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ABSTRACT 

This study was undertaken to explore curriculum change from the General Certificate in 

Education (GCE) Ordinary Level (O-Level) to the International General Certificate in 

Secondary Education (lGCSE) with regard to English language teaching in four high 

schools in the Manzini region of Swaziland. The study investigated teachers' perceptions 

of the curriculum change and how they implemented it. The impact of the training 

teachers received in preparation for the introduction of the IGCSE English curriculum 

was also explored. 

An interpretive research paradigm using qualitative methodology was chosen for the 

study and was driven by the following critical research questions: 

1. How do teachers experience curriculum change from GCE O-Level to IGCSE with 

regard to English language teaching? 

2. How was this change implemented in the Form 4 English language classrooms? 

Qualitative methods comprising semi-structured interviews and non-participant 

classroom observations were used for collecting data. Data from interviews with teachers 

were analysed thematically through the use of the constant comparison method, while 

classroom observations data were qualitatively analysed by using themes that emerged 

from the . observation schedule designed for the study. The data from classroom 

observations were triangulated with data from interviews with teachers to ensure validity 

of the study. 

The study used the body of literature that relates to second language acquisition (SLA) 

and learning, with specific reference to social constructivism, bilingualism, 

communicative language teaching and task-based language teaching approaches, literacy 

and the genre approach as the theoretical framework. The theoretical framework 

facilitated an understanding that knowledge or meaningful learning is constructed by the 

learners as they interact using the target language. The results revealed that the teachers 
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used a constructivist approach towards teaching which comprised the communicative 

language teaching and task-based language teaching and learning approaches. The 

IGCSE curriculum emphasizes the use of these approaches. The findings also indicated 

that teachers were inadequately prepared for teaching the IGCSE English curriculum as 

some of the workshop facilitators were less informed than some of the participants; and 

that they were only given guidance for conducting assessment in the oral skill without 

training them how to teach it. Also, the language aspects such as grammar, writing and 

reading were left out when the curriculum was reviewed, as a result teachers reverted to 

using the structural approach when teaching grammar, as opposed to the constructivist 

approach. Findings showed that as much as the IGCSE English curriculum was said to 

be good, the reading skill was inefficiently taught. IGCSE does not give learners quality 

education since the tasks learners did were cognitively unchallenging. In view of the 

theoretical framework of the study, the IGCSE English curriculum produces skills-based, 

vocationally inclined learners who are not geared towards pursuing academic university 

education. Listening comprehension was found to be the most problematic language 

aspect since the learners could not understand the English native speakers' accent when 

they listened to passages from tapes and CD's during examinations. 

Using the genre approach to essay writing findings showed that teaching essay writing 

was not well grounded. The study recommended that the curriculum be reviewed and 

teachers be taught more effective approaches to teaching essay writing as well as reading 

comprehension. It was also recommended that the Ministry of Education should assist 

teachers with additional resources and multimedia for teaching listening skills including 

CDs and listening to talk shows and in teaching essay writing. The study further 

recommended that localisation of the curriculum to SIGCSE should be postponed until a 

suitable curriculum is identified and that further research be conducted which would 

include a larger study that would be a true representation of all high schools in the four 

regions of the country. 
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CHAPTER 1 

INTRODUCTION 

1.1 Background to the study 

The study was undertaken to examine curriculum change from the General Certificate in 

Education (GCE) Ordinary Level (O-Level) to the International General Certificate in 

Secondary Education (lGCSE) with regard to English language teaching in Form Four, 

(Grade 11) classrooms in Swaziland. 

In 2006 the Swaziland Ministry of Education (MoE) changed the curriculum from the 

Cambridge O-Level to IGCSE in order to introduce a curriculum that would enable 

learners to succeed in their education and to give them access to tertiary education, 

(Kunene 2005). However, according to Mazibuko (2008) it seems that the desired 

outcomes of the IGCSE are not being achieved. In this study the change from the 0-

Level to the IGCSE curriculum is problematized since it does not seem to give learners in 

Swaziland a better opportunity to perform better in English so as to access tertiary 

education, (Kunene, 2005). 

This chapter will present a discussion of the rationale for the study and present the 

problem that is researched. The research aims, critical research questions and the 

importance of the study will also be provided. The research methodology, outline of 

chapters as well as limitations of the study will be defined. I will begin with an overview 

of the GCE O-Level and IGCSE English Second language (ESL) syllabi. 

1.2 An overview of the GCE O-Level and IGCSE curricula 

According to the British Council site (2009), the General Certificate of Education (GCE) 

Ordinary Level (O-Level) is an internationally recognized academic qualification 

generally taken in a wide range of subjects by learners aged 14-16 in secondary education 

in the UK and a few of the commonwealth countries. GCE is Grade 11 in any other 

country and Form 5 in Swaziland. By 2010, Swaziland had offered GCE for over 40 



years, (Ministry of Education Consultative Document, 2005). GCE was introduced in the 

United Kingdom (UK) schools in 1951, replacing the School Certificate (SC) and Higher 

School Certificate (HSC), (Direct Government site, 2009). However, GCE was phased 

out in the UK in 1987 in state schools in favour of the General Certificate in Secondary 

Education (GCSE) which in Swaziland is equivalent to the International General 

Certificate of Secondary Education (lGCSE). Assessment was carried by two bodies 

which are also maintained in GCSE and they are; Edexcel (also known as London 

Examinations) and Cambridge International Examinations (CIE). Learners were assessed 

mainly on written exams with GCE, (Direct Government, 2009). 

GCE took two academic years to complete in the UK. The pass grades from highest 

symbol to lowest were numbered 1 to 9, with numbers 1 to 6 considered as passes with 

credits; numbers 7 and 8 constituted ordinary passes and 9 was U (unclassified). Letters 

were brought in as symbols A to C. Only grades A to C credits were given much 

credence in the UK. The same applies to Swaziland, A to C grades in all the subjects 

including English, were and still are considered as credits which gives access to tertiary 

education, (GCE and IGCSE Certification). The 2005 MoE Consultative Document says 

that GCE O-Level Certification used traditional approaches in delivering the programme. 

(See Table 1.1 below on page 6). Localization of marking examinations in Swaziland 

started in the 1990s. Prior to 1990 0-Level examinations were set and marked in the UK. 

As time progressed the Swaziland Ministry of Education and the Swaziland 

Examinations Council took over the marking process and only sent marks to the UK for 

certification. 

IGCSE is an internationally recognized certificate of secondary education, issued by the 

University of Cambridge International Examinations (UCIE), on completion of an 

examination normally taken after two years of study at high school. The students in 

Swaziland were examined externally in the IGCSE programme for the first time in 2007. 

IGCSE was introduced in Swaziland on grounds that education systems of the world 

were "constantly under microscopic examination and analysis to ascertain the extent to 
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which they satisfy national educational needs and aspirations" (Kunene, 2005: 1). 

Swaziland could be no exception. A global aspiration is that education systems should 

deliver quality and relevant education in compliance with recognized educational value 

systems (Kunene, 2005). The fulfillment of these aspirations according to Kunene called 

for evolving strategies, methods, and programmatic approaches to strengthen the quality 

of the nation's education and to guarantee its credibility and competitiveness in the wider 

global community. Thus, in the exploration of educational paradigms, the Ministry of 

Education adapted the IGCSE programme on ground that other countries like Botswana 

and Namibia were already using it. 

According to the Ministry of Education Consultative Document (2005), IGCSE is a 

curriculum suitable for all nationalities, which offers subjects specific to the requirements 

of the Ministry of Education, Swaziland, as well as international subjects. It is offered 

through the medium of English which is an international language. It helps to promote 

ideals of equality and understanding between people of diverse backgrounds. Its 

advantages are that it does not only give learners an internationally recognized 

qualification, it also allows an individual country to adapt the system to its own needs 

within the IGCSE curriculum framework and the forms of assessment prescribed. Thus, 

the then Education Principal Secretaryl (PS) Kunene (2005) proposed IGCSE to 

eventually form the basis of a new national localized curriculum and examination system 

between 2009 and 2011, run entirely by Swaziland (that is, Swaziland General Certificate 

in Secondary Education, SGCSE). Localisation would bring an Afrocentric curriculum 

and reduce not only the cost of teaching and learning materials imported from the United 

Kingdom, but also the dependence on UK systems. However, the link with Cambridge 

would still be maintained, with Cambridge International Examinations (CIE) retained as 

overseers. The Ministry of Education assured that quality education would be maintained, 

(Kunene, 2005). 

I PS is the Principal Secretary or English highest officer in charge of the Education Ministry, second in 
command to the Minister who is a political figure . 
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The Ministry of Education aims at inculcating "attitudes and values of life-long 

learning", (Consultative Document, 2005:1) . IGCSE leads to a certificate that is 

equivalent in standard to the British GCSE and international GCE Ordinary Level 

Examinations. IGCES also offers a wide range of assessment techniques to test a variety 

of skills in various subjects including English. The techniques include oral and listening 

tests, practical tests, project work, performance and school based assessment 

(coursework) as well as conventional written examinations of various kinds including 

objective (multiple choice) tests, (Consultative Document, 2005). 

According to the MoE IGCSE guidelines (2008), the newly introduced IGCSE 

programme seeks "to develop the learners' ability to use English effectively for the 

purpose of practical communication; to form a sound base for the skills required for 

further study or employment using English as the medium of communication; to develop 

an awareness of the nature of language and language-learning skills, along with skills of a 

more general application and, to promote students' personal development" (lGCSE 

syllabus 2008: 142 Appendix E). On the other hand, the GCE O-Level aims were to 

develop the ability of English second language (ESL) candidates to: "communicate 

accurately, appropriately and affectively in speech and writing; understand and respond 

appropriately and imaginatively to what they read and experience; enjoy and appreciate 

reading texts in the English Language" (O-Level syllabus, 2006:2). Both curricula thus 

emphasize the communicative aspect of the English language and the Communicative 

Language Teaching (CLT) approach. IGCSE goes to an extent of recognizing the 

language skills necessary for preparing the learners for both learning and employment 

purposes. 

IGCSE also identifies the Task-Based Language Teaching (TBLT) approach to be used. 

Both the CLT and TBLT are meaningful skills-based approaches and learner-centred 

education. Teachers are expected to select methods that promote problem solving and 

active participation by learners. The English IGCSE curriculum focuses on teaching the 

receptive skill of listening and the productive skill of speaking in addition to reading and 

writing which the previous GCE syllabus only addressed. In short, IGCSE teaches all the 
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four language skills of listening, speaking, reading and writing, while GCE O-Level 

concentrated on the reading and writing skills only. The speaking skill was not tested in 

the phased out curriculum. English literature is and was taught as a different component 

of English in both curricula (O-Level syllabus, 2006; IGCSE syllabus, 2008). In order to 

carefully identify the teachers' perceptions of the curriculum change, the study will 

explore the approaches teachers use for teaching oral and listening skills including 

orientation of teachers to the curriculum by the MoE. The teachers' comparison of the 

two syllabi in terms of enhancing the learners' understanding of the concepts taught will 

also be investigated. 

The IGCSE syllabus aims to assess a wider ability range to about 80% of students 

compared to GCE O-Level, which catered for the top 20%, (Consultative Document, 

2005). According to Tikmany (2005), IGCSE recognizes that in some subjects including 

English language, the spread of achievement is wider than in other subjects. Therefore, 

learners may be entered for either Core level papers or Extended level papers. This gives 

students of all ability levels not only the freedom to choose subjects that suit them, but 

also the chance to score good grades. In the GCE programme, all the students used the 

same curriculum irrespective of their ability levels. In IGCSE students who take the core 

level papers are eligible for the award of grades C to G, while those opting for the 

extended tier are eligible for the award of grades or credits A * (star) to C (namely; 

symbols A * that is 90% and above, A is 80% to 89%, B is between 70% and 79%, and C 

from 60% to 69%) according to the International General Certificate in Secondary 

Education (IGCSE) Certification. IGCSE considers symbols F (30% to 39%) and G (20% 

to 29%) as passes, while these were a fail with O-Level curriculum. This then implies 

that it is easy to pass the IGCSE programme. However, the general public criticizes the 

MoE for introducing the IGCSE curriculum which is weak and cognitively less 

challenging to the learners, and which focuses on life skills. The following table shows a 

comparison of IGCSE and GCE O-Level programmes. 
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Table 1.1: Comparison between IGCSE and GCE O-Level curricula in 

approaches to English language teaching2 

IGCSE GCE O-Level 

Leamer -centred Teacher-centred. Didactic approach 

Core and extended levels Same curriculum for all 

Suitable for mixed ability classes Designed for a selective, narrower range of 

ability 

Positive achievement rewarded (grades A Pass or fail concept: (grades A to E only) 

to G) (F ungraded) 

School-based assessment an option (oral, Less scope for teacher-assessed work 

listening and written) (mainly written work) 

Focuses on teaching the four language Focus is on literacy skills (reading and 

skills of listening, speaking, reading and writing only) 

writing 

According to Kunene (2005), Swaziland found it important to teach English well in order 

for Swazi children to compete with the rest of the world in communicating adequately in 

English. This study was therefore conducted against a background of a high demand for 

proficiency in English by the government in the Swazi education system and throughout 

the world, (Kunene, 2005). 

1.3 Rationale for the study 

The rationale for this study was driven by three imperatives. Firstly, a personal rationale 

(that was, my concern that learners are failing English). Secondly, curriculum change, 

(the curriculum changed from GCE O-Level to IGCSE). Thirdly, contextual, (that is, how 

teachers received the change). 

2 (Ministry of Education's Consultative Document 2005:6). 
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The first rationale for the study is that in Form 5 or Grade 12, (the final year of 

schooling) learners are not performing well in English in Swaziland, (Mazibuko 2008) 

yet English language is a compulsory subject in Swazi schools and all learners are 

required to obtain a credit pass in English in order to get to the next grade and into 

tertiary institutions (Education Resource Information Centre, (ERIC) 1990). Students do 

not pass external exams if they have failed English. However, they may proceed to 

tertiary institutions such as the university if they have failed some of the other subjects 

excluding English Language. Form 5 students are expected to get a credit pass in English 

A credit in English is a requirement for higher education in Swaziland. Even the 

Scholarship Selection Board guidelines (2004) stipulate that only candidates who have 

obtained more than three credits including English language are considered for the award 

of scholarship to institutions of higher learning locally and internationally. 

The second rationale derives from my interest in tracking some of the effects of the 

curriculum change. In 2006 the curriculum was changed in order to rectify the problem of 

students' failing English. However, the Minister for Education admitted in the national 

newspaper 'Times of Swaziland Sunday' (14 June 2009:12) that the IGCSE certificate 

was meant for students who need empowerment in terms of recognising and realising 

their hidden talents, and not targeted at advancing with education in universities. He 

stated that the Higher International General Certificate of Secondary Education 

(HIGCSE) provides the platform that allows students to explore their talents in other 

universities and that it is the higher version of IGCSE and is more challenging than the 

latter. There seems to be a contradiction here. According to the Education Principal 

Secretary . (2005), the introduction of IGCSE was done to empower learners in order to 

access tertiary institutions. The Minister for Education (2009) pointed out that the IGCSE 

is meant for vocational students and is not for academically inclined learners who are 

prepared for university education. If what the Minister for Education said is true it is not , 
clear why the two syllabi were not introduced simultaneously for the learners to choose 

what is best for them. It is also not understandable why the Swazi nation was not told the 

truth from the onset. This makes the public not to believe the Ministry. In order to 
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introduce a sound curriculum there must be transparency between the MoE and the 

public. 

Thirdly, it transpired in the Swazi Parliamentary Debates on the 28 June 2009 that the 

IOCSE programme was imposed on the schools without teachers being given a chance to 

put forward their views about it. According to the MoE Policy Document (Mordaunt 

1990), a programme is first pilot-tested before it is implemented. There seems not to have 

been enough consultation made before introducing the IOCSE curriculum in the country. 

The Head teachers' views were rejected when they suggested that the programme be first 

piloted before implementing it on a full scale, (one of the Head teachers). In a Head 

teachers' meeting (held in March 2005) a MoE Official was heard saying, "Let's plunge 

into it; we are left behind, all the other countries have embarked on it and no one will set 

and moderate our external examinations if we continue with OCE O-Level", (Chief 

Inspector, Secondary, (2005). The question therefore in support of the third rationale, is 

whether the IOCSE's adoption was indeed intended to satisfy the "Swazi national 

educational needs and aspirations", (Kunene 2005) or somebody else's interests and 

benefits, if the practitioners have no input in the curriculum. 

All stake-holders, including head teachers, practising teachers, parents and the public 

play a major role in the implementation of a new curriculum. Without their full 

understanding, involvement and cooperation, the implementation of the lOSE curriculum 

is not guaranteed. 

The foregoing section has provided the rationale for the study on curriculum change and 

how teachers received the change. It is against this background that the research problem 

is discussed and the research aims and questions have been derived. 

1.4 Statement of the research problem 

According to 2003-2005 statistics from the Swaziland Examinations Council (SEC), 

prior to the introduction of the IOCSE in 2006 in Swaziland there were great numbers of 
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students failing English in form 5 in the country. In 2003, 31 % of the 8020 students failed 

English. In 2004, 28% failed English out of a total of 8535 students. Furthermore, 23% 

out of a total of 9568 failed English in 2005, (Dlamini, 2005). The English language 

IOCSE paper failure rate was 17% out of a total of 9668 in 2007, (SEC 2008), while it 

was 21 % out of 9101 learners in 2008,(SEC 2009). In 2009, 31 % of the 9653 learners 

failed English, (SEC 2010) (Mazibuko, 2010). This information is shown in the following 

table. 

Table 1.2: Students who passed and failed English in the years 2003 to 2005 and 

2007 to 2009 in Form 5 in percentages.3 

Year Total Number Percentage Percentage % that Number of Percentage 
number of of that passed that accessed did not students that failed 
students students English the university access the who failed English 
who wrote who university English 
O-Level in passed 
2003- English 
20005 & 
IGCSE in 
2007-2009 

2003 8020 5511 69% 14% 55% 2509 31 % 
2004 8535 6138 72% 16% 56% 2397 28% 
2005 9568 7360 77% 17% 60% 2208 23% 
2007 9668 8024 83% 21% 62% 1644 17% 
2008 9101 7177 79% 26% 53% 1938 21 % 
2009 9653 6619 69% 26% 43% 3034 31 % 

Although more than 69% of students in 2003 and in subsequent years passed English 

Language, the quality of their passes in terms of attaining credits was below the level 

required for entry into tertiary institutions (Dlamini 2005). Some could not go to tertiary 

institutions because they had not obtained a credit in English. The quality of passes in 

English Language is not what is expected by the MoE. 14% got credits while 55% got 

passes in English in 2003. In 2004 out of the 72% learners that passed English, 16% got 

credits, while 56% could not access tertiary education. Only 17% of the learners accessed 

tertiary education in 2005, while 60% could not, (SEC 2006). Out of the 83% of the 

students who passed English in 2007, only 21 % got credits and 62% were clear passes, 

3 2003 to 2005 (Swaziland Examinations Counci l 2006), 2007 to 2009 (Swaziland Examinations Council 
2010). 
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(SEC 2008). In 2008, out of the 80% learners that passed English, only 26% got credits 

and 53% were passes, (SEC, 2009). Only 26% of the learners accessed tertiary education 

in 2009, while 43% could not, (SEC, 2010). 

The first IOCSE results were produced in 2007 in Swaziland. The 62% learners who 

obtained passes in 2007 could not go to the university since a pass is a poor grade; even a 

C is a poor grade in IOCSE. In 2008 the percentage of learners that accessed tertiary 

education increased by 6% in the IOCSE examination as compared to that of 2007. In 

2009 there was neither an increase nor a decrease in the pass rate, 26% was maintained. 

Although the percentage of learners that passed English has improved, the number of 

those who do not access university is still high. In a context of change, exploring 

teachers' take up of this change constitute relevant research. 

In order to address the research problem, the present study seeks to determine teachers' 

perceptions and understandings of the curriculum change and how the curriculum was 

implemented in Form 4 classrooms in four high schools in Swaziland; so as to gain 

insight into what takes place in the classroom situation. situation 

1.5 Aims ofthe research 

Therefore the aims of the study are: 

1. To examine teachers' understandings of curriculum change in English language in 

selected Form 4 classrooms in the Manzini region of Swaziland. Two schools are urban 

while the other two are schools from the rural setting. 

2. To identify how the change was implemented in the selected classrooms. 

1.6 Critical research questions 

The concerns and issues raised in the background and introduction to the study have led 

me to investigate the impact the curriculum change has on the teaching of English in 
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Form 4 classes using the IGeSE syllabus in Swaziland. In order to explore the change, 

the research sought to address the following questions. 

l. How do teachers experience curriculum change from GeE O-Level to IGeSE with 

regard to English language teaching? 

This question attempted to licit teachers' perceptions on how change in English language 

teaching in high schools resulted from the above curriculum change. 

2. How was this change implemented in the Form 4 English language classrooms? 

The second critical question seeks to determine if the teachers used appropriate methods 

designed for teaching the new curriculum and if they were empowered and adequately 

trained to employ the teaching methods. 

In order to answer the questions indicated above, data were elicited by interviewing 

teachers, observing lessons taught and examining related literature on second language 

acquisition and learning. Literature from contexts similar to Swaziland was examined. 

Furthermore, literature on literacy skills and practices, curriculum change, second 

language acquisition and learning, social constructivism and teaching approaches was 

reviewed. 

1.7 Significance ofthe study 

The findings from this research could inform the Swaziland MoE about the implications 

of curriculum change. Teachers of English as a second language in Swaziland and 

elsewhere who have interest of improving learners' proficiency in English will gain some 

insight of the effects of some teaching approaches used in the IGeSE curriculum in order 

to improve them. As a Teacher-Educator of English as a second language to learners in 

Swaziland, I will gain a better understanding of the problems encountered by teachers 

when implementing a new curriculum. The findings will contribute to effective English 

language teaching in schools in Swaziland. 
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1.8 Outline of chapters 

The thesis comprises five chapters. Chapter 1 has provided the background to the study 

and presents the problem investigated in this thesis. The research questions and rationale 

for the study is also presented in chapter 1. 

Chapter two presents the theoretical underpinnings of the study by examining some 

literature related to second language acquisition, constructivist learning theory, second 

language teaching approaches, curriculum change and literacy skills and practices. The 

chapter further explores literature from contexts similar to Swaziland on change from 

GCE O-Level to the IGCSE curriculum. 

Chapter three gives a detailed account of the research methodology that was used in order 

to answer the research questions posed in this chapter. Additionally, it gives a theoretical 

justification for the methodology chosen for this study and a description of methods of 

data collection and analysis. 

The fourth chapter not only presents and analyses the research findings, but also gives the 

implications of the findings. In chapter five the conclusions drawn from the study and 

recommendations are made. 

