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ABSTRACT

Reservations have been raised about the integrated approach to the teaching of
English in secondary schools in Kenya since its introduction in 1985. The
reservations, have however, not been based on any documented studies. The purpose
of this study was to evaluate the integrated approach to the teaching of English in
Secondary schools in Busia District. Objectives of the study were to: Find out
stakeholders' conception of the integrated English language curriculum for secondary
schools; assess the preparation of teachers of English to implement the integrated
English language curriculum; investigate the use of integrated approach in English
language lessons and in other subjects; find out the extent to which external
evaluation of English language is based on the integrated approach; analyse English
language textbooks to find out the extent to which they are based on the integrated
approach; assess the extent of integration in the English language syllabus in terms of
objectives, content, learning activities, teaching methods, suggested resources and
evaluation procedures and; find out the challenges and opportunities available in
improving the use of the integrated approach in English language teaching and
learning. Saturated and systematic random sampling techniques were used to select 2~
full-time English language curriculum developers, 120 teachers of English and 1609
students in secondary schools in Busia District, Kenya. Data was collected using
questionnaires.. interviews, classroom observation guides, focused group discussion
guide and content analysis guides. Qualitative data was analysed by establishing .. ~
analytical categories from statements of respondents and calculating percentages per
response. Cross tabulation of responses and calculation of percentages was done for.
quantitative data. The study revealed that stakeholders conceived the integrated
approach to the, teaching of English in conflicting terms. Teachers had not been
prepared to implement integrated curriculum and classroom practice revealed low
levels of integration. English external examinations for the years 2000 - 2006 were
not much based on integration while that of 2007 adopted an integrated approach.
Teachers of English found fault with the integrated approach while curriculum
developers did not. A new shared integration model is recommended for the teaching
of English in which both English and Literature would be core in the secondary
school curriculum and taught as separate subjects using integrated approaches. This
study is significant for a number of reasons. First, the data generated on the
challenges of implementing the integrated approach to the teaching of English in
secondary schools from the teachers' perspectives revealed the need to review this
approach. Second, the shared integration model proposed might be found useful by
curriculum developers in designing a revised English language syllabus. Third, the
study contributes to the development of English language teacher education in Kenya
by revealing areas of deficiency in teacher education. It provides insight on the need
to review teacher education to reflect classroom realities in English teaching In
secondary schools.
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CHAPTER ONE

INTRODUCTION

1.1 Background to the Study

1.1.1 English language education in Kenya: Historical perspective

English language was first introduced in the curriculum on the East African coast

in Zanzibar around 1877. This was the time when slave trade had been abolished,

following opposition to this practice by British philanthropists and the closure of

the slave market in America. Missionaries, who had assumed the obligation to

provide education almost entirely on their own, made a move to give some

elementary education to the emancipated slaves (Sifuna and Otiende, 1994). The

primary purpose of the missionaries was evangelism. They provided some

functional literacy foro evangelization. The curriculum basically consisted of

reading, writing and arithmetic. There were efforts of teaching English during the

reading and writing sessions.

The missionaries, besides the teaching of English, encouraged the teaching of the

vernacular languages, which were also used as media of instruction. Kiswahili,

which initially in the thirteenth century had developed as the vernacular ofKilwa

and the rest of the coastal Communities (Freeman-Grenville, 1962), and had

spread into the interior of East Africa as a lingua franca, was also emphasized in

education and taught in schools.
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The existence of these sets of languages, namely, the vernaculars, Kiswahili and

English played a key role in the determination of the language policy since 1877.

The missionaries made the case for the learning and the use of the vernaculars

based on the 'Livingstonian Principle' which held that Africa could only be

converted by use of African culture, including African languages (Oliver, 1965):

Otherwise, Kiswahili which was already widely understood as a lingua franca

could easily have been used for the spread of Christianity.

In 1908 the British colonial government in Kenya got directly involved in formal

education through the appointment of Professor 1. Nelson Fraser as educational

adviser. He produced a report in 1909 in which he recommended technical

education for Africans and the use of the vernaculars as media of instruction.

(Shiundu and Omulando, 1992). This policy was detrimental to the development

of English language in the colony. It served to perpetuate tribalism and racism and
~

used Africans as cheap manual labourers.

The Phelps-Stokes commission, which was supported by funds provided by Lady

Caroline Phelps-Stokes for the education of Negros in America visited East

Africa in 1924. The visit to East Africa was motivated by the protestant churches

that were at that time concerned about their educational work in Africa, and the

education of Negros in the Southern States of America. The commission

recommended technical education for Africans in Kenya.
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The commission recommended that, all people have a right to their own language

and that this was a means of expressing their personality. It would not be,

therefore, right to deprive people of their own language. The commission further

noted that the appeal cannot be made to the people without using their

vernaculars. The commission, therefore, recommended that it was important for

English to be taught to students in upper classes, but the vernaculars be used as a

media of instruction in lower classes (Gorman, 1974).

The sentiments of the Phelps-Stokes commission were reiterated by the report of

the East African Commission of 1925 on education. The latter Commission stated

that during the elementary and primary stages, it was regarded as essential that the

medium of education should be a native language, and that English should only be

introduced at a later stage. In the secondary and further stages, English was to be

the medium of instruction. English was to be taught thoroughly and completely

and only to young pupils who were undergoing a period of school life long

enough to enable them learn it properly.

In 1929, there was a Conference in Dar-es-Salaam for Directors of Education in

East and Central Africa on education. As a result of this Conference the

Department of Education in Kenya issued a circular on language policy which

required;

• The use of vernacular languages as media of instruction for the first four

years of school life:
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• Kiswahili was to be introduced as a subject during this period;

• English was to be taught in those classes where there were trained

teachers;

• In those schools in which English had been taught, English could be used

as a medium of instruction;

• After the completion of six years' study, English was to be introduced as

soon as possible.

This was implemented in 1935 and in the examination at the end of the course in

standard 6, English and Kiswahili were both core subjects.

From 1945 onwards, there was expansion in education but this was very slow in

pace. The Kenya government took greater responsibility for educational provision

in 1945 when the Governor in Kenya appointed a select committee under the

chairmanship of Bishop Beecher. The committee carne to be known as The

Beecher Committee which provided for education in the 1950s. The committee

recommended that Kiswahili should be the language of literature and of

instruction in primary schools in towns and in settled areas and that for rural

areas, vernaculars should be used as the media of oral instruction, while Kiswahili

was used for literature. The report expected the East Africa Literature Bureau,

which had been established in 1948 to produce textbooks in selected local

languages (Kenya Colony and Protectorate, ~949). The Committee discouraged

the teaching of English in primary schools on the grounds that there were no

sufficient teachers to perform this task. The committee however, recommended
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that the syllabus should provide for the transition from a vernacular or from

Kiswahili to English at Standard Five. Instead of discouraging the teaching of

English in primary schools on the pretext of an inadequate number of qualified

teachers, recommendations should instead have been made on how to train the

teachers required for this task.

While the Beecher committee was doing its work, there were recommendations of

two other groups that, largely by coincidence, took place more or less at the same

time. These two were the Binns committee visit to East Africa and the resultant

Cambridge Conference convened to consider the observations of the Binns and

other committees that had visited other parts of the British colonial possessions in

Africa to make a thorough survey of education in the colonial territories since the

Phelps-Stokes report (Shiundu and Omulando, 1992). The Binns report had 76

recommendations on education generally. On the issue of language, Binns was in

total agreement with Beecher. The Binns Committee, like that of Beecher.

recommended teaching in vernacular languages in the first four years of

schooling.

In 1953, East African Royal Commission that had been appointed by the British

Government to make a general review of development in East Africa examined

the educational policy and practice and recommended that English should be

taught as a subject and also be used as a medium of instruction from standard one

onwards (Kenya Colony and Protectorate, 1955). This was based on the argument

MASEN() UNIVERSITY
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that people of East Africa were very keen on learning English, which they saw as

a "gateway to a new world". A tentative syllabus was issued for African

intermediate schools by the Education Department in Kenya in 1953. It required

that apart from Religious instruction, English was to be the main subject of the

curriculum, both for its general educational value and for its use when children

left school at form two for employment (Kenya Colony and Protectorate, 1953).

In the same year, English became the compulsory medium in the examinations

held at the end of the eighth year of primary education. This indeed promoted the

status of English in the curriculum.

By 1958, there were intensified demands to begin English as a second language in

the first year of schooling. These demands were preceded by the setting up of a

special centre by the Ministry of Education to investigate the challenges of

adaption from vernacular to English in primary school in the sixth year when the

content of education was becoming more complex (Shiundu and Omulando

1992). The centre mainly aimed at reducing the difficulties arising from

multilingualism in the schools attended by Asian children.

A pilot course with English as medium of instruction right from standard one was

introduced into a number of schools for Asian children in Nairobi in 1958. It was

adopted on a general basis in 1961 and the approach to teaching utilized child-

centred activity methods of instruction and was generally referred to as the New

Primary Approach (NPA).
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When Kenya attained her independence in 1963, the new government assumed

responsibility of education and was faced with a task of providing education that

would produce the manpower required to replace the expatriates that were

leaving. The first post-independence education commission in Kenya, the Ominde

Commission, whose responsibility was to survey the resources which existed and

advise the government on the formulation and implementation of national policies

for education, supported the New Primary Approach (NPA). The commission

(Republic of Kenya, 1964) advanced six reasons for supporting this approach as

follows:

• English made it possible for learners to have a systematic development of

language study and literacy, which would be very difficult to achieve in

the vernaculars,

• As a result of systematic development possible in the English medium,

quicker progress could be realized in all subjects,

• The foundation made in the first three years of schooling was more

scientifically conceived and, therefore, provided a more solid basis for all

subsequent studies, than was ever provided in the old vernacular teaching,

• The difficult transition from a vernacular to an English medium, which

could take up much time in primary V was avoided,

• The linguistic equipment, which resulted, could not fail to expedite and

improve the quality of post-primary education of all kinds,

•
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• Advantage was taken of the new medium to introduce modern infant

techniques into the first three years of schooling, including activity and

group work and a balanced development of muscular co-ordination

In advancing their reasons, the commission ignored the reality in rural areas

where the learners met English for the first time when they joined standard one.

These learners were strangers to English which was used as the medium of

instruction.

As the New Primary Approach continued to spread down the years, it generated

momentum and became difficult to sustain because it required more support than

was available from the Ministry of Education and the Kenya Institute of

Education (Oluoch, 1982). There was additional aid in terms of equipment and

personnel help in the pre-service and in-service training of teachers from the

National Education Association of America (NEA), but this assistance was far

from being adequate in the face of rapid expansion. The net effect of this

development was that the New Primary Approach began to be diluted.

In 1976, as a result of the enormous increase of education cost since independence

and the increasing difficulty of getting wage employment by those leaving

primary and secondary schools, a National committee was set up to look into the

objectives and educational policies. This was the Gachathi Committee. The

committee recommended change in the New Primary Approach practice

(Republic of Kenya 1976). An observation was made that most of the children in
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rural areas could only speak vernacular languages at the time of starting primary

education, yet they were expected to have learned adequate English by the end of

the seven years to have been able to do the certificate of primary education in

English. On the other hand, children could not wait to learn English first before

they started learning other subjects of primary education once they entered

primary schools. The committee concluded that the education system would make

much better use of local languages for instruction at the beginning of the primary

education. English would be taught as a subject from primary one and then used

as a language of instruction in upper primary classes. In the urban areas, however,

most of the children were able to use English from the beginning because of the

teaching many of them received at pre-primary schools or home. The urban

schools, therefore, did use English as a medium of instruction from the beginning

(Republic of Kenya, 1976).

As a result of these observations, the Gachathi committee recommended that the

predominant languages spoken in the schools' catchment areas should be used as

languages of instruction for the first three years of primary education; and that

English should be introduced as a subject from primary one and be made to

supercede the predominant local language as the medium of instruction in primary

four. This approach made a lot of pedagogical sense because using English as a

medium of instruction from the very beginning gave learners a problem of

grappling with both language and content.
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The Presidential Working Party on the establishment of a second university in

Kenya recommended the changing of the structure of education from the 7-4-2-3

system to the 8-4-4 system (Republic of Kenya, 1981). The Party did not directly

discuss the issue of the language of instruction but the change of the structure of

education had far reaching implications for innovations in subjects offered at

various school levels in the curriculum. At secondary school level, these

innovations were quite pervasive in the area of English. Prior to the advent of the

8-4-4 system of education, English language and literature in English were taught

and examined as separate entities at the ordinary level. English was core while

literature was an elective. At advanced level, literature was taught as a separate

subject while English was covered in aspects of what was offered as the General

Paper. In the new system, which was implemented in secondary schools in 1985,

the Advanced level segment was abolished and the very first integrated English

syllabus in the history of language and literature teaching in Kenya was

implemented in secondary schools (K.I.E, 1987).

The presidential working party on Education and Manpower Training for the next

decade and beyond reviewed the 8-4-4 education system and supported jt,

especially its broad based and vocational curriculum. The committee

recommended the provision of additional and appropriate physical facilities and

qualified teachers. The committee further recommended the co-ordination and

harmonization of the curriculum, examinations, certification and an effective

management together with supervision at all levels. In reviewing the funding on
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education and training, the working party proposed strategies for cost sharing in

their provision and expansion. It suffices to note at this juncture that the

Presidential working party remained silent on the issue oflanguage.

The Koech Commission of 1999, whose mandate was to prepare the Kenyan

Society to face the challenges ofthe 21st century and the 3rd millennium through

education and training, made significant observations about the language of

instruction. In most of the Early Childhood Care, Development and Education

(ECCDE) centres visited by the Commission, the learners had been introduced to

English language. There were also attempts to use English as a medium of

instruction in Nairobi, various municipalities and urban centres (Republic of

Kenya, 1999). The commission noted the absence of any policy or policy

guidance on the medium of instruction in ECCDE centres and recommended that

the learners' mother tongue or the dominant language within the ECCDE

catchment area should be used as the medium of instruction in order to enhance a

smooth transition from home to institutionalized learning, with Kiswahili being

used as the medium of instruction in Nairobi city, municipalities and urban

centres.

After early childhood education, the commission recommended the children to

continue being taught in the mother tongue or the dominant language of the

school environment until the end of lower primary education. During this period,

English and Kiswahili should be vigorously taught as subjects. From primary four
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to eight where the child has good knowledge of English and Kiswahili, English

should be introduced as the medium of instruction. In this regard, the Koech

Commission made recommendations similar to those of the Gachathi Commission

of 1976. The Koech Commission, however, notes that the use ofvemaculars in

lower primary education recommended by the Gachathi Commission may not

have been fully implemented mainly due to lack of instructional materials in local

languages and recommended that the ministry responsible for education should

work out modalities for ensuring publication of instructional materials in the local

languages in the country (Republic of Kenya, 1999). These recommendations

have guided the current language practice in education.

A critical examination of the evolution of the language policy in education since

1877 reflects a general trend of drifts in practice from time to time. This could

probably be because of the way language is perceived variously by different

people and communities in terms of its functions. For example, before

independence, the missionaries saw language mainly In terms of its use ill

evangelism. The colonial administration perceived it ill terms of its use in

producing the few needed clerks to expedite colonial administration. After

independence, the aspirations of Kenyans to use language for educational

advancement and international communication became paramount for economic

development. As Gorman (1974) observes, decisions on language use in a

particular society are almost invariably subordinate to or a reflection of

underlying political and social values and goals.
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The important role played by English language in the Kenyan language situation

cannot be overemphasized. English language is the medium of instruction from

primary four, through secondary education, universities and colleges. This means

therefore, that English language is a service subject across the entire school

curriculum. Conversely, it also means that English language can be a barrier to

effective teaching and learning (Bishop, 1985). If a learner does not understand or

has difficulties in understanding the language of instruction, then the learner is not

likely to gain from the instruction even if other pedagogical prerequisites are put

in place. Logically, independent study by the learner also demands that the learner

is proficient in the language of instruction so that he/she is able to read and write

in the language of instruction on hislher own.

A further pedagogical consideration is that language is vital in the development of

thought and that there is linkage between language and the sense of self. The

sense of self develops when the learner gains competence in the language shelhe

is using and when he/she can express himselflherself competently. With a

properly developed sense of self, the learner is able to identify hislher

achievement goals and the means for achieving these goals. Competence in the

language of instruction, therefore would enhance the achievement of the learner in

the areas offered in the curriculum (Byrne, 1979).
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English as a result of being the medium of instruction in education is also the

language of public examinations in all subjects offered in the curriculum except

for other language subjects such as Kiswahili and French or as may be otherwise

specified in the instructions given in examination papers. A learner who has a

good command of English language will effectively present his ideas in an

organized form, understandable to the examiner and this will logically translate

into better examination scores. In the primary and secondary school curriculum,

English is a compulsory subject, required for all learners not only in the school

curriculum but also in the Kenya Certificate of Primary Education examination

(K.C.P.E.) and the Kenya Certificate of Secondary Education examination

(K.C.S.E.).

Most employers, among other criteria, consider good grades in English language

as an essential factor in determining employee competence. The same is

applicable to selection into colleges of education and into a number of other

certificate and Diploma courses.

English language is the official language in Kenya. It is also a language of

regional communication, used in East African regional forums. Moreover, English

is an international language. It is one of the leading media for communication in

international meetings and conferences organized by bodies such as the African

Union (A.U.), United Nations (D.N), the World Health Organisation (W.H.O.)

and the International Labour Organisation (I.L.O.). In our Kenyan situation,
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therefore, English becomes an important factor in both regional and international

integration.

Primary education in Kenya lays the foundation oflearning English among pupils.

The secondary school cycle improves and develops the language skills whose

acquisition began in primary schools. The requirement of English as a core

subject in the curriculum ends at the end of secondary education. This means that

for those learners who do not opt for English language as one of their subjects in

tertiary or higher education, the secondary cycle may mark the end of a

formalized chance to acquire and develop the skills of the language.

Objectives of teaching English language in secondary schools have undergone

changes since 1963 with changing syllabi. Currently, the teaching of English is

expected to take an integrated approach. At the end of the secondary school

English course, as per the syllabus (K.I.E, 2002:6) the learner should be able to;

1. listen attentively for comprehension and respond appropriately

2. use listening skills to infer and interpret meaning correctly from spoken

discourse

3. listen and process information from a variety of sources

4. speak accurately, fluently, confidently and appropriately in a variety of

contexts

5. use non- verbal cues effectively in speaking

6. read fluently and efficiently

7. appreciate the importance of reading for a variety of purposes
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8. develop a life-long interest in reading a wide range of subjects

9. read and comprehend literary and non-literary materials

10. read and analyse literary and non-literary works from Kenya, East Africa,

Africa and the rest of the world, and relate to the experiences in these

works

11. appreciate and reflect own as well as other people's culture

12. make an efficient use of a range of sources of information, including

libraries, dictionaries, encyclopedias and the internet

13. use correct spelling, punctuation and paragraphs

14. use a variety of sentence structures and vocabulary

15. communicate appropriately in functional and creative writing

16. write neatly, legibly and effectively

17. use correct grammatical and idiomatic forms of English

18. think creatively and critically

19. appreciate the special way literary writers use language

20. appreciate the universal human values contained in literary works.

These objectives spell out the competencies required of learners at the end of the

upper secondary education. In other words, the objectives set out the required

standards of English at the end of secondary education. The Kenya Certificate of

Secondary Education (K.C.S.E) examination is expected to measure whether the

learners have reached the required standards or not.
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Appendix A shows a sample examination script of a form four student in Kenya.

In this examination, the student was expected to write a composition discussing

how Kenyan youth could help the country become self-sufficient in food

production. This script contains basic errors of language including wrong use of

the definite article ''the'', omission of words, lack of subject-verb agreement and

poor sentence construction. This indicates that the student had not meas~red up to

the standards spelt out in the objectives of the syllabus and yet he/she had gone

through the system.

Performance in the Kenya Certificate of Secondary Education has also been

generally poor for a number of schools. Table 1 shows performance of students in

K.C.S.E. English over a period of seven years for three categories of schools.
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Table 1

School Performance in K.C.S.E. English by Examination mean scores and

mean grades between 2000 - 2006.

YEAR SCHOOL A SCHOOLB SCHOOLC
MEAN MEAN MEAN MEAN MEAN MEAN
SCORE GRADE SCORE GRADE SCORE GRADE

2000 9.01 B 4.99 C- 3.16 D.
2001 8.93 B 5.08 C- 3.98 D+
2002 9.09 B 4.52 C- 3.78 D+
2003 8.87 B 4.93 C- 3.19 D
2004 9.11 B 5.67 C 3.20 D
2005 9.92 B+ 5.49 C- 3.96 D+
2006 10.29 B+ 6.12 C 2.94 D

Source: Kenya National Examinations Council

School A, was a national school; school B, provincial school while school C was

a district schoo l.

It is clear from table 1 that performance in English was high only in the national

school, average for the provincial school and poor in the district school over the

seven year period.

University students are expected to be the best products of the secondary school

system. This not withstanding, the language standards of some current students is

relatively low. Appendix B is a sample examination script for a second year

university student. The question, which the student responded to, required himlher

18



to discuss sources of decision-making for the curriculum. Although not a language

paper, the language flaws in this script are glaring. Among the language mistakes is

the lack of subject verb agreement in statements such as "The population increase

threaten the change of curriculum the government need money teacher teach

what they know ". One also notes the disjointed manner of this essay.

There has been public outcry about falling standards in both written and spoken

English in Kenya. Sometimes circulars from offices, notices and official letters and

public speeches manifest language errors (Kenya National Examinations Council,

1980, Iyumagomya, 1989). Prompted by low standards in English, a number of

studies have been undertaken in the past and they have come up with observations to

explain this poor performance in the language. Some of the reasons given in these

studies include;

• Use of teachers in the past- who had low levels of academic qualifications and

lacked professional training in language pedagogy coupled with lack of relevant

experience in the setting and scoring of external examinations (Omulando, 1979:

Kembo Sure, 1983) .

