHES TO TEACHRHGDING

According to De Debat (2008:1-3) the phonics apghno@ similar to the bottom-up approach
and the whole word approach is called “look and’ say‘top down” approach or sight word.
However, in later years this whole word approacts waodified again to become the “whole
language” approach. "This whole language approael coined by Richard and Schimdt
(2002:587) to also be called the integrated whategliage approach, while this nomenclature
was renamed “look and say” by Matchet and Pretofa@93:4). To Baker (2008:23) whole
language approach is also known as psycho-linguigtessing game. Recently Blair-Larsen
and Williams (2004:13) and Farris et al (2004:9)tfansformative purposes, renamed the same
whole language approach as the “balanced apprdaclrder to emerge all the different
approaches to the teaching of reading skills andvimid naming games of teaching strategy
alone and to prevent confusion, Zhongganggao (2@0linsisted on the use of a new term
called the “eclectic” method.” Wren (2003:5) sthtthat “the eclectic approach sometimes
involves teaching phonics first and then ‘gradugitio whole language approaches”. There are
many ways of teaching reading in the second largaagecommended by different authors who
are at the same time proponents of the methodd biéow: phonics approach, whole word
approach, whole language approach, language erper@pproach, interactive model, context

support, balance approach, and so forth.
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2.10.2 PHONICS APPROACH OR BOTTOM UP APPROACH

Another important method in teaching early readskgls is the development of phonemic
awareness. According to Armbruster (2003:1-5) theyea difference between phonemic
awareness and phonics. Phonemic awareness invsguesls in spoken words, that is the ability
to blend, divide and use the phonemes in spokerdsvdihile phonics on the other hand
involves the relationship between sounds and wriggmbols which is the study and use of

sound/spelling correspondences and syllable patterhelp learners to recognise written words.

In the report by Baker (2008:24) it is clarifiedath'phonics is an approach that teaches the
relationships between letters and graphemes amdpiisnemes, for examples the word “cat”
would be pronounced as /k+/ae/+/t/=/kaet/. Thenkes are taught by sounding out all the

letters”.

(Teaching Treasures TM'n.d’.http://teachingtreaswoem.au/homeschool/readingmethods.htm)

stated clearly that the phonetic method is salaktthe best known method in teaching reading
and writing. This is done through teaching chifdtiee alphabet first. The learners learn the
names of the letters and the sounds they make. ldaoming the letter sounds, learners will start
to blend two letters together to make simple wotigsn three letters, then four letters and so
forth, for example:

a-t i—-t

c—-a—-t s—a-t

S—p—-i—-t g-r—i-t

Farris et al (2004:13) stated that “teaching leartm®w to read based on the bottom-up approach
is just as it sounds”. Children begin to read &atvseems like the bottom of a complex
hierarchy of skills, by recognising the lettersadphabets, learning the letter names and then
understanding their corresponding sound. Younméga build on their skills step by step until
they reach the goal of reading comprehension. oBetip advocates believe that this approach

makes learning easier for children because it Isreaknplex reading tasks into their basic skills,
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which can then be mastered one at a time. Whérldalearns to read, he processes the simplest
units that make up a word first, learning letteags names and sounds. Next he or she blends
letters together in a left to right sequence t@i@enore complete units. Then words are formed
as he or she studiously sounds out the lettersrd¥\Mgrow into phrases, and eventually a simple
sentence is read. In this model, learning is gmd@as a one-way process, from the text to the
reader, and progress is made one skill at a tiMestakes are corrected. The text selected for
use would have carefully controlled vocabulary.xfT@mprehension would be based upon the

child’s ability to pronounce the words, always nmayirom the parts to the whole.

Matchet and Pretorius (2003:45) found out that ¢chi#dren who do not understand the letter
sounds relationships have a problem with readirtgerway phonics are taught. But Matchet and
Pretorius, through innovative means, teachers ecasept phonics in a funny and interesting
way. Emphasis on this aspect should be on decaalvymeaning by using the letter land

approach for example, each sound symbol relatipneas a name and a specific character.
Vowels, consonant and blends are learned as a istaoiving different characters who can do

different things. This makes learners remember tigberiences using various sound symbols

blending for long afterwards.

In another proposal, Cullingford (2001:102-104) gesjed that “in learning phonics, learners
need to know how to classify the words and how uddbup parts into whole”. This is done
when the teacher has to emphasise blending ihakarly stages of reading, because they are at
the heart of written scripts and meaning in morpgemChildren should see that both syllables
of sounds and units of meaning are made up by blefhdetters. Moreover, the teaching of
reading should be based entirely on the divisionvofds into syllables, concentrating on the
main syllabic signals and combining both vowels aadsonants. In this context, children need
to understand the rules of morphology as a basik&wning to read and to experiment with the
relationship between phonemes and morphemes. r€hildhould also be taught how to
discriminate words and letters into diagraphs, Whielp them to recognise different syllables

and blends in words.
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Armbruster (2003:2 — 22) noted that before childeznin how to read print, they need to become
aware of how sounds in words work. They must ailsderstand that words are made up of
speech sounds or phonemes. Armbruster continugdhieixg the differences between
phonemic awareness instruction, phonics instrucasnwell as fluency instruction that are
essential for learning how to read. Phonemic ames® instruction can help children to learn to
read, spell the words and manipulate phonemes img tise letters of the alphabet. To make
learners practise this technique, teachers maydiff&rent activities to build up phonemic
awareness, for example: phonemic isolation, phenedentity, phoneme categorisation,
phonemes blending, phoneme segmentation, phoneletgoode phoneme addition and phoneme

substitution.

Armbruster (2003:2 — 22) said that phonics instamcteaches children the relationship between
the letters (graphemes) of written language andntigidual sounds (phonemes) of the spoken
language. In another instance, the fluency instrncreferred to the ability to read a text
accurately and quickly. When fluent readers rabmhtdy they recognise words automatically.
They group words together quickly to help them gaieaning from what they read. Fluent
readers, read aloud effortlessly and with expressiti is important because it contributes to

build a bridge between word recognition and comgnsion.

Explaining the ideas of De Debat (2008:1-2) thedyotup approach or phonics, is founded on
behaviourist belief that learning is a kind of Hamrmation brought about by repetitive
association with stimulus response action and anguage learning is a response acquired by
automatic conditioning processes. The responsesearforced through drilling repetition and
error correction. This method requires the leatoematch letters with sounds in a defined
sequence. The readers decode the text, word bgl, vamd link the words into phrases and
sentences. He added that this method treats geadina word recognition response to the
stimuli. The textual comprehension involves addingether words to get the meaning of
clauses. By doing that at a lower level, skills amnected to stimulus or prints that are
concerned with recognising and recalling. In thistmod, the reader is a passive decoder whose

main task is to identify graphemes and convert thi@mphonics. As an audio-lingual teaching
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method, the bottom-up approach or (phonics) requattong emphasis on repetition of the
sounds that make up words. In this technique,rmébion is processed as it is received,
beginning with the small units, then, to letterraang, words phrases and sentence. In the
bottom up method, information flows as a seriestafjes that transform the input and passes to

the next stage. Feedback comes in later stagée @iocess.

Lastly, O’ Sullivan (2003:31) confirmed that theeusf the eclectic approach in teaching reading
to younger learners is one of the best strategiest effectively able to develop reading skills

among learners. These include bottom-up strateglesnics and look-and-say methods. As a
strategy it also includes top-down strategy thatomposed of extensive reading, using context

and pictorial clues.

2.10.3 WHOLE WORD OR TOP DOWN APPROACH

The whole word approach, based on the work of WikEi07:1) and Farris et al (2004:16) “is a
method of teaching reading by way of introducingragoto children as a whole unit without
investigating their sub-words parts. The methodliwes teaching children to sight read the
words so that they will be able to pronounce thelehvord as a single entity. The instruction of
using the whole word, involves association of woasnes with printed words”. By repeating an
exposure to words in a meaningful context, chilcaemexpected to learn to read the words, with
no conscious attention to the sub-words object. Jdwd of whole word instruction, is therefore,
based on whole word recognition and whole word batary development. This method is also
viewed as a whole to part method of teaching clildiow to read using phonics part to whole.
A top down approach to reading is a revolutiongopraach to reading or is a more holistic
approach to reading. It is not merely extractirgpming but is rather a process of connecting the
information in the text, with the knowledge thaetreader brings to the action. This method
views reading as a dialogue between the readethentéxt. It is an active cognitive process in
which the reader’s background knowledge plays a imlextracting the meaning. Furthermore,
it is viewed that reading is not a passive meclanactivity but purposeful rational and

dependent on the prior knowledge and expectatictheofearner. Reading makes sense of the
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written language rather than decoding print to sounTo Richard & Schmidt (2002:587),
“Whole word is also called a word method or siglgtied. It is a method for teaching children
to read, commonly used in teaching reading in motbegue, in which children are taught to
recognize whole words rather than letter namess {naphonics). It is usually leads to the

sentence method, where whole sentence is used”

2.10.4 WHOLE LANGUAGE APPROACH

As a method, the whole language approach as defip&ichard and Schimdt (2002:587) “is an
approach to first language reading and instrudtian has its roots in the elementary school level
and refers to the teaching of English as a secamgulage (ESL). This approach sees language
as a whole entity. The whole language stressesifgato read and write naturally, focusing on
real communication, and not to follow a piecemgglraach where grammar, vocabularies and
word recognition are separated’Furthermore, Richard and Schimdt mentioned thathis
approach the language is taught in a holistic maratker than in an atomistic way. It should be
taught in real context and in a situation that wut the purposes for which language is used.
When language is taught following this approachivaies must move from whole to part, not
from part to whole. For example, students mightir@avhole article rather than only part of it or
an adapted version of it. This method uses all foades of language and lessons that include
four language skills for example, listening, spegkireading and writing, not only a single skill.
Language is learned through social interactionarhers work in pairs or groups, not singly or

individually, for example, in conversational Englis

Another educationist, Chatry-Komarek (2003:70) mefé to the whole language approach as the
basal reading approach, because both methods atehtbave a common philosophy.

In his views, Baker (2008:22-23) said that Goodnsterted the whole language approach,
because of his beliefs that an emerging readersné@#d direct instruction to decode the letters,
creating sentences representing pictures and solutite language. This is also confirmed by
Farris et al (2004:42). Farris and associates déurtielieved that learners have the ability to

decode the letters, syllables, words and phrasemnwhey read meaningful texts, therefore
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making inferences about the linguistic data. Byhgghis method, it allows learners to become
proficient readers and users of the language. 3® the whole language approach more
effectively, it is necessary that teachers provadéterate classroom environment with wide
varieties of relevant texts that are attractiveetmners. By doing so, learners can create meaning
out of words and sentences. By using textual anedstheir experiential background learners can

learn to figure out the meaning of what they haveoentered.

To Matchet and Pretorius (2003:46) this method $esuon meaning, not on sound symbols
correspondence, so that children can start reahog stories immediately without resorting to
phonics. It is therefore their belief that by imien in meaning children can start working out
sound symbols corresponding to the words they r@&h, by teaching learners to recognise
whole words within the story, they can become muootivated to read as reading exercises are
meaningful and enjoyable. Additionally, in this timed at a later time, learners will then learn
decoding new longer words in English language, @apg with difficult spelling. Finally,
Matchet Pretorius indicated that to maintain a tega literacy program in the early grades,
teachers should emphasise reading story booksltyerihas well as to provided them with daily
opportunities for independent reading during clase and to integrate writing and reading
activities. Learners who get enough practice auallysthe ones who get the best results. But the
findings of the time spent on reading instructiord ahe teacher’s teaching style of reading
instruction are two factors that play a role inlgaeading. This whole language method links up

with the Namibian teaching philosophy of “Learnem@ed Approach”.

Baker (2008:24) stated that “to allow children &ad various texts independently and with
comprehension is the most productive strategy”.d8wng so, it will combine the contribution of
the whole language model in promoting immersioro itite world of print and serve as an
extension of the skill model. Furthermore, by gp@ this method, it can create a literate
classroom, practising silent sustained readingntp& reading walk and examining a variety of
authentic texts relevant to the child world. Withs approach, involvement should be mixed
especially in the early grades with the strategiesigned to develop phonemic awareness and
the discovery of the relationship between the seunidthe words and the patterns of letters.

This will help the majority of children to decodeestmeaning of the texts.
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Farris et al (2004:11) stressed a strong pointtti@aidea of one approach cannot work with all
children for all the aspects of literacy developmianall their curricular. Therefore, a balanced
or integration approach must be flexible enougleachers at any given time should learn to
examine all the alternatives and strive each ddintbthe best ways to help each child develop
as a reader and a writer. In this method, thresgch@inciples were drawn out as follows: The
first principle is that the curricular goals of thieracy program are to drive everything in the
teaching and learning classroom. The teacher gegmstruction and reading opportunities so
that the children can acquire as many kinds ofinggknowledge. In reading knowledge, they
should include such things as for understandingplodnics, word identification strategies,
response to what is being read and effective knigée including motivation and a desire to
read. Each child should be evaluated as a lea®econdly, to illustrate this principle, different
kinds of groupings both heterogeneous and homogegimupings can be used depending on the
skill being taught. Moreover, learners should désslteacher-directed and more independent and
draw on their own initiative. The teacher must eldtie specific task taught before the learners
practise and apply their new knowledge. The tpirdciple involves the consideration of the

various kinds of materials that should be usethéndassroom to teach reading and writing.

Farris et al (2004:12) pointed out that “some kremgle goals such as a love of reading would
most likely be encouraged by reading beautifulenesting and substantive and thought
provoking books”. Other goals, such as the masgenf word identification would be
encouraged by reading books with repetitive pasteand highly predictable words.
Consequently, in using this approach the teacher chaose a mixture of classical literature
books, trade books, easy readers and predictablkslio be read by learners.

This approach to reading is a combination of themeints that are involved in the whole
language and phonics approach. This is what BEgX#03:23) has mentioned in the national
reading panel 2000.
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2.10.5 LANGUAGE EXPERIENCE APPROACH

Another method of teaching reading is one by Rasiasd Padak (2000:83-84), namely the
language experience approach. This method carsé to teach reading using learners’ own
words, and texts they have composed as well asdangvword recognition instruction to help
them to read. Therefore, learners have the impbhanefit of dealing with stories that they are
familiar with. This is also noted by Farris et(aD04:94) when they said that “young and old
children are always happy to tell their stories wbtheir experiences. Using the language
experience approach, for example, a learner may draicture of his or her father working in
the garden. Underneath the drawing, the teach@tredearner can write the sentence. “Father is
working in the garden”. Teachers should also allearners to collect many pictures and use
them to make scrapbooks. The pictures should s@awele descriptions of what the pictures are
all about. This method supports children’s congaptdevelopment and expansion of their
vocabularies. This also allows them to gain mappootunities for meaningful reading and

writing activities through the use of personal eigeces and oral languages.

Weinbrenner’s thinking (2006: 86 — 87) pointed thdat the language experience approach is
more applicable and adaptable for the group wotkviies among learners whose reading
capacity is at the grade level. In the Namibiantext, these are learners who have difficulties in
reading and who are called ‘slow learners’ By Hart employing the language experience
approach, the teacher can use the words to tetieh deund recognition, build vocabulary, and
teach meanings, use flash cards with words on ioleeasid the definition on the other side. For
visual learners, the definition can be a picturat tthey have drawn. By applying these
strategies, the teacher should also find time # reeal stories for them to learn to read.
Learners can also be asked to read the senten@exliout of order e.g. reading forward and
reading backwards. By following this process, tb&cher will know that they are recognising

the words.

Celce-Murcia (2001:158) stated that the “languexjgerience approach builds upon the notion

that if children are given materials to read thitigsy are already familiar with, it will help them
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to read. This method is based on two related idéastly, that learning should move from the

familiar to the unknown. Secondly, that the readehose world knowledge or schemata are
similar to that underlying text they can read ameirtreadings will enable them to make sense of
the text”. Celce-Murcia mentions that this apptogoes one step further, suggesting that if the
actual language and content of the stories arditano readers, they should be able to learn to
read it even more easily. The LEA can achieveltlgibaving learners invent or create their own

stories. Transcripts of these stories, then, bedbwir reading materials.

2.10.6 THE INTERACTIVE MODEL

(Teaching treasures TM ‘n. d'. _ http://teachingtigas.com.au/homeschool/reading-
methods.htm)emphasizes the mixture of bottom-up and top-dowpr@ach. The method
acknowledges that the lower level processing skilésessential for fluent and accurate reading.
Here, the bottom processing becomes more automatiche higher level skill becomes more
engaged. This model also takes into account tidintmus interaction of the bottom-up and
top-down processing in the construction of the nreanf a text. Although learners can decode
automatically with little cognitive effect, secomahguage learners need help in decoding the
language as the problem cannot be solved by gues3ine method asserts that the language of
the text can contribute much more to the readesomstruction of meaning than by top-down
theorist that would have made us believe. Efficemd effective reading entails both processes

simultaneously.

According to Richard and Rodger (2002:21) the atve model is defined as “the process by
which learners achieve the ability to use a langualyen their attention is focused on conveying
and receiving authentic messages”. This thinkihigpteractivity has been linked to the teaching

of reading, writing, as well as listening and speglskills. But, to other authors such as Farris
et al (2004:17-18) the idea of the interactive nhoeferred to the simultaneous use by readers of
both the top down and bottom up processing reactngprehension.
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2.10.7 CONTENT SUPPORT METHOD

(Teaching Treasures TM ‘n. d'.__http://teachingttgas.com.au/homeschool/reading-

methods.htmylescribed that the context support method is ailegrexperience that concern the

reading interest of learners. The teacher shdubde books that interest learners, for example
books with different pictures or illustrations. élkearners can keep their interests in enjoying
and learning while reading the books. It also enages the enthusiasm of learners to read as
the pictures actually relate to the content. Tbekls can contain short or long sentences that the

learners can read.

Rasinski and Padak (2000:93) stressed that thésdimethod compels learners to analyse letter
combinations to decode or recognise words. Goaders use the context to help them figure
out unfamiliar words. In the contextual methodaders use the meaning of the passage and
knowledge about the world to predict unknown wordr example, Maria is inside the room
alone. She opened____ . In the contextual modainérs use context to recognise unknown
words. The meaning of the passage is importantnabdhe sounding of the words. Similarly
teachers can occasionally explain to learners hmy figure out unknown words in their own
reading. In the teaching of reading, this typepodblem — solving process is called “think

aloud”

Farris et al (2004:389) explained that in the centaodel learners learn most vocabulary in
context, incidentally as a function of experienciwagrabulary words in reading and speaking
context, and vocabulary words so acquired are gtonge better learned and understood than
vocabulary taught through explicit instruction. igls because the learner will have been so
active and constructive in developing the meanihthe word in the former as compared to the
latter situation. After the teachers have taugbirtlearners how to read, they need to find out
the progress of their learners through assesserg th many ways to evaluate their growth. This
is very significant step in following up their tddaeg and improving weaknesses in teaching

reading.
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2.10.8 BALANCE APPROACH

According to Wren (2003:4-5) a balanced approaalidcbe generically described as “mixing
some phonics with whole language. To others thdlyitcaeclectic approach”. Wren explained
that very few educators today would describe thémaseas strict advocates of either a phonics
approach or whole language approach. Mostly thegridee their teaching as ‘balanced’, which
on the surface has a great deal appeal. Wren fustressed that educators all over the world are
promoting a ‘balanced’ approach to reading instomctin an effort to bring an end to the
‘reading wars’. He believed that it is important fieachers to remember that an agreement
between the two approaches to reading instructitinnat necessary result in the single, best
approach. However, the impression is that if eighieonics or whole language could close to
being the panacea of reading, education then theuéd not be a great debate, therefore, the fact
remains that there is no evidence that either thelevlanguage approach or phonics approach is
specifically effective.

Wren 2010:6) mentioned that research in readingsbggested that phonics approaches may be
improved by incorporating elements of whole languatstruction or vice versa, but is doubtful
that the best approach to reading instruction bellscavenged these two philosophies, and it is
even less likely that any instruction that is nquarely centered on the individual student’s
learning needs will ever be universal effectiveorkbbver, he pointed out that the most troubling
aspect of the debate over phonics, whole languagk kmlanced approaches to reading
instruction is that, the interest and debate alvediy®st focused on the lessons and activities that
a teacher should deliver and the order on howatighbe done. Therefore, the suggestion is that
the focus needs is to shift to the students andnithigidual learning needs that can be revealed
through ongoing diagnostics assessment. Teachsosnaed to become adept at planning
lessons to focus on areas of instructional needsoaéserve individual students. Lesson plans
can be thought in broader action in advance, nedaketfrequently revised to suit to the new

information and to be practiced to fit into therf@ag needs of individual students.
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2.11 ASSESSMENT READING

Cullingfold (2001:172) explains assessment as bttomeasure learners’ knowledge and ability.

It indicates the areas in the reading programmeravlearners demonstrate their strengths and
weaknesses. It also shows how well they are abéxtract information and analyse what they

are reading.

In this investigation, the researcher did not dgp assessment and evaluation of the participants
of this study, nor any actual formal or informas@ssment as the matter is not within the scope
of this research. However, as part of the termasgect of this report, assessment in Grade 3

reading skills, are theoretically and vicariouskplered.

In the targeted schools visited by the researdteronly did the informal inspection of learners’
English exercise books, as well as their teacless®essment reading record lists of achievement

in reading English as a subject.

On the other angle of assessment, Blair-Larsen Wfilams (2004:132) point out the
importance of assessing oral reading fluency.héirtway of assessment, a learner reads one or
more samples of grade level materials out loudofeg minute. These total number of words
read in one minute is used as base core and theetuoh errors subtracted from this amount.
The errors to be noted were the following: omissjosubstitution and mispronunciation. If
learners do not successfully read a word afterettgeconds, the word is supplied by the
examiner teacher and counted as an error, inserteds/errors that are self corrected are not

considered as errors. The final score is detemnoyethe number of words correct per minute.

In assessing learners, Cullingford (2001:173) dtdkat “teachers should constantly diagnose
children’s abilities: not allowing an initial im@ssion to influence their attitudes, but must be
concerned with the children’s attitudes as wellskils. The teacher needs to find ways of
assessing the individual learner by making critezi@rence marks with criteria being different

for each individual child’s needs. It is possitdeconcentrate on one weakness to make a
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difference, not at a stroke, but by the use ofréetsaof techniques. The teacher then finds that
other weaknesses are overcome at the same tim#éhéabrrection of one palpable fault gives
children increased confidence”.

