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INTRODUCTION

BACKGROUND

The introduction of FPE in 1994 originated from a political campaign promise. Nonetheless, it
fulfilled one of EFA’s Dakar Framework for Action of free and compulsory education for all children
by 2015. The resultant surge in enrollment exerted pressure on the existing challenges of teacher
shortage of both quality and quantity, inadequate infrastructure and instructional resources, and a
generally internal inefficiency in the system. Declining quality of teaching and learning has been a
persistent major challenge facing the Government of Malawi (GoM). Massive efforts by both the
donor community and GoM have focused on improving quality through increasing teacher
production and pre and in service teacher education to enhance teacher competences, and
provision of instructional resources (National Education Sector Plan (NESP), 2008National Strategy
for Teacher Education and Development (NSTED), 2002).

A major indicator of limitations of these efforts has been the low learning outcomes of pupils in
primary schools. Numerous media columns and a number of studies have reported that pupils spend
up to five to six years of schooling without attaining basic literacy skills and competences. A mere
six percent of Malawian standard six pupils were able to meet grade level competences on an English
achievement tests of the Southern African Consortium for Measuring Education Quality (SACMEQ)
(Milner et al. 2001). Recent studies (Chilora and Mchazime, 2003) have reported similar low levels
of proficiencies after four or five years of schooling. Performance rates at standard 8 are equally low
and this pattern continues to secondary school, including the existing grade (form 4) (Chiuye, 2005).
Low learning outcomes bring with them issues of inefficiency of the system and value of education.
Pupils who persistently perform poorly are likely to miss school, repeat a grade, and eventually leave
school before acquiring basic literacy and numeracy skills necessary for economic livelihood.

The United Nations Education, Scientific, and Cultural Organization (UNESCO) recognizes that
quality education is necessary if EFA goals and Millennium Development goals are to be realized. The
organization’s publication focused on addressing and meeting measures for quality education for all
by 2015. The quality imperative issue highlights quality education as a right for all children and that
education systems must ensure quality instruction for its learners. Poor literacy proficiency
contributes to learning across the curriculum because literacy is a tool through which content is
learned (Vacca & Vacca, 2005).

It is against this background therefore that current efforts in Malawi focus on quality of learning
outcomes. To address these inadequacies, at least three literacy programs have been piloted
between 2004 and 2008 with success. The Primary School Support Program: A School Fees Pilot
(PSSP: SFP) considered this an entry point to provide a low cost and sustainable literacy program
(Beginning Literacy Program of Malawi) for improving the acquisition of literacy skills in standard
one. BLP/M adopts a balanced literacy approach based on familiar Chichewa songs and stories
written on Song Posters and Big Books, respectively. The Malawi Breakthrough to Literacy (MBTL)
adopted the Language Experience Approach (LEA) to teach literacy and focused on making words
and sentences while also targeting reading fluently and writing accurately. Finally, the Literacy Across
the Curriculum (LAC) adopted the Reading Through Writing (RTW) approach that integrated
teaching literacy from part to whole.



PURPOSE OF THE EVALUATION

The purpose of this evaluation was twofold. The first purpose was to conduct a comparative analysis
of the literacy programs. A second focus was a midterm evaluation of the BLP/M to guide its
sustainability. These results will provide useful feedback to the Ministry of Education (MoE) on
frameworks, major strengths, and weaknesses of the programs as it makes decisions on the way
forward with literacy reform to improve acquisition of literacy in the first years of formal schooling.
Specifically, the evaluation intended to:

I. Review documents related to each of the literacy initiatives

2. Review current practices in training teachers in early literacy, pre- and in-service

3. Analyze cost implications for the government to roll out any given program, or integration
of programs

4. Develop a framework that includes features, strategies, support mechanisms, role of

stakeholders, impact on learning outcomes, teacher performance and other aspects

considered important for all three programs

Observe training for BLP/M term 2 and observe BLP/M classroom practices

6. Analyze existing data collected on teacher performance

b

ORGANIZATION OF THE REPORT

The report is organized into two parts. Part A discusses the comparative analysis of the three
literacy programs Chapter |provides an overview of the methods followed in conducting the
comparative study: sample and sample selection, instruments for collecting data, and data analysis.
Chapter 2 presents findings from the comparative analysis. For each program, the findings discuss
training, materials, established mechanism for support, impact of the program on teaching and
learning, community participation, key strengths and weaknesses, and best practices.

Part B of the report focuses on the midterm evaluation of BLP/M. An introductory chapter opens
Part B to provide a context for BLP/M and methods used during the evaluation. Chapter 2 presents
findings related to skills and competences taught in BLP/M, impact on teaching and learning,
application of BLP/M strategies, skills learners are developing, indicators for achieving intended
outcomes, and the nature and use of materials provided to support the program. Chapter 3 includes
a brief discussion, conclusions, and recommendations for adapting BLP/M.
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I. METHODOLOGY

This chapter outlines the modus operandi adopted in the design and implementation of the
evaluation study. The chapter opens with a brief overview of the research design and then
describes the sample and sampling procedures, and concludes with a section on the data
collection and analysis.

1.1 OVERVIEW OF STUDY DESIGN

A team of six research assistants and one consultant employed both qualitative and quantitative
approaches to generate data for the evaluation. Data was solicited from several levels of the
education structure: national, district, school, and community levels. The unit of analysis for the
study was the literacy programs and necessitated selection of a purposeful sample of districts and
schools. Face-to-face interviews using structured and an unstructured guides were conducted with
district level personnel and program staff. A structured questionnaire integrated with interviews was
used with headteachers, teachers, and community members. A review of instructional materials and
documents (project descriptions and reports) was also conducted. Qualitative data from the
interviews and document reviews were analyzed by coding to generate patterns and emerging
themes. SPSS software was used to enter demographic information of headteachers, teachers, and

pupils.

1.2 SAMPLE SELECTION

Districts and Schools (Appendices | & 2): A total of 30 schools were purposively sampled and PSSP staff
guided much of the selection. Staff at the district education office included the District Education
Manager (DEM), Coordinating Primary Education Advisor (CPEA), and the Desk Officer for Primary
Education (DOPE) where they were available. School performance in implementing the literacy
program was used as based on criteria designated by program staff. Both high and least performing
schools were selected. A total of 30 headteachers and 34 teachers were part of the sample.
Additional stakeholders were community leaders, and parents around the selected schools, PSSP
staff, MoE (Director for Basic Education and Deputy Director for EMAS), and five tutors studying at
Chancellor College.

1.3 INSTRUMENTS USED

The purpose of the evaluation necessitated a number of ways to be used in collecting data. These
included structured and unstructured interviews, and document reviews.

Structured Interviews

There were three structured guides for the headteacher, teacher, and community. The headteacher
and teacher guides solicited both quantitative and qualitative information pertaining to literacy
program objectives, training, supervision and support; community involvement, pupil literacy
competences, beliefs about teaching literacy, teacher performance in implementing the program,
challenges faced in implementing the program, and components of the program that could be
adopted.

In addition, the teacher guide addressed issues of support from school and district personnel,
activities and literacy strategies used, integration of literacy and other subjects, resources used for
teaching literacy, best practices, and challenges they encountered in implementing their respective
program.



The community guide investigated their knowledge and participation in the program, benefits of the
program, role in the program, their assessment of standard one learners’ reading performance, and
care of materials used during the program.

Unstructured interviews

Unstructured interviews were conducted with district, MoE (Director of Basic Education and
Deputy Director of EMAS,and program staff about the program objectives, support they provided to
schools, challenges they faced, ways to address them, best practices that could be adopted, and
components of the program that the district could sustain.

In addition to these questions, participants from TTC were asked about the content and approach
adopted in training teachers in early literacy. One of the tutors participated in both LAC and MBTL
while the four were currently studying a bachelor’s degree at Chancellor College. The Deputy Chief
of Staff and PSSP staff responsible for BLP/M was also interviewed.

Document Reviews

A comprehensive review of available documents and materials for all three programs was conducted
to gain a better understanding of the programs. Documents included program descriptions, reports
and evaluations of baseline studies, midterm evaluations, and periodic reports (quarterly, annual).
Resources that were developed and distributed in schools to use for implementing the different
programs were also reviewed for relevance to promoting acquisition of literacy and learners’ needs
and readiness, adequacy, gender sensitivity, and authenticity and relationship to learners' lived
experiences. For BLP/M the documents included: the PSSP: SFP 2007 Annual Report, 2007-2008
quarterly reports, pupil assessment data reports (baseline and follow-up), TOT manuals, teacher
guides, cycle training manuals, and instructional resources (Song Posters, Big Books, and alphabet
charts-see section 3.2.1). Documents for MBTL included the teacher’s guide, two program
evaluation reports, and instructional resources (Sentence Makers and Holders, Phonic Flip Chart,
and Conversation Posters-See section 3.2.2). There was only a report on LAC available for review.

1.4 DATA COLLECTION AND ANALYSIS

Training: A total of eight Research Assistants (RAs) underwent a three day training session that
covered topics on interviewing techniques, reviewing items on the questionnaires, simulations of
interviews, and appropriate conduct in schools. On the third day, the instruments were piloted in
two schools in Zomba and feedback incorporated for field work.

Procedures: Prior to the study, a formal letter was written to the DEM of each of the participating
districts informing them of the study and seek assistance in communicating to the sampled schools
on the purposes, activities, and dates of the research teams. In addition, on arrival in a district, the
team made a courtesy call to the DEM’s office, conducted interviews with the DEM, DOPE, and
CPEA, and then visited the schools.

Data were analyzed in two phases. The first stage was descriptive data generated from entering data
using SPSS software. This generated mean ages, years of service, and qualifications. In the second
phase, qualitative data from interviews and document reviews was synthesized to generate patterns
and themes.
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1.5

LIMITATIONS OF THE EVALUATION

There were a number of factors that limited the evaluation:

1.5.1

1.5.2

1.5.3

1.5.4

Timing

For both MBTL and LAC, the study was conducted years after their implementation
process was concluded. Some of the participants were finding problems to remember
issues, especially for LAC. It is possible that some of the data might not be accurate.
There was no way to verify if they really carried out the practices they mentioned.