• A heavy working load for English language teachers. This workload does not allow

the teacher of English enough time to give adequate exercises and score them

(Kembo Sure, 1983).
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• Absence of adequate reading materials such as story books and

newspapers that would expose the learners to instances of language use

(Kembo Sure, 1983; Karanga, 1984; Khaemba, 1986).

• A eleprived student home background including level of education of

parents and older siblings, unavailability of reading materials at home, and

for students proceeding to secondary, poor performance in. K.C.P .E.

(Omulando, 1979).

• In the past, where schools were classified as government maintained,

government assisted and selfhelp (harambee), the type of school a student

attended was seen as a factor. The lowest performance was generally

expected for self help (harambee) schools.

• Interference from the vernacular language of the learners (Gouala, 1981).

• An English language and Literature teacher education programme that

does not take cognizance of the classroom realities of the teachers

(Ng'ong'ah,2002).

These observations point out a number of factors that may sometimes work in

combination to adversely influence language standards. Since 1985 the blame

largely shifts to the integrated syllabus that was implemented in secondary

schools, for example as implied by Ng'ong'ah, 2002. Whereas teacher education

for secondary schools focuses on the teaching of English and Literature as

separate subjects, in secondary schools, the two are integrated. It then becomes

necessary to carry out a study to evaluate the integrated approach to the teaching
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of English since most of the reservations on the integrated approach have been

based on personal opinion.

1.1.2 Rationale for integrated curriculum

Studies done in the past have indicated positive effects of integrated curriculum.

Lake (1994) states that integrated curriculum is a movement by sch~ols away

from teaching isolated facts towards a more constructivist view of learning, which

values in-depth knowledge of subjects. Proponents of the progressive education

movement of 1930s advocated an integrated curriculum, sometimes identified as

the "core curriculum" (Vars, 1987). The movement towards integrated

curriculum is a move away from memorization and recitation of isolated facts and

figures to more meaningful concepts and connections between concepts. The

twenty first century requirements for a flexible use of knowledge goes beyond a

superficial understanding of multiple isolated events to insights developed by

learning that is connected or integrated.

Perkins (1991) advocates for teaching for transfer and thoughtful learning when

he states that an integrated curriculum is a concern with connecting things up,

within and across subject matters, and with elements of out of school life ..

Accordingly, there is a natural alliance between those making a special effort to

teach for understanding and those making a special effort towards integrative

education. This view supports the notion of curriculum integration as a way of

making education more meaningful. This is in agreement with Musslewhite

21

----- -- -------- -- -------------------



(2004) who says that supporters of curriculum integration view education as a

process by which students examine concepts and themes to see how they fit

together and that the more ways teachers use to connect curriculum, the more

relevant the content is for students.

In addition to the realization that curriculum integration may be an effective

element in making education both manageable and relevant, there is a body of

research related to 'how children learn' that supports curriculum integration.

Cromwell (1989) looks at how the brain processes and organizes information.

According to his fmdings, the brain organizes new knowledge on the basis of

previous experiences and the meaning that has developed from those experiences.

The brain processes many things at the same time, and ho listie experiences are

recalled quickly and easily.

The findings of Cromwell closely relate to those of Musslewhite on learning:

Musslewhite (2004) reports that the integrated curriculum increases student

retention of what is learnt because students retain;

• 10 percent of what they read

• 20 percent of what they hear

• 30 percent of what they see

• 50 percent of what they see and hear

• 70 percent of what they say

• 90 percent of what they say and do
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Research such as this is in support of the case for de-compartmentalizing learning

and relating content areas. When curricula are integrated, students are afforded an

opportunity to read, hear and see information. Learning has meaning and students

have more time to say and do.

Shoemaker (1989) after conducting a study on the human brain and education

concluded that the human brain actively seeks patterns and searches for meaning

through these patterns. This research is supported by Caine and Caine (1991)

when they connect neuro-psychology and educational methodologies and state

that the search for meanings and patterns is a basic process in the human brain. In

fact, the brain may resist learning fragmented facts that are presented in isolation.

The two further state that learning is believed to occur faster and more thoroughly

when it is presented in meaningful contexts with an experiential component.

Every student has a unique brain. The search for patterns and contexts will be

universal but every learner will have his own learning style. To meet these

diverse needs means providing choices for students.

Put to use in the classroom, the brain research points towards interdisciplinary

learning, thematic teaching, experiential education and teaching that is responsive

to student learning styles (Shoemaker, 1989). This work has been supported by

other educators involved with implementation of curriculum integration (Jacobs,

1989, Shoemaker, 1989). These differentiations may move from two teachers
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teaching the same topic but in their own separate classes; for example, both

English and History teachers teaching about the same period of history, to team

design of thematic units, to interdisciplinary courses, or to a fully integrated

curriculum, which is also referred to as synergistic teaching.

In defining synergistic teaching, Bonds, Cox and Garnntt-Bonds: (1993 :12) talk

about the advantages of this approach in the following words;

Synergistic teaching goes beyond the blurring of subject
area lines to a process of teaching whereby all the school
subjects are related and used to reinforce, provide
repetition, and expand knowledge and skills learned in
other curriculum areas. This process of synergistic
teaching allows the student to quickly perceive the
relationship between learning in all curriculum areas and its
application throughout each of the school subjects ...
Synergistic teaching does more than integrate; it presents
content and skills in such a manner that nearly all learning
takes place in new dimensions, meaning, and relevance
because a connection is discerned between skills and
content that transcends curriculum lines. In a synergistic
classroom, simultaneous teaching of concepts and skills
without regard to curriculum areas would have a greater
effect than the sum of learning skills and concepts in
individual subject areas.

Another reason for a curriculum approach deliberately designed for integration is

advanced by Humphreys and Ellis (1981) who maintain that one cannot assume

that students will see for themselves how things fit together. They state that the

reality of the situation is that they tend to learn what we teach. If we teach

connectedness and integration, they learn that. . If we teach separation and

discontinuity, that is what they learn. To suppose otherwise is incongruous.
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One also further finds rationale for curriculum integration in the common sense

wisdom of teachers, who are coping with an increased body of knowledge, large

classes, and many mandates related to everything from drug awareness to Acquired

ImmuneDeficiency Syndrome (AIDS). When all these are added to the traditional

bodyof knowledge for which teachers feel responsible, integration is seen as one way

to meet both the needs of the students and the requirements of the state. The

integrationof curricular areas and concepts allows teachers to assist students as they

preparefor the next century.

Movementstowards a global economy and international connectedness, as well as the

rapid changes in technology, are pushing education towards integration (Benjamin,

1989). The ability to make connections, to solve problems by looking at multiple

perspectives, and to incorporate information from different fields, will be an essential

ingredient for success in future.

As Lipson et al. (1993) state, an enduring argument for integration is that it

represents a way to avoid the fragmented and irrelevant acquisition of isolated

facts, transforming knowledge into personally useful tools for learning new

information. Studies report positive achievement outcomes for students who

participate in an integrated curriculum. Seong, Cheol & Kyung (2004) proposed a

new way of efficiently teaching both computer science and English

simultaneously using an interdisciplinary approach after carrying out a study. In

the study, to integrate these two subjects, they presented a restructuring
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of topics and provided designs for the sophisticated lesson plans based on this

restructuring. They had a control group using the traditional methods and an

experimental group using the integrated approach. From the analysis of results,

the study revealed that students in the integrated course performed better than

those in the existing courses in achieving learning objectives.

Levitan (1991) reports that a change from a literature based language arts-

programme to a science-literature based programme for sixth graders resulted in

achievement increases for the majority of the students. Similar results were

reported by Willet (1992). In a study of 87 fifth graders, integrating the study of

mathematics with art resulted in higher post-test scores for students than those for

students who were taught mathematical concepts in isolation by the regular

classroom teacher. Similar results were reported by Friend (1984) in a study of

mathematics and science integration.

In a study reported by Drake & Burns (2004) it was found out that more than 80

percent of the schools which integrated service learning into the classroom

recorded an improvement in the grade point averages of participating students.

For example, when teachers integrated service learning into the curriculum in

Springfield, Massachusetts high school, the dropout rate reduced from 12 percent

to 1 percent; the number of students going to college increased by 22 percent, and

those achieving a grade point of 3.0 or higher increased from 12 percent to 40

percent. According to this study, such programmes foster a life-long commitment
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to CIVIC participation, sharpen "people skills" and prepare students for the

workforce.

These findings seem very logical in the context of the work of Schmidt (1983),

who found out that in an integrated language arts classroom, the amount of time

spent on art and literature was more than double the amount of time. spent on

these subjects in classrooms where integration was not a priority for teaching and

learning.

Hsiung (2000) reports a study in which utilizing science as the core course ofthe

integrated curriculum, three elementary teachers and two university based

educators worked together to design and conduct an experimental course of

integrated curriculum. Based on the approach of collaborative action research,

the team members had weekly meetings to discuss the strategies of integrated

curriculum plans, designed the integrated curriculum, and implemented it.

Results of the study showed that the activity-based integrated curriculum was a

proper model for teachers in connecting the different subjects in dealing with

aspects of one topic at the same time, and was a proper approach for students in

connecting their learning in school with their real life experiences.

In another study by Palow (2000), by measuring the performance of 62 students

enrolled in a community college introductory algebra course, the generally

accepted assumption among mathematics instructors that mastery of arithmetic is
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necessary for the learning of algebra was challenged. Study subject were 35%

male, 74% Hispanic, 16% black, 8% white and 2% others. A pre-test consisting

of 10 items designed to indicate minimum competency in computational

arithmetic, was administered at the beginning of the semester, and the final exam

was used as a post-test. Using analysis of variance, analysis of covariance, and a

Pearson r calculation, no significant differences were found between. the three

groups that received different types of instruction: I.computer managed

instruction combined with individualized instruction in the Math lab; 2. computer

managed instruction used in the classroom; and 3, a traditional class used as a

control group. The study concluded that ability to perform well in computational

arithmetic had little, if anything, to do with ability to perform well in beginning

algebra. As a result of this fmding, it was suggested that community colleges

combine the topics of arithmetic and beginning algebra into one integrated course.

Apart from positively impacting student achievement, some studies done in the.

past have indicated that an integrated curriculum has positive effects on student

attitudes. MacIver (1990) found out that in integrated programmes students

developed team spirit and improved their attitudes and work habits. This was

attributed, in part, to the fact that teachers met in teams and were able to

recognize and quickly deal with students' problems. Vars (1987) also reports that

motivation for learning is increased when students work on real problems - a

common element in integrated programmes. When students are actively involved

in planning their learning and making choices, they are more motivated, reducing
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behaviour problems. Jacobs (1989) also reports that integrated curriculum is

associated with better student direction, higher attendance, higher levels of

homework completion, and better attitudes towards school. Students are engaged

in their learning as they make connections across disciplines and with their world

outside the classroom.

Students are not the only ones who respond favourably to the learning experiences

that are part of an integrated curriculum. In a study of an integrated mathematics

curriculum, Edgerton (1990) found out that after one year, 83 percent of the

teachers involved preferred to continue with the integrated programme rather than

return to the traditional curriculum. MacIver (1990) found out that teachers

appreciated the social support of working together and felt that they were able to

teach more effectively when they integrated across subjects and courses. They

discovered new interests and teaching techniques that revitalized their teaching.

When teachers who participated in the Mid-California Science Improvement

Programme were interviewed by an independent evaluation, the findings indicated

a dramatic increase in Science instruction time and comfort with science teaching.

The teachers involved in this programme taught year long themes, with a blend of

science, language arts, social studies, mathematics, and fine arts. Improvements

were noted in student attitudes, teacher attitudes, and student achievement. These

findings were consistent for both gifted and educationally disadvantaged students

(Greene, 1991).
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In studies by Aschbacher 1991; Edgerton 1990; Greene 1991; MacIver 1990;

Shoemaker 1991; Vars 1987; Vye 1990; Williams 1991, a reservation of teachers

about the integrated approach that because content is drawn from different

subjects and subject areas, content knowledge would be impaired was

disapproved. Research findings have indicated the contrary. In the studies, areas

of integration included, 1. Art, Mathematics and reading; 2. Writing ~cross the

curriculum; 3. History, Science and Mathematics; 4. History and Literature; 5.

Integrated Humanities; 6. Health and Reading; 7. Areas of Mathematics; 8. Social

Studies, health and the arts; 9. Physical Education, the Arts, Health and Literature,

and 10. Science, Social Studies, Health and the Arts.

Vars (1987) found out that schools which adhered to the integrated curriculum

had no loss of learning of subject matter, and that, overall, students in the

integrated curriculum did as well or better than students in separate subject

programmes. The fact that teachers who plan and teach together have the same.

expectations across subjects areas is a factor in the overall performance of

students.
------

The Humanitas programme, an interdisciplinary, thematic, team based approach

to high school humanities in Los Angles was compared to 16 other schools which

were more traditional in their approach (Aschbacher, 1991). Performance-based

assessments; surveys of teachers, students and administrators; classroom

observations; teacher and student interviews; analysis of assignments and
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examinations; analysis of portfolios; records of student attendance; records of

discipline incidents; and records of college-oriented behaviour and standardized

tests were all considered in this research, making it one of the most thorough

explorations of curriculum integration.

The findings show that the Humanitas programme had a statistically s}gnificant

effect on writing and content knowledge, even after students had been enrolled for

only one year. The largest gains were shown in conceptual understanding. The

control groups of students made no gains in conceptual understanding during the

same time frame. The students in the Humanitas programme stayed in school

longer, worked harder, and liked school better. The expectations were higher in

this interdisciplinary programme, and the students were involved in more

complex discussions that required them to make connections between content.
areas and the real world. These same expectations held true of the students'

written work, as the students could be asked to write an essay that included a.

discussion of the beliefs of more than one culture and the way those beliefs were

influenced by cultural factors and values. The students were to include

perspectives from art, history, literature, and social institutions and make links to

their own lives.

The rationale for integrated curriculum discussed indicates that in spite of

reservations having been raised on the integrated English curriculum, one cannot

simply wish away Integrated curriculum. There was need to collect data and
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assess how the integrated approach to the teaching of English works in Kenya and if

it is not working well suggests possible ways of improving it. Moreover, a study such

as this is justified by Drake and Bums (2004) who state that integrating the

curriculum is a challenging undertaking and that most teachers have little experience

with it. Schmidt (1993) further justifies such a study and points out that while

teachers generally favour an integrated approach, only minimal amounts of

integration actually occur in their instruction. This implies that a discrepancy between

what is advocated and what actually takes place in the classroom in terms of

integration is common. A study such as this one would reveal if indeed there is a

discrepancy in the implementation and provide data that would form the basis for

remedial action.

The integrated approach to the teaching of English in secondary schools was

implemented in Kenya in 1·985.This means that this approach has been in existence

for the last twenty-two years. An external evaluation of this nature has not been

undertaken before. The need to conduct such a study, therefore, becomes urgent in"

revealing realities of this syllabus arrangement in schools.

1.2 Statement of the problem.

Concern about low English language standards, which began to acquire

prominence in the late 1950s is still prevalent today (Hawes, 1979; Oluoch, 1982).

There have been persistent complaints about poor English language use in speech,

in written expression and in examinations (The Weekly Review, 23 June 1978;
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Kenya National Examinations Council, 1980; Iyumagonya, 1989). The English of

some secondary school students and even of some students who proceed to the

universitycontains basic errors (See Appendices A and B respectively). Efforts to

improvestandards in the language appear to have failed seemingly for a number of

reasonsbut since the early 1980s, the debate at the secondary schools level places

substantialblame on the approach of teaching English and literature in English as an

integratedsubject (Muya, 1996). There is an acknowledgement in the revised English

syllabus for secondary schools that some people have expressed concern about the

integrationof language and literature (K.I.E., 2002).

The syllabus, however, promises that integration will help the students to gam

familiaritywith many different diverse linguistic uses, forms and conventions of the

written mode. Further, it is stated in the syllabus that the reading of literary works

provides a rich context in which learners can acquire new vocabulary and knowledge

of the rich possibilities of language use. In introducing the new syllabus, it has been

noted that teaching language structures in isolation is not only boring, but also tends

to produce learners who lack communicative competence (K.I.E., 2002).

The reservations spring from among other factors the fact that the two are separate

subjects and, therefore, in-the integrated approach, the teaching of one subject is

compromised for the sake of the other. The preparation of teachers to
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implement this curriculum is also in doubt (Kaina, 1996). In the face of these

reservations an evaluation study of the integrated approach was found appropriate in

revealing the realities of this approach in schools.

In centralized curriculum development systems such as Kenya, input of teachers is

rarely considered in programme design. As Fullan (2001) says, this may create a big

gap between the proposed programme and the programme in use. Teacher input in

programme design is critical for the effective institutionalization of the curriculum. It

is, therefore, necessary to involve teachers by establishing their views and

contribution to the programme. The research problem in this study, therefore, is to

evaluate and design appropriate integrated approach to English language teaching in

secondary schools based on both the initiators' and users' perspectives.

1.3 Purpose of the study

The purpose of this study was to evaluate the implementation of the integrated

approach to the teaching of English in secondary schools in Kenya and provide a

proposal for a revised programme.
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1.4 Objectives of the study

Specific objectives of this study were to:-

1. fmd out stakeholders' conception of the integrated English language

curriculum for secondary schools.

2. assess the preparation of teachers of English to implement the integrated

curriculum.

3. investigate the use ofthe integrated approach in English language lessons

and in other subjects.

4. fmd out the extent to which external evaluation of English language is

based on the integrated approach.

5. analyse English Language textbooks to find out the extent to which they

are based on the integrated approach.

6. assess the exten~ of integration in the English language syllabus in terms

of objectives, content, learning activities, teaching methods and suggested

resources, and evaluation procedures.

7. fmd out the challenges and opportunities available in improving the use of

the integrated approach in English teaching and Learning.
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1.5 Research Questions

1. What is the integrated approach to English language teaching as conceived

by stakeholders.

2. How were teachers of English prepared to implement the integrated

curriculum.

3. In which ways is the integrated approach used in English lessons and in

other subjects.

4. What elements of integration exist in "0" level examination test items.

5. What elements of integration exist in English language textbooks.

6. What is the extent of integration in the English syllabus in terms of

objectives, content, learning activities, teaching methods and suggested

resources, and evaluation procedures.

7. What are the ch.allenges and opportunities available in improving the use

of the integrated approach in English teaching and learning?

1.6 Assum ptions ofthe study

The study assumed that:

1. Integrated English language curriculum leads to holistic understanding of

concepts among learners.

2. The respondents were able to give answers that were honest to all the

research instruments that they responded to.
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3. In the integrated approach to English language teaching the shared

meaning of curriculum developers and teachers of English enhances

programme coherence.

1.7 Scope of the study

This study was conducted In Busia District and at the Kenya Institute of

Education (K.I.E.). Respondents In the study were Curriculum Developers at

K.I.E., Teachers and Students in secondary schools in Busia District. Apart from

involving teachers of other subjects for the purpose of observing their classes to

assess the extent to which they assisted in correcting English language errors, no

attention was given to integrated approaches in other subjects. The focus of the

study was on evaluation of the integrated approach to the teaching of English in-,
secondary schools.

1.8 Limitations of the study

While the study opens new frontiers in knowledge base, its limitations are worth

mentioning:

I. Some teachers of English and teachers of other subjects were reluctant to

have their lessons observed. Such teachers were very co-operative in

responding to questions and in participating in Focused Group Discussions

but very quickly grew cold feet in being observed in the Classroom

because they thought they were going to be inspected. The researcher had

'.
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to reassure such teachers that classroom observation was not a faultfinding

exercisebefore they accepted to participate in the study.

2. It would have been preferable to carry out a national study to evaluate the

integrated approach to the teaching of English in secondary schools in Kenya.

However, this study was limited in terms of time and funds to cover the

population at the national level. This not withstanding, given that secondary

schools in Kenya follow a common English language curriculum developed

centrally by K.I.E. and given that English language experts at K.I.E. were

involved, the study findings are generalisable to the national context in as far as

conditions are similar.

1.9 Significance of the study

The study is significant in the following ways:

1. The data generated on the challenges of implementing the integrated approach

to English teaching in secondary schools from the teachers' perspectives

revealed the need to review this approach. This was particularly so given that

some teachers pointed out that literary language may not conform to

conventional language and that the teaching of Literature is compromised for

the sake of English. This data might be found useful to curriculum developers in

their continuous search and review for qualitative improvement in education.

2. The output of the study was the shared integration model of English based

on the shared meaning of integration by curriculum developer and
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teachers of English. In this model English and Literature would be core

subjects in the secondary school curriculum, but the two would be taught

as separate disciplines. Integration of the two would only be in those areas

that easily lend themselves to it. The spirit of integration would enable the

learners to see the relationship between the two rather than forcing

integration in context where it may not be appropriate.

3. The study provides information, which may be useful to English language

teacher educators. The study may contribute to the development of

English language teacher education in Kenya by revealing areas of

deficiency in teacher education. The study provides insight on the need to

review teacher education to reflect classroom realities in English teaching

in secondary schools. This is particularly after the realization that the

teachers of English in the field were not prepared to implement the

integrated curriculum.

1.10 Conceptual Framework

This study is based on Fullan (2001) theory of change. According to FulIan, the

way educational change is introduced, and especially the lack of opportunity to

involve teachers in reform, creates a discrepancy between the teachers'

(subjective) understanding of change and the initiators' <.9bfective) intended

change. In order to bridge the gap in understanding, Fullan (2001) suggests

arriving at shared meaning across a group of people working in concert. Fullan' s

theory of change is shown in figure 1.
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Objective meaning of

change

Programme

Shared meaning of coherence

change .

