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Abstract
This study exploreavhetherthe synthetic phonics method can improtree reading skills
of beginning readers in primary schools in Nigarg@ng a case study action design

underpinned by the sociocultural theory of the Zone of Proximal Development.(ZPD)

The official policy on education prescrildesglish as the languagé instruction from the
fourth year of school up to the highest educational level in NigeHawever, research
shows that by the fourth year of school, pupils are not equipped with sufficient skills in
reading the English languag&his poor foundatiomn the language of instruction has the
tendency to affect the academic performance of studeiotsmuch of their school years

resulting in increasingatesof illiteracy in the country.

226 pupils, 9 teachers and 9 schools were included in the study wbéaith intervention
and control groups. The teachers for the synthetic phonics group were trafkiégdupils
were pretested before teaching began in the class@be synthetic phonicslassesvere
taught using theintervention method while the controlkclasses were taught using the
traditional method. The synthetic phonics clas®ms were regularly observedifter the
intervention, the groups were pogested. Focus groups discussions were conducted with

the teachersand interviews with pupilé the synthetic phonics groups.

The study found that pupils were more eager to learn in the collaborative and engaging
environment offered by the synthetic phonics programmaAlso, teachers were more
confident to teach English language and they found thelsstit phonics programme very
useful and easy to useMoreover, there was a significant difference in the improvement

in the reading skills of the pupils in the synthetic phonics groups compared to the pupils
in the control groups.The study concluded thaynthetic phonics is a possible tool for

improving the reading skills of Nigerian pupils.
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Chapter One. Introduction

1.1 Literacy in Nigeria

Statistics show that the literacy rate of Nigerians isrdiiihg almost on a daily basis.
Newspaper reports, national news reports, online reports, literacy conference and
workshop reports all resonate with this one theme: growing illiteracy rates in Nigeria.
Local and international policy makers and watchdags not left behind in the
observation of this very disturbing trend.he figures and percentages for illiteracy rates
in Nigeria have been estimated 2% million; 45 million45%by different studies (Adeola,
2012;1gwe 2010UNESCO 2012)niversity Wee chancellors echihat the illiteracy rate

in Nigeria isnighand veteran teachers reiteratide fact thateducation is in a bad state in
Nigeria (Jowitt, 2009)Most importantly, Nigeria is listed as one of the African countries
that will not achievahe Education for All goals by 203NESCO 20)1.2

| listen to employers groan that graduates ather ableto fill basic formsor to write
meeting reports. When | relate with teenagers who can barely write their names and for
whom reading half a pagef a book is almost an impossible task, | wonder how and when
the literacy level deteriorated to this extentdiowever, with the worrying about the how

and the when, came the thought: what can anyone do about this?

More recently, in the course of my puiswf a PhD in Literacyeflucation andApplied
Linguistics), | have witnessed Nigeria dnoggdrom the list of countries whose citizens
were not required to write English qualifying tests in order to be eligible to study in the
United Kingdom. Nigerians must now write an English test before being given
unconditional admission for post graduate studies in the United Kingdom and this for a
country whose formal education systemoverranceand allother official matters are
conducted with English as the onfscognised officidlanguage.In fact, in the & year of

this PhD programme, | was made to write an English iresirder to be eligible for
continuation of my studies. While this may seem odd, and even bothersome, | quickly
came to terms with the huniing fact that everywhere in the world, the news is: Nigeria
is an illiterate country. Moreover, | haveoften interacted with graduates who cannot

write five error free sentencesHow could | then be irritated with a policy that says



Nigerians need to mve they can read and write in English in order to be eligible for

admission into international schools?

1.2 How we learnt to read and write

Reading involves recovering the linguistic units of languaddese units may be
phonemes, in an alphabetic systesyllablesn a syllabic writing systemand morphemes

in a logographic writing syem (Treimanand Kessler, 2011)Learningo read entails the
knowledge that writing represents language and that written words are systematically
linked to spoken wordsln an alphabetic writing system like English, the link is at the level

of phonemes (TreimaandKessler, 203).

The definition above incidentally bears a semblance with the responses that many older
people (3570 years) | interviewed gave about their Barearning and reading

experiences.

| obviously did not includhe more recent generatiounder 35 yeard)ecause theynay

not have a history of deterioration of educational standardé/hen | compared the
accounts of the people | spoke to with my oexperience of learning to read, they bore
several similarities.Thesewere not accounts given by literacy experts but by ordinary
people who learnt to read at some point in the Nigerian school systéroan give a

summary thus:

School started with littleor no knowledge of reading and writing; at best, a person was
able to recite the alphabet either in English or in the local languAgschool, instruction

was in the native language and English was taught as a suBjeatling instruction in the
native language progressed in earnest with learning the alphabeidentaly, the vowel
alphabets as taught were similar to the sounds of the language and the consonants also
were close to how they are soundetlearning the alphabet was also coupled witimjiog

the letters to form smaller segments, then wordBor example, for the Yoruba speaker

like me it would be:
abdexfggbhi jkImnoprslituwy
This would be accompanied by learning the vowels

a e X [ o] 3 u



Next would be learningow to join the letters/sounds together to form word$.earning

of the vowels would typically be followds
ba be bx bi bo b3 bu
da de dx di do dr du

fa fe X fi fo f3 fu

ga ge OX gi go o gu

At some point, the language thearnersread and wrote in changed to Englishnd they

became happy readers forever

1.3 So much ado about reading

Literacy has becomelosely associated with modern civilisation (Blake and Blake, 2005).
ThusrSF RAYy3 KlFa 06S02YS || @SNE AYLRNIFyOG af.
brought about by great increase in knowledge and by the efficienthyeahedia to convey

A€ Il A4PE§IP.3). Such high increase in knowledge and in the avenues of
communicating it requires that many more people be literate¢ KS Ay @Sy A2y
the printing press, and the substitution of wood pulp for rags in paper manufacture were
both caug and effect of an expanding Il SNI O& ¢ o/ f A 7AF @xXtkRverar oy n 3

produced in increasing numbers; so did the needréardingincrease.

Reading and writing are said to habeen started some six thousand years ago by
Sumerian scribes (Harris@904). The first known form of writing was pictorial, where
symbols were used to represent thingBictorial writing gave way to phonetic/alphabetic
writing where symbolsvere used to represent soundsAlphabetic writing evolved from
the Mesopotamian gneiform script during the period about 2000 BC, developed by the

Phoenicians and spread all over the Mediterranean.

The technology of writing was specifically developed for the purpose of commerce and
law. Though originally developed for trade, the techogy has now become adapted to

other purposes of communication (Ashagd Rayner 2006).

In more recent times,three types of writing systemfave become distinguishable
logographic, syllabic and alphabetic (BlakelBlake, 2005)The logographic syste uses

signs to denote whole words, the syllabic system uses signs to represent syllables and the
3



alphabetic system uses letters of an alphabet to signify meaningful sounds in a language
(Blakeand Blake, 2005). English usethe alphabetic system hence éhfocus on the

alphabetic system in this section.

1.3.1 The Alphabetic system

An alphabetc system is a highly refined sgsn whereall words of all languages can be
transcribedunlike the other systemsAs a resultalphabetic systems require that the
sounds of a language be given great attentiofrhe alphabetic method was wide spread,
YFRS Ll2LJzZ I NJ o (KS WK2Nyoz221Q Foz2dzi GKS
more than 500 years (Beard, 1998).K S K2 N} 06221 ¢l a al akKSSi
t2 | $g22RSY WFSyO0SQ> LINRPUOUSOGSR 0 &hekvritingK A y

on it included the alphabets in both upper and lower case.

It was adopted by the Greeks in 1000 B.C. and is the basis for the current alphabetic
systems including Engh (Harrison 2004, Calfeand Drum 2006). Alphabetic writing is
more accessible and empowers those skilled in it to write new words as well as to read
any wordtherebymaking reading and writing easidn order to read and write in English,

a pupil mug learn the alphabetic writing system (Erand Roberts,2006). Writing,
therefore, brought about the need for reading and reading, a need which motivated
people to develop better ways of writingAll these happenethecause of thencreasing

need in huma societies for communication.The need for communication through
writing resulted in the need to teach reading and writif@necan only make sense of the

written form by learningo read.

There isa gap between text and read@darrison2004), and a vder gap between writer

and reader. Reading can indeed be described as communication between unseen
participants (Goodman 1982%ince texts are written for the purpose of communication,
the gap between the writer of the text and the audience for whons intended can be
bridged only if such audience is skilled in readifignis is whytiis important to teach

pupils how to read andnderstandtexts.

1.4 Literacy as a Social Practice

Scholars have differentiatdaetween two types of literacy programmesguistic and
sociolinguistidAFKahtanyl996) The linguistic programmiesults from a linguistic
LISNBLISOUADS 2F tAGSNI O gKAOK GLISNOSADSaA

4



a2 0Al f [AIKaniagdyNaB6, pGéa9)Such approach totéracy acquisitiorviews
literacymerelyas aresult of the abilityof the human intelligence tanderstand abstract
concepts. Thigiew of literacyhas been the object of criticism and it is stidt the

LINR LR YSyda AYIF3IAyS (K litdateljust bySdghirhy tiezabilyA y R
to use an alphabet systenthis meanthat as soon as a person is skilled in an alphabet
system and can code and decode, s/he moves from oral to literate thinkibgracy has
ceased to be defined ggstthe ability to read and writeandto understand information
and to express concrete and abstract ideasie simple definition of literacy dlse
acquisition of a set of skillgas since been replaced by a more robust view of literacy.
Literacy has been described@ad a Sié 2 F & 2 OAadndHarhidih 200BA OS & €
p.8). This is because literacy is connected to other aspects df Igean activity that

goes on in everyday lif&he different cultural ways in which literacy is used are often
referred to as teracy practice whileomposing the text idescribed as a literacy event
(Pahl and Rowsell 20}.2

There seems to be @nsensushat different domains of life require different literacies
(Gee 1999; Heath 1986; Ong 2002; Pahl and Rowsell 2012). Soawdigd¢hat have
been identified include: film literacy, computer literacy, agricultural literaooking
literacy, etc The way people understand literacy influences their lear(Bagtonand
Hamilton 2003.

It has beerrightly arguedthat attainingfluency at decoding the text is not enough

meet the needs of the preserttayworld (Stevens and Beans, 200This process of
reading the world makes use of the masgdia andthe Internet The fact that one is a
fluent readerof text does not contribute mach to gaining speed and effectiveness at
doing internet search and establishiaglidity of information Literacy skills must include
the ability to read and understand text and also to engage with and to critique text.
Literacy can be viewed as the preseof makingneaningwhichfacilitatesword reading
and also an understanding of the wolEreire,2007). Literacy practice tarefore can
serve as tools foenablementor subjugation(Stevens and Beans, 200@jeracycould

be aserve as a tool of libetemn andempowement forthose whoordinarilyare

perceived to bepoweress(Freirg 2007). Thecombination ofthe view ofliteracy as a

set of skillsvith the understanding of daily usage of literdmyngs about a more
balanced view of literacy. Literapractices are influenced by sociocultural expectations

and power relationships (Freire, 2007). The more visible and dominant types of literacy
5
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in each society are dependent not only on the aforementioned but also on the history of
the specific societynlthe Nigerian society for examplde functional viewof literacy as

the ability to read and write antb acquire skills like computer literacy is still very highly
regarded and parents often feel that this skill is the foundational skill they coulghequi
their child with(Danladi, 2013) To the average Nigeriaipeing educated is very

important and education is largely equated to studying in schidatr(aldeen, Buhari,
andParakoyi, 2012).

The importance of reading to the Nigerian child is expresseawsral Nigerian authors

and researchers as summarised in some quotes below:

oReading is power!

Read a book today!

Reading maketh a man!

Teach a child to read--and you have made a kirg!

Reading Association of Nigedad International Reading Associatti cited in Igwe

(2011, pl).

llogho (2012, i) complairs i K lthi# rising population of reluctant readers in this age
of information explosion is disturbiig And proceedto saythat the reading state of the
bAISNALIY &a20ASdeé Aa WLI GKSGAOQ

Aina, Ogungbmi, and Adigun, (2011p.10 & (iReadiSgystintulates imagination,
encourages quick learning, and expands horizons. It encourages imagination and
curiosity. Reading enhances acquisition of skills for handling complex ideas or€issues.
Readinghas been tiped asthe underpinningactor for pleasure as well as work, for
promotion at work, ability taeceiveand convey digital and written informatiofthey

F dzNJ K S NJ heyakility Soireadiviell isiabsiliitely critidal success in lit€

Eshiet(2010)asserts thaLiteracy [reading ability] is key to-alund development

From the foregoing, it is easy to conclude that reading, in whatever form, pleasure or
serious engagement, is highly valued skill in the Nigerian society. At the very basic level,
ahility to read and write is equated to being literate. Although recognition is accorded to
literacy in thesocialcontext, the primary reference to literacy is to the ability to read

and write. When a question is asked about if someone is literate or hetahswer
6



depicts weather the individual is able to read and wrifes such, to the Nigerian family

the ability to read broadens thieorizonsof people, young and olds it increases their
opportunity to participate in what goes on in the world arounetth, learning from

others and making their own contributiong.earning to read holds the key to new
possibilities and opportunitiesit could provide children and adults alike a link to a wide
variety of experiences which would have been otherwise imbssLiteracyis

Tdzy RFYSy Gl t G2 | &dz00S aAnfadabbel$AiyarehesS y OS Ay
Adebolg Britto et al., 2006 Edem, Mbaba, Udosesnd Enang2011;Eshiet 201Q)

The ability to read is a confidence boost&thildren, even adults, are moo®nfident in
GKSANI FoAfAGeE G2 FI OS {Such Srdérstadding mastthave vy &
LINEYLIGSR CfldzoSNIQ&a mMypt oNAROGAY3I 0ljdz2iG SR
fAOSPE | OO2NRAY3I G2 | I NNR &2 yreforéas ®ackets@S |
Y2NI £ Rdzié G2 §SIROswilhé nivke¢dahfidentiricariiRg>on dapc 0 &
to-day academic activities whehay are able to readlt is widely believed that literacy
advancement would boost the soegzonomic growthof developing countries and it has

even been estimated that in addition to other socio economic factors, a sizable
percentage of adult literacy is a requirement for economic development (PaGHV).

For any country to stay in tune with the present teological age, a sizable part of its
population must be literate (Dickinson, McCabe and Essex 2006 gven said that ability

to read could lead to a reduction in the crime ratedém, Mbaba, Udoseand Enang

20117, Harrison, 2004)-rom the foregoingt can be concluded thaeaching the Nigerian

child to read and write igiewed as equipping them with a highly valued skill.

1.5 The immediate research context

Nigeria is a multilingual country which boasts of up to 600 indigenous languageksdi,

2013). In spite of the wealth of indigenous languages, English is the language of formal
instruction in Nigerian schools even though it is not so stated in the constituEoglish
language remains dominant not only in education but in all spheres of Zhdz¢ (i NB Q &
existence.lt is the language in which governance is executed at the federal government
level. Government papers and guidance are issued first in English and only translated into

some of the Nigerian languages when deemed necessary.



The specit location of this research is Bonny Island which is situated at the southern edge
of Rivers state in the Niger Delta area of Nigettas approximately one hour from Port
Harcourt City by boatBonny Island is made up of Bonny and Finima towns anerake

other small villagesThe local language is Ibani but the area has become multilingual and
multicultural by virtue of oil exploration activities which brought to the region people
from different cultures, languages and backgrounds such, in adton to Ibani, other
Nigerian languages that are spoken on the Island include: Ogoni, Obolo, Ibibio, Pidgin
English, Hausa, Yoruba, and Igbo. Other settlements in the Bonny local government
include Abalamabie, Dan Jumbo, Agaja, Oloma, Lighthouse and@é&eenL ¢ Suchy' | @
settlements engage in fishing as their major source of income and supply fish and other

seacreatures o the entire island.

The indigenous community consists of people of mixed economic circumstances; some
are gainfully employed in the ghdgas companiér in contractor companiéservicing

the bigger oil and gas companie®thers own their private businesse3here are also
those whohaverelocated to the community from other parts of the country in the hope

of finding employment irthe oil and gas companies located therSeveral people who
belong to the latter group wait for occasional jobs on project sits&any in this latter
category however, discover that employment opportunities are not as readily available as

they had hopedand therefore settle for whatever casual job opportunities are available.

Sinceemployment opportunities are learand a good number of the populatiois
unenployed or in casual employment,maajority of the populationsin the low income
bracket. Manyare engaged in petty trading which some do from their home, by the
roadside or at market stallsSchool age children are often seen after scrsmiling wares

on the streets or helping their parents sell in market stalls.

1.5.1 Accommodation on Bonny Island
NLNGprovides aResidential Areéor their staffpopularly known as the RA. Faecurity

reasonsthe RAs fenced off the neighbouring towns of Bonny and Finima.

I Prominent among these are Nigeria Liquefied Natural Gas (NLNG), Shell Petroleum, and Agip Oil
Company
2 Julius Berger, etc.



Finimais a resettlement town for people who were displaced by the construction work
that was carried ouat the inception of theNLNG in 19@ At the time the town was built,
buildings were madef bricks and there was planndalyout of areas The buildings had
sufficient spaces in between thenT.here argland are stillparking lots andjood roads

all evidence of a weplanned living communityl 2 4 SGSNE GKS 3JI22R Ay
LI F YYSNRQ KI a Thidiylargely beSaBsg maniizhoye péogie than planned
for have come to settle on the islandlso, the original nates of the islandvould rarely

sell their lands to the foreigners wiocameto settle on the islandThe natives would give

out the land on short lease®By this system, when the tenant built the house, the cost of

the building would be calculated and corerted to renf. Due to this unfortunate
predicament, most tenant&ould resort to building with the cheapest materials available
rather than build good and secure structureddany shanties have therefore arisen,
sufficient to cause the original brick sttures to pale into insignificance-ouseshave

been built with different types of unimaginable materialsin some cases, street
demarcations have disappeared and houses and shops are built very close to the roads.
Whole families live in single rooms multi-room houses some of which have no window

or any form of ventilationSeveral occupants of these houses share restrooms where such
are available while and in some cases, people have to walk long distances before they can

access a restroomA goodpart of Finima town can be said to live in squalor.

Bonny townis an old town with more settled houses and although it is not completely

free of shanties, it is better planned than Finima.

The choice of Bonny Island for this reseands partly becauset has features of both
rural and urban settings ango was able tgrovide datathat reflected both types of
communities.In addition, it was a convenient location as | had my home there and hoped

that that would facilitate gaining access to the resegpealticipants

3 This means that when the tenant has lived in the house for the number of years which teverst of
building, thetenant, who built the house, begins to pay rent and the ownership of the house reverts to
the owner of the land.

9



1.6 Literacy in Nigeria

1.6.1Mother Tongue Literacy

A vast amounbf research supports the fact that the use of English in education poses an
obstacle to fluent literacyor most Nigerian learners (AHE91; Bamgbose 1991Paran
andWilliams 2007).Researchers have concluded that pupils who are taught in their home
language are more likely to succeed than those taught in a language they encounter for
the first time as theyenter the classroom.They also attain more in reading tests than
those taught in a language that is strange to the@me major reason for this is that they
already understand the language and as such do not need to struggle with comprehension
as much as they would when taught with a strange languagamingtoreadig y SQ&a [ m
or in a language one already speaks is obviously easier to achieve than learning to read in
a new language. Inlearning to read in an L2, one has to learn the vocabulary items as well

as learn how to read.

Other reasonggiven for the superioty of the L1 in the teaching of literacy include
educational, sociological and psychologidds O dza S I LISNER 2y Qa YAYR
to understand reality through the L1, learning to read will be easier using the L1.
Sociologically, the mother tongueepresents fond memories and home emotions
(Fafunwa, 1976 wS &SI NOK aK2ga GKFIG fAGSNI Derachy 2y
in subsequent languagg$afinwa 1976;0Okedara and Okedarh992). Some UNICEF
funded gudies also found that childrenwho were taught in their native languages
demonstrated evidence of being confident and showed great enthusiasm for learning
even an additional language, in this case, Enghstekola, 2007) Learningin a known
languagealso agrees with the teaching plosophy of moving from the known to the

unknown(Al-Kahtany 1996).

1.6.2 The Role of English in Nigeria

In spite of the seemingly obvious superiority of teaching literacy in a language the pupils
already speak, other factors; social, economic, or politimfien determine the language

in which the pupils are expected to be literatal-Kahtany 1996). For most African
languages, the opportunity to develop was frozen dojonialismwhich brought in its
wings theuse of thelanguage of the colonial mastefRaranand Williams, 2007).This
resulted in a lack of published materials in the native languages leading to inability of

people to read and write in their mother tongue.
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In the case of Nigeria, the supremacy of English as the language of instruatiasback

to her colonial era. The British colonial powers invested in the development of the
indigenous languages for various reasomowever, under the influence of the Phelps
Stokes report (1922), and other committees in subsequent years, (betwe2s 48d

1943) the indigenous languages were reduced to being used only in early primary school,
GKAETS 9y3ftAakKy adGKS € y3dzZ 3S 2 TandiDKeSara9 dzNP |
1992 p.95)was to be used for the senior classé&his situation continue for the entire

period of British rule in Nigeria and beyonBven when the National Policy on Education

was revised in 1981, the use of the indigenous languages was restrictibe tower

primary level, whilet a later stage, that is, upper classepomary school, the language

of instructionwasEnglish.The National Policy on Education states:

G¢KS YSRAdzY 2F AyaiuNUzOliAzy akKkff oS GK
three years. During this period, English shall be taught as a subjéctm the

fourth year, English shall progressively be used as a medium of instruction and the
language of the immediate environment and fel shall be taught as subjeéts
(National Policy on Education, 2Q(16.

It would be expected that part of the ge of Independence should be the promotion of

the use of indigenous languages in education as this would make learning easier for the
pupils.] 26 SOSNE GGKAA LINAYOALX S Aa 2F0Sy- F2NH
social implications of lingua G A O f AGSNJ O& LINPIAINI Ya | NB Y2
(AFKahtanyL 996, p.554) English is obvioustyless disturbing option for Nigeria, a nation

of approximatelyl67 million people(National Population Commission,2012)and about

600different languagesRaul, 2013
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Figure 11: The Linguistic Landscape of Nigeria

The Hausa speaking people of the North constitute 29% of the number, the Yoruba in the
West, 21%, in the East, the Igbo constitute 18%. These threeetmead to as the major
languages of Nigeridhe remaining over@ languages are spoken bgnallergroups,

hence they are calledhinority language®aul(2013)

How many of these languages could the government possibly use as languages of
instruction inthe classrooms, and which of them could be adopted as official languages?
The adoption of oner someof the languages as official languageould onlylead to
unwelcome situations such as intertribal disputes, to say the le&stthe face ofthe
concen for unification and the perceived need to avaitfion between language groups,
Englishbecamethe preferred option(Paran and Williams, 20Q&nglish is the language

of government, commerce, law, the media, and it is the language of education, the
language of instruction for all school subjects, except when a native language is taught as
a school subjectThis situationgarried forward from the days of colonial rlBambgose

1971, Crystal 2003Spencer 1971yemainssotoday as none of the Nigenalanguags

has assumed the place of afficial language.
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It is therefore important that pupils learn to read and write English and that as early as
possibleso as to integrate well with the educational and social systems of the country
(Crystal 2003)English is often said to like official language in Nigeria even though this

is not offically stated in the constitutiofBamgbose, 191). It isinconceivable that
student who cannot read Engh can be successful in their acadepuesuits(Ekpo etal

2007)

Apart from the fact that English is so entrenched in the Nigerian education policy, there
are other reasonsvorth mentioningwhy the Nigerian puits should be taught the
SandardEnglishOne of such reasons is thahen educated Nigerians offterent

language background meet officially or even in less formal situations, the default
languagehey tend to speaks Englist{Akinmadeand Salami2010) Although the

Nigerian Pidgin English is spoken by people across different societal stratatuss s

within the Nigerian societyet appears unsure (Akinmade and Salami 2010) with people
tending to use ibnlywhen it is necessary. Preference is shown for Standard English.
NigerianPidgin Englishhas not been favoured with attention from governmearid as

such, its social standing can be said to be weak when compared to the Standard English
(Akinmade and Salami 2010). For this reason, the need to teach pupils English remains a

strong one.

Also,because of a decline the quality of education,and peennial strike actions which
means that 4 year course could sometimes stretch by anothRgry8ars (Madichie and
Madichie;2013; Olupona, 2013Nigerian students prefer to study oversedsis has led
to an influx of Nigerian students into oversea ingitsi of higher educatiorA 2011report

indicatesthat Nigeria has become one of the top countries vgiend studentso Canada.

In the academic session 2011/2012, there wi&iie585Nigerian students in the UK and
the numbers wereexpecedto increase to 3OO0 in the year 2015. This will be about 7%
of total student population(Stewart, 2012) Nigeria is said to be the%Jargest non EU
contributing country to student population in the Y&tewart, 2012) A sound knowledge
of English is a prerequisite taiging admission into institutions of higher learning in most

of the countries that Nigerians seek admission into.
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Another reason why Nigerian pupils should be taught English is because on the average,
Nigerians are known tbe greattravelers, travellingfor tourism and business (Duke,
2013)

This peculiar situationhighlighted aboveshowsthe overarching importance of English

for the Nigerian child.

1.7 Which English? Is there a Nigerian variety of English?

Granted that there is need for the Nigeriahild to be taught English early in life, a
guestion immediately arises as to which variety of English should be taught to the child.
Much hasbeen written about theNigerian Englistas a distinct variety of English by
different generations of linguist$ioponents of NgerianEnglishinclude (Adedimeji 2007,
Adegbija, 189; Ajani 2007; Bamgbose 1982)Jany scholars maintain that there are
enough features in the spoken English of educated Nigerians for such a variety to be called
Nigerian English (Ajani, 2DP Occurrence of such distinctive features have been cited at
different levels viz: phonological, lexical, morpbyntactical, and also at the level of

discourse and communicative strategies (Ajani, 2007; Adedimeji 2007; Jowitt, 1991).

Examples abound dfie different levels which demonstrate the existence of a Nigerian
English. However, for the purpose of this work, attention will be focused on the
phonological aspect, especially the features which relate to how the sounds of the
English language are réered by Nigerians. At the level of sounds, it is difficult to

discuss about the existence of Nigerian English. This is because there are several
varieties at this level. Phonological features of different Nigerian languages influence the
pronunciation ofEnglish sounds by the speakers of the different languages (Idowu,
1999). Such influences have been labelled as: udd&srentiation, reinterpretation,

and substitution (Adewale, 2007; Bubier 2010).

Underdifferentiation occurs when two different soundse rendered the same way.

Nigerians tend to shorten long vowels such that it becomes difficult to distinguish

between the meaning of English words containing long and short vowels aardey
pronounced as if they were similar (Bubier, 2010). ForexampléPa A 6 Q kaA Gk |
KaAYldkT OFG k1lFdk FYR WOFNIQ ki1l Yik® ¢KAa&

have long vowels.
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Reinterpretationtake placevhen anEnglistsoundisreplaced with a sound which is

most similar to it in the L1 of the spker e.g.

