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ABSTRACT

The Bilingual-Bicultural approach is considered the best approach to teach deaf learners. This
approach also provides the best opportunity for deaf learners to become biliterate. Namibia too has
adopted the Bilingual-Bicultural approach to teaching deaf learners and are a signatory to national
and international policies and laws to ensure deaf learners are provided with the best opportunity
for an education. Contrary to the adoption of the Bilingual-Bicultural approach, policies and laws,
no impact has been seen on an improvement in the deaf learners’ academic performance. Deaf

learners still leave school with low literacy levels and unsure of their future.

The main purpose of this study was to find the best instructional practices to teach deaf learners
through the Bilingual-Bicultural approach. This was done through the implementation of an
intervention programme that can narrow the delay and gap in language learning and literacy. The
study adopted a programme evaluation within a multi-method research design. The research
objectives accommodated the implementation of a Bilingual-Bicultural literacy intervention
programme for deaf learners. The data for the study consisted of quantitative data in the form of
measurements based on diagnostic tests and qualitative data in the form of document analysis,
participant and non-participant observations as well as unstructured interviews. The variety of data

directed the study to a multi-data analysis.

The themes that were established for feedback of the research findings originated from the research
objectives and the programme evaluation questions that were drawn up to guide the evaluation of
the Bilingual-Bicultural literacy programme. The emphasis of the intervention programme was to
draw up new and adopted Integrated Planning Manuals that are based on the NSL and Written
English syllabuses and prescribed language skills of both language subjects. From the new IPMs,
lessons were designed for both language subjects. Teaching and learning materials were also
designed to support the lessons. The programme envisaged a systematic method of learning the
deaf learners the two languages at the same time. The aim was to teach Written English based on
NSL. The programme had a dual integrated approach in that it integrated into specific themes and
topics for a week and the language skills for each language subject. It also integrates into the other

subjects that are taught to the learners. The programme was systematic in teaching learners in small

xii



portions, every time building on these small portions. Teachers were provided with deliberate

training on the instructional practices that were intended for the programme.

The implementation of the Bilingual-Bicultural literacy programme resulted in a positive impact
and improvement on the biliteracy of the deaf learners. Statistical analyses underscored the value
of the intervention program. T-tests yielded statistical significant results for both NSL and Written
English skills with regard to the total scores as well as the sub-tests included in this study (p<0.05).
The teachers who participated in the study showed significant teacher attributes in the form of self-
efficacy, the ability to communicate in NSL, experience and skills to teach deaf learners and good
teacher-learner relationships. Even though, through the programme, the teachers gained
pedagogical knowledge and understanding to applicable instructional practices that can be
implemented in their teaching, they lacked support systems to sustain their instruction. Continuous
interaction and support are thus recommended at all levels to sustain the further development of
the Bilingual-Bicultural literacy programme.

Key words:

Bilingual-Bicultural; biliteracy; Bilingual Education; bimodal; Translanguaging; Deaf Education;
junior primary; Namibian Sign Language (NSL); Written English; *deaf learner; Deaf adults; Deaf

Culture; school for deaf learners

! For this study deaf in deaf learners will refer to audiological deafness and will be written with a small
letter ‘d’. Deaf for Deaf adults will refer to culturally deafness in the instances where the adults embrace
Deaf Culture. In this case, it will be written with a capital letter ‘D’.

Xiii



CHAPTER 1: INTRODUCTION

1.1 Introduction

Within the Namibian framework, numerous documents support education-for-all, including
education for deaf learners. According to Bruwer and February (2019:35), the Namibian
government committed itself, on a national and international level, to leave no child behind.
National standards, policies and laws that prohibit any form of discrimination and segregation are
thus in place and this includes the mandate to serve all learners. On an international level, the
government of Namibia committed itself by being a signatory to various agreements in the
initiation of an inclusive education system. According to the Ministry of Education (2014a:5), the
UN Convention on the Rights of the Child (1989), the Jomtien World Declaration on Education
for All (1990), the Standard Rules on the Equalisation of Opportunities for Persons with
Disabilities (1993), the Salamanca Statement and Framework for Action (1994), the Dakar
Framework for Action (2000), and the UN Convention on the Rights of Persons with Disabilities

(2006) are among these agreements.

Nationally Namibia has policies and laws to protect and serve all its citizens. One such policy is

the Sector Policy on Inclusive Education that was approved by Namibia’s Cabinet in 2013:

The Sector Policy on Inclusive Education is a medium of attaining accessible, equitable
and sound education for all through efficiency, democracy and solid advocacy for
lifelong learning. (Ministry of Education, 2013)

Grounded in the Sector Policy on Inclusive Education, a Curriculum Framework for Inclusive

Education was drawn up. However, this document is still in draft form. The goal of this second
document is to integrate and align Inclusive Education principles with the National Curriculum
for Basic Education, maintaining consistency in the attainment and sustainability of the Sector
Policy of Inclusive Education's goals and objectives and making the curriculum more receptive

to all learners with special educational requirements (Ministry of Education, 2014a:4).

Based on the Draft Curriculum Framework for Inclusive Education, learning through the medium
of the mother tongue is essential. In the Junior Primary phase (Pre-primary to Grade 3) the
language of instruction and learning is thus the mother tongue. For deaf learners, their mother

tongue or first language is Namibian Sign Language (NSL), which is reflected to be the language
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that identifies the Deaf community and transmits Deaf culture. NSL is therefore the language of
instruction for deaf learners from Junior Primary to Senior Secondary and beyond, and Written
English is used for reading and writing (Bruwer & February, 2019:37). NSL and Written English
are hence taught as school subjects and are guided by the appropriate syllabi.

Despite all that has been done, according to the New Era Newspaper (2016), the deaf child still
feels discriminated against and unsure of their futures. New Era Newspaper (2016) states that after
years of independence, there is very little to be proud of in Deaf Education as deaf learners still
fail their Junior Secondary phase and are not able to continue with their Senior Secondary phase
or find a job after that.

1.2 Background to the study

Mahshie (1995:xiv) states that although Deaf people can become proficient readers and writers,
educators of deaf learners experience challenges in finding an appropriate approach to obtain the
desired results. This challenge is even greater in countries like South Africa, as teachers are not
required to have any formal training in Deaf Education, resulting in a lack of pedagogical
knowledge in teaching literacy to deaf learners (Van Staden, 2013:306). Qi and Mitchell (2012:14)
have summarised deaf and hard-of-hearing learners’ achievements over the past three decades as
measured by the Stanford Achievement Test. They have found that scores did not improve, despite
substantial changes in Deaf Education. Deaf learners are still performing lower than their hearing
peers do. According to The Deaf Federation of South Africa, the written language comprehension
ability of the average deaf school leaver in South Africa is equal to that of an eight-year-old hearing
child (Glaser & Van Pletzen, 2012:26).

Svartholm (2014) did a search in earlier educational outcomes that are considered successful in
the history of Swedish Deaf Education. He found that in 1809, when the Manilla School for the
Deaf was founded in Stockholm, Swedish Sign Language was used as a medium of instruction.
The basis for the success in Deaf Education during this period was the recognition of the need for
Sign Language in the lives of Deaf people, together with faith in the abilities of the Deaf
(Svartholm, 2014).



The Bilingual-Bicultural method to communication and education is the most recent strategy to
obtaining favour in Deaf Education (Ross & Deverell, 2010:285). This approach proposes that
deaf learners be taught natural Sign Language as a first language, and then a second language, such
as English, after that. The Swedish Parliament passed a regulation in the 1980s requiring Deaf
persons to be bilingual in order to operate well in the family, school, and society (Mahshie,
1995:xiii). According to Knoors, Tang and Marschark (2014:1), other countries soon followed
Sweden in providing Bilingual Education as the main option in schools for deaf learners. The Deaf
Federation of South Africa started to promote the Bilingual-Bicultural approach from the 1990s
(Van Staden, Badenhorst & Ridge, 2009:52). Focusing on the educational context of deaf learners
in Namibia, a study by Bruwer (2013) confirms that the Namibian Department of Education has

also adopted the Bilingual-Bicultural approach in the teaching of deaf learners.

In the study done by Bruwer (2013), a logic model was drawn based on sociolinguistic and socio-
educational principles to evaluate the efficiency of Bilingual and Biliterate Education at a school
for deaf learners. From these principles, factors were identified that played a role in the
implementation of a Bilingual-Bicultural programme. From the factors that were identified the
most crucial factors were teacher qualification, effective assessment, parental support and
involvement. The researcher believes that by closely studying the objectives of the logic model
and by adapting and adopting it to bilingual teaching, better literacy skills can be obtained in deaf
learners. Against this background, the researcher developed an intervention programme that
focused on working with junior primary deaf learners and their teachers to bring about better
biliteracy skills for deaf learners in Namibia. This research formed part of a broader literacy project
funded by the National Research Foundation of South Africa, entitled: Cognitive Linguistic
Processing of L1 and L2 Learners with Typical and Atypical Patterns of Development (Grant
Number: 87728).

1.3 An overview of Deaf Education in Namibia

“The situation and level of teaching for the hearing impaired in Namibia has been rated as similar
to the situation in Iceland in the 1970s.” (Wiium, 2007:5) While many people view the 1980 -
1990s as the golden years of Deaf Education, it was merely the start of identifying the need for

Deaf Education in Namibia. Abroad a lot of linguistic and psychological research into Sign



Language structure, Sign Language acquisition and Sign Language processing in the brain was
conducted (Knoors et al., 2014:3). Sign Language was getting recognition in western countries,
causing sociolinguists and anthropologists to make full use of the opportunity to research a new
language and a new culture, involving Deaf scholars and researchers in this new development
(Humphrey & Alcorn, 2007:131).

According to Ashipale, Daniel, Haikale, Isreal, Linus, Henock and Morgan (1994:343) as well as
Nambira (2007:10), the idea to establish an education system for the Deaf in Namibia was only
debated during the late 1960s. Finnish missionaries, together with the Evangelical Lutheran
Church, established the Engela Training Centre in northern Namibia, where two teachers from the
centre were sent to Pretoria in South Africa for training (Nambira, 2007:10). The sign system used
in South Africa in certain schools for deaf learners at the time, was the Paget Gorman Sign System
(Ashipale et al., 1994:343), which is a system that was invented in England to teach English
supported by signs to deaf learners (Bruwer & February, 2019:37). The teachers who were trained
in Pretoria taught the deaf learners at Engela using the Paget Gorman Sign System with an
Oshiwambo (a Namibian language) word order. The Centre offered facilities for parents and deaf
learners to spend time together to learn and understand one another’s communication needs. The
Centre also offered basic Sign Language classes, literacy and numeracy classes as well as

vocational training to the older deaf learners (Nambira, 2007:10).

The first school for deaf learners that was established in 1975 was the Eluwa Special School. It
was established under the South African Department of Education and Training and it was
administered directly from Pretoria. Twelve children under the age of 17, with their teachers, were
moved from the Engela Training Centre to the Eluwa Special School that catered for learners who
were deaf and/or blind (Ashipale et al., 1994:343). Under the South African Department of
Education and Training, the Eluwa Special School did not receive suitable attention and thus
maintained a poor quality of education. The situation started to improve after Namibia had become
independent from South Africa in 1990 (Nambira, 2007:10). By this time, Namibia was already
decades behind the new development in Deaf Education.

In 1989, a group of parents and some specialists in the field established the Association for
Children with Language, Speech and Hearing Impairments of Namibia, known as CLaSH. The

reason for this was to accommodate very young learners, especially those who were prelingually
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deaf. CLaSH was registered as a welfare organisation with the Ministry of Health and Social
Services and has since grown from an innovative parents' group to a well-known non-
governmental service provider. The objectives of CLaSH are the early identification, early
intervention and early education of children with hearing loss. In 1994 the CLaSH association
established the only specialised pre-school unit for deaf learners in Namibia that accommodates

up to ten deaf learners a year (Bruwer & February, 2019:39).

In the capital city, Windhoek, a second school for deaf learners opened in 1995. In 2005, a third
deaf school opened in Eenhana, in the northern part of the country. These schools exclusively cater
for learners from Pre-primary to Grade 10. According to the researcher, it was only from 2007 that
learners who had passed Grade 10 could attend Grade 11 and Grade 12 at selected inclusive
schools. At these inclusive schools they are taught their lessons through interpreters (Bruwer &
February, 2019:38). In order to accommodate more learners who are deaf, a unit for deaf learners
in Katima Mulilo was established by a VSO (Volunteer Services Overseas) volunteer in 1996. In
2007, another unit for deaf learners was opened in Rundu. These units do not function as inclusive
education classrooms, but special classrooms, in a mainstream school, for learners who are deaf
(Bruwer & February, 2019:38). No formal education provision is currently provided for learners
who are deaf who reside in the south of the country. Parents of these learners will often choose to
send their children to South Africa for schooling. In the past, these learners could get financial
support from the government to go to South Africa for education. Currently this has become
financially impossible and parents are advised to send their children to the school for deaf learners
in Windhoek (Bruwer & February, 2019:39).

Looking at the map of Namibia it is obvious that most schools and units for deaf learners are
situated in the north of the country, with one school and the preschool (CLaSH) situated in the
capital, Windhoek. According to Ellis (2011:6), it seems that Deaf people are evenly distributed
throughout the population; however, more Deaf people are situated in the northern regions of the
country. Ellis (2011:6) is of the opinion that the reason can be that malaria and meningitis are more

customary in these regions.
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Bruwer and February (2019:42) believe that Deaf Education in Namibia got an enormous boost in
2006 when the Icelandic International Development Agency (ICEIDA) began its work with the
Deaf. ICEIDA, together with the Ministry of Education, held a conference on Deaf Education in
2007 under the theme, ‘Applying the Bilingual-Bicultural Education Approach: Building Bridges
in Education’. In response to the resolutions taken during this first conference on Deaf Education,
a second collaborative conference between the Ministry of Education and ICEIDA was held in

2010. The second conference focused on four specific themes in Deaf Education, namely adult

a-sin-or-something)
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literacy, higher education, vocational training, and employability. The main purpose of the
conference was to explore education and employment opportunities for adults who were deaf.
ICEIDA then signed a bilateral agreement with the Ministry of Education (Ellis, 2011:6). The
project's main goal was to empower Deaf people by increasing their competence in Deaf Education
and developing Namibian Sign Language (NSL). With this collaboration, a project document was
implemented in 2007, called ‘Signs Speak as Loud as Words’. The project document explains the
severe marginalisation of deaf people in Namibia; it notes that at the time only 300 deaf children
were at schools and units; that NSL was not in a good position; that establishments for the Deaf
had limited resources; a negative attitude that was displayed towards the Deaf, and that
commitments from government in policies and laws were not implemented effectively (Bruwer &
February, 2019:44). The objective for development was thus to improve educational facilities for
young deaf learners and to enable the Deaf in Namibia through inclusion in mainstream society.

The Ministry of Education assumed the Bilingual-Bicultural method of teaching deaf learners
(Bruwer, 2013:84); however, with no academic progress amongst deaf learners. A study by Bruwer
(2013) attempted to determine the effectiveness of Bilingual and Biliterate Education from a
sociolinguistic and socio-educational perspective. This study was done as part of qualitative
research for a master’s thesis. The study was designed as a programme evaluation, with the goal
of determining the effectiveness of Bilingual and Biliterate Education for deaf learners in Namibia.
After a logic model tool had been designed for the evaluation, data were collected through
interviews, observations, and document analysis. From this evaluation study, the following factors
were identified that constitute the success of a Bilingual and Biliterate Education programme
(Bruwer & February, 2019:47):

e The individual roles of NSL and English at school,
e Teacher qualification,
e Teacher fluency in Namibian Sign Language,

e Parental involvement in school programmes and support provided to parents of learners

who are deaf,

e Policies, documentation and prescribed procedures,



e Sign bilingual environment at school,
e Involvement of the Deaf community,
e Available instructional material, and

e Assessment tools used to assess learners who are deaf.

Diversity among deaf learners, however, indicates that many other factors also play a role in a
successful Bilingual and Biliterate Education programme. Some researchers mention the
importance of parental involvement and language ability, the cognitive functioning of the learners
as well as the child’s social-emotional functioning, parental choices about language and age of
exposure to a fully accessible first language for the deaf child, early intervention and the
availability of Sign Bilingual programmes, learners with additional disabilities, and effective
instruction as well as economic and social challenges (Marschark & Lee, 2014:217; Plaza-Pust,
2014:24-34; Knoors et al., 2014:4; Hermans et al., 2014:273). This makes it difficult to prescribe
one particular method of teaching. Other studies indicate that with the growth in technological
advances such as hearing screening, hearing aid advancements and cochlear implants, more deaf
learners will be able to acquire spoken languages. The question that is raised is what the role of
Sign Language and Bilingual Education will be for these learners (Knoors & Marschark, 2012:298;
Swanwick et al., 2014:296; Marschark & Lee, 2014:221; Walker & Tomblin, 2014:134).

While Namibia is still in the process of figuring out a method for Sign Bilingualism in education,
technological advancements in other countries are evolving Deaf Education. Early identification
and early intervention of hearing loss continue to be a challenge. According to Bruwer and
February (2019:40), no prenatal or new-born screening is administered at state health institutions
to examine the hearing ability of babies. Only one state hospital in Windhoek (the capital of
Namibia) does auditory brainstem response tests and such a test can only be done upon the
availability of an audiologist. In the past, high-frequency rattles were donated to various hospitals
in Namibia to do testing on babies, but these have not been maintained well and are no longer
readily available. Today this method of testing has been abandoned. It is almost impossible to get
a formal diagnosis of hearing loss, especially for people living in rural areas. Only a few fortunate
children get a formal diagnosis before going to school. According to Bruwer and February

(2019:40), there is also no support structure in place to provide support, advice and guidance after



formal identification of hearing loss has taken place. No support is also offered to parents as to
how they can assist their deaf child to learn. Parents with a good medical aid can apply for their
child to have a cochlear implant, should they wish for this. However, no rehabilitation system is
in place for children who receive a cochlear implant. This results in these children not fully
enjoying the benefits of their hearing aids and soon they opt not to wear it anymore. There are only
a few children in mainstream schools that benefit fully from their hearing aids and this is only

made possible through outside support to them and their parents (Bruwer & February, 2019:40).

Technological advancements are thus not as innovative in Namibia as in other, more developed
countries. Currently, the focus is not so much on the diversity among deaf learners with or without
a hearing aid as it is on the individual diversities of deaf learners and the various factors that
contribute to the success of learning within a Sign Bilingual programme. This makes following a
single method of teaching all deaf learners a challenge. In the process of going through the growing
pains of Deaf Education, Namibia followed the world in adopting the Bilingual-Bicultural
approach to teaching deaf learners. The problem now is to find the best instructional practice to
teach this approach while also meeting the needs of all deaf learners. This problem was the

motivation behind this current study.
1.4 Research problem

According to Stewart and Clarke (2003:4), Ortiz and Ordonez-Jasis (2010:131), and Alvi and
Hameed (2018:18), literacy is the skill to read and write, as well as the ability to comprehend and
use written information in your ordinary daily activities at home and in your community. It also
includes the ability to think and reason within a given society, as well as the ability to achieve
one's goals and develop one's knowledge and potential through the advancement of language.
Kuntze, Golos and Enns (2014:217) further add that to be literate, a person should be able to think
critically about information and process information in such a manner to be able to communicate
with an audience, regardless of the language or modality. A major concern in Namibia is the poor
academic performance and low literacy level of deaf learners and the need to understand the reason
for this scenario (Mbumba, 2007:6; Bruwer & February, 2019:43). Even though many countries,
including South Africa and Namibia, have adopted the Bilingual-Bicultural approach that should

result in biliteracy for deaf learners, deaf learners still perform poorly. The Bilingual-Bicultural



approach is considered the best approach to teach deaf learners; yet there is a continuous lack of
academic performance amongst deaf learners, as studies indicate that deaf learners are still
performing lower than their hearing peers do (Qi & Mitchell, 2012:14; Knoors & Marschark,
2012:14; Hrastinski & Wibur, 2016:156; Mayer & Trezek, 2019:8). The theoretical foundation of
the Bilingual Deaf Education approach based on Cummin’s (1981) linguistic interdependence
hypothesis, which argues that first-language competency is essential in order to develop a second
language, is now questioned, as what was projected are not happening in schools for deaf learners.
Even though Deaf people can become proficient readers and writers, the challenge remains in
finding an appropriate instructional approach to obtain the desired results (Mahshie, 1995:xiii).
Schirmer and Williams (2003:110) state that pre-literacy starts at home and later advances in
school. This is an even bigger challenge as deaf learners not only differ from their hearing peers,
but also vary greatly among themselves regarding their various family and social backgrounds as
well as language use, and overall, their holistic development (also see Howerton-Fox & Falk,
2019:2; Ntinda, Thwala & Tfusi, 2019:79).