Subjective meaning of

change

Figure 1: Fullan Theory of Change

(Source: Adapted from Fullan, 2001)

According to this theory, the implementation of educational change involves.

change in practice. Change is viewed as multi-dimensional. There are at least

three dimensions identified namely, the possible use of new or revised

instructional materials, the use of new approaches, and possible alteration of

beliefs (e.g. pedagogical assumptions underlying particular new policies or

programmes ).

Fullan's theory was found useful in structuring this study because the integrated

approach to the teaching of English is a fairly new phenomenon in the secondary
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school curriculum. Given that in Kenya, curriculum development is centralized,

teacher input is likely to be lacking. This creates a scenario of a difference in

understanding the meaning of the integrated curriculum from the point of view of

initiators (objective) and that of teachers (subjective). The curriculum developers'

understanding of the meaning of integration and their recommendations for the

future and those of teachers were considered to design an integrated English

language model that would lead to programme coherence.

1.11 Definition of Terms

For the purpose of this study, the following terms should be understood

accordingly;

(a) English education - The teaching and learning of English language.

(b) English language Curriculum - All that is planned to enable the learners

to acquire and develop the desired knowledge, skills and attitudes in

English education.

(c) Design of integrated curriculum

curriculum for effective instruction.

(d) Integrated approach - The use of the most ideal combination of teaching

methods, techniques and learning resources to teach the four English

language skills of reading, writing, listening and speaking across the

Organization of integrated English

curriculum.
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(e) Interdisciplinary - An integrated approach in which common learnings

embedded in different disciplines are put together to emphasize the

relationship between the disciplines

(f) Language - A human system of communication, which includes both the

vocal system of communication and extra-linguistic features such as

gestures and facial expressions. Considered here are Oral and written

forms of English language. In written form, the oral communication

system is translated into specific language orthography.

(g) Levels of integration - English language teaching and learning situations

in which integration is applicable. These levels are namely;

(i) Curriculum level - Use of Knowledge, ideas, and concepts,

primarily from literature which is closely related to language, and

from other school subjects to teach English.

(ii) Skills level - Combination of reading, writing, listening and

speaking skills during English language teaching and learning.

(iii) Resources level- Combination of different learning resources such

as graphics and three-dimensional materials.

(iv) Methodology level - Combination. of different language teaching

methods such as Grammar Translation, Direct method, Structural

approach, Situational approach, Audio-Lingual method, Functional

approach and Simulation.
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(v) Techniques level - Combination of different teaching techniques

such as Verbal exposition, Use of examples, Questioning,

Reinforcement, Set induction and Stimulus Variation.

(vi) Efforts level- Support from teachers of subjects other than English

in maintaining correct English language usage among students.

(h) Literature - The systematic and deliberate exploitation of the re~oUl"Cesof

language at multiple layers of symbolization to realize a moral purpose.

(i) Multidisciplinary - An integrated approach in which a theme is developed

from several subjects.

(j) Stakeholders - English language curriculum developers and teachers of

English.
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CHAPTER TWO

REVIEW OF RELATED LITERATURE

2.1 Perception of curriculum integration by stakeholders

As explained in the conceptual framework, Fullan (200 I) states that different

people have their (subjective) understanding the meaning of change which may

not be the same as that of initiators (objective). The shared meaning of the

integrated curriculum is discussed in this section. Bringing together the perception

of many scholars does this. Whereas the perception of integration for the purpose

of this study has been given in the section of definition of terms, it was thought

important to discuss the shared meaning of this concept much more broadly in

this section since it is the core of this study. The review ofliterature on integrated

curriculum in this context is based on actual studies carried out in this area and on

types of integrated curricula that the authors have actually used in their

classrooms.

The terms, 'interdisciplinary teaching', 'thematic teaching', and 'synergistic

teaching' are sometimes used interchangeably in educational literature to refer to

integrated curriculum. Drake and Burns (2004) perceive integrated curriculum in

its simplest conception as being about connections. The connections run across

disciplines to real life situations and may be skill-based or knowledge-based. This

view is supported by Murdock and Honsby (1997) who say that an integrated

approach to curriculum provides a way of exploring concepts across subject



boundaries and that it enables students to make connections between their own

experiences and the ever changing world outside.

Murdock and Hornsby (1997) further explain that an integrated approach begins

with a big idea which is a rich concept with potential to develop students'

understandings of themselves and their world, relevant to student interests;

appropriate for the particular learning environment, and which is a potential for

student investigation using a range of processes. Connecting ideas from several

learning areas are identified, a context is developed and a sequence of learning

experiences for students is planned.

The foreseen perceptions are not far from that of Humphreys and Ellis (1981)

who state that an integrated study is one in which children broadly explore

knowledge in various subjects related to certain aspects of the environment. They

see links among humanities, communication arts, natural sciences, mathematics"

social studies, music and art. Skills and knowledge are developed and applied in

more than one area of study. In keeping with this thematic perception,

Shoemaker (1989) sees an integrated curriculum as education that is organized in

such a way that it cuts across subject matter lines, bringing together various

aspects of the curriculum into meaningful association to focus upon broad areas of

study. It views learning and teaching in a holistic way and reflects the real world

which is interactive.
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Within this framework, Palmer (1991 :50) describes the following practices as

being integrative:

• Developing cross- curricular sub objectives within a given curriculum

guide.

• Developing model lessons that include cross-curricular activities and

assessments

• Developing enrichment or enhancement activities with a cross-curricular

focus including suggestions for cross-curricular contacts following each

objective.

• Developing assessment activities that are cross-curricular in nature

• Including sample planning wheels in all curriculum guides.

Dressel's (1958) perception of integration goes beyond the linking of subject

areas to the creation of -!lewmodels for understanding the world: In the integrative

curriculum, the planned learning experiences not only provide the learners with a

unified view of commonly held knowledge but also motivate and develop-

learners' power to perceive new relationships and thus create new models,

systems, and structures.

Analysis of these perceptions suggests that integration seems to be a matter of

degree and method. In some realization, it tends towards correlation in instances

where teachers pay attention to related materials in other subject areas and where

teachers plan to make the materials of one subject to interpret the problems or

topics of another. In other cases, the approach entails the combination of two
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subjects, usually under the same instructor or instructors. In yet another

approach, there is the unification of all subjects and experiences. Drake and

Bums (2004) agree with this analysis and identify three approaches to integration,

namely, multidisciplinary, interdisciplinary and transdisciplinary.

Multidisciplinary approach

Multidisciplinary approaches focus primarily on the disciplines. Teachers who

use this approach organize standards from the disciplines around a theme. Figure

2 shows the relationship of different subjects to each other and to a common

theme in this type of integration.
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Fig.ure 2.: Multidisciplinary integration

(Source: Drake & Bums, 2004)

There are many different ways to create a multidisciplinary curriculum, and they'

tend to differ in the level of intensity of the integration effort. There are five

variations of the multidisciplinary approach to curriculum integration identifiable

in available literature. These are namely; Intradisciplinary, Fusion, Service

Learning, Learning centres / Parallel disciplines, and Theme-Based units.

The Intradisciplinary approach to curriculum integration is an approach where

teachers integrate the sub disciplines within a subject area. Integrating reading,

writing and oral communication in language arts is a common example. Teachers
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often integrate history, geography, economics and government ill an

interdisciplinary social studies programme. Integrated science combines the

perspectives of sub disciplines such as biology, chemistry, physics and

earth/space science. Through this integration, teachers expect students to

understand the connections between the different disciplines and their

relationships to the real world.

In the Fusion multidisciplinary approach, teachers incorporate skills, knowledge,

or even attitudes into the regular school curriculum. In some schools, for

example, students learn respect for environment in every subject area. In a

project at Mount Rainier Elementary in Washington State, teachers incorporated

the theme of peace into every thread of the school's curriculum (Drake and Bums,

2004). Students began each week promising to be peaceful, respectful and

responsible. They followed a list of responsibilities and learnt about peace in

their classes. In reading, for example, students analysed positive characteristics of

people in stories; in Social Studies, they learned the importance of cultures

working together. The school recorded the number of days without a fight as

"peace days". Teachers wrote the accumulated number of peace days on the

blackboard in every classroom. Teachers wore peace signs, and students greeted

each other with the peace sign. This was found to develop peace. Another

example offusion is where educatorss fuse technology across the curriculum with

computer skills integrated into every subject area.
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Service learning is a category of multidisciplinary integration that involves

community projects that occur during regular class time. At Spring Valley School

in Columbia, South Carolina, more than 1,200 Spanish language students engaged

in service learning projects. In one project, they distributed 20 tons of food,

clothing, medicine and household products to needy new arrivals in the area with

the fast growing Hispanic population. At Topa Topa Elementary Scho?1 at Ojai,

California, 5th and 6th grade students created pamphlets on the pros and cons of

pesticides to explain how crop pickers can protect themselves against the

substances. Students passed out the brochure, written in Spanish and English, to

workers throughout the Ojai Valley. Through the project, students fulfilled the

state required standards for language arts, science and social studies (Drake and

Bums, 2004).

Learning Centres/Parallel Disciplines is a popular way to integrate the curriculum

by addressing a topic or a theme through the lenses of several different subject.

areas. In an elementary classroom, students often experience this in learning

centres. For example, for a theme such as "patterns" each learning centre has an

activity that allows students to explore patterns from the perspective of one

discipline; maths, language, science or social studies. As students move through

the learning centres to complete the activities, they learn about the concept of

patterns through the lenses of several disciplines.
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In the higher grades, students usually study a topic or a theme in different

classrooms. This may take the form of parallel disciplines; teachers sequence

their content to match the content in other classrooms. Students often experience

American Literature and American history as parallel disciplines. They study a

particular period of history and read Literature from that period (Drake and Bums,

2004).

Theme-Based Units is a type of curriculum integration that goes beyond

sequencing of content and involves collaborative planning among teachers for a

multidisciplinary unit. Educators define this more intensive way of working with

a theme as 'theme based". Often, three or more subject areas are involved in the

study, and the unit ends with an integrated culminating activity. Units of several

weeks duration may emerge from this process, and the whole school may be

involved, and this may be independent of the regular school programme, (Drake

and Bums, 2004).

In multi-disciplinary approaches to integration, there is the drawing of knowledge

from more than one discipline. In the case of integration in English and Literature,

the emphasis is primarily between English and Literature.

2.1.2 Interdisciplinary approach

The Interdisciplinary approach to curriculum integration is perceived by Good

(1973) as a curriculum organization which cuts across subject-matter lines to

focus upon comprehensive life problems or broad based areas of study that bring
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together the various segments of the curriculum into meaningful association.

Jacobs, (1989) similarly perceives interdisciplinary curriculum as a knowledge

view and curriculum approach that consciously applies methodology and

language from more than one discipline to examine a central theme, issue,

problem, or experience. Jacobs further sees interdisciplinary curriculum as one

that combines several school subjects into one active project since th.at is how

children encounter subjects in the real world-combined in one activity.

In this approach to integration, teachers organize the curriculum around common

learning across disciplines. They chunk together the common learning embedded

in the disciplines to emphasize interdisciplinary skills and concepts. The

disciplines are identifiable, but they assume less importance than the

interdisciplinary approa~h. Figure 3 illustrates the interdisciplinary approach.
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Interdisciplinary Skills (e.g., literacy, \
thinking skills, numeracy, research skills) \

\ GeographyHistory

Figure 3: Interdisciplinary Integration

(Source: Drake & Bums, 2004)

Perhaps this type of integration explains the reason why, Literature tends to lose

its identity in the Kenyan approach.
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2.1.3 TransdiscipJinary approach

In the transdisciplinary approach to integration, teachers organize curriculum

around student concerns. This type of integration is diagrammatically presented

in figure 4.

Subject Areas

Theme
Concepts
Life Skills

Real·Worid Context

Figure 4: Transdisciplinary Inte~ration

(Source: Drake & Bums, 2004)

Students develop life skills as they apply interdisciplinary and disciplinary

experiences in a real life context. Two routes lead to transdisciplinary integration:

project based learning and negotiating the curriculum.
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In project-based learning, students tackle a local problem. This is sometimes

called problems-based learning or place based learning (Drake and Bums, 2004).

Planning project-based learning involves the following three steps;

1. Teachers and students select a topic of study based on student interests,

curriculum standards, and local resources.

2. The teacher fmds out what the students already know and helps them

generate questions to explore. The teacher also provides resources for

students and opportunities to work in the field.

3. Students share their work with others in a culminating activity. Students

display the results of their exploration and review and evaluate the project.

A study of Newsome .Park .Elementary school in Virginia that embraces the

project method found out that students went far beyond the minimum effort, made

connection among different subject areas to allow open ended questions, retained

what they learnt, had fewer disciplinary problems and lower absenteeism (Drake

and Bums, 2004).

In yet another study by Drake and Bums (2004), 11th grade students at Grand

River Collegiate Institute in the Waterloo District school Board in Ontario, took

the problem of improving the city image. The project did not originate in any

subject area; students completed project work in separate time slots scheduled

into the school day. After extensive research, students wrote proposals to renew or
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enhance the image of the city and presented the proposals to a group of external

evaluators. Student assessment considered teamwork, critical thinking skills,

problem solving and time management. Interestingly, more than one proposal

received serious consideration by the city council for funding.

In the "negotiating the Curriculum" version of the transdisciplinary .approach,

student questions form the basis for curriculum. In a study at Radnor in

Pennsylvania, Mark Springer negotiated an integrated curriculum with students.

In one of his latest programmes, students developed their own curriculum,

teaching methods, and assessments around areas of interest to them. Themes that

students developed include violence in om: culture, medical issues affecting our

lives, and surviving alien environments. In these programmes students performed

on standardized tests better than those who had not participated in them. Parents

were overwhelmingly positive about the programmes and high school teachers

reported that their students discussed topics at a more sophisticated levels than,

students who had not been in the programmes (Drake and Bums, 2004).

In the integrated approach to English in Kenya, there is a move towards the trans-

disciplinary approach by the teaching of functional skills and incorporation of

current issues such as HIV/AIDS, drug and substance abuse. This is to ensure that

there is transfer of learning in two ways; by learners acquiring the skills they will

need in later life such as report and letter writing, and by relating to what actually

happens in society. In the integrated English approach, integration does not take
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the greater extent documented in studies on trans-disciplinary approach that

involves students actively in community projects or negotiating what goes on in

the curriculum with students.

The variations of integration discussed imply that there may be no one definite

perception of curriculum integration. It was with this in mind that stakeholders in

English education in Secondary schools in Busia and English language experts at

the Kenya Institute of Education were asked to explain their understanding of this

approach. Classroom practice of English teachers was also observed to reveal the

actual situation in terms of integration.

2.2 Preparation of teachers to implement the integrated curriculum

The preparation of teachers in Kenya takes two main forms. Pre-service and in-

service (Shiundu and Omulando 1992). Pre-service teacher education targets

those in colleges of education and faculties or schools of education in universities. ,

In-service teacher education targets those teachers who are already practicing in

the field. In-service teacher education runs at acquainting the practicing teacher

with the latest innovations in the curriculum of his/her subject area. When, for

example, the integrated approach to the teaching of English was introduced in

secondary schools in 1985 in Kenya, we had English teachers in the field. There

was an urgent need to give in-service education to these teachers in order to

acquaint them with this approach. Whether this was done or not is a question that

this study seeks to address.
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In Kenya, English language teachers for secondary schools are educated at

universities and colleges of education in the pre-service programmes. Whether the

preparation of teachers takes the pre-service or the in-service mode, educators in

the past have had observations to make about this preparation. Blondel (1991)

states that quality is a very essential characteristics of English langua~e teacher

preparation. This quality is seen as striking a balance between relevant high

quality content with effective pedagogical approaches. White (1998) agrees with

Blondel and observes that all stakeholders should participate in selecting and

providing quality content that develops both professional skills and judgment. An

aspect of quality as far as English language teacher is concerned is theoretical

knowledge of real classroom practice situation where the relationship between

theory and practice is complex and makes English teachers face the challenge of

meaningfully handling the situation (Fang, 1996). Rolls (1997) suggests that an

English language teacher education programme should realize the relationship.

between teacher education and professional practices.

In a study of teacher training and development in Kenya, Ndambuki (2007)

stresses the need for a relationship between teacher education and professional

practices. She points out, for example, that trained teachers should have a good

foundation of subject matter as well as being grounded in innovative child-

friendly, child-centred methods in order to exercise good practice in the classroom

in their teaching career. There is the need for student teachers to be taken through
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learningexperiences that in themselves entail good teaching/learning experiences.

The implication of this is that teachers should be taught using good examples that

they are expected to use. Teachers are unlikely to learn how to use group work

effectively by attending a lecture on group work where they are sitting silently

listening to the lecturer teaching about the best ways of organizing and using

group work activities. Instead, teachers in teacher education are most likely to

find out and learn much more if they themselves practically experience the use of

learning in groups at their own level. In terms of preparation of English language

teachers for secondary schools, this points towards the use of the integrated

approach in the preparation of teachers. It means that the teachers not only have to

be taught how to teach using the integrated approach but they have also to be

taught using the same approach.

In terms of methodology of teaching English that the English language teacher

should be taught while undergoing teacher education, Ngong'ah (2002),

recommends integrated methods. He defines integrated methods as the use of the

best combinations of methods and materials to teach English across the

curriculum within defined contexts and objectives. He emphasizes the importance

of communication in both the written and spoken modes and the artistic use of

English.

Ngo'ng'ah (2002) conducted a study to assess university English Teacher

education in Kenya in the light of classroom needs and concluded that university
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English teacher education did not meet the classroom needs of the teachers. He

observed that there was an urgent need to review English language teacher

education in terms of content, administration, teaching and assessment

methodology.

UseofIntegrated approach in English language and otber subjects

Educators have had something to say about the teaching and learning of English

language and literature using the integrated approach. For example, Littlewood

(1986) pointed out that a language classroom, especially one outside the

community of native speakers, is isolated from the context of events and

situations which produce natural language. Littlewood, therefore, suggests that in

order to compensate for this absence of real events and situations, using literature

or reading material to represent them seems fit and explains the role of literature

in language teaching. Littlewood further argues that literature addresses instances

of language structures in use, which can form the basis for instruction and practice

in language skills, especially reading comprehension, accompanied by a varying

amount of grammatical analysis and explanation.

Bright (1970) agrees with Littlewood's ideas. Bright emphasizes the importance

of literary material for the following reasons;

• Literary texts provide most pupils with the situations in which language

learning takes place, and hence where there is little reading, there is no

learning. This means that a student who wants to master English needs to
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read widely in the language unless he lives in an English language socio-

cultural environment.

• It is only through wide reading that learners are able to acquire speed and

skills needed for practical purposes after school. Competence in a

language largely depends on wide reading and practice.

• Knowledge of language depends on extensive reading, and language skill

learning problems can only be tackled through reading widely.

• Where learners speak a first language in which little has been written and

English is their second language, they must read Literature in English, for,

otherwise they would have no means of acquiring the language.

• It is through literature that learners most likely find words used

meaningfully in contexts. It is through Literature that a student would find

words used pas~ionately, conveying emotions and attitudes. Through

reading extended works, students practice sustained imagination.

• Literature widens experience and provides occasions for the exercise of

judgment about man and his condition. Through the study of literature,

men and women are capable of making appropriate responses in life.

Literature makes the mind work and recreate events and situations. To

emphasize this, Bright concluded that reading should be the core of the

English language syllabus and recommended that even in cases where

learners had no problem lith language, they needed to be exposed to

literature to experience complex themes, and fresh unexpected uses of

language.
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The views of Bright are supported by Lazar (1993) who says that within the

classroom itself, the use of literary texts is a particularly successful way of...

promoting activities where students need to share their opinions, through

discussion and group work. In this way Literature can serve to accelerate the

students' acquisition of language. Lazar gave a supportive example of a

dramatized play reading with a group of learners. While reading an extract from

the play on their own, they found themselves to be unfamiliar with some of the

vocabulary in the excerpt. But by listening to the excerpt read aloud by the

teacher, or better still acted out on a cassette, they were able to guess the meaning

of new words. It has been argued that by exploring such sophisticated use of

language, students are encouraged to think about the norms of language use

(Widdowson, 1975).

The linguistic advantages of using literature, however, are not the sole benefits..

but literature also does have an educational function in the classroom in that it can

help stimulate the imagination of students to develop their critical abilities. This

is because literary texts are often rich in multiple levels of meaning and demand

that the learner is actively involved in interpreting and investigating in depth the

unstated implications and assumptions ofthe text.

In arguing for the case ofthe use ofliterature in language teaching Guariento and

Morley (200 I) maintain that a literary text can help bridge the gap between the
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classroom and the real world. This is supported by Brumfit (1985) who says that

reading is the most autonomous and individualizable ability in language work,

and that literature is a rich and widely appealing source of material for reading,

because the materials are readily available for use by the learners.

Ellis and Tomlinson (1980) acknowledge that although Literature is important in

language teaching, if Literature is to be well taught, it needs to be treated as a

separate subject in its own right because Literature fulfills important functions in

education. They point out that the study of literature can be of "inestimable value

in the development of an educated person" and point out the need for teaching

Literature as a separate subject from English. They point out that literature assists

learners in being broad-minded, perceptive and capable of constructive criticism.

Among other functions Ellis and Tomlinson (1980) explain the following as some

of the reasons why literature should play an important part in the education of.

secondary school students:

• It provides vicarious experience of other cultures, philosophies, a1des,

and helps the learner to be more informed and tolerant of the world

outside their own environment.

• It allows the learners to compare their own society with that of other

peoples and can encourage them to become more aware of virtues and

limitations of their own inherited attitudes and values.
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• It provides insights into the nature and potential of man and makes

learners more aware of their true selves as a result of comparisons with

characters they have read about.