According to N'Namdi (2005:57) the purpose of usasgessment is to test whether learning and
lesson objectives are met. He further explained tbrms of assessment must be based on
reflection of what is taught in the classroom adl we be varied and relevant to the lessons,

hence, it must be orally based.

Haley and Austin (2004:133) affirmed that assessnmeethods are not the only means of
determining learners’ progress, but, are also ttmlsnake the learning and instruction more
cohesive and interactive, for example running récgrortfolio assessment, question and

interviewing, self-assessment reading readinessitekclass observation checklist.

2.11.1 RUNNING RECORD

This is a system used always with early readedetermine how learners are making sense of
texts. In a running record, the teacher followstandard set of written symbols to note each
miscue made by the reader, which can reflect tfuetefby the reader to interpret texts ranging
from insertion of particular words/sounds, omissiorepetitions or corrections. In miscue
analysis, a passage is selected at the level ahwhe learner is expected to comprehend. The
learner orally reads a passage while the assesdes @ach miscue that occurs, following the
reading on a separate sheet. This assessmenigieehs also concurred by Gunther (2006:1)
and Power (2000:6)

2.11.2 PORTFOLIO ASSESSMENT

Again in assessment, N'Namdi (2005:56) defined fpbot assessment as a compilation of a

collection of materials that document children’selepment in reading and writing. These
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samples are analysed for children’s mental growith @ challenges to reading development.
This requires some guidance especially with younglg. It allows learners to treat learning as
a process and they can trace their developmemaidimg ability and use reading in a variety of
concepts.

According to Herbert (2001:57 - 67) portfolios haaducated values in that it can encourage
children to think about their learning. It canaatespond to the individual needs of learners. It
promotes tolerance for learning differences. pacts on the meta-cognitive development of the
learners. It can provide opportunities for prefegroneself in the world with confidence and
insight. Children are able to comprehend and &fs#r trends of their understanding and to
make meaningful connections between prior and ptetsarning experiences. Through
portfolio work, children can take ownership of thigiarning in compiling them. It can affirm or
confirm to the premise that children can becomdigpants in the assessment of their own
learning. Herbert considered the objectives ofpihetfolio as the following:

(&) To give primary concern to intellectual growth

(b) To teach the basic skills thoroughly

(c) To consider the child a total human being.

(d) To discover and respond to the variety of interestand talents of all children.
(e) To foster physical and mental health.

() To prepare the child for informed and responsible tizenship.

(g) To provide a setting that stimulates aesthetic del@ment.

(h) To encourage the pursuit of excellence.
In providing portfolio for individual learners, Hegrt believed that it is a kind of commitment to

the individual, it emphasises intellectual exceatkenit presents the idea of social responsibility
and equal opportunity in the school setting anslciety at large.
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2.11.3 QUESTIONING AND INTERVIEWING

Questioning is a dialogue between the teacher apidspabout the text being read. Generally,
the questioning takes place during class timeinvblves a teacher or pupil asking another
pupil to summarise a text. It involves pupils agkieach other questions about the text to
determine the meaning, to predict meaning and ddfglunclear vocabulary and concepts.

The teacher or a pupil may ask questions pertaitarige lesson. This is quoted by N’'Namdi

(2005:61). These techniques were also supportdmbthyHaley and Austin (2004:134) as well

as Lindsay and Knight (2007:129).

2.11.4 SELF ASSESSMENT

To the researcher, self assessment means pupddtavaluate their work and progress in order
to take responsibility of their own learning. Tluslf evaluation fosters mental honesty. The
learners do it by exchanging their work and markimgmselves, or they assess themselves by
reflecting on what is learnt or not learnt usingdglines provided by the teacher. On this aspect,
N’Namdi (2005:64) said that reading journals andrids are recommended ways of allowing
pupils to express their thoughts and reflectiongntthere, they note their challenges and
successes. This is also endorsed by Haley andnA{Z004:134-135) in that learners need to
recall and retell what was read and reflect oretfrevaluate the reading and retelling scenario.

2.11.5 READING READINESS TEST

To determine if the learner is school ready, th@et needs to have an assessment program.
Assessing learners’ readiness for reading is anoitapt feature of an effective reading
program. Farris et al (2004:233) advised that éassient techniques should focus on the
experiential/conceptual areas associated with sgdoereading, such as concept print, language
of reading instruction and phonological awarenesBhey said that a large number of reading

tests are available and they vary in terms of cdnfermat and purpose. These tests are often
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used to determine learners’ mental age, readinguctn, to predict future performance in
reading and to diagnose specific strengths and messles. Representative test items include:
associating pictured objects with spoken word fdwatt object, visual and auditory
discrimination, letter recognition, knowledge ofied letters, sentence comprehension, drawing
a human figure, ability to count and to write numsheability to recognize digits, word

recognition and copying a model.

2.11.6 CLASS OBSERVATION CHECKLIST

N’Namdi (2005:60) recommended that the checklstrtmay be used for reading, writing and
listening exercises. In this scheme, teachers de@jde also to use an observation record that
allows for more notes to be taken about what thehter observes. This may be useful when a
teacher is observing an individual child or a srgadlup of children, for example when the child

is presenting an oral assignment such as a speeehdng aloud.

2.12 HOW ASSESSMENT OF READING SKILLS CAN AFFECT THE LEA RNERS’
LEARNING

Farris et al (2004:205) viewed that “most of whet want to know about children’s reading is
invisible. How they process print, what meaningking strategies they use, their personal
connection or their confidence are not readily obsi it is up to the assessment tools to make
them invisible. The way to make the intangiblegibate is to use artefacts of daily reading
samples of learners’ work, examples of story réitbec weekly journal, illustrations, character
maps are good reading artefacts”. In their furthemarks, retelling is used to access
comprehension that will give insight into the urelanding of the text, in re-telling a guideline
must be used to access comprehension. Runningleeia teaching tool used to determining
learners ‘reading capacity, its behaviours as wasllaccuracy level. Apart from the above
mentioned items, the trio included the use of imfalr reading inventory (IRI). This is done to
find out the proper fit of the book to the childige level. This process is good and helpful to
differentiate instruction. By using this IRI, tikeacher can estimate the learners reading level

and select their levels of reading achievements #fiey have read the word list aloud.
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Assessment for English Grade 3 in the Namibianesdnthe curriculum Lower Primary Phase

Grade 1 — 4, Ministry of Education (2) (2005:2), Emglish Second language syllabus, has
indicated that in the English syllabus the basinimum competencies should be attained by the
learners. Teachers are not intended to limit titgatives of the teacher or the class. Teachers

are encouraged to extend the learners beyondithgic competencies.

The curriculum for the Lower Primary Phase Gradds Ministry of Education (3) (2006:5-6)
requires that all learners in completing the Lowemary Phase, should respond appropriately to
instructions and questions, ask for permissionadhihgs or ask for things they need or want to
know: read prepared and unprepared complex sergdinam a variety of fictional and non
fictional texts, write several simple and complextences, recognise and appropriately use basic
language structure in speaking, reading and writthgre errors do not hinder comprehension or
clarity within a passive vocabulary of about 400@ an active vocabulary of about 1000 words.
Failures of the learners to achieve the minimumicbasmpetencies, learners should receive

compensatory teaching as much and as long asdedee

Based on the Directives for the completion of praor schedules, Republic of Namibia (11)
(2007:2) of primary grades registered in the pusticools of Namibia, the provision for failures

of learners are:

(a) A learner who obtain E symbol in the language useds the medium of instruction

should not be promoted to the next Grade (1 — 4).

(b) A learner who has E symbol in English should not & promoted to the next Grades
(3-4).

(c) Although a learner might have a D symbol or betteras an overall Grade in the

language used as a medium instruction, a learner vehdoes not meet the minimum

requirement for reading should not be promoted to lhe next Grade.
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The policy guide further indicated that assessrireBnglish reading skills is an ongoing process
in Grade 3, within the Namibian context. It iscaol practise by the teachers to assess what
learners know and can do, so that it can pointstrengths and weaknesses of the teaching and
learning. By subjecting the learners to evaluatieachers can also find out about their short
comings and apply decisions to improve them butto@o anything means teaching is a failure
in all its forms and objectives, and precious timavasted. Assessment needs to be reflexive
and teachers need to act in case. It helps toomitre design of the English reading
programmes. It can enrich further developmentisiens, modifications and implementation to
suit the needs and the levels of the growing chileinglish as a Second Language is taught as a
subject in the Namibian schools. It is still is pire adolescence stage of execution phase (18
years of the making). The practise can offer intsignto the nature of the evaluative process, as
applied to Grade 3 English Reading subject.

Reading skills development are strengthened orfamied by different but appropriate and

relevant reading materials.

2.13 BENCHMARKS FOR READING SKILLS IN ENGLISH SECOND LAN GUAGE

According to Cambridge Advance Learner’s Diction@2§07:108) benchmarks is described as a
level of quality which can be used as a standardnndomparing other things. In education, it
means quality or standard of learning. The follayvere the benchmarks in English reading
skills expected to be achieved by the grade 3 &arduring teaching and learning and at the end
of the Grade level. This is based from the syllabfuEnglish second language grade 3, Ministry

of Education, Namibia.

2.13.1 READING BENCHMARKS FOR NAMIBIA EDUCATION, GRADEEYEL

According to the Ministry of Education (2) (2005)58I the grade three learners are expected to
include and achieve the following in their readings
+ Read prepared and unprepared text of about 50 vilanatsfictional and factual texts.

«»+ Correctly answer comprehension questions on the #nd talk freely about them.
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+ Find basic information from factual texts.

+ Demonstrate good reading habits through eagernessd.
+ Learners to read for understanding the information.

+ Learners to read for enjoyment.

+ Learners to develop reading skills and fluency.

2.14 CONCLUSION

This chapter dealt with the factors affecting teaghieading skills in English of Grade 3 learners
in their second language, theories explaining dadfging language acquisition including the
second language were discussed. The chapter neddeences to the Second Language
Acquisition theories proposed by Baker (2003), B¥e2000), Conte-Morgan (2002), Ellis
(2002), Mezirow (2003), Scott (2001) and Schanlo@@re discussed.

The information gathered in this chapter forms Haesis of this research and will guide the

researcher in conducting the empirical researchftilaws in chapter 3.
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CHAPTER 3: EXPLORATION OF THE NAMIBIAN EDUCATION
SYSTEM (PAST AND PRESENT)

3.1 INTRODUCTION

The former chapter presented a literature reviemwlving the teaching of reading. This
served to widen the understanding of reading agsubf this study. The aim of this study is
to investigate the factors that influence the teeglof English reading skills as a second

language for Grade 3 learners in the research area.

In this chapter, the background to the Namibiancataon system before and after
independence will be explored. This discussion pribvide a full and wide picture of the
education system of Namibia that will serve to eatitalise the problem under investigation
and the fieldwork that will be undertaken. TheamHanguage policy in Namibia education
will be discussed to set out how Namibia incorpedlathe English language into its
curriculum. Teacher training in languages in Naeltefore and after independervedl be
fully expounded in order to provide readers with background on how teachers are trained
to teach languages. The language curriculum feetgrimary education Grades 1 to 4 will
be explained to sketch a picture of how the languagleveloped including English among
the learners. The national policy assessment mibla Grades 1 to 4 will be reviewed to
provide the information on what type of assessnigenised in assessing the progress of
learners. The nature of schools in Namibia willdg@lored to supply the facts about the
phases that make up the formal basic educatiorersyst Namibia. The control of the
schools in Namibia will be elucidated to clarifyvindhe schools are regulated, managed and

supervised.
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3.2 HISTORICAL BACKGROUND TO NAMIBIA'S EDUCATION SYSTEM

3.2.1 THE SCHOOL CURRICULUM IN NAMIBIA BEFORE INDEPENDHRNC

In the historical account of education in Namibiath@red by Salia-Bao (1991:23) he
emphasizes that the education system in Namibiecasatsolled by the apartheid policy of South
Africa. It was based on the belief of the supétyoof the whites and the need for racial
separation. They controlled the formal and infdrpr@grammes, the academia, the curricula,
teaching and examinations all of which served thgp@ses of apartheid. This control created
weaknesses in the system as mentioned by SaligZB81:20). The second major control of
education in Namibia was the examination board wgetby South Africa in terms of the

provisions of Section 25 (2) a, b and c of the dlai Education Act, 1980. The board had the
power to prescribe minimum standards for primarg a&econdary schools but not tertiary
education. The impressive curriculum developmesgit .o at the National Education level

merely perpetuated apartheid’s main principle pbsate unequal education.

The Faculty of Education which was responsibletfios had its own curricula problems which
affected the teachers colleges very severely. @lieg to Salia-Bao (1991:29-30) because of
these results it was only about 70 per cent undandd teachers were produced in the system

due to inadequate curricular and teacher trainers.

In the past education in Namibia was a privilegeereed for the few: there was no wider access
and registration to school subject was selectiwe raserved for the elites and therefore only a
few were educated (Ministry of Education and Cdt(lr) 1993:2).

Another factor determining the internal efficienol education at the primary and secondary
level was the qualifications of teachers. In 1988y 525 teachers had teaching posts in lower
primary, of whom 12. 3 per cent could be consideredualified, in 1985, only 10.7 per cent of

teachers were qualified. This meant that 88 pet ckunqualified and under qualified teachers
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needed to be upgraded and retrained especiallpghidh. Afrikaans was used as the medium of
instruction by most education authorities except @wambo authority, since most indigenous

Namibian languages were not being developed sagmifly (Salia-Bao 1991:28-29).

The official languages, Afrikaans and English wemmnpulsory as school subjects and were
introduced gradually and offered in accordance with-instructions (2), (3) and (4). In schools
where one of the two official languages was offeaédhe beginning of sub-standard A, such
pupils would be compelled to take the remaining ohé¢hese official languages as a second
language during the course of their junior primachool education. But, if neither Afrikaans
nor English was offered as a first language in staindard A, the pupils were compelled to study
one of these official languages as a second lamgaad the remaining one of these two official
languages as a third language not later than thetieg of standard 2. There was no consistent

policy with regard to the languages used by edaocatuthorities (Salia-Bao 1991:42-43).

Salia-Bao (1991:20) and his team discovered dussiwol visits that in most rural and urban
area schools, Afrikaans was used more than any lathguage as a medium of instruction. This
shows the differences between what was stateceifeamination Board Gazette in theory and

what was actually implemented.

The UNIN/CIDA team report in Salia-Bao’s article9d1:22) states that in the languages, the
skills of listening, speaking, reading and writiwgre emphasized in the languages. But in the
practical teaching situation, the spoken language @mphasized at the expense of written skills.
This may be the reason why most Namibian speakkadns but cannot write it. The curriculum
for teacher training was determined by the Acadamyindhoek as elaborated by the College
for Out-of-School Training. The study guides wezquired reading for all the candidates for the
primary teachers’ certificate and a perusal of ¢hgisides revealed that they had little relevance
to the pedagogical and administrative mattersttiet purported to address.
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Teachers Training Colleges offered certificate searwith the Academy:

S.E.C (Secondary Education Certificate), H.P.E.Biglf Primary Education Certificate,
Distance Teaching), E.C.P. (Education Certificabe Primary, Distance Teaching) E.C.P.
(Education Certificate for Primary, Senior Primary).C.P. (Education Certificate Primary,
Junior Primary), they normally follow the matricuzees and some education courses. The

curricula for the primary certificates includedCER. Junior Primary ( Salia-Bao1991:84-85).

The curriculum in subjects studies were as follow:

First’s year:

a) Matric Subjects were: English, Biology, Biblicstudies or Mother Tongue or Afrikaans.

b) Professional subjects (Major) were:

Perceptional programme (subject Didactics Sub Aho8l Readiness programme and Teaching

Aids

c) Skills were: Physical Training, Book Educatiémt

Second year:

a) Matric subjects were: English, Business Econentiistory, Biblical Studies or Mathematics

b) Professional subjects were: Teaching Aids lIbj&ct Didactics Sub B plus Std 1, School

organization and Administration as well as Educafsychology.
The curriculum for subjects was the same as innfaric course in standards 9 and 10.

Professional and education studies were neglectéd primary school subjects were not well
represented in the college curricula. Accordin§atia-Bao (1991:79-81) he was informed that
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teachers had little time for demonstration lessonteaching practice. Much time was spent on

preparing the students for the matric examination.

The findings of Salia-Bao (1991:85) revealed thithe“distance teaching programmes organised
by the academy and college for Out-of-School Tragjntonsisted of mainly matric studies and
subject methodology. The curriculum materials thate sent to the students were written in
difficult English using outdated teaching methodse print layout and structure were bad and
did not encourage effective learning. To obtainEd@mentary Certificate Primary (ECP) or
Higher Primary Education Certificate (HEP) or Naab Education Certificate (NEC), or
Secondary Education Certificate (SEC) a studenttbgehss at least five matric subjects and a
pass in the education studies courses”. Therenaasention of the student passing the teaching
practice. As shown in the curricula used in trezlbers’ colleges administered by the Academy,
the students were prepared more for higher edutatioSouth Africa than for teaching. In
Namibian schools, this may be the reason why aB6uper cent of the teachers are under
trained. “Teacher-centred education is appliedotons of education in which the teacher
dominates the learning process by determining wehi@ught, how it is taught and the sequences
and pace of the teaching. In teacher-centred éducdhe teacher exercises a major influence
on the kind of education that is offered, while fsihave only a minor say in shaping their
education”( Salia-Ba01991:86).

The nature of classroom interaction in teacherredneéducation is also clearly described by Van

Harmelen (2002:15) when she said that “in most aslshohe teacher usually stands up in front of

the class while learners’ sit passively at thegkde The learners are not actively involved, but
merely ‘receive’ the knowledge that the teacherodép in their minds and they are regarded as
‘blank slates’ “. In the colonial education systgmedagogical strategies were not only teacher-
centred and regime centred but they were alsar¢gllto silence and oppress learners by denying
them active participation and involvement in dengiwwhat was to be learnt and how it was to be
learnt. This socialisation into silence was sougghtperpetuate the colonial regime. Once

socialised, learners would become less troublesmtizens and in turn transmit the values of
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obedience among their future learners, as wasveeliby the coloniser. Thus, the pedagogical

strategy called the “banking mode of education” @asninating.

As already referred to, the banking mode of edunativas characterised by repressive and
oppressive strategies where teachers “depositedramsmitted knowledge into the “empty
minds” of their learners. In order to suppress thmical thinking abilities of learners,
knowledge in the apartheid system was treated asbpatt or commodity which was already
prepared and could be handed over to learnersgaitisbf something which the learners
themselves could actively create through persongtaup inquiry. Learners were not given the
opportunities to create or discover for themselvébe process of learning took place through
rote memorization, without understanding or a pqaality textbook, reinforced by a rigid
examination system and used to indoctrinate learrsdrout “norms” of a discriminatory
apartheid education system. A one-way communigaggstem was the model used for
classroom interaction, and, corporal punishmenveskras the most powerful instrument to

administer the authoritarian and hierarchical clz@® interaction (Salia-Bao 1991:34-41).

At independence, Namibian schools were still hadiftg a repressive system which fostered
memorisation and rote repetition or disconnectes @i information. Too often, learning was
concerned with describing, labelling and categogsi Learners spent much time memorising
what things are called and how their textbooks #meir teachers organised those names
(Ministry of Education (1) 1993:2-10). Languagdslls were taught in compartmentalised

fashion, and allocated independently in the timletabd not as a separate subject.

3.2.2 THE SCHOOL CURRICULUM FOR NAMIBIA AFTER INDEPENDHENC

The Namibian people, having been subjected to tineehdous experiences and evil intentions of
the curricula of Bantu Education found relief irs itonstitution when Namibia became
independent in 1990. These desired changes wengglr about by the demands of the
Namibian people to be liberated from apartheid Badtu Education. The Bantu or apartheid

education system emphasised the education of tite"feut the people wanted education for all
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as this promised developments of opportunitiesainous fields of human endeavour. It would
also allow the country and its people to be link regionally and internationally as far as

education and culture were concerned.

The starting point was the reform process, whetil@ar20 of the Namibian Constitution,

Ministry of Education and Culture (1) (1993:3) stathat: “All persons shall have the right to
education. Primary education shall be compulsarg the state shall provide reasonable
facilities to render effective this right for evergsident within Namibia, by establishing and

maintaining State Schools at which primary educatl be provided free of charge.”

In addition to this, Namibia is a signatory to tiéorld Declaration on Education for All
Ministry of Education and Culture (1) (1993:4) winistates that “therefore, we the participants
in the World Conference on Education for All ...rédhkt education is a fundamental right for
all people, women and men of all ages, throughaut world...know that education is an
indispensable key to, though not a sufficient cbadifor personal and social improvement
recognize . . . that sound basic education is foneal to self reliant development”. The
intentions of the constitution and of the World @oance on Education for All are translated
into a policy for educational reform and developimey Ministry of Education and Culture (1)
(1993:4).

The key aspects for Education are summarised msiy Education and Culture (1) (1993:60)

and include:

> That education will be built on the foundation of Learner Centred Education,

describe thus:

» The starting point is the learner's existing knowlelge, skills, interest and

understanding, derived from previous experiences iand out of school;
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* The natural curiosity and eagerness of all young mgle to learn to investigate and to
make sense of widening world must be nourished aneincouraged by challenging
and meaningful tasks.

* The learner’s perspective needs to be appreciatechd considered in the work of the
institution.

» Learners should be empowered to be as critical thkers and take responsibility
not only for their own, but also for one another’slearning and total development;
and

» Learners should be involved as partners rather thanreceivers of educational

growth.

» That education will employ a holistic view of learing, valuing life experiences.
» That education will harness democracy and responsility in lifelong learning.
» That learning is an active process with participatbn from the learners in

developing, organizing, implementing and managingelarning.

Curriculum, as the policy document suggested, esdbrresponsibility of various providers of
education and training services. The governmenysplenultiple roles of leadership, co-
ordination, catalyst and partner. Other stakehsldeich as learners, teachers the parents (the

community), business, private and public sectoeseapected to give their input.

Ministry of Education and Culture (1) (1993:32) dalses what education for all Namibians
means “by expanding access, the elimination ofuaBties and fair treatment throughout the
education system, improved quality of instructiord dearning about democracy by practicing
it”.