A relatively short time given to conduct the study and coincided with a time when the
country was experiencing fuel shortages

Reform Approach

Unlike the MBTL and LAC programs, BLP/M was couched under a larger district wide
holistic school reform program and so may have some aspects from which it may drew
advantages. For instance, the PSSP: SFP provided grant money for school development
such as school libraries and established Mobilization Corps of Malawi (MCMs) to manage
them and initiate reading, math and other school and community level clubs. MCMs also
supported teachers in classroom instruction and creating TALULAR, established income
generating activities (IGAs), vocational skills, and play parks. At the community level,
MCMs participated in community sensitization through Theatre for Development (TFD),
and involvement in Orphans and Vulnerable Children (OVCs), among other volunteer
activities. BLP/M also provided grant money for school development activities and
included a strong community mobilization and sensitization campaign that brought on
board partners traditionally left out of the education sphere. It is likely these initiatives
disproportionately benefited BLP/M.

Data Sources

There was only one summary document for LAC and the participants in the study,
including the resource person for the program were unsure of some issues.

No instructional materials from LAC were available for review except the Initial Letter
Chart reproduced in a report.

For both MBTL and LAC, the contact persons referred to do not have useful
information to help in estimating costs- they had no knowledge of the exact copies
produced, how much was spent on what, and specific resources bought.

Absence of Literacy Achievement Tests

Achievement tests in standard 5 would be useful for M BTL and LAC to help determine
whether pupils retain literacy skills they acquired in standard |. The results would
inform BLP/M if pupils will be able to retain and apply skills they are acquiring now.

A standard | assessment for BLP/M would also be informative. Although there is a built
in assessment in the PSSP: SFP, this study would draw a different sample of pupils from
the 59 cluster sample used for the assessment.

In the absence of results from tests administered outside those designed in the program,
there is no mechanism to substantiate teachers’ claims that pupils’ reading and writing
skills have improved. Similarly, the absence of such results deny a basis for triangulation
for the results from the PSSP: SFP’s own assessments

A-3



2. RESULTS OF THE STUDY

2.1 INTRODUCTION

This chapter presents the findings of the study. The chapter opens with a presentation of findings
pertaining to key features of the programs, their impact on teaching and learning, benefits of each
program, complementing PCAR, community participation, and continuing best practices.

2.2 KEY PROGRAM FEATURES

All three programs advocated teaching literacy in children’s mother tongue, using lived experiences,
learner centered approaches and the use of teaching and learning materials. This section discusses
the key features of each of the programs including the goals and objectives, theoretical
underpinnings, training, instructional/program resources and materials (See Table I).

A-4



Table I: Summary of Program Information

Prog. Literacy Framework and Overall Program Goals Key Strategies Support Impact on Teaching
Features Mechanisms /Learning
BLP! Balanced approach to literacy Read short familiar passages Teacher Read Aloud Z0C e Renewed passion for
instruction fluently Teacher Think Aloud MTTT schooling
Story Star AC e Learn to read fluently
Focus on the essential Write simple sentences and Character map PSSP: SFP staff and
components of reading and stories Creating Class Books Cluster leaders write accurately
writing Theme Web TCC e Leadership skills
Develop a love of reading and Interactive Writing Community e Community
Thematically based lessons that writing Collecting Environmental MCM participation
integrate Chichewa Songs Stories Print o Increased resources
and Pupils’ life experiences Class Trips o High learner
. . engagement
Built in formative assessment o
e Learner creativity
High community involvement * Mulciple ?pportunltles
. . for teaching and
through literacy fairs . S S
integrating literacy
MBTL o Balanced approach to literacy e Understand the writing system e One sentence a day ¢ Molteno team e Good handwriting

e Print rich environment

e Mother tongue

o Language Experience Approach
¢ Continuous assessment

e Learner centeredness

e Curriculum integration

e Individual and peer interaction
o Talking walls

e Class library

e Teaching corner

e School Notice Board

® Move from hearing or saying
to reading and writing a

sentence

¢ Write stories at least three
sentences long

o Reading class readers fluently

 Building up words using prefixes
and suffixes

e Arrange words alphabetically

¢ Have a vocabulary of at least

250

words

Word making Headteacher
Conversation on familiar o [nfant section

themes heads
Ten minute activity slots e Zonal support
team

e Learn to read fluently
and write accurately

o Leadership skills

e Community
participation

e Improved learning in
other subjects

o High learner
engagement

o Teacher collegiality

e Improved pupils’
reading skills

' All information on BLP/M was taken from the BLP/M Teacher’s guide developed by Nancy Clair (2007) pages 6-7 and 17-23.
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Prog. Literacy Framework and Overall Program Goals Key Strategies Support Impact on Teaching
Features Mechanisms /Learning
LAC e Using mother tongue to e Equip teachers with learner e Initial Letter Chart e Project team e Learn to read and

acquire literacy

Reading Through Writing
Learner centeredness
Double shift system
Teaching corners

60 learners per class

activating methods

Facilitate the learning process
by engaging learners in
meaningful context from
learners lived experiences
Increase level of effectiveness
of Chiyao and Chitumbuka
orthographies

e Phonics-parts to
whole

e Sound- letter
correspondence

e Classroom rituals

e Group work

o Headteacher

write

o Leadership skills

e Developed a reading
culture among pupils

e Improved learners’
reading skills

o High learner
engagement

o Rekindled interest for
schooling

e Created a child
friendly environment

e Brought learners’
mother tongue
orthography
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2.2.1 Beginning Literacy Program of Malawi (BLP/M)
Description of BLPIM

Based on the notion that what learners can say can be written and what can be written can be read,
BLP/M teaches literacy in Chichewa using thematically based songs and stories2. The songs are
written on posters while the stories are read from Big Books. The framework adopted in the
program is a balanced approach to teaching literacy instruction that builds on learners’ lived
experiences, and focuses on the essential components of reading and writing. For reading, these
components include: print concepts, phonological awareness, vocabulary, comprehension, and
fluency. For writing, they include: writing concepts, the writing process, and grammar and mechanical
conventions (Clair, 2007. pp. 3; Burns, et.al, 1999). To complement these components the program
also engages the whole village by involving parents and communities in learning activities to support
their children’s literacy development. A literacy fair displaying teacher and pupils’ work is organized
at the end of each term for the community. A monthly formative assessment is conducted to assess
learners’ reading and writing skills. The United States Agency for International Development
supported (USAID) this program and was piloted in all 226 schools in Dowa with Dedza as a control
district.

A total of |5 strategies are used in teaching BLPM. Nine of those strategies are key; that is, they are
research based and focus on the essential components of reading and writing. All strategies are
repeated throughout the BLP/M so that teachers have the opportunity to master and deliver them
effectively. For pupils, the repeated teachings ensure multiple exposure to help them internalization
the strategies to develop for automaticity of their application in reading and learning.

Categorized loosely, there are strategies that deal with reading, those teaching writing, while some
promote learning of vocabulary, comprehension, and learner interaction3. For example, the Teacher
Read Aloud models fluent reading and helps readers develop comprehension and critical thinking
skills. On the other hand, the Think alouds help pupils develop metacognitive skills while the Story
Star supports reading comprehension and helps pupils learn the elements of a story. The Character
map supports reading comprehension through analysis of thoughts, feelings, and actions. The Theme
web also supports reading comprehension and preparation for writing by activating and building
pupils’ background knowledge. Creating a class book assists pupils in understanding print concepts
and the proper way to handle books, while interactive writing activities foster writing skills such as
writing concepts, the writing process, and some grammar and mechanical conventions. Games like
Bingo, Line up game, bottle cap letters, Scavenger hunt, and collecting environmental print help
pupils build and expand vocabulary, practice phonological awareness, letter-sound correspondence,
and letter recognition. Showing appreciation also develops pupils’ oral skills and particularly builds
respect for other’s work. Finally, although all these strategies promote learner interaction, the
Think-pair-share, going on a class trip, the various games, and interactive writing actively engage
pupils in the learning process. Nonetheless, these strategies cannot really be separated and
demarcated as addressing one component of literacy but rather complementary to each other to
enhance the acquisition and retention of the processes of reading, writing, speaking, listening,
visualizing, and drawing. The strategies are taught in one hour long lessons.

2 Based on the PSSP:SFP Annual Report of January-December 2007 and the teacher’s guide developed by
Nancy Clair (2007)
3 BLPM Teacher’s Guide pages 13-28.
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Training

The training was a two-part process. The first part was organized around six cycles each covering a
different thematic issue: introduction to literacy and literacy strategies, management of large classes,
teacher code of ethics, supervision, numeracy, reflective teaching, continuous assessment,
community mobilization, data management, and Teacher Conferences. A Training of Trainers
comprising |13 Zonal Coordinators (ZOCs), 3 teachers, 3 tutors, 2 Mobile Teacher Training Troupes
(MTTTs), | MANEB staff, | Domasi College of Education (DCE) staff and MoE representatives at
headquarters, division, and district levels.

The second component of the training, focused on BLP/M training. Three separate trainings were
conducted prior to the beginning of each term. A BLP/M Training of Trainers (TOT) was conducted
before a roll out training of headteachers, ZOCs, BLP/M Trainers, Assistant Coordinators (ACs),
and standard | teachers was done. BLP/M secretariat produced three TOT manuals to guide
teachers during rollout training* and serve as reference materials. Thus these beneficiaries played a
duo role: first as trainees in which they learned about the different literacy strategies for the first
time, and then turn around and train others on the same.

The three TOTs followed a developmental approach. For example, Term | training focused on Song
Posters, teacher Read aloud through BLP/M Big Books, and creating TALULAR. In Term 2 training,
participants practiced using the Song Posters and Big Books and then focused on the Story Star,
Class Map and Creating Class Big Books. In Term 3, the emphasis was on interactive writing such as
writing a letter to the community inviting them to the literacy fair and writing based on a Theme
Web.