• It can stimulate constructive thought about important issues and ideas.

• It can improve the learners' passive knowledge of English.

• It can help the learners to become aware of the possibilities of language

and implications of various styles and ways of using words.

• It can help the learners to become discriminating both in their reading and

in their assessment of real life situations.

• It can encourage the development of creative writing in the country.

From the reasons advanced for the teaching of Literature in this context, only one

reason is given for the use of Literature to teach English, that is, that Literature

plays an important role in stimulating the learners' passive knowledge of English.

The implication of this is that if Literature is submerged into English in an

integrated format, quite a number of these functions listed by Ellis and Tomlinson

(1980) are likely to be lost.

Scalone (1999) advocates the learning of language through literature. Scalone

holds that the integration of literature into English in a second language reading

classroom is not a new concept but rather a resurrected one, as more and more

teachers and researchers in the field of instruction in English have seen the value

of literature in interdisciplinary studies. What is new here, however, is that the
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traditional approaches to the use of literature have been transformed from a focus

on literature as a product to the view that literary study is communicative and

engaged in by both the student and teacher. Scalone notes that the study of

literature must be a social experience in which students are given numerous

opportunities to share their written and spoken responses with the teacher and

with each other (Scalone, 1999).

The literature reviewed In the area of use of integrated approach in English

lessons consists mainly of reports from scholars who have been involved in

programmes of an integrated nature in English and Literature, and who, from their

experience are convinced that an integrated approach meets the needs of their

students. These scholars have, however, not conducted specific studies to

document this. Views such as these, although based on experience, can be

subjective, ifthey are not based on empirical research findings. This study set out

to fill this gap in knowledge by evaluating the integrated approach to the teaching,

of English in secondary schools in order to find out its suitability.
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Theconceptof use of the integrated approach in other subjects is summarized in figure 5.

hat is the "Language Across the Curriculum Statement" about?

Language

shapes of world view
changes to reflect the nature and scope of the topic hence each area
leaming has language demands
enables understanding and leaming
is a means of empowerment or exclusion.

Why should language be an issue?

It is the main means of teaching and assessing in schools.
Students have very different language backgrounds and needs

Language-focused teaching helps leaming
LANGUAGE FOR
UNDERSTANDING
ACROSS THE

U CULUM

~en should language be a focus?
At all times but especially when starting courses or
topics.
During the gathering and processing of new information.
During assessment.

How can language-focused teaching be achieved?

Through

providing students with an overview of a new topic
planning time for discussion and negotiation
providing support for new challenges
incorporating a literacy component in all units of work
creating a classroom environment which value
approximations and feedback
planning time for reflection and leaming

Where?
Ineveryclassroom! Each subject poses language demands particular to its content and process. Language
isthe key to learning

Figure 5: Language Across the Curriculum
(Source: LUAC, 1997)

66



Figure 5 provides a perspective about how students can use language to learn and

how teachers can organize language in the classroom to assist learning. It

emphasizes that different areas of learning involves highly specialized styles,

technical vocabulary, text types and illustrations. The language across the

curriculum movement follows the example set by the writing across the

curriculum movement of the 1980s, which sought to use writing as a~ essential

learning tool in classes outside the English department (Fichera & Straight, 1997).

Rather than relegating writing instruction to classes in Literature or composition,

writing across the curriculum provides advice and assistance to students for the in

evaluation of the skills needed for writing in each curriculum specialty. Because

language is key in learning, the teaching and learning in all subject areas needs to

have a language focus. Teachers need to understand how language is used in

content areas and share their understanding with the learners by correcting

language errors whenever they occur. It suffices to say that language development

is the responsibility of all areas of the curriculum. This is especially applicable to.

the language of instruction. It was with these ideas in mind that this study

investigated use of the integrated approach at efforts level.

2.4 Curriculum evaluation and integration

Mkandawire (1993) sees curriculum evaluation as a process or procedures that

can be used to appraise the quality or the effectiveness of the curriculum. Genesee

and Upshur (1996) point out that the overall purpose school language evaluation

is to make sound choices that will improve language teaching. They further point
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that teachers more than anyone else, are actively involved in evaluation and that

students can be active participants in assessing their own attainment. They suggest

that in carrying out evaluation in language one needs to evaluate the instructional

purposes, instructional plans as well as the outcomes. One also needs to consider
•

other factors that are strictly not part of the classroom instructio~ itself but that,

nevertheless, can have a significant effect on second language tea,:hing and

learning. Examples of these include community values and attitudes towards

second language learning as well as incoming students' current proficiency levels

in the target language. Current theories about teaching and learning may influence

the effectiveness of the instruction approach of the second language course.

In Kenya the "0" level English examination is used to evaluate learners'

achievement in the subject. This occurs within the realm of the role of national

examinations which is threefold; certification, selection and placement. While

most examinations serve all these to some extent, selection is undoubtedly the.
, ,

main function in the education system which is' pyramidal with vacancies getting

fewer as one climbs the education ladder. For example, candidates taking the

K.C.S.E. examination far exceed the number of places available in public

universities. As long as the education system. does not, guarantee enough

vacancies in higher education for those aspiring for them, it becomes naive to

expect teachers and learners to devote their effort and time on the areas that are

not examinable.
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Although much research has not been done on the area of student assessment,

Kithuka (2007) agrees with this view. He gathered evidence to show that although

non-examinable subjects such as physical education are timetabled, the teachers

use that time to teach examination subjects. He further points out in the study that

72.1% of the secondary school teachers concentrated on preparing their learners

to master test-taking skills. It was not the quest for knowledge but the quest for

passing examinations which guided learning in the school system. The

implication of this for the integrated approach to English language learning is that

if external examinations are not based on this approach, learning is likely to

follow suit. The reverse will also be the case.

As far as evaluation of integrated approach is concern, Humphrey & Ellis (1981),

however, point out that an integrated approach is a relatively new approach and

that in this approach, themes are partly guided by students and teacher interests.

This leads to less consistency of experiences than many teachers strive for. This.

may negatively impact performance on standardized tests and require alternative

methods of assessing student understanding of essential concepts. Palmer (1991)

suggests development of assessment activities that are cross-curricular in nature.

The need to redesign assessment method is reiterated by Lake (1994) who says

that just as curriculum integration changes the way instruction looks, it may also

lead to a change in assessment strategies. As students get involved in integrated

activities, teachers have to design performance assessments that give a true

picture of student understanding of concepts (Lake, 1994). The same holds true of
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external examinations that evaluate student understanding. It was with this in mind

that"0" level English external examinations administered by K.N.E.C. were valuated

to find out if they were based on the principles of integration.

2.5Textbooks and integration.

Not much is available on textbooks and integration, however, according to Bishop

(1984) resources are the tools for doing the job of teaching. Perhaps the most

important of these resources are textbooks. This is due to the fact that even in schools

where there are scanty resources, among the scanty resources are usually textbooks.

In the strict sense of the term, a textbook is a book that presents a body of knowledge

in an organized and usually simplified manner for purposes of learning (The

Encyclopedia Americana, 1982). Textbooks in this sense are also commonly referred

to as course books. The textbook is frequently the most important tool because it can

determine not only what will be taught but also how it will be taught. This is due to

the fact that textbooks are often written following some syllabus.

Studies undertaken in the past have indicated a positive correlation between

textbook prOVISIOn and student achievement. Heyneman (1978) summanzes

research studies on textbooks available and student achievement and concludes

that from evidence available, the availability of textbooks appears to be the most

consistent positive factor in predicting education achievement. In 15 out of 18
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studies, textbook availability was reported to have a positive impact on student

achievement.

Mwita (2001) points out that quality improvement in education is associated with

textbook availability and that research experience has shown the considerable

potential contribution that textbooks and other instructional materials ca!l make to

effective teaching and quality education. Mwita (2001) further points out that in a

conference in Manchester in 1991 on Textbook provision and library development

in Africa, textbooks were found to fulfill three important purposes

simultaneously:

• They provide the major vehicle for the curriculum,

• They are the main, if not the only, source of information for the teacher,

• Examination an~ student assessment are heavily derived from them.

These sentiments summarize to a large extent the role of textbooks but one has to

note that the fact that efficient provision of textbooks to schools does not,

guarantee the books being used well.

The implication of these observations on textbooks on the integrated approach to

the teaching of English is that for successful implementation of this approach,

textbooks based on the approach should be provided and utilized accordingly.

These textbooks will provide the vehicle for the integrated curriculum. Whereas

these observations have been made in the past on the importance of textbooks, not

much has been observed on this subject with relation to Kenya. This study
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therefore made efforts to find out the extent to which textbooks used for the,

teaching of English are based on the integrated approach.

2.6 Challenges of integration in language education

Most of the Literature on curriculum integration and integration in language

learning and teaching cites the advantages of the integrated curriculum. For

example, Lipson, et al summarize the following findings:

• Integrated curriculum helps students apply skills.

• An integrated knowledge base leads to faster retrieval of information

• Multiple perspectives lead to a more integrated knowledge base

• Integrated curriculum encourages depth and breadth in learning

• Integrated curriculum promotes positive attitudes in students

• Integrated curricl}lum. provides for more quality time for curriculum

exploration.

In spite of these advantages, the integrated approach to language teaching and

learning poses some challenges. Malle and Wilson (1984) state that integrating

the curriculum in language is a difficult undertaking because teachers are not

generally prepared to make such an undertaking because this is a change that they

are not familiar with. The teachers lack the confidence to replace their traditional

instruction with new techniques that they consider revolutionary. For the case of

the United States of America, Kutz (1993) says that the public school system sets

up rigid time constraints. In addition, skill oriented instruction for "back to the
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basics" and the traditional hierarchy between teacher and student all lead to

inflexibility. There is also excessive trust in 'teacher proof learning programmes

along with 'objectivity' of quantifiable evaluations, which reinforce the teachers'

lack of confidence in hislher abilities and judgments to create an integrated

language curriculum.

Kutz (1993) suggests that since in order to change one's actions, one's thinking

must change first, a way out of this challenges is to examine the pedagogical

research on change theories. This would help to think of classroom practices

which allow the implementation of ideas in classroom theory and practice. These

constraints are supported by Schimdt (1993) who points out that teachers

generally favour an integrated approach but in practice, only minimal amounts of

it occur.

In the area of language across the curriculum, Fichera & Straight (1993) point out.

that one of the challenges is the identification and preparation of materials for use

by language across the curriculum participating students which take considerable

time and effort. They further point out that learners lack motivation for language

across the curriculum. They have the difficulty of fitting language across the

curriculum into their educational programme because they do not see the

immediate payoff.
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2.7 Design of integrated curriculum

Tyler (1949), who is considered one of the founding fathers of curriculum

development, discussed the concept of curriculum design. The Tyler rationale for

curriculum development was based on four fundamental questions that addressed;

the purposes that the school should seek to serve; the learning experiences that

should be provided to achieve these purposes; the organization of the learning

experiences; and determination of the extent to which the purposes were achieved.

From the Tyler rationale a linear model emerged.

In order to organize integrated curriculum Musslewhite (2004) suggests seven

ideas for making integration work. She suggests that one should:

• Enlist the support of principals and other administrators and ask them to

encourage interdisciplinary experimentation.

• Have curriculum discussions among teachers of different disciplines to

identify common content areas, themes or strands.

• Talk about ways two or more subject areas can implement an integrated unit.

e Make use of sources beyond the text book for integrated lessons.

• Develop alternative assessments, such as projects, that reflect the goals of the

unit.

• Share the results of the integrated unit with the local community.

• Add new integrated strategies at regular intervals throughout the school year.
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Palmer (1991), Lake (1994), and Lipson et al (1993) agree with Musslewhite.

They recommend that when teachers select themes, it is important that they avoid

themes of convenience that have no meaningful, larger concepts. While an

individual teacher mayor may not have expertise in each content area, members

of teacher teams are able to work together to find connections that cut across

single content areas. Themes that promote the linking of concepts and lead to

deeper understanding are more effective. As Lipson et al (1993) observe, a theme

is more than a series of activities; it is a way to facilitate student learning and

understanding of conceptual connections. Activities that are arbitrarily connected

are not helpful. Thus, an integrated curriculum is a means, not the end result.

Poorly designed units do not achieve this end of deeper understanding and

thorough learning.

Enright and McCloskey (1988) suggest an integrated language teaching model

that serves as a basis for the integrated curriculum. This model has seven basic

assumptions. Language is best learned:

• Collaboratively, involving students working collaboratively with both

peers and adults,

• In a socially supportive environment,

• In a holistic manner integrating reading, writing, listening and speaking;

and integrating language and content,

• When new learning is built upon, and takes advantage of student's

previous cultural and learning experiences,
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• When teachers develop curriculum around student interests,

• When students feel ownership of classroom projects and experiences,

• When teachers provide a wide variety of materials, instructional strategies,

and ways for students to participate.

According to this model, in the integrated curriculum:

• Language is taught with integration of listening, speaking, reaping and

writing in conjunction with the cultural heritage;

• Language instruction is integrated into content area instruction;

• Students from various language and cultural backgrounds are integrated in

the classroom and work collaboratively;

• Students' home experiences and native culture experiences are integrated

into the school experiences in the new culture.

It becomes very clear that m this integrated Language Teaching Model, the

emphasis goes beyond what is taught in language. There is also equal emphasis .

on the "how" and "why" of the learning/teaching processes.

A scholar who advocates for the integrated skills approach in language teaching is

Oxford (2001). She observes that in an English as a Second Language (ESL) or

English as a Foreign Language (EFL) classroom, the tapestry is woven from

many strands such as the characteristics of the teacher, the leamer, the setting, and

the relevant languages.; that is, English and the native languages of the learners

and the teacher. According to her, for the instructional loom to produce a large,
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strong, beautiful, colourful tapestry, all these strands must be interwoven in

positive ways. For example, the instructors' teaching style must address the

learning style of the leamer, the learner must be motivated, and the setting must

provide resources and values that strongly support the teaching of the language.

However, if the strands are not woven together effectively, the instructional loom

is likely to produce something small, weak, ragged, and pale-not recognizable as a

tapestry, at all.

In addition to the four strands mentioned, namely, the teacher, leamer, setting,

and relevant languages, other important strands exist in the tapestry. One of the

most crucial of these strands consists of the four primary skills of listening,

reading, speaking and writing. This strand also includes associated skills such as

knowledge of vocabulary, spelling, pronunciation, syntax, meaning, and usage

(Oxford 2001).

If this weaving together does not occur, the strand consists merely of discrete,

segregated skills-parallel threads which do not touch, support, or interact with

each other. This is sometimes known as the segregated skill approach, in which

the mastery of discrete language skills such as reading and speaking is seen as the

key to successful learning, and language learning is typically, separate from

content learning (Mohan, 1986). This is contrary to the integrated way that

people use language skills in normal communication, and it clashes with the

direction in which language teaching experts have been moving in recent years.
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Two fOnTISof integrated skills instruction have been identified in language

learning, namely Content-Based instruction and Task-Based instruction. In

content based instruction, students practice all the language skills in highly

integrated, communicative fashion while learning content such as science,

mathematics and social studies. The Cognitive Academic Language .Learning

Approach (CALLA), created by Chamot and O'Malley (1994) shows how

language learning strategies can be integrated into the simultaneous learning of

content language.

Scarcella and Oxford (1992) identify three models of content-based language

instruction: theme-based, adjunct, and sheltered. The theme-based model

integrates the language skills into the study of a theme (e.g. urban violence, cross

cultural differences in marriage practices etc). The theme must be very

interesting to students and must allow a wide variety of language skills to be .

practised, always in the service of communicating about the theme. This is the

most useful and widespread form of content-based instruction currently. In the

adjunct model, language and content courses are taught separately but are

carefully coordinated. In the sheltered model, the subject matter is taught III

simplified English which is tailored to students' English proficiency level.

In task-based instruction, students participate in communicative tasks in English.

Tasks are defined as activities that can stand alone as fundamental units and that
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require comprehending, producing, manipulating, or interacting in authentic

language while attention is principally paid to meaning rather than form (Nunan,

1989). In this approach, basic pair work and group work are often used to

increase student interaction and collaboration. For instance, students work

together to write and edit a class newspaper, develop a television commercial,

enact scenes from a play or take part in other joint tasks. The task-based

instruction is relevant to all levels of language proficiency, but the nature of the

task varies from one level to the other. Tasks become increasingly complex at

higher proficiency levels.

Oxford (2001) exp lains the advantages of the integrated skill as contrasted with

the purely segregated approach. She notes that it exposes English language

learners to authentic language and challenges them to interact naturally in the

language. Learners rapidly gain a time picture of the richness and the complexity

of English language as employed for communication.

Moreover, this approach stresses that English is not just an object of academic

interest nor merely a key to passing an examination; instead, English becomes a

real means of interaction and sharing among people. This approach allows

teachers to track students' progress in multiple skills at the same time.

Integrating the language skills also promotes the learning of real content, not just

the dissection of language forms. Finally, the integrated skill approach, whether
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found in content-based or task-based language instruction or some hybrid form,

can be highly motivating to students of all ages and backgrounds.

Oxford (2001) goes on to suggest that in order to integrate the language skills in

English as a second language or a foreign language instruction, teachers should

consider taking the following steps:

• Learn more about the various ways to integrate language skills in the

classroom (e.g. content-based, task based or a combination).

• Reflect on their current approach and evaluate the extent to which the

skills are integrated.

• Choose instructional materials, text books, and technologies that promote

the integration of listening, reading, speaking, and writing, as well as the

associated skills of syntax, vocabulary and so on.

• Even if a given course is labeled according to just one skill, remember that

it is possible to integrate the other language skills through appropriate.

tasks.

• Teach language learning strategies and emphasize that a given strategy can

often enhance performance in multiple skills.

• These are the steps viewed as critical for the success of skills integration

in English language instruction but could as well be generalized to other

languages. Ideas discussed in this section are informative on how

integrated curriculum should be organized. In the present study, having

examined the perception of stakeholders on integrated curriculum and
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their suggestions for future improvement together with classroom practice,

a shared integrated design was proposed to take into account the views of

both parties.

2.8 Conclusion

In this chapter, literature related to curriculum integration has been reviewed.

Specific areas of literature review have been on perception of integrated

curriculum; preparation of teachers to implement integrated curriculum; use of

integrated approach in English lessons and in other subjects; curriculum

evaluation and integration; textbooks and integration; challenges of integration in

language; and design of integrated curriculum. From the literature reviewed, there

are variations in perceptions of integrated curriculum. The variations range from

integrated curriculum as being about education that is organized in such way that

it cuts across subject matter boundaries, to integration as relating what is learned

in schools to what actually happens in society, thus leading to transfer of learning ..

In summary the findings in the studies undertaken in this area support the positive

effects of this approach, which is said to have the advantages of:

• Helping students in applying skills.

• Providing a base that leads to faster retrieval of information.

• Providing multiple perspectives that lead to more integrated knowledge

base.

• Encouraging depth and breadth in learning.
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• Promoting positive attitudes in students.

• Providing for more quality time for student exploration.

The literature reviewed in this study is mainly based on experiences in the United

States of America. The conditions in education in the United States are not similar

to those in Kenya. Studies in the United States on implementation of curriculum,

for example, have come up with models and principles of implementing

integrated curricula. The need to come up with a Kenyan model of integrated

curriculum in the area of English and Literature has not been addressed before in

research.

A gap also exists in knowledge in the Kenyan context in terms of providing an

avenue for teacher input. The curriculum development process in Kenya follows

the top-down paradigm. Ideas are centrally conceived at the Kenya Institute of

Education; a curriculum such as the integrated English is developed and then,

passed down to the classroom teacher for generalization. When the teachers begin

operations, they tend to concentrate on the curriculum package which essentially

deals with the content of the curriculum to the exclusion of its spirit that addresses

the philosophy of the curriculum. This study fills this gap in knowledge by

providing English teachers with an opportunity to give their views and

suggestions on the integrated English syllabus for secondary schools.
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Of equal importance is the fact that since the introduction of the integrated

approach to the teaching of English in secondary schools in 1985, the syllabus

was revised in 1992 and 2002. These revisions have been based on internal

evaluation by the Kenya Institute of Education. No external evaluation such as

this one has been undertaken before.
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CHAPTER THREE

METHODOLOGY

3.1 Research Design

This study adopted survey research design. Grinnel (1993) states that survey

research is a systematic way of collecting data by obtaining opinions or answers

from selected respondents who represent the population of interest or, occasionally

from the entire population. The study was conducted at the three knowledge levels

of the survey design, namely, at the exploration, the description and the explanatory

levels.

An exploratory survey collects data in order to form general ideas and theories

about research questions. In descriptive research, the collection of data should result

in more specific descriptions of the variables of interest. Explanatory surveys are

concerned with developing an understanding of a phenomenon on the basis of

relationships among the variables of interest (Grinnel, 1993). At the exploratory

level, the study sought to find out perceptions of various stakeholders about the

integrated approach to the teaching of English in secondary schools in Kenya. At

the descriptive level, efforts were made to find out the implementation of the

integrated syllabus in secondary schools. At the explanatory level, various

stakeholders accounted for the discrepancy between the intended integrated

language curriculum and what accrues in the language classroom.



3.2 Area of Study

This study was conducted at the Kenya Institute of Education in Nairobi and in

Busia District. It was done at K.I.E. for the purpose of finding out from the

initiators of the integrated curriculum their understanding of this approach. It was

done in Busia District to find out how the integrated curriculum is implemented in

schools. Busia District is one of the districts in Western Province. The district

covers a total area of 1,124 square kilometers with a total population of 370,608

people. Busia District borders Teso and Bungoma Districts to the North, Mumias

District to the East, Siaya District to the Southeast and the Republic of Uganda to

the Western side. At the time of data collection in 2007, the district was divided

into five administrative divisions, namely, Nambale, Matayos, Marachi, Funyula

and Budalang'i. Details of the study area are in appendix C and D. The district

had a total of 54 secondary schools, spread in all the divisions.