In light of the above statement, the Ministry ofugdtion has assigned the highest priority over

the next decade to four major goals and those ibeivessential to reaching them: access,

equity, quality and democracy.

3.76



After Namibia gained independence, the Ministry Exfucation updated the curriculum for
Teacher Training Education programmes. They iniced the Basic Education Teacher
Diploma (BETD) to meet the real demands of univieeslacation. This new course was offered
by four state colleges of education for examplepriva College of Education, Ongwediva
College of Education, Rundu College of Educatiod ¥indhoek College of Education, but, not
by the University of Namibia. The university sthly offers teachers bachelor degree studies,
to enable them to teach senior secondary schock#ida Grade 11 and 12. While the BETD, is

only for the Diploma level courses catering forctears to teach in Grades 1 to 10.

The Ministry of Education has also introduced medtas to improve the education system.

These include:

1. In-service training for unqualified and under-qtiati teachers of specific phases such as
Grades 1 to 4 and 5 to 7 are required to attendasgective courses: Lower Primary
Education, Integrated Natural Science, Social ®eieand Mathematics. This is to
update their knowledge in bringing changes in ctasss.

2. Workshops, conferences and seminars do also tale plom time to time. This is to
exchange and update ideas.

3. Exchange programmes for teachers and learnerdylocagionally and internationally
are taking place for more and wider exploratiorkimdwledge and experiences as a way
to cope with the needs of modern education.

3.3 THE SCHOOL LANGUAGE POLICY IN NAMIBIAN EDUCATION

Education in Namibia, including the language paqlisygoverned by the education policies of
the Ministry of Education. This ministry of Edumat published a policy document called
“Towards Education For All” Ministry of Educationnd Culture (1) (1993:63-64) which
contains a development brief for education anchiingi purposes. This document, also stipulates
the language policy guidelines which were issuedha two separate documents namely:
Education Transition, July 1990 and Change withtiooiity, issued November 1990. These
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documents are included as part of Towards Edut&ioAll, Ministry of Education and Culture
(1) (1993:63-66). These statements give broaccties for language choices as medium of
instruction and subjects at school levels. Miwisit Education and Culture (1) (1993:63) states
that schools are expected to play their roles tab#ishing the use of English as the official
language. Since English is not yet a lingua franddamibia, teaching English is to have a high
priority.

As from 1992, the new language policy was implemeérior over five years, and then, it has to
be revised until it reaches all the levels. Durihg same period, the Basic Education Reform
initiatives were also implemented. The languagepastated that, the home language or a local
language or English must be the medium of instoacin Grades 1 to 3, with English as a
subject (Swarts 2000:4).

Ideally, all children should study two languages,sabjects from Grade 1 onwards and one of
them must be English. “Grade 4, is a transitiop@dr, in which home language plays a
supportive role in teaching English in all the sdb$, except the mother tongue that has to be
taught as a subject and used as a medium of itistmuclt is further stated that “English should
be the medium of instruction for all the subjectssacondary level, vocational-technical
institutions, teacher training colleges, as wellaadertiary level” (Ministry of Education and
Culture (1) 1993:66).

One of the criteria for language policy formulatias provided in Ministry of Education and
Culture (1) (1993:64) stated that “the MinistryBducation has sought a national consensus in
considering carefully the views expressed by varigoups.” In connection to this, the ministry
is also guided by several fundamental understasdingh as:

» Language policy should promote national unity.

» All language policies must regard language as a meun of cultural
transmission.
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» For pedagogical reasons, it is an ideal for childreto study through their own
language during the early years of schooling whenasic skills of reading,

writing and concept formation are developed.

In addition to the above-mentioned principles, “thegear primary education cycle, should
enable learners to acquire reasonable competendengtish, the official language and be
prepared for English medium instruction throughth# secondary cycle” (Policy guide Lower
Primary Phase Grade 1-4, Ministry of Education2®05:42).

Obviously, the national language policy is speeific concerned with language transition and
knowledge integration for Grades 3 and 4 teacherBhis has the following language

implications:

The education policy for lower primary Grades 14toMinistry of Education (5) (2005:42)
recommends using the learner’s mother tongue,easéidium of instruction, in Grades 1 to 3. It
prescribes English as the medium of instructiomf®rade 4. This implies that learners have to
develop competency in English, to the extent teathing and learning can be done comfortably
through the medium of English, as from Grade 4.er&fore, during Grades 3 and 4, but
particularly in Grade 4, the transition to Engliah medium of instruction must take place.
Clearly this process is an obligation for all teashand should be handled with great care and
patience throughout the process. While learnegsade 3 are entitled to mother tongue teaching
and learning to establish full conceptual growtluichmof the groundwork for language transition
should be put in place. In Grade 4, the transitiaa to be completed at such a rapid pace that
learners should be confident enough in Englishraggess in Grade 4 through the medium of

English.

Learners, using mother tongue, as the languagastiiction, will also take English as a second
language, from Grades 1 to 3. Learners shouldngldine first three school years be exposed to
the English language as much as possible and sladsitdlearn basic vocabularies for other
subjects in English. Meantime, some basics willdoee in Grades 1 and 2, they should in

Grade 3 be able to count in English, to know th@emof different colours, know and say the
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names of body parts, the days of the week, thetimsaof the year, and basic words involving
daily activities, and so on. Apparently this gradand incidental transition from Grades 1 and
2, will gain momentum during Grade 3. Learnersl wehrn basic instructions in English

incidentally as well as deliberately and be mongomed to English phonics and sight words.

Therefore, it is viewed conclusively clear from th@vision of the national language policy of
Namibia, that if all these rules are adhered toperly and wisely implemented in all schools
countrywide, this can positively relate to an efifee acquisition of basic competencies and

reading skills in English as their second languagérade 3.

For every institutional policy such as the languagécy there is always an assessment to be
done in order to determine whether the programmsucgessful or not. If the results are not
convincing enough the programme for the assessofetfite policy implementation should be
revised since the assessment will determine ifingadkills development in the Namibian

schools is progressing or not.

If not, the Southern and Eastern Africa Consortiemmonitoring Educational Quality Report
(SACMEQ) Makuwa (2004) has to do the assessmenteSsrade 6 learners were moulded for
basic foundation of Grades 1 to 4 it was deemeckcbthat evaluation must obviously focus on

Grade 6 level not Grade 3.

3.3.1 THE SACMEQ Il 2004 REPORT: READING SKILLS COMPETENEVEL OF
NAMIBIAN LEARNERS

The Southern and Eastern Africa Consortium for Nwimg Educational Quality (SACMEQ)
Makuwa (2004) is a UNESCO initiative to evaluatevheffective the teaching of basic English
reading as subject is in each school in the countfy national assessment programme for
reading among Grade 6 learners was launched by SATEImong selected countries Southern
and Eastern Africa and that includes Namibia (Ma&k@004:i-ii).
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Figure 1: A Report of Learners Reading Scores by Qmtry Based on SACMEQ

The horizontal data in figurel above is indicates mames of the countries that participated in
the survey for English reading skills conductedMigkuwa (2004:145-146). Fourteen countries

are included in the Eastern and Southern Africatest The vertical data of the same survey as
presented in the figure 1 represented the mearag@eaeading skill level of grade 6 learners

from the fourteen participant countries.

In the figure 1, Namibian learners are ranked' Hnong the participants countries. The
learners’ scores did not even reach the mean focaaintries in SACMEQ Il reading skill
average of 500 scores. Their scores totaled 4Bizhwis the same mean scores for reading
mentioned by Makuwa in his SACMEQ Il report (2002):2

The above graph is used in this study becausest@archer is of the opinion that poor English
reading results suggest that the learners may eowdll trained from early Grades. So, if
learners were not trained well in English readikijssdevelopment in their early learning years,
then, it will create undesirable carry over effdotsn one grade level to the next.
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The Grade 3 level is the basic formal point to duip a strong foundation for elementary
education, especially for English reading skillsaasecond language. The results of SACMEQ I
Report clearly mirrored the problems in Englishdiag skills among the researched countries.
The SACMEQ findings became an exciting “invitatidiot the researcher to dwell on how she
could contribute to help to recommend actions asdcas to be taken by the government and
school authorities especially the English teaclretgaching English reading skills as a second
language to primary learners in Namibia.

Seychelles

Kenya

Zambia

Botswana

Swaziland

SACMEQ average ]

Namibia %

Lesotho ]

Mozambique

Malawi

Tanzania

Uganda

Zanzibar

|
|
|
|
|
]
0.

|
|
|
|
|
I
0.

350.0 400. .0 600.0 650.0 700.0 750.0 800.0 850.0

Figure 2: A Report of Teachers Reading Scores by @Qatry Based on SACMEQ Report || 2004

Figure 2 above shows the SACMEQ Il Report of tedsheading scores among the fourteen
countries that comprised the Eastern and SouthéioaA countries. The horizontal data in
figure 2 above represent the fourteen participatiogntries. While, the vertical line shows the
average of English reading skills scores calibraasdone line and equivalent to 50 of the
teachers represented the fourteen countries thtipated in the SACMEQ survey. From the
data, it shows that Namibia is ranked sixth outhef fourteen participating countries. It was
noted from figure 2 above that the mean of teashe@ding scores for all SACMEQ countries is

733, while the mean for Namibian teachers achidethelow the SACMEQ average reading
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scores with a result of 728. These results ardirooed by Makuwa (2004:29), namely that

Namibian learners as well as teachers scored bBi@BACMEQ mean.

To the researcher, although the difference is mahim is still statistically significant as far as
reading proficiency is concerned, considering teegleducational background and experiences.
So, using the data as a gauge to measure teadaglimg capabilities, the teachers’ average
score reflects the negative reading achievementsaofibian learners as shown in figure 1.

From the above findings, teachers’ English readiogre may affect the teaching of English
reading skills to the learners. With the above date can speculate already that teachers are
also having reading difficulties in English. Thesearcher is of the opinion that, if teachers are

poor readers it can also produce poor readingtseamiong their learners.

3.4 TEACHER TRAINING FOR LANGUAGES IN NAMIBIA

3.4.1 BEFORE INDEPENDENCE

The history of education in Namibia shows that befdamibia’s independence in 1990, teacher
training was mandated to the Academy, now calledUhiversity of Namibia (UNAM). The
Academy put up a satellite teacher training in Cadiwa, which was called Ongwediva Training
Centre (at present called Ongwediva College of Btio) and the course that was offered was

Primary Teaching Certificate (PTC).

This course was later changed to the ElementargfiCate Primary (ECP) (Salia-Bao 1991:28).
In 1989 the teaching certificate was again renataddational Education Certificate (NEC) and
later changed to National Higher Education Cediiec(NHEC). The course duration was for 2
years.
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The medium of instruction was Afrikaans, Englishewaught as a subject. There were no major
fields of studies or any subject; everybody was jtmned to be class teachers. They studied
didactics of teaching in every subject. No lesptamning was taught, no teaching practice was

done in the field, no teaching methods were taafgt using contents, but, rather in isolation.

Demonstrations of teaching were done in classds fdaushort period, without any explanation
by the teacher.

To improve the literacy problems in the countryeafndependence, specialist language teachers

are needed to be trained.

Research has shown that, there is a strong coondmtitween the level of formal education and
professional training of the teaching force and douality of teaching. This was due to the
unsatisfactory quality of teaching, insufficienéitring, lack of knowledge of subjects and the
poor language competencies of teachers (Katzao :2001Hence, a teacher’'s training

programme was organised and implemented haphazardly

3.4.2 AFTER INDEPENDENCE

The language policy for schools started its impletagon in 1992, following the reform
programme that involved some changes in languaghiteg in Namibian schools. According to
Ministry of Education and Culture (6) (1992-1996:1Q1 stated that “teachers’ would only
benefit from these changes if the necessary planmsiyllabus and materials development and
teacher training were carried out”.

Accordingly, the National Institute for Educatiomda Development (NIED) is engaged in
projects and activities. Among others is the upg@of teachers through implementation of In-
Service Teacher Training programme that was estaddi and became operational in 1996.

It offered courses in major fields of interest fanguage teachers and teachers in other major

subjects. It has been an ongoing programme coadost the Ministry of Education and
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supported by various organisations such as thesdiNfations (UN). This programme is for the
upgrading of teachers as well as for proper actagaoins. The ministry has prepared modules in

English Communication Skills and the teaching apphocalled Learner Centred Education.

Another project, sponsored by the Namibian govemirntergeting teachers with basic needs for
English upgrading, involves a series of radio paogmes such as “Let’'s speak English”,

supported by two workbooks. There is also a T\Wgpronme called Sesame Street, Institute for
Open Learning (IOL) and TIPPI programmes televisadspecific day of the week. These are

aimed to improve teacher’s preparations, interneenéind presentations of the lessons.

A major project of English specialists from thetBh government working within an English
language teacher’'s upgrading project is providdthis is called English Language Education
training development programme (ELETDP). This @cbjwas developed and carried up to the

new Basic Education Teaching Diploma (BETD) in teadraining colleges.

The colleges are training teachers specialising batly and L, for teaching Grade 5 to 7 and 8
to 10. Teachers who specialise to teach Gradegtlate class teachers expected to teach all the
subjects in those Grades includingdnd L, School Based Studies (SBS) is given a year as
practicum required Basic Education Teachers Dipl@Bt&TID) curriculum. This programme is
for those with major and minor in English to prepéor Grade 5 to 7 teaching. This is done for
13 weeks for the majors and 6 weeks for the mimowsrses are also for English minors in

Grades 5to 7. Pre-service teachers are requirdd practicum for English teaching.

Upon completion training course, teachers are d@rpeio teach by using the mother tongue as a

medium of instruction in all the subjects from Gzad. to 3.
The mother tongue is also taught as the first lagguwhile English is to be taught as a subject

and regarded as a second language. Grade 4fitassation phase. From Grade 5 up to tertiary

level English is to be used as the medium of isiba (Ministry of Education and Culture (1)
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1993:66). The University of Namibia (UNAM) is resmible to train teachers for Senior
Secondary School Grades 11 to 12.

3.5 THE LANGUAGE CURRICULUM FOR LOWER PRIMARY EDUCATION
GRADES1TO 4

The focus in the lower primary phase that embr&oeglish reading skills in Grade 3 is crystal

clear in its target area: literacy, numeracy arwhtrknowledge of the learner.

As indicated in the curriculum for lower primarygse Grade 1 to 4, Ministry of Education (7)
(2005 — 2006:15) the line up of basic competenttias learners have to achieve in the second
language starting from Grade 1 and finishing inder& for reading, writing, listening and
speaking as well as language structure and langusge- are all the same in scope. The only
difference that can be noted out from the starfipgt or Grade 1 going to Grade 2, then to
Grade 3 and terminating in Grade 4 is only scogksaguence in the total number of sentences
and vocabularies to be achieved per Grade. Inr etbeds there is an increase from simple to
complex in the progression from one level to angtfer example in reading for Grade 1, the
learners must read word and sentences of 4 to Bsafoom various types of texts, in Grade 2
they should read short prepared texts of 3 to fesens, Grade 3s are to read short prepared and
unprepared texts of about 50 words and Grade 4gl¢the able to read fluently prepared and

unprepared factual and fictional texts of about Ws@ds.

The revised structure of the lower primary curnicnlas a whole consists of five main areas of
learning, inter-connected by the three content #sewf Environment Studies and four cross-
curricular issues. The three themes are sociak@mment, natural environment and health,
safety and nutrition. While the four cross-curliguissues are such as: HIV and AIDS
Education, environmental learning, population etioca democracy and human rights

education.
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Ministry of Education (8) (2006:14) indicates thia¢ curriculum has separate subject syllabuses
focusing on subject-specific issues, teaching aadning are integrated through central themes
in all subjects. In simple terms, it means thakatbwledge is gained in a holistic manner and are
not isolated and separated from other areas. sit mleans that one subject can reinforce the
knowledge or skills required for another, and sofwr example: by learning to read and write
in English, the content of the lesson may use nagefrom environmental studies or arts or
mathematics. Language learning may also mean matiesntearning and vice versa. Similarly,
while doing arts, learners can learn how to useEihglish language in that context. They could
work with forms such as circles, triangles and oth@mnbols that simultaneously can express

artistic feelings, experiment with colours, andier

This implies that in Grades 1 to 4, the curriculisnorganised in a spiral type curriculum, where

the learning objectives in English are the sammf€arade 1 to 4, in a progressive manner.

In conclusion, to effectively realise the primaryats of elementary education, the teaching of
language should be integrated across the curriguikilis, concept and components of the
subject. This is even emphasised in the NationatyGuide for lower primary phase, Grades 1
to 4, Ministry of Education (5) (2005).

3.6 NATIONAL ASSESSMENT POLICY IN NAMIBIA, LOWER PRIMAR Y
EDUCATION PHASE GRADES 1 TO 4

Assessment in formal education in Namibia is gogdrby the provisions as embodied in the
development brief for education culture and tragnknown as “Education for All” by the
Ministry of Education (Ministry of Education and IBue (1) 1993:123). The discussion of
policy assessment in Namibia as outlined in thisepdocuses only on Grades 1 to 4 and is
divided into two parts. The first part is the baaund of the national assessment policy for
Grades 1 to 4 and the second one is assessmdanhfprages that include English as a second
language and specifically reading, which is theufoof this study.
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In the Lower Primary Phase Policy Guide, MinistfyEalucation (5) (2005:10) teachers should
assess learners to get a reliable profile of treenkrs in terms of achieving the basic
competencies embodied in the syllabus for Gradées 4 and general life skills. It says that
assessment can tell whether learning has taker plagot. Namibian primary schools Grades 1

to 4 are presently using continuous assessment (CA)

In the policy guide, Ministry of Education (5) (ZRQ0-11) continuous assessment is defined as
a process of gathering information about how le@raee progressing in their learning. There
are two types of continuous assessment, formairdondnal assessment. But, in lower primary
phase Grades 1 to 4 in Namibia, teachers only sanformal continuous assessment. The
informal assessment is also divided into two, ngm&dss structured and more structured
assessment. In Namibia, the informal assessmamtually done during classroom activities,
while formal assessment is done through examingéibtine upper primary and secondary levels.
In less structured assessment, teachers have &vebkearners’ performance for assessment
purposes as they teach and record what they sewtsalo. In a more structured assessment, it
means that teachers have to set up assessmetibagu@at can be small tests or quizzes. In the
marking and grading of learners’ work, this is daeeording to the 5 point-scale using the

criterion referenced, for example:

5= Grade A — Achieved Basic Competencies exceptally well. This is for outstanding
achievement in all main areas of competency.
4 =  Grade B — Achieved Basic Competencies very WelThe learner is above average in

the class, and is more proficient than average ireseral areas, e.g. showing quicker
mastery of some competencies, or being able to apptompetencies to unknown

situations or contexts, or showing new insight.

3= Grade C — Achieved Basic Competencies. The tear has mastered all the
competencies satisfactorily in known situations and@ontexts. The large majority of

learners should reach this level.
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2= Grade D — Partly Achieved Basic Competencied. he learner may not have achieved
all the competencies, but with extra help and guidace from the teacher may have

sufficient competency to go on to the next Grade.

1= Grade E — Not achieved the majority of Basic @npetencies. The learner has not
been able to reach a minimum level of competency rféhe year Grade, even with

extensive help from the teacher and is in need obmpensatory teaching.

3.6.1 ASSESSMENT GUIDELINES FOR LANGUAGE GRADES 1 TONAMIBIA

The policy guide for lower primary phase Grade® % tin Namibia, Ministry of Education (5)
(2005:12) explained that in the language subjeei;hers do teach skills. In each weekly lesson

plan, provision should be made to assess all diftdanguage skills as follows:

» Listening and speaking skills are combined both irthe syllabus and in the record
forms. However, specific activities should be taddg on each of the skills and
therefore also separately recorded on the classtlis

» In the reading skills, both prepared reading (evergay reading lesson) and
unprepared reading (unknown text on the same levalhould be assessed).

» In writing skills, both creative and formal writing should be assessed.

» Handwriting is not being assessed as a separate gooment in language teaching.
However, it should be regarded as one of the asse®nt criteria in all written work

in all lower primary subjects.

3.7 THE NATURE OF THE SCHOOLS IN NAMIBIA

The formal school system in Namibian governmensetshconsist of 12 years of schooling,
namely:
«» 4 years of lower primary, using the mother tongsienadium of instruction
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« 3 years of upper primary, (English as a mediumnetruction starts in Grade 5 at the
upper primary, up to Grade 12, the senior seconsiargol);

+ 3 years of junior secondary; and 2 years of sesgoondary.

However, the formal school system may also be duliohto the following phases, some

of which are combined phases (Makuwa 2004:4-5):
Pre-primary phase
This phase was transferred from the Ministry of &dion to local communities under the
jurisdiction of the Ministry of Regional, Local Gesnment and Housing in 1995. With the
creation of the Ministry of Women and Child Welfarethe year 2000, pre-primary education
and broader aspects of early childhood developretetring for the under 6 year old age group
were assigned to the new ministry. From the y@&84t was transferred back the Ministry of
Education.
Primary phase
This is consists of the lower primary (Grades #)tand upper primary (Grades 5-7).

Secondary phase

The secondary phase consists of junior secondatgricg for Grades 8 to 10 and the senior

secondary school, which caters for Grades 11 to 12.

Combined schools

These are schools “offering both primary and seaonérades.” Very few of the combined

schools offer all primary and secondary Grades.
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Table 1 below shows the structure of the Namibianm&l basic education system. In the
structure, it is indicated that the education laddelivided into three phases, namely: the lower
primary phase, upper primary phase and junior stamgnphase. The lower primary of the

educational phase comprises from Grade 1 to Grastading from age six to ten.

The upper primary phase consists of Grade 5 to &dwith age from10 to 13 years-old

learners. The last stage is the junior secondaage which is composed of Grade 8 to Grade
10, from the age of 13 to 16 yea-old learners. Bfigcture excludes Grade 11 to Grade 12,
which is a senior secondary phase. In the formdatation system of Namibia Grade 1 to 10 is

compulsory and they enjoy the free formal basiacatian from the government.