The study will be guided by the following research questions:

e What is the language ability of junior primary learners at the school?

e How can biliteracy skills in deaf learners improve after the application of an intervention

programme?

e How can deaf learners be supported by teachers and parents to become biliterate?

e What challenges does the school experience in the implementation of a biliteracy
programme?

1.5 Purpose, aims and objectives

The assertion on which the bilingual model for deaf learners was based, believed that if a child's
natural Sign Language was completely developed and employed as the primary language of
education, literacy in a second language (spoken language) would develop as well (Mayer & Leigh,
2010:176). Concerns are now raised, because what the bilingual model was based on does not

happen at schools for the deaf. However, for this research, the researcher did not condemn the
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model, but used it as the aim of this study, namely to find the best applicability of the bilingual

model at a school for the deaf in Namibia. The objectives were:

e To determine the language ability of deaf learners.

e To determine how biliteracy skills in deaf learners can improve after the application of an

intervention programme.
e To explore the roles of teachers and parents in the support of biliteracy for deaf learners.

e To explore challenges faced in implementing a biliteracy programme at a school for deaf

learners.
1.6 Theoretical framework

This study is grounded in the work of two prominent theorists who have strived to explain the
nature of social learning. The researcher will begin with the work of Bandura’s (1977) social
cognitive learning theory and then link it with views of Bronfenbrenner’s (1979) bio-ecological
systems theory. The attempt is to obtain a better comprehension in respect of the role of a child’s

home and school environment on his or her learning and literacy development.
1.6.1 Bandura’s theory

It is argued that social cognitive theory has its roots in behaviourism; however, over the past
decades, cognitive processes have increasingly been assimilated into its explanation of learning
(Ormrod, 2006:329). Bandura believes that social variables play a significant role in a child's
learning and development (Gray & MacBlain, 2012:91). Imitation and identification are two such
factors that are considered as important in social learning in that both factors provide for
accelerated social learning in children (Gray & MacBlain, 2012:95). Children copy the
performance of others and then they integrate new learning into existing perceptions that have
already been adopted by them. Identification occurs when a child internalises entire patterns of
behaviour, acting in new situations as they believe the adult after whom they model their behaviour
would act. According to Salkind (2004:213), learning is thus not only a simple process in which
the child observes an adult and then imitate the behaviour, but rather a complex series of steps in
which the child approximates the model’s behaviour through the internalisation of what the adult
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signifies and then followed by the child’s attempts to match that significance. This means that
children could observe others and learn through their observation without their observation
essentially leading to change in their behaviour. Motivation, according to Bandura, is a key factor
in the link between children's observation and later changes in their behaviour. Motivation, he
believed, is an important role in the growth and learning of young children (Gray & MacBlain,
2012:91). The word "observational learning™ thus refers to social learning. This is where you can
learn through watching other people who function as role models (Bandura, 1977). Bandura further
points out that for effective and meaningful learning to occur, the adults (models) being imitated

must behave appropriately (Gray & MacBlain, 2012:94).

Parents, according to Salkind (2004:212), are the most influential role models in a child's life. As
a result, they may be the child's best teachers. This is due to the regularity and intensity with which
children and their parents communicate, as well as the great regard children have for their parents
and their aspiration to be like them (Salkind, 2004:212). The researcher believes that for the deaf
child, these adults (models) also involve their teachers, hostel matrons and adult members from
the Deaf community, as they are the adults that the child interacts with the most, especially those
children who reside in the hostel. Badura further proposed that children can learn through symbolic
modelling. This is where the child engages in imitation and identification of fictional characters,
such as storybook or fairy tale characters (Gray & MacBlain, 2012:95). According to the
researcher, it can include Deaf role models that are signing Deaf literature, or Deaf characters in

signed stories.

For a deaf child to acquire Sign Language and Written Language, he or she needs to be in an
environment where these languages are modelled. According to the researcher, parents, teachers,
hostel matrons and other Deaf individuals are the most suitable models to create such an
environment. However, these individuals need to project the appropriate behaviour and knowledge
towards deafness, Sign Language, Written English and Deaf Culture for learning of the two
languages to take place for the deaf child. It is the researcher’s opinion that deaf children learn
best through what they see, which makes observational learning a good option for them to learn a
language and become literate in that language. However, they depend heavily on their parents,
teachers and hostel matrons to model the appropriate behaviour and knowledge for them to

approximate what was modelled and match the relevance to the particular behaviour. Exposure to
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Sign Language storytelling can also lead to deaf children learning through what they observe from
the fake characters in the story. This can be a great help to the adults who are not deaf themselves
and that might not feel as comfortable in the use of Sign Language. By incorporating Deaf
characters in the story, the deaf children can associate themselves with the characters and be more
motivated to imitate not only the behaviour that can be a reflection of Deaf culture, but also the

Sign Language used by the Deaf characters.

Another important aspect of Bandura's theory, according to Gray and MacBlain (2012:96), is self-
efficacy. Bandura defines self-efficacy as one's belief in one's ability to do well and achieve in
given conditions, as well as one's ability to take control over one's own actions in order to succeed
(Gray & MacBlain, 2012:96). Knowledge and understanding of self-efficacy are especially
relevant to professionals working with young children in education. This component of Bandura’s
theory impacts how the goals are understood that individuals, be they children, parents, or
professionals aim to achieve (Gray & MacBlain, 2012:96).

The researcher agrees that self-efficacy is an important aspect to understand when working with
deaf children, in that adults in a deaf child’s environment can affect the child’s self-efficacy in the
behaviour that they modelled towards deafness, Sign Language, Written English and Deaf Culture.
If adults model behaviour of negativity and a lack of support towards any of these components,
the deaf child will imitate this negativity, which can lead to poor self-efficacy. Children with low
self-efficacy, according to Gray and MacBlain (2012:96), will show themselves in social
circumstances as having low self-confidence. This may cause them to avoid tasks that are difficult
for them. Instead, they will choose to focus on the negative and frame their thoughts in such a way

that they convince themselves that they will be unable to achieve something.

Through personal experience, the researcher has observed that deaf children have very low self-
confidence in their ability to understand Written English. This thus presents a challenge to the
adults (models) in the environment of these children. These adults will have to present a positive
attitude, not only towards the teaching of Namibian Sign Language and Written English, but also
show that they believe in the deaf child’s ability to learn these languages and become literate. The
researcher has also observed that deaf children feel more confident in Sign Language and portray
better usage of Sign Language than of Written English. Written English should thus be modelled

in such a way so that the deaf child approximates the model’s behaviour through the internalisation
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of what the Written English signifies and then followed by his or her attempt to match that
significance to the Sign Language components that they know. This is consistent with Bandura's
belief that developing a strong sense of self-efficacy requires mastery through experiences (Gray
& MacBlain, 2012:96). In observing adult (models) or fictional Deaf characters succeed, getting
positive and affirming comments from others and understanding their own emotions and feelings,
especially towards deafness, Sign Language, Written English and Deaf Culture, the deaf child can

develop a strong sense of self-efficacy toward becoming literate.

The social cognitive theory, as previously stated, is a learning paradigm that assumes people learn
through watching others. They are, nevertheless, active participants in their environments, rather
than being shaped by it. These taught behaviours may have a significant role on their personality.
While the environment in which people grow up has an influence on their behaviour, the individual
self is equally significant. The following is an outline of reciprocal determinism in which

behaviour, personal factors and the environment influence one another.

Personal Factors
(Cognition, Affect,
Biology)

Environmental

Figure 1.2: Outline of reciprocal determinism in which behaviour, personal factors and the
environment influence each other (Zhou & Brown, 2015:20)

Behaviour

According to Zhou and Brown (2015:20), learning occurs in a social setting, with a dynamic and
reciprocal connection between the individual, their surroundings, and their behaviour. Zhou and
Brown (2015:21) further argue that an individual’s level of self-efficacy towards a behaviour can
influence their imitation of the observed behaviour, the personal. That is, getting the deaf child to
trust in his or her capabilities to acceptably complete a behaviour, with the reaction they receive

after they carry out a behaviour the behavioural. That is, the child should be able to experience
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learning success as a result of appropriately performing the behaviour. Finally, components of the
environment that affect an individual's capacity to accomplish a behaviour effectively, the
environment; that is, establishing a conducive setting for better self-efficacy by providing
appropriate support and tools (Zhou & Brown, 2015:21). The principle of social cognitive learning
comprises learning and gaining knowledge by seeing models. Effective modelling is used to teach
general norms and techniques to dealing with various scenarios. Regardless of the effects of
models, the complete process of observational learning in a social learning setting might not be
effective if the four processes of attention, retention, production, and motivation are not in place.

(Zhou & Brown, 2015:23). The following is an outline of the interaction of these four operations.

Attention Retention

Social
Learning

/

Motivation

Motor
Reproduction

Figure 1.3: Interaction of the four operations necessary for social learning to take place
(Salkind, 2004:223)
Although it may appear obvious that observers must pay attention, Zhou and Brown (2015:23)
think that observers selectively pay attention to specific social behaviour. This can be determined
by the accessibility, relevance, complexity, and functional value of a certain social behaviour, as
well as human characteristics such as cognitive ability, value preference, and preconceptions for
some observers. The retention process will depend on the observer’s memory for the modelled
behaviour. Visual imagery and verbal coding assist with and are important for the memory

processes. Visual imagery is especially important in early development when verbal skills are
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limited. The production process refers to the symbolic demonstration of the original behaviour.
This behaviour will be converted into action and it will be reproduced and demonstrated in a
suitable context. During this process feedback is received from others and based on the feedback
a person can adjust their demonstration for further references. Through the motivation process a
behaviour can be recreated depending on the observer's reactions and consequences when re-
enacting that behaviour (Zhou & Brown, 2015:23).

The researcher believes that these four components processes can be related to deaf children and
how they might learn. It can also bring clarity to situations where learning in deaf children might
not be perceived as expected. Questions that can then be asked is whether the behaviour or
information that the child is exposed to is as accessible as it should be, if the retention of
information is taking place as it should or if the child struggles with memory. If the child
experiences difficulty in the first two components, the learning and literacy of two languages can
be hampered which might lead to illiteracy in the deaf child.

1.6.2 Bronfenbrenner’s theory

To get an even better understanding of social learning, the researcher also studied
Bronfenbrenner’s theory. Bandura's approach, according to Gray and MacBlain (2012:97), is more
focused on the individual. Bronfenbrenner, on the other hand, adds a layer of complexity by
explaining how children acquire knowledge, as well as the cultural contexts and factors that can
influence their development. Bronfenbrenner regarded the child's wider social, political, and
economic surroundings as more fundamental than Bandura’s work. Bronfenbrenner's theory can
thus be best understood as the interplay of children with their surroundings (Gray & MacBlain,
2012:92).

Bronfenbrenner (1979) is a key proponent of the ecological system theory and criticises
psychologists and educators who are purely concerned with individual growth and behaviour
without respect for social, political, or economic factors in which a child grows up.
Bronfenbrenner's theory is based on the idea that the bio-ecological system in which a child grows
can be viewed of as a succession of layers that are constantly in contact with one another. All of
the situations in which the child has direct personal experience, such as family, make up the most

inner circle.
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Ecological theory, according to Doherty and Hughes (2009:43), provides a comprehensive
description of the impact of the environment on child development. The many situations in which
children live and the manner in which they are raised are recognised as significant impacts on their
development. From an ecological standpoint, interactions between systems at all levels are
emphasised, and the environment in which the child interacts is given a high priority (Doherty &
Hughes, 2009:43). Bronfenbrenner expanded ecological theory to include bio-ecological traits and
qualities, confirming his long-held belief that biological properties and qualities are also important
in explaining human development (Swart & Pettipher, 2016:12). According to Doherty and
Hughes (2009:12), the ‘bio’-aspect of the model identifies the person’s biological self in the
development process. The ‘ecological’ part identifies that the social context in which a person
develops, are ecosystems because they are in continuous collaboration with one another and they
influence one another. The ecological systems theory is a systemic organisation that helps to
understand development by integrating broad sociocultural factors in children's lives, whereas the
bio-ecological model puts the child at the centre and recognises biological makeup, cognitive
capacities, and socio-emotional trails that influence and are influenced by the environment
(Doherty & Hughes, 2009:12).

Bronfenbrenner believed that development should be researched in the family, school, and
community where children reside (Doherty & Hughes, 2009:43). He claims that children are active
participants in their development and that parents have a significant impact on their growth. He
states that reciprocal interaction between children and parents should be considered, rather than
considering maturation or parenting practices separately. Bee and Boyd (2010:338) state that for
Bronfenbrenner, it is through the family that the larger society can influence a child’s development.
The family can allow the larger culture to reach the child, but it can also prohibit it. The world of
children revolves around structures and each structure is linked to another. This organisation of
structures is associated with the development of the four systems. The four interrelated systems in
Bronfenbrenner’s model are the microsystem, the mesosystem, the exosystem and the
macrosystem and they all interact with the chronosystem (Swart & Pettipher, 2016:12). The

following is an outline of such a bio-ecological model.
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Figure 1.4: A bio-ecological model for a deaf child

1.6.2.1 The microsystem

The microsystem, according to Rosa and Tudge (2013:246), is the most proximate setting, with
physical characteristics, in which a person is positioned. For a deaf child, this can include close

family, friends, or teachers, as well as the actions of play and school activities. Swart and Pettipher
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(2016:14) argue that it symbolises the setting in which children primarily learn about the world
and that it is embodied by those closest to them. Within this system the relationships are reciprocal
and there is a flow in both directions (Doherty & Hughes, 2009:15). This entails that each person
reciprocally influences the other at a particular point in time. According to Swart and Pettipher
(2016:14), the microsystem should successively serve as a protective feature to a child in
supporting feelings of belonging, love and support. The opposite can, however, also be true in the
cases where the environment is not as supportive. The researcher thinks that the microsystem is
particularly important to the deaf child, as they are heavily dependent on the support of their
parents, family, their teachers and their peers to feel accepted as a deaf person and supported in
their language and literacy learning. Their parents will be the models to create a conducive
environment for early language acquisition and provide positive motivation for learning. The
microsystem can also become a risk factor in the cases where the deaf child will not be exposed to
this positive home environment (Swart & Pettipher, 2016:14). In this case, language acquisition

and literacy development, for the deaf child, can be influenced negatively.
1.6.2.2 The mesosystem

The mesosystem, according to Rosa and Tudge (2013:246), is the link between two or more
microsystems in which the developing child is actively involved in. Microsystems exist and
interact within a mesosystem. The mesosystem is thus a system of microsystems (Swart &
Pettipher, 2016:15). All interactions are also reciprocal in this system, in that the teacher can
influence the parents and the parents can affect the teacher, and these can in the end affect the child
(Doherty & Hughes, 2009:15). The family, school, and peer group all interact with one another
and adjust each of the systems. One microsystem within a mesosystem can be the relation between
the teacher and the child in the classroom. According to the researcher, deaf learners, for example,
that might come from home environments that are not conducive to Sign Language learning, that
are not deaf-friendly or supportive towards the needs of a deaf person, are placed at risk for
developing barriers to learning. Such a learner might have a teacher who will provide him or her
with a Deaf environment where Sign Language is used for communication and provides emotional
and learning support. This support can boost the deaf child’s self-esteem and security. The school
can become a protective resource for the child in that the positive experience that the child has at

school through the language, learning and emotional support can shield the psychological effects
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of the unsupportive environment at home (Swart & Pettipher, 2016:15). According to the
researcher, the above can be true for many deaf learners with hearing parents who reside at the
hostel, and do not have any real relationship with their parents and family members. The school
and their friends (peers) can provide them with the needed support.

1.6.2.3 The exosystem

The exosystem, according to Rosa and Tudge (2013:246), is the third circle of the ecological model
in which the developing child does not actively engage, but can experience its effect at times. The
exosystem interacts with the mesosystem of interacting microsystems. Even though the child is
not a direct part of the system, all of the social settings that affect the child are included under this
layer. This can include a teacher's relationship with school administration, a parents’ career,
community services for health, employment, recreation, or the family's religious affiliation
(Doherty & Hughes, 2009:15). The researcher is of the opinion that due to economic
circumstances, many of the deaf learners in Namibia are placed in the hostel. The reasons might
be to save on transport (taxi) money to school or because parents are working and residing outside
the capital city, many times on farms or in small villages. Parents can thus not afford to move to
the city to be close to their deaf child, or they do not have the financial capacity to pay for
commuting by taxi. Months can pass by without any connection with the parents, which can

influence the relationship between parent and child.
1.6.2.4 The macrosystem

The macrosystem is the larger society that “refers to dominant social and economic structures and
the attitudes, beliefs, values, and ideologies inherent in the systems of a particular society and
culture” (Swart & Pettipher, 2016:15). The macrosystem differs from the other levels of context
in that it encompasses a culture's or subculture's institutional systems, such as economic, social,
educational, legal, and political institutions (Rosa & Tudge, 2013:247). These systems aid in the
investigation of several main forces that interact to generate the environment in which each child
develops. They influence the character of all other levels' interactions, then supply the structure
and substance of the inner systems and are explicit to a specific culture at a specific time.
According to the researcher, for the deaf child this would mean that Namibian Sign Language,

deafness, and Deaf Culture must first be embraced by the parents, family, school community and
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the individual child before it can become part of the school culture, which falls within the

macrosystem.
1.6.2.5 The chronosystem

According to Akyil, Prouty, Blanchard and Lyness (2014:45), the final system that Bronfenbrenner
introduced was the chronosystem. This was done to examine how external (social) and internal
(developmental) changes in the environment affect the person over time. According to Rosa and
Tudge (2013:248), Bronfenbrenner emphasises that human development involves both continuity
and growth. The individualities of a person vary over time and space. Swart and Pettipher
(2016:16) believe that time plays an important role at three different levels: micro, meso, and
macro. The chronosystem encapsulates the concept of time and how it relates to the interaction of
different systems as well as their effects on individual development (Swart & Pettipher, 2016:16).
Rosa and Tudge (2013:248) argue that this represents both continuity in the individual and change
as a result of the dynamic relationships that exist between the person, the environment, and the
other people in that context. All of these parts are involved in reciprocal processes that become
increasingly sophisticated throughout time (Rosa & Tudge 2013:248). The child's growth will be
more effective if relationships are developed in an ecological environment with people with whom
the child has formed healthy emotional bonds with, that are mutual and enduring. The development
of a child will be enhanced if the setting allows the child to see and participate in activities with
the assistance of individuals who have a higher understanding and skill and if these individuals
support the application of abilities learnt in other contexts and relationships (Rosa & Tudge
2013:248). According to the researcher, the implementation of a Bilingual-Bicultural literacy
programme for deaf learners in Namibia can come at a time where the in-efficacy of parents and
teachers and the low self-confidence of the deaf child act as barriers to the education of the deaf
child. The Bilingual-Bicultural literacy programme can create a positive environment that provides
the deaf child with the opportunity to become literate with the assistance of parents, teachers, and

school hostel matrons that have a better understanding and skills of deafness and Deaf Education.