The study intended to cover an area experiencing difficulties in implementing the

integrated English curriculum. Stratified random sampling gave Busia as the

venue of the study. Performance in English in recent years in the district has been

low. For example the mean score in English for the district in 2004 was 4.480. In

2005 the mean score was 5.455 while in 2006 it was 5.133. The researcher had

also to visit the National Curriculum Development Centre (K.I.E.) in order to

access English language curriculum development experts.
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3.3 Target Population

The target population of this study was 131 teachers of English, 5,362 students,

54 secondary schools in Busia District and 2 English language curriculum

developers at K.I.E. At the time of data collection in 2007, there were 54

secondary schools in Busia district spread in five divisions of Nambale, Butula,

Matayos, Funyula and Budalang'i.

3.4 Sample and Sampling Procedure

Saturated sampling was used to select 50 secondary schools out of the total 54 in

the district. The four schools used for piloting were excluded from the actual

study. The reasoning behind the exclusion of the 4 schools used in the pilot study

was that their environment in the pilot study was likely to influence the actual

study because of the possibility of respondents being less interested and less

anxious because of being familiar with the study. Besides, involvement in the

study for the first time may have heightened the interest of the respondents on the

issues of the study so that they may have changed attitude when involved for the

second time.

Purposive sampling was used to select students from form 3 and form 4 classes in

every school. Form 3 and 4 were the upper levels of the secondary school cycle

and therefore would provide required information.

To yield results, evaluation was done at the highest levels of the education cycle.

There were 5,362 form 3 and 4 students. Out of these a total of 1609 students (30

percent) were selected. The selections of students was done using the systematic
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sampling technique. Thirty percent of the form three and 30 percent of the form

four students were selected in each school. The total of students who would be

selected in each schoolwas calculated by multiplying the total number of students

in form three by 30 percent and the total number of form four students by 30

percent. Once this figure was known for each class, the total number of students

in each class was divided by it to find out the interval at which students would be

selected in that class from class registers and lists. There were variations in this

interval from school to school depending on the number of form three and four

students.

Saturated sampling was used to select all the English teachers totaling 120 in the

sample schools. This was because their total number was manageable and could

all be included in the study. Forty-five teachers of other subjects were selected to

be involved in the study. The remaining 11 English teachers in the schools that

had been used for by piloting were left out. Ninety English lessons were observed

in all the schools because this was the number oflessons which were manageable

within the time available. Forty-five lessons of other subjects were observed. The

selection of these other lessons for observation was based on the English lessons

observed. For every two English lessons observed, one lesson of other subjects.
also observed. Efforts were made to clear the balance in observing these other

lessons between the sciences and the humanities. In total 23 humanities and 22

sciences were observed. The two English language developers were included in

the study. The population sample frame is shown in the table 13.
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Table 2

Population Sample Frame

Category of Respondents Total Population No. Selected Percent

English Language Curriculum

Developers 2 2 100

Teachers of English 131 120 91.6

Students in form Three

and Four 5,362 1609 30

Research Instruments

Instruments for the research were questionnaire, observation guide, focus grou~

discussion guide, interview schedule and content analysis guide. Each of these .

instruments is described below.

3.5.1 Questionnaires

There were two types of questionnaires, namely teacher questionnaire and student

questionnaire. The purpose of the Teacher Questionnaire was to collect data on

the English Teacher's level of understanding of the concept of the integrated

approach in the teaching of English in secondary schools in Kenya. The

questionnaire also elicited information from teachers regarding the subjects the
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teachers were trained to teach, their in-service training on the integrated approach,

challenges of teaching English using the integrated approach and the

recommendations they would make for future improvement. The questionnaire

consisted of 15 open-ended items. The items were open ended in order for the

research to receive more useful information from the questions. It was also likely

that the responses to these open questions would ultimately reflect what the

respondents wanted to say. The details of the teacher questionnaire are shown in

appendix E. The questionnaire was constructed by systematically examining

objectives that related to teachers of English and corresponding research

questions. Questions were generated whose responses from the teachers would

provide data to address the objectives and research questions posed.

The purpose of the student questionnaire was to elicit information from students

regarding their preferences for learning of English and Literature. The student

questionnaire consisted of6 items. Two of these items were close-ended while the

remaining 4 were open-ended. This questionnaire was original. The construction '''\

was guided by the research question that focused on classroom practices in the

teaching and the learning process on which the student would provide data. The

details of this questionnaire are found in Appendix F.
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3.5.2 Observation Guide

There were two observation guides used, namely, classroom lesson observation

guide and "other lesson" observation guide. The purpose of English lesson

observation was to find out the use or lack of the use ofthe integrated approach to

the teaching and learning of English in secondary schools. Ninety English lessons

were observed. The observation of classes was done using the adapted Maseno

University, Faculty of Education Teaching Practice Assessment criteria. The

criteria involved observation of use or lack of use of the integrated approach in

the lessons presented in three areas, namely, at preparation, at presentation and at

conclusion. Details of this are shown in appendix G.

"Other lesson" observation guide was designed and used to find out and evaluate

the integrated approach at the efforts level. This is the support from teachers of

subjects other than English in maintaining correct English language usage among

their students. Forty-five lessons of subjects other than English were observed.

Space was provided in the instrument for jotting down English language mistakes

made by students at lesson introduction, development and conclusion and

correspondingly making remarks on efforts made by the teacher to correct these

mistakes. The "other subject" lesson observation schedule was originally designed

and constructed for the purpose of this study. This is attached as Appendix H.
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3.5.3 Focused Group Discussion Guide

The purpose of this instrument was to gain an elaborate picture of the challenges

of using the integrated approach in the teaching of English in secondary schools.

It was also used for validation of information gathered from teachers using the

Teacher Questionnaire on the same subject. Teachers of English constituted the

focus group. The discussion centered on the challenges of teaching English using

the integrated approach and suggested solutions. The focused group discussion

guide was constructed by identifying the two areas of discussion, namely; the

challenges of teaching English using the integrated approach and suggested

solutions and then generating two questions that addressed each of these areas.

The details of the Focused Group discussion guide are in Appendix I.

3.5.4 Interview Schedule

The purpose of the interview was to find out from English language curriculum

developers their conception of the integrated approach and challenges of using the

integrated approach in the teaching of English in secondary schools. The

interview was the formal structured type because the agenda of the research was

predetermined to elicit specific information and in order to save time for the

interview.

The interview schedule consisted of four open-ended items. The first item sought

to know for how long the interviewee had been involved in English language

curriculum development work. The second item elicited information about
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curriculum developers' conception of the integrated approach to the teaching of

English. The third item was on the challenges experienced in using this approach

while the last was on suggestions made for better use ofthis approach.

The interview schedule was constructed by close reference to the objectives of the

study. This reference was instrumental in determining the type of data that would

best be obtained from curriculum developers by way of an interview. Please see

the interview schedule used in Appendix J.

3.5.5 Content Analysis Guides

Three sets of documents were analyzed in this study for the purpose of

comparison and identification of the existence of the integrated approach or gaps

in the use of this approach in the documents. The three sets of documents were

namely; English language textbooks, the English syllabus and "0" level past

external Examinations papers.

The current secondary school syllabus which was revised in 2002 was analysed to

assess the extent of integration in it. The specific items of analysis were

objectives, content, learning activities and teaching methods, suggested resources,

and evaluation. Details of the guide use to analyse the syllabus are in Appendix K.

English textbooks commonly used in the studied classes in secondary schools

were analysed to establish whether they had content of integrated nature or not.
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This was thought imperative because some teachers just teach following course

books.Such teachers would, therefore, not use the integrated approach unless the

coursebooks follow this approach. Details of the English textbook evaluation guide

areattachedas Appendix L.

Thepurpose of the analysis of past Examination papers in English was to find out if

theseexaminations focus on the integrated approach to the teaching of English. The

papersanalysed covered a chronology of seven years from the year 2000. The past

Englishexamination papers analysis guide is attached as Appendix M.

3.5 Validity and Reliability of Research Instruments

To ensure that this study yielded useful information, measures were taken to ensure

that the instruments used were valid as well as reliable. Mulusa (1990), states that a

researchinstrument is regarded as valid when it can measure what it is supposed to

measure and that it is regarded as reliable when it measures what it is supposed to

measureconsistently.

The validity of the research instruments was established through the vetting of the

instruments by the two supervisors of this study and an additional expert in

language education at K.I.E. The vetting of the instruments was done by the

scholars reading the instruments and making their comments on the suitability or

otherwise of the instruments and the items in them. Where corrections were

suggested, they were made accordingly. The reliability of all the instruments,
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except for the Interview Schedule for Curriculum Developers, was established

through a pilot study. For the case of the Interview Schedule for Curriculum

developers, expert judgment of the supervisors and a research methods expert

from the faculty of Education, Maseno University were relied on because the

curriculum Developers in language were few and carrying out piloting for this

instrument would have meant that the same respondents would have participated

in the same study twice.

Four schools were sampled out of the population of the study for piloting. Of the

four schools, one was a boys' school, one a girls' school, one mixed school and

one private mixed school. These schools were later excluded from the main study.

The teacher questionnaire, the student questionnaire and Focused group

Discussion guide were piloted in these four schools. The instruments were

discussed after piloting with teachers and students and corrections were made on

items that were ambiguous.

The Test-retest 'method was used to establish the reliability of the classroom

Observation Guide and the "Other Subject" Observation Schedule. These two

instruments were administered to the same individuals twice on two separate

occasions. An interval of four weeks was allowed between the time of

administering the test for the first and the second time. The results were compared

by correlating the sets of scores and calculating reliability coefficients. The

formula used for calculating the reliability coefficient was:
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l:(x-X)(Y-Y)
r=

"[(l:(X-X)2 l:(y_y)2]

For the classroom observation Guide the value of r was 0.832, which indicated

very high correlation that was found significant at the 5% level with 8 d.f. The

value of r for the "Other Subject" Observation Schedule was 0.783, which

indicated substantial correlation and was found significant at the 5% level with 8

d.f. The critical values ofr are found in Appendix N.

The reliability and validity for the instruments used for content analysis was

established differently. In content analysis, communications are examined in a

systematic, objective and quantitative manner. In this study, content analysis was

used to collect data on the use of integrated approach in the English syllabus, the

English textbooks and Past English Examination papers administered by the

Kenya National Examinations Council. The validity and reliability of the three

guides for these documents was established by following the suggestions ofHolsti

(1969) in ensuring that the content analysis for each set of documents followed

specific procedures spelt out in the content analysis guides. If the same

procedures were not used in examining the content for each set of documents, it

could be argued that the difference in the way the criteria were applied to each set

of documents was a source of error or bias in the results.
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Objectivity was another characteristic of content analysis, which helped to ensure

validity and reliability suggested by HoIti (1969). The criteria and rules for the

categorization of the contents of the texts were made impartial and objective. The

impartiality and objectivity was achieved by clearly defming the criteria to be

applied and making the rules for classifying the content in advance to help control

any interest or ideology that might have influenced the research study. .

3.7 Procedure for Data Collection

Once research clearance was obtained, the researcher proceeded to the field to

establish rapport with school headteachers, teachers and curriculum developers.

Data was collected using the following instruments thereafter:

3.7.1 The Teacher Question~aire

This questionnaire was given to teachers of English on the first day of the visit to

the schools. The teachers were requested to complete the questionnaire and hand .

it in the following day. This helped in reducing the chances of some teachers

misplacing the questionnaire. The researcher picked the questionnaire on the

following day.

3.7.2 The Student questionnaire

Students filled in this questionnaire on the second day of the visit to the school.

Prior permission was obtained from the Headteachers of the schools to have the

students complete this questionnaire. The students were informed in advance that
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this was not a test and that they were free to raise any question on any items that

they did not understand. The students were given fifteen minutes to fill in the

questionnaire, which was then collected at the end of the session.

3.7.3 English lesson observation Guide

On the first day of the visit to the schools arrangements were made for lesson

observation on the following day. It was explained to the teachers very clearly

that the purpose of the observation was not for inspection but that the researcher

wished to learn with the students what was taught in these lessons.

The elements of integration examined during the lessons were; Integration of

English and Literature, Integration of language teaching methods such as

Grammar - Translation, Reading Method, Direct Method, Structural Approach,

Audio Lingual approach and Simulation; Integration of teaching skills such as

Lecture, Use of examples, Illustration, Questioning, Set induction and Stimulus.

variation ; Integration of language teaching resources such as Realia; Graphics

and Three dimensional materials; Integration at the skills level involving Reading,

Writing, Listening, and Speaking; Integration at curriculum level, which entailed

a combination of knowledge, facts and ideas from other subjects. The details of

the English lesson observation schedule can be seen in Appendix G. Space was

provided against each stage of lesson progression for filling in remarks describing

the presence and type or lack of use of the integrated approach,
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At preparation, the observation focused on lesson plan availability. The

availability of the lesson plan was considered crucial since the integrated

approach requires a lot of advance preparation and planning. The lesson plan was

then analyzed in terms of its objectives to find out if the objectives had any

elements of integration. The learning activities indicated in the lesson plan were

also examined for elements of integration. During lesson development, all steps

from introduction of the lesson, through lesson progression to conclusion were

assessed and scores awarded according to use of the integrated approach. Ninety

English lessons were observed.

3.7.4 "Other Lesson" Observation Guide

This instrument was used for data collection on the second day of the visit to the

schools. Teachers of other subjects observed were too, assured that the purpose of

their lesson observation was not inspection. A total of forty-five lessons of other

subjects were observed to find out whether teachers of other subjects corrected

language mistakes or not.

3.7.5 Focused Group Discussion Guide

The discussions were held with teachers of English on the second day of data

collection in the school after the teachers had handed in their filled questionnaires,

and had their lessons observed. The focus groups were kept small, between 3 and

5 teachers of English de~nding on the size of the English teaching force in the

school. This limited siz' was meant to help avoid the discussions degenerating
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into a public debate that would militate against the spirit of the participating

teachers making contributions freely.

3.7.6 Interview schedule

Two visits were made to the Kenya Institute of Education. On the first visit,

permission was sought from the Director of K.I.E to have English experts

interviewed. On this same day, the researcher introduced himself to the English

language experts and made an appointment to have them interviewed.

3.7.7 Content Analysis Guides

The syllabuses, past examination papers in English and Textbooks which were

accessed during data collection in the field were analysed using the Content

Analysis Guides that had been developed. The analysis was done after the

collection of data in the field.

3.8 Data Analysis Techniques

The starting point of data analysis in this study was collation. This was done by

referencing categories of data to one or more of the objectives of the study.

Questionnaires and the Focused Group Discussion Guide yielded two types of

data; quantitative and qualitative. The quantitative data was mainly obtained from

close-ended items while the qualitative data was from the open-ended items in

these instruments.
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Responses from close-ended items were readily quantified by being tabulated and

percentages of responses calculated. The open-ended questions yielded a great

deal of qualitative data. Some other qualitative data was quantified to enable

patterns to emerge by constructing a series of analytical categories from the

statements of respondents. Frequency of responses per each of these categories

and corresponding percentages were calculated to show the general ~attern of

responses. Results from content analyses were used as informative evidence in

explaining and interpreting some of the findings. Responses on the use of the

integrated approach, some of the data generated from curriculum developers and

teachers of English was quoted verbatim so that the respondents could speak for

themselves.
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CHAPTER FOUR

RESUL TS AND DISCUSSION

Stakeholders' Conception of the Integrated Approach to English Language

Teaching in Secondary Schools

The way people perceive change determines their ability to institutionalize it. If

they have different (subjective) understanding of it from that intended by their

initiators, then their efforts will be misdirected. If they have similar (objective)

meaning of change, then they are likely to facilitate its implementation (Ful1an,

2001). In the context of teaching and learning English, it was important to fmd out

what the stakeholders involved in curriculum development at K.I.E. and teachers

of English in secondary schools understood integration to mean.

The following comments reflect what the curriculum developers conceive the

integrated approach to English teaching to be. The two respondents are indicated

as RI and R2:

The integrated approach to the teaching of English involves using
Literature to teach English and using English to teach Literature. The two
subjects have a symbiotic relationship. The teaching of English cannot be
separated from that of Literature because Literature is the material for
English and English is used as the medium of writing Literature. The two
subjects complement each other. In order to teach language, one has to
use scientific.joumalistic and other materials (Rl).

It also means that the teaching of English should be done across the
curriculum. In our education system, English is the medium of instruction.
Other subjects in the curriculum use English to communicate their ideas.



Every schoolteacher should be a teacher of English. The integration of
language therefore, cuts across all the subjects. (Rl).

Integration means that candidates have to master the four language skills
of listening, speaking, reading and writing. They should use these skills at
the same time. Listening and speaking effectively helps the learner to
receive and respond to information. Once a learner is able to receive and
respond to information accurately, then he can develop the skills of
receiving the information by reading and responding to information
through writing (R2).

Learners are expected to master the skills used in. daily lift like report
writing, etiquette, writing of minutes, and letters. The syllabus requires
learners to relate what they learn in English and Literature to what
happens in life. In examinations, candidates may be asked to write on the
dangers of drug abuse and HIVIAIDS (R2).

An examination of these views of curriculum developers reveals conception of the

integrated approach to the teaching of English at four levels, namely, in terms of

using literature to teach English; in terms of the integrated skills approach; in

terms oflanguage across the curriculum; and in terms of transfer ofleaming. This

conception by the initiators would be the objective meaning of the integrated

approach to English language teaching in secondary schools in Kenya.

The first level of understanding makes sense since use of literature in language

teaching provides students with situations in which language learning takes place

and literature addresses instances of language structures in use. This is a way of

providing activities where students need to share their opinion by way of

discussions and group work. The advantages of using literary texts for language
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are that they offer a wide range of styles and registers; they are open to multiple

interpretations and hence provide excellent opportunities for classroom

discussion; and they focus on generally interesting and motivating topics to

explore in the classroom. The curriculum developers' conception of integration as

language of across the curriculum is also important since language shapes

peoples' worldview and changes to reflect the nature and scope of the topic and as

a result, each area of learning has language demands. Language enables

understanding and learning in many areas. This may be seen as a means of

empowerment or exclusion.

The understanding of the integrated approach in the teaching of English by

curriculum developers in terms of the integrated skills approach becomes

meaningful because in successful language teaching there has to be an integration

of the four primary language skills of listening, reading, speaking and writing.

This is how these skills appear in everyday life. In most cases, language is taught

for use. These ties in with the curriculum developers' understanding of the

integrated approach in terms of relating what is learnt in English to what actually

happens in life. This provides for automatic transfer of learning as what is learnt

in language is automatically integrated with real life activities. From the foregoing

perception of the integrated approach to the teaching of English, it is evident that

the curriculum developers' perspectives of this subject are fairly comprehensive.

It goes beyond the use of literature to teach English and vice-versa. It includes

teaching English across the curriculum, the integrated skills approach to the
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teaching of English and integration of language activities with real life activities

of the learners.

The following comments reflect the teachers' conception of the integrated

approach to the teaching of English. The letter X, Y and Z are used to represent

different teachers .

... it is the teaching of English and Literature together. It involves across
reference, that is, drawing from literature to teach language, for example,
use of an extract from a play or poem to teach comprehension, grammar
and other language aspects. It also involves combining the skills in both
grammar and Literature in an attempt to make the subject enjoyable and
understandable (Teacher X).

The integrated approach to the teaching of English is the intermarrying of
skills in the teaching of English, that is, the skills of listening, speaking,
reading and writing. These language skills are put together into a
complete whole in the teaching of English by various teaching techniques
such as questioning, use of examples and demonstration (Teacher Y).

It involves the infusing of objects (l'eaching aids) related to English from
other disciplines so as to enhance the relatedness in the disciplines to the
immediate environment to content matter (Teacher Z).

These VIews of Teacher X, Teacher Y and Teacher Z summarize typical

comments and understanding among teachers of this approach. Teacher X

understood integration in terms of using Literature to teach English and vice-

versa. Teacher Y understood integration in terms of the integrated skills approach

to the teaching of English and integration at various teaching techniques level.

The comments by Teacher Z sound pompous but fail to inform the reader

precisely what the integrated approach to the teaching of English is.

104



In terms of response trend, 57.6 percent of the teachers understood integration in

the way Teacher X did in terms of using English to teach Literature and vice-

versa. Teacher Y's understanding of the integrated approach to the teaching of

English in terms of the integrated skills approach and integration at teaching

techniques level reflected the conception of 28.8 percent of the teachers. The

conception by Teacher Z, which does not clearly explain what the integrated

approach entails, reflected the scenario for 9.9 percent of the teachers. It is

interesting to note that 5.7 percent of the teachers admitted that they did not know

what the integrated approach to the teaching of English was all about.

This understanding of teachers ranges from some understanding of what is

involved to no understanding at all. This has serious implications for the

integrated English curriculum. It means that teachers implel11ent this syllabus to

varied degrees depending on their conception. There is no unity in emphasis.