Table 1: The Structure of Formal Basic Education

Ages EXAMINATION FOR THE JUNIOR
SECONDARY CERTIFICATE (JCS)
15-16 Grade 10 Junior
14-16 Grade 9 Secondary
13-16 Grade 8
EXAMINATION FOR THE
12-13 CERTIFICATE OF PRIMARY Upper
EDUCATION (CPE) Primary | FORMAL
Grade 7 BASIC
11-12 Grade 6 EDUCATION
10-11 Grade 5
9-10 Grade 4
8-9 Grade 3
7-8 Grade 2
6-7 Grade 1 Lower
(incorporation School Readiness Educatipn) Primary
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Pre school experience

After independence in 1990, the Ministry of Eduaatfully recognised the values of preschool
and kindergarten as part of a child’s early chilmh@ducation. To this end, and for purposes of
its significance to the learners, the educationistiyn further believe that early childhood
education can be developed in partnership, butldhmel under the auspices of the community
assisted by the Ministry of Local Government andusing. This is considered vital to basic

education foundation and the key to literacy depelent.

In the current situation, learners are admitte@Gtade 1, irrespective of whether or not they have
any experience in pre-primary schooling. In otwerds majority, new in the school learning
situation, are far from being school ready. Thayehno background of the ABC and have not
followed a school readiness programme at all. #hisecause private pre-schools are expensive
and not all parents can afford to pay the schoes.feThis is especially true in rural areas. But,
the good news is that in 2008 the Ministry of Ediorareinstated the public schools programme

for pre-schooling.

The researcher’s opinion as to presumption whyMmmestry of Education has again adopted the
pre-schools which they previously transferred toeoiministries as mentioned above is bases on

the following reasons:

1 The continuous raise in the number of failures he tpper grades could not have

happened, if learners had solid foundation knowdedghe basics.

N

They may be afraid that Vision 2030 (eradicationilliteracy and poverty) of which

Namibia is a signatory may not be achieved.

w

Increasing complaints by parents.

N

High financial constraints to government budgegdication.
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In the 2008 survey, however, pre-schools mushroometie country government report and
spread out to all Namibian corners, as a strongorese to the ideals of vision 2030, as well as to

strengthen the foothold of Formal Basic Educatigst&n in Namibia.

3.8 THE CONTROL OF SCHOOLS IN NAMIBIA

Article 20, section 2, of the Namibian constitutistipulates that “primary education shall be
compulsory and the state shall provide reasonalsiéties to render effective this right for every
residence within Namibia, by establishing and namhg state schools at which primary

education will be provided free of charge” (Minisbf Education and Culture (1) 1993:3).

From the above provisions of the constitution,sittherefore incumbent upon the Namibian
government to construct and establish schools tineaced, controlled and administered by the
Namibian government. A few private schools arengpted from tight regulations and

government administration.

Meanwhile, there are four state colleges of edanaiCaprivi College of Education, Ongwediva
College of Education, Rundu College of Education &dindhoek College of Education) in
Namibia plus one university called the UniversifyNamibia (UNAM) and the Polytechnic of

Namibia respectively. They are all government avaed provide tertiary education.

It can also be mentioned here that agriculturatational and technical colleges are scattered all
over the various regions of the country. Theyes&blished and controlled by the government.
These colleges will not be considered in this staahge they are not within the scope of this

research.
Section 4, of Article 2, of the constitution, Repalof Namibia (10) (1991:13) also provides

that, “all persons shall have the right at theimogxpense, to establish and to maintain private

schools, or colleges and other institutions ordgrteducation, provided that they are registered
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with the government in accordance with the regoletifor the Ministry of Education of the

Republic of Namibia”.

All the schools, and tertiary education instituspmot funded by the government are all
considered as private institutions. However, nsiahce of the schools standard shall be under
the control and restriction of the government, udaohg the accreditation of all the courses

offered by the private schools, which are goverbgdthe National Qualification Authority

(NQA).

Under the provision of the partnership for Natiobevelopment for education in Ministry of
Education and Culture (1) (1993:179) stated thatNamibia all education (including technical
Education) at the primary, secondary and highercation level, is the responsibility of the

Ministry of Education and Culture”.

At present, the management of the Ministry of Edocaand culture are coordinated by the
office of the permanent secretary and his depulhose responsibilities are organised in six
departments, but, for the purpose of this studyave to include one department only, that is

Formal Education.

The supervisory, control and some implementing tions of the departments are vested in
departmental directorates, divisions, sub — diwsjasections, sub-sections and units. Mostly,
however, the implementing function is decentraliseéfor this purpose, the ministry has

established a structure of regional administration.

According to the Guidelines for the School Printsp#inistry of Education (4) (2005:8 — 9) it

is mandated that “the principal is the accountahémager of the academic programme of the
school, the learners, the teaching staff and warkete or she regulates the school board and the
day to day administration of the school developniant. The principal guides and assists the
school board to execute their functions. Additinahe school principal should know what is

going on in and around the school during regulassisits to monitor the standard of teaching
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and learning. His or her administrative duty asdhideline provided should only be done after-
school hours. The principal takes accountabilitythe continuous development of the teaching
staff alike and non-teaching staff by planning amdjanising the necessary development

activities”.

3.9 CONCLUSION

This chapter dealt with the Namibian educationeystpast and present. This discussion was

pursued to provide insight in the on going educeigroblems that are besetting the country.

The discussion centres on providing a backgrounthéoeducation system in Namibia, the
school language policy, teacher training, the laggu curriculum, assessment policy for
languages, the nature of the school in Namibiataeaontrol of the schools in Namibia.

The information gathered in this chapter will guithe researcher in conducting the empirical

research that follows in Chapter 4.
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CHAPTER 4: RESEARCH METHODOLOGY

4.1 INTRODUCTION

The foregoing chapter discussed the backgrounidetdNamibian education system and served to
provide the context of the situation under investimn and the fieldwork that will be researched.
The information will be used to answer the reseapebstion on what factors can influence the

teaching of reading in English as a second langoa@#ade 3 learners in the research area.

In this chapter, the research methodology will Rplaned. Together with how the sample or
population will be selected. It will outline thecteniques for data collection and the process of
how the research results will be analysed. Thecatltionsiderations in the collection of the data
will also be discussed as well as the measuresatteaheeded to promote the validity of the

research.

4.2 RESEARCH METHODOLOGY

According to Mouton (2003:56) “research methodoldgguses on the process and the kind of
tools and procedures to be used by the researtherpoint of departure is on specific tasks
(data collection or sampling) at hand. Methodoladgo focuses on the individual (not linear)
steps in the research process and the most “ol@&dtinbiased) procedures to be employed”.
The qualitative method is regarded as the mosalsigitmethod to realise the aim of this study
mainly to investigate factors that influence thacteng of reading in English as a second

language of Grade 3 learners in the research area.
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4.2.1 QUALITATIVE METHODS

In the opinion of De Vos, Strydom, Fouche’ and el{2003:271) the qualitative method of a
research is important as the whole research proeeables a researcher to conceptualise a
problem to write in the narrative approach. Its mgoal is to study a certain phenomenon
according to a certain “formula” suitable for a sifie research goal, and for the purpose of this
study, it focuses on finding factors affecting tleaching of English reading skills to Grade 3
learners.

McMillan and Schumacher (2001:16) maintain thatqumlitative studies there is a greater
flexibility in both strategies and research proeass They emphasized that a qualitative
researcher uses emergent design and revises dealsint the data collection strategies during
the study.

Ritchie and Lewis (2003:2-3) describes qualitatiesearch as “a circumstantial activity that
places the observer in the area that are compdsadset of definitive material practices that
makes the world clear enoudhhey further explained that qualitative research aalistinctive
character aimed at providing an in-depth and imé&tgul understanding of the social world of
research participants by learning about their $@rd mental circumstances, their experiences,
perspectives and histories”.

In support of this, Elliott (2005:26-27) statestttihe strength of qualitative approach is that it
allows the researcher to create a deeper and rmbeire of what is going on in a particular

setting. Qualitative research adopts a common cangew of generalisability, so that the reader
is left to make up his or her own mind on how fa evidence collected in a specific study can
be used to offer information about the same tapi@ similar setting”.

Neil (2006:1) mentioned that “qualitative researabans any kind of research that produces

findings not arrived at by means of statisticalgaaures or other means of quantification”.

4.97



According to Boyd (2007:1) “qualitative research tlee systematic process of collecting
information on what people say and do and creatheir natural settings to discover the world

as the people themselves see and experience it”.

Guion and Flower (2005:2) consider “qualitativeet@sh to be a tool for programme planning
that is often more interested in eliciting storfesm particularly individuals or groups. The
information obtained from qualitative research roethdo not only help to identify the needs of

the target audience but also helps to get a momplate understanding of those needs”.

The researcher will use qualitative research sgheebelieves it is fitting and applicable to this
social study research and will answers the resegqrektion.

Taylor and Francis (2008: 1-2) stated that “quilitaresearch is also concerned with non-
school settings such as ethnographic records, \odtgmmns, life history, case studies, curriculum
criticism, policy studies and narrative interviewdn this type of research provocative or

innovative approaches are encouragingly used”.
This study deals with social groups composed old&ia learners as well as their teachers and
therefore the qualitative method will be the bestise. According to McMillan and Schumacher

(2001:36) “qualitative research builds a complexligtic picture with detailed narrative

descriptions of informant’s perspectives, analgsid interpretation of phenomena”.

4.3 POPULATION AND SAMPLING

4.3.1 POPULATION

Tobias (2006:25) defined population as the targeug one intends to study. In the same

manner Muvirimi (2002:44gxplained that “in research one can study a smailgto unveil
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something about a large group of individuals”. Tékge group is referred to as a population.
The population in this research consist of six goweent schools in the town of Ongwediva in
the Oshakati circuit. These schools cater fomea from a poor learning environment. From
this population, three schools that are typicallyop will be selected as a sample (16
participants). They are as follows: one circuggactor, three principals, three teachers and nine

learners of the three selected schools).

4.3.2 SAMPLE

De Vos et al (2003:199) explained that “a samplesizt of the elements of the population
considered for actual inclusion in the study..toisia small portion of the total set of objects,
events or persons that together comprise the dubjex study”. According to McMillan and
Schumacher (2001:169-176) there are two types mipkag called probability sampling and
non-probability sampling. Probability samplingdassified into four groups, namely: simple
random sampling, systematic sampling, stratifietdoan sampling and cluster sampling. The
non-probability sampling is differentiated into ékr namely- convenience sampling, purposeful
sampling and quota sampling. In this research, résearcher will use only two types of

samplings, specifically, simple random sampling paposeful sampling.

4.3.3 SAMPLING PROCEDURES

Kumar (2005:165) defined sampling as “the procdsseltecting a few (a sample) from a bigger
group (the sampling population) to become the Hasisstimating a prediction of the prevalence
of an unknown piece of information, or situation agcome regarding the bigger group. In
other words it is a sub-group of the populatiort tiee is interested in. He further explained that
in qualitative research the issue of sampling lde ksignificance for the main aim of most

qualitative inquiries. It is either to explore cestribe the diversity in a situation, phenomenon,
or issue. He ultimately stated that qualitativeesgch does not attempt to either quantify or

determine the extent of the diversity; one cancteeen an individual as a sample and describe
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whatever the aim of the inquiry is”. He also expdal that the process of selecting a sample
from the total population has advantages and da#tdges. The advantages are that it saves
time, financial and human resources. However dikadvantages are that you do not find out
the information about the population’s charactassthat is of interest to you but only an
estimate or predict the actual situation prevailerthe total population from which the sample is

drawn.

Creswel and Plano-Clark (2007:112) explained tHa fesearch question or hypothesis must be
dealt with in the sampling procedure. Hence, #searcher decides which people and research
site can best provide information, put a samplirecedure in place and determine the number of

individuals that will be needed to provide data”.

In selecting schools randomly, the researcher aallit in her own way, following Wikipedia
(2008:3) that suggests that one of the methodsmfiamisation sampling is to use physical

randomisation devices such as coins, playing caajsisticated devices such as ERNE.

The schools that will be selected for this studyalt typical schools located in Ongwediva town
within Oshakati circuit of Oshana Educational Regioln Ongwediva town there are six
government primary schools that are offering Gradevels. Three out of the six schools three
schools will be selected as targeted schools fierdtudy. This will be done as follows: The
researcher will do it by taking six coins, reprdasenthe six schools with reading problems, as
found in Ongwediva town, in Oshana Educational Begvhere the researcher lives. The name
of the school will be written on a coin. Then, shd place the coins with the names on the
table where she will circularly distribute the c®ion equally distances from each other. At the
centre of all the coins on the table, she will auiall pen where she will turn it clockwise. To
whichever name the point of the ball pen will poamd stop, it will mean that, that school is
selected.
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4.3.4 SAMPLING CRITERIA

In sampling criteria, Creswel and Plano-Clark (2@@2) mentioned that “the guidelines depend
on the study, which might be race, gender, levesasfooling, or any number of factors that
would differentiate participants. The central ide#hat if participants are purposefully chosen

to be different in the first place, then, theirwgewill reflect this difference and provide a good
gualitative study. Another approach is to use dneene case of sampling of individuals who
provide unusual, troublesome or enlightened caseserms of numbers, rather than selecting a
large number of people or site, the qualitativeeagsh identifies a small number that will
provide in-depth information about each personiter sThe larger the number of people, the less
the amount of detail typically emerging from anyandividual . . . to provide detailed views of
individuals and the specific context in which thbgld these views”. The site and the

participants of this study will be selected basedre following criteria:

One educational region
» One of the most disadvantaged regions of the cpuntr
* Purposely preferred as the researcher lives isdhee region.

* Should have schools that cater for Grade 3 levels.

One circuit
* In this study attention will be drawn to one citcui one of the regions that experiences

typical problems as researched.

Three schools
* Should be three government schools as that could imanageable sample size for the
researcher.
» Should be in the lower primary phase.

* Should offer Grade 3 levels.
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» Should be around Ongwediva town for easy acceggiltd the researcher in terms of
distance, transport and communication.

* Three classes of Grade 3, one class of Grade 3gheol will be purposely selected by
the researcher.

One subject
» Should be English as a second language, becausastline of the subjects giving
problems in the education sector in Namibia.

» Should be focused on reading skills.

One inspector

* Purposefully selected, because he is the supervisatl the three schools where the
study is to be conducted.

Three principals
» Purposively chosen because they are the immediategers to the 3 schools selected
where nine Grade 3 learners, as well as three Gaelechers are found and that is where
the study is conducted.

Three teachers
» Three Grade 3 teachers are purposely chosen, gwtsone Grade 3 teacher per school
selected. This is because they are the right satopgive the researcher the necessary
information needed as they are teaching the rightl& 3, right subject of English as a
second language where the study is taking place.

» Should be lower primary teachers.

Nine learners

e Should be Grade 3 learners,
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» should be three learners in numbers irrespectiviliaf sex status or gender from each
school random decided by the investigator as theytlze suitable target group of the
study to demonstrate the evidence the researclmskimg for.

» Should be selected by their class teachers of G3aalecording to the criteria they will

use that the investigator is unaware of.

4.3.5 RANDOM SAMPLING

Kumar (2005:169) explained “random sampling as @bability sample. He stated that it is
imperative for each element in the population teehan equal independent chance of selection
in the sample. Equally, it implies that the prolibiof selection of each element in the
population is the same and the choice of an elenmetite sample is not influenced by other

considerations such as personal preference”.

Best and Kahn (2006:4) as well as Bradley (2009:With regard to random sampling said that
“individuals are chosen in such a way that eachamequal and independent chance of being
selected objectively and randomly. Selected imtligls represent the whole population rather

than the subjective decision of the researcher.”

4.3.6 PURPOSEFUL SAMPLING

Galloway (2005:1) defined a purposive sample asdfaple selected in a deliberative and non-
random fashion to achieve a certain goal. Thispdiag is based on the judgement of the
researcher regarding the characteristics of a septative sample. It is chosen on the basis of
what the researcher considers to be typical uniBléss & Smith 2000:92); This is also
confirmed by Nardi (2003:107).

Macmillan and Schumacher (2001:404) state thatgpseful sampling strategies employed in a
study are identified from prior information and aeported in the study to enhance data quality”.
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Henning, Rensburg and Smit (2004:71) explained thaposeful sampling has elements of
theoretical sampling which look for people whothe criteria of desirable participants. The
criteria depend on the researcher’'s knowledge etdpic and also on how the theorising on the

ground develops during the research.

According to Tobias (2006:25), using this approaeil enable the researcher to get
comprehensive in-depth information.

In this study, random sampling will be used in cogition with purposeful sampling in order to
select the three schools from the circuit that wsskected purposefully. The participants will
also be purposefully selected to represent theeeptipulation since they are regarded as typical.

4.4  DATA COLLECTION TECHNIQUES

According to Walliman (2005:270) data collection‘@process of capturing facts, information

and figures based on the characteristics and tlueenaf the research problem”.

In qualitative research, according to Ritchie anelwis (2003:3) data collection has been
identified as observational method, in-depth in@m/ group discussion, narratives and the

analysis of documentary evidence.

The instruments that will be used in this study ateservation, interview and focus group which
are commonly applied as data collection techniguegialitative investigation. These techniques
will enable the researcher to experience the tbfiknowing the unknown. In this study the data
collection techniques will not only be used to gate as much information, but also as a basis
of triangulation. This study will use methodolagjitriangulation technique to confirm the data

observed with the interview results.
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In the (Wikipedia, the free encyclopaedia n.d.Httprg/wiki/Triangulation-(social-science)
“triangulation is a powerful technique that fa@tiés validation from more than two sources. In
the same vein De Vos et al (2003:341) stressed ‘thwatusing triangulation method the
researcher seeks out different types of sourcdsptioaide insights about the same events or
relationships. De vos et al further explained tthet purpose of triangulation in qualitative

research is to increase the credibility and validitresults.

45 OBSERVATION

Kumar (2005:118) viewed observation as one wayoltect primary data. It is a purposeful,
systematic and selective way of watching and lisgertio an interaction or phenomenon as it
takes place. He insisted that observation is thetrappropriate way of collecting data, say in
case, you need to learn about group interaction,végification purposes (in my case the

learners) to get accurate information.

Denzin and Lincolin (2003:108-109) explained thdiservation in natural settings can be
rendered as descriptions, either through open-endedtive or through the use of published
checklists or field guides. This is supported hymér (2005:121). He further stated that it has
been generally assumed that naturalistic observadioes not interfere with the people or
activities under observation. Most social scidatisave long recognised the possibility of the
observer’s affecting what he or she observes, imgfal researchers are nonetheless supposed to
adhere to rigorous standards of objective repotitngvercome that potential bias. This is also
in line with the views of Mckernan (2000:60) naméhgt it is like professional eavesdropping,
as in the case of the child psychologist, obsernegaviours from behind a hidden mirror or

camera.

Mckernan (2000:59) explained that “observation @ only a fundamental activity associated
with research but it is a requisite tool for scantnquiry. Observation may be obtrusive and
interactive, as in the case of “participant obseové or unobtrusive and non-creative, as in the

case of “non participant observation”.
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Kumar (2005:118) further says there are two tyfdesbservations. These are participant and
non-participant observation. For the purpose @ #iudy, the researcher has selected non-
participant observation because the researchemnuafilbe involved in the activities of the group
but will be a passive observer, watching and riistg to their activities in order to draw a

conclusion from the observation.

4.5.1 Non-participant observation

To Best and Kahn (2006:204), “non-participant obagon is a research assistant sitting quietly

in the back of auditorium”.

With the observation data, the researcher will fadlgestudy the notes with items focused on the

observation of the classroom environment.

The researcher will present the data by using thé rheading and items observed as sub-
headings in the three observations to be dond thathree selected schools then, the discussion
and analysis will follow. The three selected sdbadll be coded as school A, B and C.

The researcher has selected observation techriigudserve the following:

» To look at the learning classroom environment ®wsbether there are reading corners.

* To survey whether the available materials are diga including learners’ work on
classroom wall if they are sufficient or not ag'teag aids to the above-stated Grade 3
levels of the three preferred schools.

* This is to determine whether or not the school nmelteare fitting and appropriate for the
targeted Grade 3 levels.

* To see how the teachers are managing the numbeamiers’ size in the classroom set
up. This is to find out whether or not the teadlkarner ratio is used correctly in the
classroom as prescribed officially by the MinistfyEducation.

* To monitor how the techniques and approaches aged by teachers in developing
teaching English reading skills to learners in ¢hdfferent classrooms representing

Grade 3 of the three selected schools in Ongwediva, within Oshakati circuit of
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* Oshana educational region. This is to find out Wwhetor not the strategies and
approaches that the teachers are using are effemiough to develop the reading skills.
* To observe the teachers’ and the learners’ interacturing the reading lessons. This is

to see whether or not the learner’s needs are met.

46 INTERVIEWS

Denzin and Lincolin (2003: 69-70) defined ‘intenvi@g’as one of the most common and
powerful ways in which we try to understand outd@ human beings. Interviewing includes a
wide variety of forms and a multiplicity of useshé most common form of interviewing can
also take place between individuals, face to faceuigh verbal interchange. Interviewing can
also take the form of face to face group intercleamgailed or self administered questionnaires
and telephone surveys. It can be structured, seogtared or unstructured. Interviewing can be
used for the purpose of measuring the falsity andrm of a given facts and information. Its
duration can be a one time, brief-event-say, fiveutes over the telephone or it can take place

over multiple, lengthy sessions at times spannayg@s in life history interviews

McMillan and Schumacher (2001:445) pointed out thausing the interview method one can
gain first hand experiences, opinions and feelivgdjes, knowledge and sensory perceptions
about the problems.

De Vos et al (2003:297) and Best and Kahn (2006:268ssified the types of interviews as
informal conversational interview, interview guidpproach, standardised open-ended interview
and close and fixed response interview.

De Vos et al (2003:305) further mentioned thatftoeis group is an interview method.

In this research, the author will use the open-dnigiterview with the learners and to the

principals. However, with the circuit inspectoe timvestigator will use informal conversational
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interviewing. While with the teachers, the resbarcwill opt to use the interview guide

approach in the form of the individual and focusugr.

In the words of Best and Kahn (2006:268); McMillamd Schumacher (2001:443-444) and De
Vos et al (2003:297) described the four types td#rinewing as follow:

4.6.1 Informal conversational interview

In this interview, the interview questions emerganf the immediate context and are asked in

the natural course of things. There is no predetation question, topic or wording.

