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ABSTRACT

The Namibian curriculum favours knowledge with ursdi@nding and application of knowledge
and skills, because facts that are learned witrerstanding are easier to remember. This made
learners to be able to represent mathematical teihgain different ways and for different
purposes. It also motivates teachers to contestidhie content to make mathematics teaching
and learning more interesting and enjoyable to hewc and learners. However, some
mathematics teachers are challenged by being ezhir teach multigrade classes, due to a
massive response to improved access to educatiatiighdde teaching is seen as a difficult

practice especially when teachers are not wellgrezpto teach combined grades.

This case study focused on the teaching of mathesratt Upper Primary Phase. An Interpretive
paradigm was used to understand the teachers’ierpes and their teaching methods. Hence
the study aimed to investigate how teachers deliieir mathematics lessons in multigrade

classrooms, considering the good practices andectggs that may occur.

The findings revealed that teachers mostly user th@dnograde pedagogical knowledge,
resulting in using quasi-monograde with a commometable approach when teaching
mathematics in multigrade settings. Although leessrieave access to the common mathematics
syllabus, the quality of teaching the subject intigtade classrooms seems to be affected due to
the lack of teacher training in multigrade teachiAdso, equity and democracy need to be

considered more than it currently is in terms sbrece distribution to multigrade schools.

Good practice of multigrade teaching existed inldig on lower grade competencies,
introducing lessons with common activities, as veslithe concentration on lower grades which
make learners independent. However, insufficiemiefi lack of knowledge in multigrade and
curriculum knowledge in particular seem to chalengeachers and learners. Therefore,
multigrade teachers need to be part of curricul@wvetbpment for them to master the syllabus.
These teachers will assist in developing multigreelources for integration, contextualisation

and more enrichment activities for high achievers.
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CHAPTER 1
INTRODUCTION

In small schools, multigrade teaching will be tleem. Wherever possible, no more
than three year grades from the same phase oudid to the same class. Special
attention must be given to learners in Grade 1.tighalde teaching often involves
planning topics to be taught simultaneously atdifferent levels. In these situations,
it is possible to organise group work around thraestheme or topic.

(Namibia. Ministry of Education, Sport and Cultyi4BESC], 1996, p. 30)

1.1  Introduction

Namibia is a country with sparsely populated areapgecially in the remote and mountainous
regions. In these areas, the numbers of learnersay low (Namibia. Ministry of Education
[MoE], 2006b). These learners too have the rightddncluded in the education plans for their
geographic areas. To ensure that; the educatidordeave committed itself to finding ways to
provide education to all children in the countngluding those in sparsely populated areas or on
farms. This will enable Namibian children living afistant cattle posts or in dense urban
settlements to become part of the education sydtemibia. Ministry of Education and Culture
[MEC], (1993), pointed out that “these learnersl|wié given learning opportunities that are
suited to their circumstances, and that permit theranter the formal education system when

that becomes possible” (p. 13).

This chapter introduces my study on the teachingmathematics in Upper Primary multigrade

classrooms. In addition to this introduction whishregarded as section one; there are six
sections in this chapter. Section two contextualtte study by providing the background of the

investigation. In section three, | provide the distal background of the research sites, and
describe the location of the schools. Due to thquencharacteristics of the schools in the study,
| have avoided linking schools to regions. The flowection indicates the research question. The
fifth section deals with the approach used in catidg the research. The sixth section provides

an outline of the thesis.

1.2  The context of the study
Namibia reformed her education policy after indefssrce and shifted from “education for elite”

to “education for all” (Namibia. MEC, 1993, p. d)his move follows article 20 of the Namibian
constitution which states that “All persons shall/é the right to education” (Namibia. 1990, p.



14). The reform prioritized the teaching of math&osa regardless of learners’ gender, race,
culture and ethnic group (Namibia. MBESC, 1996)l#o emphasised that all learners should
have the opportunity and necessary support to lemthematics with depth and understanding.
To fulfill the educational aims for equity, qualitgccess and democracy, mathematics was made
compulsory up to grade 10 (Namibia. MEC, 1993).

Despite the driving force in the teaching and lesgrof mathematics, present outcomes reveal a
low quality of learning achievements in mathematiespecially in the Upper Primary level
(Namibia. Ministry of Basic Education Sport and Queé [MBESC], 2003). Thus, the Namibian
education system is challenged by the provisioquality education, which includes the quality
teaching of unified mathematics content to learriarsparsely populated and remote areas
(Namibia. MBESC, 1996). In these areas, learnegsfew in number and they are therefore
taught in combined grades. “Multigrade teachingthe standard international term used for

such a combination of grades (Birch & Lally, 1985]).

The teaching of combined grades has become orteeahgin concerns in Namibian education
and it is receiving special attention from the Miny of Education. This is done to provide
accessible education to all children regardless #ge, culture, gender or race and for them to
have access to quality education (Namibia. MBES@96). According to Little (2001)

multigrade classes are seen as a solution to thaspyn of education to rural and sparsely

populated areas.

1.2.1 Why multigrade teaching in Namibian education?
According to Beukes (2006) multigrade teachingasanew concept in Namibian education. It

has been in existence since the introduction oh&breducation. During the reform, the ministry
of education made it a norm, but none of the sylfablevelopers have addressed the issue of
teaching in multigrade classes. However, it is sieehe addressing educational disparities by

providing access for schooling (Namibia. MEC, 1993)

1.2.1.1Access to education
The principal component of extending access to &titut is to expand capacity. This involves

an increase in the number of schools and classrobinese are sufficient places for all Namibian



children. Providing access alone cannot be reaeti#dtbut considering quality, equity and
democracy (Namibia. MEC, 1993).

Multigrade teaching existed to include all Namibigmldren, whether living on distant cattle
posts or in dense urban settlements in the educayistem. This was done to increase the rate of
participation of all citizens in basic educatioechuse many parents registered their children in
schools, to respond to “access” as an educatiooal @Namibia. MEC, 1993, p. 13). More
schools were established on farms as well as ier gjparsely populated areas. In some rural and
farm schools, this resulted in a low ratio of leamper teacher and the schools had no option but

to combine grades.

1.2.1.2Migration to cities
Basic education was introduced to prepare Namibfanself employment. By doing so, the

Namibian government attempted to reduce the flopeaiple from rural areas to cities (Namibia.
MBESC, 1996). However, the lack of employment iratareas caused many people to migrate
to townships, where jobs could be found. These lpepmved with their immediate families,
including their children. Also, the lack of teachiand learning materials in rural schools has
contributed to the growing number of learners iwrtship schools. As | observed, some rural
parents who can afford to pay, have moved theidm from rural schools to better equipped

schools in towns.

Multigrade existed in these areas due to variougsements to and from the cities. Thompson
(1981) sees migration to cities as “a natural assketial movement because it contributes to
proper economic activity” (p. 104). This movemest supported by Amukugo (1993) who
observed the linkage between education and soe&ige. As a result of this migration, some
rural areas were left with too few learners to mage class. Consequently, many of these areas

combined learners of two or more grades to forntignalde classes.

1.2.1.3Staffing norms

Human resources or, rather, the lack of them isitecal factor in the continued
existence of Multigrade Teaching. In some countfi@snulae exist which determine
the staffing complement to be assigned to schawlsthers it is simply a matter of
appointing a given number of teachers and in tlemethat the number is inadequate



to cover the number of grades required Multigra@aching results: in still others
one teacher is appointed to cope with the childwaie attend in whatever way is
possible with a Multigrade Teaching approach bémegitable Birch & Lally 1995,
p. 17).

In Namibia, the number of teachers teaching at sablbol is determined by the staffing norm.
This norm aims for a ratio of 35 learners per teadt the primary level and 30 learners per
teacher at secondary level (Titus, 2004). The istpffiorms are “cheap approaches” (Birch &
Lally 1995, p. 17) used by governments to respanthé educational challenge of access to
education, without considering quality, equity atemocracy. This therefore contributed to the
existence of multigrade teaching on many occasi@efore independence, the central and
southern education regions had more qualified ®achbut these teachers were transferred to
other regions due to overstaffing (Titus, 2004)isTiministerial restriction left schools with no
other option than to combine two or three gradesreitthere are more grades than teachers.

Therefore, multigrade teaching existed in thesasare

1.3 Research background
The Namibian education reform mandated the Natidémstitute of Educational Development

(NIED) to be responsible for curriculum developmemtd teacher education. Single grade
syllabuses are developed at this institution. Altjffo multigrade classes exist in Namibian
education, there were no materials to assist afdegaachers in teaching multigrade. Based on
this, a committee was established at NIED to laak ipossible solutions to assist multigrade
teachers in Namibia. This committee consists ofcatian officials from broad curriculum;
professional development and research sub-divisiand two representatives from regional
education offices. The committee was tasked withelbping a multigrade teaching manual
(Namibia. [MoE], 2007b) and a multigrade teacheggide (Namibia. [MoE], 2007c) which
could assist teachers in teaching multigrade ctas8ectively.

Being a research representative on a multigraderotiee with a background in mathematics
syllabus development, | recognised a need to gaimviedge about how teachers use the current
mathematics curriculum in multigrade classes. Tagearch aims to focus on and explore the
teachers’ practice of teaching mathematics in murate settings. It will enable me to identify

some of the problems and successes related toe#ohihg and learning of mathematics in



multigrade classes in Namibian schools. Many previstudies on multigrade teaching and
learning focused on the causes and effect of lesirmeerformance in multigrade settings
(Veenman, 1995; Veenman, 1996; Russell, Rowe &, H#l98). Others have researched the
differences between teaching in monograde and gnatte classrooms (Little, 1996).

In Namibia, very few studies have been conductedmuuitigrade teaching. Titus (2004)
examined the management and leadership challehge$ate principals in multigrade schools.
In addition to that, Beukes (2006) looked at thewa and perceptions of the educators involved
in managing multigrade classes in Namibia. She ialsestigated the teaching of mathematics in
the schools which follow the different ungradedtegs However, none of these researchers
studied the teaching of mathematics at Upper PyirRérase. It is against this background that
the study was done to understand how mathemati¢auight in Upper Primary multigrade

classrooms in Namibia.

This research focuses on teachers, and explaingheynteach in the Upper Primary Phase. This
is because in my experience, Upper Primary is tbetmeglected phase in terms of teachers’
Continuous Professional Development (CPD) trainmgNamibia. Since independence, | have
observed that most teachers’ professional developmegrams have focused on training of
Lower Primary and Secondary teachers. In my viéveachers at this phase are left out in terms
of training, then the country will always have higllure rate at Grade ten.

In Namibia, “education for all requires that we d®p a new way to think about our system of
education and training and how we organize it” (Naan MEC, 1993, p. 4). It is against this
background that the information gained during gtigly will be used to provide insight into the
type of action which the MoE could take in order dssist the teachers that are handling
multigrade classes in Namibia. The results wilbabe used to improve teachers’ professional
development activities, in order to address thelggween teacher education and real classroom
practice. Through mentoring, teachers will thenassisted to overcome the problems they
experience during this transition. Recommendatwilisbe made on how the shortcomings in

the mathematics curriculum or the implementatioerébf could best be addressed. The



identification of successes or good practice intigidde teaching may also help the Ministry of

Education to identify the multigrade centres ofadbance, where teachers can go for mentoring.

The study will also be used to:

* inform the Mathematics and Science sub-divisiorN#D. This sub-division will
develop strategies to assist teachers of multigreldesrooms to improve their
teaching and learning strategies;

* help mathematics teachers teaching in multigrattenge to overcome some of their
challenges and also to share opportunities forigralle teaching; and

* to inform the revision of mathematics curriculum knaking it more suitable to

multigrade classroom teachers.

1.4  Research question
This research aimed to answer the following quastio

* How do teachers teach mathematics in multigrademuppmary classrooms in Namibia?

In particular, | wanted to find out:
» the teaching strategies that teachers use to teatiiematics in multigrade classrooms.
» the extent of assistance given to multigrade teachg colleagues at their schools,
clusters, circuits and at regional level; and
» if there are good practices in the classroomsedsitvhich one can recommend to be

used by other multigrade teachers in Namibia.

This question was selected because the teach&tanmbia are not trained to teach multigrade
classes. | therefore developed a keen interesndin out how they use their knowledge of
teaching in monograde classes to teach a multigrleds. Also, as | mentioned in the previous
section, the Namibian curriculum is designed fornograde teaching, not for multigrade
teaching. For this reason, there is a need to resdéew multigrade classes are taught, and also
to see if one may identify elements of good practihich may be adapted to assist teachers in

this situation.



1.5 The research sites

1.5.1 Location and regional context

The study was conducted in four schools which apated in different educational regions:
Omaheke, Khomas and Hardap. Pseudonyms were ugmotext the identity of the schools.
The sample included two farm schools, a town schadla school in semi urban area, or village.
Each of these schools has combined the teachibgafJpper Primary grades in a multigrade
class. The enrolment in combined Upper Primary ggadnged between 15 and 30 learners per
classroom. All of these schools have infrastruct@permanent structures) covered with

corrugated iron.
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The three regions where the study was conductea dlmundaries, with the Omaheke region
sharing a border with Botswana. The inhabitantshete regions rely heavily on commercial
farming. It is against this background that mulig classes exist, because of the poorly
populated areas in the farming community. The irthats of these regions mostly speak
Afrikaans which is not their mother tongue, but tegions and schools are multicultural. Some
people also speak Otjiherero and KhoekhoegowalevwA geople working on the farms speak
Oshindonga, Oshikwanyama, and Silozi and Rukavadligtects. All the above mentioned
dialects are recognised languages and they arbttasg medium of instruction from grades one

through to three in Namibia.

1.5.2 Economic activities
Most of people in these regions are employed bygtheernment and also by Non-Government

Organizations (NGOs). A number of them are alsoleysa by individuals and some work on
commercial farms. Most people, especially in Omahakd Hardap depend on commercial
farming of livestock. Some of the people on farmesr@ot employed and this has caused them to
migrate to towns in their respective region or ines regions, for them to be able to earn enough

income to assist their families.

In many cases, this has resulted in school childtaying alone or with their relatives apart from
their biological parents. If this happens, childteave no other option but to do domestic work

after school, which prevents them from doing th@mework after normal school hours.

Most teachers in farm schools commute from neastns. In many cases, these teachers travel
back to town immediately after school. This limitse attention they pay to the learners’

problems after normal school hours.

1.6  Overview of the study
This thesis consists of 5 chapters. The first advagitzes an overview of the study and explains

why it was conducted.



Chapter 2 is a literature review that gives an wesr of multigrade teaching in Namibia,
teaching and classroom management strategies agedah multigrade classes, as well as the

teaching of mathematics.

Chapter 3 presents the methodology used to carryheustudy. It also provides the research

design as well as the methods used to collectysaand report the collected data.

Chapter 4 is the presentation and analysis of ddts. chapter gives an understanding of what
teachers are doing in their respective multigraldsscooms during the mathematics lesson. It

also indicates how well or how difficult it is tedch mathematics in multigrade classrooms.

Chapter 5 concludes the study. It also gives recenatations for multigrade teaching as well as

the problems experienced during the research psoces



CHAPTER 2

LITERATURE REVIEW

Since it will take us some time to expand our sthosufficiently, to
accommodate all young Namibians, we must find waysnable those who are
not in school to be active learners as well. Whelieng at distant cattle post or
in dense urban settlements these youths, too, baesime part of our education
system. For them, we must be especially imaginativecreating learning
opportunities that are suited to their circumstanaed that permit them to enter
the formal education system when that becomesIgessi

(Namibia. MEC, 1993, p. 13)

2.1Introduction
Finding ways to accommodate all learners in schbals been at the heart of education in

independent Namibia. The aim was to provide actesducation despite the environment in
which the children are found. In some cases whegeetis a shortage of teachers, or in cases

where learners are few, teachers attempt to teamibvioed grades.

This chapter presents the historical backgroundnathematics education in Namibia. The
chapter will present the definition of multigradeathing as well as its status and prevalence in
the Namibian education system. It will also disctiesteaching of mathematics and in particular
the teaching of mathematics in a multigrade cl&gsally, it attempts to establish whether the
implementation of multigrade teaching has beenrmém by educational aims of access, equity,
quality and democracy. To do that, | present amwee of multigrade teaching theories and
briefly point out how these theories relate to tisching of mathematics in a multigrade setting

in Namibia.

2.2 A historical background of Namibian mathematics edgation
The education system before independence tendedyntore key subject areas such as

mathematics and science because of the beliefsrpindang apartheid and colonial education
that the ‘Bantu‘ were to be educated for enterimg manual labour market (Amukugo, 1993).
Mathematics and Science were severely neglectedregarded as being for the elite. This
became one of the reasons why apartheid educatash seen as inferior. It is against this

background that the reforms which were brought abgundependence had a goal of making
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mathematics serve the same purpose for all Namiesens in promoting functional numeracy
and mathematical thinking to all learners in Primand Secondary schools. By doing so,
mathematics is believed to prepare the Namibiatden for the world of work at the end of
Primary and Secondary education. Namibia. MEC, 8)98ates the principle underlying the

teaching of mathematics in Namibian schools whscbmbodied in the following aims:

» to develop positive attitudes towards mathematics,

» to assist learners in acquiring the basic numbecepts and numerical notation,

» to help learners understand and master the basieematical concepts and operations,
and

* to help learners apply mathematics in everyday life
(p. 56)

With such detailed aims, mathematics is seen te lia& potential to promote learning. Its aims
are in line with the educational goals of accesmiitg, quality, democracy and efficiency in

education for all (Namibia. MBESC, 1996). Moreovwaathematics can be used as a tool which
could help transform the nation into a knowledgseohsociety (Namibia. MoE, 2006a) and

assist the country to reach its vision 2030

In my opinion, all learners need to understandpgbgose of doing mathematics at school in
order to have an interest in the subject. Thisettbpathematics is important because it provides
learners with more opportunities to choose caregingiNamibia. MoE, 2006b). The need is
more crucial for those intending to become teachersdical doctors and nurses as well as
economists. It is against this background thatsthigiect was made compulsory up to Grade 10
(Namibia. MBESC, 1996). The implication of this tisat learners are given more time to
complete the basic mathematics competencies winecheguired for life. Although mathematics
educators are challenged by the poor performanogthematics, the Education Training Sector
and Improvement Program (ETSIP) assume that matiesweill be compulsory up to Grade 12

(Namibia. MoE, 2008). | regard the selection of thathematics content which will be made

! The dream aiming at improving the quality of kifethe Namibian people by 2030.
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compulsory as a challenge to the curriculum deve®pand mathematics experts in the country.

The human resources to teach compulsory mathemati¢amibia also seem not to be available.

Since independence, the head of state aimed tad@ghe teaching of mathematics. Despite
this, present outcomes reveal the low quality afieng achievements in the subject (Namibia.
MoE, 2007a). Various studies have been done, ierai ascertain the factors contributing to
poor performance in mathematics, in order to infastieaching methodologies. Namibia (2002)
identified the lack of equity in the distributiofi i@sources in the nation as a contributing factor
to poor performance in mathematics. This includdack of qualified mathematics teachers,
especially at Upper Primary level. Marope (2002 si@ted that poor learning of mathematics at
the primary level carries over to higher levelse ®malysis of national examination results since
1990 has also revealed the evidence observed bgdd42002). This statistic shows that 46 per
cent of the candidates for the Junior Secondarpachxamination (Grade 10) attained the
minimum level required for entry into Grade elevemly 7 percent attained an average of a ‘B’
grade or higher. Statistics also revealed thaptbportion of “un-graded and incomplete” scripts
(i.e. clearly failed scripts), was 40 percent foae 10 mathematics and 27 percent for Grade 12
mathematics. In addition, Namibia ranked the lowstthe Southern and Eastern Africa
Consortium for Monitoring and Educational QualitpACMEQ) test for primary school
mathematics which took place in 2002 (Namibia. MBE3003).

The above mentioned studies provided a clear itidicathat there are problems with
mathematics that need to be addressed. The probdemid be related to the mathematics
curriculum. They could also be attributed to theywa which the subject is implemented and
taught in schools. The situation could be worsemleen the teacher instructs combined grades.

2.3Multigrade teaching

2.3.1 What is multigrade teaching?

Multigrade teaching is an educational system wheidelarners of different ages, grades and
abilities (Birch & Lally, 1995; Little, 1996; Maso#& Burns, 1996) are taught in a single
classroom or in the same group (Little, 1996)ah a@lso be defined as a class comprising of two
or more grade levels for which one teacher is gnesponsibility (Mason & Burns, 1996) or an

administrative device used to cope with declinimgdents’ enrolment or uneven class sizes
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(Veenman, 1996; Mason & Burns, 1996). They furtsgessed that multigrade cannot be
confused with multi-age groups, where children dfedent ages are grouped together for

educational and pedagogical benefits.

As seen above, the definition of multigrade teaghm elusive because of the wide meaning
attached to the concept. In some countries, varimuses are used such as “multilevel”,
“multiple class”, “composite class”, “vertical grmptand “family class” (Little, 1996, p. 8; Little,
2006). Some schools are called Multigrade Schoolmtary Schools because there are only
“one teachers teaching two or more grades simuiasig’ (Wolff & Garcia, 2001, p. 1).
However, the following definition might be of gresgsistance to this study: “two or more grades
are taught simultaneously” (Little, 1995, p. 17hidl definition was chosen because of its
relevance to the Namibian education system whi@s tise grading system and teaches two or

more grades simultaneously. Hence the internatimad “multigrade teaching” was adopted.

Aksoy (2007) stated that multigrade teaching is esmitead in rural areas of developing
countries, and it aims to provide access for chidto “universal primary education” (p.1).

Thomas & Shaw (1992); Bray as cited in Benvenist®é1&Ewan (2000, p. 33) also regarded
multigrade as “a cost-effective” alternative to argding educational access in thinly populated
areas. Therefore, multigrade teaching can take nm@amys due to its numerous meanings and
situations. It can arise through necessity or thhopedagogical choice.

2.3.1.1Multigrade teaching - a necessity
In many developing countries, multigrade teachiragswntroduced as a necessity. This means

that the system existed to remove the educationbdlances. The terms “combination classes”,
“forced mixed age classes” and “forced mixed gradstially refer to settings arising through
necessity. UNESCO/APEID (1982) in Little, 1994; Nan-Kyne, 2007) see multigrade
systems which are introduced through necessityas complex, with many problems in terms
of financial, geographic and demographical chaksngome of these are associated with large

classes, few teachers with few incentives, insigfictraining, and few resources.
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2.3.1.2Multigrade teaching - a pedagogical choice
Multigrade classes are widespread and the conseggdociated with rural schools, but urban

schools can also employ multigrade schools (McEv&98). While developing countries are
struggling with multigrade resources, developed ntoes have chosen multigrade as a
pedagogical method of teaching. In these countmesltigrade teaching is presented as a
powerful pedagogical tool for promoting independand individualised learning (Little, 2001).
The pedagogical choice of Multigrade teaching itissnhen the practice is purposely selected by
the institution. The terms ‘vertical grouping’, ‘graded’, ‘non graded’ and ‘family grouping’
usually refer to settings arising through choicer this reason, provision is made for policy
makers and citizens to decide on the appropriateenpaand extent of multigrade teaching
(Little, 2004). Birch & Lally (1995) believe multigde to be “the best form of education for
children”, hence it is more observed in lower priynschools (p. 13).

2.3.2 Opportunities and challenges for multigrade teachig
Multigrade teaching is believed to benefit learnerglifferent way (Mulryan-Kyne, 2005). In

addition to this, a UNESCO/APEID study cited intlgt(2004, p. 10) also identifies the benefits
of multigrade teaching thus:
» Learners develop self study skills
e Learners cooperate across age groups, resultingoliective ethics, concern and
responsibility
» Learners help each other
* Teachers can organise both remediation and enritheivities for low and high
achievers respectively. more discreetly than in ogoade classes
These benefits are in line with McEwan (1998, pwhpo believes that multigrade promotes
“participatory learning” where learners learn aeithown pace. It was also noted that low-
achieving learners have more opportunities to rep@&ak which is not the case with single-
grade settings because learners are promoted tewaclass with a new teacher. Younger
children are also believed to learn more quicklg absorb the content from the older learners
(Namibia. MoE, 2007b). In turn, this can help lesamin lower grades to cope with their work
for the upcoming year.
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Moreover, multigrade teaching benefits teachersaab®e they spend more time with learners,
which can help them to detect specific learnindiaifties and know the development of each
child very well. Having this knowledge will enabileachers to have sufficient information on
how to assist specific learners. As we have contbgrades, the teacher has to use the prepared
teaching aids for all classes, especially whenhiegcsimilar topics. This will then give them
more time to prepare because information whiclelisvant to all the grades can be shared at the
same time using the same resources. This suitsatimenon timetable (Lungwangwa, in Little,
2001) where learners are taught the same subjettttesn same topic, with only the basic
competency differing. Sharing of resources acroades also has its disadvantages of repetition,

and this can cause boredom, especially for higieaels.

Although the above-mentioned advantages of mulligtaaching exist, there are also challenges
in multigrade settings. Boredom is regarded toHseworst challenge to learners in multigrade
classes because if a learner stays in an unmalivaéeher’'s class where learning is not taking
place, they will be wasting their time. According Kyriacou (1991, p. 55) teachers need to
maintain learners’ involvement and to be “withitsfésluring their teaching. In addition, Birch

& Lally (1995) noted that multigrade teachers exgare problems of poor communication,
isolation and delays in receiving messages fronsidattheir institutions, due to the distances
where the schools are located. They see the lackmimunication as an advantage which can
prevent multigrade schools from being disturbedbiside sources, but it can also be a burden
because teachers cannot receive information on witte regard to professional development

activities.

Lack of resources ranging from fixed seating angspial structures to basic health facilities
such as toilets are also experienced. In many Namimultigrade schools, the local community
has been involved in the provision of facilitieshile the government provides the rest. This is
not always the solution because the provision etehfacilities depends on the wealth of the
community. As Birch & Lally argue, “In unequal sitions equity will only be served with some

form of equalisation policy which must come frone tbentre” (1995, p. 16). In Namibia, the

2 A general knowledge of what is going on in class.
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centre can either be the Ministry of Education, Regional Education Office or an NGO which

supports the schools.

In addition, lack of curriculum resources and teaghmaterials for multigrade teaching is also
part of the challenge (Birch & Lally, 1995; Littl&990). This lack is complicated by other issues
such as distance and communication problems. BEvesountries which may be regarded as
reasonably well resourced for single-grade teaghtog little attention has been given to
providing multigrade teachers with appropriate ueses. This may be a result of the entirely
mistaken view that what is available can be reaaigpted. The adaptation will therefore result
in a greater work load for a multigrade teacher vilnaunder stress due to additional high

teaching demand.

2.3.3 Various practices of multigrade teaching
Birch & Lally (1995, p. 7) identify several formg multigrade teaching that are used in some

countries. These are:

» practice used to teach the nomads and teachewfotlte community;

» residentially stable teacher who serves commuraisethey pass;

* the combination of the two approaches, where mat@desnomads and more mobile ones

have resident and itinerant teachers respectiaely;

» the fixed schools where teachers and learnershesgermanent infrastructures.
This situation highlights the fact again that ngritide teaching is found in association with other
forms of social and economic deprivation. The neefisuch persons embrace a range of
services including health and welfare, as welldigcation. To support this, Birch & Lally (1995)

assert:

Multigrade Teaching is believed to provide an eberglopportunity for the needs of
the whole child and the child in his or her comntyito be recognized and addressed.
In this context, Multigrade Teaching is not meralyout ‘academic’ education but
addresses the health, education and welfare ndedsildren — in the social and
community context in which they live. (p. 10)

However, multigrade teaching can also occur in ®where there are very few learners in

certain schools.
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2.3.4 Multigrade teaching in the Namibian context
Namibian curriculum assumes multigrade teachingoéothe norm in small schools, but it

opposes the combination of three grades as wéltleasombination of Grade 1 with other grades
(Namibia. MBESC, 1996). However, what is happenmgeality is the combination of Grades 1
and 2; 3 and 4; 5 and 6; as well as 6 and 7. Inescases, the combination can consist of three
grades but in the case where the school has no alteenative, they combine all the Lower
Primary grades or all Primary grades - Grades 7. fthis study focused on the combined upper

primary grades.

Despite its prevalence in many schools; multigréekching remains invisible in Namibian
education. The Educational Management and Infoona®ystem (EMIS) have failed to produce
relevant statistical data on these types of clagsekittle (2001) observes, these types of classes
are a solution to the provision of education toaruand sparsely populated areas aimed at

removing educational imbalances.

Based on these assertions | wind up this discuskiorbriefly looking at the teaching of
mathematics in general as well as the teachingathematics in the multigrade Upper Primary
Phase. | would also like to see how suitable théhamatics curriculum in Namibia is, for

multigrade schools.

2.4 Teaching a mathematics multigrade classroom
Sawyer (1993) asserted that successful teachingemnding of mathematics depends on the

guality factors of planning, teaching and evalugtimteraction between teachers and between
teachers and learners; the support given by théemnsdtical coordinator; the support given by
heads of teachers as well as the quality and diityaof teaching materials. Similarly,
Kyriacou (1991) argued that teachers’ developmerteaching relies on agencies both within
schools and outside schools. Support in Namibianas appears poor due to distance as well as
the availability of resources to enable Advisoryadleers and Inspectors of Education to assist
multigrade teachers. A good example of this wastthi@ing of all multigrade teachers which
took place for the first time in the Namibian histon 2007. This failure in training teachers
supported Berry (2006) who noted that “teacherd pranning and preparation for multigrade

classes more difficult and time consuming than ipilagn and preparation for monograde classes”
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(p. 31). Namibian multigrade teachers had simitabfems before they received training. Since
this training occurred only once and had no follagy-some teachers might also be in need of

another round of training in order to become piefitin the teaching of multigrade classes.

Askew (1998) identified three aspects of the matkters curriculum which are generally used in
UK as:

* The intended curriculumrr these are expectations of what learners shaad land it
includes what is stated in the syllabus, year plankemes of work, lesson preparation,
text books and other planned teaching and leamiagrials.

* The implemented curriculum this includes what teachers are doing in tressdéns and
how they are doing it. There may be a differencsvben the implemented curriculum
and intended curriculum.

* The attained curriculum this includes what learners have learned. Evainers have
gone through a similar implemented curriculum, theyl have different ways of
grasping the knowledge due to their pre-knowledu experiences. Hence the attained
curriculum will differ too.

Mathematics teachers need to consider these aspectsriculum in order to understand the
teaching of mathematics. Those practicing multigreehching are not the exception here either
because they need to implement the intended cluncwhich is set for monograde and see if it
is also applicable to multigrade teaching. Howetlee, training of multigrade teachers did not
include the above mentioned types of curriculume Timderstanding of curriculum to some

teachers is also questionable because some ofdreeteaching without teacher qualification.

Mathematics, being the most feared subject in Nen{ildamibia, MoE. 2009 in printing) needs
to be taught thoroughly and efficiently in multige classrooms. For teachers to teach
effectively, their content knowledge (Kilpatrick,w&fford, & Findell, 2001) pedagogical
knowledge and the knowledge of the curricula needbé well developed. According to
Simmons (1993) the curriculum knowledge requiredhis case is that of knowing the vertical
relationship (basic competencies in the same sulijat different grades) as well as the
horizontal relationship (basic competencies inedéht subjects of the same grade). Although all

teachers need to know these relationships (hoat@md vertical), multigrade teachers need to
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understand the horizontal and vertical relationstfighe mathematical content more, because
they are dealing with two or more grades in thaifydteaching lives. These teachers also need to
know the link between the mathematical content@her subject content for them to be able to

“teach across the curriculum” Namibia (2006, p. 2).

2.4.1 The mathematics curriculum
As explained above, knowledge of the curriculunraguired in the teaching of multigrade

classes. Birch & Lally (1995) suggested a frameworkimproving the curriculum as indicated

in Table 1 below.

Table 1: The framework for improving curriculum
Adapted from Birch & Lally (1995)

PRESCRIBED CURRICULUM

N

REVIEW OF THE CURRICULUM
ANALYSIS OF THE MINIMUM LEARNING COMPETENCIES

|
N
IDENTIFICATION OF:
COMMON AND RELATED SKILLS
SKILLS FOR DIRECT AD INDIRECT TEACHING
CONTENT AND SKILL AREAS FOR INTEGRATION

(=

ADAPTATION OF THE CURRICULUM TO SUIT LOCAL CONDITINS

(=

PREPARATION OF APPROPRIATE MATERIALS

§

TRAILING AND IMPLEMENTATION OF THE ADAPTED CURRICULIUM

(=

EVALUATION

The above-mentioned framework is done in curricullerelopment processes, which involve
curriculum developers, mathematic experts and tachMany countries have a spiral

curriculum, including Namibia. Thus, this procesem®s to be important in the teaching of
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multigrade classes too, because teachers havedy tte syllabi for the combined grades and

devise mechanisms of presenting the content t@ tb@sbinations of learners.

Birch and Lally (1995) recommend that teachersnbelved in curriculum development. Yet the
Namibian mathematics curriculum development does indude multigrade teachers. The
curriculum development meetings take place thremgia year and this made it difficult for
multigrade teachers to participate in the currinulbecause their classes will not be attended for
the duration the teachers are attending the mesetifigis made it impossible for them to be
represented in curriculum development and alsoe® the relevance of the curriculum to

multigrade teaching.

Although curriculum knowledge is required for teahto teach well, subject matter knowledge
is needed too. Leinhardt & Smith, 1985, cited im&ions (1993, p.10) stated that the knowledge
of subject matter includes knowing the:

* Concepts,

* Algorithmic operations,

» Connections amongst different algorithms,

* The subset on the number system being drawn upon,

» Understanding of types of pupil errors, and

e Curriculum presentation.
In addition to content knowledge, teachers alsalrteeknow a variety of successful teaching
methods used to present mathematics lessons imafjemel multigrade lessons in particular. In
order to teach well, teachers need to apply varieashing methods. Following is a self drawn
diagrammatic representation of teaching methodgrimary school mathematics listed by

various researchers (Kalejaiye, 1985; Askew, 1998).
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questioning
method

discovery grouping
method method

teaching
methods in
primary
school

/ mathematics \

laboratory individualised
approach approach

problem
solving
method

Figure 2: Diagrammatic presentation of mathematic¢eaching methods

In view of the above-mentioned methods, teacheve ba consider “the level of the class,
the abilities of learners, the nature of the matitgra topic, and the availability of facilities
that they have at school in order to choose aldeit@aching method” (Kalejaiye, 1985, p.
22). However, the teaching methods need to be sdtected whilst considering teaching
strategies even if the extent to which teacherbeable to use suitable teaching strategies is

not yet known in Namibia.

2.4.2 The strategies of teaching and organizing a Multigrde teaching

2.4.2.1Patterns of multigrade teaching

Lewin (2006) identified various patterns which a@@mmonly used in multigrade settings as
follows: additional parallel class where the teadedeaching one grade and keep an eye on the
other grade which may be doing individual or gr@agpvities; whole class, mixed grade groups
where the teacher arranges the learners from diftegrades to sit in mixed groups and teaches
the same content to the whole class; alternatehiteguavhere the teacher takes turns to teach
different grades which can be in the same or differclass; in whole class, separate grade

groups the teacher accommodates learners in ose bla gives them the same or different
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activities. The teacher can also decide to have wadging grade groups where the combination

can stretch to cover more than two groups.

Lewin (2006) further describes three cases of diicgoous range grade groups. This can be
done when the teacher compares the two gradesidatot consecutive in one classroom with
the learners from different grades seated in pafirgounger and older learners for pedagogic
reasons. The second option for discontinuous graupden the teacher alternates between two
grades that are non-continuous and have rare cdsgsnmon activities because of the grade
difference. The last option for discontinuous rangedes is when the teacher groups

discontinuous grades in one class but has theradssaparately on different sides of the class.

Papert (1971) observed that a well organised dassrprepares children to think, to
communicate their thinking, to accept that wrongvegrs can also be helpful, and to listen to
and question their peers’ ideas when asking fatification. Although Namibian teachers do
their level best to arrange their classes for mrdtde teaching, some schools in Namibia tried to
avoid multigrade teaching by arranging double sessiwhere they can teach one grade in the
morning and another one in the afternoon. The dragnatic presentations of the above-

mentioned patterns are shown below.
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Figure 3: The diagrammatic presentation of differen patterns for multigrade teaching
Adapted from Lewin (2006, p. 240 - 241)
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As stated previously, multigrade teaching occurstigon schools where there are no resources.
In many cases, learners of different grades areedea one class. However, where the school
has enough resources, they also separate the neaemel teachers walk from one grade to
another during the time he/ she is teaching mualtigr

2.4.2.2Strategies of multigrade teaching
There are various strategies which one can useachtng mathematics. One of these is whole

class teaching (Miller, 1991a) which is commonlgdisn many classrooms. In addition to this,
Little (2001) noted four curriculum adaptation sdgies that are effective for multigrade
classrooms. These are:
* Multi-year curriculum spansvhich spread thenits of curriculum content across two to
three grades rather than one, and require leatmels common topics and activities.
» Differentiated curriculawhich cover the same general topic/theme withedters and
allow them to be engaged in learning tasks appaipto their level of learning;
* Quasi monogradevhereby a teacher takes turns to teach grade gasipsthey were
monograded. The same or a different subject ishtaatgthe same time and teachers have
a mandate of distributing time equally/unequallymeen grade groups, depending on the
tasks they are busy with; and
* Learner and materials-centred/hich is heavily reliant on théearner and learning
materials rather than on the teacher’s input. Hiategy allows the curriculum to be
translated into self-study graded learning guidesl, allows learners to work at their own

speed with support from the teacher and structassdssment tasks.

Moreover, Cash (2000) also identified “popular tetgges for multigrade teaching” that are also

suitable for the teaching of mathematics:

The individual workcard or workbook modet a set of instructional or problem based cards
written out with the content to be taught in theafic lesson or topic. Learners are given the
cards with instructions to work out the problemsd a learner who gets correct answers is

required to pick another workcard.
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Holding activitiesis when some children who are not in direct involeat or communication
with the teacher are given something to do. Thigl@hoequires a classroom assistant (employed
assistant or adult employee from the community @lass monitor) who will look after the
learners that are not in direct communication wité teacher. This is when it is correct to use

the community members to assist in the teachingudfigrade class.

The staggered approacls used when the teacher teaches the first grolgamers and gives
them an activity before he/ she starts teachingsdo®nd group. The teaching may involve the
introduction of a mathematical concept. When thecept is mastered, learners are given
activities to complete while the teacher is teaghime second group of learners where he/she
will present another mathematical concept. Thehteawvill keep on shifting his/ her attention
depending on the need of the individual class gsarpndividual learners.

Differentiated direct teachingwhich begins with revision of previous work, a coon
introduction or quizzes which motivate childrenfsnking and using the mathematical concepts
and skills they will need for the lesson. The aimtle lesson is explained and the work is
introduced through direct teaching with examplelse Tearners are involved by asking them
guestions and they are given chances to practecedh of the introduced concepts. The teacher
visits individuals or groups to facilitate learninhe lesson will be concluded by asking learners

to discuss what they have learned.

In my view, the strategies identified by Cash (20@@&borated the learner—material centred
strategy. However, Cash (2000) indicated that dogeall multigrade teaching models is not
important. Some models are very demanding in terfrmeparation time, while others require
additional human capacity. The staggered starteensas a successful model for teaching
mathematics in a multigrade setting but it requigeed lesson planning and preparation.
According to Kyriacou (1991, p. 27) “planning andeparation go hand in hand and many
planning decisions are taken when preparation iisggon”. But the work card model poses a
rather demanding role for the teacher because éenévsh to write all the instructions or questions
with different High Order Thinking Skills (HOTS).
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In addition to the above mentioned strategies, lhdthe (1994); Little (2001) highlighted three
approaches of timetabling multigrade lessons as:

«  Common timetablevhich involves teaching the same subject to aldgs at the same
time. It requires the teaching of a common topid, flecognizing the basic competencies
of individual grades.

* Subject stagersvhich involve the teaching of two different suligeavhich have no
relationship in basic competencies. E.g. teachiathematics and religious education

e Subject groupingThis is the teaching of basic competencies thatralated to each
other from different grades and different subjects.