Melle and Wilson (1984) point out that integrating the curriculum is a challenging

activity. This implies that teachers must understand this curriculum well before

implementing it in order to meet the challenges. For the teachers who do not

understand the approach, the challenges must be greater. Comparatively, the

conception of curriculum developers of the integrated approach was more

comprehensive than that of teachers. It is evident that a gap exists between the

objective meaning of integration by the initiators and the subjective meaning by

the teachers. This ultimately leads to incoherence in the implementation of the

integrated approach to English language teaching in secondary schools.
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41 Preparation of teachers of English to Implement the Integrated

English Curriculum

The preparation of teachers in Kenya takes two main forms, pre-service and in-

service teacher education. Pre-service teacher education targets those in faculties

or schools of education in universities and teacher preparation colleges while in-

service teacher education is for those already in the field. The in-service teacher

education in Kenya commonly takes the form of workshops and seminars. Table 3

shows the subjects of specialization during teacher education of the teachers

involved in the study.
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Table 3

Number and percentage of English teacher's by

Subject ofspecialization

Subjectofspecialization No ofteachers percent

Englishand Literature 72 60.0

Englishand Kiswahili 15 12.5

English, Business Studies and Office Practice 14 11.5

English and C.R.E 7 5.8

Literature and French 5 3.8

English, History and P.E. 2 1.9

English and French 3 2.5

English and Geography 2 1.9

Total 120 100

The table shows that a total of 72 teachers (6 percent) specialized in the teaching

of English and Literature. In other words, the majority of the teachers specialized

in the teaching ofthe two subjects. The percentage of teachers who specialized in

the teaching of either English or Literature with other subjects like Kiswahili,

History, French or Business Studies was 38.3.
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The data generated here clearly indicates that there are teachers in the secondary

school system who teach English and literature and yet they were not trained to

teach these subjects. As long as they teach either English or Literature or both

without having been trained to teach these two subjects, they teach them as

untrained teachers.

The problems that one would anticipate with untrained teachers in language

teaching that would apply to this lot is that they may find it difficult to present a

good model of spoken English themselves and hence do any effective teaching of

oral English. They are also likely to find it difficult to look at the course books

critically and evaluate the materials and methods in terms of their pupils' needs

and abilities. Planning a sound scheme of work that is relevant to their situations

would also be a problem. It is difficult enough for teachers who are highly

educated and trained in the teaching of English and Literature to handle the two

subjects using integrated approaches. For the untrained teachers, the problem

must be greater.

Given the scenario of having some untrained teachers handling the teaching of

English and Literature in secondary schools in Kenya, it is not surprising that 1.9

percent indicated in this study that they did not understand what the integrated

approach was all about while 3.8 percent did not respond to the item on the

understanding ofthe integrated approach to the teaching of English.
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Closely related to the issue of having been prepared to teach English and literature

is the question of whether these teachers were prepared to teach English and

Literature as integrated subjects. All the teachers indicated that during their

teacher education, they had not at all been prepared to teach these two subjects

using an integrated approach. Even for those who specialized in the teaching of

English and Literature, the discipline identities of the two subjects were observed.

They underwent different subject methods courses for English and Literature.

The training of teachers at the state universities has contributed to the poor

teaching of English in schools. Universities have for many years taught English

and Literature as separate subjects. However the Teachers' Service Commission

often post those who specialized in Literature to teach using the integrated

syllabus in schools but they may not handle the language competently as they

never learned the subject.

In-service Teacher Education would come in handy to address some of the

shortcomings of pre-service Teacher Education. In-service teacher education

helps acquaint the practising teacher with the latest innovations in the curriculum

of his subject area. As a result, the teacher is able to cope with new demands in

his area of specialization as well as new approaches and methodology intended to

enhance teaching and learning. Table 4 shows the responses of the teachers on

their having received \any in-service training in the teaching of English and

Literature using the integrated approach.
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Table 4

Teachers' response on their involvement in In-service Education

Response No. Percent

Involved 83 69.2%

Not involved 37 30.8%

Total 120 100%

Most of the teachers in the study (69.2 percent) said that they had not attended

any in-service training course in the teaching of English and Literature using the

integrated syllabus. Only 30.8 percent said that they had attended such in-service

training in the form of workshops and seminars under the auspices of the National

Education Service. The implication of this is that since pre-service teacher

education is not based on the integrated approach to English teaching, large .

number of teachers are in the field but they have no orientation towards teaching

using integrated approach.

The 37 teachers who attended the in-service courses indicated the usefulness or

otherwise of these courses. Table 5 shows the rating of the teachers of the

usefulness of these courses.
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Table 5

Teachers' perception of usefulness of In-service courses

Usefulness of In-service No. Percent

• Helped in advising on effective teaching using the

integrated approach. 23 63.0%

• Gave insight into use of varied methodology at

different levels for learners with varying abilities 5 12.5%

• Assisted in knowing how to go about teaching the

two subjects without giving preference to one 5 12.5%

• Gave confidence m the teaching of all areas m 2 6.3%

English

• Usefid because there was exposure to new methods

of teaching poetry. 2 6.3%

Total 37 100

It is doubtless from table 5 that the teachers found the in-service courses attended

useful. The majority of the teachers (63.9 percent) found the courses useful in

helping them to teach using the integrated approach. The courses helped 6.3

percent of the teachers to gain confidence in teaching, while another 6.3 percent

were exposed to new methods of teaching poetry. The courses gave insight into
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appropriate methodology for varying abilities to 12.5 percent of the teachers. The

remaining 12.5 percent acknowledged that the courses assisted them in striking a

balance in the teaching of English and literature. These trends indicate that the

teachers involved in the study benefited from the in-service courses in varied

ways. The variations could have arisen as a result of the different background and

teaching experience of the teachers. If all the teachers of English would have been

involved in these in-service courses, perhaps the situation would have been

different.

The Use of the Integrated Approach in English Language Lessons and in

other Subjects

Classroom observation IS an important tool used by teachers as an alternative

method of student assessment. It is indeed an integral part of everyday teaching.

Teachers continuously observe the students' language during formal instruction or

while the students are working individually. They also observe how students

respond to and use instructional materials and how they interact during group

work. Classroom observation was used in this study to find out use of integrated

approach in English lessons.

The Maseno University, Faculty of Education Teaching Practice Assessment

guide was adapted and used to assess teachers in the field on their use of

integrated methods in English lessons. Table 6 shows availability of the lesson
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plan as an indication of readiness to use integrated approaches at the preparation

stage.

Table 6

Observation of Availability ofthe lesson plan

Observation Frequency PercentScore

Available 12 13.310

Not available 78 86.7o

Total 90 100

Lesson plan availability scored ten marks while unavailability of the same was

rated at zero marks. The table shows that almost all the teachers (86.7%) did not

have formal lesson plans for the classes they took. Only 13.3 percent had lesson

plans. A ·sample of the lesson plans found in the field is shown in appendix N ..

This was considered a very serious finding since the lesson plan is an indication

of seriousness in preparation on the part of the teachers. The integrated approach

calls for deliberate efforts to integrate that should be reflected in a lesson plan.

Perhaps teachers who just taught following the textbooks assumed that the

textbooks were written following some sort of syllabus. The majority of the

teachers without lesson plans had teaching notes which would also make them

feel that perhaps there was no need for a formal lesson plan. An example of the
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lesson notes used in some of the classes is found in appendix O. It suffices to say

that teaching notes should not replace the lesson plan.

Lesson objectives are very important in any lesson plan. These are the specific

targets that the teacher aims to achieve at the end of the lesson. They are the

competencies that learners are expected to demonstrate as a consequence of a

lesson. These were analysed for evidence of being based on the integrated

approach. Where no lesson plan existed, this profile was scored zero. Where there

was integration at two levels, a mark of 5 was awarded. Where there was

integration at between 3 and 5 levels, a maximum of 10 marks were awarded.

Table 7 indicates evidence of integrated approach in lesson objectives.

Table 7

Scores attained by teachers in using the integrated
approach in lesson Objectives

Score attained No. of teachers Percent

10 05 5.6

5 06 6.7

o 79 87.8

Total 90 100.00
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It is clear from this table that only 5.6 percent of the teachers had lesson plan

objectives that were fully based on the principles of integration. The lesson plan

objectives that were partially based on integration were 6.7 percent while 87

percent of the lesson plan objectives were zero rated in terms of integration.

Suggested learning activities in the lesson plan were also assessed at the

preparation stages to see elements of integration. It is through these learning

activities that the lesson objectives are expected to be achieved. The table that

follows indicates existence of the integrated approach in the learning activities

suggested in the lesson plan.

Table 8

Scores attained by teachers in using integrated

approach in learning activities.

Score attained PercentNo. of teachers

10

5

o

03

09

78

3.3

10

86.7

Total 90 100.00

The table shows that only 3.3 percent of the lesson plans had suggested learning

activities that were rated as being of an integrated nature. Ten percent of the

115



lesson plans scored half the total marks on this item while the bulk (86.7) were

rated zero on this item because they had no lesson plans.

Clear objectives may be stated by a teacher but without appropriate learning

activities, the objectives may not be achieved. It also follows that if the objectives

are based on integration, for them to be achieved, the learning activities have also

to be based on the same.

From the preparation stage, lesson observation focused on the development of the

lesson. Two sub-areas were looked at, namely, the introduction of the lesson and

lesson development. At introduction, integration at two levels scored 5 marks

while at 3 or more levels scored 10 marks; which was the maximum score for this

item. Table 9 shows the results of lesson observation on the item of integration at

the lesson introduction stage.

Table 9

Scores attained by teachers in using integrated

approach at the lesson introductions stage

Scores attained No. ofteachers Percent

10

5

o

46

30

14

51.1

33.3

15.6

Total 90 100.00
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Integration at two levels scored 5 marks while at three and more levels at the

introduction stage scored 10 marks. Ten marks was the maximum score on this

item. The results in this table indicate that about half of the teachers did not

integrate while introducing their lessons. A score of half the total mark was got by

33.3 percent of the teachers on integration while only 15.6 percent of the teachers

scored 10 marks (l 00 percent). These results, therefore, indicate that 5~Jpercent

of teachers did not use the integrated approach at lesson introduction.

After lesson introduction observation focused on lesson development. The total

mark for integrating during lesson development was 20. Five main areas were

registered, namely; curriculum area, Teaching techniques, Language teaching

approaches, skills and resources. At the curriculum area, where the teacher

primarily integrated content from English and Literature, 10 marks were awarded.

If the teacher went ahead to use knowledge, ideas and facts from other school

subjects to teach English and Literature, an additional 6 marks were awarded. The

total weighting for integration at curriculum level during lesson development was

16 marks.

Integration of teaching techniques (skills), namely, the use of the lecture, use of

examples, illustration, and questioning, set induction and stimulus variation

scored a total of 6 marks. Integration of any two of these skills scored 3 marks

while integration of three or more skills scored 6 marks.
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The total score for integration of language teaching approaches was 6 marks. The

language teaching approaches that were examined were grammar translation,

Reading method, Direct method, Structural Approach, Situational Approach,

Audio-lingual, functional and simulation. Integration of any two of these

approaches scored 3 marks while integration of three or more of these approaches

earned 6 marks.

Integration of the four basic language skills of Reading, Writing, Listening and

Speaking was awarded a maximum of 6 marks. Integration of any two of these

skills scored 3 marks while integration of three or four of these skills was awarded

6 marks.

Like in any other subject offered in the curriculum, visual aids play an important

role in aiding teaching in the language classroom. Among other pedagogical

functions, visual aids motivate the learners by sometimes creating a vital link

between the theoretical aspects of the lesson and the real world. The visual aids

also create stimulus variation by, for example, creating a change in the mode of

reception from listening to seeing. In a well planned language lesson, therefore

use of these visual aids is considered imperative. The types of language teaching

visuals that were considered during classroom observation in this study were

realia, graphics, and three-dimensional materials. Integration of any two of these

visuals scored 3 marks while integration of all the three scored 6 marks.

Table 10 shows the results of integration during lesson development.
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Table 10

Scores attained by teachers in integration

during lesson development

Score attained No. of teachers Percent

1 - 5 marks o o

6-10 marks 15 16.7

11- 15 marks 56 62.2

16- 20 marks 14 15.6

21- 25 marks 2 2.2

26 - 30 marks 1.1

31- 35 marks 2 2.2

36 - 40 marks o o

TOTAL 90 100.0
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It can be inferred from this table that the level of integration during lesson

development was low. More than half of the teachers (62.2 percent) scored 11 -

15 marks, a score range that was way below 50 percent of the total mark. Only 2.2

percent of the teachers scored 31-35 marks that indicated that their level of the

use of integration approach was high.

The final stage of lesson observation was at the conclusion stage. This stage was

weighted at a total of 20 marks. Where there was integration at two levels, 8

marks were awarded; 3 levels, 12; 4 levels, 16 marks and 5 levels 20 marks. Table

11 shows the results of integration at the conclusion stage.
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Table 11

Scores attained by teachers in using integration at the conclusion stage

Scores attained No. of teachers Percent

o o o

8 58 64.4

12 18 20.0

16 14 15.6

20 o o

Total 90 100.00

It can be inferred from this table that a large population of teachers (64.4 percent)

integrated only at 2 levels during lesson conclusion; 20 percent at 3 levels and

15.6 percent at 4 levels. This table also shows that none ofthe teachers integrated

at all the 5 levels at lesson conclusion.

In its entirety, lesson observation at all the stages ranging from preparation,

presentation and conclusion showed low levels of integration. This means that

these lessons did not enjoy the full advantages of integrated curriculum such as a
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holistic view of learning, teaching for transfer and thoughtful learning, making

content relevant for students and being in line with the need for connectedness in

learning materials and approaches for better learning outcomes.

Triangulation of data on classroom practice with regard to the use of the

integrated approach was. done through the use of the learner questionnaire.

Learners were asked to indicate how often they were taught English and

Literature as an integrated subject. Table 12 shows the frequency with which this

was done.

Table 12

Learners' frequency oflearning English and Literature as integrated

Frequency No.oflearners Percent

Always o o

Frequently 62 3.85

Rarely 1547 96.15

Never o o

Total 1609 100
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It is clear from the table that most learners (96.15 percent) were rarely taught

English using the integrated approach. Only 3.85 percent of the learners indicated

that they were frequently taught English using the integrated approach. These data

confirms the finding from the classroom observation of English lessons that they

were low levels of integration during the English lessons.

The suggestions and views of students were considered important because they

are the immediate clients of the syllabus. We may not assume that students are

ignorant and, therefore, may not make useful suggestions. There are many

educators who do not consider the attention to the present interests of students as

an adequate educational programme because the function of education is to

broaden and deepen the students' interest so that they will continue with their

education long enough after the end of formal schooling. These, educators,

however, recognize the value of beginning with the students' present interest as a

point of departure.

The pedagogical significance of taking into account the interests of the learners is

that education is an active process. It involves the active efforts of the learner

himself. In general, the learner learns only those things that he does. If the school

situation deals with things of interest to the leamer, he will actively participate In

them and learn.
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It was with these ideas in mind that the learners were asked to indicate their

preferences for learning English and Literature. Out of a total of 1609 students,

824 (51.2 percent) of them indicated that they preferred learning English and

Literature as separate subjects while the remaining 785 (48.8 percent) preferred

learning English and Literature together as one subject. Those who opted for the

learning of English and Literature as separate subjects could have been in.fluenced

by the fact that some were either talented in English or Literature.

In Kenya, because English language is the medium of instruction, English

occupies the special position of being a service subject to other subjects other than

language subjects. This means that ideally, every teacher of other subjects should

also be a teacher of English, concerned about correct English usage. This is

because student competence in the language enhances performance in these other

subjects. The "Other subject" Observation schedule was used to capture the spirit

of concerted efforts among teachers of other subjects. Table 13 indicates support

or lack of it from teachers of other subjects. A total of forty-five lessons were

observed for subjects other than English. These other subjects were; Geography,

History, C.R.E., Maths, Biology, Physics, Chemistry, Home science, Music and

Agriculture.
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Table 13

Extent of use of integration in other subjects apart from

English at different stages of the lesson

(n = 45)
Lesson stage No. of

teachers
who
corrected
mistakes

No. of teachers
who did not
correct
mistakes

No. of Total No. of
lessons without teachers
mistakes

Introduction 5(11.1%) 32(71.1%) 8 (17.8%) 45

Lesson

Development 7 (15.6%) 33 (73.3%) 5(11.1%) 45

Conclusion 3 (6.7%)· 28 (62.2%) 14(31.1%) 45

It is clear from this table that at every stage of lesson progression more than half

of the teachers did not bother about student English language mistakes. Only a

small percentage of teachers of other subjects corrected English language mistakes

at different lesson stages (11.1 percent at introduction, 15.6 percent at lesson

development and 6.7 percent at conclusion. This situation could be explained in

two ways. First some teachers feel that their concern is to impart factual

knowledge to the learners, not language skills. Teachers who belong to

125



this category sometimes switch to Kiswahili at some point in their lessons when

they feel that this will communicate their points better to the learners.

Secondly, failure by teachers to correct language mistakes could also arise due to

the fact that some language mistakes are subtle even for the teachers and go

unnoticed. In fact, in some lessons, the teachers themselves made language

mistakes.

4.4 The extent to which external evaluation of English language is based on the

Integrated Approach

Examinations are the most commonly used means for evaluating the progress or

lack of it among students. The "0" level English language examination

administered by the Kenya National Examinations Council (K.N.E.C.) is used as

a means of externally evaluating students. The Examinations tend to dictate the

curriculum instead of following it. Learners assess education in terms of success

in examinations. Teachers, too, recognize the importance of external examinations

in the lives of individual learners, and as a result relate their teaching to the

examination system. The emphasis on external examinations is so profound in

many countries that one wonders whether we have a system of education or a

system of examinations.

The meaning of this examination scenano is simply that areas of the official

curriculum and approaches suggested by the official curriculum which are not
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tested in examinations are silently ignored by the learners and the teachers alike.

In other words, for the case of English, if the examination is based on the

integrated approach, the teaching will also take an integrated approach and vice-

versa. In this study, the "0" level English past examination papers administered

by K.N.E.C. for a period of seven years ranging from 2000 - 2006 were analysed

to find out the extent to which they were based on the integrated appro.ach. The

analysis focused on the structure of the examinations in terms of different papers

and the content of both English and Literature covered, evidence of the integrated

approach in the test items and what the final score reflected in terms of the

candidates' ability in English and Literature. Table 14 summarises the structure of

the English examinations and score distribution for this period.
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Table 14

Structure ofthe K.C.S.E English Examination and

Score Distribution between 2000 - 2006

Year Papers

2000 Paper 1A
Paper IB
Paper 2

2001 Paper 1
Paper 2
Paper 3

2002 Paper 1
Paper 2
Paper 3

2003 Paper 1
Paper 2
Paper 3

2004 Paper 1
Paper 2
Paper 3

2005 Paper 1
Paper 2
Paper 3

Areas Covered Score
Distribution

Composition
Summary, Comprehension & Grammar
Literature in English

40
80
80

Composition
Summary, Comprehension & Grammar
Literature in English

"40
80
80

Composition
Summary, Comprehension & Grammar
Literature in English

40
80
80

Composition
Summary, Comprehension & Grammar
Literature in English

40
80
80

Composition
Summary, Comprehension & Grammar
Literature in English

40
80
80

Composition
Summary, Comprehension & Grammar
Literature in English

40
80
80

2006 Paper 1
Paper 2

Paper 3

Functional Skills
Comprehension, Literary Appreciation &
Grammar
Imaginative Composition & Essays Based on
set texts

60

80

60

Source: Kenya National Examinations Council

The Table shows that in the year 2000, the English examination consisted of three

papers, namely, Paper lA, Paper IB and Paper 2. Paper lA was English

composition. Paper 1B was summary, comprehension and grammar. Paper 2 was

Literature in English. In 2001, the structure of examination changed in terms of

the naming of papers. There were papers 1, 2 and 3 instead of papers 1A, 1Band
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2 respectively. Paper 1 was composition, paper 2 was summary, comprehension

and grammar while paper 3 was Literature in English. This continued to be the

practice in the years 2002, 2003,2004 and 2005.

The table further shows that the English examination adopted a different approach

which was a radical departure from the previous practice. Three papers were..
offered targeting skills patterned differently. Paper 1 was Functional Skills. Paper

2 was Comprehension, Literary Appreciation and Grammar. Paper 3 was

Imaginative Composition and Essays based on set texts.

It is possible to infer from this table that between the years 2000 - 2005 there was

not much integration in the English examination. This is further shown in content

analysis of the test items which reveals that the integration which existed in these

years in examinations was only in paper 1 question 1 which was compulsory and

appraised learners on their knowledge on functional skills like report writing,

dialogue, writing of memos, writing of minutes, application letters and directions.

This is integration in terms of relating what is learned in English to what actually

happens in life so that the learners can acquire in English the functional skills they

will need in real life. In this period, English and Literature were examined

differently in different papers.

As observed earlier, teachers tend to follow the dictates of examinations as

opposed to those of the syllabus. Between 2000 - 2005, one would rightfully
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suspect that since the English examinations were not much based on the

integrated approach, the teaching approach in preparation for these examinations

hardly adopted the integrated approach.

Examination item analysis for the 2006 papers revealed a deliberate shift to the

use of integrated approach to the evaluation of the subject in the following

respects:

• The concept of functional skills as expressed in paper 1 tie in with the

Curriculum Developers' view of the integrated approach as relating what

is learnt in English to what naturally happens in life. This paper evaluates

if learners have acquired skills needed in life like report writing, letter

writing, etiquette and speech work.

• Integration at the curriculum level is evident. For example, in paper 2,

question 2, the comprehension passage is based on one of the compulsory

set texts. The examination format is also such that one cannot isolate one

paper as either English or Literature. Even paper 1 that appears more or

less like English has extracts from an oral narrative and poem.

In terms of score distribution, table 13 shows that in the years 2000 - 2005,

composition was allocated 40 marks; summary, comprehension and grammar, 80

marks; Literature 80 marks. This means that language was allocated 120 marks

while Literature was allocated 80 marks. This score weighting would imply that

English language was considered to be more important than Literature in English.
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In 2006, functional writing was allocated 60 marks; comprehension, literary

appreciation and grammar 80 marks, and imaginative composition and essays

based on set texts 60 marks, making up a total of 200 marks.