1.9 Limitations of the study 

The research is a qualitative study confined to four high schools only in the Manzini 

Region, out of the four regions in Swaziland. As a result, the outcomes obtained from this 

study cannot be generalisable to other schools in the region and within Swaziland. Critics 

of qualitative research and case studies say it lacks generalisability. However, a 

qualitative study enables us to understand a context in greater detail because of its use 

and triangulation of multiple methods of data collection and because of a deeper 

exploration of issues within the study itself. Even though the claims that I made in this 

study may not be generalisable, they identify and illuminate similar issues in other 
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settings. Additionally, the findings can be a stepping stone for a larger scale study 

towards understanding how teachers receive curriculum change in Swaziland and 

elsewhere. Even though the study may not be open to cross-checking and it may be 

observer biased, it is strong on reality, (Cohen, Manion and Morrison, 2007). I did not 

include interviews from policy makers because of the brevity of the time of the study. 

1.10 Conclusion 

This chapter has served as an introduction to the research study. It has presented the 

background and rationale of the study. In addition, it also provided a brief analysis of the 

GCE O-Level and IGCSE curricula. It defined the research problem, aims, critical 

questions, limitations of the study and finally a preview to the chapters that will follow. 

The next chapter presents an overview of the literature related to the phenomenon under 

study. 
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CHAPTER 2 

THEORETICAL FRAMEWORK AND LITERATURE REVIEW 

2.1 Introduction 

In order to layout the foundations for examining teachers' experiences of the change of 

the O-Level curriculum to the IGCSE English curriculum, it is important to begin with an 

understanding of what a curriculum is and then focus on curriculum change in Swaziland. 

Thereafter, the review of related literature will take into account the body of literature 

that relates to second language acquisition (SLA) and learning, with specific reference to 

social constructivism, bilingualism, communicative language teaching, task-based 

language teaching approaches, literacy and the genre approach to the new curriculum. 

These form the theoretical framework of the study. I will begin my discussion by 

exploring the definitions of curriculum in order to have a clear conception of the issues 

discussed. 

2.2. Definitions of curriculum 

This section examines the word curriculum as perceived by diverse theorists and the 

implication it has for Swaziland. Different people give various definitions for the word 

curriculum. Curriculum according to Pratt (1994, in Bertram 2001:13) is a "plan for 

teaching and instruction". Stenhouse (1975:4) sees curriculum as: 

an attempt to communicate the essential principles and features of an 
educational proposal into such a form that is open to critical scrutiny and 
capable of effective translation into practice. 

This means that a curriculum has particular goals or purpose. These goals or plan are set 

into a clear policy that will be understood; and that the policy should provide clear 

guidelines for implementation. 

The Working Paper Series (WPS) from the United States of America (USA) (April 2000) 

seem to concur with Stenhouse and renders three areas of curriculum emphasis which 
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are; the intended, the taught and the learned curricula. The intended curriculum refers to 

"the fonnal approved guidelines", (WPS 2000: 10) which teachers use for teaching 

content to learners. These guidelines are either developed for, and / or by the teachers. 

When the intended guidelines are in place, learning materials like textbooks and teachers' 

guides are then developed. With the taught curriculum, teachers adapt the learning 

materials and textbook infonnation in ways that will enhance learners' learning (that is 

the pedagogy); while with the learned curriculum, teachers establish learning outcomes 

prior to teaching and assess learners' perfonnance afterward. This implies that in order 

for Swaziland to have a sound curriculum, she should ensure that these areas of 

curriculum emphasis are considered. The next section discusses the process of curriculum 

change. 

2.2.1 What is curriculum change? 

This section describes the steps South Africa took when changing and implementing her 

curriculum. It also discusses the stages of curriculum change in effective change as 

reported by Fullan, (1992). The implications these have for Swaziland are also 

highlighted. The challenges Swaziland has faced in the process of changing her 

curriculum are brought to light. Curriculum change is a political process which can not be 

predetennined on the basis of technical decisions, (Jansen 1993), cited in Bertram (2001). 

In South Africa, for example, after independence (in 1994) political groups such as The 

National Education Coordinating Committee (NECC) , the Private Sector Education 

Council (PRISEC), the non-governmental organizations (NGOs) and the apartheid state 

explored new curriculum options. Discussions and decisions made within adult education 

and training influenced the school curriculum. The National Training Board (NTB), the 

Congress of South Africa Trade Unions (COSATU), representatives of the state, unions, 

business, political and community groups were involved. The curriculum that was sought 

was to integrate education and training into a system of lifelong learning. Finally, an 

OBE framework was established. A new curriculum, Curriculum 2005 (C2005) was 

developed for implementation. C2005 is the curriculum plan for Grades 1 to 9 in schools 

(Bertram 2001). It has three principles which are a philosophy of learner-centred 
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education, Outcome-based education and an integrated approach to knowledge, (Chisolm 

et ai, 2000). The major groups drew on policies developed in other countries like 

Australia, Canada and others. They introduced the concept of competence-based 

education and training, (Christie, 1997 cited in Bertram, (2001). Competence means the 

knowledge and ability to apply skills to performing a task and the ability to transfer the 

skills to a different context. 

Fullan (1992) cited in Iemjinda (2007) has identified a number of factors for a successful 

curriculum change. One of them is that the need for the innovation should be understood 

by the people affected by the change. He argues that the need for the change could either 

be internal or external, or a combination of the two factors. In Swaziland the need was 

external. The fact that the other SADC countries like Botswana and Namibia had already 

adopted IGCSE prompted Swaziland to adopt the same curriculum. There was also an 

internal need for a curriculum that would enable Form 5 learners to pass English in order 

to access tertiary education. However, this study shows that the Swazi nation was not 

well sensitized about the need for the change. 

The second feature is clarity of the change. This relates to innovation of teaching 

methods, the role of materials used and assessment procedures to determining learning 

outcomes. This implies that the teachers who are to effect the change should be aware of 

the reasons for the innovation, failing which, it (the change) will be inhibited. Teachers 

should be trained by well informed personnel in order for the curriculum innovation to be 

understandable. 

Fulan's third principle concerns the involvement of teachers in decision making at all 

stages of implementation of curriculum change. He terms this as 'complexity' . He 

indicates that involvement includes both school principals and classroom teachers. 

However, this did not happen in Swaziland. The curriculum change was imposed on 

teachers. They did not have an input. The principals were silenced when they suggested 

piloting the curriculum first (chap. 1). The then Chief Inspector of Secondary Schools 

told them that Swaziland was already behind. All the other SADC countries were already 
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using the IGeSE curriculum. This made many teachers not develop commitment to the 

change and ownership of the curriculum. Even teacher-educators were informed about 

the IGeSE programme very late, a few months (two months) before its implementation. 

The WPS (USA) (2000) points out that critical curriculum change that leads to improved 

quality education is centred in the classroom through focusing on the learned and taught 

curriculum; and for quality education to reach all learners; the entire education system 

must support curriculum change. This is the implementation support according to Fullan. 

Teachers need time to assimilate the rationale for the change; and "they need to know 

that the changes are not due to deficiencies perceived on their part" (lemjinda, 2007: 13). 

The shift from O-Level to IGeSE has its own challenges in Swaziland. According to the 

National Report (2008), the education fraternity and the general public are still skeptical 

about child-centred teaching approaches. The WPS (2000) stipulates that the key issue to 

curriculum change is training of teachers for purposes of changing attitudes, skills and 

knowledge. In this case, training among other things, has to focus on child-centred 

approaches so that teachers have the capacity to handle the new curriculum. For 

Swaziland, curriculum change implies that there must be enough mass support for the 

curriculum. review. 

2.2.2 Curriculum change in Swaziland 

This section explores literature on the reasons behind the change of curriculum in 

Swaziland, the type of curriculum promoted and the approaches to be used in the new 

syllabus. To reiterate, in 2006 the MoE changed the curriculum from GeE O-Level to 

IGeSE to rectify the problem of many Form 5 students failing GeE examinations. 

IGeSE is a certificate offered after two years of study (chap. 1). The Swaziland Education 

System adopted IGeSE in schools throughout the country in Form 4. In 2007 the 

programme proceeded to Form 5. 
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According to the Swaziland National Report (2008), Swaziland advocates an outcome­

based curriculum (OBC) by setting outcomes to be achieved at the end of the process. 

Reddy (1998:6) points out that: 

An outcome-based curriculum views the learning and teaching 
process differently from the traditional curriculum. Knowledge 
is not seen as being transferred intact from the teacher to the learner. 
Instead, knowledge is seen as being constructed in the mind of the 
learner. Learners make sense of new knowledge in the context of their 
own knowledge and then develop their original concept as learning takes 
place. 

The GCE O-Level curriculum was traditional in that it was teacher-centred. It also 

focused on the teaching of reading and writing only. The IGCSE English language 

programme promotes the development of a wide range of problem-solving skills and 

child-centred approach to learning. In this programme, learners are assessed not only on 

content, but also on different aspects of their abilities such as their creativity and critical 

thinking. It also focuses on teaching the four language skills, (chap. 1). 

The subsequent sections explore theoretical positions which support the OBC used in 

Swaziland whereby learning is child-centred and knowledge is constructed by the learner 

in the process of L2 acquisition and learning. I will begin with social constructivism as a 

theoretical approach which is advocated in the new curriculum since it promotes 

meaningful learning. 

2.3 Social constructivism 

This section exammes literature on how meaningful learning is constructed by the 

learners as they interact using the target language. Social constructivism enabled this 

study to access a set of assumptions about the nature of human learning that guides the 

social constructivist learning theory which advocates learning or knowledge that is 

constructed by the learner. Spivey (1997) cited in Brown (2000), defines constructivism 

as "an emphasis on active processes of construction of meaning, attention to texts as a 

means of gaining insights into those processes, and an interest in the nature of 
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knowledge and its variations, including the nature of knowledge associated with 

membership in a particular group" (Spivey, 1997 in Brown, 2000: 11). The focus of 

constructivists is on individuals engaged in social practices. 

Social constructivism draws on the developmental work of Piaget (1977), who attests that 

knowledge is constructed by learners through an active mental process of development. 

"Social interaction is claimed only to trigger development at the right moment in time", 

(Piaget, 1977:54). Piaget and Krashen argue that learning occurs as a result of an active 

construction of meaning rather than passive reception. When learners encounter a 

situation that conflicts with current ways of thinking, a state of imbalance is created. 

Learners have to alter their thinking to restore balance by associating new information 

with what they already know, assimilating it into their existing knowledge and 

accommodating the new information. Constructivist teaching fosters critical thinking and 

creates an active and motivated learner, who is actively involved to reach new 

understandings. 

Vygotsky (1978) an advocate of social constructivism, argues that social interaction and 

social contexts are fundamental in leamer's cognitive development. Unlike Piaget, 

Vygotsky rejects the notion that development precedes learning. He feels that social 

learning precedes development. Vygotsky states that it is children's interaction with 

others through language that most strongly influences the level of conceptual 

understanding they can reach. He points out that the potential for cognitive development 

is limited to a time span he calls the 'zone of proximal development' (ZPD), (Online 

Research-Questia Journal:4). The ZPD refers to the gap between what a learner is able to 

do alone and what slhe can do with the help of someone more knowledgeable or skilled 

than him/herself. This is where teachers, adults, peers and computers come in, in that they 

can help bring the child's knowledge to a higher level by intervening in the zone of 

proximal development and thus provide the child's thoughts with scaffolds. Learning 

occurs at this zone, according to Vygotsky. Cooperation lies at the basis of learning. He 

adds that full development during ZPD depends on full social interaction. 
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Vygotsky suggests that intelligence can be measured by what a child can do with skilled 

help. He believes that learners can learn from others of the same age on developmental 

level. These theories are relevant to the study because in L2 learning students learn 

through interacting with others. They become learning resources themselves. He "sheds 

light on consciousness which develops as a result of socialization", (Online Research­

Questia Journal: 12). For him, the new language is first used meaningfully by the teacher 

and learners, and later it is transformed and internalized to become part of the individual 

learner's language skills or knowledge. 

Research by Applebee (1993) and Oxford (2006), show that the constructivist approach 

of teaching is most preferred by language educators because it encourages active and 

meaningful learning and promotes autonomy. This approach creates a learner-centred 

environment by using the communicative language teaching (CL T) and task based 

learning and teaching (TBLT) approaches. Learners learn by experimentation and not by 

being told what will happen. They make their own inferences, discoveries and 

conclusions. Reading and writing proficiency is promoted through individual activities 

whereby learners are encouraged to read and write their own poems and stories. 

Constructivism is a 'student-centred, hands-on, practical and flexible' approach. 

Rather than treating the subject of English Language as a subject matter to 
be memorized. A constructivist approach treats it as a body of knowledge, 
skills and strategies that must be constructed by the learner out of 
experiences and interactions within the social context of the classroom. 
(Applebee, 1993 :200). 

The Ministry of Education in Swaziland expects that the CLT and TBLT L approaches 

will be used in teaching the IGCSE English curriculum since the curriculum advocates 

meaningful learner-centred education. The CLT, TBLTL and constructivism put 

emphasis on meaningful learning that is constructed by the learner. Teachers are expected 

to select methods that emphasize problem solving and active participation by learners. 

Social constructivism underpins the IGCSE curriculum together with bilingualism and 

bilingual education which the next section examines. 
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2.4 Bilingualism and Bilingual Education 

In this section I discuss literature on bilingualism, the strong and weak forms of bilingual 

education. In Swaziland the language policy specifies that bilingual education is 

practiced. SiSwati and English are used in the education system, (Education Resource 

Information Centre, (ERIC) (1990). Bilingual education according to Coulmas (1997) 

cited in Baker (2002), involves using two languages in instruction. This means teaching 

the same pupils using two languages. Coulmas postulates that bilingual education 

includes "teaching a second language to speakers of another language, even when the 

instruction takes place in the second language", (1997:409). This simply means that the 

pupils have already acquired their mother-tongue, the language they know and 

understand best, the language of the family and community, and the foreign language is 

added to it. Baker (2002) has identified two categories of bilingual education namely, the 

strong fonn and the weak form which are discussed in the following section. 

2.4.1 Additive bilingualism 

The strong form of bilingualism is the additive bilingual model whereby a second 

language (L2) is added to a child's first language (Ll) without trying to replace the Ll 

when he comes to school (Baker, 2002). The child's Ll is maintained and the L2 is added 

and taught in an understandable way. An example of the additive model is the two-way or 

dual language programme in which both the child' s Ll and L2 are used as mediums of 

instruction. The children learn from the teacher as well as from each other. Baker (1996) 

asserts that usually 50% of the subjects are taught in Ll and the other 50% of the 

curriculum is taught in L2 in this programme. Or alternatively, the languages are 

allocated to specific times of the day. For example, in grade 1 it could be that instruction 

given in mother-tongue a day is 90%, and 10% in second language. As the child 

progresses to the next grade, the instruction in mother-tongue decreases by 10% and in 

tum increases by 10% in the second language. This happens until the child reaches the 

fifth grade whereby both languages receive 50% of day instruction. According to Benson 
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(2003), chances are often higher for the low status (L1) students to learn L2 than for the 

speakers of the higher status language (English) to learn the other language. 

This is a good programme according to Baker (1993) because the gradual introduction of 

certain amount of L2 enables the minority language (L1) students to survive; they are not 

drowned in the system and their first language is maintained. So, dual language 

programmes help L2 learners develop and maintain their L 1, and in that way they 

become bilingual and biliterate and they develop intercultural awareness. The goals of 

additive bilingualism are communicative competence and language proficiency in two 

languages. 

According to The Nine Year Programme of Instruction (1985) education policy for 

schools in Swaziland, additive bilingualism is supposed to be practised in the country. 

However, this is not the case in reality since siSwati is learnt as a subject from the first 

grade in all schools, (with the exception of the English Medium schools, they have a 

choice about the Mol). There are no siSwati materials for the other subject areas. In 

practice English is the medium of instruction from grade one up to tertiary level. This 

gives learners a problem because they begin instruction in English when they have not 

yet fully acquired their mother-tongue. Baker (1993) argues that learners are supposed to 

be taught in mother-tongue for the first three or four years in order for them to master and 

gain confidence in their own language. This could enable them to relate well to L2. This 

view is supported by Cummins' (2000) who argues that second language acquisition is 

influenced by the extent to which the first language has developed. If first language has 

developed sufficiently well in learners, second language may be very easily acquired. It is 

clear that effective and constructive learning can be possible if the learners in Swaziland 

can build on their home achievement to acquire additional skills in school. 

2.4.2 Subtractive Bilingualism 

Subtractive bilingualism is the weak form of bilingualism. It is a form of bilingualism 

that results in eventually replacing the learners' Ll. In this model, second language 
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learners begin instruction immediately in the second language such as English. The 

materials and assessment is in the second language. The linguistic differences of the 

learners are not considered in the curriculum. As a result, some of the second language 

learners fail to learn reading skills and subject matter under the second language medium 

of instruction conditions and they become monolingual in the second language. This is a 

subtractive system as it shifts the learners from their home language and thus subtracts it. 

The learners develop competence in the second language at the expense of competence in 

their LI. 

In Swaziland, learners are taught in the medium of English from the first grade and 

siSwati is learnt as a subject throughout the learners' education, as mentioned in 2.4.1. 

This happens in all the schools including government-aided and mission schools, with the 

exception of private schools. Learners tum to L2 early before having fully acquired 

language skills in Ll. Benson (2003) affirms that there is a high dropout and failure rates 

at primary school level within this model. An example of this model is the submersion 

programme that Baker refers to as the "sink or swim" one, that is, children either learn 

the language successfully or fail (Baker, 1996). Those who swim are the ones from 

homes whose parents are professionals or middle class, and there is exposure to reading 

materials, and where there is additional exposure to the dominant language - English, 

outside school. 

Other forms of subtractive bilingualism are the subtractive-transitional approach and the 

structured immersion programme. Baker (1996: 174) has identified the characteristics of 

the subtractive-transitional approach and they are as follows: 

• The first language students are taught in the second language throughout the day. 

• 

• 

The learners' first language is not developed since it is learnt as a subject, but it is 

replaced by the second language in this programme, like in the United States 

where English L2 learners are taught in the medium of L2 in Structured 

Immersion Programmes. 

Both the teachers and students are expected to use the English language in the 

classroom and not the home language. The learners may either 'sink or swim'. 
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In most Swazi high schools learners are expected to speak English as soon as they set 

foot in the school premises (Tsabedze, 2003). This is done ostensibly to help them 

practise the language. In some schools teachers go to an extent of punishing the learners 

for speaking their L 1. 

2.5 Second language teaching and learning 

This section explores the theories that explain how learners learn a new language. 

Learning through L2 involves learning <fa system of written symbols, and a system of 

expressing meaning in another language while simultaneously focusing on the task at 

hand", (Brown, 2000:36). The teachers' task, in addition to teaching content to learners, 

is to teach learners' strategies that will help them develop the ability to select and apply 

information in the solution of specific problems. L2 learning will be discussed briefly in 

this section because it is referred to throughout the chapter. 

Teaching and learning are regarded as complementary processes. Brown (2000) posits 

that teaching is guiding and facilitating learning and setting the conditions for learning. 

Teaching is an act aimed at imparting knowledge as well as educating the child. Learning 

on the other hand is a process of acquiring language knowledge. Language is used for 

communication. The word 'communication' suggests that people talk to each other in 

twos, in small groups and in large groups. This means that they take an active and passive 

role in conversation, (Abbs and Freebairn, 1990). A communicative method encourages 

students to practice the language. Therefore, a language teaching programme has to 

consist of opportunities for using the language communicatively using all the language 

skills. 

General education studies show that teaching is a cognitive and pedagogic activity and 

that teachers' beliefs greatly impact their instructional decisions in the classroom (Stem, 

2003). A research study on actual classroom practices of English language teachers was 

carried out in Singapore and Borg (2003) reported that teachers had a set of complex 
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belief systems that were reflected in their classroom practices. He viewed teaching as a 

complex activity and suggested that: 

Teachers are active, thinking, decision-makers who make instructional choices 
by drawing on practically-oriented, personalized and context-sensitive networks 
of knowledge, thoughts and beliefs, (2003: 81). 

What teachers do in the classroom is governed by what they believe in, and these beliefs 

act as a filter through which instructional judgments and decisions are made (Stem, 

2003). This is problematic because teachers' beliefs are neither easy to define nor to 

study since they are not directly observable. Farrell (2003:96) also observes that "the 

transition from the teacher training institution to the secondary or high school classroom 

is characterized by a type of 'reality shock' in which the ideas that were formed during 

teacher training are replaced by the reality of school life". School life requires that all 

language skills are developed. 

A learning theory which accounts for the differences in the ways in which ESL students 

learn the language is put forward by Oxford (1990) who argues that learning occurs when 

whatever a student learns relates to what he already knows. For example, if students learn 

narrative essay writing in English after learning it in siSwati, they will learn it faster in 

English. The implication of this theory to ESL learning is that, when students at school 

level learn a L2, they already know the grammatical rules of their Ll. In the process of 

learning the L2, they may apply the rules of the Ll to L2 in accordance with the reception 

learning theory. Successful and unsuccessful learning of L2 will depend on how 

appropriate or inappropriate the rules applied for L2 are. 

2.6 Second language acquisition 

This section discusses the basis of L2 acquisition. I have drawn a great deal from the 

work of Krashen (1981, 1982, 1984 and 1985) here. L2 acquisition is a complex 

phenomenon. Several theories and research paradigms are used in explaining it. 

Acquisition, according to Krashen is "a natural subconscious process that occurs III 

25 



informal environments when the focus is on communication or meaning. Language 

learning in contrast, is a conscious process that occurs in formal learning environments, 

as in certain activities at school, and focuses on language form and grammatical 

competence" (1981:84). This means that language acquisition proceeds unconsciously in 

the sense that children are unaware that they are acquiring a language and they cannot 

describe the rules for its usage. They are aware that language is used for communication, 

while language learning is seen as a conscious process. However, language theorists 

(Genesee, 1994 and Baker, 2002) assert that acquisition may also occur unconsciously in 

the classroom when the focus is on teaching content. SLA covers the development of 

phonology, lexis, grammar and pragmatic knowledge, (Ellis, 1999) in a variety of ways. 

SLA is both the process and study of developing the ability to use a language other than 

the mother-tongue. 

Krashen presents his multi-hypotheses of L2 acquisition comprising; the Acquisition­

learning hypothesis, the Monitor hypothesis, the Comprehensible Input hypothesis, the 

Natural order hypothesis and the Affective Filter hypothesis. The most basic is the 

'Acquisition-Learning' hypothesis which claims that in order for acquisition to take place 

there must be meaningful natural interaction in the target language. Ellis (1999) argues 

that L2 acquisition theorists Krashen and Long (1985) have argued strongly that SLA 

depends on the availability of comprehensible input before learners' internal mechanism 

can work. The speakers consider the comprehensiveness of the message they are 

conveying and not the structure of the language. 

Krashen also explains how a L2 acquirer develops competency over time. He (1981, 

1982, and 1985) points out that, learners acquire grammatical features above their level 

following a natural order. However, this happens only if comprehensible language input 

is provided. This type of input is the condition necessary for acquisition to take place. 

The learners acquire L2 only when they understand language that contains structures that 

are a level above (but not too far beyond) their existing knowledge of L2. He defines the 

current level of the language learner as 'i ' and the ideal level of input that facilitates 

learning is 'i + I'. Long, cited in Ellis (1999), points out that input is made 
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comprehensible by a 'here-and-now' orientation that enables learners to use linguistic 

and extra-linguistic contexts, and their general knowledge to interpret language they do 

not know. 