The Namibian Education Department has adopted tygseaches in addition to tirgegrated

day, the strategy in which learners are given permors$d decide on the content they would like
to learn provided that they inform the teacher whidl assist them to identify the basic
competencies. (Namibia. MoE, 2007b). These appesmacan be used with various teaching
strategies in multigrade classrooms such as indafidearning, whole class teaching, small
group teaching, peer group and self study. Litl#96) sees the last two as the mostly associated
with multigrade teaching.

Most of Namibian schools seemed to follow the quainograde system with common
timetable. This resulted from the lack of teachamyl learning materials (because multigrade
schools are rarely supplied with sufficient matsjieas well as the lack of preparations of
multigrade teachers (Namibia, MoE, 2009). The grguecific syllabus and the arrangement of
basic competencies in the mathematics syllabusatem motivate teachers to practice this
strategy. Moreover, the inflexibility in the Namalni school timetables can cause teachers not to
use approaches other than the common timetableufedaachers are mostly guided by the

monograde timetables which are set in schools.
Despite the above-mentioned approaches and seatelliller (1991b, p. 3) noted that “the

classroom organization, classroom management asuipline, instructional organization and

curriculum, instructional delivery and grouping,lfsdirected learning and peer tutoring as
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instructional dimensions” can also affect succdssfaching in a good multigrade classroom.
However, (Cash, 2000) alluded:

Those who are in the business of education are therto ensure that every child
receives an education of the highest possible atdndegardless of gender,
religion or social position. And regardless . hattthey . . . live in poor, rural
communities where multi-grade teaching is necesdmgause of a lack of
teaching staff (p. 6).

Multigrade teachers need additional and specifsouwece support in order to cope with the
daunting task of teaching combined grades at timesame. According to Leshem (2005)

“When ... teachers enter the multigrade classrodhes;, are faced with instant and immediate
situations that turn into need-driven and CPD”1p). Even though, teachers need to know the

core of educational practices which has to do with,

How teachers understand the nature of knowledge thadstudent’s role in
learning, and how these ideas about knowledge @ahing are manifested in
teaching and classwork. The “core” also includesicstiral arrangements of
schools, such as the physical layout of classro@hglent grouping practices,
teachers’ responsibilities for groups of studeats] relations among teachers in
their work with students, as well as processesafsessing student learning and
communicating it to students, parents, administsat@nd other interested parties
(Elmore cited in Benveniste & McEwan, 2000, p. 35)

Based on the above assertion, mathematics teacbedsto deliver effective lessons in whatever
situation they find themselves. They need to batore and innovative in producing their own
materials (Namibia. MEC, 1993).

Mathematics, a practical subject, needs to be tgugiperly in multigrade classes. The subject is
perceived to be difficult by many learners. But stsccess depends on the great effort which
learners need to put into doing homework, classkvand preparation for tests. Many times
learners are grouped in mathematics lessons, buitthod of teaching used is more teacher-
centred. Lack of resources also contributes tddhere to do “self-instructional learning guides
in mathematics” (Benveniste & McEwan, 2000, p. 3)en though, Birch & Lally (1995, p. 10)
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clearly state that “apart from the professionalches, several other teachers for Multigrade
Teaching can be identified”. These can be:
» Para-professional teachers such as monitors tetaksi teacher, particularly when the
former are drawn from the local community;
* Peer teachers using the capacity of children tohtesch other is a rich resource to be
used; and
« Community members and parents who can also besadilpositively in the teaching

process, which also incidentally binds the commuaitd school more closely.

In Namibia, some teachers are not qualified totltehat they are teaching multigrade classes to
assist the learners in their community. Note thattigrade classes exist mostly in poor and
disadvantaged communities where people have lessides. Thus, although the Ministry of

Education and some NGOs have been assisting thheeels in terms of subsiding the teachers’
salaries, the community members still cannot affordmploy additional teachers due to the lack

of finances.

2.5Preparation of teachers in multigrade teaching
Although research was done and several recommendatiere made with regard to the training

of mathematics teachers in terms of content anttuictsonal skills (Namibia, 2000), some
schools are challenged by multigrade teaching, hwinias become an extraordinary problem
added to the existing problem of poor performarnu lack of mathematics knowledge in some
primary teachers. Little (1995) observed that “kinewledge required for effective multigrade
teaching is rendered illegitimate by those witheaponsibility for training and supporting
teachers in their work” (p. 11). Based on thischess need to be well equipped for them to be
able to assist learners. Researchers (Birch & LaB@5; Vinjevold & Schindler, 1997; Aldridge
& Bobis, 2001; Beswick & Dole, 2001; Parry, Way &@&hwell, 2005) noticed the importance
of teacher education for multigrade teaching anch&thematics teaching in general because it

transforms student teachers’ beliefs about thaiegrand teaching of mathematics.

The importance of teacher education in general rance specifically in mathematics teacher
education has been entertained by many researstessise it builds knowledge and skills over

a period of time. Inprasitha (2006) argued thathhguality educator preparation makes a
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difference in student learning, teacher preparaiireases teacher retention, and teacher
preparation helps candidates acquire essential lelge and skills. In the same vein, Benveniste
& McEwan (2000) argue that teaching practice isviigaffected by the provision of training.
The common point made by the two assertions ab®wube focusing on teacher training and
learners’ results. This is therefore an indicatdra serious need for multigrade teacher training

which is lacking in Namibia.

According to Darling-Hammond (1992) the key to ®ssful school reform is best achieved
through the development of the capacity of teaclad schools as inquiring, collaborative
organisations rather than through the impositiom atate-mandated curriculum. In addition to
that, Birch & Lally (1995) see the need for multide teachers to be enabled to share their
concerns and materials during meetings despite pitodblems of isolation, distance and
communication. These meetings might be needed evere when untrained teachers are
employed, and where teachers trained for singldegtaaching are concerned, there is a crying
need for a more sustained effort at in-servicentngi for such teachers. However, Thomas &
Shaw (1992) alluded that

Teacher education programmes for multigrade neéakctss on effective teaching
practices including: peer tutoring, self-directeshrhing, teacher preparation
(planning, organisation, and delivery methods), mesiance of an orderly
environment, and assessment and feedback skik&hEes also need to be helped
to use classroom materials effectively, to laydngirt classroom and group their
pupils appropriately (p. 27)

Despite the differences between multigrade andlesiggade teaching, Murlyan-Kyne (2007)
argued that the skills one needs to teach wellingles grade are similar to those needed for
multigrade teaching. She does not see the needefmarate teacher education for multigrade
teachers. However, she insists that an emphasmitben multigrade teaching during teachers’
training. | disagree with Murlyan-Kyne (2007) oppasher suggestion, just like Birch & Lally
(1995)who alluded that:

The view that any teacher trained in single-gradeell teaching could be
automatically expected to be a Multigrade teachatiscounted . . . Multigrade
teaching is of its own kind and must be recogniasdsuch. In countries where
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local content is a significant part of the currigul, it is particularly important to
resolve the issue of appointing well-trained arghlly-oriented teachers. (p. 10)

Birch & Lally (1995) further describe professiortehchers as key resources in the multigrade
context. Hence they need to be compensated far Ik of appropriate training in multigrade
teaching (Russel, Rowe & Hill, 1998). Since thisisvorldwide outcry, teacher educators need
to look into incorporating multigrade teaching intbe teacher training curriculum, and

Namibian teacher institutions are not exceptionahis matter.

Despite the assertion above, Namibia has no septeather training for multigrade teaching.
The recent revision of the Basic Education Tea@iploma (BETD) made multigrade teaching

a part of the Education Theory and Practice (ETyatsus which is currently being piloted

(Namibia. [MoE], 2006c). In the absence of trainfog multigrade teaching, most teachers use
their “situated knowledge” (Lave & Wenger as quolbydLeshem, 2005, p. 6) to respond to the
multigrade context. They constitute their knowledgection, and learn through practice. Their
world of teaching is unique to individual teacharsl it is influenced by their personal beliefs,
values and histories (Leshem, 2005, p. 6). Theasttn might even be worse for teacher

educators because they also seem to lack knowledgaltigrade teaching.

2.6 Continuous professional development for multigradeeachers

Becoming a doctor is not the end of formal educatithe development of new

understanding of health and illness, the refinenoéméechniques, and the lessons

of accumulated experience all require that doctake supplementary courses

throughout their professional careers (Namibia. ME@93, p. 13).
In line with the above quote, Diaz-Maggioli (2008pted that professional development
activities have become important in ensuring teachers succeed in matching their teaching
goals with their students’ learning needs. Simylarchafer (1999) noticed that “in-service and
pre-service teacher education needs to cater fdtigrade teaching; and offer support, advice
and training in coping with an approach which iadamentally different from the traditional
single grade” (p. 93). In Sri Lanka, the teachensdules were developed with the assistance of
Vithanapathira (2006). The modules were developed assist teachers with teaching

mathematics in multigrade classes by compressiagdmmon topics to be taught at the same
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time. This development involved the translationtléé mathematics content into self study
graded learning guides. With these guides, thehtegcis made more learner- and material-

centred than teacher-centred.

In Namibia, some schools have highly educated madlies teachers, extensive equipment, and
relatively small classes. Other schools have tegacivbo have limited training and classrooms
that are overcrowded and poorly equipped (NamiigC, 1993). This indicates the need for
professional development which will bring togetkties different kinds of knowledge to teachers.
As a result, teachers will have the same understgnand present high quality lessons to

learners.

According to Kilpatrick, et al. (2001) “Learning teach well cannot be accomplished once for
all in a pre-service program; it is a career lomglienge” (p. 12). Also, Darling-Hammond
(1999) argued that “Professional development,-defined and carefully targeted, is the most
potent weapon for continuing the growth of wellhtiesd teachers and helping others overcome
the gaps that may have been left by inadequatesgmeee education” (p. 12). However, she
observed that teachers are confronted by everpginoblems in teaching. It is therefore
worthwhile for Namibia to help her teachers develbp expertise and skills that will enable
them to stimulate learning, particularly in mulage classrooms. Namibia. MEC (1993) noted
that teachers’ professional education must bedioré¢hey enter the classroom and continue the
course of their professional careers. Even thotlgtge professional development courses have

not yet included multigrade teaching.

2.7 The analysis of the Namibian mathematics syllabus
The Namibian Education system follows the gradesesy. The mathematics syllabus for Upper

Primary is spirally arranged and the topics argléun Grade five through to seven, with the
exception of percentages which is taught in Graders only. However, teachers are required to
cover the basic competencies for a specific gradd,promote learners to the next grades at the
end of each year. Learners in the Primary Phasedairgg the same topics throughout the
primary phase. During the syllabus revision, sowm@cs became obsolete due to technology
while others remained depending on their importaficis against this background that the use

of the calculator was removed and the emphasigpwiasn mental arithmetic strategies which, it
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is believed to train learners’ minds mathematicallijemes in the syllabus are shown in the
Table 2 below.

Table 2: The overall plan of the Upper Primary mattematics syllabus
(Namibia. 2005. The Mathematics syllabus for UppePrimary Phase)

THEMES AND TOPICS

Operations with whole numbers, common fractions, dgmals
NUMBER CONCEPTS | and percentages

MEASUREMENT Sl units and operations for mass, lenth, capacity and time

Time units and conversions, operations with time uits

TIME

Operations and integrated activities with Namibiancurrency
MONEY

Properties of geometrical figures and measurement ¢ines and
GEOMETRY angles, perimeter, area and volume

Pictographs, bar graphs, pie charts and calculatiomf mean
DATA HANDLING (average)

PROBLEM SOLVING Solving problems in context

As seen in the table above themes and topics asepted this way but teachers are not limited
by this order. They need to ensure that all thechammpetencies for the Upper Primary Phase
are covered. This agrees well with Fennema 1998d an Qing (1999) who observed that
“Teachers play a crucial role in implementing sdhmaicies, whatever the formal organization
of the setting in mathematics is taught” (p. 66euBes (2006) observed that some private
schools in Namibia where multigrade teaching ie&ed by choice; the primary school syllabus

is covered during the total years of primary schupl

For Namibia to reach her educational goals: accegsjty, quality, and democracy, the
education system aims for all learners to becomthenaatically proficient. These goals drove
Namibian mathematic syllabus into a revision precesich looked at the close relationship
between mathematics as a discipline, as a schbgdtuand also as part of the people’s lives.
Mathematics content that is relevant to economiviies became part of school mathematics.
This revision supports Kilpatrick, et al., (2001havobserved that what mathematics students
need to learn today is not the same as that of gegents and grandparents. In addition, Er-
sheng as cited in Greer & Mukhopadhyay (2003) ateded that most students need
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mathematical abilities in schools to prepare themtlieir future jobs. The syllabus revision is
then regarded as taking stock of the learning cinidrich replaces the outdated content with

the updated one.

The Namibian syllabus revision combined the Uppeim&y learning content into one
document for three grades (grades five to sevelmg. t€achers are therefore given the Upper
Primary phase syllabus for them to be able to niaks between the grades in the phase. The
syllabus covers the basic competencies and leaohpertives one needs to be mathematically
literate and teaching is more learner-centred. fDnmer is important because it describes an
aspect of learners’ learning (Kyriacou, 1991). Thanges attempt to improve the mathematics
curriculum in Namibia which enabled all learnershttve the opportunity and necessary support
for learning significant mathematics with depth amdlerstanding.

The revision aimed to assist learners in acquitimg basic number concepts and numerical
notation, and helping them to understand and makterbasic mathematical concepts and
operations. Kilpatrick et al., (2001) defined copicel understanding as an integrated and
functional grasp of mathematical ideas. Moreovapd?t (1971) also argued that educators’
concentrate on teaching concepts and terminolognychwenable learners to be accurate about
the process of developing a mathematical analyi$ie. concept of humbers and fractions is
spirally developed from lower to upper grades. Helgarners are required to master and use

concepts correctly before they move to anotheregrad

Kilpatrick et al. (2001) observed that

Knowledge . . . learned with understanding provittesbasis for generating new
knowledge and for solving new and unfamiliar profde When students have
acquired conceptual understanding . . . they seedhnections among concepts
and procedures and can give arguments to explaig some facts are
consequences of others. (p. 119)

As observed in the quote above, the Namibian autnn favours above all knowledge with
understanding as well as application of knowledge skills because learners with conceptual
understanding can connect new ideas to their agiknowledge. Also, facts that are learned
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with understanding become easier to remember aadhdes have a better opportunity to
represent mathematical situations in different wagd for different purposes. The curriculum
motivates teachers to use local materials and nategnathematics with other subjects. By doing
so, the mathematical concepts are learned anctdetatreal life situations. This is believed to
make mathematics teaching and learning more integeand enjoyable to teachers and learners.
This situation is also supposed to be experiengadultigrade teaching and learning activities.
However, teachers tend to ignore the intended @dwmn and teach the mathematics the way
they were taught during their days of schoolingisTwas observed during the classroom visits
on the mathematics research in 2008 because tsacleze found teaching from previous
Mathematics syllabi (Namibia. MoE. 2009b).

In addition to learning the concepts, the closatm@hship between procedural fluency and
conceptual development is noted in the Namibiarherattics curriculum because learners are
motivated to be accurate by showing their work wteimg mathematical activities. According
to Kilpatrick et al. (2001, p. 121) procedural fhey refers to the knowledge of procedures,
which include the “when and how” to use the procedappropriately and skills in performing
them flexibly, accurately and efficiently. Kilpatk et al. (2001) further state that procedural
fluency supports conceptual understanding in numbsrwell as the analysis of similarities and
differences between methods of calculating. Howelsarners can also be fluent if they know
the content and method which can be illustratedhatkboard and discussed with others.

The use of the calculator was part of both the Bryjnand Secondary curriculum and teachers
were to teach learners to perform calculations withvithout a calculator. Most of the Primary
school mathematics teachers failed to cover thisctavell and the use of mental arithmetic
strategies died out in some schools. As a resalitutators were removed from Primary school,
while mental and arithmetic strategies togethehwaper and pencil methods were emphasized.
Strategic competency refers to the ability to folate; represent and solve mathematical
problems. It is similar to problem solving and gesb formulation in the literature of
mathematics education and cognitive science. @icatly competent learners know which
method to use to solve a certain problem. Learcars represent the problem numerically,
verbally, symbolically or graphically as long agyhare able to capture the core mathematical
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elements and ignore irrelevant features. Thesadesiare flexible in problem solving processes,
and they have broader knowledge required for sglvioutine and non-routine problems
(Kilpatrick et al., 2001, p. 124). In the same vedPapert (1971) motivated teachers to focus on
the development of mathematical thinking and remgpnrather than focusing on correct

answers.

The mathematics curriculum in Namibia emphasiseg tearners should be trained to do
mathematics and talk about it through co-operakeagning. The revision of Upper Primary
Mathematics syllabus in Namibia highlighted problesolving more significantly and
extensively, and made it part of almost all topi@eght because it helps learners to become
independent problem solvers in real life. Teaclagestherefore motivated to prepare and teach
the content that covers different knowledge, ansyapplication, comprehension, synthesis and
evaluation in order to prepare learners for solviogtine and non-routine problems using any

relevant methods, which arrive at the correct answe

The Namibian curriculum allows consideration of rte&as’ pre-knowledge during lesson
planning and presentation. Learners are motivaidohk the home and school environment and
teachers teach from concrete to abstract. If ttas well understood and fully implemented, it
could give them a chance to present and discuss fihdings with others using adaptive
reasoning. Adaptive reasoning is a “capacity takhiocally about the relationship among
concepts and situation” (Kilpatrick et al., 2001,129). Kilpatrick et al., (2001) therefore noted
that learners are motivated to think and reasoicddly in justifying their own work. This can be
done if one has a tendency to see sense in matleemtt perceive it as both useful and
worthwhile, to believe that steady effort in leaigpnimathematics pays off, and to see oneself as

an effective learner and doer of mathematics (fh).13

Consideration of learners’ pre-knowledge in NamiBasupposed to indicate that what is
happening at school is linked to home experientiss. will develop the tendency to make sense
of what they have learned and to perceive the stubguseful and worthwhile (Kilpatrick et al.,

2001). Learners are motivated to participate in Hdatatics and Science Fairs at school,

regionally, nationally as well as at internatiofalels, and this is the best way of applying the
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learned mathematical knowledge in the outside wodrlte involvement of outside partners in

enriching teachers’ mathematical skills and knogtetias played a role in exposing them and
their learners to such opportunities. Even if &lthee above-mentioned issues are mentioned in
the intended curriculum, the implemented curriculmay differ to a large extend, depending on

the individual teacher as well as the situatiowlmich they find themselves.

Although Namibia has a syllabus for mathematics, nbnexistence of multigrade teaching in
educational statistics has made it impossible fer $ystem to be known and considered by
curriculum developers. If careful measures aretakén, the linkage of the subject content to

learners’ real life situations will also be affatttdt is therefore valid to note that:

If we have to expand access to education that anmgful to our people and our
country, we must be clear that our focus is onnliegrand not simply schooling.
Schooling without learning may lead to diplomas aedificates, but for many
students it also leads to frustrations and selfbtlouearning, in school or out,
leads not only to individual achievement, but dtsself reliance, self confidence,
and empowerment (Namibia. MEC, 1993, p. 34).

Namibian children need to have access to qualitthemaatical knowledge for them to become
responsible citizens and contribute productivelystziety (Namibia. MBESC, 1996, p. 119).
Learners need to be trained to think independéhNiymibia. MEC, 1993) and critically (Splitter,
1991). For learners to master the strategies fentifying, analysing and solving problems,
teachers need to deliver quality lessons with dogrly demanding tasks (Kilpatrick et al., 2001,
p. 12). The above-mentioned issues can only beraddéf mathematics teachers in multigrade
settings are well trained and assisted throughhtFaeducation and CPD activities such as
workshops and cluster meetings because the MoEpilmasised to offer high quality formal
schooling/education (Namibia. MEC, 1993).

2.8 Conclusion
In this chapter, | provided the historical backgrdwf the Namibian education system and that

of mathematics teaching in Namibia. The chapter alsamined the literatures which informs
multigrade teaching as well as the teaching of erattics in general and also in multigrade

classrooms. The next chapter deals with methodology
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CHAPTER 3

RESEARCH METHODOLOGY

3.1lIntroduction
As was indicated in Chapter One, this study aimslisgover how mathematics is taught in
Upper Primary multigrade classrooms. Since thistbaso with teaching, the study focuses on
the teacher practice although learners cannotfbeué of the teaching process. To achieve this
goal, a number of questions shown in chapter orre developed. | wanted to find out:

» the teaching strategies that teachers use to teatifematics in multigrade classrooms.

» the extent of assistance given to multigrade taacbg colleagues at their schools,

clusters, circuits and at regional level; and
« if there are good practices in the classrooms edsitwhich can be used by other

multigrade teachers in Namibia.

3.2Research design

3.2.1 Orientation

Nickson (2000) observed that the classroom is thstmseful area to carry out research into
mathematics teaching. Moreover, Bernstein in Niokg@000) identified two facets of
mathematics as theory and practice. Therefore sthidy focused on teachers’ practice as one of
the mathematics facets. | also wanted to have fstetadnd individual contact with selected
teachers (Patton, 1990) in order to understand thetter. The interpretative paradigm was
selected because of my interest in understandauezs’ experiences, as well as their classroom
practice when teaching mathematics in Upper Prinmanjtigrade classrooms. The central
endeavour of the interpretive paradigm is to urtdexs the subjective world of human
experience (Bell, 1999; Cohen, Manion & MorisonQ@) This paradigm allows a researcher to
understand the situation of the phenomenon undetisg and to interpret meaning within the

social and cultural context of its natural settfdghnson & Christensen, 2004).

Mathematics teachers teaching in primary school® hmeeen left on their own without proper
guidance in teaching the subject. Since Namibiatgohdependence, the focus of the education
training was more on Lower Primary, Junior and 8ersecondary phases. This training
included the assistance on lesson planning anemigson, subject content as well as different
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methods of teaching the subjects. It is against Itlaickground that this study aimed at finding
out what is happening in multigrade classroomsambbian schools. This was also a qualitative
study because it aimed to collect predominantlyliiieve data such as words and pictures
(Johnson & Christensen, 2004) and an interpretiadyais of this data was performed.

3.2.2 Sample
Johnson & Christensen (2004) define sampling as ptilocedure used to select a subset from the

population” (p. 199). Purposeful and convenient garng was used to select four schools with
multigrade classes in the Khomas, Hardap and Oneategiions. Convenience played a role in
their selection because these regions were chasemodheir closeness to my work place. This
would enable me chance to go back to my reseantitipants to seek clarification if there was
a need to. The selection of schools was also doropely, looking at their location and type, to

include an urban, semi-urban, rural and semi-srhbol.

Obviously, the study participants were mathematiggper Primary (grade 5-7) multigrade
teachers (one teacher per school) with two or nyeags of experience. In order to find these
teachers, the schools were contacted to confirmtéhehers’ experience, and teachers with

sufficient experience were included in the sample.

3.2.3 Method
The research method followed in my research wascHse study - “a form of qualitative

research focused on providing a detailed accounnefor more cases” (Johnson & Christensen
2004, p. 46). Stake cited in Punch (2005) alsongsfa case study as “a study of bounded system
emphasizing the unity and wholeness of that sysberconfining the attention to those aspects
that are relevant to the research problem at the’t(p. 144). Also, Hitchcock & Hughes (1995)
regard a case study as a suitable research appi@ane can use to test theories or practices in
an everyday environment. They regard the case stsdymethod used to develop new theories

or improve and evaluate existing professional prast
In order to compare and contrast the teaching othemaatics in multigrade classrooms, |

conducted four case studies (one for each teaahdr) used multiple sources of data (Anderson,
2000) including interviews, document analysis ahdesvations in the settings (Punch, 2005) of
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the multigrade classrooms. The study has thergifoeided me with information to allow an

intensive and detailed examination of the obsepsé&dalts.

3.2.4 Data collection methods

3.2.4.1Interviews

Cohen et al., (2000) see interviews as emotioradtyaged social interactions about people’s real
experiences in constructing their personal accoontsa particular topic. Cohen, Manion &
Morison, (2007) sees interviews as a powerful imq@et for researchers, but expensive in time.
Semi structured interviews were conducted withees, performed after class visits. The main
aim of the interviews was to discover their viewms mathematics teaching in multigrade

classrooms.

In order to collect the data, the interview chestklivas developed. | used a one page
guestionnaire to collect each participant’s basformation which included: the region’s name,

name of the school, date of visit, and the pardicijs teaching experience in multigrade

classrooms as well as their experience in teacbiimgathematics. | also included the number of
teaching groups or subjects taught, as well agrthge combinations which they teach.

An interview checklist with open-ended questions wefined after it was piloted in a multigrade
school with the mathematics teacher. The refinetklst was then used to guide the interviews
(Johnson & Christensen, 2004). It focused on taatkxperiences in areas such as classroom
management, planning and instructional strategessigning of instructional materials,
involvement of whole school and community in muttige teaching, as well as challenges and

opportunities for multigrade teaching.

One individual interview was conducted with eachtipgpant. This interview took between 40
minutes and 1 hour. With the permission of theipi@dnts, the interviews were tape recorded
and transcribed, in order to avoid writing durirtge tinterview. During these interviews |
continuously probed to elicit more information (dsbn & Christensen, 2004) from the

interview participants.
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3.2.4.2Piloting the Instrument
| intended to pilot the instrument at two multigeadchools in Otjozondjupa region but the

teacher at the second school with multigrade teacivias absent during the visit. The pilot took
place during the time the teacher was doing thesiaav of the examination paper. As a result, |
could not do much analysis on the observed datal, ied the information to modify and fine-
tune the interview checklist. Through listeningthe pilot data records, | also realised the need
to have an observation checklist. The observatlwcklist for Multigrade Schools Evaluation
(MUSE) plan was adapted with little modificationduoit this study (Little & Pridmore, 2003). It
is valid to mention that piloting the instrumentsvg me the opportunity to come up with the

data collection checklist (see Appendix A).

3.2.4.30bservation
Johnson & Christensen (2004) define observationswasching the behavioural patterns of

people in certain situations, in order to obtaifoimation about the phenomena of interest” (p.
186). Cohen et al. (2007) stated that classroorarehsons are done to collect data on physical,
human interactional and programme settings. lg&rest this background that | noted the layout
of the observed classrooms. According to AndersorBu&ns (1989) the classroom layout
includes the classroom physical environment, thgamisation, interactions and the resources
found in the classrooms. The type of seating aearent was also observed and noted as well as

the type of group in which the learners work ormeal.

Class observations were conducted (one per patitipgo obtain information regarding the
mathematics teachers’ practices in multigrade eks§he lessons were videotaped in order to
limit the amount of writing during the lesson ohsxdion. The videotaping allowed me to review
and analyse the lessons in my own time. The fooah dor observation was on teachers’
classroom practice such as management, arrangearehfiandling of two or more grades, as
well as instructional strategies. These were sofritheokey areas of multigrade practice (Berry,
n.d). | was a non-participant observer, detacheunh fthe activities that were taking place during
the lessons (Anderson, 2000; Cohen et al., 200a%o0l avoided the generalisation of data due to

small number of participants selected.
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3.2.4.4Document analysis
Documents were used in this study to supplementdtia collected through interviews and

lesson observations. These were: the teachersagagépn notes and the notes written on the
chalkboard. These notes contained written commaodsit anything | thought might improve

my insight into the teachers’ practice. The analygithese documents provided clarity on how
the subject was dealt with by the teacher. Allladse activities contribute to the teaching and
learning of mathematics, which takes place in fhecsic multigrade classrooms. This document

analysis data was triangulated with that from witaws and observations.

3.3Data analysis
As | mentioned earlier, this was a case study whpralitative data was collected through

different methods. According to Cohen et al. (200@re is no correct way of presenting and
analysing qualitative data. But they defined datalysis as a process of grouping information to
understand the participants. One can also creattata blueprint, grouping it and find

regularities.

Both the interview tape recording and the videatialgssons were transcribed. Then, based on
the above definition, the data gathered througéruntws, observations and document reviews
were organised, categorised and analysed in cod#istover the commonalities, differences and
similarities. In order to report this data, a ntvea description method was carried out in

chronological order.

Two levels of analysis were conducted. In the fiestel of analysis, the data was presented
individually across the instruments. The data was eontrasted in the second level of analysis
to examine the applications of issues in orderdaniify possible good practice in multigrade

teaching.

3.4Research ethics
Cohen, et al. (2000) mention that ethical issueb s1$ informed consent, access and acceptance

needs to be considered when one is conductingrodseathical issues were considered during

this study because they are fundamental to research
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Before the commencement of the study, | asked psion from the regions to conduct this
study in their respective regions (see Appendix IEalso discussed this with the school
principals so that they could explain to selectadipipants before | visited the school. This was
done to describe the purpose of the study and flrnmthem on how the data would be
collected. Before the commencement of interviewe participants gave me permission to
videotape the lessons and also to tape recorahtbesiews. The participants were also requested

to complete the consent form attached to this tegee Appendix P).

3.5Limitations
Being an education officer, my position is in auttyoto teachers. This was the greatest

limitation and teachers were not free in partigiqpgton the study. | tried by all means to
overcome this, by giving the participants thoroegplanations on the purpose of the study. This
was done telephonically and physically by holdingeeting with teachers before the visit. Even
so, these meetings could not convince one of thcjpants who withdrew because she felt |
was going to check on how she was doing and rdy@orto her supervisors. The participants who
took part were also not at ease. One of them padijgbarticularly at the beginning of the lesson.
Another one was not at ease during the intervied €lve could not answer all the questions.
Being a researcher and at the same time videotdbe¢esson, it did not work well because |
had little time for note taking. The results of sthtase study can also not be used for

generalisation because the sample was too smait dods not represent all multigrade teachers.

3.6Conclusion
This chapter presented the research design whersathple, the approach and the methods used

in data collection is described. It also descrithesinstruments used to collect data as well as the
various methods used in analysis. The chapterasered the limitations to this study and the

ethical issues considered in the process of ddtaction, presentation and analysis. Anderson

and Arsenault (1998) mentioned that a case studyliimtations, as it cannot be generalised. |

therefore avoided making generalisation of the nlegkcases. In the next chapter, | will present

and analyse the data collected by using the ingnisndescribed in this chapter.
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CHAPTER 4
DATA PRESENTATION AND ANALYSIS

Teaching in combined grade is done back and fa#hibn — teaching one level
while assigning individual work to the other levelsing this strategy, teachers may
try to teach each level quickly, thereby failing ppomote understanding or to
motivate students adequately. As a result, stutdentividual work may be
inefficient. As well, teaching by alternation masplate students by level, failing to
build on the benefits of interacting with individsaof various ages and levels of
development. (Lataille-Démoré, 2007, p. 1)

4 .1 Introduction

This chapter presents the analysis of data conugriiie teaching of mathematics in Upper
Primary multigrade classrooms in a sample of feachers. The interviews, lesson observations
and documents were analysed using both categagiedaped for the interviews and categories
that emerged from the data. Thus, the categories were as follows:

» Classroom arrangement and organisation

* Multigrade planning and teaching strategies

* The mathematics lesson presentation in a multigtedsroom

» Challenges and opportunities for multigrade teaghin

Pseudonyms were used to protect the identity ofptmticipants of the study as well as the
schools where they are teaching. The pseudonyntsfasgarticipants are: Jatty, Janet, Shiwa
and Bibi. The pseudonyms used for schools are: Kiiyes Primary School, Haitange Primary

school, Nelao Primary School and Jacky Primary 8kcho

4.2 Description of four schools, teachers, their classeand their teaching approaches
The back and forth fashion of teaching multigrathsses seemed to be a practice in most of

multigrade classrooms, because the teacher caenttd learners wait until the lesson of one
grade is complete. Learners in another class groigiit disturb learning if they are not fully

occupied.
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4.2.1 The visited Primary Schools (P.S.)

4.2.1.1Mbushoye Primary School

Mbushoye Primary School is a farm school whichifadlt to reach due to the lack of a proper
road as well as the directory board which indicathere the school is. The school has about 150
learners, in Grades one through to seven. Grades #nd four are combined in Lower Primary,
while the Upper Primary Phase has a combinatioBrafles five and six. There are six female
teachers in total at this school. Three of theser@sponsible for Lower Primary Phase (Grades
one to four) and two for the Upper Primary phasel@s five to seven). Most of learners at this
school come from houses on the farm where the $ehsduated, but some of them come from

nearby farms.

The school has an informal hostel, with a volunteestel matron who is a sister to two learners
accommodated in the hostel. One female communitylmee is also assisting the school. The

ladies share the responsibility for cooking ancuwieg the hostel environment.

The school has one female secretary, a female etlemd a male institutional worker. The
teachers, a school secretary and a cleaner comnfutes neighbouring town; while the
institutional worker stays in the house next to sbbool. The parents of learners at this school
assist the school by paying the school developnesgs as well as paying the institutional

worker.

4.2.1.2Haitange Primary School
This is a farm school located in the outskirtsha tegion. The school has five teachers including

the principal. There are one hundred and thirtynles in grades one through to seven. Grades
three and four are combined in Lower Primary whiile Grades six and seven are combined in

Upper Primary Phase.

The school has an informal hostel which is run mmunity members. The institutional worker
is accommodated in one of the houses on the sgireatises, and his wife plays a big role
because she conducts the morning devotions. Sbeaskssts her husband to supervise the

afternoon and evening studies. There is one segretae cleaner and one institutional worker.
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The community members assist the school by coriniguo the school development fund and

also by taking care of the day scholars and learnimethe hostel.

4.2.1.3Nelao Primary School
This is a privately owned school located in theteenf the town. The school has 260 learners in

Grades one through to twelve. Grades three andaiecombined in the Lower Primary Phase
while the Upper Primary Phase combines Gradesdnak six. There are seven teachers in the
Primary Phase. All of them are female. The schad two secretaries, three institutional

workers and two cleaners.

Although some learners are day scholars, othersaarlers who live in a school hostel which is
not on the school premises. The community membsssstathe school in cross curriculum

activities such as physical education, gardeningsionand arts.

4.2.1.4Jacky Primary School
This is a village school which is located in theshkirts of the region. It runs from Grade one

through ten. There are one hundred and twenty siamners taught by eight teachers. The

school has a hostel which accommodates some Isaimdrothers commute from their homes.

The school has a secretary, two cleaners and tstbutional workers. The community members
assist at the school by contributing to the sclieselopment fund. They also volunteer to assist

in school activities.

As indicated in the table below, the sample coedistf four teachers, one male and three

females.

Table 3: Profiles of Multigrade Upper Primary teachers

School Teacher’s| Qualification | Gender | Multigrade | Mathematics | Teaching | Home
name Teaching teaching experience| language
experience
Mbushoye Jatty ECP (Upper | Female | 6 Years 6 Years 29 Years Afrikaans
P.S Primary
Subjects)
Haitange P.S.| Shiwa B. ED Female | 3 Years 13 Years 13 Years English
(General
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School Teacher’s| Qualification | Gender | Multigrade | Mathematics | Teaching | Home
name Teaching teaching experience| language
experience
Elementary)
Nelao P.S. Janet B.ED Female | 13 Years 20 Years 21 Years English
(Zoology)
Jacky P.S. Bibi B.ED Male 15 Years 15 Years 15 Years Afrikaans
(Technical
Drawing,
Geography)

All participants were thirty-one years old and adowhe teaching experiences of teaching
mathematics in multigrade classes of these teacherged between three and fifteen years. This
means that the multigrade mathematics classees chools are being taught by experienced
teachers. However, Multigrade teaching at thesedshexists due to the number of learners
which did not qualify for additional teaching pasfdthough in some cases three teachers are
allocated to teach at Upper Primary level, the ettbjeaching was considered and teachers are

teaching their area of specialisation.

4.2.2 Jatty

4.2.2.1Jatty’s profile

Jatty is a female mathematics teacher at MbushayeaPy School. Her age falls in the range of
51 to 60 years. She is a qualified Upper Primaagher, who graduated from a local college of
education where she majored in Upper Primary sthjdatty has been teaching for twenty-nine
years, and has taught mathematics in multigradesetafor six years. In addition to mathematics,
Jatty also teaches English, Natural Science andttHEducation (NSHE), Home Ecology (HE)
and Basic Information Science (BIS) at Upper Prinarase.

4.2.2.2The arrangement and organisation in Jatty's class
During the visit, Jatty was teaching mathematics twombination of Grades five and six. She

had a total of nineteen learners of which 12 lesrmeere in Grade five and seven learners were
in Grade six.
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The floor plan of her classroom is shown in Figdrbelow. By looking at this floor plan, one

can see that, Jatty had Grades five and six leaseated separately. The Grade five learners
were on the left hand side of the classroom whiéeGrade six learners sat on the right hand side
of the class. Learners in all grades sat aroundpgrof tables. Among the seventeen learners in

her class, only four Grade five learners were skfaeing the chalkboard.

By looking at the seating arrangement in Jattyass] each group of Grade fives has a pair of
learners facing the chalkboard, which is not theecaith the Grade six class group. Others are
facing sideways and they have to turn their headset the chalkboard. Although the learners

are sitting in groups, the teacher used pair warikng the observed lesson.
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Figure 4: Floor plan of Jatty's class

4.2.2.3The resources in Jatty’s class
Jatty has enough desks for the children to each hadesk and place of their own. The learners

sit in pairs because the desks are designed folgaroers. The unused desks in this class are
used as learning centers where various books spéagied. The learners’ projects are also found
underneath the learning centre tables. Althougtethee tables serving as learning centres, Jatty

did not use these during the observed lesson pgedssn These learning centres could be the
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valuable source of information in the absence sél@ol library. The teacher’s chair and a table
which is not well organised is located at the baicthe classroom. Some resource books are also
kept on this table.

Jatty’s classroom is equipped with two chalkboandgyunted on the front wall. Each one is used
for the grade seated in front of it. There are #&o large display boards mounted on the back
wall and two medium sized display boards mountedhenside wall of her class. The materials
on the display boards were not grade specific,thay were displayed according to subject
groups such as NSHE, Mathematics, and Social $udleere is a section on the display board
for mathematics where various items are displayesh @s: the fraction wall which was used
during the lesson, the clock with humbers whichythee for multiplication practice, a circle,
rectangle, square and a triangle. The most notieedibplays in other subject areas were the
posters on the Lord’s Prayer, various Maps of th@l@vand the Alphabet poster.

There is one cupboard used to file educational maddesuch as question papers and other
educational resources. This class appeared to éravegh space for teaching and learning as
well as enough materials which are not used dufdcsmall number of learners in the class.
Jatty had no pencils or rulers for her learnerse Tdacher facilitated the lending of resources

amongst learners.

4.2.2.4Planning for multigrade teaching
During planning, Jatty says she consults the magiemsyllabus and other documents she has

received from the regional office, such as anndahgpand schemes of work. This is how she

described her planning for multigrade teaching:

First of all I have the Grade five syllabus andrtHehave the Grade six syllabus
especially when the two grades are combined. Aed thsee what they have in
common. You start with the, with the same inforamaéind then [with] the Grade

six you just do the more advanced stage accordirige syllabus.

Jatty had been talking about planning, but shertwddvritten out the planning for the observed
lesson.
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4.2.2.5The teaching of combined grades
Jatty delivered her lesson in English. She askegesguestions in Afrikaans and also spoke a

few Khoekhoegowab words, the mother tongue of nebghe learners. According to her, the
teaching and handling of two grades at the same diepends on the lesson activifyeaching
grades separately or together can happen incidentalt it is also considered during the
planning. Jatty described the teaching situatiomasing between the two grades. Here she is

describing the observed lesson:

This morning, | have spent about ten minutes WiiehGrade six and ten minutes
with the Grade five. Then | go back to see whefheeed] to consolidate then |
come back and so go from one grade to another Grade six they are very fine
and they handle sometimes things on their own &ed t have to spend more
time with the Grade five, because | have more deamners in Grade five. It
depends on the content of the lesson where | hawpénd more of the time
whether is in the Grade six or whether Grade five.

Jatty was teaching equivalent fractions to all geaith this lesson. She described how she teaches
some multigrade lessons. The description she ghweeacorrelates with what was observed

during the lesson. A summary of her lesson is shiovthe following vignette.

4.2.2.6Vignette of Jatty’s lesson

The lesson started with the teacher distributirgwiorksheets to the Grade six learners and tolah tioestart with
the activity. Jatty moved to grade five where shked them about what was done previously. Uporingethe
answer, she started with revision of the previoeskwvhich was already on the chalkboard. She quigként to
Grade six for few seconds and told them to lookHiernumerators and denominators on the givenigctiv

The Grade five learners continued with revisianpbasizing numerators and denominators. She resé th
definitions with learners. The lesson continuechwier talking and distributing worksheets. She &tsxk learners
through the worksheet. Where they did not undedstane referred them to the teaching aid which thasame as
the worksheet displayed on notice board. All ofinstructions for this grade were verbal.