/ |/ soundedas /#/ (or as /a/ by Hausa speakers)
/| Al sounded ag 4 K

/ el sounded ag ¢ K

/0/ sounded agt/

/ 8/ sounded as/ d /

/u:/ sounded as/v/

K 3seunded as /n/

Apart from these general cases, there are several specific cases dependimg L1 of

the Nigerian speaker of English. Here are a few examples:

/ =| / sounded ax Kk  K(YORubE speakarg)

/v sounded ag f/ (Yoruba speakers)

/ z/ sounded as/ s / (Yoruba speakers)

/ -|/ sounded ax  (®oruba speakers)

/ f/ sounced as/ p / by Hausaspeakers

/Il and/r/ (used interchangeably by Tivi speakers and speakers of some varieties of Igbo)

/ d-|/ and /y/ used interchangeably by speakers of Ibibio/Anang, and some varieties of

Igbo

As the examples above show, there are maaseties of sound representation depending
2y GKS &ALISI{1SNBQ [M® ¢KAA YI1Sa A0 RATFTFAC
even if such existed and strengthens the case for teaching pupils the Standard variety of

English.
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1.8 The Problem
Nigerian children have been known to be seriously challenged in acquiring the English
language. At the beginning of the fourth year of school, many of them are unable to read

and write in English, the language of instruction from then on.

Findings of severastudies showthat one major reason for thigs the improper
implementation of the language policy (Adekola007; Fakeyeand Soyinka, 2009).
Teachers of early primary classes use English from the start or a mix of English and the
local language with someachers using English up to 70% of the time learningsome

cases, English has become the default language of instruction at all levels of the primary

school(Fakeyeand Soyinka, 2000 This has arisen due to a number of factors:

1 Preprimary School tachers lack requisite training in their mothmgue so are
not able to effectively teach pupils using the language

1 Teachers are not mindful of the language policy

1 Teachers sometimes do not speak the language of the immediate community, not
being nativef such community but of another language group

1 Class is multilingual making it difficult to choose a local language as the language
of instruction (Adekola 2007, Fakeged Soyinka 2011)

1.8.1 English language results

As a result of the foregoing,any pipilseven at thesecondaryschool level areinable to

read Englisheffectively AnyachebeluAnyameneand Adebola 2011;Mabekoje, 2011)
and as suclperform poorly in English and also in other subjeciBhis has resulted in
massive cheating and poor permance in internal and external exanations. Poor
performance in English has an effect or therformance in other subjec{&akeyeand
Ogunsuiji, 200p For this reason, examination results have been consistently poor over

the years as depicted by treatistics from Adekolé007) below:

In 2003, Universal Basic Education Commission (UBBGJucted acurriculum based
nationalassessment of grade 5 students. The result showsahigtone in five students
correctly answered more than 30 percent of ttest items and less than one percent of

students were able to correctly answer more than half the test items.
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In the 2003 UBEC curriculum based national assessment, pupils were able to give correct
answers to only about one in four test items in Englist &ocial Studiesin each class
results were lowest for English language and for social studies, subjects dependent largely
on good literacy skill and efficiet@nguage usePupils scored higher in tests which were

less worded like the neworded numeacy tests, than on more worded test items.

B0
56.8
50
e 42,03

g 40 g2z
2
1] 303 e Mational Mumeracy scores
E 30 =303 an g2 —=— Mational Literacy scores
(5] 28.58 \ Mon-worded item numeracy scores
T 2517 Worded item numeracy scores
B 247
E 20

10

0
Public schools Private schools All schools

Figure 12: Examination result§Source: Adekola, 20p7

Sector = ‘ |
Sy . ¢ _ = Boys/Girls
National mean 41.53 (SD=21.56)
Urban 44.61 (SD=20.61)
Rural 39.10(SD=21.73)
Public 41.22(SD=21.46)
Private 48.17(SD=21.51)
Attended pre-primary 45.37(SD=21.73)
Didn’t attend pre-primary 41.00(SD=51.52)

Figure 13: Examination results 2Source: Nigea Education Sector Diagnos2903

In each of thaesults above, the private schools scored higtiien government schools

but average scores were still below 50%.
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Several reasons have been identified for the low achievement rate of pupils in most

primary schools in Nigerid he reasons include poor iaBtructure, teacher absenteeism,

and lack of teacher commitment in the government schdéldekola 2007; Ekpet al

2007;0molewa 208; Fakeye and Soyinka 200@abekoje, 2011) Other reasons given

by the same authors can be summariseda®ws:

il
il
)l
)l

T

Use ofEnglish language for instruction in the early primary school classes
Non availability of workbooks and textbooks

Teachers are poor in English language skills

Poor preparation of teachers to teach reading at initeacher training
institutions

Lack of catinuing training and refresher course for teachers

Lack of variation in approach to teachirapsence of instructional aids
storytelling, flash cards, games, role play, group work

Insufficient guidance for teachers

In addition, research findings show thatachersdo not involve the pupils in the learning

process so learning tends to be passive for the pupils for most of the lesson .period

Interaction which is known to befacilitator ofsecond language acquisitigWalsh,2006)

is almost totally absent.Teachers have been found to do most of the talkinghen

teacher talk dominates the teaching session, the classroom ceases to be an avenue where
GiGSHOKSNAE I y2R/ & 1NHXIGS NF2Yy (1G52E6) dnéaddiionbecause H n n
the pupils are not etively engaged, they tend to be noisy and disrupti¥es a resulof

this, a good proportion of the class time is used for disciplining pupilefgaging in

disruptive behaviour (Amuseghal007). Effectivecommunication betweereacher and

pupils isessential to a good teaching and learning relationship (Walsh, 20id ill go

a long way to reduce the amount of time spent on disciplinary actions. This will in turn

make more time available for the teaching business of the day.

Only a negligible nundy of teachers were found to organise learning tasks for pairs and

groups of pupils and to prepare dmise appropriate instructionalids.

Someof the reasons stated above, which thissearch purposes to address, date

method of teaching readingclassoom practice of teachersand provision of adequate

and effectiveguidance for the teaching of literacy skills.
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1.9 Teaching reading in Nigerian primary schools
The method used in Nigeria is as prescribed by the national curriculum ishehewed
in the next sectionFirst, lwill review the English language curriculum for primary one and

two and then discuss how the teachers implement the curriculum.

1.9.1 English Studies: The Nigerian Curriculum for Primaries One and Two

In line with the policy on agtation, which states that English should be taught as a subject
in the first three years of school, the Primary One curriculum is focused on the learning of
vocabulary. This means the emphasis is more on listening and speaking than on reading
and writing Presumably, this is to enable pupils gain sufficient use of the language to
then enable them learn how to read and write later; more like the L1 speaker who usually

starts by learning to hear and to spedke curriculunprogresses as follows:

a) Topic 1 to Topic 8 focues on greetings, identification of self and others, and
identification of objects and storytellingf this progresses well, pupils should be able to

engage in some level of meaningful discussion at the end of lesson 8.

b) The focus olesson 9 is the identification and differentiation of sound$ie teacher is

G2 GSELXIAY (GKS RAFFSNBY(U &2dzyRaé¢ | yR Lidz
(p.7) in the names of various objects in the environmértie performance objectivese

for the children to identify sounds and differentiate between the sounds in the objects.

The evaluation guide directs that pupils should be able to pronounce two objects correctly
and differentiate the sounds correctlyAt this point, there appears tbe a gap in the
guidance the teachers are given because at no earlier point was there a mention of
sounds. If pupils had not previously learnt any sound, it will be impossible for them to
identify or differentiate between the sounds. However, it is olwgahat this policy
document recognises the importance of the knowledgesoiindsearly enough in the

teaching of reading skills.

)¢ KS F20dza 2F G2LIAO mn A& GKS ARSYOGATAOL
Wi ¥ thabemphasis was on saking only, the pupils should follow without difficulty but

the teachers do write these words on the board.

d) Also, in Topic 13, pupils are expected to recognise the numb&sii figures and also
in words. The teacher is to write the words on the bidaand guide pupils to recognise

them; it is doubtful that this can be achieved at this point except by rote learning as the
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pupils had not been taught the words previously either through whole word or alphabetic

method.

e) The next reading lessontaf Topic 13 is topic 16 whicfocuses on literature. The
0§SFOKSNRAa AyadNHzOGA2Yy A& G2 6NARGS | NKeEYS
to the pupils while they repeat after the teacheAt the end of that lesson, pupils would

0S FofS (B2 YSELINER XSS The §uilande hetr/aRpedrsdunclear as to
whether thepupils are expected to read key words as the teagi@ntsthem out. Also,

it is hardlyclear to the reader, including the teachers, which sounds are referred to as the
Key saind0

f) Writing starts in Topic 22 with pupils learning to make strokes and curves to form letters.
This makes it appeaas if pupils had not learnt how to write until this point; only the
teacher was expected to write while the pupils reatlvhile this progression may be
correct, itis common knowledgas has been mentioned earlier, thatipils are required

very early in the session, as early as in Week 2, to copy detailed notes written in English,

from the board into their notebooks.

There are two obervations to make heréf the pupils start learning sounds in Topic 9, it

is possible to teach them how to write the sounds at the same tiAkso, six year old
pupils do not need to attend school for half a session before they start learning how to
write. Beginning to learn how to write in Topic 22 of 42 implies that learning to write

begins later than halivay intothe session.

g) Topic 33 features the next writing lesson and héne,i S OKSNJ LINBaSy da ¢
a time to pupls simultaneously wh picture andillustrates placing the word card and the
picture card side by side on the flannel graph, guides the pupils to match the pictures with

0KS 62NRHE 202 NNBOGT & ¢

Primary One ends on this noteth pupils being taught to match picture to was and

that only once.By the first reading and writing lesson in primary 2, the curriculum states
GKFO aLizLAta akK2dz R 6S ot S (2Itdedslagpead A Y LI
that there is a wide gap between attempting to match words to ynietonce just before

the end of Pimary One, going on arightweek long school break, and resuming in

Primary Two reading simple passages with fluerinythe very next lesson, pupils are
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write answers towhat questionsand in the next lesson, pupitre to read a passage
quickly to get the main idea; and read to get other key ideas and detaitsn then on, it
appears the pupils are expected to read with a certain degree of fluenghile the
expectation that pupils in Primary Two readth fluency may be realisticthere are
obvious gaps in the curriculum as far as learning to read is concerfied.curriculum
appears to recognise the importance of the knowledge of sounds but no foundation is laid
for the learning of sounds.It also alludes to tB whole word method without any
systematic plan of teaching using the methdtdwould appear that no definite plan has
been made for how to teach pupils the basics of reading and writiie result of
teaching based on this curriculum is that the papgiavea poorfoundation for reading

and writing. Having missed the foundational principles, such pupils drift on through the
primary school system and at the end of primary school; many of them cannot write a

sentence.

Because the guidance offered byet curriculum is insufficient, wheit comes to
implementation, teachers are often left to their ingenuity and what they remember of
being taught to read. The following section summarises how the curriculum is often

interpreted and implemented by teachers

1.9.2 Implementation of the curriculum

There is often a difference between the prescribed curriculum (intended) and the
curriculum in practice (implemented curriculum) (Amuseghan, 2007). It is only when
there is a perfect match between intended and imyplented curriculum that the
expected outcome is achieved (Amuseghan, 200 most popular method of teaching
beginning reading in many Nigerian schools is the rote learning alphabetic method (Ekpo
et al, 2007Wwhere the teacher leads the pupils in chawof the letters of the alphabet and
pupilsprogress to chanting words in order to memorise theirhis is especially so in the
government schools and the private schools for the padrere alarge number of
beginning readers Nigeria are registered (dtey, DixonandOlaniyan2005. Teachers

start by teaching the letters of the alphabet and often this instruction begins from home
through parents and older siblingaviost pupils arrive Primary One able to recite the

f SGGSNER 2F (KS2 I LRI 6 FRRE (2 NINS OPHE §Rachiry &2 Y
instruction in school also starts with teaching the pupils the letters of the alphabteis
usually begins in the prschool classesThe first year of school is usually focused on
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teaching the pupilshe letters of the alphabet. In the second year, the pupils begin to
learn how to combine 2 letters to form words, and move on to 3 letter wordhis is
followed by phrases, and then whole sentenc&ach of these stages involves repeated
drills where he teacher chants the words and the pupils chorus after the teacher (Dixon,
2003). Sometimes, the teacher nominates a pupil who may be slightly ahead of others in
word recognition to stand at the board, say the words written on the board by the teacher
or read a whole sentence while the whole class chants the words or thiesee after

the pupil (Dixon et al2011).As noted by Ekpet al (2007), this method lacks any form of
motivation for the pupils as they just memorise wordsarning comes slowlyd it does

not engage the pupilsThey have no idea how the alphabets they were taught earlier
become whole words or sentence3he knowledge gained through rote learning is not
easily transferrable when they see new wordalso,becausemany words havesimilar
shapes, differing sometimes in only one lett&érbecomes a matter of guesswork when
pupils encounter both old and new word& his is one of the reasons why the reading

achievement rate of pupils has beewwland poor (Ekpo et al, 2007).

1.10 The rationale for the research

Much has been written about literacy and the definition is now known to incorporate
more than ability to read and writtEdem, Mbaba, Udoseand Enang2011) As a result,
while there has been increasing research into the dagpectsof literacy in developing
countries, there is a dearth of research into reading as an individual capacity @mafan
Williams, 2007)Although research icomplex literacy practiceis highly desirable, the
achievement osuch literacies iwholly dependent on the attainment of reading skills by
individuals for it is only one who can understand the language of the text, and use the
conventions of the associated orthography that will be able to participate in more
complex literacy practicg®ararandWilliams, 2007) In other words, the individual must

be able to read and understand written text so as to achieve social litefdug explains

the focus of this work on individual learning to reddhe ofen spoken and written about
topic of poor iteracy skills and dwindling literacy rates in Nigeria do not arise as a result
of a lack of more current topics to discuss but are a result of daily realtwsh have
become cause for real uneasélhe writers and discussants are genuinely concerned
about the decline in literacy as is this researchbtany reasons have been proffered by

previous researchers for the decline in the attainment of literacy skills by pupils and
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continuing failure at the English testTwo major ones are the method, and lack
requisite training for teachersThis research aims to investigate the influence of the use
of the synthetic phonics method combined with requisite teacher training for the
application of the metho@n reading skills acquisition of primary school f&im Nigeria.
The investigationncorporaesthe two aspects of teaching which have been pinpointed

by previous researchers

Atthe centreof this study thenis a desire to seek a method of teaching English which can
enhance the capacity of pupils tcale to read and the capacity of teachers to guide pupils
to the promised land of becoming skilled readerk is then that they may succeed at
examinations and also participate in the available complex social litera€ie=n though
such a method may ndite the only one which can produce the desired result of enhanced
reading skills, the mission of this researcher wosggm to have beeaccomplished if,

the findings can in a little way inform policy makers and teachers of a method which can
improve the taching and learning of reading skills of beginning reantettse Nigerian
primary school systemAlso, | hope to contributein some measurdp the provision of

clearer and more focused guidance to teachers of beginning readers.

1.11 Aims, objective s, and research questions

As mentioned earlier, there are obvious gaps in the curricul@everal mentions are
made of learning of sounds without any suggestion on how this is to be achieVéad.
process of helping children to read and write is multidimsienal and complicaté (Ashby

and Rayner2006) Approaching the many dimensions with due thoughtfulness may be
crucial in lifting the reading standards of the Nigerian pupil which in turn will improve the
statistics concerning literacy in NigerM/hereas using the local language as the language
of instruction in the first three years of schooling remains a mirage, it is important to seek
other ways in which pupils who are taught with English from the first day of sctenol
achieve literacy skills.Therefore, this studysets out to investigate if the systematic
synthetic phonics method of teaching Englisith clear guidance, in a participatory
classroom environmertan enhance learning to read and write by Primary One pupils
Nigeriawhose first ecounter with English is likely to be in the classroom on the first day

of school.
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The study adopts the case study action research method and the stai@tyrinciples

of learning in order te@xplore the research question:
"Canthereading skills of Nierian pupils improve through the synthetic phonics method?"
The sub questions from this overall interest are:

1 Is there any statistically significant differencehe improvement in the reading
skills of pupils taught with synthetic phonics and thosegtaiusing traditional
methods in government schools?

1 Is there any statistically significant differencelie improvement in the reading
skills of pupils taught with synthetic phonics and those taught using traditional
methods in private schools?

1 Is thereany statistically significant difference in the improvementhe reading
skills of pupils taught with synthetic phonics based on gender?

f 52 LJzLIAf &aQ LISNE2YlFf OANDdzyaidlyOoOSaz FIY
circumstances influence the improvement of pupdsight with synthetic
phonics?

1 What is the attitude of the pupils towards the use of synthetic phonics in the
classrooms?

1 What is the attitude of teachers to the synthetic phonics method?

1 How do the teachers implement the synthetic phonics method?

 Doteach®l B Q LI GOSNya 2F (0SIFIOKAyYy3d gAGK GKS

1.12 My Proposition

On the basis of previous synthetic phonics ingrtions in L1 and L2 situatioaadurban

and rural areas, | propose that the synthetic phonics method with sufficienthasis on

pupil participation in lhe classroom wiltontribute a solution to the perennidilure of

pupils to attain literacy skillsligeria. Training teachers in the synthetic phonics method
equips them with the skill and confidence they require idarto teach pupils how to

read. In addition,training them in making the classroom engaging and participatory
SYKIFIyO0Sa LizLat aQ €SI NYyAy3d SE LIS NhisSull@Sult | vy R

in greater literacy attainment by pupils and in fuéyia higher literacy rate in the country.
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1.13 Limitations of the study

Thisstudy investigates if the reading skills of pupils who are beginners in learning to read
can be enhanced by teaching which uses the synthetic phonics method. Reading skills
here refer to word and sentence reading. The study does not investigate reading
O2YLINBKSyaAzy o lfaz2zx AdG Aa KFENRfe& LI2aaa
learning without mentioning writing. As such, reference is often made to writing although

the focus of this study does not include writing.

1.14 The organisation of the thesis

The thesis is divided into seven chapteimdis first chapter has described the context of
the research, the rationale for the study, its aim and significanoe Chaper Twg |
consider the existing literature in the field and how they contributed to the choice of the
method trialled in this workl also discussed the theoretical framework used as guidance
in carrying out the study.Chapter Three summarises the designd method of data
collection applied in the studyChapters Four and Five present and analyse the data
collected both quantitatively and qualitativelyChapter six discusses the findings of the
study and locate them in time, making some recommendatis. Chapter Seven, the

concluding chapter, summarisdset findings and recommendations.
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Chapter Two. Literature Review

2.1 Introduction

This review starts by examining how reading is learnt with a focus on second language
acquisition (SLA), models ifading development and the role these models play in the
choice of the method of teaching reading.alsoexamines the synthetic phonics method

in detail and explains the choice of this method for the current reseaildfis review is

vital because themain aim of this work is to explore a possible way of improving the
literacy skills of pupils in Nigeridhe literature review provides a basis for investigating
GKAAa addzReQa 2 @S NI NTakiheyfeadingl BkalsSdf NigzRan fjugdS a G A

improve through the synthetic phonics method?"

2.2 SLA

{[! KIFa 0SSy RSTAYSR |a adKS adadaRe a2t (6S:
(Selinker 2008, ). Although there are several other definitions of SLA, any definition
would take account of the process and products involved in the learning of languages

(Van Patten and Benati, 2010%LA is an inclusive term for second or foreign language
learning in both naturalistic and instructed settings including oral and written forms
(Dixonet al, 2012). SLAS a relatively young field, (Ortega, Z)ut it boasts of many
competing theoriesProbably a good way of viewing the competing nature of the theories

is as suggested by Van Patten and Williams, (20@Fat SLA can be viewed as the
proverbial elephantand the four blind men.Researchers and scholars fronifelient
disciplines examine, lag¢it not blindly, different parts of SLA and come off with different
views. The reason for the several and sometimes competing theories may not be
unrelated to the fat that SLA is interdisciplinary in its origin and developmennte(§2,

2006). It interconnects with four or five related fieldenguage teaching, child language
acquisition, linguistics, sociocultural and psycholingusistics fields (Bixah2012). It

also shares interdisciplinary links with several other disciplines (Otreg8).2B0llowing

are some SLA theorieBehaviourism} G G NA 6 dzi SR Yl Ayfte& G2 {1A
stimulus and responsdhe innatist theory (Universal Grammar) proposed@iyomsky

(1965), the Monitor Model (Krashen, 198Functional Approaches (Bardoviatig,

2007); the Associativ€ognitivist CREED (Ellis, 20@9mpetition Model (MacWhinney,

1997); Interaction Hpothesis (Gassand Mackey,2007); Processability hdory
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(PFenemann, 1998, 2007); Skill Acquisitiomedry (DeKgser, 2007); and Sociocultural
Theory (Dunnand Lantolf 1998) etc. The last twoare further discussed and the
Sociocultural eory receives more attention here because of its relevance to the present

study.

The skills acquisition theory

This theory recognises three stages of developméiite first stagethe cognitive stage

is where the student, learner, apprentice, or trainee acquires knowledge about a skKill
through observation and analysis of othesho are skilled and through instruction or
demonstration from those who are skilledThe next stage is when the knowledge
0S02YSa Wiy2s K26Q YR GKS TFAyLFt adras A
fluency and spontaneity (DeKeyser, 2007).

The socigultural theory

The sociocultural theorgf language learning sees language not just as a system of rules
but as a socially mediated process (Barr, 20Qapguagéearningin the second language
classroom situation often arises as a result of the neloeicome members of the school
community where meaningnaking is a collaborative activity with other membefghe
community (Mitchell and Myle4998. The sociocultural theory is a theory of assisted
mental growth which focuses on communication, undenstimg, and meaning rather
than on the form and structure of language (Lantoiid Thorne 2006).According to this
model, the learner moves from one level of language learning to another with the
collaboration of other social actors e.g. peers, teachard,@her adults.As a result, peer
work and group work are very important aspects of the SLA classroom where this model

is used (Altenaichinger, 2003).

Closely related to the discussion of theories of second language acquisition are the views

on how a clid learns to read and is the focus of the next section.

2.3 How is Reading Learnt?

English is an L2 for most Nigerian pupils in the stbdy;for some, it will be the first
language where they will learn to read as most of the pupils have not leandat in
their L1. Even when there is instruction in L1, L1 and l22lireg instruction usually begin
atabout the same time (Abe, 1991 here is a diffeence between L2 learning in a natural

context andL2 learning in theschool context (Dornyei 2009)hd& natural contexis the
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type of learning which results from exposure to the L2 in circumstances such as living with
speakers of the LZTheschoollearning is a result of direct instructiohearning in a school
context as happens in this case implie& | & G KS LizLJAt aQ FANBRG SE
and will remain so until they gain sufficient mastery of the language to use it in other
contexts. Unlike the naturalistic learning situation where the learner would have acquired
some vocabulary befe they start learning to read and write the L2, the instructed
learning combines vocabulary learning at once with learning to read and write in the L2.
Becausedhey are learning reading for the first timthe L2 learnerare like L1 pupils but

they areunlike L1 pupils in that the L1 pupils would already speak the language (Dornyei
2009).

Literature abounds on how reading is learnt; some of the methods proposed apply strictly
to L1, emergent reading below, while some apply to both L1 and second laguag
beginning reading situationsSince the pupils in this study are L2 pupils but first time

readers,it would be appropriateo reflect on early reading in both L1 and L2 contexts.

Opinions have been widely divided over how reading is ledfour popula views have

emerged in response to the question on how a child learns to read:

a) Reading is acquired as naturally as speaking

b) Reading is acquired in stages

c) Mastery of a set of skiltesultsin reading

d) Learning reading is through formal instiioa (Calfee and Drum (1986)

Two major perspectives arising from the above summary are the emergent reading theory
and the stage theory to reading developmenthese are the emergent literacy and the

skills acquisition approaches.

2.3.1 Emergent Literacy

The emergent literacy, a theory for explaining beginning reading, came to prominence in
the 1980s (Hall, 2003; Brittet al 2006). This theory views the acquisition of literacy as
beginning very early in the life of a child, at birth, and continuing eutrany break until

the child becomes a skilled reader (Lonigan 2006; Pi2od;Pianta 2006; Reese, Sparks

andLeyva, 2010)Emergent literacy is said to comprise the skills, knowledge and attitudes
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that are developmental precursor to reading and wiif skills before children enter
formal school (Lonigan 2006; Whitehuestd Lonigan 1998).Those who hold this view
propose thatevenbefore a child is given any direct instruction, s/he begins to acquire
reading skillsIn other words, as soon as thhild is exposed to and motivated to engage
with print, the child begins to be literate (Neumann, Hood, Famj Neumann, 2011).
Whitehurstand Lonigan (1998) propose that reading, writing and oral language develop
concurrently and interdependently wherhiddren are exposed to a social context where
literacy existswithout any formal instructiofCunningham and Stanovick 1997, Goodman
1986; Hall 2003)While surrounding a child with an abundance of print is a desirable thing
to do, the child should havas attention drawn to what the writing represents (Pellegrini,
2001). A stimulating setting may be helpful but is not sufficient (Barr, 2001); children need
explicit instruction to become good readers or spellers (Bowraad Treiman208).
Speaking andidtening are different from reading and writing as the former yields
immediate benefits which are not applicable to the lattéfor example, a child learns to
express desires like hunger, thirst, etc. early by speaking about them but does not have
such ugency about reading and writing (Prat@969). If a child does not verbally express

his needs as quickly as possible, such a child would experience delays in having such needs
gratified but reading would hardly come as natural to a child as does spedhingously,

the child does not suffer any immediate lack or neglect as a result of not being able to

read.

The emergent theory of learning to read does not claim to account for L2 situation
(Whitehurstand Lonigan,1998).