Another way of making input comprehensible is through modifying interactional 

structures of conversation, which Long considers as the most important for SLA since it 

occurs even when there are no formal adjustments. For Long, these two ways are the 

main sources of comprehensible input and they ensure that communication proceeds, 

while exposing learners to new linguistic material, (Ellis, 1999). For Krashen, the ability 

to communicate in a L2 emerges in learners when they have acquired enough 

comprehensible input (i+I), rather than learnt it or been taught it. Krashen stresses that 

learners must be supplied with comprehensible input in order for them to acquire 

language easily and that teaching must prepare learners for real life communication 

situations, such as role-playing a conversation between a doctor and a patient. 

However, Krashen's theory is controversial. If comprehensible input goes according to 

the learners' level, they might not improve if they use it only. Learners who receive 

limited input from their homes and learning environments are disadvantaged because the 

conditions for learning the target language are slim. Depending on this hypothesis may 

benefit learners from middle class families since they receive enough input from parents 

and are aided with a lot of resources. This also depends on how the learners process the 

input. Teachers should pay cognizance to the type of input received by learners and must 

be drawn from a variety of resources including teachers, multimedia resources like 

newspapers, magazines, literature and to require learners to participate in discussions, 

debates and put language output on the lead. 

According to the 'Monitor hypothesis' the language that one has acquired subconsciously 

is the major source for initiating the comprehension and production of utterances in L2 

and is responsible for one's fluency, while the consciously learned language acts as an 

editor and planner when the learner has time to do so as he is concerned with the 

correctness of the language and also knows the rule. An example of the consciously 
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learned language is when writing an essay and speech. The learners use the monitor to 

edit and correct their language performance and give speech a polished appearance. 

According to the 'Natural Order hypothesis, the acquisition of grammatical structures 

proceeds in a predictable order. In any given language, some grammatical structures are 

acquired earlier than others regardless of the first language background. However, 

Krashen does not mean that grammar should be taught only in the natural order of 

acquisition all the time. 

The 'Affective Filter hypothesis' is concerned with controlling the amount of input the 

learner comes into contact with, and the amount of input converted into intake. It is 

affective because the factors that determine its strength have to do with the learners' 

motivation, self-confidence and anxiety. Krashen (1981) argues that learners with high 

motivation, self-confidence, a good self-image and a low level of anxiety succeed in L2 

acquisition. But low motivation, weak self-esteem and anxiety can raise the affective 

filter and cause mental blockage that can prevent comprehensible input from being 

utilized for acquisition. 

Krashen's theory would help educators understand the process of acquiring an additional 

language. They must understand the factors that promote learning if they are to develop 

effective methods and teaching strategies in their classrooms. The negative emotional and 

attitudinal factors that were mentioned under affective filter hypothesis must be borne in 

mind when learners learn English as a second language. 

The Swazi curriculum at high schools aims at developing the learners' abilities and 

fluency to use English as a medium of practical communication using the four language 

skills. The Swaziland MoE adopts the communicative language teaching and the task­

based approaches which I now turn to discuss. These approaches put emphasis on 

meaningful language learning as the learners interact in the target language doing 

meaningful tasks. 
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2.7 The Communicative Language Teaching approach 

One of the language teaching approaches that builds on how language learning occurs is 

the Communicative Language Teaching (CLT) approach. Kunene (2005), the Principal 

Secretary of Education, points out that in Swaziland, the MoE aims at equipping the 

learners with fluency and ability in the four language skills. He advocates the use of the 

CLT to language teaching for meaningful language usage. 

This approach regards language basically as conveymg meanmg, rather than as a 

linguistic system to be conveyed to students, (Baker, 2000). It focuses on the appropriate 

forms of communication rather than the structure of language. Baker (2000) regards this 

as meaningful input for L2 acquisition. Language is for communication and competence 

to communicate meaning effectively is considered, rather than grammatical accuracy and 

fluency articulation. This approach was a reaction to the audio-lingual approach to L2 

acquisition that focused on the teaching of the target language structure before 

grammatical concepts were taught. The communicative approach emphasizes the 

selection and organization of L2 input by the learner. In this approach language errors 

and interference are regarded as part of the learning process, (Baker, 2000). The emphasis 

is on L2 learners' discovering their own errors and correcting them rather than being 

corrected by the teacher all the time. 

Communicative language teaching focuses on the learners' ability to communicate 

effectively and appropriately in all situations using the target language. This means using 

the language in a social context (for example, making an invitation, complaining about 

something, making a suggestion and so on). Richards and Rogers (1995) point out that 

communication expresses meaning and that the language structure reflects the functional 

and communicative use. So, communication involves transference of meaning. If the 

meaning is not clear or not understood, then communication has not taken place. This 

suggests that for the subjects of this study to be able to communicate in an 

understandable way, they need to be more than grammatically competent (Baker 2002), 
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but they should understand and produce utterances that are appropriate on many different 

levels to the communicative situations even those outside the classroom. 

The communicative language teaching (CL T) approach advocates for the development of 

communicative competence as a primary goal (Baker 2002), through the extensive use of 

the target language as a means of communication during classroom lessons. 

Communicative competence means the ability to use the language appropriately to the 

given contexts. This means that a child "knows when and when not to speak, what to talk 

about with whom, when, where and in what manner", (Hymes, 1972:277). This implies 

that teachers must demonstrate how language items are used, and in what situations they 

are appropriate. The child has both communicative competence and linguistic 

competence. 

Linguistic competence according to Baker (1996) includes one's ability to recognize and 

produce meaningful sounds, this is, phonological competence. It also involves the ability 

to formulate meaning from words and also manipulate them into meaningful structures, 

lexical and grammatical competence respectively. CLT puts emphasis on language use 

rather than language knowledge. Widdowson (1978) argues that teachers must teach the 

learners the 'use' of language as well as its 'usage', (1978 :3). Likewise, the IGCSE 

English curriculum aims at developing the "learners' ability to use English effectively for 

the purpose of practical communication; to develop an awareness of the nature of 

language and language-learning skills, and to promote students' personal development", 

GCSE syllabus 2008 cf. Appendix E). 

A good use of the CLT approach creates an environment that is interactive and not 

excessively formal, but one that encourages risk taking and promotes learners' 

independence. Teachers serve as facilitators, while learners are actively involved in 

interpretation and negotiation of meaning. This approach is learner centred not teacher 

centred. The next section discusses the task-based approach to language teaching. The 

task-based language teaching approach also advocates meaningful learning. 
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2.7.1 The Task-Based Language Teaching and Learning approach 

The steps one can take when teaching second language using the task-based approach 

are discussed in this section. The task-based language teaching and learning (TBLTL) 

approach is an offshoot of the CL T. Nunan (1989) defines 'task' as a piece of work that 

requires learners to comprehend, manipulate and interact in the target language focusing 

on meaning rather than form. In short, TBLTL is an approach to instruction in the field 

of language acquisition which focuses on the use of authentic language, and on learners 

doing meaningful tasks using the target language. Oxford (2006) defines 'task' as a 

structured instructional plan that requires learners to move towards an objective plan 

using teacher-given procedures. The task or problem is externally imposed on the 

learners but they have freedom in approaching it. 

Tasks contain some input which is in the realm of communicative instruction. Examples 

are: problem-solving, decision-making, comprehension-based, question-and-answer, 

dialogues, role-play, reading and many more. Other types include picture stories, 

discussions, debates, interviews and everyday functions such as telephone 

conversations. Input materials used for L2 tasks include books, newspaper, video, TV 

and many others. If the materials are boring, too easy or difficult, learners will be 

demotivated to do the task, (Oxford, 2006). 

In a task-based learning and teaching approach, the lesson follows certain stages 

namely: pre-task, task, planning, report, analysis and practice, (Willis 1. 2004, cited in 

Oxford 2006). The instructor may use his / her discretion on how to use these stages. 

The teacher introduces the topic and gives learners clear instructions on what they are 

expected to do, in the pre-task stage. He / she may prime the learners with prime 

vocabulary or grammatical constructs. The instructor can also playa recording of people 

doing the task or present it in pictures. Learners perform the task in small groups, 

depending on the type of activity, in the task phase. The teacher serves as an observer or 

counselor since this is a learner-centred approach. Learners prepare either a written or 

oral report to present to the class. The teacher provides written or oral feedback and 
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learners observing may do the same, in the reporting phase. The teacher reviews what 

happened in the task, in regards to language they used during the reporting phase for 

analysis. Finally, the practise stage covers material mentioned by the teacher in the 

analysis stage. He / she emphasizes key language. 

Skehan (1998) points out that when he introduces tasks such as solving a crossword and 

then get learners to make their own and then share it with each other, or read about a 

topic and watch a related video clip, learners become engaged with language and 

meaning as well as intensive cognitive processing which induces second language 

modification and development. This indicates that the L2 learners acquire the language 

through using it in performing different tasks. 

Task-based learning is more leamer-centred, allows for more meaningful communication 

and provides for extra-linguistic skill building, (Nunan, 1989). The engagement of 

learners in doing the tasks further motivates them in their language learning. Success in 

achieving the objectives of the tasks and in reporting back can increase longer term 

motivation. A natural context is created from the learners' experiences with the language 

that is personalized and relevant to them. The CLT and task-based language teaching 

approaches are included in the teaching of English in Swaziland and they are embedded 

in a constructivist learning approach. Literacy skills and practices which I now tum to 

discuss are also used in second language acquisition and learning. 

2.8 Literacy skills and practices 

This section explores literature on literacy skills as a set of social practices with special 

reference to the autonomous and ideological models. Literacy skills such as reading and 

writing are central to education. These language skills form the base of the learning 

practices. Literacy skills and practices are part of L2 learning process. After making a 

study on how people use literacy, Scribner and Cole (1981) conclude that: 
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Instead of focusing exclusively on the technology of a writing system and 
its reputed consequences ... we approach literacy as a set of socially 
organized practices which make use of a symbol system and a technology 
for producing and disseminating it. Literacy is not simply knowing how to 
read and write a particular script, but applying this knowledge for specific 
purposes for specific contexts of use. The nature of these practices, 
including of course, their technological aspects, will determine the kinds 
of skills associated with literacy, (Scribner & Cole, 1981, in Barton, 1994: 
25). 

What is important here is the ability to apply the knowledge of reading and writing for 

specific purposes and contexts. This implies that the learners in the current study will be 

considered literate if they are able to think critically and go beyond the mere provision of 

right answers, but also argue in a critical way. Barton (1994:25) refers to this as being 

"competent and knowledgeable in specialized areas". 

Street et at (1995 in Bloch 2002:3) observe that literacy is social and cultural in nature 

and forms part of people's daily practices. This means that literacy acquisition takes place 

where there is an interaction between people and that culture is transmitted through 

literacy. Street et al give new ideas that literacy brings about socialization among people 

and that literacy is action oriented. Bloch (2000) perceives literacy as a social, political 

and cultural activity that begins with meaningful interaction with written language. For 

Bloch, socialization, politics and culture are involved in literacy and they are carried out 

through written language, and language is the vehicle through which these are 

transmitted. This implies that the students as they learn literacy in L2, socialization and 

the culture of the L2 speakers will be promoted as well. 

Street (1995) outlines two approaches to literacy that are the autonomous model and the 

ideological approach. According to Willey (1996), the autonomous model regards 

literacy as independent, that is, as an individual ability. Cognitive outcome emanates 

from one's ability to use literacy rather than from the social practices in which it is used. 

Bloch (2002) explains that the autonomous model is made up of separate cognitive skills 

unconnected to any particular context that one could use after having learnt the skills. 

This model implies that literacy is learned in isolation, out of context. For example, 

33 



learning meaning of words out of the contexts in which they are used. This will 

encourage the learners to memorize the meanings without the knowledge of the usage of 

the words. 

Bloch (2002) goes on to say that the emphasis in teaching the technical skills is on skills 

practice. This involves teaching the basics for reading and writing which are 'pre­

reading' and 'pre-writing' skills. The skills are taught in a sequential way whereby they 

build upon the other, (that is, they begin with the phonics, letter formation and good 

handwriting). Learners are taught sequential skills like letter recognition and letter 

formation. In informal letter writing, high school learners are taught sequential skills like 

writing the address, the salutation, the body, conclusion and finally proof reading. 

Literacy is defined separately from the social practices in which it is used in this 

approach. 

The ideological approach, however, views literacy as 'multiple literacies', that is, a plural 

set of social practices, and not as a single activity that the autonomous approach regards. 

Street (1984 in Barton 1994:25) contends that the meaning of literacy varies from one 

situation to another and is dependent "on the social institutions in which it is embedded". 

It also depends on the reading and writing practices that are taught in any context, as well 

as the institutions' educational role. Street, like Scribner and Cole, perceives literacy as 

social practices associated with the written word. 

Street (1995); Brice-Heath (1983) and Barton (1994) argue that literacy should be 

perceived in context and as being peoples' social and cultural practices. Bloch (20002) 

states that people should engage in meaningful activities with written language from the 

beginning when literacy is taught as this helps them understand what is done with literacy 

and how literacy is used. Technical skills are learnt at the same time as they learn "to read 

by reading, and to write by writing", (Smith 1979 in Bloch 2002: 1) focusing on making 

meaning. This shows that technical skills should not be viewed as separate from any 

context since they are learned as one uses them to do something meaningful. So, teaching 

literacy out of context is meaningless. 
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According to Barton (1994), the social construction of literacy is rooted in people's 

actions, ~ttitudes and learning. Learning is associated with schooling. School literacy has 

reading and writing instruction and culture oriented instruction. But the world outside the 

school has literacy practices that are different from those of the school. They include 

learning the skills for a particular job like driving, marketing, farming and many others. 

So, literacy has a social meaning and the social approach to literacy is based on the fact 

that reading, writing and meaning are always socially situated, (Gee, 2000). 

Reading, according to Genesee (1994), is a language process in which an individual 

constructs meaning through written texts that have symbols representing language. This 

means that for learners to become proficient readers, precise instructional methods 

dealing with the development of independent decoding skills should be used for students 

to decode meaning of unfamiliar words. With writing, one creates meaning by using the 

symbols to construct a written text. Writing according to Baker (2000), is shared meaning 

whereby one writes to inform, influence, persuade and to delight others. In both reading 

and writing, the text is influenced by the reader and writer's language background, 

personal experience, cultural framework, as well as by the purpose for reading and 

writing, and the audience for the piece Genesee, (1994). Willig shares the same idea with 

Genesee when he states that: 

Writing is a key element in the search for meaning because it allows us to 
reflect on and order our encounters with the world and the impact they 
make upon us. Equally important, we write to share thoughts and feelings 
with others through communications ranging from hastily written notes to 
formal, carefully argued essays on complex issues, (in Baker, 1996:25). 

This means that the ability to write well and to interpret print is built on the knowledge of 

the language, knowledge of the world, as well as knowledge of printed words. In the case 

of the present study, knowledge of print, the second language and its grammatical rules 

will enable the students to read fluently and with understanding, and also to write clearly 

and in an acceptable way. They will express themselves correctly in a proper style and in 
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an understandable manner, and also observe the semantic, syntactic, cohesive and 

morphological rules. 

In the following section I discuss teaching strategies used when teaching reading and 

approaches to teaching writing. Strategies are crucial because they form the teaching 

approaches. 

2.9 Reading teaching strategies 

This section examines ways in which the literacy skill of reading comprehension is 

taught. Reading comprehension means reading a passage with understanding, with the 

aim to answer questions on it. This is known as intensive reading. One of the ways of 

teaching reading comprehension, according to Ellis and Tomlinson (1994), is that the 

teacher first identifies the initial teaching point, that is, the lexical, structural or 

conceptual items that might give learners problems in understanding the passage. These 

items could be explained before learners read the passage. 

The teacher could let the learners read the passage silently without the use of a dictionary. 

He / she should emphasize on finding meaning in context. The teacher could then ask 

them a few oral questions to enhance their understanding. He / she could then read the 

passage. He / she could emphasize on the answering skill, that is, discuss how to tackle 

different kinds of questions such as factual questions, questions requiring direct and 

implied meaning, inference questions and so on. 

Turner (1997) suggests that a text should be read three times. In the first reading learners 

read for the main idea. The teacher may prepare key words and expressions to help 

facilitate this process. The aim should be the overall understanding of the passage and 

learners may disregard words that are not important for understanding. 

The second reading aims at a more detailed understanding whereby the learners have to 

comprehend the main idea presented in each paragraph. They need to be trained to utilize 
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context and structural information to understand subtleties of meaning, (Turner 1997). 

The third reading is intended to provide the learners with a thorough understanding of the 

whole passage. It should be followed by activities that require inference and further 

expansion of content in answering the questions. Nunan (1989:66) argues that in carrying 

out the reading comprehension task, "learners would have been involved in recognizing 

and understanding script and format; recognizing and understanding key words and 

phrases; skimming for gist and identifying the main points in text". The next section 

examines ways in which writing (literacy skill) can be taught. 

2.9.1 Approaches to teaching writing 

Current research problematizes the ways by which writing is poorly taught in many 

schools and many countries, such as, Namibia, Tanzania (Mgqwashu, 2006 & Broch­

Utne, 2004) and other places. Composing refers to putting together of thoughts on a topic 

and arranging them logically in sentences and paragraphs, (Kritzinger 1995). Tribble 

(1996) has presented two approaches to teaching writing and they are the Process 

Approach and the Genre Approach. 

The process approach, according to Tribble (1996), is an approach to the teaching of 

writing which stresses the creativity of the individual writer, and pays attention to the 

development of good writing practices rather than the imitation of models. It focuses on 

"the writer as an independent producer of texts", (Tribble 1996:37) and puts special 

emphasis on the stages of writing. 

One of the ways of teaching writing using the process approach includes learners' 

choosing of the topic and determining its mode or type. They gather information about 

the topic and make notes about what they want to say. Learners could also brainstorm 

their points together in class, and the teacher writes them on the board as they are called 

out. This is known as the pre-writing stage, (Glencoe 2000). In the next stage the learners 

need to arrange and organize their ideas in a sensible order for the story so that events 
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follow each other in a natural way. The organization of the ideas forms paragraphs in the 

essay. 

The next stage is writing the draft. The goal is organizing the facts and details they have 

accumulated into unified paragraphs, (Glencoe, 2000). They need to work out their 

sentences mentally before writing. They have to ensure that each paragraph has a main 

idea and ' does not bring in unrelated information. The main idea or theme must be 

supported by details that explain and clarify it. The length and pattern of sentences should 

vary to make them interesting. Each paragraph must link to the following one. Special 

care should be given to the opening and concluding paragraphs, making them as effective 

as possible. 

The essay should consist of three parts namely: the introduction, body and conclusion. 

The introduction should appeal to the reader's interest and set the tone. It has to give the 

reader the main idea of what the essay is all about. Each paragraph should have a topic 

sentence that states the theme of the paragraph. The conclusion should give a feeling of 

completeness. It sums up what has been said in the body. The writer may also comment 

or give a personal reaction to the topic. Proofreading is the final stage whereby the writer 

spell checks his / her work and edits for grammar and punctuation mistakes in preparation 

for presentation. 

Although the process approach enables writers to be more effective at generating texts, it 

is criticized and would be of little help if used exclusively, and if the writers are unaware 

of what the readers expect to find in the texts, (Tribble, 1996). According to Tribble, this 

approach is said to be recursive and complex whereby writers have to revisit some of the 

stages before the text is completed. The genre approach offers alternatives to the process 

approach. 
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2.9.2 The genre approach 

The genre approach on the other hand, is an approach to the teaching of writing which 

puts emphasis on how language is used within a particular context (Hyland, 1992). It 

focuses on the interaction between the writer, reader and text. Writing is viewed as a 

social activity whereby the reader should see the purpose of a text for successful 

communication. 

There are different genres or modes of essay writing and they include: narrative, 

descriptive, expository, persuasive writing and many others. In each genre the writer 

should present information in a format acceptable for the occasion. For example, an 

informal friendly letter or a formal letter of complaint contains elements associated with 

this particular social action, (Tribble, 1996). When writing to communicate the writer 

should say something on the topic, have a point of view and focus and be effective. 

Hyland (1992), points out that a genre has a particular schematic structure; a distinctive 

beginning, body and ending. The structure comprises the genre of a text. The genre 

approach reveals the communicative processes and serves as pedagogical purpose. 

One of the strategies that help make learners independent writers is writing frames. 

According to Farlex (2003), in this technique, the teacher uses a skeleton outline which 

consists of key words and phrases in which the learners have to fill in the gaps with 

correct information such as single words and phrases. Frames are initially used with 

"teacher-led discussions and modeling of the genre form that teaches vocabulary and 

connectives", (Farlex, 2003:3). This strategy helps learners write coherent structures 

while focusing on communicating their thoughts. Learners who are competent users of 

the language eventually produce "fluent writing of high quality in the genre" (2003:3) 

without using the frame. 

Narrative genres, for example, execute the purpose of entertaining through structures 

such as orientation, complication and resolution; while a simple report genre has a 
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general categorization whereby a topic is introduced and evaluated; and described, that is, 

where the distinctive characteristics of the topic are presented. 

However, the genre approach is not concerned with the application of prescriptions of 

textual structures, but it is based on the analysis of how a text creates meaning in its 

context and the learners' use of the knowledge to write the same genre, (Farlex, 2003). 

The teacher is able to monitor and give possible feedback and successful discussion at 

each stage of the essay since information is available on the features of different genres. 

Learners can consult the teacher and work together to construct the genre under focus. 

The genre approach has been effective across the education spectrum in the USA, 

(Farlex, 2003). The use of the genre approach complements the use of the process 

approach. For example, an awareness of a generic structure of a read text has a positive 

effect on future writing. When learners in the genre approach view a composition in the 

immediate planning stage they grasp what is expected in the genre they want to write. An 

awareness of the genre conventions in the draft stage helps learners in the ordering and 

re-ordering of text, (Dudley-Evans, 1994). Coordinating the approaches helps equip 

learners develop skills to produce coherent and cohesive texts. The process and genre 

approaches are relevant to the Swazi English L2 learners since these approaches expose 

them to practical writing tasks. 

This section has provided an insight into the strategies and approaches used for teaching 

literacy skills in L2 acquisition and learning. The findings from the literature review 

informed the procedure for collecting the data. 

2.11 Conclusion 

This chapter dealt with the review of theories on curriculum change and steps taken to 

implement effective change. It also explored the body of literature that relates to how 

learners learn an additional language (L2) through the additive bilingual model and how 

the subtractive bilingual model subtracts the learners' L1 while learning the second 
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language. This review is helpful since it provides a wider understanding on how second 

language acquisition takes place when the input provided by the context is 

comprehensible. Language learning occurs when learners are exposed to the target 

language. Adequate exposure to the additional language and its use helps the learners to 

learn the target language through communicative language teaching and through 

performing meaningful tasks. Leamer-centred approaches such as communicative 

language teaching and task-based language teaching are examples of classroom practices 

that promote learners' collaborative learning which motivates learners to learn a target 

language as well as make them reach new understandings. Learners' ability to interpret 

texts created by others and those written by them shows their literacy in L2 learning. 