Jatty moved to Grade six and deleted the answethe questions given on the chalkboard. She then
requested learners to come read the phrases bfyenrote the mathematical representations oftiras. This
activity continued with her mostly reading for Iears to write the answers till they were all givke opportunity to
come to the board. By linking the lesson to thevioes one, Jatty labelled the identified fractiass proper and
improper. She also informed learners on to how dovert common fractions to their equivalencies Isng
multiplication and division. The procedure was dstep by step. Learners were told to write in theioks becaus
she needed worksheets for the following year.

Moving to Grade five, Jatty ask if learners weirdshed with the activity. She also assisted irdial
learners and told them to peer teach others irsp&he kept on moving between the two groups of#imee grade|
She also attended to a Grade five learner who tee@tade six for few seconds to look for a pen. [Eagners were
informed to write their observations in books. WMigole class teaching started with her showing le@ron how to
find equivalent fractions but called learners bgitthames to draw their attention before she begearners werg
mostly looking at their neighbours’ work, but shetimated them to coach each other. Jatty sortedheutemaining
worksheet and took them to her table. She came teafikd learners having found the correct answengh she
was happy with.

Jatty went to Grade six to check their work, ahent went back to Grade five to assist the struggl

D
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learners. This was done by her standing behindewmers and writing answers for them. She notibed there
were only 10 minutes left and moved on with teaghiine whole grade on the conversion of factionsvimle
numbers. This was done through the question andeansethod. Learners answered in unison and theesoi
became louder when they noticed the pattern. Upampteting the sections on the chart, Jatty extenledvork by
asking them to convert bigger fractions such astomared over one hundred. She also told her leatoepaste
their worksheets into their books and gave theméwoaonk with specifications on how to write it.

The lesson continued with her checking the Graxeverks. Upon realising their mistakes, she infed
them to make sure that they used the correct aperamultiplication or division. She assisted widual learners
and also wrote the solutions on the chalkboardudher explanation. She went back to Grade fivdistribute the
scissors which she had received from the secrefarg.then came back to Grade six to continue withlesson
She also went to attend to the Grade five learardsclarified more on how to write the homeworke Sjuickly
went back to Grade six to return the ruler and camé&rade five where she spent time in helping \iddial
learners, even writing for them.

Jatty went back to Grade six to continue withsisgj learners. She went back to Grade five to tfreen
additional homework, asking each of them to brirgnaples of a circle, a square and a rectangle. dpampleting
this activity, Jatty came back to Grade six and tbem to continue with what they were busy witltlamss at home,.
The lesson adjourned after one hour and ten minutes

Jatty’s lesson took 1hour and 30 minutes, exceetfiagllocated time. Most of the interaction
with grade five took almost ten minutes and fivenmtés with grade six. The checking of
learners work took a few seconds and more timespasat with the Grade five learners.

This vignette is also shown in figure 5 below.
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As indicated in the Figure 5, Jatty’s lesson conteas presented by moving between the two
grades she has in her class. All grades did matiesnalthough she had different basic
competencies for each grade. More time was spemh@meaching of Grade five group which
seemed not to understand the content taught ondehat The Grade six learners were doing

revision of previous work.

Jatty claimed to divide the time equally amongst trades during the interview, although

actually in the observed lesson more time was sggaahing the Grade fives. She appeared to
focus more on procedures than on helping learoedsyelop their conceptual understanding and
letting them link the classroom mathematics to liéalsituations. She also played the role of an

instructor and explainer throughout the lesson.

4.2.3 Janet

4.2.3.1Janet’s profile

Janet is a female mathematics teacher at Nelacm8aooSchool. Her age fell in the range of 41

to 50 years. She is a qualified Upper Primary aedo8dary teacher, graduated from the
University where she majored in Zoology. Janetlieen teaching for twenty-one years, and has
taught mathematics in multigrade classrooms forten years. In addition to Mathematics,

Janet also teaches English, Social Studies, aed3kills at Upper Primary phase.

4.2.3.2The arrangement and organisation in Janet's class
During the visit, Janet was teaching mathematica tmmbination of Grades five and six. She

had a total of twenty-five learners of which themtelearners were in Grade five and twelve

learners were in Grade six. The floor plan of Hasgroom is shown in Figure 6 below.
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Figure 6: Floor plan of Janet's class

As seen in Figure 6, Janet had Grade five andesirners seated separately. The Grade five
learners were seated at the left of the teachetttadformed two full rows and three fifths of
the third row. The Grade six learners sat on tgbtrhand side of the teacher and they formed
two full rows and two fifths of the third row. Alearners sat facing the front of the classroom.
Although the class is arranged this way, Janetcatdd that her learners change their positions
depending on their performance. Whoever perforneedip has to sit at the front. According to

her, this motivates learners to improve their rssul
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4.2.3.3The resources in Janet’s class
Janet had enough single desks which were not atfachchairs. All of them were used. There is

no learning corner in this class. The teacher’setalbhich is well organised and covered with a
table cloth, is located at the front of the classncopposite the Grade six rows. Some resources
such as worksheets, books, rulers, pencils andesbpapers are piled on the teacher’s table. The

teacher distributes these materials to the leamibes the need arises.

The classroom has two big notice boards fixed dhto back wall. A shorter notice board,
smaller than those at the back, is fixed onto tbatfwall next to the door. There were a few
displays on these notice boards such as the mafriof, the map of Namibia, and pictures of

flora and fauna. None of the displayed pictures reéted to mathematics.

There is a whiteboard fixed in front of the Grades frows and their work was written on that
white board. The Grade six work was written on ¢halkboard in the front of the classroom,
opposite their rows. It is good to mention thatlafirners in this class have a full view of the
chalkboard.

4.2.3.4Planning for multigrade teaching
When planning for the lesson, Janet photocopiebalsec competencies from the Grade five and

six syllabuses and pastes them onto one sheet ablbeto compare basic competencies in the
same topic or theme. Janet has a term planningnaerciuin her file, but she had no written

lesson plan for the observed lesson.

4.2.3.5Teaching of combined grades
Janet taught in English, but in some cases sheesiolfrikaans. She loves to be bilingual in

order to help learners in various languages. Buatexer language is used, she would like
learners to be well prepared in the lower gradehabthey can shift easily from one language to
another. She therefore suggests that learners kgglish from Grade one so that they are able
to cope in the higher grades. She indicated thahérs learn very quickly, but they also got

confused when they have to speak the language whiubt spoken in their community.

You know we are in an Afrikaans speaking commuity, | feel Grade 1
[should] start with English and go the whole wayatligh. But it is a bit difficult
to change that, [because] the playground languageAirikaans. So the kids
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picked up the Afrikaans [which] they speak to eattter. But with your language
with your terminology, with your vocabulary you knoeverything that you do
just started in grade 1.

Janet was teaching decimal numbers to all gradesdd different basic competencies for each

grade. The way she presented her lessons is simotlva vignette below.

4.2.3.6Vignette for Janet’'s lesson

Janet started her lesson with the same introdutéstyfor all grades, consisting of sixty questiddise counted th
minutes and stopped when she reached her estinfateel minutes. Learners exchanged test papers thgth

11%

neighbours for marking purposes. Janet read theveassto them. Upon completing the memorandum aed th

marking, Janet read out their names so that leswcarld call out their marks. She kept on analysheglearners
results of the introductory tests. By doing so,elanotivated and praised individual learners amdimded them to
work hard. She then asked them to paste the paptsir books.

The lesson continued with her distributing thedgrapecific worksheets to the learners. She thkedd
both grades if they had finished the marking fréwa previous day. Janet informed her learners aheutopic they,
were going to discuss: Decimal Fractions. She wanby telling the Grade fives that they are doiegision, and
explaining to the Grade sixes that they would ddtiplication and division of Decimal Numbers, b&minded
them on how to start by making open number sentence

Janet worked with the Grade fives, solving thebpgms on the worksheet, which was about writing
decimals in expanded notation. The question andemsethod was used, but combined with the lecgunethod.
She also wrote the answers on the whiteboard shefos Grade fives.

Leaving the Grade fives to continue with the ejsercJanet moved to the Grade sixes where she
through the activities and assisted learners tdyaaahe given word problems through drawing piesurThey did
the activity step by step and tried to contextuatize content where possible.

The Grade sixes continued with their calculatiohdle the teacher shifted to Grade five. She chedhkeir
answers and corrected the wrong ones by givingsHiké “The man is too heavy for the donkey”, toplekn
improper fractions. She also corrected their pnoiation. The lesson continued with her askingriees to give the
place values of decimal numbers, trying to develgpanded notation. She also informed them abouhanéorms
of writing decimal fractions - “the tenths, hunditesiand thousandths.

Leaving the Grade fives completing the exerciaeedwent to check how the Grade sixes were d&hg.
reminded them to put commas in the right places. Bént back to Grade five to check their individualrk and
sent a learner outside to wash his hands that diemedue to a leaking pen. She assisted learmedoing their
work and emphasized the way they should write arswe order to avoid learners picking up mistakesn their
peers.

She moved to Grade six to check their progresstaena back to Grade five to check their individwalrk.
The assistance was given by standing behind legraed ask them questions which led to the answeis.was
also done for the Grade sixes who indicated thel m@eassistance, but more time was spent in asgitie Grade
five learners. Janet continued lecturing the Gifades on how to write certain decimals in expandetation. She
also gave them chance to present their solutionth®white board.

While doing this, Janet went to the Grade sixeddar seconds. She came back to Grade five to ctieik
answers and motivated one learner to explain howgdheed the problem while writing on the board. $eo
assisted in correcting the spelling of numbersrhes were free to ask questions, but in Afrikaans.

Janet came back to Grade six and assisted thamaking sense of word problems. She also remin
learners to use units when writing open numberese®ts. Leaving the Grade sixes doing their exerstse went
back to Grade five to check individual work and #sém questions which led to answers. Those fidishi¢h the
activity started playing and chatting due to theklaf enrichment activities. The Grade sixes wentask for
assistance. This prompted her to give them papedsaiw pictures which would help them to solve pheblems at
hand.

Leaving the Grade sixes completing the task, Jamet back to Grade five to complete the markirfge
wrote the answers on the board. She told thesedesato prepare for the test and informed themttiegt were free

(7]
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from homework. The teacher continued with the Grsides, helping them to complete the exercise layvihrg

56



pictures to analyse the questions. The lesson wasluded through emphasising the conversion ofsuaitd
checking if all learners had done their work.

The lesson took fifty-eight minutes and most of ititeraction with different grades took almost
six minutes. The checking of learners’ class wadkta few seconds and more time was spent
with the Grade five learners.

The vignette is represented in figure 7 below.
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Janet had the same introduction for all the gradesn she gave them the test for few minutes.
This test focused more on basic calculations swchdalition, subtraction, multiplication and
division. This activity aimed to develop the leasienumber concept as well as their mental
arithmetic strategies. Upon completing the actjvibe lesson content was presented differently
for each grade although they had the same thenecandkefractions. She spent almost an equal
amount of time for each gradianet claimed to assess learners differently, doapto the basic

competencies of the individual grades.

4.2.4 Bibi

4.2.4.1Bibi’s profile

Bibi is a male mathematics teacher at Jacky PrirBahool. His age fell in the range of 41 to 50
years. He is a qualified Upper Primary and Secondi@acher, graduated from the university
where he majored in Technical Drawing and GeogrdphySecondary Phase. Bibi has been
teaching for twenty-five years and has taught nmatitees in a multigrade class for fifteen years.
In addition to Mathematics, Bibi also teaches So&&udies, Craft and Technology and
Religious and Moral Education (RME) as well as Guice or Life Skills at the Upper Primary
Phase.

4.2.4.2The arrangement and organisation in Bibi's class
During the visit, Bibi was teaching mathematicatoombination of Grades five and six. He had

eleven learners in Grade five and ten learnersrad& six. Figure 8 below indicates the floor

plan as well as the seating arrangement of learndnis class.

As seen in diagram 8, Bibi’s learners sat in simgies according to their grades. The Grade five
learners sat at the entrance of the classroom, twibhof them facing sideward but others face
the front of the classroom. The Grade six learsatdoward the end of the classroom, forming
one row of pairs with all of them facing the frooft the classroom. During the instruction,
learners moved into pairs with their grade matdk facing the front. In Bibi’s class, some
learners sat in pairs, and he motivated them t&kwath their partners. Groups were formed by

the learners from the same grade groups and nagofidifferent groups was observed.
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Figure 8: Floor plan of Bibi's class

4.2.4.3The resources in Bibi's class

/—'/qq
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The learners in this class have enough single daséischairs. The teacher’s table is covered

with a table cloth and located at the back of tlesstoom behind the Grade five rows. Some

resource materials and the learners’ exercise baeks neatly stacked on the table.
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There are four chalkboards fixed on the front wafid the fourth one can be folded to make a
fifth board. There are two notice boards mountethatback of the classroom and two small
notice boards mounted on the side walls of thissttzom. Bibi had more items displayed at the
back, front and sides of his classroom. The mosiceable ones were the various maps of
Namibia, the birds of Southern Africa, the calenétar 2008, a poster about the Namibian
cabinet, and various maps of the world as well gsogecting screen fixed on top of the chalk

board.

Bibi had no visible learning corners in his clalsst there were cupboards and shelves packed
with resources such as worksheets, books, rulerscils and spoiled papers. These were not
used during the lesson. All learners had textbodke Grade five textbooks were in line with

the basic competencies in the revised syllabusdé&sax learners used the outdated textbook

based on the outdated syllabus.

4.2.4.4Planning for multigrade teaching
During planning, Bibi considers the mathematicdagyls, and national documents such as

annual plans and schemes of work as well as thieemettics textbooks used by the learners. He
also considers the type of learners he has inl&ass cThis is how he explained the situation:

What | take in consideration is my type of learniua are in front of me, theJir]
abilities. That makes my approach towards the bykadifferent. If | have slower
learners in the group, then my approach is differeom the middle and fast
learners.

Bibi plans for the week, and his planning consgdtendividual daily lessons which include the
pages of the textbook where the activities camenfréd copy of his planning is found in
Appendix Q.

4.2.4.5The teaching of combined grades
Bibi presented his lesson in English, but he algseaks Afrikaans with the learners during

lessons. In addition, this is how Bibi explained thay he does things:

First 1 have to decide of which group have to staow first. | do not start
everyday say with the grade Give first or Gradefsst. So, | change between the
different tasks. But it depends on what type ofkwbrs and the type of the
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introduction | have with each group. Which groumda the shortest time be
ready so that they work on their own and to stathwanother group? So, which
group can | first let's say release with a project their own? Give them a task
and say listen, carry on and as soon as that grcaup carry on and | start with

the new group discussing new work or discuss alpmolarea, so that influence
my start with a group.

Bibi also asks the learners who understand theestiinjy English to explain to others in their

mother tongue in case they do not understand.tBught mental arithmetic strategies on whole
numbers. The content he presented to the Grade ane the activity he gave them was not in
line with the basic competencies in the revisedabyis. The way he presented his lesson is

shown in Figure 9 below.

4.2.4.6Vignette for Bibi’'s lesson

Bibi started with the Grade five learners, brie#yninding them about what they had learned prelyoughile the
Grade six learners were waiting. He left the Grides checking their previous work in their bookgved to the
Grade sixes, and instructed them to work togethecking their homework answers.

The lesson continued with the Grade fives, withiBevising division with single and double digividors,
following the procedures step by step. The quesdiod answer method was combined with lecturing.res
mostly gave correct answers. They also answered (€ in a chorus. When the wrong answers werergiBibi
rejected them right away by saying: “No! No! No!dan't be”! He confirmed correct answers by repeatfter
learners. He also recognized learners’ knowledgenvthey shouted out the next step. “I'm glad tor lileat”.

After the presentation of different ways of dividi with double digit divisors, Bibi turned to thedée
sixes for few seconds, asking how they were dofi®.turned back to the Grade fives and continuett wibre
examples. He then gave them an exercise to do @md o the Grade sixes. With the Grade sixes, Bikiised
multiplication with powers of ten. A moment of site occurred when he was writing the topic on thedkboard.
He presented multiplication by the power of ten #remultiplication by multiples of ten to learnefhe emphasis
was more on terminologies such as “multiplicandhuitiplier” and “product”. He stopped learners fraouting
the answers but motivated them to think before thegwered. Although the bell rang at this time, lg®son
continued until Bibi had finished asking differguairs to give their answers. When differences aecbamong the
pairs, the answers were revised.

Bibi went to assist individual Grade five learnéos a very short time and went back to the Gradess
where he continuously emphasized the multiplicatierminologies and pronunciations of different nemsh
Without his knowledge, the Grade fives started tafgtwith others after finishing their work. Whee hoticed this
Bibi went to check the Grade fives for few secoadd came back to Grade six where he started ttertla current
lesson to the content learned the previous yederAfompleting the long procedures of multiplicatiwith two
digit multipliers, he labeled the multiplicand, theultiplier and the product. A grade six learneveleped an
interest in multiplying with three digit multiplisr He asked, “What if there are three numbersrinubiplier?” Bibi
responded by promising to give an example. He tbiehearners doing the exercise, but reminded themrite the
date, exercise, page and the item number.

The lesson continued with one Grade five leatreng asked to write solutions on the chalkboaiiti B
also went through the solution, and provided theith different ways of getting answers to the samestgon. He
pointed to another learner for the second soluwioth went back to Grade six for few minutes, tellingm to check
their answers. Coming back to Grade five to revime solution written on the chalkboard, the beligand he
ended off by giving homework to the Grade fivestfaind then to the Grade sixes.
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Bibi's lesson took 45 minutes and most of the itéon with different grades took almost six
minutes. The checking of learners’ work took a f@eonds and more time was spent with the

grade where he is giving instructions to the leexnieut mostly with the grade five groups.

Bibi's lesson is presented in figure 9 below.
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The diagram above represents the vignette for 8ibitained lesson. His lesson content was
presented differently for the two grades that haches. He taught the mental arithmetic
strategies to all grades but had different basimpiencies for each grade. Therefore, the
lessons for different classes varied from the phiidion to the form of assessment he used for

these grades.

4.2.5 Shiwa

4.2.5.1Shiwa’s profile

Shiwa is a female mathematics teacher at HaitanigeaPR/ School. Her age fell in the range of
thirty-one to forty years. She is a qualified Upg@&rimary and Junior Secondary teacher,
graduated from the university where she majoreMathematics and English. Shiwa has been
teaching for thirteen years and has taught mathesnat multigrade class for three years. In
addition to mathematics, Shiwa also teaches Englisbpper Primary and Junior Secondary

Phases.

4.2.5.2The arrangement and organisation in Shiwa's class
Shiwa teaches mathematics to a combined classadeXix and seven learners. In this group,

there were eleven learners in Grade six and famn&rs in Grade seven. She teaches them as
one group without considering their specific grad&ise considers them as a group of learners
with different abilities rather than a multigradiess. The floor plan of her class is shown in

Figure 10 below.
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Figure 10: Floor plan of Shiwa's class

As seen in figure 10, the learners in Shiwa’s ctagsnot seated according to their grades. In this
classroom, one can see a seating arrangement wherebGrade six and seven learners are
sitting together. In some pairs, one finds onlyda&raix or Grade seven learners. The learners are
seated in pairs due to the nature of the desks insén@ classroom. It is significant to note that

they all face the front of the room.

4.2.5.3The resources in Shiwa's class
Shiwa has enough double desks attached to chaarsleldrners are seated in pairs because of

these desks. Some desks are not used due to thlensmder of learners in her class and she
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uses these to display the educational materials asithe sharpeners, projects and the books that
are used as resources. The teacher has a welligggatable, covered with a table cloth and

located in the front of her class. Some resourck$®are also kept there.

Shiwa’s class is equipped with two chalkboards nediron the front wall. She uses these for
both the grades. The classroom has notice boardstewh at the back, front and side door,
covered with coloured paper. The materials on théece board are not grade specific but they
are displayed according to the subjects she teadBeglish and Mathematics. The most notable
ones are the mathematics posters for multiplicatadres, the fraction wall, and the clock she
uses for multiplication practice, as well as otlearning materials which are not mathematically
related. Among these is the environment pictured use story telling in English. She also

displays the learners’ behaviour chart, where thelraviour graph is made with scented stickers.

If a learner changes their behaviour, the monttibker is removed and put aside.

The class has one cupboard which Shiwa uses te stmtainers with rulers, pencils and
coloured pencils which the learners use. Thesealiatebuted to the learners upon arrival in the
classroom. She also has plastic glasses display¢keolearners’ desks. They used these to put
the shavings when they are sharpening their pentile big sharpeners are fixed onto the
unused desks on the sides of the classrooms. isarae use these to sharpen their pencils. Her

class appeared to be well equipped with sufficneaterials.

4.2.5.4Planning for multigrade teaching
Shiwa uses the national documents such as thebsgllaannual plan and the scheme of work

developed in the cluster she belongs to, to planwmek. She suggested that the syllabus be
arranged so that the competencies of the same thppear on the same page. On the day that |
observed her, Shiwa had a written lesson preparatione according to the ministerial

regulation.

4.2.5.5The teaching of combined grades
Shiwa’s lesson was presented in English. She alskessome Afrikaans during her presentation.

If her learners do not understand, Shiwa asks ddaeners to explain in Afrikaans. She also has
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another way of using Afrikaans words and illustrgtthem to help them understand what she

really means.

Well | really use visual for a drawing. | will alsmsk some students who have a

better gram [vocabulary] from the English languate give me the Afrikaans

word used to explain something. But | also havectiahary here. So, now and

then | look up for a word.
Shiwa owns an English—Afrikaans dictionary to sdilre problem of her language barrier. She
then learns the common words and uses them wherssery. Her lesson was on how to find
equivalent fractions, using the fraction wall awentity elements in equivalent fractions. The

way she presented her lessons is shown in thexioigpvignette.

4.2.5.6Vignette for Shiwa's lesson

After a common warm-up activity on multiples ane ttevision of fractions, the lesson started witheaarcise of
drawing pictures in the learners’ books. Verbatrinstions were given step by step but stoppindglomalearners to
complete the steps on time. At the end of the uicsivn, all learners had three rectangles with weiegight and fou
parts respectively, and but also shaded accordinghé¢ teacher’s instructions. She also drew theasethe
chalkboard. Shiwa does not consider her class gnatte, but rather calls it a group of learners vdifferent
abilities.

During this time, Shiwa walked around to checkrbedy learners. Once she came across the prosem
informed the whole class, but without mentioningnea. “No, each rectangle should be of the sameHg&ngpid
Shiwa before she continued checking how otherslairey. This was done without assisting individwrhers.

The instruction continued with her going to thaléboard to delete part of the second rectangletlaea
she redrew it. More explanation was also given étp Hearners re-draw their pictures and have théaded
accordingly. This was also done step by step viiehteacher asking questions for learners to respmn@he alsg
repeated the answers as she was carefully doinextireise on the chalkboard for them to follow.

Shiwa taught her learners on how to find equiviafeactions on the fraction wall. The exercise giveas
taken from the Grade six text books. This was ditfi for learners in Grade seven because they awaiddind the
page mentioned. “No, it is not in your book”, Shiwalerted them but she allowed their peers to gnee
assistance. After some explanation on the conteatlesson adjourned for break but continued a#iete/because
she had a double period.

Upon starting the second session, a problem aomang the learners who were fighting over a per [Th
lesson stopped while she intervened, and helped thesolve the problem amicably. The lesson coetinwith
more activities on finding equivalent fractions.eShlso explained how they could use identity elegmém find
equivalent fractions. Shiwa also introduced the ofs@entity elements in finding the equivalentdiians. After
getting the answer, she went back to the noticedoahere the multiples were displayed, and askerkrgaestions
by pointing to the multiple with her finger. In ghivay she informed the learners to memorise thaidras. Bearing
in mind that she needed the time for the next pei&hiwa informed the learners about how much theyld cover
- that is putting fractions in ascending and dedienorder. She wrote the words and drew staireiggeip and
down to explain the terminologies.

The first example was the arrangement of fractisitls the same denominators, but she told the é&arto
use the fraction chart or draw a little picture.akg she contextualised the content. Upon givirgattivity, Shiwal
did not mention the grade from where the activigswaken, and learners kept on searching foriit. sBe indicateg
that the content was taken from the other textb&bkis is not in your book”. Shiwa informed the @7 learner
who was wondering and could not find the work. Miske left her. “It must be in the Grade 6 bool'.grade 6
learner assisted the Grade seven one.

v
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The lesson was linked to the previous one wherestighasised the main points. She also assisted gbme
the learners who were doing the wrong calculatidiee lesson continued with examples that were rabstract.
When she ran out of space in the chalkboard, shetedepart of the summary before the learners hadhed
writing. The teacher started to sum up the lesspmviiting down the homework. She also remindednrees to
practice their multiplication tables. The teached @he learners started preparing for the nexbles$he lessor
adjourned and the same learners started with alisBrgeriod.

As indicated in the vignette, Shiwa does not dgiieh the content; she gives the same
instruction to all groups despite their grade ddfeces. She does not consider her class
multigrade, but a class of learners with differabilities. Even so, she claimed to teach the
content of two grades every year as well as extbadevel of the work for Grade seven. This

was not apparent from her presentation.

The following figure present Shiwa’s lesson preagan.
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Figure 11: The diagrammatic presentation of Shiwa’desson

Figure 11 shows a diagrammatic presentation of &kiWer lesson presentation. As it is shown
on the diagram, Shiwa concentrated more on theeptation of content to all the grades. She
commented on the advantage of being with learmersvo years, which is her opportunity to
revise the content not learned in the followingry&hne has the same introduction and same
lesson content for both grades, but claimed to lsagede specific assessment. Learners used
their grade-specific textbook but she could ndtftem which textbook the content was. Her

learners had to discover for themselves which t#lihe content was taken from.
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4.3 Commonalities and differences
In view of these observations, teachers have samemon ways of teaching multigrade classes.

They also differ in some areas. Their commonaliaesl differences will be contrasted and
discussed in the following section. This contragtof information will be used to identify
possible good practices in teaching multigradesctasms.

4.3.1 Classroom arrangement and organisations
This section deals with classroom arrangement agdnisation, a core element of multigrade

teaching. According to Papert (1971) the classrémnms part of the learning environment and it
needs to be well arranged to fit the teaching aaining situation. It also needs to be well
organised and structured in order to facilitatéedént types of teaching and learning.

All the teachers have modern classes constructéd hwicks and roofed with iron sheets. All

classes have lockable doors and windows. Howekieratrangements and organisation varied
from one teacher to another. The arrangements eggpeéa have been made considering the
types of furniture, and the number of grades iHaascas well as the teaching strategy which
teachers were using during the specific lessorhotigh some teachers have different ways of
arranging and organising their classrooms, sonthetlassrooms agree very well with Papert
(1971) because the arrangements allows learnazsnionunicate with teachers as well as with

other learners during the lessons.

4.3.2 Seating arrangements
When looking at the arrangement of the four mudtitgr classes, it was interesting to see that

Bibi, Janet and Shiwa all seated learners faciegcttalkboard and this agree very well with the
teaching methods used during their lessons. Ig’'datiass, only two pairs of Grade five learners
were sitting facing the direct position of the ddard, while others were facing to the side.
Considering the space in her class as well as titisation of group work, Jatty could have

arranged her learners to sit in pair because shesotrated more on pair work than group work.
The learners facing the chalkboard appeared todberdaged because they could easily read
from the chalkboard. These learners could follow mmovement taking place on the chalkboard
during the calculations and summary writing. Tharhers on the outsides of the groups could
also read the chalkboard by turning their headsmpared to those that were sitting in the
interior of the group. The learners sitting in theerior of the groups appeared to have a problem
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during the traditional way of teaching because tiveye forced to turn sideways to be able to
read and see the chalkboard. The seating arrangemedatty’s class would have been suitable
if learners were doing group work with less utiisa of the chalkboard and less presentation by
the teacher, rather than the actual lesson praberitere the chalkboard was used as a source of

information.

The learners who directly face the chalkboard dawe direct eye contact with the teacher
during presentations. This enables learners torebdsody language and develop interpretive
skills in relation to the gestures and the signsciwtihe teacher might use during the lesson
presentation when instructions are given from toatfside of the classroom. It also keeps the
teacher in control of the whole class because be¢sim see individual learners. The teacher
maintains the learner’s involvement (Kyriacou, 1p81reading their facial expressions which

might indicate how well they are following or howifatult it is for them to follow the lesson.

4.3.3 The location of the teachers’ tables
The teachers’ table for Janet and Shiwa were placéwnt of their classrooms. Bibi and Jatty

placed their tables at the back of the class. Hie$ of Bibi, Janet and Shiwa were well
organized and covered with table cloths. Jattydtetavas not covered with a cloth and also not

well organised. All teachers displayed few bookghair tables.

The location of the teachers’ tables at the bacRibfs and Jatty's classes made it difficult for
learners because they needed to turn around whetievéeacher was giving instructions from
his/her table. Also, having the resources on thebées far from the chalkboard was time
consuming because the teacher had to walk to tile ththere was something needed for the
presentation. Having the table in front of the staem seemed a better option, because it
reduced the walking distance for the teacher.

4.3.4 Distribution of resources in multigrade classrooms
In this section, the focus will be on the provisiminthe teaching and learning materials in the

four visited multigrade classrooms. This sectiors wsat considered during the setting of the
interview checklist, but through listening to thiartscripts of the lesson observations, | realised
the need to examine how teachers used the teaghdthfparning materials in the classes.
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4.3.5.1Supply of facilities in multigrade schools
The visited schools are supplied with the buildimggch accommodate learners and teachers.

The classes are also equipped with various itemswaed in the section on classroom
arrangement and organisation. In addition to thakejsited schools have photocopy machines,
a computer and a printer. Jatty keeps these migtetidner house because her school does not
have electricity. This makes her life difficult lzerse the secretary works during school hours. If

something needs to be photocopied, Jatty has tiohagoself.

The farm schools have a low income return due éopi@wrents who earn very little and cannot
pay the required school development fund which ettgphe schools in purchasing photocopy
paper. Hence, Bibi, Jatty and Shiwa have a semaesl for paper. Jatty identified the lack of
facilities as one of the problems that hamper #eeliing and learning process in multigrade
settings. Following is her wish:

If 1 can have more, like the schools in town; thga have access to copy

machine and the things that you can, things thatgen do your work faster you

can give more homework, you can. Ah | can, if t heve could have had the

luxury. Shall I call it luxury or is it too much geired from? If you do now | have

to write on the stencils and we need just to rollifil just had the equipments you

know. Even if you have a computer now we do nat bage electricity, even if

you have a copy machine, you do not have elegtrigit can have a solar panel,

may be you can get someone to sponsor us a satat.pa
The school where Jatty is teaching has few resewrompared to the other three schools. If she
had materials and if all parents could providertbbkildren with the materials that are required in
mathematics lessons, she would not have spent lemding and borrowing these materials
between the learners. Learners are also forcecht® their attention to the teacher when they are
asked to assist others even when they were busyaohdssroom activities. This contributed to
the difficulty Jatty experienced in completing tlesson activities on time. Hence, she is of the
opinion that multigrade classes must be equippéld msources. This qualifies the claim made
by various researchers (Lungwangwa in Little, 199#4d Little, 2001) that teachers are
concerned about the availability of human capitalvell as the teaching and learning resources

in their schools.
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4.3.5.2Distribution of resources in teachers’ classrooms
The visited classrooms have sufficient teaching &eakning materials. These included

chalkboards, cupboards, shelves, desks and noteed® They also have mathematics
textbooks, files, worksheets and other teaching kadning materials in their classrooms.
Jatty’s, Bibi's and Shiwa’s classes have enougltespp@cause there are only a few learners, but
Janet’s class has more learners and little spaoereTare also enough chairs and desks in all

classes and all teachers are provided with a eimaira table.

The chalkboards were used during the lessons tte vimmaries of the discussed topics.
Teachers also asked the learners to practice lingranswers on the chalkboard. At the end of
the lesson, Bibi, Jatty and Shiwa had a well dgaedosummary on their chalkboards. Janet had
very few sentences as she only used the chalklvdaed she was explaining, but did not write a
summary on it. None of the teachers gave learmeestime to be able to copy the summary. The
summary might have helped learners to review thekwaring their free time. It would also

have helped them to prepare for examinations.

The use of the chalkboard has a relationship vighseating arrangements because learners who
have to turn to see the chalkboard may develoguatiThis could hamper their involvement in
the lesson. The use of a traditional seating asar@mt thus may be suitable in a multigrade
class and learners could form groups when necessamyas done in Bibi's class. Even so,
teachers could find that they run out of teachinget because changing seating arrangements

and groups takes time.

The learning centres in Jatty’s, Bibi's and Shiweasses have various resources displayed but
they were not used during the observed lessonsnéesin all classes used textbooks to do their
exercises during the lesson. Shiwa placed the sharp at nearby unused desks where they were
accessible to all learners. Her use of glassesnashielped learners to keep the classroom neat
and also reduced learners’ movements during th&otesThe distribution and collection of

pencils and rulers which she lent to learners mdgoced the lesson interruptions. Jatty, who had
no stored pencils and rulers kept on borrowing éhgem the learners. Bibi’'s and Janet’s

learners had pencil cases with all the materia¢ziee in class. The use of textbooks in Shiwa’s
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combined grades where the same content is presémtall grades, caused confusion to the
learners. Learners were informed about the padgeowitthe teacher mentioning the grade from
where the activity was taken. Bibi, Jatty and Jameb gave clear information on the use of
textbooks, did not experience this problem.

4.4 Teaching of combined grades
4.4.5 Introduction
This section provides information on the teachifgnmathematics in the four multigrade

classrooms.

4.4.6 Planning for multigrade teaching
Planning is a core element in the teaching of mrdtie classes. This gives direction as to what

content is going to be taught, when it will be faiichow it will be taught, and the types of
activities which will take place during the teadhiand learning process. If planning is not done
properly, teachers will not have proper directiom lmow to use the teaching and learning
materials effectively. Poor planning may lead tooimpletion of the syllabus because there is
nothing directing teachers on how to organise thigest content/activities. It may also lead to

poor learning of what is being taught (Vincent, 92&d Berry, 2006).

The teachers observed recognised the importangganhing in teaching multigrade classes.
They all acknowledged the use of the mathematiialsys to do their lesson planning. Most of
the teachers were using the back and forth (Lat&i#moré, 2007) method of moving between
the two grades. They also appeared to use the basipetencies for the lowest grade and
extended these to cater for the higher grade eltdpics to be taught were the same for the two
grades, teachers appeared to compare the conttre gfades to see if there were similarities or
differences in the subject matter. If there wagytinformed the learners in different grade
groups. Their teaching of the same subjects witfer@int basic competencies satisfied the
common timetable approach identified by Lungwangwa.ittle, 2001). The teachers’ planning
to teach the same topic to combined grades alseesagwith the Namibian curriculum which
suggested the “simultaneous teaching” of the sampécd in multigrade classes (Namibia.
MBESC, 1996).
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The observed teachers appeared to have no choiceodifying the monograde materials,
following the curriculum model identified by Birc& Lally (1995) to suit their multigrade

classes. This was done in the absence of a muéagrarriculum. However, Bibi and Shiwa were
the only teachers who had a written lesson prejparafatty and Janet did not have written
lesson plans. The absence of daily planning superty (2006) who regards planning for

multigrade teaching as difficult than planning feonograde.

4.4.7 Classroom management strategies
The teachers’ role in multigrade teaching did nppear to be different from that used in

monogrades. In these classes, all the teacheredl#ye role of planners and managers,
controlling their classes in order to create a cainge learning environment. They also tried to
make learners understand by giving them tasks basdtie content taught. All teachers made
learners feel comfortable during the lesson by mkiarious jokes and speaking with caring
voices. By walking around, teachers could seeahening progress of their learners. They also
noticed the good examples and mistakes made bgdineers. Where problems arose, they were
handled very carefully by satisfying all partiesdanelping them understand why a certain

decision was taken.

The teachers used very similar responses to thakes made by the learners. Once they noticed
a problem amongst the learners, they correctedaasidted individual learners first before they
informed and alerted the rest of the class abautsdime mistake. This was done to avoid the
recurrence of similar problems. Even so, it wag/ vare for Shiwa to assist individual learners

in the same ways as Bibi, Jatty and Janet.

Teachers also had different ways of managing ttiegses. Jatty, Bibi and Shiwa called learners’
names when they realised that they were not foligwesson instructions. Shiwa also stopped
teaching at a time her learners were arguing oy@Emato assist them reach an agreement. If she
noticed her learners making mistakes, she inforthedvhole class to prevent them from making
the same mistake - without assisting the individeainer. Janet walked to a learner who looked
as though he was not following the lesson and tetkeéhim. She first assisted individual learners
before she informed the whole group to avoid makimggsame mistake or to correct them if they

had already made the mistake. Jatty and Bibi méeeddividuals, pairs or groups to assist and
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moved on without informing the rest of the clas®wbthe problems experienced by other

individuals, groups or pairs.

However, the monitoring of discipline was not pbssiin all classes because when the teacher
was giving individual assistance to one learneerg¢hwere always some learners who were
chatting in Bibi’s, Jatty’s and Shiwa’s classes mhiearners seated in groups or pairs. Learners

in Janet’s class were not chatting, but they wéagipg with their toys.

Despite all the above mentioned activities, theeabs of enrichment activities in all classes
caused some learners who had finished earlielatd giaying around. Jatty, Bibi and Shiwa did
not mention this, but the problem was observedlivisited classes. During the interview, Janet
confirmed that she has a problem with setting ujicement activities for learners at different

levels. This is how she expressed her feelings:

| got a lot of children in Grade six that works yeguickly. And then 1 think ok,
this is today’s work that | am do[ing] and thenefhalf an hour they all finished
with the work already. | mean now | quickly rush arfid get something extra to
keep them busy. There are some that work much sldowe | need to keep
everybody occupied all the time. [It] is quite hifiit but they work, there is no
problem but if they finish, and then they starttthg.

Having learners spending much of their time doimg activities individually or in pairs during
the presentation indicated that some learnerseagetimultigrade classrooms became responsible
for their own learning at an early age. Most leasrdo not make a noise during these activities;
hence there were few disturbances during the les$brs means that teachers were also

“withitness” (Kyriacou, 1991) because they knew tas happening in their classrooms.

4.4.8 How do teachers teach the two grades at the sameng?
Janet, Bibi and Jatty taught their combined grasgmarately. Bibi and Jatty started with their

Grade fives. The Grade six learners were sittingttyuwaiting for the teacher in case of Bibi

and Jatty. Jatty’s learners were not attended rt@ flong period because she spent much time
giving information to the Grade five learners. latistributed worksheets to all grades at the
same time. When she started with the Grade sixéesrthe Grade five learners were reading

their worksheets. The waiting period for Janet wssd very effectively because learners were
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busy all the time. Shiwa taught the combined gragpone; hence, she did not have learners

waiting to be instructed because they were doiegtme thing.

Teachers had different ways of introducing thesstans. Janet and Shiwa used a common
activity for all grades during their introductiortsven so, Janet had a formal test with question
papers and these were marked immediately to reberdnarks which she used to compare her
learners’ performance and also to motivate thenw&had the multiples on the cards and used
these to ask for answers. Her learners did noevaritything during this activity and marks were

recorded for this activity. Moreover, Janet's wdyrecording could be most suitable as it gave
her the space to assist struggling learners ifetiséould be one in her class. She would also
know the competencies and the topics she could thedm on, based on the topics which

learner(s) failed in the speed tests.

All teachers revised their previous work beforeytlséarted with new work. Shiwa and Janet
started their lesson with learners doing drill eises, done by all learners regardless of their
specific grade. Shiwa gave the multiplication eisscbefore learners started with the daily
lesson. Janet also had a written exercise on threbf@sic operations. Jatty and Bibi also revised
their previous work during their introductions virewing previous work. Bibi's learners very

quickly remembered what they had done previousheyTcould also identify the pages from

where the exercise was taken. This was not the ina3atty’s class because her learners could
not remember much from their previous lessons.spleat much time revising the previous work
with them and ended up revising the whole lessomfthe previous day before she continued

with the new lesson.