Activities throughout the training included lesson demonstrations, strategy explanations, and guided
practice in applying the strategies just learned. Teachers received a guide that contained unit and
lesson plans, Big Books and Song Posters on which the guide was based and other materials for the
upcoming term. Pupils received pencils and exercise books.

Support Mechanism

An expanded support base was established for frequent monitoring and supervision. PSSP: SFP
project staff, BLP/M troopers, ACs, district education office staff (DEM, CPEA and sometimes the
PEA), and headteachers monitored and supervised teachers. As part of the strong community
mobilization campaign, the Village Development Committee (VDC), chiefs, and other
community members also monitored teaching and learning in some of the schools.

Besides existing structures, BLP/M established new ones to provide and oversee professional
development for improving classroom practice. Teams of Teacher Conference Committee (TCCs)
and Mobile Teacher Training Troupes (MTTT) coordinated the exercise supported by ZOCs and
ACs. MTTTs comprised retired subject specialists who spent up to one week at a school observing
classes, providing feedback, and demonstrating best practices. Drawn from each school, TCC
managed conferences at school level. TCC activities included:

* Nancy Clair developed three BLP/M Training of Trainers Facilitator’s Guide for all three terms Each guide
contained what strategies to focus on, number of training days, and step by step procedures for conducting the
roll out training for teachers and other beneficiaries.
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visiting schooling

identifying and selecting challenging areas

identifying and organizing expert teachers in topics
demonstrating best practices

holding conferences for teachers to share experiences
providing feedback to teachers

Midway through each term, headteachers, standard | teachers, PEAs, ACs, and BLP Troopers
conducted review meetings to share experiences, check on the progress of the program, and
trouble shoot any problems encountered.

Reference and Instructional Materials

A number of BLP/M materials were provided to support the teaching of the |5 literacy strategies for
all three terms. Reference materials included modules and teacher guides while instructional
materials were Song Posters, Big Books, alphabet charts, and graphic organizers (See Table 2).

Table 2: Instructional Materials to Support Application of BLP/M Literacy Strategies

TERM ONE TERM TWO TERM THREE
I. Kam’dothi Thawa I. Mponda wa ku Mponela I. Tsiku Lobzala Mitengo
Mvula 2. Ine ndi Anzanga 2. Sitolo La Mayi Mataya
2. M’tsikana wa Dengu 3. Kukaona Anthu Kumudzi 3. Mbiri ya Dziko Lathu
BIG Lowuluka 4. Wadzilodza Wekha 4. Mbiri ya Vera Chirwa
BOOKS 3. Kalulu Akana Kukumba 5. Mbiri ya Rose Chibambo
nawo Chitsime 6. Mbiri ya Masauko
4. Mada Woyiwalayiwala Chipembere
5. Moto Kumudzi 7. Mbiri ya William
Kamkwamba
I. Galasi N’landani |. Msewu Siwako I. Timapanga Nsapato
2. Ine Ndine Mwana 2. Birimankhwe 2. Fulu Chigoba pa Msana
3. Joni Mwana wa 3. Kachiwala Kam’dambo 3. Ntchito ya Udotolo
Chipongwe 4. Ena Saadya Therere 4. Zivute Zitani
4. Kachule Kam’dambo 5.Lafika Dzinja 5. Anthu Aku Malawi
5. Kodi Mnyumba Mwasesa? | 6. Kangaude Wapanga Ngozi
6. Kodi Nonse Mwasamba 7. Kutola Mtedza
SONG 7. Kusukulu Nkwabwino 8. Madzi Ndiwo
POSTERS | 8. Kwiyokwiyo Mankhwala
9. Moni Alesi 9. Pokwera Njinga
[0. Mwana Joni Walira
I'l. Mwezi Uwale
12. Zowola Zoipa
3. Pa Mchenga
[4. Tambala Walira
Kokoliliko
I5. Tosapano Tatha
Kuphunzira
16. Pakhomo Pamunthu
Pafunika Ziti
POEM I. Mzanga Shawa |. Dziko Lalira
POSTERS 2. Mlesi
3. Nyimbo ya Fuko Lathu
Graphic 1. Story star ( Nyenyezi ya Mtambasula Nkhani)
Organizers | 2. Character map (Kalondolondo wa Atengambali)
3. Theme Web (Kangaude wa Mfundo)
4. Alphabet Chart
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2.2.2 Malawi Breakthrough to Literacy (MBTL) Program
Description of MBTL

The MBTL program adopted the Language Experience Approach (LEA) by engaging learners in their
lived experiences and oral skills they bring from home to teach literacy5. The overall objective of
the program ensured that children learn to read fluently and write easily and accurately in their own
mother tongue. Specifically, MBTL helped children understand the writing system, move from
hearing or saying to reading and writing a sentence, reading class readers fluently, and building a
vocabulary of at least 250 wordsé. Breaking through to literacy was organized around three stages:
prereading skills, core vocabulary, and independent reading. A built in assessment was done at the
end of each stage. The LEA was based on Conversation Posters whereby a teacher initiated class
discussion through a question and answer session. Another feature was the hands-on activity of
constructing one sentence a day using word and letter cards from the Sentence Maker and arranging
them on a Sentence Holder or copying them in their story books. Pupils were drilled in the whole
word rather than syllables. Other strategies were “Look and Say, phonics instruction and the use of
corners-a teaching/sharing corner, a reading corner, and a work station. Talking walls were used to
display learner’ and teachers’ work (items, print, and other artifacts from the environment) to
enrich, stimulate, and expand learners’ literacy skills. The Department for International Development
(DFID) supported MBTL. It was piloted in all 135 Ntchisi schools, 16 Zomba Urban and two
additional schools, with Dowa and Blantyre Urban as control districts.

Training

MBTL was based on a similar program piloted in neighboring country of Zambia. Materials were
therefore translated into Chichewa before training commenced. A team of South African staff from
the Molteno project conducted the training for standard | teachers, head teachers, heads of infant
sections, support team members at zonal level, tutors, PEAs, SEMAs and the MBTL team members’.
Training was done according to the three stages but teachers implemented each stage before
attending training for other stages. The program began with a study tour to Zambia to learn the
implementation process. A secretariat was then set up at MIE and a Coordinator appointed.
Orientation of MoE officials and sensitization of school heads, teachers, and community members
followed. In addition, MBTL provided bicycles to zonal support teams to ease transport problems
during monitoring of the program and bring supervisory and support services closer to teachers.

Support Mechanism

Headteachers and heads of infant sections monitored and supervised at the school level while a 5
member zonal support team comprising the PEA, the AC, and three standard | teachers provided
similar support for the zone. Each team was provided with 4 bicycles (PEAs are already provided
with motorcycles). Besides the district office providing fuel and allowances for monitoring, it also
demanded PEAs to produce progress reports about the programs8. The Molteno team members also
formed part of the supporting staff but were unable to continue the service upon expiration of their
contracts. The teams observed lessons and provided feedback for improving classroom application
of the strategies learned.

Reference and Instructional Materials

A kit was produced containing resources and materials (see Table 3 below) to support the teaching
and learning of literacy. The kit included a teacher’s guide containing lessons, specific methods and
activities to follow, and resources to facilitate learning. A Sentence Maker containing pockets that

* Proposal to the Ministry of Education Malawi: Implementation of the Breakthrough to Literacy (2004).
¢ Taken from the Teacher’s Guide used during the pilot phase of the MBTL.
7 As described in the Internal Evaluation of the Malawi Breakthrough to literacy (MBTL Pilot Study.

8 As reported in the Evaluation of the Malawi Breakthrough to Literacy Programme by Frank Sampa.
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held word cards was included. Each class received up to eight Sentence Makers for use in groups and
the teacher kept a separate set with larger word cards. The Sentence Maker along with its word
cards was used in tandem with the Sentence Holder on which to hold sentences made each day.
Another resource was the Phonic Flip Chart that contained 51 Phonic Posters and |12 activities for
facilitating pre-reading activities. In addition, each child received a Learners’ Activity Book (LAB) and
a storybook (where they drew a picture from a Conversation Poster and then wrote a sentence
describing it), a pencil, sharpener, and a rubber. Other resources included a set of 4 Conversation
Posters to initiate discussion, two small chalkboards, and classroom furniture (2 tables and 4
benches per group (I5 pupils) per class.

Table 3: Instructional Materials to Support MBTL

Teachers’ guide

Teacher’s sentence holders
Group sentence makers

Learners’ sentence holders

A set of 4 Conversation posters
Phonic flip chart

Word cards

Learners’ Activity Books (LAB)
Readers (| set of 10 readers)
Group slate (2 small chalk boards)

2.2.3 Literacy Across the Curriculum (LAC) Program
Description of LAC

LAC program adopted the “Reading Through Writing” (RTW) approach to the teaching of literacy.
The RTW approach is grounded on the premise that reading and writing are the same cognitive
processes®- both use language- in that where as reading is using language to decode meaning, writing
is thought encrypted in language. Emerging from this conceptualization, the RTW approach
embraces the phonics method of teaching reading based on the premise that a word is segregated
into its parts i.e. syllables first. LAC used a skills-based approach by teaching the parts to the whole-
letters and syllables before teaching the whole word. Children first learn literacy in their home
language and were expected to transfer the skills when learning other languages. Learner
centeredness and recognition of children’s eagerness to learning were additional features of the LAC
program. The program purported to facilitate the learning process by engaging learners in meaningful
context from their lived experiences, equip teachers with learner activating methods, and increase
level of effectiveness of Chiyao and Chitumbuka orthographies. The program was piloted in three
different languages- Chichewa, ChiTumbuka and Chiyao and three districts Mangochi, Rumphi, and
Ntcheu, respectively. The German Technical Foundation (GTZ) provided funding for the program.