These aspects helped me formulate a focus for my research. The next chapter focuses on 

the research methodology and ways in which the study was conducted. 
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CHAPTER 3 

RESEARCH DESIGN AND METHODOLOGY 

3.1 Introduction 

This chapter begins with a discussion of the research paradigm used in this study after 

which I discuss the research approach used. It also describes and explores the theoretical 

underpinnings and arguments for my research design. It describes my sample and 

explains how I selected it and also explains the entire process of data elicitation. It then 

gives an overview of the data analysis of the study. Thereafter it explains how validity, 

reliability and ethical considerations were addressed in this study. Finally, a summary of 

the chapter is given. 

3.2 Research paradigm 

Terre Blanche and Durrheim (1996) define paradigm as: "All encompassing systems of 

interrelated practice and thinking that define for researchers the nature of their enquiry 

along three dimensions: ontology, epistemology and methodology", (1996:6). 

Terre Blanche and Durrheim gIve three types of paradigms namely; positivist, 

constructivist and interpretive paradigms. The study adopted the interpretive paradigm 

whereby the researcher believes the reality to be studied consists of subjects' subjective 

experiences of the world, and may adopt an interactional stance towards reality. I wanted 

to find out the teachers ' experiences as they implemented the curriculum in the 

classrooms and how they interpreted their understanding of the change of the English 

IGCSE curriculum. 

3.3 The research approach used in the study 

A Qualitative research approach speaks to the methods of data collection, analysis and 

interpretation applied in the study. This study adopted a qualitative data collection and 

analysis approach. Maree, (2007) points out that a qualitative approach is based on the 
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interpretive paradigm whereby researchers seek to understand how people make meaning 

of phenomena in their environment. A qualitative approach to research is: 

... inquiry in which researchers collect data in face-to-face situations by 
interacting with selected persons in their settings (field of research). 
Qualitative research describes and analyses people's individual and 
collective social actions, beliefs, thoughts and perceptions. The researcher 
interprets phenomena in terms of the meanings people bring to them 
(McMillan and Schumacher, 2001:395). 

Miles and Huberman (2002) argue that a qualitative approach assists researchers to see 

why something is the way it is. Through the qualitative approach, I was able to 

investigate teachers' understandings of the change of the English IGCSE curriculum in 

Swazi high schools. A qualitative approach provides insight, interpretative nuance and 

rich sensory details beyond the scope of other research models, (Best and Kahn, 1998). It 

is flexible in that it allows for adjustment of the direction of inquiry based on on-going 

experiences during data collection, (Best and Kahn, 1998). 

I used qualitative methods of research in four high schools in Swaziland. Classroom 

observations on 8 lessons and semi-structured interviews with 7 teachers were methods of 

data collection used in the study. These data collection techniques are used in qualitative 

studies. The study was conducted in specific schools. 

3.4 Research design 

A research design according to Mouton (2001 : 5 5) is "a plan or blueprint" in which the 

researcher intends to conduct the study. It indicates what can be achieved and how it can 

be accomplished. The researcher decides on the choice of research design and 

methodology to use and is guided by the following issues: specific research questions; the 

focus of the research that will enable the researcher to answer the questions; the kind of 

data to be obtained; sampling; the main methodology to be used and how the data will be 

gathered. The study will show how these issues guided the researcher's choice of 

research design. 
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The data for this study were collected mainly from four high schools out of 38 schools in 

the Manzini4 region. Manzini is both a region and city situated in the centre of the 

country. 

A MapS of Swaziland showing Manzini region where the research was conducted 
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Administrative divisions of Swaziland 

\ - HHOHHO 

2 - LUBOMBO 

3 - MANZINI 

4 - SHISELWENI 

3.5 Selection of the schools and teachers participating in the study 

I chose the schools through purposive sampling. Two schools were from the urban area 

while two were schools in the rural setting. I engaged with these two dichotomies in order 

to compare the learning conditions experienced by the learners. The learners in the rural 

schools are disadvantaged because they do not have adequate and better learning 

materials and resources. Most of their parents are unemployed and they are unable to 

provide them with learning materials like books. Learners in the urban areas stand a 

better chance because their parents are able to provide them with learning materials. They 

have access to resources like the internet. Including both urban and rural schools in one 

region is balanced representation of schools in the region which is the pattern in the other 

3 regions. I selected them through using the following criteria: 

• that they have Forms 4 and 5 classes; 

• that they represent two learning contexts, the rural and urban areas; 

• that they are accessible to the researcher in both rural and urban areas, and; 

• that I had access to their performance over 3 years in O-Level and 1 year in the 

IGCSE Examinations. 

I ensured that they were either government-aided (public schools owned by the 

government) and or mission schools, and not private schools as this would not serve the 

purpose of the study. The mission schools use the same syllabi as the government-aided 

schools and for that reason they suited the purpose of this study. Private schools follow 

an extended syllabus. For example, they add foreign languages like French and Afrikaans 

and thus do not meet the purpose of the study. 
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The key informants in this study were 7 teachers, selected primarily on the basis that they 

had attended training workshops in 2006 and 2007 preparing for the introduction of the 

IGCSE English syllabus teaching and they were currently teaching English in the IGCSE 

level or Forms 4 and 5 classrooms; and that they were willing to collaborate with me. The 

following table shows the teachers' profiles. The teachers would be able to show their 

understanding of the change of the English language curriculum as well as their 

experiences, while the researcher would determine if the teachers have moved from the 

traditional ways of teaching to the new approaches as required by the IGCSE curriculum. 

3.6 Profiles of the selected teachers 

Table 3.1: Number of teachers who participated in the study, their teaching 

experience, the subjects they taught and the lessons observed. 

The names of the schools are referred to as A, B, C and D for ethical reasons. Schools A 

and D were based in rural areas while B and C were urban schools. In school A one 

teacher was available and two were available in schools B, C and D. 

School A B C 0 
No. of teachers I 2 2 2 
interviewed 
Teachers and the No. A: 3 years BI: 11 years CI: 3 years 01: 5 years 
of years teachine: 
Teaching load English English English language English language fonns 

language fonns language forms forms 2-5 3-5 & Religious 
4&5 & 4&5 & Education fonns 1-3 
Literature fonns literature forms 
1-3 3-5 

Teachers and the No. B2: 6 years C2: 9 years 02: 12 years 
of years teachine: 
Teaching load English English language English language fonns 

language fonns forms 3-5 & 4&5 & literature fonns 
3-5 & SiSwati literature fonn 2-4 3-5 
fonns 1-3 
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3.7 The instruments 

In order to answer the critical research questions indicated in the table below, validity or 

trustworthiness of my data was ensured through the use of semi-structured interviews 

with teachers and classroom observations. According to Cohen and Manion (2000), 

triangulation is an approach that allows the researcher to use two or more methods of data 

collection to ensure validity of the methods. This would reduce the researcher's bias and 

distortions that might occur where one method is used, and also overcomes method 

boundedness, (Cohen and Manion, 2000). 

I used semi-structured interviews because of their advantages pointed out in literature. 

For example, Cohen, Manion and Morrison (2007) argue that in an interview responses 

can be probed, followed up, clarified, and elaborated to achieve specific accurate 

responses. In this study, through probing, I was able to get a deeper understanding of the 

teachers' perceptions of the English IGCSE curriculum change at high school, (Table 3.2 

below). 

Teachers were observed interacting with their learners during writing and oral lessons. 

Observations of taught lessons were carried out to substantiate interviews and to answer 

the second research question. I intended to explore the teaching approaches teachers used 

and to find out if they used the approaches they claimed to use in teaching and how they 

used them as Bell (1993) argues that it is not always the case that people do what they say 

they do. Cohen, Manion and Morrison (2007) point out that observations are usually used 

to study language learning and teaching processes in the classrooms, and to study 

teachers' and learners' behaviour. 

The following table (Table 3.2) shows the respondent's frequency, research approach, 

inquiry, context types and number of lessons observed. 
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Table 3.2: Respondent's frequency, research approach, inquiry and context. 

Question 1: 

How do teachers 

experience curriculum 

change from O-Level to 

IGCSE with regard to 

English 

teaching? 

Question 2: 

language 

How was this change 

implemented in the Form 

4 English language 

classrooms? 

Respondent's 

frequency 

Teachers: 

7x I interviews 

Types and 

number of lessons 

observed 

4x2 classes 

Writing school C, 2 

times 

Oral school D, 2 

Approach 

Interview schedule: 

· IGCSE versus GCE syllabi 

.Teaching approaches used 

.Learners ' exposure to learning 

opportunities 

· Role of the school language policy. 

Classroom observation schedule 

lessons objectives and contents of 

each lesson; 

· teaching approaches, strategies and 

times class activities; 

Listening school B, modes of learning and languages 

2 times used, and; 

Reading school A, guidelines given in the English 

2 times IGCSE curriculum. 

3.8 Piloting the instruments 

Research 

inquiry 

Qualitative 

Research 

method 

Qualitative 

Context 

Schools: 

2 rural 

2 urban 

Schools: 

I rural 

I urban 

Before conducting interviews, I piloted the instruments. According to Verma and Mallick 

(1999), a pilot study is helpful in testing the appropriateness of instruments as in some 

cases researchers are inexperienced in constructing and in administering research 

instruments. It helps detect problems that may arise during the major investigation. It also 

tests the validity of the instrument(s) to be used during the main study. If any ambiguities 

are observed, a pilot study helps the researcher deal with them before hand (Bell, 1993). 

In the pilot study, I conducted face-to-face interviews with Teacher F from a different 

school that is not included in the main study and also observed her teaching an English 
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lesson in Form 4 B. This was done in order to test what was likely to happen or not 

happen during the main data collection phase and also to test the validity of the 

instruments. 

The interview revealed that I had to reshuffle questions 2 and 3 a) and b) (Appendix A) 

so that there could be coherence in these questions. The questions are as follows: 

2. How do you see teaching English using the IGCSE curriculum as compared to the 

years when you used the GCE syllabus? 

3. a) Have you attended workshops on the teaching of the new IGCSE syllabus? Ifso, 

how many times? 

b) Do the workshops improve your understanding of the IGCSE syllabus? If so, how 

do they improve it? 

The lesson observation proved to run smoothly as I was able to find the methods the 

teacher was using when teaching summary writing. 

3.9 The procedure followed for collecting data 

3.9.1 Semi-structured interviews with teachers 

The data collection period was between 15 September and 31 October 2008 and lasted for 

6 weeks. Interviews were 30 to 40 minutes in duration per teacher. The following is an 

outline of the interviews: 

• 
• 

• 

Teachers' teaching experience; 

Availability and effectiveness of training workshops In preparation for the 

IGCSE English teachers; 

Teachers' understanding of the approaches used when teaching different language 

aspects or skills such as skills emphasized in the IGCSE English curriculum 
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• 
• 
• 

(grammar, vocabulary, reading comprehension, listening and oral skills, summary 

and essay writing); 

Teachers' understanding of the IOCSE curriculum change; 

How change was implemented, and; 

Their opinion of the school language policy in relation to the IOCSE English 

curriculum. 

I was able to modify the sequence of questions, change the wording and also explain or 

add to them when teachers did not fully understand the question(s) or when their 

responses were vague. This was to ascertain that there was no misunderstanding between 

me as a researcher and the teachers. I transcribed or wrote down the responses in my 

notebook and also tape-recorded some of the responses to facilitate analysis. I used the 

written transcripts from my notes, listened to and transcribed the tapes in order to 

categorise data in preparation for analysis. 

3.9.2 Observation of taught lessons 

I communicated with the teachers in advance regarding their time tables and arranged the 

times that would suit them for the observation of their lessons. To put the teachers at 

ease, it was explained beforehand that the notes were not going to be used for supervisory 

purposes but for the research purposes by the researcher. Each teacher was asked to 

explain the situation to the learners before hand. The following is a description of the 

observation schedule used. 

I observed 2 lessons from each school on listening, speaking, reading and writing skills 

(Table 3.2) until they got used to me so that they did not teach extra good lessons just for 

my sake. I sat for 40 minutes single periods to 80 minutes double periods. I used non­

participant observation and observed the proceedings in classrooms and also took field 

notes while lessons were in session without interference. Fraenkel and Wallen (2000) 

claim that in a non-participant observation study researchers do not participate in the 

activity being observed, but rather 'sit on the sideline' and watch and are not directly 
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involved in the situation they are observing. I used an observation schedule to capture the 

relevant infonnation in my field notes, (Appendix B). I noted the atmosphere and ways of 

interaction between the teachers and learners. I sat and made teachers comfortable by not 

writing too much but quickly noted down all I remembered to have taken place. I did not 

use video or audio- tapes because I thought they could interfere with the natural flow of 

the lessons. 

I observed the lesson topic, duration of lesson, objectives, introduction, content 

presentation and activities. I wrote in my notebook how feedback was given and the 

language predominantly used in the classroom. I wrote down the languages teachers used 

when asking questions, giving explanations and the languages learners used when making 

responses. The teaching approaches were mostly looked for, for example, communicative 

language teaching (CLT) and the task-based language teaching (TBLT) approaches and 

these were detected from the methods they used as approaches combine a number of 

methods .. 

3.9.3 Observation schedule. 

I had developed an observation schedule to guide me as I went to observe. In qualitative 

research it is not necessary to have presumptive categories such as in excessive filling in 

of fonns. However, an observation schedule provides the broad categories that an 

observer tries to follow. The observation schedule is not exhaustive and the researcher 

may use it flexibly to allow him / her to be open-minded. The following is an example of 

the observation schedule. (Also in Table 3.2 above) 

1. What the learning outcomes were. 

2. How the content was delivered. For instance, through lecturing, demonstration, 

brainstonning, reading texts, asking questions, miming, explanation and instructing 

learners to discuss something and they constitute the CLT and TBLT teaching 

approaches. 
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3. Lesson tasks and aspects of language developed. For example, reading, speaking, 

listening, writing, grammar, vocabulary and so on, (skills enhancing the approaches 

or language focus). 

4. Language(s) predominantly used in lessons, that is, English only, code-switching of 

English and siSwati and the learners' level of fluency in English. 

5. Modes of learning used by the teacher, that is, teacher centred or leamer-centred, 

(traditional or constructivist respectively). 

6. Learners' participation in lessons. For example, individually, in a chorus, in full 

sentences, yes or no, and so on (learner response technique). 

7. How feedback was given and how it was used to improve learning. 

8. If all the learners had the learning materials or textbooks used and what the learners 

did from the textbooks. 

9. What the teachers did to assess learners. 

I also conducted short follow-up interviews after observing each lesson to find out the 

outcomes and activities the teachers had in mind when conducting the lessons, which 

ones worked and which ones failed. This was done in order to compare this with their 

previous interview responses. 

3.10 Data analysis 

Data from research interview transcriptions addressed the first research question. I used 

alphabet coding whereby each school and each teacher were given identity (lD) alphabets 

as their codes as shown in section 3.6. Responses were organized into analytical 

statements and themes. Themes emerged from the questions, (Appendix A). 

Analysis began with reading and re-reading interviews transcripts and field notes and 

replaying audiotapes for additional clarification. I wrote the teachers' responses for each 

question. I studied the common patterns and trends (cross-case analysis) in the 

respondents' answers which were then synthesized using the constant comparison 

method. Maykurt and Morehouse (1994) argue that the goal of the constant comparative 
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method is to · identify themes and develop, refine and show relationships between 

concepts. The analysis of interview responses was made with reference to approaches of 

L2 teaching and learning. Reference to language teaching and learning theorists such as 

Moore (1998), Glencoe (2000), Richards and Rodgers (1995), Oxford (2006), were made 

on CLT and TBLTL and were my sources of reading data. Analysis was also made on 

literacy-as-social-practice teaching. Detailed discussions were done and implications 

were made. 

The second research question was addressed by the analysis of data elicited from the 

observations of taught lessons. In analyzing data from lessons observed, I intended to 

identify the language(s) used and communication activities and discourses that occurred 

in the classrooms between teachers and learners. I made considerations on how the 

teachers used the approaches in the classrooms and the learners' competence in the target 

language. I analysed assessment procedures used in lessons observed. I cross-checked the 

teachers' interviews data to the lessons observations data. These data sets allow some 

diversity in data gathering to create the selection of important and relevant information. 

Data were further analysed inductively (Maykurt and Morehouse 1994). This means that 

the statements were then synthesised according to the themes which emerged from the 

data which are as follows: 

• Preparation of teachers for the IGCSE English curriculum; 

• teaching approaches used in the English IGCSE curriculum; 

• the IGCSE English curriculum and teaching of the four language skills, and; 

• learners' use of English in the IGCSE curriculum in the classroom and school 

premises. 

I further compared what the teachers did in lessons with the criteria in the English 

Language syllabus document (Appendix E). Conclusions were then drawn from the 

research findings and recommendations were made. 
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3.11 Validity 

Fraenkel and Wallen (2000) point out that validity is a construct that researchers have to 

take into consideration to ensure that inferences they draw from the data they collect are 

valid. In this study I obtained content validity of the instruments by piloting them to 

verify clarity, understanding of the questionnaire and the lessons observations and also to 

determine time taken to complete them. The input received from the pilot was used to 

refine the instruments and guide the researcher to be open-minded and to be aware of 

some external issues to the classroom context. The pilot study was conducted in a 

different school that was not included in the main study. Bell (1993), points out that 

piloting removes 'bugs' from the instrument. 

3.12 Reliability 

Reliability refers to the consistency of answers from one administration of an instrument 

and from one set of items to another, (Fraenkel and Wallen, 2000). Bell (1993) argues 

that a researcher can get reliable results provided slhe uses a valid instrument. In this 

study I triangulated data from teachers' interviews with data from classroom observations 

to build confidence in the data or evidence (Brown and Dowling 1980). These writers 

confirm that triangulation is intended to compensate for the weaknesses of other methods, 

and it also provides deeper understanding of the complexity of human action. I followed 

up the lesson observation with interviews. I sat down with teachers to discuss how they 

felt about their lessons. I developed a relationship with the schools and invited them to 

contact me for anything that would be useful. 

3.13 Ethical considerations 

All stakeholders were informed about the research. The Regional Education Officer 

(REO), school principals and teachers concerned and parents of learners in the classes 

where observations were conducted were informed about the research. I sought written 

permission from the REO and administrators of the schools concerned to conduct the 
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study in the schools. Consent forms were signed by the teachers who were interviewed, 

(Appendix D). The purpose of the study was explained. Caution was taken to ensure that 

all information was treated with confidentiality. The teachers were assured that whatever 

they would say would not be used against them in any way and that they would be free to 

withdraw their participation. 

The purpose of taking notes during classroom observations was explained to the teachers 

in advance to put them at ease. All assistance and information that was borrowed was 

acknowledged. Ethical clearance was obtained from the University of Kwa-Zulu Natal 

ethics committee dated 17 April 2009. An ethical clearance certificate is attached to the 

thesis. 

3.14 Conclusion 

The chapter has given the key elements of the research design and methodology. It has 

presented the type of data necessary to answer the research questions and how it was 

collected. The research questions were formulated from the title of the study and from the 

problem identified in chapter 1. I justified qualitative methods comprising structured 

interviews and classroom observations. I explained the instruments used and elaborated 

how the data were collected and analysed. The research methodologies serve as an 

introduction into my analysis of the results and findings of the study which follows in the 

next chapter. 
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CHAPTER 4 

PRESENTA TION AND ANALYSIS OF THE RESULTS 

4.1 Introduction 

This chapter presents and analyses the results of the study. It is divided into two sections. 

The first section presents the analysis of teachers' interviews. The second is an analysis 

of data elicited from classroom observations. Data obtained from interviews with teachers 

were analysed in an attempt to answer the first research question namely: 

1. How do teachers experience curriculum change from GCE O-Level to IGCSE with 

regards to English language teaching? 

The analysis of lessons observations addressed the second critical question written below: 

2. How was this change implemented in the Form 4 English language classrooms? 

In response to critical research question 1, data (teachers' interview) collected in this 

study are presented in tables, analytical statements and themes emerging from the data. 

The themes used in presenting the data are: 

• the IGCSE curriculum; 

• teaching approaches used in the English IGCSE curriculum, and; 

• teachers' opinion on the school language policy. 

4.2. Findings in respect to critical question 1 

The issues that I investigated were as follows: 

• Availability and effectiveness of training workshops for the IGCSE English 

teq.chers. 

• 

• 
• 

Old versus the new curriculum m equipping learners with better learning of 

English. 

Adequacy of teaching of the four language skills. 

Use of appropriate teaching strategies and approaches. 
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• Exposure to learning opportunities in the classroom, school premises and in the 

extra-curricular environment. 

• Role of the school language policy and the Ministry of Education's language in 

education policy. 

In the analysis of data from teachers' interviews 6 themes emerged. 

• work shopping IGCSE teachers; 

• comparing pedagogies used in the two curricula; 

• teaching approaches used in the English IGCSE curriculum; 

• effectiveness of the approaches used; 

• exposure to learning opportunities, and; 

• language in education policy. 

4.2.1 The IGCSE curriculum workshops 

Regarding the theme of the IGCSE curriculum workshops, teachers were asked whether 

they had attended workshops on the teaching of the new IGCSE curriculum. 

Question 2 a) Have you attended workshops on the teaching of the new IGCSE 
syllabus? 

The following table suggests the responses on the above question. 

Table 4.1: Number ofIGCSE English workshops attended 

Respondents Number of IGCSE English 
language workshops attended 

Teacher A More than twice 
B2 3 times 
Dl 3 times 
Cl Not less than 4 times 
C2 3 times minimum 
D2 More than 3 times 
Bl 4 times. 
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The responses show that the teachers were oriented on the teaching of the new IGCSE 

syllabus and that they had attended workshops more than twice. 

Question 2 b): Did the workshops improve your understanding of the new IGCSE 
curriculum? 

The data revealed that 3 out of 7 teachers were satisfied with the effectiveness of the 

workshops. According to Teacher A from School A, the workshops were informative 

because "they bring new concepts and some of them polished my understanding ". 

Teacher Cl said she had not known what to look for when conducting and grading oral 

lessons but through the workshops she was well versed then. According to Teacher B2, 

not all the workshops were effective, "there is one in particular where we were trained 

by the people from Cambridge on the speaking skill, on how to assess students during 

examinations. That one was very useful ". This indicates that these three teachers knew 

what they had to do in this new curriculum. 

However, 4 teachers out of 7 were not satisfied with the workshops. Teacher B2 believed 

that the rest were a repetition such that he felt they were not helpful when it comes to the 

actual teaching in class. Teacher Dl said somehow they had been useful although they 

had not been sufficient. "The workshops have not helped much on the listening skill as to 

those skills we can implement to help the students improve their grades, it is still a 

challenge as to how can I teach listening comprehension successfully and effectively". 

Teacher C2 said (transcript in Appendix A) "well yes, but not much, they don't tend to be 

effective enough because even those trainers are just teachers like us, they have no 

experience on these things. In other areas you find that they are less knowledgeable than 

some of us ". This is a problem because facilitators should be more knowledgeable than 

the trainees. Teachers need to be well trained for the change of any curriculum. Teacher 

D2 said the first workshop was fruitful. The second was not beneficial because they 

concentrated mainly on or reviewed the examinations, that is, how the learners had 

performed, rather than on the teaching of the different components. Teacher B 1 said 

"Yes ... a little bit they do, but also consultation with other people like the facilitators 

during workshops and books as well for a better understanding". 
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These teachers' responses indicate that although the workshops were conducted to induct 

the teachers to the new IOCSE curriculum, they were not very satisfied with the 

effectiveness of the workshops. Teacher B2 felt that the workshop conducted by the 

consultants from Cambridge was more beneficial, while Teacher C2 felt that some of the 

local facilitators were less informed than some of the participants since they were 

ordinary teachers. Moreover, Teacher Dl still had a problem with teaching the listening 

skill even though he had attended the workshops. 