The visited teachers all combined two grades inadagsroom. Shiwa taught the same content to
all learners without differentiating their gradéatty, Bibi and Janet shifted from grade to grade
depending on the group which finished or which mekedttention at that time. Hence they kept

on reiterating the grade which they are givingringions to. This was done based on the content
the teacher was teaching as well as the groupitesivdone during the lesson. Learners were

therefore given time to complete their tasks whilee teacher was involved in direct
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communication with the other grade or group ofneas. Following is an excerpt from how Bibi

described his teaching:

| say listen, this time for this group, this tifog this group. Depends on what
type of task can | also give to the other group.kfiow this task that | give to the
Grade five group will take about the whole peritten | know | do such planning
also, this task will keep them busy for the whagaaal in individual or in pairs
two or two together or in a group | gave more téskthe Grade six for instance
to do discussion and controlling to find the problareas and discuss it again
and give them a task to do. So, that is my appraasfards it depends on what
type of work | am busy with, with which group | diemore time for discussion
than | give the other group. That depends on tis& that | give to other group.
And as today | take | give them both to balance yes

All teachers considered the multiplication tableaare of mathematics. Bibi and Shiwa did not
give multiplication activities, but they informedie learners to remember the multiplication
tables during their study times. They kept on mafgr to it during their presentations. Jatty
considered the multiples as a very sensitive aeeause to her, learners always struggle to learn

and use them during their calculations. Bibi alsminded his learners to know their timetables.

The teachers all ensured that their learners utwtershe terminology during their presentations.
They also paid much attention to procedures andtegfies used to find the solutions to
problems. Jatty’s and Shiwa'’s learners were intceduto terminologies for fractions. A small
element of vertical integration of reading (SimmoA993 and Namibia, MoE, 2006) was
experienced when learners were required to readefiritions of some concepts written on the
chalkboard. Janet's Grade five learners were alkbto master the procedures for using the
operation on expanded notation and the Grade amdes were taught to use drawing strategies
to solve word problems. Bibi taught his Grade si#®s terms in multiplication and division,
while his Grade five learners were taught to madteision using one and two digit divisors.
Learners in Bibi's and Janet’s classes were quocggrasp the content taught and these teachers
did not experience many problems in presenting teesons because their learners could follow,
and demonstrated progress in their work. The leart@ok part in the lessons and finished
sentences with their teachers during the presentaiihey also assisted and corrected their

teachers when they left out some information dutirggpresentation.
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Shiwa and Jatty taught the same content duringr tlesisons. By looking at learners’
participation in these two classes, learners ity'3atlass took a long time to grasp the concept
of equivalent fractions. The teacher was explairmggin and again, but they could still not
understand or follow and answer the questions. &kilearners participated more than in Jatty’s
class. This related to Shiwa’s slowness in compigtier work. She may have been slow, but she
made sure that the learners understood the prasiegiesson before she continued with another
lesson; while Jatty was rushing to complete thé&abuyk but actually sense her learners did not
understand the content well. During the observatiatty was forced to re-teach the content she
had presented on the previous day because leatoeld not answer the questions which she
posed during the revision of the work, even thotlghsummary from the previous day’s work
was still on the chalkboard. As a result, she exvihe content of the work which was already on
the chalkboard and adapted her plan of how to coatwith the work after this hiccup. This also
shows the continuous planning on the teacher’ststdause Jatty was forced by the situation to

deviate from the activities she had planned touting that period.

Janet and Jatty had enough copies of their aesvitfor all learners in each grade. These
activities varied from grade to grade. The Grade fvorksheets containing the fractional wall
were distributed to Jatty’s learners. She keptxpilagning the diagram over and over, and also
told them what they were required to do. Learnezsewistening to her, but it took them time to
grasp the meaning of the diagram so that they caonkiver the verbal questions, despite the
repetitions and reformulations of these questibtes. Grade six learners were given copies with
instructions per question for them to answer inrtheoks. The copies were returned to the
teacher for future usdatty gave verbal instructions throughout her lesBut Janet’s activities
for all grades had clear instructions and learmeree told to read and respond to the questions.
Janet walked around assisting learners who expmrieproblems in completing their work. Bibi
and Shiwa had no worksheets. Their learners wéeereel to a page in their books from where
the activity was taken. Shiwa also gave the insiwas for her first activity verbally, but in

various steps.

Janet, Bibi and Shiwa had very clear instructioos learners and the activities were done

without hesitation. Obviously, the activities withitten instructions were easy to supervise and
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the teacher had time to assist the individual keaor groups. But the activities without written
or clear instructions took time to be completede Thachers also spent much time explaining
over and over and less time assisting the resthefdgroups. The unavailability of printed
activities as well as the lack of written instrocis can affect the visual learners who need to see
in order to understand the instruction. In additionhis, the teacher-learner relationship can also
play a big role in learning. It could have beendhse that learners in Jatty’s class were afraid of
asking the teacher to repeat the questions. Aswdtre¢hey kept quiet, waiting for her to repeat
herself in order to respond to the questions. Athe above shows how equity and quality have
been neglected as educational goals (Namibia. ME2G3). In all observed lessons, teachers

tend to disagree with Berry (2006) because theytinaelto assist their struggling learners.

4.4.9 Teaching strategies
The participants in this study used various teaghinategies to teach mathematics in multigrade

classrooms. They tried to guide and help learnerkearn. They also practiced the lecturing
method, when they were clarifying issues to theness. This was then combined with various
strategies such as group work, peer tutoring, awlvidualised learning. According to Little
(1995) peer tutoring and individualised learning #ne most effective teaching strategies in
multigrade teaching.

The teaching approaches varied from one teacheanwther. Despite the pair seating
arrangement in Shiwa’s class, the lesson was pegsémough individualised learning. Bibi and
Jatty had pair or group teaching, based on thetigmesnd answer method. Janet used an activity
based learning strategy with individual learnersllgboration she used was during the time
when learners were marking their scripts aftervtlaem-up activity. The rest of the lesson was
purely individual with learners doing individual eaxises, and approaching the teacher when
they had questions. She also used the discoverpimgamethod especially with Grade six

learners.

All teachers demonstrated part of the lesson duttiegr instruction, by using chalkboards or
notice boards in the cases where the teaching asgdalveady displayed. The relevant groups of
learners were requested to look at the demongtrgtio them to imitate. Jatty demonstrated how

Grade five learners can find equivalent fractiogaubing the fraction wall. She also showed the
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Grade sixes how to write the fractions in symbolsew given expressions in words. Janet’s
demonstration indicated how to solve a word problgndrawing pictures to the Grade sixes,
and the Grade five learners were shown the vargiaps in calculating expanded notation
involving decimal numbers. Bibi demonstrated thecedure on division with two digit divisors

using whole numbers to the Grade fives, and taoghtiplication terminologies to the Grade six

learners.

Multigrade teaching is believed to be successfubiious methods such as peer teaching, group
work, and individualised learning are taking pldtétle, 2001). These teachers used various

methods to teach their classes. Bibi and Jatty gsmap work and peer teaching in their lessons.

Bibi motivated his learners to sit in pairs whilatty had groups of five to six learners. Jatty

grouped her learners in small groups so that shiel@o around instructing these small groups.

She also used the learners in groups to explaihase who did not understand, while she was
attending to the other grade. A little practicgoeér group was found in these two classes. When
interviewed, teachers explained why they had chosevork with or without groups. Following

is an excerpt from Jatty’s interview.

The group works at the certain group. There itasiest to work with the groups

so that now | explain to five to this group andltg that group again. | think that

is more suitable to work in groups with the Gradee$ and the Grade six

learners and then as a whole.
The above-mentioned lessons seem to support Birdtaly (1995) and Little (1995) who
stressed that successful teaching in multigradesekcan be gained through the use of group

work and peer teaching.

Shiwa preferred to do direct teaching because s dot have time to deal with groups.

Following is her explanation of how she teachescoenbined grades:

| do mostly direct teaching; | don’t do more indiual explanation because | am
already having a hard time covering the curriculdostly, | am at the front
giving them examples, having them do their ownkiwglaround seeing how they
are doing and then moving on to the next topic.
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In addition to Shiwa, Janet also sees group worknas consuming. She gave the reasons why

she does not use group work:

| know it is probably against all the policies duiound group work is just a bit
chaotic. The ideal group work is fine but critigall found it difficult because you
normally get one person doing [all activities]. Evthough you try to encourage
everybody to take part,it is quite difficult.
Although Shiwa and Janet did not use grouping ®irtkessons, their method of individual
learning also seem to work in multigrade teachingny view, learning took place especially in

Janet’s class where learners indicated the sdiisfiain solving the given problems.

Although Janet, Bibi and Jatty combined their t&aglstrategies, they kept on shifting between
the grades, and gave the work to one grade belfene left them to move to the other grade,
depending on the content they were teaching. Tdrises with Beukes (2006) who stated that the
selection of teaching strategies depends on thedulo be taught as well as the environment

where the learning is taking place.

In observing the multigrade lessons, one couldhsme teachers sometimes played the role of
facilitators, which is an element of learner cetitreaching. Learners were also willing to assist
others. Bibi’s learners helped each other durimgléisson by calculating together. He also asked
them to give their answer in pairs. Jatty’s Grade kearners were motivated to show others how
to find equivalent fractions on the fraction chaifbwever, during the interview Bibi and Janet
felt that learner centred (LCE) teaching is nottahle for multigrade teaching. Their lessons
appeared to be more learner centred than Shiwdathds lessons. But they claimed not to like
and use the LCE approach. These teachers seern nntlérstand the learner centred approach

which has an implication to their selection of noeth of teaching or teaching strategies.

4.4.10 The use of language in multigrade classroom
The languages taught at all visited schools wergadns and English (medium of instruction)

even if the communities spoke African languages. ASskaans and/or English speaking
teachers, this made it difficult for them to assesirners that do not understand the explanation

in the medium of instruction. In some cases, leart@ve no choice because their parents
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decided that they should attend Afrikaans or Ehgéishools. Following is how Jatty expressed

her feelings about the parents’ decision on thguage selection:

It is important [for teachers to] be able to commuate in [learners] mother
tongue and the child begins to cope. Because thattihwe parents’ decision; not
to have a mother tongue here but to teach in Afmisa The two languages [are]
Afrikaans and English. All the learners are Khoekdpowab speaking.

To her, learners have problems of reversibilitysuse they do not learn the number concepts in
their mother tongue. Most of time learners confubednumbers like 17 with 71 or 23 with 32.
This is because in Afrikaans, the number is reathfthe units before you mention the tens
which is not the case in English. Janet also ndtibe learners’ problem with reversibility of
numbers, especially in learners from Afrikaans Ep&p schools. To her, the reversibility

problem can be carried through up to higher grades.

One of the boys that came from an Afrikaans scthwilbsay 56 but he writes 65.

That [is] one of the most difficult things. Learsazan’t think in Afrikaans. They

are not too bad with it. But there are some thatidie up with the given answers

sometimes.
All teachers asked some learners to explain theegas which were not well understood in their
mother tongue. In addition to this, Shiwa also ukesEnglish — Afrikaans dictionary to look up
words because she only speaks English. This appeées a good practice because the teachers
make it possible to communicate with learners iffiecknt ways. Bibi would like teachers to
explain in the language which learners understaglt] ut it needs to be done with care because

of the language policy. This how he feels:

If you are bilingual then you can address problesmsas better but with great
care. You know that stick to the language policyvolnere it is really a problem
or needed, change to another language to discussgribe and back to English
and then give them the correct vocabulary.
However, Bibi questions the language policy whicanaated English to be the medium of

instruction at the level he teaches.
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4.4.11 Time management/ timetabling
All teachers had school timetables in their classesl they confirmed that they follow the

general school timetable. Teachers also deviata tiee planned timetable to suit their needs.
The observed lessons were longer than the usual itidicated in a timetable. Teachers also
tried to balance the time equally between two gsaslhin the allocated time of forty minutes

per lesson.

The time of presentation varied from teacher tahea Janet's lesson took fifty-four minutes
and nineteen seconds. Jatty’s lesson took onedrmautwenty minutes, Bibi taught for one hour
and Shiwa’s lesson took one hour and twenty mindesva had a double period with a thirty
minute break during the lesson. Bibi had one pebiatthis lesson was extended unknowingly to
suit the researcher, and this was not communidagéare the lesson observation. Janet had also
a single lesson but it exceeded the usual timeusecthe teacher for the following period was

not there.

The extension of lessons affected the next lesbenause teachers could not finish on time for
them to move to the next class. Janet's Grade finggb an Afrikaans assignment during the
lesson which was affected drastically because érarnvere not released on time. Shiwa
happened to finish almost on time, but much oftimee was spend on the introductory activity

as well as the revision of the previous work. A®sult, she did not have enough time to teach
the new content. Jatty had two periods for mathesébllowed by a single period of English.

She blocked her time and used the English peri@diaplete her mathematics lesson. Following

is her experience on how she deals with the tinhetab

In the morning when | look at the syllabus | ant gisna do maths before break
and then after break we gona do English. Tomorra@wgenna start with science

and then we gonna do maths. We do it like that dlkat is why | am trying to do

it in one period because it is only 20 minutes @eade six and 20 minutes for
grade five. So, we have to plan to get in as mgcyoa can in the 20 minutes and
then we have to consolidate that.

In the light of the above quote, Jatty justifiedywdhe taught mathematics in three periods as
well as how she occasionally deviated from timetalhis is one of the approaches suggested

by the Namibian mathematics syllabus for Upper Brimas well as the Namibian multigrade
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grade teachers’ manual. Even so, the teachingailoeated to the Mathematics syllabus was not
honoured in this case because the teachers taughidnty minutes instead of the forty minutes
which the curriculum suggests. Therefore, the tihese teachers spend on work depends on the
capabilities of the learners, although it is difficto decide what all the influencing factors are,
due to many obstacles one can come across durgsgrs. Shiwa therefore suggested that
careful time management is required for teachersoter the classroom activities during their

multigrade mathematics teaching.

Kyriacou (1991) noted variations in time managenwmew and experienced teachers. But a
critical look at the time variations in these lassoand the time allocation in the curriculum

indicated the need for a revision to time alloaatiso that multigrade teachers have a specified
time allocation in the curriculum for basic eduoatias for monogrades. This would reduce the

amount of disparity and confusion among the mudtigrteachers regarding time allocation.

4.4.12 Learners’ involvement in multigrade teaching
Kyriacou (1991) suggests that activities be edoocally effective and maintain learners’

involvement. In all classes, learners were givetiviies which were related to the basic
competencies selected for that day. They spent roticheir time doing exercises, answering
guestions posed to them and responding to theih&a instructions. Bibi’'s, Jatty’s and Janet’s
learners were involved in writing some activities the chalkboard. Janet and Bibi also
requested that their Grade five learners explain tieey solved the mathematical problems on
the chalkboard, while Jatty instructed the Gradessito read the fractional word expressions
loudly before they wrote it in fractional forms. dr@ers were also not just passive listeners; they
took part in managing their classrooms. When traicad a noise coming from their peers, they
told the noise makers to keep quiet.

In Bibi’'s, Jatty’s and Shiwa’s classes, learnersemetoring their peers. Janet's learners were
doing individual exercises. There was evidenceeafriers listening attentively especially in
Bibi's and Shiwa’s classes. At times, they finistied sentences with their teachers because they
knew what would happen next. They also correctedntiistakes that their teachers had made
during lesson presentations. In addition to thenieg routines, learners in Shiwa’s class took

part in distributing pencils and rulers to theiasdmates while she was sorting out the learning
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content. Those who had blunt pencils were busypsmang their pencils during this time,

preparing themselves for the lesson activities.

The multigrade learners are challenged by the prolidf not receiving full attention from their
teachers. These learners came from different baokgis. Some have self-discipline while
others need to be supervised all the time througthaulessons. Sometimes they lose control and
start talking to each other in the classroom. Tioeeg learners in these classes need to be
motivated to learn individually, to be on their ovand to become responsible for their own
learning at an early stage. They also need to fmened about the advantages of being in a
classroom so that they can learn to discipline gedwes during the lessons. Since there is no
time left for general issues during the lessonstdueying to complete the prescribed work, the
Life Skills and Guidance teachers need to play @ rfole in making learners realise the
importance of education as well as the need togtigntion to school work throughout their

schooling.

4.4.13 Teachers’ support from the regional or local schoomanagement
The teachers indicated the need for ContinuouseBsainal Development (CPD) in teaching

multigrade classes. Although there are regionaligaly Teachers (AT’s) for Lower Primary
schools and for various subjects from Upper Printarthe Secondary Phase, these AT’s rare
visit the multigrade schools to give assistancac&iindependence, teacher support has played
an important role in teaching and learning. Howewene of the teachers knew about regional
initiatives of training programmes for multigradeathing. Teachers meet regularly in cluster
meetings, but they hardly discuss issues pertaitonghis model. In many cases, they feel
isolated as there is no one to share with the gralie problems at cluster, circuit or regional

level.

Jatty is the only teacher in her cluster who teaaghathematics in a multigrade class at Upper
Primary Phase. She knows some of her colleagues halie the same problems, but these
teachers do not even belong to their cluster dhéa region. Teachers in her region who have
multigrade classes in the Upper Primary Phaseramhier clusters. This makes it difficult for

her to consult with these colleagues because theythave common activities. In many cases,

if the high officials come to visit the school, yheo not define the purpose of their visit.
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As | told you the visitors were here but then ihdb know what their mission was.

| do not know what they have accomplished now. @ieeynot come back to us. |

think they were in the process of drafting somethar multigrade as a whole.
Even if the multigrade teaching is not prioritiskey the regions, some teachers used to assist
each other at school level, sharing their expegsrand the difficulties of teaching in multigrade

classrooms.

Among each other, we are talking about [multigradefave a problem we talk
during intervals or come together and say how cahdllenge that? What can |
do? How can | solve this problem? Just internaMo activities going on at
cluster, circuit or region. They came for a workghand they do not mention
multigrade teaching. They are handling us as ifanesingle grade.

Teachers indicated different needs in the teacbfrgpmbined grades. They talked about issues
relating to multigrade teaching with other teachargheir schools. At cluster level, teachers
discuss mathematically related problems, but nanuitigrade classes because many of them
have no combined grades at their schools. Bibilde &cky to have some principals in her

cluster who have a multigrade school. If there r@blem, they share ideas and try to find a

solution.

| think we get support from, say here. Other cajlgss, it is a, we know what it is.
What effort it takes you to take care of such a<l&rom my inspector, there is a
lot of support from his side and [what is the Esgliof [‘Begrappe”]
Understanding for what happens in this class. | gsupport from this side here
also.

Janet, being an experienced multigrade teacherhalsotaught in combined grades for a long
time and has also taught multigrade classes ieréifit communities, indicated her contentment
in handling and teaching combined grades. Thisaallber to not seek support because she feels
that she can do better on her own with the assistahher principal. She also wonders if people

would be able to help her. This is how she put it:

| don’t know but to actually look for support isrpaps a different. But | mean
our principal has been involved with multigrade @lé years so many years what
| have been involved and so on, but | must sayeha really look for support
anywhere but no | don’t know where one would aslsfipport. So | don’t know
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what type of support they will give you becauseetbimg mathematics as well do

you need to keep the children busy. You need tgodothings really. | do not

really need something like the work sheet or somgtlke that, that can always

help.
The above-mentioned quote has revealed a littlernmhtion about teacher support at Janet’s
school. Although Janet’s school has no writtengyotilocument about teacher support at school

level, once they realised that there was a neei, fiey acted accordingly.

The new teacher came in and after the first weelsave that she couldn’t cope

with the combination. It was just too difficult fber. Not the physical teaching,

but working out, getting the syllabus to connedl gou know to get all your bit

and pieces together. We took the grade two backade one class because that

teacher taught the combination for a long time ¢tmes and twos. And then she

actually sat and observed for three weeks only ltomas done and hear when

they gave lessons as well. But in the end we jpubties on their own, the two on

their own and then we combined the three and thesfo
Researchers (Kilpatrick et al., 2001; and Simma®893) indicate the need for teachers to have
good subject knowledge as well as knowledge ofctimeiculum for them to be able to teach
well. Janet’s school observed how new teacher®isuff multigrade teaching situations. In the
same vein, Bibi and Jatty also suggested that norated syllabus knowledge could be very
helpful when teaching combined grades. But teachees to assist each other and share ideas in

order to cope with the situation of teaching corebigrades.

4.5 The Namibian syllabus with multigrade teaching
As mentioned previously, the mathematics syllalsuspirally arranged. Jatty found the revised

syllabus suitable and manageable for multigradehiag. She even has an annual plan where the
content of all grades is displayed, showing theati@hship within the same topics. This
document ensures uniformity because if the chiétvds the school, then he/she will find other
schools doing almost the same content. She washalsioy that the syllabus was simplified by
removing some of the content. Shiwa has the sameahplan document, but Bibi and Janet are

not even aware of its existence.

Bibi has no problem with the syllabus content ashsand has never experienced problems with

it. To him it is well developed and they cope wiitln multigrade situations. Shiwa also has no
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problem with the content level, but she would ltke document to be arranged in columns so

that she can see all the grades at the same timeisThow she expressed her feelings:

It will be alright if a document that shows the des, side by side. The Grade six
expectations, the Grade sevens, you do not haflgptivom Grade six and then
you go look for Grade seven. If you can see a Bidside grade note and then
you know ok, this is the Grade six expectationsthigis the Grade seven instead
of just having to search it for yourself. Evert Wvill be with the grade five, Grade
six, Grade seven. These are the expectations, #reshe expectation, instead of
having all of the topics all of the topics gradeefi all of the topics Grade six.
Have the topic with the different grades together.

However, teachers support the combination of Gréigesand six which she is teaching, rather

than the combination of Grades four and five, ®ragid seven.

4.6 Teachers’ experiences of teaching mathematics in ritigrade classes
The teachers were asked about what they had achievaultigrade teaching. In an attempt to

respond to this question, they indicated their iraggs about the performance of some of
learners who really understand the purpose of detgpand they show a love of mathematics.
This made them feel positive about the teachingathematics in combined grades. This is how

Jatty narrated the situation:

There are learners that really understand what westaying to do. And there are
learners when you ask them which subject doeslitkesythey like maths. | mean,
that’s really something to in the dark, to be praafd | always tell them that if
you understand something, then you will be abldasomething. And then you
have to practice and practice.

Despite this, teachers measure their achievemeniigh the performance of their learners and

they would like seeing them progressing. This i Bibi expressed his view:

For me it is always good to see learner entereGiade, grade five and how he
or she develop towards Grade seven and when theyQrade seven on what
standard they are. And on what standard they gb watgrade 8 and from there
develop again and it can take it back to develspfaundation that was laid in
here in the lower primary, senior primary and thos@es. That is my
achievements.

In addition to Bibi, Shiwa also feels motivated wlghe sees the learners sayph! | now got

that!”. Moreover, all the teachers felt that learnersechéo have a well grounded foundation in
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order for them to do well in multigrade mathematessons. If this is done, there will be good

progress in learners’ lives. This is how Janetsfeglout preparing learners for mathematics:

We have a little boy that came from the primaryosthhe could not read and
write. We really work with him and in the Grade es®vhe got an A for his
mathematics. Every year, we have an A averagehtontathematics paper in the
Grade sevens. So we work hard [and] the kids dd. vibey were actually lot of
kids that have 90 plus whatever for the paper.
This has indicated that the success of learnersritspon him/ herself, as well as on the teacher
who teaches that specific learner. Success is mgtwhat Janet experienced, as she also had

learners who battle with the subjects.

If you build up properly with your with your primaischool, that makes a big
difference. If your teachers do everything in Grdde, 3 and 4; then you just go
to keep building. It is not like you have to s@amwhole new house.

In addition to that, teachers indicated the needrialtigrade workshops where they can learn
more on how to handle multigrade classes. Teadhsrs indicated that to be a good quality
multigrade teacher, one has to be positive andméted in order to overcome the difficulties.

They also indicated the importance of reading nadreut multigrade teaching approaches. This

is how Bibi explained the situation:

| try, | read about a lot of approach in multigradBut then further I think it is

together with the knowledge of that you have ledrinem others experience. My

positive attitude about multigrade, good planningedther with it and also my

knowledge about the subject, | must know the subjec
The teachers’ positive attitudes and their williegse to teach mathematics in multigrade
classroom support Vinjevold & Schindler (1997) hexmthey noticed an increase in teachers’
attitudes towards multigrade teaching. Teachersals®@ in need of workshops which | believe

should train them on different methods of teactind handling multigrade classrooms.

4.7 Challenges facing the multigrade teachers
The teaching of multigrade classes is a challeagedst of the teachers because not all of them

were trained to teach in multigrade classes. Teadkad to teach these grades by trial and error.
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(Little, 2001). The teachers indicated their wijjivess to learn more about the subject, so that

they could be able to assist the learners moretefédy. Bibi articulated it this way:

It is about new ideas. | always try to learn morighwhe multigrade teaching. We
come together, talk to each other. In the clusésel, not really. That is only at
subject level not in combined classes. Sometinmessifeally a problem then we
discuss it and even discuss it with another priakcypith multi-grading.

According to Vincent (1999b), Thomas & Shaw (199)d Little (1995) there is a need for
CPD activities such as workshops and support #éietsvior multigrade teachers. Shiwa needs
support on how to handle a class with learnersftdrdnt abilities. She indicated her frustrations
in this regard: It is frustrating because, the students are nothat level they should be and
because you have to cover all this materials, ymt feel like you are up against a mountain

She even suggested that multigrade teaching beshbdl

Being isolated, and not having anyone to share #geriences of teaching mathematics in
combined grades, the multigrade teachers’ situatauthenticated the observation done by Little
(2001) in realising the need to form clubs whereytiban share their difficulties. In Namibia,

these clubs could also be utilised to find solwida some of the problems encountered in

teaching combined grades.

Most of these teachers experience the problem @fiiacg or purchasing teaching materials
because the parents cannot afford to pay muchrinstef the school development fund. Janet
indicated that the former white administered sch@wke well equipped because of their history.
This was supported by Amukugo (1993) who identitiee disparities in funding schools before
the Namibian independence. These problems wereddeied over up until the present. In the
schools where there are insufficient resourcestehehers spend too much time in management

and the sharing of the resources between learfiBiswas mostly observed in Jatty's class.

4.8 Conclusion
This chapter has covered the data collection aatysis of the four lessons | observed. By doing

so, | noticed that teachers have different way®rmguring successful teaching in multigrade
classes. This is done through proper planning,kethgavhether the learners have understood the

previous work, through revision of previous workthere are issues which were not grasped
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captured well, teachers usually repeated the pusviesson before they started with the new

lesson. In many cases, this led to the changinieoflaily planning.

Learners in all classes might experience probleoring the end of year examination if the
annual work is not covered. Moreover, the prefegeotteachers for the Grades five and six
combination seems to be well based because thaseets will still be in single Grade seven
classes where they will be given more individudkmtion to prepare for the mathematics
external examination taking place at the end ofptin@ary schooling. If this were not the case, it

could lead to a poor performance in the nationahgration.
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CHAPTER 5
CONCLUSION AND RECOMMENDATIONS

Finally, the concern for equity should be mentiometh the preference being for
equity and not equality in the Multigrade contdrtterms of equity, Multigrade

Teaching deserves to be treated as a special foredwecation requiring more

resources, particularly in teacher training, segga@rriculum provisions and

particular governmental and community support. iflfigrade schools are treated
equally with other schools, they cannot be expettedchieve their educational
goals (Birch & Lally, 1995, p. 10).

5.1Introduction

The Namibian education system is aiming at reacl@dgcational goals of “access, equity,

equality and democracy” (Namibia. MEC. 1993). Theltigrade teaching is taught by teachers
which have less or no qualification in multigradadhing. They also have various problems
ranging from the combination of two or more gratteack of resources. This therefore gives an
indication that the fair treatment is not done @mnts of multigrade teaching in Namibian

education system.

In this chapter, | present the major results arldesements of the research. Firstly, the chapter
deals with an overview of the key findings. Secgnthe chapter attempts to present the findings
showing where both good practice and multigradehieg challenges have emerged from the
data, and also suggest areas of further researicivestigations. Finally, the chapter deals with

the potential value of the study, its limitatiomslahe final conclusion.

5.20verview of key findings
In this section, | present a short summary of thg kndings. The study has found that the

observed multigrade teachers combined two gradesenclass and their teaching is organised
according to the planned school timetable for d#fifé grades. The multigrade teachers
confirmed that they do not get assistance fromratdacational offices. However, some of them
assist each other at school level. Teachers usad rfionograde pedagogical knowledge to
handle multigrade classes and they are not recemmny assistance on using the grade specific
syllabus to plan and teach multigrade classes. Whs possibly because none of the observed
teachers was trained to teach in a multigrade rdass However, most of teachers were able to

identify the common topics in the syllabus and lelem simultaneously.
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Teachers adopted the common timetable as an appodaeaching multigrade classes. Jatty,
Bibi and Janet presented the different contenhétivo grades while Shiwa taught the same
content to all the grades. Shiwa seemed not tevlin multigrade, but seeing the class as
consisted of learners with different abilities désphe grade differences. The syllabus analysis
indicated that the same topics are spirally coveredall grades, with the exception of
percentages, which is done in Grade seven onlythigmreason, using a common timetable to
teach multigrade classes was a relevant strategyekker, the syllabus also suggests that
teachers use subject integration, or teach achessurriculum (Namibia. MoE, 2005). None of
the observed teachers integrated mathematics withr subjects, although some cases of
contextualisation were observed in Janet's cladse Tact that they are not using other
approaches; which can be used in teaching muliégtadching, such as the Integrated Day
(Namibia. MoE, 2007b), Subject Staggering and Subfgrouping, (Lungwangwa, in Little,
2001) has indicated that they seem not to know béfective cross-curricular teaching is in
multigrade situations. Bibi claimed that he keptreminding the learners about cross-curricular
content, but if they had grouped the same contemh fdifferent subjects and taught it in the

same lesson, it could have helped to reduce tegcinie.

This study has also revealed the need for CPD @cdhtent of mathematics as a subject, as well
as on teaching of this subject in multigrade clasSeeachers used strategies such as peer
teaching, group work and individual learning, whggem to assist them in handling multigrade
classes. But, the lack of knowledge and expertisdeveloping enrichment activities can also
cause disciplinary problems such as noise, bedaaseers who finish earlier, especially as was
the case in Bibi's and Janet’s classes, startiolgatind playing with their toys while the teachers
were assisting those who were not finished. Evendh learners were not allowed to play with
their toys during the lesson, they did this whitecking that the teacher continued working with
others. During the interview, Janet revealed thedrne learn how to plan carefully and include

enrichment activities for her learners who sometifin@ish early during her lessons.

Although multigrade teaching exists as a resulthef national response to the four educational
goals of: access, quality, equity and democracyr(ide@. [MEC], 1993), the system seems to

fail to provide equity and quality of education &l learners in schools and specifically in
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multigrade classrooms which need special attentmoterms of the supply of teaching and
learning materials for them to excel (Birch & Lal©Q95). The mathematics syllabus is indeed
suitable for multigrade teaching. The use of thmnograde syllabus in multigrade teaching by
the teachers in the study has indicated that lestmeve access to the same content despite their
geographic locations although they do not have sacte utilise the allocated teaching time as
per curriculum. However, the lack of human resosirte assist the multigrade teachers; the
difficulty in reaching multigrade schools; as wal the lack of other teaching and learning
materials has indicated that the quality of thetepnhin multigrade classes may be inequitable.
This quality also appeared to be further reduces tduthe lack of multigrade teacher training
activities. In many cases, this resulted in poappration as well as poor presentation of

multigrade lessons.

5.2.1 Good practice in multigrade teaching

Multigrade classroom is labour intensive and regfiirmore planning,
collaboration, and professional development thae titonventional graded
classroom. Insufficient planning, staff developmemntaterials, support, and
assessment will have an impact on the success tifgrade teaching (Little,
2001, p. 11).
Although the teachers struggled to cope with matte®s multigrade lessons, some good
practices were identified. During planning, thectears started with the lower grade syllabus and
used the higher grade in the same combinationgdlsesimilarities and differences between the
two topics. This indicated to the teacher whateaw/ o the entire grade and allowed the teacher

to put more emphasis on it.

The study revealed that teachers have differentswafyteaching mathematics in combined
grades. Some teachers seem to have used “quasgraded, (Little, 2004) because they
alternate in teaching two grades. This strategy tmaysed very effectively if it is carefully
planned with all learners occupied meaningfully ta time, and there are few disturbances.
Some teachers used the “whole class approach” (BSrd_ally, 1995) while others used a

combination of “quasi-monograde” and whole clagzrapach to handle their multigrade classes.
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Introducing lessons with a common activity forglades seems to be a good practice because all
learners are occupied. Learners are motivated t& wmagpairs, in groups or to teach each other.
Through this process, they learn to speak softthout making noise and disturbing others. It
also teaches them how to concentrate on a specifizity without being disturbed or distracted
by someone in another group talking. This helpsie@ to have an opportunity to be assisted by
those who understand the content as it was notddseme learners in Jatty’s Grade five group.
Also, teachers who teach specific grade contemidgsmeuch of their time teaching the lower
grades. This was evident from three of the lesdmtsause most of the time was spent on
teaching the lower grades. By doing so, teachasge build their relationship with learners in
lower grades and prepare them to master the cosra result, learners in higher grade became
independent, because they are mostly left on their and they can approach the teacher at any

time without fearing him/her.

Innovation and improvisation plays a large rolamaltigrade teaching. With limited resources,
teachers are able to find their way around usirg liftle they have to enable teaching and
learning to take place. They used the availablsscteoms to accommodate learners of different
grades, which reduced the walking distance between different classrooms especially in

schools with sufficient infrastructure and lessctesss.

Keeping the teacher’s table at the back of thesotesn provides the teacher with many
opportunities to deal with and assist individuald groups of learners without disturbing the rest
of the class. Teachers also have a view of the avhlalss when they are monitoring learners
doing their class work. Because the learners dosaetthe teacher, they are wary of moving
around unnecessarily, because they do not knowenatherteacher is or where he/she is looking.

In general, recording formal and informal assessmearks gives a good understanding of how
learners learn and perform. This indicates to teecthe type of content assistance they need to
give to individual learners during the revision exges. As a result, the revision of the topics in
which specific learners performed poorly, need ddyattended by those who need it instead of
the whole class. In multigrade teaching, this ghhi important because the teacher can single

out learners with specific problems in order tastdhem, and save time for other topics.
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5.2.2 Challenges
The study revealed that teachers have little kndgéeof how to handle multigrade classes. This

suggests the need for pre-service training on ¢ppiith multigrade classes. In-service teachers
could also attend professional development coussesiultigrade teaching. Teachers tend rush
to complete the grade specific syllabus and preleamers for the common end of term tests or
end of year examination. As a result, their prestgon of content is shallow, which seems hinder
learners in becoming mathematically proficient. Algahe observed teachers, Janet tried to link
the content to the learners’ real life situatiobgt others taught without linking the content to

learners’ real life experiences. This has an eftecthe subject because learners will not know

the purpose of doing mathematics as well as itomapce in their lives.

The curriculum for Namibian schools is designed foonograde teaching, but used in
multigrade teaching. This seems to be a challeadgkd teachers and learners because teachers
need to know the curriculum thoroughly to be aldeuse it in multigrade teaching. Lack of
curriculum understanding will negatively affect tlearners in their classes if the most important

information is left out during the curriculum inpeetation.

Although the visited classes have enough spacwiiting summaries for each grade, the time
seems to be insufficient to allow the learnersdpycdown notes. This additional information is
important to the learners in the absence of texkbobecause it would help in preparation for

tests or examinations.

5.3Recommendations
As stated in chapter 3, the results of this study mot be generalisable due to the limited

number of schools and teachers who participateétarstudy. In the light of this, the following
are tentative recommendations on the issues wlaeh Bmerged from the study:

* Curriculum developers should consider multigradecténg during syllabus revision, in
order to minimise the teachers’ work load - by ggvalternative ways of approaching the
syllabus during planning for multigrade teaching.

* Multigrade teaching needs to be recognised as #orofor teaching. It possibly even
needs to be taught in teacher education courses asnpulsory subject because one

never knows where these teachers are going to ptoged. In-service courses also need
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to adopt multigrade modules because even if piagtiteachers are not teaching
multigrade classes, they would be prepared to eamdiltigrade classes in the case of a
colleague being absent, or their teaching situatf@anging.

The mathematics syllabus which is used in schaolelevant to teaching multigrade
classes. But further studies need to be conductesgd how best the syllabus document
can be developed in order to simplify the plannmgrk load of multigrade teachers
without reducing the content which is currently luted in the syllabus. Hence, the
Upper Primary mathematics syllabus needs to beyseadl further in order to assist
multigrade teachers.

Resourcing of multigrade schools needs to be ingmovihey also need to receive
support from the regions to enable teachers togehémeir attitudes towards the teaching
of these combined grades. In-service training cao &e given throughout, so that
teachers can adapt their multi-dimensional rolemalsigrade teachers.

Although the syllabus has emphasised teaching witterstanding, not all teachers
practiced that during their presentations. Manl &ach mathematics following the old
routine of presentation, modelling and assessniems. then the responsibility of the
curriculum developers and policy makers to enshiat the needs of multigrade teachers
are met in full by the production of appropriatermula that acknowledge the needs of
pupils and teachers in multigrade classes. Theesystlso needs to provide as much
support and training as possible, which is laclahghe moment. Based on this, | would
like to support (Little, 2001), in stating that ‘ilymakers need to be aware of the
multigrade reality and then develop resource, ptamncurriculum, materials, teacher
preparation and assessment strategies, in collidnorsith teachers” (p 13).

Detailed information on how much learning was tgkplace was not obtained during
this study. Research is thus needed on learnegsigtion of knowledge in mathematics
multigrade classrooms. In addition to this, thenplag of multigrade teaching as well as
the involvement of parents in multigrade classesiado be researched.

Assessment used in Upper Primary is based on gess&®ent criteria that are stated in
the syllabus. As it was observed, the teachers tledssessment activities to promote
learners to the next grade. | would therefore ssgtiat a study need to be conducted to

assess the assessment practices in multigrade<lass
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5.40verview of the research process
This section provides the research overview. lieecethe lessons learnt on conducting research,

presentation and analysing of data, as well agdhbkzation of the importance of research in

Namibian education.

As mentioned in chapter 3, the interpretive panadigas used for this study. The importance of
this was the provision to have a better understandibout the teaching of mathematics in
multigrade classes. | observed and interviewed teachers and used the data for analysis,
mostly looking for patterns of similarities andfdiences. Although | had focal areas during the
observation and interviews, the massive amounttd that was collected had to be treated very
carefully in order to focus on my research questidy friendly way of approaching participants
helped me to cooperate with them, but | also olexkethical principles. | therefore noted the
importance of having a good relationship with tegearch participant, as this helps one to obtain

more information to enable one to understand thiestigated problem more thoroughly.

Upon completing the research process of data tmlte@and analysis, | had a much better
understanding of multigrade teaching, as well awhy teachers that used the syllabus in this
situation. | also happened to see the importanteeolinkage between the mathematics topics in
the syllabus, and noted some unnecessary revigidopas in different grades. The fact that
teachers do not know different multigrade teachapgproaches emerged during the research
process. They use the common timetable in thesoles and claimed to mention cross-

curricular issues during their teaching although ttas not always the case.

Through this research process, my knowledge inettas many areas: on the process of
proposal writing, planning research, searchingaiod choosing relevant documents to make up
the literature review, as well as the decisiongrenmethods of data collection. | also learned
how to conduct a classroom observation in genasalyell as the different methods of analysing
qualitative data. Although this was difficult foregthe knowledge | gained during this study will
help me to continue with analysing more educatigrralated data which will hopefully result in

the improvement of the Namibian education system.
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5.5Limitations of the study
The first and most important limitation to this dguwas my position as a research education

official and a mathematics curriculum developerisTproved to be a problem because teachers
were not at ease in allowing me to enter theiitteyr for data collection and this also led to the
withdrawal of one participant who felt | was colieg data which would work against her. | also
had problems during the analysis of the collectddrimation because | found it difficult to
disassociate myself from my role as a curriculuwettgper. This influenced my decision making
on the identification of good practice as well las tecognition of other methods that teachers are
using to teach mathematics in multigrade classes.