The combined score is usually translated into the form of a letter grade and

reported as performance in English. Whereas this is good for integration, it raises

the question of validity of the English examination. The exam tests the ability of

the students in both language and literature but the final grade reflects competence

or lack of it in English. Students who do well in literature may not necessarily

also do well in language. In the same way, we have students who are gifted in

language but not in literature. When the score of English and literature is

combined in this manner, the true picture of the students' performance is not

given.

Another area for weakness in the "0" level English examination is that it is not

able to measure some of the objectives spelt out in the syllabus. For example, the

examination hardly measures objectives, which deal with speaking and listening

as oral skills. It is also difficult for the examination to evaluate objectives which

deal with fluent and efficient reading because the examination offered is written.

Objectives of the English syllabus, which fall under the affective domain, are also

not measured. It suggested in the syllabus that there should be an oral examination

as part of assessment in English at the end of form four but this is not done.
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4.5 The extent to which English language textbooks are based on the Integrated

Approach

The guide for evaluating learning materials which make use of literary texts

developed by Lazar (1997) was adapted and used to evaluate main textbooks in

schools. According to this adapted guide, the procedure for evaluation entailed the

following steps

• Writing down the title of the book, the author and the publisher.

• Examination of the book in terms of aims and organization. Under aims

and organization, the overall purpose of the book was established followed

by an examination of the approaches of using Literature to teach English

which were adopted and establishing whether this approach was suitable

or not. This was followed by examining whether the book was organized

thematically, according to linguistic difficulty or chronologically. The

fmal consideration under aims and organization was whether the units or

sections were self-contained.

• Assessment of materials and activities in the textbook. Under this, there

was assessment of the kinds of texts used in the book; whether students

were given sufficient cultural, historical, or literary background to make

sense of the texts; and whether or not students were encouraged to relate

the materials to their lives and experiences.

• Assessment of instructions and the layout of the book. In this section the

book was evaluated in terms of clarity of instructions and layout, as well

as attractiveness and inclusion of visuals to supplement the texts.
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The evaluation of the textbooks was found significant in this study because some

teachers go about the business of teaching by following the textbook rather than

the syllabus. Though a wrong pedagogical approach, this sometimes is the reality

in our schools. As noted during classroom observation, the majority of the

teachers did not have lesson plans. It was also likely that such teachers just read

ahead in the textbooks which they used as a basis for their lessons. A well

organized textbook would be an invaluable resource in classroom instruction.

Two textbooks were found in all the study schools and were being used as the

main textbooks. These were Integrated English A Coursebook for Secondary

Schools by K.I.E. and The New Integrated English by Gathumbi, et al. These

textbooks were running in series from book 1 to book 4. Because the study was

conducted in forms three and four, one book 3 title was analysed while the other

title was book 4.

Although Integrated English: A Course for Kenya Secondary Schools by the

Kenyan Institute of Education (Students' book 3) was meant for use in form 3

using the first integrated syllabus, it was also in use for the revised new integrated

syllabus. The book aimed at consolidating work in language and literature

introduced in the first two books in the same series, and was meant as a good

preparation for the form four syllabus, with its revision component. Various

approaches to using literature to teach English are adopted in this book.;
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• Oral narratives are used to teach comprehension as exemplified on page

34 in the story of "Wacici and her friends" and "The three foolish cows"

on page 165; use of oral narratives to teach study skills as seen in the myth

of "Why women's hair is longer than men's" on pages 146-147; and use

of oral narratives for practice in speech work as exemplified in

"Rumpelstiltskin" on pages 21-22.

• There is the use of poems to teach comprehension. A case in point here is

the use of the poem "Stanley meets Mutesa" on page 147 for

comprehension exercises. Poetry is also utilized for practice in speech

work. Examples of this are found on page 44; "Yaa Odawa Dancer," and

page 59; Sweet and low"

• Excerpts from plays such as The Lion and the Jewel by Wole Soyinka on

pages 86-87 and Julius Caesar by William Shakespear on page 175 are

used for comprehension purposes.

• There is the use of proverbs to teach oral skills, as seen on page 1.

• Knowledge, ideas concepts and facts from other subjects are used to teach

English. Examples of this include "Elephants," an excerpt from zoology

to teach study skills and comprehension. Then we have "The Sea within

us" on pages 138-40 from Biology to teach comprehension. "The Camel"

on page 157 is adapted from Ecological Biology for comprehension

purposes. From Geography excerpts such as "Naivasha" on page 67 and

"Soil Erosion" are used to teach study skills and summary respectively.
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"Consumer protection" on pages 80-81 is an excerpt from commerce used

to teach comprehension on pages 195-196. The excerpt "Pleasure" which

is used for English comprehension is from Social Ethics.

This textbook is organized in units. There are 21 units in the book in total. Each

unit is organized as follows;

(a) Speech work

(b) Study Skills

(c) Comprehension

(d) Grammar

(e) Writing

(f) Further Activities

C
The units are thematically arranged with content in each sub-heading being

different in each unit. The units are self-contained because the materials in each

unit are independent of materials in other units. In terms of materials and

activities, the kinds of texts used are poems, extracts from novels and plays and

from non-literary materials. The students are not given adequate historical or

literary information to make sense of the texts. This is a major flaw in the text

and may hamper comprehension and meaningful interpretation of the texts used in

the book. There is also lack of encouragement of students to relate the materials in

the text to their own lives. In this regard, there is no integration in terms of

transfer oflearning.
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Instructions in the book are clear and easy for the learners to follow. The layout

is also simple and clear. The book, however, lacks visuals in terms of

photographs and diagrams to supplement the texts in the book. These visuals

would go a long way in motivating learners and clarifying otherwise abstract

concepts. Textbooks in this series for book 1, 2 and 4 are written by the same

author (KJ.E.) and follow the same format. They also adopt the same approaches

to using literature to teach English.

New Integrated English (Students book 4) by Gathumbi, Kimaliro, Bwon ya,

Newman and Kiio was analysed for form four. It was found out that the book

aimed at inculcating a good command oflistening, speaking and writing skills and

reinforced the teaching points covered in book 3. The book was also designed to

facilitate an interactive process that would allow for the generation and practice of

language within the classroom. The book was also to offer realistic writing tasks

to which the learners could relate. It aimed further at introducing different genres

of literature, suggesting different methods by which the students' work could be

evaluated, and presenting grammatical structures in a diverse and interesting way.

Like Integrated English (students Book 3), a number of approaches are adopted in

the present book to use literature to teach English Language;

• Poetry is used for the teaching not only of literary aspects like mood in for

example "Funeral Blues" on page 17, but also for the teaching of English
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language aspects such as; comprehension based on a poem

"Procrastination" on page 48; creative writing based on the poem

"Telestiches" on page 51; and poetry to teach listening and speaking skills,

like in the poem "Always in your mind" on page 249.

• Narratives are used to teach speaking and listening skills, such as the Ogre

narrative on page 81. Narratives are also used in the text to teach writing

skills as exemplified in "The Tortoise and Hare" on pages 93-95.

• There is the use of proverbs to teach the listening and speaking skills as

seen in "Hot Seating" on page 97 and features of proverbs on page 120.

• Tongue twisters are used to teach listening and speaking skills.

• The short story is used for intensive reading as in "Its A dog's share in our

Kinshasa" on pages 111-117 and for the teaching of writing skills on page

127.

• Extracts from novels are used for the teaching of writing skills as

exemp lified in "The Great Seer" on pages 192-194

• Extracts from 'set books such as plays: "The Merchant of Vanice" on pages

169-174 by William Shakespeare to teach comprehension, and novels such

as "Coming to birth" by Oludhe Majore on pages 289-289 to teach

comprehension.

• Knowledge, ideas, facts and concepts from other subjects are used for the

teaching of English. For example, the extract "wolves" on page 239
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which is used for the teaching of summary is drawn from the field of

anthropology. "Hypnosis" on pages 234-235 is drawn from psychology.

"Allergies" on page 162 which is used for the teaching of note-taking is

from Science.

The book, unlike the Integrated English Book 3 is divided into sectio~s. There

are a total of3 sections. Sections 1 is divided into weeks, running from week 1 to

10. Section 2 is again divided into week 1 to 10. Section 3 is divided into week 1

to 7, then an appendix with examination practice. The weeks in this book are

equivalent to units in comparison to Integrated English (Students Book 3). The

weeks have the language skills of listening, reading, writing and grammar. The

weeks in the sections are self-contained and are thematically arranged.

The types of materials used in the text are poems, short stories, narratives, extracts

from literary and non-literary materials such as biographies, autobiographies and

newspapers, and from set books. In some of the extracts and materials used,

students are given brief explanatory introduction to the materials. The

background given is- informatory rather than historical or cultural. Unlike in

Integrated English (students' Book 3), students are encouraged in this text to

relate some of the materials to their lives and experiences. For example in speech

work, students are sometimes encouraged to dramatize.

138



The instructions in the text are clear and easy to follow. The layout is clear and

attractive. The text is divided into sections and each section divided into weeks.

The text has visuals. There are pictures and cartoons to aid the teaching of some

of the materials presented. Some of these are constructed in attractive colours.

From the comparative perspective, The New Integrated English series of

textbooks are more focused on integration than The Integrated English Series. In

the former, for the first time, there is language work such as comprehension and

speech work based on set literature textbooks. This is a direct effort at using

literature to teach language and vice-versa. Then as already observed, there is the

encouragement of transfer of learning in the New Integrated Approach, thus

integrating what is leant in English and Literature with real life experiences. In

terms of using various genres of literature to teach English, both books present

materials that are at par.

Apart from the two texts analysed, a number of books were found in use in

schools. These were not analyzed like the two because they were neither used as

course books nor found in all the schools. Where they were available, they were

used as reference books. Some of these were; Head Start Secondary English by

Bukenya, Kioko and Njenge're, and Advancing in Englishoy Vikiru, Omwoyo

and Oburu.
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It is imperative to point out that teachers should always endeavour to teach

according to the dictates of the syllabus rather that the dictates of textbooks. An

integrated approach demands proper planning and drawing from many resources

including textbooks to realize the desired effect. Under no circumstances should

textbooks replace the lesson plan or the syllabus as was observed in some lessons.

4.6 The extent of integration in the English language syllabus

The current English language syllabus (K.I.E., 2002) was assessed to establish the

extent of integration in terms of its objective, content, learning activities and

teaching methods, suggested resources and evaluation.

4.6.1 Objectives of the Syllabus

Objectives are important because they define what the syllabus sets out to achieve

and create unity in emphasis among the teachers involved in the teaching.

In the syllabus for English, these are divided into general objectives and

specific objectives. The general objectives include those of teaching

English language and Literature. The objectives of teaching English

language are- stated alongside those of teaching Literature. There are

however, objectives which are integrative in nature. Examples of these

objectives are;

• Appreciate the importance of reading for a variety of purposes,

• Develop a life-long interest in reading a wide range of subjects
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• Read and analyze literary works from Kenya, East Africa, Africa and the

rest of the world and relate to the experiences in these works,

• Make an efficient use of a range of sources of information including

libraries, dictionaries, encyclopedias and the internet,

• Communicate appropriately in functional and creative writing,

• Appreciate the special way literary writers use language.

These objectives are integrated to either cut across both English and Literature or

to aim at transfer of learning by focusing on acquisition of functional skills. There

class and topic specific objectives. For example, there are specific objectives of

teaching, listening and speaking in form one. The specific objectives are based on

the language skills oflistening, speaking, reading and grammar.

4.6.2 Syllabus Content

The syllabus content is covered in the language skills of listening, speaking,.

reading, writing and grammar. In each of these, specific objectives are stated

which cut across both English and Literature or use knowledge and ideas from

other subjects. There 'is also an element of acquisition of functional skills in these

objectives. For example in form one, the following are the specific objectives of

teaching, listening and speaking:

(a) demonstrate awareness that speaking in English mayor may not be related

to pronunciation,

(b) pronounce correctly sounds they find problematic,
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(c) respond correctly to oral information on a variety of subjects,

(d) communicate correctly, confidently and appropriately in different

contexts,

(e) demonstrate acceptable communication skills,

(t) identify the features of ogre and trickster stories, and riddles.

Objective (c) emphasizes integration at curriculum level while objective (t) brings

into English content from Literature. The content in form two, three and four is

similarly arranged under these skills, but as one ascends up the educational ladder,

the content becomes increasingly complex. For example, in grammar in Form

one, the study is expected to help the learner communicate clearly and understand

accurately and adequately what is heard and read. Literary and non-literary

materials should be used for the purpose of teaching grammar in context. At this

level, emphasis should be placed on the parts of speech, before the teacher

progresses to the noun phrase and then to simple sentences. Language games may

be used to make learning interesting. In form two, emphasis in grammar is on the

constituents ofthe verb and adverb phrases. Language games can be used to help

the learner construct compound and complex sentences. There is emphasis on the

learner mastering grammatical terms. In form three, grammar focuses on more

complex structures. The special way language is used in literary and non-literary

works would facilitate usage in context. In from four, grammar work should

consolidate and reinforce what has already been taught. The teacher should guide

the learner on practice of acquired knowledge of grammatical structures.
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In terms of content covered between English language and Literature, more

content is covered on language than on Literature in the syllabus across all the

classes in the secondary school cycle. The implication of this is that Literature is

disadvantaged in this syllabus arrangement. Literature is taught as part of English.

Oral Literature is taught under listening and speaking while literary skills are

taught under reading.

4.6.3 Learning activities and teaching methods

Learning activities and teaching methods are considered together because they are

related. The syllabus suggests that there should be a practical approach to the

learning of English and Literature and that the methods of learning should be

integrated. Learning activities should be undertaken within the realm of language

skills, namely listening, speaking, reading, writing and grammar.

The syllabus emphasizes that listening and speaking skills play an important role

in the academic and social life of a person since one who listens and speaks

effectively is able to receive and respond to information appropriately. Listening

and speaking also contribute to the reading and the writing skills. The teacher is

expected to adopt a practical approach to the teaching of these skills by exposing

the learner to good models and organizing practice in pronunciation drills, role

play, listening comprehension exercises, presentation of oral reports and

dramatization. In this context integration is recommended by using oral literature
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such as narratives, oral poetry, songs, proverbs, tongue twisters and riddles to

teach listening and writing skills.

The ability to read fluently and effectively is seen as being vital both in school

and in life since it helps in gathering information and learning concepts. Reading

exposes the learner to new vocabulary and instances of language .use. It is

recommended in the syllabus that the teacher should devise learning activities

which will make reading interesting and fulfilling. The integrated approach is

suggested in this context by the teacher integrating activities across the language

skills.

The skill of writing is seen as an advanced language skill that influences teaching

and learning. Writing also helps one to be organized, logical and creative in

thinking. It is suggested in the syllabus that the teacher should design learning

tasks that will lead to general development of the learners' writing skills. The

activities should be interesting and manageable. The teacher is advised to

integrate the reading and the writing skills. Use of Literature is suggested for the

development of the writing skill through the use of class readers and set-books.

The chief objective of teaching grammar is to help students understand how

language works and to use it correctly and appropriately in different contexts. The

syllabus proposes that in order to help the learner acquire a thorough mastery of

language as a whole, grammatical structures should be presented in contexts in
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which they appear. Teachers should, therefore, design learning tasks that will
<:>

facilitate grammatical structures being acquired in their natural contexts. The

teacher should use literary and non-literary materials to teach grammar.

4.6.4 Suggested evaluation activities

It is acknowledged in the syllabus that evaluation is an invaluable component of

language teaching. This is the way by which the teacher assesses whether the

learners have mastered specific skills. It is recommended that at any level,

appropriate assessment procedures must be devised. The syllabus emphasizes

immediate, meaningful and supportive feedback in the assessment of the learners'

work.

The syllabus suggests assessment methods for each of the skills and grammar. For

example, to assess listening and speaking skills, dictation, listening

comprehension, note-taking, re-telling stories, recitation of poems, reading oral

presentations, role play and dramatization are suggested. For reading; timed-

reading, diagnostic reading, oral presentations, comprehensive tests, summary

tests, book reports, interpretative reading and essay writing are suggested. For

writing, sentence construction exercises, gap filling exercises, punctuate

exercises, note-taking and making exercises, summary writing exercises,

paragraph writing; composition and essay writing, exercises on fiction writing,

context questions and book reviews. For grammar, the following methods of

evaluation are suggested; gap filling, question I answer exercises, composition
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writing, essay writing, objective questions, transformational exercises, joining

exercises, jumbled exercises, cloze tests, language games, composition exercises

re-writing exercises, mechanical exercises for practicing sentences and substitute

drills.

4.6.5 Suggested resources

It is suggested in the syllabus that in order for the teacher to effectively help the

learner to acquire proficiency in the language skills, it is important for himlher to

utilize appropriate human and material resources. Prior determination and

selection of these resources by the teacher for each learning activity is

emphasized. Integration at the resources level is evident in what is suggested in

the syllabus. For example, the syllabus recommends use of visual aids; textbooks;

recorded materials including audio and video tapes; original materials from

teachers and pupils; improvised materials; extracts from magazines, books,

newspapers, pamphlets and handouts; Reading; oral or written poetry, resource

persons; notes, labels, symbols, signs, posters and advertisements; class readers;

visual aids, including pictures, flash cards, charts, maps and models; Library

books including fiction and non fiction books; computers; television sets; resource

centers; reports and periodicals, prescribed set books, and the internet. The

syllabus, as is evidenced by this list of resources, suggest as rich array of teaching

and learning resources which if integrated would aid learning immensely.
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On the whole, the English language syllabus was well written and based on

integration. Integration is seen in the objectives, some of which cut across both

English and Literature. The content is arranged under the skills of listening,

speaking, reading, writing and grammar. Under each of these skills, there is

emphasis on both use of Literature to teach English. The integrated skills

approach is also suggested. Transfer of learning is emphasized in the t~aching of

functional skills like etiquette, report writing and letter writing. The syllabus

suggests use of a variety of teaching and learning resources as well as evaluation

methods.

An area of weakness noted is that the syllabus does not give equal emphasis to

both English and Literature. English language aspects are given more emphasis

than Literature. The title for the syllabus is 'English'. This in itself indicates that

Literature is not given sufficient recognition and emphasis. It is silently used for

the teaching of English. Time allocated for the teaching of the syllabus is 6

lessons a week in Form I and 2, and 8 lessons a week in Form 3 and 4. The

syllabus does not give any guidance on how many of these lessons should be used

for the teaching of English and Literature. This decision appears to be left to the

teachers. In schools, teachers tend to divide this time between English and

Literature according to their preferences. This does not lead to equal attention

being accorded both English and Literature.
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The use of Literature to teach the language skills of listening, speaking, reading,

writing and grammar is good for integration but the arrangement should go

beyond this. When literature is used to teach English, there should be a language

focus. But beyond this, there should also be a literary focus. Works of literature

should be examined with a proper literary focus. For example, an excerpt from a

literary novel could be used for the teaching of comprehension, an? then the

teacher would focus on the same excerpt as a work of literature. Practice has

shown, however, that once such an excerpt is used for the teaching of English, the

language teacher may not come back to it to analyze its literary features in terms

of form and content.

It should also be noted that whereas it has been observed that on the whole the

English syllabus was well planned and written, this does not mean that it is well

implemented. This appears to have been one of the major problems with the

syllabus in question.

4.7 Challenges of using the integrated approach in the teaching of English

Data on the challenges of teaching English using the integrated approach was

obtained from curriculum developers and teachers of English and reported

differently.
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4.7.1 Challenges of using the integrated approach in the teaching of English

according curriculum developers

According to curriculum developers, the teaching of English and literature as an

integrated area in the current set up is not a challenge in itself The challenges lie

elsewhere. They saw one such a challenge as the preparation of teachers for

secondary schools which was not based on the integrated approach. .The state

universities prepare teachers for English and Literature as separate disciplines.

Besides, some teachers are trained to teach English or Literature with other

subjects. When posted to schools, they are expected to teach the two as

integrated.

Lack of adherence to the syllabus was cited as another constraint in implementing

the integrated language curriculum. The curriculum developers pointed out that

in some schools, the current syllabus was not available and as a result, teachers in

such schools went about the business of teaching by using the course books

without making references to the syllabus. This made teaching to be out of tune

with what was required because the teachers followed the objectives of the course

books rather than the objectives of the syllabus.

Absence of constant practice was cited as another constraining factor. The

curriculum developers argued that language mastery depends much on constant

practice. This practice would lead to the acquisition of grammatical structures

and vocabulary through a language programme geared towards intensive and
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extensive reading. This had failed in many secondary schools due to the fact that

the necessary reading materials and even sufficient copies of course books were

hardly available. These schools did not have well equipped and stocked libraries.

The constant use of exercises done by students and evaluated by teachers, with

immediate feedback given to the learners, was a rarity in some schools, as

reported by curriculum developers. This was also another major constraining

factor.

A cursory examination of the constraints given by curriculum developers

indicates that they support the use of integration in the teaching of English and

Literature since they see nothing inherently wrong with the approach itself The

position taken by them is understandable given that they are the ones who write

the syllabus for use in schools.

4.7.2 Challenges of usiug the integrated approach in the teaching of English

according to teachers of English

Most teachers of English (90 percent) argued that English and Literature were

different subjects and there was a strong need to separate the two at secondary

school level. They agreed with the challenge raised by curriculum developers that

their preparation in colleges of education and universities was not based on this

approach.
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Others (30 percent) explained that there was a problem in the evaluation of

students at "0" level. They said that some learners were naturally talented in

English while others were good in Literature but the final score was just one;

which did not reflect what the learners were good at. When the learners moved to

University where the two subjects are taught separately, they could not make

choices of studying English or Literature by being guided m their end of

secondary education examination.

Some of the teachers (26 percent) said that because of the integrated approach,

there was lack of sufficient time for studying and examining aspects of both

English and literature in a practical and a much more meaningful way. They

said that in the integrated approach, there was competition for time between the

two subjects and as a result, the learners were not give enough exposure in each
~

and that in Literature, for example one was said to have studied literature by

merely covering one novel, one play, one anthology of short stories, a few poems

and oral literature. It became difficult in Literature to go beyond prescribed texts.