2.3.2 The stage theories

The $age theories took a cue from how readers tackle words they have not read before
and formulated principles of how reading is learnt (Esthd Roberts, 206). All the
principles identified require the basic knowledge of letters and sounds which is the
foundation for becoming an accomplished reader (JohnstotWatson, 2005) Learners

need to know the sounds of a language and to be able to associate the sound to the letter
it representsan order to read (Chew, 1997RAlthough many scholars agree with thisw

of learning to read, there have been different understandings of the stages involved in

learning to read.
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The stage theory was at its peak in the 1980s (Byrne 1992; Snowliiy 20¢ theory
proposes that reading is learnt through different stag&hall 196b; Ehri 1992; Frith
1985; SeymouandElder 1986; Seymowand Evans 1996

Frith (1985) propose 4 stages of readirig.their first stage, the child starts by learning

sight words and making linguistic guessg#he then progresses to recagmg unfamiliar

words by analogy, i.e. associating them with a familiar word they had learnt previously
and then guessing the pronunciation in stagel@.the 3rd stage, children can focus on

the whole words as well as parts of the word.is only in bhe 4th stage that children are
expected to be sufficiently conscious of the parts of the word as to start decoding.
5SO2RAY3I Aa GKS daLINRPOSaa 2F UGNF&RSR GFX Ry
(Treimanand Kessler, 203, p657). Both Marsh and Fit Q& adl 3Sa LINBad
children become aware that words are a whole long before they become aware of the
parts of that whole. They therefore propose the first stage in reading as a logographic
stage. This implies that reading is a task which depetadslly on visual memory without

any phonological mediation (BastifioniazzandJullien 2001; Snowling, 2007)his is a
cumbersome method for learners who soon find out that many words share visual

resemblance and this could lead to confusion in thied of the learner (Dixon, 20)1

Erhiand Roberts (2001) outline four stages as the prealphabetic, partial alphabetic, full
alphabetic, and consolidated alphabetic stage3.heir prealphabetic stage is also
logographic; the stage when child does not yesgess knowledge of letters and sounds
but s/he is able to recognise familiar words, mostly words of familiar objects like their
favourite snack, or drinkThis cannot be called reading because when such words were
written differently, without the familia logos or colours, such children were unable to
read the words (TreimaandKessler, 203). The child recognises these words as pictures,

not as words (TreimaandKessler, 203).

Partial alphabetic stage according to Erhi and Roberts is when childigain tee gain
knowledge of letter names and of sounds and begin to make guesses and links between
them. In the full alphabetic stage, children have acquired the knowledge of sounds, letter
names, blending and segmenting skills and can apply this welldingtasks by decoding
words. While | agree that the knowledge of sounds and letter names is key to learning to

read and write, it is possible to attain this knowledge without guess work as children can
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be taught the sounds and letter names at a pace #rables them tackle words without
guessing (Chew, 1997Ly 9NXA IyR w20SNIiaQ O2yazf ARl
spelling patterns and these become knowledge that result in their becoming skilled

readers.

According to Chall (1983, 1996), readimyelopment is in stages; however, the first stage
of reading is not logographic.As mentioned above, giving the child direct reading
instruction eliminates the need to guess and to use pictorial c@sll (1996) identifies

6 stages of reading developmiein which the first stages is alphabetic, not logographic.
. SO0lFdzaS 2F (GKS aA3ayAFTAOIyOS 27F [/ KIFIffQa 4
review of the different stages identified in her worklers is a &tage model of reading
acquisition inwhich each stage subsumes the previous oiibe stages are numbered 0

to 6 with the numberless stage (0) accounting for a greater time span and also greater
series of change than any other staggtage (0) is the preeading stage: Birth to age 6;

the period before the child is enrolled in schodWhat the child knows about reading
before first grade is of great importanceAdmittedly, L2 children who had little or no
contact with the L2 or with reading in their L1 for that matter will differ at thégye but

can compensate for this when they start learning (Chall, 1996).

The knowledge of lettesound correspondence is very important in beginning reading.
This is a bottom up approach which implies that learning the parts of the word comes
before learnng to read the whole.The first stage in learning to read must incorporate
blending and decoding skillsThe beginning reader should be exposed to print and
although decoding is not the same as reading, the child at this stage should be fixated on
print (Chall, 1996) The training in sounds should be accompanied by showing the pupils
the letters which the sounds represenft this stage, the child is not only to be exposed

to print but is also taught the elements that make up the words i.e. the leftemds. In
addition, the child should be taught how to combine the sounds to make whole words i.e.
blending. This stage is applicable in reading instruction for both first and second language
situations. Whereas this stage often begins at home for Lildeén, it begins at home for

L2 children only when there are older ones in the home who have learnt to read,
otherwise this stage begins for L2 children when they start schdbke most common
knowledge children acquire before the start of formal schisdketter name knowledge,

and in some instances, this is accompanied by letter sound knowlgigsl, 1996)
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In stage 2, at agesd, there is progression in the skills learnt in stag&He child becomes
faster in decoding as s/he gains speed in deegdikills and with more practice, the child
begins to focus on conteniWhole word proponents argue that teaching a child to decode
is like making the child to call word without meanif@oodman 1982). This implies that
decoding results only in word reemd) which does not include comprehension of the words
read. However,both decoding and comprehension can go on in quick succession.
Moreover, it is impossible for a child to assign meaning to words s/he cannot read.
Developing skilled reading entails acately, automatically and effortlessly converting
familiar and unfamiliar written words into spoken language (Asabg Rayner, 2006).
When a child can do this perfectly, s/lhe has become a skilled re@roding is a useful
tool in achieving such a gbas the child who is skilled in decoding soon moves on from

decoding to gaining fluency in reading.

In stages &b, the child continues to read more fluently and reading becomes a tool for
gaining knowledge and new ideaBhis continues till the studertitecomes able to explore
deeper aspects of text, sort ambiguities and handle more demanding comprehension.
Later, the student is able to work with text, dialogue, argue, and challenge Textt is

no longer to be merely accepted and its contexts absorbettext becomes a thing to
engage and to interact with At this stage, the student is on the way to becoming an
accomplished readerThe stages as put forward by Chall show clear progression from

beginning to learn sounds to how a learner becomes entimeader.
To conclude this section, there are two major theories on how reading is learnt:

Emergent theory: reading emerges when a child is provided with the enabling

environment of abundance of print.

Stage theory: reading is learnt in stages; the Btage may be logographic or alphabetic.
Beginning with the alphabetic stage is more profitable to the learfi¢re stage theory is
more appropriate to second language learnei$e stage theory requires the use of the

alphabetic system so the next g is a brief review of the English alphabetic system.

2.4 The English alphabetic system
The history of the British Isléscludes severakaves of invasion, some physical and some
intellectual (Blackand Macraild 2003; Calfeand Drum 1986). Not only has Britain

suffered some defeat, she had also colonised many lands (Flint, K. 2008ydition,
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England has been home to many immigraiuisa long time(Mallory, 1989) As a result

of these factors, the English language has been sudgjetct various tansformations.
There has never been at any point in histag institution committed to protecting the
linguistic purity of the language (Calfaed Drum 1986pandas such, the English language
has borrowedextensivelyfrom many languages of the worl€#élfeeand Drum, 1986).
Thishasinfluenced boththe pronunciation and spelling systertisat have giverrise to

the written English system we have todays a resulof this alsg the English orthography

is one of the deepest orthographies knowmAs a gastregular orthography (Coyne,
FarringtonFlint, Underwoodand Stiller 2012), it boasts of a great number of complexities
and inconsistencies (Seymour et al, 2003); a situation which makes learning to read in

English more difficult than in many other Aibetic languages (Vaughn et al 2006).

Ly 9y3ftAakKz GKS &lFYS 3INILKSYS YIé& NBLINBAS
K&K 2N k1k0O YR 2yS LK2YSYS YI& NBLNBaSyl
K&K?3Z KA KThe sarRe seuhdimayDbe ¢pilty YI yeé RAFFSNBY (G &1
FYR Y2@3SQ0 IyR (KS aryS @2¢St fSGGSNI YI @&

There are different methods of teaching reading in English as a result of a combination of
factors which include: SLA theories, viean how reading is learnt, and views about the
English alphabetic structureln the next section, Will explore two major methods

currently used in teaching reading.

2.5 Methods of Teaching Reading

The most effective way to teach children to reacshren the subject of disputedating

as far back as the ¥&entury (Barr, 2001)Different methods have been used in teaching
reading, especially beginning readinome of these are: the alphabetic method, the
phonic approach, the language experiencetinoel, and the whole word or look and say

method (Beard, 199). Two of these, the whole word method and the phonics method,

remain prominent.

2.5.1 Whole Word Method

The whole word theory originally emanated from Cattell (1886) who reported that readers
identify letters when they are in words better than words presented in isolation and that
skilled readers read 4 connected words as quickly as 2 unconnected viRefise Cattell

however, Mann, 1838 (mentioned in Kelly, 2008) had claimed that a child vs8oolier
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name 26 familiar words than name 26 letters of the alphab¥éte implication of this was

that readers perceived of words as wholes rather than as a combination of leftars.is

the basis of the meaning oriented methodGattell (1886) also dlaed that it was faster

to call words than to name lettersFindings of later studiefhiowever, did not support

/I FGGSEtQa NBLR2NI YR a2 RAR y2{0 adzZJi2 NI
skilled readers process all the letters in a word (Ashbgt Rayner 2006).The whole
language method was discussed in the 17th, 18th, and early 19th centuries but gained
popularity only in the early 20century when it attracted the attention of educational
policy makers (Beard 1990) and has been in and dut oLJ2 LJdzf I NA G & & A y(
(Goswami, 2005)In whole word teaching method, children are taught to identify words
as whole units.This can be dondor example through the use of flash cards where the
word is written on cards and sometimes accompanigdpictures (Watson, 1998)The
method works by giving children pictures and words to match to the pictuféssh cards

of the pictures and the words are given to the children, usually beginning with words in
the immediate environment. This process, ich depends largely on visual cues, is
repeated until the child begins to associate the word with the picture (AsinichRayner,
2006).

Proponents of whole word method claim that it is a more enjoyable learning method than
other methods because childrean immediately begin to use words that they have learnt
and form sentencesWhole word method also works by getting children to memorise the
most common words.This results in ability to read those words quickly and the more
their sight words repertoirencreases, the more fluent children become and they soon
find pleasure in readingHowever, every new word must be taught to the child by the
teacher or someone else who knows the word (Ashby and Rayner, 2@06)possible

but difficult to build vocaulary using visual shapes especially because many words share
AAYAE NI LI GGSNYya YR RATTFSNI TNRYXG20F QT y ¢
Wo Ay Q 06 SPhilipgaydTergesem 2006)This is because similarity in word patterns
leads children to misspelling and misreading words as their sight vocabulary expands.
Since they do not know how to read new words unless taught, they tend to do much
guesswork and skip over new wordshe habit of skipping and guessing can hinder the
develpment of word recognition skilliAshbyand Rayner, 2006).This underscores the

importance of teaching pupils the skills which will enable them read unfamiliar words
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accurately. The whole word method has been found to be slower than the phonics

approache (Torgerson, BrookgndHall, 2006).

2.5.2 The Phonics method

The Phonics method, an approach which focuses on teaching of sotethel
correspondences (Washtell, 2008), is not a new method but was in existence even in the
19th century (Beard, 1990) amdntinued to be the predominant method until the second
half of the century when the Gestalt psychologists (Kelly, 2008) suggested that children
perceive words and shapes as wholedatthan as units (Cattell, 1886As this opinion
gained ground, thghonics method lost favour.Added to this was the influence of
CNRESo0St IyR 5SsSeQa OKAfR OSYGSNBRySaa
attitude towards the phonics method as it was regarded as a prescriptive method (Watson
1998). The dissatisfagin with the phonics method led to the popularity of the whole
word method in the 1940s and 508lowever, in the past three to four decades, further
inquiry into reading acquisition led to the conclusion that phonological processing is the
main determinam in the development of reading skills in the early stages of learning to
read in an alphabetic orthography (Adams, 498dams, 200; Bowey, 2007Burgess,
2006; TreimarandKessler, 203). Although it is now widely accepted that the knowledge

of letters and sounds is valuable in learning to read, there is no agreement on how to
teach this knowledge to pupilsMethods which acknowledge the importance of the
knowledge of sounds to learning to read are all often referred to as the phonics method
but the dsagreement about how children attain the knowledge of sounds has resulted in
different approaches to the phonics methodcome advocate analytic phonics (Bradley
and Bryant 1983; Coyne et al., 2012; Goswami; 2005) and others, synthetic phonics (Chall
1996; Chew 1997; Johnstaand Watson 2005; Watson 1998; Stuart, 1999hese two

different methods are discussed in the next section.

2.6 Analytic Phonics

Analytic phonics refers to thmethod of phonics teaching in which soundiogt is not
used but where tachers show children how to infer the common letter or sound in a set
of words (Torgesomrt al 2006). Analytic phonics avoids sounding out and pronouncing
particular graphemes in isolation but rather encourages children to deduce ssymbol
relationshigs by introducing them to words which share similarities in soufidh® words

may all begin with the same letter and sound, égtQW¥aneQ¥areQor endin the same
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letter and sounds e.dgpeclkQ'HeckQBeck The teacher introduces children todlwords

and then discusses the similarities among the words pointing out the letters or sounds
that are similar. It emphasises the larger sygarts of words like onsets amimesand
teaches words as wholes before drawing the attention of pupils to iddalisounds at
different positions, using a whol®-part approach{Torgesoret al2006; Goswami, 2005)
Typically, the teacher shows the pupils the whole word, they pronounce it and then they
analyse the word.The analysis may start with initial soundsyving on to middle sounds
and then final sounds (Johnst@md Watson,2005). This is usually done in alphabetic
order where the sounds of the 26 letters of the alphabet of English are taught at different
times in all the word positions i.e. first worditial, then in the middle, and later, at the
end of words. After teaching the sounds at the different positions, consonant blends are
taught at the initial and word final positionsollowing this, the consonant and vowel

digraphs are taught.

One majommethod used in analytic phonics is the onset and rmmethod first proposed

by Goswami (1986)soswami recognises three levels of phonological awareness: syllabic,
phonemic, andntra-syllabic and favours the third type as the way children learn to read
0Said 0SOIdzasS a9y3IfAaK Aa LI NIAOdzZ I NIX AyC
€ SGGSNBR 2NJ f SGGSNI Ot dzai SNA O2NNBaLRyRAyY3
According to Wysand Goswami (2005English is less inconsistent with resp® larger

reading units, such asmesor syllables so they propose that children be taught those
larger units rather than at phoneme to grapheme lev&halytic phonics proposes that it

is possible for a child to recognise a word as a visual pattathouw necessarily
associating letters to soundsiNords are divided into initial consonant (onset) plus the

end string (rime). The rime of a syllable is made up of the vowel plus any consonant
LIK2ySYS& 0D2a&g6FYA wHnnpud CARIT SBI OKIi 2F W
consonants is the onset,g, ) while the endinglass)are the rimes. Analytic phonics
proponents argue that childreare progressively sensitive to rime unit sogsgelling
correspondences in the early stages of their word iegdCoyne et al., 2012)Learning

through this method involves the burdensome process of learning a large number of
patterns which invariably slows the learner dowiven Goswami agrees that the onset

and rime approach places high demands on the g@#silthey would need to learn a great

number of complex letter combinations (Goswami 2005).
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2.7 Synthetic Phonics

Synthetic phonics is a fast track multisensory approach to teaching children reading and
writing (Jollife Waugh,andCarss, 2012)It involvesthe use of many of the senses by the
pupils. Children see the sounds, they listen to the pronunciation, they say the sounds and
they handle the written forms on flashcards, magnetic letters, etBeing such a
multisensory approach, it is highly engagiiog the children./ KA f RNBYy &y SSR
Y2@SYSyid |yR | OGA@AGe | a YdzOK I a 3w Ydz |
Synthetic phonics has been found to be not only a fast but also a highly effective method
for teaching and learning to readh@ll, 1996; Chew, 1997; Watson, 1998; Johnstod
Watson 2005). The method works by rapidly teaching the pupils, starting with the
smallest units of speech teaching them the sounds, and building up bigger units by
blending the sounds together. Synthd¢ic phonics uses a patb-whole approach
(Torgesonet al, 2006) byteaching children the phonemes associated with particular
graphemes and then how to blend the phonemes together to form words e.qg. /k/ /a/ It/

cat; and how to segment words into their cormpent sounds.

Typically, the sounds are learnt in an order that allows many three letter words to be
blended and decoded.

The primary programme used for this study is Jolly Phonics, a commercially available
teaching programme designed by a teacher (LIa@92), and for teachers (Stuart 1999).

It has been used with positivesults n research ordeveloping reading and writing skills

by several resaahers (Counihan 2010; Dixon et al 2011; Ekpo 20ar; Johnstorand
Watson,2005 Johnstoret al, 2011 Stuart 1999).0Other commercially available synthetic
LINEINF YYSAa Ay (GKS 'Y AyOftdzRS wSIFR 2NRG
(Hepplewhite). The ally Phonicsprogramme usesive basic skills developed by Lloyd,
Wenhamand Jolly (Lloyd, 2013) to teaathildren using the synthetic phonics method.

These are:

- Learning the Letter sounds
- Letter formation

- Blendingg for reading

- Identifying the sounds in words for writing
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- Tricky wordg; irregular words

The first skill learnt is the sound of the lett Children are taught the sousdne at a
time and it issometimespossible to teach one sound per phonics lesson depending on
the age of the pupils and their ability to handle the languéyeexample Johnstonand
Watson (2005) taught at the rate ofwb soundsper lesson and had good results
However,in the L2 classroom the rate may be slowed down if the pupils struggle with
the languageln the Jolly phonics scheme, pupils are taught the letter sounds in order of
seven groupsThe first group ofdtter sounds make up a large number eledter words;
s, a, t, i, p, n.Thesesounds can be used to make several 2éter words e.g. it, is, pin,

sat, sit, tip, tin, pit, pat.

Jolly Phonics (Lloyd 1992) teaches in the following order.
l.satipn.

2.c/kehrmd.

3.goulfb.

4.aijoaie eeor.

5.zwngvV oo.

6.y x ch sh th.

7. qu ou oi ue er ar

In developing the first skillearning the letter soundsJP uses the story approach; each
sound has a story which keeps the children engagecaiys them remember the sound.
In addition to the story, each sound has an action mnemonic and a $&hgn all these
are used, children enjoy the class; they pay attention and it is easi¢hddeachers to
retain the attention of the children. Chitdren learn through play or teaching that is

supportedby fun activities (Rixon, 199¥ygotsky, 1994)In addition, because the stories

and actions are quite engaging and practical, pupils are able to retain the knowledge

without having to memorise it.Many of the action mnemonics take on the shapes of
actual objectsFor exampleW & Qrawn as a snakelhis makes the association between

the mnemonic and the sound easy to rememb&hort vowels are usually taught before
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long vowels and in general, gie phonemegrapheme correspondence, before more

complex combinations (Adams, 2001).

For the second skilletter formation, the teacher guides the pupils in writing the letters.
This is also donmcorporatingas much fun and making it as engaging asids. Pupils

are taught how to hold their pencils; they are encouraged to write the letters in the air
F2ft26Ay3 GKS GSIFOKSNRA& f SI RAY 3IThis @akesit K S

possible for the children to practice writing the letter seal times without being bored

O)¢

as the task is done in a variety of ways.

Blending the third skill is the skill required for readingBlending involves merging
phonemes together to pronounce a word (Washtell, 2008)e pupils are taught to assign

a phoreme to each letter in a word e.g. /t/ foP Gr@ach letter combination, e.g. /k/ for
the letter combination®kQand to merge all the phonemes together to pronounce the
word. Blending is taught as soon pupils have been taught a couple of sounds;lgertain
when they have been taught up to six sounds, children can blend many words (Johnston
and Watson, 208; Newbury, 2012). Blending skill enables children to read while
segmenting skill improves their spellingBlending and decoding involve using the
knowledge of the regular relationship between letters and sounds to read unknown
words. Pupils are taught how to blend the individual sounds to make wowvdken they

do this, they are able to read words and later, sentend8&nding skill is also taught in
different fun ways. Some of the methods of teaching blending (Ldogd-oxcroft, 2010)

are:

Auditory blending: where the teacher says the individual sounds in a word and the pupils

shout the word back to the teacher.

Arm blending teacher says the sows in a word (usually words with three sounds in
consonant vowel consonant order) one by one, touching the shoulder, the inner part of

the elbow, and the wrist as s/he says each sound. Children sweep from shoulder to wrist
and shout the whole word to thé S OKS NI 93 ds F2NJ GKS g2N.
12dzOKAY 3 (RS I2EDEAKSINE KSU @Yy 5D K Pypisd anll K § v &
GSFOKSNI YITS | asSSLIAYy3I Y20SYSyid FTNRY aK?z

Blending is also talng by using songs.
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Teaching pupils tblend consonants in clustersqnsonant blend) is another helpful way
of teaching blending (Jollife et,&2012). Pupils learn to blendQda /kl/; $P& /sp/;
PO /spr/. This makes blending of longenrds easier for the pupils as it is easier
to blend chi-p than cl-i-p; spri-nt than sp-r-i-n-t. When blending starts, pupils are
gradually introduced to reading decodable bookBecodable readers are leveled and
occurrence of new words is spaceddhbghout the text so that pupils do not find reading

a frustrating experienceWhen pupils enjoy reading at this level, they will want to read
more; if they do feel frustrated with the learning process at this point, they have a
tendency to read less (Lmgan 2006). Also, focusing on decoding in this way helps focus
the attention of children on the structure of the word as well as learn to decode words
that have similar structure e.g., pat mat, pad, dad, kid, dip, &tte words in decodable
readers arechosen such that attention is drawn to every letter positistart, mid and

end (Adams2001).

Segmentingentails identifying the individual sounds present in a spoken or written word
(Washtell, 2008). Segmenting skills equip pupils with the abilityitwent spellings of

words (Erhiand Roberts 208). It enables pupils to write spoken word3he pupils are

taught how to identify what sounds are present in the words they hear and in addition,
they learn to count the number of sounds in words.g. t¢ OKSNJ OF f f & 2dzi 0
and the pupils count¥k; they are able to tell there are three sounds in the woRlipils

are also taught how tpinpointthe positions of sounds in spoken words; i.e. if a sound is

at the beginning, in the middle, or #te end of a word.This skill also is taught using a
variety of gamesPupils count on their fingers; they touch their shoulder, elbow or wrist

to signify the positions of sounds in wordehey doa game called thehumbs up or down

game thumbs up ifa sound is in a given word, thumbs down if it is not (Dixon 2009).

Dictation is a prominent aspect of synthetic phonics lessons as it aids spelling skills.
Dictation starts as soon as the pupils learn the first soufrdm then on, teachers dictate
the sound taught each day and as soon as the pupils can handle the task, the teacher

starts dictating words with 2 sounds and then CVC (consevantlconsonant) words.

There is need to differentiate early between letters and sounds and though opinionsdiffer

as to when the letter names should be taught, there is a general agreement that letter
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names need be taught (Joliféd al, 2012;Treimanand Kessler, 2011). The Rose Review

adlrisSa GKFG Ad Aa aaSyarotsS (2 dD&pa@Rl).o2 0K

When pupils have become accustomed to sounds, blending and segmenting, the teacher
AN} Rdz- £t £ & AYOdNRBRdzZOS& (KS andWEBad2004)Nmhesed (i NA (
are words that cannot be blended nor decoded (Newbury, 2012)e teacher teaches

the irregular words by guiding the pupils to apply the sounding skills to the regular parts

of the words if any, and memorigirthrough repetition (Vaughn et,@&006).Forexample,

the teacher mightsajeQ A & | G NR Ol R gRANRES Qi KSdziF AINES
WwSQ tA1S GKS f2y3 &az2dzyR WwSSQo [ SGGSNI yIY
so when it is time to teach tricky words, the teacher may also find it helpful to use the
letter names to spell some of the word$e&d @S WKGD M IGKS WGNARO1&8Q ¢
to the children systematically and accumulatively (Newbury, 2012), they should pose no

major challenge to the pupils.

When pupils become confident in handling the regular words through the blending
method, they are then taught the alternative spelling$he pupils not only learn the letter

sounds but also the common alternative ways of spellingsthends(Jollifeet al, 2012).

Apart from the tricky words, there are several words in English which toeardorm to

the letter-sound order shown aboveHowever, many of such words are guided by some
general rules (Chew, 1997) and as the pupils progress in their learning, teachers are able
to teach them the rules in a fun manner such that it is easy forcthiklren to learn.For
example, when pupils have learnt to read CVC words sulfit@8atQWBanQ it becomes

easier to call the attention t&iteQ¥ateQHroke(dn a way that is understandable to them.
tKS® g2N] 2y GKS 2¢aiRiz0b 2 RyIblMdeb21?)Be a KS N
so doing, it is possible to teach them principles which are relevant to large groups of words

rather than teach them single words which they then have to memorise (Chew 1997).

In summary, synthetic phocs programmes are carefully planned thereby making them
easy for teachers to use and for pupils to follo®ynthetic phonics instruction enables
children to seliteach as they learn to tackle new words by sounding them out and
blending the sounds (Ashlaynd Rayner 2006)Bowey (2007) succinctly captured this fact

in the following summary: Synthetic phonics programmes carefully sequence the

introduction of phonemegrapheme correspondence and the rate of teaching the
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phonemegrapheme correspondence is caully timed to suit different groups of children
and their different needs.They carefully teach pupils to sound out and to blend words
and provide lessons on how to read irregular wordehey also teachhe alphabetic
principles to beginners as well asach elements of phonological awareness in portions
that beginners can understandynthetic phonic programmes regularly reyiseviously
taught phonemegrapheme patterns and provide words and context for practice in form
of decodables.They also displacommonly occurring letter combinations and highlight
them within words around the classroom making them highly visible to the p{golsey

2007).

Gl AIK ljdz-r £t AGe LIK2yAO0a (SHOKAYy3 SyadaNBa K
AT AlG ReXséhaeytliey wilhave a secure phonics knowledge to blend it a different
gre& YR FAYR (GKS 62NRé 0O0bS60dzNBX HamMHI Ll

There are several results of successful teaching of English using a synthetic phonics
method in L1 situations and in L2 situationBese reports clearly confirm the synthetic
phonics method as an effective method for teaching beginning readiBglow is a

summary of reports ofesearchwhich used synthetic phonics principle

2.7.1 Research in synthetic phonics
Many success stories abnd from studies which compare the effectiveness of the
synthetics phonics method with other methods of teaching reading in Englistese

studies done in many countries have similar conclusions.

In 1967in the US Chall revived the beginning reading mmetl which differentiates
between codeemphasis (decoding) and meantamphasis. The purpose of the code
emphasis method was to teach phonics in a direct and systematic Waig. resulted in

the introduction of more phonics into the beginning reading autum (Chall, 1983al)t

also led to a shift from meanirgmphasis only to the inclusion of different approaches,
especially decoding, in textbooks published afterwardsLJ- NI FNBY [/ KI f f
independent studies were commissioned and the resshiswed that in most of the
studies, a direct phonics approach yielded the best success (CB&H)19This led to a

shift from a meaninggmphasis to a codemphasis for beginning reading instruction and

as such there was a great increase in the amourghafnics that was included in early

reading instruction (Chall, 1996)n a report of 27 independent studies into beginning
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reading between 1965 and 1966, research sites whose early reading programmes
included a separate phonics programme had higher regqdittainment than those that

did not. In addition to this cooperative research, much other individual research
concluded that programmes which focus on early phonics instruction were more effective
than those which did not (Chall 26a) and produced the ost positive effectsIn
addition, the studies confirmed that direct phonics instructiomdged the gap between
children from poor social background and their well off peefhis is not surprising
because phonics instruction provides ease of word retta@nmaking reading easier to
achieve even for children whose parents are not literate and therefore cannot provide
any additional supportor the children at home Many other experimental studies from
1967 and 1973 concluded that instruction in phorposduced better results and also that
training in blending was found to further facilitate lettsound or lettername training

(Bond and Dykstra 1967).