5.6 Conclusion
In this chapter, | have presented an overview efrésearch findings, taking into consideration

good practice as well as the challenges facing igralle teachers and learners.
Recommendations were made and | also presentedesBens learned during the research
process as well as the limitations of the studyN&mibia, the removal of multigrade teaching
might not be possible, but the ministry needs a fivays of assisting teachers to cope with the

challenges of multigrade teaching in order to aghidae goals of education.
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APPENDICES

APPENDIX A: Checklist for multigrade classroom obsevation

Checklist for the required information for casedston the teaching of mathematics in
multigrade setting

ogkw

. School level

Name of the school

Community characteristics

Who is financing the school
Number of teachers and learners
Combination of grades

The condition of school buildings

Classroom level

Classroom layout (furniture, the learners, chalkBberiting boards, notice boards,
display areas, windows, doors)

The type of group in which learners sit/work

Timetable used

Teacher activities and his/her behaviour

Teachers’ ability to teach mathematics in multigragper primary classes

Analysis of the lesson plans and the quality oivécts

Classroom observation: organization and manage(deatt whole class teaching, direct
one class with one class doing the holding actiwigtividual learning, group learning,
time on task); classroom atmosphere (relationseipvéen learners and their peer,
relationship between learners and the teacher)

Semi — structured interviews: teachers’ suppodghers’ view for teaching mathematics
in multigrade classes.
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APPENDIX B: Checklist for lesson observation

Key:
1 = Strongly disagree
2 = Partially disagree
3 = Moderate
4 = Partly agree
5 = Strongly agree
Item Ratings
No. Description 213145
1. | Isthe lesson teacher centered?
2. | Is the lesson learner centered?
3. | Does the teacher manage the time well?
4. | The teacher talking loud?
5. | The teacher talking to the whole class?
6. | The teacher talking to individual learner?
7. | The teacher talking to the individual group?
8. | The teacher talking to the pair of learners?
9. | The teacher prepare a lesson plan in advance?
10. | Learners’ independent?
11. | Learners assist each other?
12. | Learners behave respectfully to each other?
13. | Learners behave respectfully to the teacher?
14. | Does the lesson start on time?
15. | Does the lesson finish on time?
16. | The levels of talk acceptable to the teacher?
17. | The levels of noise acceptable to the teacher?
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APPENDIX C: Interview checklist

What teaching and learning strategies do you usgour mathematics multigrade
classroom?

What are the main things that support your effastbecome a good quality multigrade
teacher?

How do you organize your work (modules, topicschéiag, assessment, assisting lower

performing learners, promoting learners)?

4. What do you like most or enjoy in teaching combinsathematics lessons?

5. Are there any good opportunities in teaching mudiilgg mathematics classes?

6. What do you consider as the biggest challenge aohieg mathematics in multigrade

7.
8.
9.

class?
What type of multigrade support do you receive wédard to multigrade teaching?
What support do you need to improve your skillsnathematics multigrade teaching?

Do you think it is important for multigrade teactherbe bilingual? Why?

10.Do you think the mathematics syllabus is suitablenfiultigrade classes? Why?

11.What achievement did you have since you startedhieg mathematics multigrade

classroom?

111



APPENDIX D: Teachers’ profile instrument

The teaching of mathematics in a multigrade Upper Bmary classroom
TEACHERS’ PROFILE INSTRUMENT

Region: School:
Date: Time interview started: finishing time

1. Basic information about the teacher’s background/peparation

1.1 Gender: Male Female

1.2 Where (institution) did you graduate? ...........ccooiiiiiiiiiiii e e
1.3 What was your area of specialization? .............coiiiiiiiiiiiii e e e e e e
1.4 How long have you been teaching? .........cooiiiiii e e e
1.5 How long have you been teaching at this SChOOI? ... evivii
1.6 Experience of teaching in multigrade Class ...........cooiiiici i
1.7 Experience of teaching mathematics

1.8 Experience of teaching mathematics in a multigiddssroom: ...................coceeennee.
1.9 Age range: 21-30.........

31-40........
41 -50 ........
51-60.......

1.10 What are your present teaching duties, grades iohwou teach, subjects you teach?

List main teaching duties List grades in which yeach List subjects you teach

Thank you very much for completing this form.
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APPENDIX E: Letter to the regions

Enquiries: Loide N. Kapenda 27 May 2008
TO: THE REGIONAL DIRECTOR

SUBJECT: Permission to conduct research in your Regn

Dear Sir/f Madam

| am a part time student, registered with Rhodelwéssity (student no. 605K5458). | have been
studying for a half thesis master degrekathematics Educationsince February 2006. In order
to complete this course, students are required doduct a research in their field of
specialization, as a continuation of the coursekvaelame through the year 2006. Being a second
year student, | am therefore required to conduciira research which will involve multigrade
schools in your region. The study is about‘teaching of mathematics in a multigrade upper
primary phase”. This study aims to investigate teachers’ expegsrof teaching mathematics
in multigrade classrooms. Being a mathematics t&ach researcher and a chairperson of the
mathematics curriculum panel in the country, | anyvmuch eager to learn how these teachers
are coping with mathematics in combined gradesraerto guide the development of the
mathematics syllabuses in our education system.

| am therefore humbly requesting you to give memssion to use multigrade school(s) in your
region as my research sites for report, which | tnsudmit towards the end of this year. The
research activity involves mathematics teachershiag combined grades at upper primary
phase. These teachers will be interviewed and dbserved. There will also be an analysis of
documents such as timetables, lesson preparatosscheme of work, teachers’ annual plan
and any other educational materials which are agieto this study. During this data collection,
the research ethics such as the teachers’ and Isahoymity, informed consent as well as the
participants’ privacy will be observed. Teacherdl also be given chance to proof read the draft
of the report for them to verify their original iae

An interest in multigrade was aroused by my pagéition in multigrade steering committee as
well as the training of multigrade teachers whiatohducted in few regions. Should you have
any questions about this request, | can be comtaamtg062) 509000 ext. 9023 during office
hours or at 081 129 3101 after hours.

| am very much counting on your support and undedihg.

Thanking you in anticipation,

Loide N. Kapenda

EO: Research

Cc. The Principal:
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APPENDIX F: Interview transcript for Jatty

Interview transcript for Jatty

Loide

| tried to compile the the the the interview lisitwvaa some of the issues which are

mentioned by the textbook to be important for nguéide teaching. So like like the

planning. The way you plan how how do you plan, ldmwnn you use the informatig
from the syllabus to plan for multigrade. How daytbat?

Jatty

First of all | have the the Grade 5 syllabus and tan | have the Grade 6 syllabus

especially the the two grades which is combined. Arthen | see nnnn what what dg
they have in common. And then | start with that. Spthen | do the Grade 5 and the
Grade 6, the Grade 6 will be more advanced. But yostart with the, with the same
[pause] information. And then the Grade 6 you justdo the more advanced stag
according to the syllabus. That is why | am tryingto do it in one period because i
is only 20 minutes for Grade 6 and 20 minutes for fade 5. So, we have to plar
[pause] to get in as much as you can in the 20 mitas and then we have {¢
consolidate that.

Loide

Ok

Jatty

That is the [pause] why | am doing this. In Eglish also, and in science we hayv
similarities like in science you have water and inin Grade 5 and in Grade 6 you

have electricity. You have all these things. So Yogput them together and see what

has Grade 6 more that Grade 5 and | am trying to dat in one period. | am doing
Grade 5 work and | am doing the Grade 6 work in th& 40 minutes.

Loide

Did you ever may be try to block a time like thi®ming you deviate from the tim

table nnn this morning you just do nn one of thenimy you just do mathematics from

nnn from nnn seven o’clock when you start up toltesak, then the next day you do t
other subject?

Jatty

Yes, yes, yes, because the, these learnersbkerved that they are little bit slower
than the usual classes. But what | can mention, tgethey started to, to learn very
early that they have to work on their own in the chss. While 1 am busy with this
grade, they must carry on with their work. And while I am busy with this grade,
they must carry on with their work. But sometimes ike you mentioned I, | do
especially when like last trimester we nnnn for ths term we should have starteg
with decimals already. But because of the, the, thearly.

Loide

Rain

Jatty

The rain and the staff we are starting this timester with fractions only. So that, in
the morning when | look at the syllabus | am just gna do maths like you mention
before break and then after break we gona do Englis Tomorrow we gonna start
with science and then we gonna do maths. We, we, de it like that also.

Loide

Ok

Jatty

Mhhuuu

Loide

Nnnn. When you are planning, apart from plannimgfithe syllabus when you desi
your scheme of work and your daily preparationstheze any specific things whig
you take into consideration? For multigrade teaghin

Jatty

| should think yes. Because | know my learnes. And when | am planning | should
think there is Alberta. Alberta is a slow learner.She is in Grade 5, she is a ver
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Interview transcript for Jatty

slow learner and | have to accommodate her as wellcannot leave her behind. S¢
| have to do my planning to accommodate the slow dener as well as the middle
one as well as the fast ones. So | have to put iert@ain things. Alberta for this
morning, Alberta will just finish to, to, to paste the, the table and started to write
the things down. She will not be finish, but that'sfine, as long as she can do th
basic, as long as she has grasped the basics.

Loide

Nn how how do you normally teach the... more thandasses at a time?

Jatty

| is depending that amount of, is depends othe lesson activity so this morning |
have spend about ten minutes with the Grade 6 aneéh minutes with the Grade 5.
then | go back to see whether, to consolidate thdncome back to see whether..
and then so go from one grade to another all thertie it depends on some times th
Grade 6 they are very fine and they can handle sortimes things on their own and
then | have to spend more time with the Grade 5. Bause | have more slow
learners in Grade 5. It depends on [pause] the theontent of the lesson and the
content of the fact where | have to spend more ohe time whether is in the Grade|
6 or whether | Grade 5. but | in the planning | wil also know this morning | am
gona busy with the Grade 6 work for ten minutes andor 30 minutes | am gonal
busy with the Grade 5. so in the next plan so thelnl get more things to do

\1%4

Loide

What teaching strategies or learning strategiegodonormally use do you mostly use

teacher talk or group work or what do you normabg?

 a

Jatty

Nnnn teachers talk, group work, nnn sometimesndividuals that is not nnnn most
common. The group works at the certain group. Theret is easiest to work with the
groups so that now | explain to five to this groupand | go to that group again. |
think that is more suitable to work in groups with the Grade 5s and the Grade ¢
learners and then as a whole especially when it ca® to reading, when it comes t
English, when it comes to a language, we we we waaik a as a whole group and ng
as a specific group.

—

Loide

Ok! But you you always. How do you ensure thateéhsrsuccessful teaching [ ] in yo
mathematics multigrade classroom?

c

r

Jatty

Mhh The next morning when they come in, thent is the first thing that we do to
see whether you have understood yesterday’s workf hot, then we start again
that's why we, there it comes that's why we use thbefore break just for maths
because we now we have to deal with yesterday’s waand today’s work. So it is a
longer period of time. That's why [pause] and therwe also gona look at the hom
work. To see whether it is done. If they do the hoework then it is fine then we
carry on.

1%}

Loide

What are the main things that support your efforbécome a good quality multigra
teacher? Do you may be read a lot or you do aflobservation?

Jatty

Determination, percivience. Because sometimasis not [pause] it depend on the
content of the theme. If it if it is an easier corént it goes easier, it goes faster. But

it is a more difficult [pause] because one thing tht | really struggles, struggle with
is multiplication with a more than one digit. The he way they must write it, we are|
gonna spend more time with that, than the multipliation with one digit or division

with one digit. It is a [pause] and and then we da individually, sometimes, if one
learner understand then | will ask him or her to hdp another one. Especially the

—
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Interview transcript for Jatty

Grade 6, come and help the Grade 5s may be they Wilnderstand you better than
| do. Then they will try to explain. That is why we are trying to overcome with
some difficulties here.

Loide

Ok. Are you also monitoring your own teaching?

Jatty

Yes, via the results that | get and how theelarners respond [pause] aand [pause

something else that | must watch. Sometimes the &zers.

Loide

Ok. Nn you know [pause] You mentioned somethingualtlee planning by looking at

by looking [ ] at same topics. Did you also maytiyeto use to teach mathematics w
nnn the other subjects at the same time? While gintgip is teaching is doin
mathematics, the other group is doing social stadyther subject which you a
teaching at the same period?

Jatty

At the beginning when | came here, | tried tfat, but it didn’t work that good. |
have tried | have tried that. So whi While | am buy with the Grade 5 say work,

because then we did not do Grade nnn 7 yet, only @le 5 and 6 so | have to dp

Afrikaans, English, mathematics, Science, socialglies, all the subjects.

Loide

Mhhh

Jatty

And | tried that, but it didn’t work. Sometim es they get confused, while this grade

is busy with Social study and | am doing science h&e sometimes they mix-up the

information and the facts. So, | am trying to havemaths at the same time so, if if

the Grade 5 got stuck, then the Grade 6 can help &m. Or if the Grade 6 got stuck
then the Grade 5s can help them and that makes tiveork load much ok.

Loide

If if there is something? Nnn Which subjects do yeach, apart from mathematics?

Jatty

English and Science, natural science and hehleducation.

Loide

If if there is something in natural science andltheaducation which is the same
almost the same as mathematics content, how dbgodle such situation?

Jatty

The cross-curricular?

Loide

Ya, the cross curricular issues.

Jatty

The cross curricular issues | implement, likennn the other day nnnn.

Loide

Let me say like graphs that appear in all subject

Jatty

Ya, graphs, graphs we do more in social studs. The rainfall and the weather and
it just [pause] | was just thinking about somethingin science, especially the the th
the when it comes to calculations. Calculations yowill get that all over but but
when it comes to English and Science that matchesl@. English and Science the
the the, sometimes we have a topic about water. Tinén science, we we are doin
water as a as a as a theme. So that is more eag®icombine the two of them. But
in maths, [pause] | cann’t think more about that.

Loide | May be measuring water?

Jatty | Me Measuring, that's right measuring, [pause] | will I will try to to to find that out
now that you mentioned | will think about that.

Loide | Ok. How do you assess them?

Jatty | By g[pause] sitting next to them. See if thewrote down because then | go to th

[pause] Then | went to Grade 6 instead of writing wver 8 they wrote over 6. To se¢
whether the they write down things, go to the indiidually, go to them as group, ga

(0]
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to them as a whole and see whether they are on tkac

116



Interview transcript for Jatty

Loide

Mhhh So youuuu [pause]

Jatty

And then mark their work as | go as | go arownd.

Loide

And the low performing one, how do you assist theryour mathematics class?

Jatty

Like in [pause] nnn the the boy that | sat n&t to [pause] Berma, very slow. He is

Actually, he was trans he must be transferred everyime, he must be transferred
every time. So then | go to him and sit next to hinry to write something from the
now you write this now you write this. | am trying to have this [pause].

Loide

Table

Jatty

Trying to explain to him, why is a half equalto 5 over ten. So that he can see
himself there is the half line and there is the S5qual parts that makes it 5 out of
ten. Trying to make them see themselves. So mmm whéhey [pause] when they
sort of finding out themselves they will remembertilonger. Instead of me telling
them everything.

Loide

Mhhh. So you also do automatic promotion in nn intigrade situation?

Jatty

Ohh pardon | do?

Loide

Mult hhh Automatic promotion, this transfer? Tharlgers are also transferred?

Jatty

Ya, the, the, they must be transferred from ae grade to another. So they are ng
doing the Grade 5 work anymore they must do Grade @&ork. They could not even
master the Grade 5 work. So even in Grade 6 you aleving a bigger problem.

Loide

Is it not causing so many problems?

Jatty

For the, for the learners definitely, for the learners definitely. Because, they ars
not, they cannot even handle the previous grade wiorhow will they be able to

handle and for the teacher [pause] definitely alsbecause that, that slow down the¢

process of teaching and learning because | must ndve did not master last year’s|
work then | must start explaining to him this year's work. So It is, is a real

problem but now is a reality and | do not know how,how we are going may be if

we find a conclusion or we can find out somethinghtt is working please let me
know.

Loide

Ok [laugh] mhh ho how do you record the learnerarkor behaviours or difficulties|

You have been mentioning that some learners nn Hdfreulties in learning do you

[pause]?

Jatty

The continuous assessment, you can see thiig continuous assessment

Loide

Mhhh

Jatty

And then | also have a book nn for Grade 5 have a book where | have the name
there on top, | do not just write the behaviour butl also trying to [pause] just for
myself. Bernard, about Bernard and his [pause] shdarcomings when it is coming tg
learning the things behavior. | am writing about his behaviour as well and the
short coming in the academic part as well to, to,ot see but this now, he was in m
class last year Grade 5 Bernard, so he failed sap $ie must be transferred at the
end of the year to Grade 6. And then we have a curaiive wooo.

The interview stopped a bit

D
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Loide

Just continue, we were talking about [pause] weewalking about the administratic
where you mention that you have a book where yoarceall their behaviours. Ok. S
But the next thing is the advantages or the spegpobrtunities for multigrade teachin

n
50

What do you enjoy most in teaching combined mathieshalass?
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Jatty

The, the, the, the, the, the advantages off,®f, of multigrade is [pause] learners, is
the learners learn easier to work independently. Beause they do not have a choig
there. They have to. It teach them to work indepenehtly and | think for the, for
the future they will, they will definitely benefit. And what | enjoy is [pause] or the
only thing that, that hamper me is the time. | haveto divide the one period of 4Q
minutes into two twenty minute period. But sometime | do

e

Loide

Deviate?

Jatty

Deviate from the time schedule, but | am mosof the time | am trying to stick to it
and to see these learners. | want them to enjoy smbl. | want them to, to see the
importance of education. | told them the other daythese are the things that | would
like you to do. Then if | accomplish my mission, tey you can bury me. | want you
to know that Jesus is lived and | want academic redts. So, | want you to, to, to get
out of your situation and see there is more than gt Mbushoye. If | can accomplish
that for them to get into that, to make them learnand learn and learn and read
and write. That will be very much satisfy me.

Loide

Mhhhhh

Jatty

And when it comes to the [pause] to: there & norms in life that do not change. It
from right from the beginning of mankind it will be until the end. Those norms
that you have to respect people. To respect eachhet. Those things if | have to
accomplish my mission again to live.

Loide

Ok. Do you think you can you can do befigause] than what you are doing now?

Jatty

Yes, definitely, definitely because each yeas a challenge because you do not kno
what is coming to you. And each year, like what | mntioned in the preparation,
you cannot have the same preparation of last yeaof this year. Because if every
every, every period or every day is definitely endrom the periods there. Like
today, | was lucky that they knew the fractions thedenominator and those things
then | didn’t have to spend much time on that. Butwhen it comes to the difficult
ones | think nnn nn four main operations plus minusmultiplication and division it

will take more time. So, it differs from day to dayand it is a challenge to sit ang
think how will | challenge the today? What will | do today? Like last night | was
lying in bed and say: Ok, we are busy with fractios Grade 5, and there with
Grade 6 and there with Grade 5. What am | gonna dmext? How am | going to do
it? So it is a challenge.

w

Loide

Ok. What other challenge do you think are facing nmathematics teaching or teach
who are teaching mathematics in a multigrade?

ers

Jatty

What?

Loide

Other challenges?

Jatty

Challenge? Challenges? Challenge?

Loide

Mmmhh

Jatty

To keep the learners interest in mathematicsMathematics is a problem area.
Right from Grade 1 up to whatever grade. Nnn if youcan succeed in getting
learners interest in mathematics, the small levelrothe small aspect if they are)
accomplished. With the time aspect against us, isimore difficult than the usual
functioning of a period.

J

Loide

Mmmbhh
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Jatty | But we are trying by all means to do. Reallywe are trying to do that. And as | am
I know, | know because | know mathematics is a pralem area. And it is challenge
to... And |, | also know the areas that they have site | primary level. The areas.

Loide | Mhhhh

Jatty | So | told them. If you can do maths, if you an read and write and do maths, the
way forward will be open. So | am trying, these prblem areas: the multiplication
with more than one digit, division with more than me digit and things that really a
problem. But they do not know the tables. They doat know the tables.

Loide | Ok. Do you give them exercise to practice the table

Jatty | Ya, ya, in the morning. So | draw that clockon the board. | have times eight or
times nine so whatever and so we do quickly revisioon it.

Loide | Do you receive any support from any one?

Jatty | No, no.

Loide | Not even from the: what is it? From the Inspector?

Jatty | As | told you Mr. X (the Inspector of education) was here with Mr. Y. but then I, |
do not know what their mission was. | do not know \Wwat they have accomplisheg
now. They did not come back to us. | think they wes in the process of drafting
something for multigrade as a whole.

Loide | When was that?

Jatty | Two years ago. Were you at NIED at that time?

Loide | So and in terms of mathematics, what support donged to improve your skills in
mathematics multigrade teaching?

Jatty | If | can have more, like the schools in townWindhoek, Rehoboth, there you have
access to copy machine and the things that you catiings that you can do your
work faster you can give more homework, you can, Al can, if | just have could
have had the luxury. Shall | call it luxury or is it too much required from [pause]

Loide | [Laugh] Ok.

Jatty | If you do now | have to write on the stencilsand we need just to roll it. If I just had
the equipments you know. Even if you have a comput@ow we do not even have
electricity, even if you have a copy machine, youodnot have electricity. If | can
have a solar panel, may be you can get someone pmssor us a solar panel.

Loide | Ok. Do you have a multigrade teaching in-servicegpamme for teachers may be|at
school level?

Jatty | Among each other, we are talking about how tenay be if | have a problem we talk|
during intervals or come together and say how can thallenge that? How can 1?7
What can | do? How can | solve this problem? Jusiternally. Just internally.

Loide | At cluster level?

Jatty | No.

Loide | Regional level?

Jatty | No.

Loide | No activities going on?

Jatty | No activities going on. They came for a worksop and they do not mention
multigrade teaching. They, they, they are handlingis as if we are single grade.

Loide | Ok. If you happen to go to the cluster managemesdtimg? Are you the only principal
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who is having the multigrade school?

Jatty

There is Mr [pause] here at (School) and Mrgpause] (she is the acting principal of
the multigrade school) she is the acting principakince this trimester. And then
there is Mr [pause] | think he has now multigrade.Ya, mmmmm now it is Mr

[pause] and Mrs [pause] at a different school.

Loide

And they do not bring up the multigrade issuehatmheeting?

Jatty

No we are not in the same cluster. | am (cltsr name) and | do not know the, what
is their. |1 do not know what they are using, but were not in the same cluster.

Loide

Ok. Nnnn. The language issues, do you think itripartant for multigrade teachers
be bilingual?

Jatty

It is important because Mrs.[pause] she, shean communicate in Khoekhoe. Sg
especially those learners that are coming for Gradd coming from their house,
they just stare at you. And now she, she is able tbmmunicates in their mother
tongue and the child begins to cope. Because thatsvthe parents’ decision; not tg

have a mother tongue here but to teach in AfrikaansThe two languages is

Afrikaans and English. All the learners are Khoekh@ speaking.

D

=

Loide | Do you also experience nnn like learners when 8iefg from lower primary to uppe
primary in terms of reversibility or 23 and 32? Wihthey write it out in their in
English?

Jatty | Ya ya ya. That boy in Grade 6 you see, instdaof writing seventeen, he wrote

seventy one. It is actually a problem. Because thene you write first you say
seventy one eighty one. That is the problem. In Etigh is actually easy becaus
what you say first.

[}

Loide

Because of the language barrier?

Jatty

Ya because of the language problem.

Loide | If you happen to find yourself in the situation whdearners cannot understand at jall.
Not in English, neither in Afrikaans. How do younllte that?

Jatty | I will call Mrs [pause] to explain. Or nnn are you talking about the whole class?

Loide | No some like if there is one learner who can, ygud explain but she cannot or he gan
not follow in English or in Afrikaans.

Jatty | Then | ask some of the learners in the sameragde to explain it in their language.
That is what | did.

Loide | Ok.

Jatty | And | am still doing that.

Loide | Ok. Nnnn.

Jatty | Mhuuuu.

Loide | And nnnn When you look at the syllabus of nn mathigrs, do you think [pause] the
upper primary syllabus now for Grade 5, for Grad® 6or Grade five to 7 do you think

it is suitable for multigrade?

Jatty | Syllabus?
Loide | Mhhhhh.
Jatty | Ya, ya, ya. Nnnn nnnn they have divided it ito [pause] where is the things. | would

like to show you to make it easier. (Speaking whilsearching for the documents in

one of the envelopes). There | have Grade 5 and Gfa 6 and then we have Gradé

A1%
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7. So, this is how we are trying to make it easiefior us. We, we got it in the
mathematics workshop.

Loide

Mhuuu.

Jatty

To just also to get uniformity.

Loide

Mhuuu.

Jatty

So if the child leaves Mbushoye and then joithe school then they are and whe

you, when you look at this, it is easier than therpvious one this syllabus because

they took away things and they have really simpligd the syllabus.

Loide

So, you have no problem with the, with the topics?

Jatty

No, no.

Loide

Which we had in Grade five and six?

Jatty

No, no. | think that’s fine.

Loide

Mhhh.

Jatty

We can cope with it.

Loide | Ok. In the multigrade situation now?

Jatty | In the multigrade situation.

Loide | Ok. Is, is there may be any achievement in multigranathematics class which ypu
experience, your own achievement?

Jatty | There are learners that really understand wha, what, what we are trying to do.

Loide | Ok.

Jatty | And there are learners when you ask them whit subject do they like, they, we

have one kid, one two three then, | like maths. like maths, | like maths. | mean,
that’s really something to in the dark, to be proudof.

Loide

Ok.

Jatty

[, I always tell them that if you understand something, then you will be able to dg
something. And then you have to practice and praate. And that's mathematics;
you have to practice every day. What mathematicdlabout.

Loide

Ok. That was the end of the interview. Unless il ymve got may be something tha
not covered in the, in the questionnaire and youldbke to raise it.

Jatty

Like, like you mentioned this morning, | would like to see really these workshops.

Loide

Ok. Mhhhh.

Jatty

To visualize came so that we can exactly knovAlthough, to have some guidelines
to have some guidelines or something that you camovk on.

Loide

Ok, this is the end of the interview. Thank youyweruch for your contribution.

Jatty

Ok.

THE END.
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Janet: Nelao Primary School

Loide

Which language do your learners speak most?

Janet

What we do with the language is: | do have th[pause] Subject meetings because
am in charge of the primary school.

Loide

| was at Jacky Primary School yesterday afiedt pity for the principal.

Janet

Where?

Loide

Jacky Primary School

Janet

Yes Ooh Jacky Primary School yaa.

Loide

He has to teach Grade 5, 6 and 7 at the Samehimself. [laugh]

Janet

| have do, | have done that for many yearst Is not a difficult task to do.

Loide

Is it? Ya, you you look to be enjoying.

Janet

Ya the thing is if you or | think if | mean ok because of the teaching there for a long

time but | mean you nnn even with the new syllabugs not that much change from
the [pause] from the old syllabus. So some of my @parations social studies, | havg
to change a bit because they they change nnn.

With the math there are one or two thinks that areleft out but | must admit,
| do a bit more with my Grade 5s because | am in t syllabus with the maths nnnn
with the decimal fractions now that they have doneThe ne new syllabus they don’
do like adding and subtracting of decimal fractionsin Grade 5. But | actually do it
with them because | mean | just feel the first partof the year than | do whole
numbers they do adding and subtracting. The only timg that you add is the comma
the the the principle stays exactly the same.

So | actually do it with them, so they do a bit,gause] nnn they do a bit more
in Grade 5 with me. But | find that when they get b Grade 6 they [pause] is just that
much easier if they [pause] if they do it again. Nmn, There are some sections

mean, that | leave out that the Grade 5s don’t doAlso perhaps use smaller numbers

and and then sort of things but nnn. The old syllabs they cann’t do that so, | teach
a bit and do a bit of extra with the Grade 5s. Butbecause of the situation
accommodation in classrooms actually, it works qué well because you know the
can see it on the board [pause] | can say the whadgllabus they cope for it so, They
cope for this.

Loide

Ya. You think [pause] Do you think there amme changes which need to be done in
syllabus in order to fit the multi [pause]. The danation of classes?

\1%4

the

Janet

| don’t know. The Grade 5 and 6 combinations really an easy combination becaus
they are pretty much [pause] nnn is not that much dference between what they ddg
in 5 and 6. But is very small with the [pause] likearea and perimeter which they do
not really do in Grade 5. You know but it is perhas one week where we are going t
have all big (these) difference. But most of thertie beginning of the year when | da
whole numbers nnn. If you do expanded notation albf those you can do is exactly it
Grade 5 and 6. Pretty much work all each one of theme in their books but a lot of
the time | give them exercise that both classes dadg the same exercise. | mean if yo
dividing by [pause] nnnn if you just doing long divsion, | mean both of them have tg

e

o
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divide with a two digit number. So, you know, | cando the same work with both of
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them.

And and the nnnn the basically even lot of chaptarin the syllabus or in the
textbook, but they go, [ ] they go really nicelydgether. Is not as if you [pause] You
know, like in social studies where you doing nnn tally different things. You can do
it nnn. In the morning you can just take 5 minuteslonger to to mark nnn because
there are a lot of Grade 5 first mark their homewok if they have got different work.
And then they while they are doing their correctionthen | mark nnnn then | mark
nnnn then | quickly mark the Grade 6s. But and thenl must nnnn or thanin ...

Loide

Mhhhh

Janet

Most of the children are [pause] they are okvith the maths. So, Most of the time |

gonna jus tread the answers they they have. | do hoeed to do every single sum on

the board which nnnn, which | mean it does not alwgs work like that. It does not

always take a bit longer. So, you need to kind opfiuse] Nnnn sometimes you get tp

squash things all the time together in one hour.

Loide

What do you think nnn the teaching strategired you use? Do you always have like a

learner teacher communication or sometimes youhgskearners to to teach others?

Janet

Not very often, | know it is probably againstall the policies but | found group work
[pause] is just a bit chaotic. The ideal group workis fine but critically 1 found it
difficult because you normally get one person doing@verything than others. Even
though you try to encourage everybody to take party is quite, it is quite difficult.

Loide

Was there any time may be when you were throan when you were forced to involye

the the the community members the parents may ben@ help you with the class wh
you are dealing with the other one?

Janet

No, | have never done that, | must admit nni think the parents are too frightened
to understand. The only time | have used then nnnke when my dad pass away the
when we go for the funeral then the parents you kn®, stood in and the gave them :
work to do and they nnnn, they do it for us.

Loide

e

le

Ya, ok. It can either be the colleague whyolu, which you have invited to assist ypu

with the class while you are busy with the other?

Janet

So | am actually never done that. | am quitdappy to [pause] what | have done,

have done that once or twice before but not with th mathematics, it was for social

studies is nn not very often but I did it the otherday. It is nnn for Grade 5 and 4.
That help quite a lot to to do that.

Loide

Do you also do automatic promotion? Do yoanpote the learners who fail like nni
may be they fail Grade 5 then you promote thenpém$e]?

Janet

Ya we follows theee mmmm government, the th@omotion requirements. At this
stage, so far we haven’'t had any failures in the jpnary school. But | do think this
year, we might, we might have one. Mhh in the classhere nn | was now this ong
boy that works really really bad, but he he failedGrade 1 but at another school. He
did Grade 1 twice, at different schools and he is lat older, so and he is already 13 i
Grade 5 | do not know if he gonna make it this yeabut no, we do follow, the
normal, the normal procedure.

Loide

Ok. And I I I also observed something whishviery good, when, when you were giving

them answers then no you ask them how much theymdbe , in the quiz which you

gave them, which is which is quite nice.
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Janet

Ya we always ask that because they, they asepposed to get more than 50 out ¢
sixty and nnnnn two weeks ago, those who did not gb0 has to come and sit her
for and we did tables in the afternoon. But also Hidn’'t say we learn the table we
did another exercise with them and we have to do kit of extra. But tables is just
learning. We did extra a bit of extra work with them.

Loide

But that is good because you are keepinds ivhbow they perform.

Janet

They compete with each other as well. Theykb to get sixtys. And there is some tha
always get sixty. But some as | said like we havety30 and | have got forty so | keef
say that even if you go up by one, you must go bett you mustn’t get less.

Loide

Ok. So, what what what do you like most? atvdo you enjoy when you are teach
these combined classes?

Janet

You know, | found that you are just busy alithe time. Mmm the last two years when

| was teaching Grade 5, 6 and 7 together, | neveasdown for one minute because

also | have to work everything | want group work ona worksheet and | am teaching
this one and | the other one is busy. You go to kpeeverybody busy. And this year
have been quite, | am actually have a free period mch | never had before. But |
found with the Grade 7s because | haven't three c&ses together, | can actually do
bit of marking and do things and you know, while tle kids are busy which | never
could do before. But | like being busy, you know.

Loide

Is it? Ok, what are the good things abouttigrdde mathematics classroom?

Janet

For the children or for the teacher?

Loide

Both.

Janet

For the children, definitely they pick up a bt. Mmmm like for Grade 5, if | am
explaining something prescribed only for the Grades, | found those kids that they
are little bit in Grade 5 that are a little bit, they actually listen and watch, even i
they do not have to. But they want to know what [pase] be knowledge a bit. Bu
because there is a lot of repetition, both gradesr@ almost doing the same thing

you are [pause] "Op die Afrikaans word vaasligging” [pause] you are [pause]

Everybody by doing it over and over they know it bder as well. And because the

work is quite similar, Grade 5 up to 6 the degree fodifficulty is not so bad, | found
out when they get to Grade 6. They found the workaesmuch easier because they af
doing the same think over again. And with any childen the more you do it the
better they know it. And you can’t say it once; yougot to say it over and over and
over again.
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Loide

Ok. Do you think you can do better than wytai are doing now?

Janet

There is always room for improvement. Alwaysalways, always.

Loide

Ok.

Janet

| think my biggest nnn that might be what youare asking me. One of the bigges
problems is nnn | got a lot of the children say irthe Grade 6 class that works very
quickly. Nnnnm And then nnnn you know and then I thnk ok, this is today’s work
that | am gonna do and then after half an hour theyall finished with the work
already. | mean now | gonna quickly rush off nnn aul get something extra to keef
them busy. But then again there are some that workn much slower, but | need to
keep, to keep everybody occupied all the time as as quiet difficult but the thing is

—+

[pause] the thing is they work, there is no probla but if they finish, then they start
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chatting. Which is normal for kids as a a nn but Ican’t overload because there are

those that are behind. Nnnn you never it is too mucfor them. That is the one that is
difficult problem sometimes to those who finish qukly, nnnn to keep them
occupied all the time.

Loide

What other challenge do you notice? Apartfrbaving learners fronfpause for at
different level of understanding?

Janet

| must say in the beginning when Grade 5 corsebasically from Grade 4, they are
very slow in your combination class the Grade 5 wdis much much faster. Because
that's where there is a bit difference. But as theear progresses, | find everybody
starts working almost at the same rate. And | am liin hurry, | find with the Grade
4 or because they have just came from Grade 4 thdrhave to force myself to slow
down a bit in the beginning with the Grade 5s andake it slowly until they cope and
until they get into the pace.

Loide

174

Ok. Do you receive any support in teachinghamatics in multigrade class from the

management? From the school management or fron jtnegional office?

Janet

| don’t know but to actually look for support is perhaps a different. But | mean our
principal | mean he has been involved with multigrale all the years so many year
what | have been involved and so on, nnn but | mustay | haven't really look for
support anywhere but [ ] no.

Loide

OK. Nnnn What support do you think you nedhtprove the your skills in mathematics

multigrade teaching?

Janet

| don’t know where one would ask for supportqlaugh]. Nnnn.

Loide

')

May be if if if you have got some suggestmm on on on what type of support which

either the government or the institution.

Janet

So | don’'t know what type of support they wil give you because something

mathematics as well do you need to keep the childrdousy. You need do your things
really know how much the outsider will influence. 1do not really need something
like the work sheet or something like that, that ca always help nnnn. | am not sure
ya now | am not sure.

Loide

Ok, ya you don’t need training on it or a \&hop?

Janet

[Laugh] you know, | am quite happy with whatl can. [laugh]

Loide

Ok. You are confident on what you are doiri® you have in-service program?
school level or cluster?

Janet

We don’'t have nnnn shall | say a written thitk. But what | did to let’'s say beginning
of the year when the new teacher came in. what adally happen nn this year is
because of the Grade 4 class ah the Grade 2 thatasmall four learners, we had the
two and three as a combination. With one on its owand four on its own. But it is

her first year of teaching. And after the first we& we saw that she couldn’t, she

couldn’t cope with the combination that was just, mn it was just too difficult for
her. Not not the physical teaching, but working out getting the syllabus to connec
and you know to get all your bit and pieces togetlie What we actually did for her
because almost for three weeks is that we took tligrade 2 back to Grade one clas
because that teacher taught the combination for aohg time the ones and twos. An
then she actually sat and observed for three weelksly how it was done and hea

At
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when they gave lessons as well. But in the end wetphe ones on their own, the twa
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on their own and then we combined the three and thiurs. Because she was with
at (school name). Actually she also taught the cornmation classroom ten years of
so. So she was familiar with that as well. So weined the three and the four.

Loide

Which is quite heavy because of the diffetanguage of communication?

Janet

It is, ya. Itis. But | think there is more alvantages to [pause] to that as well becaus
often seeing before, if you grade [pause] if you ka done Grade 1, 2 and 3 i
Afrikaans and then they came to Grade 4 and then #y are exposed to the English
for the first time and you are just say add and sutvact, you know is a new word but
it should be basic words but it is fine because tlgehave been in the same class, mm
and you know, they will do addition at the same tira, but they hear the words and
they [pause] they will do quickly math even thoughthey know it or they have to
know it theoretically for the test or the but if they hear it in Grade 4 actually they
heard it before. So that is actually how it. But itis for the teacher is quite nnn
difficult because you got to do it double, you gato do in English and in Afrikaans,
whereas in this [pause] | can give them the same vksheet often | do not always
have to give them separate things.

5€

m

Loide

The, the language issue may be you are gemduse you can speak Afrikaans i
[pause] and English. Do you do you think it is important 8o multigrade teacher to
bilingual?

and
e

Janet

| think it is more important that you are speaking English than being bilingual. |
think it is more heavy here because all the childire are speaking in Afrikaans but
luckily I am an English speaking. The [pause] thednguage is not [pause] not 4
problem nnn you need to be bilingual but it quite inny because the children arg
fine always because it is Afrikaans speaking chilén. They all know the English
vocabulary then like now saying: hoe moet ek decinhdraction na common fraction
verander? You know they start now use the Englishacabulary, even if they don't if
the question might be in Afrikaans [laugh]. They [use] they are quite small; they
cope well with nnnnnn [pause] The honestly we don'have a language problem
really. So it is [pause]

15

Loide

So like if you happen to have nn like a Vanspeaking child or a Herero speaking chi

d?

Janet

That is much more difficult.

Loide

So it is much more difficult?

Janet

We saw it at (School name), there we startedith Grade 1 in English. We do we
changed that along the way because there were algdrikaans, and then the
children has to change to English and that is whatve felt a lot of the children that
came in were Herero or Tswana or whatever speakingAnd then they could not
speak English or Afrikaans. Now you make them speakfrikaans and in Grade 4
you have got to switch to English and we just felt, mean | still feel that personally
here. You know we are in an Afrikaans speaking comuomity, but | feel Grade 1
start with English and [pause] and the go the wholevay through. But | mean it is a
bit difficult to change that. But what we found thae and here as well at the
playground language is Afrikaans. So the kids picke up the Afrikaans because they
speak to each other in Afrikaans. But with your larguage with your terminology,
with your vocabulary you know, everything that youdo just started in Grade 1.
That is actually better. That is what we experienag over there. For those that don’t
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that aren’t competent in English or Afrikaans nnnn to start with one language and
[pause] Because they still take Afrikaans as theisecond language, which the
picked up any way because kids talk to each othe¥.aa to start with one language
| mean that is what we felt. A lot of children nnn[pause]

Loide

Did you notice anything with like this numb23 and 32 when you ask them to writg
out in words? The kids who do not understand angthnd you have to [pause]

> it

Janet

When in English and in Afrikaans?

Loide

With the English and in Afrikaans?

Janet

| found sometimes they [pause] some of the ithren muddle up with the tables as
well. Nnn one of the boys that came, he came thisar but he came from an

Afrikaans school, and then he will say 56 but he vites 65. Ya, that's the one of the

most difficult things is this | had to teach matricin Afrikaans, and the numbers in
Afrikaans make me. They | can’t think in Afrikaans, they they, no they are not tod
bad with it. But there are some that muddle up withthe if they are given answerg
sometimes then they [pause] they give them wrong waut. Ya.

