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ABSTRACT

English language is a compulsory subject in Zambia from Grades Five to Grade Twelve.
Therefore, it is vital that learners are equipped with the necessary skills to improve their
communicative competence. The purpose of this study was to establish teachers’ application
of the Text-based Integrated Approach in the teaching of English language to Grade Eleven
pupils in selected secondary schools of Luanshya District. The objectives of the study were to
ascertain: (i) teachers’ understanding of the Text-based Integrated Approach, (ii) the teachers’
classroom application of the Text-based Integrated Approach, (iii) whether teachers were
adequately trained to use the Text-based Integrated Approach, (iv) teachers’ attitudes towards
the Text-based Integrated Approach and the challenges teachers faced when using the Text-
based Integrated Approach. The study employed a congruent parallel mixed method design
which incorporates both qualitative and quantitative research designs. Interview guide,
document analysis, lesson observation guide and the questionnaire were the data collection
instruments used in the study. A sample of 54 respondents comprising 45 qualified teachers
of English language and nine Heads of Departments participated in the study. The data were
analyzed quantitatively and qualitatively and were merged into common themes according to
the research objectives. The findings of the first and second objectives showed that despite
teachers affirming that they understood and applied the Text-based Integrated Approach in
their teaching during face to face interviews, quantitative findings revealed that only 59% of
the participants understood the approach, 28% held misconceptions about the approach and
13% bluntly stated that they did not have a slight idea about the method. Further, through the
teachers’ responses in the questionnaire and the interviews, teachers had limited knowledge
about what approaches the syllabus recommended for the teaching of English language at
senior secondary school level. Classroom lesson observations data showed that teachers were
not implementing the Text-based Integrated Approach as stipulated in the syllabus. The
findings of the third objective revealed that some teachers were adequately trained as
lecturers from various learning institutions prepared them well in the use of TBIA. However,
other teachers stated that they were inadequately prepared as lecturers merely mentioned the
methods and did not go into details to elaborate how to apply the Text-based Integrated
Approach. In addition, findings of the fourth objective showed that some teachers had
positive attitudes towards the Text-based Integrated Approach, while others had negative
attitudes. The findings of the last objective revealed a number of challenges such as lack of
teaching materials, poor foundation in English language, low reading levels and lack of
pupils’ self-motivation to learn. In view of the findings, it is recommended that the Ministry
of General Education should organize formal and comprehensive in-service training for
teachers on how to apply the Text-based Integrated Approach. Further, there should be close
collaboration between the Ministry of General Education and higher learning institutions to
ensure that teachers are adequately trained to apply the recommended methodologies such as
the Text-based Integrated Approach.

Keywords: Text based integrated approach, Syllabus, Communicative competence, English,
Zambia, Teachers, Understanding, Application, Luanshya
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OPERATIONAL DEFINITIONS

Approach- a set of correlative assumptions dealing with the nature of language teaching and
learning of language.

Curriculum-A course of study which outlines its rationale and objectives, subject content,
documents and programme of instruction.

Method- Overall plan for the orderly presentation of the language material all of which is
based on an approach.

Syllabus- The curriculum document which gives specifications about the graded levels of
linguistic proficiency, expected from learners.

Technique-A specific stratagem designed to accomplish an immediate objective.

Text- Any written, spoken or visual form of communication involving the purposeful use of

language.
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CHAPTER ONE
INTRODUCTION

1.1 Overview

This chapter gives the background to the study. It also states the statement of the problem,
purpose of study, objectives, and research questions, significance of the study, delimitation as

well as limitations of the study and finally, operational definitions.

This study is premised on the knowledge that successful teaching of English language
depends on the methodologies that are employed by teachers in the teaching of English

language at senior secondary level.

The successful implementation of the Text-based Integrated Approach hinges on the
teacher’s prior knowledge of what methods the syllabus recommends in the teaching of
English language in senior secondary schools. The teacher’s knowledge and the training they
underwent forms the significant theoretical perspective in the application of the Text-based
Integrated Approach. Multimodality, as espoused in this study implies that teachers need to

use a variety of teaching and learning resources for effective learning to occur.
1.2 Background information

Throughout the world, English is widely recognized as an international language (Block &
Cameron, 2002). It is a language which has influenced the world as it is linked to technology
and to notions of development (Spicer-Escalante & de Jonge-Kannan, 2014). In countries
such as Nigeria, Malawi, South Africa, it is used as a medium of instruction as well as a
language for communication. In Zambia, English is used as an official language and medium

of instruction from Grade five up to Grade twelve.

The history of English language teaching has followed that of language teaching methods
across the globe. The earliest teaching method of English language was the grammar
translation method which was used between 1840s and 1880s (Mwanza, 2017). The major
principles of this method is studying a language through detailed analysis of its grammar
rules followed by application of this knowledge to the task of translating sentences into and
out of the target language (Richards & Rodgers,2001). Under the grammar translation
method, language was reduced to grammatical system with the sentence as the main unit of

reference.



The grammar translation method was criticized for giving a lot of attention to secondary
grammatical points since much emphasis was on reading and writing and little or no attention
was paid to speaking or listening. Mart (2013) asserted that the grammar translation method
did not prepare learners to communicate competently. Krashen (1982) attributed the failure of
the method to learners’ inability to speak the language fluently as the method solely focused

on form and not meaning.

The direct method was a reaction to the failure of the grammar translation method. The direct
method was characterized by the use of the target language with question and answer as the
main vehicle for the graded oral progression. Meaning was conveyed through the use of
posters, real objects and texts. The method concentrated on everyday language and
vocabulary. Correct pronunciation and grammar was emphasized. Li (2012) urges teachers to

encourage direct and spontaneous use of the foreign language.

Audiolingual method was born out of the weaknesses of the direct method. Richards and
Rodgers (2001) argue that the direct method lacked a thorough methodological basis but
concentrated exclusively on the use of the target language. Audiolingual method was
introduced between mid-1940s and 1950s in the US mainly to develop foreign language
programmes to produce students who could communicate effectively in those languages. In
audiolingual method, language is not writing but speech, language is what native speakers
say: not what someone thinks they ought to say, language is a set of habits and teaching the
language, not about the language. Though the audiolingual method became popular in the
1960s, it was criticized for its inability to transfer skills learnt in class to communicate

meaningfully outside the classroom.

The cognitive code approach was a reaction against the weaknesses of the audiolingual
method. Nunan (1991b) opines that mimicry, rote learning, were de-emphasized in the
cognitive code approach. Substitution and transformation drills were used but were
introduced with a rationale different from behaviorist drills. The approach sought to actively
engage the learner in a problem solving process, to link new knowledge to prior knowledge
and to reflect about the way language operates. The cognitive code approach enabled the
learner to think creatively outside the classroom. One weakness which was noticed with this
method was its inability to illustrate how language is used in situations. This led ultimately to

the emergency of the situational method.



The situational method was born in the 1960s. It was born as a reaction to the weaknesses of
the audiolingual and cognitive code approaches. Richards and Rodgers (2001: 38) argued that
the method involved “systemic principles of selection (the procedures by which lexical and
grammatical content was chosen), and presentation (techniques used for presentation and
practice of items on a course”. Under this method, language learning is dependent on the
culture of the people. Language is learnt through given situations and should cover all
everyday situations. Further, language learning is not only internalization of form and
structures but also ability to use it and describe in terms of style, register, and genre. Mwanza
(2017) argues that situational method might have overlooked some important aspects about
language learning and teaching. He opines that language as used in real life cannot be
predicted meaning that is one cannot predict language forms or actual utterances which can
be used in a particular situation. Owing to some of its weaknesses, attempts were made to
develop more suitable methods which led to the development of the communicative language

teaching.

The switch to communicative language teaching was attributed to the ability to communicate
effectively as compared to merely learning the grammar rules (Mwanza, 2016). The results
were still not as effective as they were expected to be as linguists sought to come up with a
syllabus that would have the communicative competence. It was eventually decided that
language teaching in Zambia should be based on the Communicative Approach as was the
case worldwide. Moreover, it integrates all the four skills that is speaking, listening, reading
and writing. Modern teaching methods demand the integration of all the skills in a lesson.
Communicative Approach also emphasises the use of pair and group work where learners are
free to communicate thereby promoting the learner- centred approach.

The Text-based Integrated Approach is an approach which was developed from Halliday’s
Functional Linguistics (Cahyono & Widiati, 2011; Halliday, 1978). It aims at developing
learners who can engage meaningfully with different texts in different contexts. The Text-
based Integrated Approach means that a series of lessons probably one or two weeks work
will comprise a unit which centres around a written text. This will have to be chosen carefully
by the teacher for its suitability in terms of interest, level of difficulty, and appropriateness.
The selected text should cover a number of language uses and a variety of topics should be
chosen from a number of sources. The text should lead to a number of topics such as word

study, vocabulary extension, cohesion and coherence, oral discussions, written



comprehension, summaries, note taking and note making and composition. The lessons
should comprise communicative activities such as drama, role play, and simulation (Mwanza,
2016).

The Senior English Language Syllabus recommends the Communicative approach and the
Text based integrated approach. The syllabus states “It is recommended that the Senior
Secondary School English Language Syllabus is interpreted through two general
methodologies which should be used concurrently — the Communicative Approach and the
Text-based, Integrated Approach” (MOE 2012: 4). This implies that the two approaches have
to be used side by side when teaching English to secondary school learners. It also means that
each approach must be utilized in the same way as the other. However, most studies done in
Zambia have focused more on Communicative Language Teaching. For instance,
Munakaampe (2005), Lungu (2006), Chishipula (2016) have all carried out studies on

Communicative approach.

The Text-based Integrated Approach has been overshadowed in that there are no studies in
Zambia specifically focusing on it. What is not known is whether teachers in secondary
schools implement the syllabus recommendation to use the Text-based Integrated Approach
in the teaching of English in secondary schools. Hence, this study sought to establish
teacher’s implementation of the Text Based Integrated Approach in the teaching of English in

selected secondary schools in Luanshya District.
1.3 Statement of the Problem

The Zambian English Language Syllabus recommends the use of the Text-based Integrated
Approach. However, the problem is that it was not known how English Language teachers in
senior secondary schools implemented the Text-based Integrated Approach. Specifically, it
was not known how teachers of English understood and applied the principles of the Text-
based Integrated Approach of allowing learners to explore, manipulate and design texts when

teaching English to Grade 11 pupils in selected secondary schools of Luanshya District.
1.4 Purpose of the Study

The purpose of the study was to establish teachers’ application of the Text-based Integrated

Approach in teaching English in selected secondary schools in Luanshya District.



1.5 Research Objectives

The study sought to ascertain:

(a) teachers understanding of the Text-based Integrated Approach

(b) teachers’classroom application of the Text-based Integrated Approach.

c) whether teachers were adequately prepared to use the Text-based Integrated Approach
(d) teachers attitudes towards Text-based Integrated Approach

(e) challenges if any teachers faced when using the Text-based Integrated Approach when

teaching English.
1.6 Research Questions

Major Research Question: How is the Text-based Integrated Approach applied by teachers

in English Language teaching at secondary school level?

Sub-questions:

(i) How do teachers understand the Text-based Integrated Approach?

(if) How do teachers apply the Text-based Integrated Approach in their teaching?

(iii) How adequately prepared are teachers to use the Text-based Integrated Approach?
(iv) What are the teachers attitudes towards the use of Text-based Integrated Approach?
(v) What are the challenges teachers face when using the Text-based Integrated Approach?
1.7 Significance of the Study

The study is important for trainers of teachers as it may illustrate whether approaches
teachers of English language are employing in schools are actually working. It may also
assist teachers of English language to reflect on their methods and evaluate their teaching
appropriately. Furthermore, teacher trainers may chart the way forward with regard to the
teaching methods teachers of English are using and find appropriate methods of transferring
knowledge to student teachers. Moreover, syllabus designers may be enlightened on how the
syllabus is being interpretated and come up with any changes or modifications where

necessay.The findings may also add to the body of knowledge. It is hoped that the study may



also inform policy makers what is happening in schools vis-a-vis the implementation of the

Text-based Integrated Approach.
1.8 Limitations of the Study

The study was conducted in Luanshya District which means the findings may not be

generalised to represent the whole country.
1.9 Delimitation of the Study

The study was conducted in Luanshya Distict of Copperbelt Province, Zambia. There were
nine selected schools in the research. Luanshya was selected as it was centrally located and
comprised secondary schools which were from low-density, medium-density and high
density. The schools selected were government day schools and hence gave a true picture of

what was happening in public schools which made them appropriate for the study.
1.9 Organisation of the Dissertation

The dissertation is organised in seven chapters. The first chapter gives the introduction to the
study. It futher outlines the study purpose, study questions and objectives. Chapter two
reviews the available literature on the study. It also explains the approach citing its merits and
demerits. It further reviews various literature locally and foreign on the Text based Integrated
Approach. The third chapter explains the conceptual and theoretical framework employed in
the study. The fourth chapter explains the methodology used in the study. It also explains on
the sample size that was used in the study. Chapter five discusses the presentation of findings.
Chapter six explains the discussion of findings according to research objectives. Finally,

Chapter seven discusses the findings and recommendations for further research.

This chapter has given the background to the study and has given the problem statement,
significance of the study, research objectives, research questions, delimitation of the study,
limitations and given a structure of the dissertation. The next chapter discusses the literature

review.



CHAPTER 2
LITERATURE REVIEW
2.1 Introduction

According to Webster and Watson (2002: 13) an effective literature review is one that
creates a firm foundation for advancing knowledge. It facilitates theory development, closes
areas where a plethora of research exists and uncovers areas where research is needed.” This
chapter presents a review of literature by discussing the Text- based Integrated Approach
and concepts that are key to this study. It also critically reviews some of the studies that are

related to Text-based integrated approach.
2.2 Definitions and Meaning of Text-Based Integrated Approach

Mohlabi-Tlaka (2016) defines Text based Integrated approach as “the teaching of language
built on the exposure to, and the handling and manipulation of different text types.” It is an
approach which helps learners be able to handle a variety of texts to help them use language
effectively. Text-based Integrated Approach helps learners to comprehend not only language
but also other non-linguistic texts. In essence, TBIA allows learners to improve their
communicative competence. Kress (2010) asserts that a text conveys meaning through a
combination of two or more modes with each mode performing its task and function in the
meaning making process. A text can exist by itself or it can be a complete spoken utterance or
a written message. Different texts have different purposes and hence organised in different

ways with different language features.

Crystal (1992) defines a text as ““ a piece of naturally occuring spoken, written, or signed
discourse identified for the purpose of analysis.” He adds that it is often a language unit with
a definable communicative function such as a conversation or a poster. Teaching English
using a text requires a particular context in which it is found. The use of text in a particular
context is cardinal to meaning making in language teaching and learning . Thornbury (2005)
postulates that language always happens as text and not as isolated words and sentences. It is
therefore important for the teachers to be wary that teaching foreign languages should be
based on handling texts either written or spoken.

Tingting (2011) adds that Text-based Integrated Approach implies learning target words

through reading texts such as acquiring words’ meaning and their typical language



environment from texts. TBIA seeks to develop learners communicative competence through
mastering different types of texts. It should be borne in mind that texts cannot be limited to
passages in the traditional text books provided in schools. Richards and Schmidt (2010:604)
define Text-based Integrated Approach as “a methodology that focuses on teaching explicitly

about the features of spoken and written texts and links to the cultural context of their use”.

Tsakona (2015) opines that the key to Text-based Integrated Approach to language teaching
is that language is always used as a text in relation to a communicative setting. He argues that
the aim of the Text-based Integrated Approach is to encourage learners to produce and
understand oral and written discourse in various natural or stimulated communicative setting
in which they participate with a specific and explicit intention. This entails the use of texts
must wholly be hinged on a particular context from which learners will fully understand the
setting from which the text occurs. The Text-based Integrated Approach was influenced by
Systemic Functional Linguistics.The systemic functional linguistics approach is based on the
work of linguists such as Michael Halliday and J.R. Martin. Their view of language puts
emphasis on the significance of context in all forms of communication. Haliday’s Systemic
Functional Linguistics hinges on the premise that language is functional and therefore cannot
be detached from the social context of the learner (Halliday, 1985). Therefore this study

proposes the use of texts familiar to the learners’ social context.

According to Halliday (1985), a text cannot exist without a context . A context or the
environment in which the text unfolds is always relevant when interpretating the meaning of
the text. Context serves to make a bridge between the text and the situation in which texts
actually occur (Halliday, 1985). By context of situation , he means the situation in which a
text is both produced and read. To further elaborate the concept, Halliday (ibid) cites three
dimesions of discourse: field, tenor and mode. Field refers to the nature of the social action;

tenor refers to the participants and mode refers to the role of the language.

In SFL, any act of communication (oral, written, signed or multimodal) has context,
establishes relationships and is organised in different ways. This means that linguistic
resources are deployed to realise ideational, interpersonal and textual meanings termed
metafunctions which co-occur in any piece of discourse (text) but are amenable to separate
analysis (Martin and White, 2005).

The essence of teaching ESL is to enable learners acquire the communicative ability to share

knowledge and be able to grasp concepts in English. Hence, it is imperative that learners
8



become communicative competent in language to ensure that nothing eludes them in their
quest to get information in a foreign language. Hymes in Freeman (2000:121) stated that
being able to communicate requires more than linguistic competence but communicative
competence that is the ability to know, when, how and what to say to whom. The competence
in English language as a foreign language helps the students to express ideas and feelings and
use the language in society. Teachers must have the professional competence to deliver

English lessons well.

Hailong (2011) adds that TBIA does not only help learners develop communicative
competence by dealing correctly with language usage but by helping them use language in
appropriate real situations. Dammacco (2010) argues that tasks given in TBIA must comprise
those tasks that should create a motive for learners to communicate effectively. The notion
of communicative competence is highly relevant to this study as the English language Senior
Syllabus recommends that teaching of English language should produce learners who are able
to communicate effectively in various social contexts (CDC, 2013). Communicative
Competence as espoused by the syllabus should not only prepare learners for examinations

but should prepare them for the world of work.
2.2.1 The Conceptualisation of the Text -Based Integrated Approach

The Text-based Integrated Approach was formed out of Halliday’s (1978) theory of language
as Social semiotic theory that is language with which people make meanings. The approach
was so called as it develops communicative competence in learners through mastering
different types of texts. The Text-based Integrated Approach means that teaching should
focus on all the four language skills (speaking, reading, writing and listening) . All activities

are designed with reference to a particular text.

Arimbawa (2012) emphasises that the Text-based Integrated Approach is based on the notion
that learning to use English is improved when teachers introduce learners to complete spoken
and written texts within an appropriate situation. This entails that the Text-based Integrated
Approach plays an important role in ensuring that learners’ communicative competence is

improved through the handling, manipulation and exploration of texts.
2.2.2 Characteristics of The Text-Based Integrated Approach

Text based integrated approach like any other approach has its own features. According to
Mickan (2011), the following are some of the features which defines the approach :
9



Teaching is characterised by natural language use. This implies teaching of language
should be conducted where there is purposeful use of language. It also entails that the

unnatural use of language such as rote learning should be avoided.

Teachers choose texts relevant to the learners’ purposes. The text chosen must also be of
interest to learners. Learners learn best when they are taught what is applicable in their
daily lives. If learners are not taught what happens in their daily lives, they may have

problems in undestanding the concepts being taught.

Making sense of texts from the beginning. Learners’ familiarity with certain texts, their
purposes and contexts of use positions them to make meanings from texts in a target

language.

There is use of language for real purposes in lessons. Texts enable lessons for authentic

communication.

Texts must be tailored to class communities. The teaching objectives must correspond to
the function and purpose of the speech community. Learners derive interest from learning
what happens in their communities. This allows them to relate what occurs in their
community to the classroom situation. The prior experience of what happens in their

society prepares them to work with texts.

Language awareness: analysis of the lexico-grammar of texts (function of grammar and
vocabulary together in texts). The approach to teaching grammar is through the analysis
of texts. Texts are functional in different contexts for realization of different purposes.

Learners learn effectively when both grammar and vocabulary are taught simultaneously.

Extensive reading and reading clubs. Extensive reading is a practical strategy for text
based instruction. Learners access a variety of books, magazines, or selected databases
and websites for selection of reading materials. The learners need to be exposed to

different materials for effective learning to occur.

Learner autonomy. Learners have opportunities to select texts out of interest and to read
them at leisure for pleasure or information. In cases where learners are not given chance
to choose texts which may interest them, they may not focus their attention on what is
being taught.
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e Integrated skills and multimodality. Text based instruction integrates spoken and written
language as in natural language use. The four language skills i.e. speaking, reading,
listening and writing should not be taught in isolation. Teaching should also involve the

use of different modes for all learners to grasp the concepts easily.

Text-based Integrated Approach integrates all the four skills in language activities. All
activities in the approach are designed with direct reference to the text. It is also cardinal to
note that activities in the approach are performed in the hope of understanding the text
(Hailong, 1991).

2.2.3 The View of Language by the Text Based Integrated Approach

In Text-based integrated approach, the people’s use of language is through the texts. The use
of texts is also situational and dependent on context. Arimbawa (2012) postulates that the
Text-based Integrated Approach is based on the notion that learners improve their English
skills when teachers introduce them to an appropriate situation. Teachers therefore must help
learners to develop an awareness of the linguistic features of written spoken texts and how

they are structured.

Tingting (2011) asserts that in Text-based Integrated Approach, learning is more than a text.
This means learners and teachers have also to focus on target words and their simple
meanings to prevent the results of wrong guessing or skipping the new words. He argues that
in Text-based Integrated Approach, there are still the targets with simple meaning that can be
chosen by teachers or by learners themselves. Nation and Cody (1988) point out that richness
of information in a given context enables a reader to guess an unknown word successfully
could also predict that the same reader is less likely to learn the word because he/she was able
to comprehend the text without knowing the word. Language as a system is seen to be
organized functionally so that instances of use relate to what is going on in contexts and who
is involved. People who learn to select wordings from the language system to realize

purposes in contexts.
2.2.4 Lesson Procedure in Text Based Integrated Approach

The standard procedure for a lesson on Text-based Integrated Approach is the Teaching
cycle espoused by Feez and Joyce (1998) (cf. Fig 3.1). However, while the teaching cycle
provides the basis how the lesson should be planned, an individual teacher will come up with

a plan depending on the quality of the learners and the availability of materials. The material
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provided gives guidance on how the teacher should proceed with the particular lesson.
Although different lessons may imply different procedures and vary in the class activities,
Mohlabi-Tlaka (2016) provides the following lesson procedure when using the Text based
integrated approach:

% Teacher introduces the text and new vocabulary. This is done to draw out learners’
prior knowledge. The teacher explains various points of vocabulary to let the learners
familiarise themselves with the topic. The explanation on vocabulary is also meant to

raise the learners’ interest in the topic.

% Teacher to read a text modelling a reading strategy e.g. predicting, noticing story
structure, reading different types of text, reading diagrams and graphs. The teacher
develops the topic by going through the text. Both the teacher and the learners should
analyse the text to understand its linguistic features.

%+ Teacher to read the text with the learners joining in using shared reading techniques or
write a short text using shared writing techniques.The teacher and the learners work

together to come up with a text similar to the model presented by the teacher.

%+ Once learners are confident enough, the teacher will allow them to construct texts on
their own. The text constucted should be similar to the one the teacher presented in

class. The lesson concludes with the teacher collecting learners’ work for assessment.

% As a follow-up, the teacher should check understanding and encourage learners to

respond to the text through focused oral questions.

The procedure above illustrates that the teacher has to spend adequate time to introduce the
lesson. This is because for pupils to design a text, they must fully understand it so that it is
easy for them when they work independently in the construction of the text. This is also done
to avoid learners’ misunderstanding on the appropriate text to construct. The lesson
procedure above was adopted from the teaching cycle model developed by Feez and Joyce
(1998).

2.2.5 Role of Teachers

The successful implementation of the Text-based Integrated Approach largely depends on the

teacher. It is important for the teacher to know his roles in Text-based Integrated Approach.
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The knowledge of the roles will enable the teacher to prepare adequately for the lesson. The

following are some of the roles of teachers in the Text-based Integrated Approach:

e Teachers should teach explicitly about the structures and grammatical features of spoken

and written texts (Akinyeye,2015).

e Teachers should have a good command of English not just a knowledge of grammar and
rules (Mohlabi-Tlaka, 2016).

e Teachers should move away from teacher-centred teaching and allow learners to

participate actively
e Teachers should link spoken and written texts to the cultural contexts of their use.

e Teachers should design units of work which focus on developing skills in relation to

whole texts.
e Teachers should think mostly in terms of learner practice not teacher explanations.

e Teachers should provide learners with guidance as learners develop language skills for

meaningful communication through whole texts.

e Teachers should find time for time for real communication activities not just practice

language forms.

e Teachers must focus their teaching on learners’ needs not just on finishing syllabus

(Davies & Pearse, 2000: 2).