Strategies in teaching literacy included teaching the Initial Letter Chart (ILC)- an equivalent of a
mother tongue alphabet that associated initial letter sounds with pictures of objects to promote
sound-letter relations (spoken and written language correspondence), using classroom rituals, a
corner system, and variations of group work. In terms of organization, a class size not exceeding 120
pupils was mandatory in order to make the program work effectively. Classes were split into a
“double shift”!? system and classrooms organized into four corners namely the Teaching corner,

’ Taken from A report of LAC- A Study piloting children’s first language and learner centered teaching
methods in standard one classes (2005)

' For the LAC program, double shift meant splitting a class into two groups of 60 learners each with one
group (Group |) learning literacy for | hour starting from 7:30. During the next hour, Group |l stayed for
another hour for their literacy lesson while Group | moved to do independent tasks
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Reading Corner, Writing Corner, and Numeracy Corner. Each group was subdivided into 4 groups
of 15 pupils to facilitate learning. The one hour literacy class was organized into 10 minutes of
instruction at the teaching corner, and the other 30 minutes spent rotating in the three corners. To
conclude the session, the teacher brought the whole class together at the teaching corner to
consolidate and evaluate the lesson.

Training and Support Mechanism

LAC program involved a small number of stakeholders: a six member team of local specialists from
MIE and TTC, a German specialist for RTW, and piloted in six schools only. PEAs, headteachers and
two teachers from each of the six schools were trained. Some of the key staff at the district
education office (DEM and DOPE) were left out- like in Rumphi district. Teachers attended a five
day initial training at MIE and thereafter returned for two more trainings before each term opened.
One extra teacher from each of the selected schools was invited for training to serve as a
“backstopper” that replaced the teacher when not available and to provide support with lesson
planning. The Center for Language Studies (CLS) translated materials into ChiYao and ChiTumbuka
based on the existing curricular and resources. Each term, two supervisory visits were made to the
schools.

Teaching and Learning Materials

A LAC program kit included ILC chart, letter cards, memory and domino games, sack for storing
materials, and plastic containers for number values!'. Other materials were for preparing teaching
aids such as paper plates, cardboard, wooden pegs, paper clips, wooden dice, a 5 meter string, wall
hangers, and envelopes. In addition, pupils received an exercise book, a pencil, a plastic slate, a
rubber, and a sharpener.

Table 4: Instructional Materials to Support LAC

Initial letter Chart

Letter cards

Memory and Domino games

A sack

Laminated pictures of letters of the alphabet in all
three languages

3 small hangers

I big Wall hanger

Envelopes

50 paper clips

25 paper plates

15 Plastic containers

6 wooden dice

60 exercise books

60 sets of plastic slate, | rubber, a sharpener, and
a pencil

"' Taken from A report of LAC- A Study piloting children’s first language and learner centered teaching
methods in standard one classes (2005)
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2.3 CONCLUSION

The program description has shown that there were similarities in that all three programs advocated
using pupils’ mother tongue in the teaching of literacy, basing learning on pupils’ lived experiences,
and incorporating peer interaction. Each program produced a set of references and instructional
materials to support the teaching of literacy. However, there were major differences in the
materials, literacy activities, and provision of support mechanism. While participating teachers and
other staff were trained in all three programs, LAC had the fewest teachers and support team
trained as well as the least number of schools (6) piloted, yet it was the only program to teaching
literacy in three different mother tongue languages. Of the three programs, LAC contained the most
number of game activities, and taught from part to whole approach, while both MBTL and BLP/M
adopted the whole language approach. Although the latter two programs adopted a whole district
wide pilot program, only BLP/M established new structures to expand the support base. In addition,
by far, BLP/M contained the largest provision of instructional materials in form of Big Books, Song
Posters, and well detailed unit and lesson plans compared to one set of 10 readers in MBTL and
none in LAC. Although MBTL provided bicycles to ease transportation for supervision, BLP/M
achieved this through new structures. Finally, BLP/M generated the most community engagement
with schooling activities because of its focus on community mobilization campaign.

2.4 IMPACT OF PROGRAMS

Arguably the most critical purpose of piloting a program is to investigate the impact (or lack thereof)
to inform decisions about their full scale implementation. In general, all three literacy programs were
described to demonstrate a positive impact on learners, teachers, and the community. The programs
influenced teachers’ practice in the classroom as well as their students’ learning. Overall, study
participants (headteachers, teachers, and district office staff) mentioned a number of ways in which
the programs influenced the teaching and learning process. The teaching process is separated from
the learning process. There were more ways mentioned for influencing learning than for teaching. In
itself this demonstrates teachers’ increased levels of awareness on the pupils’ learning and reflection
on their own teaching practice.

2.4.1 Impact of Program on Teaching

Overall, there were no major differences among responses in terms of the impact of the programs.
Participants in all three programs reported that the program had influenced the way they conducted
lessons; encouraged them to be resourceful, develop, and use materials to support teaching and
learning; and use learner centered approaches. For example, teachers in the LAC program felt that
the many games that were a large component of the program influenced how they perceived the
value and role of games during instruction. In addition, the LAC teachers revealed that the program
influenced their teaching by introducing new ways of teaching such as picture walk and discussion as
introductory activities to reading, as well as making teaching easy:

For teachers in MBTL, the

experience with the program
assisted them in managing PCAR
because they were familiar with

I was influenced in that teaching became easy and joyous because
learners could easily grasp the skills and knowledge (Waliro)

the learner centered approaches.
A small proportion (15%) of BLP/M headteachers mentioned that the program influenced assessment
of teaching because of the inbuilt formative assessment since teachers were able to teach while
simultaneously assessing learning. In addition, teachers more than headteachers in the BLP/M, felt
that the program encouraged the use of effective literacy strategies in other classes and content
areas as exemplified in the textbox below:
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BLP methodologies are used in higher classes. The character map, theme web were used in
English as well as other content areas like environmental topics in classes other than
standard [ (Lufe and Kamphenga schools)

ZOCGs in the BLP/M also mentioned that the program enhanced teachers’ commitment to their
career, development of teacher efficacy and encouraged the use of effective strategies such as
learner centered methods, grouping slow and fast learners to learn from each other, and literacy
strategies. Most of all, ZOCS regarded BLP/M to have expanded teachers’ knowledge and skills for
both academic/content and pedagogical base. The six cycle trainings provided teachers with a
repertoire of skills to improve classroom practice, manage and actively engage pupils, design and
develop a variety of teaching aids, and conduct professional development activities both at school
and cluster levels.

District office staff, teachers, and headteachers in the other programs similarly mentioned the use of
teaching materials, learner centered methodologies, and implementation of effective teaching
strategies. Other influences shared by teachers in all three programs involved promoting learning
how to read and write and included: using children’s home experiences; talking walls; teaching
corner; and creativity of using pictures and telling stories during instruction.

2.4.2 Impact on the Learning process

Teachers in MBTL explained that the program affected learning among their pupils:
e Renewed interest and passion for learning. Teachers found BLP/M to rejuvenate motivation,
interest, and a liking to learning.
e BLP/M was also mentioned to influence interaction among learners and between learners
and teachers. Teachers have found the learner centered approaches as greatly improving
the learning process.

In addition, BLP/M teachers reported that the program helped children make connections between
school and home life experiences because they required them to ask their parents or family
members about topics, songs, stories, and other issues which the teachers use on the following day.
For example, the teacher at Mponela | started her lesson on roles of family members and teaching
Kodi Mnyumba Mwasesa Song Poster by asking pupils to share what their parents and family told
them about the different family members and chores they are expected to perform. The lesson plans
in the teacher guide encourages teachers to ask pupil’s to ask parents information!2.

Participants in schools implementing MBTL similarly observed that the program influenced learning
among pupils by increasing interaction among learners through group work. Other ways included:
e Accelerated pupils’ acquisition of reading skills
e Developed independent learning as shown when pupils take books from the class library
on their own.
e MBTL had transformed learning into fun because of the games, story telling, and other
creative activities. Learners learn while they play.
e Accelerated learning of literacy because of use of materials, improved handwriting, and
learning to read and write through drawing.

12 Teacher Guide Term 2
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On the other hand, participants in schools implementing the LAC program mentioned:

e Drawing and use of pictures

e Use of the language learners understand as influencing learning among pupils-- use of the
children’s language of play improved learning by creating a conducive environment where
pupils were able to understand the content because they were taught in their mother
tongue language, unlike the foreign language used prior to LAC.

e Increase in interest to learn -encouraged to come to school to learn because of the
interesting methods which teachers were using such as games (dominos, bawo, snakes and
ladders), story telling, and group activities which made them creative, active, and concentrate

more in class.

e Use of symbols on the alphabet chart coupled with question and answer sessions motivated
pupils while simultaneously enriching pupils’ understanding of concepts.

2.5 COMPLEMENTING PCAR

One of the objectives of BLP/M is to build on and supplement the PCAR curriculum. Realization of
this objective necessitates a deliberate planning and configuration of themes, learning experiences,
and teaching methodologies that align well with PCAR. Toward this end, PSSP: SFP developed a set
of themes, lessons, and resources and materials to support the integration of BLP/M and PCAR.
Although both MBTL and LAC were implemented before the curriculum reform, the teachers
generally felt PCAR built on their programs. This section summarizes the results from participants
on their assessment of how well the literacy programs in their schools complement the PCAR as

shown in Figure | below.

Figure |I: How Programs Complemented PCAR

Complementing PCAR

Number of Times Mentioned

N :|_|:I:|
0] T
BLP/M MBTL LAC

Literacay Program

B8 Emphasize group work,
pair work

B Emphasize
learning/teaching
corners

O Whole word approach

O Encourage use of
TALULAR

B Use of pictures

B Songs, folktales, stories

B Teaching children to
read and write as early
as possible

O Foundation to PCAR




Overall, teachers in all three programs revealed that the literacy programs they were implementing
in their schools supplemented PCAR. It was evident from the data that teaching methodologies
more than content in all three programs complemented PCAR. A sizeable proportion (43 percent)
of teachers in all three programs felt that both the literacy programs and PCAR emphasize learner
centered approaches. A smaller proportion (18 %) of the teachers from all three programs found
both PCAR and their literacy programs adopt the whole word approach to teaching literacy to
young children, while slightly fewer (14 %) mentioned their literacy program was a foundation to
PCAR. Additional ways included encouraging use of instructional materials, Outcome Based
Education, emphasizing teaching children literacy at an early stage, pronunciation, and continuous
assessment.