The bio-ecological system revolves around the deaf child. The child does not live in a solitary
environment; instead, he or she is a member of a family, which does not operate in isolation, but

rather as part of a community. A deaf child's qualities interact with the environment's
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characteristics to create a unique system that influences and is influenced by interaction in an ever-
lengthening, hierarchically layered context in which the child is a member of a hierarchical whole,
according to a bio-ecological perspective of development. Learning is a social activity; we learn
from one another all the time. This links with Bandura’s Social Cognitive Learning Theory, which
argues that one acquires considerable information by just observing models. In this study, the
emphasis will be on working with the multi-layered system of the bio-ecological theory in
providing an exemplary model in social cognitive learning theory to bring about success in a
Bilingual-Bicultural programme in Deaf Education.

1.7 Research design

A programme evaluation within a multi-method research design is used in this study. Johnson and
Christensen (2014:54) believe that multi-method research is a strength in research, where
quantitative and qualitative methods complement each other. In combining two methods with
different strengths and weaknesses, it becomes less likely to miss important information. Creswell
(2014a:215) argues that the blending of data provides a stronger understanding of the research

phenomenon.

The principle objective of this study gives way for programme evaluation. Patton (2002:10) states
that programme evaluation entails the collection of information regarding activities,
characteristics, and outcomes of programme effectiveness in a systematic manner. The researcher
is further guided by what Creswell (2014b:574) states as an embedded multi-method design to
embed quantitative data within a qualitative study. The nature of the research problem, which
entails the poor academic performance of deaf learners, required both an exploration and an
understanding of the process of teaching and learning of deaf learners, thus making it an excellent

qualitative study.

An experimental research design in the form of a one-group pre-test post-test design is used for
the quantitative data collection. Special diagnostic measuring instruments were drawn up by the
researcher for the NSL and Written English pre and post assessments. The same instruments were
used for pre and post-tests. A case study research approach is used for the qualitative data
collection. Data were collected in the form of document analysis of prescribed ministerial

documents, participant and non-participant observation and unstructured interviews.
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Stratified purposive sampling was done for the selection of the participants. Nieuwenhuis
(2007:79) states that stratified purposive sampling involves selecting the participants of a research
study based on a preselected criterion. The preselected criteria for the selection of the school were
that the school should accommodate deaf learners and declare a Bilingual-Bicultural philosophy.
The preselected criteria for the learners and teachers were that they should be part of the junior
primary phase of the school. The school principal and head of department for the junior primary
phase also formed part of the research participants. A full discussion on research methodology will
follow in Chapter 4 of the research report.

1.8 Ethical considerations

As mentioned previously, this research forms part of an NRF-registered project entitled,
“Cognitive linguistic processing and literacy development of L1 and L2 children with typical and
atypical patterns of development”. In this regard, ethical clearance to conduct this research has
been obtained from the following relevant institutions: The Ethics Committee of the Faculty of
Education (Ethical Clearance number: UFS-EDU-2013-0074) and the NRF (grant number:
87728). According to Ryen (2011:418), the three main ethical issues to be considered in a study
of this nature are consent, confidentiality and trust. Thus, in addition to the above, ethical clearance
was sought from the regional director and the principal of the sample school to do the research at
the particular school. Written informed consent was also sought from the teachers, parents and/or
guardians of the children who participated in the research. All participants were fully informed
about the nature of the study and about their rights to withdraw from the study before the study
commenced. The participants’ anonymity is protected, and confidentiality is ensured by de-
identifying all participants and by using pseudonyms. The researcher tried her best to earn the trust
of the participants and to uphold it. All information gathered was treated as totally confidential
and would be kept for at least three years. All records of collected data are kept in a safe and secure

location at the University of Namibia.
1.9 Value of the research

This study contributes towards a better understanding of the psychology of educating deaf learners.

The value of the research lies in the benefit it has for deaf learners in teaching them to be biliterate,
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leading to the better academic performance of deaf learners. Barriers to the success of Bilingual-
Bicultural programmes include the lack of supportive family resources and a lack of appropriate
second language (English) pedagogy, as well as physical resources for teaching Sign Languages
(Mayer & Leigh, 2010:178). The study produces an intervention programme that contributes to
the elimination of these barriers. Parents are provided with support in the form of resources to
work in collaboration with the teachers of their deaf children. In the process, a better understanding
is reached on how to support deaf children’s literacy development. Teachers gain pedagogical

knowledge on teaching deaf learners to be biliterate.
1.10 Limitation of the study

An immense limitation to the study was to get parental involvement, the reason being that many
of the learners stayed in the hostel, with their parents residing outside the city where the study was
conducted. Guardians who were assigned to the learners by the parents did not avail themselves to

show up for parent meetings or planned activities.

A second limitation was a lack of readily available teaching and learning materials, especially in
the form of pre-recorded signed vocabulary or signed stories. A lot of time had to be spent on
researching and recording Namibian signs. Within the Namibian context there are limited deaf
literature that is pre-recorded. Literature from other countries like South Africa had to be used at
times. Another limitation was the lack of readily available assessment material that fit into the

context of the study. Tailor made assessment material had to be designed.

Lastly, much time was spent on the design and the implementation of the intervention programme,
which led to the extension of the data collection period. All the learners within the junior primary
phase (N=41) formed part of the research study. The researcher administered the diagnostic tests
to all learner participants herself, which also contributed to the timeliness of the data collection

procedure.
1.11 Chapter outline

The outline of the chapters is as follows:
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Chapter 1: Introduction

Starting with a basic introduction and backdrop to the study, this chapter presents a comprehensive
review of the research. For historical perspective on the research topic, an outline of Deaf
Education in Namibia is offered. The research problem is explained, as well as the study's goals
and objectives. The theoretical foundation of the study is discussed in length, and it is based on
Bandura's social cognitive learning theory and Bronfenbrenner's bio-ecological system theory.
Further consideration is given to the research design, research ethics, and study value, as well as

the study's limitations. The chapter concludes with an outline of the chapters.

Chapter 2: Development of Deaf Education

This chapter presents the literature review that emphasise Bilingual-Bicultural Deaf Education and
the theoretical foundation of Cummins’ linguistic interdependence hypothesis. Literature that
underpins the work that was done by Garcia on Bilingualism in education and the changes that she
proposed in the form of Translanguaging is also presented. The chapter concludes with a
presentation on Sign Bilingual Education policies in the Scandinavian countries in correlation with

practices in countries such as South Africa and Namibia.
Chapter 3: Literacy development in Deaf Education

This chapter presents the literature review that emphasised the literacy development of a deaf child.
Literature that reinforces the roles of parents and teachers of deaf learners with regard to their
literacy development was deliberated on. The chapter further focuses on literature that reflects on
the biliteracy of the deaf child through studying instructional strategies to teach reading and writing
to deaf learners. Attention was given to reading instruction that emphasise the areas of phonemic
awareness, alphabetic principle, vocabulary, fluency, and comprehension strategies. For
instructional strategies that teach writing to deaf learners, the emphasis was on the sub-processes

of writing that entail prewriting, organising, writing, feedback, and revising.
Chapter 4: Research methodology

This chapter discusses the research methodology and gives an outline of the procedures followed
in the gathering and administration of the data. It offers detailed information on the instruments
used in the collection of quantitative and qualitative data and justifies the reasons for the choice of
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instruments. Deliberation is provided on the Bilingual-Bicultural literacy intervention programme
that was an essential part of the study. Data analysis and validation of the study are explained and
the ethical considerations that were taken into account for the protection of the research

participants.

Chapter 5: Presentation, analysis and discussion of the research findings

The research findings and data analysis are summarised in this chapter. It depicts a demonstration
of the research design, which is a programme evaluation within a multi-method research design,
in order to describe the study's findings. The results of the quantitative and qualitative data
collection are explained and debated. The quantitative instrument results are displayed, with scores
before and after the Bilingual-Bicultural literacy intervention programme. This chapter also
discusses qualitative data to assess the challenges of implementing a biliteracy programme at a
school for deaf learners and to investigate the roles of teachers and parents in the support of

biliteracy for deaf learners.

Chapter 6: Summary of major findings, conclusions and recommendations

This chapter presents the conclusion of the study. Drawn from Chapter 5, reflections are done on
the main research findings that emerged from the study. Limitations of the study and the
importance of the study are discussed, followed by recommendations and suggestions for future

research.
1.12 Summary

The purpose of this chapter was to provide an orientation and contextualisation to the study. The
general introduction, background to the study and the outline of the Namibian situation regarding
the history of Deaf Education provided an outline to the plot and storyline of the study. The
research problem, aims, objectives, research questions and value of the study were briefly
discussed to provide reasons and purpose for the study. A full discussion on the research
methodology will follow in Chapter 4. A detailed discussion on the theoretical framework within
which the study was based on is also provided, followed by some limitations that were encountered
when the study was conducted. The next chapters, Chapter 2 and Chapter 3, focus on a

comprehensive discussion on literature that were reviewed and related to the study.
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CHAPTER 2: DEVELOPMENT OF DEAF EDUCATION

2.1 Introduction

Millions of children around the world grow up bilingually. It is simply a consequence
of the situation in which they live, either a geographical area where two or more
languages are spoken or a community with multiple languages due to immigration
(Knoors & Marschark, 2012:293).

As the world is increasingly becoming interconnected, the mastery of more than one language can
only be beneficial to individuals. In countries like Namibia and South Africa with more than ten
national languages, Bilingualism and Multilingualism are nothing new. Despite this, Bilingual

Deaf Education remains a challenge within the Namibian education context.

In this chapter, literature will be reviewed on the development of Bilingual-Bicultural Deaf
Education. To start with, a comprehensive discussion is done on what Bilingual-Bicultural Deaf
Education entails. Despite high expectations that were set on the Bilingual-Bicultural approach in
Deaf Education in Namibia, there is a lack of results that thus far support any success of this
approach. In order for the researcher to gain a better understanding of the reason/s for the lack of
results in the expectations that were set for the Bilingual-Bicultural approach, a reflection was
done and is presented on the model framework that is suggested by Cummins (1981). Furthermore,
literature is presented on new insights on Bilingualism in educations, as suggested by Garcia, who
has done extensive work on Bilingual Education in the form of Translanguaging. Finally, literature
is reviewed and presented on how language planning and policies support Bilingual-Bicultural
Deaf Education in the Scandinavian countries where the Bilingual-Bicultural approach has already
matured, in comparison to countries like South Africa and Namibia.

2.2 Bilingual-Bicultural Deaf Education

Bilingual Education for deaf learners has no universally accepted definition. Evidently, laws and
practices surrounding the role and usage of spoken and written languages differ across different
national contexts. However, there is a shared philosophy and set of values that transcends across
countries and cultures (Swanwick, 2016:3). According to Storbeck (2016:439), using Bilingualism
in Deaf Education as an educational model acknowledges the fact that Sign Language is the
primary language of the deaf learner. This bilingual approach identifies that many deaf learners
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grow up in hearing communities without exposure to a language that are accessible to them and
without the natural ability to acquire the language spoken by their family. The spoken language
that is used by the community or family is thus accepted as the second language, with the emphasis
on second language literacy development (Storbeck, 2016:439). Bilingual Education is an
educational approach that identifies the unique and distinctive characteristics of Sign Language
and Deaf culture, while also striving for the humanitarian and democratic aim of social inclusion
and diversity (Swanwick, 2016:3). This approach emphasises that every child has the right to study
and develop in a language from the moment they are born, and that any delay in language
development is unacceptable (Swanwick, 2016:3). This approach became appealing to Deaf adults,
many hearing parents, and hearing teachers in Deaf Education as a result of the failure of ‘oral’

Deaf Education, which focused solely on spoken and written languages (Knoors et al., 2014:6).

Swanwick (2016:3) and Knoors et al. (2014:2) are of the opinion that a Bilingual Education
approach not only gives a deaf learner the opportunity to acquire Sign Language and a spoken or
written language; it also gives them access and include them in an education system. Deaf learners
benefit from a Bilingual Education approach because they may access the curriculum in their own
language and in an environment that appreciates deafness, Sign Language, and Deaf culture.
Swanwick (2016:3) and Knoors et al. (2014:2) go on to say that using Sign Language in society

and education is a basic human right.

In some cases, the method has been classified as 'Sign Bilingual," while in others, it has been
classified as 'Bilingual-Bicultural' (Marschark & Lee, 2014:215). Storbeck (2016:439) states that
a vital distinction between the standard form of the Bilingual Education model and Bilingual
Education for the Deaf is an issue of Bimodality, where the one language is visual-gestural (Sign
Language) and the other is written, with the aural-oral component (spoken version of the written
language). The phrases 'Bimodal' and 'Bilingual,’ according to Ormel and Giezen (2014:74), refer
to instances in which two or more modalities are used in language learning (sign, text, and speech)
and two or more languages. The term 'Bimodal Bilingualism' is used to refer to both Sign Language
and a written language. One goal of most Bilingual Deaf programmes, according to Knoors et al.
(2014:2), is to promote first-language acquisition and learning through an accessible Sign
Language. Another goal is to incorporate Sign Language, Deaf Culture, and Deaf professionals

into school in order to improve deaf learners' social and emotional development, as well as their
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identity development. Eventually, most Bilingual Deaf programmes strive to increase second
language skills through reading and writing, building on the foundation of Sign Language, and
finally to promote academic performance. Learners are thus perceived as bilingual and bicultural,
and they are considered to be able to communicate in both the hearing and deaf worlds. It is also
this premise that has aided the development of Sign Bilingual programming in Deaf Education
during the last three decades (Knoors et al., 2014:2).

The Namibian Deaf education system also adopted the Bilingual-Bicultural approach in the hope
to reach the same goals for deaf learners as stated above and as stated by Mahsie (1995), which
are “grade-level academic achievement, full participation in society, fluency in both the languages
of the majority and that of the Deaf community” (Storbeck, 2016:439). The concern is that what
was envisioned with this approach is not happening in Namibian schools for deaf learners, as deaf
learners continue to fail in meeting the demand of junior and secondary basic education (New Era
Newspaper, 2016).

According to Knoors and Marschark (2014:95), the theoretical foundation of the Bilingual Deaf
Education approach profoundly relies on the premises of Cummins’ (1981) linguistic
interdependence hypothesis, which is that first-language competency is necessary to develop a
second language. Mayer and Akamatsu (2003:137) believe that if deaf learners develop
appropriate abilities in their native Sign Language as their first language, a positive transfer will
occur, allowing them to establish literacy in a second language, which in the instance of the
Namibian deaf learner will be Written English. In the quest to understand better why the bilingual
approach has not yet produced the desired results in Deaf Education in Namibia and the challenges
that are faced in the implementation of a biliteracy programme, the researcher did some reflection

on Cummins’ proposed model.

2.3 Reflection on Cummins’ model

Cummins (1996:110) proposes a model as a framework for thinking about how first language
ability might be understood as strongly assisting the learning of a second language. He claims that
a shared underlying skill across languages allows for positive transfer if a second language is
sufficiently exposed to and motivated to learn. According to Knoors and Marschark (2014:96) and
Holzinger and Fellinger (2014:102), this implies that transfer will only occur if learners are
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proficient in their first language, if they receive proper input in the second language and if they are
motivated to learn that language. Holzinger and Fellinger (2014:102) state that Cummins separated
between basic interpersonal communicative language skills and general cognitive and academic
language skills. Language skills beyond the surface level, language-related problem-solving skills,
and literacy skills are all examples of general cognitive and academic language skills. According
to Holzinger and Fellinger (2014:102), based on the interdependence hypothesis, this basic
cognitive and academic proficiency is ubiquitous across languages, allowing for the transfer of
common higher-level language and literacy-related skills. It is further implied by Cummins that
transfer will occur not only from first to second language, but also from a second to a first language
(Holzinger & Fellinger, 2014:102). When this hypothesis is applied to bilingual models of
education for deaf learners, it suggests that if Sign Language is used as the first language,
proficiency in Sign Language will lead to a higher level of conceptual and linguistic proficiency

as well as literacy in the second language (Holzinger & Fellinger, 2014:102).

According to Lane, Hoffmeister, and Bahan (1995:27), most deaf children of Deaf parents perform
better in all academic, linguistic, and social areas than deaf children of hearing parents. In
comparison to deaf children of hearing parents, Knoors and Marschark (2012:293) agree that deaf
children of Deaf parents who communicate in natural Sign Language may have an advantage in
becoming bilingual by learning a written or spoken language. When compared to deaf children of
hearing parents, who will scarcely share an efficient way of communication with their parents,
deaf children of Deaf parents are welcomed into a language acquisition-friendly atmosphere from
birth. The accessibility of fluent language models from birth for deaf children with Deaf parents
result in their acquisition of written language being more advanced than deaf children with hearing
parents (Knoors & Marschark, 2012:293). As stated earlier, based on Bandura’s social cognitive
learning theory, learning can take place by watching other people who act as models, portraying
the appropriate behaviour and skills (Gray & MacBlain, 2012:94). The parents of a child are
influential models in his or her life, this is because of the high amount of regularity and intensity
with which children and their parents interact and the affection children have for parents and their
goal to be like them (Salkind, 2004:212).

According to Enns (2006:22), fewer than 10% of learners that are born deaf come from families

with deaf parents or relatives (also see Clark et al., 2020:1340). Deaf children with Deaf relatives
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learn Sign Language and have relatively normal socio-emotional family relationships. The
traditional approach to bilingual programming for this minority of deaf learners would be to
develop on the 'legacy' language while also teaching a spoken or written language as a second
language. Enns (2006:22) further states that for more than 90% of deaf learners, the circumstances
are rather different. In this situation, the deaf learner is the first deaf person in the family.
According to Lane et al. (1995:30), for hearing parents to encounter deafness in their child is
mostly unsuspected and distressing. The parents and siblings of these deaf learners rarely have
signed language communication skills that are required to provide these learners with immediate
access to the acquisition of a natural language. This unforeseen conditions can limit access to
normal socio-emotional family interaction. For these learners to benefit from bilingual
programmes, they must first gain competency in Sign Language before moving on to learning a
spoken language as a second language (Enns, 2006:22).

Even though the theoretical basis of Bilingual Deaf Education relies heavily on Cummins’
linguistic interdependence hypothesis, Knoors and Marschark (2014:96) believe that current
knowledge about bilingual language acquisition and potential cognitive consequences entails
much more than Cummins’ theoretical framework. Knoors and Marschark (2014:95) argue that
Cummins’ proposal that the transfer of language proficiency from a first language to a second
language is easier when the language user already knows the first language neglects specific
conditions described by him for such a transfer to occur. They go on to say that for a deaf learner
who wants to acquire English as a second language, this means that the transfer will only happen
if the deaf learner is skilled in Sign Language, has appropriate input of the second (spoken)
language, and is motivated to learn the second language. Knoors and Marschark (2014:96) believe
that a crucial point in comprehending the applicability of Cummins’ hypothesis is the question of
deaf learners’ opportunities to become proficient in Sign Language as their first language. A rich
and consistent Sign Language input must be provided during the early years of life to attain this
objective (also see Howerton-Fox & Falk, 2019:2). This means that for deaf learners with Deaf
parents, this is a potentially achievable option, but what then about the 90+% of deaf learners with

hearing parents?

The application of Cummins' paradigm to Bilingual Deaf Education has been heavily questioned,

according to Holzinger & Fellinger (2014:102). According to them, there is no common mode
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between Sign Language as a first language and a written or spoken language as a second language.
Holzinger and Fellinger (2014:102) state that studies have found indications for an only limited
transfer of morphosyntactic and lexical or semantic spoken language skills from a first language
to a second language, for those languages which have a common mode. According to Holzinger
and Fellinger (2014:103), evidence suggests that second language learners' literacy abilities are
more interdependent than their spoken language abilities. This means that the growth of second-
language literacy has been linked to better levels of first-language literacy. Due to the lack of a
written form for Sign Languages that may serve as a foundation for first language literacy that
could be translated to spoken second language literacy, applying Cummins' model to Bilingual
Deaf Education is problematic (Holzinger & Fellinger, 2014:103). These differences in modality
between a spoken and a signed language makes direct transfer from Sign Language to spoken

language literacy questionable.