As a facilitator of the learning process, the teacher has to know the particular roles he has to
play in the implementation of the Text-based Integrated Approach. The roles outlined above
assist the teacher to guide learners appriopriately in the use of the Text-based Integrated
Approach.

2.2.6 Role of Learners

In Text-based Integrated Approach, the learner is considered an active participant at all
levels. The learner has to play an active role for effective learning to take place. The learner

is expected to play the following roles in Text-based Integrated Approach:

e Learners need to engage effectively in listening, speaking, reading and writing as a means

of communication.
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e Learners need to master the use of text types occurring most frequently in specific

contexts.

e Learners need to understand metalanguage to discuss texts. They need the words to
describe different aspects of grammar, vocabulary and style and how these function in
texts ( Mickan, 2011).

Text-based Integrated Approach allows learners to meaningfully engage with texts in all the
four language skills that is reading, speaking, listening and writing. Learmers are therefore
expected to master different types of texts that are introduced in class. It is also significant for
the learners to learn the language that they need to use as they explore various texts.
Metalanguage includes the use of conjunctions, sequence indicators, adjectives, adverbs,
prepositions, nouns , pronouns, intensifiers which the learnes are by and large need to be

competent with for them to explore and engage meaningfully with texts.
2.2.7 Teaching Materials

The success of any teaching activity depends wholly on how it arouses interest in learners.
Therefore, teaching materials provided by the teacher should instil enthusiasm in the learners
to make learning successful. CDC (2012) recommends to teachers to carefully choose a text
with particular reference to learners interest, suitability level of difficulty and appropriateness
when using the Text-based Integrated Approach. Teachers are required to pick texts not only
from traditional text books provided in schools but also from a variety of sources including

other subjects.

Mickan (2011) asserts that the aim of teaching is to immerse students in experiences with
texts in order to reflect the richness of learners’ everyday experience of texts. This means that
teachers have to select and sequence texts for planned and direct instruction for a class to

learn the texts for them to participate actively in the class community and the world at large.

Keshavarzi (2012:554) opines that “...all language teachers desire to equip learners with
materials to improve their own future and become contributors of their own society rather
than burdens on society and others.” This means it is vital in TBIA for learners to be exposed
to texts that will not only improve their performance in school work but also the society at

large.
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Arnold (1991) is a proponent of the view stating the use of authentic resources are no
guarantee that purposeful and authentic language learning will occur because the use of
authentic materials depends on the teaching and learning pedagogic content in which they are
used. He adds that “the tension between the teaching—learning situation and the original
communicative purpose of resources being used is resolved if different types of authenticity
come together such as authentic materials and learners purposes, authentic materials and
interactions, authentic participants and responses and authentic inputs and outputs” (Arnold
1991:237). This view espoused by Arnold (1991) in regard to the use of authentic materials
which TBIA highly recommends in a classroom situation, can expose learners to actual and
real modern day language use rather than idealized grammatical structures hence making

learners to get closer in contact with the real world of the target language and culture.

Mohlabi-Tlaka (2016) outlines the activities learners should be exposed to in TBIA as stories,
media texts such as newspaper reports, visual texts such as posters and the difference
between fiction and non-fiction. Scarino and Liddicoat (2009) postulate that the authenticity
of purpose must be considered when authentic resources are used in language learning since
activities and tasks can limit opportunities for learners’ engagement. They cite a text reading
task where students engage with superficial issues such as locating information in the text,
yet the same text could be used for developing interpretation, analysis and reflection,
personal engagement with themes and issues, comparison with other texts or questioning

aspects of the text’s message.

Mickan (2011, 2012) describes using authentic texts in language learning as resources for the
learner to see and make meaning of language in action. This is also confirmed by Wells
(1990) who postulates that the use of authentic texts in the classroom provides the

opportunity for the learners to experience language in action.

Larsen-Freeman (2002) postulates that through the use of English medium texts language
learners are introduced to the real context and natural examples of language. Through this
perspective , texts can further be orientated as a text devised originally for fulfilling a social
purpose within a language community. This is confirmed by Melvin and Stout (1987) who
found that students who use authentic materials to study culture in the language classroom
gain a better understanding of the practical benefits of being able to use real language in in

real world circumstances. According to Arnold (1991) because authentic materials are
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developed or created within the cultural context of target language speakers, they carry with

them values and ways of communicating particular to that culture.

Tafani (2009) recommends the use of magazines in the classroom situation. He adds that
magazines in the target language can be useful for language learning because of the target
language cultural content. The use of magazines in language learning is vital in that they are
considered to be linguistically up to date thereby providing valuable linguistic data and also

motivating for students to work with .

Feez and Joyce (in Richards, 2005) point out the achievement of communicative competence
as involving the mastery of different texts such as procedures, explanations, expositions,
recounts, reports, narratives, conversation and short functional texts. This means materials
given to learners should have content which denotes any of the above type of texts. This
exposes learners to a variety type of texts thereby improving their communicative

competence.
2.2.8 Types of Texts taught in TBIA

There are various types of texts that are applied in language teaching. These can be
categorised into fiction and non-fiction texts (Macken —Horark, 2002). These can be in form
of narrative, or story where there is an orientation to the events, places and people,
complication if a problem arises and a resolution of the problem. A text can also be
categorised under procedure, or instructions which provides the goal of making or doing

something, the materials needed and the steps that complete the procedure.

Further, texts can be categorised as recount or retelling of events where there is an orientation
to events and a sequence of events that occurred. They can further be classified under
argument or exposition, if the context involves taking a position and justifying it where the
issue or position is highlighted, the arguments are put forward and recommendations or
conclusions are stated. A text can also be classified discussion if it involves providing
different positions on an issue , where the issues are put forward followed by a conclusion
(ibid).

In addition, a text can be classified under information report documents, which organizes and

presents factual information on a topic. This is where a general classification of a topic is

presented followed by description of appearance, behaviour characteristics or properties. A

text can further be classified under explanation which gives accounts of how or why things
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develop or work through a statement of the phenomenon under discussion and sequenced
explanation of how the processes occur. Lastly, texts can be categorised an anecdote or
telling about something that happened to the speaker where there is an orientation to people
and events, outlining the remarkable event and the reaction to the speakers (Burns and
Richards, 2012).

Nation (2000) argues that text types are an important consideration in the design of language
course. This is because familiarity with important text types coupled with the patterns that lie
behind them strongly affects the ease with which the learners read and the skill with which
they write. Therefore, if teachers understand how whole texts make meaning in context, then
they are able to design language teaching activities aligned to the language that learners need

to use in real life.

A Text-based Integrated Approach takes the concept of text as the starting point for
developing tasks and activities and for assessing learning. It is concerned with what language
learners do with language and what they need to know about how language functions in
context. Feez (1998) defines text as ‘ any stretch of language which is held together

cohesively through meaning’. She elaborates that ;

Whether a stretch of language is a text or not has nothing to do with size or
form. It has to do with meanings of the stretch of language working together
asa unified whole. The single word stop on a road sign and Tolstoy’s novel

‘War and Peace’ are both texts because they are unified wholes.
(Feez 1998;4)

What significantly unites various discourse analysis approaches is the analysis of spoken and
written language as they are used in their social contexts. The key aspect of Text-based
Integrated Approach is authentic language as it is used by speakers and writers in various

contexts of everyday life.

A Text-based Approach takes texts as the main point for developing the syllabus. In coming
with activities to help learners be successful in the use of various texts, the teacher can
incorporate elements e.g. situational, topic based etc depending on learners’ needs. The role
of the teacher in Text-based Integrated Approach is to diagnose to what extent learners have
control of the language features and patterns of various texts and to assist them gain more
independence in their ability to participate successfully in these texts (Hammond et at, 1992 ;

Feez, 2001). In developing the context for a Text-based Approach, teachers aim to draw
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holistically on their repertoire of teaching skills and knowledge in particular their knowledge

of the language patterns in a text.

In Text-based language teaching, the texts are based as far as possible on authentic discourse.
In this case, the notion of genre is helpful in identifying different types of texts; genres are a
little different from text types as they typify the way people use whole stretches of language
that have common function or purpose in different cultures “to get things done” (Paltridge,
2006). For instance, a doctor’s consultation genre may vary among different cultures and
overtime, but members of that society will have a shared knowledge of how things typically
proceed. What actually gets said during any one consultation is the specific text that emerges
out of that occasion. In this study therefore, the teachers should expose learners to authentic

texts that is texts which reflect the real life situations.
2.2.9 Advantages of the Text Based Integrated Approach

Text-based Integrated Approach has a number of advantages one brings to the teaching and
learning of English language.The following are the advantages of the Text-based Integrated

Approach;

It expands capacity to express meanings (Mickan, 2011).
= Multimodal learning enhances comprehension, memorization and learning.

= |t builds potential for understanding and for expression of meanings and share meanings

which helps them participate in community practices with language.

= TBIA provides foundation and context for teaching all language skills and for teaching

learners new things they had not experienced before.
= Learners link stories they read to their daily lives which increases their vocabulary.
= The approach is designed to help learners build up confidence in different contexts.

= It helps learners become competent, confident and critical readers, writers, viewers and

designers of texts.
2.2.10 Disadvantages of the Text-Based Integrated Approach

Despite having a number of merits, the Text-based Integrated Approach has not been spared

from criticism. The Text-based Integrated Approach has been criticised because ;
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= Learners thinking is limited to texts.
= There is over-reliance on the text ( Burn and Richards, 2012)

= The method is regarded boring since activities are repeated on the same text ( Richards,
2006)

The Text-based Integrated Approach has been criticised for putting so much emphasis on a
text. Some scholars postulate that this limits the learners thinking to texts. Further, it has also
been criticised because of its five phase cycle for its successful implementation. They argue
that five phase cycle is applicable to all the four language skills which may prove boring to
second language learners. Even so, the merits of the Text-based Approach outweigh the

demerits making it an appropriate approach for ESL learners.
2.2.11 Teacher application of the Text-based Integrated Approach

There have been a number of studies which have been done on teaching methods vis-a vis
English language teaching. However, while many of these studies have concentrated largely
on traditional approaches in general towards language teaching and learning, a few have
focused on the Text-Based Integrated Approach. As the name implies, the Text-Based
Integrated Approach demands the use of a given text to create activities for learners to
explore. Text-based Approach prepares learners for real world uses of English. According to
a Text-based Approach, learners in different contexts have to master the use of the text-types

occurring most frequently in specific contexts (Tingting, 2011).

Tingting (2011) carried out the study on Text-based Integrated Approach at the Kristianstad
University in Sweden. He was trying to establish the most effective method between the Text
Based Integrated Approach and the Dictionary based Approach of vocabulary learning. To
achieve his objectives, he administered two tests: an immediate test and delayed test. His
findings revealed that the Text Based Integrated Approach was effective compared to the
Dictionary based approach.The use of a text was significant in that it required the teacher to
be resourceful in choosing the appropriate text for a given context. Consequently, learners
were also restricted in their own linguistic resourcefulness and evaluated according to
responses as laid down by the teacher. This study’s findings helps one to understand whether

teachers and learners enjoy the same benefits of the method or not.
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Dammacco (2010) outlined the necessary elements for the successful application of a text-
based task and focused on attention to manipulate text in order to facilitate a learner-centred
communicative flow. His findings were that Text-based input can be used in several ways to
produce meaninful communicative texts. His work did not focus on the main implementer —
the teacher. It focused more on the learner. Hence, while this study focused on pupils, the

current study focuses on the teacher as the main implementer of the methodology.

Mickan (2011) argued that text-based teaching conceptualizes language as a human resource
for meaning making. He elaborated that teachers should choose texts that are relevant to their
purposes. He emphasised that texts should not only be of interest to learners but also of
significance to fulfill the set objectives. Mickan proposes that the basis for learning languages
is to build on known discourses and texts. Thornbury (2005:8) quoted in Tingting (2011)
claims that “language always happens as text and not as isolated words and sentences”. This
means that Text-Based Integrated Approach develops the communicative competence in
learners. It further illustrates that activities that are used in the approach should reflect real
life situations that will enable learners to effectively participate in the daily activities of the

lesson.

Hailong (1991) outlined some major components of the Text-Based Integrated Approach
activities as: integrating the four skills in language activities, designing the language
activities with reference to the texts, performing the activities in the hope of understanding
the texts and developing students’communicative competence in the performance of
activities. Hailong tried to enlighten on the use of Text-Based Integrated Approach to develop
the communicative competence of learners in China. He cited the use of the approach in
providing opportunities for the real use of the language. He suggests that this can be done
through teachers’ communicative exploitation of the text and designing various language

activities which provide a context for real language use.

Thwaites (2014) elaborates on the Output Hypothesis which holds that language production
can facilitate language learning in a variety of ways. He proposes ways in which teachers can
employ simple writing task sequences in which output precedes input in order to maximize its
role in noticing. The methodology for the approach was to let learners produce a piece of
written output before comparing their output either to a model text or to a reformulation (i.e.
a full rewrite of a learner’s text) rather than seeing the model first and then aiming to

replicate it. Despite being learner centred, Thwaites approach disregards the Communicative
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activities that should be used in tandem with the Text-Based Integrated Approach. Further,
learners with low linguistic skills cannot produce the output that Thawaites proposes. It is
therefore noted that Text-Based Integrated Approach has a lot of merits than there are

demerits.

Karimah (2017) carried out an action research on implementing Genre Based Approach
(GBA) to promote students recount text writing achievement at SMPN 1 Pujer among grade
eight learners in Indonesia.The objectives of the research were to increase students’ recount
text writing achievement through the implementation of Genre Based Approach and to know
how genre based approach assists students in the process of writing a well-organized recount
text. The data collection instruments were observation sheet, writing test and document
analysis guide. The findings revealed that genre based approach helped students write a
personal account text because the students had already given the knowledge of the target text
which they learnt from previous stages and meetings. The results of students’ writing test
showed that the students recount text writing achievement was improved after the
implementation of the target action in the classroom.

Kuci (2012) carried out a study to understand the existing English language teaching and
learning pedagogy in Albanian elementary schools. This was achieved by analysing the
pedagogic purpose and function of a unit in the textbook syllabus used in English language
classrooms in Albania. Further, the practice of teaching English through media in Albanian
elementary schools was analysed to understand the pedagogic practice in English programs.
The findings led to a justification for the recommendation of the text based approach to
language teaching theorised through a social semiotic view of language and learning. The text
based approach was recommended because it provides a theorised approach which could

underpin the existing practice of teaching through the media.

In Africa, studies have been undertaken on various teaching approaches. Weidman (2007)
highlights on adoption of Ecleticism as an approach in language teaching. His study was
conducted in Eritrea and Ethiopia. He argued that ecleticism may be a good way towards
language learning. He substantiates this by arguing that all methods have been adopted from
the earlier ones. He implies all traditional methds were born upon looking at the demerits of
the earlier one hence ecleticism may be the best way to go. His studies does not give clear
indication as to which way language teachers should go as he also identifies some pitfalls of

using eclectic approach.Weidman’s study is full of criticism of all methods including the
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Eclectic method and hence leaves up to the teacher to decide which method to employ for

particular group of learners.

Marina and Marmiene (2006) identify various features of a text that improves skills of
reading comprehension. They cited the values of texts though the study is on information and
technology.They further described the texts as linguistic objects, springboard for production
of other tasks such as writing and reading, vehicle for information where information within
the text is more important than language. This study provides vital points of exploring the

Text-based Integrated Approach in the classroom situation.

In Zambia, there have been no traceable studies that have been carried out on the Text-based
Integrated Approach at senior secondary school level. Most studies that have been carried out
have focused on other approaches especially the Communicative Language Teaching.
Therefore the literature reviewed is based on the studies carried out on the methods of
teaching English which implicitly shows that the Text-based Integrated Approach has not

been studied in Zambia.

Sifuniso (2015) investigated the implementation of the Reflective Teaching methods.The
study was carried out in selected primary schools in Livingstone district. The major objective
was to find out whether teachers implement reflective teaching methods in the classrooms.
The study discovered that most teachers were unable to carry out reflective teaching as a
result of some factors such as time limitation, class size, curriculum demand to mention a
few. The reflective methods proposed in the study come from activities in the traditional
teaching methods that teachers are conversant with. In a nutshell, the study suggests
reflecting on the activities that are carried out by the teacher and do an evaluation for possible
progression. As noted above, Sifuniso focused on reflective methods, which entails methods
that the teacher employs need to be reviewed to reflect on whether the approach used work
according to the teachers expectations and hence the teacher has to make a follow up and
improve where necessary. This study is devoid of outlining the particular methods that the
teacher should employ in the teaching aspect to improve the learning and teaching. In
summary, Sifuniso’s study has nothing on what methods are recommended in the teaching of
English at senior secondary level. In essence, Text-based Integrated Approach is generally
avoided despite it being a co-methodology in the teaching of English language at senior

secondary school level.
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Munakaampe (2005) carried out a research to establish the level of implementation of the
Communicative approach in English Language teaching and also looked at possible
constraints expressed by teachers. She focused on four areas: the training teachers received,
the real life communication and pupil response during English lessons and the creation of
conducive classroom and school environment. Her findings revealed that regardless of the
type and amount of training teachers received, teachers were not implementing the
Communicative approach and that they did not understand the psychological processes of
language learning. Munakaampe did not look at or discuss the Text-Based Integrated
Approach in her studies despite Text-based Integrated Approach being the co-methodology in
the teaching of English.

Lungu (2006) investigated the efficiency of Communicative approaches and traditional
methods on reading and writing achievement in English and focused on basic schools. Lungu
(2006) distinguishes traditional methods as those approaches which were used before
Communicative approaches were introduced in Language teaching such as Grammar
translation method, direct method and audio-lingual. Communicative approaches on the other
hand are those methods such as Communicative Language Teaching whose main goal is to
promote communicative activities in classroom. The activities should make children be able
to communicate in everyday activities (Lungu, 2006 : 9). The methodology which was used
was collection of data through questionnaires, interviews and tests to evaluate the learners
performance. Between the two methods, Communicative approaches were seen to produce
better results than traditional methods. Albeit the results which were produced from the
research, Lungu (2006) recommended adoption of a holistic approach. He proposes that a
selected text should cover a wide range of language uses and a variety of topics from a
variety of sources. This implies that a given text should not only come from a language
subject but should also be taken from other subjects that a particular group of learners are
taking. MOE (2000) reiterate that teaching from the selected text should cover a wide range
of language uses and a variety of topics and be authentic. In this study, despite the
categorization of traditional and communicative approaches, Lungu did not clearly come out
as to what the syllabus recommends. His categorization is outside the curriculum. Moreover,
he does not identify the Text-based Integrated Approach as one method the syllabus
recommends for use in the teaching of English language at secondary schools.
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Sakala (2012) carried out a study to establish factors which contributed to the excess use of
the lecture method of teaching among senior secondary school teachers in Kitwe and
Kalulushi districts. The findings of this study revealed that teachers excessively used the
lecture method. This was attributed to large class  sizes, wide syllabi, lack of
teaching/learning materials, need to prepare learners for examination, lack of active
participation from learners. However, while the study attributes the excessive use of the
lecture method to the frequent use of the lecture method at colleges by lecturers, this does not
justify the use of this method in schools. This is because lecturers use the lecture method to
clarify certain points and to ensure students fully understand various methods that they need
to employ in their teaching. This research focuses on the implementation of the Text-based
Integrated Approach which is in line with the syllabus recommendation. In the execution of
the Text- based Integrated Approach, the lecture method is cardinal to explain how learners
should interpret and manipulate the text in context. Hence, this research’s main objective is to
find out whether teachers in senior secondary schools are teaching in accordance with the

syllabus recommendation.

Ng’ona (2016) carried out a study on factors which contribute to poor performance in English
composition writing among Grade 12 pupils in Kabwe District. The major findings of the
study were that teachers lacked skills in various important areas of teaching composition in
secondary schools at ordinary level. These areas were the teaching approach in teaching and
composition skills. While the major blame in this study fell on the teacher’s pedagogical
content knowledge, | feel the learners too have a major role to play in acquiring writing skills.
This can be achieved if learners are innovative to read outside the curriculum. The use of the
Text-based Integrated Approach can eliminate some of the problems learners face in

composition writing.

Mwanza (2016) carried out a study on Eclecticism as an approach in selected secondary
schools of Zambia with focus on Grade 11 pupils. The aim of the study was to establish how
Eclecticism in English language teaching was understood and applied by Zambian teachers of
English. The findings revealed that teacher training faced a lot of challenges with regard to
producing an Eclectic teacher. Issues of short teaching practice, poor quality of student
teachers and inadequate peer teaching came to light. The study further revealed that while
some teachers wanted to implement the Eclectic policy, others contested it. Eclectic approach

suggests multiplicity of methods which the study recognises. However, findings have little to

24



nothing on the Text-based Integrated Approach. Therefore , the question of whether the Text-

based Integrated Approach was used and applied remains unanswered.

Chishipula (2016) investigated the implementation of CLT in secondary schools. Her main
purpose was to establish why teachers of English language were not implementing CLT. She
employed a mixed method approach and chose a case study to carry out her research. In her
findings, she discovered that teachers had scanty ideas that CLT aims at improving
communicative competence of learners. The vast majority of her respondents (76%) held
misconceptions while a few (24%) could not state what CLT was. She further discovered that
a good number of class teachers she observed did not employ CLT in their teaching. It is
clear from her findings that few teachers understood the syllabus recommendation. Even so,
most of the literature reviewed in the study was mostly outside Zambia. She attributed this to
the use of literature in EFL as compared to ESL. Most importantly, she avoided the syllabus
emphasis that CLT has to be used alongside the Text-based Integrated Approach which is the

main concern of this study.
2.2.12 Teachers’ preparedness to teach English using Text-based Integrated Approach

Fafunwa quoted in Olakulehin (2007) argues that “of all educational problems that beset
African countries today, none is as persistent or as compelling as the one relating to the
training of a competent teacher” (Olakulehin, 2007: 133). Training of competent teachers is
inevitable in the teaching of language or any other teaching aspect. Competent teachers play a
vital role in the learning and teaching of language. Quality educaton in a country implies

employing well trained teachers in tertiary institutions.

Similarly, Khan (2011) identifies the teacher as the most important element in any
educational programme. He postulates further that no amount of investment in education can
improve the quality of education unless there are well qualified teachers. It is therefore
imperative that for learners to perform well in English language, teachers of English should
have quality training and expertise. It entails that teachers need to be well trained for them to

implement the Text-based Integrated Approach in secondary schools.

Ahmad (2011) argues that effective teaching is much more than an intuitive process. He adds
that it is a dynamic process where the teacher must continually make decisions and act on
them. For the teachers to make right decisions in the classroom, they must have the

theoretical knowledge about learning, human behaviour and also have specific knowledge
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about the subject matter being taught. Similarly, Berliner (1987) distinguishes good teaching
from effective teaching. According to him (ibid), good teaching has to do with teacher’s
classroom behaviour while effective teaching is related more to the learners’ performance.
This corresponds with Wellington (2006) cited in Matara (2014) that teacher’s academic
qualifications illustrate an important yet complex relationship to the learners’ outcome adding
that learners acquire more knowledge from teachers with high academic skills than with those

with weak academic skills.

Moseti (2007) postulates that the effectiveness of any curriculum depends on the quality of
teachers that are there to interpret the syllabus to practical instructional material in the
classroom. Fisher (2006) on the other hand observes that teachers who have little or no
formal training tend to employ authoritarian and inefficient methods that makes the learners
to view the school as a repressive place with nothing to enjoy. Bishop (1986) noted that for a
teacher to educate others he himself must be educated. This is in tandem with Nkosi (2014)
who observed that to achieve successful implementation, teachers must be well-qualified,
motivated and must get full support from the district office in form of learning materials and
teacher development. This argument also corresponds with Kirkgoz (2008) who observed that
teacher training and teacher support play an important role in how well teachers implement

the curriculum, influencing teachers’ understandings and their classroom practices.

Similarly, arguments by Robinson and Mcmillan (2006) state that teachers’ colleges have
been associated with the preparation of a practically skilled teacher who is not just competent
in the classroom but also on the sports field and cultural extramurals while universities focus

more on an academic preparation with a generalist academic undergraduate degree.

Khurshid (2008) cited in Besman (2012) emphasises that the qualifications of a teacher play
an important role in teaching because a trained teacher teaches better than one who is
untrained. Rogan and Grayson (2003) concur with this argument and state that the teacher’s
own background, training and level of confidence and commitment can affect the
implementation of the curriculum. According to Richards (2011), teachers who have the
experience develop routines that enable them to perform better in a variety of situations with
different kinds of children. This argument is in tandem with Fullan’s (2011) implementation
of change model where he states that it is the experienced teachers who are able to use the
relevant teaching materials in class, understand the interests and learning needs of the

students and the content. Kareem et al. (2011) emphasise that the teacher serves as a resource
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and an agent developing curriculum in committees, implementing it in the classroom and

evaluating it as a team.