Another group (13 'percent) of the teachers said that the course books

recommended for the teaching of English in an integrated form were shallow.

They said, for example, that one piece of material such as a narrative may be used

for teaching aspects of English such as pronunciation in speech work. But then,

aspects of this piece as a work of literature are ignored so that there is no

examination of it in terms of classification, features of style theme, and narrative
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moral. The teacher, while using the same narrative for speech work, may not

come to it again for these other aspects. A poem, may, for example be used again

for teaching aspects in speech work without, focusing on it as a work of literature.

In other words, literary works are not given the serious explication they deserve in

terms of form and content when used in this context to teach language aspects.

A fundamental challenge raised by 10 percent of the teachers is that sometimes

literary language may not conform to the dictates of conventional language.

Poetic license for example, allows a writer to distort concepts, meanings, word

order and sometimes new word coinage to achieve a desired poetic effect. Many

aspects of oral narratives are also literal translations from the original oral

traditions and may not fit into conventional English language. These may not

serve as exemplifiers of correct language in use.

In comparing the problems of the integrated approach raised by the curriculum

developers with those raised by the teachers of English, unlike the curriculum

developers, teachers place substantial blame on the current approach of teaching

English and Literature using the integrated approach.
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4.8 Opportunities available in improving the use of integrated approach

according to stakeholders

4.8.1 Opportunities available according to curriculum developers

Curriculum developers reported that one of the first steps towards the better

offering of the integrated English curriculum is the tailoring of teacher education

curriculum for secondary schools to the needs of the secondary schools. English

and Literature should not be taught to the teacher trainees as separate subjects.

Worse still, the approach of allowing students while in schools of education to

take either English or Literature with other subjects should not be allowed.

The problem with this suggestion is that universities have their own ideas about

the role of each of the disciplines they offer. Both English and Literature are seen

as discreet disciplines, nurturing unique mental faculties. It would be quite

difficult to convince universities to adopt this integrated approach as conceived by

the Curriculum Developers. At higher education levels, there is emphasis on

specialization in specific areas. Besides, the content taught at universities is not

that taught at secondary schools, in spite of the existence of special methods for

teaching different subjects.

The curriculum developers further suggested that to address the issue of lack of

adherence to the syllabus, schools should ensure that they immediately acquire

copies of the Kenya Institute of Education current syllabus for use by the teachers

which should be faithfully utilized in guiding teaching and learning.
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The curriculum developers further recommended the acquisition of the necessary

reading materials in sufficient varieties and that the teachers should help the

learners to develop the skills of intensive and extensive reading. This would,

according to them, lead to the acquisition of the necessary language structures and

vocabulary .

The final suggestion from curriculum developers entailed advice to teachers of

English to constantly use exercises whose results would be given to the students

for improvement. This final advice is pedagogically sound, but in practice,

sometimes, the few teachers of English and Literature available in some schools

are overwhelmed by a large number of students. Unless they use peer scoring of

exercises, constant administration of the exercises becomes virtually impossible.

4.8.2 Opportunities available according to teachers of English

The majority of teachers of English (99 percent) strongly advocated for the

separation of English and Literature in the secondary school syllabuses. This was

seen as a way forward in addressing the problems of the two subjects being

different, learner needs, teacher preparation and. allowing more time for each

subject to be studied and examined in a more practical way.

Another proportion of teachers (29 percent) suggested that after the separation of

English from Literature, English should be allocated sufficient time to the various
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aspects of it and have enough practice in its usage. The same teachers suggested

that in this new arrangement, Literature would be made an optional subject so that

only the students who would do well in it and would show interest in it would be

allowed to take it.

It was the recommendation of 3.5 percent of the teachers that there wa~ need to

update the teachers in the latest methodology of teaching English and Literature to

cope with the latest innovations in these subjects. They said that as things were,

there were very limited in-service courses and that these in-service courses

reached only an almost negligible proportion of the English language and

Literature teaching fraternity. They further stated that the in-service courses

conducted lasted a very short time like one day. They suggested that these should

be extended over a longer period and should be conducted during school holidays.
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CHAPTER FIVE

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

5.1 Summary

English language plays a vital role in the language situation in Kenya. It is the

medium of instruction from primary standard four, secondary education,

universities and colleges. As a result of being the medium of instruction, .English

also automatically becomes a medium of examinations except for other language

subjects. A good grade in English language after the completion of secondary

education is considered an added advantage for selection for employment and into

a number of courses at certificate, diploma and degree levels. English is the

official language in Kenya. It is also a language of regional communication, and it

is at the same time one of the leading media for communication in international

meetings and conferences.

As it has been already observed in chapter one of this study, complaints about low

English language standards began to acquire prominence in Kenya in the late

1950s. A number of studies were undertaken in Kenya to explain factors leading

to the low standards' in English. In 1985, a new syllabus was introduced in

secondary schools in Kenya. For the first time in the history of English language

teaching, literature which hitherto had been taught as a separate subject in the

secondary school curriculum began to be taught as part of English in an integrated

arrangement. This has been the practice up to the present time and has generated

debate as to whether it is the right way to go or not.



In this scenano of concern being raised about the integrated approach to the

teaching of English in secondary schools in Kenya, and in the context of there

having been no external evaluation of this arrangement in schools, this researcher

was motivated to carry out this study. The purpose of evaluating the integrated

approach to the teaching of English in secondary schools in Kenya was t? provide

information that might be useful to policy makers, curriculum developers and

teachers.

Review of related literature was done to lay down the foundation of the study and

establish the gap in knowledge that the study would endeavour to fill. The

literature review centered on perceptions of the integrated approach, preparation

of teachers of English to implement the integrated approach, use of integrated

approach in English lessons and in other subjects, curriculum evaluation and

integration, textbooks and integration, challenges of integration in language

education and design of integrated curriculum. The literature revealed that there

are various perceptions of integrated curriculum which are a reflection of different

practices that have been tried before. The integrated curriculum is perceived as

being basically about connections and the types range from multidisciplinary

interdisciplinary, transdisciplinary to continuums of integration.

Advantages of integrated curriculum were established from previous related

studies and educational theorists. Integrated approach to teaching and learning is
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seen as a movement away by schools from teaching isolated facts towards a more

constructivist view of learning which values in-depth knowledge of subjects and

holistic learning. The learning of knowledge from multiple perspectives of

different subjects is seen as leading to possible use of knowledge. Research

fmdings on integrated curriculum indicate that it leads to better student

understanding and retention of what is learnt. Brain research fmdings (Cromwell,

1989) provide further rationale for curriculum integration by indicating that the

brain organizes new knowledge on the basis of previous experiences and the

meaning that has developed from those experiences. Holistic experiences favour

this process. Studies indicate that the human brain may resist learning fragmented

bits of knowledge and that integrated curriculum provides better for students

unique learning styles. Positive achievement outcomes for students who

participated in integrated curriculum were reported. Integration is seen as a way

of coping with the ever increasing body of knowledge instead of adding new areas

into the regular curriculum.

Literature on the preparation of teachers indicates that teacher education for

language should emphasize quality. This quality is seen as striking a balance

between acquisition of high quality content and masterly of pedagogical skills.

There is emphasis on the need to link teacher education to classroom needs of

teachers.
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Available literature on use of integrated approach in English language teaching

indicates that literature plays a critical role in language teaching. Literature texts

in the language classroom promote student activities in sharing their opinion

through discussion, group work and thus accelerate student acquisition of the

language. Within English itself, the integrated skills approach is seen as being

better than the segregated discrete skills approach because in oral communication,

people use language in an integrated manner. The segregated skills approach also

runs counter to the direction in which language teaching experts have been

moving in recent years.

Classroom practice further revealed that curriculum integration had not been

accomplished. Striving to achieve too much within too short a period of time

would, therefore, inevitably lead to implementation failure. Sufficient common

planning time is required to allow teachers to select themes, explore resources,

discuss student learning styles and needs and co-ordinate teaching styles.

Literature on use of integration in other subjects emphasizes that because is the

medium of instruction in the curriculum, every teacher in the school should be a

teacher of English. This is because English is the vehicle of communicating ideas

in other subjects.

In the area of curriculum evaluation and integration, there is the realization that to

a large extent, methods of evaluation determine what is taught. This implies that

for successful implementation of integrated curriculum, evaluation has to be
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based on this approach. On the issue of textbooks and integration, literature

indicates strong correlation between textbooks availability and achievement. The

books have however, to be based on the integrated approach. The final area of

literature review indicates that implementing the integrated curriculum is a

challenging undertaking.

Knowledge gaps were established in the literature review. The literature reviewed

in the area of use of integrated approach in English lessons was mainly based on

convictions of scholars based on their experience but without documented

evidence from actual studies. Studies reviewed were largely based on experiences

in the United States of America. There was a need to find out how integration

works in Kenya. The centre to periphery approach that characterizes curriculum

development in Kenya largely excludes teacher in-put. The study provided an
"

avenue for teachers of English in secondary schools to give their views. Another

pressurizing factor in carrying out the study was that no external evaluation had

been undertaken on the integrated approach to the teaching of English in

secondary school in Kenya.

Based on these gaps in knowledge, this study set out to evaluate he integrated

approach to the teaching of English in secondary schools in Kenya. The research

design adopted was that of survey based on the nature of the study. The study was

conducted in Busia District. Out of a total 54 secondary schools, 131 teachers of

English and 10,362 students, 50 secondary schools, 120 teachers of English 1609
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students were sampled and involved in the study. Two English language

curriculum developers also participated in the study. Data collected and analyzed

revealed several findings summarized below:

Stakeholders conceived integrated approach to the teaching of English in

secondary schools at different levels. The stakeholders in this context were

curriculum developers and teachers of English. Curriculum Developers conceived

the integrated approach to the teaching of English in secondary schools at four

levels, namely; In terms of using literature to teach English and vice-versa; As

language across the curriculum since English is the medium of instruction; In

terms of the integrated skills approach to the teaching of English and; As relating

what is taught in English to what actually happens in life.

Teachers of English demonstrated varying levels of understanding of the concept

of the integrated approach to the teaching of English in secondary schools by

focusing on one or two aspects of integration like writing compositions based on

the skills of life experiences that form literature. The conception with the highest

frequency of teachers (57.6 percent) was that of the integrated approach as the

teaching of English and literature together by interrelating the two subjects. The

study also showed that seven teachers (5.7 percent) did not know what the

integrated approach to the teaching of English in secondary schools was all about.
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The findings relating to the preparation of teachers of English to implement the

integrated English curriculum indicated that none of the teachers while

undergoing pre-service teacher education had been prepared to implement the

integrated English curriculum. A total of 72 teachers (60 percent) had been

trained in the teaching of both English and literature but as separate subjects while

the remaining 40 percent were trained to teach either English or literature with

other subjects. Most of the teachers (692 percent) said that they had not attended

any in-service training course on the teaching of English and Literature using the

integrated approach. The total number of those who had attended in-service

courses was 37 (30.8 percent). Those who attended the in-service courses

acknowledged having benefited from these courses in various ways that assisted

them in teaching using the integrated approach.

The assessment of the use ofthe integrated approach to the teaching of English in

secondary schools by means of classroom observation revealed low levels of

integration at all stages of English lessons ranging from preparation, through

presentation to lesson conclusion. The study also found out that more than 60

percent of teachers of other subjects did not correct English language mistakes

that occurred among students' in their lessons.

"0" level English language examinations are used to externally evaluate students

in both English and Literature as integrated. Results from content analyses of"O"

level English examinations for a seven year period showed that between the years
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2000 to 2005 the examinations did not focus much on elements of integration

apart from examining literature as part of English in separate papers. The

integrated approach was however, quite evident in the "0" level English

examination papers of the year 2006.

Content analysis of textbooks used for the teaching of English in secondary

schools revealed that these textbooks were based on the integrated approach to the

teaching of English. For example, oral narratives were used in some of these

textbooks to teach study skills, excerpts from literary works to teach

comprehension and knowledge from other subjects to teach English. Assessment

of the English syllabus for secondary schools indicated that the syllabus was

based on the integrated approach to a large extent in its objectives, content,

learning activities and methods, suggested resources and evaluation. But in terms

of content, more is covered in English than in Literature. The title of the syllabus

as 'English' without mention of literature threatens to subsume Literature within

the larger context of an integrated unit. Literature is taught within the skills of

English.

There was a difference between the VIews of English language curriculum

developers and those of teachers of English as regards the challenges of teaching

and learning using the integrated approach. Curriculum developers found no

problem with the integrated approach itself. They saw the problem as coming

from the preparation of teachers which was not based on this approach, lack of
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adherence to the syllabus, unavailability of the syllabus in schools, absence of

constant practice and exercises, insufficient number of textbooks and other

reading materials.

Teachers of English on the other hand found fault with the integrated approach

itself They pointed out that English and literature were different subjects which

should not be taught together. They argued that their preparation was not based on

this approach. They pointed out that in evaluation, the combined score does not

indicate whether the student was good at English or Literature. They further

pointed out that there was shallow covering of both aspects of English and

Literature because of insufficient time for both English and Literature. Another

challenge pointed out by the teachers was that sometimes, literary language may

not conform to the dictate~ of conventional language. The case in point here was

that of poetic license that allows the distortion and sometimes coinage of new

words to achieve poetic effect.

A difference of opinion was again revealed between curriculum developers and

teachers of English' with regard to the suggestions that were made about

opportunities available for improvement. Whereas curriculum developers

emphasized fidelity to the correct pedagogical approaches to the teaching of

English and Literature in an integrated format, the teachers of English strongly

advocated for the separation of the two as a starting point.
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5.2 Conclusions

The following are the major conclusions ofthe study based on the findings of the

study:

• There is evident lack of consensus among the teachers of English in so far

as the concept of integrated curriculum in the teaching of English is

concerned. There is no uniform understanding of the integrated approach

to the teaching of English in secondary schools in Kenya in so far as the

teachers are concerned.

This lack of uniform understanding has negative implications for the curriculum.

It means that there is no unity in emphasis in implementing the integrated English

curriculum since different teachers implement it in their own different ways,

depending on their perception of it.

• There is conflict between curriculum developers and teachers of English in

their views on implementation of the integrated approach to the teaching

of English. Most teachers of English and Literature prefer the subjects

being taught and examined as separate subjects. Curriculum developers on

the other hand insist on the integrated approach.

The implication of this for the curriculum is that there is no proper link between

curriculum Developers and implementers. This is one of the weaknesses of the

top-down curriculum development paradigm.
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• English Language teacher education is out of tune with the classroom

needs of the teachers. The integrated English language curriculum for

secondary schools has been with us for the last 22 years and yet English

language teachers graduating from universities and colleges of education

are not educated to teach using this approach. The closest we get is having

teachers educated to teach both English and Literature but as separate

subjects. We still have teachers prepared to either teach English or

Literature with other subjects.

The implication of this for the curriculum is that there is no link between

curriculum developers and faculties or schools of education and teacher education

colleges.

5.3 Recommendations

The following recommendations were made based on the fmdings of the study:

• In order to address lack of consensus among teachers of English on the

understanding of the integrated approach, the Ministry of Education

together with' the Kenya Institute of Education should organize seminars

on the teaching of English using the integrated approach. In these

seminars, teachers would share with curriculum developers their views on

the meaning of the integrated curriculum and how it should be

implemented.
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• There is need to retrain teachers of English to make them understand

integration the way curriculum developers do. This would be tied to

involvement of teachers in all the stages of curriculum development so

that there is easier movement from the planning stage to the stage of the

use of the curriculum in schools. Such involvement would ensure that the

curriculum users are not necessarily different from developers, and that

there is easier acceptance of the curriculum.

• Teacher education colleges and faculties of education should be properly

related and linked. This would ensure that the curriculum developers

work as partners with teacher education institutions so that both parties

initiate innovations in the curriculum. This would lead to easier

adjustments in the curricula of teacher education institutions to be in line

with changes in school curricula.

• There is need to review the integrated curriculum to address the issues of

maintaining the integrity of both English and Literature. The implication

of this for the curriculum is that there is a challenge for curriculum

developers to design an integrated English language curriculum that would

respect the separate identities of both English and Literature. Such a

curriculum design would provide for natural integration in the suitable

areas of the two subjects rather than 'forcing' integration across the board.
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e In the design of the syllabus, equal attention should be grven to both

English and Literature in terms of content and learning activities. This

would work towards ensuring that the teaching of one subject is

compromised for the sake of the other.

The "0" level examinations used for the evaluation of student learning at

the end of form four should be designed in such way that they reflect

student achievement in English and Literature, and in the integrated areas

of these two subjects. There should a score English, a score for Literature,

and a score for integrated areas of English and Literature.

5.4 A Model for Integration of English and Literature

In this study, the curriculum developers conceived the integrated approach to

English language teaching in secondary schools at four levels namely; in terms of

using Literature to teach English and vice-versa; in terms of the integrated skills

approach; in terms of language across the curriculum; and in terms of transfer of

learning. This conception of the integrated approach by the initiators is the

objective meaning of integration. More than half (57.6 percent) of the teachers

understood the integrated approach to the teaching of English in terms of using

Literature to teacher English and vice-versa. Some 28.8 percent of the teachers

understood the integrated approach at the integrated skills level. Another 9.9

percent of the teachers were not sure of what the integrated approach was while

5.7 percent did not know what the approach entailed. The conception of the
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teachers constitute the subjective meaning of the integrated approach to the

teaching of English and reflects lack of consensus. As already discussed, in their

suggestions for future improvement, curriculum developers advocated for proper

pedagogical approaches to the teaching of English while 90 percent of the

teachers of English advocated for the separation of English and Literature.

Based on both the data on the conception of the integrated approach and

suggestions made for improvement from the objective and subjective

perspectives, a new shared model is proposed. This is the shared integration

model that takes into account the views and suggestions of both curriculum

developers and teachers of English. In the proposed model English and Literature

should be taught as separate subjects using the integrated approach; both subjects

would be core in the secondary school curriculum. Figure 6 shows the integration

of English and literature that would result:
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English Literature

Integrated areas of English and Literature

Figure 6: Shared integration of English and Literature

In order to establish areas which naturally fit together or potential areas for

integration, teachers would scan through both English and Literature syllabuses,

learning experiences and content, and then cluster such areas. They would only

include those concepts and skills that would fit together naturally and validly in
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an integrated unit. Teachers should never force integration or choose activities

that are superficial and do not address important concepts within the two

disciplines.

The argument here is that although literature is related to language in that one can

view literature as language in context, the two subjects are different. Literature is

much more than language in context and should be studied as a separate subject

since studying it as part of language dilutes it. In the literature syllabus, we would

go back to the traditional approach where literature itself would be the content of

course that would concentrate on areas such as the history and characteristics of

literary movements; the social, political and historical background to a text;

Literary genres and stylistic features. Students would read set texts and literary

criticism relating to them.

The dilution of Literature comes about because many teachers use literature to

assist the development of competency in the language. Although the texts being

used are literary and some of the responses of readers will be discussed in literary

terms, the prime intention is to teach language, not literature, and the texts may be

used for exemplification and discussion of linguistic items which have no bearing

on the value ofthe work as literature.

Sometimes, use of literary texts may not be appropriate in aiding language

acquisition. There may be a major conflict in language pedagogy caused by a
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desire to use literary texts, and literary texts often carry potential danger if the

reasons for their use are not clearly thought out. Good literary texts are not

thereby good style for non-literary purposes, and they may indeed be misleading

as linguistic material for learners with non-literary learning intentions. Literature

retains a self-consciousness about literary tradition which is often quite

inappropriate for writing in other fields. Moreover, the language and the content

of literature is deliberately and creatively modified or even distorted for the needs

of the writer.

This argument does not prevent us from making use of literary texts in the

language classroom in an integrated programme that would relate language to

literature and make both naturally reinforcing. The important point is that one has

to be aware of the risks involved and should be competent in distinguishing

typical grammatical language from the characteristic, stylistic or reference

features of the writers being used.

If literature is to be well taught, it needs to be treated as a separate subject in its

own right. This approach would be justified because literature fulfils important

functions in education. Given that the world tends to be moving towards

integration as established in the literature review in this study and that integration

is here to stay, Literature would still fulfill these noble functions in a hybrid type

of integration suggested in which both English and Literature would be core in the

secondary school curriculum; related and each taught using integrated
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approaches; and the discipline identities of the two subjects respected as separate

subjects.

5.5 Suggestions for further Research

1. Universities and colleges of Education that produce English and Literature

teachers for secondary schools have been unresponsive to the needs of the

integrated approach to the teaching of English and Literature.

Teachers who are not provided with adequate in-service or time to

thoughtfully develop an integrated curriculum may resort to an unstructured

" a little of everything" approach rather than a tidy integrated approach. This

type of approach does not facilitate the type of understanding and the
~

advantages of integrated curriculum documented in the literature review of

this study. There is need to carry out research on the appropriate pre-service

and in-service English and Literature teacher Education for secondary

schools in Kenya.

2. Content for integrated curriculum becomes interdisciplinary in nature. Just as

the integrated curriculum changes the look of instruction, the methods of

evaluation have also to change. There is need to explore alternative methods

of assessing student understanding of essential concepts in English and

Literature as an integrated area.

3. In the integrated English and Literature curriculum, the curriculum may be

based on broad concepts linked in thematic concepts that may not provide

for a logical sequence of content in learning. Sequence is currently thought
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to be necessary in providing student understanding. There is need to

provide research data on the role of sequence on student understanding in

integrated curriculum.

4. A study should be conducted to investigate the correlation between the

integrated approach to language education and student achievement.

5. A study should be conducted to evaluate the role of Quality Assurance

and Standards Officers in assisting English language teachers implement

the integrated curriculum.
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