Grushkin (2017:509), believes that by developing a written form of Sign Language, the argument
above can be rejected. Depending on the type of writing system that might be developed in a
written form of Sign Language, deaf readers who have developed phonological decoding skills in
Sign Language might more easily transfer the skill to decoding Written English (Grushkin,
2017:515). Conversely it might also be that phonological decoding is not essential for reading in
Sign Language. According to Grushkin (2017:516), in such instances the emphasis on
phonological decoding in Written English would need to be de-emphasised in favour of lexical,

syntactic and metacognitive strategies for learning to read and write English.

In the absence of a written version of Sign Language, Holzinger and Fellinger (2014:103) argue
that there is no clear evidence that Sign Language abilities can lead to a deeper level of conceptual
and linguistic proficiency that will aid literacy learning in a spoken second language. Access to a
spoken form of a second language, participation in social communication, and access to situations
that promote complex language acquisition are limited for learners who are deaf. This results in
deaf learners indicating deficits in vocabulary, morphosyntax, pragmatics and general knowledge.
According to Holzinger and Fellinger (2014:103), all these aspects are linked with problems in
reading comprehension. Word identification problems in reading comprehension can also be
linked to a lack of access to a spoken second language's phonological code. This is due to the deaf

learners' limited speech discrimination and speech production abilities (Holzinger & Fellinger,
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2014:103). However, according to Hoffmeister and Caldwell-Harris (2014:238), a study of Deaf
adults who learned Sign Language from birth (native Deaf Sign Language users) and Deaf adults
who became deaf later in life, who learned English from birth (acquired a hearing loss later than 5
years of age), revealed that the two groups had more advanced Sign Language skills than Deaf
adults who were born deaf and did not learn to sign until later in life. The group of Deaf adults
who learnt Sign Language later had both poor Sign Language skills and a poor English reading
ability. According to Hoffmeister and Caldwell-Harris (2014:239), studying a Sign Language as a
first language will help learners acquire a spoken language as a second language later on (in its
written form). The same will apply for acquiring a spoken language as a first language as it will
support later learning of a Sign Language as a second language. Dostal and Wolbers (2014:246)
state that knowledge of a language, including a manual language, with a different language
structure as that of a written language is better for learning to read and write than not knowing any

language.

According to the researcher, a lot can be learnt from the reflection that was done on Cummins’
model. A clear link can be made as to some of the reasons that the Bilingual-Bicultural approach,
which has been adopted by the Namibian Deaf Education system, has not yet shown the expected
positive results. The majority of deaf learners in Namibia are born to hearing parents and, in most
cases, only acquire NSL when they are exposed to school. Even then they are not given enough
time to fully acquire NSL as they are simultaneously exposed to two languages (NSL and Written
English) in school, making them dual-language learners (Dostal & Wolbers, 2014:247). When deaf
learners in Namibia start school at the age of six years they are placed in a pre-primary classroom
where they can acquire NSL for one full year. When they start school at a later age, they are placed
in Grade 1 and must acquire both NSL and Written English simultaneously. To gain further insight
into an applicable method for an intervention programme for deaf learners that can narrow their
delay in language learning and literacy, the researcher reviewed the literature on the work that was
done by Garcia and the changes she proposes on how Bilingualism can be viewed with Deaf

Education.
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2.4  Translanguaging

According to Garcia and Cole (2014:106), the concept of Bilingualism in education has
traditionally been based on the concept of diglossia, or the belief that stable Bilingualism requires
functional distinction between the two languages. Garcia (1997:417) refers to this as the
compartmentalisation of the two languages as a sociolinguistic premise of Bilingual-Bicultural
education. Separating languages to develop them fully has thus become the core standard for
Bilingual Education programmes. As a result, traditional Bilingual Education programmes
assigned one language to a given time, a specific teacher, a certain subject, or a unique location
(Garcia & Cole, 2014:106). Given the complex and dynamic language use of Deaf people, it
became evident that splitting bilinguals' languages in this way is unnatural and does not reflect the
language use of any bilingual individual (Garcia & Cole, 2014:106). The initial hypothesis was
that when teaching language minorities, the strict insistence on separating languages as a means
of isolating the weaker, non-dominant language from that of the majority stronger language limits
the language choices available to bilinguals, given that all bilinguals use their languages in
interdependent ways (Garcia & Cole, 2014:106).

Garcia and Cole (2014:106) argue that the sociolinguistic arrangement of putting two languages
on an equal but separate footing overlooks the complex language practices of all bilingual learners
in their quest to neutralise the power magnitudes of two languages; that is, to work against the
linguistic hierarchy of a majority and a minority language, or a spoken and a signed language.
Keeping one language out of reach of the other works against the development of Bilingualism
and the adoption of a bilingual identity. This revelation brought Garcia to propose the concept of
‘Transglossia’. According to Garcia and Cole (2014:106), Transglossia is a communicative
network that is both stable and dynamic, with various languages acting in a functional
interrelationship. It has little to do with the preservation of asymmetry in linguistic practices by
maintaining two or more languages of nation-states and other socioeconomic groups. Thus, the
study of Bilingualism moves away from the defence of national languages and ideology and
instead focuses on the fluid language practices of bilingual persons, whether Deaf or not (Garcia
& Cole, 2014:106).
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Scholars of Bilingualism for hearing bilinguals have primarily talked about code-mixing or code-
switching between languages as a pragmatic option that serves a specific function in a specific
setting. The idea behind Deaf Bilingualism is that, unlike hearing bilinguals, the Deaf's fluidity of
language practices represents a 'pooling of resources' to generate meaning rather than a pragmatic
decision. This 'language mixing' for the Deaf is an important instrument that develops the engine
of bilingual development through metalinguistic reflection, requiring different teaching strategies
(Garcia & Cole, 2014:10). In Deaf Education, this will relate to deaf learners' and teachers' use of
sign, spoken, and written language in the classroom (Swanwick, 2017:2). Garcia was inspired by
this concept, as well as observations that hearing bilinguals behave in a similar manner, to abandon
the limits of code-switching for all bilinguals and talk instead of translanguaging (Garcia & Cole,
2014:107). A Welsh bilingual teacher coined the word used to characterise this technique (Garcia
& Cole, 2014:107; Swanwick, 2017:4). It was developed by Garcia as a theoretical and analytic
idea. It currently refers to the process by which bilinguals engage in sophisticated discursive
practices. It is viewed from a bilingual perspective, which encompasses all of bilinguals'

complicated language practices, including those of the Deaf (Garcia & Cole, 2014:107).

Garcia and Cole (2014:108) further argue that Bilingual Education programmes are commonly
involved in the separation of languages that are often simultaneously used by bilinguals. The belief
that bilinguals' language practices must be carried out in isolation in schools has hampered not
only their multilingual growth, but also their education. Translanguaging as a pedagogy, according
to Garcia and Cole (2014:108), is a method of bridging the gap between nation-states' global plans
for educated citizens and the local histories of all people who speak different languages.
Translanguaging as a bilingual pedagogy is critical for making sense of language and content, as
well as for building on learners' and teachers' complex and numerous language practices (Garcia
& Cole, 2014:108).

When viewed through the eyes of a Deaf person, it becomes further evident that teachers who
employ the whole linguistic repertoire of all bilingual learners are more effective educators.
According to Swanwick (2017:2), this is a positive step toward better understanding deaf learners'
language repertoires and potentials, and so improving Bilingual Deaf Education. Translanguaging
thus represents an additive vision of Bilingualism and Multilingualism for deaf learners, and it

represents an original departure from, rather than a repackaging of, standard Deaf Education
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teaching approaches. According to Swanwick (2017:2), additive Bilingual Education attempts to
improve learners' competency in both, or all, of their languages while also respecting, appreciating,
and celebrating the linguistic and cultural legacy that learners bring to the classroom.
Translanguaging should thus be viewed as a progression of additive Bilingual Education, rather
than as a strategy that undermines and jeopardises the development of distinct languages and
cultures (Swanwick, 2017:3).

According to Bruwer (2013:87), both Namibian Sign Language and Written English are provided
as independent subjects with separate time slots in the Namibian Deaf Education system, and both
languages have their own syllabi for teachers to follow. The two languages are thus fully
compartmentalised and treated differently. However, as proposed by Garcia, the two languages
should be treated in the same manner and used in combination make better use of the learners” and
teachers’ full language repertoires and language potentials to teach and learn through the Bilingual-
Bimodal Education.

2.5 Sign Bilingual Education policies

According to Hult and Compton (2012:602), languages play an essential role in Deaf Education.
One key consideration is the purpose of Sign Language in the deaf child’s education. Another
important factor to consider is the ability to develop linguistic ability in both Sign Language and
a society's spoken language. Language planning in education, according to Hult and Compton
(2012:602), is planning that is focused on education, making it a productive area of research for
Sign Language policy and planning in Deaf Education. Hult and Compton (2012:604) continue to
discuss two types of language planning in education. These are status planning and acquisition
planning. Status planning, often known as the core form of planning, comprises decisions relating
to a language's societal functions (Hult & Compton, 2012:604). It covers both formal and informal
aspects of language use and it usually falls under government and institutional supervision.
Language planning in education is thus considered a major site for status planning, as it is the
domain that determines the medium of instruction and, where it is determined, which additional

languages will be taught as subjects (Hult & Compton, 2012:602).

Reagan (2001:151) believes that status planning in relation to Sign Language can also include

considerations about granting official or quasi-official status upon it. According to Reagan
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(2001:151), such choices are uncommon, with only a few nations, such as Sweden and Denmark,
having given Sign Language official status. Reagan (2001:151) also believes that the Declaration
on the Recognition of the Deaf's National Sign Language, passed at the Third European Congress
on Sign Language Research in Hamburg in 1989, as well as the World Federation of the Deaf's
call for Sign Language recognition in 1991, boosted the need for status planning for Sign Language
(Reagan, 2001:151). Attempts to gain official recognition for a Sign Language are frequently
focused on having it recognised as a "real language" and allowing it to be taught, rather than
recognising it in an official capacity. The majority of Sign Language status planning has taken
place, and continues to take place, in the educational sphere (Reagan, 2001:151), particularly in

nations such as South Africa and Namibia.

Acquisition planning is a technique for emphasising characteristics of language planning that are
distinctive to a language's users. This sort of planning, according to Hult and Compton (2012:604),
focuses on how users can be helped in expanding their linguistic repertoires by offering continuing
language development and chances for users to learn additional languages. Hult and Compton
(2012:604) think that the acquisition planning does not only need to focus on educational
institutions. The reason for this is that there are incentives and chances to learn and improve a
language outside of the classroom. Formal education, on the other hand, is an area where national
educational policies that influence curricular papers as well as the distribution of resources in the
form of staff and materials can shape how languages are learnt (Hult & Compton, 2012:604).
According to Lo Bianco (2010:147), language teaching policies are typically described through
acquisition planning. Policies are the most common way of organising, managing, and
manipulating instruction, and they can also serve as guidance for which methods and approaches
to use (Shohamy, 2006:78). To gain a better understanding of language planning and Sign
Bilingual Education policies, the researcher looks at what has been done in Scandinavian countries,
which, in comparison to countries like South Africa and Namibia, have already implemented

policies to support Bilingual-Bicultural education for the deaf decades ago.
2.5.1 Scandinavian countries

The concept of Bilingual Education as a legal right and individual prerogative, according to
Swanwick, Hendar, Dammeyer, Kristoffersen, Salter and Simonsen, (2014:294), motivated

legislative changes and curriculum transformation in Sweden, Norway, and Denmark. This
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important alteration in Deaf Education fully engaged the parents of deaf children. According to Lo
Bianco (2010:156), the primary language socialisation is in the home, with parents or caregivers,
as this is where the language is developed, and proto-literacy emerges. Swanwick et al. (2014:294)
go on to say that while the terminology used to describe language provision varies by country, the
education goal, which is to offer deaf children with a Bilingual-Bicultural education in order to
enable early language acquisition and fair access to the curriculum stays the same. Each of these
countries altered their curricula and syllabi to use Sign Language as the deaf children's primary
language of instruction (Swanwick et al., 2014:294).

According to Hult and Compton (2012:606), specific documentation that was considered in
Sweden entailed the Education Act, the national curricula, and syllabi. Deaf learners followed the
same national compulsory education curriculum as mainstream learners, with some changes and
accommodations indicated in the Ordinance for Special Schools and the special school syllabi that
deaf learners had access to. The Special Schools Ordinance and Syllabi apply to government-
funded specific schools that offer the same curriculum as normal schools but only provide special
accommodations for deaf learners. Although special schools are officially mentioned in policy,
there are additional options for placement in Sweden, including the normal classroom (Hult &
Compton, 2012:606). In 1981, Sweden's special schools for deaf learners became officially
bilingual. Any deaf child in Norway is entitled to a Bilingual Bimodal Education at his or her local
school. The development of a nationwide, unique bilingual curriculum for deaf learners is
complemented by the right to Bilingual Bimodal Education. Changes in Denmark in the early
1980s led in a legislative revision in 1991 that made access to Sign Language in schools a legal
right (Swanwick et al., 2014:294). Teachers in these Scandinavian countries were educated to use
Sign Language and teach according to the new curriculum as a result of the implementation of
these modifications. Courses in Sign Language for parents have also been offered. According to
Swanwick et al. (2014:294), parents in Norway were presented with a 40-week Sign Language
training programme over a 16-year period, which included housing, travel expenses, and wage
reimbursement. Parents claimed that they were able to learn sufficient Sign Language competency
to assist their children with their homework and speak with them in a way that allow the family

members to communicate.
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According to Marschark and Lee (2014:222), examinations of more than 2 100 deaf people in
Sweden show that, while deaf people's educational achievement has increased since Deaf
Education in Sweden became bilingual, hearing people's educational attainment has increased
much more. The difference in the academic achievement of deaf learners is thus still far below
those of their hearing peers. Mayer and Leigh (2010:177) point out that there is no evidence that
deaf learners in bilingual programmes are attaining the age-appropriate language and literacy
levels expected when bilingual programmes were originally established. According to Marschark
and Lee (2014:221), Bilingual Education is losing favour in Scandinavian countries, where it first
gained traction in the 1970s (Knoors et al., 2014:1). A decrease in popularity of Bilingual
Education was noted to the point where it is now only offered at schools for deaf learners and these
schools are also experiencing a decrease in popularity. According to Marschark and Lee
(2014:221), the Bilingual Deaf Education paradigm, which emphasises Sign Language and writing
as key paths to language proficiency while de-emphasising spoken language, is part of the

explanation for the drop in Bilingualism for deaf learners in mainstream schools.

Cochlear implants, according to Walker and Tomblin (2014:134), are a new breakthrough that has
revolutionised audiological therapy for children with substantial hearing loss since the 1990s (also
see Mayer & Tresek, 2019:2). Children with serious hearing loss can now hear outdoor sounds
thanks to this technology. It has a positive impact on these children's speech perception, speech
output, and spoken language skills (Walker & Tomblin, 2014:134). Hearing aids have been
modified by other digital innovations, and this range of auditory implants has substantially
enhanced access to audition for those with various levels and types of hearing loss. Hearing
screening programmes for new-borns have been introduced as a result of advancements in
screening and diagnostic technology. This enables for the identification of congenitally deaf new-
borns soon after delivery. Audiologists can therefore effectively fit hearing aids and cochlear
implants to extremely young children, allowing them to audition during their first year (Swanwick
et al., 2014:296).

As more deaf children attain the ability to learn spoken language, their marginalisation in many
Deaf Education settings sends the wrong message to their parents, of whom over 90% are of the
population are hearing. Swanwick et al. (2014:293) observe that, despite the fact that deaf children

are becoming more bilingual and, in some cases, multilingual, contemporary discourses on
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language and deafness continue to impose limits on language teaching that are detrimental to
developing practices. Many deaf children go back and forth between Sign Language and spoken
language in their daily lives for a variety of reasons. By mixing and swapping modalities, they can
go over language barriers and engage in ‘Translanguaging’. Language policies, on the other hand,
do not take this flexibility into consideration. As deaf children's access to speech sounds is
becoming more advanced, even if they use Sign Language at school to understand the curriculum,
a growing number of deaf children have access to one or two spoken languages outside of the
school context. Language standards that distinguish between sign and spoken language do not
reflect or enable practitioners to plan for the multilingual and bimodal learners' learning needs
(Swanwick et al., 2014:293). As a result, according to Knoors and Marschark (2012:291), language
planning and language policies should be reassessed to ensure that they are appropriate for the
growing diversity of deaf children.

Even if Bilingual Education isn't the greatest way to educate all deaf learners, it's safe to say that
Bilingual Deaf Education is a solid educational alternative for many deaf learners who want to
improve their social and emotional development (Knoors et al., 2014:14). The absence of scientific
support for Bilingual Deaf Education makes advocating for explicit Bilingual Education
programmes for deaf learners difficult. The lack of strong support for Bilingual Deaf Education is
because of the complexity of the issue. Deaf learners differ from their hearing peers in a number
of ways. Differences in linguistic and cognitive development between deaf and hearing learners,
as well as among deaf learners themselves, make examinations of their academic accomplishment

problematic (Swanwick et al., 2014).

According to Knoors and Marschark (2012:301), some development is required for deaf learners
for whom Bilingual Education is appropriate. They propose that these learners be given more
opportunities to develop true Sign Language fluency, which is the first step toward transferring
skills from Sign Language to written or spoken language. Early in their lives, an adequate
environment should be created for them to have the opportunity to get information from fluent
models of both Sign Language and a spoken language. Knoors and Marschark (2012:301) further
suggest that an appropriate environment is presumed, that parents should be provided with
intensive Sign Language classes so that they can make their input in Sign Language as rich and

accurate as possible. To further support effective communication and the acquisition of basic
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interpersonal communication skills (BICS) at home, video-based, in-home training should also be
provided. Knoors and Marschark (2012:301) state that this bilingual environment presumes the
availability of professionals in the fields that involve family councillors and interventionists, as
well as teachers who are sufficiently trained and skilled in Sign Language and Deaf Education.
These teachers should not only be able to teach deaf learners, but should also teach in Sign

Language.
2.5.2 South Africa

According to Knoors and Marschark (2014:1), other countries rapidly followed the Scandinavian
countries in providing Bilingual Education as an educational strategy in schools for deaf learners.
The Deaf Federation of South Africa began to promote the Bilingual-Bicultural method in the
1990s (Van Staden et al., 2009:52). Reagan (2008:165) believes that South Africa's language
planning and policy has a lengthy and complicated history. In contrast to the Scandinavian
countries, South Africa, which was founded on apartheid ideology, has a long history of
educational and linguistic policy challenges relating to individual human rights in the areas of
education, language, and culture. The South African government is really concerned about this
(Van Staden et al., 2009:53). Despite this difficulty, extensive policy action has been undertaken
to conserve and develop the 11 official languages, including South African Sign Language
(SASL). SASL is mentioned in the South African Constitution, the South African Schools Act,
and the Language in Education Policy (Reagan, 2008:176; Van Staden et al., 2009:53).

White Paper 6: Special Needs Education, building an Inclusive Education and Training System
was published by the South African Department of Education in 2001 (Department of Education,
2001:3). In the executive summary of this paper, it is stated that suggestions were presented in a
combined report by two independent organisations of investigating teams, which include the

following:

the education and training system should promote education for all and foster the
development of inclusive and supportive centres of learning that would enable all
learners to participate actively in the education process, so that they could develop
and extend their potential and participate as equal members of society (Department of
Education, 2001:5).
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According to the researcher, this includes education and the active participation of deaf learners.