Fullan (1994) postulated that the curriculum implementation involves changes in behaviours
and beliefs which are essential in making sense of the new practices. Teachers with massive
experience in a particular subject and level may resist change because they are comfortable in
the same way (Ross, 2001). This means that experienced teachers may show inertia to adjust
to a curriculum change because they have been used to doing the same thing for a period of
time. McLauhglin (2002) notes that all curriculum change programmes depend on the
implementation strategies that include effective staff training which should be conducted
within the school environment and has to consider the interests of the education system,

personal and individual needs of the teachers (Coolahan, 2004).

According to Stufflebeam and Shinkfield (1986) staff development strategies should be
included in the effective implementation plans as the teachers are at the centre of
implementing the new curriculum and therefore will need to be equipped to adjust to their
classroom teaching methods according to the curriclum stipulation. Christie (1999) confirms

that it is necessary to train educators for the successful implementation of the curriculum.

Mohlabi-Tlaka et al. (2017) cited the teachers lack of knowledge and curriculum matters as a
grave concern in the implementation of curriculum stipulations. They postulate that the Text-
based Integrated Approach being one of the prescribed approaches in the curriculum, is a
concept with which teachers of English language should be familiar with. However, the

converse was found to be true.

Training of teachers has been a thorny issue in the Zambian educational system. The Ministry
of Education (1996:107) observes that “The quality and effectiveness of an educational
system depends heavily on the quality of its teachers.They are the key persons in meeting the
system’s goals.” As the government rightly observed, for an educational system to be
successful, quality teachers must be engaged in the educational system. The government
attaches great importance to the quality of teachers in the educational system. Mulenga
(2015) observes that preparation of teachers of English language by the Ministry of
Education in Zambia is done in the colleges and universities where it is expected that
competent teachers would graduate from the institutions of higher learning. However, Banja
(2012) cited in Mulenga (2015) argued that the kind of education offered at the University of

Zambia and Copperbelt University was inadequate to meet the occupational demands of
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industry as it was regarded to be more theoretical. This is simlar to various scholars who
argued that teacher preparation at the University of Zambia was problematic (Manchishi and
Masaiti, 2011; Manchishi and Mwanza, 2013; Mulenga and Luangala, 2015; Mwanza, 2016).
They argued that student teachers from UNZA graduate with inadequate teaching skills that

are irrelevant to the classroom situation.

Furthermore, while a number of studies have been conducted in Zambia to look at the
challenges that are faced in teacher preparation in the use of teaching methods in teaching of
English language, there has been no comprehensive study undertaken to study teacher
preparation for the use of the Text-based Integrated Approach in secondary schools.
Therefore, the following studies illustrate a number of studies carried out in the use of various
methods in the teaching of English language. Munakaampe (2005) observed that there was no
continuity in ensuring that teachers were updated in their methods of teaching once they
graduated. She argued that no curriculum audit was taken to ensure that teachers were
following what the curriculum stipulates. She further observed that teachers were not well
prepared in carrying out communicative lessons since most of them had little understanding

of curriculum theory.

Mulenga (2015) in his study revealed that most teachers of English had not been well
prepared in content and methodology courses they had studied at university. His study was
carried out at the University of Zambia, Lusaka. He argued that the degree programme
offered at university comprised some knowledge and skills that were relevant for secondary
school. However, he discovered that the implementation was not focused on what was to be
taught in secondary school. He noted that the lecturers understanding of university education
was to largely focus on high theoretical content in the name of developing cognitive thinking.
He further observed that in-service and pre-service teachers were not adequately prepared in
the subject content and teaching methods which made their readiness to teaching the English
language method questionable. The implication in TBIA is that teachers cannot implement

the approach effectively as they are not prepared well at the learning institution.

Chishipula (2016) observed that the training teachers underwent did not prepare them
adequately for the teaching of CLT. Her study was carried out in Chongwe district of
Zambia. She discovered that the training teachers did was more theoretical than practical. She
further noted that the lecturers in colleges and universities were not oriented on the

curriculum needs. This led them to focus their teaching more on theory than what is needed
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to be taught in secondary schools. Her findings also revealed that teachers had few

opportinities to be re-trained once they left their initial training.

Mwanza (2016) revealed a number of reasons that led to teacher unpreparedness in the use of
Eclectic approach in secondary schools. His study was carried out in three districts of
Zambia: Kabwe, Mumbwa and Chibombo. He observed that lecturers in colleges were not
familiar with the syllabus specifications. He also noted that a number of lecturers in colleges
had negative attitude towards the Eclectic approach which demotivated them to teach their
students. He further revealed that a few lecturers who believed language is best taught in a
given context emphasised the use of situational method while those who believed language
was rule-governed emphasised the use of the cognitive method. Further, he discovered that
teachers were inadequately prepared in the use of the Eclectic method because of their poor
language and academic background. He also identified lack of adequate peer teaching and
short teaching practice as factors that led to teacher unpreparedness in the use of the Eclectic

approach at senior secondary school.

From the literature reviewed above, it is clear that for successful implementation of the Text-
based Integrated Approach, there is need for teachers to be competent in the English language
teaching. This competence can be only realised if quality education is offered in both colleges
and universities. It means that the government must invest in teacher training for effective
results in the teaching of English language. It also means that the teachers must be conversant
with the syllabus recommendations for them to teach effectively and efficiently. It is also
clear from the literature above that it is a well trained teacher who understands what
curriclum requires for them to implement the Text-based Integrated Approach. This study
hopes to establish how adequately teachers are prepared in the use of the Text-based
Integrated Approach. The studies cited on different teaching methods illustrate the factors
that might be related to the Text-based Integrated Approach. The point is that studies
reviewed have shown that teachers of English in Zambia are not adequately prepared to use
CLT and Eclectic method but it is not known if they are prepared to apply TBIA.

2.2.13 Teachers’ Attitudes towards Text-based Integrated Approach in the Teaching of
English language

According to Marcos and Barros (2004) attitude refers to the individuals prevailing tendency
to respond either favourably or unfavourably to an object (person or group of people,

institutions or events). They add that attitudes can be positive (values) or negative
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(prejudice). Their definition resonates with Ajzen (2005:3) who defines attitude as a
‘disposition to respond favourably or unfavourably to an object, person, institution or event’.
Therefore the teachers’ attitudes towards methods of teaching English has been researched
worldwide to determine how teachers respond in the teaching of English as a foreign

language.

Edward (1994) and Ajzen (2005) posit that attitudes comprise three major components i.e.
cognitive, affective and connative or behavioural. The cognitive element refers to the
person’s belief or thought; the affective element refers to the feelings or emotional reactions

and the conative elements have to do with the predisposition to act in a certain way.

Edwards (1994) argues that an individual who has belief in something or has knowledge of
something usually have some emotional reaction to it and consequently may be assumed to
act on this basis. For example, a teacher with a positive attitude towards the learning of
English may be affected by the thought that English is a beneficial language and that it
promotes an individual’s economic development. This may influence the teacher to learn and
speak the language fluently. Attitudes in teaching of a language have a great influence on

how successful or not, language teaching can be.

Further, this is also related to the attitudes that teachers of English language have towards the
use of teaching methods at senior level. Teachers who may have positive attitude towards the
Text-based Integrated Approach are likely to perform better than those with negative
attitudes.This is because those teachers with positive attitudes foresee the benefits of using
the Text-based Integrated Approach and as such diligently employ the approach in their
teaching which culminates in the good performance of the learners emanating from the
teacher’s attitude. Baker (1992), Adegbija (1994) and Spolsky (2004) argue that when
attitudes are positive towards a language policy, the implementation is likely to succeed

Moreover, when attitudes are negative or counter to the prevailing community’s perceptions,
the implementation is doomed to failure (Paulston, 1986). This implies that before any
language policy is implemented positive attitudes of the implementers are necessary. This can
also be applied in the teaching of English using the Text-based Integrated Approach.
Teachers who may have positive atttitudes towards the approach will find better ways of
teaching their learners regardless of the challenges that they may encounter in their quest to
employ the Text-based Integrated Approach in their teaching. However, those with negative

attitudes towards the Text-based Integrated Approach may not be motivated to employ the
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approach in the teaching of English language because they feel it does not affect their
teaching of English language in any way. Any hurdles such teachers may encounter will be

good reason for them not to use the approach in their everyday teaching.

Baker (1992) notes that knowing one’s attitude predicts how they will behave over a period
of time. He elaborates that attitudes to a large extent help to understand what people will
choose to do and may predict the outcomes whether positive or negative. Research has shown
that educational reforms are effective if they do not solely focus on implementation of a new
programme but also focus on the teachers’ attitude and their beliefs around that particular
innovation (Kamwendo, 2006; Baker, 2001). It therefore goes without saying that if teachers
must change their practice in the classroom, it is imperative that their attitudes and beliefs
must be addressed. This also implies that for teachers to employ various teaching methods
that the English senior syllabus recommends, there is need for their attitudes and beliefs to be
seriously addressed. Text-based Integrated Approach requires more than teachers attitudes for
its successful implementation. Text-based Integrated Approach requires teachers to be skilful,

innovative, creative and motivating to learners.

Oematan (2008) also carried out a study on the implementation of the Genre based approach
in the teaching of English at SM University, Surakarta. The objective was to describe
teachers’ perceptions on the use of genre based approach in the teaching of English as a
foreign language, the difficulties and the solution faced by the teachers in implementing the
genre based approach and to describe how teachers acquire knowledge about genre based
approach. The data were obtained from techniques such as non-participant observation, in-
depth interviews and document analysis. The findings revealed that the perceptions of
teachers on the use of genre based approach reflected their mastery in the teaching
competence. The findings further revealed the approach had good influence to improve the

students language proficiency through the understanding of different text types.

Akinyeye (2015) postulates that regardless of the knowledge teachers have in their
professional subjects, their attitude and motivation plays a huge impact on their effectiveness
and practice. This means while it is vital for teachers to have suitable qualifications in their
work, it is equally significant that they should have the motivation and right attitude for
effective teaching to take place. She argues that in Text-based Integrated Approach, teachers

must provide ample assistance to learners in the construction of texts. In cases where
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teacher’s motivation and right attitude is missing, the implementation of the Text-based

Integrated Approach would be problematic both to the teacher and the learner,

It is anticipated that teachers who have the positive attitude and understanding towards
teaching are likely to implement what the curriculum recommends in the teaching of
language. However, several studies undertaken show that this is not the case. Bal (2006)
carried out a study on the teachers’ perception of CLT in Turkey and found that despite
teachers being aware of it and having positive attitudes towards it, most of them did not
employ the significant features of CLT in their classrooms. This shows that it is not always
that having positive attitudes and understanding of a particular approach leads to its
implementation. Gao (2011) findings on Eclectic approach also revealed that teachers who
had showed understanding had hurdles with how it could be applied in the classroom and
those who were unfamiliar with it showed some resistance. Makobila and Onchera (2013)
revealed that teachers mostly choose theories and approaches based on their convenience i.e.

what they are comfortable with rather than syllabus recommendation.

The Ministry of Educaton (1977: 61) notes that good teaching should not only possess a
correct attitude and adequate knowledge of the subjects but should also keep abreast of new
developments in their subjects and methods of teaching. This resonates with Mwanza (2017)
argument that teachers of English language should not only depend on what is learnt at
colleges and universities but should continue to build on what they learnt throughout their
professional lives. Text-based Integrated Approach was assumed to be difficult to execute
since it requires teachers to be innovative. This can be attributed to the general attitude of
teachers towards teaching methods. Research is therefore cardinal in teaching to ensure that

teachers are in tune with the ever changing trends in the teaching profession.

Mwanza (2017) carried out a study on attitudes teachers have towards Eclectic approach in
the teaching of English in 9 selected secondary schools in Central Province.The attitudes
were measured using the five-point Likert scale. His findings revealed that some teachers had
positive attitudes towards the approach while others did not. The findings also revealed that a
number of teachers held neutral attitudes. Those who had positive attitudes argued that the
approach helped teachers to reach out to everyone, there was learner participation and teacher
creativity. Those who held negative attitudes explained that the method was time consuming

to the teacher because of the various classroom activities the teacher has to carry out and
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confusing to the learner because of the different methods that are applied in the appoach.

Those who held neutral attitudes could not tell whether it was good or bad.

Zulu (2017) carried out a study on the attitudes of teachers towards the application of the
Communicative Language Teaching in selected secondary schools of Mufulira district. Her
study revealed that teachers had a positive attitude towards CLT but were unable to use it in
their teaching of English language. There were also some teachers who had negative attitude
towards the approach who felt that CLT was time consuming and hence did not help the
teacher meet the lesson objectives. They further stated that the big class sizes and low English
proficiency levels among the learners made it impossible for them to apply the CLT
approach. Similarly, Text-based Integrated Approach requires more than positive attitude for
teachers to implement it effectively. In case of big size classes, the teacher would find it
difficult to introduce meaningful activities in the classes. This would culminate into making

the Text-based Integrated Approach difficult to apply in the teaching of English language.

The Zambian English Language Syllabus envisages that the Text-based Integrated Approach
should be used alongside the Communicative approach (CDC, 2013: 4). This implies teachers
have no choice but to ensure the Text-based Integrated Approach is employed in classrooms
without fail. This is regardless of whether they have the positive attitude or negative attitude.

This study is significant in that it seeks to establish the attitudes the teachers have towards the
teaching of English using the Text-based Integrated Approach. The various studies reviewed
show that attitudes towards other English teaching methods have been studied on in Zambia..
However, there have not been any specific studies carried out to show attitudes of teachers

towards the teaching of English using the Text-based Integrated Approach hence this study.

2.2.14 Challenges teachers face in the teaching of English using Text Based Integrated
Approach

Teaching of English language like any other subject is not easy. Teachers worldwide face a
number of challenges in their quest to teach English language. A number of studies have been

carried out to review various challenges that teachers encounter in their teaching of language.

Akinyeye (2013) carried out a study which among other objectives sought to find out

challenges the teachers faced in implementing the Text-based Integrated Approach. Her

findings revealed that teachers lacked a particular approach to use in the teaching of English.

Instead teachers tended to use traditional methods rather than the Text-based Integrated
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Approach which the National Curriculum Statement advocated. Further, she discovered that
teachers preferred to use methods in the teaching of English which did not allow learners full
participation during the lessons. She saw that most lessons ended up being teacher fronted
and left little room for critical thinking by learners. She also discovered that in most classes
there was lack of text books and teachers lacked a comprehensive knowledge of the Text-
based Integrated Approach as outlined in the curriculum.The lack of text books meant that
the learners were unable to interact with and reconstruct texts This hampered the actualisation
of the Text-based Integrated Approach.

Mohlabi-Tlaka (2016) carried a study on the contribution of a Text-based Integrated
Approach to English education for communicative competence. She explored the
implementation of the approach in the teaching of English as a First Additional Language
towards achieving communicative competence among Grade four learners in public schools
in South Africa. Her findings revealed that teachers had lack of high literacy levels, a poor
subject knowledge, inadequate teaching methods essential for cognitive development. She
also discovered that little was known on how academic literacy was developed at primary
level and teachers had little knowledge of what the approach entailed . She discovered that
most participants lacked in-depth knowledge and clarity of the Text-based Integrated
Approach and its implementation. Futher, teachers showed limited knowledge of curriculum
matters which resulted in inadequate application of the Text-based Integrated Approach. This
made the teaching practice ineffective and irrelevant for the development of the learners’
communicative competence. She further found that there were limited resources for
implementation of the Text based Integrated Approach. Her findings were limited to primary
schools particularly Grade four learners. This study focusses on the syllabus recommendation
of the use of the Text-based Integrated Approach at secondary school and hence will

represent different perspectives and findings.

Emery (2012) opines that English teaching process tends to be challenging with regard to the
teacher’s qualification, language proficiency level and their training since these provide a
sense of confidence. This means a teacher with inadequate qualifications, and poor language
proficiency does not have the confidence in class for effective teaching to occur. Such a
teacher will have problems in delivering the right material to learners. Mohlabi-Tlaka et al.
(2017) argue that teaching knowledge, teaching skills and curriculum interpretation embraces

the kind of knowledge required for effective classroom teaching and success delivery of the
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curriculum. This implies that Text-based Integrated Approach requires teachers who are not

only knowledgeable and skillful but also able to interpret the curriculum.

Sakui (2004) carried out a study to investigate a situated evaluation perspective , the practices
and beliefs of Japanese teachers of English implementing Communicative Language
Teaching (CLT). The results established that CLT was was not implemented as the “course of
study” prescribes. The study revealed a number of challenges such as inadequacy of support
materials, inadequate teacher professional development, content overload and complexity,
non-suitable learner characteristics, inappropriate pre-service training and overemphasis on
examination. In Text-based Integrated Approach, text based activities are thought provoking
and creative (Marina and Marmiene, 2006). It is imperative therefore that teachers of English
at secondary school are spared from challenges such as content overload, inadequate

materials and lack of administrative support.

Ansari (2012) carried out a study on the problems and remedies in the teaching of English to
Arab students. His findings were that teachers found it tough to use the teaching methods and
techniques. He attributed this to the teachers’ additional role of retaining students’ motivation
and enthusiasm in learnng and practising English apart from thinking of how to transfer the
four language skills to the learners.

Hoa and Mai (2016) did research on challenges in teaching English for Specific Purposes at
various universities in Vietnam. The findings revealed that students lacked vocabulary and
did not have the motivation to learn the words. The students lacked the motivation to learn
the words because it was not part of their daily lives. Similarly the study by Chung (2016) on
reading problems encountered by Vietnamese students in EFL revealed that students lack of
vocabulary skills in the target language led to their strugggle to comprehend the context.
Burns and Richards (2012:144) argue that in Text-based Integrated Approach, teachers can
take learners’ spoken versions and shift these ideas and content into formal written versions.
This might indrectly improve the learners vocabulary since written language communicates

across time, space and distance.

Songbatumis (2017) carried out a study on the challenges faced by English teachers at
Taliwang in Indonesia. The findings revealed a number of challenges. Firstly, the study
revealed that teachers who did not prepare adequately had problems to deal with challenges
that occur in the teaching context such as limited masterly of teaching methods, unfamiliarity

to Information and Communication Technology, and lack of professional development.
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Secondly, the study also revealed that teachers had a poor language ability. Thirdly, there was
misplacement of manpower i.e. teachers whose subject area was not English were hired to
teach the subject. Further, most students lacked the exposure to English to aid them in
learning the language. Finally, the study also revealed that there was limited resource
availability. The latter finding correspond with that of Garton et al. (2011: 740) who stated
that ““ in some countries such as South Korea and Malaysia, text books are set ; in Singapore
and China, teachers can select from government approved books, yet it is a matter that in
many countries appropriate books are either not available or not used in the classroom”.
Lack of appropriate books is a huge challenge in the teaching of English at senior secondary
school level. Inappropriate learning materials might be a stumbling block in the teaching of

English using the Text-based Integrated Approach.

Mukattash (1983) did a research on the problem of difficulty in foreign language teaching at
the University of Jordan. His findings revealed a number of challenges which he categorized
into two ; Firstly, he noted that there were inaccuracies which were done regarding the
pronunciation, morphology, syntax and spelling. Secondly, he discovered that most students
had huge problems in expressing themselves in English. He discovered that both teachers and
students were frequently talking in their mother-tongue which unconsconciously affected
their performance. Pande (2013) argues that when teachers and students speak in their
mother-tongue, they sometimes use English words in the midst of the sentences and
disremember that every language varies in intonation and pronunciation. Torto (2017)
surmises that English should be taught in the English language for learners to grasp the
vocabulary and in their right usage for their discourse. He adds that where English is taught
using the vernacular, it leaves learners with no standard versions to pick and store for their
usage. However, in the first stage of the teaching cycle of the Text-based Integrated
Approach, learners should be allowed to communicate in their familiar language for better

self-expression (Akinyeye, 2015).

Milon (2016) carried out a research on the challenges of teaching English at the rural primary
school in Bangladesh. His study revealed a number of challenges the teachers were facing.
All the teachers in the study claimed that they could not follow the mentioned teaching and
learning techniques in the curriclum due to a large number of learners in the classes and the
worse learning environment. The study also revealed that there were insufficient teaching

aids, unavailability of teacher’s guide, scarcity of language lab, lack of proper facilities, high
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student-teacher ratio and class size. The study also revealed that teachers were not aware of
the curriculum which hampered the implementation of the curriculum. Similarly, Akinyeye
(2015) also found that teachers who had no knowledge about curriculum matters, had
problems implementing the Text-based Integrated Approach.

Torto (2017) carried out a study on the implementation of the Basic School English
Curriculum in the Cape Coast in Ghana. His findings revealed a number of challenges.There
were lack of teaching and learning materials, lack of participation from the learners, lack of
knowledge about the current methods and approaches in the teaching of English, teachers did
not prepare lesson notes. The challenges were obstacles in the implementation of the
curriculum. Akinyeye (2013) observes that both the teacher and the learner have a role to
play in the Text-based Integrated Approach. She argues that the teacher provides adequate
guidance and assistance while the learners have a role to play in in the discussion and
construction of a text.The lack of teaching and learning materials is an obstacle in the

implementation of the Text-based Integrated Approach.

Salahuddin et al. (2013) carried out a study on the challenges of implementing the English
curriculum at rural primary schools in Bangladesh. Their study revealed that all of the
teachers except one did not have any idea about the English curriculum. As a result, the
teachers were not able to apply the prescribed teaching and learning techniques of the

curriculum.

In Zambia, there has been no comprehensive study undertaken to establish challenges
teachers faced in the implementation of the Text-based Integrated Approach. However, a
number of studies have been undertaken to establish challenges faced in other teaching

methods such as Communicative language teaching and Eclectic approach.

Munakaampe (2005) discovered a number of challenges that hindered the implementation of
the Communicative language teaching. She found that there was teacher resistance to
curriculum change which made the implementation of the curriculum difficult. She further
discovered that pupils lacked the motivation to learn English which resulted in learners
failure to acquire the expected competence. There were also large classes which did not
support the use of CLT in classes. The large classes did not support the execution of
meaningful activities in a CLT class activity. She further discovered that learners at primary
level were not taught well enough to engage in English conversations at secondary school.

This made the implementation of the CLT approach difficult. This is similar to Text-based
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Integrated Approach where learners are unable to communicate in English, it becomes
difficult for the teacher to introduce English texts in the classroom making the

implementation of TBIA difficult.

Chishipula (2016) established a number of challenges that were encountered in the
implementation of the Communicative language teaching. Her findings revealed that teachers
lacked English language proficiency. This resulted in the teachers’ inability to teach
communicatively. She also found that pupils’ low efficiency in English language negatively
affected the implementation of CLT. Her findings revealed that as a result of the pupils low
English language proficiency, pupils were afraid to express themselves in English. She
further discovered that large classes, insufficient teaching resources, inadequate financial
support to education sector and poor training of teachers were major hindrances in the
implementation of the curriculum. The implication of this in TBIA is that large classes are
not conducive for meaningful activities to take place in the classroom. Further, poor training
and lack of financial support implies that the implementation of the Text-based Integrated
Approach cannot effectively be applied.

Mulenga (2015) carried out a study in Lusaka, Zambia to establish challenges that were
encoutered in the designing of the English Language Teacher Education Curriculum. His
findings revealed that the School of Education aimed at producing an effective teacher while
the School of Humanities and Social Sciences did not. He further discovered that English
language teacher education curriculum was implemented as a general curriculum where
students were theoretically taught concepts about English but not as a profession. His
findings revealed further that English language teacher curriculum did not have all the skills
and knowledge vital to prepare a teacher of English. Graduate teachers on the other hand
were not adequately prepared to teach English language because they lacked the right,
relevant and appriopriate content. In view of these findings, teachers graduating from the
University of Zambia have a challenge in implementing the Text-based Integrated Approach.

Nyimbiri ( 2016) carried out a study on challenges the teachers faced in using learner centred
techniques in the teaching of English in selected secondary schools in Lundazi district,
Zambia. His findings revealed that most classses were over-enrolled which made teachers
avoid using the learner centred techniques in their classes. He further discovered that most
schools lacked learning and teaching materials which was an obstacle in designing activites

for learner centred techniques. The girl child was unable to participate in the classroom
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activities compared to the boy child. The implication of these findings in Text-based
Integrated Approach is that teachers cannot find meaningful classroom activities for them to
implement TBIA effectively especially with regard to the big class sizes and lack of learning
and teaching materials.