Pflaum,Walberg, KaregianeandRasheo mpy n > LJPmT 0 RA&Of 2aSR &
of the sounds2 Yo 2t o0f SYRAYy3A YSiK2RE¢ -symgoRbletithy Of dzf
method mean effect size is significantly higher than the mean for other experimental

0 NB I { Paym|Waterg, Karegianeand Rasher(1980, p.17)

Beginning with an early instruction impnics provides the child with the skills necessary
to become an independent reader at an early age and asualtroflearning to reackarly,

the child carsoon begin taead to learn (Kelly 2008).

In the UKStuart (1999tompaed Jolly Phors andBigBook oneéhour a day for 12 weeks
with 5 year old learners and found the Jolly Phonics group was significantly ahead of the

Big Book group in alphabetic knowledge, spelling, reading of words and/owts
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Also in the UKWatson and Johnston (1998) carriedt a longitudinal study on classrooms
which used three different phonics methods for teaching readifigese werdga) the
standard analytic phonicgb) the analytic phonics combined witimtensive training to
enable children to hear sounds such as phoes and rhymes in spoken wordad (c)
synthetic phonicsIn the first16 weeksof the study, they repoed concerning the
synthetic phonics taught group: increases in reading and spelling over and above the
levels of performance achieved with analytic pies andalso, they reportedhat the
synthetic phonics method led to fewer underachieving children.

The researchers followed up on the progress of the pupils from primary 1 to primary 5
and they found that in addition to the previous gains, the synthpltionics group had a
greater ability to read sight words than the analytic phonics and the analogy taught
groups. By primary 4, the synthetic phonics group was 9.8 months ahead of the analytic

group in reading comprehension (Johnston and Watson5g00

Thesynthetic phonics training has a long lasting effect because the skills of blending and
sounding taught to the children early resulted in their ability to handle unfamiliar words

even when the teachers had long stopped using the method in teaching tlugeshi

It is no surprise then that the Rose led Primary Framework for Literacy and Mathematics
in 2006 on the basis of the work of Johnston and Watsstipngly recommended
synthetic phonics as the method of teaching literacy in Englafsa result of his, the
synthetic phonics method became the prescribed method for teaching beginning reading
in schools in EnglandAlthough different reactions greeted the decision, details of such

are beyond the scope of this work.

Apart from the US and the UK reselay research in synthetic phonics abounds in L2

situationsas detailed below:

In a sixweek study of Kindergarten 2 (KG2)upils in a rural low cost primary school in
Ghana Counihan 2010) found that pupilswho were taught usingsynthetic phonics
developdphonemic awarenessience reading skills, quicker than the control group who
were taught with a rote learning method. SimilaiBixon et al, (2011piloted a 6 month
experiment in 20 schools for low income families in India to investigate if the eyoth
phonics pogramme would stimulate the reading performance of the pupilBypicallyjn

Indiaas in Ghanagnglish language is taught by a rote learning method which begins with
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learning the letters of the alphabeflhis is followed by children memsing whole words

(Dixon et al, 2011)Over 500 pupils whose L1 was Urdu were in the study featuring an
intervention and a control group.The intervention group had a one hour synthetic
phonics instruction daily while the control group was taught using tote learning
approach usually used by the schools and had no blending or decoding cowtetite

end of the study, they found that the L2 children of illiterate parents, living in slum
conditions and having little access to reading materials beybant school textbooks and
minimal assistance from their parenesSNE dal 6t S G2 RSO2RS | yR
successfully when taught using a synthetic phon@p3I NI YY S¢ 05 A By S
The impact of the synthetic phonics intervention was digant in the knowledge of

sounds, word blending, word reading, and spelling.

Studies done with Spanish/English bilingual children also found that synthetic phonics
resulted in improvement in reading skill¥aughn etal (2006)had four bilingual teachers
provide intervention in English to Spanish/English ELLs whose initial reading instruction
was in Spanish in six small groups of three to five students for 50 minutes a day, 5 days a
week, from October through MayLettersound correspondences began frahe first

day of lesson and continued throughout the 120 lessons, and a new-kiterd or letter
combinationsound correspondence was introduced every 2 to 3 ddysidents were
taught to decode phonetically regular words and to practice learning tis&ytwords by
sounding out the parts that could be sounded and learning the part that should be
remembered. The researchers reported that lettevord identification and phonological
awareness significantly favouratie intervention group. Although therevasa mean

effect on nonword reading in favour of the intervention, it was not significant.

Similarly,Denton, AnthonyParkerand Hasbrouk (2004garried out an intervention with

2nd-5% Grade Spanish/English bilingual students and reported that studenke explicit
systematic reading interventiogroup significantly outperformed the students in the
control groupin word identification. Although the gain was in word identification only
FYR RAR y20 FFFSOG LizLIAf & U bFd redty6i@he bréldtyd S a =
of the intervention 22 weeks. A longer term intervention may have yielded a greater

effect on the other skills.
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Also,Defiorand Tudela (1994had a 6 month supplemental reading intervention fét 1
Grade pupils in Grenad&pain. They had four intervention groups and a control group.
One group was given phonological awareness training which used plastic letters to
establish a link between letter and soundThey reported that early training in
phonological awareness whidncluded the use of plastic letters positively affected
reading and writing skills gain dsetgroup which linked letter to sound outperformed all
other groups in reading and writing taskBhe link between sounds and letters facilitates

gain in readingkills (Vaughn et al, 2006).

Goldenberg efal (1992)did an experiment with Spanish beginner§he intervention
group used story books read aloudthg teaches several times in school and taken home

for parents to further read to and with childrenThecontrol group had only worksheets
which the teachers used in school and sent home for children to further work on with
parents. The researchers gathered that some parents in the control group focused on
letter sound and decodingThe intervention grouputperformedthe control groupin
reading but there was high associatidmetween decoding and reading achievement

within the control group

In another experimentGoldenberg, (1994)ad3 groups of Spanish kindergartenpils

one group had simple readesent home, another group used a strong academic focus on
reading with instructions in letter and sound while the third group was left to use general
readiness. The group with strong academic focus on reading with letter and sound
instruction outperformedthe two others in letter name and sound identification, word

decoding, word writing, and sentence reading.

A 2003study LinanThompsonand HickmanDavig taughta combined group of1 and

L2 students35 minutes per session of 58 sessions using a methadhwihcluded a
phonological awareness segmenthe goal of the phonological awareness segment of

the lesson was the development of phonemic awareness, that is, the awareness that
words are composed of soundghis offered students opportunities to attena, identify,

and practice blending, segmenting, and manipulating phonemes in woits. gains

made at the post test were significant irovd attack, passage comprehension, phoneme
segmentation and oral reading fluency(x I dzZ3a Ky ~ [ A Y | yno ¢l8ov,LJa 2 Y .
t 2 f I NR 5 dxNRPSR/2 f @ndFrandd 2¢0B).
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Phonics was also found to improve reading skilldyslexic childrenSanchez and Rueda
(1991)in a study which lasted 20 weeks compamialexic children receivinghonemic
instruction alone vthout the use of print to those who used phonics, i.e. by use of the
alphabetic code.Their 3 intervention groups involvgd) training in adding phonemes
(ADD); (2) training in segmentation and use of alphabetic code (write a word: aniVv

(3) controlla instruction based on perceptive and motor tasks (P)

The phonics group (WW group) which applied the phondémegrapheme rule

outperformed the 4 other groups.

In Akwa Ibom Statéigeria, Ekpo et al (200€pnducteda 9month study using synthetic
phonicsas an inérvention strategy in 5 school4.68 pupils in ten primary 1 classes were

in the study and each school had an intervention class and a control clash
intervention class was taught using synthetic phonics while the control classes were
taught using the usual rote learning method.hey reported a marked difference in the
posttest scores of pupils in the experimental grout the end of the study, pupils in the
intervention made a gain of between 1 month and 31 months in their reading &ge w
GK2aS Ay (KS O2yGNRf 3INRIzZJ) é&a@200f R6).y 2 NBI

Several of the above studies concerned L1 situations. Where L2 speakers were involved,
the teachers were usually L1 speakers. Howeves Nigerian study Ekpoet al 2007)
utilised the Nigerian teachers who were the class teachers for the pupils in the study.
However the research was multifaceted, examining not only the impact of the synthetic
phonics method but also the effect of health and wellbeing of pupitsthe effect of the
differences in location, urban and rural on advancement in reading skitle direct
implication of this wasa reductionin the focusof the studyon the effect of synthetic
phonics on literacy skillsThis was obvious in the repoof the study In addition, the
report of the studyonly showsthe impact of the interventiorbut does not givehe details

of the process.Little wonder they called for a replication of the study in other parts of
the country. The present work focusesialetermining the effectiveness or otherwise of
the synthetic phonics method in comparison with the rote learning method on the

development of reading skills of beginning readersome primary schools in Nigeria

To summarise,@ne of he studiesdiscusedabove arepresentedin Tablel.
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Study

Duration and Participants

Programme used and research type

Result

Counihan (2011)

6 weeks. Pupils in a leeost private

school in Ghana

Intervention: Jolly Phonics; Control: Indigenous meth

Jolly Phonics pugiloutperformed the pupils ir
the control in phoneme awareness and wo
blending. Jolly Phonics pupils made grea

mean gain in spelling than control

Defiorand Tudela

(1994)

6 months. ®grade pupils in Granads

Spain

Four intervention groups and one coal.
One group was given phonological awareness trair
which used plastic letters to establish a link betwe

letter and sound

The group which linked letter to soun
outperformed all other groups in reading ar

writing tasks.

Dentonet al, 2004

22 tutoring sessions. Spanish/Engli

bilingual pupils

Two Intervention groups: Explicit phonicsising

decodable texts or Fluency skills. Control: untutored

Explicit phonics gained in word identificatiq
more than the fluency skills group and tk

control group.

Dixonet al, 2011

6 months. Urdu speaking childre

from low income Indian families

Intervention: synthetic phonics

Control: rote learning method

Intervention significantly outperformed contrg
| knowledge of sounds, word blending, wo

reading, and spéng

Ekpoet al, 2007

6 months: Primary One pupils i
Government schoolsn Akwa lbom

state, Nigeria

Intervention: Jolly Phonics

Control: traditional rote learning method

Intervention significantly outperformed contrg
in sound identification, word readg, spelling,

and blending

Goldenberg et al, 1992

Spanish beginners

Intervention: Story books read aloud by teacher sevg
times in school and taken home for parents to furth
read to and with children.

Control: Take home worksheet for children to wark
with parents. Parents focused on letter sound a

decoding.

Treatment outperformed control in reading by
there was high association in the contr

between decoding and reading achievement

48



Goldenberg, 1994

Spanish Kindergarten

Simple readers used arsgnt home
Strong direct academic focus on reading with
instructions in letter and sound

General readiness

The group with strong academic focus

reading with letter and sound instructio
outperformed the two others in letter namg
and sound identificatin, word decoding, worg

writing, and sentence reading

Gunn et al 2000

5 months to 2 years. ELLs, ea
readers at risk; 19 were neBnglish

speaking.

Intervention: Direct instruction approach to reading

The intervention group made significant gai
above the control in word identification, wor
attack, vocabulary and comprehension wh
gain for the non Englishspeaking wasg

significant only in word reading.

Johnstonand Watson

2005 Experiment 1

20 minutes a day x 20 school weeks
year old L1 cidren who had just

started school

Synthetic phonics
Analytic phonics

Control

Synthetic phonics group had higher readi
ages, outperformed the analytic and th
control groups in letter sound knowledge, no
word reading, spelling, phoneme segmentati
and cue word reading. Synthetic phonicg
children were7 months ahead of the other tw
groups in reading age and®Bmonths ahead in

spelling

Johnstonand Watson

(2005 Experiment 2

Primary One classes; L1 pupils

Non letter naming
Accelerated letter training

Synthetic phonics

Synthetic  phonics  group  significant
outperformed the two other groups in readin
spelling, phonemic awareness and irregu

word reading.
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Johnstonand Watson
(2005)

report

Longitudina

Same children in experiment

followed from pimary 27 in a

longitudinal study

For word reading and spelling, the gain in s

compared with chronological age he
increased significantly over the years, althou
the synthetic phonics training ended in Primg
1. In Primary 2, word reading was 1t#®nths
ahead of chronological age, but in Primary ]
had increased to 3 years 6 months ahead.,
Primary 2, spelling was 1 year ahead, and

Primary 7 it was 1 year 9 months ahead.

LinanThompson et al
(2003)

L1 and ELLs

No control.
The goal of the pponological awareness segment of tk
lesson was the development of phonemic awarene
that is, the awareness that words are composed
sounds. This offered students opportunities to attend
identify, and practice blending, segmenting, a

manipulatirg phonemes in words

Word attack, passage comprehensig

phoneme segmentation fluency, and or
reading fluency increased greatly. Only
students showed less than 6 months growth

3 months of intervention.

Sanchez and Rueda,
(1991)

Dyslexic learners

4 groups: which used the

phoneme to grapheme rules (the alphabetic code)

The phonics group (WW group) which appli
the phonemeto grapheme rule outperformec

the 4 other groups

Stuart, 1999

12 weeks. 5 year old ELLs

Compared Jolly Phonics and Big Book

Joly Phonics group significantly outperforme
the Big Book group in sound recognition, wg

and nonword reading

Vaughn et al, (2006)

7 month daily intervention,

Spanish/English ELLs whose ini

reading instruction was in Spanis

An intervention to teach the sounds in English and h

they relate to letters. Decodable text was us

throughout instruction

Letterword identification and phonologics

awareness significantly improved in favour

the intervention group. Although there wa
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The aim was to improveeading and

writing in Spanish

mean effect non word reading, it was n

significant.

Watson, 1998

L1, 1 classes

Explicit, systematic, direct phoni¢Synthetic phonics)
Analytic phonics

Control look and say

Synthetic phonics group significantiphead of
both analytic and look and say in readir

spelling, noAword.

Table 21: Some sudies in synthetic phonics
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From the foregoing, it is evident thayrsthetic phonicdhas been found to ban effective
method of teaching bginning readers.However, the method is not without criticism.
Synthetic phonics has beéme subject ofcriticismby whole word method advocates, and

alsocriticismfrom the analytic phonics practitioners.

2.7.2 Criticism by whole word method

Advocatesof whole word methodvary in their view of synthetic phonics from outright
rejection to mild tolerance of the method on the basis that synthetic phonics does not aid
word recognition and it hampers comprehensiddome recognise the use of phonics but
suggpst that it should be used sparingly and only when neégeithers reject the idea of
phonics claiming that it does not result in comprehension of the words |earfihey
conclude that the most important aid to word recognition is the visual pattern eftbrd
especially the length and the letter combinationg/hole word proponents further argue
that phonic analysis should be used only to supplement the knowledge of words that

pupils have achieved through the context (Schonell 1974).

Another criticismof the phonics method is the claim that sounding the word would not
result in comprehensionGoodman(1982a) insists that decoding is calling word without
meaning which he says is not reading just in the same way as hearing is not equal to
comprehending. It is indeed possible that decoding does not result in comprehension.
The fact that a child can blendaet (cat) does not necessarily imply that they know the
meaning of the word unless care is given to ensuring that comprehension goes along with

the teaching of decoding skills.

Also, @ponents of synthetic phonicassumethat syntheticphonics lessonsra boring
regimented drilé as it has elements of rote learningrhis claim and others will be

examined in the course of this study.

2.7.3.Criticism by analytic phonics practitioners
Apart fromcriticismfrom the proponents of the whole word methods, there are criticisms
from other phonicsmethods For example, Wysand Goswami(2008) claim that the
English language is too complex for synthetic pbstiecause of the inconsistency of its

alphabetic system and its complicated phonological syllable structufes.has been

4 Schonell, 1974
5 Goodman, 1982
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mentioned earlier,synthetic phonics method not only teaches the phonegrapheme
structure with ease to the children but also te@shthe child to blend the sounds that

make up the word in order to read the wordAlso, gnthetic phonics teaches the child

how to tackle the exceptionsGoswamiand Bryant (1992 p. 50) claim that simple letter
sound relationships do not work and alsoathsynthetic phonics poses difficulties for
beginners who as yet possess no phonemic awaren@$® claim that beginners lack
phonemic awareness is unfounded as etaaidlers differentiate betweeratandmatin

their speech, demonstrating a knowledgepfonemes from a tender age (Chew 1997).
Erhiandw2 6 SNIIa oOownnmiI LIdmMmgpd NAIKGEE alreée GKI
Fa az22y a (GKS& |NB &aLR1Syz a2 | NBF KIFNR
Synthetic phonics method recognises that dreh require a greater consciousness of
phonemes than could be derived in spoken language and takes the necessary steps to
make phonemes visible to the learner (Eanid Roberts, 2001).Analytic phonics seems

to work on the assumption that beginners hawework out many orthographic principles

by themselves but synthetic phonics focuses on teaching children these principles in a

direct manner (Chew 1997).

The most important aspect of phonological awareness is phoneme awareness (Gough,
Juel, and Griffith 1992; Goswami 1992, Stuart 1999, Watson and Johnston 2005).
Synthetic phonics makes the phoneme visible by teaching children sound to letter
correspondences.Teaching children phonological awareness in the absence of detter
sound training does not resuilh much progress (Watson and Johnston 200%)s only

when phoneme awareness training is combined with leeund teaching that there is
improvement in reading and spelling developmer8uccessful phonological awareness
training is the one that is@ompanied by teaching how to represent speech sounds with
letters (Stuart 1999).! y I f @G A0 LIK2yA0aQ OflFAY GKFG &

onset and rime or in other forms, is vital to learning to read means that children need to

w

break words intaheir component parts in order to be able to read (Bryant, 1993). This
assumes that reading requires the ability to split words into phonemes; on the contrary,
reading only requires the ability to blend the phonemes into whole words, a task which is
mucheasier than splitting words into phonemes and identifying onsetsrands (Chew
1997). If children are taught early how to map phonemes on letters, they would not need

to be taught the complex principles of set and nme which requires the ability to
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recognise a large number of words (Watson and Johnston 19B83ching children the
letters and their corresponding sounds make the phonemes visible to the pupils, making
it easier for them to interact with print in carrying out phonemic analyBigpils an easily
segment printed words into their component parts as these parts are already visible to

anyone who looks at the printed word.

A child is not required to delete or segment phonemes, identify rhyming and alliteration
patterns in order to read, neidér does the reading process require that children hear
individual sounds in a word whose printed form is not shown to the children and sounded
out one by one.Reading using the synthetic phonics method simply requires children to
blend sounds which theyao see in some form of print into whole words and this is not
peculiar to English, but also works for Spanish, German, and other languages with regular
orthography (Chew 1997; Watson and Johnston 1998hildren learning to read in
languages with regulasrthography do not have to make recourse to onset aimde in

order to read. Interestingly, Goswami (2005) confirms that there is no debate about how
to teach initial reading in alphabetic orthographies with consistent spelling systéims.
children learing to read in languages with regular orthographies could succeed in doing
so through the synthetic phonics method, English learners ought to be able to learn the
phonemically regular words using the phonemic approach and not resort to onset and

rime (Chew1997).

In addition to the criticisms examined above, Abe, 13&iting specifically on methods

of reading used in Nigerigaid thatintroducing readingusing the synthetic phonics
method to teach English posdsficulty for childrenbecause they learto read in the first

and secondanguage is done simultaneoughtbe, 1991).Asif in selfcontradiction Abe,
(1991 noted that evenwhen the Policy is well implemented, Nigerian children are faced
with the task of studying at least two languages ortoeytare registered in schooht age

six, they are required to learn to read in their native language and in Endldtied to

this is the fact that English tends to be taught using the whole word method while the
native language is taught using the phasapproach.The result of this is that the sound
values of letters in the two languages differ and learning to read in the two languages

simultaneously often results in confusion for the pupils.
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While one would agree with Af&991) that using two sepiate methods to teach reading
in two languages to the pupils results in confusion, using the synthetic phonics method
for mother tongue and English is an advantage as pupils will no longer need to assign
different values to the same letter.This further srengthens the choice of synthetic

phonics for this study.

Summary The previous section reviewed two major methods of teaching reading:
1. The whole word method

2. The alphabetic method

There are two main strands of the alphabetic methaahalytic phonis and synthetic
phonics. The proponents of the whole word method and the proponents of analytic
phonics method engage in vibrant criticism of the synthetic phonics methodpite of

the criticisms, reports from the US and the UK where English ishang and from India
Ghana,and Nigeria as examples of L2 situations, and other language learning situations
reveal that synthetic phonics is a very effective method of teaching beginners how to read
English. Also, Nigerian languages are often taught gsen phonics method. Using
synthetic phonics to teach English offers a form of continuity in learning. Considering all

the stated factors, thehoice of synthetic phonics for this stusgems appropriate.

2.8 Factors in reading achievement

Regardless opreferred teaching method, certain factors have been known to affect
LJdzLIA £ Q& NBIF RAY3I | OKAS@GSYSy il S o seatisnifaS NI |
review of such factors as this is vital to answering the questionLizl Jpersan@l
circumstances, family background, and teacher circumstances influence the improvement

of pupils taught with synthetic phonics?

2.8.1 Educational and socio-economic background

Research reports differ on the effect of the seermnomic background of pupésd thar

reading achievemenin different countries Ly (G KS RS@Sft 2LISR -0O2 dzy (
economic background appears to be a strong predictor of reading performaiadas

(2011) found moderate to strong impact tdie socioeconomic statusSEyon pupi Q
reading attainment in the UK and stated that there@npelling evidence that increases

in family income, particularly among poor families, have a positive impact on children.
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Family background accounts for varying but high percentages ofgp@piiievement in

OECD countries (OECD 2011).

Studies in the developing countries give differing reports; while HandiThugi (2009)
found that SES had lower impact on attainment in Kenya, Eg#29) found that poverty
was a deterrent to gaining reading abjliand concluded that the soceconomic

background of pupils correlates highly with the reading achievement of the child.

Reading books at homkas a strong effect on reading (Mullan, 201Ayailability of
reading books at home has been found to posiinaffect pupils reading attainment as it
offers the childrenmore opportunity to practice theireading. According to the above
studies, he number of books in the home, magazines subscribed to and availability of a
daily newspaper and a dictionary wegeeat predictors of successful readerBhis could

be because having books in the home affords the pupils the opportunity to practice more

reading at home while other pupils spend their time ather activities.

Reading out loud to childreand children reading aloud to adultsvas also a great
indicator of successful readersFamily literacy studies have shown that the role of

LI NByalf ad2NEBo221 NBFIRAY3I KlFa |y AYLI Od
(Hartas, 2011).When adults read appropriattexts to their children, it makes children
interested in books and motivates them to read on their own (Saraai Spodeck,

2009). Better readers have been read to frequently at hom&ven better college

freshmen had been read to more by their pare(ksashen 1989:99).

2.8.2 Pupil personal circumstances
The personal circumstancesf pupils (gender and age) influence thereading

achievement (Hungnd Thuku 2010).

The gendeof the pupil has been found to have a significant effect on reading attmm
Whereas boys and girls in primary school achieve similar results in other subjects, girls are
found to achieve higher than boys in reading and spelling (Safford, 200&)udy of
140,000 ten year olds in thirty five countries revealed that girlgehhigher reading
attainment than boys (Twist, Sainsbury, Woodthogrel Whetton, 2003). When Hungi

and Thuku (2010) found a province of Kenya where boys outperformed girls, they found
it necessary to explain this phenomenon and suggested that the nomatlice of the

LINE DAY OS R2Sa y2i #MozdiciaoNJiJohBstobidd & @sorS(F0a5D I G A 2
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and Johnston, McGeowand Watson (2011) report studies whose results were contrary
to the norm. In their studies wheraynthetic phonicsgnethod was useth teaching boys

outperformed girls.

The ageof the child is often a determinant of pupil attainmerntlany studies find that in

the higher classes, the older the child in the class, the lower the attainment (Hungi and
Thuku 2009).The reasons for thisould be because older children feel out of place with
the younger ones and so lack the motivation to stud\so, the pressure of household
chores and the need to work to earn may negatively affect their ability to study (Hungi
and Thuku 2009)However in the early classes, older pupils tend to achieve niDreon,
2003) This has been attributed to reasons of maturity; the 7 year old in primary one will
likely be more mature than the 5 year old and so may understand concepts more quickly
than the younger classmates. Also, s/he may be repeating the class and has the

opportunity of learning what they had learnt the previous year (Dixon, 2003).

Attendance at extréessonsfter school has been found to correlate negatively with pupil
attainment (Dixon2003). According to Dixon, a child who takes extra lessons after school

is often the disadvantaged child having the need to have extra tuition to make up for the
gap in learning between him and his colleagues at schétwwever, in Nigeria, after
schoollessonsappearshabituall & Y Iy e LI NByda 2dzaid I NN y3

children even when there is no obvious need for such.

2.8.3 Teacher circumstances
Some teacher circumstances have also been found to affect pupil perform&uree of

theseare discussed below:

Teacherquality/level of educationis sometimessaid to positively correlate with pupil
attainment. Although some studies found thateachers who have higher leigeof
education appear to haveigher scoring pupilsit is possible tat higher achieving pupils

were assigned to teachers who were more highly educd@don 2003) Some studies

find that there is no correlation between teacher level of education and pupil
performance(Brumfit, 1991).¢ KS (G SIF OKSNR & 1 yenmatteSiRadseat2z ¥ i
determinant of pupil performance (Smith, 280 According to Smith, (2@) teachers

should be required to be highly quiéd in the subject they teachTeachers who would

teach pupils how to read would need as a minimum, the basitpetence in the language
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and the ability to readOne cannot butagree with Smith thatt would be improper to
entrust language learners to a teacher who has insufficient skills in using the target
language If teacher training does not incorporate tramg on how to teach reading,
trained teachers are left to search for methods to use to teach readligs can result in

poor achievement on the part of the pupils (Ekpo et.al, 2007)

While some studies report positive correlation between higher teacher cadional
attainment and pup# ®@ading achievemenDickinson et al., 2006), other studies report

that educational attainment of teachers has no effect or ev&sa negative effect on

pupiR ROKA SPSYSy il a2 GKS 2y 3SNIhéks théd BpiKS NI
attainment (Dixon, 2003) Some reasons given for this are that teachers who have been
long in service most often have not had regular training and may not de-date in their

practice. Also, such teachers may not be as motivatedyasnger ones who are just
coming into the profession, full of enthusiasm and eager to practice what they learnt in

teacher training (Dixon, 2003).

2.8.4 School factors
School factors have been found to contribute greatly to pug@thievement (Hungand
Thuku, 2009).Some school factors which are relevant to the present study are class size,

and the amount of time spent learning.