4.6.1.1 Interviews with the Circuit Inspector

For the purpose of this study, one circuit inspeetil be interviewed telephonically using the
informal conversational interview. This is to findt the primary schools that are having reading
problems in English as a second language in Ongraddivn. The researcher will write down
the responses in the note book. The following &sititerview question that will be asked to the

circuit inspector:

1. Do you have primary schools in your circuit tha¢ axperiencing problems in reading English

in grade three? If yes, what are the causes?

Telephone interview based from Walliman (2005:285)utilised by researchers to avoid

travelling to respondents all the time and problassociated with contacting people personally.

By telephonic technique, as in developed countiiess always possible to contact suitable

sample of the target population.
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4.6.2 Open-ended interview

In this interview, the exact wording and sequenicquestions are determined in advance. All
the interviewees are asked the same basic quesgtiding same order. Questions are worded in a

completely open-ended format.

4.6.2.1 Interview with learners

Individual nine Grade 3 learners; aged between ainteten will be interviewed using the open-
ended interview. This is to establish whetherldaners like reading or not and to hear from
them what problems they encounter in reading. rTresponses will be taped-recorded and
transcribed (see appendix 10 about their questmgsappendix 15 for their responses). The
following are the interview questions that will &gked to learners:

1. Do you have any reading problems?

2. What kinds of problems do you experience in reagling
3. Are you a fast or slow reader?

4. Do you often do well or badly in your comprehensiests?
5. What makes you succeed in oral reading?

6. Besides your English reader, what other books denads do you read?

4.6.2.2 Interview with principals

Each targeted school is administered by one speamiiincipal; each of them is to be interviewed
individually, face to face, to establish what supgeachers are given to teach English reading.
In this case, the total numbers of principals whih e interviewed are three. Open-ended
interviewing will be used and their responses bdltape-recorded and transcribed (see appendix
7 about their questions and appendix 12 for thairdcriptions). The following are the interview

guestions that will be asked to the principals:
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1. How do your teachers cope with the teaching of Ehgkeading in Grade 37?

2. What problems are experienced in the teachingaafing?

3. What are the preferred methods of teaching Englésah second language in the school?

4. What resources does the school have in order tposufeachers in teaching English reading
skills?

5. What training is given to Grade 3 English teachergach English reading skills?

6. Do you have anything to add?

4.6.3 Individual interview

Referring to De Vos et al (2003:298) individualeintiew is “one to one interview, which
determine individuals’ perceptions, opinions, faatsl forecasts as well as their reactions to
initial findings and potential solutions. It isdesed, discursive and allows the researcher and

participant to explore an issue”.

4.6.3.1 Individual interview with teachers

With regard to teachers, one Grade 3 teachers éaxh targeted school is to be selected for the
Individual interview. This to hear from them hoWey teach reading skills in English as a
second language and the interview guide approaktvevused (see appendix 8 for the questions
and appendix 13 for their transcriptions). Thealtatumber of teachers to be interviewed
individually will consist of three. The followingre the interview questions that will be asked to

the teachers:

1. Do you experience problems when you teach Engliading in your Grade 3 class?
2. What problems do you encounter when teaching rgadin
3. What kind of training or support was provided tayn teaching English reading?

4. What methods do you use to teach English reading?
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5. Apart from the prescribed English reader for yolass, what other reading materials do you
use in the reading lesson?

6. Do you have anything to add?

4.6.4 Focus group interview

Shank (2006:48) defined “a focus group as a grdupeople who are interviewed together.
Additionally, he explained that a focus group issmdelpful in coming to the complex
underlying impressions in a setting where the sigaof experiences can help to guide the other

participants to greater awareness and participation

In thewords of Rabiee (2004:655) “focus group interviegvirses participants who are chosen
with a certain intention in mind to clear up a givepic, although they may not be necessarily
representative or sampling of a specific populdtiofhis is also attested by Patrick (2007:3)
and Rick (2006:2).

Bless and Smith (2000:110) described the advantafgesing focus groups. The participants in
the group are to discuss the issues in questiotis asich other. The participants can give the
researcher a deep insight into a topic. It carigean opportunity for participants to learn from
each other and to resolve important dilemmas witiclv they are confronted. It can enrich,

enlighten and supplement ideas to make it moreabdduand useful to the investigator.

4.6.4.1 Focus group interview with teachers

The three Grade 3 teachers from the three selscteabls will be interviewed at the same time
during the focus group using the same questionsitiidbe used in individual interviews. This
is to confirm whether what they will utter durinigetindividual interviews is the same as what

they will say during the focus group interview. Thesponses will be tape-recorded and
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transcribed (see appendix 14 for their transam®). The following are the interview questions
that will be asked to the focus group:

1. Do you experience problems when you teach Engliading in your Grade 3 class?

2. What problems do you encounter when teaching rgadin

3. What kind of training or support was provided tayn teaching English reading?

4. What methods do you use to teach English reading?

5. Apart from the prescribed English reader for yolass, what other reading materials do you
use in the reading lesson?

6. Do you have anything to add?

The significance of verbatim transcriptioncisnfirmed by Margot, Anzul, Friedman, Garner and
Steinmetz (2003:82-83) saying that “transcribingeimiews helps to recall the experience,

expands the details and often provides fresh petigps materials”.

4.7 THE DATA ANALYSIS

According to Henning, et al (2004:102) there areyndifferent ways of analysing qualitative
study results, for example, content analysis, gdedntheory analysis discourse analysis,
narrative analysis, global analysis, conversatimh ehno methodological analysis and computer
aided qualitative data analysis. They further axm@d that in working with qualitative data a

(LIS

researcher has many options on how to convertrdng”“data to final patterns meaning. This
depends on methodological structure of the inqaing corresponding aim of the analysis

procedures.

Ritchie and Lewis (2003:219) describe analysis ascHallenging and exciting stage of the
gualitative research. It requires a mix of cre@givand systematic searching, a blend of
inspiration and diligent detection. Analysis is@tinuous and interactive process. It requires
managing the data and involves making sense afvitence through descriptive or explanatory

accounts”. They further explained that making sesfghe data relies, in part, on the method or
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tool that is used to order and categorise dataisbmbre dependent on the analyst and the rigour,

clarity and creativity of her or his conceptuahtting.

Hesse-Biber and Leavy (2004:409-410) explained tloaialitative data analysis involves
extracting meaning from collecting textual matevialhe process is actually performed like:
coding usually consisting of describing “theme™mleas” in “chunks” or “segment” of text in
the data and labelling them with a short name onetomes even a number. Coding is the
analytic strategy that many qualitative researchargploy in order to locate key themes,

patterns, ideas and concepts within their data”.

Walliman (2005:301) explains that it is importantanalyse data to measure, make comparisons,
examine relationships, forecast, test hypothesesstaict concepts and theories, explore, control

and explain.

For the observation data analysis, the researcilestwdy carefully all the notes that will be
taken during the classroom observation. The masdimgs observed and items noted will be
identified and become the subject of interpretataiscussion and analysis. For the interviews
data analysis, the researcher will present allfitndings by writing each question followed by
answers as per question from all the participagraups of all the selected three schools A, B

and C. Then, the interpretation, discussion aradlyais will follow.

4.8 ETHICAL CONSIDERATIONS

When conducting research in an academic or prafiesksetting, one needs to be aware of the

ethics behind the research activity (Driscoll 2096:

According to Awori (2003:58) ethical consideratiolase paramount in any type of research”.
Apart from protecting the informants, following essch ethics also enables the researcher to
retain a good relationship with the informants andreases the credibility of the study as

guoted: “Educational researchers conducting rekeaithin a broad array of settings and
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institution, including schools, colleges, univaest hospitals and prisons. It is of foremost
importance that educational researchers respectighe privacy, dignity and sensitivities of
their research populations and also the integrityhe institutions within which the research

occurs”.

4.8.1 GAINING ACCESS TO THE SITE

Robson (2003:168) reminds researchers the needttthg necessary permission from relevant

authorities before a study begins.

To recognise the ethics in this study, the resesralil apply for permission to the relevant top

authority in the Ministry of Education in order¢onduct research at the selected institutions for
an application for the permission to the site fritv@ researcher to the Ministry of Education (see
appendix 2, including the positive responses tordégeiest from the permanent Secretary of the

Ministry of Education and the Director of OshanaiEational Region. (See appendix 1).

4.8.2 INFORMED CONSENT (INDIVIDUAL PERMISSION)

Macmillan and Schumacher (2001:197) explained tinddbrmed consent is achieved by
providing participants with an explanation of tlesearch as well as giving them a form to be

signed as an indication of understanding and wgifigss to participate in the research.
Heaton (2004:77) also support the fact that thiégigants need to be handed the consent forms
prior to participation for them to decide whethieey will participate. The participants will also

be asked for their permission to be tape-recordenhgl interviews.

In this study, the investigator will design the sent letters for teachers, principals and learners,

but parents will sign for their children who wilklthosen to participate in the study as they are
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minors and need to be permitted. The researcHealso talk each individual learner in advance
to inform them about the interview. This is to fiodt whether or not they will be willing to

participate. If they will accept the researchel eiicourage and motivate them not to fear but to
be free during interviews (see appendix 3, 4 afat Bhe consent letters for principals, teachers

and learners).

4.8.3 CONFIDENTIALITY AND ANONYMITY

Ethical considerations in research (2002:50) stdtet coding of the data to protect the
participants’ identity is intended to alleviate cems about privacy and confidentiality. This is
affirmed by Heaton (2004:81) and Shank (2006:1120).

In this investigation, the researcher will guarentssurance of the confidentiality of all the
participants. The pseudo-names will be used inrdrescriptions of interviews and codes will be
used in the presentations of findings from intemggefor example principal of school A,B and C,
teacher of school A, B and C and learner 1, 2 amd School A, B and C to safeguard their
identities (see appendix 12,13,14 and 15). Theareber will also explain to the participants
that their responses will be taped-recorded andhfioemation will be kept confidentially for the

purpose of the study and will not be disclosednyoae.

4.8.4 PLAGIARISM

Walliman (2005:437) defined plagiarism as “the makof other peoples’ thoughts or writing and
presenting it as your own”. This is sometimes dbgestudents who copy out chunks of text
from publications or the internet and include thiertheir writing without any acknowledgement
to its source. According to Walliman, plagiarism the worst offence against honesty.
Borrowing the thoughts, ideas and work of otherhwio acknowledgement made on the source

is considered unethical. He further explained ¢hataim for authorship of a work which is in
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fact the results of collaboration or amanuensisalso a serious offence, unethically and

immorally driven.

In order to be free from being accused of plagmyisValliman (2005:336-337) indicated that
researchers should acknowledge the originatorefatbrk. This is called citation. He believes
that in doing a research one cannot entirely ralpe’s own ideas, concepts and theories. One
needs to provide direct quotations from the worlotbiers and references from the wide variety
of sources for example, books, journals, confergntalks, interviews, newspapers and TV
programs. The researcher should also acknowledgistance of others in any collaboration
with them. He further expressed that the signifoc@aof acknowledging intellectual ownerships
revolves on the principles of developing and prangpimental honesty among writers.

In this inquiry, the researcher will use extensgiatation of ideas, concepts, principles, theories
and laws of learning that enriches the writing bistresearch. The investigator will also
acknowledge the roles played by persons and ind@sdwho contributed immensely to the

success of this undertaking.

4.9 VALIDITY AND RELIABILITY OF THE RESEARCH

To establish and enhance the truthfulness and wesh or credibility of the findings, steps,
measures and considerations will be taken into wadcduring the course of the study, as
explained below:

49.1 VALIDITY

De Vos et al (2003:166) describe that valid inseats should measure what they are suppose
to measure and as yielding scores whose differergflest the true differences of the variable

being measured rather than random or constantserror

4.116



The validity and trustworthiness of this study viaé enhanced by means of using multi-methods
in collecting data, for example observation anémiewing. The researcher is of the opinion
that thesdwo techniques are anterwoven web of all the interactive techniquescérding to
Singleton and Straits (2005:381) and endorsed g (005:85) the use of multiple methods

that do not share the same inherent weaknessem@rththe chances of solving the problem.

Punch (2005:86) said that” the strength of qualigatesearch relies in validity (closeness to
truth) that touches the core of what is going aernthan just skimming the surface. This
validity of qualitative methods can be improved imuzy using multi-methods strategies of

collecting data, for example by applying mechartycadcording data”.

Bell (2001:103), explained that validity is altolget a more complex concept and it tells one
whether an item measures or describes what itgpagaed to measure or describe. Furthermore,
he explained that if an item is unreliable, thémust also lack validity, but a reliable item @tn

necessarily also valid. It could produce the samsoilar responses on all occasions, but not be

measuring what it is supposed to measure.

To determine the validity in this study, the resbar will use a tape-recorder to capture all the
responses and do a data analysis of one or moearoks The researcher will also use
participant language verbatim accounts. To thrategy, the researcher will take literal
statements of participants. Lastly, the researaliéuse member checking strategy to check the
veracity of whatever statements and the like thatgarticipants will tell during the interviews
and data collection. Furthermore, the observatesults and interviews will be matched with

each other in order to establish the degree totwihie child has acquired reading skills.

4.9.2 RELIABILITY

De Vos et al (2003:168-169) defined reliability“dse accuracy or precision of an instrument, as
the degree of consistency or agreement betweernntlependently derived sets of scores or the
extent to which independent administration of thens instruments yield the same or similar

results under comparable conditions”
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According to Bradley (2005:64) reliability meansttiif we were to repeat the study we should
get the same results. Each time we come acroew atudy we should ask ourselves how valid
and reliable that study is. This constant crititis essential to the researcher. Questions about
validity and reliability need to be asked aboutrgvgart of study procedures; the questionnaire;
the sample; the data capture method; the interviewe others. Researchers know that anything
and everything they do can affect the outcomesheir tstudies. The different elements of
research, such as sampling, the wording of questitre methods used and hundreds of other

things can change the results”.

According to McMillan and Schumacher (2001:244-24é&)ability in qualitative research, is
“refers to the consistency of measurement: thenéxte which the results are similar over
different forms of the same instrument or occasiofsdata collection. Another way to
conceptualise reliability is to determine the extenwhich measures are free from error. If an
instrument has little error it is reliable, andtihas a great amount of error it is unreliablee W
can measure error by estimating how consistenthaiiis assessed. In addition, reliability in
gualitative research alludes to the consistent mamwhich the researcher records analyse and
interprets the meaning obtained from the partidipan Moreover, reliability in qualitative
research is difficult as the process is ... personal,investigator, observers, interviews, or
studies documents exactly like another”. Theyhertmention the types of reliability as stability
(test and retest); equivalence and stability; maeconsistency (split-half; K-R Cronbach Alpha)

and agreement”.

In this research, agreement reliability will be diseAccording to McMillan and Schumacher
(2001:245) agreement reliability is described assiency of ratings or observations. To
determine the reliability of this research, thegaure must involve two or more persons to be
rated or observed for examples, observation arehiiews. The researcher will use both the
interview and the focus group discussion to sotioé# same information. The similarity of the

outcome of these two processes will be an indinaticthe reliability of the research results.
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To promote the reliability in this study, there Mbke a link between the participant’'s responses
and the way the researcher will describe or pictbesn out. Remarks made by respondents
during interviews will be used and the informati@teived from observations and interviews
will be reported in a proper and accurate mann&ince these data are derived from the
purposeful sample of the total population, the ltssmay not be completely generalisable, but
the information rather be used to understand tle@menon studied. So, further research will
be needed.

4.10 CONCLUSION

In this chapter the researcher discussed the wseagthodology and explained how fieldwork
would be approached. The chapter elaborated oguaktative method and different techniques
used in this method together with how to promote talidity and trustworthiness of this
method. It explained how data would be gatheredn®wer the research question about what
factors affect the teaching of reading skills irgish as a second language. Details on how the
research sample would be obtained and what etmdters would be considered in the
fieldwork were discussed. The outcomes of thiklfierk will be recorded in the next chapter.

It will also include a data analysis, summary, tations, conclusion and recommendations.
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CHAPTER 5: THE RESEARCH FINDINGS, CONCLUSION AND
RECOMMENDATIONS

5.1 INTRODUCTION

The preceding chapter dealt with the methodology r@search techniques for this investigation
in order to realise the aim of this research namayestablish what factors influence the
teaching of English reading skills in a second leage of Grade three learners at some schools
in the research area. The chapter explained hewdbsearch sample would be obtained and

what ethical matters would be considered in datheygang during fieldwork.

This chapter presents the results of researchnigsdiobtained from fieldwork. In order to
answer the research question about what factothenschool can influence the teaching of
reading in English in the Grade three classes ®fréisearch area. The research results will be
presenteddiscussed analyzed amderpreted. The researcher will also discusdithigations of

the study and draw conclusions. From these firgJirlecommendations will be made on how to

address those factors that may influence the tegafiEnglish reading skills.

5.2 INFORMATION ABOUT THE RESEARCH SCHOOLS

All the three schools A, B and C that were involwedhis study are government primary schools
that offer two phase levels namely, Lower Primahase from grade one to four and Upper
Primary Phase from Grade five to seven. Schod lé¢ated in an urban area, while school B
and C are in semi — urban areas. All the threedshA, B and C cater for multicultural ethnic

groups of learners from different backgrounds it of socio-economic class, educational

status and religious affiliations.

School A has two Grade 3 classes; one with 47 ézarand the other with 48. This school uses

English as a medium of instruction from Grade opéauseven in all the subjects, except for
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Oshikwanyama which is the first language (mothegt®). The period allocation for teaching
English as a whole subject is 40 minutes. Theauum requirement for teaching English at all
three schools is a total of nine periods per wsek @ppendix 11). School B has three Grade 3
classes, one Grade with 33 learners, and the ttlzeclasses with 32 learners each. This school
uses the mother tongue Oshikwanyama as a mediumsioéiction from Grade one to three.
From Grade four to seven, English is used as aumedif instruction, while Oshikwanyama
(mother tongue) is taught as a subject. Schoahlf leas one Grade 3 class of 37 learners. The

teaching of English is similar to that of schooaBove.

Generally, the performance of these three schopB and C, is at an average level. This was
confirmed by the circuit inspector, through theegasher’s telephone interview with him when
he said that “all the three schools A, B and C wase among the other schools in his domain

that are having English reading problems.

5.3 THE FINDINGS OF CLASSROOM OBSERVATIONS

5.3.1 THE CLASSROOM ENVIRONMENT

Reading corner: In all the three schools A, B and C, it was so &adote that there were no
reading corners. A classroom without a readingh@odoes not encourage learners to r@ad
their own and therefore they do not acquire readkids as expected. This does not promote the

much desired culture of reading.

English reading books It was noticed that school A and B except scl©@xperienced acute
shortages of reading books, for example readersok® were shared and rotated among the
learners when reading, usually one reader peresisnkrs. Learners are not allowed to take the
books home and can therefore not practice readieg school hours. After reading periods,
because learners were not allowed to borrow relaoieks to read at home, they are deprived to

read books both at home and school. This creatggtine results. Learners lose reading interest
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and fail to develop a reading habit. Ultimatelywiéss reading opportunity, not much learning

takes place.

Display of learners’ work on the classroom wallsit was observed that displays on classroom
walls done by learners in all the three school8/And C, were outdated, yellowing and falling
away. Learners’ work has a manifold satisfyingeeffon learners themselves, teachers and
parents. It fosters appreciation, ownership, aeatwvity as well as encouragement among the
learners. It also arouses desires for incidergabe@l as perceptual reading. Depriving learners
to display their achievements affects their ematipsocial, psychological, moral as well as

cognitive development especially their self-estegr reading sight.

Learners’ number per class:Overcrowded classes were discovered in school & Gbut not

in school B. School A had 47 learners, school & 3iawhile school B 33. With overcrowding,

combined with reading book shortages, the developrakreading in English becomes nearly
impossible. Through experiences, overcrowding olaas, such as school A and C, obviously
results in poor reading achievement, disciplinampbpems, poor classroom control and
management. Individual learners’ needs are alsapoomised, ultimately frustrating effective

teaching.

Approaches to teaching English readingAs per observation made, teachers of school A, B
and C were one in using whole word method, sentemethod and phonics method in their
teaching reading English lessons. But, the teashschool C went further in exploring more on
the language experience approach. Teaching stylasee ran immense significance on
developmental learning. The whole word method eampower children to identify and
recognize regular and irregular words for readind spelling strategies. But, unfortunately, the
intended goal seemed to happen partially to schoadnd B. Teaching appeared to be
concentrated only to word decoding and much quastipon the texts read. However school C
teacher demonstrated much better system on decodorgl identification and recognition as

well as vocabulary development.

5.122



Although all the schools A, B and C tried utilizitige sentence method that aimed to build up
phrases and sentences, the teachers used it ineatihg and writing activities related hand in
hand with the texts read. But, the teacher in gckused it further in building or forming
sentences. Having availed of phonic method thaedito involve in the recognition of actual
letters, sounds in letters, in words, building therds, as well as in blending and introducing
syllables, the three teachers of school A, B ani@iléd to implement phonic method fully in
their instruction. Instead they used it only tareot pronunciation when learners were reading
aloud, that meant oral spelling rather than legsinds. On the language experience approach,
learners were required by the teacher of schoab €Construct sentences in reading activities
using the familiar words related to the text reathie lesson. This was one of the expectations in
using this approach. Had the approaches been etghpkxecuted, then, effective teaching of

reading could have taken place.

Teachers’ and learners’ verbal interactions Noticeable in the classroom interactions
employed by the three teachers in their commencepfereading lessons was the absence of
exploring the pre-knowledge by the teachers of stBoand C, with the exception of school A.
All the three teaches used the free reading alprahunciation and directed inquiries to teachers
from learners. It was also observed that the epptin of comparing and contrasting
relationship of phenomena by teachers of schoahtd\@ took place, again excepting the teacher
of school B. The teacher of school A was seenzirtd picture word matching but not the
teachers of school B and C. The researcher wasgsed by the learners of school C who were
asked to re-tell the story read by their teacheiciwiwvas not done by the teachers of school A

and B. In code switching activities, only the teaicof school C used it.