Mwanza (2016) revealed a number of challenges teachers faced in the implementation of the
Eclectic approach. Firstly, his findings revealed that that there was lack of teaching and
learning materials in schools. He discovered that in certain schools, there was lack of charts,
library, ICT equipment which disturbed the employment of the Eclectic approach in the
teaching of English language. His findings further revealed that learners had poor language
background which made them not speak English fluently. The findings also revealed that the
approach proved time consuming to most teachers. Finally, the findings also revealed that
teachers were unable to provide meaningful context to facilitate learners’ easy understanding.
In TBIA, the implication of this is that if teachers are not able to provide meaningful context,
the learners will find it difficult to understand the concepts which would make the effective
implementation of the TBIA difficult.

Zulu (2017) carried out a study on challenges teachers faced in the application of CLT in
selected secondary schools of Mufulira District. Her findings revealed that there was lack of
learning and teaching materials in the schools; the teachers found the approach time
consuming to meet lesson objectives and there was low English proficiency levels among
learners. In the view of these findings, it is difficult to implement TBIA to learners who lack

basic English language skills and execute meaningful activities in the classroom activities.

In conclusion, the studies indicated here are significant in that they are all teaching
approaches in the teaching of English language at senior secondary school level. This study
seeks to establish challenges teachers face in the implementation of the Text-based Integrated

Approach in the teaching of English language at secondary level.
2.2.15 Summary

The chapter has looked at the Text-based Integrated Approach as a concept citing its merits,
demerits and the types of texts taught in TBIA. It has also highlighted on the attitudes,
challenges, teacher preparedness in the teaching of English language. The chapter concludes
with various studies that are related to the Text-based Integrated Approach. It is clear from

the literature above that Text-based Integrated Approach has been researched on in Africa

39



and outside Africa. However, there has not been any study in Zambia focusing on Text-based
Integrated Approach hence my study. This study is rooted on syllabus recommendation of

using the Text-based Integrated Approach in Senior secondary English language teaching.
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CHAPTER THREE
CONCEPTUAL AND THEORETICAL FRAMEWORK
3.1 Introduction

This chapter looks at the conceptual framework and theories that underpin the study. It
discusses theories and concepts that inform the study and helps explain phenomena that are

crucial for the comprehension and application of the Text-based Integrated Approach.
3.2 Conceptual Framework

The second objective in this study would be analysed using the Feez and Joyce (1998)
teaching and learning model. The successful implementation of the Text-based Integrated
Approach is realized through following the five stages which the teacher has to go through to
develop the learners’ language abilities in speaking, writing , reading and listening. Fig. 3.1
below illustrates the teaching cycle which has been adopted for the successful
implementation of the Text-based Integrated Approach.

2
Moedelling and
deconstructing
the text

1
Building the
contaxt

3

Jaint construction
of the text

5
Linking related
fexts

4
Independent
construction
of the text

Fig 3.1 Teaching and Learning Cycle (Feez and Joyce,1998).
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Stepl: Building the Context (preparation activities)

The focus at this stage is on the contents of the text which the teacher introduces by
generating maximum background so that learners would be able to write about the text
eventually. Learners communicate in a language that seem convenient for better self-
expression and sharing ideas. Building the context aims to help the learners to understand the
text type they are learning or focus on, the audience for a particular text and the context in
which it occurs. This is done to help the learner’s schemata (knowledge stored in memory
already) (O’Malley et.al, 1996). It also helps the learners to familiarize themselves with the

topic in general and to raise the students’ interest and create expectation.

The activities which follow this stage are developing vocabulary, brainstorming, predicting,
putting related words into groups, eliciting or pre-teaching key vocabulary items, matching
key vocabulary to pictures, predicting content of the text from visuals (pictures, videos) and
previewing the text type from key words, expressions and discourse markers. Hammond et al.
(1992) posit that it is this stage where the teacher builds up and extends vocabulary relevant
to the text type.

Step 2: Modelling (Showing the learners what to do)

Modelling means showing the learners what to do, demonstrating and practicing the steps, as
preparation for dependent/joint and independent work. This is the stage where the teacher
shows the learners what they need to do. The teacher should aid learners build up their
understanding about the purpose of the text, its general language features so that learners can
gain enough background knowledge. This stage helps learners to investigate the structural
pattern and language features, comparing the model with other examples of the same text
type. Typical examples at this level include giving examples of text that the students will
produce later. The example can either be oral or text. In an oral text, the learners can listen
and respond to texts with similar communicative purpose (Abbaszadeb, 2013). The teacher
and learners must discuss the purposes for which the text is used in English outlining the
features of the text type. The text that is discussed should be similar to the one that is going to
be used in the joint construction stage to enable the flow of ideas, understanding and transfer
of knowledge. Metalanguage such as organizational structure, tense, connectives and text

types should be introduced into the discussion (Akinyeye,2012).
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Step 3: Joint construction of the Text

The stage focuses on the illustration of the process of creating a text. The teacher and the
learners decide on a topic. They both write the text together using the mind map developed in
the first stage. The learners must do something more practical in writing (Dirgeyasa, 2016).
The text to be written should be initiated by the learners while the teacher assists. At this
stage, learners should contribute to the construction of a whole examples of the text type.
Here, a text may be jointly constructed by the whole class, by a small group or by a teacher
and child during discussion. The teacher should gradually reduce the contribution as learners
move towards being able to construct texts on their own. Prior to writing, learners may gather
information by observing something, reading various sources, discussing with friends,

visiting certain places among others (Kusumaningrum, 2015).
Step 4: Independent construction of the Text

The learners choose a text that is related to the one that is discussed in the first and second
stages. Since they have enough scaffolding on the topic, learners can now write
independently or in pairs. They may consult their teacher to make a first draft. They will use
knowledge from previous stages to present texts in listening, reading comprehension,
speaking, oral presentations and writing tasks (Dirgeyasa, 2016). The teacher is encouraged
to conduct independent construction stage more than once in order to develop learners

accordingly (Firkins et al., 2007).
Step 5: Linking to related texts

At this level, learners now have to reflect on the texts learnt and compare the use of text types
across different fields. Learners can also role play what would happen if the same text is used
by people in different roles and relationships.

Mendiknas (2007) argues that elaboration is done in the joint construction stage and
confirmation of whether what has been learnt is understood is done in the independent
construction stage where learners work independently (Richards, 2006).

The teaching and learning model illustrated above (Fig. 3.1) is the basis for the successful
implementation of the Text-based Integrated Approach. The teacher has to go through all the

stages to implement TBIA effectively.
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3.3 Theoretical Framework

According to de Silva Joyce and Feez (2012) , the strength of the Text-based Integrated
Approach is grounded on the social semiotic theoretical perspective of language and language
learning as espoused by Halliday (1975). Teachers need to understand theories for them to
guide learners appropriately. Theories represent the study and its supporting structure on
which the research questions were designed.

This study was informed and grounded by three theories : Constructivism, Critical Discourse
Analysis and Multimodality. Constructivism was employed in the study on the premise that
knowledge is gained through collaborative learning and teaching for meaning and
understanding (Crotty, 2012:1). Critical Discourse Analysis was used to analyse the power
relations that exist between the teacher and the learners, and the influence government has
over what happens in the classroom. Multimodality as used in this study, explains the variety
of modes communication can take place and the variety of teaching and learning resources

that teachers can use in teaching.
3.3.1 Constructivism

Constructivism emerged in the 20" century and was derived from the work of the Russian
psychologist Lev Vygotsky (Frank, 2015). Constructivism was further advanced through the
works of Bruner and Papert (Neo,2007). In the constructivist paradigm, learners are
significantly seen as autonomous, active agents where learner interaction and dialogues are

crucial to the learning process (Vygotsky,1978).

Social constructivism by and large focuses on the creation of meaning based on prior
knowledge and on the social environment where learning is taking place. According to social
constructivists, learning takes place when educational experiences are authentic to the
students. Vygotsky was specifically concerned with the part of language in thinking and
learning. To Vygotsky, meanings are first passed socially and then adopted individually
(Fosnot, 2005). Vygotsky’s method was based on the notion that human activities occur in
cultural settings and these human activities are mediated by language or other symbol

systems (Vygotsky,1978)

Frank (2015) surmises that learners who undergo constructivist type of education tend to be

more productive in the real world and are not perturbed by difficulties that come their way

and therefore contribute to values that determine their life. Constuctivism is regarded to
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harness important skills such as problem solving, critical thinking and deep understanding
(Murphy, 1997). This means that learners are afforded life survival skills through activities

that they are exposed to in the classroom.

Akinyeye (2013) quoting Dixon-Krauss (1996) states that Vygotsky’s theory of social
development takes into account the socio-cultural context of the learners. This means that the
both the teachers and learners need to understand the socio-background to texts in a

collaborative manner so that learners can derive their own context when constructing texts.

Mwanza (2016) postulates that the topic and activities that go with it must be based on
learners’ daily lives and true to their experiences. This facilitates learners understanding and
execution of activities since they do what occurs in their daily lives. It also means that at
independent construction stage, learners will easily formulate texts as they will relate to their
experiences. In the light of these assertions, language could be regarded as a tool for thought
development from the perspective that learning is a social interaction (Freeman & Freeman,
1994).

Harste (1990) cited in Dixon-Krauss (1996) asserts that most of the knowledge acquired by
people is through the use of language as proposed by Halliday’s social functional language
(Halliday,1985). In social constructivism, knowledge is actively constructed through
collaborative learning and teaching for meaning and understanding (Crotty,2012:1). The
essence of this kind of learning is for learners to understand what the teacher is teaching and
hence learning activities should be planned in such a way that learners effectively

comprehend the lessons.

Mohlabi (2016) quoting the Graduate Student Instructor Teaching and resource Centre (2005)
summarises constructivism in Table 3.1. The table elaborates how social constructivism is
employed in the study and the learning outcomes expected in TBIA. Social Constructivism
posits that children learn best from their social environment. This is supported through the
social interactions that occur in society. The everyday experiences that children are exposed
to should be reflected in the texts they learn in schools. This becomes easy for learners to

gain knowledge and transfer skills they learn in school to their daily experiences.
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Table 3.1 Social Constructivism

SOCIAL CONSTRUCTIVISM

VIEW OF KNOWLEDGE Knowledge is constructed through social contexts through

interaction

VIEW OF LEARNING Integration of students into a knowledge community

VIEW OF MOTIVATION Intrinsic and Extrinsic : Learning goals and motives are
determined both by learners and extrinsic rewards provided

by the knowledge community.

IMPLICATIONS FOR | Collaborative learning is facilitated and guided by the
TEACHING teacher . Group work

Table 3.1 Social Constructivism((Graduate student Instructor and Resource Centre
Home,2005:1)

Table 3.1 adds Motivation to the dimension. Motivation is cardinal in the teaching and
learning process. When it comes from the learners themselves, it is intrinsic and if it comes
from outside, it is extrinsic. Learners in constructivism must be motivated themselves for
effective learning to take place. Motivation enables the learners to execute activities with less
support from the teacher making the activities learner centred. Mwanza (2016) affirms the
significance of learner centred in teaching as it ensures meaningful and effective teaching and

learning to both the teacher and the learner respectively.

This study is premised on the principle that learners draw on their socio-cultural background
when constructing texts. As learners develop physically and psychologically, their level of
literacy increases and they are able to organise their thoughts into meaningful texts. The role
of the teacher in the Text-based Integrated Approach is to choose a text that is interesting
and suitable for the learners. This would facilitate the learners’ ability to reconstruct a text
and also motivate them further to participate in the activities prior to their independent

construction of a text.
3.3.2 Scaffolding and Zone of Proximal development

According to Wood et al. (1976:90) Scaffolding is defined as “ Those elements of the task
that are initially beyond the learners capacity thus permitting him to concentrate upon and
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complete only those elements that within his range of competence”. It is also referred to as
assistance or support. Vygotsky is a strong proponent of ZPD whch is defined as “ the
distance between the actual development level as determined by independent problem solving
and the level of potential development as determined through problem solving under adult
guidance or in collaboration with peers” (Vygotsky, 1978:86). He opined that learners learn

best through class interaction and activities with their peers.

Gillen (2000) posits that the notion of ZPD is meaningful interaction between the child and
the more competent adult /teacher which yield positive development in the child. In cases
where the more competent adult or teacher is unavailable, there should be a more competent
individual who would be able to support his peers. Vygotsky (1987) notes that collaboration,
assistance and direction are important in enabling a child to do more tasks independently. He
advised the educationists to make use of cooperative learning tasks because he was of the
view that if a learner is within the ZPD and receives the necessary support, this will enable

him complete the task succcessfully.

Akinyeye (2015) quoting Vygotsky (1978) states that VVygotsky advocated for scaffolding in
the classroom via social interaction so as to construct knowledge which leads to the
confirmation of comprehending the task at hand. Proponents of scaffolding argue that
collaboration takes place when the learners interact and have discussions with both the
teacher and their peers. Good and Brophy (1994) affirm that this can happen when teachers
do not rush the learners from moving from one step to another. Instead, teachers have to take
learners in a systematic way through small steps of learning activities. Eventually when the
teacher sees some progress, he/she will withdraw gradually until the learners are able to carry
out work or given tasks independently. In addition, teachers have to be knowledgeable of the

method themselves if they are to scaffold pupils effectively.

Vygotsky (1978) postulates that children learn best through demonstration. One way this can
be done is through the teacher providing examples to what they learn . This is through
illustrating and showing the learners through connection between the teaching material and
the real life experiences. He acknowledged that lessons should open opportunities for learners
to take. He adds that activities that learners are involved in should be challenging so that
learners use their cognitive skills effficiently. In the context of this study, it means that texts
which teachers select for use should be challenging enough to learners cognition and at the

same time motivating.
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Paleker (2017) quoting Vygotsky states that Vygotsky categorised the learners knowledge
into two forms; “spontaneous knowledge” and “scientific knowledge”. Spontaneous
knowledge referred to everyday knowledge and school knowledge as scientific knowledge.
This means the knowledge that learners get as a result of things that they experience in their
daily lives is what is referred to as Spontaneous knowledge. This is because there are no
formal instructions for learners to follow to acquire that knowledge. In short, they learn it
spontaneously. Scientific knowledge on the other hand refers to the formal learning that
occurs in an established institution. Vygotsky (1978) argues that learners cannot work with
their everyday knowledge in an abstract manner but proposes that the knowledge gained from
their everyday encounters can be used to scaffold the scientific knowledge. In view of the
Text-based Integrated Approach, this entails exposing the learners to texts that reflect the real

life situations which they can easily relate to.

Furthermore, in a typical classroom situation, learners learn well when teachers lead
discussions around texts in relation to their social and cultural values. This is what Halliday
(1985) referred to as Social and functional language. This kind of language shows that the
learners exposure to their environment during their developmental stages enhances the

growth in their level of understanding (Harste, 2014).

Mohlabi (2016) surmises that ZPD and scaffolding are used concurrently. She adds that
scaffolding refers to the support that is given to learners to help them achieve higher levels of
performance in a given task than they would achieve attempting it on their own. Therefore,
the role of the teacher in a task is crucial as he has to provide the support that learners need
to execute a given task easily. The teacher has to provide assistance through modelling and
demonstrating to learners. This resonates with the teaching cycle that is recommended for the
successful implementation of the Text-based Integrated Approach. In the teaching cycle (cf.
Fig 3.1) the teacher has to expose the learners to the five stage cycle before the learners can
independently construct given texts. Therefore, ZPD and scaffolding are vital in the use of the
Text-based Integrated Approach as the two concepts give opportunities to learners to
construct texts with the support of the teachers. Teachers therefore should be wary that ZPD
does not happen in a short period of time but it occurs overtime. McCabe (2013:166)
surmises that learners in Text-based Approach can be assisted by several agents such as
peers, the teacher, print materials, posters, technology and many others. The key to Text-

based Integrated Approach is through the text. Therefore, it is cardinal for the teachers to
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provide as many materials as possible to ease the learners understanding. Where learners
have challenges in understanding a text, the teacher should provide the support needed in
order for the child to learn effectively. It will therefore be seen in this study whether teachers
scalffolded their pupils and whether they connected the home and the school when learning
English using the Text based integrated approach. Chapter five and six will provide the

answers.
3.3.3 Multimodality

Multimodality refers to the mixed composition and representation of written, visual, and
audio modes of communication (Matthews, 2009:52). Multimodality brings to the fore a new
era of communication which is characterised by images, colour, sound and various non-
verbal elements. The concept of multimodality has taken over the global world where
communication is executed in a variety of ways. Multimodality is widely seen as a branch of
Halliday’s Sytemic Functional Linguistics which consists of three metafunctions: ideational,
interpersonal and textual. In expansion of the meta functions, O’Hallaron (2011) explains that
ideational meaning refer to general ideas about the world and these are comprised of
experimental meanings which are portrayal of experience in the world and logical meaning
which is reference to the construction of logical relations in the world. He refers to the
interpersonal meaning as the enactment of social relations and finally textual meaning which
he refers to as the organization of the meanings as coherent texts and units. However,
according to Malinowski (1923) the ideational metafunction relates to the context of culture,
the interpersonal metafuction relates to the context of situation and the textual function
relates to verbal context. Thabela (2011) argues that the three metafunctions are said to only
operate the communicative context regardless of the language or any semiotic elements
which are used. In view of the discussion above, one may conclude that the basis of SFL

theory deeply lies in the text composition and what the context is.

According to Martin and Rose (2003:255), “multimodality entails going beyond linguistics
into social semiotics and taking into accounts as many modalities of communication as we
can systematically describe”. Mwanza (2016) surmises that multimodality provides teachers
an opportunity to vary the teaching and learning materials to make the teaching and learning
experience an interesting and motivating one. Hence, Multimodality explains how
multimodal texts can be utilised. Kress, Jewitt, Ogborn and Tsatsarelis (2001:1) argue that “

learning can no longer be treated as a process which depends on language centrally, or even
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dominantly... Learning happens through all modes as a complex activity in which speech or
writing are involved among a number of modes”. Mironko (2013) agrees with this assertion
stating that a multimodal text is a mixture of different modes such as words , images and
written texts that are integrated into a composite form of meaning,

Mambwe (2014) opines that all discourse is multimodal in nature adding that language in use
is always constructed across multiple modes of communication. Consequently, the Text-
based Integrated Approach which puts the text at the centre of learning, utilises different
forms of text to express meaning. The implication here is that teachers of English in
Luanshya should be able to source and find suitable texts to aid learners comprehension and
construction of particular texts. Kress and Van Leeuwen (2006) postulate that the primary
assumption of multimodality is that meanings are made, distributed, received, interpreted
and remade through various representational and communicational modes. Multimodality
hence is regarded significant in Text-based Integrated Approach as it aids to analyse various
teaching resources that the teacher can use to transfer knowledge to the learners as well as
different learning materials learners can be exposed to rather than depending only on one

mode of teaching.

Mwanza (2016) advises teachers to plan properly by using a a variety of semiotic resources in
the lesson so that effective teaching and learning can take place. Lyons (2016) asserts that for
a particular resource to be a mode, the society in which it is utilised must recognise it as a
mode and share a cultural sense of how this resource can be organised to constuct and convey
meaning. This corresponds to Eggins (1994:30) argument that “in order to understand how
people use language, we need to consider both the context of the situation and the context of
culture. This means that teachers must use suitable texts depending on the culture and context
the learning environment is. If a teacher uses a text which is outside the learning context, then

the learners will find it hard to comprehend the meaning.

Multimodality is crucial in Text-based Integrated Approach as it informs teachers to use a
variety of teaching materials, teaching aids and language forms to communicate meaning
effectively. Learners also learn well when they are exposed to a variety of resources and
therefore multimodality is crucial to the successful implementation of the Text-based
Integrated Approach. It will be used to analyse the multimodal nature or lack of it in the texts

and materials used by teachers.
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3.3.4. Critical Discourse Analysis

The theory of Critical Discourse Analyis is owed to the contribution of scholars such as Van
Dijk (1977), Fairclough (1995,2001) and Woodak and Meyer (2001) who shared a critical
understanding of what critical social linguistics espouse especially their emphasis on the
social aspect of discourse. CDA as a critical linguistics approach emerged as a reaction
against such programmes such as Chomsky’s structural linguistics which itself came as part
of a revolutionary development at the onset of the post second world war. Ezema (2013)
surmises that CDA studies discourse and the role it pays in society and the ways of society
with particular reference to how social issues are expressed, represented, legitimated, or

reproduced in talk and text.

CDA seeks not to merely describe language but also to offer critical linguistic resources to
those wishing to resist various forms of power (Fairclough, 1995, 2001; Van Dijk,
1977,1993, 2001). CDA has developed out of the contemporary ‘linguistics turn’ in social
theory which has resulted in language being assigned a more central role within the social
phenomenon. According to Van Dijk (1993), CDA is a field is concerned with studying and
analyzing written and spoken texts to reveal the discursive sources of power, dominance,
inequality and bias. It critically examines how these discursive sources are maintained and

reproduced within specific social, political and historical contexts.

Mwanza (2016) argues that Critical Discourse Analysis is used in the classroom situation to
analyse the learner-teacher relations and the influence the government has with regard to
what happens in the classroom and how it is reflected in text. This could be related to what
kind of materials in terms of teaching and learning learners are exposed to in the learning and
teaching environment. Government has an important role to play in education of ensuring the
right kind of teaching and learning materials are made available in schools. Teachers on the
other hand, are expected to carry out government policies which includes utilising resources
that the government provides without question. Critical Discourse Analysis according to Van
Dijk (1998a) is a field that is concerned with studying and analyzing written and spoken texts
to reveal the discursive sources of power, dominance, inequality and bias. CDA is therefore

used to analyse classroom practice during lessons.

Fairclough and Wodak (1997) state that language as used in speech and writing is a form of
social practice. CDA hence investigates discourse in terms of its relationship to power,

ideology and hierachy. Classroom interactions are categorised under power relations which
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can either be opaque or transparent (Mwanza, 2016). While teachers are given tasks to choose
appropriate texts for their learners, it is government who has dominance over what should be
taught to learners. Government does this through the policies they put in to control the
education sector such as the syllabus. In the case of this study, CDA will be used to analyse
teachers’ autonomy in selecting texts and methods as well as the power relations in the
classroom between teachers and pupils through collaborative learning or the absence of it.
The place of government in influencing practice or being ignored by teachers will be also be
analysed using CDA. The syllabus which is a government official document will be analysed

using CDA to evaluate how government controls what happens in the classroom.

In other words, Critical Discourse analysis in this study was used to analyse power relations
which are observable between the teacher and the learners and also those power relations that
are visibly clear as in ideologies. The syllabus is a critical component of teaching and
learning and therefore teachers are anticipated to strictly adhere to it with regard to work that
they prepare for learners.Wodak (2002:10) observes that “texts are often sites of struggle in
that they show traces of differing discourses and ideologies all contending and struggling for
dominance”. It is therefore significant for teachers to ensure that texts that are carefully
chosen for learners so as not to create conflicts between what is taught in class and what the
government policies state. According to Banda and Mohammed (2008), CDA views language
as socially constituted practice where text whether written or spoken is considered as
discourse which is produced by speakers who are socially situated. The aspect of context in

texts is cardinal in critical discourse analysis.
3.3.5 Summary

The chapter looked at the conceptual and theoretical frameworks. The conceptual framework
explained various concepts which helped to frame the study. Various theories such as
constructivism, critical discourse analysis, multimodality have been explained at length to
show how they contribute to the understanding and application of the Text-based Integrated

Approach.
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CHAPTER FOUR
Methodology
4.1 Overview

This chapter presents the methodology used in the study. It presents the methodology in
the following themes: research design, study population, sample size, sampling techniques,
research instruments, validity and reliability of research instruments, data collection

procedure , data analysis and ethical considerations.
4.2 Research Design

A mixed research method was used in which both the qualitative and quantitative methods
were used. Specifically, the congruent parallel mixed method was employed where the
qualitative and quantitative data were merged to provide a comprehensive analysis of the
research problem. Qualitative design was the major design which involved the use of
interviews, observations, document analysis. The quantitative design involved the use of
questionnaires to come up with frequencies and percentages in order to measure certain
aspects of the research. Creswell (2003) argues that triangualtion through mixed method
provides a rich understanding of the topic under study. Devos, Schurink and Strydom (1998)
posit that the qualitative method deals with data that are primarily verbal while the
quantitative deals with data that are numerical. The combination of research methods

provides parameters for a systematic and valid design.
4.3 Study Population

In this research, the study population comprised all teachers of English Language at senior
secondary school level and Heads of Department of Languages and all Grade eleven pupils at

all government secondary schools in Luanshya District of Copperbelt Province, Zambia.
4.4 Sample Size

A sample is the group of cases (individuals) selected from all possible respondents in a
population from which the study is conducted. A sample is any target group of individuals
that has common characteristics that are of interest to the researcher ( Tuckman,1994). Nine
secondary schools were sampled for the study. The total number of respondents was 54. Five
teachers were sampled from each of the nine schools amounting to 45 grade 11 teachers of

English participating in the study. In addition, one head of department for English was
53



sampled from each of the sampled schools.This means that nine HODs participated bringing
the total number of respondents to 54. The teachers were chosen on their availability and the
teaching of English. HODs were chosen to get deeper understanding of what the teachers
were teaching in practice and how they related to theory.This is because HODs were directly
responsible for the daily activities of the teacher. Five teachers from each school were

selected to ensure an equal representation among sampled schools.
4.5 Sampling Techniques

The study employed two types of sampling techniques: Probabilty sampling and non-
probability sampling. Simple random sampling was used for the former to select the
participating schools and purposive sampling for the latter to choose the participants. In
simple random sampling, all the schools were labelled and put together. At intervals, a school
was picked until the schools totalled nine.This was done to have fair representation of the
total population.