The amount of timespent on a subject positively correlates with achievement in that
subject (Ekpo eal 2007).1f a subjetis featuredoften on the time table, the pupils have
more opportunity to engage with the subject and as a result pupils achieve more in such
a subject. If a subject occurs scantily on the timetable, the pupils have less time to learn
the subject and the interest may not be sustainedAlso, if there is a wide time span in
contact times for the subject, pupils may even forget what they learnt before it is time for
the next class. Adequate instructional time (Ekpo el 2007) is essential for reading

development

Class size or pupil teacher raiganother factor in pupil learning. (Dickinson et al. 2006).
Depending on the subject, class size could have a positive or negative eHegpe. classes
can positively affect reading classes especially asigpopn learn from chorus answers

(Lloyd, 2010).
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factorsandschool factors

2.9 Theoretical Framework: the Sociocultural T heory

Asthe study employed &ase study desigrt was important to identify a theory before
collecting the dataThis research is about the development of the knowledge of reading
in L2 children. Knowledge develmment has been an issue of interest to researchers

through history and there is no scarcity of theories of knowledge development.

Vygotsky (1894.934) extended the bridge of knowledge development in the sociocultural
theory as laid down in his theory tife Zone of Proximal Development (ZPDhe ZPD is
GUGKS RA&UGIYyOS 0SGsSSy GKS | OddzZt RSOSt 2L
problem solving and the level of potential development as determined through problem
solving under adult guidance orintot 6 2N} GA 2y GAGK Y2NB Ol LJ
1978, p.86). The theory holds that human development must be viewed in the social
context and that learning or development occurs in the place of interaction with more
knowledgeable others or experts, i.eanents, teachers, peers, who act as guidéfe

adult, as an older member of the community of knowledge is able to provide the child
with the tools s/he needs to obtain knowledgd&hese tools are usually in the form of

signs and symbols which the adulbdels (Lantolf, 2008)The child does not merely copy

the adult but transforms and extends what the adult models to thieynimitating the

adults (Lantolf, 2000).Imitation leads to the creation of novel ideas resulting in greater
expertise for the child.When the child can imitate adult models without the assistance

of the expert, he is said to be independent (Zuckerman, 20Q3)eracy acquisitin

involves the acquisition afultural tools which help in memory development (Vygotsky,
1994). There are dur stages by which knowledge acquisition passes from external and
becomes internal (Vygotsky, 1994). The first stage is thdower mental level.
Memorisation, which is a result of repetition or of the occurrence of new phenomenon,

is characteristic of tlsi level Bodrova and Leong, 2006). At the lower mental level,
learning is a reaction to stimuly¥ygotsky, 1994)Learning at this level depends much

2y SEGSNYLt FI OG2NA So3d (S OKSNDa AyaidNd
cultural tods, he develops higher mental functions and can control the process and the
outcome of learningLearning at this level is deliberate and it is to this level that learning
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to read and write belongs.Deliberateness in learning letters and sounds leadth&®
ability to apply the knowledge to words rather than word memorisation which requires
that each new word, and so, a large number of words, be learnt and committed to
memory. In-between the stage of external knowledge and when the knowledge becomes
WINPT Y Q> OGKSNB Aa GKS aSO2yR adl3Sszi gKAOK
or more knowledgeablpeers sharavith the child it is a shared stage as the knowledge
does not belong to any individual (Zuckerman, 2008).this stage, children argiven
specific support/tools to aid their learning by means of scaffolding e.g. the actions which
accompany the learning of the soundsdowever, suitable scaffolding ensures that
support withdrawal begins at the same moment that the support is offer€dis can be
likened to preventing children from using the actions when blending the sotmfism
words. This becomes a cycle where the teacher provides support, pupil learns, support is
withdrawn, support is provided for higher tasks, support withdraett, (Bodrova and
Leong, 2006 This progression ensures that the potentials of the pupil are continuously
maximized. The third stage is when the child can use the knowledge independently but
still requires external prompts like action mnemonics or #gghabetic chart as support
for remembering the sounds and the letter sound relationshipthe final stage, the child
can remember and call fortknowledge gainedrom within himself The child, who
previously decoded all unknown words, now remembemngnwords by sight as their
reading becomes more proficient (Newbury, 201P)ey also gain automaticity in tackling
future unknown words. Knowledge is now ingrown or acquird&the child has moved
from other assisted to selissisted, he has become tregent of his change, having
acquired methods for selearning Zuckerman, 2003; Vygotsky, 2004)he foregoing
highlights the role of social interaction and the place of the learner in the construction of
meaning; the learner plays an active part, nofrigpjust a passive learne. KS G S| OK S
role is to guide the learner to discover meaning, offering assistance at those points in the
development where the learner requires such assistan@d#en assistance is offered at
those points when needed, teaclgns said to have taken plackearning is viewed as an
apprenticeship, and the learner as coming to join a community of praclibe.learner is
not atabula rasainto which knowledge is to be poured or a bank account into which
informational currencys to be deposited (Tharp and Gallimore 1988) but is an active
participant in the classroomTheZPD recognises the fact that learners have the ability to
O2YyUNROGdziS YSIyAy3aAFdzZ te (G2 GKS €SFENYyAy3a S
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what the chld cannot achieve aloneUnder the guidance of an adult, the child develops

knowledge.

Play(role-play)is a major element of the sociocultural theoryiaacilitates the process

of development for a child, enabling the child to experiment with adolés yet to be
developed (Schinkklano, 1995).Thus pay enhanceghe zone of proximal development

of the child. In play, the child is always behaving beyond his age, above his usual everyday
behaviour; in play, he is as it were, a head above himggike relationship of play and
development is comparable to the relationship between instruction and development
(Vygotsky 1978, p.74Rlay, referring more to advance role play like child playing teacher
in partner work in the synthetic phonics classro@tevates the child to the highest levels

of their zones of proximal development (Bodrova and Leong, 2006).

As a result of its leaning on the sociocultural theory, the reseanghineersa departure
from the rote learning approach to the use of partner Wpgroup work,games, and a
participatory classroom environmentSynthetic phonicsteaching requireghat at the
beginningpupils are giverdirect and systematic instruictn. Once they have acquired
somebasic skillsthey are able to partner with the scher in generating morknowledge
and skills Knowledge acquired from learning the basic skills is @teugh for the pupils
to develop more advanced ski(€hal] 1996a). In other words, the teacher abe more
knowledgeable adult rapidly introduceke pupils to the major idea of sounds as the
smallest units of spoken languagblending the sounds together to read wordand
identifying the sounds in a word in order to write the woi@nce this is done, the children
are guidedto take more responsility for their leaning as the teacher reduces the
amount of direct teaching and gradually increases the level of tasks given to the pupils.

This helps the pupils to mo¥eom one level of learning to read to the next.

The sociocultural theory recogeis the fact thatdevelopment is not linear ankarners

can improve and sometimes retrogress in the development process; the focus is therefore
on processes and changes not on fixed measures like products and states ($tduiake
1995). This position isompatible with the synthetic phonics expectations of pupils at the
different stages of learningnd is a very effective way of teaching pupils to become

independent readers.
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2.10 Conclusion

In this chapter, | discussed the two major views on how ofildearn to read and some
methods of teaching readingl also examined some theories of SLA and their effect on
methods of teaching reading in a second languagre.addition, | explored the role of
LJdzLJaatkgréund in learning achievemenirom the review of literature, it is possible

to conclude that synthetic phonics has resulted in improvement in reading skills in both
L1 and L2 situation®verall, the method has been upheld as one which improves literacy
skills in different pupil circumstancesdthis has led to the decision to trial the synthetic

phonics method in this research.

In the next chapter, | will discuss the methodology adopted for the research as well as the

data collection tools and the sample.
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Chapter 3. Methodology

3.1 Introduction

This research stemmed from an interest in initiating an improvement in the literacy skills
of Nigerian Pupilsit is an attempt to respond in some way, to the illiteracy level in the
country where 35 million adult¢45% of the populationare iliterate (Adekola, 2007;
Udonquak, 2010tJNESCO, 2012Many secondary school students are unable to meet
basic literacy expectations and pupils are unable to read fluently after years of schooling
(Fakeyeand Ogunsuji, 2009; Mabekoje, 2011; UNESCO, R0TBe research explores
another method of teaching reading skills, the synthetic phonics method, in the hope that

the method would contribute positively to the improvement of literacy in Nigeria.

Chapter One explored the current English curriculum asmdmplementation and drew
attention to gaps in the curriculum and in practice which could hinder the attainment of
the literacy goals.Chapter Two was a review tfe literature on methods of teaching
reading and the benefits of the synthetic phonics hmad to teaching English literacy.
Previous studies found that synthetic phonics method accelerated the reading and
spelling skills of pupils in L1 and L2 situations; rural and urban settings; the level of
parental literacy and socioeconomic backgroundwitiistanding. Based on the success

of the synthetic phonics method in teaching English in the different situations examined,

| choose to trial the synthetic phonics method.

In this chapter, Will outline and rationalise my approach to researdhwill proceed to
present the mixed method strategy used for this research, describing the case
study/action research design and how such a destiows for both qualitative and
guantitative data collection methodsThe mixed method approacHiews forthe use @

pre and posttests for pupils, background questionnaires of puplks,well aslassroom
observation, pupil interviews, and teacher focus group#is chapter also sets out the
different components of the research, and discusses ethical isuésiefdescription of

the extensive pilot study for the researcbncludeghe chapter.

3.2 The research context
To reflect, the research context is Bonny Island which is located at the southern edge of
Rivers state in the Niger Delta area of NigerlBonny ad Finima towns boast of 8
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government primary schools and about 20 private primary schools (Education Board,

2011).

The choice of Bonny Island for this research is partly because it has features of both rural
and urban settings and scan provide data refecting both types of communitiesin
addition, it was a convenient location as | had my home there and hoped that that would
facilitate gaining access to the research participaftsere are eight government primary
schools within the research communitgll of which were invited to participate in the
research. The choice of government schools was dependent on whichever schools
accepted to participate Although there are many more private schools to choose from,
the student population differed in termef socioeconomic background and number of
pupils registered in the schoolAn attempt at taking these two factors into cogamce
influenced the choice of the private schools included in the reseafsha result of the
mentioned factors, the samplingethod was opportunistic (Bryman, 2012Jhe sample

may therefore not be representative and the result of the study may najdreeralisable

3.3 Study aim and research questions
The aim of the study is to explore whether a synthetic phonics intervenaonmprove
the reading and writing attainment of Primary One pupils in Nigerian schodlse

research adopted the sociocultural theomjth a case study/action research design.
The overall research question is:
"Can reading skills of Nigerian pupils i@ through the synthetic phonics method?"

3.4 Paradigms and the process of research.

¢tKS RSaA3dIy 2F | NBaSFNOK RS M8syidkecause yhe G K S
choices researchers make in what and how to research are directly linked to their
paradigmatic preferenceAs a result of this, a discussion on paradigms is pertinent to a

research of this nature.

A paradigm is like lens through which the researcher sees and makes sense of his world
(Greene, 2007)This lens comprises suppositions abthé character of the social world
which the researcher aims to understantt.also determines the kind of knowledge the
researcher can gain about this social world (Greene, 2007). Two major paradigms are

relevant to the social science researcher; thase the positivist and the constructivist or
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interpretive paradigms.The positivist is concerned about measurement and analysis of
causal relationships between variables leading to the ability to predict, measure outcomes
and formulate general rules in\alue free manner.The positivisparadigm is based on
causality of a set of events and focuses on outcome rather than processes (Barr, 2001;
Denzinand Lincoln, 2000).The interpretiveparadigm on the other hand is value laden,
studying the manner in whh social experience is produced and how it is made
meaningful. It sees reality as being socially constructed and does not pursue the goal of
objectivity. It leaves room for intimate relationship between the researcher and the
researched, and acknowledg situational limitations which accompany inquiryit

focuseson the process leading to the outcome of a research.

Three major terms are pertinent and noteworthy in the study of paradigrhgh are:

ontology, epistemology and methodology.

Ontology desches the form and nature of knowledge oeality (Denzin and Lincoln,

2000 andhow and to what extent one can gain knowledge of a subject.

Epistemology relates to belief about knowledge and what we understand and accept as
truth. It questiors if there is something called the truth and alsoquestions the
relationship between theesearcher and the researchéBenzin and Lincoln, 2000)s
there any relationship between the researcher and the researched or is the researcher a

passive observer objectivelgporting issues?

Methodology refers to ways of gaining the knowledge that the researcher sets out to gain.
This comprises the choice of methods to be used in collecting, analysing and interpreting
research data.Not all methods are suitable for all fosvof research and the choice of
YSGK2R gAff RSLISYR 2y (KS NBaSI NOKSNRa 2y

The personality, values, and beliefs of the researcher are a great determinant in the choice

of ontology, epistemology, and methodologis such, there is no suching as objective
observationponly observationss agredetween the observer and the observed (Lingoln
Lynhamand Guba, 2Q1). Paradigm has been described as the net that houses a
NE&SHNOKSNRa 2y G2t 2 3éddogyS BIKS § NB2{SA NO KIS WR &

determines their research stance.
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3.4.1 My researcher stance

Paradigms interact and they exhibit confluerasel asa result,boundaries shift between
paradigmgLincoln Lynhamand Guba, 2Q1) This is an advantage rathghan a
predicamentbecauseit becomes possible to engage a combinatioinphilosophical
paradigms, theoretical assumptions, methodological traditions, data gathering and
analysis techniques, personalised understandings and value commitments (Greene,
2007) | believe in communal consensus about what is real, useful and meaningful.
approach research in a collaborative manner where the researcher and the researched
collaborate in creating understanding$houghit is not possible to separate myself from

all forms of relationship with the phenomenon | observe and repibris possible to
achieve a momentary critical subjectivity in participatory transactidmscoln Lynham

and Guba, 201) e.g. when conducting tests and interpreting test resuigtionswhich

are an unavoidable part of an intervention such as | did in this resedrbklieve that
mixing philosophical and epistemological assumptions is defensible (Gaeed@aracelli,
2003) and so | will describe my approach to research as both psiséthd constructivist.

This resulted in my choice of research methodology as a mixed method case study action

research using an intervention strategy.

3.4.2 A Mixed method

A mixed method design is one in which more than one paradigm or world viewveds us
(Tashakkorand Teddlie, 208). Mixed method designs yield a richer and stronger range

of evidence than can be accomplished by a single method alone (Bryman2008; Gobo,
2011; Onwuegbuziand Leech, 2005) and for this reason, the research utilises admixe
method design in an intervention which uses both quantitative and qualitative methods

of data collection.

CKS LRaAGAGAEl aldNIYR 2F GKS NBaSkNODK Ay
after a period of intervention.This requires using p#ests to determine their skills level

before the intervention; and post tests to determine post intervention skills leVals is

an objective method of gaining and interpreting data as reading tests obviously measure
what they are said to measure (Bryma008). However, experimental design is limited

in that it treats teaching as a variable and studies its effect on the outcome, in this case,
improvement of reading skills (Barr, 2001}t omits the process which leads to the

outcome, an omission whicthe constructivist strand takes care of by using subjective
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means to explore human interaction and behavidrhis entails using strategies which
reveal how the instructional method works, how pupils respond to the method, and how
different teachers implment the method (Barr, 2001).To do this necessitated data
collection by means of teacher focus groups, classroom observation and pupil interviews.
Interpreting data from such interactions involved transforming real life happenings into
reports. This reuired an empathetic approach and often an examination of the k&lief
attitudes and motives of the research participants and an understanding that there are

multiple realities.

3.4.3 An intervention

Educational research benefits from several studidge wifferent phenomena making it
possible to carry out intervention studies based on the findings of previous researchers
(Wright 20@®). The contributions from such findings become the basis for trialling new
ideas in classrooms where there are perceivegds for improvement.As a result of
previous cases of successful interventidnsill adopt an intervention approach in a case
study/action research situation which engages the teachers and puts them at the centre

of the research side by side the pugil

The research desigadopted for this studywas guarded by the principles of the
sociocultural theory; a theorthat maintains that human learning is a socially mediated
process which is dependent on interaction with other humans (Lantolf, 2008)he
process okcaffolding(Daniels, 2001the learner, assisted by othe¢geachers, siblings,
parents, or peersachieves his learning objectivér(dge, 1995Yygotsky, 1978)In the
course of the intervention,éncouraged the teachers to use partneonk, peer teaching,
group discussiongilames and role play in the classrooifhis was a departure from the
rote learning method which the teachers had been accustomed to using but does not
make learning participatory for the pupil¥his method aimed tbelp the teacher engage
and assist the pupils in their learning so that the language class becomes a class that both
pupils and teachers look forward to rather than dreadihe result expected from the

intervention was an improvement in reading skills apps.

3.4.4 Why a mix action research and case study?
A case study where the researcher solely carries out the intervention would suffice to

answer the research questions in this study but if the intervention has obvious positive
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influence and is able téll a gap (Rainey, 2000) as hopley this researcherit will be
difficult to engage teachers in the implementation of the research findings (Brannen,
2005). This is because the process will be alien to them and they would not understand
the process wiah led to the findingsRather, collaborative studies between researchers
and school teachers have been beneficial to teaching and learning (Barr, 20h2).
importance of including practitioners in L2 research cannot be overemphasised (Hancock,
2001) anl if research is to be useful in informing policy, the research needs to involve the
implementers of policy (Brannen, 2005; Zeuli, 1998hgaging teachers in the research
process makes them research partners, being a part of the process and watchiiog out
the result as much as does the researcher (VagmitZuljan, 2009).If at the end of the
intervention, there appears to be a positive influence, the teachers will be eager to
implement the research findings.lt is therefore important not only to erage the
teachers in educational research but also to put them at the centre of the research (Jester,
2010). Two research designs which have been combined effectively in achieving such an
effect are action research and case study designs (Jester, 2T1iB)is possible because

a case study by design studies a specific phenomendapth (Burns, 2000) and @ttion
researchemploysset procedurefor the purpose ofcreatingnew knowledge(Rainey,
2000. The indepth nature of case study usually revealpg@n knowledge or practice

and the action research makes room for experimenting with processes which lead to the
development of new knowledggilver, 2008)vhich may then be used to fill existing gaps
and bring about improvement in teaching and learniig a result of its halepth nature,

a case study helps practitioners gain insight into the dynamics of classroom situations
thereby enhancing understanding of existing problems and possdilgions A further
advantage of the case study/action resdardesign is that each uses a wide range of
methods for data collection and analysis (Borda, 2005; Nunan, 2004) and case study
overlaps with and readily links with other types of study (Hakim, 2088)a result, it was

possible to combine the case studsearch with action research.

3.4.5 Action Research

Action research refers to a form of research whose aim is to improve the situation being
studied (Silver, 2008).Action research entails diagnosing a problem, planning and
implementing a remedial actio@nd monitoring the effects of the action (Burns, 2000).

It is a multimethod research whicincorporates quantitative social research and
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gualitative research methods (Greenwoadd Levin, 2000).Collaboration is one of the
characteristics of action reaech(VogricandZuljan, 2009)It is a group activity which can

be descriptive or may be aimed at improvement (Nunan, 200Vhether descriptive or

for improvement, action research starts with the identification of a gap, leading to
modification in pratice by the practitioner, and the modification in practice often results

in an improvement (Nunan, 2007)ollaboration between researchers and teachéss
often valuable for achieving desired improvement in practicRecent times have
witnessed a growig gap between language teachers and researchers unlike in the days
gKSYy G(GSIFOKSNER f221SR (2 NBaSINOKSNAE F2NJ
o0l aSR 2y Y2 RSNddsheti 1989 ). & Rath€r i there has been an
estrangement between reseahers and language teachers because the methods from the
universities did not producthe desired effect Thebehaviourist psychology arttie so-
calledcognitive teaching supposedly derived from transformational generative grammar
did not yield the desiré results students could not use the target language for even the
simplest of communication. The teachers learnt to reject theories and rely on intuition
and ideas. This has resulted in constant change in noeth and downright eclecticism.
Because tedwers are wont to reject theories,esearchers and theoreticians often
consider language teachers to be amellectualandteachers perceived themselves to

be merely on the receiving side of theory, just meant to be seen and not heard (Brown
2007)

Howe\er, the disaffection between researchers anddbars is unnecessary as they work
towards the achievement of similar goalShe state of affairs which has accorded higher
status to a researcher/theorist than to a practitioner/teacher has been perpetuated

both sides therefore both sides need to embrace a paradigm SRésearchers need not
remain the sole makers and custodians of theories and teachers should begin to see
themselves as makers of theories as we#.2 S | NB € f LINI OUAGA 2
0 K S 2 XBroariR@07:309).Teachers, policy makers, and material develogessrch for

the best methods butlo not pay much attention to theor{Krashen 1989)On the other

hand, researchers are often not involved in language teaching of any kindsasdch,

there is little or no interaction between researchers and teach@&tsere ought to be more
rapport between both parties becausstlie findings of research require that the teachers

make a major change in their teaching method, it is only faexpect that teachers will
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want to have the assurance thahis method isgood and that it will work successfully.
They want to be sure that it will yield great success in their pupiescause teachers are
very influential in referring, diagnosing andtervening, their perspectives impact
implementation of curricular intervention, and ultimdse student reading achievement

(Wicox, MurakamRamalhaand Urick, 2013).

Action research arose as a result of dissatisfaction with educational researchers who
aimed to force the result of their research on practitioners on the tiand, androm the
desire to use immediate experience of practitioners to understand and effect change
the other hand(Borda, 2005Scott and Morrison 2005)Although earlier viewsf action
NEASFNOK ¢gSNB GKIFIG AG Aa F NBaSINOK Ayid?z
to three aspects of action researohz: subjective, objective, and dialectical (Kemamd

Carr, 20®). From the subjective perspective, the researdsean outsider; the objective
action research involves the insider researcher while the dialectical type involves
collaboration between the researcher and the practitionein this third perspective,
knowledge is collaboratively generated between the agsber and the practitioner, and

both accept differences in understanding and abilities between them as being beneficial
to the research process (PayaedPayne2004). Such action research is context specific;
focused on a real life problem and hopesfind solution to the problem (Paynand

Payne, 2011).

3.4.6 Case Study

A case study has been defined severally as an intensivedespitih study of an identifiable
social unit (Paynand Payne 208; Starkand Torrance, 2006).It involves a thorough
investigation of the unit so identified (Nunan, 200T)is usually much more detailed than
when one studies a large sam@@dver 2008). Because it is detailed, it gives the reader a

rich understanding of the issue that was studied (Stark and Torran6&)20

Case studies have been found very useful in educational research particularly so by small
scale researchers (Scott and Morrison 2009).is the preferred method wherihe
research questions are theow or the why questions about ongoing events ovehieh

the researcher can exercise little or no control (Yin 2009).

The case study desidras been seen as theasyoption (de Vaus, 2001) and has been a

subject of several criticismslt is faulted as being of less rigour than other research
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methods, in aswer to which, case study experts have designed robust guidelines to
carrying outcase studies (Burton, 2000; Yin, 2009nother criticism of the case study
design is the fact that it is not possible to generalise from a single case (Stark and Torrance,
2005). True as this is, scientific generalisations are not made on the basis of single
experiment either but on replications of experiments i.e. performing similar experiments

under different conditions (Burns, 2000).

3.5 Criteria for judging quality of research designs: Validity and Reliability

This study uses@ase study and action researichthe context of an interventionAction
research measures validity and reliability by combining quantitative measures with
gualitative descriptions (Borda, 2BQ) Case study is also equipped with rigorous design

methods (Borda, 2005; Yin 2009).

3.5.1 Reliability

Reliability implies ensuring that if another researcher conducted the same research all
over again, they woald arrive at similar resultsY{n 2009) This requires proper
documentation of all the steps taken in the research so that another researcher could
repeat all the steps if that were requiredBelow are some of the characteristics of a
exemplary case study (Yin2009) and how this study endeared to meet the

requirements ofthese characteristics.

Although arriving at similar results at different times and places cannot be guaranteed by
a mixed method study such as thisick detailed documentatioras suggested by Yin
(2009)was the constant gal of this research from the start of the data collection through

to the reporting stagesAll the process and steps in the data collection exercise have been
recorded through test scripts, audio and video recording of classrooms and focus group
discussig @ ' yR NBAaASINOKSNNna FASEtR y20Sao

3.5.2 Validity

Internal and external validityefer to efforts made to remove subjectivity in the research
processwvhichare required in both quantitative and qualitative research. It is agreed that
there can be no 100% Mldity as quantitative research leaves room for a measure of
standard error and qualitative research is subject to bias (DR@®3). Yin (2009§esigns

a case study methodology which gives guidance on establishingtiggty and reliability

5 A case study which meets the acceptable standards of validity and reliability
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of a casestudyas well a®ffers detailed discussions odealing with issues of threats to
validity. In addition, the suggested design provides guidance on producing an exemplary

case study
Internal validity

Internal validityconcerns establishing causal retatships as different from assumed

relationships and is relevant only for explanatory case studies.

Steps to ensure internal validitysed in this studyinclude: persistent observations;
prolonged engagement in the field; peer debriefing; and member chgaifdixon 2003,
p.121).

The data collection design and exercise was continuously guidéeebyies and by the
propositionwhichtargeted internal validity.Data collected from the reading tests were
confrmedo @ LK@ aA Ol f | NI ST Cdidg, pupibz@aétksheets, dujulid JA &
overall examination resultsConstant classroom observation coupled with other casual
visits to the schools also provided a sourcecoffirming KS RF G 31 Ay SR
tests Teaching sessions were regularly obsdpnand in addition, unscheduled visits were

made to the class teacher and to the head teachers. Teacher focus groups were also used
as instruments otonfirmationand member checking wasrried outby making aspects

of the preliminary findingsvailableto the teachersfor their feedback.
External validity

External validityaddresses the issues of generalisability of the resdltss does not refer

to statistical generalisations as in the case of survdyish seek to generalise to the entire
population Rather thicase study endeavours to generalise results to existing theories.
The generalisation of the case occurs at the levelppirapriately developed theory and
the sociocultural framework served as the main channel for generalising the resthts o

case study.

3.5.3 Threats to validity
The following are some of the possible threats to external validity in the quantitative

design and the efforts made to minimise such in the course of this research:
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Interaction effects of praesting:If there s an improvement in the podest performance
over the pretest performance, could such an improvement be a result of the pQpils
recollection of the preest items? At the pretest, pupils were not told what the correct
answers were, neither were they sn their scores. Alsohé posttestwascarried out

6 months after the preaest. These two factorsiot speaking about the test with the pupils
and the time difference between the piest and posttest would preclude any
recollection of the test item®y the pupils As such, the performance in the pesst

could not likely bear any effect from the ptest.

Reactive effectsAlthough the teachers consented to participate in the research, they did
not seem to have lived in the mindfulness of the estpent. The researcher succeeded

in making them to concentrate more on helping their pupils to read better and also on
the personal gain to the teacher of having pupils who read bettédthough the
researcher gained their consent to participate in theperiment, more emphasis was
placed on getting children to read betteit is hoped that such a management of the

situation reduced reactive effects to the minimum.

Finally on this point, thgreen room effect was effectively controlled for as the pujils

the intervention were taught by the same teacher who taught them all other subjects and
the workbooks used were of about the same quality as the workbooks they use in other
subjects.Flash cards were not pictorial but made of plain white cardboarétsie avoid

the influence of fancy materials on the achievement of the pupils.