The teacher of school A used the pre-knowledgealers to connect the present lesson to the
experiences of the learners. This way, the teachald determine what the learners already
knew and did not know. With that the teacher cduddp build up a strong and meaningful
learning. When learners read aloud, the purposéeathers was to diagnose the reading
difficulties in word identification and word recoijon that could slip up by their learners. The

two teachers of school A and B intervened in legg'nmeading by correcting only the
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pronunciation of words read wrongly by some of thearners. The teacher of school C did it
much better. To the researcher, that could be tiottee individual learners and at the same time
to the whole class to let learners pronounce eladtgr in the words, then, which could help

learners to improve their reading, spelling as waslito prevent committing the same mistakes
again. The oral matching of the pictures and waddse by learners could demonstrate
vocabulary development, comprehension and cooidimdtetween visual and mental cues as a
way to measure reading awareness. The use of swidehing by the teacher of school C

enabled learners to clear up difficulties and taliftate understanding of learning expected of

them.

5.4 THE FINDINGS FROM INTERVIEWS

The following are the findings from interviews oiffdrent participants namely: one circuit
inspector, three principals, three grade threehiagcand nine grade three learners of the three

selected schools A, B and C.

5.4.1 TELEPHONICAL INTERVIEW WITH THE CIRCUIT INSPECTOR

The circuit inspector of schools in the researdaavas interviewed to establish whether he was
aware of any problems experienced by teachers whghsh reading was taught. The following

is the question and the inspector’s response.

Question 1: Do you have primary schools in your circuit thaé axperiencing problems in

reading English in grade three? If yes, what agecuses?

The Inspector said that most of the schools in Gatljva were having reading problems in
English. In addition, he also said that there wasafficient reading books for each learner in
schools; teachers were also experiencing diffiesltin teaching English due to their poor

background. It was thus noted from the Circuipbtgor’s response that there were reading
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problems in English existing in schools such ak laicreading books and the poor background
of teachers in teaching English. So, if such isdbenario in today’s schools, then, surely the

results of the learners’ academic progress insgleats of their learning will be poor.

The confirmation by the circuit inspector of theolplems of English reading skills among
schools in his circuit as a result of insufficieetding books ineffective teaching methods of
English reading skills development used by teacterdorces the reality of the English reading

problem in primary schools.

5.4.2 INDIVIDUAL INTERVIEW WITH THE THREE PRINCIPALS

The responses to the research questions are as dalt

Question 1:How do your teachers cope with the teaching of Bhgkading in Grade 37?

The principal of school A said that her teachersagying to do their best in helping learners to
read. The principal of school B said that her teeshvere teaching well, while the principal in
school C stated that teaching was a tough job to @&ased on these responses the three
principals implied that their teachers were doihgit utmost in the uphill battle of teaching
English reading skills and that from their respangbeir teachers must face courageously the

challenges of teaching English reading development.

Question 2:What problems are experienced in the teachingaufing?

School A principal stated that there were shortcmwiin the teachers training in the 1980’s such
as the use of Afrikaans as the medium of instractithis became a problem because teachers
after independence had to use English in mostesf thass activities. Pronunciation was another
difficulty but with the help of other teachers, thead of Department and the Principal somehow
succeeded in overcoming this problem. The prindipachool B indicated that reading books

were insufficient and even posters were not aviglabhe principal of school C admitted that
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learners in grades 1 to 3 were taught in the vellaa@nd only learned English as a subject.
With many learners unable to read even in the \erlag learning English as a second language
was doubly difficult. Also, teachers were trained Afrikaans and not in English, so,

pronunciation became a problem for them.

The feeling that the shift in the medium of instroe from Afrikaans to English was abrupt
because little or no training at all in the usdafjlish as a classroom medium of instruction was
given to teachers does not solve anything. Thendza will always be at the losing end.
Likewise, putting the blame of the reading problemthe shortages of reading books will not
help the learners at all. True, reading books shdd available but shortage can be solved
through initiatives. Finally, the lack of readisgills in the vernacular should not be used as an
excuse why reading in English becomes more difficRleading skills can be developed in many
ways depending on the teacher’s patience, commitrdédigence and planning. In conclusion,
the researcher believed that the shift from theherotongue medium of instruction to English is
only a simple transfer of learning which teachdrsudd not be afraid to tackle. Many miracles
can take place in the classroom through innovationsativity and flexibility to benefit the

young learners.

Question 3: What are the preferred methods of teaching Englsta second language in the

school?

The principal of school A stated that the prefermeethod to teach reading is through readers
which contained stories, passages and poems. @igiits, phonics exercises, picture words
could be found in the readers which could be usedhk teachers to develop and enhance
reading skills. The principal of school B declatedt the common word method was the most
effective as the learners had the opportunity &xfice letters one by one. He also mentioned the
phonic method by which young children became usdbé sound of letters and learn letter
names. The principal of school C said that readllls could be developed easily through look

and say, repeat after me (drilling), pictures aaudis, play letter cards and word card methods.
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The researcher observed all three teachers usesathe teaching approaches stated by their
principals. Then if they all used similar approaioé teaching there is no reason why reading
difficulties should exist. The problems may liewsver on how to make teaching English
reading an effectively be transformed into a susfceendeavor. Another problem was caused
by the shortages of reading books as stated abBwe.in order to develop reading skills, the
commitment of teachers is essential. Teachingetonbre an effective and children-friendly, in
the face of shortages of reading books requiresréBeurcefulness, creativity and patience.
Nowhere in the world will magic and instant resuétke place if teachers simply watch the daily
classroom scenario in helplessness. What is neadetin those trying times is more effective
planning, more productive activities, by applyingrioeus proven approaches. According to
Ankama (2008) there is no best effective methodeafching English. By trying various

methods, one may discover something that is besirfe’'s learners and their contexts.

Question 4: What resources does the school have in order tposupeachers in teaching

English reading skills?

The principal of school A stated that they had essdflash cards, reading corners set aside by
teachers, a photocopier and a library from whicérrers could borrow story books. The
principal of school B admitted that reading booksd aeaders were insufficient, but they
sometimes bought reading aids from bookshops ssickaglers, teacher’s guide and posters. The
principal of school C said that the school did hate specific resources but had flipchart for

teachers to write useful words for learners. Hegeddhat the school also bought picture charts.

The school resources that support the teacherstdfsi develop English reading skills were
noted. The three principal claimed that they wergilg school reading materials from shops but
that they were not in big quantities which actuatigant more materials were needed. This also
meant that schools, particularly the three schaoolthis research, do not get enough material
support from the Ministry of Education. If the Mstiy neglect its role of providing reading
materials to schools, or if it fails to distribuégually and fairly teaching and learning aids
specifically those that facilitate the teaching@hding as a second language, then, the standard

of learners reading skills will definitely be affed. Unequal and unbalanced distribution of
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reading materials can really affect the readingepilities of learners. It can also affect the

efficiency of teachers as far as teaching Engkstding is concerned.

Question 5:What training is given to Grade 3 English teachergach English reading skills?

The principal of school A revealed that teachersewgiven in-service training by advisory
teachers at the Teachers’ Resource Center. Hedtsd that the cluster center organized a get-
together of English teacher per term to help onetrer with their different problems. The
principal of school B stated that two teachersnaldel various workshops at the Teachers’
Resource Center on the use of teacher’s guidesyitebus, the method of teaching reading and
the use of learners’ books. The principal of s¢lidalaimed that teachers in the lower primary
phase in his school received school-level traimogmerely on reading English but in English

as a whole to develop all the language skills.

Reference was made on the teacher’'s workshop aminiy in English. It was noted, however,
that not all teachers were required to attend upiggacourses on the same level. Workshops at
the regional level give teachers a wider and brmoagdportunity to learn modern approaches and
use the latest trends in teaching reading skillsn@ulsory attendance of teachers giving English
at regional workshops can be the answer to themeltiiteracy needs of every young learner. If
this is not done, both teachers and learners weilldft behind — with teachers embedded in
continuing with the old and ineffective methodsdaveloping English reading skills and with

the learners as the ultimate losers.

Question 6:Do you have anything to add?

Principal of school A declared that parents alsonedwow played a role in helping their children
acquire reading skills through library books boreowby learners to take home. He, however,
admitted that the government through the Ministr{education did not provide enough reading
books due to the lower budget for the primary lewdlich should not be the case as learners at

lower primary level needed to be catered for bett@rder to ensure strong foundation for them.
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Principal of school B stated that enough readintenals were needed because the government
subsidy for readers, game, flashcards, teachede guid activity learners book were insufficient.
Principal of school C affirmed that the Ministry eflucation needed to train teachers on the
method of teaching in the English medium as mostt@teachers lacked this. He concluded that
this was the main cause for higher failure rateaccount of the learners’ lack of basic reading

skills.

From the principals’ interview, it is clear thatctars affecting the development of English
reading skills in Grade 3 boil down to these fdack of reading books, inadequate training
workshops on English reading skill development feachers, lower budget allocation for

primary schools and lack of parental involvement.

In-service training, workshops, seminars and camfegs of teachers are bridges to educational
growth. Through them the past, present and fuweelinked up. They strengthen teachers’
knowledge and broaden their horizon. They shouddetfore be a “must” for teachers not only
for personal growth but also for professional depetent. Without the opportunity afforded by

those trainings, the teaching of English readintisskill be at a standstill or in the doldrums.

As learners spend more time at home than at s¢heglcan be guided more by their parents by
strengthening the foundation of reading skills.éés should be actively involved in developing
those skills through guided reading at home aftéosl. Their assistance is valuable in adding

up to the knowledge gained at school.

The more money allocated to readers’ procuremedtvamious reading aids the more interest
and motivations will be generated in learners sdrbooks accessible to them. Thus, adequate
budgetary allocation can spur the development aflirey interest and natural curiosity of the

children.

The three principals listed several reasons forpthar development of English reading skills in

schools. These are: shortages of reading bootts, thiaining teachers on English reading skills
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development, mother tongue as medium of instructised in Grade 1 to 3, low budget
allocation to Lower Primary Education and suddeiftisly of Afrikaans language to English
language. All these aggravate the problems of iEimgleading skills development. These
factors summed up by school principals added tagtheity of the problem of teaching English

reading skills in schools. (Appendix 12 is an eplmof verbatim interview responses).

5.4.3 INDIVIDUAL INTERVIEW WITH THE THREE GRADE 3 TEACHER

Question 1:Do you experience problems when you teach Engéialling in your Grade 3 class?

The teacher of school A and B said that they ergpegd problems in teaching reading English,
while the teacher of school C claimed that she better for not having them. The individual

interview of teachers from the three schools A8 & however revealed that they experienced
problems in teaching reading English to their @assThis had been admitted earlier both by the
circuit inspector and by principals of the threbaals interviewed and which they blamed on the
lack of reading books. They expressed their vieassibly in an attempt to lay the cause of the

schools English reading problems on external factor

Question 2:What problems do you encounter when teaching rgadin

The teacher of the school A stated that the leardiet not know how to read, while the teacher
of the school B said that her learners did notrdanglish on account of the influence of the
mother tongue. The teacher of the school C decldradher children experienced problems in
letter sounds, letter names, consonant and vowegisomunciation. The answers show that the
reading problems in English are mainly caused kyeharners’ lack of reading ability even in the
vernacular. Learners have shown difficulties inghs and in pronunciation of consonants and
vowels. This fact was also confirmed from the hssof the interviews with the circuit inspector

as well as with the school principals. This sttbegs the views that there are real factors

affecting the teaching of English reading skillsasecond-language.
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Question 3:What kind of training or support was provided tayn teaching English reading?

The teacher of school A said that he had not attermshy workshop and that he depended only
on the feedback given to him by a colleague who padicipated in the training on the
improvement of reading skills. The teacher of tH® stated that she had indeed attended a
workshop not on reading skills development but loa rtevision of the syllabus and teacher’s
guide. The teacher of school C admitted that sttethken part in a workshop at the Teachers
Resource Center and had been given a handout omohieach readingFrom time to time these
workshops are given by the Ministry of Educationnprove the teaching of reading skills. The
teachers’ answers however showed that they did pakein workshop not on reading skills
advancement but for other purposes such as sykaision. Attendance to workshops with no
link to teaching reading skills provides no solatio the reading English problem. Besides, the
teachers’ official absence from schools reducestithe they are supposed to spend on their
English lessons.

Question 4:What methods do you use to teach English reading?

The teacher of school A answered that he used ti@ewvord approach. He added that he
sometimes did supplementary or compensatory tegahinreading. The teachers of school B

and C claimed that they used the language experigpgroach.

The interview revealed that in all the three schdbkre is no inadequate method, the methods
complement one another, but it seemed that teaehenes confused on the difference between
teaching approaches and reading activities, aseprby what was observed and what was said.
It is obvious that to develop English reading skikh variety of correct techniques should be
used. This is what Ankama (2008) noted and strggbiat the quality of language teaching will
improve if teachers use all the available approsac@éven that most of the approaches used by
the three teachers were inadequate and inapprepmgiroving the English reading skills would
remain a big problem.
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Question 5: Apart from the prescribed English reader for yolass, what other reading

materials do you use in the reading lesson?

The teacher of school A answered that he used medde reading aloud. He said that he
alternated the readers with storybooks donatedaogrnps. The teacher of school B said that he
usually used newspapers like “The Namibian” fromichlearners choose the topic to read
aloud and to ask questions about. She statedsti®inlso made use of storybooks from the
library. The teacher of school C declared that sbed newspaper for unprepared reading and
other English books.

It was noted that the teachers used storybookshandpapers as additional reading materials.
This is commendable as the learners are exposeddféoent types of reading materials from

which to choose items to read. This can developedwaers reading culture and habits.

Question 6:Do you have anything to add?

The teacher of school A, B and C answered thatesmeading books are insufficient, the
government and the parents had to provide readens.teacher of school A added that parents
should be encouraged to attend meetings to know théddren’s progress as well as their
problems. And lastly, the teacher of school B necended that remedial teaching be done to
learners with reading difficulties. The three tears are unanimous about the urgent need for
reading books in their schools in order to solve thading problems. But parents are also
expected to do their part in improving the readskgls through advice given to the children
while reading with them in their free time at horhecause the school and its teachers cannot do
it alone. Remedial teaching as part and parc¢hefsuccessful teaching career should also be

considered seriously as one of the solutions t@thblems of reading skills development.

All the three teachers from school A, B and C hdgesdmitted that they have insufficient

English reading books in their schools that aresicegproblems in reading English. This is a
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clear indication that schools have a big problensdtve in order to improve English reading
skills. (Appendix 13 is an example of the intews.

5.4.4 FOCUS GROUP INTERVIEW WITH THE THREE GRADE 3 TEARSIE

When the researcher brought all the same thre@demaérom school A, B and C together to a
group interview, they maintained the same answethd same questions one to six there was
nothing new from what they have said during theviddial interviews.

Based from the focus group discussion, all theetheachers of school A, B and C had attested
that they experienced that some learners demoadtraading difficulties in English specifically

in phonics as well as pronunciation, consonant \@wlels. They have also encountered the
problem of insufficient reading books and inadequiachers’ workshops on reading skills
development in their schools. Their interview alewealed that the approaches o teaching
English reading skills used were inadequate anffeicie/e. This shows therefore that teaching
English reading skills will continue to be a bigatlenge in the schools if all the problems

mentioned above are not given ample solution. éhplix 14 is an example of the interview).

5.4.5 INDIVIDUAL INTERVIEW WITH LEARNERS

The following are the questions, responses, dismassnd analysis of the nine Grade 3 learners’

interview, three learners from each of the thréecsed schools A, B and C.
Question 1:Do you have any reading problems?
Learner 1 and 3 of school A said that they had rablpms, while learner 2 of school A

answered in the negative. Learner 1 of school Baded that sometime he had problems.

Learner 2 of school B said that she had problentewbarner 3 of school B answered that he had
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no problems at all. Learner 1 and 2 of school &fest that they had none. While learner 3 of
school C admitted that she had problems.

From the learners’ interview it becomes evident tharners have reading problems, especially
in comprehension. Learners probably think that otiesy are through with reading a given
passage they have understood it. They therefore ties mistaken belief that speed reading is
the same as comprehension.

Question 2:What kinds of problems do you experience in regeling

Learner 1 of school A stated that she had no prolatereading. Learner 2 and 3 affirmed that
they did but never specified the problem. Leathef school B admitted that he had a problem
of understanding the passage. Learner 2 of sdBadéclared that she had speaking problem
only but did not know why. While learner 3 of sch8osaid that he had no problem. Learner 1
of school C stated that he had none because heangbstudied. Learner 2 of school C said that
he was reading Day by Day English which helped pass English. While learner 3 of school C
said that she was studying Kwanyama (mother tongnd)so she had problem in punctuations
and pronunciation.

It appears that the kinds of reading problems e&peed by the learners in reading were
attributed to lack of understanding the passagahility to express ideas and incapability to
distinguish diacritical marks for example punctaas. These problems seemed to be present due

to little interactions between teachers and leatner

Questions 3:Are you a fast or slow reader?

Learner 1 and 3 of school A admitted proudly thneytread fast, while learner 2 of school A
declared that he was a slow reader but he didmowkvhy. Learner 1 of school B admitted that
he was a slow reader because of some problemsdrearof school B said that she was a fast

reader while learner 3 of school B declared thawhs neither slow nor fast. Learner 1 and 2 of
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school C declared that they were fast readersewddrner 3 of school C admitted she was slow
at reading.To be a fast reader means that the reader cah fisésling the passage within a short
time and understand what he or she had read. Thearg memory coordination is well-
developed, especially in letter blending to prodacd pronounce the word. It also demonstrates
that the learner has achieved a good level of ngadificiency. Among slow readers, the
opposite istrue. They always misunderstand the question anidisto give relevant answers.
They could be classified as poor readers.

Question 4:Do you often do well or badly in your comprehensiests?

All the three learners of school A declared thatytecored well. Learner 1 of school B admitted
that he sometimes did well and badly at other timésle learner 2 and 3 of school B stated that
they did score well. Learner 1 of school C declatet he scored well. Learner 2 of school C
said that he always got good results while leaBef school C admitted that she did well in

some and badly in others. This question was askedtablish reading comprehension which is

an example of good reading skills.

Good results in comprehension test are a reflecbonthe effective approaches to the
development of teaching reading skills. At the sdimme good results motivate the learners to
continue doing well and the teacher to do everebettthe use of effective teaching techniques.

This will also inspire the teachers to give compagnis/ assistance to mediocre learners.

Question 5:what makes you succeed in oral reading?

Learner 1 of school A said that her sister helpedwiith reading. She added that she listened
carefully to her teacher and wrote down everythihregteacher asked them to copy. Learner 2 of
school A stated that he studied and did the homlewiven by the teacher. While learner 3 of
school A said that he always listened to the teadtearner 1 of school B declared that he had a
problem because he missed what the teacher said héthe learner) had to go to the toilet.

Learner 2 of school B said that she wrote wordsavit misspelling them. While learner 3 of
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school B stated that he read, wrote and answerestigas on the lessons. Learner 1 of school C
said that he listened to the teacher and copied aehad been asked to copy. Learner 2 of
school C proudly admitted that he read and passéule, learner 3 of school C admitted that

she did not know when there was going to be a test.

From the responses of the learners from the thchedss, it is clear that listening, copying,
studying; reading and doing their homework arertlkely to understanding the lessons and
getting good results. The two learners who admifédhg to get good marks need to develop a
readinghabit. And if theymissed part of the lesson in their absence or bgssity, they should

ask their friends what the lesson was.

Question 6:Besides your English reader, what other books deriads do you read?

Learner 1 of school A said that she read story bpokwspaper, magazine and the internet.
Learner 2 of school A stated that he read the diooks about new friends, my father’s village.
Learner 3 of school A said that he read story baigs mathematics books. Learner 1 of school
B answered that he read English, Oshikwanyama, dienand Environmental book. Learner 2
of school B declared that she read English andkgiriyama books, while learner 3 of school
B said he read English. Learner 1 of school C #zatl he read Day by Day reader books and
other readers. Learner 2 of school C admitted hikadid not remember the titles of the books;

while learner 3 of school C answered that she tleask that were used in the class.

From the answers given by the learners on wheltesr tead books and what those books were,
it is clear that there is a tendency to make useewfspapers, magazines, books written in local
language and even the internet. Resorting toréifitereading materials is a sign that learners
want to develop reading habits which will surelypimove their comprehension ability. It can

widen their vocabulary and make them good readeesakers and writers.
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All four learners except five have English readprgblems. These problems are attributable to
reading comprehension, expression of ideas andititat blindness. The results seem to point
out that learners need a big help from their teecimethe development of English reading skills.

(Appendix 15 is an example of verbatim interviewpenses).

5.5 LIMITATIONS

The results of this study may not be 100% accudaéeto the following:

The sample size on area used in this study is samdllmay not be representative of the whole
population. The presence of the researcher irclgsrooms to observe could have affected the
participation of the learners and the teachergHheg. This could give superficial, cosmetic and

artificial results. During the interviews of leans, the interviewees may not have felt free to
respond as the researcher was a stranger to thesisTshown by some of irrelevant or indirect

answers, and by apparently unbelievable truth.

During the interviews with the teachers and theingpals they could have been nervous
because the session was being tape-recorded. cbéy have given doubtful truths to impress,

half truths out of fear of exposure or lack of adaehtiality, or entirely false answers.

5.6 CONCLUSION

This study aimed to investigate the factors théiuamce the teaching of reading skills in a
second language of Grade 3 learners in the reseaezh As a secondary aim it needed to
establish what methods of teaching reading in Bhglis a second language are used in the
research schools and the linguistic environmenthef classroom in which the teaching of
reading occurs. It also answered the researchiqone$that are the factors that influence the

teaching of reading in English as a second langoa@eade 3 learners?

In order to achieve this aim, the researcher undkrfield observations in the classrooms of the

research schools. From the observation of therdassenvironment, it appears that the
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problems noted are the following: poor classroowirenment such as lack of reading corners in
classrooms, inadequate showcasing of learnerseeeients on the bulletin board inside the
classroom, insufficient reading books in classroomsffective teaching approaches to English

reading, insufficient teachers’ and learners’ iat#ions and overcrowded classrooms.

The researcher also interviewed the circuit ingpethe principals, the teachers and the learners.
This was to find out the factors that are affectihg teaching of English reading skills among

the Grade 3 learners.

From the interviews, it is noted that the schooés lzaving problems in reading English. These
are attributed to insufficient reading books andrgmackground of teachers in teaching English.

These were both stated as problems by the Cirtsieictor, principals and teachers.