When compared by program, BLP/M teachers mentioned more ways in which PCAR complements
their program than did teachers in MBTL and LAC:

PCAR is implementing our literacy program in the way it is tackling issues such as
letter sound pronunciation, only that instead of telling pupils to sound each letter
separately, pupils are told to sound the whole word

Teachers in the BLP/M program also regarded the built-in assessment and learner centered
methodologies as components that complemented PCAR.

Despite this connection, teachers in all three programs mentioned a number of differences and
limitations of PCAR in complementing the literacy programs. PCAR was largely faulted on its heavy
content, too many activities for the teacher and pupils, learners given or told what to do, and
activities that do not correspond to learners’ abilities and needs. The table below summarizes these
observations:

Table 5: Teacher Perceptions of Limitations of PCAR

e Word search, story star and other literacy programs are not included in
PCAR

e Difficult words and long words given to pupils

e Sentences written for pupils but in MBTL pupils make sentences by
themselves

e More work given for short time

e Start with giving standard | child a sentence instead of smaller unit of work
but in LAC we start with the ILC

e Does not really emphasize on materials, neither does it provide but requires

teachers to make their own

Too involving for teachers and too much paper work

Spends too much time on non academic activities like singing, dancing

Does not do follow up to see successes and downfalls of their program

Too much and too advanced work compared to level of children

Again, teachers in all the three programs suggested using literacy to teach standard | pupils’ content
of social skills and other subjects. Rather than pupils spending an entire school term getting
acquainted with school life and its process, this could be the content on which to forge the teaching
of literacy.

Generally, the programs, and more especially BLP/M, were found to support National Education
Sector Plan (NESP). One of the NESP priorities under the primary education subsector is to
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“improve teaching inputs to facilitate more effective learning and to increase learning achievement,
including supply of books and other teaching-learning materials” (p. 16). PSSP: SFP provided teaching
and learning materials both for teachers and learners as well as established libraries. In addition, the
community sensitization and mobilization that resulted into increased parent and community
engagement with schooling activities is in line with NESP priority to address poor participation of
SMCs and communities in schooling activities. BLP/M therefore benefited greatly from these wider
initiatives while both MBTL and LAC did not have the same advantage of being positioned in a similar
case. Finally, BLP/M has instituted a strong support mechanism at the local base for monitoring and
supervision of teaching and learning in schools. Again, this corresponds to NESP priorities, including
decentralization of education services.

2.6 COMMUNITY PARTICIPATION

One of the key strategic objectives of PSSP: SFP was strong parental and community involvement
with the program. There were expectations of high levels of parental engagement with schooling
activities. Because of this, BLP/M developers created a strong community component in their
program.

Overall, study participants noted that the sensitization and mobilization campaigns generated greater
community engagement in attending school activities, strengthening home support for school, and
monitoring teacher and pupil performance. Teachers in all three programs most frequently
mentioned contribution of teaching and learning materials, encouraging children to come to school
regularly and on time, and monitoring performance as indicators of increased parental and
community participation. Figure 2 below indicates the number of times activities were interpreted as
community participation.

Figure 2: Best Practices of Community Engagement by Literacy program
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Specifically for BLP/M, greater community engagement was observed in increased home support for
schooling, provision of materials, attending literacy fairs (as part of the BLP/M), contributing towards
School Incentive Package (SIP), and visiting schools. During the evaluation, the ZOC and members of
the Village Development Committee (VDC) visited Chikankha School to monitor lessons and check
learners’ performance. Again, these are benefits of the wider PSSP: SFP initiative.

For MBTL, community’s expectations included: developing strong school policies that ensured
sustainability of the program in a particular school, provision of learning materials for pupils,
encouraging regular attendance, ensuring favorable school conditions especially for girls, assisting
pupils to read at home, attending parents and open days, visiting schools, and viewing school notice
board. Parents weaved mats and donated them for use at reading corners, visited schools to observe
and monitor lessons, including teacher and children’s work and performance. In the case of LAC, the
roles of the community were to provide support in form of provision of learning materials,
encourage attendance, and share stories and songs.

2.7 CONTINUING BEST PRACTICES

The pilot phases of each of the programs were meant to provide useful feedback in the
implementation process of the program when adopted. Plans and strategies need to be put in place
to continue the programs beyond the piloting phase.

2.7.1 Sustainability Structures Put in Place by Program

Of the three programs, only BLP/M contained well established structures for sustainability. The most
notable structure in place was the orientation and training of standard 2 teachers in the district to
continue the program as standard | pupils enter second grade. BLP/M remains on the timetable as a
subject to be taught in the whole district. The holistic nature of the PSSP: SFP has allowed for an
expanded list of beneficiaries of the initiative which in turn serve as stakeholders in sustaining the
program. Trainers were local staff and possess capacity to continue the program. Others included
the school, cluster, zonal, and district level structures and capacity to support the program. BLP/M
provides Big books, Song Posters, and ready made lesson and unit plans that serve as models for
reproducing more copies. A literacy conference for disseminating findings was organized to provide
a platform for disseminating results of the evaluation as a component of sustainability efforts.

In the case of MBTL, the restrictions of copyright issues limit its sustainability. Although schools have
the materials, they are not allowed to use them. Another problem with sustaining MBTL is the high
costs of provision furniture for every classroom, bicycles to monitors, computers and other
materials, and trainings that were conducted far from schools.

For LAC, there are challenges of producing training and instructional materials in the various
languages across the country. The available materials in the three languages were seen as models for
continuity but there was no evidence in the schools that teachers were using them in the standard |
classes or indeed any other class they were presently teaching.

Overall, however, all three programs have created a community of educators that has begun to use a
common discourse for literacy, learning, and schooling. In itself it should contribute toward capacity
and structure for continuing the efforts. Teachers and stakeholders who participated in the
programs should be involved with development of materials, training activities, and monitoring and
supervision.

2.7.2 Stakeholders’ Recommendations

Besides sustainability structures described above, a number of stakeholders across all three
programs shared several guidelines for continuing the programs as shown in the Table 6 below.
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Table 6: Stakeholders’ Guidelines to Continue Best Practices once the project leave

Guidelines to Continue Best Practices for Beneficiaries

e Support teachers to continue using the programs well past their pilot phase —teachers
are best placed to make these classroom level decisions since they would have
interacted with materials, methodologies, learners etc

e Use existing structures and capacity to continue the programs- school based insets, and
those at zone and cluster level are well established as well as teacher practitioners and
ACs who participated in these programs. At the district office, zonal teams, DEM,
CPEA, DOPE and college tutors have all been trained. These could be used to orient,
train, and monitor and supervise teachers and other stakeholders, including the MoE
personnel, as TOT team. Materials have already been developed and would need
replenishing now and then.

e The improved school and community relationship is a great opportunity to sustain
engagement of parents and communities for participation in literacy fairs, provision of
teaching and learning materials, encouraging children to go to school and send them on
time.

e Integrating literacy strategies across grades and the curriculum

e Training of standard 2 teachers or simply allow standard | teachers to move with their
students through the grades, especially the infant and junior grades.

e Introduce early literacy instruction methodologies in preservice and inservice teacher
education so that all teachers upon completion, possess the skills and knowledge for
their classes.

e Plan literacy conference to share the results of the study.

e Before national roll out, teachers from neighboring districts/schools could visit the
schools and learn —watch demonstrations of lessons, development and use of various
instructional materials, community engagement etc. Alternate visits would involve the
implementing school/district to go and see how it is being done.

e Maintain the support mechanism at district level — DOPE could also double as desk
officer for literacy since without support, any program would not progress well

e Continue teaching BLP/M lessons

e Empowerment and capacity building has trickled down even to class teachers so that
they can identify a problem, produce training materials on different topics, and facilitate
training.

2.8 CONCLUSION

This chapter described the three literacy programs: BLP/M, MBTL, and LAC. The major findings have
revealed that there were similarities as well as differences among the programs.

All three programs positively impacted on teaching by encouraging teachers to use effective literacy
methods, engage learners in peer interaction, conduct assessment, and use new ways of teaching.
Among learners, the impact included rekindling interest with schooling, developing reading and
writing skills, transforming learning into fun, and enriching understanding of concepts.

All three programs were also judged to complement PCAR because they served as foundation for
managing PCAR, emphasized learner centered approaches, the use of corners, and adopted the
whole word approach. The programs also improved school and community relationships by engaging
parents in providing teaching and learning materials, monitoring and supervision of learning and
performance, and contributing to the SIP.
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In terms of mechanisms for sustainability, all three programs have created a community of educators
with a common discourse about literacy and learning. Additional guidelines for sustainability included
using existing structures, introduction of literacy courses at pre and inservice education, and
maintaining the subjects on the timetable. However, only BLP/M has well planned mechanisms for
continuing the program by training standard 2 teachers, expanding support by using existing
structures and creating new ones, and planning literacy conferences. While limitations of costs and
copyright restrictions discourage continuing MBTL, for LAC it was the target of multiple languages
and involvement of few stakeholders. The next chapter presents a brief interpretation of results and
conclusions.

3. INTERPRETATION OF RESULTS AND CONCLUSIONS

3.1 INTRODUCTION

Overall, efforts continue to be mounted to address challenges facing the education system. One such
effort has been reforms in literacy instruction. The reforms have shown that using learners’ mother
tongue, learner centered methodologies, and providing instructional materials promoted pupils’
acquisition of literacy skills. The impact on teaching and learning included encouraging use of
effective strategies, renewed passion for learning, generated commitment among teachers and
expanded community engagement with teaching and learning process, and complementing the new
curriculum. Mechanisms for sustainability included creating a community of educators with a
common understanding and language for teaching literacy, maintaining the subject on the school
timetable, training of standard 2 teachers, and introducing literacy courses in pre and inservice
training. This section interprets the findings as presented in the preceding sections.