Face Validityquestions if an indicator, e.g., test scores reflects the idea in question
(Bryman 2012). The different reading tests used in this study are standardised sexls
they obviously correspond with what they are meant to measuBeyman 2Q.2 suggests

that reading scores seem to possess face validity.

Construct validityrefers to the elimination of subjectivity in the data collection process.
Although subjectivitcould not be erased, the effect was controlled by using multiple
sources of evidence as was done by using standardised reading tests, survey of pupil

background, teacher focus groups and classroom observation.

In addition to theaforementioned other means of conducting an exemplary case study

include:
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Significance: The case study must be significant; it must be of an unusual public interest
or the underlying issues must be nationally important theoretically or in practical policy
terms. The presentcase study is significant on all counts stateddteracy, especially
English language literacy is an issue of great concern in Nigeria and also internationally as

a part of the Millennium Development Goals.

Completion: Aother requirement of a good caséisdzZRe& A & GKIF G A dIt Ydza
must be obvious that the researcher expended sufficient efforts to collect all needed
evidence.Also, the case must not be stampeded to a close by time or financial constraints.
Rather, the case should be desigrtedit into the available financial and time resources.

Both factors were considered in designing this case study and the study was carried out

to a successful completion.

Look at alternative positions: The case must consider alternative perspectiVbes.
presence in the study, of another group of pupils whose teachers used the traditional
method of teaching gave ample room for considering alternative propositiohise
evidence was not collected to support a pristingposition; rather, it was used aan

avenue to observe the possible influence of an alternative method.

Sufficient evidence: The case study must display sufficient evidence. All attempts have
been made to present sufficient evidence to the reader about the on goings in the field
and thatthe researcher indeed made a&sanyenquiries as possible while in the field.
Also, evidence of full attention paid to methodological issues of validity and reliability

have been presented.

Further criteria for checking the reliability of a case studyuithe using multiple sources
of evidence (Hakim, 2000¢reating a case study data base and maintaining a chain of
evidence (Burns, 2000)This study made all possible attempts to adhere to the listed

criteria as evidenced below.

3.5.4 Multiple Sources of evidence

Sources of evidence used in the research are presented in Table 2 below
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Source of evidence Type of evidence

Pre and postests Phoneme awareness test, oral blending

test, Burt reading, and Schonell spelling

tests
Questionnaire Pupil backgrond questionnaire
Documentary National Policy on Education, primary

English curriculum, Newspaper articles

Interviews Focus group of teachers, pupiterviews

Observations Classroom observatiotboth

experimental and control schools

Participant obserations Training the teachers, Taking phonics
classes, making phone calls and sendin

text messages

Physical artefacts Pupil€Xecords and workbooks, letters

from pupils

Table 3.2: Multiple sources of evidence
Pre and postests

The process of carrying out interventions necessarily requires gathering baseline test data
from pupils. The intervention is carried out for a specified period of time after which end
line test data are collected (Dix@t al2011, JohnstoandWatson, 198). The reason for

this is that the difference in performance if any between the baseline performance and
the end line performance often suggests the direction of the influence of the intervention.
Although the intervention is not test oriented, measwgian intervention requires testing.
Howevermore effortwasfocused on the process of the intervention rather than on the

tests.
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Questionnaire This isa quick source of data collection as they are easy to administer and

the data generated is also eakyanalyse. The design of a questionnaire for the pupils
resembles interview questions because the questionnaire is completed with the
FaaAadlyOS 2F |y | Rdz G o .-bobpdtey Guestionmaires) | |
the adult researchewasavailable to prompt the child on aspects that may be unclear to

the child (Bryman, 2012).

Interviews: Interviewing children is a useful and acceptable practice which is both similar
to and different from interviewing adults (Craagd Taylor, 1999)It importantto sit with
children, listen to their perspectives and let their voices be heaitk interviewer should

be one that can be trusted by children and like interviews with adults, there is need for
informed consent (Craignd Taylor, 1999).Childparticipants were told that they ould

choose not to participate and theyuald withdraw at any time.

Focus GroupsFocus groups were first used as a research method in the 1940s (Bloor et
al, 2001). They are used to explore social interaction patterngl gmoup d/namics
(Stewart et al 2007). In focus groups, discussions often have a natural flow though the
moderator provides direction which keeps the discussion around the topic of interest.
The choice of focus group was informed by the fact that focus grogpsisons generate
more information more quickly than individual interviews and produce deep answers/

explanations as one can probe deeper and discuss more extensively.

Also during focus group discussions, the nonverbal responses of participants supplement
the data as they revealed information which confirm or contradict the verbal responses

sometimes resulting in further probe by the researcher (Bryn2808).

A major criticism of focus groups is that the small numbers involved makes it impossible
for it to generate data that is representative of the population, but this is not unique to

focus groups, other qualitative methods have such limitations.

Another disadvantage is the possibility of group members agreeing to points which seem
to have majority backig, not wanting to deviate from popular opinions (Blebtal, 2001).

However, further probing can be used to investigate individual positions.

Direct Observation Structured observation is often used in studying the behavior of

teachers, pupils, and dhe interaction between them (Bryman, 2008)his involves
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systematic noting and recording of events, behaviours and artefacts (objects) in the social
setting chosen for studyMarshalland Rossman, 2006)it is a very important method of
data collectionas it affords the opportunity for a concrete description of what has been
observed (Joneand Someckh 2006; Marshahd Rossman, 2006)Observation is used

to capture complex interactions in natural settings and can reveal deep attitudes and
beliefs. A good example is the body language of teachers and pulitaghall and
Rossman, 2006)0bservation requires the presence of the researcher and a record of the
impression of what takes placeObservation can be a holistic account of actions or it
could ke highly structured detailing behaviour by the use of prepared checKiste of

the criticisms of observation is that it is susceptible to the subjectivity of the researcher
(Jonesand Someckh 2006)lThe same authors notinat that the observer always lsaan
impact on the observed and the Hawthorne syndrome may preVaié observed may
becomeover consciou®f the presence of the observer or even want to impress the
observer. However, while subjectivity may not be totally eliminated, this effect can be
controlled if there is mutual understanding between the researcher and the research

participantsas was the case in this reseaf@rook and Garratt, 2@).

Documentation evidencg@rovides the government policy on education, with step by step

details on low the schools are guided to implement the policy.

Newspaper articles (0 K2 dzZaK &a2YSGAYSa adzoa2aSOGAOSs 27
assessments of the success or otherwise of the policy implementatiawspaper
articles also serve as evidencetloé state of literacy in the countryTheseare cited with

caution as they could be biased.

Letterswritten by pupils in the pilot provide further evidence on the attitude of pupils to

the intervention.

Participant observationinvolves the researcher king on roles within the research
context whichcan be carried ouby training of teachers, informal visits to the schools and
LI NI A OA LN GAyYy 3 areulal &ivities Okeh260a Q SEG NI O

Physical artifactd\ y Of dzZRS & | O0S a aandv@orkihdoksdn dll dubjecd,ftheid & 4

assessment results in all subjects, and letters from pupils in the pilot.
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3.6 The plan of the case study
In order to effectively gather data using the identified sources of evidence, there is need
for careful plannig of the study. Figure4 presents the plan for the present studyrable

3 shows how the data generated will be used.
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Define and Design Prepare Collect, and Analyse [Qualitative and Quantitative data]

\Write individua

reports on a

. Draw  conclusiorn
subunits

Conduct case stly: Embedded ca
Establish theoretic Select Code

from main unit an

\ 4

study made up of quantitativ sub units, i.e., cro
s usi S o .
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development base : APrivate schools Code qualitativ l
. collection data and analyse
on the socioculturg strategy - Teachers Suggest polig
theory _ change If the resy
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from data support
the effectivenes
Utilising the techniques of pre and pg \Write  individua of synthetig
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the teachers wh Develop a sketg
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Figure 34: The plan of the case study receive  membe 'mpler_nentat'on ©
checking a curriculum base
on syntheti
phonics method
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Unit Being Characterised

Total system

Intermediate Units

Individual Level

The Policy

Teacher training and Primanadd? curriculum.

Are teachers trained to teach rdag?

Does the pry 1 and 2 curriculum show
effectiveness?s the curriculum viewed as

sufficient guide?

Existing literature and the

national English Curriculur

Schools Management type|

Government and Private

What are the class sizes in each management
type? What is the obvious degree of availability

materials

Will these affect ability to
teach and learn in a
significant manner?
Motivation of teachers and
comfort or otherwise of
pupils? Preraining
teacher focus group and

classroom observation

The teabers

Qualification and years of experience. Do the teachers ha
English qualification? Qualification in Education? How ma
8SENEQ (SIOKAYy3 SELISNARSYOS

Study if the teacher factors have effect on the
G§SFHOKSNBEQ S7T7TS OthemteaASiicS

Do the teachers think the
training in synthetic
phonics is a useful one?
How does their knowledge
2N f1O1 27F A
ability to teach reading?
Teacher focus groups
before and after the

intervention. Can teachers

compare the pratiency of
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these children with

immediate past ones?

The pupils

Note the attitudes of the pupils to learning in the synthetic
phonics class and compare with other classes. Observe tl
amount of group and peer work and compare with the rot¢
learning conteih Note the eagerness or otherwise to

participate in activities

What is the view of the pupils concerning the

synthetic phonics method? Do pupils think they
learnt well with the method? Do they enjoy being
taught using this methodRlow do teachers
perceivel KS LJdzLJA £ Q& | GG AGd
Do they appear more eager to learn in that clasg
Individual: observation of Pupils in the classroo

and pilot pupil letters

Pupil interview, Teacher

focus groups

Parents

Parents educational social and ecoriorstatus

Background questionnaire

of pupils.

Table 33 Units of analysis
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3.7 The research participants

The study is a case study/action research design which involves Primary One classes and
the site was Bonny Island, Rive&8tate. The main unit of analysis (Burns, 2001) is the
implementation of the synthetic phonics interventiorthe study utilises an embedded

case study design because there are the private and government schools sub units and
the presence of two managemerntypes in the research could result in different
operational details (Yin, 2009)reating the case as a holistic unit will result in a lack of
clarity in the handling of the data as it will be impossible to examine the differences which
may arise as aesult of the differing management type$ther major subunits are the

pupils and the teacherdt is an action research because it is a collaborative inquiry by the

researcher and the practitioners.

Nine primary schools; fouof which were government $wols and fiveprivate were

involved in the study Wich also included 226 pupiésdnineteachers.

3.7.1 Use of two school management types

Although primary education is free in government schoolsiyban and semi urban areas
of Nigeria,the majority o pupils are registered in fee charging low cost private schools
(Tooley and Dixon 2006).

Parents send their children to government schools only when they cannot afford the fees
charged by the private schodi§ooleyet al2005. Even when such fees an@affordable
for the registered and government approved private primary schools, they prefer to
patronise the unregistered primary schoolsust as in other perurban parts of the
country, there are more private than government schools on Bonny Islaitis is
O2yaraidsSyd ¢A0GK GKS TFAYRAYy3a O2yOSNyAy3a |
YFE22NRGe 2F & OK2epd 2005p.6). LINA O G1S¢ 6¢22t Se
Some of the reasons for the high patronage of private schools include

- Accountabilityc the school maagement is accountable to the parents

- Regularity in teachingTeacher absenteeism is reduced to the minimum in private
schools
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- Examination resultg; Private school pupils outperform government pupils in
national examinations (Adekola, 2007).
In fact,the difference in the achievement level of the pupils is so much that parents would

rather have their children attend private schools if they can afford it.

In thelight of the foregoingit seems logical that a study of this nature should include both
government and private schools since both together form the majority provider of

education for primary one pupils.

3.8 Procedure for data collection

| paid a personal visit to the office of the Director of Education f&r Bonny Local
Government Area thremonths before the proposed start of the fieldworkhe purpose

was to explain the research and request permission to use some of the schools in the local
government. Such a personal visit was necessary because the culture responds better to
personal it than just sending anail or making phone calls (TwuDanso, 2012)The
Director was willing to give me permission to work in the schools but was inclined to seek
the opinion of the Secretary of th8tateUniversal Basic Education Boardt the next

visit, he confirmed that the Secretary was pleased thawadnted to carry out the
intervention in the schools.Permission received, | proceeded to invReimary One
teachers from the eighjovernment schools orhe Island to participate in my research
work and invited them to #@raining sessiornn synthetic phonicseaching method It was

then two weeks to the end of the sessiofihe trainingwas tolast for three afternoons

as the teachers would teach their classes during school houms.addition to he
government schools, | visitedight private schoolsalso and six teachers agreed to
participate. These six teachers attended the trainitigwas not difficult at all to receive

the permission of the teachers to participate in the study because theg weerested in

Fye YSGK2R 6KAOK LINPYAASR Iy AYLINROSYSyl

3.8.1 Teacher Training

Introducing the group of teachers to Jolly Phonics evoked different reactions at the start.
Some of the teachers appreciated the method immediagelgl could recognise how using
synthetic phonics could rapidly improve teaching and learning reading skills; others
argued that the method could lead to confusidBy the end of the first afternoon though,

even those who criticised the method at the stétgan to soften their stanceBy the
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third day, they had become converted and even gave hugs to the researcher for a job well
done. Giving the training close to the end of the school year gave them room to deliberate

on the method and | told them | woultbntact them at the start of the next school year.

At the beginning oftie new session in September ZD1approached the trained teachers

to confirmtheir agreementto have their classrooms as my research fig¢ldiscovered in

the government schooldat the teacher who came from enof the schools is a primary
three teacher; one teaher had been moved to primary foum the new session.This
meant that only fiveof the schools were availabter the intervention. Of these fiveone
teacher was dued go on maternity leave Eventually, | was left with only two of the
teachers fran government schooldt was not possible to get an equal number of private
control schools as the intervention schools because some of the other private schools
either hadtoo few pupils or obviously attracted pupils from higher social background than
pupils in the government schools.found only three private schools which had enough
pupils and whose pupils appeared to share similar social background with the pupils in
the government schoolsAs a result, | selected three of the private schools whose number
of pupils roughly matched those in the control schools to participate in the study.
Although all the private school teachengre still available and willing toapticipate in

the study, three of them were selected on the basis of the stated criteria. These five
teachers received onday refresher training at the beginning of the sessidrselected

the two government schools from where primary One teachers did tiehd the training

into the contol group. These teachers were informed about the research and were also
told that if they were interested in knowing the synthetic phonics method, they would
receive the training at the end of the research peritdtotal, there were nine schools,
nine teachers, and 226 pupils.The sampling method was the convenient sampling
method as the teachers were already employed by the schools and the pupils were
already registered in those schools.(i A & & X ¥ I A NdakonveQén&Isiimplé f S
when the chance presents itself to gather data from a convenience sample and it

NEBLINSASYyGa (22 3A22R 'y 2LIIR2NIdzyAde G2 YAa

3.8.2 Pre-tests
The study began with preest of pupils in both groups on four test3hree of the tests

were completed on a onren-one basis, with the othecarried outcollectively as a class.
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The testswere chosenbecausethey have been used in the context of developing

countries and have been found to be effective. The tests wsrd:

(1). Phonemic Awareness Test, Miskin, 2006 (Appendix A). (Modified to include all the 42
soundsas taught bydolly Phonics)

Each pupil was asked to sound each of the phonemes and digraphs on the worksheet.

One mark was given for every sound that wasectly produced.
(2) Oral Blending (Miskin, 2006) Appendix B.

Each pupil was asked to read a list of regular blendable wdrtds.child was required to
sound out and then blend the word€One mark was given for every correctly blended

word.
(3). BurtWord reading test (1974) Appendix C

The test comprisedf a set of words that are grouped by difficulty (in multiples of five).
Each child was asked to read the wordehe test stopped when a child got ten words
wrong in a row.One mark was awarded faach correctly read wordThe marking and

conversion for the test is in Appendix D
(4). Schonell Spelling Test (1952) (Appendix E)

The test comprised of a set of words that are grouped by difficulty (multiples of ten) and
read aloud to each class as aale. Each word was then put in the context of sentences
so that the word would be meaningfuEach child wrote the words on a piece of paper
given to them.Each correctly spelt word was awarded one mdflrther convention for

converting the scores isa Appendix F.

3.8.3 The Intervention period

At the conclusion of the preests,teaching materials for pupils and teachers were given
to the synthetic phonics schoal§ heybegan teaching using the method while pupils in
the control schools were taughtsing the traditional method.Teachers in the control
schools were not given any training in synthetic phonldewever, | observed some class

sessions so as to explore the contrast with the synthetic phonics classes.
Materials given to the synthetic phars schools were:
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Pupil materials

Black and whitgolly Phonics pupil workbooks (Commercially available)

Pupils used other usual writing materials which they already padcil and notebooks.
Teacher materials

The materials given to the teachers were:

Scleme of workand

Jolly Phonics sound and song Compact Disk (CD)

| prepared a detailed scheme of work (Appendix G) for the teachers (adapted from Dixon,
2009) to make the teaching work easier and more focused for the teachers using synthetic
phonics. This vas to reduce the amount of time teachers would spend preparing for each
lesson. It was thought to ease their job in this manner because the teachers were yet
grappling with the idea of sounds and trying to remember the sounds as different from

the letter names.

The scheme of work included teacher and pupil activities centred on the five basic skills.

The activities were proposed in steps as follows:

- The lesson started with a revision of previous sounds taigjhthe sounds taught
to that point were lised on the scheme.

- The next step was teaching the sound for the day; for this, the sound was written
on the scheme, so are the story and action for the sound.

- This was followed by letter formation with a suggestion on how to teach the pupils
the movemens required to form the letter.

- Next was blending and sounding accompanied by suggested words or phrases or
sentences depending on the level of the pupils

- The last item on the scheme was dictation

| provided the scheme because having all that they neextedne page would be helpful
to the teachers.Every task for one lesson was on an A4 page and the scheme of work was

42 A4 pages stapled togethefhe teachers were grateful for the scheme of work.

TheJolly Phonics sound and song CD served as a renohtiee sounds.
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In addition,i KS Sl OKSNAR ¢SNB 3IAQBSYy O2LIASa 27
encouraged the teachers to make flash cardssounds, words, tricky word cards, and

alternativespellings.

3.8.4 Learning

Lessons were scheduled fdirée times a week.There were twiceveekly visits to the
schools in the first two weeks and after then, the visits became weekly as the teachers
became more confident in using the methodThe visits,intended for classroom
observation, also served as tbhpportunity for the teachers to ask for clarification where
they were unsure of any part of the method including the pronunciation of the sounds.
The visits continued till the end of the intervention even when the teachers had become
confident in handlig the materials because it served as an encouragement to the
teachers. Another advantage of the regular visitvas that teachers and pupils had
become accustomed to the presence of the researcher and so planned classroom
observation was less obtrusivdt had become almost normal for the researcher to be

around the class.

The pre and posttest data provides information about two stages in the progression of

the researchti KS LJdzLJA £ 4 Q LISNF2NXI yOS |4 GKS &aidl N
the end. However, the researctvasa process and not a set of test¥he posttest took

place in March, six months after the prest. The timing was to suit one of the tests, the

Burt reading test which advises against a repetition in less than six moat#s.reading

skills do not develop overnight (Harrison, 2004) and considering that pupils were learning
the language at the same time as learning to read, it was important to allow some time to
pass before testing the pupils agaifhe pupils in both synthi phonics and control

schools were given the same test at the pteit as at pretest. The analysis of the pre

and posttests will be the subject of the next chapter.

3.8.5 The Questionnaire

It was important to gather information on the socioecononhioime literacy background

of the pupils in the study as part of investigatingrifaddition to teaching methods; soeio
economic factors may contribute to the attainment of reading and writing skills of the
population researched.A pupil background questnnaire was used to investigate the

socioeconomic circumstances of the pupilhe questionnaire was adapted from Tooley,

87



Dixon,and Olaniyan (2005and EGRA (2009) both which have been used in collecting

similar data in Nigeria.

All the 226 childrendrmed the sample for the questionnaire as they were already a part
of the study. This process of completing the questionnaire continued for much of the
duration of the intervention. The researcher or her assistance completed the
guestionnaire with the ppil on a oneto-one basis.The questionnaire feature short and
closeal questions as those would be easy for children to answére questions explored
pupil personal information (age, gender); home language practises, parent literacy,
availability of liteacy support at home (reading books at home, adult reading to the pupil
and pupil reading aloud to adult); and socio economic circumstances (availability of

certain belongings in the household). (See Appendix H for the questionnaire).

3.8.6 Pupil Interview s

10 pupils were randomly selected in three of the synthetic phonics schools for interviews.
The purpose was to further explore the attitude of the children to the synthetic phonics
method. In keeping with the mode of children interviews, the questioresevshort and
semiclosed. The interview was in the form of a casual chat with the researcher whom
0KS LizLIAt a 6SNBE Tl YAT Al NITRgRestuahk exgiored kesé 2
major themes: if they enjoyed learning in their synthetic phenilasses; what they learnt;
what they liked best; if they found any part of the subject difficult; and which part if any;

and if it has helped them to read. The interview guide is in Appendix I.

3.8.7 Teacher Focus group

Focus group discussions were usecekxplore the views of teachers before and after the
intervention. The preintervention focus group (Appendix J) explored present teaching
YSGK2RazZ (0SIFIOKSNEQ @OASga 2y GKS NI OGS 27
pupils fail to achieve literacgkills, and views on possible solutions to the literacy

challenge.

The major issues in the pesttervention discussion guide (Appendix K) were the teaching
methods past and current, perceived benefits of the synthetic phonics method to the
teachers anda the pupils, perceived disadvantages, and challenges in using the synthetic

phonics method and how the issues were or were being resolvAll.the teachers
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attended the first focus group discussion but one teacher did not attend the second focus

group inspite of the due notice they were all given.

3.8.8 Classroom Observation

Aprepared checklist wassed in addition to video recording of classroom sessions for the
collection of classroom observation ddtathis research The video recording was used

to freeze typical classroom scenes which would later be watched while the checklist was
used to collect information which may be difficult to extract from the video recording.
The themes covered by the items on the checldistl revealed by the classroomese
included the teaching of the basic skills, pupil participation, peer work, play, teacher

attitude and pupil attitude. (See Appendix L for the checklist).

Each clasroom was observed fivenes. Observations werearried outthis number of

times in orcer to adequately note each aspect of the themes identified for observation.
The themes were agreed on by my supervisor and e teachers were made aware of

the themes atone-on-one discussion prior to the start of classroom observatiorhe
multiple sets of observation also helped to reduce the obtrusive effect of direct
observation as the teachers and even the pupils became used to having the phonics class

observed.

Data generated fronthe classroom observation was used to explore the attitude ef th

pupils and to further support evidence of teacher attitude gathered through other
instruments. Apart from using the observation data to explore the attitude of pupils and
confirm the teacher attitude, the data was also useful in answering the reseasdtiqn

WK2g RAR (KS (SIFIOKSNER AYLX SYSyl (KS aeyick

3.9 Analysis

This section presents the methods used in the analysis of the ddta.study is a mixed
method inquiry using quantitative and qualitative method of data collection to answer
the research question:Can the reading skills of Nigerian pupils improve through the
synthetic phonics method?'hSsub-questions were employed in order to collect needed

data and for the purpose of the confirmation.

The study is an intervention involving\@rnment primary schools on the one hand and
private primary schools as a separate grougach school management type had an

intervention group and a control groupPre and postest scores were collected from
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each group for the purpose of exploring thefluence of the intervention on the
intervention group. The intervention was carried out by the class teach&ackground
data was collected through the use of questionnaires and observation data through
classroom observation guide and video recordirRupil interview was also employed.
Furthermore, focus group discussions of teachers provided focus group @iatausage

of data and the methods of analysis are now presented.

3.9.1 Quantitative data

Quantitative data collected through pitests andpost-tests, background questionnaire,

and classroom observation were analysed with the Statistical Package for Social Sciences
(SPSS)Each data set was given codes which then facilitated group or individual analysis.

The procedure for the analysis ispdained below:

Phonemic awareness (Miskin, 2006): The codes reflected the number of phonemes

correctly identified.
Blending tests (Miskin, 2006): The codes reflected the number of words correctly blended.

Burt reading test (Burt, 1974): The codes reflectieel number of words read correctly.
In addition, the procedure for converting from raw scores to reading age was applied in
Ol f Odzt I G A ¥e& andigesiest réadinglaie’ (Appendix D)

Schonell Spelling Test (195Zhe codes reflected the nureb of correctly spelt words.
The proceduré for converting from raw scores to spelling age was then applied in

Ol £ Odzf I GAY 3 LirtBpéliQgagesPed Appeyidik F)LJ2 & {

After the coding process, the test results were tested for statisticimrices to answer

the main research questions and the sub questions which generated quantitative data.

All the test data were subjectedYo KA a0 23aINI Y (Saidsz [ SOSySQ:
Variances, Shapird/ilk Test of Normality, so &s determine if e scores were normally
distributed or not and if the variances were homogeneolighe statistics appeared not

to be normally distributed, noiparametric tests were employedpecifically the Mann
Whitney U, and Wilcoxon Rank Test which compare diffetea between two

independent groups that are not normally distributed (Black, 2002; 2005). A significance

" The calculation for convertg from raw score to decimal spelling age-is:
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level ofp=0.05 was used to determine if the locations of the two distributions are equal
(i.e. if the medians are equal) or there is a statistidéfedence between the two groups.
If the pvalue is less than 0.05 (p<0.05), the result for the variables is said to show statistical

significance at a 95% confidence level.

3.9.2 Qualitative data:
Analysis opupil interviewswas by the themes used aompiling the structured interview

(Braunand Clarke 2Q3).

There are four bases for analysis of focus group data (KruagdrCasey,2009:
transcriptbased, tapebased, notebased and memorpased. The analysis used in this
study is tapebased transaption supported by notes.| obtained permission from the
participant to use a camcorder to record the discussion, a permission which they all
willingly granted having been told what use the video would be putThis eliminated

the possibility of forgtting some points as may happen with the membgsed. It also

gave room for knowing who said what in case there was a need to contact any of the
teachers for a follow up discussioudio and video recordings are recognised as valid
tools for data cokction in educational research (Liedtka 200Thenotes were taken as

a backupin case of lost data as a result of equipment malfunction.

Though software is available for quicker transcription, | decided to do manual
transcription as this would afford enthe opportunity to interact with the data as much

as possible.

The framework adoptedor the analysis of the focus group discussiothes Technology
Acceptance Mode(TAM) (Venkatesh, Davasid Davis,2003. The modelproposes that

the intention to ug technology andhe actual use of technology adetermined bythe

two factors Perceived Usefulness (PU) and Perceived Ease of Use {tbBived Ease

2T 1aS NBFSNR (2 GKS dzaSNDa (PKasdzEéientto 6 2 dzi
which the user believes that a technological tool is useful towards realising their objective.