The results suggest that the effect of the workshops was uneven to the teachers. It is very 

crucial that when any educational or curriculum change is introduced teachers are fully 

inducted into it. Failure to do so may result in poor implementation and may be 

detrimental to learners, causing them to fail and thus dooming their future. 

4.2.2: Comparison between teaching using the IGCSE syllabus and teaching using 
the GCE O-Level curriculum 

In the following table the teachers' responses are given on the question. 

Question 3: How do you see teaching using the IGCSE curriculum as compared to 
the years when you used the GCE syllabus? 

Table 4.2: Comparison between teaching using the IGCSE syllabus and teaching 
using the GCE O-Level curriculum 
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Name of teacher IGCSE peda202ies GCE O-Level Dedal!ol!ies 

Teacher A 
"IGCSE is good as it exposes the learners "It is only with the writing where Ifeel 0-

to a variety of skills. The learners are able Level was best. In essay writing it promoted 
to learn to listen from different aspects. the learners' talents. They wrote between 350 
Even with the orals they learn to articulate to 600 words which were about three pages. 

themselves. They were able to write as much vocabulary 
But now they are very, very limited to just as possible ". 
one page or 200 words in essay writing. 
You are not able to see if the child is doing 
very well". 

Bl 
"IGCS is good. The oral skill isfriendly to "The teachers had to be innovative and select 
the learners. They are credited on what they the methods to use in order to achieve the 
are able to do. The listening skill is really a aims in the GCE syllabus ". 
problem to the learners. They are not able 
to do very well. They are disturbed by the 
accent, for example, 'seventy' sounds like 
'seventeen' with the English first language 
speakers". 

B2 
"IGCSE is better because there are many "Learners wrote essays of adequate lengths ". 
writing tasks like note taking,formfilling 
and essay writing. 
The bad thing is that the essays are of very 
short lengths ". 

Cl 
"IGCSE is better because it exposes the "The oral and listening skills were not taught 
learners to the things they come across in in the GCE curriculum ". 
their everyday life ". 

C2 
"IGCSE is less challenging on the learners' "GCE was challenging and the learners 
part than the GCE curriculum was. received quality education. Learners read 

comprehension passages of adequate 
The comprehensions are shallow; with lengths ". 
some exercises it's easy to score everything 
because it is skimming. There is also form 
filling, a cheap exercise that easily boosts 
the learners who end up with higher scores. 
The change is on quantity. 

The compositions are too short ". 
Dl 

"The most challenging part with IGCSE is 
in the listening comprehension, the 
pronunciation of words by first language 
speakers". 

D2 
"The learners do very well in orals, but the 
oral exam marks are not included in the 
final mark. They have separate certificates. 

Listening comprehension is very difficult 
because of the first language speakers' 
accent. There are also concepts unfamiliar 
to the learners, for example, sea side, town 
mall and unfamiliar places. Teachers too, 
were unable to score all the marks in the 
2007 exam when given by inspectors during 
a workshop. I scored 3 points ". 
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The teachers from school D did not have something to say on the GCE O-Level English 

curriculum because their memories were still fresh on the IGCSE syllabus since they had 

recently attended workshops on it. 

The teachers' responses point out that as much as IGCSE was said to be good, it did not 

give the learners enough practice on the writing and reading skills. In essay writing the 

O-Level curriculum promoted the learners' talents. Teacher A said "They wrote between 

350 and 600 words which were about three pages. They were able to use as much 

vocabulary as possible, but now they are very, very limited to just one page or 200 

words". In this way Teacher A was not able to see if the learners were doing very well. 

Writing is a very important skill. It is the basic foundation for learning all the courses at 

school, university or college. It is a necessary skill which students need to acquire to 

enable them among other things, to write assignments, tests and examinations. Moore 

(1998) refers to writing as a key vehicle for assessment. Students need to express 

opinions, argue, explain, discuss and share their thoughts with their readers. If they are 

unable to write properly they will not be able to cope with the demands of their academic 

work at tertiary level, as well as with the demands of the life outside the school. 

The problem on writing suggests that the curriculum needs to be reviewed so that writing 

maintains the length it had in the GCE curriculum. The same thing applies to the length 

of texts in reading comprehension passages; they were very short and about one page in 

length. The reading of short length did not give the learners quality learning. The length 

of reading texts is a major disadvantage or gap in the IGCSE curriculum. Incompetent 

readers and writers are being produced as it happened in Tanzania whereby Mgqwashu 

(2006) reports that the learners' literacy incompetence was detected at tertiary level. 

Qorro's (1999) Tanzanian study cited in Mbatha (2002) discovered a similar gap in 

teaching writing in Tanzanian classrooms. Qorro found that in Tanzania students were 

not taught writing but most writing they did was copying notes from the chalkboard, 

writing dictated summaries, memorable phrases and essay outlines. Qorro comments that, 
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under such circumstances students lack creativity and find it impossible to move away 

from such guidelines. 

From the responses I gathered that firstly, the new curriculum is better than the GCE one 

since it includes life skills like filling in forms, and oral skills which are easy to pass. The 

most challenging aspect is the Ll speakers ' accent in the listening skill. However, the 

short lengths of reading comprehension texts and short essay writing allow learners to 

pass the examination, but they do not give quality education. The problem of the reading 

and writing skills is thus a major finding for the study. The teachers understand this 

problem to be a factor that hinders learners from obtaining quality education thus 

affecting the learning of English Language in Swaziland by using the IGCSE curriculum. 

However, the comparison between the GCE and IGCSE curriculum that the teachers 

highlight is content based rather than pedagogic. When I asked them to comment on 

pedagogy they commented on content. This shows that they understand pedagogic issues 

to be content. 

Although learners do very well in orals, the oral exam marks are not included in the final 

IGCSE mark. The English IGCSE syllabus (2008: 146) (Appendix E) specifies that 

"Marks for the Oral component do not contribute to the overall grade candidates receive 

for the written components. Instead, where candidates perform to an appropriate 

standard, certificates record separately the achievement of grades I (high) to 5 (low) for 

Speaking". This was confirmed by Teacher C2 who happened to be one of the workshop 

facilitators as well as one of the markers. Most of the teachers were not aware of this , 

except those that were markers. Even the markers did not know why the oral marks were 

not included. This action of withholding information from the teachers supports the fact 

that teachers were not involved in the implementation of the curriculum (chap. 1). The act 

of not including the oral marks in the learners' overall grades means that the learners are 

given incomplete grades in this programme. The curriculum needs to be reviewed and the 

oral marks be included in the learners' final grades. 
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4.2.3: Teaching approaches used in the IGCSE curriculum 

This section addresses critical research question 2. In respect of the above theme teachers 
were asked the following question. 

Question 4 a): What are the teaching approaches you use for teaching vocabulary, 
listening comprehension, grammar, reading comprehension, 
summary writing and essay writing; and what activities do you let 
the learners do? 

The aim of this question was to find the teachers ' understandings of the change of the 

GCE syllabus to the IGCSE English curriculum and how they implemented the change. 

That is, if they used the teaching methods prescribed for the new curriculum. 

4.2.3.1 Approaches used for teaching vocabulary 

The findings indicate that all the teachers taught vocabulary in context. Teachers A, D1 

and C 1 let the learners read passages from newspapers, magazines and prescribed texts 

and found meanings of new words. Teachers Bl and Dl let the students found synonyms 

and antonyms of the words and also made sentences with them. Teacher B2 said, "I let 

the learners read novels and make presentations. Sometimes they write summaries ". 

According to Teacher C2, "I teach language areas where learners have problems such as 

antonyms and homophones. I incorporate these areas in reading comprehension and 

teach the words in context". This is the example of the task-based approach as the 

learners were given different tasks to perform. Vocabulary taught in context through 

reading gives learners more opportunities to process language at a deeper level and to 

develop semantic networks and other kinds of associative links that will enhance 

learning, (Ruddell, 1999). Ruddell believes that learning will be facilitated if the learner 

is able to · develop networks around learned words. The CLT approach was also used 

since it \','orks on the premise that vocabulary can only be learnt in meaningful language 

use contexts. It does not promote focusing on individual words. The CLT and TBLT 

approaches are advocated in the new IGCSE curriculum. 

Learners learn vocabulary by using the communicative principle and the task principle. 

They use real activities that involve authentic communication which promotes language 
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learning and acquisition of new vocabulary. Similarly, in using the task principle learners 

are involved in activities in which language and vocabulary are used in carrying out 

meaningful tasks which promote the acquisition and use of appropriate vocabulary. 

However, the teachers were not trained on how to teach vocabulary in the IGCSE 

curriculum since it did not include the teaching of the other language aspects such as 

vocabulary and grammar. The training catered for the listening and oral skills only. This 

leaves one with a question as to how the MoE could leave out crucial language aspects 

such as vocabulary and grammar? May be it was because the listening and oral skills 

were left out in the GCE syllabus. 

4.2.3.2 Approaches used for teaching listening comprehension 

The data indicate that the teachers used similar methods for teaching comprehension. 

TeachersA and B I reported that they encouraged the learners to listen to songs and say 

the words. They also made the learners listen to CDs from Peter Lucantoni 'S6 text in a 

quiet environment and asked them what was said. They began with short exercises 

requiring one word answers to lengthy conversations. Teacher DI said, "Sometimes I 

make the learners listen to news I have recorded from the British Broadcasting Channel 

(BBC) and let them answer questions I have formulated". Teacher B2 reported that "I 

first explain general listening objectives and then explain the types of questions like the 

lifting type, summary, vocabulary and how to respond in each type. Then I give learners 

exercises on the different types of questions ". 

Teachers CI, D2 and C2 prepared the learners to listen as they read passages after giving 

them tips on how to take notes while listening. They read the passages twice while the 

learners listened and jotted down notes. The learners also looked at the questions from 

handouts or books during the reading session. The learners got the meaning in context. 

Sometimes the learners listened to audio-tapes or compatible discs (CDs) provided in 

Peter Lucantoni's textbook. They answered the questions in their exercise books after the 

second reading. They also brought recordings from CDs and tapes to class for the 

6 Peter Lucantoni 's text is one of the prescribed textbooks published by Cambridge University Press. 
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learners to listen to and answer questions on what they had heard. However, the teachers 

were talking about assessment methods prescribed in the IGCSE syllabus (Appendix F). 

Teachers reported that they were not adequately trained for teaching listening 

comprehension during workshops. The absence of adequate training is a shortcoming of 

IGCSE. Teaching methods are the foundation of teaching. 

Teachers revealed that the learners were exposed to listening to recorded texts by English 

Ll speakers. But as to how often the listening exercises were done, was not indicated. 

The teachers also used similar materials (books). The learners had difficulty with 

listening to texts recorded by first English language speakers despite the fact that they 

were made to listen to CDs from Peter Lucantoni's text. They were not used to the 

English native speakers' accent. 

4.2.3.3 Approaches used in teaching grammar 

The findings indicate that teachers taught sentence structures. Teachers B2, Dl, D2 and 

Teacher A encouraged learners to form their own sentences about grammatical structures 

through reflecting on what they had learnt. Teacher C2 reported that "I base my teaching 

on reading comprehension passages where the learners read and make sentences with 

new words". Teachers Cl and Bl used error analysis whereby they gave learners work to 

do and identified their errors such as first, second and third person singular and plural and 

tenses in essay writing, and then addressed the errors. This shows that they taught 

grammar by using the structural approach as opposed to the Communicative Language 

Teaching (CLT) approach which the education secretary in the MoE advocates in the 

country. The CL T approach focuses on the appropriate forms of communication rather 

than the structure of language. It regards language basically as conveying meaning, rather 

than as a linguistic system to be conveyed to students, (Baker, 2000) (chapter 2). The 

CLT approach considers communicating meaning effectively, rather than grammatical 

accuracy and fluency articulation. The CL T that is advocated is soft on grammar but the 

English L2 learners need to be taught grammar. The MoE did not give guidelines for 

teaching grammar. Hence teachers reverted to "error analysis" a system of teaching 

syntactic rules when teaching grammar. This is contrary to using language to express 
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meaning promoted by CL T and TBL T since they are language teaching approaches used 

in most education systems. 

The teachers did not argue why they used the structural approach nor did they show an 

understanding of the structural approach. Teachers are more aware that an ecletic 

approach involving CLT, TBLT and the Universal grammar, cognitive and explicit 

approaches to language teaching is necessary when teaching ESL in a context where 

teachers are also non-native speakers of English. According to Brown (2000:288) "a 

broadly based theory of SLA must encompass models of learner-internal processing as 

well as the socially constructed dynamics of interpersonal communication". SLA is an 

interdependence cycle. 

4.2.3.4 Approaches used in teaching reading comprehension 

The findings show that there was a range of methods used. B2, Bland D 1 teachers first 

read the passages then the learners read them silently and answered the questions. 

Sometimes the teachers discussed the questions before the learners answered them. 

Teacher D2 had this to say, HI give learners passages from books, articles and magazines 

to read and answer questions on ". Teachers Cl, C2 and Teacher A taught skimming and 

scanning and emphasized the answering skill for the 'wh-' questions. 

Turner (1997) suggests that a text should be read three times. In the first reading learners 

read for the overall understanding of the passage. The teacher may prepare key words and 

expressions to help facilitate this process. The second reading aims at a more detailed 

understanding whereby the learners have to comprehend the main idea presented in each 

paragraph. The third reading is intended to provide the learners with a thorough 

understanding of the whole passage. It should be followed by activities that require 

inference and further expansion of content in answering the questions. None of the 

teachers mentioned this approach. Teacher D2 said after reading the passage twice by 

both the teacher and the learners, he then asked them oral questions created by him to 

ensure the learners' understanding of the passages before they answered the questions 

from the passages. But there was no mentioning of special attention given to the role of 
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the questions such as inference, questions requiring implied meaning and so on, from the 

text. These methods enhance learners' understanding of the texts read. 

The teachers did not have knowledge of other methods apart from Teacher A, who used 

skimming and scanning. Other teachers were not conversant on how to teach reading 

comprehension. The scanty IGCSE workshops attended by the teachers did not benefit 

them in new approaches and methods of teaching this component of language. This 

further suggests that even during the time of the O-Level curriculum they did not teach 

reading comprehension very well since they did not fall back to the methods they used in 

the old curriculum. 

4.2.3.5 Approaches used in teaching summary writing 

Data indicate that the teachers' common approach was identification of key points which 

is the core feature of summarising. Teacher A taught learners the three different types of 

summarizing which are; paraphrasing, ellipsis and substitution in passages. With 

substitution they found synonyms of words and they paraphrased sentences. Teacher B2 

taught the learners to read with comprehension and taught them to lift the points as they 

are. Teacher B 1 explained how summary is done; he encouraged learners to look for the 

key words and use their own words. Teacher Cl taught it concurrently with situational 

writing since these two are similar. She emphasized sticking to the paragraphs from 

which to find the answers. Teacher C2 started from paragraph to sentence level and to the 

actual task. He taught paragraph summary to sentence summary and emphasized on 

retaining the meaning. Teacher 02 said "J read the passages and questions with the 

learners. Thereafter, J analyze the questions together with the learners. J instruct them to 

pick the main points and write them in their own words in continuous writing and to stick 

to the required length". 

Six teachers emphasised paraphrasing, that is, learners writing in their own words while 

maintaining the original meaning of the text. One teacher - Teacher B2 - stressed lifting 

points directly from the passage and writing them as they were. She said that was how 

she had taught for the last eleven years and her students had always got credits in English 
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Language. She said as one of the O-Level English language markers, she knew what the 

examiners looked for and that IGCSE was silent about this. Her argument was that 

writing the points in one's own words caused students to distort information and that 

paraphrasing carried a few marks compared to the lifting of information. This makes one 

question why and how the MoE could allow both point-lifting word for word and 

paraphrasing to be correct. It shows that there is not a good fit between policy and 

practice. Worse still, the methods of teaching summary writing were left out when the 

curriculum was revised and this is creating problems as teachers are not sure of the right 

teaching method to use. 

Ruddell (1999) argues that summarizing a text involves the students' ability to identify 

important ideas of the writer together with essential details. It also involves the ability to 

place information in some sensible order and the students' ability to express the writer's 

ideas in their own words. Yet, as Teacher B2 said, she taught her learners to lift 

information (verbatim) and they still got good grades. This confirms that IGCSE is not 

preparing learners for real life where they may in future be required to write summaries 

in their own words. 

4.2.3.6 Approaches used to teach essay writing. 

The findings show that 6 teachers taught stages of essay writing, relevance and variation 

of sentence structures. This is a process approach to writing. School A, Bland B2 

teachers taught the stages like introduction such as using an anecdote, body, and 

conclusion and gave the learners practice. They emphasized punctuation, spelling, 

cohesion and the conclusion. Teacher Cl reported that "I build up on Junior Certificate 

(JC) work; that is, the components like introduction, body and conclusion. Then I move 

on to relevance and variation oj sentence structures". Two of the teachers went on to 

brainstorm topics with learners. Teachers C2 and D2 explained their expectations on 

essay writing and they analyzed (brainstorming) the topics with the learners. They also 

taught the learners the different modes of essays and read them examples. They made 

them practise (in stages) planning and writing the introduction, body, conclusion, topic 
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sentences and cohesion before they let them write the essays of about a page or 200 

words. Teachers C2 and D2 employed both the genre and process approaches to writing, 

but the genre approach was not fully utilised. All the teachers drilled the learners on past 

exam papers; they let them write essays from past exams in order to acquaint the learners 

with the exam standard. 

Teacher D 1 attempted to address the genre approach to writing. He discussed the types of 

essay writing which are the narrative, descriptive, expository, persuasive writing and 

many others, and let the learners write essays on them. One wonders if discussing the 

essay types only without brainstorming the different topics with the learners ensures that 

the teacher has done a thorough job and justice to the learners. The teaching methods 

were not well employed in relation to Tribble (1996) who contends that writing is a social 

activity whereby the reader should see the purpose of a text for successful 

communication between the reader and writer. Learners need mastery of good writing 

skills to enable them access tertiary education. 

Glencoe (2000) points out that when teaching essay writing; teachers should observe the 

pre-writing and writing stages, where the learners brainstorm their points together in class 

and then organize their ideas into paragraphs. They should ensure that each paragraph has 

a theme that is supported by details that explain and clarify it. Special care should be 

given to the opening and concluding paragraphs, making them as effective as possible. 

The results show that the teachers observed these stages, but they did not include 

proofreading as the final stage whereby the writer spell checks his / her work and edits 

for grammar and punctuation mistakes in preparation for presentation. 

The teachers observed the length that is required by the IGCSE curriculum which is one 

page. They also met the objectives of this curriculum which are that the learners should 

identify, organize and present given material in a particular form and also carry out 

writing tasks on a wider range of topics in response to a written stimulus. 
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4.2.3.7 Approaches used in teaching communication or oral skills. 

The responses show that the teachers used the CL T approach where the learners 

communicated their ideas effectively in a meaningful way in given situations like 

conversations, role play, discussions, debates, interviews and presentations. According to 

Teacher B2 "I employ activities like debates and presentations on different topics. I give 

the learners guidelines of what is expected of them. I expose them to videos to view how 

the various activities are carried out. I also give them marking guides to assess the 

learners in the videos. Then I give them exercises from past exam papers like 

conversations to do". B 1 teacher also demonstrated how oral assessment is carried out 

and let the learners do pair and group conversations. He made the others assess the 

presenters. The teachers also used the TBLTL approach since the two approaches 

emphasize the importance of meaning making in language teaching and they are both 

communicative in nature. This created an interactive environment. CLT focuses on the 

learners' ability to communicate effectively and appropriately in all situations using the 

target language. The IGCSE curriculum requires that the learners take an active role in 

the learning and use English effectively for the purpose of practical communication, 

something the teachers reported to be doing in the classrooms. The lessons were leamer­

centred. The teachers served as facilitators and "gave learners guidelines of what was 

expected of them" (Teacher B2). The teachers appeared to be observing the curriculum 

change in as far as oral communication teaching is concerned. However, they 

concentrated on teaching through assessment which is an aspect of teaching for the 

examination rather than teaching so that learners gain knowledge. 

4.3 Effectiveness of the approaches used in the IGCSE curriculum 

The data indicate that it was easier for the learners to pass the IGCSE examination than it 

was with GCE O-Level because of the teaching methods used. According to Teacher A 

"The methods enable them to pass because those students who were taught using the 

same approaches passed last year". Teacher B 1 said "yes, not that I think but I know they 

have su~ceeded last year. The approaches are fruitful". Teacher D2 said they were 
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stipulated in the IGCSE curriculum and they were learner-centred. Teacher C2 reported 

that "they are relevant to the programme because they require the learners to work hand 

in hand with the teacher. The approaches give the teacher and learners equal roles". 

Teacher D1 said they helped the students learn a lot of vocabulary and language skills 

and thus strengthened their application of the skills. They also addressed the learners' 

needs and helped educators teach the language better. Teacher C1 said "it is now 

compulsory to use them. The new programme calls that we use them. Somehow they are 

better because they are learner-centred,' we have to correct the learner where he / she 

makes mistakes". The responses indicate that the teachers used the approaches required 

by the new curriculum and that they address the learners' needs. These are the CLT and 

the TBLTL approaches. The CLT approach helps learners to communicate effectively 

and appropriately in a meaningful way using the target language, while the TBLTL 

approach focuses on the use of authentic language and to learners doing meaningful tasks 

using the target language. These approaches incorporate methods such as pair and group 

discussions, questions and answers, brainstorming, presentations and many more. They 

also encourage learners' active participation and thus they constitute social constructivist 

approach. 

The approaches are to a greater extent in line with the curriculum aims since they 

emphasize problem solving and active participation by learners and these are examples of 

the social constructivist approach. The aims are listed on pages 142 and 143 (Appendix 

E) of the IGCSE English as a Second Language Syllabus (2008). 

Learners were passing also because of the short essays learners wrote, and the short and 

easy comprehension passages they read. Teacher B2 had this to say, " ... in the 

examination yes, there is no doubt about it. But my worry is if they will succeed well 

enough to get into institutions of higher learning like the university. If they only do the 

basic minimum that is required in class they might meet problems because the 

competition is too high ". 
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The concern is whether or not the learners would get quality credits good enough to take 

them to the university. "The exercises are cheap, the capable students excel here. Ours 

might pass. But whether the pass is good enough to take them to the university is another 

story ", lamented Teacher B2. Moreover, succeeding in an examination is one thing, but 

becoming fluent in the language is another. Grade C is no longer an impressive credit 

because it comes in the fourth order: IGCSE has A *, A flat, B and C as credits. In the 

GCE O-Level curriculum there were only three credits A, B and C. Teacher B2 said 

"Since it is easy to score A 's and B 's, one wonders why the university should be 

considering students with C's. Today's C's are as good as worthless". 