As part of defining Inclusive Education in the document, it is stated that to

change attitudes, behaviour, teaching methods, curricula, and environment to meet the
needs of all learners,

they continue to define Inclusive Education by stating that it is also to

maximise the participation of all learners in the culture and the curriculum of
educational institutions and uncovering and minimising barriers to learning
(Department of Education, 2001:7).

Finally, by accepting the approach to Inclusive Education, the South African Department of

Education acknowledged that

the learners who are most vulnerable to barriers to learning and exclusion in South
Africa are those who have historically been termed ‘learners with special educational
needs’, that is learners with disability and impairment (Department of Education,
2001:7).

According to the researcher, removing educational hurdles is given a lot of attention. For the deaf
child a primary barrier to education is language. Full inclusion for a deaf learner, according to the
World Federation of the Deaf (2007), means providing a fully supportive Sign Language
environment that allows deaf learners to achieve their full educational, social, and emotional

potential, including full literacy in at least one written language, such as English.

In line with the continuous development and promotion of a Sign Language environment, The
Citizen (2018) reports that “SASL has been officially recognised as a home language in the
country’s education system and part of the overt curriculum.” This entails that SASL is now
formally included in the curriculum as one of the examinable subjects for the South African
National Senior Certificate. The Parliament’s review committee also recommended that SASL
become the 12" official language by doing the necessary amendments (The Citizen, 2017). Despite
the progress made in promoting and establishing SASL as the primary and natural language for
deaf people (Van Staden et al., 2009:53), Grade 12 scores at schools for deaf learners continue to
be cause for concern (Swift, 2016). Mcilroy (2013:1) notes that the South African education
system has made significant strides towards the inclusion of deaf learners and the development of
SASL as well as a SASL curriculum. However, despite the SASL curriculum that underwrites the

bilingual approach as the educational approach of choice in South Africa for deaf learners, South
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Africa has still not taken a standpoint on the issue of which approach to use to teach deaf learners.
The result is that schools for the deaf instead adopt approaches they prefer. This covers a wide
range of educational methodologies, ranging from strictly oral schools to strongly Sign Language
schools. The majority, however, follow the middle ground of using a mixture of oral language and
Sign Language (Mcilroy, 2013:1). Even though the United Nations Convention on the Rights of
Persons with Disabilities has paved the path for a human rights discourse in policy documents, the
reality in South Africa, according to Mcilroy (2013:1), is that Bilingualism in Deaf Education is

still a new tactic.

In line with the suggestions that are made by Knoors and Marschark (2012:301), Reagan
(2008:181) also makes some recommendations that relate to educational practices and language
policy issues in South Africa. Reagan (2008) at the time believed that SASL should be recognised
as a Deaf Education medium of instruction. It will, in his opinion, provide a good foundation in
SASL for deaf learners. Teachers of deaf learners will be required to demonstrate communicative
competency in SASL after that. He goes on to say that the proper steps should be made to ensure
that Deaf people are recruited not only for teaching roles in Deaf Education, but also for teaching
positions in other educational settings. Individuals and groups who are deaf or hard of hearing
should be taught SASL. Hearing parents of deaf learners, prospective instructors of deaf learners,
and other professionals in the sector should be able to interact with the Deaf community. SASL
should also be offered at the university level, not just as a second or supplemental language for
learners in government schools. SASL should be recognised as an official language of South
Africa, with the same status as other official languages. The Pan South African Language Board
and other relevant government organisations should put more effort into language planning
policies that target SASL, and assistance should be provided specifically for SASL teaching and

learning, as well as its use in public settings (Reagan, 2008:181).
2.5.3 Namibia

Focusing on the educational context of deaf learners in Namibia, the study of Bruwer (2013)
confirms that the Namibian Department of Education also adopted the Bilingual-Bicultural
approach in the teaching of deaf learners. As stated before, the Namibian government has

committed itself to various national and international agreements in establishing an Inclusive
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Education system and so envisioned to leave no child behind by providing education for all
(Bruwer & February, 2019:35). According to Ellis and Yates (2010:13) contrary to national
policies and laws, and conventions that Namibia was party to at the time, thousands of Deaf
Namibians remained excluded from education and employment. This, according to the researcher,
can form part of the reason why the Bilingual-Bicultural approach that was adopted has still not

produced the desired results in Namibia.

The Sector Policy on Inclusive Education was approved by Namibia's Cabinet in 2013. A
Curriculum Framework for Inclusive Education was created based on the Sector Policy on
Inclusive Education. The reason for this was to ensure that the Sector Policy on Inclusive
Education's goals and objectives were met in a consistent and long-term manner (Ministry of
Education, 2014a:4). This document, still in draft form, is a sister document to the National
Curriculum for Basic Education that was revised and implemented in 2015. Within the Draft
Curriculum Framework for Inclusive Education, it is prescribed that all schools are expected to be
inclusive schools, and all schools are expected to make provision for gifted learners, learners with
physical impairments, learners with mild impairments such as low vision, mild to moderate hearing
loss, mild to moderate learning difficulties and learners with emotional and behavioural difficulties
and educational lags (Ministry of Education, 2014a:6). Within Inclusive Schools, Resource Units
are expected to be established that serve learners with severe difficulties and those learners who
cannot cope within the mainstream classes. Within selected Inclusive Schools, these Resource
Units should have the same structure as the Resource Schools, with additional specialised
equipment and key human resources. Learning progress should be guided and evaluated according
to an individual learning plan per learner within the resource unit (Ministry of Education, 2014a:6).
It is further stated that each region within Namibia is to have a Resource School. These Resource
Schools are the current Special Schools. The purpose of the Resource School is to form part of a
Multi-Disciplinary Resource Centre. The Resource Schools are then to serve cluster schools within
a region. As stated earlier, this document still needs to be approved by the Namibian Cabinet.

Special schools are thus currently still in full existence (Ministry of Education, 2014a:7).

As previously stated, NSL is the mother tongue or first language of deaf learners in Namibia, and
it is also the medium of instruction in schools for deaf learners and inclusive schools that host deaf

learners, alongside Written English. Upon the revision of the National Curriculum for Basic
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Education in 2014, all NSL syllabi were revised and Written English Syllabi were introduced with
the revised NSL syllabi for deaf learners. These official Written English syllabi were rolled out in
2015. Even though, according to Bruwer (2013:66), NSL was recognised and added to the draft
revised Language Policy in 2010 as a Namibian language, it has been featuring as a school subject
since 2004 (Ellis, 2011:7). In 20009, the first group of Grade 12 learners wrote an NSL Cambridge-

moderated examination for their national examination.

The integration of the deaf child, as well as the acknowledgement of NSL, the Deaf Community,
and Deaf Culture, took a lot of time and effort in Namibia, just as it did in South Africa.
Bilingualism in Deaf Education is a little-known strategy in deaf schools. It is specified and
advocated in policy documents, yet teachers are unaware of this teaching method. Teachers for
deaf learners, according to a research by Bruwer (2013:91), are rarely aware of these policies. The
irony is that it is precisely teachers who operate as system soldiers, the people who carry out
instructions by internalising policy ideas and goals as articulated in the curriculum, textbooks, and
other language-related resources (Shohamy, 2006:78). As a result, teachers play a significant role

in policy implementation.

As previously stated, there is much to be learned from other countries, such as the Scandinavian
countries, which enacted laws in support of Sign Bilingual Education in the 1980s and are now
amending them. According to Knoors and Marschark (2012:291), reviewing language planning
and policy in Deaf Education will necessitate a re-evaluation of the role of Sign Language in deaf
children's lives. The question of whether natural Sign Languages are full languages, whether there
is a Deaf community for whom Sign Language is both an identifying feature and a primary mode
of communication, whether Sign Language and Deaf culture are essential pillars of the Deaf
community, or whether growing up with Sign Language and Deaf culture can be beneficial for
deaf children is no longer relevant. It's no longer a political or philosophical problem; instead, it's
about giving deaf children the best educational and personal opportunities possible (Knoors &
Marschark, 2012:291). Deaf children must eventually engage completely in society, or at the very
least have a social desire to do so. This means, among other things, having the best possible reading
and writing skills (Knoors & Marschark, 2012:292).

According to the researcher, it has become urgent for South African and Namibian policymakers

to assess what progress has been done in the educational sphere and how these progresses fit in
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with the ever-changing realities of deaf children today. Policy documents are in existence in the
Namibian setting, according to Bruwer (2013:91), but the influence that these documents are meant
to have has yet to be seen. The question then becomes why and what has to be done to carry out
the policy documents' goals and objectives. The ideas made by Knoors and Marschark (2012) as
well as Reagan (2008) will be carefully considered for the goal of this study and to determine the

most relevant instructional strategies for teaching the bilingual approach to deaf learners.
2.6 Summary

This chapter's literature review began with an explanation of what Bilingual-Bicultural Deaf
Education comprises. The goal of most Bilingual Deaf programmes, according to the discussions,
is to promote first-language acquisition and learning through the provision of an accessible Sign
Language, the incorporation of Sign Language, Deaf culture, and Deaf professionals in education
to enhance deaf learners' social and emotional development and identity development, and to
improve proficiency in the second language through reading and writing, building on the
foundation of the first language. Reflection was done on Cummins’ model framework and clear
relations can be made for possible reasons why the Bilingual-Bicultural approach adopted in
Namibia has not yet shown the expected results. Most deaf learners in Namibia are born to hearing
parents and, in most cases, late language acquisition occurs. For most deaf learners’ language
acquisition only start when they are enrolled to school and even then, they are not given enough
time to fully acquire one language then they are exposed to another. Garcia’s view on Bilingualism
in education and the changes she proposed were viewed. A new perspective was gained as to the
diverse needs of deaf learners regarding language learning and how they can be catered for through
Translanguaging. Lastly, the researcher reviewed the literature on Sign Bilingual Education
Policies in Scandinavian countries, South Africa, and Namibia. The knowledge gathered in this
regard was that policy documents for Deaf Education should prioritise providing deaf learners with
the best possible educational and personal achievement opportunities by adapting to each deaf
child's individual needs. Chapter 3 will review literature on parental involvement in Deaf
Education as well as the role and responsibilities of teachers in Deaf Education. Finally, literature
on deaf learners' biliteracy development and how to educate a deaf child to read and write English

will be studied.
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CHAPTER 3: LITERACY DEVELOPMENT IN DEAF
EDUCATION

3.1 Introduction

Learning to read is vital for individuals to participate in society, even more so when those
individuals are deaf. (Hermans et al., 2008:518)

Appropriate reading and writing skills, sometimes known as literacy skills, are essential for success
in school settings and subsequently in professional and employment possibilities (Hrastinski &
Wilbur, 2016:156). Bandura claims in his social cognitive learning theory that social influences
play a significant role in a child's learning and development (Gray & MacBlain, 2012:91). The
child's development will be enhanced if the setting allows the child to observe and participate in
activities with the help of individuals who have superior understanding and skill (Rosa & Tudge,
2013:248). Schirmer and Williams (2003:110) believe that the basis of reading abilities begins in
the social setting of the home and community, which is consistent with the theoretical framework
of this study. Early experiences with print have a direct impact on a child's knowledge of reading
in school. According to Hrastinski and Wilbur (2016:156), reading begins with the development
of pre-literacy skills in early life, continues through formal reading instruction in school, and
broadens as a result of further education, as well as social and recreational experience. Without
age-appropriate reading and writing skills, participation in classroom activities is limited and the
risk of academic failure is high, leading to employment and social adjustment issues (Hrastinski
& Wilbur, 2016:156).

Deaf learners, according to numerous studies, have much inferior reading comprehension, literacy
skills, and overall academic achievement than their hearing peers. (Qi & Mitchell, 2012:14; Van
Staden, 2013:306; Hrastinski & Wilbur, 2016:156). Deaf learners have a difficult time learning to
read. The association between deafness and low English literacy skills is complicated, and factors
such as language competency, academic accomplishment, cognitive capacities, and family
background, as well as the construction of reading proficiency tests, all play a role to this
complexity (Hrastinski & Wilbur, 2016:157). Deaf learners rarely achieve conversational
proficiency in spoken or signed languages. This implies that at the time they start learning to read,

they lack the appropriate vocabulary, sentence structuring skills, and world knowledge that hearing
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children have (Hrastinski & Wilbur, 2016:157). According to Hrastinski and Wilbur (2016:157),
there are research papers that reveal deaf people who have mastered reading English to an adequate
level. Many of them are proficient in Sign Language and possess a comprehensive understanding
of Written English. In this chapter, literature will be reviewed based on the social cognitive
learning theory and bio-ecological theory that place parents and teachers as significant contributors
and role models in children’s learning and development. Further literature will then be reviewed

on the reading and writing methodology that informs literacy development in deaf learners.

3.2 Parental involvement in Deaf Education

Stewart and Clarke (2003:148) are of the opinion that the acquisition of a language begins at home.
This makes it the parents’ responsibility to ensure that their deaf child is exposed to language from
as many sources and in as many forms as possible. Stewart and Clarke (2003:148), and Humphries
et al. (2019:134) state that the decision about the type of communication that parents would prefer
to use with their deaf child should be made as early as possible. The reason for this is that the early
years are very crucial for a child to acquire language. Early language acquisition is critical for
neurological and academic development (Clark et al., 2020:1341). According to Knoors and
Marschark (2012:292), children learn their language from their parents through engagement and
communication. They will eventually broaden their linguistic horizons through social engagement
with classmates. This approach is consistent with Bandura's social cognitive learning theory and
Bronfenbrenner's bio-ecological theory, both of which emphasise the central role of parents in a
child's development, in this case language development. Parents are the first models that the child
will learn from and they form part of the bio-ecological microsystem, which is the most proximal
structure of a child’s world. Parental support in their children's school-based education is a
powerful predictor of their success (Garcia & Kleifgen, 2011:182). Parents should be seen as active
participants in their children's education and as supporters within the immediate school

community.

According to Holzinger and Fellinger (2014:104), the frequent observation of deaf children of
Deaf parents' high academic performance and reading comprehension influenced the establishment
of Sign Bilingual programmes. This positive performance was assumed to be due to the family's
employment of Sign Language. According to Holzinger and Fellinger (2014:104), the usage of
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Sign Language in the home may not be the only factor contributing to better academic outcomes.
Other factors could include hearing loss caused by genetics, which has been linked to a lower
percentage of additional disability, parental acceptance of deafness, earlier detection of deafness
and natural and highly functional early parent-child relationships (Steward & Clarke, 2003:41;
Holzinger & Fellinger, 2014:104; Humphries et al., 2019:135). The positive thinking and attitudes
of parents of deaf children are crucial to the growth and development of the child. Parents who
approach the hearing loss of their child in a positive manner will also positively influence the
child’s self-esteem (Sardar & Kadir, 2012:148).

Marschark (1997:224) states that studies involving hearing children indicate that parents who
spend time with their children, who facilitate their children’s academic and extracurricular interests
and who answer their children’s questions in supportive atmospheres, foster academic excellence
as well as psychosocial maturity. According to Singleton and Morgan (2006:334), children are
born into a system that allows them to learn their parents' or family's important meaning-making
practices through interaction. Through interactions and increasing participation as members of
their community, their identity develops. Language and cultural behaviours are examples of
meaningful activities that are packed with beliefs and are part of a group's identity (also see
Humphries et al., 2019:136). A child's language and cultural identity will develop spontaneously

as a result of his or her daily interactions with his or her parents (Singleton & Morgan, 2006:334).

Holzinger and Fellinger (2014:105) state that studies show that growing up in a Deaf family can
be a significant factor in the positive academic and reading performances. This includes early
exposure to functional language as well as effective communication, all of which have an impact
on reading comprehension. According to Holzinger and Fellinger (2014:105), several research
show that using manually coded English can also help with reading comprehension development.
The ability to use spoken language should thus not be ignored when investigating reading
comprehension (Holzinger & Fellinger, 2014:105; Walters & De Klerk, 2014:243). Overall
parental communication and academic achievement have a good and meaningful association.
Parental communication and support lead to less worry and anxiety and a better view of life when
children grow older (Ataabadi, Yusefi & Moradi, 2014:38).

Deaf parents, according to Hoffmeister and Caldwell-Harris (2014:239), equip their children with

superior strategies to assist English literacy. Some of these strategies include matching English
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print words with corresponding signs, assisting with English polysemies, and teaching meaning
sets and other ways to go beyond mapping simple translation equivalents. Deaf parents offer their
children assistance based on their personal experiences when their children struggle with English
in a bilingual learning mode. They recall and discuss examples of issues and solutions they
encountered when learning English through print. According to Swanwick (2016:27) studies have
looked at how bilingual Deaf parents mediate between written language and Sign Language during
book sharing activities with their young deaf children. Some of the methods used by Deaf mothers
are said to be similar to those described in the pedagogical literature, such as using Sign Language
to talk about language and specifically to give a definition, as well as interpret and explain
individual words or written language conventions and features like rhyming or onomatopoeia.
(also see Howerton-Fox & Falk, 2019:2). Swanwick (2016:27) agrees with Hoffmeister and
Caldwell-Harris (2014) that Deaf parents utilise chaining to connect words to signs via
fingerspelling. This is another approach for teaching deaf children to read that has been
documented in the literature. Deaf parents utilise this method to teach their deaf child new English

vocabulary and to emphasise the equivalency of meaning between the two languages.

According to Swanwick (2016:28), another approach used by Deaf parents is signing in English
word order or adding English grammatical characteristics into a signed speech (such as a
fingerspelt function word). As a teaching approach, this pedagogical research literature is also
documented. Aside from linguistic practices, as stated above, Swanwick (2016:28) mentions that
studies look at how signing Deaf parents arrange themselves, their child, and a book during story-
reading activities, in addition to language behaviours. Deaf parents engage and maintain their
children's attention by touching them and using non-verbal communication. They signal changes
in activity, add characterisation or emphasis, and breathe life into narrative in books via signing

grammar (Swanwick, 2016:28).

Calderon (2000:143) believes that in the past, parents have relied on specialists to educate their
deaf children, frequently in opposition to their own wishes. They were made to feel inadequate or
at odds with professionals, making it difficult for them to participate directly and actively in their
children’s educational programmes. Swanwick (2016:28) claims that through research, the value
of parental experiences and views has been recognised as crucial to understanding biliteracy

development and to underlie coaching and support strategies for hearing parents and teachers.
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While growing up with Deaf parents can be a significant factor in the positive academic and
reading performance of deaf children, the opposite can also be true. While it appears that having
Sign Language available from birth may provide linguistic and cognitive benefits to deaf children,
precautions should be taken in research on reading achievement among deaf learners with Deaf
parents (Marschark & Lee, 2014:216). The first caveat is that Deaf parents should not be viewed
as academic mentors or academic role models for their deaf children. Since 1974, at least half of
deaf 18-year-olds have scored at or below the fourth-grade level on the reading comprehension
subtest of the Stanford Achievement Test (Qi & Mitchell, 2012:14). Other investigations,
according to Marschark and Lee (2014:217), have revealed that this scenario persists into
adulthood. This suggests that many Deaf parents may not be appropriate academic role models for
their deaf children and that they may be unable to help them with homework or read with or to
them. This shows that, rather than Bilingualism, the use of Sign Language in the home is the key
to deaf children of Deaf parents obtaining higher levels than deaf children of hearing parents.
Hoffmeister and Caldwell-Harris (2014:239) agree that having Deaf parents does not always lead
to excellent English reading competence in deaf children. They claim that, based on studies, the
association between Sign Language and reading comprehension is so strong that it statistically
eliminates the advantage of having Deaf parents. What is important for reading comprehension is
not just having Deaf parents, but also having a good Sign Language input that can lead to good
Sign Language abilities. Studies show that deaf children who sign, regardless of whether their
parents are deaf or hearing, perform better in school than those who do not sign (Humphries et al.,
2014:36). Early exposure to Sign Language for deaf learners is vital, according to Clark et al.
(2020:1341), because of the visual aspect of Sign Language. Early usage of Sign Language can
also enhance subsequent learning of a spoken language.