PU has been found to be the major contributing factor to technology acceptance while
the PEU is a secondary consideration (Agbatogun 20Eibure 4 illustrates the AM)

Model as adopted in the analysis in the focus group discussion data.
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Figure 35: Technology Acceptance Modébource: Venkateshal 2003, p.423

The attitude of the teachers will be investigated through this maaléhe hope that it will
reveal if they consider the method usef(Wenkateslet al 2003) for: improving their
knowledge of teaching reading and writingase of teachingteachingwith fun rather
than with anxiety about and increasing their confidence to teacyligm, increasing their

interest, andmaking their teaching effective

Although it is argued that the clarity of interpretation of focus groups is subjective, as it
depends on the purpose at hand (Bloor et al 2001) and a change in purpose might lead to
different interpretation of the same datahe complicated natureof findings is not a
disadvantage of the method but a true representation of the subject mattéor the
present research, the purpose remained consistent throughout the duration of the

fieldwork and the analysis of the data thereby ensuring a uniformity of analysis.

Classroom observation dategas collected by recording one teaching session per teacher,

so a total of five classroom observations were video recordeike the focus group
discussn, the recordings of the classroom were then transcribed and used as the basis
for the analysis.! a0l YRFNR OGN} YaONRLIIA2Y YSIiK2R ¢
subjectivity which may result in reliability problem&his is a frequently used system
adaptedfrom Gail Jefferson (Olcay 2011

Since the classroom sessions had naturally occurring demarcation occasioned by the

different aspects of the reading skills being measured, these aspects of skills formed the
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themes for the analysispfioneme awarenes, blending, reading, and spelling)in
addition, the 5PsParticipation, Positive teaching, Pace, Purpose, and Pagbiaon,
2009) also formed bases of the analysifiese guided the steps which | took through the

analysis thus:

- Watching the video clgpseveral times casually observing the pattern of teaching
and learning
- Watching the clips more closely and transcribing portions which related to the
themes mentioned above.
- More detailed transcription of most relevant cases including nonverbal
occurrences
- This was followed by detailed analysis of the segments as they relate to each of
the themes.
3.10 The interpretation of the findings
Interpretation of findingds carried outby comparing rival positions of the other method
predominantly used in teachgnin Nigeria. This is the method referred to as the
traditional method in this studyt dzLJAf 4 Q ol A4St AyS IyR SyR f A
be compared across the two groups of classrooms studied to arrive at the interpretation

of findings.

3.11 Ethical Considerations

9UKAOI f AaadzsSa O2yOSNYy GKS NBaSIHNOKSNRa
Researchers must come face to face with decisions about morality and expedience and so
should make these decisions in advance to avoid succumbing to pressthie tesearch

field. The researcher must anticipate issues of ethics and prepare for them because
GFASERO2N] Aa OyKAAIfY (ORI N SIRE FthidaldpactiéeS y =
lies at the very heart of research (Payaed Payne 208) and the researcher must
demonstrate that the research is ethical and that all efforts have been made to protect
both the researched and the researcher from risk (Marshall and Rossman 2866).

result of the concern for ethics in resel, many research orgasations have rolled out

agreements on moral practice in social resedrchecent years

For example, e British Edcational Research Associatiggrovides guidelines for
educational researchers in order that the researchers, other members of the prafiessi
and the public may be protected from unethical practicdBERA, 2011 provided the
guiding principles in the conduct of this research.
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GLYRAGARdAzZI fa akK2dzZ R 06S GNBFGSR FFANI &x
respect and freedom from ppedice regardless of age, gender, sexuality, race, ethnicity,
class, nationality, cultural identity, partnership status, faith, disability, political belief or

Fyed 20KSNJ aA3dyAFAOIYyd RAFFSNBYyOSe o6. 9w!

The researcher must research withtegrity, ensuring adherence to all laid down
procedure. Research must beoid of deceptionBlaikie,2010). As such, every attempt
was made to ensure respect for all persons and adults involvieether activdy or
passivédy. Efforts made to ensure thahe research wasvhat it claimed to be to the

participants and that the report conforms to laid down principles are discussed below

3.11.1 Gaining access to participants

One of the main ethical issues a researcher needs to address is gaining access to

participants because the way a researcher gains access to the participants may influence

their response to the researcher (Yatg807). Closely related to this is how one gets past
the gatekeepers.A research involving schools and classrooms necessegjilyred the
cooperation of the gate keepers to the schoélor the government schools, | arranged a
meeting with the key government officials in charge of the local government schbols.
gave them a general description of the purpose of the researchhamdthe pupils and
teachers might gain from the research and they gave their consent for me to work with
the schools. They formed a link to the chairperson of the head teachers, and the head
teachers made a link to the teacher&ccess through the gatekpers may affect how the
researcher appears to the participants (Yates, (Db in this case; all effort was made
assurethe teachers that the researcher was not an agent of the governmené training
period provided an opportunity for close rapport taeeen the researcher and the
teachers. This resulted in cultivating a relationship which transcended the source of the
link between researcher and teachemRecruiting the teachers in the private schools was
also through the gatekeepers but the link waimpler: from proprietor/head teacher to

the teachers.In the same way as the teachers from the government schools, the training
period was a period of relationship buildinélthough this recruitment process involved
many levels of conserfRyen 2011),the teachers had the option of participating or not

and some indeed decided not to participate.
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3.11.2 Informed consent

Informed consent means that the participants must know the nature and reason of the
research and must know that they have the righttithdraw at any point in the research
(Burns, 2000 Bryman, 2012). The participants must be provided with information
concerning the purpose of the research, the researchers, funders, use of data, amount of
time required from them, what involvement is regied from them, what subjects will be
covered.Too much detail may alarm some potential participants or cause them to behave
in ways they think the researcher expects thus impacting the quality and usefulness of
data collected (Yate2007). Because ofhis, there should be a balance in the amount of
information provided. Teachers in this study were informed that the researcher was
carrying out the research to determine the possible impact of the synthetic phonics
method on the reading attainment of theupils. Although they were given much detail
about the research work, the teachers did not find the information cumbersome unlike
the participants in Twm Danso, (2012)We made it clear that this was a part of a PhD
research work and had no effect ohdir job status, positive or negativia line with

5 A E 220@)&all for sincerity on the part of the researcher. The researcher should be
honest and candid when explaining the reasons for the research and where and how the
findings will be used (Dixo2003) The teachersvere also told that the research would
span two school terms, their classrooms would be observed frequently, and they would
be required to participate in focus group discussiohgold them that the data will be
published publicly imy PhD thesisParticipation was voluntary and they could withdraw

at any time if they wished. All the above information was made available in written form
to the teaches who took their time to readsign and later retursameto the researcher.
Howewer, some teachers preferregiving theirverbal consenta signng consent forms.

They were quite pleased to participate in the research but they did not want to commit
themselves to signingThe researcher had to explain again and again that signing the
forms was required by her school before some of the teachers obliged Rer.such
reluctantteachers, | allowed some time before offering them the feragain by which

time they were sure that the forswere indeedy S| y i F 2 NJ { K SonliNIBh&ysS | NI k
then signed the formsThese formsvere kept safe and separate from the dat&€onsent

Ad Wy2i Fo0a2ftdziSQ odzi LINPINBaAaADS FyR GKS
G§KS RFEGEF O2ftf SO0A 2 yn QO dofettingatay @ Bryhe&r w1 n
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obtained permission to have the data published in any form online or published journal

or book.

For school children, consent is needed from parents and from schools and also from the
children(Craigand Taylor, 1999) The researcher expined the purpose of the research

to the pupils with the help of their teachers he purpose of the test was also explained

to the pupils. All effort was made to ensure that the pupils were not tensed up thinking

they were writing school examination wlipre- and post tests took place.The children

were also told that they were free to say if they did not want to participate in any aspect

of the research.t  NBydaQ O2yaSyid ¢l a NBOSAOSR (KN
informed the parents. In addtion, letters were given to the teachers to send home
through the pupils.However, the teachers were of the opinion that most parents would
y2G 0SS OIFINBFdzZ (G2 NBGdNYy (GKS LI NByiQa O2
taken as consentlf such hppened, it would constitute a challenge to the data collection
exercise.¢ KS@& | ROAASR NI GKSNJ GKId GKS NBaASI NOF
so that any parent who did not want their child to participate would sign and rettitre

teachers udertook to explain the purpose of the research to the parentgook their
FROAOS a (KSe g2dz R (y2¢ 0Said K2g¢g LI NBy
letters to parents.One parent called me on phone to make further enquiries and to say

he was satisfied that the childould participatan the research.No form was returned to

any of the teachers.

3.11.3 Selfpresentation

Selfpresentation refers to how the researcher presents him/herself to the participants as
this involves (Yates, 200 From the first meeting, | made it clear that | was a research
student who was interested in the improvement of literacy skills in pupfs.this has
been a continuing passion for me, it has not been difficult at all to maimiagpurpose

As many time as | met with the teachers, individually and as a group, | maintained the

same purpose: for my research and for the good of the Nigerian child.

3.11.4 Anonymity and confidentiality
Confidentiality means protecting the identity of participants, the veaund setting of the
research such that apart from the research team, no other person knows who the

participants are (Lewis, 2007It isimplies the eliminatiorfrom the research records any
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item that may reveal the identity of a research particip@®erg2004). Anonymity means
that the participants are nameless and faceless Berg (2004)s is probable in online
research with the poplarity of online surveys likBurvey Monkey but much research still
involvesthe researcher meeting with the participait The researcher, and in some
instances, the assistants to the researcher would know thesfat@mes, and offices or
home addresss of the participants. Apart from this, certain information invariably
revealed may make it possible to trace some partaits. As a resultjn practical terms,
anonymity isalmost impossiblé/hat remains is for the researcher to provide a high level

of confidentiality(Berg 2004).

Real names of the teachers were not used in the storage of the data or in the transcript.
| avoided attributing comments to identifiable participants in whatever form so that it will
not be possible to identify who the participants ar®seudo names were used for the

teachers so as to be able to trace their information at a later time.

| havemade some points in more general ways and edited some details which in no way
affect the central data in the report.Tapes and transcripts are video clips are stored
separately and | have not given them {tlle labels. The names of the schools havetno

been used; rather numerical figures have been used for the schools.

3.11.5 Trust

Trust refers to the relationship between the researcher and the participaBisth the
researcher and the work ought to be seen as trustworthy all through the researchgsoc

This is especially relevant when delicate situations are involvBdist also refers to
NE&aSINOKSNNRaE NBalLkRyairAoAaftAide G2 1SSLI GKS N
to destroythe field so that participants will be willing to be invetl with other future
research. This means also thatrgpmises should be kept if any was made to the
participants(Ryen 2004and2011) | promised the proprietors of the control schools that

| would train some of their teachers in the synthetic phoniegtimd. This promise has

been fulfilled to all the control schools.

3.11.6 Reciprocity

Reciprocity means giving back with caflde participants in this research gave their time,
adopted a new teaching method as | managed to convince them to try thenmetivod
GStftAy3d GKSY Al KFa 0SSy F2dzyR (2 06S ST¥TS
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for months, and they painstakingly prepared new lesson notes though they had the option
of usingtheir previous method.In short, they gave themselvest was only fair that the
researcher gave something in exchange or as compensation for all that the teachers gave.
| offered feedback to the teachers after observation sessions, gave time to help out with
some large classes, helped with setting of examinagio@stions, offered further training

and guidance beyond the period of the research and sent a representative when required
Fd I aoOK22f QalaBdshdwedlthiérn the/fep&tdShe liegearch.

To recap, approval for this study was gained from Mewcastle University by following
GKS a0K22fQa AR R2gy [INPeO&IeddedidpletifigaNd S (i K
submitting the ethical approval form which went through the rigorous screening process

and waiting till the approval was granted.

Approval to carry out the study in the schools was obtained from the Zonal Director of the
Ministry of Education in BonnyThe informed consent of all participants was sought and
gained, and they were all informed about all the details of the research proeeaw
duration first by verbal explanation and then through letters which explained the purpose
and procedures to be used at each stage of the research and the level of involvement
expected from them Participation was voluntary and could be discontinat@ny point

if any of the participants chose to discontinu€he researcher informed the participants
about what use will be madef the information gained from the researcffhey were told

that all efforts will be made to ensure confidentiality by mobviding their real names or

any other information by which they could ldentified.

Thus far, this chapter has discussed the case study/action research methodology for the
research and outlined the steps taken to ensure dependability of the wtirkas also
discussed the ethical issues associated with the research and stated how the work was

carried out within the ethical guidelines provided.

The next section presents the extensive pilot study for the research, discusses lessons

from the pilot and howthese guided the main fieldwork for the collection of data.
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3.12 The Pilot Study

3.12.1 Introduction: The Choice of Finima

Living in the Finima community exposed me to a group of teenagers who could neither
read nor write. Further enquiries revealed thdhis situation is the norm not only in

Finima but in many parts of the countryf'his led to a desire for improving the literacy

f SOSt 2F DAISNALY LizZLIAf &YX O2yFANNAY I aAdf

profession.

Finima town was a natural ofte for me as it was my honat that timeand Ihad easy
access to the children through the church communifhe church community is a big

community through which one could reach a large segment of the entire community.

3.12.2 The pilot study particip ants

The pilot research participants were pupils in schools in Finima and Bonny whose ages
ranged from 5 to 11, which situated them in Primary school y&a&to Year 6Six.What

they all had in common was a reading skill level that was lower than thatceegb for

their different ages. Some of them attended government schools and some, private
schools for the poor which were hardly different from the government schools in the
delivery of literacy skills as evidenced by their level of reading skills vegmtere tested

at the start of the pilot. | accepted the children across such age range so as to have

enough participants.

3.12.3 Preparation for the Pilot Study.

Dr. Pauline Dixon suggested that | ube Jolly Phonics teaching package and since | was
not familiar with the method, she offered to teach me how to use JP and Read Write Inc
(WRI) materialsvhichshe did. She gave me the training manual she developed on JP and
WRI, a scheme she used for @&y training of literacy teachersThe trainingwas a
valuable preparation for the pilot study, and the scheme was very useful not only to me

as Icarried outthe pilot, but also to teachers who later participated in the main study.

3.12.4 Starting the Pilot

| had sent a message to the church to ingkaldren who wated to learn how to read to
alesson starting on the 14th December 2009. Church was a good place for me to start
because | already had access to a group of children who | knew would invite their peers

from the community. Besides, literacyeaching in churches is expected and accepted
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practice (Blakeand Blake, 2005). A general invitation was thrown out to the church
congregation and their friends and family members in my absemndach meant | got a
few more people than | had bargainearf It was no surprise then, when | arrived at the
venue on Monday, 14th December, 2009 and there were 51 childrgmoceeded with
the entrytest. The testing was all we could do at the first meeting but we were able to

agree on how to proceed with bgequent sessions.

3.12.5 Entry/Intermediate Tests
L dzaSR wdziK aAaiAyQa GSaid FT2N LK2YySYAO | ¢
and the Assessment B test to test oral sound blending and the Burt test to assess their

reading age.

3.12.6 The Learning Period

Initially, class time was fixed forSpm and was meant to be on alternate days but at the
request of the children, we met daily except on weekends and on Christmas day and New
Year day. This was because they found the multisensory approaohlyoPhAonics to be

such great fun that there was no dull momeritsaid a sound, the children repeated it, |
told them a story about the sound, and taught them the action associated with the sound.
All this made the learning fun and the sounds easy toember. The curriculum for the
government schools in Nigeria emphasises learning by rote, starting with the letters of the
alphabet; as such the children had started their reading career through that method.
wondered if it would be possible for them &dd the phonics method to thalphabet
learning method as | would not want a replacement of methods but an addition so that
what they have learnt previously remains useful while the phonics method serves to
speed them up to the desired reading agalso,they needed to keep the method that

the teachers used in school since the literacy scheme was not a replacement but a pilot

and the children would continue their academic career in their various schools.
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Month Monthly Focus Focus

15t Meeting Pre¢Tests for all pupils Tests in Phonemic Awareness,
Oral Blending, Burt reading ant
Schonell spelling

Weeks 1-2 Introduction to sounds with stories and s,at i, p,n
mnemonic actions; shifting attention away from
letter names. Taught consonant/vowel snaps sa, si, ta, ti, pa, pi, na, ni

Weeks 3 4 ck,e, h,r,md
Introduced 1 or 2 new letter sounds per lesson.  g,o,u,l,f,b
Each lesson began with revision of the previous
sounds.
Introduced blending of two letter wordst, it

ai,j,oa,ie,ee,or

Introducemore letter sounds Z, w,nhg,v,00,00
Blending cvc words and words with double sack, kiss, fill
consonants boat, corn

Blending words with vowel diagraphs

Weeks 512 Revised letter names (pupils knew them already) y,x,ch,sh,th,th
Introduced Tricky words gu,ou,oi,ue,er,ar
Introduced consonant clusters (blends)
Introduced decdable readers

Weeks 1316  More of Tricky words and consonant blends
LYGNRRdzOSR WYIF3A0 SQ |
Pupils read decodables and began reading othe
books

Week 1723
More alternative spellings, tricky words.
Gave pupils writing assignments, encouraging
independent writing.
More decodables and nedecodables
Week 24 Phonemic Awareness, Oral

Post Tests for pupils Blending, Burt reading and
Schond spelling

Table 34: Outline of the pilot from pretest to posttest
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490-60 10-20
minutes-pair minutes-Basic
work, reading; skills/New
completing topicforthe
classwork. day

30-40 minutes
—Break

Figure 36 The daily teaching routine

The break period was so essential to the lessons that an exceptfdo KS G S OK S NI
NB | RiEeN chiédren are given time off, they often resume with excitement and greater

commitment.

At the beginning of the first week, | told them about sounds and letter names pointing out
to them that they already knew the names and telling them th@amiance of knowing

the sounds.

Each lesson began with pupils sitting facing the researchiee. first lessons started with
telling a story which included several words beginning with the sound of theTday.led

to telling the pupils the sound and siwing them the written form on the flash cardBy

the second week, in line with the principles of guiding the pupils to their zone of proximal
development, | started with stories but | encouraged the pupils to deduce the sound for
the day from the frequengof its occurrence in the words of the storiupils were often
able to work out the sound! introduced them to identifying sounds in words doing the
thumbs up or down game.Daily revision of soundwas carried outeither by the
researcher where the ypils chorused the answer, or in pairs where pupilecplayed

and each partner played the teacher in turns.

102



| thought there was no need to teach the pupils letter formation because thelnaiv
how to write the letters and so decided save time for ther aspects where the children

were deficient.

Blending was delayed till the third weddecause the pupils were at first confused
between the letter sounds and the names which they were already usedyttheBhird
week,the pupils had become accustohéo the sounds and they struggled less with letter
names. The older onegspeciallyhad difficulty blending because they would rather guess
the word on the flashcard than try to blend the sounds but they later got over the difficulty
and started blending The younger ones blended with greater ease than the older ones
did at first because thelgad not yet memorisd many of the high frequency words which
they are usually taught in schooBy the time the pupils started blendinghe sitting
arrangement beame much more flexible because there was more of partner work and
group tasks.l gave word cards to pupils in pairs and their task was to work out the word
by sounding and blendingsometimes, | gave a number of word cards to a team of pupils
and it be@ame a healthy competition which team would be able to sound and blend all
their words. The ZPD theory was at work then also as children learnt more with the

assistance of peers.

L Gl dzZAKI GKSY GKS WwWaAftSyd of SYyRAywIenind!l YS
themselves of the sound andstarted withdrawing the actionool gradually as soon as
they started blending. At the end of threweeks, they were able to blend three and four

letter words.

| found it interesting that though | did not tell thertinat they all scored zero in the
phonemic awareness aspect of the gesst, the children realised this by themse$vand

2y S 27F UKS Yve scbréadRerdirgthatfeStTbring it again and we will showéyou

At this point, | knew that they had tryllearnt. ¢ KS Ay GSNYSRALFGS (GSad
NBIjdzSaGQ o6& G§KS OKAdoFobtiBegndl3 and RBSt of laltdalioffi3d K I R
sounds which had been taught by then.

In the third week, | employed a research assistant, whom | trained in seeofi Jolly
Phonics strategyShe observed the class while | taught and started teaching them before

| left for Newcastle in the New Yeadrleft her video recordings of the classes | had taught

103



earlier and a complete video recording of the 7 books @& dlolly Phonics as a further

guide to her teaching.

When stiools resumed in the New Yedesson days were reduced to 3 times a week so
that the pupils would be able to spend time on other school commitmeritept in touch

with my research assistant bggular phone calls. The phone calls served as our times of
exchanging views about the learning styles of the children, evaluating what worked or
what did not in the classroom, and collaborating on possible next stepade a trip over

the Easter holidys in March, 2010 during which time | observed some teaching sessions
and also taught some sessiorngly research assistant and | gave feedback to each other
and decided on some possible steps to improve the teaching and learning process

thereafter.

Theintroduction of alternative spellings and tricky words meant the children had access
to a greater range of words and they could start reading a wider range of decodables.
Soon they were writing independently and some of them decided to practice theingrit

on me by writing me letters (Appendix M)hey also started reading natecodables.

3.12.7 Classroom structure

The way the classroom is organised is importarlearning as Lemke (2002 36) states:

GLI NIOAOALI GA2Y Ay X&AlY M3 TidzZg SI @ (O AYTEA S\ET A
Although every session began with students facing the blackboard and the teacher
standing in front, the classroom structure was flexibleS Tt SOG Ay 3 (GKS GSI C
learning is ceconstructed betweerthe learners and the teacher, the class often broke up

into pairs and group work while the teacher moved around guiding the group work or sat

at her desk, casting occasional glances around the classroom; acting as the more
knowledgeable adult helping th& KA f RNBY yI @A3IIGS G261 NRA
RSOSt2LIYSyi(é¢ +e320al1e ompry I LIOT po

The sitting arrangement easily changed into circular or sgroie with the teacher sitting

in among the pupils when necessary. At the end of group or pair worksetuehér
elicited responses from the pupils who were often so eager to speak that the orderliness
of raising their hands to answer questions became difficult to achi@ve pupils were
capable of negotiating the direction of learning showing that not ¢edhers can control

events in classroombuttressing the assertiond ¢ KS FI OG GKFG GSI OK
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impose order is evidence enough that learners too have a role in controlling events,
initiating and respondingto oA Y3 | Ol A @A ( &@). The2piisIvErd thus n n ¢ 3
allowed to control events at such times at the risk of manageable degrees of
disorderliness as long as learnim@gs still ablecontinue. Wright (2006) posits that
disorderliness may not necessarily hamper learning.his does not mply that
disorderliness was allowed to take over the classes as we insisted on reasonable levels of
orderliness.

31280 2AOAAOAEAOOG 1 AAOTEI ¢ AGPAOEAT AA
Though classroom observation is intrusive (Wallace, 1998), the research assistant and |
have built a prtnership with each other, whicwasrecognised by the students, and this

made our observation of each other not intrusive but more like partasrk - one of the
methods the pupil®ften usal when working on tasks. | could be observed by her and |
obsewed her most naturally. We did this often and compdmotes on our observations

and together, we kept refining our meths. The classrooms, for us, hadeed become

the laboratories where we studied the learning process (Wallace 1998). It was not strange

to the pupils when a colleague who taught in a nearby school came in to observe me, the
children did not even atice the presence of thetranger. This enabled the children to

carry on as usual; however, | was conscious of being obse@abously, beig observed
encouragedme to be more learnecentred than | used to be as | involved the children
more, so they did muchbf the talking. This helped me to realise that | had not practiced

my belid in engaging the pupils as much as | thought | didwason the pathto
improvement though.The immediate result was that learner talk, which we thought was
much, became even more as the observation revealed insufficient learnerBalfaging

the learners and giving them much room for interaction facilitates acquisition of a

second language (Walsh, 2008)/hen teacher talk dominates the teaching session, the

Of FaaNer2yY OSIFasSa G2 oS Iy I @Sghaufct BlHNSE «
O2yi(iSE(laé¢ o021 ftakK HnncX LIDmcdasigned moe wayg @izt ¢

making the classes engaging.

3.12.9 Reflections on action
One of the advantages of action research is that insights gained from data collected feeds
back into the reflective cycle (Wallace, 1998hus we realised that it was necess#o

givethe childrendays off. Reflecting on the above, it could also be that the children had
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errands to run at home; the Saturday lessons were thus cancelled.is a clear example

of the freedom we had to make decisionE.we tried a pattern ad it failed to give the

desired result, we repeated the process using other methods till we aravadesirable

end. Wallace (1998, [22) discusses the boundaries of decismaking; some of the
decisionswe mde weNBS L2 233aA0f S 0SOAO0BSYBESHBAB! yiRSK
G2 WwY2@S (i kHbweds we ubkl iy [iRe@iybwithin reasonable limits and with

a great sense of responsibility as we wished to develop a model which could be a guide
for us when supervising the implementation diet intervention in the government and
private schools during the main field workiVe were conscious of the fact that such
flexibility would not be easily achievable in those schooklslso, as noted by Wallace

(1998, p.22), every teacher has some levdislecision making which may be a result of
GLISNEZ2Y I fAGe GNIAGA 2N GKS RSAMWBRE22i2 o KAC

We were conscious of our practice and the need to continue to improve our instruments
and our method. | hoped to come up wlh a model which the teachers who would
participate in the intervention can find useable. | even hoped that | could develop a model
which could be successfully applied in many other places in Nigenia.desire stemmed

from the fact that the challengef poor reading skill is not localised to Finima/Bonny but

is country wide and a successful intervention on the Island could serve as a model in other

parts of the country.

3.12.10 Test results and analysis
We conducted the exit test in June, 2020l pugls knew all the sounds by the end of 12

weeks so it was not necessary to test their knowledge of sound in the 24th week.

The exit test was based on the Burt reading teBhe analysis wasarried outby coding

the reading agescores (Appendix D) into SBFollowing are the test results and analysis.

Variable Test Mean SD Min. Max.
Burt reading age Pretest 64.21 2.12 60 77
Posttest 94.54 23.12 69 145

Table 35: Pretest and Posttest reading age months
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Table5 shows the mean of preest reading age in months as 64.2The minimum-
reading age was 60 months and the maximum was 77 moritladlealsopresents the

mean of posttest reading agas 94.54 months

After the 6 month intervention, theninimum reading age was 69 months, showing a 9
month increase while the maximum reading age had risen to 145 months, 68 months

increase.The mean gain in reading age was 30 months as shown in Table 7 below.

Mean 30.32
Median 23.00
Minimum 9
Maximum 68

Table 36: Reading age gain in months

The paired samplet Sad aKz2ga GKIFIG GKS OKAf RNByQa N
compared to the prdest scores. The mean gain of 30 months in six months of

intervention was sigificant at p=.00.

Mean t 9

3032 8.71 27 .00
Table 37: Gain in reading age in Months

3.12.11 Lessons from the pilot
Pupil participation enhanced pupil learninghe pupils benefitted from being engaged

rather than Istening passively.