I feel that teachers are not fully equipped with the pedagogic approaches to use to teach 

all the language skills. There are no guidelines for teaching the other aspects of language 

such as reading, vocabulary and writing since they were not included in the curriculum 

reviewing exercise. When teaching grammar for example, teachers used the structural 

approach as opposed to the CLT approach advocated in the syllabus. Teacher C2 reported 

that "1 base my teaching on reading comprehension passages where the learners read 

and make sentences with new words". Teachers B2, Dl, D2 and Teacher A encouraged 

learners to form their own sentences about grammatical structures through reflecting on 

what they had learnt. So, the schools are not ready to deliver the IGCSE English 

Language curriculum since teachers are not adequately trained to teach all the language 

components. 

I think detailing pedagogic methods in curriculum documents (as it is with the CLT and 

TBLT) is a good idea because it helps orient new teachers as to how to go about teaching 

some con,cepts. As much as there are prescribed teaching approaches, in Swaziland, I 

think teachers can also be free to either choose or develop their own teaching approaches 

in order to enhance the quality of their teaching. Every teacher, learner and context is 

unique. Suggestions on how the shortcomings of the IGCSE curriculum can be addressed 

are made in chapter 5. 
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4.4: Exposure to learning opportunities and language practices at school 

Exposure to learning opportunities and language practices at school is vital because it 

creates opportunities for learners to attain high levels of proficiency in English. Data 

indicate that 6 teachers did not allow the learners to use siSwati in the English classrooms 

on grounds that they wanted to inculcate the use of English in the learners as they (the 

learners) needed to practise and master it. Practice makes perfect, (Swan cited in Baker 

2002). Teachers B I and B2 said "They are not allowed to speak siSwati in class. They 

can only use it during the siSwati periods. Using siSwati delays the students' learning of 

English. Students use English in the school premises". Teacher C2 emphasized, "They 

will be assessed in English so they have to practise it". Teacher Dl said she allowed code 

switching only when learners failed to express themselves in English. She also code 

switched when learners could not comprehend some concepts in English. This shows the 

problems teachers face in some schools. The results indicate that the teachers were trying 

their best to expose the learners to the target language whilst simultaneously drawing on 

the LIas a resource. 

According to teacher A, "Learners use siSwati informally in the school premises; they 

only speak En$lish in the presence of prefects". Teacher D2 said, "siSwati is spoken in 

the school premises; English is only used in the beginning of the year". The findings 

indicate that although the learners should use English as the medium of communication 

in the school premises, learners in the rural schools (A and D) used siSwati most of the 

school days. For the learners to be competent in the target language they need to practise 

it regularly. This shows that they were not adequately exposed to the target language. 

Insufficient exposure to English creates difficulties for the learners since the curriculum 

requires them to attain high levels of proficiency in English to enable them use it as a 

medium of instruction. It also means that they had no opportunity of using English in 

real life contexts as suggested by the CL T approach. 

However, we should note that language learning is not confined to the four language 

skills in the classroom, but it should be extended outside to include the world of work , 
current affairs, health, welfare and travel. Also, language learning is about the learners' 
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communicative competence. Competence refers to the knowledge of L2 a learner has 

internalised, while proficiency is the learners' ability to use this knowledge in different 

tasks. Language learning focuses on the learners' ability to communicate effectively and 

appropriately in all situations using the target language. Richards and Rogers (1995) 

argue that using a language in a communicative context promotes learning it faster. They 

also point out that communication expresses meaning and that the language structure 

reflects the functional and communicative use. 

4.5 Language in education policy 

Language policy plays a major role since it determines the languages to be used in the 

school setting. The dejure policy is that English is the medium of instruction (Mol) from 

grade 4 in Swaziland and siSwati is learned as a subject in all the schools. However, 

English as a Mol is a defacto policy (Mbatha 2002). Six teachers were satisfied with the 

policy whereby English is the Mol since English is internationally recognized. They felt 

that learners should be exposed to it and that they should begin instruction in English at 

Pre-school. According to Teacher Cl, "the learners should be taught in the medium of 

English from grade 1 because children are able to learn a language better when they are 

young". Teacher D2 even said "I feel mothers should speak to their kids in English even 

when breastfeeding them ". This means that she was not only against the learning of 

siSwati altogether, but she was undermining it. Teacher B 1 understood the real issues 

underlying English second language teaching in Swaziland. He said "language is a 

controversial issue because it has to do with one's losing of his / her identity, but English 

should be used and reinforced since it is a global language ". 

The findings indicate that some of the teachers had a negative attitude towards siSwati 

and were in favour of practicing the defacto policy of using English as a Mol from the 

first grade at school. They felt siSwati could just be learned at home. Teachers need to 

change their attitudes because L2 learning is determined by the extent to which L1 has 

developed in learners (Cummins 2000). In other words, L1 is the foundation for learning 

L2. This view is supported by Klein et al (1996: 13) who argue that "if children are denied 
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their first language during their fonnative early years, and are not yet fluent enough in the 

second language to fonn their cognitive concepts, their cognitive development remains 

irretrievably inhibited, they never catch up". Bamgbose (1999) shares the same view 

when he argues that a child's education is best begun in mother-tongue, a language in 

which the child can best express his / her inner feelings. Literature on the Swazi language 

policy is not available in journals and policy documents except that there are two official 

languages, each having their respective status. 

The Subtractive language policy (SLP) has an effect on students' perfonnance because 

they learn in the medium of the language which they are less competent in and they are 

also taught by English second language teachers. Worse still, English is a subject learners 

have to pass. Learners fail and repeat if they have not done well in English even if they 

can pass all the other subjects. 

Teacher C2 was for the introduction of Additive bilingual education (ABE) whereby both 

languages were used equally. The reason she gave was that "learners ended up having 

negative attitudes towards English by being forced to speak it". However, Swaziland is 

not ready for bilingual education at the moment since English is valued more than 

siSwati . Subtractive bilingualism is practised in Swaziland whereby learners begin 

instruction in the medium of L2 from the first grade and siSwati is learned as a subject. 

They tum to L2 early before having fully acquired language skills in their mother-tongue. 

This subtracts the learners' L 1 and devalues their home language. Additive bilingual 

model whereby a second language is added to a child's first language without trying to 

replace the Ll when he comes to school (Baker 1996), helps second language learners 

develop and maintain their first language, and in that way they become bilingual and 

biliterate and they develop intercultural awareness. The goals of additive bilingualism are 

communicative competence and language proficiency in two languages. The issue of 

language policy is another debate that Swaziland should be engaged with because the 

present policy seems to benefit fewer learners as shown by Mbatha (2002) in language 

practices and pupils' perfonnance in Swaziland. 
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4.6 Summary of the findings 

• Teachers were not fully inducted into the new English Language IGCSE 

curriculum since there were no guidelines for teaching the other aspects of 

language such as reading, vocabulary, grammar and writing as they were not 

included in the curriculum reviewing exercise. 

• The workshops conducted to orient teachers to the curriculum change were not 

beneficial to all the teachers since some of the facilitators were ordinary teachers 

who were less infonned than some of the teachers. 

• Contrary to Brown's (2000) eclectic approach teachers based their teaching on the 

CL T and the TBLTL approaches when teaching all the language skills. These 

were the only approaches advocated in the IGCSE curriculum. 

• Learners were not given adequate practice in the writing and reading skills in this 

programme as they wrote essays of limited lengths and read short passages 

(section 4.2.2). 

• The oral examination marks are not included in the learners' final examination 

marks (Appendix E, p.146). 

• Listening comprehension gave learners a problem because they were not used to 

the native English language speakers' accent, (section 4.2.2). 

• The learners in the rural schools A and D lacked exposure to the English 

language. 

• The teachers were satisfied with the policy (de facto) whereby English is the Mol 

from grade one throughout the learners' education, on the ground that English is a 

global language. 

• 

• 

• 

Even though it is easier for the learners to pass the IGCSE examination the 

concern was whether or not the learners would get quality credits that would 

warrant entry into the university. 

Since it is easy to score As and Bs, the university does not consider students with 

Cs. IGCSE does not give learners quality education. 

Some of the teachers felt the IGCSE workshops were infonnative. They brought 

new concepts and polished their understanding of the curriculum. 
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In the next section data obtained from lessons observations is analysed in respect to 

critical question 2. 

4.7 Findings in respect to critical question 2 

This section analyses and presents data from lesson observations (see Appendix C). The 

data were analysed according to the categories stated below. Data on bullets 1 and 2 were 

also discussed in section 4.2.3. 

• teaching approaches and strategies; 

• classroom activities; 

• modes of learning used (learner-centred versus teacher centred); 

• how learners answered questions; 

• how teacher feedback was given; 

• how assessment was carried out, and; 

• use of learning materials and textbooks in lessons. 

The purpose of observing lessons was to gather data to answer the second critical 

question reiterated in table 4.3 below: 

Lessons observations and follow-up interviews served as a means of triangulation. 

I observed eight lessons, two from each language skill as indicated in the table 4.3. But I 

analysed four lessons, two from the oral skill and the other two from the writing skill. 

The observed lessons lasted between 40 minutes single periods to 80 minutes double 

periods. In this analysis I was guided by the following topics in my observation schedule 

in the following table: 
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Table 4.3: Types and number of lessons observed and research method 

Question 2: Types and 

number of lessons 

observed 

Classroom observation schedule 

How was this change 4x2 classes 

implemented in the Fonn Writing school C . lessons' objectives and contents of 

each lesson; 4 English language 2x 

classrooms? Oral school D 2x . teaching approaches, strategies and 

Reading school A class activities; 

2x modes of learning and languages 

Listening school B used, and ; 

2x guidelines given In the English 

IGCSE curriculum. 

The notes of observed lessons are in Appendix D. 

4.7.1 An analysis of a sample oral lesson 1 from Teacher Bl 

Research 

method 

Qualitative 

In teaching oral lessons, the IGCSE English Language syllabus states that the aims of the 

oral lessons are to enable the learners to demonstrate competence in a range of speech 

activities, e.g. respond to questions on topics within a defined range such as past and 

present ideas, demonstrate greater flexibility in dealing with new topic, conduct a 

sustained conversation and show a sense of audience. 

The activities that learners are expected to do include; group and pair conversations, 

discussions, presentations and debates. During tests and oral exams the learners are tested 

individually, but they may be assessed in pairs. Oral tests may also take the form of a 

dialoguebetween two people. 

Lesson topic: Learners' Presentations; Booking a flight ticket to a destination of 
your own choice 

In this lesson the objectives from the teacher's preparation book were: 
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In this activity learners were to: 

- communicate their ideas clearly 

- p~rfonn a dialogue for the class 

- make vivid descriptions of places 

- employ and control a variety of grammatical structures 

- make sustained presentations 

- respond to questions on topics within a defined range. 

Description of the lesson 

Firstly, Teacher B 1 instructed the learners to do pair conversations on making flight 

bookings, in the first activity. He read them the topic from the board and called upon 3 

pairs to present without telling them how they were to do it. They all told the clerks the 

time of their departure. The teacher corrected them that they did not have to tell the time 

since it would be included in the ticket. However, the learners were right because we all 

usually say the time when we want to travel and then we are given the time available. The 

teacher did not follow any guidelines for conducting oral lessons since they were given 

guidelines for conducting oral tests only during the workshops (Appendix D). They were 

only told about instances where orals could be done; like in debates, conversations, 

discussions and presentations. As a result, he used the assessment criteria in detennining 

the best presenters. 

The third pair demonstrated knowledge of a wide range of appropriate vocabulary. The 

teacher used the heuristic function of language whereby he found infonnation through the 

learners' presentations and conversations. Secondly, the teacher achieved the lesson 

objective of responding to questions on topics within a defined range in both activities. 

Thirdly, the introduction of the oral or communication skill in the IOCSE programme 

does improve the learners' ability to communicate in English since the learners were able 

to respond to the question and used the language freely to express their ideas. The 
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listening and speaking skills were integrated in the conversations which are situations that 

allow and encourage genuine communication. Byrne (1988) points out that learners 

should be taught how to keep the channel of communication in such situations by, for 

example, asking for repetition and clarification, signaling agreement or disagreement, 

things which were not detected in the lesson. 

Teacher's comments obtained after the oral lesson 

The teacher said his aim was to develop the learners' oral skills and that at the workshop 

they were told that most of the work should be done by the learners. "IGCSE is learner­

centred and the teacher acts as a facilitator" . He said he accomplished his objective 

partly as only 1 boy presented in activity 2. 

Even though the learners were able to express themselves freely in the target language, 

the fact that the teacher used the assessment criteria specified in the IGCSE syllabus in 

determining the best presenters due to the fact that there were no guidelines given to 

teachers for teaching this skill, is a major drawback of the curriculum. Secondly, even 

though the learners were not taught channels of communication as suggested by Byrne 

(1988), the teacher achieved his objectives and the IGCSE syllabus aims as the learners 

were flexi~le in dealing with the topics. He could detect the language aspect he had to 

remediate the second pair on, i.e. tenses. 

It might seem as if the learners were communicating in cognitively undemanding tasks, 

as there was nothing challenging from their presentations. Krashen posits that 

comprehensible input takes place when learners learn something slightly above their 

level, (i+I). But it is not the case with these presentations because an oral lesson is about 

fluency and not necessarily 'knowledge building'. 

Analysis of the lesson 

Learners' participation 
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The learners exchanged greetings. They did pair conversations on flight bookings. They 

told the clerks the time of departure and their destinations. The clerks told the participants 

the right time, size of luggage to carry (25 kg), traveling documents to take with them and 

refreshments to be obtained in the plane. The learners conducted sustained conversations 

and showed a sense of audience. In activity 2, the boy made vivid descriptions of the 

things, places and people (the monarch) he wanted to see in England, for example, the 

two prominent Manchester United players. The speaking, listening, creative and thinking 

skills were developed. 

Mode of learning used 

All presentations were in English. The third pair used a variety of a wide range of 

vocabulary. The lesson was leamer-centred and the learners communicated their ideas 

freely and clearly. 

Provision of feedback 

The teacher corrected the learners that they did not have to tell the clerks the time of their 

departure. In the second activity he commended the boy for making a good presentation. 

Unlike what he had said during the interviews, he did not let the other students assess the 

presenters. This shows that teachers sometimes do not do what they claim to do in class. 

The teacher met the assessment objective of employing a variety of grammatical 

structures with the first pair. There were no grades assigned to the learners since not all 

lessons lend themselves to the assignment of grades. 

Learning materials 

There w~re no learning materials used in this lesson. There was not even a chart with 

flight schedules. 

Teachingapproaches and strategies used in the lesson 

The strategies were: giving instructions, individual presentations, and dialogue. These 

strategies form the TBL T approach as learners were given instructions to carry out and 

presentations to make. Furthermore, the strategies also form the CLT approach since the 
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learners communicated their ideas freely through dialogue and presentations. The next 

lesson was also conducted by Teacher B 1. 

4.7.1.1: An analysis of a sample oral lesson 2 

Topic: Learners' assessment 

The teacher selected two students, a boy and a girl from a class of forty students and told 

them that they were going to do an oral test; she would test one person at a time. 

In this lesson the objective was: 

- To asses the learners' abilities to communicate clearly and accurately through 

employing a variety of grammatical structures. 

Description of the oral test 

Firstly, the teacher did not explain to the learners how an oral test is conducted, nor did 

he tell them the aspects of language he would be looking for in this particular test as 

specified in the IGCSE guidelines (Appendix C). He followed all the other steps like 

welcoming the student, wanning up where he asked him a few questions about himself 

and the career he would like to pursue in future. However, this section took five minutes 

instead of two or three minutes. The boy was given another five minutes for organizing 

himself after getting his topic on "A career in the police force" (Appendix F, p. 166). The 

teacher allowed the boy to jot down points he would discuss yet this is not pennissible 

according to the regulations. The teacher asked the learner questions and probed when 

initiating the discussion which the learner answered in full sentences. 

Teacher's comments obtained after the oral test 

When I asked the teacher at the end of the test why he graded him out of 10 instead of 30 

marks according to the regulation specified in the syllabus, he said that he was 
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concentrating on one aspect of language, which is expression of grammatical structures, 

since it was the first time for the learners to encounter this exercise. He would include the 

other language aspects the following year. The teacher showed some autonomy in how he 

handled this lesson. However, he had not explained in the beginning the language aspect 

he would be looking for. 

When I asked why he had allowed the student to jot down some points when the 

instructions did not permit it, he said it was because it was his first time to do such an 

exercise; he was just acquainting him with it. 

The teacher said he met the objective he had at the beginning of the lesson since the boy 

managed to communicate his ideas clearly and to express himself fluently and even used 

a variety of structures. This is what he had set to asses. The boy was able to converse 

with the teacher freely like when seeking help from him as to whether he would show 

him where criminals would be concentrated. However, time elapsed before the second 

student was tested. 

Analysis of the lesson 

Learner participation 

The boy c.arried out the teacher's instruction and told about himself and the career he 

would like to pursue. He answered the teacher's questions in full sentences and wrote the 

points he would use. The student was able to converse with the teacher and tell him about 

his intended career. He was able to influence the direction of the conversation. He led the 

conversation and also asked the teacher questions. The speaking, creative and thinking 

skills were developed. 

Mode of learning used 

English was used throughout the lesson by both the teacher and the learner. The learner 

dominated the discussion and the teacher had little to say. The lesson was learner-centred 

as he could think and tell about what was good for him in future. He communicated his 
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ideas in an understandable and meaningful way. The teacher met the objective of 

communicating clearly and accurately through employing a variety of grammatical 

structures. 

Provision of feedback 

The teacher assigned the learner 8 marks out of 10 for his ability to employ a variety of 

grammatical structures and expression. 

Assessment strategies 

The teacher tried to show the learner how assessment is carried out by first asking the 

learner to grade himself out of 10 marks. However, he had not told the learner the aspects 

of language he would be looking for. The teacher concentrated on one language aspect, 

that is, grammatical structures. He allowed the learner to jot down points, something that 

was against the rule. 

Learning materials 

The teacher gave the learner a card (Appendix F) with the topic to discuss, that is, "A 

career on the police force". 

Teaching approaches and strategies used in the lesson 

These were: conducting a test, asking questions, conversation. The TBLT and CLT 

approaches were detected in this lesson since the learner could communicate his ideas 

and ask the teacher questions. 

4.7.2 An analysis of an essay writing lesson 3 from Teacher C2 

The IGSCE E~glish syllabus states that the aims of essay writing are to enable learners to 

carry out simple writing tasks such as completing forms, writing postcards or short letters 

in an appropriate and accurate form of English in response to a written stimulus, identify, 

organize and present given material in a particular form, carry out longer writing tasks on 
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a wider range of topics in response to a written stimulus. The lesson was observed at 

School C taught by Teacher C2 

Lesson topic: How to cook thin porridge: the recipe genre. 

In this lesson the objectives were: 

Learners should be able to; 

- brainstorm, organize and present given points in a chronological order 

- describe how thin porridge is prepared, in a chronological order 

- observe conventions of paragraphing, grammar, punctuation and spelling. 

Description of the lesson 

It is worth noting that Teacher C2 involved his learners as a group, by discussing what 

they did at home when they were preparing thin porridge. He used the heuristic (finding 

information through questioning) function of language. He asked them questions to find 

out how thin porridge is cooked, and they in tum answered in full sentences. During the 

interviews the teacher had said he analyzed (brainstorming) topics with learners and 

taught planning, something he did. He had also said he taught the components, modes of 

essays and read them examples. But he did not do these things in this particular essay. 

I believe the lesson was well taught because the teacher did all the stages used for 

teaching writing using the process approach suggested by Glencoe (2000) (chap 2). 

However, the genre approach is criticized on grounds that it is teacher-led with formal 

recipes, as opposed to the process strategy whereby learners' creativity is enhanced and 

they are guided on how to refine their writing. Britton et al (1975) cited in Farlex 

(2003:5) put emphasis on the importance of "expressive language" whereby the learners' 

writing goal is to generate and explore new ideas and thoughts through the use of the 

process technique which has several stages. Hyland (1992) justifies the genre approach 

and argues that a teacher can provide guidance and constructive input in the classroom 

through selecting the different types of genres from a variety of sources and read them to 
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the learners as models, (as the teacher had said he did in the interviews). Positive 

feedback and discussion at each stage of the essay can be done. 

Teacher's comments obtained after the essay writing lesson 

The teacher said he met his objectives as confirmed by the work that he marked; about 

75% of the learners were able to tell how thin porridge was prepared in a sequential 

order. He said the arrangement of the points helped a lot because the learners did not 

have a tough time thinking what should follow. He said most learners punctuated their 

work properly with correct spelling. 

Even though the lesson was well taught, but the recipe genre approach used was 

cognitively undemanding for the learners because they used points that were already 

given, yet at this stage (Form 4) they were supposed to generate their own points and 

arrange them. They needed not to be guided since they were being prepared for tertiary 

education and the world of work. 

Analysis of the lesson 

Learner participation 

The learners were able to communicate their points effectively with the teacher and could 

also arrange them in their order of sequence, something which is in line with the aims of 

the IGCSE syllabus which specifies that the learners should be able to identify, organize 

and present given material in a particular form. This promoted collaborative emphasis in 

the development of writing. They described how thin porridge is prepared. They also 

observed conventions of paragraphing, grammar, punctuation and spelling. The speaking, 

re-arrangement of points and writing skills were developed. 

Mode of learning used 

English was used throughout the lesson and the learners showed competence in it. The 

lesson was practical as the learners were able to bring their daily experiences to the 
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classroom, something that motivated them greatly as they felt that what they did at school 

was not foreign. The lesson was leamer-centred as learners carried out the different tasks 

mentioned above. 

Provision of feedback 

The teacher gave verbal positive feedback for a correct response made and said 'yes'. 

Assessment strategies 

The teacher gave feedback through marking the learners' work. Hyland (1992) points out 

that teachers can suggest strategies for improvement based on the requirements of the 

texts. In this particular lesson this was not done since the learners had done very well. 

There were no learning materials used. 

Teaching approaches and strategies used in the lesson 

The teachers used: group discussion, asking questions, brainstorming. These strategies 

were used effectively. The learners were able to write the steps taken when preparing thin 

porridge. The CLT was spelt out here. The following lesson was also taught by Teacher 

C2. 

4.7.2.1 An analysis of an essay writing lesson 4 

Topic: The day I will never forget: the genre approach 

In this lesson the objectives were: 

Learners should be able to: 

- identify between narrating a story in a sequential way and using a flashback 

- write a narrative essay in a chronological order. 

Description of the lesson 

Two learners, that is, a boy told the class how his father beat him, while a girl narrated 

her experience about how her mother scolded her. Farlex (2003) argues that the genre 

approach allows learners to exploit authentic materials. The use of the anecdotes 
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motivated the learners. Their interests and awareness were captured when they saw that 

language could be used on things outside the classroom. The learners could distinguish 

between telling a story in a chronological way and by using a flashback. Moreover, they 

were provided with an insight into how to use the past tense as the anecdotes they told 

and the texts they wrote on "The day I will never forget" were in the past tense. 

Contrary to Farlex's (2003) argument that the use of authentic material in the genre 

approach is flexible enough to cater for different levels of learners, I feel that the teacher 

used a weak approach for the level of the learners since it was not their first time to do a 

narrative genre. They had already done it at Junior Secondary level. 