Another caution to be taken in relation to research on reading achievement among deaf children
of Deaf parents, according to Marschark and Lee (2014:217), is that studies have found a link
between early Sign Language fluency and deaf children's reading abilities, as well as a link
between early spoken language and deaf children's reading abilities. Early access to language,
rather than Sign Language or Bilingualism, appears to be a more plausible reason for deaf children
of Deaf parents reading better than deaf children of hearing parents. Calderon (2000:141) claims
that deaf children with better language and communication skills do better in school. Strong

evidence also connects children’s social-emotional development or social competence and
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academic outcomes. Deaf learners increased their reading scores, made better use of classroom
teaching time, and solved social and academic difficulties more successfully when they improved
their socio-emotional competence and language and communication abilities (Calderon,
2000:141). The researcher believes that all these can happen with early exposure to language and

communication with parents in a language they prefer for their deaf child.

According to Knoors and Marshark (2014:45) family (parents) and friends contribute majorly to
the development and learning of a child. A lot of what they provide comes through language.
Knoors and Marshark (2014:46) go on to say that, while early language hurdles may appear to be
an issue for hearing parents with deaf children, communication is more than just language, a deaf
child will get access to the world of experience through vision and touch as well. According to
Knoors and Marshark (2014:47), what was observed from Deaf parents of deaf children is the
interaction that they have with their deaf children through natural behaviours. This interaction is
referred to as intuitive parenting. Deaf parents will touch their deaf children more frequently in
getting and maintaining the attention of the deaf child. This behaviour teaches the child to pay
attention to certain things, which is a learned adaptation that is important because it makes the
child more visually aware of their environment and offers more opportunity for incidental learning
(Knoors & Marshark, 2014:47). According to Singleton and Morgan (2006:351), research
demonstrates that through training hearing parents can learn to comprehend their deaf child's visual
learning needs and use some of the visual engagement tactics utilised by Deaf parents with their

own child.

What is evident is that the emotional and academic lives of deaf children can be enhanced by
parents who are aware of their child’s needs and pursue intervention and education programmes
and communication instruction for themselves and their child (Knoors & Marschark, 2014:52).
Swanwick (2016:9) feels that it is difficult for deaf children with hearing parents who have no
prior experience with deafness or Sign Language to learn Sign Language fluently. The explanation
for this is that these children have a general sign language development delay and are having
difficulty catching up. Swanwick (2016:9) continues to note that such a delay can be partly
explained due to the restricted access to common dialogue and routine interactions, such as
storytelling or parental comments around a shared activity. Hearing parents appear to find it

difficult to learn Sign Language as a second language as adults. Despite the fact that many of these
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families construct their own 'house signs,' these communication tactics fall short of the experience

of having early access to a proficient language.

Hearing parents of deaf children, according to Knoors and Marschark (2012:293), must make an
intentional choice for Bilingual Education. If parents choose Bilingual Education, they must
dedicate themselves to learning a new language (Sign Language). Programmes in Sweden,
Denmark, and France have indicated that hearing parents can and do learn native Sign Language.
According to Mason and Ewoldt (1996:297), studies have shown that each gradation of an increase
in gestures and signs by parents improves the deaf child’s chances of improving academically and
linguistically. Clearly, immediately providing a rich, fluent, and consistent language model, will
be difficult for these parents. However, deaf children with parents that encourage early sign
language development appear to have linguistic, social, and scholastic advantages in their early
years (Knoors & Marschark, 2012:294). Early sign communication in the family and the capacity
as an adolescent to understand the parents are two indicators of good mental health among deaf
adolescents (Knoors & Marschark, 2012:294). The challenges that hearing families who have little
or no experience with the deaf world face when a deaf child is born unexpectedly are real, thus
developing a strong, respectful, and productive collaboration with families of deaf children is

critical for a successful Bilingual-Bicultural programme.

According to Mahshie (1995:61), common elements in a well-designed bilingual environment
appear to be: 1) trusting the parents’ willingness and ability to make the necessary adjustments; 2)
acknowledging the importance of hearing and deaf parents; and 3) providing parents with a
positive orientation, as well as the support and training they require to make informed decisions.
Calderon (2000:142) claims that children whose mothers demonstrate a more favourable
adjustment to their deaf children have less impulsivity, more cognitive flexibility, and a better
social understanding. Deaf children with parents who indicate more advancement in their
children’s communication and learning needs show higher reading achievements and parents who

press their children for achievement have children with higher achievements (Calderon, 2000:142).

According to the researcher, parents of deaf children should be provided with the best unbiased
advice as to the language and academic alternatives that they can follow for their child. Thereafter

both deaf and hearing parents should receive continuous support on how they can create the best
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environment for not only language learning but learning in general in order to narrow the growing

gap of literacy and learning in deaf children.
3.3 Teachers’ role and responsibility in Deaf Education

Teachers, like parents, play a critical role in a child's development, according to Bandura's social
cognitive learning theory and Bronfenbrenner's bio-ecological theory. Knoors and Marschark
(2014:13) state “in formal educational settings, teaching is, by definition, an important process in
establishing learning”. According to Knoors and Marschark (2014:14), the formal learning context
in schools is thus largely shaped by teachers. They plan, develop, and manage the social
environment, as well as the academic environment, which represent models of learning for
learners. The knowledge that teachers have about learning certainly contributes to their teaching,
but the knowledge teachers have of learning does not translate into knowledge of teaching.
Teaching entails not just the transmission of subject matter, but also the skillful application of
knowledge, the appropriate regulation of instructional and contextual factors, and the maintenance
of teacher-learner relationships that support teaching and learning (Knoors & Marschark:
2014:14).

Finnegan (2013:18) feels that a teacher's feeling of self-efficacy is a critical component of good
teaching. According to Garberoglio, Gobble, and Cawthon (2012:367), self-efficacy is a key
component of social cognitive theory that allows for a more detailed examination of the
relationship between individual beliefs and behaviour. According to Garberoglio et al. (2012:367),
self-efficacy is the belief that someone has in their ability to successfully organise and implement
a preferred course of action, as defined by Bandura. This belief or perception of ability, rather than
real skill, is typically the most powerful predictor of later behaviour. Teacher self-efficacy,
according to Finnegan (2013:18), influences the level of motivation a teacher has for their
instructional behaviour. Itis a teacher's belief that he or she can produce the necessary achievement
in learner performance. According to Garberoglio et al. (2012:368), a teacher with high teacher
self-efficacy is more open to new ideas and eager to try out and implement new ways to satisfy the
needs of a learner. This type of teacher will have more excitement and talents in terms of teaching,
planning, organising, and classroom management. They feel that they may have a good impact on

a learner's learning, especially when dealing with more difficult learners. They are less critical of
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their learners and are more committed to dealing with low-achieving learners (Garberoglio et al.,
2012:368). Teachers with low self-esteem are less likely to persevere in the preparation and
delivery of education, and they are more prone to retreat at the first hint of difficulties (Finnegan,
2013:18). The researcher believes that it is very important that teachers teaching at schools for
deaf learners possess a high level of teacher self-efficacy as they play such a fundamental role in
the development of the learners. The positive attitudes that teachers portray can in turn affect

positive self-efficacy in deaf learners.

Knoors and Marschark (2014:15) maintain that teaching is fundamentally the support of learners
in their acquisition of knowledge and that at the core of teaching is instruction, which aims to help
learners to make sense of the content provided to them. Teaching is not only about transmitting
information; it is also about guiding learners in their effort to solve problems and learn by
themselves, including learning to learn. What learners take away from what they are taught is also
mediated by their motivation to learn and by their ability to control their learning processes through
metacognitive strategies. This means that teaching refers to all the actions of instruction that

enhance learning (Knoors & Marschark, 2014:15).

In a research of factors affecting deaf learners' psychosocial adjustment, Polat (2003) discovered
that the kind of education degree teachers hold can be favourably connected with the emotional
and overall adjustment of learners (also see Ntinda et al., 2019:83). According to Polat (2003:334),
teachers with a special degree in Deaf Education obtained higher ratings for their learners'
emotional and general adjustment than their colleagues who did not have a special degree in Deaf
Education. Teachers with special training in the field of deafness will be able to recognise the
unique needs of deaf learners. This knowledge, as well as a better level of skill, can help the teacher
be more effective. Issaka (2018:665) concurs that the teacher’s knowledge of the content that needs
to be taught may influence the deaf learners’ academic achievements. Another reason why teachers
with a particular degree in Deaf Instruction obtained more positive ratings, according to Polat
(2003:334), is that they have a deeper understanding of deafness, deaf people, and the education
of deaf learners, which is linked to more positive attitudes toward their learners. To effectively
educate deaf learners and develop biliteracy in a bimodal setting, teachers need to possess a diverse
set of specific teaching abilities and approaches for bridging the gap between sign and

spoken/written languages (Swanwick, 2016:29).

55



Teachers from Denmark's and Sweden's most effective bilingual classrooms have worked hard to
learn everything they can about the most recent studies in Sign Language grammar, Swedish
grammar, and teaching a second language. They've learned more about linguistics and language
acquisition, and they've used what they've learned to help their learners progress at a pace that is
developmentally appropriate. (Mahshie, 1995:163). Issaka (2018:664) agrees that teachers, like all
other professionals, require ongoing professional development through in-service training in order
to maintain their skills and proficiency in the classroom. As a result, in-service training is an
important part of the educational system. It is a necessary component of teacher professionalism
in order to keep up with the pace of social and educational change and thus play a significant role
in societal behaviour. Knoors and Marschark (2014:17) think that effective teaching includes
having pedagogical knowledge, which is more than content knowledge alone. It also involves

knowledge about the learners’ challenges and about a method to support them in their learning.

Namukoa (2012:52) adds that the ability of a teacher to communicate in Sign Language has also
been described as being unique to deaf learners and as one of the most ideal features of effective
teaching. Deaf learners have been more engaged and imaginative in their learning as a result of a
teacher's fluent use of Sign Language in communicating concepts to them (Namukoa, 2012:52).
When a lesson is presented by a teacher with good Sign Language skills, experience and skills in
teaching deaf learners, a teacher who can tailor instructional approaches to the learner's strengths
and needs, deaf learners can learn as much from a lesson as their hearing counterparts (Wauters &
De Klerk, 2014:248; Knoors & Marschark, 2014:224). A teacher’s experience is a significant
attribute in the classroom. According to Knoors and Marschark (2014:17) teachers with more
experience are better able to react to events in the classroom because they have more automatised
interpreting procedures. Experienced teachers are better able to accommodate greater complexity
in the classroom compared to new teachers. They are also able to allocate more attention to specific
individual differences among learners, allowing them to respond more effortlessly and effectively
to challenges encountered by individual learners. Experienced teachers are thus able to be more
effective in simultaneously leading and managing learners in the class (Knoors & Marschark,
2014:17).

Knoors and Marschark (2014:18) continue to state that the relationship between the teacher and

the learner is equally vital. Learners with good relationships with their teachers tend to perform
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academically well. They also obtain higher scores on achievement tests, they experience more
positive attitudes toward school and they interact more in the classroom. According to Knoors and
Marschark (2014:18), learner-centred teacher variables are significant predictors of a positive
learner outcome. Teacher variables such as maintaining positive relationships with learners, being
nondirective, showing empathy and warmth and encouraging thinking and learning are all
variables that provide learners with a ‘secure’ basis from which to explore academically. A secure
relationship with the teacher is especially important to learners who do not come from a very
positive home environment (Knoors & Marschark, 2014:18). Learners, especially children from
hearing parents who might not have very positive parent-child interaction, can benefit
tremendously from a positive teacher-learner relationship. A positive teacher-learner relationship
can be an encouraging aspect for their social and emotional development (Hermans et al.,
2014:283). As important as instructional didactics are, so is the classroom climate in the form of
the learners’ relationship with peers and with the teacher. A positive relationship with the teacher
influences learner motivation positively, which encourages more attention to instruction and

results in better learning (Hermans et al., 2014:283).

Knoors and Marschark (2014:18) think that for a teacher to develop a more secure relationship
with their learners, they can ensure the following: Teachers must be well prepared for class. Being
well prepared allows the teacher more cognitive capacity to give attention to aspects of the
classroom beyond content, for example, interpersonal functioning. Teachers should be authentic.
By showing learners who they really are, assist teachers to support social-emotional bonding with
the learners. Teachers should have high expectations for their learners. This contributes to positive
teacher-learner relationships and is especially beneficial when coupled with an accurate
understanding of learner competencies and individual differences. Lastly, the teacher should have
an autonomy supporting attitude, rather than being controlling. Autonomy support can be
established by being sensitive to each learner’s agenda and by providing children with choices

(Knoors & Marschark, 2014:18).

Magongwa (2010:495) argues that teachers who are not professionally trained in Deaf Education
and have a lack of SASL proficiency are the main impediments to learning for deaf learners in
South Africa. According to Ngobeni, Maimane and Rankhumise (2020:2) the majority of teachers
in South Africa teach deaf learners without any knowledge of SASL. Magongwa (2010:495) state
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that there is no regulation in South Africa that mandates teachers to be trained in deaf pedagogy
and SASL before starting work in schools for deaf learners. Deaf learners are denied access to
quality education if teachers teaching deaf learners are unable to utilise SASL fluently and are not
suitably qualified (Magongwa, 2010:495). A major part of the difference in deaf learners'
performance is assumed to be explained by the quality of instructions delivered by teachers and
the qualifications of teachers. Teacher education is thus critical for improving educational quality,
particularly in a complicated educational setting like Bilingual Deaf Education (Wauters & De
Klerk, 2014:254). High levels of learner engagement result in higher levels of learner

accomplishment when instruction is of high quality (Hermans et al., 2014:283).

The situation in Namibia is nearly identical to that in South Africa. Many teachers teaching at
schools and units for deaf learners are hearing and until 2015, the Ministry of Education engaged
teachers to teach at schools and units for deaf learners without any NSL or Deaf Education training.
They were advised by school principals to attend NSL classes at the Namibian National
Association for the Deaf (NNAD). These courses, however, bear no accreditation from the
National Qualification Authority (NQA) and are only provided for teachers to acquire basic
communication skills to teach the deaf learners (Bruwer & February, 2019:41). The University of
Namibia has been offering NSL Education since 2011. This is offered as a major in the Faculty of
Education for student teachers who wish to be primary school teachers at schools or units for deaf
learners. As schools for deaf learners become more aware of this type of training being offered at
the university, more schools are now requiring new teachers to have this type of qualification.
Many of the teachers at schools for deaf learners however remain unqualified in NSL and Deaf
Education. Within the whole of Namibia there, are only four qualified Deaf teachers, however,
Deaf adults with training in early childhood development have been given the opportunity to apply

at schools for deaf learners as assistant Deaf teachers (Bruwer & February, 2019:41).

According to Mahshie (1995:158), Deaf teachers are essential to the attainment of any Bilingual-
Bicultural programme for deaf learners. Their ability to communicate visually, their awareness of
and connection with deaf learners and their function as role models for deaf learners' culture and
history cannot be overstated. Over 90% of deaf learners (those born to hearing parents) are unlikely
to encounter native role models of their primary language in their own homes (Mahshie,

1995:159). Therefore, the presence of native role models in their primary language (Sign
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Language) in the classroom becomes an even more crucial factor in linguistic and academic
achievement. Parkin (2016:6) believes that SASL classes alone will not be enough in making
SASL teachers competent in the language and Deaf culture in South Africa. This, she claims, is
due to the fact that no one can be forced to participate in Deaf community events. As a result, it's
critical to hire qualified Deaf people who can bring the Deaf community and culture into the
classroom. According to Parkin (2016:6), this has been found to improve learners' and teachers'
ability to learn Sign Language. Ms Motshega, South Africa’'s Minister of Basic Education at the
time (2016), agrees with Parkin that a major impediment to the provision of high-quality Deaf

Education in South Africa is a scarcity of qualified Deaf teachers.

According to O’Neill (2017:9), Deaf communities are concerned about the low signing ability of
hearing teachers of deaf learners and have frequently charged education providers for deaf learners
with not adhering to their concerns. O'Neill (2017:10) believe that a future for Sign Bilingualism
will necessitate action in areas such as linguistic fluency in Sign Language, expanding Deaf
teachers in schools for deaf learners, and improving social contact between hearing teachers and
the Deaf community. O’Neill (2017:6) further states that Deaf teachers naturally have resources
for teaching deaf learners which hearing teachers do not have. Deaf pedagogies are advocated,
such as teaching deaf learners how to overcome difficulties through resilience and how to see
themselves as normal in their development and not in need of treatment. Other natural Deaf teacher
tactics include communication timing or strategies to create a comfortable environment for deaf
learners, peer teaching, theatre and storytelling, or setting high standards. O’Neill (2017:6) and
Singleton and Morgan (2006:354) believe that Sign Bilingualism includes spoken and Sign
Language, fingerspelling, and pictorial resources. According to O'Neill (2017:6), hearing teachers
can disregard Sign Language, focusing exclusively on the spoken language parts, thus developing
a preference for spoken language, whereas Deaf teachers pay attention to all channels in the co-
construction of meaning in classroom discourse. O'Neill (2017:6) continue to state that Deaf
teachers will frequently switch from writing to signing to speaking and then back to writing. This
allows the learner to answer in their preferred language and method, which is related to
Translanguaging as a pedagogy. Hearing teachers can also carry out this co-construction to teach
deaf learners, according to O'Neill (2017:7), but Deaf teachers are more likely to have the essential

combination of linguistic abilities and capacity to increase learning enjoyment.
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Singleton and Morgan (2006:356) indicate that effective teaching methods with deaf learners
require competency in a natural Sign Language and the utilisation of linguistic and visual teaching
strategies in the classroom. Some of these strategies are matching with the strategies used by Deaf
parents with their deaf children. Deaf teachers who use visual and effective teaching strategies and
who have high Sign Language proficiency, as well as personal experience as visual learners, will
thus be better than a hearing teacher. Hearing teachers with a high degree of Sign Language
proficiency can also master these visually oriented and evocative teaching practices (Singleton &
Morgan, 2006:356). It's also worth noting that not all hearing teachers fail to utilise visually
oriented procedures and that not all Deaf teachers use linguistically rich and engaging discourse
techniques in their classrooms (Singleton & Morgan, 2006:357). According to (Hermans et al.,
2014:283) results obtained from studies that show deaf learners to attain equal amounts of learning
as their hearing peers, if taught by a skilled teacher for the deaf, were obtained, irrespective of the

hearing status of the teacher.

What can be maintained from the above literature is the fundamental roles and responsibilities that
teachers, Deaf or hearing, of deaf learners need to perform in order to be of significant assistance
to the deaf child’s development. The researcher believes that teachers, whether they are Deaf or
hearing, equally carry these roles and responsibilities, because they are equally part of the deaf
child’s life and can equally in their individuality affect the child positively or negatively. What can
be of assistance to the teachers to fulfil their jobs adequately, is to provide an education action plan
or intervention programme for Deaf Education that can offer guidance to the teachers and that is
in the best interest of the deaf child.

3.4 Biliteracy development in deaf learners

A secondary goal of this research was to create a biliteracy intervention programme for a Namibian
school for deaf learners. A very simple definition of literacy, according to Ortiz and Ordonez-Jasis
(2010:131), is the ability to read and write. This definition can be expanded to include the ability
to comprehend and apply printed information in daily activities at home and in the community, the
ability to think and reason within a specific society, and the ability to achieve one's goals and
develop one's knowledge and potential through language advancement (Stewart & Clarke, 2003:4;
Ortiz & Ordonez-Jasis, 2010:131; Alvi & Hammed, 2018:18). Kuntze et al. (2014:217) state that
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“A literate person is able to think critically about content and how to best communicate with a
given audience.” They continue to state that “one becomes literate by processing content

thoughtfully, carefully and critically regardless of the language or modality”.