In, non-probability sampling, purposive sampling is one that was selected based on the
knowledge of a population and the purpose of the study. Maree (2007) asserts that in
purposive sampling, individuals are selected because of some defining charactristics that
makes them holders of specific data needed for the study. In purposive sampling, individuals

or groups of people are picked on the basis of their relevance to the problem under study.

The participants in this study were selected from a target population of teachers who
represent a group of “individuals with some common defining characteristics that the
researcher can identify and study” (Creswell, 2012:42). Purposive non-probability sampling
was used because the participants were primarily implementers of the Text-based Integrated
Approach and Grade 11 was selected because it was considered stable in terms of learning

and teaching in relation to other grades.
4.6 Research Instruments

The research instruments for this study were the questionnaire, semi-structured interview

guide and lesson observation guide. The semi-structured interview guide enabled teachers to

answer questions relating to their knowledge and understanding of the implementation of the

Text-based Integrated Approach and open ended questions gave an opportunity to

respondents to express their own views. The interviews also enabled the researcher to

understand what methods teachers were using in their classes as well as what methods their
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lecturers at colleges and universities recommended to use in the teaching of English language
in senior secondary schools. The interview further revealed the challenges teachers were

facing regarding the implementation of the Text-based Integrated Approach.

The questionnaire allowed respondents to answer questions based on their comprehension
and knowledge of the Text-based Integrated Approach, syllabus recommendation and
challenges if any regarding the use of the Text-based Integrated Approach. The Lesson
observation guide enabled the researcher to observe what activities teachers and pupils were
involved in during the teaching and learning process, the quality of the text that was used ,
whether or not the Text-based Integrated Approach was used in lessons, the competence of
the teacher in using the TBIA. In short, the lesson observation guide enabled the researcher to
observe the methodology, type of text, learner engagement and the ability of the teacher to
use the Text-based Integrated Approach during lesson presentations. Robinson (2002) opines
that what people say may actually differ in reality. The classroom observation guide was
designed to identify the methods employed in the teaching of writing, reading, speaking,
listening, oral communication and to look for evidence of a Text-based Integrated Approach
during ESL lessons.The document analysis guide allowed the researcher to examine the
lesson plans of teachers to determine what quality and type of text was used, whether tasks
prepared were text based and in line with the syllabus recommendation. Most importantly,
lesson plans were examined to evaluate whether work done in classes allowed learners to

manipulate texts as required by the syllabus guidelines.
4.7 Validity and Reliability of Research Instruments

The instruments in this study were initially tested to ten teachers at a nearby school.
Interviews were conducted and questionnaires were administered to the ten teachers. After
the questionnaires were answered and the interviews were conducted, | reflected on the
questions some of which were unclear and ambigous. This made me to edit the instruments

and made some improvements.
4.8 Validity and Reliability of Data

Reliability refers to the degree to which similar results would be arrived at by other
researchers if they used the same pocedures (Gall., et al.,2007). Validity on the other hand
refers to the extent to which the data that has been gathered, measure that which they purport

to measure. This study adopted the triangulation approach so as to make the study reliable
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and valid. In other words, the study used a multiple methods of data collection; Semi-
structured interviews, lesson observation, document analysis and questionnaire.This led areas
that were overlooked by one method to be strengthened and checked by the other. Creswell
(2009) contends that the use of multiple-model technique in data collection averts the

possibility of having invalid and unreliable data.
4.9 Data Collection Procedure

Firstly, the researcher obtained permission from the University of Zambia Ethical Clearance
Committee. Then permission was sought from the DEBS to be allowed access to conduct
research in the schools. In the secondary schools, permission was obtained from the
Headteacher to be allowed to conduct research at the various schools. At the schools,
permission was obtained from both the teacher and the pupils to carry out class observation.
Subsequently, the researcher went into the field to conduct lesson observation, interview
teachers, administer questionnaires and analyse documents. Questionnaires were
administered first before carrying out lesson observation. This was done to deter teachers
from cooking data. After administration of questionnaires, lesson observations were done and
later an appointment was set for the interview. In the interviews, teachers were asked about
the methods that they employed in the teaching of English at senior secondary school level.
Further, questions on their knowledge and understanding of Text-based Integrated Approach
were answered. Notes were taken from the teachers’ responses during the interviews for
further analysis. Devos (2002:298) argues that interviews allow the researcher to enter into
the other person’s perspective to have a wide knowledge of the subject under study. Data
collection ended with getting lesson plans to complement the lesson observation. The purpose
of the lesson observations was to “afford the researcher the opportunity to gather ‘live’ data
from live situations” (Cohen et al.,2004: 305). It is more helpful and reliable to hear what

people say directly than indirectly.
4.10 Data Analysis

Denzin (2001) asserts that qualitative data is capable of opening up new worlds to readers
through the description of people and society through the use of rich, concrete and detailed
information. Analysis is the process of breaking up and separating materials into units for
easy identification. In this way, the problem under study is understood and the interpretation
of meanings and instances come out clearly. The qualitative approach was used to analyze

verbal information that was collected from interviews with the teachers, heads of department
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and from observations. | read through the data, organised and sorted it into themes.The data
was grouped into common themes guided by research objectives and questions and discussed.
In order to obtain authenticity, some direct quotations from respodents’ responses were

included as verbatim.

Quantitative data from the questionnaire was anlysed using SPSS (v 20). First, the variables
were identified and entered. Percentages and frequencies were generated using the descriptive
section of SPSS.

Since the research used a mixed method research design, data were analyzed both
qualitatively and quantitatively, then merged in the interpretation phase. Descriptive statistics

such as frequencies and percentages were used to analyze data.
4.11 Ethical Considerations

Ethical issues were greatly considered. Firstly, the researcher obtained ethical clearance from
the University of Zambia through the Directorate of Research and Graduate Studies Ethics
Committee. Then permission was sought from the District Education Board Secretary
Education in Luanshya District to enable the researcher conduct research in the selected
schools. Heads of selected schools were equally approached for permission to be allowed to
conduct research in the selected schools. | further explained to the teachers about the nature
of the study and got informed consent. The purpose of the study, data collection method and
the role of participants was explained before | collected data. All the respondents were
informed before | commenced the collection of data. They were informed that they were free
to participate or not in the study. They were also informed of the ability to withdraw
whenever they felt the necessity to do so.Therefore, participation in the study was by

informed consent.
4.12 Summary

The chapter has given an overview of the methodological aspects of the study which were
underpinned by the mixed research paradigm. It also explains the various data collected and
the different tools used to arrive at the findings. This research made use of the questionnare,
interviews, lesson observation and document analysis. The researcher used triangulation in

gathering data in order to strenghthen the findings and prove their trustworthiness.
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CHAPTER FIVE
PRESENTATION OF FINDINGS
5.1 Introduction

This chapter presents the findings of the study. It presents the various data collected during
lesson observations, face to face interviews, the documents collected from participants and
also the questionnaire. The data is presented according to the research objectives. The main
research question was ; How is the Text-based Integrated Approach applied by teachers in
English language teaching at secondary school level? The sub-questions were ;

(i) How do teachers understand the the Text-based Integrated Approach?
(if) How do teachers apply the Text-based Integrated Approach in their teaching?

(iii) How adequately trained were teachers to use the Text-based Integrated Approach in
their teaching?

(iv)What are the teachers’ attitudes towards the Text-based Integrated Approach?

(v) What are the challenges teachers face when using the Text-based Integrated

Approach?
5.2 How do teachers understand the Text-based Integrated Approach?

To answer the first question, data were collected through the questionnaire and face to face
interviews. The responses were varied. This is because some teachers had a good
understanding of the approach; others also had a fair understanding of the approach.
However, there were also a number of teachers who held misconceptions about the approach.
In addition, some teachers were not sure and others bluntly stated they had no idea about the
approach. Therefore, the findings regarding how teachers understood the Text-based
Integrated Approach is presented in different categories from selected teachers. Here are
some responses for those who had a fair understanding of the Text-based Integrated

Approach;

RT2-Text based approach is about teaching a language using the Text book or simply rely on

the information given in the text.

RT5-The approach uses a series of complete texts to teaching language.Instruction is focused

on a selected text.
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RT9-1t involves reading of texts and passages out of which talks are drawn within the context

of the setting used in the text.

RT25- This is an approach where you integrate texts from other subjects in the teaching of
English e.g. a comprehension text which is a geography one.All the four language skills

integrated.

RT39- It involves explicit teaching of the structure of diffeent text types and an instructional

strategy in whicch the teacher introduces the text and its purpose to the learners.

RT44-Text based integrated approach is a method in which a text is used to teach different

components of English language e.g. composition, comprehension, structure and summary.

The verbatims above show the teachers understanding of the Text-based Integrated
Approach. Of all the respondents that participated in the study, the above respondents

represent a good understanding of the approach.

Furthermore, there were also a number of participants who showed a fair understanding of
the Text-based Integrated Approach. The respondents here indicated that the Text-based
Integrated Approach entails the use of a text to teach various components of language such as
grammar, vocabulary, summary and composition. They also emphasised that Text-based
Integrated Approach was the mastering of different text types that occur frequently in
particular contexts. The following verbatims represent the views of participants who had a

fair understanding of the Text-based Integrated Approach:
RT50-This is where one text is used to teach all components of language.

RT54-This is where learners in different contexts have to master the use of text typres

occuring most frequently in specific contexts.

RT53- This is an approach that involves students to write down information or opinions as

well as ideas are related to the material they had read.

RT46-Use of suitable text to teach various components of language such as grammar,

vocabulary, summary and comprehension. It may take a week or more using the same text.

RT33-This is the type of teaching which is centerd on the written texts like books and other

written material. Learners interact with books other than drills from the teacher.
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RT23- This is were you teach the learners using the text in terms of structure, composition,

comprehension among others.

While a number of participants showed a good and fair understanding of the Text-based
Integrated Approach, there were also a number of respondents who held misconceptions
about the Text-based Integrated Approach. They explained that TBIA was when one brings in
new ideas in the learning process. They also stated that TBIA was the use of a variety of
methods to teach the same topic. Further, they explained that TBIA implies teaching based on
the content of the syllabus. The following verbatims illustrate a number of misconceptions

which were held by some participants:

RT15-This is when one brings in new ideas that are not in the text being taught.
RT20-This were you use text books in class during the learning process
RT28-Where the teacher uses a variety of methods to teach the same topic.

RT40-This is an approach based on the content of the syllabus alongside other references

marrying with learners’ responses.

The above responses show the extent to which the participants held misconceptions about the
text based integrated approach.

Moreover, there were also a few participants who were not sure about the TBIA. Their
responses showed that they were doubtful about their understanding of the Text-based
Integrated Approach. The selected verbatims below support this finding:

RT17-1 think it is teaching what is in the text by also referring to real life situations through
different skills like speaking, listening, writing and reading.

RT34-1t is where a text is used in the delivery of a lesson.

RT47- This is an approach where one theme is used to cover various language components

like composition, comprehension, summary and vocabulary and rewrites.
RT30-Its teaching which encompasses listening, speaking and writing skills.
RT16-1t is a situation wereby learners are given literature to discover their own information.

Finally, there were also a few number of respondents who stated bluntly that they did not
understand the Text-based Integrated Approach and therefore had no idea about it. When they
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were asked what they understood by the term Text-based Integrated Approach, their

responses were that did not know. Consider the following:

RT V-it is where you integrate the lesson in a manner that is given in a book.

RT X- I do not know.

RT Y-I really have no idea.

The findings in this section reveal that a number of teachers had a good understanding of the

TBIA. There was also a number of teachers showed fair understanding of the TBIA. Further,

there were also a few participants who were not sure about the approach. In addition, there

were also a few who held misconceptions and those who bluntly stated that they did not have
any idea about the TBIA.

5.2.1 Quantitative findings on the teachers’ understanding of the Text based integrated

approach

The following table quantifies the views of the respondents in response to whether or not they

understood the Text-based Integrated Approach. Table 5.1 below, shows the teachers

responses on the way they understood the approach.

Table 5.1. Teachers understanding of the Text-based Integrated Approach

I fully understand the meaning o

1Frequency [Percent
the Text based integrated

\alid Percent |Cumulative Percent

approach
Agree 29 53.7 53.7 53.7
Strongly agree 18 33.3 33.3 87.0
Valid
Disagree 7 130 130 100.0
Total 54 100.0 100.0

From the Table 5.1, it is clear that 47 participants agreed that they understood the Text-based

Integrated Approach giving a total percentage of 87% and a further 7 participants disagreed

that they understood the TBIA giving 13 % of the total responses.
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5.3 Teachers application of the Text-based Integrated Approach in their classrooms

According to the curriculum recommendation, all teachers of English language at senior
secondary school level are required to apply the TBIA in their teaching. This means the
teachers were expected to ensure learners explore, manipulate and create texts. The findings
on the teachers’ application of the TBIA were obtained from the classroom observation and
the quantitative questionnaire. The first part presents data from the classroom observation and

the second part presents the quantitative data.
5.3.1 Classroom observation on Teachers’ classroom application of TBIA

During lesson observation, the whole lesson from the beginning to the end was assessed to
determine whether a particular text was being used for at least two weeks to verify whether
teachers were employing the TBIA. However, in the lessons that were earmarked for
observation, some teachers were adamant in being observed. This was despite being told that
the observations were purely for academic purposes. One of the teachers even told his pupils
to behave themselves as the person in attendance was a mere teacher and not his lecturer.
Many of the observed teachers having answered the questionnaire prior to being observed
figured that the TBIA entailed the use of traditional text books in class as illustrated in their
responses to the understanding of the TBIA. Therefore, a good number of teachers had to use
the text books in their lessons as they were very sure that was what the Text-based Integrated

Approach entailed.

Nine lessons were observed. This was done to ensure what the syllabus recommends is
strictly being followed by all teachers of English language at senior secondary school level.
Babble and Mouton (2001:294) surmise that during a classroom observation, a researcher
must make comprehensive notes of what happens in the classroom by paying attention to the
most vital aspects that are related to the study. Therefore, 1 made observations and also
listened and took notes using the lesson observation guide that was designed for lesson
observation. Due to numerous observations that | made, | chose four lessons in different
aspects of English language learning that deemed fit to explain what went on in my
classroom observations. The aspects observed were structure, comprehension, composition

and summary.
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SCHOOL A
Lesson observation on Grammar (Structure)

The school was one of the recently upgraded primary schools. The first Grade 12 cohort was
in the year (2016). There were thirty-nine pupils in class. The sitting arrangement was that
girls were made to sit with boys and vice versa. However, due to the number imbalance, same
sex sitting arrangement was possible. The teacher was in her late twenties. She had only
served as a teacher for a year. Her qualification was a Bachelor of Arts degree from Nkrumah
University. The lesson was about the Condition. Specifically, it was about the impossible

condition. The lesson progressed in the following way;

Step 1- The teacher introduced the lesson by writing a few sentences on the board;
John would have married Mary if he had asked her.
If John had asked Mary, she would have married him.

Then she explained that the sentences showed that it was impossible for the condition to be
fulfilled because the possibility had already passed. The pupils at this point merely listened

and paid attention.

Step 2- The teacher then gave more examples on the impossible condition. She explained that
the time was past and the situation was contrary to the reality. She gave the rule explanation

that: The facts were opposite of the reality.

Step3- During this stage, the teacher asked the learners to construct sentences orally. Pupils
were asked to stand and only allowed to sit if they correctly constructed a sentence in the
impossible condition. She further reminded them that the if-clause can either be at the
beginning of a sentence or at the end. Pupils then tried to construct sentences in the
impossible condition. Some of them gave correct answers, while others struggled to construct
correct sentences as they failed to observe the tense sequence. After a number of trials for
those who could not get the correct answer at first, she asked everyone to sit down. This was

after, she was satisfied that the learners were able to understand what they needed to do.
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Step 4-At this stage, she gave two more examples to show the correct punctuation when a

sentence begins with the if-clause and when it starts with the main clause as shown below:

If he had asked her, she would have helped him.
She would have helped him if he had asked her.

Then the pupils were given an exercise to construct six sentences in the impossible condition.

After giving the exercise, she went round marking the pupils’ work.
Conclusion: She concluded by summarising the key points of the lesson.

The lesson had no learning materials for the learners however the teacher had a book she was
referring to for examples and exercises. After the lesson, an appointment was set for the face

to face interview to corroborate what was observed.
SCHOOL B
Lesson Observation 2 (Summary)

The school is located in the central part of town. It is one of those schools that were upgraded
in 2004 when there were few secondary schools in the district. The teacher was forty-six
years old and has been teaching for twenty-two years. Her educational qualification was
Bachelor of Arts degree with education from University of Zambia.

This lesson was on writing a summary as required in Grade 12. There were fifty-one pupils in

class. The lesson duration was 80 minutes (double period).

Introduction: The teacher asked pupils to characterise an ideal policeman/woman. Many
answers were given and the teacher was systematic in her approach. She was capturing

answers in a step by step manner and writing on the board.

Step 1-She asked the pupils to come up with a title or subject with reference to the answers

they gave.

Step 2- She distributed a copy of the summary question and asked the learners to read the
passage. After finishing reading the passage, learners were asked to read the question. After
reading the question, learners were asked to pick points that answered the first question ‘the

Ideal Policeman’.
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Step 3-Teacher discussed the answers with the learners and explained where necessary why

some answers could not be adopted. The learners were taking note of the teacher’s responses.

Step 4-Teacher gave all the points required for the summary. She told the learners that the
points captured and adopted could be used to write a prose summary with consideration of
the prescribed number of words. She also gave learners tips on the use of a pencil to

underline key points during the final examination.
Step 5- The teacher now gave the learners’ time to write the summary individually.

The text that was used was from a final examination paper. The text was strictly used for the

summary and not any other aspect of language learning.
SCHOOL C
Lesson 3 on Comprehension

The school is located within the municipality. It was upgraded to secondary school status in
2012. The numbers in classes were fair. In each class, the average number was 40. The
teacher was in her early thirties and held a Bachelor of education degree qualification from

the University of Zambia. She had only a year of teaching experience.

This lesson was a double lesson with a duration of 80 minutes. The lesson commenced with
the teacher asking learners about the previous topic. The learners were asked about ways of
probing for information. The pupils gave various answers with reference to journalists and

job interviews.

Step 1-The teacher then divided the class into groups of four and gave each group an activity
to discuss and provide feedback after the end of the discussion.

Step 2- Learners through their representatives presented their answers to the class one after
another. After presentations, the teacher gave possible answers about the kind of people who
may be interviewed. Answers that were given included those seeking employment, those
wanting to pursue a course of study and famous people e.g. politicians and eye witnesses at

an accident scene.

Step 3- At this stage, the teacher asked the learners to read selected paragraphs aloud. Only
those with reading skills were selected. Those who were unable to read fluently were stopped

abruptly.
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Step 4- After reading aloud the selected paragraphs, the pupils were asked to identify at least
two difficult words from the passage and to discuss their respective meanings. Pupils were
able to identify some words while those that proved difficult for learners, the teacher was able
to explain their denotational meanings.

Step 5- Activity-The teacher asked the learners to read the passage silently for the second
time and to answer the questions that followed.

Conclusion-The teacher marked the books and provided correct answers after evaluating the

learners’ performance.
SCHOOL D
Lesson 4 Composition (Speech writing)

The school is located in what used to be called a mine area. However, the closure of the
mines opened doors for non-miners to fill the empty houses left by the emigrant miners. The
school was upgraded in 2004 to secondary school status. The teacher was in her middle
forties and had a teaching experience of twenty —five years. Her academic qualification was a

Bachelor of Arts with education degree from the University of Zambia.

This lesson comprised 37 pupils, 20 girls and 17 boys. The duration for the lesson was 80

minutes.

Introduction-Step 1- The teacher asked the learners to define the word speech. The pupils
gave a number of responses which at every stage the teacher corrected accordingly. The final

correct answer which was accepted was: It is a formal address to the audience or gathering.

Step 2- The teacher gave various types of speech such as Introductory, key note and Vote of
thanks.

Step3- Nature of speech. The teacher explained how the speech should be as: it has to be
formal, it has to be planned always and that a speech has to be clear and straight forward.

Step 4- Here, the teacher explained the layout of the speech. The learners paid attention as the

teacher gave the speech layout as title, introduction, main body, and conclusion.

Step 5- Discussion-At this stage the teacher divided the class into groups. The groups were

given points from which to prepare a speech and present to the groups.
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Step 6-The learners presented their findings and the teacher evaluated their answers with the
participation of learners. Then individually learners were asked to write a speech. The

materials for the lesson were improvised. There was no particular reference to any sources.

During the classroom observations, | took notes to take note of what the teacher and the
learners were doing. What was observed in the class was complemented by the interviews.
From the observations, the teacher who used a text in her teaching was teacher from School B

on summary.
5.3.2 Quantitative findings on application of the Text-based Integrated Approach.

The findings from the quantitative data were obtained using the descriptive statistics
component of the Statistical Package for Social Sciences (SPSS) to generate frequencies and
percentages. Table 5.2 below shows the quantitative findings on the teachers’ application of
TBIA.

Table 5.2. Teacher application of the Text based integrated approach

I fully know how to apply the Text | Frequency Percent Valid Cumulative
based integrated approach Percent Percent
Valid Agree 31 57.4 57.4 57.4
Strongly 14 25.9 25.9 83.3
agree
Disagree 8 14.8 14.8 98.1
Strongly 1 1.9 1.9 100.0
disagree
Total 54 100.0 100.0

From Table 5.2, out of the 54 respondents, 31 of them agreed to fully know how to apply the
Text based integrated approach making 57.4% of the total, 14 respondents strongly agreed to
fully know how to apply the Text-based Integrated Approach making 25.9% of the total, 8
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respondents disagreed making 14.8% of the total while 1 respondent disagreed making 1.9%
of the total. The higher percentage of the number of participants agreeing to fully apply the
Text-based Integrated Approach means a fair number of teachers are implementing the

curriculum stipulation.

5.3.3 Findings from face to face interviews on the teacher classroom application of the
Text based Integrated Approach

The face to face interviews were conducted immediately after the lesson observation.
Respondents were given chance to agree to be interviewed at their own convenience. Some
respondents were interviewed immediately after the lesson. Others were interviewed when
they were free. They explained that in most of their lessons, they used child centred methods
which they indicated were helpful to learners. Others stated that they used question and
answer; group discussion, debate and teacher exposition. In addition, some respondents
explained that they used a combination of approaches i.e. TBIA and CLT depending on the

lesson. Some of their responses were:

RT A: I use child centred methods. It is helpful to learners.
RT E: | use group work, discussion and debate.

RT G: 1 use CLT and TBIA. Sometimes | use both.

The above responses reveal that most teacher responses regarding the methods that they
employed in the teaching of English were group discussion, question and answer, exposition
and debate. Of all those interviewed, only one stated that she employed both TBIA and CLT.

5.4 Are teachers adequately prepared to use the Text-based Integrated Approach?

The third objective was on whether teachers were adequately prepared to teach English using
Text-based Integrated Approach. To answer this question, data was generated through face to
face interviews, document analysis and the quantitative questionnaire. The first part presents
findings from the questionnaire; the second part presents findings from face to face

interviews and the last part concludes with findings from the document analysis.
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5.4.1 Findings of teacher preparedness to use the Text-based Integrated Approach from

the questionnaire

The teachers were asked to tick the option which corresponded to the view whether they were
adequately prepared in using the Text-based Integrated Approach. The Table 5.3 below
illustrates the quantitative results of the Adequate preparedness of teachers to use the TBIA.

Table 5.3 Adequate preparedness of teachers to use the Text-based

Integrated Approach
I was adequately | Frequency | Percent |Valid Cumulative
trained to teach using Percent Percent

the Text based

integrated approach

Agree 24 44.4 44.4 44.4
Strongly agree |18 33.3 33.3 77.8

| Disagree 11 20.4 20.4 98.1

Valid

Strongl
_ A 1 1.9 1.9 100.0
disagree
Total 54 100.0 100.0

From Table 5.3, 24 out of the 54 participants agreed that they were adequately trained giving
a 44.4% of the total; 18 strongly agreed that they were adequately trained giving a 3.3% of
the total; 11 participants disagreed that they were adequately trained making 20.4% and
finally 1 participant strongly disagreed that they were adequately prepared to employ the
Text-based Integrated Approach making 1.9% of the total.