Furthermore, the teacher concentrated on teaching the narrative genre in both lessons 

when there are different types of genres such as expositions, reports, arguments and many 

others. These varieties have specific characteristics. For example, they have 

organizational stages such as beginning, middle and end (chap. 2). Each of them varies 

according to topic, purpose and audience, (Hyland, 1992). 

However, the written work was too short; the learners were instructed to write only two 

paragraphs yet narrative genre writing lends itself to extended writing so that the teacher 

is able to help the learners where they are weak. How are the learners expected to learn 

the target language with such short written essays? This point was also raised during 

teachers' interviews. The two paragraphs would be acceptable if perhaps the teacher was 

concentrating on only two stages like the introduction and the beginning of the body. The 

IGCSE aim of carrying out longer writing tasks was not carried out in this lesson. 

Teacher's comments obtained after the essay writing lesson 

The teacher said "Even though I have not marked the learners ' work, I can tell from the 

two learners ' story telling that I have achieved my objective since they showed familiarity 

with narrating events in a sequential order. I have no doubt that the learners will do a 

good job, since they were instructed to do a similar task ". 
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In spite of the teacher's confidence that he had achieved his objectives, the fact that 

learners are not given adequate practice in free writing is a course of concern and the fact 

that they were not the processes of writing each genre. In order to make sound future 

citizens learners should write (expository) essays of adequate lengths. Writing is very 

poorly taught and teachers were not trained how to teach it since writing was left out 

when the curriculum was revised . This method of teaching is inadequate to equip learners 

with the proper writing skill. It does not show writing as a process or as a political project 

and writing should be taught very often. Learners have to communicate their ideas 

clearly, accurately and effectively. They have to employ and control a variety of 

grammatical structures and employ various register. If the teaching methods teachers use 

do not improve the teaching of writing in the IGCSE curriculum, it means that learners 

will have a tough time in coping with the demands of tertiary education. Learning to 

write is a process that needs to be well taught using an approach that will firmly ground 

learners in writing, for example, as suggested by Glencoe, (2000) (chap.2). 

Analysis of the lesson 

Learners' participation 

Noteworthy is that the three language skills of listening, speaking and writing were 

developed. All the learners participated in the lesson. They told anecdotes and wrote a 

narrative essay in chronological order. They exploited the past tense. 

Mode of learning used 

English was used throughout the lesson and the lesson was learner-centred. 

Provision of feedback 

Feedback was given through praises as the teacher complemented the boy who made a 

positive response. 

Assessment strategies 
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There was no assessment in the form of marking done in this lesson since the teacher did 

not mark the learners' work. However, he could tell that he had achieved his objectives 

from the anecdotes the two learners told through using formative or continuous 

assessment. 

Teaching approaches and strategies used in the lesson 

The teacher used the following: asking questions, story telling, instructing learners to tell 

(formative evaluation) and write stories, explanation and giving a feedback through 

praising. These strategies are learner-centred and comprise the constructivist approach. 

Worthy of note is that the teacher attempted to use the CLT approach as both the teacher 

and learners used English language for communication. It is very uncommon for a 

teacher to use the communicative approach to teach writing. That is why writing fails and 

the alternative is to use the genre approach which Ken Hyland has adequately detailed in 

his 1992 article. The narrative or anecdote genre was also used whereby he first told the 

class how he lost his cell-phone. 

4.8 Summary of findings 

The following were findings derived from lesson observations. They respond to the 

second critical question posed in chapter 1. They show the manner in which the 

curriculum change was implemented, that is, if the teachers used the approaches designed 

for teaching the new curriculum. The approaches teachers used were determined among 

other things by; the teachers' choice, the teaching material used and the lesson taught. 

Teaching approaches in oral lessons: 

• The teachers used verbal feedback, explanation, class discussion, questions and 

answers, individual presentations, dialogue, group discussion, brainstorming and 

presentations. These reflect CLT and the TBLTL approaches advocated in the 

IGCSE curriculum. 
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Assessment of oral lessons: 

• The assessment lesson on the oral skill was well conducted since the teacher 

carried out all the steps specified in the syllabus. The teacher was able to execute 

the curriculum change. Assessment is very crucial in terms of monitoring 

learners' progress. 

Teaching approaches to teaching writing lessons: 

• Teacher C2 used the task-based language teaching approach when teaching 

writing whereby learners were able to communicate their points effectively with 

the teacher in the first lesson and could also arrange them in their order of 

sequence, something which is in line with the aims of the IGCSE syllabus which 

specify that the learners should be able to identify, organize and present given 

material in a particular form. 

• However, the recipe genre was not utilised effectively for the level of the learners. 

• Furthermore, in the second lesson the teacher used a weak (narrative I anecdote 

genre) approach for the level of the learners since they were used to narrative 

writing. 

Length of writing tasks: 

• The length of the essays was too short. The learners were instructed to write only 

two paragraphs. The learners were not given adequate practice in this skill. The 

teacher was not able to see if the learners had grasped enough vocabulary and if 

their performance was improving. This problem was also detected in the teachers' 

interviews. This implies that the learners are being deprived the opportunity of 

learning English as writing is a very important aspect in language learning. 

Assessment of writing: 

• Assessment was not carried out in the lessons that were observed. The teacher 

instructed the learners to write two paragraphs as a form of evaluating his 

teaching and then marked the learners' work. 
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4.9 Discussion of findings of the study 

This section discusses major findings in the study which are synthesized from interviews 

with teachers and classroom observations. The findings are categorised into four themes 

that have been used in presenting the data which are as follows: preparation of teachers 

for the IGCSE English curriculum; teaching approaches used in the IGCSE curriculum; 

the IGCSE curriculum and teaching of the four language skills; and learners' use of 

English in the IGCSE curriculum in the classroom and school premises 

4.9.1 Induction of teachers for the English curriculum cbange 

It transpired from the interviews with the teachers that the workshops conducted to orient 

them to the English Language curriculum innovation were not beneficial because some of 

the facilitators were ordinary teachers who were less knowledgeable than some of the 

teachers. Fullan (1992) cited in Iemjinda (2007), argues that curriculum change is about 

translating an idea into practice in the classroom and that the change in pedagogy should 

be clear to the teachers concerned. The relationship between the teacher and learners; the 

teaching and learning materials used as well as the role of the assessment procedure 

should be clear to the teachers as well. Lack of clarity inhibits curriculum change, 

(Full an, 1992). Clarity according to Fullan (1992) is established through intensive 

training workshops for the teachers. The workshops should be well planned and provide 

direction for the change. They should be conducted by skilled people in that particular 

field. According to Fullan useful exercises for the workshops could include: "videotaping 

various teachers' lessons in order to evaluate their present classroom practice and to 

provide a foundation for discussion; using a classroom observation checklist for 

feedback, and; demonstration and modelling the new teaching methods under simulated 

conditions", (in Iemjinda, 2007: 12). 
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4.9.2 Teaching approaches used in the IGCSE curriculum 

The teachers 'predominantly used the TBLTL and the CLT approaches when teaching 

some of the language skills, as they used presentations, conversations, debates, dialogues, 

questions and answers and discussions. These approaches constituted the constructivist 

learning approach. The teachers' basing their teaching on the approaches showed their 

perception of the curriculum change which advocates the use of these approaches. The 

exercises learners did were less demanding and therefore made it easier for them to pass 

the IGCSE exam than it was with GCE O-Level. 

The teachers also employed the process approach as they taught stages of essay writing. 

They even utilised the genre approach by teaching the different modes of essays as well 

as anecdotes. Notwithstanding, the genre and process approaches were not fully utilised 

as teacher C2 taught the recipe genre in the first lesson and the narrative genre in the 

second lesson observed, yet the learners had already been taught these genres at JC level. 

The teachers did not include proofreading as the final stage in the process approach 

during the interviews. 

4.9.3 The IGCSE English curriculum and teaching of the four language skills 

It seems that the IGCSE English Language curriculum does not give the learners enough 

practice on the writing skill. Essay lengths were reported to be only one page. The 

learners were instructed to write narrative essays of two paragraphs in school C and the 

teacher could not detect the learners' improvement. The reading comprehension passages 

were als() too short. Teachers taught concepts of skimming and scanning instead of 

teaching how to use them in reading comprehension. The teachers were not given 

guidelines for conducting the oral skills lessons. As a result, teachers used assessment 

methods instead of teaching the oral skill. Yet the introduction of IGCSE aims to improve 

learners' performance in this skill. It also led to poor implementation of the skill. This 

shows that the curriculum designers did not take time to prepare for the introduction of 
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this programme. It was wrong to start a new curriculum without proper preparation and 

training of teachers for the change. This is a major contributor to the fiasco. 

The IGCSE curriculum emphasizes the use of the task-based approach. The above issues 

are a real problem. It is therefore, no wonder that the University of Swaziland does not 

accept the IGCSE results at face value. Teacher training is vital because that is where 

teachers apply their content knowledge and pedagogic knowledge of their subjects. 

Listening comprehension was reported to be the most problematic language aspect of the 

IGCSE English Language curriculum in the schools when learners listened to passages 

from tapes and CDs read by the English Ll (British) speakers as they could not 

understand the accent of these people. This shows that the curriculum is Eurocentric. The 

learners also learned about unfamiliar things and places. Even worse is the fact that the 

learners in the rural schools did not have an access to listening to the English radio 

Channel and most of them did not have TV sets at their homes. The teachers emphasized 

problems only with listening over and above the other areas of language teaching, but the 

fact remains that emphasis on language teaching is global based on competence in all the 

four language skills. Therefore, the IGCSE English curriculum needs to be reviewed. 

4.9.4 Learners' use of English in the IGCSE curriculum in the classroom and school 

premises 

Learners from the rural schools did not have the opportunity to practise and the necessary 

exposure to English since they did not speak English elsewhere besides in the classrooms, 

hence they could not perform well in it. Learners need to be competent in English in 

order for them to communicate in a meaningful way. Learners in the urban areas were at 

an advantage since they were exposed to English in their homes as well and in the school 

premises and in their environments. Tsabedze (2003) argues that extensive reading has a 

massive role to play in any attempts to enhance the quality of performance of learners, be 

it in everyday usage of English language or examination. School C learners spoke 

English at the hostels while school B learners used it at their churches. IGCSE does not 
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help improve learners' performance in the country side in this regard. For this reason, the 

aims of addressing the gaps in the GCE curriculum are not achieved. 

4.10 The effectiveness of the IGCSE curriculum in terms of its intended purpose 

The introduction of the IGCSE curriculum aimed at satisfying the national needs m 

Swaziland in order to provide quality and relevant education in academic and m 

vocational careers, (Ministry of Education's Consultative Document, 2005). IGCSE 

English curriculum aimed at filling the gaps that the GCE O-Level syllabus had. One of 

the gaps was that many learners were failing English at O-Level as a result of which they 

could not access tertiary education. The aim of introducing IGCSE was to provide 

learners with a better opportunity to improve their performance in English so as access 

tertiary education (Kunene 2005). 

Another gap was that GCE O-Level focused on the literacy skills while IGCSE focuses 

on teaching the four language skills of listening, speaking, reading and writing. Still, the 

aims are not met by the IGCSE English syllabus. The analysis shows that IGCSE English 

does not provide learners with quality education since the reading comprehension texts 

and the learners' own written texts have been reduced. In spite of these skills being at the 

core of learning in any institution of higher learning and in the world of work, learners 

are not given adequate practice in them (the skills) . IGCSE English Language curriculum 

aims at developing the learners ' abilities to use English effectively for the purpose of 

practical communication. Since communication is either done by speaking and writing, 

how are the learners expected to communicate effectively through writing if they are 

deprived of such an opportunity? Surely the IGCSE syllabus does not meet the learners 

and the nation's needs. That is why most of the learner who thought they had passed were 

not accepted for study at the University of Swaziland, despite the apparently good grades 

they obtained. IGCSE gives learners adequate practice in the oral communication skill. 
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4.11 A serious gap of the IGCSE Curriculum 

The Swaziland education system caters for both academic and skills education through 

prevocational education. Because the IGCSE curriculum suits a skills-based education, it 

is biased because it does not cater for the academically-oriented learners. There are very 

limited Technical colleges and no universities of Technology in Swaziland for these 

learners that are being produced, at the same time the University of Swaziland does not 

accept learners with the C credit in the IGCSE Examination. The universities in South 

Africa also did not accept the IGCSE students in 2009. In this regard, IGCSE fails to 

offer competitive education that is accepted in academic streams such as university 

education in the wider global community. This marks a failure of the education system 

compared to the O-Level curriculum. If IGCSE does not deliver quality and relevant 

education in compliance with recognized educational value systems, why not find a better 

alternative? Even so, changing the curriculum should be strongly guided by the goals that 

the Swazi education system hopes to acquaint learners with. Change should not be 

conducted forthe sake of change, but for progressive reasons. The last education review 

was conducted in 1985 in Swaziland (National Education Review Commission). An 

educational change that is not based on researched needs of a country is set to be 

disastrous because that change is not an informed change. 

4.12 Conclusion 

This chapter has presented the findings of the study in two categories namely: the 

findings from interviews conducted with selected teachers, and; classroom observations 

with four teachers. 

The findings from both interviews with teachers and classroom observations showed that 

firstly, the teachers based their teaching on task-based language teaching and learning 

and the communicative language teaching approaches when teaching some of the 

language skills. There were no provisions made to fill the gaps created by the exclusive 
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use of these approaches in ESL contexts where the teachers were also L2 speakers of 

English. 

Secondly, it was evident in teachers' classroom practices and responses to the interviews 

that teachers were not fully inducted into the new programme as some of the facilitators 

who trained them were less informed and there were no guidelines for teaching the other 

aspects of language such as reading, vocabulary, grammar and writing since they were 

not included in the curriculum reviewing exercise. As a result, teachers reverted to error 

analysis whereby syntactic rules were taught when teaching grammar. This is the 

structural approach which is in contrast to using language in a meaningful way supported 

by the CL T and TBL TL approaches. They did not use a broadly based theory of SLA 

which encompasses models of learner-internal processing as well as the socially 

constructed dynamics of interpersonal communication (Brown 2000). 

Thirdly, it also transpired that even though the learners were passing, IGCSE failed to 

give learners quality education since learners read short comprehension passages and 

wrote essays of limited lengths. Furthermore, the tasks learners did were cognitively 

unchallenging. Listening comprehension gave learners a problem because they were not 

used to the native English language speakers' accent. 

Finally, drawing from the data analysis in this chapter and literature reviewed in chapter 

2, findings from the study provide a background upon which recommendations that seek 

to contribute to classroom practice in teaching ESL are made in the following chapter. 
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CHAPTERS 

CONCLUSIONS AND RECOMMENDATIONS 

5.1 Introduction 

This chapter presents conclusions and recommendations of the study. The results 

obtained from this study brought into perspective some insights regarding teachers' 

perceptions of the change of the curriculum from OCE O-Level to the IOCSE in the four 

high schools in Swaziland and how they implemented the change. Data collection and 

analysis were conducted in chapter 4. In this chapter I will conclude the study and give 

suggestions for further research. 

A qualitative research approach was adopted. It used interviews with teachers and 

classroom observations. I analysed data according to four themes namely; preparation of 

teachers for the IOCSE English Language curriculum, teaching approaches used in the 

English Language IOCSE curriculum, the IOCSE curriculum and teaching of the four 

language skills and learners' use of English in the IOCSE curriculum in the classroom 

and school premises. 

5.2 Induction of teachers for the IGCSE English curriculum 

The critical questions central to this study gave rise to the responses that led to the 

generation of the following conclusions: Critical Question 1 about how teachers 

experienced change was answered by reflecting on their overall attitude and acceptance 

of the new curriculum. The research findings revealed that teachers were not satisfied 

with the effectiveness of the workshops as some of the facilitators were less informed 

than some of them. According to Teacher C2, "they have no experience on these things. 

In other areas you find that they are less knowledgeable than some of us". Fullan (1992) 

argues that teachers need to be fully aware of the reasons for a curriculum change. 

Facilitators should be well informed people in order for the teachers to have faith in and 

accept them. Teachers should use clear pedagogies in order for curriculum innovation to 

be carried out successfully. 
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5.2.1 The teaching approaches used in the IGCSE curriculum 

Critical question 2 was on how the change was implemented. Key findings were as 

follows: 

The results of this research have indicated that teachers used aspects of the CLT and 

TBLTL approaches when teaching all the four language skills. So, IGCSE insists on all 

four language skills, while previously GCE O-Level emphasized on reading and writing 

only. The approaches are advocated by language education theorists such as (Richards 

and Rodgers 1986; Baker 1996; 2000; and Widdowson 1978; Nunan 1985) and found 

effective for meaningful language teaching and learning. Teachers tended to concentrate 

on the two approaches and neglected the fact that SLA is an interdependence cycle which 

makes use of an eclectic approach to language teaching. An eclectic approach to ESL 

includes both cognitive, literacy and constructivist approaches in which CLT and TBLT 

are only a part. 

The data gathered revealed that teachers did not dominate the class but learners were 

actively involved in what was happening in the classrooms through answering questions, 

presentations, conversations, debates and discussions. In this way the learners' 

performance in class in the urban schools (B and C) was found to have improved since 

these are leamer-centred approaches with constructivism learning paradigms. Curriculum 

innovation implies changes in pedagogies. The results indicate that the teachers 

understood the curriculum change and based their teaching on the prescribed approaches. 

The teachers reported that it was easier for the learners to pass the English IGCSE 

examination than it was with GCE O-Level examination system. Be that as it may, 

IGCSE provided learners with functional English and some of the language aspects were 

not included in the curriculum review exercise. 

The leamer-centred CL T and TBLTL approaches teachers used when teaching the 

communication skill (section 4.2.3.7) as opposed to teacher-centred approach are valued. 
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They promote learners' cooperation and collaborative involvement in class activities. 

Teachers can act independently, i.e. exhibit agency, and create the kind of effective 

language learning environment they would like and simultaneously adhere to the 

principles of IGCSE. The CLT and TBLT also develop key skills such as 

communication, group working and problem solving. They further increase learners' 

enjoyment of the topic at hand and enhance the desire to learn. Therefore, the teachers 

understand that utilising leamer-centred approaches is a factor that promotes L2 learning 

in the new curriculum. 

Results indicated that the teaching approaches and methods used enabled the learners to 

pass the IGCSE English Language examination. However, IGCSE is less challenging to 

learners since there are exercises like filling in forms as some of its teaching content 

which makes it very easy for learners to score full marks because the reading 

comprehensions texts used were shallow with cognitively unchallenging exercises on 

skimming that easily predispose learners to score everything correctly. The programme 

does not guarantee quality education, instead; it provides functional English which will 

not help learners when they go to the university since it does not enable them to deal with 

abstract concepts. The programme was best suitable for vocational students. 

5.2.2 The teaching of the language skills in the IGCSE English curriculum and 

especially reading and writing 

The results pointed out that as much as the teachers said IGCSE was good, it did not give 

the learners enough practice on the writing skill. 

• Writing forms the basis of any learning programme, especially in language 

learning. Essay lengths were reported to be only one page. The learners were 

instructed to write only two paragraphs in school C. The teacher was not able to 

see if the learners had grasped enough vocabulary and if their performance was 

improving. "IGCSE does not give learners quality education because it is easy to 

pass now since there is little reading and writing yet that is what learners should 

be able to do without any problem when they get to the university ", (Teacher B2). 
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• Teacher C2 declared: "Teachers use the old approaches when teaching writing 

because writing was not included in the revision of the IGCSE English 

curriculum". This means that the introduction of IOCSE fails to improve the 

learners' performance in the writing skill. The teachers revealed that this 

programme produces poor and inefficient writers as compared to the OCE 0-

Level curriculum. 

• Insufficient reading and writing are factors that affect learners' performance in the 

IOCSE English Language curriculum. This is the same thing as that experienced 

by the Tanzanian high school learners (Mgqwashu, chap.2) whose incompetence 

in English was reflected in their reading and writing at tertiary level. This was due 

to the fact that the syllabus concentrated on grammatical structures and ignored 

the ways in which language is used as a system of communication. The reading 

and writing skills problem are a main finding for the study. The teachers 

understand this problem to be a factor that hinders learners from obtaining quality 

education in the IOCSE curriculum. 

• Although the oral skill was reported to improve learners' performance in the 

IGCSE English Language curriculum, teachers were not given guidelines during 

workshops on how to teach this skill successfully. That effectively retards 

progress. 

• Listening comprehension was reported to be the most problematic language 

aspect in the schools when learners listened to passages from tapes and CD's read 

by the English L 1 speakers. The learners could not understand the accent of these 

people. Some of the teachers had the same problem. This problem made the 

learners develop negative attitudes towards listening as the learners in school D 

were reported to have said that they hated the radio then. The teachers were not 

adequately trained for teaching this language aspect during workshops. They 

perceived this language component as the most challenging for both the learners 

and the. teachers in the IOCSE English Language curriculum change. D 1 Teacher 

even said, " .. . it is still a challenge as to how can I teach listening comprehension 

successfully and effectively". 
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• The IGCSE English produced poor readers and writers, learners who are skills­

oriented. The Swazi nation's perception is that they need academic-oriented 

people who will advance their education in universities - something which 

IGCSE seems not to provide. Moreover, Swaziland has very few Technical 

colleges for the IGCSE product. A higher certificate than IGCSE is needed a 

certificate that will be internationally recognised. Since the university cannot take 

these learners, then what becomes of them? The teachers perceived that the 

IGCSE curriculum change provides cheap and irrelevant education concerning 

this issue. 

5.2.3 Learners' use of English in the IGCSE curriculum in the classroom and school 

premises 

There was lack of congruence between the cognitively undemanding IGCSE English 

Language syllabus and the language policy of using English as Mol. My findings 

revealed that the learners from the rural schools did not speak English outside the 

classrooms at the schools. But this was not different from when the GCE O-Level was in 

place. If the learners did not practise the language they could not perform well in it. The 

IGCSE English Language curriculum requires learners to attain high levels of proficiency 

in English to enable them use it as a medium of instruction; but insufficient exposure to 

English creates difficulties for them. This is especially true for the rural learners whose 

exposure is only limited to the classroom. However, the same thing happened during the 

time when GCE was in place. Urban area learners were at an advantage since they were 

exposed to English in their homes as well. School C learners spoke it at the hostels and 

churches while school B learners used it at their churches. This put them at an advantage 

since language is learned through practice. For that reason, I conclude just like Swan 

cited in Baker (2002), that practice makes perfect. That is, learners will be fluent and 

competent in the language through regular practice. 
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5.3 Recommendations 

On the basis of the findings five recommendations are forwarded: 

Firstly, since teachers were inadequately prepared for teaching the IGCSE English 

Language curriculum as they were only given guidance for conducting assessment in the 

oral skill, it is recommended that in-service workshops be conducted by inspectorate 

from the MoE and also by personnel who are well versed with the teaching of English 

Language to equip teachers with relevant approaches to teaching this skill. An 

appropriate English Language curriculum should be designed to close the gap identified 

in the study resulting from the new IGCSE English curriculum. 