It is well established and depicted in the literature that deaf learners' early exposure to Sign
Language is crucial to literacy development and achievement and this aligns with Bandura’s social
cognitive theory and Bronfenbrenner's bio-ecological theory (Kuntze et al., 2014:204; Holzinger
& Fellinger, 2014:104; Hoffmeister & Caldwell-Harris, 2014:239). In addition to early exposure
to Sign Language, socialisation and how deaf parents introduce their children to the world of print
also contribute to successful reading skills.

As stated earlier, Hoffmeister and Caldwell-Harris (2014:239) believe that Deaf parents provide
their children with better support to facilitate English literacy. This assistance includes matching
English print words with their sign equivalents, assisting with English polysemies, and teaching
meaning sets and other methods for moving beyond simple translation equivalents. Hoffmeister
and Caldwell-Harris (2014:239) further state that when children of Deaf parents struggle with
English, Deaf parents draw on their own experiences and problems they had when they themselves
struggled to learn English via print and so assist their children based on their own experiences.
These practices that Deaf parents employ to promote their deaf children's reading development,
according to Kuntze et al. (2014:204), are examples of methods that can be used in a classroom
setting to teach deaf learners to read. Using Sign Language to bring meaning to print or combining
Sign Language, fingerspelling, and print in interactions with deaf learners. This is a method that
is seen not as language mixing, but as stated by Garcia and Cole (2014) as Translanguaging.
Translanguaging is a pedagogical means of moving between Sign Language and Written English
to bring about better understanding (O’Neill, 2017:7). Creating a rich communicative environment
in which learners have access to a large number of people with whom they may communicate to,
as well as the ability to debate a wide range of issues and relate to English print. Deaf children
whose parents are Deaf are already exposed to such a language-rich environment, while more than
90% of deaf learners are not. Kuntze et al. (2014:204) think that the slow progress in reading
development for many deaf learners can possibly be because of the limited opportunity and
insufficient support systems for learning to read through visual means and not necessarily due to

their partial understanding of the sounds of English.
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Kuntze et al. (2014:205) suggested a paradigm to help people learn to read visually. They propose
that an alternative means to reading comprehension skills must take into account developmental
elements that influence a learner's preparedness to learn to read. The acquisition of Sign Language
and the Development of Visual Engagement, Emergent Literacy, Social Mediation and English
Print, Literacy and Deaf Culture and Media, and Literacy and Deaf Culture and Media are the five

components of their concept.
3.4.1 The acquisition of Sign Language and the development of visual engagement

Language acquisition, according to Kuntze et al. (2014:208), is an unconscious process that occurs
in the context of conversation. For a child to interact with parents, siblings, and peers, he or she
must be exposed to language and given the opportunity to do so. For deaf children it is important
to be exposed to a language environment where communication can flow easily as the development
of eye contact or visual engagement are important aspects of not only Sign Language, but language
development in general. Kuntze et al. (2014:209) continue to state that Deaf adults will usually
practise various cultural engagement strategies to get deaf children’s attention. This can include
constantly tapping a child, wriggling their fingers in front of the child, or coming into the child's
line of sight. According to Singleton and Morgan (2006:348), Deaf mothers seem to intuitively
know how to grab their deaf child's attention through visual language and bodily behaviours.
Should a child look at an object, a Deaf mother will wait until the child looks back at her before
she will respond to the child, using Sign Language. To compensate for the child's developing use
of triadic eye gaze coordination, a Deaf mother will employ shorter utterances. In using shorter
utterances, the Deaf mother facilitates the higher memory demands on the child, which are related
to the movement of visual attention between object and mother (Singleton & Morgan, 2006:348).
According to Swanwick (2016:28), studies also observe the position and placement of Deaf parents
when they sign stories to their child. How they position themselves, the child, and a book when
signing stories. How they use touch and non-verbal communication to attract and retain attention,
indicate shifts in the activity, add characterisation or emphasis, and give life to stories in books

using signing grammar (Swanwick, 2016:28).

Kuntze et al. (2014:208) indicate that teachers need to be mindful when they communicate with

deaf learners to use the appropriate gaze in groups and individual discussions, to gain and keep the
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learners’ attention and to support the learner’s understanding of the dynamic discourse that occurs
within the classroom (Singleton & Morgan, 2006:356). They also need to take cognisance of how
they arrange seating positions in class, to ensure that everyone has full visual access. This can be
done by arranging seats in a semi-circle (Kuntze et al., 2014:208). The teacher should be aware of
the deaf learner's visual needs and should not sign before all learners are attentive and they should
check on the status of the learners' visual attention on a frequent basis before beginning to sign
(Singleton & Morgan, 2006:356). Through developing visual engagement learners can become
more attentive to what is happening in their environment and learn how to direct their attention
appropriately. Visual attention and engagement skills lead to more chances for communication,

learning and the acquisition of language and literacy (Kuntze et al., 2014:208).
3.4.2 Emergent literacy

According to Morrison and Wilcox (2013:69), the emergent stage is from birth to kindergarten.
During this pre-reading stage, children can come to realise that they are living within a literacy
culture and start to show awareness of the environmental print around them and so become
interested in reading and writing. This is the period that they will start to show understanding in
basic concepts about reading, such as the direction of written language and names of the letters of
the alphabet. They can also develop the ability to write letters during this stage (Morrison &
Wilcox, 2013:69). Kuntze et al. (2014:210) maintain that what happens during these early years
before children learn to read is an important factor in literacy development. Early exposure to
language, books, print, and extended discourse is central for later literacy success. It is the
responsibility of adults (parents) to expose children to a print-rich environment and various literacy
events from an early age. An important component of emergent literacy for deaf children,
according to Kuntze et al. (2014:210), is the possibility for optimal language growth. Language
development through Sign Language aids in the quality of communication and comprehension
required for literacy. Accessible language and interaction with adults, as well as extensive print
exposure, can assist deaf children maintain their connection with books and therefore with Written
English (Kuntze et al., 2014:210).

Swanwick (2016:27-28) discussed how Deaf parents mediate between written language and Sign

Language with their young deaf children during book sharing activities. They utilise Sign
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Language to debate language, explain definitions, and interpret single works or written language,
among other approaches. Swanwick (2016:27) continues to argue that, as previously indicated,
Deaf parents employ chaining to match words to signs using fingerspelling. An example of
chaining is shown in the attached figure.

man =) @@@ =)

OR

S (| O |y T |y | e

Figure 3.1: Examples of using chaining in teaching reading to a deaf learner

According to Swanwick (2016:28), evidence suggests that very young deaf children initially
perceive fingerspelt words as a single integral shape and that by the age of five years, these deaf
children begin to recognise that a fingerspelt letter and a written letter have an individual
correspondence. Deaf learners' fingerspelling skills and English reading vocabulary have been
found to have a good relationship. Incorporating fluent fingerspelling into classroom instruction is
thus a promising strategy that could lead to enhanced reading ability (Lederberg, Schick &
Spencer, 2012:9).

3.4.3 Social mediation and English print

Kuntze et al. (2014:211) believe that a good deal of social interaction is typically provided in an
emergent-literacy classroom for deaf learners. This is where the teachers encourage
communication during story reading sessions, by asking the learners open-ended questions, by

answering the learners’ questions and by encouraging the learners to talk about print in various
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contexts. This social mediation can be used by a teacher in a range of daily tasks, and learners can
be given just enough scaffolding to help them understand meaning as independently as possible
(Kuntze et al., 2014:212). Social mediation can facilitate learners’ understanding of a range of
texts and with the necessary support, they gain a deeper understanding of topics they want to learn
about. By exposing learners to more advanced ways of thinking and interpreting information help
that they develop cognitive strategies more than they would if they were to do tasks on their own
(Kuntze et al., 2014:212). Effective teacher-learner discourse techniques, according to Singleton
and Morgan (2006:355), are crucial for the cooperative development of knowledge. Learners
should be provided the opportunity to explore significant and relevant issues as active participants
in the classroom discourse. The teacher is viewed as a guide who should respond to the learner's
needs on a constant basis and scaffold the learner's participation in the social learning process
(Singleton & Morgan, 2006:355)

Through social mediation, the teacher can also help the learners to make the connection with
meaning through Written English. This can be done by pointing the learners’ attention to print in
the environment during conversations or lessons, giving meaning to printed material on the walls
of the classroom. The availability of various writing materials (e.g., markers, crayons, and pencils)
will also be beneficial if the teacher can persuade the learners to utilise them to communicate. By
making print and writing resources available throughout the classroom, teachers and learners will

have more opportunities to interact in both languages (Kuntze et al., 2014:212).
3.4.4 Literacy and Deaf Culture

Failure to incorporate Deaf Culture into Deaf Educational methods of teaching, according to
Kuntze et al. (2014:214), can contribute in great part to the fact that deaf learners are at a
considerable disadvantage while learning to read Written English, as the relationship between Deaf
Culture and literacy development is important. According to Kuntze et al. (2014:214), culture is
about passing on ancestral knowledge, language and social skills. It is not only growing through
generations, but also dynamic, as knowledge, language, and ways of life evolve over time as each
generation adapts to a changing world. Cultures differ in that they cater to the demands of a specific
societal group. Deaf culture is primarily concerned with Deaf people's daily lives, particularly

difficulties of communication, language and knowledge access (Kuntze et al., 2014:214). Deaf
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Culture provides deaf learners with a visual language medium that aids in their growth. It's about

a "visual manner of being™ as much as it is about access to a visual language.

Since most deaf children are members of hearing families and all deaf children live in a hearing
society whose members are not proficient in Sign Language, Singleton and Morgan (2006:364)
believe that, in addition to linguistic competence, it is critical to begin developing concepts of
Bilingualism and Biculturalism at a young age. The concept of Bilingualism and Biculturalism,
according to Singleton and Morgan (2006:364), is fairly complex when examining a deaf
individual's Sign Language and spoken language competency development, as well as their
identification relationship with Deaf and hearing worlds or cultures. In the Deaf and hearing
community, biculture is defined as the ability to travel easily between opposing and contradicting
beliefs, lives, and activities, rather than being proficient in two cultures. Beliefs, lives and activities
of hearing people and beliefs, lives and activities of Deaf people. It thus makes sense to involve
Deaf adults and gain information from them on how to be Deaf in a hearing world and how to

mediate between two languages and two cultures (Singleton & Morgan, 2006:364).

According to Kuntze et al. (2014:214), the fact that deaf children are visually oriented by nature
has been humorously overlooked throughout the history of Deaf Education, which has focused on
the lack of auditory access rather than the benefits of being visually oriented. It is vital to provide
deaf children with examples of Sign Language and Deaf Culture not only for their literacy
development, but also for their formation of a positive self-identity. Children will feel more
confident if they have a positive self-identity. They will be able to freely convey their opinions,
ideas, and worries if they have confidence (Kuntze et al., 2014:212; Moses, Golos & Holcomb,
2018:68). Deaf children of Deaf parents grow up in a home where visual cues, rather than aural
cues, are used to communicate. The home of deaf parents is already a welcoming setting in which
vision is the primary way of learning and growth. In such homes, the deaf child is immediately
immersed in a milieu that promotes social, emotional, psychological, cognitive, and linguistic
growth (Lane et al., 1996:27). When the family uses Sign Language, the child has visual access to
information that is picked up incidentally on various topics. The child develops socially, as he or
she is exposed to adults who operates normally as models for the child (Lane et al., 1996:27;
Humphries et al., 2014:37; Moses et al., 2018:68). Including the child in the family discussions
promotes healthy psychosocial and emotional functioning. Positive responses of the family
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promote emotional development in the child and as Deaf parents accept their child and treat the
deaf child as an extension of themselves, it promotes the healthy, psychological development in
the child. High expectations from parents with proper nurturing and support promotes intellectual
development (Lane et al., 1996:27; Humphries et al., 2014:37). The emphasis is on family
engagement and direct language interaction with the deaf child. Hearing parents of a deaf child
should include the child in family conversations. Hearing parents and hearing teachers of a deaf
child should also understand that their efforts in communicating with the child will not be enough.
It is also important that the child must socialise with other Deaf adults and children who have a
common language and are a community like themselves (Humphries et al., 2014:37). Exposure to
positive linguistic and cultural role models is crucial for deaf children, especially for deaf children

of parents who are hearing.
3.4.5 Media

According to Kuntze et al. (2014:215), media, specifically recorded instructional content, can be
a great way to introduce Deaf Culture and Sign Language to deaf children, particularly those who
do not have access to Deaf adults or peers. Based on Bandura’s social cognitive learning theory
children copy the behaviour of role models and integrate new learning into existing situations that
have already been internalised by them (Gray & MacBlain, 2012:95). When a child internalises
entire patterns of behaviour, they act in new situations in the way they believe the adult or role
model from whom they have copied their behaviour would act (Gray & MacBlain, 2012:95).
Bandura proposes that children can learn through symbolic modelling. This is where the child
engages in imitation and identification of fictional characters, such as storybook or fairy-tale
characters (Gray & MacBlain, 2012:95). According to Kuntze et al. (2014:215), educational
media, such as recordings created to assist deaf children become literate, can develop mutual
respect for and a positive understanding of themselves and others in addition to developing and
promoting reading skills (also see Moses et al., 2018:68). The researcher thinks that this is an
excellent means to bring in Deaf role models and storytellers to the classroom, especially Deaf
adults whom the learners are familiar with. The deaf learners will thus be exposed to first-language
users that demonstrate fluent and grammatically correct Sign Language. Lessons and information
on the history, accomplishments, and culture of Deaf people can also be taught to deaf learners

through these recorded media. Deaf learners can then relate better to these lessons and in the
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process not only become more fluent and literate, but also develop a positive self-identity and self-

confidence.
3.5 Instruction strategies to teach reading to deaf learners

Reading, according to Wauters and De Klerk (2014:242), is a skill that must be learned or taught
because it does not come naturally. The majority of the time, this skill is learned in school, thus
teachers must be familiar with how to teach it. Teachers must be knowledgeable about instructional
strategies to teach reading to deaf learners because the quality of education has a significant impact
on the learners’ academic success (Wauters & De Klerk, 2014:248). According to Kuntze et al.
(2014:216), research on deaf children's literacy acquisition has been limited in many cases to
theoretical frameworks that focus on how hearing children learn to read. Kyle (2015:2) concurs
with the discussions that deaf learners typically display delays in most reading components.
Reading is difficult for deaf learners, according to Kyle (2015:2), because of weaknesses in
bottom-up abilities like phonological processing and syntactic knowledge, which are compounded
by top-down deficits in vocabulary, world knowledge, and inferencing skills. Haptonstall-Nykaza
and Schick (2007:172) are also of the opinion that the reason why deaf learners experience
challenges to read is because of their limited access to the phonological system of spoken
languages. They claim that this has an impact on deaf learners ' capacity to develop the link
between phonology and the orthography found in most written systems. Kuntze et al. (2014:216)
concur that lack of access to the phonology of spoken language is normally considered the problem
and cause of reading challenges for deaf learners. Kuntze et al. (2014:216) continue to state that
very often assumptions about deaf learners’ reading ability that do not consider visually based
strategies for literacy development and the limited opportunity of many deaf learners to access
strategies for literacy development, mistakably foster skewed notions about deaf learners’ abilities

and needs.

For deaf learners acquiring their second language through print, Hoffmeister and Caldwell-Harris
(2014:232) propose three stages of learning that express progressive, conceptual insight. They call
their model a descriptive model because, in theory, it describes how deaf learners could learn
English as a second language with solely print exposure. According to Hoffmeister and Caldwell-

Harris (2014:231), the first stage of learning to read is when deaf learners acquire the skill to

68



identify familiar signs or phrases and map it to words and written phrases. They argue that deaf
learners with good signing skills will when they start to interact with print, first acquire the print
forms that correspond to simple and frequently used signs and phrases. As stated earlier, this is
also a typical method that parents will use to map signs and words, first signing a word and then
pointing to the printed word. Hoffmeister and Caldwell-Harris (2014:233) further note that the
frequency of occurrence is crucial for successful mapping. The opportunity for sign-print pairings
will not happen naturally in an environment. The deaf learners are thus dependent on adults to
create the opportunity by frequently signing and pointing to printed words. How often adults
provide print-sign pairings will be more significant than what is available in the environment. As
learners are more exposed to print, they will start with more complex mappings as they challenge
words or sentences that are not easily translatable to Sign Language (Hoffmeister & Caldwell-
Harris, 2014:233).

The second stage, according to Hoffmeister and Caldwell-Harris (2014:233), is when learners

begin to map signals to words and phrases, which includes idioms, metaphors, and multiple
meanings. They do admit, however, that achieving success in the first step can be difficult because
the most popular words in English also have the most distinctive polysemy structure. For example,
learners can get confused by sentence structures like “take the bus to school” which can literally
also mean “carry a toy bus to school”. Hoffmeister and Caldwell-Harris (2014:233) note, as
previously stated, that Deaf parents serve as the finest reading mentors for their children during
this era. They describe the parallels and differences between the two languages using their signing
skills as well as their personal attempts to understand the unusual word combinations and
challenging polysemy structure of English. Teachers that are able to explain the challenges of
English grammar and polysemy in Sign Language might also be of assistance. Learners with poor
first-language abilities, on the other hand, will find it more difficult to benefit from the intellectual

debates that precede this form of explicit instruction (Hoffmeister & Caldwell-Harris, 2014:233).

Hoffmeister and Caldwell-Harris (2014:233) define the third stage as when learners use their
Bilingualism to acquire more English through text in a bilingual, interactive learning approach. In
this sense, a solid foundation in Sign Language can also be used as a bridge to becoming bilingual
in both sign and a later acquired spoken language. According to Hoffmeister and Caldwell-Harris

(2014:233), deaf learners will benefit from the comparison learning process if they have had
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success with English print in the past. Learners will comprehend why many terms lack translation
equivalents using a bilingual learning methodology. They will realise that single words, or even
simple sign combinations, rarely map to single signs, but that phrases must be mapped to phrases.
They can also recognise that the various meanings of polysemous English terms are not always
related (Hoffmeister & Caldwell-Harris, 2014:234). They will effortlessly seek to comprehend
print meaning by combining background information with Sign Language morphosyntactic and
metalinguistic understanding, as well as narrative abilities learned through Sign Language
storytelling. Deaf learners will be able to use reading to improve their English as a second language
once they reach this stage (Hoffmeister & Caldwell-Harris, 2014:234).

In agreement with Hoffmeister and Caldwell-Harris (2014), Van Staden (2013:306) feels that a
main impediment to deaf learners' reading progress is insufficient language development, rather
than their incapacity to hear or speak English. This is closely linked to linguistic differences,
according to Van Staden (2013:306), because many deaf learners have hearing parents. Reading
development and underdeveloped phonological, syntactic, semantic, and discourse skills are
further complicated by the inconsistency between deaf learners' insufficient spoken language
system and the needs of reading a speech-based system. Van Staden (2013:305) looked into
whether multi-sensory coding and scaffolding of reading comprehension strategies could help deaf
learners improve their reading skills. The goal was to improve the deaf learners' Sign Language
skills first, and then use those skills to improve their English literacy skills. This was accomplished
by focusing on improving their sight word fluency as well as their ability to recognise and decode
words, expanding their vocabulary and improving their reading comprehension skills, using a
combination of multi-sensory instructional strategies and effective scaffolding. According to Van
Staden (2013:314), using a combination of reading techniques was beneficial in that the learner's
knowledge of word meaning improved as a result of designing interactive activities and employing
specific strategies such as chaining. There were also a variety of visual, tactile, and kinaesthetic

activities used. The results revealed a significant improvement in the learners' reading abilities.