1=4

Loide

What what do you think one can do if you hayppo have the child who is not speak
the langua one of the language which you cannakspeike if the speaking the loc
languages like Tswana’s and other? How do you tielpthat learner?

ng
al

Janet

Grade 5 and 6 generally, you know because ttenguage should be new, but | know
this little boy in Grade 1 mnnn he can understand Bglish and Afrikaans but it
[pause] it was quite a battle for the teacher anddr certain instruction which he
couldn’t follow. But | don’t know, the picked it up and they learn. The kids learn
very quickly. They they do.

Loide

Ya. The gap between the syllabus and andfadlassroom situation? You spoke ab
it briefly.

out

Janet

Ya | am quite happy with the syllabus. Mnnn Imust say some of the things that the
have left out are [pause] Are things that worked bi®re, you know but it there is not
such big changes that it makes a difference. Someies the Grade 6ses in th
previous syllabus had ratio which is not in any moe. It is not a major [pause] A
major change. But good to see that adding and sulzcting that the Grade 5 don’t
do. | feel they can do it and | actually [pause] adl a little bit more. But it is not it is
not such a major change.

112

Loide

You do not have any suggestions which youlditike to [pause] Which you would lik

to improve the syllabus so that we can teach th#ignade class effectively. What

comment can you make on the change made on ttabsgi?

e

Janet

| think no with your 5 and 6 combinations itworks really easily. If you had for
example 4 and 5 or even 6 and 7 you have a big ptems because like 6 and 7, wit
the 7 do percentages were you know where they tolialdo different work. You have
a problem | think because that will be like teachig two separate classes tota
because you have two different streams. But the 5id 6 is a very easy combinatior|
because of the syllabus. The 5 and 6 syllabuses @ close to each other. And th
content they do is not really like that difficult, ya.

Loide

The achievement you [pause] you had, sinae started teaching mathematics in
combined classrooms?

| do not know, we are always been lucky [pause] anthe children have done well
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We have children that do very very well. Mnnn actuly we haven’'t had anybody
that failed. But | always believe that if you [paug] from Grade 1 to 3 if they are
taught properly there, if you get them in Grade 5 ad 6, then you are already half
way there. Which is what we always work really harder. Nnnn at(school name)
luckily my husband did the he did part 6 and 7 actally he did the Maths 5 and 6
and in the 7s. | was doing the 4s at this stage. Arwe had children that did very
good. We have a little boy from that came from [pase] from the primary school; he
gotten when he cames back he, he could not read andlite. | mean really and true.
And we really work with him and in nnn in the Grade 7, he got an A for his
mathematics. We always had [pause] Every year we Haan A average for the
mathematics paper for the Grade 7s. So no we workahnd so no we had the kids dd
well. They were actually lot of kids that have nn © plus whatever for the paper.
And so on. But | think what one knows is | got ondhat really battling. But he
battles with all the subjects and the language asel. He is Afrikaans the English is
just beyond them. Nnnn and it is the first time butl think.

The lowest mark, say in the 50s and so. You knowealuckily we haven'’t got
learners that are really [pause] 10 %, 20 % learnethat don’t have any idea of what
is going on. Which makes which helps a lot in thelass because as | said | can read
answers you can do things you can probably start &er, you don’t have to go
[pause] you know baby steps | can jump quite easilyBut | mean | know also not
every [pause] not every school and not every situah gonna be there. But that’s
why | am saying you need to have [pause]

If you build up properly with your with your prima ry school, nnnn that
makes a big big difference. If your teachers do emwghing in Grade 1, 2, 3 and 4,
then you [pause] you just go to keep building. Itd not like you have to start a whole
new house. | had that at at trimioxis at (school nae); | had the matrics for
mathematics and the one said to me [but] he failethathematics since for Grade 4
and he is in matric. You know you got no foundatiorthen it then it is really difficult
to do things. A nominate was made to the other teher for the year but | mean
there are also some circumstances that makes it @idult. But if your basics are there
and done properly it makes it a lot easier for foras you go along. And the samg
applies for those teaching in the high school as Wé you are a high school teachers.
| mean you you got no foundation.

Loide Is (school name) a private school or is & glovernment?

Janet No no it is the government.

Loide Is it?

Janet ya

Loide But how did you cope? Did you have had enaungkerials to work with?

Janet Ya there were a lot of things there. There isnmm look all of these schools that
[pause] | know it will sound very colonial but all these schools that have the old
white admin for white school had everything.

Loide Mhh. Ok.

Janet Mmm so, | mean they have got a a wonderfulldrary they have got everything that
that they need.

Loide Ok.
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Janet Ya they have got everything that they need. Weére your five [pause] before we lef
the 5 year plan they rebuild the whole school.

Loide Ok.

Janet Ya before we left they rebuild the whole schad. The whole school was falling apart
The school was 70 years old already 75 years oldase of the older schools. Thes
are just physically the buildings. So they have gadbrand new school buildings and
[pause] facilities. The hostels a bit old | mean st from the age | mean is not from
the vandalism or staff like that. Is just the buildngs that start to crack and so on. Ng@
they have got everything that they need there.

Loide Ok.

Janet They have got everything that they need there

The end

e
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APPENDIX H: Interview transcript for Bibi's lesson

Bibi: Jacky Primary School

Loide | I would like to know the teaching strategies ane kbarning strategies which you use| in
your multigrade mathematics class. Which ones? @0 npormally [pause] which one do
you use most? Is it grouping learners? Is it learteaching themselves by using those who
knows better to teach others? Or which teachirajeggires do you normally use?

Bibi | Mixed, mixed strategies, from time to time luse grouping. High time | use a stronger
learners.

Loide | Mixed?

Bibi | Mixed strategies, from time to time | use gronn grouping. High time | use a stronger|
learners to help the weaker learners, sometimes Ina teaching, explaining from my
side a topic or the areas and then send them witlhé topic or to complete the task

Loide | Was there any time when you were using may be grogproach by using local
environment?

Bibi | Local environment | never use. Sometimes | wted sometimes local people to help
with the subject but it is sometimes.

Loide | How do you ensure successful teaching in mathematidtigrade teaching?

Bibi | Good planning, you have to plan properly. Eah one per each Grade what | am going
to do. And | try to teach the same topic as much gsossible. They hear each other. If
we go to upper grade you just add.

Loide | What are the main things that support your effortoecome a good quality multigrade
teacher? Do you read may be a lot about multigr&®9ou read a lot about mathematics
do you do research or what really support you ta geod multigrade teacher?

Bibi | Oo0o0..(laugh) is | can’t say mm, I try, | readabout a lot of approach in multigrade. But
then further I think it is together with the knowledge of that you have learned from
others experience. My own positive attitude aboutti Good planning together with it
and also my knowledge about the subject, | must kmothe subject.

Loide | About the organisational approach or the timetapliow do you organise your work? The
do you organise it according to modules may becyal organise it according to topics
and how do you teach the same or Do you teachaime or different topics to different
grades? It is more on planning?

Bibi | Yes it more planning, you have to look to dierent modules and topics, organise, shift
and see if you can bring it together where possiblend so you come back to planning
in a multigrade.

Loide | Ok. Was there any time when you were teaching madlies to one grade and the other
grade you are teaching social study?

Bibi | No. no nono not in the same time

Loide | Mhh

Bibi | Do you ask in the same period?

Loide | Ya, the same period.

Bibi || try to teach mathematics to all. All the Grades | am busy with mathematics.

Loide | You did not check whether there are some aspediseirsyllabus which are linked to the

social study may be?
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Bibi | If it comes to that, when | come to social sidy then | say remember what we were
doing in mathematics. Or remember, this part that ve are doing now we talk about it
in social study or so. | bring it in here, but notthat | am. Especial in my case that |
have to teach social study and mathematics, | am sponsible for both in Grade 5, 6
and 7.

Loide | How do you plan your annual work or scheme of workveekly planning? Do you plan
having three syllabuses for three grades or yon fda one grade first then you plan for
another? Let’s start with the annual one.

Bibi |[For 5 and 6 | do | look at both and try my planning. Grade 7, it is on its own and |
plan for it also. Then there sometimes it is the gae that it compare with each other,
the same topic or what, but butaa, the Grade 7 islane.

Loide | Are there any specific issue which you take intostderation when you plan for multigrade
teaching?

Bibi | What | take in consideration is is my type oflearners that are in front of me. The
abilities of them. That makes another my approachdwards the syllabus different. If |
have more slower learners in the group, then my appach is different from the middle
and f are fast learners. But | also have to operatéake in that one that work in
different.

Loide | When it comes to annual planning or scheme of wdr&t do you consider most?

Bibi | To finish the syllabi. To to to finish the sylabi in time and have time for revision.

Loide | Well, this is the teaching now. How how do you teawre than one class at a time?

Bibi | [laugh] iyaa, To start | say, [pause] when lenter the class, first | have to decide of
which group have to start now first. [Laugh] | do not start everyday say with the
Grade 5 first or Grade 6 first. So, | mhhhm changebetween the different task. But it
depends on what type of work it is. Is the nnnn carl nnn and the type of the
introduction | have with each group. Can | now mm.which group can | in the shortest
time be ready to that they work on their own? And b start with another group. So that
is my approach when | start with the [pause] miltimmm teaching to do multigroup
teaching. So, which group can | first let's say re&lase with a project on their own? Give
them a task and say listen, carry on and as soon athe that group can carry on and |
start with the new group discussing new work or disuss a problem area, nhhh so that
influence my start with a group.

And then from that | say listen this, nnn this time for this group, this time for
this group. Depends on what type of task can | alsgive to to the multig nnn with the
other group. If | know this task that | give for instance to the Grade 5 group will take
about the whole period, then | know | do such planimg also, this task will keep them
busy for the whole period in individual or in pairs two or two together or in a group
nnn. | gave more task for the Grade 6 for instancéo do planning ah not planning to
do discussion and controlling to find the problem eeas and discuss it again and giv
them a task to do. So, so, so, so, that is my appeh towards it depends on what type
of work | am busy with, with which group | need more time for discussion than I give
the other group [pause] that depends on the task #t | give to other group. And as
today | take | give them both to balance yes.

(%)

14

Loide | Assessment and remedial teaching, how often do assess learners in mathematics
multigrade classroom?
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Bibi

If it is possible, in class during the teaclmg hours, school d ah school day | hay
sometimes for that. But if it is really, it is a bgger group not a whole group but only
some learners, | make appointment with them duringthe afternoon. | say listen this
afternoon we meet each other in the class and dissuthis area.

Loide

So, that is how you assist the low performing ones?

Bibi

mmm.

Loide

Ok. But having two class now Grade 5 and Grade 6ne class and we are thinking ab
the system which we have for, a graded system wymrehave to promote learners andg
they are not, if fail then you do automatic prornnotsometimes. Do you also do autom:
promotion in multigrade?

put
| if
atic

Bibi

Yes, we are it is also for that [laugh] the @me promotion requirement and but we try
to solve it and see if the person is if he is aut@tically performed and some cases tha
happened in the past the age or already is the sexbtime it fail or a learner failed the
second time. We discuss it with the parents to sdigten, we have to think of another
options now. Nnnn Whatever the option is the age astis the person on the practical
teaching or practical courses that is most in thenterest of the child or ahh or specia
teaching.

—

Loide

But automatic promotion: is it not causing any peats in multigrade teaching?

Bibi

Yes it cause problems. It cause problems begse when you [pause] the child is behin
for the phase that he is now, the grades that in nlaematics is a never pick up. That is
my experience over the years. If he miss a year thde is automatically nnnnn

transferred to the next grade and mathematics is anof the subject that he failed, has

a failure, he or she never catch you up.

Loide

Do you have a system of recording learners withadilties during the lesson presentatior

14

Bibi

Aaa write down we have a problem we do not ha& many children but so nnn I
remember listen this child has a problem, | say lien, this is a problem. There is g
problem somewhere we make note of it and listen the is a problem. And we try to
address that problem if we can and nnn we try to fid somebody who can help us wit
it if is possible.

Loide

And the assessment, did you ever try to recordsassent during when you are teaching
you ever try to record the assessment?

did

Bibi

No. no.

Loide

Ok. What do you think you like most or enjoying tie@aching combined mathemati
lessons?

CS

Bibi

Where the child understand and you see the mgress that they start (nodding his heac
and smiling) and you see their face light up and #y say heei and [pause]

Loide

So it let you most enjoying your teaching?

Bibi

Yes.

Loide

Are there any good opportunities do you think scteng mathematics multigrade classe

Bibi

| think one think that | can say that multigr ade teaching and the child learn, is for sure

is to work independently. Is forced to independenyl. While you are busy, while | am
busy with say the Grade 5s, Grade 6 has to work dndependent, pay concentration on
his work and try to solve it by himself with no prdblems. Give him a hint and he, and
try to solve the rest Work independently | think isone of the most positive values i

=

D

multigrade.

132



Bibi: Jacky Primary School

19

D

m

e

e

es

D

do
re

Loide | If you have a single grade and you have multigradech one do you think is supportir
learner centred?

Bibi | Even the based one, the one | think the besine, the one that we can prefer is th
single grade. You have maximum time for the ... Thais also they come from
multigrade then they know how to work independently But now you have more time
to carry out with work and to discuss the think andto get an effort with them.

Loide | What do you consider as the biggest challengeaichieg mathematics multigrade class?|

Bibi | [laugh]

Loide | Is there some disadvantages something that chailgng

Bibi |1 think the size of the class may make a bigole; too big class in a multigrade is g
problem. Children definitely got disappear, annnn ad but | think the the problem is
to get all that specific groups attention to you. ® keep the attention and while you are
busy with this group that other group can carry onnnn independently without feeling
disturbed by this group.

Loide | So, what type of multigrade support do you recdreen the management? Now that V|
are a principal, may be is the support that yoeiwecfrom the regional office? Or fro
other colleagues also.

Bibi |1 think for my school we get a support from, say here. Other colleagues, it is a, W
know what it is. What effort it takes you to take @re of such a class. Nnnn from my
inspector, there is a lot of support from his sideand what is the English of “Begrappe”.
Understanding for what happens in this class. | gat support from this side here also.

Loide | What support do you think you need to improve yskitls in mathematics multigrad
teaching?

Bibi | Is about new ideas. | think that is. Always ty to lean more.

Loide | Do you have assistance at school level, clustel levcircuit level?

Bibi | With the multigrade teaching; we come togethe talk to each other. In the cluster
level, not really. That is only at subject level nbin combined classes.

Loide | And at regional level?

Bibi | No.

Loide | Being a principal, when you attend the cluster ngan@ent, do you discuss issy
pertaining multigrade?

Bibi | Sometimes if it is really a problem then we discuss and even discuss it with nnnn wit
another principal with multi-grading.

Loide | Ok. Well, the language issues in multigrade, do tt@ok it is important for multigrad
teacher to be bilingual or

Bibi || think it is it help you. If you are bilingu al then you can address problems areas bette
but with great care. You know that nnnn stick to the poo language policy nnnn but
where it is really a problem or needed, change tonather language to nnnnn discuss
describe and nn back to the the the language to Ehgh and then to give them the
correct nnn what do you call it? Nnnm Vocabularly.

Loide | If you happen to find yourself in a class where yave a mixed language group, how
you handle such situation, how do you help learfess the language or which a
speaking the language which you do not speak?

Bibi || ask somebody, who are understand the topito explain it to [pause] another person
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who do not understand English in the language thate or she understand.

Loide

The next group of question is dealing with fpause] are dealing with the syllabus, nnn the

gap between the syllabus content and the mathesmatidtigrade class. Do you think t
way the syllabus is designed is it well designed?

ne

Bibi

Can talk more about learner centred approachand that is not always be possible. It i
not possible in multigrade. Sometimes yes but it ibecause the time is not is limitec
and also the disturbances. If you talk about learnecentred nnnnn So we have, | think|
there are certain places that we have. Myself hawanother approach to the syllabi.

\*2)

Loide

The topic that we have in the syllabus, you knoat the have whole numbers? Now t
we have combined the Grades 5 and 6, the Whole Mrsmihe Common Fractions a
Decimal Fractions, do you think they are well depeld for multigrade or?

nat
nd

Bibi

I think, | do not experience the problems | tink they are well developed and we arg
cope with this.

\1%4

Loide

What achievement do you have since you startechitggjanathematics in a multigrac
classroom? Ya, what have you achieved?

e

Bibi

Ya, yaa, through the, through the learners fo me it is always good to see nnnn lae aa

learner entered in grade, Grade 5 and how he or shdevelop towards Grade 7 and
when they leave Grade 7 on what standard they areRnd on what standard they go
with to Grade 8 and from there develop again and itan take it back to develop its
foundation that was laid in nnnn that was formed hee in the lower primary, senior
primary and those ones. That is my achievements.

Loide

Thank you very much for your contributions; thisstbe end of the interview.

The end
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Interview transcripts for Shiwa: Grade 6 & 7.

Loide

| would like to know the teaching strategagdearning strategies that you use in y
mathematics multigrade classroom.

pur

Shiwa

Ok, I nnn | do mostly nn direct teaching, nnn | donot do more about individual
explanation nnn part of that is because | am alreaglhaving a hard time covering
the curricular, and so nnn we do a lot of nnnn whatve are covering today | am at
the front giving them examples, having them do theiown, walking around seeing
how they are doing nnnn and then moving on to theext topic.

Loide

Ok. So was there any time when you use fezahing or present lesson by using
local environment by hiring a local person to caane help you with the teaching?

the

Shiwa

No no.

Loide

Ok. And learners are not are not helpingheztber during the class?

Shiwa

During class time we are usually nnn all, working @gether and then the
homework is done independently, so you know whethehey are seeking of help

do not know. But using in the class | am using thevhole class time with the
students with the most part.

Loide

Ok. And how do you ensure that there is sssful teaching in your mathemat
combined class?

CS

Shiwa

Well, is really not a problem because mathematicsogers the same topic yea
after year. And you always start with the basics ean if you are nnm starting
another year. You still gonna start with the lowerlevel and you're your way up.
So, mathematics with mathematics is not a problenNnn you you start at nnnn at
a ... at a more basic level and nnn work your way out

Loide

What do you think are the main thinks thapport your to become a good qu(ﬂgy

multigrade teacher? Are you reading a lot or yaidoing research about multigr
teaching or you are visiting another schools tonea

e

Shiwa

No, | am just taking the material and go along withthat.

Loide

You are on your own.

Shiwa

Mhuuu.

Loide

So, and when you receive the syllabus, highwdu organise work for two grades?

Shiwa

For my week or my year?

Loide

The year?

Shiwa

The year. Well | nnn [ ] overview the document, taknow what is covered in the
department or the region actually has already setin cluster groups, nnn what
topic you are suppose to cover first term second i@ third term. Nnn however, |

should have looked at that more carefully because #his point, nnn | am behind
where we should be at. And | am finding that nnn tlere is just too much to cover

in one year. Nnnn but what | am trying to do is islook at the term see the topics

that | need to do and trying look at how many weekd have and give myself
accordingly. But it is hard to do because when yoget to the classroom you only
get so and so far one day and and it usually takingrore time than what you have.

Loide

Ok. And the weekly?
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Shiwa

The weekly, mmm that flows into where | am where Bm at. Depends where | am
at at the end of one week determines the topics lilwcover the next week. So, is i
not so much weekly as [ ] what should | say? Eitmehe things that I still need to
cover in this particular topics for example fractions that | still need to cover this
and this, and this and so when | think of the weekif is more like | need to cover
this within one or two weeks so | go from there. do not know if | have very clear
cut.

\*2J
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Loide | Ok. So, do you have any specific issues ybattake into consideration when you i
planning?

Shiwa | Specific issue?

Loide | Mhh

Shiwa | Explain what you mean.

Loide | Like nnn may be consideration of nnn theelesf your learners, or the environme
where you are teaching.

Shiwa | Well |, Like | say, the students are [pause] ah theare at nnnn, | will say many of
them are at the weak level. Academically in mathsral so [pause] its always nnr
starting from the basic and working up from there.Which means | can’t assume
that they will be able to you know complete somethg too quickly.

Loide | Ok, and nn. How do you teach them havingweeclasses? Do you always teach th
the same content or sometimes you teach nnn oaecontent may be like percentag
may be in this grade and you are teaching anotipée in that nn the other grade?

Shiwa | No, no, | cover the same topic at the same time?

Loide | Ok. And you are teaching them all as oneig?o

Shiwa | Mhuuu

Loide | Ok. How, how do you assess them?

Shiwa | Well, after finishing certain topic like fraction, nnn | will give them a quiz nnnn in
operation, ya basically after each topics | will will assess them with a quiz nnn o
or story problems to see if they learn what we takkd about.

Loide | And the level of difficulties in terms of gstions for different grades?

Shiwa | Because | am teaching them the same materials ancdause really is not that
different, nnn it is all very much the same exceptl will have different questions
for the Grade sevens that are working with the higlmumber value.

Loide | Ok. And, how do you assist the low perforgnones? Being teaching here and you
staying in town?

Shiwa | Mhuuu.

Loide | Do you may be arrange some afternoon claggkeghem or?

Shiwa | Oh, That's the problem. That is something that | ned to do, nnn not having a
vehicle however makes that difficult, and the othesstaff like | said we leave right
away. So, that is one huge, huge concern. So worgitard in finding the time to
work with the weaker students. Nnn Being the breaksas they are such short
breaks, there is no way you can adequately meet \wikids during those breaks to
to provide the help they need.

Ok why don’t you call it off
Loide | But now the next question is: do you or e school also do automatic promot

on
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when the system which nn like promoting learneasgferring them to another class
they did not pass grade?

Shiwa

Nnnn, they do in the sense that there are only willo fail a student once, from

Grade 1 to 4, | think it is, and once from Grade 50 7. And so ya, even if they are

not really capable of moving on, they will pass tha on if they only fail once.

174

Loide

Ok.

Shiwa

Not what they want to, but because that is what theystem is all about.

Loide

Mhuuu. Is that not causing a problem to malh the teaching of mathematics at
multigrade? If the child failed the previous gradel the child has to be promoted &
start doing the work in the different grade?

the
ind

Shiwa

Absolutely, absolutely ya. | can speak of the studés who do not even know how
to add properly. And you are wondering how do theyget to Grade 6?

Loide

How often do you record the learners’ maoksbehaviours and difficulties just lik
this?

e

Shiwa

Well their marks | record depending on when | am asessing them. | record once
assess. So, with topics is you know, depends howdahe topics last. Nnnn if we
like couple of weeks may be after two weeks or takenger after three weeks nnn
something like daily math drills like more often. But generally, and | am assessin
them also once | walk around in the classroom durig my instruction to see if they
are nnn writing down the work correctly.

Loide

Mhuu. Ok. So, do you think there is nnn amvantages in teaching combined

mathematics classes?

Shiwa

Truly speaking. To me is not a problem, it is not goroblem nnn except for those
that are really struggling and just cannot do the werk. Either, either grade really
because they really should be doing lower level wior That is where my struggle
is. Because nnn where do | have the time to work thi them. You know, in the
regular class day there is no time.

Loide

Are you enjoying?

Shiwa

Yes, | am, | am enjoying. The students and teachingut | do get frustrated with
with the lack of nnn reasoning skills that the stuénts seems to have. Basic think
that | feel they should be able to know by now anglet, are not capable of doing it.

S

Loide

Mhuu. Do you think you cdpause] what what you are doing now; do you think y
can do better than than that?

ou

Shiwa

Well, | tell you | should feel like | am not. So, ti is necessarily getting them at the
place | want them, but at the same time | am thinkag, | have this class again nex
year. And | am thinking the ground work | did this year will be one think | know
they have covered and because we are going througH think fairly, fairly I am
hoping that | am providing a little basic for next year. So ya, | | feel like | am
doing a thorough job, but | feel like | am failing the ones that are struggling and
just can like really low level learners that | feellike | am failing them.

14

—+

Loide

You you mentioned about some frustrationgctvihthink they are challenges.

Shiwa

Mhuuu.

Loide

So, is there any other biggest challengésanhing mathematics in combined grade

S7?

Shiwa

Nnnn to me is not a combined grades of that factas just some students are nor

cable capable of the work whether it is Grade 6 owhether it is Grade 7 is just
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they they are at lower level and they need extra pport.

r be

ol,
ter

ng
ne

a

Loide | What support do you normally get from thenagement?

Shiwa | In what way?

Loide | Support in the co.. in coping with nnn comdd mathematics classes? It can eithe
in mathematics or it can either be in coping witlhndined classes.

Shiwa | Well, really, there is nothing nnn | do not know wrat they will do in terms of
support except may be nnnn if we could get in somsme help to work in one and
one really need that.

Loide | Do you think you need some skills to imprgeeir mathematics teaching?

Shiwa | Oh | think | can always improve in variety of ways.Nnn exactly, ya.

Loide | And, Nnnn, do you have multigrade in-servgregram? It can either be at schag
when you sit and discuss about multigrade issuedlgms and advantages or clus
level or regional level?

Shiwa | | haven't, | haven't heard of one. Nnnn

Loide | If you meet in cluster meeting, do you dsstussues pertaining mathematics m
teaching in multigrade?

Shiwa | Not really, no. not really. And may be is just becase many of the classroom ir
town, will not necessarily be combined. | mean if have a problem will they be
able to do it? | [pause] but to me the combined ckses is not a problem.

Loide | Do you think you need support?

Shiwa | | think | need support yes. | need support in termsof not because of multigrade
but in terms of working with struggling students. Here yes. And nnn it is
frustrating because, the students are not at the Vel they should be and becaus
you have to cover all this materials, you just feelike you are up against &
mountain.

Loide | Ok. Nnn Being an English speaker, do youakht is important for multigrade teach
to be bilingual?

Shiwa | Well | do not think it has any think to do with multigrade, its with the adaptation
for me to know their mother tongue, just to clarify thinks for them, absolutely.
Ya.

Loide | And if, if you happen to find yourself inghsituation by whereby you are explaini
things and they do not understand, how do you ¢im ¢onvince them or to convey t
message to them?

Shiwa | Well | really use visual for a drawing. | will also ask some students who are have
better gram from the English language to may be expin to the other students or
give me the Afrikaans word used to explain somethmn But | also have 4
dictionary here so, now and then | look up for a wad, but nn ya basically, using
illustrations, nn getting students to help me trankate the word into Afrikaans that
| do not know.

Loide | So, what do you think about the mathemadidabus. Do you think it is suitable f
multigrade or you think we need an extra documenit? For multigrade teaching?

Shiwa | Nnnn, not really | think | mean | guess in some wayit will be alright if a

document that shows the grades you know, side bydsi the Grade 6 expectationg
the Grade 7s, you do not have to flip from Grade @&nd then you go look for

Grade 7. If you can see a side by side grade notedathen you know ok, this is the
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Grade 6 expectation and this is the Grade 7 insteaaf just having to search it for
yourself it is kind of layout there for you. Even f it will be with the Grade 5,

Grade 6 , Grade 7. These are the expectations, tieegre the expectation, instead g
having all of the topics all of the topics Grade 5all of the topics Grade 6. Have the
topic with the different grades together. Do you kow what | mean?

Loide | Ya. Having them arranged in in columns, angbel column?

Shiwa | Yes. Five, six and seven on the top.

Loide | Since you started teaching, what achieverieghyou have?

Shiwa | Say it again?

Loide | What achievement did you have since youtedateaching mathematics in th
combined class?

Shiwa | In this class?

Loide | Mhuuu?

Shiwa | What achievement? Oh, | wish | knew, | wish | knew.l might not know that
answer.

Loide | Ok. Didn’t they improve may be in communioa®

Shiwa | Yes, yes it is hard to really know what the improveent done it has been. | meatr
it is always good to hear students say ooh now | gihat.

Loide | Ok.

Shiwa | But nnn [ ] honestly I I will have to see. May benext year when | teach again ana
see how much they actually learn from the year befe.

Loide | Oh, that's fine. We are done.

Shiwa | Oookaaay.

THE END!
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APPENDIX J: Classroom observation transcript for Jaty

Teacher (T)

Learners (L)

Grade five, what did you do yesterday in maths?

Fractions

Nnnnnn

Fractions

Fractions, fractions. Oh sorry, she could not getdne. That's three. Ho
should we do this one? Let’s see. Let’s seee. §ie, me a ruler. Give m
a ruler quickly. A ruler, who has the ruler? Whe hlibe ruler? Gra Grad

six while I am busy With the Grade fives | want ytodook at those things

Those things. What is the numerator, what is thredgnator and how yo
change it to ne? To be equal the and then you goki &t that while | an
busy with the Grade five. Grade fives yesterdayhawge common fraction
ne? And, and the fraction we have ne what do ydiutoa? What do you
call this? numerator

WNumerator

Numerator

Numerator

Grade five — numerator

Numerator

Numerator

Numerator

Grate. And what do you call this?

Denominator

Denominator

Denominator

Denominator

Denominator

Now what does the numerator tell you? That's theloer of equal part
taken.

SEqual part taken

The numerator: the number of equal parts taken.

Number of equal
parts taken

And the denominator: the number of equal parts wmiich the whole ig
divided

Number of equal
parts into which the
whole is divided

So, what what did we have yesterday? What, whataichave here the
was cut into pieces?

\tAn apple

We had an apple. So first of all ipause] in how many nnnn parts did| Two parts.
cut that apple? In how many part did | cut it frst

In two parts. So How many equal parts did | have Two

Two. So what was my denominator that time? Two. Two

Then | cut it in how many parts then? Four
Four. So what was my denominator there? Four. Four

So, | cut it in how many parts there? Eight. Eight

So eight, what was my denominator? Eight
Eight. And then | cut it even smaller to have sxteparts and mySixteen
denominator was sixteen

So, Then let's look at these shapes here. Thisuss @ revision Ms| Four
Kapenda ne? In how many equal part are these shapes

In four equal parts. What is this shape called? Circle
Circle? What is this one? Square
Square! And this one? A rectangle. Rectangle

140




So, what is your denominator here? So, the demonabat does the
demonator the denominator tells us? Into how mamyak parts? The
whole yes Anelli? So, when | put all of those sextepieces parts of th

apple together, how many apples did | have?

> Only one.

U

e

Only one. So then sixteen over sixteen is equalSiafeen over sixteen
equal to?

sOne

One. So, four over is equal to? One One
Eight over eight is equal to? One One
Ok. Those are thipaus¢ what we did yesterday. You look at your [paus&hako.

So | am going to give you [pause] there we havehalevand this wholé
has been divided [pause] the first whole into [gqusvant you to look at

this. So you can tell me into how many parts thtdsags have bee
divided? OK. Listen just send those scribbles didwre) Send it out, sen
it out, send it out. Send it out, send it out, semout. Send it out, send
out, send it out. In how many equal parts each liage been divided

When you get your, your sheet | want you to lookhas. | want you tg

look at the picture.

D

L

0 = oo

Is it tuako? Yes mem
Is only two here. Maximo, must you still get one? No.
Do you have one? Benny? Ok. And there is one. Bd,tlhere is yours. Two
Look at that. Look at the piece of paper | gave. wihat do you see there?
What do you see there? This is what you gonna gontiorning. We are
going to see, when you have a whole, there at #Huk lalso have the
fractions. There a whole and then the second imbpw many part it has

been divided? And then you also look here. Then lyave one whole.

How many parts do you have on the second line?

Two. And then? Three
Three. And then Four
And then Five
And then Six
And then Seven
Then Eight
Then Nine
And then Ten
Ok, ten. Very good very good. | want you to lookhas. When you look atYes
the half, where does the half line stops? Look héoel see. It stops therg.
That is the whole Nakakule, Mbushe; there is thele:hOk. And then you

have, that is the next line, which have been divieo two parts. And you

see, there it stops. Then we have the line lootheatline that have begn

divided into four equal parts. Do you see that?

Where is it? Which line has been divided into fequal parts?

Showing the lines in
their papers

That one. One two three four, so my denominatolr lvélfour. Now | want
you to look at [pause] Where does the first halps?

There. Where does the first? Do you see where therevthe half stops

Do you see there? The half, there you have theeavioid there you hav,

[¢)

141




[pause] in the middle, so this is one half. Andstls one half. So | ar

gonna skip the the the line where you have thres pa?

=]

| am gonna take another line where it has beenl@d/into four parts.

So here | have a quarter. There | have a quarten€ell have a quarter ar

There | have a quarter.

nd

Four parts, so, | want you to look at this. Do ysee where these ha
stops? Do you see that? And you see this is aa@a®o here you have o
half. Is that so? And how many quarters do you Heere? There you hay
one half. So how many quarters do you have there?

fTwo
ne
e

Two quarters. That means, one half is equal todwey four.

Two over four.

Can you see that?

Yes

One half is equal to two over four. Can you se&?ha

Two over four.

So | want you to.. nnn just quickly while | am ggito the Grade six
There you see the the half. How many | want yolotd at this. One half
is equal to two over four. It is also equal to?antvyou to have a look. Or
half there you stop. So you draw the line down.ySo you are going t(
look for me, one half is also equal to two quartérss, it is also equal t
another fraction. It is also equal to another faactAnd | want you to fing
out yourself while | am going to the Grade six he®k, write, write. Jus
write it next ne? Just write it here. It does nettt@r. It does not matter. A
long as you so. Here you write one half is equaivo over four. It is alsg
equal to what? It is also equal to what? It is &goal to what? Because V
are going to look at another fractions as wellt atishe half quickly. Now

Grade six, where is the duster? Grade six thishiagtwe did yesterday ne~

this is what did we did yesterday, Grade six? T$ishat we did yesterda
ne? This is what we did yesterday. So, Kangald, game and write thi
answer quickly. Quickly, come quickly. First, numbk@ne and then yo
write number one. Read it Kangala.

.Three sevenths

e

= -

[
S

D

—U)

Three sevenths. Ok. Write three sevenths for maspleThree, very goo
Come, come, come Ndilinawa. First read it and tyaun write it. Quickly,
Quickly, Quickly, we still have a lot of work to ddRead, Read |
Ndilinawa.

dFour ninths

t

Four ninths. Come, Inga, read, read, read Inga read.

Seven elevenths

Seven elevenths, elevenths. Seven elevenths. Nineekeven. That'
eleven. Yes, come Hamutenya. Quickly, Quickly, Heamya read.

5 Five sixths

Five, five sixths. Aaaaah! You are busy with yowvnothings. You arg
busy with your own things. Come Sydney, read. Twdivelfths. Twelve
twelfths

2 Twelve twelfths

Wooo00, Ms. Kapenda, they are very clever this mgynMay be[pause]
Come, Kandoloma. Eight seventh. Aaaai bigger mayge, eight. Aaai
No you must look here. Eight seven. Ok. Come Enaeldis name ig
Endelela. His real name is Endelela. Twenty seesths. Twenty plug
again seven. Twenty Seventeenth ne? Seventeesdmnteen, one seve
No not seven one. One seven, one seven. Come, Kaggakly. Come

Fifteen tenths.

U7

Ndilinawa quickly. Read, read.
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Fifteen tenths. Nnn Ndilinawa.

One hundred and
one hundred.

One hundred and one hundredths. One hundred and Amee aaad

Ndilinawa. One hundred and one. Nee maaan. You baeehundred an
one over one hundred and one hundredths. LikeNd#dinawa. Use the
duster.

Now Landeni the last one, the last one. Read Landen

Forty seven
twelfths

Forty seven twelfths. Forty seven, Four seven thelf Forty sevel

twelfths. Wuuuuuu. Do you see something that | @&®irggy now? What

kind of? What, what kind of fractions is this? Whatat, what kind of

fraction is this? Ok. When you look at the numerand denominatorf:

What type of fraction is this? Is a proper fractiohnd Because m
numerator is smaller than my denominator is a pré@etion. This one’
Proper fraction. This one?

1 Proper fraction

P
y

b

Proper fraction. And this one?

Improper fraction

Improper, improper fraction. Improper fraction. Neviien you look at tha

worksheet that | gave you. There we have a numeeatd denominator.

Three over four is equal to say what, what do weehtaere? Twenty-fou

is equal to what over twenty-four? That is whatave going to do today.
What over twenty-four? No, now | must find out. Hovas it possible for

the four to become a twenty-four? Now | must know tables. Is that so
So four. Three over four is equal to four timeseawe twenty-four? Ang
again if | multiply the the same number | multipiyoy denominator | mus
use the numerator ne? So four times what givesweaty four? Wuuul
Ms. Kapenda this is a very sensitive area ne? ableg. Four, times whg
is twenty-four?

tSix.

=

=

Four times six. Is that so? So, Now | must do #mae with my numerator.

Three times six. And that will give me, four times is twenty-four anc
three times six? Yaaa. Three times six is eight&enwhat | did with my
numerator, my denominator | must do with my nunwrate? | have.. if
fact three quarters is equal to eighteen over tyvénir. Let's do anothe
one. Let’'s do another one. Let’'s do the first ohleree quarters, (A) thre
guarters is equal to what? So what, what is théveat is there? Is it th
eight or six?

Benny, what do you want? Is it there eight?

Yes

Eight. So four times what give me eight? Four tithes

Two

Two. So, | must multiply my numerator with the tas well. So, threg
times two gives me?

2 Six

Six. So, the three quarters is equal to six ovghteiAnd you can als

change. Shikoko you are not looking at me. Fronitegn over twentyr

four to three over four. Here | have multiplied.relé have multiplied. The
four the four, multiplied with is equal to? Hereain going to multiply it
and here | am also going to multiply it. With: wiasix? Six, six and the
you get from there. Now to get from that answethis answer. Say 1

DFive

U

(oo =]

over twenty-four, now | am going to do what? Whatydu do? Is equal tc
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Now | must do another operation. | must divide wsilk. Six. Eighteer

divide by six is three and twenty-four divide bx & 4. do you see there?
Now. Look at that number there. Let’s see, let's g first one. We did.
Let me just see. There you have two. Look at this, difteen, fifteen over

twenty is equal to three over and now you must ¢ginag number. So yo
are going to divide. Fifteen divide by what givesuythree? Fifteen divid
by?

D <

Five gives you three. So, | must also divide. Twetlivide by five gives
you?

Four

Four. That is the answer. Now you have to do. Do lyave all the booksYes

here?

You are gonna do number one. Not on the pages nef3t take the pagesThe tenths.

again. So that | can use it next year in the. larymooks. In your books.

You just have to mark now. With your pencil and ylmur corrections
What is the date today? What is the date today?

The tenths. And the month?

June

June 2008. So nnn. First mark, mark your work.tkirark your work. Firs
mark your work. With a pencil. Ok! Grade five, | @oming back to you.

Did you find anything? Did you find anything Grafiee? A half is equa
to two over four. It is also equal to what? Is atéspual to? What did yo
write? It is also equal to what Benny? What did youte? Mandume wha
did you write? Ne man, there you have a half. Thoeer four. One twg
three. You must stop there. All the lines ther@pSHA half is also equal t
one two over four. It is also equal to one two ¢hower six. It is also equ
to one, two, three, four over eight. It is also @qw nnnnn. Let me giv

you another one. Sorry. Sorry boys sorry, sorryrysd.ook here. Here

look here. There you have a half line ne? Can ymuHise? So now yo
go down that line. There is another so a half?sissequal to one two ov¢
four. It is also equal to one two three over sixislalso equal to one tw
three four over eight. It is also equal to one tluee four five over ten.

Five over ten

—

= O

D

Do you see that?

So write it down, write it down. Write it down nowrite it down. Write it
down. It is here. There you have the half line stdpere. So that half

equal to one two over four. Ngeteya, Look here.l bere. Look here. Ge

up look here. And It is also equal to one two thoger six. It is also equa
to one two three four over eight. It is also ecqiwabne two three four fiv
over ten. Do you see that? So, write it down, wititdown quickly. We
must find out another fraction as well. Write ivdoquickly. Write it down
quickly. A half is equal to? Kahadashala what do want?

A pen?

Ya.

So why does Endelela have your pen? Where is ydsos€ome and si
Come and sit. So it has one one two three four. tethree and the
another one quickly. Are you writing it down? Mbe8hOk. Let me see.
half, is equal to two over four it is also equabtwe, two.

.Over six.

=

A

Is also equal to one, two, three, four over eight also equal to one, tw:

D Aah!
al

three, four, five over ten. Do you see that? BeMilose pen is that? Ha
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Give me. Give me your pen. Are you using your, ypan? So, write i
down quickly. So that you can go to the next fil@etiSo that you can go to
the next fraction.