In the interview of the principals, the researcfmind out that there are inadequate teacher
training workshops for the development of Englisading skills, inadequate training in English
language teaching, lack of parental involvemeniearners’ English development at home and

low budget allocation to primary Education

Likewise, from the teachers’ interviews it seeme firoblems are: obvious lack of reading
capacity both in vernacular and English among #aenlers, ineffective teaching approaches, for

example phonemic awareness among the learnersisuificient reading books.

Finally, from the learners’ side, it emerged tha¢ foroblems are: lack of comprehension of

English language, inability to express themselvekdifficulties with punctuations.

Based from the findings of the researcher in tlessrbom observation of the teacher’s and
learners interactions made, what transpired inthhee Grade 3 Namibian schools A, B and C
observed did not meet some of the required bendtsmair reading in English lessons on the
specific days observed. For example, unpreparedimgdexts from fictional and factual texts

did not take place at all. Questions were answertdtbut comprehension of the level Grade.
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Good reading habit by learners was not demonstadeduately as they only read for decoding.
Reading for understanding information and enjoynaenivell as fluency were done only by few

fast readers and most read at slow pace.

5.7 RECOMMENDATIONS

Based on the findings and conclusion of this sttiaky following are recommended:

The government should maintain the desirable teaame learner ratio of 1:25 — 30 for effective
manageability because the 37 to 47 learner ratsemied in schools are too high for conducive
learning. The successful teaching of reading dépem few numbers of learners for example,

20 to 30 learners, so that teachers can easily le@eters’ needs in reading development.

The government should build more schools and dasss to prevent the overcrowdings of
classrooms which is observed in school A and Crita@i7 and47 learners per class. This will

help maintain the correct teacher learner ratiadditate effective reading progress.

Schools should convince parents through teachempsirmeeting to buy reading books for their
children as suggested during the teachers’ intetvi€his will minimise the problem of lack of

materials in the development of reading habit thast start at an early age.

Readers should be distributed equally for eachnéranot following the Education and Training
Sector for Improvements Programs (ETSIP) recomntendaf 1 reader book per four or five
learners which is not effective (Republic of Narailfi2) 2008: 5 —9). This was also observed
by the researcher where 47 learners in class vetating 6 readers in the whole class to read.
With more books available, reading skills and &wr development among learners will improve

at a faster pace.

Every classroom should have a reading corner athalbbserved classrooms of all the three
schools showed no reading corners. This cornanisresistible gateway to stimulate interests

in reading. It provides an environment by whicé isarners can immediately feel enchanted to
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the magic of the reading world. It can supplentéet thirst for knowledge that may not be
present in learners reading texts. Every cornert magtain reading materials adapted for young
learners like fascinating story books, colorful mzges, illustrative comic books, newspapers,
jokers, cartoons, picture books and captivatingdotin materials that they like to read. These
help learners develop the habit of reading needethdrease knowledge, for their extensive
discussions with other children as well as theijogment for social and emotional

empowerment. Teachers in this regards are expeziee artistic and imaginative. If the room is

drab and unattractive, the children will be putarffl avoid going into the room.

More teachers’ workshops on methods of teachindi§ingeading skills should be held every
term at the regional level. This is recommendedboyh teachers and principals during
interviews. This is to reactivate teachers’ inséseon teaching basic reading techniques that

incorporate modern teaching methods.

More and varied teaching approaches should beegpfi teach English reading skills such as;
whole word approach, sentence approach (look apdysproach), phonics approach, language
experience approach, eclectic (combined) approachast of all the lessons observed were
concentrating more only to word decoding and quoasig on the texts read. By doing so,
teachers then, will be able to determine which hef approaches can work best in teaching

reading in their environmental contexts.

Since this study only investigated the factors diifg the teaching of English reading skills
among the Grade three learners, further studiedozdnat various other factors that may have
some bearing on the teaching of English readingsskithe whole Lower Primary Phase (Grade

one to four).
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REPUBLIC OF NAMIBIA

“_ AINISTRY OF EDUCATION: OSHANA REGION il
Tel: (065) 229800 Private Bag 5518
Fax: (065) 229833 / 229834 Oshakati
Email—iman i da@hotmail.com NAMIBIA

Enq: Immanuel S. Aipanda
Ref  12/2/6/1

09 September 2008

™Ms Rebbeca Junias
Ongwediva College of Education
Private Bag X5507
Oshakati

Dear Ms Junias

Permission to undertake M Ed research studies :

We are pleased to inform that Ms Rebbeca Junias has been granted permission to
conduct her research studies at the above-mentioned schools. The findings of her
studies will be of interest to many of us in education as it explores factors affecting
the teaching of English reading in grade three. The only proviso is that her research

| activities should in no way interfere with the normal school programmes.

i Kindly accord to her your usual assistance and support she may require.

Yours sincetely
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APPENDIX 2

L Bl 2905219 F.Btv7e1

REPUBLIC OF NAMIBIA
MINISTRY OF EDUCATION

PROGRAMMES and QUALITY ASSURANGE
Research and Infarmation Publication

Tel.: 081-293-3200 Private Bag 13186
Fax: 061-293-3922 Windhoek

E-mail: mshimho@mec.qov.na Namibia
Enquiries: Mr M. N. Shimhopileni T

4 September 2008

Flle: 11/1/1

Rebecca Junias

Teacher Educator

Ongwediva College of Education
Private Bag X5507

Oshakati

Dear Madam
SUBJECT; PERMISSION TO DO EDUCATIONAL RESEARCH

Your letter requesting permission to do research as part of the post-graduate studies for a Maters of
Education, through the Unlversity of South Africa (UNISA), has reference.

Kindly be informed that the Ministry of Education recognises your effort and the possible contribution
your research initiative can have for the successful curriculum implementation for education in a

broader sense.

This letter grants you official permission you to do the required work in terms of consultations,
interviews and other related interactions at school- or regional office levels,

Kindly note that the Ministry of Education would expect from you to deposit copies of you published
work in the respective librarles and resource centres. Also ensure that your research activities do not
interfere with normal school programmes.

Best wishes for success in your academic endeavour,

OF E5p
'_:'\V:( LQv.
Office of the )
Permanent Secrp, ;=)

TOTAL P.@1
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APPENDIX 3

CONSENT LETTER

L, a school principal, fully agreed to supp R. Junias a Master Degree
student at UNISA in her investigation of factoréeating the teaching of English reading skills
as a second language of grade 3 learners.

Signature

APPENDIX 4

CONSENT LETTER
L a teacher, fully agreed to support Rnids a Master Degree student at

UNISA in her investigation of factors affecting tteaching of English reading skills as a second
language of grade 3 learners.

Signature
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APPENDIX 5

CONSENT LETTER

L a guardian/parents Of ... fully
agreed to let my child to support R. Junias a Btaflegree student at UNISA in her
investigation of factors affecting the teachingEosfglish reading skills as a second language of
grade 3 learners.

Signature

APPENDIX 6

A QUESTION FOR TELEPHONICAL INTERVIEW WITH THE CIRC UIT
INSPECTOR

1. Do you have primary schools in your circuit tha¢ axperiencing problems in reading English
in Grade three? If yes, what are the causes?
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APPENDIX 7

QUESTIONS FOR INDIVIDUAL INTERVIEWS WITH THE PRINCI  PALS
1: How do your teachers cope with the teaching of Ehgkading in Grade 3?

2. What kinds of problems are experienced in the tegobf reading?

3. What are the preferred methods of teaching Englésa second language in the school?

4. What resources does the school have in order tposufeachers in teaching English reading
skills?

5. What training is given to Grade 3 English teachengach English reading skills?

6. Do you have anything to add?

APPENDIX 8

QUESTIONS FOR INDIVIDUAL INTERVIEW WITH THE GRADE 3 TEACHERS

1. Do you experience problems when you teach Engliading in your Grade 3 class?

2. What kinds of problems do you encounter when tewrcheading?

3. What kind of training or support was provided tayn teaching English reading?

4. What methods do you use to teach English reading?

5. Apart from the prescribed English reader for yolass, what other reading materials do you
use in the reading lesson?

6. Do you have anything to add?
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APPENDIX 9

QUESTIONS FOR FOCUS GROUP INTERVIEW WITH THE GRADE 3 TEACHERS

1. Do you experience problems when you teach Engliading in your Grade 3 class?

2. What kinds of problems do you encounter when tewrheading?

3. What kind of training or support was provided tayn teaching English reading?

4. What methods do you use to teach English reading?

5. Apart from the prescribed English reader for yolass, what other reading materials do you
use in the reading lesson?

6. Do you have anything to add?

APPENDIX 10

QUESTIONS FOR INDIVIDUAL INTERVIEWS WITH GRADE 3 LE ARNERS
1. Do you have any reading problems?

2. What kinds of problems do you experience in reagling

3. Are you a fast or slow reader?

4. Do you often do well or badly in your comprehensiests?

5. What makes you succeed in oral reading?

6. Besides your English reader, what other books denads do you read?
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APPENDIX 11

ent types of basic competency. A few learners will excel in
many of them, and similarly a few learners may not be able to
demonstrate many basic competencies, or a sure level of com-
petence. The Learning Outcomes are stated in general terms
in order to sum up what the overall outcome will be, at the
same time allowing for the wide range of individual variations
in competency profiles.

The Basic Competencies identified for this phase are impor-
tant, and if not achieved by the end of Grade 4, the learner will
have considerable difficulties in going on through the next
phase of education. Every learner develops in histher own
way and pace, and therefore each learner’s development in
these basic competencies must be followed especially closely
throughout the four years. If learners are not progressing in
the basic competency areas during each year, more time must
be given in class to reinforcing their learning through greater
individual attention, using a variety of approaches, methods
and materials.

During Grade 4, with the transition to English as a medium of
instruction, concepts, explanations and instructions should
be repeated in the first language wherever necessary to en-
sure that all the learners understand the concepts, and what
they are to do in class and as homework. If a learner has not
achieved the Basic Competencies by the end of Grade 4, s/he
should be allowed to repeat Grade 4 once and be given extra
attention, before going on to Grade 5.

Learning Outcomes

= Language
First Language: On completing Grade 4, the learners can
express themselves well orally, read appropriate texts, and
write reasonably correctly for their everyday purposes, in
their mother tongue (or where mother tongue is not possi-
ble, in their locally most spoken language).
English Second Language: on completing Grade 4, the learn-
ers can understand, speak, read and write English as a Sec-
ond Language well enough within a limited range to continue
learning through the medium of English in the next phase.

Mathematics

On completing Grade 4, the learners can solve simple prob-
lems in everyday contexts by adding, subtracting. multi-
plying and dividing, estimating and measuring. within a
limited number range.

Environmental Studies

On completing Grade 4, the learners can look after their
own basic health and nutrition, interact positively in the
social environment, and act responsibly towards the natu-
ral environment.

Arts

On completing Grade 4, the learners can participate freely
in creative activities, express themselves through art forms,
and appreciate what others communicate through the arts.

Physical Education
On completing Grade 4, the learners can participate to the

Tt af thaieahilite in o cmeintr af camsan ceaeie and nhoel

Religious and Moral Education
On completing Grade 4, the learners have a basic under-
standing of their own beliefs, are tolerant of others’, and
share common positive values.

2. THESTRUCTURE OF THE LOWER PRIMARY PHASE

The table at the top of the next page provides an overview of
the structure of the Lower Primary Phase.

Organisation of Learning in terms of Time Allocation

The period allocation is an indication of the overall time in a
five-day timetable which the various subject areas will need
under optimal circumstances. It does not imply that subjects
should be rigidly timetabled or that timetabling should be
done on a period-by-period basis. Rather, time should be used
flexibly according to the nature of the intended learning and
the tasks involved, as well as the learners’ absorption in what
they are doing. Also, in a more integrated thematic web ap-
proach, it is not productive to divide up time allocation be-
tween the various subjects drawn in around the theme. The
important thing is that sufficient time is given for the learners
to achieve the competencies in each subject area, over a term
or year.

Period Allocation for the Lower Primary Phase

Subject Grade

1 2 3 4
First Language 10 10 9 9
English Second 5 5 9 9
Language
Mathematics 8 8 9 9
Environmental
Studies 3 3 5 5
Arts 2 2 3 3
Religious a"d. 5 > 2 5
Moral Education
Physical
Education G Z 2 =
Total 32 32 39 39

The Organisation of Knowledge in the Lower Primary Phase
The revised curriculum is more streamlined than before, in
order to make it more manageable. Topics and basic compe-
tencies in smaller subjects which support learning in general
or in subject-specific skills, have been integrated where they
logically belong in the five main areas of learning. This will
ensure both that they are taught and that they occur in an
appropriate context. Where there was unnecessary duplica-
tion between subjects previously, themes or topics have been

mlared arhara thau arimarilu halane oiven the ratinnala and
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APPENDIX12

TRANSCRIPTIONS OF INDIVIDUAL INTERVIEW OF 3 PRINCIP ALS FROM 3
SCHOOLS A, B AND C WITH THEIR CORRESPONDING ANSWERS

SCHOOL A: (PRINCIPAL)

Name:Edith

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

How do your teachers cope with the teaching of Ehgkeading in Grade 3?

Hmm | know my teachers are trying by all means hiettmg learners acquire the
reading skills but there are shortcomings eeehusecaome of the teachers were
trained long time in the 80’sand during their traghthey used Afrikaans
Language. So by this time they are teaching in iEhghey have to learn the
English now and is a problem to them.

So, the problem is that the language they leatheat training is a problem?

Yaah because now to transfer from Afrikaans to Bhghe pronounciation is no
more the same in English.

If they are struggling with those problems how twey doing it?

Well they have a problem but as | have said theytgiing by all means to get
help by ask whether from the principal or the hedddepartment or their
colleagues the teachers .Yaah is just to find olniow how to eeh pronounce
some of that the words that they can’t so they hawask so that they can try to
help the learners.
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Interviewer :

Interviewee:

Interviewer :

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee;

Interviewer:

What are the preferred methods of teaching Engls a second language in the

school?

Hmm yes there four of them like a textbook methedon mostly preferred
because a teacher mighty teach a reading througtorg from the textbook.
Another method that we preferred is look and sayhotethe sight words yaah
eehm and the third one is a phonic. This has tewittoaah reading through letters
sounds for example letter “pe” from the word “pdt& teacher has to teach the
phonics sounds. Then the final one method thatnefeped is that all the objects

in the classroom they have to be written in worelstito the objects.

What resources does the school have in ordengpast the teachers in teaching

English reading skills?

Yes, we do have first of all the textbooks itdetim some flashcards with words,
reading corners at the teacher create in the oassrhmm photocopier is also
another source because we need to prepare thengacid learning activities so
that they can be enough for all learners in thestlaoms. Another one is the
library where the learners may borrow books likerystbooks and teachers can
also read to prepare their own teaching materials.

So, you have a library in this school?

Yes we do have.

So, learners are all welcome to borrow book&anlibrary?

All of them from Grade 1 they can

very good.
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Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

What training is given to Grade three teacheteach English reading skills?

Yes, they do receive in-service training givemd gorepared by the advisory
teachers at the teacher Resource Centre. And e=de tteachers are also
empowered with the training at cluster level andilitators they also given

training. Given training by means of coming togetinth colleagues at school
level they meet once per term to help each otheham to teach reading.

Mrs Edith! Do you have anything to add?

Aaah not really to ask but just to tell you abthis that the parents are also
playing a major role to help their children to aicguhe reading skills because
like learners borrow books from the library and rmebome with the books at
home their parents also helping them to read atgl toedevelop their reading
skills. To the ministry | would like to tell you &b the government and the
ministry itself do not provide enough materialstte school because of the few
budgets they allocate to the primary schools. THew't consider much the
primary level , a lot of money is being providedth@ secondary schools only ,
and the basic of learners at foundation is needbetoup lifted with enough
materials. If the government can provide the primachools with enough
materials for example textbooks then the teachexg be can teach effectively

and uplifting their language teaching, Mathemagied other subjects.

Oh! That means the ministry or government is a@scontributing factor to the
problem that the schools have to look for their awaterials? So, they don't
consider the lower primary education as a foundatat need to be uplifted?

Yes

Thank you very much Mrs Edith for your time to &es my questions.
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Interviewee:

Thank you very much also madam.

SCHOOL B: (PRINCIPAL)

Name: Mrs Pomwene

Interviewer:

Interviewee;

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

How well do your teachers cope with the teachindgnglish reading in Grade

three?

Yaah they teach well but the problem is the marage not enough. Sometimes

they experience many problems even posters arhe.

Who is to provide the materials? Is it the governhwe who?

Yes, the government, if they give something is gswvaot enough they only give

small

So, the school has to try by itself?

Yes.

What is the preferred method of teaching Englistaasecond language in the

school?

Yaah eehm themselves they preferred the common swdftbm there they
practice letters one by one. They teach what wéedmers understand, from
there, teacher can determine word list with higigérenting, words for reading,
for writing and for use. They teach the for examjald¢e (fa-ther) that make tate
(father).
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Interviewer;

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee;

So, they are using the syllables to teach themmgad

Yes, the sounds of the letters and names .Frone tihery read and write exact

words they read. That is a phonic method.

What resources does the school have in order tposupeachers in teaching

English reading skills?

Yaah there are no enough materials, textbooks aeremough. We have to buy
some materials in bookshops like in Edumeds thexdouy textbooks, teacher’s
guides and posters.

What training is given to grade three English teasho teach reading skills?
Yaah different training that | know at the TeacRasource Centre. There they
have to attend a workshop on how to use teachede gsyllabus, how to teach
reading, methodology, how to use learners’ book.

Mrs Pomwene! Do you have anything to add or say?

Ye, What | want to say is that the government anistity should provide enough
materials, there are no material, they should fggnton to learners’ activities,
textbooks, game cards flashcards, teachers’ guides.

Thank you very much Mrs Pomwene for you time arglsaming my questions.

Thank you.
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SCHOOL: C: (PRINCIPAL)

Name: Mr Eddy

Interviewer:

Interviewee:

Interviewer:

Interviewee;

Interviewer:

Interviewee:

Interviewer:

How well do your teachers cope with the teachihdcioglish reading in Grade
three?

Yaah actually teaching is tough due to the factt thar learners learn in
vernacular from grade one to three and they leagligh as a subject. Now some
of the learners they don’t even know how to read@macular language that’s’
why is difficult for them to know how to read in §ish second language. If they
can know how to read their vernacular languagey tam also know to read in
English. That's’ why some teachers find it diffittb train their learners to read
in English because they were also not trained igligim it was in Afrikaans even

the pronunciation is a problem.

So, the training of the language in the teachimfgssion of teachers and the

pronunciation are the problems?

Yes.

How are they doing if there are problems?

Actually at the school, we have to put them togeths a team for subject
teaching, in that way they can help one anothgslégning together.

What is the preferred method of teaching Englishaasecond language in the

school?
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Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewer:

Actually we know that the young learners theyneaifectively through touching,

through seeing, tasting and hearing. At least wefeprto read while observing
when they have something to be touched wherebytaheher has something
prepared like some pictures and cards to be read.also preferred the games

they can play letter cards or word cards so thet tan learn how to read.

What resources does the school have in order pposti teachers in teaching

English reading skills?

Yaah any how we don’t have specific resourcesdsuh school we buy some
flipcharts where teachers can write the words Hierlearners. Sometimes we buy

eehmmmm how do you call it eehmm hard papers degigiith pictures.

Ahaa posters with pictures or picture cards.

Yaah those posters with pictures the school cantbegn so that teachers can

display them in their classrooms to help the learte learn.

What training is given to Grade three English keas to teach English reading

skills?

Actually some training we have them at schoobme like as | say we also
organize some of the workshops for the teachers)buspecific for grade three
but for all the lower primary phase , whereby nolydooking at reading but the

English as a whole in all the skills. But | foundtdhat most of the teachers are

trying.

That's’ great.

Mr Eddy Do you have anything to add or to say?
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Interviewee: So, actually | don’t have really anything to daldt what | want to say is this as a
teacher, may be what the ministry should do is thay should try to train the
teachersto teachEnglish because most of our teachers honestly sppahkey
don’t know how to teach English. Yaah! That's’ wiwg have failure rate in our
country is very higher. And our foundation blocknist strong enough and the

methodology needs to be up lifted.

Interviewer: Thank you very much Mr Eddy for your time and aesng my questions.

Interviewee: Thank you very much madam.
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APPENDIX 13

TRANSCRIPTIONS OF INDIVIDUAL INTERVIEWS OF 3 TEACHE RS FROM 3
SCHOOLS: A, B AND C WITH THEIR CORRESPONDING ANSWER S

Interviewer: Do you experience problems when you teach Engledding in your
Grade three class?

Interviewee:

SCHOOL A; (TEACHER)

Name: (Mr Denis) Yaah | do experience some problems that some lesadw’'t know how
to read when they come to grade three because wWiereome from they
didn’'t attend the kindergarten.

Interviewer: Anyone else? Yes, Mrs Rejoice

Interviewee:

SCHOOL B: (TEACHER)

Name: (Mrs Rejoice) Yes | also do experience the problem which is tle¢her tongue

because some learners do not understand Englistuseenother
tongue is the medium of instruction and Englishtagght as a
subject and they don’t understand English.

Interviewer: Yes what about you Mrs Piipawa?

Interviewee:
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SCHOOL C: (TEACHER)

Name: (Mrs Piipawa) The learners have a problem with letter sounderlenames,

consonants and vowels.

Interviewer: Then yourself as a teacher what problems do wve Mrs Piipawa?
Interviewee:

(Mrs Piipawa): That me when a teacher | am better.

Interviewer: Do you have anything to add about problems?

Interviewee:

(All): No

Interviewer : What kind of training or support was providedytu in teaching English

reading skills?

Interviewee:

SCHOOL C: (TEACHER)

(Mrs Piipawa): Yes | got it at the Teacher Resource Centre f@okshop and | am given

a handout on how to teach reading.

Interviewer: Yes Denis

Interviewee:

SCHOOL A: (TEACHER)
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(Mr Denis): Yes my colleague teaching Grade three at our dcttemded and highlighted the

things done on the workshop on how to teach readegguse some of the kids

don’t know how to put the letters together for epdartwo letters to make a word.

Interviewer: What about yourself Denis? You didn’t attend #&ayning?

Interviewee;

SCHOOL A: (TEACHER)

(Mr Denis): No

Interviewer: Yes Mrs Rejoice

Interviewee:

(Mrs Rejoice): Yes | did attend when the syllabus and the testlgeide were revised so

that to help us to teach well.