. S0l dzaS 2F GKS 101 2F SYLKIaArAa 2y fSaGadSN
handwriting. Their handwriting showed less maturity than their reading and vocabulary
skills as can be seen in their letters (Appendix Mphecame obvious to me that learning

to read anddeveloping handriting should go hand in hand and | decided to make letter

formation an important part of the main study.

Games and role playing was a very effective means of achieving pupil participatien in t
reading classes and much of this was taught to the Primary One teachkin®ugh the
WaAESYyG o6f SYRAy3IQ 3IIYS &aSNWSR Fa | 3I22R
blending because pupils thought they must first complete the actions before sogindin
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the words. In fact,a teacherwho taught some of the children in school acknowledged
that the childrenhad become better readers than their colleagues in the scHdat.she
wondered why theyfirst performedactions as if they were deaf and durblefore they
could read words As a result of this,he silent blending game was removed from the

games taught to the teachers who would carry out the intervention.

Pair work and team work was found to stimulate student learning so the teachers were

encouragel to include much of this in their teaching session.

The pace of the teaching especially of sounds was important becausesifrétched for
too long, children may become boredth the stories and actions as they grow older (by
months). It is advisald for teachers to teach the sounds at a pace that pupils can

accommodate and nadt aslowerpace(Dixon, 2009).

3.12.12 Post Pilot

The learning time was fun for the children as it incorporated partner work, group work,
quizzes and integroup competitiors. It was very interactive and it was difficult to know

if there was a child who could be described as a quiet student as they all participated
actively.¢ KS OKAf RNBY 6SNBE 2F0Sy NBfdzOGrkyd G2
the exit test, thepupils were not happy that the session was ending and they made this
known to me. Also, during on@n-one chat when | thanked parents for allowing their
children to participate in the study, many parents expressed the desire to have the classes
continue saying it had been very helpful to the children. A teacher from one of the
primary schools called at the study centre to say many of the children were in different
classes in her school and that they stood out from other pupils in all the claSseh
comments as the preceding made it difficult to wind down the classes so my assistant
continued teaching them and many of the children stayed on for another two years and
became avid readersOther children joined and new classes begamtervals Adults

also came requesting to be taught; some of them were parents of the pupils in the pilot.
The result is that the pilot study became a charity named Hope Alive Foundation for
Literacy and Development which now has after school classes in Bonny Towryrfo
CAYAYlI (26y>S YR 2yS Ay tKAffALIQAE ¢26y 0
themselves could neither read nor write, requested for literacy classes and so there have

been vibrant adult classesSome of the adults have become good readand stopped
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coming whileat the time of writing up this researchnother group of fifteen women who

constituted the second batch of adults have made significant progress in the literacy class.

3.13 Conclusion

This chapter discussed the case study/actiesearch methodology for the research and
outlined the steps taken to ensure dependability of the wadltkalsodiscussedhe ethical
issues associated with the research dmghlightedhow the work was carried out within
the ethical guidelines providedt concluded with a review of the extensive pilot research

which preceded the main research.

The next chapter will focus on the analysis of the data obtained from the main fieldwork.
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Chapter Four. How much can synthetic phonics do? A six -month

explorat ion

4.1 Introduction

As earlier stated in chapter onthe aim of this study was to investigate the influence of

the synthetic phonics method of teaching reading skills on the reading ability of Primary
One pupilsn Nigeria Therefore,a major focus oftie workwas to find out whether the
introduction of synthetic phonicsiethodwould have remarkablenfluenceon Primary

hy S LlzLJA f & @heNGA RWIYNES R (A Z &K S tradiSohaDiehod &  dza

Thischaptertherefore presentsthe results am the interpretation of the analysed data

which compared the reading skills scores of pupils who were taught using the synthetic
phonics methodvith those taught usinghe traditional methodboth in the government

and the private schoolsThe quantitatid RF G F2NJ 6KS | dasSaays
skills in phoneme awareness, blending, Burt reading, and Schonell spelling, presented in
this chapter were gathered through RuthA 8 {1 A Y Q& LIK2y SY6ral | g NJ
blending test, Burt reading test, and Schirspelling test.All tests were administered

to both the synthetic phonics group and the group of pupils taught with the traditional

methodwhich will henceforth be referred to as the control group

4.2 Research question
The main research question i€anthe reading skills of Nigerian pupils improve through

the synthetic phonics method?"

The results and interpretations presented in this chapter attempt to provide answers to
the sub research question 1s there any statistically significant differenae the
improvement in the reading skills of pupils taught with synthetic phonics and those

taught using traditional methods?

As stated in Chapter 3, it was pdetermined to treat the two school management types
as embedded units each justifying a separanalysis.The reason for this is that the
private and government schools sub units operate under different management styles
resulting in different operational detailsTreating the case as a holistic unit may result

in a lack of clarity in the handbnof the data as it will be impossible to examine the
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differences which may arise as a result of the differing management types and
operational details.Also, as discussed in Chapter Two, it is widely known from research
and from general examination ressilthat the private schools pupils record better

achievement than those in the government schools.

Although this chapter focuses on Questionnloider to appropriately pool the findings
from the different data sets together and to achieve coherence iswating the
research questions, answers &ome of the other questions were inevitably also

presentedin this chapter.
4.3 Findings

4.3.1 Description of samples

This section presents information on the schools, teachers and pupils in the sample.
Thus, itincludes school vignettes, teacher data, and also the demographic information

of the pupils (age and gender) as well as pupil background information. Pupil
information is presentedn 1 KS f - ad LI NG +Fa AdG €SIFRa 2y

results.

All the schools, government and private, are in purpose built buildingdl. the
government school§Schools 1, 2, 6, and 7) and 2 of the private schools (Schools 8 and
9) aresomewhatremoved fromthe residential housem the immediate neighbourhood
though they are not completely shielded from passkbys However, lie other three
private schoolgSchools 3, 4, and aye not isolated from the neighbourhood but are
easily accessible to the happenings in and around the school build®gs could see
pupils looking out at passetsy or the other way round from within their classrooms.
The government schools have big classrooms furnished with desks arsd Bealt set

of desk and chair seats twaupils all facing the blackboagihd the teacher The seang
arrangement in the private schools was similar but the classrooms were much smaller.
Thismaybe partly because the private schools expected fewer pupitsnethelessthe
classroons were generallyrather small for the number of pupilis the classesIn the
government schoolsas well as in the two private schools (Schools 8 andh@),
classrooms were separated from other classrooms by concrete walls but othiee
private schoolg§Schools 3, 4, and She classrooms were separated from otheasdes

by lightmakeshift boards. The voice of the teacher in one class could be heard from
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the other class.In private schools (3, 4, and 5) there werewiadow panes or doors

and whatwere oncelouver bladesn some classelsad all broken ofallen of. In the
government schools, there were doors and louvers though some had brokeAlbtifie
pupilsin the synthetic phonics schools hadpies of theblack and whitelJolly Phonics
workbook, provided by the researcherln addition, pupils in private shools had
textbooks and notebookand pencils. Pupils in the government schools hardly had
textbooks and some of them did not have enough notebooks for all the subjects.
Although education is free in the government schools and textbooks are meant to be
provided free for the pupils, the unofficial complaint is that the books provided by
government are locked up in some office rather than distributed to the schools and so

such booksre not available to the pupils.

While the official policy stipulates thahe local indigenous language should be the
language of instruction until primary four, all schools tautgte entire curriculum in
English.The only time another language was useas during the period calledda 2 (i K S NJ
¢2y3dz2SQad

School Vignettes

There wae nine schools in the study. Four of the schools are government schools and
as suchnot fee charging as all government schools offer free educatidowever,

pupils are occasionally required to pay for certain iteffiext books and workbooksd

writing materialsare also meant to be provided by government but this is not always
the case.Many pupils lack workbooks and text bookEhe private schools charge fees
between N5,000 and N12,000 (equivalent to &£201). This shows thalhey are low fee
chargng schools.In spite of the low amounts charged by the schools, parents often
have difficulties paying the fees which come up every three morithere are reported
cases of parents who owe fees in one school and move their children from such schools
to other schools in order to avoid paying the accumulated feldbkthis underscores the
FLOO GKIFGO OGKS LJzZLIAf &aQ LI NByda NB 26 Ay

free education offered by government schools.

Schools One toi¥e are the synthc phonics schools wig schools & to Nine are the

control schools.
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As mentioned in Chapter Two, all teachers in the government schoolgjnalications
in Education but the private schools present a mix of qualified and-quatfied

teachers.

In sunmary, all the teachers were females of between 22 and %0s/ef age. One of
themhasaB OKSt 2 NRa RSAINBS: FALOS 2F GKSY KI @S
and two have SSCE. Their years of experience ranged from tventy. Table8 below

shows a summary of the school and teacher data.
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School
1

Management
Government
Government
Private
Private
Private
Government
Government
Private

Private

Year
Founded

1956
1904
2004
1994
2002
1983
1947
2001
2007

Fee
Free
Free
£2024
£24
£20
Free
Free
£32
£36-44

Government
approved

N/a
N/a
No
No
No
N/A
N/A
No

No

Table 4.8: School and teacher vignette summarised

No of Number of

Pupils
333
700
150
80

77
600
714
215

170

classrooms
8
16

13
20
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No of Teacher

teachers
10
12
14

12
13
13

12

age
4550
36
26
22
23
36
29
30
29

Teacher
qualification

NCE
NCE
NCE
SSCE
SSCE
Diploma
NCE
NCE

Bachelors

Teacher
Experience

20
1

~N A~

=

(62 BN 2 NG |



Pupils

There arel54 pupils in the government school sam@@d malesand 70females. In the

private schools sample, there ar@ pupils 40 males and 32 females

In the government schools, 16 pupils, represegtil0.4% of the pupils are foyears
old and 58pupils, representing 37.7% are five years old. There are 48 (31.206nsix
olds. Thae are 20 (13%) seven year olds, nine (5.8%) gwghrtolds, and three (1.9%)

of them are nineyear old.

In the private schoalsample,sixpupils, representing 8.3% of the pupdee four years
old; 31pupils, representing 43.1% are fiyears old. There ar28 (38.9%0) six year olds.
Three (4.2%) arsevenyears old. One pupil (1.4%)egghtyears old, and three (4.2%)

of them are ninegyearsold.

In both managment types, the ages of pupils are between faurd nine, with the
majority in the fiveandsix®@ S N & I THiSshallNBedztpeeted as that is the age

range for Primary One pupils Nigeria

School management type F %

government 4 16 104
5 58 37.7
6 48 31.2
7 20 13.0
8 9 5.8
9 3 1.9
Total 154 1000

private 4 6 8.3
5 31 43.1
6 28 38.9
7 3 4.2
8 1 1.4
9 3 4.2
Total 72 100.0

Table 49: Age of pupils
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4.3.2 Background information of all pupils (government and private)

It is expected, based on existing litewed that scores from the two school management
groups would differ in favour of the private school and so it was proposed to analyse
data from the two school management groups separately. Howeveras necessary

to first confirm thissupposition that sores from the two school management types
require separate analysis this study To achieve this, first,dnalysedhe background
information of the pupils in the two samplesThis included information regarding
parent literacy, parent employment cumstances, availability of reading books apart
FTNRY a0Kz22f (SE(o0o2214a Ay LdzAfaQ Kz2yvySa:z
home. The reason for this was to explore if thamdifferencebetweensocioeconomic

and educational background of thpeipils enrolled in each school type. In additiqgare-

test data of all pupils from the two school management types were subjected to
descriptiveanalysis and test of significance. The results are shown below, first the

background details, followed by the alysis of pretest scores.

school is government or private  Total

government private
LJdzLJA £ Qa Y 2 No 22 3 25
literate 14.3% 4.2%
Yes 132 69 201
85.7% 95.8%
Total 154 72 226

Chi-Square=5.10, dff;, p=0.02

Table 410Y t dzLJAf Qa4 Y2GKSNJ Aa ftAGSNY GS

From the government schod85.7% of the children had literate mothers while 14.3%
did not. The corresponding percent for the private school are 95.8% and 4.2%
respectively. Chisquare analysis indicates that there is a statistically significant
association between mother literacy (no or yes) and school type (private or government)
with a chisquare value of 5.10, df of 1 and p of 0.02 (<0.05)higher proportion of
pupils from theprivate schod had literate mothers compared to the proportion from

government schoal
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school is government or private  Total

government private
t dzLIAf Q& T INo 27 3 30
literate 17.5% 4.2%
Yes 127 69 196
82.5% 95.8%
Total 154 72 226

Chi-Square=7.61, df=1, p=0.00

Table 411Y t dzLJAf Q& Tl GKSNJ Aa fAGSNIGS

82.5% of the pupils in the government schools had literate fathers while 17.5% did not.
The correspondingercentagedor the private school are 95.8% and 4.2% respectively.
Chisquare analysis indicates thédr father literacy,there is a statistically significant
association between father literacy (no or yes) and school type (private or government)
with a chisquare walue of 7.61 df of 1 and p of 0.00 (<0.0%. higher proportion of
pupils from theprivate school had literate fathers compared to the proportion from

government school

school is government or private ~ Total

government private
pupil has private lesons no 85 37 122
after school 55.2% 51.4%
yes 69 35 104
44.8% 48.6%
Total 154 72 226

Chi-Square=0.29, df=1, p=0.60

Table 4.12: pupil has private lessons after school

Fromthe government schanl448% of the childremttended private lessons after school
lessonswhile 55.2% did not.The correspondingercentagefor the private school are
48.6% and 51.4% respectivelZhi-square analysis indicates that there is no statily
significant association between attendance at private lessons (no or yes) and school type

(private or government)
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The chisquare value wa8.29, df of 1 and p of 0.60 (>0.05Similar proportionsof
pupils from the private school attended priviagsons compared to the proportion from
government school

school is government or private ~ Total

government private
Pupil had previous educaticno 32 6 38
20.8% 8.3%
yes 122 66 188
79.2% 91.7%

Chi-Square=5.43, df=1, p=0.02

Table 4.13: Pupil had previous education

From the government sch@p¥9.2% of the children had previous education while 20.8%
did not. The corresponding percent for the private school are 91.7% and 8.3%
respectively. Chi-square analysis incites that there is a statistically significant
association between previous education (none or yes) and school type (private or
government) with a chkéquare value of 5.43, df of 1 and p of 0.02 (<0.0B)is result
indicates thata higher proportion ofpupils from the private schaolhad previous

education compared to the proportion from government sshool

school is government or private ~ Total

government private
Pupil has reading books at no 69 12 81
home 44.8% 16.7%
yes 85 60 145
55.2% 83.3%
Total 154 72 226

Chi-Square=16.89, df=1, p=0.00

Table 4.14: Pupil has reading books at home

In the government scho@ample, 55.2% of the pupit&dreading books at home (apa
from school textbooksyvhile 44.8% did not. The corresponding perceages for the
private school are83.3% and16.7% respectively. Chisquare analysis indicates that
there is a statistically significant association betwesmilability of reading boakat

home (no or yes) and school type (private or government) with asgliare value of
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16.9, df of 1 and p of 0.08:0.05).A higher proportion of pupils from the private school

hadreading books at homeompared to the proportion from government school

school is government or

private Total
government  private
Someone reads to the no 86 23 109
pupil at home 55.8% 31.9%
yes 68 49 117
44.2% 68.1%
154 72 226
Total

Chi-Square=11.22, df=1, p@

Table 4.15: Someone reads to the pupil at home

44.20 of thepupils in the government school samgiad had someone who read to
them at homewhile 55.8% did not. The corresponding perceagesfor the private
school are68.1% aml 31.9% respectively.Chisquare analysis indicates that there is a
statistically significant association betwesameone reading to the pupil at honfao

or yes) and school type (private or government) with asthiare valud. 1.2, df of 1 and

p of 0.01(<0.05). This means tha& higher proportion of pupils from the privatgchool

were read to at homegompared to the proportion from government school

school is government or private Total
government private
pupil reads aloud to no 97 40 137
someone at home 63.0% 55.6%
yes 57 32 89
37.0% 44.4%
Total 154 72 226

Chi-Square=1.14, df=1, p=0.29

Table 4.16: Pupil reads aloud to someone at home

37.0% of thepupils inthe government school samplead to someone at home and

63.0% did not. The corresponding perceagesfor the private school ard4.4 and
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55.68% respectively.Chisquare analysishowsthat there isno statistically significant
association betweempupil reading aloud to someone at hon{ao or yes) and school
type (private or government) with a ceguare valudl.14, df of 1 and p of 0.29@05).
Similarproportionsof pupils from the privateschool read aloud to someone at home

compared to the proportin from government school

The foregoing analysis reveals that pupils in private schools had more favourable
circumstances which could enhance achievement of reading skitlsfqupils in those
schools when compared to the pupils in the government stholm five of the seven
factors (mother literacy; father literacy; previous education; availability of reading books
at home; and availability of someone to read to the pupil at home) examined, pupils in
private schools were at an advantage over the i the government schools. In the
two other factors, though the pupils in the private schools were ahead of the pupils in

the government schools, there was no significant difference.

Furthemore, a descriptive analysis of the prest scores of all pufs in the sample
indicatedthat pupils in the privatdhad higher scores on the averagempared to the

pupils in the government schaol

4.3.3 Descriptive analysis of sample

Test Management N Mean SD  Min  Max
Phoneme awareness government 154 .32 1.74 O 20
Private 72 465 631 O 24
Blending government 154 A4 124 0 15
Private 72 1712 371 O 20
Burt government 154 6133 250 O 74
Private 72 66.42 6.00 O 78
Schonell spelling government 154 6036 136 O 74
Private 72 6406 357 O 94

Table 4.17: Descriptive statistics for the sample

To begin with, the data in TablE7 lends support to the claim in the literature, news
headlinesandblogs, that the reading skill of pupils is po@espite the fact that 79.2%

of the pupils hd pre-school education, most of them had a zero score in phoneme
awareness.The maximum score was 20 in the government schotte high score (20)
was attained by just one pupil while the others were largely between 0 afithé. mean

score for the goveament schools was .32, standard deviation 1.74. 135 pupils (87.7%)
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scored zero, a total of 15 pupils had scores of between 1 alléne star had 20. The
figures were higher in the private schools and the spread was withawever, the
maximum scorevas only 24 of 42 possible scoréhe mean score was 4.65, Sdard
deviation 6.31. 2pupils(37.5%)scored zero.

In blending, 97.4% of the governmesthool pupils had zerd.9 pupils(11.7%)had
between 1 and 3, and the same exceptional pupil had Tt mean score was .14 and
the standard deviation was 1.24Again, the private school had a slightly wider spread;
40.5% of the pupils had scores between 1 andTte maximum score was 20, the mean

was 1.71, and the standard deviation was 3.71.

The mea reading ag®f the pupils in Burt reading was 61.33 and the si@nl deviation

was 2.50.113 of the pupils in of government schodl&3.4%)had zero score placing
them at 6@month reading age40 of them (26%9 were between 62 and 69 months and
again, tle outstanding pupil was at 74 monthsn the private schools, 29.2% of the
pupils were at 60 months Burt reading age, 69.4% had between 63 and 78 months and
one pupil had 94 monthsTheir mean reading age was 66.42, standard deviation was
6.0.

1350f government school pupilé87.7% scores zero in the prest Schonell testThis
placed them at 60 month reading age. (11.7%) 19 of them were between 61 and 66
months while the high scoring pupil was at 72 months spelling age. Their mean spelling
age wa 60.36; standard deviation 1.3@\Iso, 23.6% of private school pupils had zero in
Schonell spelling so were at 60 months spelling ddee rest had reading ages between

61 and 71 monthsTheir mean reading age w#&4.06, standard deviation 3.57

The mearreading age of the pupils in each school management tyae67 months.

The mean reading age in each grougslower than the mean chronobical age even if
one discountedthe fact that each of the groups Haa very high scoring outlier (74
months in goernment, and 94 months in private schoolS)milarly, the mean spelling

age for each of the two groups was lower than their mean chronological age.

The data in Tabl&7 shows that the pupils in the government schools not only scored
less than pupils in @ private schools but their standard deviation was smaller showing

that the <ores in the government schools were close to the mean. Only few pupils had
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the high scores hence the scongere much closer to the mean than were the scores in
the private schols. The private schools scores spread out over a larger rafdes
result is consistent with literature that assert that pupils in low cost private schools
perform better on the average than pupils in government schobigdn, Tooley and
Olaniyan, 208).

At the pretest, each school management type showed the presence of a single highest
scorer. In the government schools, one pupil had scores which were far above all the
others in the four testgjiving rise to a high maximum score in each of the efstested.

The mean score of pupils in the private schools were by far higher than those of the

pupils in the government schools in all the tests.

To determine if this difference in scores was significame, $cores of the pupils were
further subjectedto Independent ftests. When considering our data and using an
independent ttest we found that there was a statistically significant difference between
private and government schools in all tes®8o for example in phoneme awareness t=
5.73, Mean diffeence=4.34, p&.00; blending t=3.51, Mean difference=1.57, p:0;
Burt t=6.92, mean difference=5.090.00; Schonell t:8.52, mean difference=3.69,
p=0.00.This is shown in Table 18

Test t Mean diff p
Phoneme awareness -5.73 -4.34 .00
Blending -3.51 -1.57 .00
Burt -6.92 -5.09 .00
Schonell -8.52 -3.69 .00

Table 4.18: Group Statistics Independent SampleTEst of both groups

The disparity in the baseline results of the two school managéryges supports the
postulation made from existing literature that private school pupils tend to perform
better on the averagehan government school pupildn the data there were so many
statistically significant differences with the baseline testimgl ghe family background

of children ingovernment and private schools. This led to the decismhook at
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comparing private interventionersus private control and government intervention
versus government controlAlthough instigating enulti-levelmodellingmay have aided
the comparison of the two differing groupas this is a mixed method thesis it was felt

that comparingike-with-like for the quantitative part would be more beneficial.

Therefore in the next section of this chapter,examining tle research questions atia
are analysed separately for the different school management typWbere possible,
results are presentedext to each othefor the pupils in the government schoasd

the private schoolsWhere this is not practical, they apeesented separately.

4.4 Research question 1
Is there any statistical significant differencetle improvement in the reading skills of

pupils taught with synthetic phonics and those taught using traditional methods?

To answer this question, it seemegp@opriate to explore the background information

of the pupils by school management type in order to verify if the pupils in each school

type were of similar socioeconomic background. This is followed by the descriptive

a0l GA&aidA OaestzdesLldzLIAf 4 Q LINB

The analysis of pupil background reveals that contrary to the situation between private

and government schools where five of the seven factors examined under background

information of pupils were statistically significant in favour of the private stpapils,

there was not that much difference between the synthetic phonics and the control

groups within each school management type. Only parent literacy was of statistical

significance and that in favour of the control group of the government schalbisther

factors were similar for control and synthetic phonics group. In the private schools,

there was no significant difference between the background of pupils in control and

synthetic phonics groups. This can be seen in the following analysis.
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4.4.1 Background Information by school management type

Government schools

the school is
synthetic
phonics or
control

M control
(] synthetic phonics

100.0%

Percent

Figure 4.7: Mother literacy

Figure7 shows that pupils in the control group of the government school sample had a
higher percentage of literate mothershian the pupils in the synthetic phonics group.
Chisquare analysisdicatesthat there isa statistically significant association between
mother literacy(no or yes) andyroup type (synthetic phonics or controlvith a cht
square valuel1.25 df of 1 andp of 000 (>0.05). More pupils in the control group had

literate mothers than pupils in the synthetic phonics group.
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o the school is

100.0% synthetic

phonics or
control

M control
[ synthetic phonics

Percent

Figure 48: Father Literacy

Similarly, 89.1% of thepupils in the government control group had literate Hats
while 10.87% did not. The corresponding percentdgeshe s/nthetic phonics group
are72.58%mand27.42%espectively.Chisquare value1.14, df = 1 and p = 0.29085).
A higherproportion of pupils from thecontrol group had literate fathersompared to

the proportion fromthe synthetic phonics group

- the school is

60.0% synthetic

phonics or
control

M control
[ synthetic phonics

Percent

Figure 49: Private lessons

Figure9 shows that 45.65% of pupils in the control group attended private lessons after
school while 54.35% did notCorresponding peentages for the synthetic phonics

group were 43.55% and 56.45%owever, chsquare analysis indicates that there is no
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statistically significant association between attendance at private after school lesson (no
or yes) and group type (control or syntiephonics) with a ckéquare value of 0.07, df
of 1 and p of 0.80 (>0.05).

Previous education

The percentage of pupils who had any previous education was similar for the control
group 79.380and the synthetic phonics group 79.03%.the control group20.65% of
pupils had no previous education and 20.97% of pupils in the synthetic phonics group

had no previous educationChisquare value=7.01, df = 1 and p = 0.000(95).

the school is
synthetic
phonics or
control

Il control
(=] synthetic phonics

Percent

Figure 410: Pupils have reading books at home

Figure 10shows that 51.0%0f pupils in the control group had reading books other than
school textbooks at home and 48.91% did not. The corresponding percentages for the
synthetic phonics group were 61.29% and 38.718tthough a higher percentage of
pupilsin the synthetic phonics group had reading books at home, the difference was not

statistically significantChisquare value=1.56, df = 1 and p = 0.210(85).
Someone reads to the pupil at home

The percentage of pupils who were read to by someonecaé in the control group
(44.57%) was a bit higher than the percentage of those in the synthetic phonics group

who had someone read to them at home (43.55%). 55.43% of pupils in the control group
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did not have someone who read to them at home and 56.45%upils in the synthetic
phonics group had no one who read to them at honthisquare value=0.02, df = 1
and p = 0.90 (>.05). There imo statistically significant association between attendance

at private after school lesson (no or yes) and groygetgcontrol or synthetic phonics)

the school is
synthetic
phonics or
control

[l control
[l synthetic phonics

Percent

Figure 411: Pupil reads aloud to someone at home

Figure 13shows that for the control group 39.%ead aloud to someone at home while
60.87% did not. The corresponding percentages for tihgyic phonics group were
33.87% and 66.13% respectively. Although a higher proportion of pupils in the control
group read aloud to someone at home, the difference was not statistically significant.

Chisquare value=0.44, df = 1 and p = 0.510(95).

127



Private Schools

Figure 412: Mother is literate

Figurel2 shows that 99.44% of pupils in the control group of the private school sample
had literate mothers while 5.56% did not. The equivalent percentageséosyinthetic
phonics group were 97.22% and 2.78%hisquare analysis shows that thererie
statistically significant association betwesrother literacy(no or yes) angjrouptype
(synthetic phonics or controlyith a chisquare valu®.35, df of 1 andp of 056 (>0.05).

The proportion of literate mothers in the two groups was similar.
Father Literacy

Similar tomother literacy, 97.22% of pupils in the control group had literate fathers
while 2.78% did not. The equivalent percentages for the syntipétinics group were
94.44% and 5.56%. Alsdhi-square analysis shows that there m® statistically
significant association betweemother literacy(no or yes) andjroup type (synthetic
phonics or controlwith a chisquare valued.35 df of 1 and p of &6 (>0.05). The

proportion of literate fathers in the two groups was similar.
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