So that you can go to the next fraction. So, ihat half. Aaai. Tha|
is a half. Ok. Do you finish? Ok. Now look at ornérdl, look at one third
Grade fives. Nakakule, there you have, it is thedthne ne? Mandum
Mandume Mandume watch here. One over three. LookmatKahafo.
Mweenda, look at me. There you have [pause] ... Now have to g
down the line so that one third, that one overehteis also equal to what?
And what? So, there you have two fractions. One twee, it is also equal
to what? It is also equal to what? Write, writattbne also quickly. On
over three. Ok. Can somebody help Benny with thecip@lease? Is the
somebody with an extra pencil? Kangala! Bring thancil. We will just
give it to Benny here. Ok? Quick quickly, so whahat must | write here”
Kahafo. That one over three is equal to what? Atpeal to what?

Kahafo, that half, that's on the board. It is eqb you see that there ig &ix
half ne? So there the, so that half is also equ&ivb over four ne? Us
your ruler. Where is the ruler? Give me a ruler. Ok. You see there the
line stops. You can even use your ruler. Or you usa your pen. Do yo
see where the half stops? So, you use your rulgowcan use your pen, or
you can use the page. Already, where all othettilacstop in that, it i
equal to that one. Ya, dis reg, so then you haweddithis one. Let’s tak

the second one. Ok. A Half. So that one. Two ower.fNe? so it is one,
two, three over six and then you have one, twaethfour over eight an
then you have one, two, three, four, five over t8o. Anelli, one third
There is one third, one third. There is one th8d.it is equal to what? How
are you gonna write that one? Two over, two oveat®h

Two over six. And then? Is also equal to what is tne? This one, thisThree over nine

one, one, two, three over what? What is this?

Three over nine! Dis reg! Three over nine. Anetluycan. Ok come, comeSix
Tell Nakakule what to do. Tell Nakakule what to dell Nakakule what to
do. You are not gonna erase that one. A half. Thetehave a half. There
the line stops. There the line stops. You see.dtiex line stops. There the
line stops. You see, so, that is a half. Is alataktp one, two over four. |
also equal to one, two, three over six. Do you tbe#? And that is als
equal to one, two, three, four over eight. And titaa also equal to it als
have a half one. Give me that ruler. So it is &gaal to one, two, thres
four, five over ten. Now you have one over threenef¢ does it stops
There is there it stops ne? One over three. Tlsetteei line one, two, thre
Where does it stops? There! So which, which fract#also equal to on
over three? Let’s start here. One, two is equalhtbover what?

DO OP O OB

Over six. That is right. It is also equal to ovenat here? One, two, thre®ver nine.

over what?

Over nine. All right. Just write this one. Just terit here. Whose ruler isMbushe
this?

Who? Mbushe
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Mbushe? Do you understand? Nnn Hasho? Give mepgurl just want tg
show you. How can | make these copies? So, thewehgwe a half ne
Where does the line stops? It stops there and tmrenave another lin
stopping there, there, there. So all those fracsimpping at that line the
are equal. So there | have a half. What is wronilp wour pen? There
have a half, so that half is equal to: this oneso&here the line stops. O
two over what?

?
e

Four

Yy
I

ne

Over four. Is also equal to one two three over ®hat

Six

Three over six. It is also equal to equal to one tiwee, what is that?

Eight

Four over eight. And it is also equal to one, twuee, four, five ove
what?

r Over ten

Over ten. Now do the third. There is a third. Onerothree. A third is
equal to what? Is equal to what? Now you must fifftere is a line, ther
is a line and there is a line. So. You are goingvtiie down, a third is
equal to what? A third is equal to what? Shinkendeat are you writing’
What are you writing? Whose ruler is this?

Mbushe.
e

b

Mbushe. Ok . Did you find? So one over three, wdidtyou find? It is
equal to what? Hasho, is equal to what? One oveethWhat did yol
find? Is equal to?

Two over six
J

Two over six and it is equal to? Three over nine.

Three over nine.

Three over nine. Good, very good! Let me see Kah@fmod! Good. OK
are you still trying to find? Ok. Let me, let mees®©k. You are still bus
with the half ne? You can also. Ok. Let's do anothree.

Yes ma’'am
y

Ok. Are you done for the half one? Let me just giea another one.
| do not what happen to this? Just rewrite thatt #gain and then you ¢
this. Whose pen is this?

Hasho
0

So it is Hasho’s pen. No, you must start with thatB, C, D. First part
first part. Are you finish with the first part? Agou finish with the first
part?

No

Ok. Three over four. Where is three over four? Comeant to see | wan
to see the first five now. | want to see the fing¢. This is how we can spl
the forty minutes between the two grades. Twenignty, twenty. So
Mandume. One over three. Where is one over thres?hidee man. Whe
is your pen? Look at this one. Look Mandume. Thgya have the hal

mark. Ne? Do you see? That is a half. Then... ns.dhe also. Stop there.

That one stop there. That one stop there and 8wmtall those fraction
stopping there they are equal. Do you see? St sslemual to what, what
what can | write there? One two over what? Ha Mamell What is this?

t Four

e

Four. It is also equal to one two three over what?

Six

Six. It is also equal to one two three four overaith

Eight

Eight. It is also equal to one two three four foxeer what?

Ten

Five over ten. Now Mandume, look at the third. Ehgou have a third.

One over three. So it is also equal to? There yue la third. It is equal t
that one and it is equal to that one. What mustitewthere? One third i
equal to? What must | write here? What over six?

Two

O 0O

Two over six. Is equal to? What?

Three over nine.
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Three over nine. So. Ok. Now look at this one. Labkhis one Mandume
One two three four five over six. One two threeeéhover four. Three ove
four. Three over four. There it stops. One two ¢hoger four ne? So. The
is another line where it stops. So, that three émaris equal to what? On
two three four five six over what?

2.Over eight.
1
re
e

Six over eight? That is how you do that Mandume.yiBa see that? D
you see that?

pYes.

Five over ten. So one over three. There is one thwee. Mandume, yo
do, you do a half. You do one over three. Whahes iext one? Look &
four over five. Four over five. Nakakule, Kahafoastho, Penduka, look
that one. That is that one is equal to what? Qujakliickly, quickly. Kom
Mandume. Ha! What over ten?

u
it
At

four

That four over five, where does it stops? One tiwred four over five. S
you go down the line is equal to what over ten?

D
Four over ten

Look there and count, and count. Look at that thirdur over five, wherg
is four over five Mandume? Where is the the lingt tas been divided int
five equal parts? One two three four. Four, Fowerdive. Take your ruler
four over five take your ruler, is equal to whatoven come Mandume
Quickly, quickly, quickly. Where is the ten line?hat over ten?

D

CEight over ten

Eight over ten. Eight over ten. So, four over figeequal to eight over tei
Ok, look at the next one. Look at the next one. Now have to do it ver
quickly ne. Soo, two over three. Two over threewNgu go to the line
which has been divided into three equal parts bed you count. One, tw
over three. Then you keep your pen or your rulewbatever you have
two over three, is equal to? Quickly Mandume. Kah&fakakule, Hasha
Mweenda, two over three is equal to what over $x@qual to what ove
six? Count the things Mandume. Is equal to what e

Four over six. And it is equal to what over nineffdAt is equal to what Six

over nine?

Six. So write it down, write it down, write it dowd half is equal to that Six

and that and that. What, what must | write herdYalk is equal to two ove
four, it is equal to what is the next fraction Here

r

Six over? What must | write here? Six over? It & six. Three over si
here, there must be three over six. And then we lhave four over eigh
And then we have five over ten. These other halftfons. And then w
have one third is equal to two over six. It is adsmal to what must | writ
here? What over nine?

Three over nine

Three over nine. Four over five is equal to eigiroten. Now two ove
three is equal to what? Two over three? Two thisdsqual to? We look &
it just now. Where does the two over three stop?,0Omvo, soO it
goes...How many over six? How many over six and &$® equal to hov
many over nine? How many over six and how many oues?

<

Excuse me?

Four

Oooooh. Come, come, come. Two over three, one lmeetfour over Six|

Four over six, sorry. There you were right. Fouersix. And how many

Six

over nine?
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Six over nine. Six over nine. Write it down. Writedown. So that you canOne
practice in writing fraction Ngeteya. You don'’t leato clo keep your work
close it is fine. Write, write it down write it dowso that you can have|a
practice on how to write a fraction. A Fraction ybave a numerator and
the denominator. That is the fraction ne? If | esk you, what fraction of

the seventh is coloured? You must give me a fracfitiree over four as |a
fraction. Three, is only a number and four, is cmlgumber. But three over
four is a fraction, fraction. We have ten minutéoathe time. What is the

time now? Ok. The last one. The last one then élse Irwill give you for
homework. The last one, the very very last one.kLoere. Ok this one it
will be the very last. Ten over ten. Ten over téfere, where is the lin
which is divided ten into equal parts? The last dmre. One two thre
four five six seven eight nine ten. So ten over ikeequal to what? Te
over ten is equal to what? Look here, look heralloere look here. Four
over four us equal to? Eight over eight is equal $ixteen over sixteen |s
equal to what? We did this yesterday. What is the®e ten over ten is
equal to what? Mweenda.

It is equal to one. It is also equal to what? Lbeke Grade fives. This terone
over ten; that is the last one. Look here Nakakutmk here You mu

look here Nakakule. Where does that line stop? Téatover ten line
Where, where does it stop? There. And Which otfastibns stops there as
well? Ten over ten stops there. And which other?ohleere it stops. So this
one also stops there. This one also. And this tste And this one? Up t

the top. So what what am | gonna to write next? dwer ten is equal to?

How | am going to how am | going to write there’hTer ten is equal to?
Hasho, Look here, Kahafo, look here, look hereklbere. So all the there
you have the [pause] ... There you have the on¢hiS@ne is equal to this
one. It is equal to this one. And this one? And tine? Is equal to that one.
Is equal to that one. Is equal to that one. Is leiguidnat one. Is equal to that
one. But how are you going to write that one, thra¢, that one? So that
one is equal to what? How are you going to? Howyare going to write
the fraction in this?

Is one. Yes, the top one, but what are those betlee ten and the on(j?rwo

Two, two is not a fraction. Two is a number. Sattbne, is equal to?|ITwo over two.

want a fraction. So that one is equal to? How ane writing a fraction of
this one.

Two over two. How do you write this fraction? Is@lequal to this fractionThree over three

here. How are you going to write this?

Excuse mel Three over three
Three over three. How are you gonna to write ttastion? Four over four
And how are you gonna write this one? Five over five
And this one? Six over six

And this one? Seven over seven
And this one? Eight over eight

So, let's come back. So, that ten over ten, is lempuavhat? It is equal to One over one

one there on top. Good. But it is also equal to?
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Please that one. One over one. But it is also eg®@aHow am | going to Two over two.

write this one? Excuse me? This ten over ten alss equal to is equal to
one. Then you have ten over ten which is equah& 8ut it is also equal
to these here. In the middle. So how am | goingrite it? Nakakule. You

just told me there at the back. Grade six, helmthiEen over ten is equal 10

one, it is also equal to? When you look at thettieething there. Som
underneath the one. Is equal to?

e

Two over two. And it is also equal to?

Three over three

Three over three. It is also equal to?

Four over four

Four over four. It is also equal to?

Five over five

Five over five is also equal to

Six over Six

Six over six. Is also equal to?

Seven over seven

Seven over seven. Is also equal to?

eight over eight

Oh Eight over eight. And is also equal to? Ninerovae.

Nine over nine

And all those things, they are equal to? One.

One

Hundred. This is also equal to hundred over a rethddundred over a on
hundred gives you one. It gives you a one.

é@ne

Woooo Ms. Kapenda, the mathematics. Now you catitnicely, nicely,
nicely and then you paste it there, and then youtimupage [pause] you s¢
there you also have. You see, it is also there yoth You are going to d
two point one: a, b, c, d, e, f, g, h, I, you laak So, a half is equal to tw
over four. Ne? Four over six is equal to two ovérat® You must look 3
the wall. At this thing and it is also there. Saudp it quickly. 2.1 a, b, yo
turn to page sixty-five. Are you on page sixty-fv8ixty five? Six, five
What are you going to write on top? Look here. Kahardering ang
comparing fractions. What is the date today?

Ninth. Tenth
e

o]
0]
t
U

Tenth of June two thousand and eight and then yamiepthat piece g
paper. And then you answer two point one: a, H, e, f, g, h, i quickly.

fg, h, i.

Nnnnnn ask scissors and glue this in, scissors gind this in. Yeg

Shikoko. What can | do for you? So you have, yowehgur denominator

there. So you cannot change your denominator. Yost wnly write in the
numerator. Four times what gives you six? Four sinadat gives yol
eight? Four times two gives you eight. So, now go@ going to multiply
with that two again. So three times two it gives \8iX. SO your answer

six. Look here. Where is the eight over twelve®dsal to two over what
Eight divided by four gives you two. Now you mustide it by four. Nine
divided by four ai Twelve divide by four gives ydlree. Like that one
like that one, like that one. Two over what? Sdeidjvide by four fives
you two. So twelve divide by four gives you thré®ur over four. Ther
you must multiply. Four times four is sixteen. 8we times this gives you
You must just check out whether you must multipfywether you mus
divide.

Check out whether you must multiply or whether youst divide ne? Yol
must sort that out. Hamutenya, you must just duat but. Give me tha
pencil. Three over.. e e Hamutenya, Hamutenya. ower four. Eight

Yes ma’am

I

— 0

—_ =

divide by four gives you two. And twelve divide Ihyur gives you three.
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Hamutenya. Here you must do four times four isegrtand five times foy
is twenty. | think you must try this on the chaléaod. Look at the the ne
one. What is the first one? Three, three over fsuequal to what ove
eight? That one you multiply by two. So you arengoio multiply by two
here. Four times two is equal to eight. So threesi two is six. Ok. Wa
there. Was that was that yours? Ngeteya, was thatsy That you sho
me?

=

Xt

That was a. give me b. give me b. | want you tat di&e this. | want to se¢
whether you have multiplied or whether you haveiddiv | want to se¢
whether you multiply or whether you have to dividght over twelve ig
equal to two over what? So obviously they havedsigi Eight divide by
four is two and twelve divide by four is three. @ next one so that | ca
see whether you have divide or whether you multiplyant to see whethe
you have divided or whether you have multipliedeféhthere is a clue g
how you must do it. There: multiply and then divideo het jy nod
KhoeKhoe class? Het jy nou Khoekhoe class?

What are you going to write on top? There are taetions. Ok write therg.

Compare and order fractions and then you pasteainthing. Did you give
that glue as well? Do you have all the three ghere? Do you have gly
here? How many glues do you have here? Only one?

Where is your glue? You must cut it down and paskere. Cut it down
and paste it there. Where is where is your textBogkur mathematic
textbooks? Where is your text textbook? You arengdb write. Whosé
pen is this? Ok. Grade six, Grade six look at nomk_at me. What you d
with the numerator, you must do with the denominatod what you dg
with the denominator, you must do with the numertati®? And again, yo
must find out whether you must multiply, or whethgu must divide
Whether you must multiply or whether you must dévidf | am going to
multiply the numerator with six then you must datwthe denominato
with six. And then if | am going to divide the nurator with six then you
must also divide the denominator with six. What gouwith the numeratdg
you must do with the denominator and what you dit Wie denominator
you must do with the numerator. Ok. Anelli, Whathe problem? Wher
is B? Four over six where is four over six? Whersik? That line has beg
divided into six equal parts. One, one two threerf@here it stops. The
four over six there is equal to two over what?dsa to two over what? |
equal to two over four. There is a lot of mistakesthis textbook Ms
Kapenda. In this textbook. Sometimes you have &ugp] All yours ang

the date, the date, the date. Don’t forget the.dawn't forget the date.

Don't forget the date. Aa ah. You are gonna squdéeehere. B, C. Sq
Grade five tomorrow for tomorrow Grade five, forntorrow, you are
going to bring me a circle, so you are going to@pnme a circle which i

divided into two equal parts. Ne? You are goingbtong me a square

which is divided into four equal parts. And numbieree you are going t
bring me a rectangle which is divided into eighti@gparts. You do no

oo vYwm

—~ Q <° U

have to tear it just cut it out and on that pieE@aper, you divide it intq
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those equal parts. Circle divided into two equatgand you have a squa
which is divided into four equal parts and haveeangle which is divided
into eight equal parts. That's for tomorrow. Thdts tomorrow. That's fof
tomorrow. Ok. From K to P. that is what you arengpito do as a
homework. From page | want you to do [pause] ajlec

q
(¢

The lesson ended here.
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APPENDIX K: Classroom observation transcript for Janet

TEACHER LEARNERS

30 seconds. One minute. One and half. Two minutes.

Alright, stop. Swap with your neighbour. Ok writedbwn.

88, 25, 50, 120, 11, 32, 14, 24, 16, 46, Yes

35, 19, 14, 54, 24, 15

81, 0, 24, 10, 48,

16, 48, 63,21,16, 28, 14, 63,

150, 30, 32, 26,

56, 0, 45, 100, 100, 72, 16, 18, 18, 40, 35, 3040954, 28, 18, 64, 42,

45, 36, it is correct.

Ok. Inga, good girl Fourty five.

John, good, good Sixty

Hot stuff, Rwina ok but better than last time, bat enough. Drie en twintig
(twenty-three)

Kwendu, alright better than last time. Fifty-six

Tuna Forty-three

Forty three, ok. We are also getting better bueweenot there. Alpo Forty-five

Christi Forty-eight

Come, last time we had more. De Wet Fifty-three

Sandy, good girl Fifty-nine

Marie, much better Thirty-four

Peter, kom kom kom Forty-one

Ebbe, Ebbe get sixty everyday Sixty

Eunike, forty come you out of the net | am forty

Andries Forty-five

Good Kappy, fifty Fifty

Kandetu Fourty-four

Dina Marie Fifty-three

Tabita Forty-five

Kakola, good Fifty

Kakolonya? Fifty-seven

Ok! Mbishi? Sixty

Good , Disha, good girl. Sixty

Christi, ok Shelima. Sixty

Ok, Billi Fifty-two

Right, Not so bad, not so bad. Ok. Paste it if. Have yesterday’'s

homework.

Ok yesterday’s homework. Did we mark everythinggetay? Yes ma’am.

Ok. Alright, even better. All right. Decimal fraoh, we gonna doOpen number

revision. Grade five we finish all the work so wenga do the revisionsentence.

exercise for me today. Grade sixes, which we hatedone so far, is

the word sums. Ok. So exactly the same, we havee dudding,

152




TEACHER

LEARNERS

subtraction, multiplication and division. What miisto before | do my
word sum?

Open number sentence. Open number sentence. Okightl Grade
sixes. John. Ok Grade sixes, just leave the fuststion for a long jus
read number two don't start.

Juffrou, we do not
thave the copies of
the work.

Grade five extra pages. Ok Grade five revision ftret one what are
you going to do for me? Write as decimal fraction.

» decimal fraction

Ok. What have we got? We got A. what do we cafizhi

Common fraction

Ok. Common fraction. We must write it as decimatfron.

Decimal fraction

How many noughts?

One

One. How many places after the comma?

One

So What | must write?

Nought comma five

Nought comma five. If | have got seventy-six ovdradred, Brinal

Nought comma
seven Six.

Two zeros, two places after the comma.

Yes m'e'm

What is the tricky one? What is the tricky one? lifave got five over :
thousand? John!

A Nought comma,
nought comma
nought nought five.

Ok, What should that be? How many noughts?

Three

Three, How many places after the comma? Three. Three
| want you to do number one for me. Just number Ohke Op die papiere?
No, in your book. In your book. In your book. Graslges, just have aComma

look first. The first one normal multiplication amidvision. Right, don’t
forget your comma.

Number two, number two, you have got seven pietesire and you
got each one is four hundred and seventy two nelirers and they ar
cut from the piece of wire five metres long. Letave a look. What ar|
you starting with? One piece of wire. How long ig wire?

eFive metres.
e

Five meters. Ok. Five meters. How many pieces goirg to cut?

Seven

Seven. One, two, three, four, five, six. Seven gse¢iow long is eac
piece of wire?

hFour hundred and
seventy two.

Four hundred and seventy-two millimetres. What nyast notice first
as well? What is the unit here?

Millimetres

What is this one? Meters Metres
What must | do to this one? Five thousand
millimetres

Five thousand millimetres. Ok. What is my firstpstging to be? Wha
are they asking us? The length of the remainingepie

tRemaining piece.

So in other words, this piece over here that's tledit is the answer
want at the end. That left that is the answer thege ok. We have to
two sums. What are we going to do first?

don

e multiply four
undred and seventy
two

Ok. Four hundred and seventy-two multiplied by sea®d then we
have | got that answer now.

2 Divide by five
hundred metres

Divide?

Subtract by five
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TEACHER LEARNERS

metres

Subtract your five metres. Just check your unit. @knber three youHis car

can cross out you know you don’t have to do thatabse you are

diving by a comma. You don’t have to do. Ninetye® comma eight

kilometres. What happened now? His car?

His car is kaput. Fifty six

Nought comma five six not fifty-six, ok. Nought comma
Seven

Sandy, difficult one? Aaha just have a look What/\dz)gotf—;'c soitis

an improper fraction. The man is too heavy for doakey. Try agair
Sandy.

Ok but we want to write as decimal fraction!

Seven comma four

Seven comma four much better.

Yes ma'am

154
Next one now—
10C

Zero comma one five
four

Your number at the top is bigger. Your number & tibp is bigger.
have got a hundred and 54 over hundred?try aggan In

One comma five
four

Yal

Add the two and
subtract. Yes mam

One comma five four. Ok thirty three over ten? lbeass, Tuna?

Three comma three.

Ok, you all got the pattern and the last one, right

Two comma zero
one

Ok. All happy

Yes ma'am

Hockey donkey alright. Let’'s have a look in numbweo. Let’s give any
number look on the chalkboard. | have got thiriyheéicomma fout
seven. Just look on the board thirty-eight comma f&even. If | ask
you, what is the value of the three? Ebbe?

Thirty

Thirty, do you agree?

Yes ma'am

Let's have a look. Let's write down thirty. These @aens units, there
my comma. Tenth and hundreds. What is the valwegbhit?

sEight hundred
comma eight

Eight. Eight what?

Units

Eight units. What is value of the four?

Nought comma four

That'’s right, nought comma four. What is the vabtfi¢he seven, Petrus

Beven

Seven what, Alpo

Juffrou, juffrou
seven

Nought comma nought seven or seven hundredths ok@hti comma

nought seven. If | have to ad all these togethet's see what it does

How many hundredths?

Seven

D.

Seven. How many tenths? Four

How many units? Eight

How many tenths? Three

So what’s my number? Thirty-eight comma
four seven

154




TEACHER

LEARNERS

Remember when you did expand notation as web. dixiactly the same
exactly the same. Let’'s keep the same number tadtave. Thirty-eigh
comma four seven. We could say what? Thirty plus

2 Eighty
[

Plus?

Nought comma
nought seven.

Yaa, so what is the value of the seven?

Comma nought
seven

How else can | write that nought comma nought sewihat is anothe
way of writing it?

rSeven

e
10

Hundredths

Seven hundredth. And this one is going to be?

Nought comma four

Four tenths, isn't? Ok, right question number tWosays write dowr
the place value of each digit. You got sixty-twongna eight five.
Different numbers to | wrote. Write down the vahfethe six, the valug
of the two, the value of the eight and the valu¢hef five. Ok, let's gd
quickly. Ok my Grade six are we writing?

Yes ma’'am

A} %4

Do not forget to put commas in their own placeshi@ multiplication.
Count the places, one two three, two places afeecomma. Woo Opi
gaan was jou hande. Have you got the other one@kChé&rade five
learner is sick?

Walk around, send
eher to blow the nose.
Back to other Grade
five learners.

Yes let's see. That's right. | want you to writeethumbers for me. Si
is going to be what? Sixth. A tenth is what? It’tée. Six is just six
Six tens or sixty. Sixty dollars, the value of tiem. That's right ang
that’s it and that'’s it. Ok ok. That's also righteanswer for me. Goqg
Good Good! Good! Good! All right can we move ortlie next one?

XYes ma’am

I
d

All right, now you have to write in expanded nabati exactly what we
have here in the board. Ok so let’'s have a lodkaffirst one, what i
the first one? Four comma eight what are you gtongrite? Four plug
zero comma eight.

> Zero comma eight.

D

D

OK....what you have heard. Remember to stretch yombers indicate
that they have you got fifty four then you gotyiflus four like on the
board. Thirty-eight you got thirty plus eight yowtgto stretch eac
number. Chapter five. Each one you are doing itusdply. Remembe
to stretch your numbers. Ok, how many, how manysumave you got
Grade six are you winning?

»Yes ma’'am

Vo= 0 @

Grade six first answer? Eighty six comma six egjght. Yes ma’am

Yes ma’'am

Grade five, you getting yourselves out muddle @pthle subtractiot
fifty-nine comma two three. Grade five just lookéeGrade fives fifty-
nine, twenty-three you got to do each individuaimier in expande
notation. Individual number with expanded notatigou cannot star
saying fifty-nine. You're got to do each one onitloevn. Ok. Fifty then
you take the next number. What is that number?

1Nine

il
t

Nine units — now we take the two.

Nought comma two

Then | take the three.

Nought comma
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TEACHER

LEARNERS

nought three.

Nought comma nought three. If you count one twogeghfour number
in your expanded notation you must have numbergedls Do not join
the whole numbers and say fifty-nine, because them have nof
expanded. Expanding is to make bigger. You haveake it bigger ang
longer. Are you winning? Ok ninety-six, you got ta@ny, you got tog
many. How many places after the comma? Two andhgwe got how
many? Three?

5Yes ma’am

=

Is there anyone who has got a thousand? Grade & afoour numbers
has a thousand. You should not have any thousaywihane. Who wan
to come and do that one on the board? Riaan, skdete him the bat
Have a look and see if yours is right. Fifty niremma two three. Hav

a look and see yours is correct. Grade 6 if youagptot that square.

What are the properties of the square? All of ilessare the same.

5 Same

D

Having a little conversation with Grade six leatner

Four

So you are going to multiply by? So, what are yoing to write right
now a rectangular path. We gonna look for propgmierectangle. Thi
is a rectangle, this is the length and this iskifeadth. So what are yq
going to do? Two or add them together and multipjytwo. OK is

Brwina beat first. Let’s ... so plus nine plus thisught comma three

this is good.

Four, ok.

\"2J

u

174

Ok F Kwendu! Let’s see het jy laa geskkryf, hetgg kom? Ok, who's
gonna do this difficult one? Ok, Marie. Are youuygot it now? Check
make sure you are also right. Ok. Write one hundwed one comm
one five in expanded notation.

5 Writing
,50+9+ 0,2 +0,03
2|

Tell us what you are doing! A hundred
AA, ok a hundred, it looks like a ... That's notugt Plus one, plus
nought

Volleyball that is not a nought. Your will be a ¢b&r one day. Hope

so. Right let's take one of the girls, let's takeecof the girls, Sunday.

Ok nine is ninety, is that right? Yes, plus sixghought, four plus zer,
coma zero one.

sYes ma’am

0

Yes or Ok. Last one on this row. This is for thedsheff; this is fol
the short outjie. Who is going to do this one? Twiaare yours right]
Take julle moet merk ne. you must see what is comed fix what is
not. Have you fix any of those you just look at fhent and ever? Neg
teggemaak kom. Ok is Tuna right? If you for exanipes?

Yes ma’'am
D

t

Gou net Tuna die uitvuur. If you for example, witere. If Tuna sayin
a plus, plus nought and then comma three, thattisvrong. Ok, if you
put the nought at the places, you are better. Bhaewof zero is zero, i

yYes ma’am. Jeffrou
kan [pause] nought
scomma nought daar

not wrong, but you have to put on the nought. @khke same as if youby

say, there are 5 children in the class. If | sag,fizero. It is still the
same value. Virstaan julle saam? The value staysdme.

D

If you say, you can, nought comma nought is theesamzero. Is th

eJa, yes

same but, the value is nothing, it is not wrongymut do not need to pt

ut
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it in, ok.

You do not need to put it in. even if you do, ditnie vergeert nie (it i
not wrong). Alright, next one, are we are goingltothat on our own

Ok, Marie, let's have a look. We have this sum they around. Ok

when... What are we going to do now? Now we are gtinggverse.
am going to give you the expanded notation noww8oare going td

say: three plus nought comma six, let's get anotiodour. Three plus

nought comma six plus zero, zero two is equal to® Me are going oI
the other way. We have expanded notation. Now \aet stith the
expanded notation and we got to right one numblker hOw many unitg
are there?

sThree
P

1%

-

How many tens? SiX Six
Why zero? How many tens? Six

How many hundredths? Two

So, what is my number three comma six two? Be allyaf we do it if | Ten tens

you do have a space. Let's give an example: tes fohe plus nough
comma nought eight. Let’s have a look. How mang®en

t

So we are going to say: three plus nought commaetis get anothe
colour. There are no ten tens.

r One

How many units?

Five

How many tenths?

Nought

This is where you have to remember to put in yoenoz(as a plac
holder, do not forget your zero). How many hundne@t

eEight

So it is fifteen comma zero eight. You must nog&iryour zero. This i
where it is important. If you leave out the zerosl you writes fifteer
comma eight is that the same value? Not, is nosinee value ok.

=

D

No

Right?

Juffrou, can we copy
the whole thing?

Ya, you can just write the answer. You can justeviine answer. Grad
sixes can we mark a couple?

eé¥Yes ma’'am

The multiplication and division the first sum cae wmark this?

Yes ma’'am

The first one it is eighty-six comma six eight digfes ma’'am

Yes ma’'am

ok, B you have to multiply by eleven; sixty-thrabree hundred an
ninety-three

dYes ma’am

How many yeses? All of them?

Yes ma’am

All right. Multiply by twenty-five, how many placesfter the comma?

Three, three

Three, so0?

Eighty-seven comma
one zero zero

Say again, Eighty-seven comma one zero zero.

Eighty-seven comma
zero zero

How many places after the comma?

Three

Three, ja. Make sure your comma is in the corréate Eight seve
comma. One zero, zero. Where is your comma you?/QKks is right,
ok, be careful. All got the commas on the rightcpk? Count the place

you have after the comma. Ok D. you have to di\bgeseven. One

nYes ma’'am

S

D
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three comma two six two.
Numbers on top of each other on the right places. Yes ma’'am
Alright three dividing by eight. Two comma zero fanine? Who leff Yes ma’am
the zero in the middle? Everybody got the zero?
How many places after the comma in your first nuribe Three
On you answer. Three

Ok, make sure the other day we left out the commad.then dividing
by nine hundred and thirteen comma ...

Nine hundred and
twenty-eight.

Nine hundred and twenty-eight.

Yes ma’am

Just have a look; one hundred and eighteen justrger the number.

One hundred and
eighteen comma one
five two.

Say it again, Sherive

One hundred and
eighteen comma one
five two.

Ok, what are we dividing by? Nine
Nine ok dividing by nine. Ya
Haha, Taimi ok nine goes into eleven? One
Remainder? Two
Two. Nine goes into twenty-eight? Three
Three times reminder One
One. Nine goes into eleven? Once
Once, remainder? Two
Nine goes into twenty-five. Two
Twice, remainder? Seven
Seven. Nine into seventy-two. Eight

Right, one hundred and twenty-three thousand, ondred and twenty
three; thirteen comma one hundred and twenty-eiyh got that?

-1t's me

Christi, what did you do? You said nine goes irfgven? Ok! Have wé¢
done the first, word sum? Nog nie, ok. | will giyeu a chance. Whe|
you write your number sentences put in your umidtg.in your units yo
are leaving out metres and millimetres. Once, raget?

2 Two
n
I

Where are the units | want to see the units in yenswer as well
Don't. Leave out, Are the metres of the millimejrase you ok?

’Yes ma’am

Ok, for you Tunary. Ok, can you mark this one? Ricow.

Yes ma'am

Ya, ya!

Zero comma five
seven

Zero, oh we all get different answers here. Nikdogs nie. No no, yo

are not looking. Do not looking at your numbersy ywe not looking at
your numbers, it says zero comma five plus zerorsanzero sever.

Are there any whole numbers?

UNO ma’am

No, so what must | start with? Zero comma. Wha€std | am looking
for my tenths. How many tenths are there?

Five

Five. How many hundredth, are there?

Seven
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Seven. Zero comma five seven. So it is not a bfty five you got zero
comma five seven. Hei, let's have a look at thet mare. b) Eight plus
zero comma three plus zero comma zero three isl égRarhen ask
guestions. How many units?

N

Eight

Eight. How many tenths?

Three

Three. How many hundredths?

Three

Three. Eight comma three three. Where is the comitar?e, all is;
You got units then you got tenth then you got hedthr there is n(
thousands in your sum. Niks duisend nie (thereasthousand). N
thousand. That's where my comma comes ok. Writ¢ timalerneath
over here, on the sides. Write that down. Ya, teaBood! That's ig
Good, good start. Sukkel julle? (Are you strugghip&ukkel julle? (Are
you struggling?) Aaaah, Have you drawn a picture?

No juffrou
D
)

Get a piece of paper and draw a picture. And trengot to look at it
again. | will do it on the board. Draw the pictuwith your word sums|
draw yourself the picture. You want to park a CHnese are realisti
examples you need to park a car. But you park gauon top on top o
someone else’s car?

No

O

f

No, you got to have some space in between. Ok. dadoetra piece 0
paper and draw diagram for me. Here are some pdpeaw a diagran
and then | will help you know. Will give you 2 mitas, try and solve i
yourself. Draw the diagram. Just listen, the lergftthe car is so muck
the other one is the next amount. They parked #refige hundred
metres apart, ok. What is the distance betweeifrdime bumper of the
first car and the rear bumper of the second car®@d, juffrou Andre
park her car here and | came and park behind reethaame is a distang
of hundred metres in between. From her front buntpemy back

bumper, how far is it? Draw a picture, draw a pietuFive. Fine what

else what we want, ok, let's have a look quick asrswast round las
round. Where how far did we get? We did A and B fi@s answer nin
comma nought six.

f Nought six

—

e

—

e

D. Let’'s have on answer from Inga.

Twenty-six comma
four zero

Twenty six comma four or if you want Twenty-six coma four zerg

Forty nine comma

Rwina. one seven

Forty nine comma one seven, good stuff! Forty nine comma
one seven

F. Sandy Five two six comma
seven five

Ok, five hundred and twenty six comma seven fivie GO Christi?

Eighteen comma
three seven.

One hundred and eighty-three comma? Peter?

Comma zero seven

Comma zero seven. Hey, the last one John?

Thirty two comma
forty two

Ok, not comma forty two but comma four two. Ok, @Gdives happy

? Yes ma’am (in
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choir)

Ok, ready for the test?

Some, yes ma’am

Not yet!

Some no/yes ma’am

Ok put that paper inside your book don’t past itjust put them in you
book so that we can carry on Monday nee. We aregootg to get

homework today. No, you don’t have to pass it omrade six; Grade

five just waits for two minutes. Ok Grade five Aldrade six NN,
Grade five Christy Ok. There is my first car okrdés the porch an
there is the drawing two cars label them A and R.|&'s see. How
long is the first car, the car are called A andHBw long is my first car
let’s just write it again.

r Four comma seven
two five metres.

D

o

And the second car?

Four thousand one
hundred and ninety-
five metres

Four thousand one hundred and ninety-five metrhat'3 the distanc
of that car; this is the distance of that car. ©lwHar are my car’s apa
five hundred metres ok?

b Five hundred metres
q

What does click in your head? This one is in mm twede are in?

Metres

Metres. What must | do? | need to convert my mmmédres. My units
must be the same. If | have got five hundred méliras?

Zero comma five
metres

Zero comm. Five metres. So this space is Zero corfiveametres.
What we want to work out? From this bumper, to busper.

Add up

What are so you got to do add it up? This one péwe comma five plu

makes it easy, it makes it easy. Now how far did got? Who’s not of
number five?

1 number five.

5Raise up hands those
this one, it will give you the total distance. by draw the picture, itthat are not on

1Y

How far are you Tabita? Juffrou Nalitje will be Bein a minute. Bu
you have to finish, | have to go in English nexbddSo you guys ca
finish that for now. Ok, Grade sixes. Grade fivest doen julle nou?

I Afrikaans
n

Afrikaans? Het jy werk om te doen?

Ya

Juffrou Nalitje left you with work. Ok you take angbu do your|
Afrikaans. Ok, just leave your maths and do youikafans. If you get ¢

1S "4

chance just now then you can finish your maths.

End of the lesson
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We end with division by a single digit divisor

Yes sir

and the and the last one that you did and you @icekercise was on pa
forty five, number one point six number f.

Jé&/'es sir, yes sir.

Can we quickly have a look at it again? Openingryeork and look.

Yes sir

Make sure you know and understand and still up ate dvhat we hav
discuss and done.

eYes sir
Yes sir

Grade 6. | want you quickly in your pairs just moxaur desks next to eag

other listen, listen before you move.

h

Just move quickly your desks together and with yoantner, discuss wit
him, the work that we have done in multiplicatioithathe multiples of ten.

hOf Ten.

Ne, multiples of ten that you have done yesterdagcuss and see, if yQ

and your friend solve this problem if you still lea& problem discuss it with

him or her.

uvres sir

Within few minutes | am going back with you and wil see where is thg
problem areas.

bYes sir

The same as you have done in number C

C

Where you have to find the multiplicand, the muidpand the product. Ne7

Yes sir

Can quickly check your work, carry on in silenceileh am busy with the
Grade 6s

» Grade 5

You may move Grade 6.

Move their desks
to join mates

Grade 5; let's do quickly revision of what we hadene yesterday. Clos
your book, put a pencil in your book or your boatoi each other and close
and all your attention here.

e
it

Yesterday we have looked for a number divide bingls digit divisor. Ne?
(single digit divisor). There is different ways thvide. The one that w
discuss to work on we have saidWe discussed t&hrpahis first numbe
into two numbers ne? and in each number, we divydeine.

Nine
e
r

But we also said what did we say what is very ingogdrwhen we give yo
break up this number in two numbers?

JAll two numbers
must be divisible

by nine.
So nine, the two numbers that | use here, mustglde by nine. Nine
So what numbers can we use? Do you think a whabeuthat nine can useNinety
to divide into?
Ninety, yes plus and the number that | add to gimatist give me: oneSeventeen
hundred and seventeen.
So you remember what we we spoke about this yestend? Yes sir.

So what is this? Can you give me the whole number?

Twenty-seven

Can you agree with that?

Yes sir.

So ninety plus twenty seven?

Yes sir
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So these two numbers if you add it, it will give ose hundred angdYes Sir
seventeen?
And we say divide by nine. Divide by nine.
Yes Sir

What is the next step that we, we say now Karopa?

Ninety divided by
nine

(Ninety divided by nine) ne? So we do this one now.
What is the next step (learners)

Twenty-seven
divided by nine

Twenty-seven divided by nine now, what is the qura? Ten. Ninety
divided by nine is
equal to ten.

Ninety divided by nine is ten. Plus? Ten.

Plus twenty-seven divided by nine. Nikote?

Twenty seven
divide by nine is
three.

What is the next final step? Xupifo?

We add the two

We add the two and say ten plus three is: thirteen

Thirteen

So. What does this thirteen means?
One hundred and seventeen divide by nine givelitsdn.

Divide by nine is
thirteen.

So. We have to check our answers. How are goingeéck our answer to sé
if it is correct?

e

What are we going to do Jerome?

Thirteen, nine
times, thirteen
times nine.

Do you say thirteen times nine?

Yes.

What must it give, what must | get? One hundrects®en. And let’s chec
our answer, let check our answer.

kOne hundred and
seventeen

We say now as Jerome said: thirteen times ninegivit us one hundred ar
seventeen.

1V es.

Three times nine?

Twenty seven

Twenty seven. Nine times one?

Nine.

Nine. Plus two is? Eleven.
Eleven. | need is is it true? Yes sir.
Is it correct? Yes Sir
You know thirteen is correct. So this is one waattls to divide. It is an easyYes sir
way when you can use group method. Anyone who éxpes a problem

with this? Who experience a problem with this? [dear?

Is it reasonable? Yes sir
We also say. Yesterday | told you that we are goaaigy a bit further and jtYes sir
is now, when you have a double digit divisor. Wéia you going to do now?
Another way of division with a double digit divisoFhe division is always
difficult. Ne?

But, but what is important, you know your time &l You must know yourNo.
timetable. And if you look at the double digit dier it means you have a two

digit at the end that you divide two hundred andde/ide by fourteen. Twc
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hundred and ten divide by fourteen is equal to @N&hat are we going t
do? Do we know our fourteen time timetable?