According to Wauters and De Klerk (2014:252), learners will have a better probability of
comprehending a reading text if they can master the decoding process, read fluently, know the
words in a reading text, and use monitoring tactics. Schirmer and McGough (2005:83) review the

literature on deaf learners' reading training and growth. They compare their findings to a National
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Reading Panel evaluation of research literature on alphabetics (phonemic awareness and phonics
training), fluency, comprehension (vocabulary instruction and text comprehension instruction),
and computer technology and reading education (Schirmer & McGough, 2005:83). The
researchers discovered that there was a lack of study on deaf readers' reading instructional
interventions at the time. In agreement with Schirmer and McGough (2005), Wauters and De Klerk
(2014:252) feel that reading instruction should emphasise phonemic awareness, alphabetic
principles (phonics, letter knowledge, and phonological awareness), vocabulary, fluency, and
comprehension methods. The literature will now be reviewed in order to acquire a better grasp of

these factors in connection to deaf learners' reading instruction.
3.5.1 Phonemic awareness and alphabetic principle

Phonemic awareness, according to Wauters and De Klerk (2014:252), is the recognition that
spoken words are made up of sounds (phonemes). The alphabetic principle, which states that letters
(graphemes) correspond to sounds, is supported by phonemic awareness (phonemes). Andrews,
Hamilton, Dunn and Clark (2016:510), like Kuntze et al. (2014), believe that deaf learners can
build reading skills without using English auditory phonology by employing a visual language to
bridge meaning to English text. Alternative frameworks involving visual language, such as Sign
Language, printed texts, and visual processing, are discussed by Andrews et al. (2016:511). Visual
learning, or learning that is processed through the eye, is the focus of these visual processing
approaches, which can include visual engagement strategies such as visual attention, gaze
behaviour, and visual joint attention, as well as the use of pictures, illustration, drawing, print,
movies, and visual media. Visual language learning and mapping sign or fingerspelling to print is
one of the concepts described by Andrews et al. (2016:513). All language learners must acquire
pattern identification of the smallest unit of language, whether it is auditory sounds or units
represented visually and tactilely through speechreading, articulatory feedback, visual phonics,
cued speech, signs, fingerspelling, or written letters, according to this framework. In light of the
foregoing, some auditory phonology researchers use visual phonology and sign orthography to
relate meaning to print. According to Andrews et al. (2016:513), because visual phonology is the
process utilised to learn to read, this strategy directly goes from print to meaning. The prosodic
and supra-segmental structure of signs, signed sentences, fingerspelling, and letter orthographic

patterns are all provided by the visual dissection.
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Herrera-Fernandez, Puente-Ferreras and Alvarado-lzquierdo (2014:2) argue that there is evidence
that supports the importance of Sign Language in the functional organisation of language in the
brain. According to them, Sign Language is important in the reading performance for deaf learners
and Sign Language and fingerspelling contribute to improving literacy skills in pre-lingually deaf
readers. They further state that through fingerspelling the internal representation of words is
facilitated for the deaf reader, which serves as a support mechanism for the acquisition of reading
skills. Herrera-Fernandez et al. (2014:2) also support the reasoning that if deaf learners are taught

by using strategies that are based on visualisation, they will do better in literacy tasks.

Petitito, Langdon, Stone, Andriole, Kartheiser and Cochran (2016:366), in agreement with
Herrera-Fernandez et al. (2014), claim that early reading success is due to the human brain's ability
to segment, classify, and discern between linguistic patterns, allowing all languages to be
segmented. They claim that this biological process includes the segmentation of Sign Language,
and that early exposure to Sign Language encourages the deaf child's identification of silent
segmental units in visual sign phonology, which helps with segmental decoding of print. Petitito
et al. (2016:367) go on to say that phonology in hearing babies is made up of fragments of sound
units from the spoken language that they are exposed to. This is conceivable, according to Petitito
et al. (2016:367), because the brain has a proclivity towards segmenting and categorising the
linguist stream. Deaf babies build an analogous phonological level of language organisation from
fragments of visual units found in Sign Language as visual language around them, similar to
hearing babies. Petitito et al. (2016:367) further state that hearing children, as young readers,
segment and categorise the verbal stream into phonetic and syllabic units. These units are
employed in tandem with their language skills to help children create links between phonological,
orthographic, and semantic representations, which are critical for competent reading. With early
exposure to Sign Language, deaf children segment and categorise the language stream as well, but
into sign phonetic and sign syllabic units. These units are utilised to make connections between
sign phonology, orthographic representation, and semantic representation, resulting to the
development of adept readers (Petitito et al., 2016:367).

According to Puente, Alvarado and Herrera (2006:300), a reader must develop phonological
awareness, making it possible for him or her to think about and handle the structural aspects of

spoken language. Through this the reader would have acquired both specific and nonspecific
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reading skills. Even though fingerspelling is a manual approach for encoding alphabetic rather
than phonemic components of language, Puente et al. (2006:300) believe it can be used as a
supplement to decoding in the reading process. In signing deaf children, this can help them develop
phonemic awareness. Deaf learners may regard finger spelled words as lexical elements rather
than a series of letters that indicate English orthography (Haptonstall-Nykaza & Schick,
2007:172). Thus, they will only begin to learn to link the handshapes of the manual letters to
English graphemes at a later period. Puente et al. (2006:300) reason that if fingerspelling is
considered a possible means of gaining access to the internal lexical coding system which can
promote the identification of words leading to reading, deaf readers should develop metalinguistic
skills that will allow them to become aware of the individual handshapes that make up finger
spelled words. According to Puente et al. (2006:300), this will not only lead to early reading
achievements, but also give deaf readers the advantage to related phonological representation.

McQuarrie and Parrila (2014:377) and Williams, Darcy and Newman (2015:56) further add that
linguistic analysis of Sign Language indicates that signed languages display formal organisation
at the same level found in spoken language. Sign Language expresses meaning through
handshapes, movement, space and facial expressions. Sign Language phonology is composed of
several phonological parameters, such as handshape, movement, location, palm orientation and
facial expression. Advanced Sign Language signs contain all these parameters to represent an
arbitrary meaning. Williams et al. (2015:56) add to this by stating that fingerspelling is different
from Sign Language signs, as in fingerspelling handshapes are used to symbolise orthographic
symbols in Sign Language. Fingerspelling is thus a successive handshape-by-handshape or letter-
by-letter construction of words that have similar characteristics to written symbols. This makes
fingerspelling a bridge between Sign Language and English in that it is a manual representation of
the English alphabet, while at the same time representing signs in Sign Language. Fingerspelling
thus provides an alphabetic representation for words that indirectly can be used as a phonological
route. As such it might be an important window to understanding the connection between print
and fingerspelling processing. This link from fingerspelling to spoken phonology can aid less-
skilled deaf readers during reading and are well promoted as linking English and fingerspelling as

a chaining process that is used to promote literacy among deaf learners (Williams et al., 2015:56).
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3.5.2 Vocabulary

Luckner and Cooke (2010:38) state that a strong connection exists between vocabulary knowledge
and reading comprehension. Reading words in text maps out these words onto the reader’s
receptive vocabulary. If the reader comes across words that are not in his or her vocabulary, the
printed words are not understood. This then becomes a challenge for the reader to make sense of
the passage. It is thus noted that reading comprehension is hindered if a reader does not know at
least 95% of the words in the text (Luckner & Cooke, 2010:38; Wauters & De Klerk, 2014:251).
In addition, vocabulary also contributes to comprehension as it represents a building block for
higher order thinking skills. Readers with better knowledge of words will find it easier to interpret
information and to incorporate this information into coherent thoughts (Luckner & Cooke,
2010:38). According to Wauters and De Klerk (2014:251), this is an indication of how important
knowledge of vocabulary is in the reading process.

In line with Puente et al. (2006) and Andrews et al. (2016), Hermans, Knoors, Ormel and
Verhoeven (2007:155) developed a developmental model that describes deaf learners' reading
vocabulary acquisition in Bilingual Education programmes. Reading, according to Hermans et al.
(2007:156), is a process that is reliant on the language that serves as the foundation for the writing
system, especially during the early stages of acquisition. Hearing children learn that written and
spoken words are made up of smaller pieces, such as letters and sounds, throughout these early
stages. Phonological and orthographic awareness, according to Hermans et al. (2007:156), are key
requirements for grasping the alphabetic principle, which states that individual letters map into
individual sounds. Deaf children, like hearing children, must learn the alphabetic principle in order
to learn new written words (Hermans et al., 2007:156; Petitito et al., 2016:367). However, their
phonological awareness is severely impacted by their hearing loss (Hermans et al., 2007:156).
Phonological and orthographic awareness, according to Hermans et al. (2007:156), are key
requirements for grasping the alphabetic principle, which states that individual letters map into
individual sounds. This is an example of a technique known as a Signed-based Reading
Vocabulary Instructional Technique, which makes use of deaf learners' understanding of Sign
Language when reading vocabulary (Hermans et al., 2007:156). Such reading instruction strategies

have a substantial impact on how written words are stored in deaf learners' mental lexicons, as
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well as how deaf learners may access and use words in reading and writing (Hermans et al.,
2007:156).

The model developed by Hermans et al. (2007:158) addresses one component of learners' reading
acquisition in Bilingual Education programmes, namely reading vocabulary learning. Deaf
learners must construct a written vocabulary that has the relevant semantic, syntactic,
morphological, and orthographic information for each of the words they acquire (Hermans et al.,
2007:158). In agreement with Puente et al. (2006), Hermans et al. (2007:158) go on to say that
creating a written vocabulary is an important component of learning to read because words are the
building blocks of languages and he suggested a three-stage model for lexical development for

deaf learners. The first stage is The Word Association Stage. This is where deaf learners make the

connection between written words and Sign Language. At this stage of lexical development, the
printed word's lexical entry is registered in the mental lexicon, which implies the orthographic
information of the word is entered into the brain. The morphological, syntactic, and semantic
specifications are still blank at this point, and Sign Language is required to comprehend the written

word's meaning. The second stage is The Lemma Mediation Stage. The syntactic and semantic

specifications of the first language lemma are replicated into the printed word's lexical
representation at this stage. The written word and the conceptual framework are now inextricably
linked. It is no longer necessary to use the Sign Language system to recognise written words,
although it will make it easier to do so. The morphological specification of the written words is

still blank at this point. The third stage is The Full Integration Stage. The lexical entry contains

appropriate semantic, syntactic, and morphological specifications at this point. The written word
is now inextricably linked to the mental framework. Even if there is still a link between lexical
records in the Sign Language system and lexical entries in the written language system, the link
will be insufficient to facilitate quick and automated lexical access (Hermans et al., 2007:162-

163). Following is a model of lexical development for deaf learners as discussed above.
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Figure 3.2: A model of lexical development for deaf learners as discussed (Hermans et al., 2007:162)

Deaf learners have learnt written words at different phases of development, according to Hermans
et al. (2007:163). Some learned words may still be in the Word Association Stage, while others
may be in the Lemma Mediation Stage, or possibly the Full Integration Stage. Many written words
acquired by deaf learners in Bilingual Education programmes, however, will not reach the third
and final stage of development. This means it won't progress through the second stage of lexical
development. When reading, the Lemma Mediation Stage becomes the default condition of lexical
processing (Hermans et al., 2007:162). The question is which technique should be used by teachers

to assist deaf learners in reaching the third stage of lexical development.

As previously said, words or signs are the building blocks of language, and vocabulary acquisition

is an important part of language development. Teachers should use sign-based chaining approaches
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for teaching new reading vocabulary to deaf learners in Bilingual Education programmes,
according to Hermans et al. (2007:167), because this strategy offers teachers with a valuable tool
for teaching these linguistic building blocks. Hermans et al. (2007:167) go on to say that by using
the sign-based chaining technique, regardless of whether intralingual or extralingual tactics are
utilised in the classroom, deaf learners with limited access to spoken languages will naturally
understand the meaning of new written words within their pre-existing language and conceptual
framework. As a result, reading education programmes that take advantage of deaf learners' lexical
knowledge in Sign Language will make learning new reading vocabulary easier (Hermans et al.,
2007:167).

3.5.3 Fluency

Fluency, according to Luckner and Urbach (2011:230) and Wauters and De Klerk (2014:250), is
a crucial skill in reading development that connects word reading and text comprehension. A
commonly used definition of fluency, according to Luckner and Urbach (2011:230), emphasises
Speed, which focuses on the number of words read in a given amount of time; Accuracy, which
focuses on words, phrases, sentences, and connected text read correctly; and Expression, which
focuses on correct phrasing, intonation, and punctuation. The favourable effect of fluency on
reading comprehension, according to Luckner and Urbach (2011:230), is due to the involvement
of working memory in integrating information throughout the task of text comprehension. The
freshly processed data is stored in working memory in order to establish a link with the most recent
input while also retaining the gist of the data for the creation of the overall representation of the
text. According to Luckner and Urbach (2011:230), a fluent reader can also process information
quickly, freeing up working memory resources and allowing them to focus on higher-level reading
tasks such as word and phrase recognition, accessing past knowledge, analysing syntax, and
checking for comprehension. Readers with fluency problems, in contrast to fluent readers, struggle
to read and devote a large portion of their cognitive resources on lower-level abilities like decoding
and word recognition, limiting the processing resources available to focus on meaning. According
to Luckner and Urbach (2011:230), readers must first master lower-level skills before becoming
skilled at reading related text accurately and efficiently.
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Fluency is an important feature in teaching reading in the field of Deaf Education, according to
Luckner and Urbach (2011:239), this has, however, not been properly explored. In their study to
examine and summarise literature on reading fluency with deaf learners, they discovered that
Easternbrooks and Huston (2008) created a Signed Reading Fluency Rubric for deaf learners to
assess fluency when the output of reading is not spoken language but Sign Language (Luckner &
Urbach, 2011:237; Wauters & De Klerk, 2014:251). The capacity of a signer to convert printed
material into a fluent signed format with signed key parts is known as signed reading fluency. This
will show that the reader has visualised the meaning of the text in his or her mind. Thus, there is a
positive relationship between the learners' signed reading fluency and their comprehension of a
reading text, indicating that fluency is important and independent of the output modality. It will
have a beneficial impact on the learner's capacity to comprehend the written content if he or she
can successfully represent what he or she reads in either a spoken language or Sign Language
(Wauters & De Klerk, 2014:251). Other research, such as those presented by Luckner and Urbach
(2011:237), suggest that one common component, repeated reading of words and sentences, has a
favourable impact on reading fluency. According to previous studies with hearing learners,
repeated reading of passages is an effective intervention for readers to improve word recognition,
speed, accuracy, fluency, and comprehension. However, Luckner and Urbach (2011:237) feel that
additional in-depth study with deaf learners is needed to assess the efficacy of repeated reading at
various levels of letter, word, phrase, sentence, and passage for enhancing deaf learners' fluency

and comprehension.
3.5.4 Text comprehension

Daly I11, Neugebauer, Chafouleas and Skinner (2015:151) are of the opinion that the main reasons
for reading are to gain knowledge, for personal enjoyment, and to facilitate the ability to learn
independently. Learners who read quickly with comprehension are likely to choose to read more,
and thus read more frequently. With more frequent reading they will become more skilled readers.
On the other hand, learners who have trouble reading will avoid reading, because they do not
comprehend what they read and will lack frequent exposure to a text, which will cause them to fall
behind even further (Daly 111 et al., 2015:151). The goal of reading is to comprehend what is read.
For a reader to achieve this goal, he or she needs to access prior knowledge on a topic being read

and apply reading strategies to monitor his or her comprehension (Wauters & De Klerk, 2014:252;
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Spencer & Marschark, 2010:108). Monitoring comprehension allows the reader to connect new
information to previous knowledge, facilitating the text-based and knowledge-based inferential
processing required for a complete understanding of the material (Wauters & De Klerk, 2014:253).
Comprehension is the dynamic process of erecting meaning from text, and it is the primary goal
of reading. Learners must be taught monitoring skills in order to attain text comprehension.
Wauters and De Klerk (2014:253) believe that explicit comprehension can be accomplished
through a direct explanation of steps in monitoring strategies; the teacher modelling monitoring
strategies, the teacher assisting the learners in applying the strategies and the learners applying the
strategies. Reading strategies that are commonly taught are prediction, which is based on the
learner’s prior knowledge; questioning, which is used to monitor understanding; and imagery,
which creates a mental image, linking new information with prior knowledge and summarising
(Wauters & De Klerk, 2014:253).

In line with Wauters and De Klerk (2014), Daly 11l et al. (2015:151) state that other areas that
influence successful reading comprehension entail the reader, the activity or purpose for reading,
the text and the context in which the reading and the learning occurs. According to Daly 111 et al.
(2015:152) characteristics of a diverse reader are: motivation, cognition, knowledge of the genre
and the individual’s existing knowledge. Task characteristics that can influence a learner’s ability
to read and comprehend can be the purpose and choice and text-specific characteristics such as
vocabulary and syntax. Relating to the above instructional strategies for reading, Daly |1l et al.
(2015:152) are further of the opinion that in order for learners to comprehend what they read, they
need the following skills:

(@ Foundation Reading Skills, which entails that the learners should have solid word decoding
skills and knowledge of sight words;

(b) Word Knowledge, which requires that the learners should have strong vocabulary skills for
comprehending text;

(c) Background Knowledge, which involves that the learners should have knowledge on subject-
specific concepts or broader general knowledge to integrate what they read with what they
already know;

(d) Cognitive Strategies, which will help learners to think and reflect on what they are or will
be reading and so extract meaning from the text that they are reading;
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(e) Reasoning Skills that allows the learners to think through the logic of the text and to use their
analytical skills to extract meaning of the text;

(H  Motivation and Engagement that entail that learners who are motivated will persist in
reading, even when the text is more challenging. They will engage in reading more
frequently and they will more likely apply cognitive strategies to a reading task as they want
to understand the text.

In support of Daly Il et al. (2015), Spencer and Marschark (2010:108) state that intervention
studies have shown that the following approaches have a positive impact on deaf learners' reading
comprehension: clear instruction in comprehension strategies; teaching narrative structure or story
grammar; and the use of modified directed-reading thinking activities, such as reading for specific
purposes guided by questions. Spencer and Marschark (2010:108) continue to state the following
approaches as also having a positive outcome on reading comprehension for deaf learners:

e using reading materials that are interesting to the learners and that are not simplified with
selected vocabulary;

e providing specific activities to build vocabulary knowledge;

e using connected text instead of isolated sentences to provide instruction in syntax or
grammar; and

e encouraging the use of mental imagery while reading and teaching the learners to look for
keywords to assist in the comprehension of a text (Spencer & Marschark, 2010:108).

Benedict, Rivera, and Antia (2015:1) believe that learners who are inferior in reading, regardless
of their hearing condition, will engage in reading activities more passively rather than actively,
and they will be heavily reliant on others to monitor and handle comprehension issues. These
learners may do so as a result of a lack of metacognitive understanding and skills (Benedict et al.,
2015:3). Deaf readers have been shown to use prior knowledge to generate meaning from a text;
but, when they fail to do so, they are unaware that their failure is due to a lack of background
knowledge. Instead of using a metacognitive method, they will use a visual-matching strategy to
refer to the text for clarification (Benedict et al., 2015:3; Spencer & Marschark, 2010:108). Deaf
learners who lack adequate methods for reading text may benefit from instruction in metacognitive
strategies. Accurate and automatic decoding is thought to help with comprehension. Readers who
are component decoders have the metacognitive ability to extract meaning from text, therefore

comprehension is based on decoding (Benedict et al., 2015:3). Skilled readers will link the
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meaning of decoded words to the text's overall meaning. As a result, learning to read a text and
learning to understand a text are mutually advantageous. According to Benedict et al. (2015:3),
research has shown that teaching metacognitive skills can help deaf learners improve their reading
comprehension. The goal of teaching metacognitive awareness to deaf learners is to give them the
knowledge and control over their thinking that skilled readers have while reading. Benedict et al.
(2015:3) further state that by not knowing the purpose of reading and experiencing a challenge in
differentiating between understanding and misunderstanding fosters dependent reading behaviours
in learners. This, according to Spencer and Marschark (2010:110),