5.4.2 Findings from face to face interviews on the adequate training of teachers in using

the Text-based Integrated Approach

The findings from the interviews were categorised according to the views of respondents that
is; those that agreed that they were adequately trained in using the Text-based Integrated
Approach and those that said that they were not adequately trained in using the Text-based

Integrated Approach.
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The respondents who explained that were adequately prepared attributed their well-
preparedness to the tutorials they attended at college. Other respondent stated that while at
college they were exposed to different materials. This made them to be well equipped to

teach the learners. Some of their responses were:

RT 8- We were adequately trained how to apply the approaches in tutorials and showed how

to use them. .

RT 23- Yes, in the sense that we were exposed to a lot of books. Even if some of the books we

needed were not available.
RT 3- We are equipped to teach and get perfected on the way.

The responses above show that a number of teachers agreed in totality that they were
adequately trained. They explained that they were adequately trained because most of the
theoretical content is covered but added that some books being introduced in schools do not
favour the use of the Text-based Integrated Approach. The final respondent on those who
affirmed that they were adequately trained explained that learning English at university is
premised on prior knowledge. This means that university education especially in English is
good for those who have been to college before emphasising that one cannot learn everything
at university because of the nature of the learning universities offer. This is supported by the

following claim:

RT 34- University education is good for those who have been to college before. It helps you

to adapt to what is taught.
RT 4- You cannot learn everything at university. Some of the things you learn as you teach.

Further, there were also some respondents who disagreed that they were adequately prepared
to teach using the Text-based Integrated Approach. One of the respondents stated
emphatically that lecturers at colleges and universities do not help the teachers in the
successful implementation of the TBIA. She added that what helps the teachers is going to
seminars and attending Continuous Professional Development meetings. Another one opined
that most of the theoretical content learnt at college is basically for knowledge as a teacher

since it cannot be used in a classroom situation. This is supported by the following responses:

RT 21- Lecturers did not prepare us well. The approach was merely mentioned. No

elaboration was done.
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RT 49- What we learn at university and college is content knowledge not pedagogical

knowledge. What helps is attending seminars and workshops.

Furthermore, another respondent cited the period of student’s teaching practice as one of the
reasons teachers are inadequately prepared. The six weeks of teaching practice given to
students is inadequate and added that it made a student teacher look like a spectator. Another
respondent added that theories learnt at higher learning institutions were unclear and that it
was through discussions with other students that their minds were opened. They further
argued that teaching practice helps the teacher to understand what is taught by lecturers. The
respondents further noted that there were no practicals at college or university where students
are taught how to teach using the Text-based Integrated Approach. They added that peer
teaching was also done hastily. They attributed this to lack of guidance from the lecturers at
learning institutions. They pointed out that as teachers they need guidance because certain
concepts such as TBIA are merely mentioned and most students are not aware of what should
really take place and how it should be done practically. The following responses reveal what
the participants stated;

RT24-Most of the things we learnt are for knowledge. They are not meant for school
children. Lecturers do not prepare us well.

RT18-What is done in college is different from what is practised. In schools, you come to a
level where you have to understand that you are dealing with school pupils and not college
students.

RT20-The lecturers taught us on the approaches. However, it was not adequate and clear

until we learnt in groups during our own discussions and did practical in teaching practice.
RT15-Six weeks is not enough for practical teaching. It makes you look as a spectator.

The above responses show the various responses the teachers gave with regard to not being
adequately trained. However, most of them were unable to give one word answers. Some of
the teachers cited teaching practice period being short as one of the reasons they were not
adequately trained. Others attributed their inadequacy training to unclear explanations from
lecturers during teaching until they went into the field to teach was when they began to
understand. Others still stated that what college education offers is merely for knowledge and

added that teachers have to be proactive for effective teaching to take place.
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There were other factors that the teachers brought which they felt led to being inadequately
prepared in using the Text-based Integrated Approach. Firstly, one participant pointed out
that at college, they emphasised the Communicative approach and not the Text-based
Integrated Approach but added that teaching practice helps the teachers to learn something
they can apply once they start full time teaching not what is learnt at college. He added that
some methods such as direct method taught at college cannot be used in schools. One
respondent argued that at college there was no much emphasis which was laid on which
approach to use yet a teacher is expected to be proactive to get work done. Furthermore,
another respondent stated that teaching at higher learning institutions was done hastily and

emphasised that more exposure must be given to teachers to know what should be done.

Further, some respondents admitted that methodology is emphasised much at diploma level
than at degree. They added that most times they are spoon-fed because lecturers want to
finish their syllabus. Another point which was raised was that learning at a tertiary institution
is done exhaustively but teachers learn practically. They also noted that teachers are equipped
to teach but they get perfected on the way. Other respondents observed that since learning at
college is more theoretical because materials are not available, it also depended on the
individual lecturers as some lecturers do it well while others do not. Some of the responses

obtained from the participants were as shown below;
RT26-We are not prepared 100%. Some of the teaching methods we meet them in the field.

RT28-Lecturers prepare us 50%.Methodology is emphasised at college level than at

university level.
RT32-They emphasised on communicative approach.

RT 12-The English language we learn is more advanced than what we teach. They teach

what we cannot use in classroom situation.
RT 34- They want to teach us everything. Most times we are spoon-fed.

The above responses show that a number of respondents neither agreed nor disagreed that
they were adequately trained in employing the Text-based Integrated Approach. They stated
that what is learnt at college is quite different from what happens in the classroom. Others

plainly stated that more emphasis at college is laid on the use of communicative approach and
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this makes a lot of teachers to lose out with regard to the use of the Text-based Integrated

Approach.
5.5 What are the teachers’ attitudes towards the Text-based Integrated Approach?

The fourth objective was to establish teachers’ attitudes towards TBIA. The answer to the
attitudes the teachers have towards the Text-based Integrated Approach was answered
through the questionnaire and face to face interviews. Quantitative data will be presented first

followed by qualitative data.

5.5.1 Data from the questionnaire on the Teachers’ attitudes towards the Text-based
Integrated Approach

In order to know the attitudes the teachers had towards the Text-based Integrated Approach,
the respondents were asked to agree strongly; agree, disagree or to disagree strongly whether
the Text-based Integrated Approach was a good and suitable approach to use. The following
Table 5.4 shows the respondents responses with regard to whether TBIA was a good and

suitable approach to use in a classroom situation.

Table 5.4 The Text-based Integrated Approach is a good and suitable approach to use

The Text-based Integrated Approach is a good | Frequency | Percent |Valid Cumulative

. . . . Percent | Percent
and suitable approach to use in teaching English

Agree 31 57.4 57.4 57.4

strongly agree 15 27.8 27.8 85.2
Valid

disagree 8 14.8 14.8 100.0

Total 54 100.0 100.0

From the Table 5.4, 85.2% of the participants agreed that the Text-based Integrated Approach
was a good and suitable approach to use. Even so there was a 14.8% who disagreed that Text-

based Integrated Approach was a good and suitable approach to use.
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Furthermore, the participants were asked whether, TBIA was easy to use. The Table 5.5
below reveals the respondents’ views on whether the TBIA was easy to use.

Table 5.5 The Text based integrated approach is easy to use.

The Text-based Integrated]Frequency|Percent |Valid Cumulative

approach is easy to use Percent Percent
Agree 27 oo  [50.0 150.0
Strongly agree 15 27.8 27.8 77.8

\Valid [Disagree 10 185 185 96.3
Strongly disagree 2 3.7 3.7 100.0
Total 54 1000  J100.0

The Table 5.5 reveals that 77.8% of the respondents agreed that the Text-based Integrated Approach is
easy to use. However, 22.2% disagreed that the Text-based Integrated Approach is easy to use.
5.5.2 Findings of teachers’ attitudes towards Text-based Integrated Approach from face

to face interviews

The findings from face to face interviews corresponded to the questionnaire data. The
findings revealed that some respondents held positive attitudes and others held negative
attitudes towards the Text-based Integrated Approach. In addition, there were some

respondents who were neutral i.e. they indicated neither positive nor negative attitudes.

Many participants showed positive attitudes towards the Text-based Integrated Approach in
face to face interviews. A number of reasons were given for this. Firstly, some participants
expressed that it is a good approach as all aspects of formal life revolves around texts. They
added that Text-based Integrated Approach broadens the mind of pupils hence it must be
encouraged. They further stated that TBIA broadens the minds of learners through
vocabulary, summarising and transforming sentences. The verbatim below support the claims

above:

RT2-1t is okay. It helps to link different components in a single lesson. It makes learning to

the pupil holistic.
RT7-It is good because texts used in school are in their daily lives.

RT8-It is practical. Learners improve reading and writing.
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Secondly, a number of participants viewed TBIA as an approach which encourages positive
learner participation and enabled the learners to achieve the desired levels of competence in
English. They further argued that in Text-based Integrated Approach, learners are provided
with suitable and adequate material for development of language skills. Consistence in
delivering lessons was said to be one of the attributes that Text-based Integrated Approach
has. Some reiterated that TBIA helps the learners to interact with each other and that TBIA is
an opener to other subjects. This means Text-based Integrated Approach helps leaners
understand other subjects better as a result of the interaction and exposure to different texts.

RT 46- It is a good approach. It is effective because all aspects of formal life revolves around
texts.

RT 26-1t is a good approach. It helps a teacher include all the four language skills in a single

lesson. It is helpful as it helps learners who do not know how to read.

It was stated that the TBIA helped to link different components in a single lesson making the

lesson holistic. They also added that TBIA was practical and helpful as it catered for all
learners. Further, TBIA was regarded helpful as it allows interactive learning. This meant
TBIA allowed learners to interact with each other since it encouraged all learners to
participate. They also stated that texts used in schools are related to pupils’ daily lives thereby
improving their reading and writing skills. They further added that through Text-based
Integrated Approach, learners do not only learn language but also other subjects. The
following responses support this claim:

RT 34- Pupils may not only learn English language but also other subjects.
RT 19- It helps learners to participate actively.

Further, participants noted that Text-based Integrated Approach is easy for pupils to find
answers from the passage since seeing is believing. Participants also revealed that TBIA aids
learners in reading through texts. Several participants’ positive responses were attributed to
the teaching of summary and comprehension. They added that through the exposure to texts,

it improved many of the learners’ language skills as the following responses illustrate:
RT1- It made me what | am. Knowing all the vocabulary was from texts. It is quite effective.
RT-4 It helps the learner to help himself/herself not to forget because seeing is believing.

RT10- It is effective when you are teaching summary and comprehension.
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There were also some respondents who showed positive attitudes with some reservations.
They stated that the interest of children came first in the school so Text-based Integrated
Approach must strictly be used. They added that to the teacher, it is easier but to learners, it
helps them acquire skills. They gave an example of a cloze where learners are able to answer
with ease if they had been exposed to TBIA. However, some participants showed some doubt
when they stated that Text-based Integrated Approach is only good in classes where there is a
high level of literacy but posited that it cannot work in classes where literacy levels are very
low. They stated that Text-based Integrated Approach is a good teaching approach if teachers
of different subjects are equipped with the knowledge and how to conduct lessons using the
approach. Others held the view that a number of approaches must be introduced in the
syllabus and if the syllabus is strictly followed effective teaching and learning can take place.
They further stated that the syllabus should be designed in such a way that it incorporates a
number of approaches rather than just the two prescribed. Others still argued that vocabulary
should be separated from the Comprehension lesson so that learners have more time for

learning vocabulary. The following verbatim support this claim:

RT 14-It depends on the class you are teaching. It cannot work in classes where learners

cannot read.

RT 31-We have to follow the syllabus recommendation. The interest of children comes first.
RT 13- It helps learners answer cloze tests easily.

RT 10-1t is easy for the teacher but it helps the learners in learning effectively.

Some respondents opined that all teachers must be re-trained in the execution of Text-based
Integrated Approach so that they know how to go about it. Even so, others stated that TBIA is
only good for gifted learners while slow learners need to learn how to read and write for them
to understand the Text-based Integrated Approach. The following verbatim supports this

claim:

RT 17-Teachers must be re-trained in the teaching methods. We have forgotten what the

syllabus recommends.
RT 41-TBIA works well with fast learners. Slow learners cannot cope.

Furthermore, some respondents expressed their views that Text-based Integrated Approach is

good if teachers correctly and properly used it when delivering a lesson. Early literacy should
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be encouraged at an early level so that teachers find it easy to teach using TBIA was one of

the views some respondents expressed.
RT 50-1t can work if learners are able to read and write at elementary stage.
RT 23- It can be efficient if it is correctly and properly applied.

Some participants argued that there is need for teachers to be trained through continuous
professional development meetings so that they get the knowledge and technical know-how
of going about the Text-based Integrated Approach. They bemoaned the quality of learners
which made it difficult for the successful implementation of the Text-based Integrated
Approach. Further, a number of participants expressed that where materials are adequate,
Text-based Integrated Approach is workable only if the teachers adhere to the syllabus
stipulation. More participants affirmed that it can work well but were quick to note that it
cannot succeed where there is lack of materials. They noted that having adequate materials
leads to more learners participating in the classroom activities. There were also some
participants who postulated that Text-based Integrated Approach can be effective if the

teacher plans well. Some of the responses below support those claims:
RT 7- TBIA is very effective if you have materials. Everyone participates.

RT 20-TBIA is good provided there are enough materials. Teachers need to adhere to the

syllabus.
RT 11-TBIA can be effective if the teacher plans well.

The above responses show that there were a good number of teachers who had positive
attitudes towards the Text-based Integrated Approach but had some reservations towards it.
Some of the reservations illustrated above are that it is only good for learners who are literate,
it is effective if materials are available that is for both learning and teaching , it can only be
used in certain contexts and that it can only apply in good classes. Good classes here refers to

gifted learners.

While the majority of the participants held the Text-based Integrated Approach in high
esteem, a few did not. They argued that Text-based Integrated Approach was not practical
because it was not connected to the schemes of work. Others stated that it was not effective as
some structures were not covered in the books adding that books like MK (name of
publisher) did not favour the use of Text-based Integrated Approach. Another participant
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postulated that TBIA was not effective as most learners find it difficult to use English. The

following responses below support the above claims:
RT42-1t is not practical because it is not connected to the schemes of work

RT43-It is not effective, some structures are not covered in the book. MK books do no favour
the use of the text based integrated approach.

RT44- 1t is not effective because learners find it difficult to use English.

The above comments illustrate the negative attitudes some teachers showed towards the text
based approach. Their negativity is mainly attributed to the type of books that are used in
schools, inability of learners to use English and that the Text-based Integrated Approach is
not linked to the schemes of work.

5.6 Findings on the challenges teachers face in the implementation of the Text-based Integrated
Approach

The question regarding what challenges teachers faced in the implementation of the text
based integrated approach was answered through face to face interviews. The following are
the findings on the challenges teachers faced in the implementation of the Text-based

Integrated Approach:
5.6.1 Low levels of English Proficiency

The teachers pointed out that the huge number of pupils in classes had low levels of English
proficiency. They pointed out that most of the learners were unable to comprehend texts in
the text books provided at senior level. They argued that most Grade ten pupils fail to
comprehend Grade six work. Further, they postulated that learners were not able to relate
information they read about in the text. As a result of their inability to read and write, most
learners take a lot of time in understanding vocabulary making it impossible for the teacher to
get to the next topic which delays progression of the faster learners. The following responses

prove the above claim:

RT19-Learners who are unable to read and write makes me go back and teach them how to

read before giving them any form of work. This is time consuming.

RT23-Lesson delayed because of lack of communication skills. Most pupils are unable to

communicate in English. They are also unable to write in English.
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RTA47-1t is difficult for those who don’t know how to read. Some pupils may not follow.

The problems teachers faced are common in most government schools. Most learners who
come to secondary schools come with little or no skills in both reading and writing. Low
levels of English proficiency is a challenge to teachers as they are forced to delay progress of

other learners.
5.6.2 Big Class sizes

The other challenge teachers pointed out was the large number of pupils in classes due to
over-enrolment. They stated that large classes makes it difficult for them to conduct group
discussions because it becomes difficult for the teacher to divide classes as numbers still
remain quite big for effective communication to take place. Some of the responses from

teachers were:

RT14-The ratio of pupil to book is a challenge. Pupils are too many, 20 textbooks for 70

learners. Pupils are supposed to have access to books.

RT 18-In government schools, it is a challenge to teach big groups. In private schools, they

control numbers to avoid such challenges.

Big class sizes is a common problem in most government schools. This is because of
government policy promoting education for all. As a result of the millennium development
goals which advocates for universal education for women and children, most government

schools have over-enrolled thereby creating a problem for the teachers.
5.6.3 Learners’ Poor Language background

Another challenge teachers faced in the implementation of the Text-based Integrated
Approach was that learners had poor background in language. They added that most pupils
who have problems in reading and writing are those who were not equipped with the
necessary language skills at elementary stage. Therefore, it becomes difficult for them to

understand English language at senior level. The following remark supports this claim:

RT 21-Teachers have to simplify for learners who cannot read and write. This makes the
teacher to take a lot of time. As a teacher, you take time to make all pupils understand. You

cannot rush to other areas since the pupils must understand.
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RT12-Learners who are unable to read and write makes me to concentrate on teaching them
how to read and write. It is only after they are able to read and write that I can give them any

form of text.

The above response is cardinal in that teachers at elementary levels need to do their best so
that learners learn the basic skills that will enable them to carry out tasks with ease. It
becomes quite impossible to teacher learners difficult texts in English if they do not have a

solid foundation.
5.6.4 Mother tongue Interference

Mother tongue interference was also noted by the teachers as another challenge which
learners grapple with. They added that the use of mother tongue inhibits the learners’ use of
English. They pointed out that most learners lacked the basics of language such as
pronunciation, reading habits that they are supposed to learn at primary school level. The
learners’ use of mother tongue makes learners not to understand certain themes from the
outset. They also stated that language barrier is a factor which makes pupils unable to cope

with texts. As the following responses show;

RT45- Learners use too much local language to know English. Learners cannot research and

identify difficult words in English.

RT20- Certain texts are quite foreign. More local texts need to be used. Learners answer in

vernacular even if you put a classroom policy for all learners to speak English.

Some learners do not have the positive motivation to learn English. Therefore, the only
language that they are comfortable with is the local language. Therefore, teachers have to find
ways of motivating them so that they can also form part of the discussions and activities

which take place in class in the foreign language.
5.6.5 Lack of books/Materials

The other challenge which many teachers highlighted was the lack of teaching and learning
materials. They stated that the lack of books in schools prevents teachers from teaching
learners literacy. They added that most pupils who cannot understand concepts in English is
because of lack of exposure to learning materials in English. Many teachers stated that the

ratio of books to the number of learners is too low for successful learning to occur. The books
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which are available were deemed to be below par but those which were helpful were not

available. The following responses support this claim:

RT22- Some of the books are not available. You keep on using the same book because others
are not available. Pupils are not exposed to different contexts when you only use a single

book. You need a variety of selection to instil interest in pupils.

RT34-There are never enough text books to cater for all pupils. Teachers just talk because of

inadequate books. Learners cannot concentrate.

RT31-Books are not enough to cater for all learners. In certain instances, a teacher may

have a single text or not at all. There are inadequate finances to procure texts for all pupils.

It is evident from the above responses that most schools do not have enough learning
materials. In certain instances schools have text books which do not meet certain standards
required by the curriculum hence schools have to do more to have correct materials in

schools so that learn can proceed without any hurdles.
5.6.6 Challenging /Selection of Texts

Teachers pointed out the choice of a right text is huge task. They explained that the different
literacy (ability to read and write) levels in classrooms makes it difficult for the teacher to
choose the appropriate text for the learners. Some teachers further stated that some texts are
difficult for learners and hence the teachers find it difficult to select a text which can
accommodate all learners. They added that there are certain texts which learners find very
difficult to understand no matter how much the teacher explains. They also stated that not all

texts require the use of the Text-based Integrated Approach. Some of their responses were:

RTO1- Learners have difficult in understanding certain texts. The teacher has to simplify for
them so that they are able to understand. This is the case with most slow learners.

RT28- Certain texts are quite foreign. They should introduce more local texts in the
curriculum. Only learners who are able to read can understand. Those who cannot fail to

understand.

As stated above, teachers find it difficult to choose suitable texts for their learners. In certain
instances, they are compelled to simplify so that slow learners do not lose out in the

comprehension of a given text.
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5.6.7 Approach is Time consuming

Teachers complained that the approach was time consuming since a single text must be used
in all the language components and four language skills. Further, they noted that learners are
not comfortable with certain methods and tend to switch off during learning. They also
explained that some pupils get carried away in certain topics forgetting the topic at hand. In
most cases, teachers confirmed that they rely on fast readers during comprehension to
spearhead the reading adding that pupils who are not good in science are likely not to do well

in a science text. The following illustrate some of the teachers’ responses;

RT43- The approach is time consuming. One has to spend more time teaching on the same

topic. Some learners do not enjoy reading.

RT28- Some learners do not like certain methods of teaching. So their minds are switched off
during learning. Teacher cannot finish the syllabus in time

The responses above clearly show that some pupils do no resonate well with certain teaching
approaches. This is because they feel uncomfortable and may not have the needed
concentration in class. Further certain pupils do not have the interest of reading at heart. To
this effect, teachers have a huge challenge of finding the right ways of enticing such kind of

learners in learning and involving them in language activities.
5.6.8 Lack of self-motivation

Some teachers stated that certain learners lacked the self-motivation to learn in a foreign
language. They added that it only those who are self-motivated who learn willingly since

some pupils detest reading. This is evident in the following responses;

RT39- There is lack of participation from learners. Focus is lost when learners do not
participate.

RT 21-Some pupils do not want to read. Only those who are self-motivated can learn.

This means that teachers need to motivate the learners if they themselves are not able to have
the interest of learning. Even so, there are certain learners who are self-motivated to learn and
participate in language activities willingly. In the discussions that were conducted, most
learners were able to contribute willing during the deliberations. Further, observing from the
question and answer sessions held in the classrooms where pupils were able to ask pertinent

questions, it was evident the pupils were motivated to learn.
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5.6.9 No time for Remedial work

Teachers stated that since Text-based Integrated Approach is text related teaching, the
thinking of pupils is limited to a particular text. Further, learners find the texts alien and
reading a huge challenge. They also explained that the rigid time-table makes it difficult to do

remedial work. The responses below is evident of this claim:

RT 09-Learners are restricted to the context in the text. They rarely think outside the context.

Certain texts are quite foreign, more local texts should be used.

RT16-Remedial work is there. However, the school timetable makes it difficult for remedial

work as learners are too tired to concentrate.

The teachers’ views reveal that Text-based Integrated Approach makes learners to limit their
thinking to the text as they cannot go beyond the text. Teachers also noted that there is time
for remedial work however their time tables cannot accommodate it thereby leaving learners

who need remedial work unattended.

In view of the challenges the teachers highlighted, it is clear that many teachers have
challenges in executing the Text-based Integrated Approach. Prominent among these is the
lack of suitable teaching materials in schools, the low literacy levels, the poor foundation of
language skills at elementary level, poor ratio of pupil to book, mother tongue interference
and lack of self-motivation. These hurdles are a hindrance to the teacher to execute the Text-

based Integrated Approach.
5.6.10 Summary

The findings revealed that teachers were not implementing the Text-based Integrated
Approach. The classroom observations showed that teachers were not conversant with the
syllabus stipulations. They were teaching using the traditional methods that they had been
accustomed to. There was little the teachers knew about the Text-based Integrated Approach.
Further, the questionnaire responses were not in tandem with the classroom practices.
Grammar was the language component which was prominent among the teachers in the
observed lessons. Teachers did not expose learners to different types of texts so as to make
them construct their own. Due to the lack of knowledge by the teachers, it was impossible for
them to explain and clarify how they implemented the Text-based Integrated Approach in

class.
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CHAPTER SIX
DISCUSSION OF FINDINGS
6.1 Introduction

The previous chapter presented the findings and therefore this chapter discusses findings

presented in Chapter Five. The discussion is guided by the research objectives.
6.2 Teachers’ understanding of the Text-based Integrated Approach

To establish how teachers understood the Text-based Integrated Approach, various research
methods were used. This was answered through face to face interviews and the quantitative
questionnaire. From the findings, it was evident that some teachers showed a good
understanding of the Text based integrated approach. They explained that Text-based
Integrated Approach was an approach employed in the teaching of English using information
in a given text. They also explained that TBIA is the use of series of complete texts to
teaching language where instruction is focused on a given text. They also added that TBIA is
the teaching of various components of English language drawn within the context of a text.
These responses showed that the respondents understood that TBIA as the use of a particular
text to teach English language. This corresponds with Mohlabi-Tlaka (2016:13) definition of
Text-based Integrated Approach as the ‘teaching of language built on the exposure to,
handling and manipulation of text types’. This means TBIA essentially, focuses on using a
particular text to expose learners to, handle and manipulate a text. It also means that all
English language components i.e. grammar, summary, comprehension, composition and oral
communication have to be taught based on a given text. TBIA improves the learners’
communicative competence as it involves both the use of spoken and written texts in
classroom activities. Therefore, learners should be exposed to both written and spoken texts
as well as illustrations, pictures, posters, videos, audio for the realisation of communicative
competence. Arimbawa (2012:11) argues that “this approach is based on the idea that English
is improved when teachers introduce students to complete and written texts within an
appropriate situation....” However, the respondents in this study did not include the different

modes of texts that are employed in the Text-based Integrated Approach.