3.2 KEY STRENGTHS AND WEAKNESSES OF THE PROGRAMS
3.2.1 Beginning Literacy Program of Malawi (BLP/M)

The greatest strength of the BLP/M lies in its empowerment and capacity building that has trickled
down to the teacher from which a host of other strengths emerge. Teachers are able to identify
problem areas, develop relevant modules, and identify expert teachers among themselves to
facilitate school and zonal based insets. The program can continue with this built in capacity.

Other strengths of BLP/M include the increased resource base for both teachers and pupils, ready
made unit and lesson plans, adoption of effective literacy strategies, involvement of key stakeholders
in the training and monitoring of the program, use of songs and stories learners are familiar with, and
embedded in a holistic school reform program that complements PCAR.

In terms of pupil learning, the strengths include development of a repertoire of skills that comprise
the essential components of reading and writing, in addition to critical thinking, communication,,
creativity, and learner participation in the learning process. Most of all, standard 2 teachers have
already been oriented to welcome the incoming learners.

These strengths notwithstanding, BLP/M areas of weakness include: insufficient materials exacerbated
by large classes, poor timing of arrival of materials, and teachers who are unwilling to try out new
methods of teaching. In addition, study participants mentioned that some of the text in the Big
Books is dense and with multisyllabic words. Nevertheless, these weaknesses pale in comparison to
the numerous strengths that it offers.
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3.2.2 Malawi Breakthrough To Literacy (MBTL)

MBTL strengths were similar to those of BLP such as training both teachers and headteachers,
complementing PCAR, using learners’ experiences and mother tongue, good school and community
relationship, and effective literacy strategies. Additional strengths included hands-on activities for
constructing sentences, word play, provision of classroom furniture and bicycles to monitors,
restrictions on class size (60), facilitating assessment, cultivated a reading culture, and promoted
teacher collegiality.

For MBTL, copyright restrictions, costs of provisions of computers, furniture, and bicycles, lack of
local office support, and incomplete training (stage 3) for the program undermined these strengths. If
language is a barrier during training, there is bound to be problems of understanding concepts being
taught which subsequently impact on how teachers will implement them in their practice. Translating
readers from backgrounds that Malawian pupils lack will also work against the success of any large
scale implementation initiatives. The lack of examples in the local language meant teachers had no
models from which to create their own phonemic awareness/phonics activities, and at most, they
would generate inaccurate examples.

3.2.3 Literacy Across the Curriculum (LAC)

The target of multiple languages in LAC strengthened the program and brought their orthography
into the school. Learners and communities who see their own language as a medium of instruction
are more likely to engage with the school and its processes, create friendly schools that promote
learning, and promote a culture of reading.

The challenges of lack of corresponding sounds/syllables in the target language (especially ChiYao),
limited training, introduction of foreign concepts, limited local support, underaged pupils, and
translation will exacerbate the usual challenges of large classes, absenteeism, and inadequate
materials rampant in Malawian primary schools.

If these programs are to be successful, these limitations need to be lessened. To have a strong
literacy program will require reinforcing these strengths as plans for scaling up are drawn. The
programs are already complementing the methodologies of the new curriculum, using learners’ own
experiences and language, with a team of trained teachers, headteachers, and support staff. Schools,
districts, and MoE should facilitate rolling out.

3.3 FACTORS AFFECTING SUCCESSFUL SCHOOL-LEVEL LITERACY
INSTRUCTION AND PROMOTION.

School level factors such as teacher capacity, teaching and learning materials, and community
involvement can affect the implementation of programs.

3.3.1 Teacher Capacity

Teacher and headteacher’ ages, qualifications, and length of service at school have implications on
implementing programs. Over half of the teachers were between 25 and 38 years old. By implication,
half of the teachers are therefore young and likely to stay in the system with only a minute
proportion (5.8%) eligible for retirement. It is also assumed that they comprise a healthy teaching
staff and reduce teacher absenteeism to improve contact hours a pupil has with a teacher.

In some schools, a number of teachers who participated in the literacy programs were absent. Thus
teachers with expertise in the new paradigms being advocated are not implementing them, in turn
pupils are not acquiring the skills and knowledge they need. Moleni and Ndalama (2004) reported
that illness, attending funerals, official duties, and low and delayed salaries contributed to high levels
of teacher absenteeism. Age also has implications on professional issues. For example, teachers who
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are older, with “old school” conceptualization of teaching in general and teaching literacy in
particular, may hold differing views from those advocated in the program. It will require a concerted
effort targeting teachers to help sensitize and encourage them to use effective strategies advocated
on a national scale.

Teacher academic qualifications also matter. Teachers with lower academic qualifications may have
inadequate cognitive background and aptitude to understand and internalize the new teachings, their
organization and management. Understanding how children learn how to read and write, and
providing quality instruction towards that end requires more than a basic cognitive and academic
skill. The concept of double shift in LAC, the extended one hour BLP/M lesson, and use of teaching
corners were all concepts that required a certain level of academic prowess. This is especially
warranted in the absence of ample time allocated for training.

More teachers in the evaluation had attained senior secondary education. This is a positive sign as
primary school pupils who have teachers that attend school longer then themselves do better.
Quality learning outcomes cannot be attained if teachers have not learned the necessary new skills
to teach effectively nor are they more educated than the pupils they teach. These new academic
levels also point to the expanded opportunities and self development for teachers to upgrade
themselves.

Understaffing was also a challenge in many schools. Pupils do not learn adequately or do not learn at
all in an overcrowded class or when there is no teacher. The available teachers, if available indeed,
may be tempted to give pupils work to keep them busy rather than well thought out lessons that
meet their instructional needs. Although the PIF, NESP, and the NSTED stipulate increased teacher
production to meet a |:60 teacher pupil ratio, this is far from being fulfilled. It will require a
manageable class size to implement the learner centered approaches, model Think Aloud strategies
and other literacy strategies. Pupils need an effective and strong foundation for literacy in their first
year of schooling to support learning throughout their education.

3.3.2 Teaching and Learning Materials

Evidence from this evaluation has demonstrated that effective teaching of literacy requires well
designed instructional resources. When schools have limited materials, teachers cannot adhere to
the recommended procedures and practices. Such a situation might create a false negative result
when in actuality the program is effective but has only been debilitated by limitations of supporting
materials. Pupils are not likely to attain the desired learning outcomes and quality of education will
be compromised.

Another finding revealed in the evaluation is that although teaching and learning materials were
provided, some teachers in BLP/M and LAC were not using them adequately to support the teaching
and learning of literacy. This tendency reflects wider school and education district tendencies
whereby stacks of books are withheld in offices for future usage while pupils go without books. In
some offices, these materials are in plain sight and sometimes offered as seats. Unpredictable
material distribution may drive teachers to such extremes. It is flawed thinking to expect pupils to be
engaged in meaningful learning experiences in the absence of materials that are designed to
accompany lessons.

Whatever the reasoning is behind not distributing learning materials, materials must be available
during instruction. In the BLP/M, materials in some of the schools were new and unused and pupils
congregated to see them, while in LAC it was materials like museums that were not used to “the full
extent”!3. For MBTL, the Sentence Maker and holder were used extensively but it was the readers
that were used less frequently. Although the results pointed to limitations of dense text and

' Taken from A report of LAC- A Study piloting children’s first language and learner centered teaching
methods in standard one classes (2005).
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multisyllabic words, the benefits of exposing pupils to texts and using them heavily compensate for
these shortcomings. To continue to teach without or with limited resources is counter to both
NESP and PSSP: SFP goals of increasing resources at school level and improving quality of learning
outcomes.

3.3.3 Community Involvement

It is well documented that our education system is plagued by inefficiencies as evidenced through
low enrollment rates and achievement, high absenteeism, repetition, and drop out rates (Chimombo
and Chonzi, 2000). The community has largely been left outside with very little to do regarding
decision making, control, and management of schooling and its processes. Professionals and
administrators manage overall schooling matters (Maclure, 1997). Understandably, parents and
communities remain unsure of what to support and participate in and reasons for doing so.
Consequently, parents and communities perceive schooling as a predominantly government matter.

The results discussed earlier demonstrated a shift in how parents and communities perceive school
and their responsibilities. By tradition, parent and community participation is largely limited to school
development projects through contributions of labor and supply of materials such as sand, water,
and molding of bricks. In addition, communities have also taken on the responsibility of maintaining
and rehabilitating school infrastructure.

What emerged in the present evaluation is that BLP/M, and to some extent MBTL, emphasized the
new roles and responsibilities that parents and communities have taken up. These roles have
transcended the usual community inputs to classroom practice. Besides developing literacy skills,
learners have renewed their interest to schooling, attended school more regularly, and became
more engaged in the learning process. These skills and practices cannot develop if parents and
community are not there to support and encourage their children. The activities reported here have
shown that when parents and communities are brought on board, they can rethink their perception
about schooling: parents and communities’ behaviors demonstrated efforts toward taking ownership
for their children’s education and cultivating a more favorable attitude toward education. To
encourage children to attend school regularly and to go on time is a major step for Malawian parents
and communities in ensuring that their wards get educated.

Besides the sensitization campaigns, parents and communities in BLP/M have embraced groups such
as Gule Wamkulu and traditional councilors typically left outside the education system but generally
function to thwart its efforts. Furthermore, to have parents contribute teaching and learning
materials and assist with homework (BLP/M) are all positive signals for change that is needed to
transform our education system. Finally, parents and community members ordinarily, also do not
supervise and monitor the teaching and learning process. A domain left for professionals,
communities in the MBTL and BLP/M took an active role in observing lessons, monitoring teacher
and pupils’ work and performance. During literacy fairs (a feature of the BLP/M), members have been
known to call upon any pupil to read, write, or perform other academic tasks to demonstrate their
literacy skills. If this is taken on nationally, it will definitely go a long way in increasing learner
participation in schooling process.

Both the Policy Investment Framework (PIF) and the National Education Strategy Plan (NESP)
underscore the crucial role that communities play especially now with decentralization of delivery of
education services. The formulation of the National Strategy for Community Mobilization and
Sensitization will strengthen efforts to engage communities in management and development of
schools.
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3.4 OPPORTUNITIES AND CHALLENGES FOR SCALING UP ON A NATIONAL
LEVEL

The impact and strengths of the three programs reveal opportunities that exist for scaling up while
the weaknesses reveal opportunities for thought.