0

But now we can say two hundred and ten and instédateaking up this
number, we can break up this fourteen. Which twamloers can we multiply
with each other to give us fourteen: Gigu?

5 Seven. Seven
ytimes seven.

No, no it can’t be.

Seven times two.

Seven times two. So, we say first, two, we can tsay hundred and te
divided by seven is not fourteen. Which other nundzel use? We use tw
And we don’t say times two but we say divides bg.tw

U

Two hundred and ten divide by seven divide by two.

So that means | first do this division and get mgtient and then this answ
divide by two. To get my final answer.

efTwo

Let's see, two hundred and ten divide by seves dasy. | know twenty on
divide by seven.

eYes sir.

Is three! But then this two hundred and ten istieres bigger. So what will Thirty
my answer be for two hundred and ten divide by seltavill be Michel.

Thirteen, thirty. Thirty divide by two. Wuuu mentatithmetic. Thirty divide Sir, sir, sir
by two, Jerobiam!

Jerobiam Fifteen
Fifteen. It is fifteen. Thirty divide by two is:ffeen. We were correct. Yes sir
Even you can swap these two numbers these numgesaying divide by

two divided by two divided by seven you will alsetgt correct.

Let’'s check our answers. Did we work correct? Whaombers are we goingYes sir
to...? Which way are we going to use to check ouwans? Jerobiam?

Fifteen times forty do you agree with Jerome? Tec&hour answer he isYes sir
saying fifteen times fourteen do you agree?

Jan, do you agree? Yes sir
So let’s see fifteen times fourteen. Do you sginember how we do with |a
double digit multiplier?

Let’s have a look four times five is? Twenty
Twenty. | carry over out the two remember it founds one, plus what? Two
two gives us Six. Four

| work with the ten’s do | put down the zero foettens now | say one timé-ive
five is?

Five. One times one is? One
One. Now | add the two Zero.

| am glad to hear the plus zero plus zero is: zero

Six plus five is: eleven Eleven
Carry over the one. one plus one is: Two
Two hundred and ten. we compare? Yes
Same with the original starting number ne? Yes sir
So Is this correct? Yes! Yes
By breaking up the fourteen plus two numbers pludtiply these two Yes sir

numbers to give me fourteen. Ok by multiply ne?
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You see the difference. The different way of a deuhgit divisor. Use the
double digit divisor. It is the same as the doubigt divisor. Gigu.

2 Yes sir.

Let’'s quickly use another number | will give youoso | just wanted to giv
you another one six hundred forty-eight dividedwgnty-four you are goin
to help me with that one. Grade 5 your attentiore ledbose your books clos
all your attention here. Six hundred forty eighg bumber divide by twent
four.

Q2 (D

e

Six hundred forty-eight divide by?

Twelve, twelve,
Sir.

Which two numbers can we use? Sir!

To multiply and give us a to give us twenty four? Sir!

Four? Lita. You have to speak up. Twelve.
Twelve and what? To multiply. Two numbers to muitigvith this each other Twelve divided
Nicky? by two.

two numbers speak up | cannot hear you Plus

Which two numbers to multiply? Which two numbersaRi

Aah not plus say multiply

Sir, sir twelve

| say multiply Times two
Twelve times two. So we say twelve times two. S Igay, we can even sayres sir
two and twelve, so we say divide by ne? First we say divide by two of

divide by twelve. And on the second number also ne?

Did we say? Did we say first this one ne? Yes sir
Can we divide it with this number? Yes. Yes sir
Say two divides into, into? Six

Six. ltis? Three
Three. Six divide by two is? Six divide by two Isee. Three.
Let's say four divide by two is? Two
Eight divide by two? Four
Four. let’s say the second digit we rewrite herevalt ne? Yes sir
Can twelve divide divide into this number? Let'séa look. Yes sir
and three divide by twelve no ne? Can thirty-twadg by twelve? Yes

How many times can twelve divide into thirty-two? Three
Three times do you hear [now we say]. Now we say times twelve. Two Thirty-six
times twelve. Three times twelve?

If we say three times twelve is thirty-six it itbig. Yes sir

So it can't be three but two times ne? Two timesd Awo times. And twq
times twelve; two times twelve is what?

Twenty-four

Twenty-four | subtract twenty-four now from thirtwo. Mental arithmetic
thirty-two — twenty-four is Gigu?

Eight

Ag eight, eight so we have small idea. Eighty-faivide by twelve you
know your times twelve times what it gives yoghay-four?

Sir, two. Two

Nnnnn. No Think. You are too fast, too fast. Nogjiwelve times five is
what?

5 Sixty

Sixty, do you have eighty-four? Make sure make baffere you.

Twelve times
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eight.
Twelve times eight? No. | think you are too bigv&e What is twelve timesSeven
seven?
Seven. What is twelve times seven? Twelve timeerses? Eighty-four

Eighty four. Eighty four and there is no reminder

Six. six hundred forty-eight divide by?

Twenty-four

Twenty four

Is twenty seven

Is twenty seven. Even if you swap these numbesentbdo your division sal
first six hundred forty-eight divide by twelve di by two. You will only,
end up with this.

yTwenty seven

We can check it. We can check our answer. TwentgrseKambala are yo

finish? For today make sure do some revision | belfew minutes with youy

twenty-seven times

uTwenty-four

Twenty-four. Four times eight.

Twenty-eight

Twenty-eight come on, help me seven times foumienty-eight. Do we
hear? Four times two Nicky?

Eight

Plus two? Ten

Ya, work with the tens now. Place zero for the tevstimes seven (Vilho) | Fourteen

Fourteen. One here two times two? Four

Rocha. Is four plus one. Esli, nnn two times twibis plus one is? Five

Ya, the next step? Eight plus zero is? Eight

Add it eight plus zero is Eight

Zero plus four is? Four

One plus five is? Six

Six. Six hundred forty eight. Six hundred forty lgigSo we know this is true.Six hundred
forty-eight

Grade 5s, open your textbooks. Let's quickly do sawercises on top ofYes sir.

page 46 Number 1.7 (b)

While | am busy with the Grade you carry on witistiNumber 1.7 (b) two

hundred twenty five Jerome follow. Two hundred nemb. one point seven

number b. two hundred twenty-five divide by fifteelind number c. one

hundred ninety-two divide by sixty. Now the sametime that we use here

on board, you are going to use now. Calculate teesthis problem. Write

today's date Exercise Number, Page Number neatlyvas will see in the

few minutes.

Grade 6, yesterday we discussed the multiplicdiiopowers of ten Multiply by a

Like yesterday, Gerry, yesterday we still remembersay what happen if wehundred,

multiply by ten? Multiply by a hundred, multiply laythousand. multiply by a
thousand.

This is very easy. Yes sir

Always the same. If we say now four times ten wewkiit is? forty

Forty. The four and the zero’s of the ten nothilsge Yes sir.

If we say seven times hundred.

Seven hundred

Seven hundred. The seven and two zeros of the édndr
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If we say nine times a thousand is a nine with éhzeros thousand. N
problem with this.

o

We also discuss what happen if we say this is iougs number twenty?

Can we say twenty is another multiple of?

Ten

Ten. Now what two numbers gives twenty if you nplit? Two times ten
Yes.

. Two times ten.

It does not matter what number you have in frdngou multiply with twenty
the multiple of ten we can break down this numbees ten and this as W
say it is two times ten.

Two times ten.
e

So it it very easily. We can find our answer btfisay four times two time
ten

sTen

Four times two we know is eight. Eight times terighty

Eighty

So itis very easy to find the answer of eighty.

The same we can use any digit number here mm.rteegure will be thg
same. That number times two times ten. What hapipeves say for instance
seventeen times say three hundred? What will happer? Seventeen is th
you see is multiplicand, the three hundred is tlatiplier you can say. Thre
hundred means? Three times hundred.

» Three times a
2hundred

e

e

Three times a hundred. So, you can say first seeantimes three? Is,
what and now ok. And now we can say ok. What ieg¢liimes seven? It is?

iSTwenty one

Twenty one and now three times one is?

Three

three plus two is

Four

Five. Three plus two is five. What do | hear? Fdthink think ne? And nov
fifty-one times hundred gives us now?

y Fifty one hundred

Fif, five the one and the two zeros and we read?tfave thousand on
hundred.

eFive thousand
one hundred.

You now need time to concentrate. Think, you thirflat we do. Think wha
we do. Is not your sleeping time now. Multiplesteri of a hundred, and let
quickly look at say. If we say thirteen times a tthousand? What does tv
thousand mean? Two times a thousand?.

t Two times a
'shousand
e}

The same as we did here with the tens. After tendtiples of ten, Multiples
of hundred. we do with the multiples of thousand

Thousand

And say now, we have to write it down thirteen tint&o times a thousan
And what is if we now say thirteen times two. Twenix.

dTwenty six

So we can now write it down. We can say times aishad we know. W
just add the three zeros at the end

e Three zeros at the
end.

We can just give the answer of twenty six thousawibrd is not twol Twenty-six
thousand but it is twenty six thousand. thousand
Here comes exercise. B

B and C with each other. Yes sir
Who experienced a problem with these things? Wipeeance a problem? | No one
Are you sure? Yes sir
Let’s quickly have a look here. Just quickly havéoak. The first one is Twelve

twenty-nine times fourteen.
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Let's hear. Milton and your partner, what is yonsaer you give for twenty
nine times fourteen.

-One hundred and

one thousand one
hundred

You say it is one? You have to speak clearly sbwheacan hear you.

One thousand one
hundred and six

Do you agree with him?

Yes sir

Do you others agree with him?

Yes sir

The next one let’s quickly have a look. Number ¢hre

Thirty-eight times

Thirty? Hei don’t shout thirty-eight times sixty tPe

Two thousand
two hundred and

eighty, yes
Two thousand two hundred and eighty. Yes sir
Charlote do your partners get the same? Yes sir
Two thousand two hundred and eighty? By followihg, tthe rules? Yes sir
Number Six
Six that | gave you was a sixty-one times fifty Three thousand
Desmond, you and your partner what did you gethere and fifty.
Three thousand and fifty. Do | here you correct Yes sir
Three thousand and fifty. Yes sir

The next one. Number seven. Seventy two times $gveeventy two Shaun

Five zero and
forty. Five zero

four zero
Five thousand and forty. Not five zero. Like th&s?n Yes sir
Five thousand and forty remember your place valpkege value ne? UnitsTens, hundreds,
tens hundreds thousand. thousand
So this is five thousand and zero hundred so ¢hferty. Five thousand andrive thousand
forty. and forty.

Next one, three and eleven times thirty. Grade Kdhmlyou & your partner?

Nine thousand
three hundred
and thirty, yes

Nine thousand three hundred and thirty like thid dear correct

Yes sir.

Nine thousand three hundred and thirty. Grate! #hedlast one Eight thousand
Two hundred and thirteen times forty. Two hundrad thirteen times forty five hundred and
nnnmm Shelly. twenty

Eight thousand five hundred and twenty. Do youedi#f

Yes sir. No, no.
It is correct No

We can quickly check again. Quickly check yoursimgaake sure we sa
first two hundred and thirteen times four.

ylyaaa.

And times ten? Gigu, you have a problem? Quicklader6, check you
answer.

ryes

Milton eight thousand five hundred and twenty yoerevcorrect to find thi
one. Ne?

sYes sir

Now, can | have your attention here Grade six? \Afe i we have twag
numbers, numbers there for instance we have héosiraand we say fou

Multiplicand
.
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times six and we say four times six and we getaihgwver twenty-four the
very first number is has a name and we call it Desi
Multiplicand ne multiplicand and please make sina tyou know this name-cand
ne. Multipli-cand
Multiplicand remember it the talk about them a nemlthey call it g Yes sir
multiplicand you know what they talk about.
The second one Victor? Multiplier
Charlote multipliers multi-plier. And the answerr filne for the multiplicand Product
and the multiplier we call (Sheline)?
The product, the product, and always know if knbese. If you know thesefForty five.

names you immediately know which number we talk.yBo have anothe
number and that is what we have done, they givetgeunultiplicand, they
give you the multiplier you can work out what ietproduct. What is th
product here Karina?

=

e

It is forty- five and that is what you have done fimmework. It must be fort
five the missing number that you bring in here Re®ty five. We give you
the multiplicand, and the multiplier.

y Six, six thousand
and thirty.

IThe next one they gives you also the multiplicahdt is twenty one an

thirty and they ask you to give them a product.tdfi] what is the produc

dNo, no.

~—+

here?

Six thousand and thirty he say? No No sir. No No
sir. It is true.

It is true. It is true let have a look thirty medheee times ten. What is twentyBixty three.

one times three?

It gives you sixty three. Sixty three times ten?

Six hundred and
thirty.

Six hundred and thirty is correct. You still remeamlyour rules, don't forge
ne? Yaa remember them like that.

tSix hundred and
thirty.

The following one they give you, the product of Reen and the multiplie
of seven but the multiplicand is missing. What i®eésmond?

rTwo

How did you get two? What did you do to find two?

Fourteen

Fourteen.

Divided by seven.

Fourteen divides by seven gives me? Two

Two

And | say now two times seven gives me? Fourteen Fourteen
Ya, it is easy. If you look further. There is a hexe. Let me write it here.Eighty
They give you a product of one hundred and sixtyudtiplier of twenty what

is the multiplicand? Shelly

Did you say eighty? Did you say eight Eight
Charlote did you say eighty? Yes sir

If the multiplicand is eight if | say eight timewenty it will give me one
hundred and sixty?

Yes sir. No. Yes.

Yes, yes, it works. If you say eighty then you widt get one hundred ar
sixty but one thousand six hundred.

1dne thousand six
hundred.

Eight times two is
sixteen, sixteen
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times ten is one
hundred and

sixteen.
Eight times two is sixteen times ten is one hundned Sixty. Yes sir
Ya. The next, the next one. What is given is stkiyee ne? And they giveNine.
you a multiplicand of seven. Ok, what is the muikipKambidhi?
Can you say how did you find nine? Sixty three

divided by seven.

Sixty three divided by seven is?

Nine

~

Nine. Yes. And now the last one. That you have ddrey give you &
product of one thousand two hundred and sixty aomly-two as your

multipliers. What will be the next one?

A Thirty

Thirty Yes sir.
Three zero? Yes sir
Do you hear you correct?

Three. Thirty? Is it correct? Yes sir
Are you sure? Yes sir
Can we say forty-two times three will give us onmdired twenty-six? ThregeYes sir.
times two is six; three times four is twelve tintks ten. That is one thousand

two hundred and sixty it is correct ne?

| hope you did it all and you marKk it. Yes sir
Remember; multiplicand, multiplier and the prodi®emember these wordsYes sir
It is important. Now Grade six. You can close ybaoks.

Grade 5, are you finish? Check your work make sundl be soon with you.| No. No sir
Grade 6, last year we did multiply by say two hwadand thirty eight timesYes sir
and we have a double digit multiplier. That meams digit in the multiplier

ne.

And let's say for instance eighteen. Two hundred #mrty eight times Yes sir
eighteen let's make sure that our procedures tledbllow, two hundred and

thirty eight times eighteen. We first multiply withe units.

Eight times eight is? Sixty four
Sixty four and | write down the unit. And the sihat happen to it? We sayKeep it
carry it over to the tens. You can write it softly the top remember | must

add it.

Eight times three?

Twenty-four

Twenty four plus six.

Thirty

Then write down the units arjdause]. What happen to the thir, three of th€hree hundred

thirty?

Eight times two? Sixteen.
Sixteen. Plus the three is? Nineteen
Nineteen. Write down this. One of the nineteentéms of the nineteen, | just

write it down. Why? Because there is no more digit.

What do we call this first number? Multiplicand. Multiplicand
Now, the multipliers. The tens of the multipliet.i3 the tens that you mustres sir
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write down the zero for the tens.
Write down the zero. Don't forget it. Some of youllviorget this zero fon Eight
tens.
Now you say one times eight is: eight
One times three is: three Three
One times two is: two Two
But now | add those two numbers. Say four plus mefour Four
Zero plus eight is: eight. Eight
Nine plus three: twelve. Twelve
One plus one is two plus two is? Four, four,

So what is my product?

Four thousand
two hundred and

eighty four.
Four thousand two hundred eighty-four. Eighty four
This is a two digit multiplier. Did you understatids one? There is no
Where is the problem? problem.

No problem? Charlote? No problem. Where is the lpraB | am not so sur
let's hear. Speak.

eWhat if you have
three numbers
there?

Three numbers here? Multiply? We will come to br Row, we look a twg
digit multiply we will come later for the three dignultiplier. We just hold
this for that, for now.

D

Let's quickly turn into page forty-eight in your xte book. Open you
textbook page 48. In the middle of page forty-ei@dsi you are there?

r'Yes sir

You find the capital A in the middle of page fodight and you are in clas
now.

5$0 number one

Look at number one. Number two and Number three inoslass. Yes sir
So, today’s date? It the five.
Fifth of June page number is page forty eight. Eiserseven point three AYes sir

Number one two and three. You use your ruler tovdree line.

Neat work make sure, no calculator is used make sou know your
timetable your timetables.

Grade five, let's have a look. Let’s quickly havéoak. Michel, can you d(
this?

b Two hundred
twenty-five
divided by fifteen
is equal to two
hundred twenty-
five divided by
three divided by
five is equal to
seventy-five
divided by five is
equal to fifteen

Thank you Michel ok. Do we agree with Michel?

Yes sir

Quickly have a look here. Compare with yours. Somheyou have twao

Fifteen
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hundred twenty-five divided by fifteen. Look herékbte. And we say two
hundred twenty five with the divisor fifteen he sayis three times five|

Three times five gives me?

Fifteen. It is true, first by three afterwards Iyef You can also swap thes&es sir

numbers ne? And say divide by five divide by thide? You can also conj
up with the same answer.

e

Two hundred twenty-five divided by three can weeagwith his division Yes sir
seventy-five?

Now that you agree with this seventy-five dividedfive again can we agreeyes sir
with fifteen? OKk.

Who did it by saying two hundred twenty-five diviidy five divided by Yes sir
three? Who did it this way? Did you get the samblik® here fifteen?

How will you do it now? By saying two hundred tweifive divided by five| Three
divided by three?

Can five divide into twenty-two? Yes how many tirdes Four
Four times. Four times five is twenty subtract fromenty two it is? Two
Two. And twenty five divide by five is? Five

Five. Forty five divide by three. And now forty-8wdivided by three is equalFifteen

My answer will be? Fifteen. It is also same with tither one.

We know three and five is the only two numbersnidltiply with each other Fifteen

will give me fifteen.

Gigu! Do you have a problem or you understand roan you solve it? Yol
also get this answer?

UNO

Where did you? Where was the problem? This division

Yes sir

Make sure, make sure about that. Leona, can yakiguilo one on this sid
number?

eC

C. We learn from each other.

Did you get nineteen?

Yes

Ok. So, the last one is this.

Let’'s have a look here. Is this a separate nunitagrshe copied?

One hundred and ninety-two divided by sixteen ke,fs1d the two numbers

multiply with each other. So eight and two. Eightds two is sixteen.

Py

Let’s quickly have a look did she calculate corggtt

Yes sir

Four divided by four these two numbers can give siateen.

Grade 6 you are still busy with the remaining? [Ba finish?

Let's see Desmond. It is the end of our period nost's have a home work
Before you leave. Before we step down for mathereatiook! Look af
numbers one point seven and this one you have oiné geven, numbers
and number F. For or Freddy.

E

Four

Look further 1.9 A, B and C these you see for mplitand by ten, hundre
and by a thousand. So, you write down the numh&iesee but next to it i
the answer. Mainly that's for tomorrow. Just wajust want to finish with
the Grade 6.

|2 eX

Grade 6. For home work for tomorrow that 7.3 A. k@t No.9, No, 10; an
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No. 11. Those three for tomorrow. Look at number 9, 10, 11 quickly put
away your things. Yes sir.

END OF THE LESSON.
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Teacher (T)

Learner (L)

So, we are going to continue on with our work aacfions but
before we start on fraction. As you know, we argagfs trying to
do our times tables like this.

Yes ma’am

So we are gonna do a quick review of the timesetdldhm going
to write down on the board some of the times téfidé¢ you must
to study especially tonight. Because you are hauiifijculties
with those. So let’'s have a quick do review theetiable and the
you are going to write down the one that you aregsling with
now. Few of you know them all which is great. Bubshof you
are struggling with some of it. Ok. So let’s seevhee are going
with it now. Ok, let's see how we are running this.

Two times nine?

Twenty-three

Three times three? Nine
Two times five? Ten
Two times four? Eight
Three times two? Six
Four times four? Sixteen
Four times one? Four
Three times five? Fifteen

Eight times one?

Three times two?

Four times two?

Four times three?

Ok, the one that you still struggling with, we @yenna to write
them down in your note book and you are gonna sthdge
today until you know them all. What | am suggestyog to do is
you take a little piece of paper. Put the questinrone side, thg
answer on the back and find a friend to test edablero Three

times five; four times six; three times eight. 3a let’'s take our

math books and complete number seven.

1Y%}

After practicing the tables, the lesson starts.

The teacher wrote down the fractions which theneer are
struggling with.

The learners were
distributing the rulers and
pencils to their classmates.
They also started to copy
down the tables which the
teacher wrote down.

Ok. Can we quickly see what we have done when mesto
fractions? What | want you to do is; | want youdiaw for me
three rectangles that are exactly the same length.

Drawing the three
rectangles as per teacher’s
instruction.

| want you to divide the top fraction into twelvgual parts.

Dividing the fractions as
per instruction
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| want you to divide the second one into eight éqaats, and
then | want you to divide the third one into fogual parts.

Following the teacher’s
instruction.

Ok. On the top fraction, | would like you to shaide let's say
nnnnn three twelfths. Second one, | would like yowshade twd
eighths and the last one | would like you to shiadene fourths
No, each rectangle should be of the same lengtth Bae shoulc
be the same length. When you break it up into tevelgual parts
this side you have six and six. Ok. For the, fag purpose o
comparing, | want you to shade in the fractionartstg from the
left and working to your right. So three twelfthspw many
fractions are you shading?

U7

Three

Three. Then | can shade then side by side so thatan be ablg
to compare. Ok! Three twelfths. Ok. How many fraw pieces
of fraction are you shading in two eighths?

> Two

Two, two nnnnn eighths. And how many pieces of tfceccare
you shading in one quarter?

One

One. Just write them on the same line with the ans@k. Check
on the board. What do you notice about those threegions? If
there is anyone who can tell me if you notice amghthat
[pause] up in those three fractions. Which oneaésatgr?

Twelve

Which shaded part is greater?

Three, three, no, four,
equal

Thank you, they are [pause].

Equal, equal

Now, | do not know if your diagrams were drawn aetely, but
if you draw your diagram correctly, they shouldeliop. Which

means, three twelfths is equal to two eighths wisamual to one

quarter? What should we call those fractions? Ls€s if you
remember those terms.

Equivalent fractions

Equivalent fractions? Grate. Let’'s write back eglant fractions.

Equivalent fractions

They have different denominators, different nunasatbut the
actual value is the same. | can have a chocolatehba was in
twelve equal pieces. Another chocolate bar insémme length

but it is in eight pieces. Another chocolate bathwihe same

length in four equal pieces, and if | ask you twegme three
twelfths or two eighths or one quarter of the chatobar, | will
get the same amount regardless. Is just that #drigssbbroken up
into more little pieces, this one, the pieces atitla bit bigger,
and the third one, the pieces [pause] are evenehigferstaar
julle? Do you inderstandy?

Yes juffrou.

Are you sure?

Yes

Ok. Let's do one more example. | want you to mdited circles
| want you to divide the first one into four partse second on
into [pause] let's see let’s divide it into eighdrps and the thirg

one into two parts. | want you to shade in two tprar Shade ir

Yes
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four eighths and shade in one half. Good! You aagly to go!

Ok. (learner), how many pieces of the pie do | shadfor two| Two
fourths?
Two pieces are shaded. Ok, | am shading this piece, then | Four

will shade in this piece here. Nnnn (learner)! Hoany pieces o
the pie do | shade for four eighths?

f

Four. One, two, three, four. Ok!

Two, three, four.

And (learner), how many pieces of the pie do | shimd the oneg
half?

One.

One pieces. What do you notice about three pies?

They are equal.

Each fraction [pause] Show an equal amount of ibeSp we say
two fourth is equal to four eighths which is egt@bne half. Sg
they are equivalent fractions?

They are equal. Two
quarter is equal to four
eighths which is equal to
one half. So they are
equivalent fractions.

Four eighths which is equal to one half. So they eqguivalent
fraction. Now, how do | make an equivalent fracBofior
example if | give you nnnnn one fifth? If | give ya fraction of
one fifth, how do you go about making an equivalieattion?
One that is of the same value, but different demnamor and
numerator? How will you make an equivalent fractfon one
fifth? You did it for your homework. If you don'temember
check your homework. Number sixty-eight, b anday did you
make equivalent fraction? You multiply [pause] Ttbe number
and the bottom by [pause].

The top number
The same number.

The same number. Two over two, four over four, ramer nine.| Number
Each of those is called identity element.

Five pieces of the five pieces means? One
One. Twelve pieces of twelve pieces means? One

So let's write that down and they must [pause] faour
homework assignment. Read it with me. Ok. Pena@lsrd This
one, let's see what we just wrote down. Equivafesttions can
be made by multiplying the numerator and the denator by the
same number. For example?

Equivalent fractions can
be made by multiplying
the numerator and the
denominator by the same
number. For example

Here | took the one quarter. | multiply it by thaentity elemen
of three thirds and | came up with its equivalémeé twelfths.

Three twelfths

One quarter times three over three gives me thweéths. One
quarter and three twelfth. | circle them in red dese they ars
equivalent. They have the same value.

1Y%}

Equivalent.

Another example on the pie chart. | took one halfulltiply it by
four over four and | got four eighths.

Four over four

They are equivalent. One half, four eighths. Asglas you

multiply the numerator and the denominator by e number|

It does not matter what number it is, you will emg with the

equivalent fractions. Because you are doing exaittyy same

Yes mum
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thing to the number as to the bottom number. Thatty the
value doesn’t change. Understand?

Ok. Three quarters if you multiply with three trard/hat is your

answer? Ok. Now you finish copying, and open yaols to see

if [pause]. Number one. You need to make two edais
fraction of one third by multiplying it by two had¢. What is you
answer?

Two sixths
]
r

Two sixths. Who got that? Number two. You multiplye half by
five fifths, what is the answer?

Five tenths, one half

Number three. | take one half by multiplying it vithree thirds
Ok. Three quarters if you multiply it with threeirths what is
your answer?

Nine twelfths.

Number three. | take one half by multiplying it vithree thirds
Ok. Three quarters if you multiply it with threeirths what is
your answer?

Nine twelfths.

Nine twelfths. How are you doing? Fine
Florida, have you done your work? Yes ma’'am.
Good! Number four. Four fifths if you multiply itybtwo halves Eight tenths
gives you?

Eight tenths. What is eight tenths equivalent of? Four fives

Four fifths, it not equivalent to two halves buistequivalent ta
four fifths. Not four fives, four fifths.

It is equivalent to four
fifths.

Ok. Number five.

Seven tenths

Seven tenths multiplied by ten tenths gives you ... ?

Seventy hundredths

Seventy hundredths

Seventy hundredths

Say hundredths

Hundredths

Yes. Number six. Seven twenty fifths times fourrtba or four
quarter is?

Twenty eight hundredths

Twenty eight hundredths. Twenty five plus twentyefiplus
twenty five plus twenty five gives you?

Hundred

Number seven. Twenty one fiftieths times two halge®es you?

Forty two Hundredths

Forty two Hundredths. Now you know your multipliiat right?

Yes

Is there anyone else that can’t do the work?

| am not finish with nine
and ten

If you are not finish [pause] where is your book? Here
Then do! If you are not finish [pause] do becaufgalse]. Have Yeees!
you done yours?

You have also done it? Yes

Yes. Those who are not doing great may be [padse].then we
will continue with our math a little bit and thenewmove to
English. You will have to finish your math [paus€jnish
correcting after a break.

The lesson continued after the break.

Excuse me, if you have a problem speak in EngMghat is it

Ms. Shiwa, he is accusing
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going on?

me that | took his pen.

Say, | don’t have your pen.

| don’t have your pen.

Ok. Let’'s continue. Number nine. Three tenths tim@sething ig
equal to thirty hundredths

Ten

Tell me what is the identity element? Oh. Let ugath Does
three times ten equal to thirty?

Yes

And ten times ten is equal to a hundred?

Yes

Yes it does. Number ten. Eleven twentieth timesetbing gives Five
you fifty five hundredths. | am gonna ask you thigili. What

[pause] times eleven gives you fifty five?

Five, and does five times twenty give you a hundred Yes
Upili Yes
Are you sure? Yes
Good! Five fifths. How are we doing? Fine

It is all clear to you? Yes
Ok. Let’'s quickly go over that to see. Complete #wpiivalent Three
fractions. One half is equal to [pause] nnn [pause]

Josefina, now how did you get two sixths? Whatydid multiply | Three
two by? Three. So, you have to multiply one by ¢haad what do

you get?

So your answer should be three sixths. How are aueg@ Great Twelve
with number one. Number two. Two thirds is equasdonething
twelfths. Lina?

Twelfths. You gonna [pause]. Four
No, you have three times four to give you twelvewNyou have Eight Ms.
to multiply two by four. What is two times four?

Your answer is eight twelfth. You understand what ave doing Six
here? In your mind you have to multiply by the itignelement.
Number three. Three quarters, is equivalent to hwamy eighths
Daphney?

Yes, you multiply by two to get eight and you mpilyi by two to| Six

get six.

Number four. Two fifths. Is equivalent to [pausejrh gonna askEight
somebody Lisa. Sorry. No. Five times four makesntyweTwo

times four makes?

Eight twentieths. Number five. | am gonna ask Qué&ave sixths| Six

is equivalent to ten what Queen?

No what did you multiply by five to get ten? Two
Ok. So, whatever you do to the top one you hawdotthe same Twelve
to the bottom one. What is six times two?

So your answer is ten twelfths. Fix it up but ibls Twelfths
Number six. Two sevenths is equal to six what? Twenty one

Six twenty one, you are correct. Six twenty [pauseless you
say six twenty first.

Six twenty first
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Ya, two times three is six, seven times three eniy one.

One

This is why you have to memorise your math factstt&t when
you do this you don’t have time to count on yourgérs. OK?7
Number seven | am gonna ask Jaco. Three eighdwgi to nine
what?

Twenty four.

Twenty four. Ok. Because three times three is nkmd eight
multiply by nine is twenty four. Number eight, | agoning to ask
Upili. Seven tenths is equal to multiply three padise]?

Two
Aaai?

Ring, three times what gives you twelve?

Four

So, if you multiply seven by four what is sevenfour? That's
one thing that you need to memorise.

Twenty eight

Twelve twenty eighths. Well, twenty eighths. Ane tlast one
am going to ask Valentina. Ok. Five eighths is é¢maow many|
thirty two? Eight times four is thirty-two, so whet five times
four Valentina.

Twenty-one, twenty,
twenty-two, | have all of
those correct.

Jaco and Valentina to have this and to show me iawo
morning. | want your math work done ok. Queen. Befae
move on to English, we have so much to cover. Véegaing to
do some more things and that is; we are going tdrpations in
order. We are going to put fraction in order. Astieg and
descending order. Ok. So let's put down ascendindero
Ascending means going up as if you are going upst&ight?
Going up, from the smallest to the biggest. Ascegdirder. | am
going to give you some fractions so that you cahtham in
order from the smallest to the biggest. So | aimmgdb put up

number one. And you have to put them in order ftbensmallest

to the biggest. From the smallest to the biggéztét; y; }/;

y; % Now you can use your fraction chart to help you.

you can save yourself or you make yourself a liftieture.
Divided into six parts. You can do it that way. Asding order
from the smallest to the biggest. Now think abdw thocolate
bar. So, if you want the smallest piece of the ohate bar, wha
fraction do you want? Good. Good! You finish?

Yes

This is not in your book.

It must be in the Grade six
book

Ok, well!' In your one sixth is just a one piecetbé& chocolate
bar. Two sixths is two pieces, three sixths, fayths, five sixths
and six sixths. So, from the smallest to the bigggsu should
have arranged them in order like this.

» Yes | have done that.

| hope you are all fine now.

Yes | got it.
Ascending and descending.

Ok. Ascending and descending. Let’s try another. dshember
two. They all have the same numerator. And | tad;ye talked
about this last week. If you have a third of a pi¢ourth of a pie

One fourth
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a sixth of a pie, a fifth of a pie and a half opia, which one is
greater and which one is less? You can use the whaelp you.
How much is the half? How much is the third? Howcimis the
fourth? How much is the sixths? You are gonna geathem
from the smallest to the largest. From the smatieshe largest
Maria, you are taking these and you put them inritjet order.
This is the right order than this. Ok. Number tWdell, if you
remember, we talk about this last week. The bigtjes

denominator, the more pieces of pie. Right? And theans the

more pieces of the parts, the smaller they arehtRiff | have pie
and | just cut it into for example eight pieceshepece s will be
smaller than if | just took the pie and | cut itanfour pieces
Right? This is one quarter, this is one eighth. Whbe
numerators are the same, then to figure out whagtaater ang
which is less, you look at the denominator. The lEnahe
denominator, the bigger the fraction. So, if you hese in order
which one will come first as the smallest? Whahes smallest?

If you have the pie what do you take, one fourttowe sixth? Iff One sixths
you want one half this is bigger. So the smallg®t i

And the little bit bigger is? One fifth
And the little bit bigger is? One fourth
One quarter and then? One third
One third and then? One half
One half. That is the order of the fraction. Whot gbat?| Whole

Sometimes you need to draw a picture to help butgan look
here, everybody look at this chart. See two thiesar, five, six,

seven. Eight, nine. The bigger the denominator,nloee pieces

in each whole.

Here you have ten equal pieces. Nine equal piesight equal
pieces. Where there are only two equal pieces eatikidual
piece is bigger. Ok. Number three.

Number three

With this one, | would like you to put your pencbwn andl One
Watch:%; y; %; }/; % This one looks more challengin ’LrTe;Iéo
because here we have the same numerators but vaetogk | ps. Two
here, [pause] the numerators are different. Howwedocompare

the fractions if the numerators are different? Anbde
denominators are different? Right, we can try asel equivalent
fractions. Let’s leave this alone and let’s chaageh of these intp

a fraction with the denominator six. Two thirds éisnwhat will

give me a fraction of the denominator six?

Two. Three times tow is six. Two times two is? Four, four
Two thirds and four sixths are equivalent. Fouitl8x now you Two, two

got five sixths now you can change this one tofthetion with

the denominator six. One third times what will give a fraction
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of the denominator six?

Yes, our identity element is two halves. Three srhgo is equa
to six. One times two is?

Two

So, one third is equivalent to?

Two sixths

Two sixths. So, this one, it already has a denotoirgx and this
one should also get the denominator six. Let'stigetequivalent
Ok! One half times what can give us a fraction withe
denominator six?

Three

Three. Three thirds. Two times three is six, ome8f three is?

Three

Three. So three sixths is equivalent to one hatiwNf you put
them in order what is the biggest?

Wuuuuuu!

Five sixths. | was able to arrange them in ordectgnging thess
to their equivalents with the same denominatorsy@osee that?

eYes mum.

All right. Let’s try one together.

Ms. Shiwa, we are still
writing.

No it is ok. Three:%o; y; }/; y; %O' Ok. If you have

different denominators, different numerators, sy kve compare

this? Put them all of them over the same denomifiato

No

Yes we can. How are we going to do that?

You find equivalent
fractions.

You find equivalent fractions. Which denominatoo, you want
to change them to?

Tenth

Tenth! Let’'s keep this one as it is and change tms to the
denominator of ten. Five times what equals to ten?

Five, two.

Two. So, what is three times two?

Two; Six

Six. So your equivalent fraction of three fifthdpause]?

Six

Six tenths. Alright, let's change this one to thendminator of
ten. Two times what gives you ten?

Five, five

So what is one times five? Ok. That's the equivialenone half.
Let’'s change this one for a denominator of ten. ikdpause]
How do you get ten?

Five, four, four Five, four,
four

Five times two, so, what is four times two?

Eight

Eight. Now put this in order from the smallest t thiggest
What is the smallest?

Six tenths; five tenths;
eight tenths; four tenths.

Thank you. All tents here, four tenths is the sesll Which one
comes next?

» Five tenths

Five tenths is equivalent to ... ? One half
One half? Six tenths
Six tenths which is? Seven tenths
Seven tenths. And what is the biggest? Eight tenths

Eight tenths which is four fifths. Math facts, esiadly the ones
that | gave you. One times to five times. Two. Qkjte in
ascending order. Examples which you do not healaiss.

Aaah! You were too fast.

| was too fast?

Yes
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Teacher (T)

Learner (L)

Noo. Watch very carefully. We just, we just madesth that da
not have the same denominator. We just found thginvalent
for the denominator ten. How did | make this tery”niultiplying
by two. Then | have to multiply by two the top aslwAll you
are doing is finding equivalent so that all thecfrans you gef
have the same denominator. If they have the samentieator is
easy to put them in order. Do the best you can,alveyoing
[pause] Tomorrow but do the best you can. Ok? Atrigut this
in descending order:

D g1 %61 5t %6 D
D) J5i 781 o0 Mot Fa
) 951 %2175 26t Vi

It is time!

THE LESSON ENDS HERE.
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APPENDIX N: Acceptance letter from Khomas Region

V4

REPUBLIC OF NAMIBIA

MINISTRY OF EDUCATION
KHOMAS REGION

Tel: (+264 61) 2934356 Private Bag 13236
Fax: (+264 61) 231367 Windhoek
File No.:12/2/4/4/2 June 2, 2008

Kapenda l_oide N.
Education Officer: Research
NIED

P/Bag 2034

OKAHANDJA

Dear Madam

PERMISSION TO CONDUCAT RESEARCH ON TEACHING OF MATHEMATICS
IN A MULTIGRADE UPPER PRIMARY PHASE

Your letter dated 27 May 2008 which was received on the 30 May 2008 on the
above subject refers.

You are hereby given permission to conduct research at | and |
Primary Schools on condition that; e T

o Yyou contact the principal of the school to make logistical arrangements

o the research should not disrupt the normal school programme

o anyone who will participate in the interview should do so on voluntary basis

o the final report should be made available to us.

We wish you all the best of luck in your studies.

ALL QFHICIAL MUBT DT TO: THil DIRECTOR: KHOMAB ROGION
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APPENDIX O: Acceptance letter from Hardap Region

REPUBLIC OF NAMIBIA

B MINISTRY OF EDUCATION
HARDAP REGION
Enguiries:Mr. F.P.R.Cloete Private Bag 2122
Ref: Number: 11/1/1 MARIENTAL

19 JUNE 2008

Ms. L.N. Kapenda
NIED

Private Bag 2034
Okahandja

RE: RESEARCH IN HARDAP REGION
Your letter dated 27 May 2008 has reference.
Permission is hereby granted to you to do research in schools in the region as requested. On
condition that:
e The normal program of the school is not put in jeopardy
e The outcome of the research be shared with the region.

e The region be acknowledged in your work

Yours sincerely

Vo

w4 —'/ﬁ\
BBOYS
DIRECTOR

Correspondence fo this regional office must be addressed to: The Director: Ministry of Education
Telephone: 063-245700, Fax: 063-242053
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APPENDIX P: Informed consent form for the teachers

INFORMED CONSENT LETTER FOR TEACHERS

PP ateachersat .......cooooiiii i hereby
stating that | have agreed to take part in the dallection for theteaching of mathematics in
multigrade settings which is conducted by Ms. Loide N. Kapenda. | aaing to help Ms.
Kapenda with her data collection activities, whighll involve the classroom observation,
interviews and the analysis of the documents whitéveloped for multigrade teaching.

| am fully aware about her research ethics (mytrafhprivacy and anonymity) and also know
my right to withdraw in the participation of heudy at any time. will/ will not prefer to proof
read the report in order to ensure that the inféionas accurately recorded and reported.

Signed: Date:
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APPENDIX Q: Bibi’'s lesson preparation
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APPENDIX R: Jatty’s lesson preparatior




APPENDIX S: Janet’s term planning
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APPENDIX T: Shiwa’s lesson preparatiol
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