Furthermore, there were also a number of respondents who had a fair understanding of the

Text-based Integrated Approach. Their understanding of the Text-based Integrated Approach

was that it is the use of suitable text to teach various components of language such as
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grammar, vocabulary, summary, comprehension and composition. Their common
understanding of TBIA was that it implied the use of a text to various English language
components. This was a fair understanding of TBIA as their reference to the use of a text was
limited to the written text. Despite this being a fair understanding of Text-based Integrated
Approach, it is not the complete meaning of Text-based Integrated Approach. They were
unable to identify other modes of texts such as audio, video, illustrations, pictures, images
that also qualify as texts. In this case, teachers did not know that the Text-based Integrated
Approach is multimodal. Text-based Integrated Approach is multimodal in nature as it allows
the teacher to use different forms of texts in the classroom situation. The texts teachers must
use are not restricted to ordinary text books that are common in secondary schools. The text
can be in oral, written, visual or digital (cf. 3.3.3). In this case a conversation, a poem, a
novel, a poster, a music video can be used provided they are used to describe any language
event. The advantage of this is that teachers will not lack any materials for use in a text based
language teaching. It also means the learning and teaching materials will be varied. This may
instil interest in the learners which would make the use of the Text-based Integrated
Approach successful.  In addition, the respondents failed to come up with a convincing
definition of the Text-based Integrated Approach. The fact that respondents failed to give a
clear definition of TBIA implies that the implementation of the Text-based Integrated

Approach in secondary schools is questioned.

Moreover, there were also a number of participants who bluntly stated that they did not
understand the Text-based Integrated Approach. They explained that they did not apply it in
their teaching and hence had no idea about it. The implication of lack of knowledge about the
Text-based Integrated Approach is that teachers did not implement the curriculum stipulation.
Therefore, it also implies that learners are denied the opportunity to achieve communicative
competence through Text-based Integrated Approach due to their teacher’s lack of
knowledge. It also means the learners are not exposed to various texts that can improve their
writing and speaking skills. Hence, learners would not have the capacity to express meanings
in various texts (Mickan, 2011). Learners are also denied the chance to increase their
vocabulary skills which TBIA offers through reading narratives. Furthermore, teachers’
inability to understand TBIA also implies that learners cannot become competent and critical

designers of text.
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Feez (2001) argues that TBIA helps learners to construct texts independently. However, this
cannot be possible if the teachers do not have any idea about the Text-based Integrated

Approach and therefore cannot be applied in a classroom situation.

Lack of knowledge also implies that teachers were poorly trained and that their training
lacked responsiveness to the demands of the syllabus which recommends the Text-based
Integrated Approach. Following this line of thought, one wonders what kind of methodology
course these teachers did which did not include recommended methods. The other possibility
is that some of the teachers who did not know the meaning of the methods could have been
trained in the method but they have forgotten what it means due to the fact that they do not

use and they probably do not consider it very useful in teaching English.

Furthermore, there were a number of respondents who held misconceptions about the TBIA.
They stated that TBIA was bringing in new ideas that were not in the text being taught. This
IS converse to Tsakona (2015) assertion that the key to Text-based Integrated Approach is
that language is always used as a text in relation to a communicative setting. This
misconception is tantamount to teaching about a text and ignoring its content. Halliday
(1985) argues that a text cannot exist without a context. This means that texts are always
context related without which they cannot express any meaning. Thonbury (2005) posits that
language always occurs as a text not as isolated words and sentences. Another misconception
was that TBIA was where one uses a variety of methods. This indeed as a misconception as
use of different methods in teaching is being Eclectic (Mwanza, 2016). This misconception
might have arisen from the notion that TBIA involves the teaching of language using a
specific text across different components of language (Hailtong, 1991). The implication for
this misconception is that teachers of English language assume that they use the Text-based
Integrated Approach when in fact they are using a different method. Clearly, they do not
understand the Text-based Integrated Approach and how it could be applied in a classroom. It
can therefore be deduced that the learners are denied to learn English language in the
appropriate approach as envisaged by the Zambian English Language Senior Syllabus (MOE,
2013:4).

To sum up, the findings of teachers understanding of the Text-based Integrated Approach
have revealed that some teachers had good understanding of the approach. Others also had a
fair understanding of the Text-based Integrated Approach. Those who had a good knowledge

of the approach explained that TBIA was the teaching of English language relying on

86



information in a given text. Those who had a fair understanding of the approach explained
that TBIA was the use of a use of a suitable text to teach various components of English
language. A few respondents also held misconceptions and those who bluntly stated that they
did not have an idea about the Text-based Integrated Approach. The findings corroborate
with the findings on teacher preparedness which revealed that some teachers were prepared

adequately and others were not.
6.3 Teachers’ application of the Text-based Integrated Approach

In order to establish teachers’ application of the Text-based Integrated Approach, data was
generated from the quantitative questionnaire and classroom observation. In all the observed
lessons, none of the teachers adhered to the syllabus recommendation of employing the Text-
based Integrated Approach fully. The lessons were hastily executed to fulfil the daily needs
of lesson delivery. In most cases, the needs of the learners such as access to learning
materials were not met. The learners were not exposed to thought provoking and critical
thinking questions. Most teachers were using text books in their classes. Unfortunately, this
was for teaching comprehension only. The teacher who used the text used it to teach
summary only (cf.5.3.1). There was no systematic approach in following the five steps as
articulated in the teaching and learning model (Feez and Joyce, 1998). Further, none of the
teachers used digital materials in their teaching. Most importantly, learners were not exposed
to texts, for them to manipulate and construct texts on their own which are the key principles
of the Text-based Integrated Approach. This falls short of the Feez and Joyce (1998) teaching
and learning model on how the Text-based Integrated Approach is used.

In addition, Chapter three articulates the teaching cycle (Fig. 3.1) which is the model that was
developed by Feez and Joyce (1998) and adopted for the successful implementation of the
Text-based Integrated Approach. According to the model, a teacher has to go through the five
stages of the cycle to achieve the desired goals in Text-based Integrated Approach. At
Building context stage, the teacher has to introduce the text by giving enough background
about the text. Learners are allowed to communicate in a language that is convenient for
better self-expression. The teacher can talk about the vocabulary and engage learners in
discussion by asking them match vocabulary to items. The teacher has to build up vocabulary
pertinent to the text type and practice grammatical patterns relevant to the text (Hammond et
al., 1992). The learners can also be asked to predict content of the text from visuals (i.e.

videos and pictures). The teacher can move to the modelling stage where now the teacher has
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to show what learners need to do to construct their own texts. He has to show the learners the
structural pattern of the text and its language features. The teacher has to expose the learners
to various text with similar communicative purpose (Abbaszadeb, 2013). At this stage, the
teacher can give chance for the pupils to discuss the purpose of the text. Learners will also be
guided on what kind of language can be used in the construction of the text. Learners have to
be reminded of the tense, connectives and how to organize the structure of the text. This
corresponds with constructivist theory which posits that children learn best through
demonstration (Vygotsky, 1978). Further, the teacher can now proceed to the next level
where learners work together with the teacher to construct a text. Both have to decide on a
particular topic. Learners are given priority to choose the topic of the text to discuss. Here,
learners have to do a practical activity in writing. Learners have to manipulate and modify a
text with support from the teacher (Dirgeyasa, 2016). Pupils can be divided in groups to
discuss how to construct a text. Following the joint construction, the next stage is the
independent construction stage where the teacher will give learners time to construct a text on
their own basing their construction on what they discussed with the teacher and their peers.
This is espoused by the constructivist theory which posits that social constructivism helps
learners to construct knowledge through collaborative learning and teaching (Crotty, 2012).
Finally, having constructed a text in their previous stage, learners can now relate the texts
they have learnt and connect to other texts in different fields. On the contrary, teachers whose
lessons were observed in this study did not follow these stages. All they did was to use a text
book and assumed that they were using the Text-based Integrated Approach. This also
implies that these teachers did not know the meaning of the approach especially how it

should be applied in the classroom.

In terms of the teacher-pupil relationship, most teachers during the lessons had good relations
with the learners. They never had trouble controlling the learners. It looked as if the learners
were well tutored to behave themselves in the presence of the researcher. However, in one
lesson, the pupils were so excited that it infuriated the teacher. To correct the situation, the
teacher had to reprimand the pupils to behave themselves as the person in attendance was just
a mere teacher as the self —introduction was and not his lecturer. The pupils had to abide by
the teacher’s warning and kept quiet. Following the tenets of CDA, Hunckin et al, (2012:115)
posit that “the classroom is the place in which power is circulated, managed, exploited, [and]
resisted”. This means the teacher used his position of power by demanding that the learners

followed what he wanted. In addition, CDA is not only a proponent of how power is
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exercised in the classroom and exploited but also how this power could be resisted. When
power is resisted in the classroom situation, teaching and learning is affected. In this scenario,
there was interplay of resistance of teacher’s power in the first place as pupils behaved
unacceptably according to the teacher but the teacher insists that pupils should stop being
excited. What | see here is the interplay of power between teachers and pupils but that
eventually, the teacher wins because he occupies a higher position of power relative to the
pupils. According to CDA theorisation, the teacher dominated the classroom as the class
eventually behaved according to what he perceived as the right way to behave.

From all the lessons that were observed, the only lesson which can be said to have employed
some aspects of the Text-based Integrated Approach was the Lesson 2 on summary. This is
because the teacher used a particular ‘text’ to teach summary. However, not all the stages
recommended for successful implementation of TBIA were followed as espoused by the
teaching cycle (Feez and Joyce, 1998). For example, the teacher needed to give an
explanation on what learners needed to do to come up with a text. The structural pattern for
the text was not availed to the learners. However, she gave learners advice on the use of
connectives in the text for coherence. Further, she asked the learners to read through the
passage and the question. Then she asked them to identify the points to answer the question.
The learners were able to pick the points which the teacher sometimes accepted or refused
depending on the answer given. In addition, after all the possible answers were provided, the
teacher asked the learners to construct a summary taking into consideration the prescribed
number of words. Therefore, the lesson cannot be regarded to have followed the teaching
cycle for the successful implementation of the Text-based Integrated Approach. This is
because certain stages were ignored such as the Independent construction stage and the
linking to related texts. At independent stages where learners are supposed to construct texts,
they were made to organise points instead of constructing a text. This is where the lesson
ended thereby omitting the last stage of the teaching cycle. However, the context of the ideal
policeman reflected the socio-cultural context of the text (Vygotsky, 1978). It also
corresponds to Tsakona (2015) assertion that a text has to be used in relation to a

communicative setting.

Further, the questionnaire showed major contradictions between the participants’ responses
with regard to their curriculum and instruction knowledge and their classroom practices. The

quantitative findings revealed that 83.3 % of the teachers agreed that they knew how to apply
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the Text-based Integrated Approach while 16.7% disagreed. This meant many teachers were
applying the Text-based Integrated Approach in the teaching of English. Further, in addition
to the statistics, the methods which were employed in the classroom were not in tandem with
the Text-based Integrated Approach. In Text-based Integrated Approach, learners are

expected to handle, manipulate and be exposed to different texts.

Moreover, in the lessons that were observed, when asked about the methods that they were
applying in the teaching of English, common answers which were given were discussion,
question and answer and debate. The teachers were unable to differentiate between an
approach, a method and a technique. This was evident from the responses that they gave
when asked about the approaches that they were using in the teaching of English. In their
responses, they mentioned that they used the question and answer, group discussion, teacher
exposition, debate and role play. Their understanding of the aforementioned were that they
were approaches. This means that the teachers were unable to make a clear distinction what
an approach and method is. What the teachers mentioned were not approaches neither were
they methods. They actually referred to the techniques as approaches which was wrong.

Mwanza (2016) quoted Anthony (1963:64) definition of an approach as “a set of correlative
assumptions dealing with the nature of language and the nature of language teaching and
learning”. Therefore, the participants understanding of an approach was wrong. This means
what teachers apply in the classrooms are not methods but techniques of particular methods.
Mwanza (2016) elaborates that class discussion, question and answer, group work are not
approaches but class activities or techniques which the teacher uses to implement an
approach and method. This contradiction between the actual teachers’ practice and what they
stated shows teachers lack of understanding of the Text-based Integrated Approach. This
implies that teachers lacked the knowledge of the Text-based Integrated Approach which puts
their affirmation of employing the Text-based Integrated Approach in question.

The findings on teachers’ application of the Text-based Integrated Approach were discussed
using the Multimodality theory which looks at a variety of modes that teachers can use for
effective teaching and learning to occur. Apparently, none of the teachers were able to
improvise on the kind of texts to use in their teaching. It was observed that many teachers
were using only the teaching and learning materials that were available in their schools.
These materials were only in form of text books. This disagrees with the Multimodal aspect

which does not only identify written texts and books as the only aspects which teachers can
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use in the teaching of English language. Multimodality as used in this study does not only
support the use of printed material in form of printed books but also includes other modes of
communication such as gestures, images and action (Kress and Leeuwen, 2001). This means
teachers cannot only depend on written texts as the only source of teaching and learning

materials.

The Senior English Language Syllabus envisages that the type of text to be used in the
teaching of English language should have aspects of learners’ interest, level of difficulty
(MOE, 2012). It was noted that in most schools the old books which were highly suitable and
had content to use in TBIA were missing. However, government provided the new text
books whose content was inferior to the level of the learners. The content of these books was
far much below the level of Grade 11 work. The implication of using materials that were
below the level of the learners had serious implications. It meant learners were denied work
which was not thought provoking and creative, features which are espoused by the Text-
based integrated Approach. It also denied the learners to be experienced in activities that

involve language in action (Well, 1990).

Furthermore, it was observed that teachers did not lay emphasis on the description of the type
of text taught. There was also no evidence of learners engaging in the constructing of the text
through classroom interaction to make meaning. Teachers also did not draw on the
curriculum cycle for the successful implementation of the Text-based Integrated Approach
(cf. Chapter 3). Learners in the observed lessons were not seen to engage with texts and
exploring how texts work which in this study are considered the basic principles of the Text-
based Integrated Approach. The respondents were not able to follow the five stages of the
teaching cycle as espoused in this study. The curriculum cycle is recommended as the model
on which the successful implementation of the Text-based Integrated Approach can occur (cf.
Fig 3.1).

Further, the lesson plans that were analysed revealed that teachers did not explain how texts
could be taught using the teaching/learning cycle which utilises scaffolding where learners
are assisted to construct a text. In the final analysis, teachers ended up employing approaches
that do not reflect the syllabus stipulation. Respondents resorted to the traditional approaches
such as rote learning and drill which denied the learners the chance to explore, manipulate
and construct texts. For learners to know how texts constructed or produced in the Text-based

Integrated Approach work, teachers need to support them through modelling and scaffolding
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(Mohlabi-Tlaka, 2016). However, none of the observed teachers showed adherence to the
syllabus recommendation which made their agreement of employing the Text-based

Integrated Approach in question.

Moreover, the findings showed teachers had inadequate knowledge of syllabus stipulations as
the respondents lacked the knowledge and understanding of the concepts. As a result, Text-
based Integrated Approach was not effectively applied due to insufficient knowledge of
syllabus stipulation. Putnam (1992) and Krashen (1982) argue that teachers’ knowledge and
their beliefs about teaching and learning and the subject matter have an impact on what and
how teachers teach. Akinyeye (2015) surmises that the inconsistency of the teachers in the
implementation of the curriculum could be attributed to the fact that approaches in the
teaching and learning curriculum are not detailed enough for teachers to understand. Mwanza
(2016) had similar findings where he discovered inconsistencies with the curriculum with

regard to the use of the terms of approach and method.
6.4 Teachers’ preparedness to use the Text-based Integrated Approach

The third objective sought to establish whether teachers were adequately prepared to use the
Text-based Integrated Approach in their teaching of English language in the selected
secondary schools. Of the 54 participants who participated in the study, 34 had Bachelor’s
degrees, 18 were diploma holders, 1 had a master’s degree and 1 teacher did not have any
form of training in the teaching of English language. This shows that 35 participants in the
study were well qualified to provide rich information regarding the teaching of English
language. In addition, 18 teachers were seconded to teach the senior grades. These 18
teachers were not qualified to handle senior classes but junior classes. However, only one
teacher did not qualify to handle English classes as she did not even hold the minimum
diploma to teach at junior level.

Moreover, in terms of teaching experience, only eight teachers had taught for less than five
years while forty-six teachers had taught between five and more than ten years. Given the
biographical data of the participants, it was clear that the participants well placed to be
conversant with the approaches and the curriculum specifications as outlined in the Senior
English Syllabus. The findings of teacher preparedness were generated from the quantitative

questionnaire, face to face interviews and the document analysis.
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The findings from the lesson observations revealed that teachers were not conversant with
what the curriculum stipulated with regard to what approaches the syllabus recommended in
the teaching of English language at senior secondary level. In face to face interviews, most
teachers explained that they were adequately prepared stating that lecturers at colleges and
universities did their part and that it was up to the student to prove their worth in teaching.
However, some added that the kind of education offered at universities required one who had
prior knowledge of English language. This means that one needed to be skilled in the English
language for them to excel at tertiary level.

Richard (2011) surmises that effectiveness of teaching largely depends on teacher’s
knowledge of the subject matter while Milner (2010) argues that teachers need more than
subject knowledge for effective teaching and learning to take place. This implies the teachers’
content knowledge is not enough to be a good teacher. Teachers’ content knowledge should
match their pedagogical knowledge for effective teaching to take place. Others attributed
their being adequately prepared to being exposed to different literature while they were at
college.

Nonetheless, there were also some teachers who stated that they were not well prepared to
use the Text-based Integrated Approach. A number of reasons were given for this. Some
explained that lecturers in higher learning institutions did not help much in the preparation of
teachers on the approaches to use in class adding that what is learnt at college and university
is merely content knowledge. Others attributed the lack of preparedness to short period of
teaching practice students undergo while they are still at college. They pointed out that the
period is too short for a student teacher to know everything. However, Simuyaba et al. (2015)
postulate that teaching practice helps students to link theory and practice and also skills for
effective teaching. This means teaching practice does not serve its purpose if teachers cannot
link what they learn to the actual teaching in class. They also added that approaches to use are
merely mentioned and it makes students look like spectators as they are not taught what
really should happen in the classroom situation. They emphasised that teaching at learning
institutions is done hastily and most of the things are learnt in the field where they learn as

they teach.

Further, there were also a number of teachers who were neutral in their response. They

neither agreed nor disagreed on whether they were adequately prepared. They pointed out
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that at college, there is too much emphasis on the Communicative language teaching which

leaves a big gap on the use of the Text-based Integrated Approach.

The quantitative findings on teacher preparedness to use the Text-based Integrated Approach
revealed that 78% agreed that they were adequately prepared to use the Text-based Integrated
Approach while 22% disagreed. The huge percentage of the participants who agreed
corresponds with the educational background where 64% of them were in possession of the
Bachelor of Arts degrees. The educational qualifications of the participants played a major
role in their responses. It is inevitable that a graduate should show that they are qualified to
work by the level of their qualification. However, research has shown that being well
qualified does not always entail that one will do their job competently. Mohlabi-Tlaka (2016)
argues that teachers’ knowledge of the subject presupposes the ability to offer quality and
meaningful learning. However, this is not true in many instances as certain well qualified

people fail to perform to expectations despite their qualifications.
6.5 Teachers’ attitudes towards the Text-based Integrated Approach

This objective was achieved through the use of the quantitative questionnaire and face to face
interviews. The attitudes that teachers had towards the Text-based Integrated Approach were
categorised in three aspects; those who had positive attitudes, those who had positive
attitudes with reservations and those who had negative attitudes. Those who had positive
attitudes explained that TBIA was good as people’s life experiences revolved around texts.
They added that the approach broadens the minds of learners through vocabulary, summary
and sentence transformation. This corresponds with Edwards (1994) who surmises that an
individual’s belief in something or knowledge of something usually compels him to act

emotionally towards it and may be assumed to act on this basis.

They further explained that TBIA was good as it encouraged learner-centred approach. It was
noted that learner-centred approach was efficient as it encouraged learners to interact
socially. This corresponds with Mwanza (2016) findings who also affirmed the importance of
learner centred approach in ensuring meaningful and effective teaching to both the teacher
and the learner respectively. TBIA was also recommended as it is regarded an eye opener in
terms of understanding not only the English language but also other subjects. This is because
through multimodality, TBIA does not only use linguistics texts but it also uses various

teaching and learning materials from outside the linguistics components. Materials from other
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disciplines are incorporated in TBIA provided they meet the learners’ suitability, interest and
level of difficulty (cf. 3.3.3).

Furthermore, there were also a number of teachers who held positive attitudes with
reservations. They argued that the interest of children took precedence over other things and
hence it was vital to use the Text-based Integrated Approach. Others showed positive attitude
towards the approach stating that it can be effective in good classes. This means classes
where children have high reading and writing levels. They noted that classes which have low
reading and writing levels pose a big challenge to the teacher as he has to spend a lot of time
teaching reading and writing skills thereby delaying the use of the Text-based Integrated
Approach which requires certain reading and writing levels for effective teaching and
learning to occur. While a good number were in total agreement with TBIA, they held the
view that the use of the new books should be coupled with old books since the new books
were not good enough for senior secondary as they were of poor quality. Nonetheless, there
were also some participants who were not in favour of the approach. They cited a number of
reasons for this. Firstly, they argued that TBIA is not practical as it is not connected to the
schemes of work. Secondly, they explained that TBIA is not effective because in most
schools, learners found it difficult to use English. Thirdly, they argued that the new books
they were recently introduced in schools do not favour the use of the TBIA. This was because
of their poor quality of material in the books which was not conducive for creativity and
thought provoking.

From the above discussion, it is clear that the majority of participants were in favour of the
Text-based Integrated Approach as a result of its merits that it provides learners with.
However, those who held negative attitudes also argued that text books, the schemes of work
and the use of English were factors that made the Text-based Integrated Approach
ineffective. It is sad to note that TBIA was wrongly assumed not to be part of English
schemes of work when the Senior English Syllabus strictly recommends its use in senior
secondary teaching. Schemes of work are drawn from the syllabus therefore it was wrong for
one to state that TBIA was not part of the schemes of work. The implication of this ignorance
is that learners’ communicative competence cannot be achieved as a result of teachers’

inability to understand curriculum matters.
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6.6 Challenges teachers face in the implementation of the Text-based Integrated

Approach

The challenges that have been highlighted affected the education system, teachers and pupils.
In the education system, it was found that most schools had large classes. The large classes
made the learning and teaching ineffective (cf. 5.6.2). The average numbers per class ranged
from 40 to 60. The large class sizes led the teacher to avoid the use of the learner centred
method and resorted to old traditional teacher centred methods. This impacted negatively on
the learners as they were unable to get the much needed attention from the teacher making the
learning ineffective. In addition, the large classes made the teacher to avoid meaningful
activities in the classroom activities. Further, a number of respondents also admitted that lack
of teaching and learning materials made it difficult for them to implement the Text-based

Integrated Approach.

In most of the schools, lack of teaching and materials was common. This findings correspond
with earlier findings by different scholars (Munakaampe, 2005; Chishipula, 2016; Mwanza,
2016; Garton et al, 2017; Songbatumis, 2017; Torto, 2017, Nyimbiri, 2016, Zulu, 2017)).
Lack of learning and teaching materials was found to be a hindrance towards the
implementation of the Text-based Integrated Approach. The lack of teaching and learning
materials meant the pupils were unable to interact and reconstruct texts. This hindered the

actualisation of the Text-based Integrated Approach.

Some of the participants in the study showed that they were unable to implement the
curriculum as they found the Text-based Integrated Approach uncomfortable to use in their
teaching. This was attributed to the stages that a teacher must follow to actualize the
implementation of the Text-based Integrated Approach. This finding corresponds with the
earlier findings by Ansari (2012) and Milon (2016) who also discovered that the teachers
were unable to employ the prescribed approaches in their teaching. This was a drawback to
the learners as they were denied their right to be taught in the appropriate methods
recommended by the curriculum. Teachers must implement the curriculum recommendation

so that the learners are equipped with the necessary skills for efficient learning to occur.