3.4.1 Preparing Teachers for Teaching of Literacy

Since there is no subject specialization at primary school, literacy is offered as a subject in teacher
training colleges. Called early literacy, the subject is loosely categorized into prereading and
prewriting activities and is taught according to grade sections (infant, junior, and senior). In case of
the infant section, preservice teachers learn about how to teach pre reading and reading to standard
I and 2 learners. A similar organization of the content is followed for teaching writing. For the
upper grades, the difference is the scope and breadth of these topics. The lessons also address
teaching and learning materials to support the reading/writing lessons. Demonstration lessons are
then presented for the preservice teachers as models of best practices in the teaching of literacy.

Admittedly, the amount of time devoted to literacy in very limited. The lessons learned point to a
number of entry points for strengthening the preparation of teachers for teaching literacy.

e Create a comprehensive literacy curriculum. Design a number of courses, topics, and
activities to strengthen the program. For example, although there is no subject specialization,
stand alone courses in teaching literacy in infant and junior (elementary), middle (senior)
classes would provide a broader scope as well as specific strategies for standards.

e Create course content around the essential components of literacy. For reading, these
include: print concepts, phonological awareness, decoding and word analysis, vocabulary,
comprehension and fluency. For writing, they include: writing concepts, the writing process,
using descriptive language, writing various forms, and grammar and mechanical conventions.

e Assign individual and group projects-Pupils in senior sections need to learn how to use
literacy tools in learning content of other subjects, while those in infant might need early and
emergent literacy, for example. Preservice teachers can be assigned individual and group
project to develop unit and lesson plans for the various subjects and demonstrate how to
integrate literacy.

e Develop a materials box. Teaching strategies and materials can be created that correspond
to the essential components of literacy. Student teachers can develop a materials box for
example in which they created = various resources and materials to support the teaching
and learning of the concepts in the unit and lesson plans.

e Adapt existing materials to make them more appropriate for teaching-student teachers can
work with materials to improve on dense text teachers mentioned.

e Prepare materials in their own languages

Preservice teachers could then be asked to present at seminar like setups where they share to
classmates, faculty, and the public, teach several of these lessons at the demonstration schools, and
during field placements. These could also be arranged so that they are a major component of the
national examinations that preserve teachers take. At the end of their program, preservice teachers
would be graduating with a secure knowledge base and repertoire of strategies and resources to
guide and support them in their teaching. Field evaluation forms could focus on these attributes in
lesson observation and assessment.

Insets whereby best practices are shared could also strengthen teachers’ knowledge and use of
literacy strategies. Other ways include:

e Teachers observing each other’s lessons

e School exchanges/visits to see what others are doing

e Schools partnering with each other
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These practices could go hand in hand with the various opportunities that the literacy programs
offer. To begin with, all three programs use pupils’ mother tongue, encourage group work, and use
of teaching and learning materials to support instruction. Second, the programs have established a
community of literacy experts who can guide the development of literacy efforts in Malawi. Third,
the new curriculum complements some of the approaches in the three programs. Furthermore,
communities have been sensitized and highly mobilized especially for BLP/M and demonstrated that
they can contribute fully to the teaching and learning process by serving as resource persons,
encouraging pupils to attend school, and provide materials.

Renewed interest and passion in learning is a great motivator among learners. GoM and the public
have joined forces to demand improved learning outcomes while stakeholder support for the same
has increased. Teacher capacity at TTCs is also improving. The first cohort completed a bachelor’s
degree in primary education with a focus on literacy instruction at Chancellor College. Finally, the
availability of research, policy reports, and literature on literacy, and policy requirement for early
literacy in NESP, EFA, and EEC provide a context and foundation for a new literacy program.

Especially for BLP/M, structures are in place, including the district education office, for training,
professional development, and monitoring and supervision. Teachers need to work together and
decide their professional development needs at school level.

MoE would use these decentralized structures for scaling up. Their knowledge and experience can
provide guidance and support especially because teachers were also trainers and monitors who
identified problems, developed materials and facilitated training.

More importantly however, is that Standard 2 teachers have already been trained to continue
working with standard | pupils. Teachers in the LAC program presently teaching standard 4 or 5,
were of the opinion that pupils did not transfer the skills they learned in standard | to learn English
and Chichewa (Mangochi and Rumphi only). They felt the lack of continuity to standard 2 was the
problem. MBTL also established structures but not to a similar extent. For LAC, the most important
area offering opportunity for scaling up is the ILC that quickly moves pupils to letter and word
recognition. The integration of literacy with other subjects is a great opportunity to provide
teachers with models on using literacy as a tool for teaching and learning the content areas. Finally,
the training of “backstoppers” was a great strategy to ensure there was always a trained teacher
when one was absent

A number of challenges threaten opportunities for scaling up For MBTL, restrictive copyrights, lack
of variety of titles for readers, foreign trainers, materials, and developers, and costs of provisions of
classroom furniture and bicycles for monitoring all jeopardize any scaling up efforts. Nonetheless,
critical methodological aspects and teaching corners were infused in PCAR.

In the case of LAC, costs for training, training and production of materials in multiple languages, new
concept of double shift, and uncertainty of integrating numeracy limit large scale implementation.

The different understandings of BLP/M among teachers and communities, the inactivity of trained
non education staff, and unsupportive communities may undermine scaling up efforts for BLP/M.

Of course other threats to scaling up any of these programs are the “routine” challenges plaguing
our education system: poor infrastructure, large classes, inadequate materials, absenteeism, and
hunger and poverty. Poor infrastructure means pupils are learning in dilapidated buildings, and for
many standard | pupils, it means under a tree or in the open air. A print rich environment, talking
walls, and simply a conducive learning environment cannot be created in such circumstances.

It also means poor or absence of permanent and lockable storage facilities for instructional materials.
The literacy activities in the programs cannot be taught effectively in overcrowded classes: the 60
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class size requirement for both MBTL and LAC cannot work well; groups are too big for meaningful
peer interaction as well as supervision, exchange/use of materials, and rotation. Inadequate materials
for implementing a program result in problems of cosmetic teaching and so deny pupils quality
learning and pupils sharing materials and reduce exposure to print. Although there was consensus
that attendance had improved, there was still widespread absenteeism during growing season and
where schools were located close to trading centers. Poverty and hunger also affect attendance and
participation in teaching and learning process.

The issue of language policy also compounds scaling up. Language is a social and political issue in
Malawi and not an issue for MoE, where as language of instruction is. Until GoM resolves the issue of
language(s), MokE is still in a limbo. Although a draft language policy directs schools to use the most
predominant language of communities in which pupils reside for instruction until standard 5, it is not
clear how this policy is translated. Undoubtedly, these conditions create difficult working conditions
although teachers are doing their best to teach.

3.4.2 Creating an Expanded Support Mechanism

The study found that the BLP/M utilized existing structures extensively to expand support
mechanisms for teachers during implementation. The resolve to bring on board ACs, retired
teachers (MTTT), secondary school graduates (MCMs), and creation of zonal and cluster structures
demonstrates the availability of resources at MoFE’s disposal. What needs to be done is to develop
creative ways of utilizing them.

EMAS, under whose jurisdiction the PEA falls, needs to take a more active role in supervising and
monitoring teaching and learning. EMAS will likely need professional development to understand
what behaviors and instructional strategies they are expected to support so that their feedback is
useful. If teachers are left without support and direction as to new ways of classroom practice
emerging from research evidence, then no progress will be made. In the absence of decentralized
effective monitoring structures, progress in new ways of thinking and teaching literacy will be limited
and slow to come.

EMAS needs to design a framework for monitoring and evaluating the system. All this has
implications for improving the quality of learning outcomes. Teachers who have not been supervised
and advised on best practices and new thinking are not likely to apply effective methods. This
evaluation has shown that lack of adequate supervision coupled with inadequate training time
(MBT/L) contributed to teachers’ problems in implementing some of the components of the
program. Providing supervisors with bicycles means that advisory services were brought closer to
teachers.

3.4.3 Infusing Literacy across the Curriculum

One of the best practices revealed in the study was that teachers were using the strategies beyond
literacy lessons in both LAC and BLP/M programs. This is an entry point for integrating literacy with
the teaching of the content areas. Since teachers already reported doing this, what might be needed
is strengthening the practice by demonstrating more opportunities across the curriculum of how to
use literacy strategies to teach content in other subject areas.

The use of the various graphic organizers (Story Star, Theme Web, and Character Map) the
interactive writing, and thinking aloud in BLP/M have been well documented as effective in promoting
comprehension and learning across the curriculum (Dale, 1983; Trelease, 2001, Vacca & Vacca,
2005). When pupils learn content in a vacuum without the literacy process needed to understand it,
they fail to make meaningful connections between content and their home and personal experiences.
The absence of this connection contributes to limited understanding of content and eventually poor
achievement levels.
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The Theme Web in BPL/M can assist pupils’ comprehension of a topic and its related subtopics. Text
accompanying many content topics and stories could be readily reduced by using these graphic
organizers. Teachers need to explicitly demonstrate literacy strategies and their application. A
BPL/M lesson observed at Mponela | showed the teacher modeling some of the processes of
strategy instruction from activating and building on background knowledge, explaining procedures
for story writing, modeling and demonstrating how to write the story, and providing guided practice
as she actively engaged pupils to create the story.

Pupils can help collect environmental print (MBTL and BLP/M) for a topic in science, history or any
other content area. They can also write a sentence a day, poems, (MBTL), creating big books and
comic books (BLP/M), creating games and their rules, and ILC like poster highlighting the vocabulary
and their symbols in a topic/unit (LAC). Finally, teachers can work in teams to develop curriculum
webs (Beaty and Pratt, 2007) around the themes in the Song Posters and Big Books (BLP/M), readers
(MBTL), and curriculum (LAC) as extensions of learning. These processes are likely to contribute to
pupils’ writing competences and cognitive development and applied to learning in other content
areas.