Interviewer: What methods do you use to teach English reading?

Interviewee:

SCHOOL C: (TEACHER)

(Mrs piipawa): Hmm | can use some words with different meaning.

Interviewer: Yes Mrs Rejoice

Interviewee:
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SCHOOL B: (TEACHER)

(Mrs Rejoice): The method that | used is a narrative method Wased a story and |
asked Learners questions from the story. Anothethode! used is a picture
method. Where | put a picture and ask learnersltowhat they see and match
the picture with the words or sentences that dieenbeaning of the picture

Interviewer: Yes Denis which methods you use to teach reading?

Interviewee:

SCHOOL A: (TEACHER)

(Denis): | don’t want to repeat what my colleagues havd.sai

Interviewer: No, itis ok you can just repeat.

Interviewee:

SCHOOL A: (TEACHER)

(Mr Denis): | used word method that learners don’t understamd they have to read them. |
also use other learners who know how to read tchtethers who do not know
how to read. But at home they are also not webiiadare of. | use compensatory
teaching

Interviewer: You mean parents are not teaching their chiltoaead?

Interviewee
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SCHOOL A: (TEACHER)

(Mr Denis): Yes.

Interviewer: Anything you want to add about the methods?

Interviewee:

(All): No

Interviewer: Apart from the prescribed English reader for yalass, what other reading

materials do you use in the teaching of reading?

Interviewee:

SCHOOL C: (TEACHER)

(Mrs Piipawa): Ok I use hmmm oifonghudaneki (newspapers) and &hglish  books.
Interviewer: What else?
Interviewee:

SCHOOL B: (TEACHER)

(Mrs Rejoice): Yaah | also use the newspapers like the NamjHdiarsed also different
stories books, | also use our library there arkedéht books.

Interviewer: So, you have a library at your school?
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Interviewee:

SCHOOL B: (TEACHER)

(Mrs Rejoice): Yes a small one.
Interviewer: How do you use the newspaper Mrs Rejoice?
Interviewee:

SCHOOL B: (TEACHER)

(Mrs Rejoice): They can read and | have to ask everyone to chue#®er topic and they

read to the class aloud and | ask them questions.
Interviewer : Yes Denis!
Interviewee:
SCHOOL A: (TEACHER)
(Mr Denis): Yaah we can use textbooks | can go through, ask tteeread aloud. At our
school we also write letters to parents to contalsiory books to learners to use
in school, when they bring them | have to go thiotg check and select which

ones are for their level and they have to read timetime class.

Interviewer: Yes Mrs Piipawa! You said you also use the newspan your class; tell us how

you use it.

Interviewee:
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SCHOOL C: (TEACHER)

(Mrs Piipawa): Yes when they use aah unprepared reading.

Interviewer: Is there anything to add about the materialsybatuse in teaching reading?

Interviewer: Yes Mrs Piipawa!

Interviewee:

SCHOOL C: (TEACHER)

(Mrs Piipawa)” Yes we have no enough materials in our schodhablearners can learn.

Interviewer: Hmm who provide you with the materials? Is it th@ernment or the
school itself?

Interviewee:

SCHOOL C: (TEACHER)

(Mrs Piipawa): Is the ministry but is not enough, the school leanis also not enough.
Interviewer: Anyone would like to add? Yes Denis
Interviewee:
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SCHOOL A: (TEACHER)

(Mr Denis): Yes, | think this is a problem to our school als® don’t have enough materials
but this is not only the government has to pro\bdé everyone who can afford,
like the parents can also provide especially thtbteks.

Interviewer:  Mrs Rejoice you have enough materials at youosi¢h

Interviewee:

SCHOOL B: (TEACHER)

(Mrs Rejoice): No we don’t have enough only few. | also wané tjovernment to

provide enough material for all learners.

Interviewer: So, do you have anything to say or to add? Yes,Riipawa!

Interviewee:

SCHOOL C: (TEACHER)

(Mrs Piipawa): | have a question where | want to help learners @it not know how to
read because if | tell them to stay after schookémedial classes they cry. How
can | help them?

Interviewer: That's a question to all of us, how can we hedp? Yes Denis!

Interviewee:
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SCHOOL A: (TEACHER)

(Mr Denis): Like in our school, we have to write letters taguds to tell them and they have
also to encourage their children the importanteafhing to read and when they
stay we teachers should not tell them that theytdorow how to read because
they feel shy, low that they don’t know.

Interviewer: Yes Mrs Rejoice what are you saying about that?

Interviewee:

SCHOOL B: (TEACHER)

(Mrs Rejoice): | also experience the same problem but I let kE@rmvho do not know
how to read to stay together with the learners Wwim~ how to read at the
beginning. Then | release them one by one untyl get use to.

Interviewer: So, that is a very good idea. We need to encoulesgaers to read not to tell
them that they don’t know how to read becausedaatdiscourage them. We also
can motivate them by giving them educational dikis pencils, erasers, books etc
in order to give them courage.

Interviewee:

SCHOOL C: (TEACHER)

(Mrs Piipawa): Yes, thank you for the idea.

Interviewer: Anything again to add before we close? Yes Denis!
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Interviewee:
SCHOOL A: (TEACHER)
(Mr Denis): | also want to encourage parents to attend thenpameeting to see the books of

their children’s’ progress especially at the begignof the year so that we can

help them.

Interviewer: | would like to thank everyone for your time andsaering my questions, that

was very educative.
Interviewee:

(All teachers): Thank you also.
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APPENDIX 14

TRANSCRIPTIONS OF FOCUS GROUP INTERVIEW OF 3 TEACHERS FROM 3
SCHOOLS: A, B AND C WITH THEIR CORRESPONDING ANSWER S

Interviewer: Do you experience problems when you teach Engledding in your
Grade 3 class?

Interviewee:

SCHOOL A; (TEACHER)

Name: (Mr Denis) Yaah | do experience some problems that some leadw’'t know how
to read when they come to Grade three because wiheyecome from
they didn’t attend the kindergarten.

Interviewer: Anyone else? Yes, Mrs Rejoice

Interviewee:

SCHOOL B: (TEACHER)

Name: (Mrs Rejoice) Yes | also do experience the problem which is tle¢her tongue

because some learners do not understand Englistudeenother
tongue is the medium of instruction and Englishtagght as a
subject and they don’t understand English.

Interviewer: Yes what about you Mrs Piipawa?

Interviewee: What kinds of problems do you encounter when teacheading?
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SCHOOL C: (TEACHER)

Name: (Mrs Piipawa) The learners have a problem with letter sounderlenames,

consonants and vowels.

Interviewer: Then yourself as a teacher what problems do wve Mrs Piipawa?

Interviewee:

(Mrs Piipawa): That me when a teacher | am better.

Interviewer: Do you have anything to add about problems?

Interviewee:

(All): No

Interviewer : What kind of training or support was providedytu in teaching English
reading?

Interviewee:

SCHOOL C: (TEACHER)

(Mrs Piipawa): Yes | got it at the Teacher Resource Centre f@okshop and | am given

a handout on how to teach reading.

Interviewer: Yes Denis

Interviewee:
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SCHOOL A: (TEACHER)

(Mr Denis): Yes, my colleague teaching grade three at ourddttended and highlighted the

things done on the workshop on how to teach readegguse some of the kids

don’t know how to put the letters together for epdartwo letters to make a word.

Interviewer: What about yourself Denis? You didn’t attend #&ayning?

Interviewee;

SCHOOL A: (TEACHER)

(Mr Denis): No

Interviewer: Yes Mrs Rejoice

Interviewee:

(Mrs Rejoice): Yes, | did attend when the syllabus and the telyuide were revised so

that to help us to teach well.

Interviewer: What methods do you use to teach English reading?

Interviewee:

SCHOOL C: (TEACHER)

(Mrs piipawa): Hmm | can use some words with different meaning.

Interviewer: Yes Mrs Rejoice
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Interviewee:

SCHOOL B: (TEACHER)

(Mrs Rejoice): The method that | used is a narrative method alhersed a story and |
asked Learners questions from the story. Anothethote! used is a picture
method. Where | put a picture and ask learnersltowhat they see and match
the picture with the words or sentences that dieenbeaning of the picture

Interviewer: Yes Denis which methods you use to teach reading?

Interviewee:

SCHOOL A: (TEACHER)

(MR Denis): | don’t want to repeat what my colleagues havd.sai

Interviewer: No, itis ok you can just repeat.

Interviewee:

SCHOOL A: (TEACHER)

(Mr Denis): | used word method that learners don’t understamdi they have to read them. |
also use other learners who know how to read tchtethers who do not know
how to read. But at home they are also not wektatare of. | use compensatory

teaching

Interviewer: You mean parents are not teaching their chiltoaread?
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Interviewee

SCHOOL A: (TEACHER)

(Mr Denis): Yes.

Interviewer: Anything you want to add about the methods?

Interviewee:

(All): No

Interviewer: Apart from the prescribed English reader for yalass, what other reading

materials do you use in the teaching of reading?

Interviewee:

SCHOOL C: (TEACHER)

(Mrs Piipawa): Ok I use hmmm oifonghudaneki (newspapers) and &hglish  books.
Interviewer: What else?
Interviewee:

SCHOOL B: (TEACHER)

(Mrs Rejoice): Yaah | also use the newspapers like the NamjHdiarsed also different
stories books, | also use our library there arkediht books.
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Interviewer: So, you have a library at your school?

Interviewee:

SCHOOL B: (TEACHER)

(Mrs Rejoice): Yes a small one.
Interviewer : How do you use the newspaper Mrs Rejoice?
Interviewee:

SCHOOL B: (TEACHER)

(Mrs Rejoice): They can read and | have to ask everyone to chiue#®er topic and they

read to the class aloud and | ask them questions.
Interviewer : Yes Denis!
Interviewee:
SCHOOL A: (TEACHER)
(Mr Denis): Yaah we can use textbooks | can go through, ask tteeread aloud. At our
school we also write letters to parents to contalsiory books to learners to use
in school, when they bring them | have to go thiotg check and select which

ones are for their level and they have to read timetime class.

Interviewer: Yes Mrs Piipawa! You said you also use the newspan your class; tell us how

you use it.
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Interviewee:

SCHOOL C: (TEACHER)

(Mrs Piipawa): Yes when they use aah unprepared reading.

Interviewer: Is there anything to add about the materialsybatuse in teaching reading?

Interviewer: Yes Mrs Piipawa!

Interviewee:

SCHOOL C: (TEACHER)

(Mrs Piipawa)” Yes we have no enough materials in our schodhablearners can learn.

Interviewer: Hmm who provide you with the materials? Is it th@ernment or the

school itself?

Interviewee:

SCHOOL C: (TEACHER)

(Mrs Piipawa): Is the ministry but is not enough, the school leanis also not enough.
Interviewer: Anyone would like to add? Yes Denis
Interviewee:
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SCHOOL A: (TEACHER)

(Mr Denis): Yes, | think this is a problem to our school als® don’t have enough materials
but this is not only the government has to pro\bdé everyone who can afford,
like the parents can also provide especially thtbteks.

Interviewer:  Mrs Rejoice you have enough materials at youosi¢h

Interviewee:

SCHOOL B: (TEACHER)

(Mrs Rejoice): No we don’t have enough only few. | also wané tjovernment to

provide enough material for all learners.

Interviewer: So, do you have anything to say or to add? Yes,Riipawa!

Interviewee:

SCHOOL C: (TEACHER)

(Mrs Piipawa): | have a question where | want to help learners @i not know how to
read because if | tell them to stay after schookémedial classes they cry. How
can | help them?

Interviewer: That's a question to all of us, how can we hedp? Yes Denis!

Interviewee:
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SCHOOL A: (TEACHER)

(Mr Denis): Like in our school, we have to write letters taguds to tell them and they have
also to encourage their children the importanteafhing to read and when they
stay we teachers should not tell them that theytdorow how to read because
they feel shy, low that they don’t know.

Interviewer: Yes Mrs Rejoice what are you saying about that?

Interviewee:

SCHOOL B: (TEACHER)

(Mrs Rejoice): | also experience the same problem but I let kE@rmvho do not know
how to read to stay together with the learners Wwim~ how to read at the
beginning. Then | release them one by one untyl get use to.

Interviewer: So, that is a very good idea. We need to encoulesgaers to read not to tell
them that they don’t know how to read becausedaatdiscourage them. We also
can motivate them by giving them educational dikis pencils, erasers, books etc
in order to give them courage.

Interviewee:

SCHOOL C: (TEACHER)

(Mrs Piipawa): Yes, thank you for the idea.

Interviewer: Anything again to add before we close? Yes Denis!
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Interviewee:
SCHOOL A: (TEACHER)
(Mr Denis): | also want to encourage parents to attend thenpameeting to see the books of

their children’s’ progress especially at the begignof the year so that we can

help them.

Interviewer: | would like to thank everyone for your time andsaering my questions, that

was very educative.
Interviewee:

(All teachers): Thank you also.
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APPENDIX 15

TRANSCRIPTIONS OF INDIVIDUAL INTERVIEWS OF 9 LEARNE RS FROM THREE
SCHOOLS: A, B AND C WITH THEIR CORRESPONDING ANSWER S

SCHOOL A:

Name: Tuna

Interviewer: Do you have any reading problem in English?

Interviewee: No.

Interviewer: What kinds of problems do you experience in reg®lin

Interviewee: like when | do my studies hmm like even | am regdnd | am writing a story in

my English Environment book.

Interviewer: So, when you read a story sometimes you write wbatread in your writing

book so when you write it what will happen to wiati have written?

Interviewee: Hmm the teacher marks the books; sometimes dlydte marks.

Interviewer: Are you fast or slow reader?

Interviewee: | read fast.

Interviewer: Do you often do well or badly in your comprehemsiest?
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Interviewee: yaah yes | score well

Interviewer: What makes you succeed in oral reading?

Interviewee: Because my sister teaches me how to read.

Interviewer: When the test come what do you do so that yoyess well your test?

Interviewee: | listen to the teacher what he tell us the-threeixample he told us the story then

he gonna asked us the questions | hmm | listen wely, | am copying in my

book what he tell us and fast write it and | do wihe& teacher told us

Interviewer: Beside your English reader, what other books atenmnls do you read?

Interviewee: | read story books, newspaper, magazines, andtgoes | go to internet and read

Interviewer: Tuna | thank you very much for answering my gioest

Interviewee:  alright.

SCHOOL B:

Name: Paavo

Interviewer: Do you have any problems in Reading English?

Interviewee: Sometimes

Interviewer: Why? And what makes you have problems sometimes?
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Interviewee: | don’t know why?

Interviewer: But you said sometimes you have problems whathaxse problems

Interviewee: Sometimes you want to read so fast and when gad and you can get reading

problems that you can'’t read so fast.

Interviewer: Is it because some words you don’t know them aat®h

Interviewee: Yaah sometimes you have to make sure that yoaratahd

Interviewer: Are you a fast reader or a slow/ reader?

Interviewee: slow

Interviewer: Why?

Interviewee: Because of some problems

Interviewer: Do you often do well or badly in your comprehienstest or not?

Interviewee: Sometimes.

Interviewer: Why?

Interviewee: Because sometime you go to the toilet when yauecback you didn't listen

more than others you don’t know what the teachiertb&n you come in the class

and you don’t know what to write.

Interviewer: Besides your English reader, what other booksaterials do you read?

5.193



Interviewee: Yes, English, Oshikwanyama, ependuko, Environment

Interviewer: Thank you very much for answering my questionsgl.an

Interviewee: Ok thank you.

SCHOOL C:

Name: Niels

Interviewer: Do you have any reading problems in English?

Interviewee: No

Interviewer: How do you succeed?

Interviewee: |read and study.

Interviewer: Are you a fast reader or a slow/ reader?

Interviewee: fast.

Interviewer: Do you often do well or badly in your comprehemstest?

Interviewee: Yes.

Interviewer: What makes you succeed in oral reading?

Interviewee: | hmm | listen to the teacher
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Interviewer: What else?

Interviewee: Because | copy from the teacher, because the tiieeeacher gives me a rubber

and write nicely my things.

Interviewer: Besides your English reader, what other booksaterals do you read?

Interviewee: Day by day, story books.

Interviewer: Thank you very much Niels for answering my quesi

Interviewee: OKk.

SCHOOL A:

Name: Ben

Interviewer: Do you have any reading problems in English?

Interviewee: No.

Interviewer: How did you succeed in your oral reading? (Oho iniayva ngeyipi mokulesha

Oshiingilisa?)

Interviewee: Eeh (Yes). | have no problems

Interviewer: So, you have no problems you used to do well?

Interviewee: yes
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Interviewer:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Ok.

Are you a fast reader, slow/ reader?

slow.

Why do you read slow?

| don’t know.

Do you often do well or badly in your comprehengiest?

Ben! When your teacher gives you activities th@u have to answer the

guestions to write do you pass well?

Yes, | do well

Even if I go and check your books?

Yes

What makes you to do well?

| used .to learn if teacher gives us a homewared to do it.

Besides your English reader, what other Englisbkbamr material do you read?

(kakele kembo lyoye lyo kulesha lyoshiingilisayambo elipipo ho lesha?)

Aah new friends, my father’s village that’s all.
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Interviewer: Thank you very much Ben for answering my questions

Interviewee: OKk.

SCHOOL B:

Name: Joyful

Interviewer: Do you have any problems in reading English?

Interviewee: No, only speaking

Interviewer: Why?

Interviewee: | don’t know.

Interviewer: How do you succeed in oral reading?

Interviewee: Because | pass.

Interviewer: Are you a fast reader or slow/ reader?

Interviewee: Fast.

Interviewer: Do you often do well or badly in your comprehensiest?

Interviewee: Yes | do well.

Interviewer: What makes you do well in your test?
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Interviewee: | write words without eating up some letters

Interviewer: Besides your English reader, what other books denads do you read?

Interviewee: English, Oshikwanyama.

Interviewer: Thank you very much Joyful for answering my questio

Interviewer: Ok.

SCHOOL C:

Name: Penda

Interviewer: Do you have any reading problems in English?

Interviewee: No.

Interviewer: How do you succeed? (Oho ningi nawa ngeyipi ?)

Interviewee: | reading day by day English

Interviewer: Then when you read what happened?

Interviewee: | pass English.

Interviewer: Are you a fast reader or slow/reader?

Interviewee: fast.
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Interviewer: Do you often do well or badly in comprehension?est

Interviewee: Yes, | do well

Interviewer: What makes you do well?

Interviewee: Because | read and | pass

Interviewer: Besides your English reader, what other books denads do you read?

Interviewee: | forget.

Interviewer: Thank you very much Penda for answering my question

Interviewee: OKk.

SCHOOL A:

Name: Tangi

Interviewer: Do you have any reading problems in reading English

Interviewee: No

Interviewer: How did you succeeded? (Oho ningi nawa nge yipi? )

Interviewee: Eeh (yes)

Interviewer: Are you a fast reader or a slow/reader?
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Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

interviewee:

Interviewer:

yes

Do you often score well in comprehension tests @ {Ohoningi nawa alushe

mekonakon ile ahowe?)

Eeh (Yes), | score well

So, you used to pass well even if | go and cheak ymoks you used to pass

well?

Yes | pass

What makes you succeed well in English oral test?

| used to listen to the teacher.

You listen to the teacher doing what? (Ho pwilikkeenulongi shike?)

Eshi ta popi. (When he speaks).

Speaking what? (Ta popi shike?)

Eshi tetu longo ngaha ndele tati natu pwilikine asi otatu ka shanga.Ame

ohandi mu pwilikine (When he teach us like thisthell us to listen well because

we are going to write.l listen to him).

Oho pwilikine nawa, nomolwasho ho piti nawa? (Sa,ysed to listen very well

and you do well because you listen. well).

Interviewee: Eeh (yes)
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Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

SCHOOL B:

Name: King

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Besides your English reader, what other books denas do you read? (Kakele

kokambo kokulesha koshingilisa, omambo elipipodsha?)

Story books, mathematics.

What els@

| forget

Thank you very much Tangi for answering my question

Ok.

Do you have any reading problems in English?

No.

How do you succeed? (Oho piti nawa ngeyi pi?)

No

Are you a fast reader or slow/reader? (Oho lesh&ndelele ile oho lesha

kashona, ile oho nyengwa?)

Ondili ngoo. (I am some how)
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Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Do you score well your comprehension test? (Ohapiva omakonakono oye ile

ahowe?)

Eeh (yes) | score well

You used to pass well your tests even if | go dmetk you books? (oho piti nawa

ngeenge onda tala momambo oye?)

Eeh (yes).

What makes you pass well in your oral reading fe$@shike hashi ku pitifa

nawa omakonakori)

Ohandi lihongo (I study).

How do you study? (oho lihongo ngey2pi

Ohandi shange ndele handi nyamukula omapulo. (Wwdte and answer the

guestiony

Besides your English reader, what other books denas do you read? (Kakele

kokambo koshiingilisha kokulesha, oho lesha omambshinglisha elipipo?)

Oshiingilisha (English).

Thank you very much King for answering my questions

Ok.
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SCHOOL C:

Name: Liisa

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Do you have any reading problems in English?

Yes

What kind of problems do you experience in readifig@dju wu lipipo owo ho

mono mokulesha?)

To study, Oshikwanyama.

What problems do you have when reading in English?

litwa (punctuations).

Are you a fast reader or slow/ reader? (Oholeshartdelele ile oholesha
kashona?)

Kashona (slow).

Do you often do well in your comprehension test?hqOningi nawa

momakonakono oye ile ahowe?)

Yes | do well

you used to pass all of them?

Interviewee: Odimwe ike (only some).
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Interviewer: Why you don’t pass well? (Omolwashike iho piti n&ya

Interviewee: Ihandikala ndishi kutya okuna okakonakono. (I dased to know that there is a
test).

Interviewer: So, if you don’t study you won'’t pass? (Ngeengelinonga iho piti?)

Interviewee: Aye (no).

Interviewer: Besides your English reader, what other books denads do you read?
(Kakele okambo kokulesha koshiingilisha, oho lesimambo elipipo Oshiingilisha?)

Interviewee: Okaka hatu lesha mokalasha. (The one we useddarréhe class).

Interviewer: Thank you very much Liisa for answering my question

Interviewee: OK.
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