Moreover, it was noted that there was poor language background among most learners in
schools. The reasons were that children were not taught the necessary skills at early levels of
their learning. This made it difficult for them to transfer the skills when they reached the

senior secondary school level. Similar findings were reported by (Mukattash, 1983; Mwanza,
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2016; Mohlabi-Tlaka, 2016). The studies also revealed that children did not get the exposure
to English they needed. The only time they were exposed to English was when they went to
school. At home, they were communicating in their mother tongue. The poor language
background was a hindrance to implementing the Text-based Integrated Approach. This is
because children did not enough time to practise reading and writing in English
independently. In addition, teachers were unable to introduce texts that were a bit advanced
for the learners as a result of their poor language background. Teachers at elementary level
need to instil in learners the reading and writing skills in English language for them to

perform better in later grades.

Further, there was low level of English proficiency amongst the learners in most schools.
This deterred teachers from implementing the Text-based Integrated Approach. TBIA
requires learners who are able to communicate in English for effective lesson delivery and
also to facilitate learners in carrying out daily class activities. However, the low levels of
English proficiency amongst most learners compelled teachers to avoid using the Text-based
Integrated Approach in the teaching of English. These findings correspond with earlier
studies by (Munakaampe, 2005; Akinyeye, 2015; Chishipula, 2016; Mwanza, 2016).

Learners were unable to manipulate and handle texts for successful implementation of the
Text-based Integrated Approach due to language interference. Similar findings were recorded
by (Mukattash, 1983; Pande, 2013; Torto, 2017). However, it should be borne in mind that
the use of mother tongue is not a hindrance to learning English language but it is the abuse of
it which makes the use of Text-based Integrated Approach difficult. Further, modern
language learning supports the use of two languages as they can co-work in meaning making.
Akinyeye (2015) recommends the use of a familiar language to allow learners express
themselves well in the first stage of the teaching cycle (cf. 3.1). In this study, the use of
vernacular in the first stage of the teaching cycle is allowed for learners to express themselves

freely.

There was also a challenge in the selection of appropriate texts in the employment of the
Text-based Integrated Approach. The Senior English syllabus recommends the use of texts
with direct reference to suitability, level of difficulty and interest for learners in the use of the
Text-based Integrated Approach (MOE,2000: iii). The inability of teachers to select
appropriate texts for learners was an obstacle in the implementation of the Text-based

Integrated Approach. So, the problem was lack of reading abilities by learners which
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eventually made the selection of the text difficult. Mohlabi-Tlaka (2016) reported similar
findings where the teachers were limited to the selection of the appropriate text for the
successful implementation of the Text-based Integrated Approach. Furthermore, the lack of
motivation to learn with texts hampered the teachers’ application of the Text-based Integrated
Approach. The learners lacked the necessary motivation for them to learn the English
language in texts for the teachers to apply TBIA appropriately. Similar findings were
recorded by Munakaampe (2005) and Chishipula (2016) who discovered that learners lacked
the motivation to learn with which resulted in their inability to participate in classroom
activities. Further, the learners looked at the teacher as a body of knowledge and hence were
discouraged to participate in the learner centred methods which TBIA highly advocates.
Similarly, Mohlabi-Tlaka (2016) and Akinyeye (2015) findings recommend that the teacher
should use teaching materials that motivate learners and lure them into communicating ideas
through reading and speaking. Intrinsic and extrinsic motivation are central in the execution

of the Text-based Integrated Approach.

The learners’ inability to express themselves in English language and the overuse of the
mother tongue limited teachers to the kind of texts to give the learners. This prevented the
teachers from giving work which required learners’ full participation in the English language.
The chance to make up the work by giving remedial work to assist learners with reading and
writing difficulties was problematic. This is because the teachers did not have adequate time
to conduct remedial work. Mohlabi-Tlaka (2016) recorded similar findings where she
discovered that teachers were limited in giving challenging work to learners because learners
were not well grounded in reading and writing in English in their former grades. This was

found to be a hurdle in the application of the Text-based Integrated Approach.
6.7 Implications for current teaching practices

This study will enhance the practice of teaching English through texts in secondary schools.
This study will further help the teachers to have knowledge of what to teach, how to teach
and why. The understanding of Text-based Integrated Approach is essential so that teaching
and learning practices are informed and grounded on sound knowledge of the approach and
its implementation. Their knowledge would enable them to move beyond traditional teaching
methods such as rote learning and drill to facilitate learners’ meaningful engagement with

texts.
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6.8 Summary of the findings

The study employed a convergent parallel mixed method design. The research instruments
which were used were; observation guide, interview guide, the questionnaire and document
analysis. The study established that some teachers had partial understanding of the Text-
based Integrated Approach, others held misconceptions about the approach and those who
bluntly stated that they did not have any idea about the Text-based Integrated Approach. The
study also established that teachers were not applying the Text-based Integrated Approach as
the syllabus stipulates. Instead teachers were teaching using the traditional methods they had
been accustomed to which were largely dominated by the teaching of structure. There was no
evidence of learners making meaning with texts, engaging with texts and exploring how texts
work which are the key principles of the Text-based Integrated Approach. Most of the
teaching was done using text books most of which were below the learners level. It was also
noted that despite the teachers’ qualifications, most teachers were unable to link their theory
knowledge to classroom practice. There was also evidence of teachers having positive
attitudes towards the Text-based Integrated Approach despite the challenges teachers faced in
the execution of the approach. Hence, the implementation of the Text-based Integrated
Approach in secondary schools was seen as a huge task because of the challenges such as
lack of pupils’ solid language foundation, lack of teaching and learning materials and

teacher’s lack of knowledge about curriculum stipulations.
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CHAPTER SEVEN
CONCLUSIONS AND RECOMMENDATIONS
7.1 Introduction

This chapter draws together the key elements of the study, lessons learnt from the study and
reflects on the process of conducting the research. It begins by summarising the research
process, research findings, draws conclusions and makes recommendations to education

authorities, curriculum developers’ teachers and suggests action for further research.
7.2 Summary of Main Findings
The main findings are presented in reference to the five research questions.

1. How do teachers understand the Text-based Integrated Approach?

This question was answered in Chapter Five. To come up with the answer, questionnaires
were administered to 54 teachers and face to face interviews were conducted. The findings
revealed that teachers had partial knowledge about the Text-based Integrated Approach.
Further, certain teachers held misconceptions about the Text-based Integrated Approach and
those who bluntly stated that they did not have any idea about the Text-based Integrated
Approach. Quantitatively, the findings revealed that 59% of the respondents understood the
Text-based Integrated Approach, 28% held misconceptions, 13% bluntly stated that they did
not have any idea about the approach. The findings support the teachers’ views on their
preparedness to teach using the Text-based Integrated Approach. Some teachers affirmed that

they were adequately prepared while others stated that they were not.
2. How do teachers apply the Text-based Integrated Approach in their classrooms?

This question was answered through lesson observation, document analysis and the
questionnaire. Nine lessons were observed, however, due to space only four lessons were
recorded for analysis (cf. Chapter 5). This was also done to have a variety of teachers’
experiences in different language components. In all the lessons that were observed, only four
components of language were taught. These were composition, comprehension, summary and
grammar. The study revealed that in all the lessons that were observed none of the teachers
were employing the Text-based Integrated Approach in their classrooms. Most teachers were

employing the old traditional methods that they had been accustomed to.
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Furthermore, none of the teachers observed were seen to handle different texts especially that
TBIA is a proponent of using diverse materials during lesson delivery so as to expose
learners different types of texts. The findings of the study were also analysed using Critical
discourse analysis and Multimodality. CDA was used to determine power relations that exist
between the teacher and the learners, and also between the teacher and the government. CDA
was also used to analyse how much control government has over the teaching and learning
process with regard to the materials that are used in the classroom. The study revealed that
certain texts that are provided in schools were below the level of the learners despite them
being provided by the government. This explicitly illustrates how much control government

has over the kind of texts that were used in the classroom.

Multimodality on the other hand was used to analyse different modes of communication
which were taking place in the classroom. It was used to analyse the different materials that
the teachers exposed the learners to. However, research results revealed that most teachers
were lacking ability to be creative and innovative with regard to the teaching and learning
materials that were used in classrooms. Hence, learners were merely exposed to what the
schools’ provided as the learning and teaching materials which largely was below their level.

The study hence, established that TBIA was not applied in the classroom situation.
3. Are teachers adequately prepared to use the Text-based Integrated Approach?

This question was answered through face to face interviews, document analysis and the
quantitative questionnaire. During face to face interviews, some teachers affirmed that they
were adequately prepared to use the Text-based Integrated Approach in their teaching. They
attributed this to different materials the lecturers exposed them to at college and university
and also the tutorials they attended while at school. However, the study also revealed that a
number of teachers were not adequately trained. They argued that lecturers at colleges did not
illustrate how the methods must be used in classroom situation. They also attributed their
unpreparedness to the short period of teaching practice. They further explained that there is a
distinction between what is learnt at college and what happens in the classroom situation.
They stated that college and university mainly teach content knowledge. Quantitative
findings revealed that 78% agreed that they were adequately prepared to teach using the Text-
based Integrated Approach while 22% did not agree. However, despite the large percentage

of teachers who affirmed that they were not adequately trained, there was little to show with
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regard to the classroom practices in the implementation of the Text-based Integrated

Approach.
4. What are the teachers’ attitudes towards the Text-based Integrated Approach?

This question was answered through face to face interviews and the questionnaire. The
findings revealed that some teachers had positive attitudes towards the Text-based Integrated
Approach, others had negative attitude towards the approach and there were a number of
teachers who had positive attitudes with some reservations. Those who had positive attitudes
postulated that TBIA was helpful to learners as it helps them acquire skills. They felt that the
TBIA was advantageous as it linked different components of language teaching and
encourages learner participation. Those who had positive attitudes with reservations stated
that the approach was only good for classes whose learners had high literacy levels. They also
noted that vocabulary should be separated from comprehension and that TBIA is good if
teachers correctly and properly used it in lesson delivery. Those who had negative attitude
about the approach stated that the approach was not practical and that it is difficult to use the
TBIA as most learners find it difficult to use English. They also stated that the books that
have recently been introduced in schools do not favour the use of the Text-based Integrated
Approach because of their poor quality.

5. What are the challenges the teachers face in the implementation of the Text-based

Integrated approach?

This question was answered through face to face interviews and the questionnaire. During
face to face interviews, teachers explained that low literacy levels among most learners was
an obstacle in the implementation of the Text-based Integrated Approach. This was because
TBIA requires learners’ with certain literacy levels for its successful implementation. The
participants also cited large class sizes as a huge problem. They stated that a large class size
prevents teachers from carrying out meaningful discussions. Further, lack of learners’ solid
language foundation was also cited as a huge problem in the implementation of the TBIA.
They emphasised that learners whose language foundation was weak could not cope with
understanding concepts in TBIA. The teachers also noted that the lack of proper learning
materials was an obstacle in the employment of the TBIA. The use of mother tongue by most
learners was also cited as a huge hurdle as it led to the learners’ inability to understand
English due to their abuse of mother tongue both at school and outside. Consequently,

literacy levels of learners, class size, overuse of mother tongue language, lack of proper
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materials were a huge challenge in the implementation of the Text-based Integrated
Approach. Similar findings were discovered by several studies reflected in the literature

review.
7.3 Recommendations
Following the findings of this study, the following recommendations are suggested;

a. The Ministry of General Education should organise formal workshops from time to time
for teachers on how to apply the Text-based Integrated Approach in selected secondary
schools. This would ensure strengthening curriculum knowledge, curriculum management
and delivery to instil confidence in teachers and ensure best teaching practices take place
in the classroom. The attendance of such workshops should be made compulsory to all

teachers of English language at senior secondary level.

b. Curriculum Developers should strictly ensure that they carry out timely monitoring of
schools to ensure that teachers are strictly following the syllabus stipulations. They
should further ensure that they appoint qualified inspectors in districts to monitor syllabus
coverage with focus on inspecting teachers’ use of the stated syllabus approaches.

c. Teacher Training institutions should review the training so that it meets the needs of a
secondary school teacher of English. More time should be allotted for peer teaching and
teaching practice. This will enable student teachers to be conversant with teaching

English using the recommended Text-based Integrated Approach.
7.4 Proposals for Further Research

Text-based Integrated Approach is the one of the key approaches in the teaching of English
Language at senior secondary level. However, there has been no comprehensible study
undertaken to narrow the gap between the teachers understanding of the approach and their
classroom practices. Therefore, this study will narrow that gap. Even so, there is still room
for further research on the Text-based Integrated Approach. The following are suggested

areas for further research:
e The effectiveness of the Text-based Integrated Approach at junior secondary schools.

e Comparative analysis of senior secondary English curriculum and the primary English

curriculum to establish pitfalls that lead learners to lack the solid foundation required for
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the successful implementation of the text based integrated approach at senior secondary

level.
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APPENDICES

Appendix i: Interview Guide for Teachers

The University of Zambia

Directorate of Research and Graduate Studies

School of Education

Department of Languages and Social Sciences Education
Dear Respondents

| am a postgraduate student at the University of Zambia pursuing a Master of Education
Degree in Applied Linguistics. | am conducting a research on the Teachers’ Classroom
Implementation of the Text-based Integrated Approach. Kindly feel free, open and honest in
your responses as all answers you give will be treated confidentially. However, should you
feel at any point of the study like during interview that you cannot continue, you are free to
withdraw.

Interview guide for teachers
1. What Qualification do you hold?
2. What subjects did you specialise?
3. What methods does the syllabus recommend?
4. What method/s did lecturers recommend for English (grammar) teaching in schools?
5. What methods do you use in your teaching?
6. What do you understand by the term Text-based Integrated Approach?

7. What are your views about Text-Based Integrated Approach/ What is your assessment of
the method? How effective is the Text-Based Integrated method?

8. What are your views about your teacher preparation? Were you adequately trained to teach
English using the Text-Based Integrated Approach?

Thank you for your time!!!
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Appendix ii: Questionnaire

The University of Zambia

Directorate of Research and Graduate Studies

School of Education

Department of Languages and Social Sciences Education

Questionnaire for Heads of Department and teachers in Luanshya District.

Study Topic: Teachers’ classroom Implementation of the Text —based integrated approach in
selected secondary schools of Luanshya.

Introduction

This questionnaire is designed to collect information from concerned stakeholders like you on
the above cited topic. The major aim of the study is to establish whether teachers implement
the curriculum recommendation on which approach to employ in the teaching of English
Language teaching in Luanshya District. You have been identified as one of the key
respondents in the study. Therefore, your willingness and honest responses and contributions
will help in the implementation of the correct approach to employ in the teaching of English
Language in secondary schools.

Your response will be treated with strict confidentiality and you will remain anonymous.
Instructions

Do not write your name on the questionnaire. Respond by putting a tick in brackets [ ] or
writing the response in the space provided.

Section A: General Information
1. Gender: Male [ ] Female [ ]
2. Teacher‘s Professional Qualification
Secondary Teacher’s Diploma [ ]
Bachelor of Education Degree [ ]
Master of Education Degree [ ]
Others (Specify) ...ovviiiiiiiiiii e,
3. Teacher‘s Age (years)
Lessthan 30 [ ]
Between 30 and 40 [ ]
More than 40 [ ]
4. Teacher‘s Teaching Experience (years)

Lessthan 5[ ]
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Between5and 10 [ ]
More than 10 [ ]
Section B: Curriculum Implementation

5. How long have you been teaching English Language?

6. | know what approach the syllabus recommends in the teaching of English Language.
Agree[ ] Stronglyagree[ ] Disagree[ ] Strongly disagree [ ]

7. | strictly follow the syllabus recommendation of the methods to use in teaching of
English Language.

Agree [ ] Stronglyagree[ ] Disagree[ ] Strongly disagree [ ]
8. | fully understand the meaning of the Text-based Integrated Approach.
Agree [ ] Strongly agree [ ] Disagree [ ] Strongly disagree
9. | fully know how to apply the Text-based Integrated Approach in the classroom.
Agree [ ] Strongly agree [ ] Disagree [ ] Strongly disagree
10. I was adequately trained to teach using the Text-based Integrated Approach.
Agree [ ] Strongly agree [] Disagree [ ] Strongly disagree
11. I employ the Communicative Language Teaching.
Agree[ ] Strongly agree [] Disagree [ ] Strongly disagree
12. The Text-based Integrated Approach is easy to use.
Agree [ ] Strongly agree [] Disagree [ ] Strongly disagree
13. The Text-based Integrated Approach is suitable to use.
Agree[ ] Strongly agree [] Disagree [ ] Strongly disagree
14. What do you understand by the acronym CLT?



16. When you are teaching, what problems do you encounter in employing The Text-based
Integrated Approach?

17. What attitudes do teachers have towards carrying out the syllabus recommendation of
employing the Text-Based Integrated Approach?

18. What suggestions can you propose to enable teachers of English Language do what
the syllabus recommends?

Thanks for your cooperation. May the almighty God richly bless you.
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Appendix iii: Consent letter

The University of Zambia
Great Road Campus
LUSAKA
Dear Teacher:

The purpose of this letter is to request you to participate in a dissertation study on Teachers’
classroom implementation of the Text-based Integrated Approach in selected secondary
schools of Luanshya district. As a reminder, | am a Postgraduate student at the University of
Zambia and a practicing teacher at Roan Antelope Secondary School. | am establishing
whether teachers in secondary schools are doing what the curriculum recommends in
teaching of English at senior secondary school level. It is my understanding that you are, or
have, participated in the teaching and learning of English Language.

The purpose of my study is to evaluate the experiences of teachers in the implementation of
the Text-based approach alongside the Communicative Language teaching Therefore, my
intent is to conduct a series of interviews with teachers and distribute questionnaires to those
who are teaching English Language at senior secondary school level.

Would you be willing to participate in an interview? If so, please complete the attached
consent form, and | will collect it when we meet for an interview. Your participation in my
study is voluntary. The information described above is so that you can make an informed
decision about your participation. Please be assured that personal information of the all
participants, will remain strictly confidential and anonymous. You may withdraw your
consent at any time. There are no foreseeable risks associated with this study, nor are there
any direct benefits to you. | thank you in advance for your participation and look forward to
beginning my work. Please feel free to contact me at any time.

Yours Sincerely,

Mumba Cyprian.

| have read the consent letter and I understand that:

* My participation is voluntary

* [ will be interviewed

* [ may withdraw my consent at any time

* Any and all information is strictly confidential and anonymous

* There are no foreseeable risks associated with this project, nor are there any direct benefits
to me

| consent to be a participant in this study
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Signature: Date:
Name:

School:

District
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Appendix iv: Lesson Observation Guide

CONTENT

REMARKS/
OBSERVATIONS/LESSON
1

REMARKS/
OBSERVATIONS/LESSON 2

TEACHER’S NAME/PSEUDO

CLASS

TOPIC

TECHNIQUES USED

TEACHERS ACTIVITIES

PUPILS ACTIVITIES

WAS TBIA APPLIED IN THE
LESSON?

WAS THE TEACHER COMPETENT
IN TBIA APPLICATION

OVERALL IMPRESSION OF THE
LESSON:

. Use of Text

I. Quality of Text

I11.Language skills covered

IV. Availability of Text

V. Classroom Activities

V1. Number of Lessons where Text IS
used
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Appendix vi: Lesson Plan on Comprehension
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Appendix

Vii:

Lesson plan on Structure
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Appendix viii: Lesson plan on composition
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Appendix ix: Lesson plan on Summary
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Appendix x : Ethical Clearance Letter

r

THE UNIVERSITY OF ZAMBIA

DIRECTORATLE OT RESEARCTI AND GRADUATE STUDIES

Gr_eat_ll_ias'_t F.uad" | =0, Box 42349 | Lusaka 10201 | Tal -J'EI:I-?1 1-2%0 3584291 777
Fam: 1 260 1 290 2587259 952 | Email: direclor@digsunzasm | Website: www.unzzzm

Approval of Study

AU Aupost, 2008
REF. No. HGSREC: 2017-DECEMBER-013

Br. duwmba Cypeian

Roam Aatelope Secodary Gonol
.0 LBox SO35

Luanshya

12ear W Murmba,

RE:  “THE IMPLEMENTATION OF THE TEXT BASED INTEGRATED APPROACH IN
SFLECTED SECONDARY SCHOOLS OF LUANSHAYA DISTRICTY

The University vl Zambia [lumanilies and Social Sciences Rescarch Echics Committee
IRB reselved Lo approve ihis study and yoar participation as Principal Tvesligamr for
a period of ong year

| Review Type Expedited Review I Approvul No.
| HSSREC: 2017-
| - | DECEMEER-O13
| approval amd Expity Dare Anpraval Dare: | Empiry Drale: 78
s B pnpust, 2014 Angus, 2020
._P]'I?T(‘.L'LI]. Yersion and Dede Verzion-Nil ) | Ao Anpust, 2008
Imfurmation Sheet, | » FEngush. | T Appust, B029
Consenl Furns snd Dates
_Comngent tonm 1D and Dals WRIEIGN ) T Aupus, 20159
[ Recruilinent Mulerials [ rail _ | Mil

q

There are specilic conditions it vall apply 1 this approval. As Principol Imvesligator
it i your responsiblive to oradss thal ho coments al Lhis lotter ure adhered ta. I5 these
ave rior adhered 1, We approval may e suspended. Should the aludy e sus prmded.
gtudy sponscrs and other reeulatory sathorities will e inlumend.

Excellence in Teaching, Research and Community Service
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Conditions of Approval

Provide izlormation sheets and consent !otiery as thise Werc el ulteched. The
infarmation sheets should have hed the esarntial fealures included. Plrase uge
the WHO o plales which yuu cuuld doswnicad at
wwaw.who,inlirpe/reasanch_ctkhivs/ informed consenlien]. REC wnutd
appreciaze if the Pl could custornise the WIIO remplates and inchade the domains
af what the suwsmitled protosol is posiling on tobls i the sampling unics [peaple
whes Liave been ar shull be parlicipating ia this sludy,

Mo parhcipart mag b invelved in any study procedure prior o Lhe stucy npproval
or afrer the expiration dusie.

All wnanticipated or Serious Adverse Livents [SAEs] must o resorted teo Lhe IRB
within 3 days.

All protocol redifications must he IRB approved by an application for an
amendmenl orior 1o inplementation unless they arc intended to reduce tisk (Hut
must atill be reporled tar approval). Moadificulions will include any change of
investigator/ s or wite address or methndnlogy and melwods. Many modifications
sntail minimal sk adjustments Lo a prowoco ard/or cansent tortn and cen be
made on an Expedited basis {vie the IRD Chair]. Some examples arc: forrat
charges, correcting spelling =rrors, adding key personnel, winor chatges 10
queslivnnaires, recruilng ard changes, and so [orth. Other, more substantive
changes, cspecial y L1ose that may wller the rsk-benelit ratio, may require Full
Board review and approval. In ali cases, except wherc noted above regarding
subject salewy, any changes Lo any protecal document or provedure mwust first he
approved Ly the (RD before they cun be mplemenied

All pratocol deviarions musc he 1eporied to the IRB wilhin 3 working days,
Al tecmitment malerials must oe approved OF the IRE prior to being used.

Principal  investigdiors are responuible  for  initizliog Continuing  Rewew
proceedings. Doruments musl e received by the IRB at least 30 days before Lhe
expiry dele,  This js for the purpusc of facilitaling the refiew procers. An¥
docaments reecived less than 30 days before expiry will be labelled “latz
submissions” end wil fnear a peraliy.

Svery 6 (six] months 4 progress report torm supplicd by The University of Zambia
Humanites and Sacial Scieaces Research Lthics Committee IRE must be filled
in and submitted to ns. There is a penalty of K300,C0 for failure "o submil the
repart.

The Universicy of Zambie. Hurmsnities und Soviel Scivnves Research Elhlce
Commitlee IRB docs nol “stamp” appro¢al leliers, consent lorms or stady
decuments unless reguestsd for in writing, This is bocause the approval letter
clearly indicates the cacumenls appraved oy Lhe [RB =8 well ag nther elements
and conditions ol approval.
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L

Zhould von hawve suy gquestions regarding anyrhing indicated in this letter, phpase do
nat hesitate to el in touch wilh us at the above indicaled addrees.

On behalf of The University of Zambia Humanites and Social Scicnces Research
Eth:cz Commitkee IRB, we wotld like to wish #nu all the sunoess BE ¥oul carry out Four
glucdy.

weawrs sincerely,

D, fason Wuiga

BA, M5oc, 5o, PhD

CHAIRPERSON

THE UNIVERSITY OF ZAMELA HUMANITIES AND

SOCIAL BCIENCES RESEARCH ETHICS COMMITTEE IRE
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