Standard | teachers could be asked to come for a few minutes and demonstrate the strategies in the
other content and classes and then allow the teachers proceed with the lesson. School based insets
could team up standard | teachers with content area teachers to develop samples of lessons
applying the strategies. It is at the school level where decisions about implementing reforms are
transacted. For BLP/M, literacy coaches could be a natural transition of the subject specialists of
MTTTs and teacher experts TCC identified to facilitate conferences and school based insets.

3.4.4 Implications for Enroliment and Attendance Rates

Learners in all three programs have developed literacy skills, interact meaningfully with others, and
rekindled interest for school. Teachers reported that the learner centered approaches greatly
improved the learning process as learners interacted among each other through discussions, peer
teaching, and working together. In referring to attitude toward learning, BLP/M participants
mentioned “renewed interest and passion for learning”, MBTL used the phrase “transformed
learning into fun because of games” while for LAC it was “increase in interest to learn”. These
influences have contributed to learners being able to read and write in standard one in all the three
programs.

These observations contrast sharply with those from earlier research that reported learners who
reach up to standard 4 and above without being able to read and write. Chilora and Mchazime
(2003) found that learners in standard four in selected schools in Mangochi were not able to read
nor write. In a study of south and eastern African quality on education, Chimombo et al. (1999)
found that only 8 percent of the learners in standard 6 demonstrated proficiency in grade level
competences.

All three programs also influenced pupil attendance in schools. The teachers observed that
absenteeism among learners has reduced because pupils love stories, pictures, and playing games.
This therefore gives merit to the observation that BLP/M has rekindled interest and passion for
schooling. Nonetheless, the proximity of trading centers, agricultural demands and economic
opportunities during the growing season, and family demands kept pupils at home. In addition, for
MBTL, it was reported that the impact of HIV/AIDS, poor family background, hunger, mistreatment,
low self-esteem and being orphaned contributed to absenteeism '

The pattern of absenteeism was well exemplified at Mponela |. Half of the children in lower grades
who come to school on a particular day proceed to class during the first block while the other half is

" As reported in the Evaluation of the Malawi Breakthrough to Literacy Programme by Frank Sampa.
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enticed by the blazing music and video shows at the trading center. After the first recess, the groups
switch: those that were at the trading center come to class while those that were in class now go to
the trading center.

The problem of absenteeism is supported by well documented evidence that some proportions of
learners do not like learning or coming to school at all in the first place. For example, studies
investigating absenteeism and drop out have found that learners absent themselves from school and
eventually drop out (Chimombo and Chonzi, 2000; Kadzamira and Chibwana, 2000). Reasons given
have ranged from inadequacies of food, demands of work at home and school factors like teasing,
poor performance, poor infrastructure, and lack of instructional materials that have led to a dislike
for schooling.

The low levels of learning outcomes that pupils demonstrate may also point to the general
tendencies of low motivation and interest to schooling. The generally poor livelihood of primary
graduates was mentioned as a reason for non attendance and drop out among both parents and
pupils. The increased passion for learning established as early as standard | during the three
programs may contribute greatly to learner participation and performance in schooling, subsequently
advancing achievement of EFA goals.

3.4.5 Financial Constraints

Each of these programs required massive investments to make it happen. These are very rough
estimates of the costs of MBTL and LAC programs. There was no information indicating exact
known figures and amounts spent especially on training. The contacts given for both programs
explained that they did not have the information since the project terminated three or four years
ago. The costing was estimated by quoting current prices for the items and the multiplying by the
estimated number of units (pupils, copies made schools etc when given). Although not exact, it
provides some idea of how much the costs are for each program.

The most current financial information was only available for BLP/M. Because BLP/M was part of a
district wide reform, it had the largest target of teachers, headteachers, BLP troopers, MTTTs,
ZOCs, ACs, and MCMs, district staff, and community including special groups. It also had developed
and produced the largest share of materials (section 3.2.1). Appendix 3 shows the estimated costs of
BLP/M. As can be seen, the most costly component was the production of materials, especially Big
Books in color, and the Song Posters. Teacher guides were comparatively the cheapest to produce.
The training component was relatively cheap but more costly than amount spent on provision of
writing materials to pupils.

At the time MBTL was implemented, the 135 schools in Ntchisi were demarcated into 9 zones, and
2 zones for Zomba urban. The estimates were calculated using current prices and number of units of
items where they were available. In the absence of exact costs this is really tricky. For example, the
training simply indicated a total figure of 617 without specifying how many were teachers to estimate
training for Stages I, 2, and 3.This component has been left out to avoid misleading conclusions. The
estimated costs for materials produced are presented in Appendix 4. Similarly, production of the
readers was the most costly component in MBTL but without costs for training and working only
with rough estimates for all other items, it is problematic to make conclusive assertions. Also,
limited titles per copy will deflate costs. The second most expensive component was provision of
classroom furniture. The total number of pupils was not given but was taken from MoFE’s Education
Management Information System (EMIS) data for the years 2003 and 2004 when MBTL was
implemented.

Of all the three programs, the most problematic was LAC. For LAC, only 37 participants were
trained including a six member monitoring team. Teachers received the ILC, strings, envelopes,
paper clips, paper plates, plastic containers, sets of slate, pencil, sharpener, rubber and exercise book
for each pupil, wall hangers, sets of games (dominos, bingo), and laminated pictures of letters in 3
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different languages. CLS translated the materials but did not assess a charge because they were a
service provider supporting MoE during the implementation process.

Although LAC is the least expensive, it targeted the least number of schools, teachers, and
participants. The financial constraints of copyright issues along with the omission of training costs in
MBTL are likely to inflate overall costs. The financial constraints play against scaling up the MBTL.
The costs of producing Big Books in color were by far the most expensive item in BLP/M. But these
could be produced in black and white to reduce costs although it might also lessen appeal to
learners. In fact, since BLP/M focused on a larger target and cushioned under PSSP: SFP it could be
the least expensive once materials are on the ground.

It remains unclear on what grounds Molteno project team claims copyright ownership of materials
developed by Malawian teachers and staff using a universal philosophy and approach to teaching
literacy. Forbidding teachers to use materials and strategies in which they received training denies
them to teach effectively, let alone denies Malawian children their right to a quality education.
Whatever justification warranted this restriction, there is need for reaching an agreement whereby
Malawian teachers are allowed to use the materials. Teachers can create their own versions of
Sentence Makers from used maize/corn and fertilizer sacks, used clothing, tent, and other materials
that look appropriate and serve the purpose. Reeds, bamboos, grass, and other materials can be
used in the construction of Sentence Holders so that they apply the strategies they were trained for
to teach literacy. If no recourse is taken, then the whole implementation process was in vain.

4. SUGGESTED STRATEGIES FOR MODIFYING AND
ADOPTING KEY PROGRAM ELEMENTS FOR USE BY MOE

All three programs have similarities, differences, strengths, and weaknesses. Most often, in
underserved settings, any of these programs with sufficient training and materials distribution will get
an initial bump in pupils’ literacy scores. While trying to choose the best literacy program or
adapting a number of programs has some value, it will not have sustained impact on pupils’ literacy
knowledge in the long run. (Clair, N. 2008 e-mail correspondence)

What is currently missing in Malawi is a comprehensive literacy framework and strategy that is
housed in literacy standards and benchmarks (that is, what we want pupils to know and be able to
do to be fully literate across grade levels.) The framework would include: principles of teaching and
learning, teaching strategies that are aligned with the essential components of literacy, and
assessments (Clair, N. 2008 e-mail correspondence)

This comprehensive literacy framework and strategy should come from the MoE. Then the MoE
could recommend any number of literacy programs that fit into the National Literacy Framework.
This framework would not only guide instructional program, it would guide teacher education (both
in-service and pre-service) the development of national assessments, curriculum development and
materials. (Clair, N. 2008 e-mail correspondence)

In the meanwhile a balanced literacy approach should be pursued. While MBTL and LAC followed a
whole language approach using phonics instruction, BLP/M adopted a balanced approach to teaching
literacy. The results have shown that LEA in MBTL and the RTW in LAC and the whole language in
BLP led to pupils developing reading and writing skills. These philosophies reflect attempts at
reaching a balanced approach to teaching literacy but that the issues of methodology, scope of
teaching, and specific evidentiary contributions (Coles, 2003) come to play here. Therefore, no single
program is better than the other but a call for merging elements and integration of multiple
approaches to the teaching of reading. Basing on this realization, Wren (2002) argues that a
comprehensive approach to reading should, among other things,
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““

emphasize large blocks of time for students to read authentic texts
of theirown choosing; phonics and word study; the explicit study
of effective comprehension strategies; and on-going dialogue with
caring, interested teachers”(p. 3)

In addition, it is well documented that reading should be viewed as an act of constructing meaning
(Tompkins, 2001; Vacca & Vacca, 2005; Wren, 2001). What is advocated here instead is the focus on
the learner. Already advanced in all three programs and PCAR, in learner centered approaches the
child is the nucleus of the instructional process. Decisions and plans should be based on the
instructional needs of the child rather than on teachers, mandated lesson formats and topics, and
contrived grade level competences that disregard what the child is and not able to accomplish.
Answers to “whether a lesson is going to help a specific beginning reader to learn to read” ([4)
should guide instruction. Elements of differentiated instruction will need to be included as well.

The MBTL and BLP/M approach of drilling pupils in the whole word rather than syllables could be
adopted using Big Books and Song Posters from BLP/M to compensate for the unfamiliar readers
used in MBTL. Pupils need to be exposed to multiple books and other forms of print to support
their literacy development. Teachers can construct their own sentence makers from sacks and
holders from reeds and bamboos to provide a hands-on experience for making words. The BLP/M
one hour literacy lesson should be expanded to include intensive reading where by every child is
experiencing some reading-whether someone is reading aloud to them, doing a shared reading,
taking a picture walk, and other active comprehension strategies.

Cognizant of the realities of the Malawian classroom contexts of classes in excess of 100 and even
upwards of 200 in some cases, it is recommended that literacy be conceived as a school wide
initiative to increase resources of personnel and time. As communities continue to take ownership
of schooling for their children<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>