Secondly, the reading and writing skills were not sufficiently taught in the newly 

introduced IGCSE English Language curriculum and therefore teachers resorted to the 

old (structural) approach when teaching these skills. I therefore recommend that the 

syllabus be further revised in order to include teaching reading and writing language in 

detail as well as equipping teachers with effective teaching approaches suitable for ESL 

learners such as the Genre approach. Teachers should be taught effective strategies for 

teaching reading comprehension and those for teaching essay writing suggested as 

discussed in chapter 4. Furthermore, it is recommended that the length of reading 

passages and that of essays be increased when revising the curriculum. 

Thirdly, from the stance that the learners could not understand the English native 

speakers' accent which was predominantly used in the Final Examination, I recommend 

that the MoE should assist teachers with additional resources and multimedia for teaching 

listening; these should include CDs and listening to radio and talk shows of people who 

speak English well. The teachers should find recorded talk shows of prominent local TV 

personalities, and obtain them from Swazi TV and SABC since viewers in Swaziland 

have access to other networks from South Africa, Botswana, UK and USA and many 

others. 
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Fourthly, I recommend that inspectors from the MoE visit the schools to find their 

problems · and help rectify them. The inspectors should ensure that the schools have 

functioning libraries by supplying the schools with a variety of reading materials. 

Reading campaigns should be instituted and every learner should be required to read and 

report on what they read formally at school in intervals decided by every school's English 

department. Monitoring of reading should be implemented at both the school level and by 

the inspectorate. Reading and writing across the curriculum should be made a concern for 

all teachers and not just English Language teachers. 

Fifthly, it is recommended that the curriculum should be revised immediately because the 

University of Swaziland no longer accepts learners with the credit C since it is a weak 

pass in IGCSE and it comes in the fourth order. I recommend that the learners be given a 

chance to choose between IGCSE and HIGSE (chap. 4) curricula based on whether they 

want to pursue vocational or academic careers. 

5.4 Further research 

On the basis of the findings of the current study and the literature review for the study, I 

recommend that further research on curriculum change especially in the new IGCSE 

English Language curriculum be extended to the schools in the other regions of 

Swaziland. I suggest that such research could use both qualitative and quantitative 

designs and also include focus-group interviews with learners. Aspects that need 

investigation could be: 

• Factors affecting the learning of English In high schools using the IGCSE 

curriculum. 

• Suitability and appropriateness of learning materials and resources used in the 

English IGSCE curriculum. 

The recommended research should be conducted before localization of the SGCSE 

planned for 2011. 
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5.5 Concluding remarks 

The Swaziland MoE needs to make an informed decision about curricular reform. On the 

basis of findings of this study, I strongly feel that the MoE is not ready to localize the 

examinations as planned in the Education Policy documents that by 2011 the SGCSE will 

be in operation, unless the Ministry rectifies the problems raised in this study. It is crucial 

that whenever a curriculum is introduced or reviewed all stake holders are involved and 

that people's views are taken into consideration. Pilot testing the curriculum to assure its 

credibility and competitiveness is of utmost importance. Learning from the other SADC 

countries which were already using IGCSE curriculum before Swaziland such as 

Botswana and Namibia's loopholes in order to avoid them would have been a necessary 

process in order to minimize the problems within the present Swazi IGCSE curriculum. 
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APPENDICES 

APPENDIX A 

TEACHERS' INTERVIEW 

AIM: To explore the teachers' understandings of the change of the English 

curriculum from GCE to IGCSE curriculum and their implementation of the 

change. 

Teacher's code name: .............. ........ .. 

Little speech 
Thank you for your time. I am Mrs. Mvubu from Nazarene Teachers' College. I am doing 
a research study which focuses on curriculum change in English language teaching and 
learning at high schools. I would like to ask you some questions on the approaches you 
use and your experience of teaching English in schools, and I would also ask to have the 
opportunity to observe your classes in practice, i.e. while you teach for a couple of days. 
Please do not feel offended. Whatever you say or give will be treated with confidentiality. 
The results will be useful in the development of the curricula and appropriate teaching 
strategies for English learners. I will let you hear about the findings. You are free to use 
any of the two official languages. You are also free to withdraw from participating if you 
feel like: 

Your teaching experience 

1. a) For how long have you taught English and which classes have you taught? 
b) What other subjects do you teach? 

Your practices ofteaching of English 

2. a) Have you attended workshops on the teaching of the new IGCSE syllabus? If so, 
how many times? 

b) Do the workshops improve your understanding of the I GCSE syllabus? If so, 
how do they improve it? 

3. How do you see teaching English using the IGCSE curriculum as compared to the 
years when you used the GCE syllabus? 

4. a) What are the teaching approaches you use for teaching the following language 
aspects and what activities do you let the learners do? 

a) vocabulary 
b) listening comprehension 
c) grammar 
d) reading comprehension 
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e) summary writing 
f) composition writing 
g) communication skills 

5. Do you think the approaches you use and those prescribed by the IGCSE syllabus 
can enable the learners to succeed in the English exam? Please explain your 
answer. 

6. What language(s) do the students use informally in the school premises? 
7. What is your opinion of the Ministry of Education's (MoE) language policy in 

education, i.e. languages of instruction? 

Thank you for your time! 
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INTERVIEW TRANSCRIPT FOR TEACHER C2 

Time: 0900 - 0940 hrs 

Interviewer: Good morning Sir. 

Interviewee: Morning Madam. 

Interviewer: I am glad to meet you. 

Interviewee: I am happy too. 

Interviewer: I am Mrs. Mvubu from Nazarene Teachers' College. I am doing a research 

study which focuses on curriculum change in English language teaching and learning at 

high schools. I would like to ask you some questions on your experience of teaching 

English using the IGCSE curriculum as well as using the GCE syllabus in schools, and I 

would also ask to have the opportunity to observe your classes while you teach for a 

couple of days. Please do not feel offended. Whatever you say or give will be treated with 

confidentiality. The results will be useful in the development of the curricula and 

appropriate teaching strategies for English learners. I will let you hear about the findings. 

You are free to use any of the two official languages. You are also free to withdraw from 

participating if you feel like . . . Okay, then, the first question is; For how long have you 

taught English and which classes have you taught? 

Interviewee: Well, a ... amm . . . I have 9 years teaching experience in both secondary and 

high school levels. 

Interviewer: Okay, what other subjects do you teach? 

Interviewee: Well, I teach English only. 

Interviewer: By the way, you are using a new syllabus now. 

Interviewee: Yes, it is IGCSE. 

Interviewer: Have you attended workshops on the teaching of the new IGCSE syllabus? 

Interviewee: Yes I have. 

Interviewer: How many times? 

Interview.ee: A .. . amm . .. about three times. 

Interviewer: Do the workshops improve your understanding of the IGCSE syllabus? 
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Interviewee: I can say ... well.. .yes, but not too much, they don't tend to be effective 

enough because those trainers are just teachers like us. They have no experience on these 

things. In other areas you find that they are less knowledgeable than some of us. 

Interviewer: How do you see teaching English using the IGCSE curriculum as compared 

to the years when you used the GCE syllabus? 

Interviewee: IGCSE is less challenging on the learners' part than the GCE curriculum 

was. The comprehensions they read are shallow; with some exercises it's easy to score 

everything because it is skimming. There is also form filling, a cheap exercise that easily 

boosts the learners who end up with higher scores. The change is on quantity. The 

compositions are too short. GCE was challenging and the learners received quality 

education. Learners read comprehension passages of adequate lengths. 

Interviewer: The next question is; what are the teaching approaches you use for teaching 

the following language aspects and what activities do you let the learners do? The first 

one is vocabulary. 

Interviewee: I teach the areas where learners have problems. I incorporate it in reading 

comprehension and teach the words in context. 

Interviewer: What about when teaching listening comprehension. 

Interviewee: Ehmm ... I prepare the learners to listen as I read passages after giving them 

tips on how to take notes while listening. I read the passages twice while the learners 

listen and jot notes. The learners also look at the questions from handouts or books during 

the reading session. They get the meaning in context. Sometimes the learners listen to 

audio-tapes or compatible discs (CDs) provided in Peter Lucantoni's text. They answer 

the questions in their exercise books after the second reading. I also bring recordings 

from CD's and tapes to class for the learners to listen to and answer questions on. 

Interviewer: What approaches do you use when teaching grammar? 

Interviewee: I give learners work to do, identify their errors and then address them. 

Interviewer: What about when teaching reading comprehension? 

Interviewee: I teach skimming and scanning and emphasize the answering skill, that is, 

the 'wh-' questions. 

Interviewer: What approaches do you use when teaching summary writing and what do 

you let the learners do? 
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Interviewee: I start from paragraph to sentence level and to the actual task. I teach 

paragraph summary to sentence summary and emphasize on retaining the meaning. 

Interviewer: What about when teaching composition writing? 

Interviewee: Well, I explain my expectations on essay writing and I analyse the topics 

with the learners. I also teach the learners the different modes of essays and read them 

examples. I make them practise in stages planning and writing the introduction, body, 

conclusion, topic sentences and cohesion before I let them write the essays of about a 

page in length or 200 words. 

Interviewer: Now this is the last language aspect, communication skills, how do you 

teach it? 

Interviewee: I employ activities like debates and presentations on different topics. I give 

the learners guidelines of what is expected of them. I expose them to videos to view how 

it is carried out. I also give them marking guides to assess the learners in the videos. Then 

I give them exercises from past exam papers like conversations to do. 

Interviewer: Do you think the approaches you use and those prescribed by the IOCSE 

syllabus can enable the learners to succeed in the English exam? Please explain your 

answer. 

Interviewee: Yes, they are relevant to the programme because they require the learners 

to work hand in hand with the teacher. The approaches give the teacher and learners 

equal roles. 

Interviewer: What language(s) do the students use informally In the school 

premises? 

Intervie,vee: They use English because they will be assessed in it, so they have to 

practise it. 

Interviewer: What is your opinion of the Ministry of Education's (MoE) language 

policy in education, i.e. languages of instruction? 

Interviewee: I feel that both languages should be used equally at school because learners 

end up having negative attitudes towards English by being forced to speak it. 

Interviewer: Thank you very much for your time! 
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APPENDIXB 

OBSERVATION SCHDULE 

AIM: To explore the approaches teachers use and if they used the approaches prescribed 
in the IGCSE English curriculum. To identify how they used the approaches. 

1. What were learning outcomes? 

2. How the content is delivered. For instance, through lecturing, demonstration, 

brainstorming, reading texts, asking questions, miming, explanation and instructing 

learners to discuss something (methods) and they constitute the CLT and TBLT teaching 

approaches. 

3. Lesson activities and aspects of language developed. For example, reading, speaking, 

listening, writing, grammar, and vocabulary and so on, skills enhancing the approaches or 

language focus 

4. Language(s) predominantly used in lessons, that is, English only, code-switching of 

English and siSwati and the learners' level of fluency in English. 

5. Modes of learning used by the teacher, that is, teacher centred or leamer-centred, 

(traditional or constructivist respectively) . 

6. Learners' participation in lessons. For example, individually, III a chorus, III full 

sentences, yes or no, and so on (learner response technique). 

7. How feedback was given and how it was used to improve learning. For instance, the 

teacher might praise or let the class applaud a student for a positive response made 

verbally. The teacher might ask the student to try again or he / she might simply rephrase 

an incorrect answer. If written errors were corrected in writing or verbally. (Teaching 

approach to determine learners' motivation). 

8. If all the learners had the learning materials or textbooks used and what the learners 

did from the textbooks. 

9. How other resources other than the textbooks were utilized in the lesson. 

10. What did the teachers do to assess learners? 
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APPENDIXC 

LESSONS FIELD NOTES FOR TEACHERS D2, B1, C2 AND TEACHER A 

1. Oral lesson notes for B1 Teacher 

In teaching oral lessons, the IGCSE English syllabus states that the aims of the oral 

lessons are to enable the learners demonstrate competence in a range of speech activities, 

e.g. respond to questions on topics within a defined range such as past and present ideas, 

demonstrate greater flexibility in dealing with new topic, conduct a sustained 

conversation and show a sense of audience. 

The activities that learners are expected to do include; group and pair conversations, 

discussions, presentations and debates. During tests and oral exams the learners are tested 

individually, but they may be assessed in pairs. Oral tests may also take the form of a 

dialogue between two people. The observed oral lesson was conducted at School B with 

Teacher Bl 

4.7.1 Lesson observation notes 1: Oral lesson 1 

Time: 40 minutes 

Lesson topic: Learners' Presentations: Booking flight tickets to a destination of your 
own choice 

Objectives of the lesson: In this activity learners were to: 

. - communicate their ideas clearly 

- perform a dialogue for the class 

- make vivid descriptions of places 

- employ and control a variety of grammatical structures 

- make sustained presentations 

- respond to questions on topics within a defined range. 

(These objectives were taken from the teacher 's lesson preparation book). 

Presentation 
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Step 1. The teacher told the learners that they were going to engage in conversations with 

their partners. After that they would do individual presentations on the work they had 

written on 'descriptive writing' . Then she read them the instruction. 

Learners' activity 1 

Step 2. Instruction: You go to a travel agent office in your country to get your flight 

ticket. With your partner prepare a dialogue and perform it for the class. One of you 

should take the role of the clerk in the booking office. 

Step 3. There were three presentations made. The assessment criteria for presentations 

were; clear articulation and using a variety of correct grammatical structures; a sustained 

conversation and showing a sense of audience. The first pair made a good presentation 

because they spoke clearly and employed a variety of grammatical structures. There were 

only 2 grammatical mistakes made. 

The second pair made quite a number of grammatical mistakes like tenses. The last pair 

made the best presentation. They communicated their ideas clearly with no grammatical 

mistakes. They demonstrated knowledge of a wide range of appropriate vocabulary. In all 

the conversations the learners told the clerks the time when they wanted to set off, like 

when boarding a bus. The teacher corrected them that they did not have to tell the time 

since it would be included in the ticket. They only had to say the date for their departure. 

However, the learners were right because we all usually say the time when we want to 

travel and we are given the time available. 

Learners' activity 2 

Step 4. Instruction: The Ministry of Tourism ran a writing competition on describing the 

most ideal place to visit during holidays. The prize was a holiday at a destination of your 

choice. Choose a place and give reasons why you want to go there. 

Presentation 
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Step 5. A boy made a presentation. He said his dream place was England. He wanted to 

see the monarch and compare it to the Swazi monarch. He also wanted to see his 

favourite team, Manchester United and its two prominent players. He made historical 

descriptions of places. The presentation was so good that the learners applauded him 

without the teacher's instruction to do so. The teacher praised him. He told the class that 

they had to give authentic information when presenting. 

4.7.1.1 Lesson observation notes 2: Oral lesson 2 (Assessment) 

School B 
Form 4 
Time: 40 minutes 

The teacher selected two students, a boy and a girl from a class of forty students and told 

them that they were going to do an oral test; she would test one person at a time. 

Objective: To asses the leamer's ability to communicate clearly and accurately through 

employing a variety of grammatical structures. 

Presentation 

The boy came and the teacher bid him good morning. He told the boy that he and the 

visitor (the researcher) would like to hear what he would like to say about a topic the 

teacher would give him. But before giving him the topic he first asked him to tell briefly 

about himself. 

Then he asked the boy what he wanted to be when he left school. He said he would like 

to be a politician because he wanted to solve the country's and his society's problems. 

The teacher asked him if he was given a chance to change the career, what else he would 

like to be. He said a tourist since he liked nature. The teacher then gave him a card (with 

questions) he thought was suitable for him since he did not get a definite card (Appendix 

F) that related to his career. The topic was "A career in the police force". 
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The boy said he had no problem being a policeman. He was given 5 minutes to organize 

himself. He jotted points he would talk about. 

Learner '3 activity 

Instruction: Would you become a police officer? Discuss this with the teacher, exploring 

reasons why you mayor may not be interested in such a career. 

He gave reasons why he liked the job. He said the job needs faithfulness for one to get 

promotion. The teacher asked him about dangers a police officer may face. He said a 

policeman might be attacked by robbers. Being a policeman needs one to be physically 

fit. One has to exercise patience and he should not simply resign from the force. The 

student then asked for assistance from the teacher to tell him whether he was fit or not for 

the job. The teacher told him to think if he liked the job. He further asked if the teacher 

would help show him where criminals were concentrated, of which the teacher agreed. 

The teacher asked him if being a policeman could change him for the better or for the 

worse. H~ said a person could not change him. He could not be deceived. He could not 

tolerate being misled. 

The teacher asked the score he would grade himself out of 10 if he were the teacher. He 

said the score was between 5 and 6 marks. The teacher told him that he did a 

commendable job. He had used good structures. He had a good command of the 

language. The score was more than 6 marks, it was 8. The bell rang before the second 

student was tested. 

2.1 Guidelines on conducting oral tests (from the IGCSE syllabus 2008:148) 

The oral test is conducted when the learners know what is expected of them. This means 
that the teachers explain to the students in advance how it is conducted and all the aspects 
of language that are looked for or tested. 
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When conducting this exercise, the teacher welcomes the learner and explains briefly 
what is going to happen in the course of the test. As a warm-up activity, the teacher 
conducts a general conversation by asking the learner a few questions about himself or 
herself, the school and so on, to give the learner time to get used to the situation, and also 
to put the student to his or her ease. According to the rules and regulations, this section is 
expected to take 2-3 minutes. 

The teacher then gives an assessment card to the learner. This is a booklet with a number 
of topics for discussion between the teacher and the learner, together with suggestions for 
the development of the conversation. The teacher selects the card he I she feels is relevant 
to the learner's career judging from the conversation in the warm-up section. 

Any necessary explanation is given at this point. The learner is given time (approximately 
2-3 minutes) to read the assessment card and to prepare a response, but there should be 
no written notes. The learner is permitted to ask questions at this point. 

Either the teacher or the learner may start the conversation. The teacher can ask questions 
and also make probes to guide the direction of the conversation. This section is expected 
to take 6-9 minutes and the test should be conducted in English throughout. 

The learners are assessed on their ability to : 

• employ and control a variety of grammatical structures - awarded 10 marks; 
• demonstrate knowledge of a range of appropriate vocabulary - 10 marks; 
• convey information and express opinions fluently and effectively - 10 marks. 

Total = 30 marks. 
The total duration of the oral test should be approximately 10- 15 minutes. 

3. Personal observation notes on essay writing from Teacher C2 

The IGSCE English states that the aims of essay writing are to enable learners to carry 

out simple writing tasks such as completing forms, writing postcards or short letters in an 

appropriate and accurate form of English in response to a written stimulus, identify, 

organize and present given material in a particular form, carry out longer writing tasks on 

a wider range of topics in response to a written stimulus. The lesson was observed at 

School C taught by Teacher C2 

4.7.2 Lesson Observation 3: Essay writing 

Class: Form 4 
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Lesson topic: How to cook thin porridge: The recipe genre 

Introduction 

The teacher wrote and underlined the title on the chalkboard and asked the learners if 

they had cooked thin porridge, the whole class chorused to have had. 

Objectives: Learners should be able to; 

- brainstorm, organize and present given points in a chronological order 

- describe how thin porridge is prepared, in a chronological order 

- observe conventions of paragraphing, grammar, punctuation and spelling. 

Presentation 

Step 1. The learners were asked what they did when preparing thin porridge. The teacher 

wrote their points on the board in the order they were given by the students. After 

exhausting the points, the teacher asked the learners to rearrange them in the order in 

which thin porridge is prepared. The teacher said 'yaa' for a correct response made. 

These points were written on the other side of the board and the learners were instructed 

to copy them into the back of their class work exercise books. 

Learners' activity 

Step 2. The learners were instructed to write two paragraphs using the points, describing 

how thin porridge is cooked, after writing the title. The teacher went around helping and 

marking the learners' work. 

Description and analysis of lesson 
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1. The teacher involved his learners as a group, by discussing what they did at home 

when they were preparing thin porridge. He used the heuristic (finding information 

through questioning) function of language. He asked them questions to find out how thin 

porridge is cooked, and they in tum answered in full sentences. English was used 

throughout the, lesson and the learners showed competence in it. The lesson was practical 

as the lea.rners were able to bring their daily experiences to the classroom, something that 

motivated them greatly as they felt that what they did at school was not foreign. The 

lesson was leamer-centred. The speaking, re-arrangement of points and writing skills 

were developed. During the interviews the teacher had said he analyzed (brainstorming) 

topics with learners and taught planning, something he did. He had also said he taught the 

components, modes of essays and read them examples. But he did not do these things in 

this particular essay. The teacher said 'yes for a correct response. 

2. In my view the lesson was well taught because the teacher did all the stages used for 

teaching essay writing suggested by Glencoe (2000) (cf. section 4.2.4). The learners 

were able to communicate their points effectively with the teacher and could also arrange 

them in their order of sequence, something which is in line with the aims of the IGCSE 

syllabus which specifies that the learners should be able to identify, organize and present 

given material in a particular form. The CL Twas spelt out here. However, the length was 

too short. The learners were instructed to write only two paragraphs because a recipe 

genre does not lend itself to extended writing. 

Teaching strategies: group discussion, asking questions, brainstorming. 

4.7.2.1 Lesson observation 4: Essay writing 4 
School C 
Topic: The day I will never forget: the genre approach 
Time: 80 minutes 

Introduction 

The teacher wrote the title of the essay on the board. He then told a story to the class 

about how he lost his cell phone three weeks ago. Then he asked three volunteers from 
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the class to relate their own stories, but only two learners, a boy and a girl, volunteered. 

The boy told the class how his father mercilessly beat him after the cattle he was looking 

after had destroyed a neighbour's maize field. The girl narrated to the class how her 

mother scolded her for her carelessness. She had left a beef stew on the stove and went to 

play and forgot to check the pot. 

Objectives: Learners should be able to: 

- identify between narrating a story in a sequential way and using a flashback 

- write a narrative essay in a chronological order. 

Presentation 

The teacher asked the class what the two students had been doing, and there was no 

response. The teacher asked and said in siSwati 'aniva yini?' meaning 'do you not 

understand? ' One learner said' they were telling us stories '. This response was written on 

the board and the word 'telling' was underlined. Then the teacher informed the class that 

they would learn about how to write a narrative essay, and this was written on the board. 

The teacher asked the class what the word 'narrate' meant. A few hands were raised and 

the teacher called upon a learner to give the answer, to which he answered that 'I think it 

means to tell a story '. The teacher praised the boy and informed the class that there were 

two ways of narrating a story; 

a) by relating the events in the order of happening (sequential order) and, 

b) by beginning with the events that happened at the end (reverse order or flash 

back). 

The learners were asked to state the order in which the three stories were narrated. The 

learners were able to tell that the teacher's story was in the reverse order, and that the 

learners' stories were chronological. 

Class activity 

The learners were then asked to write two paragraphs narrating their own stories in the 

chronological order and to entitle their work: "The day I will never forget". The time 
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elapsed before the learners were through with their work. As a result, they were asked to 

finish it as homework to be submitted the following morning. 
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APPENDIXD 

CONSENT LETTERS 

University of 
KWAZULU-NATAL 

School of Languages, Literacies and Media 
Faculty of Education, Edgewood Campus 

Dear Respondent 

LETTER OF INFORMED CONSENT 

02 July 2008 

I am a student in the above school at the University of KwaZulu-Natal doing research on 
the learning of English language at high schools in the country for a Masters Degree. The 
purpose of the research is to investigate curriculum change from GCE to IGCSE with 
regard to English language teaching at high schools. The subject emanated from the fact 
that a number of learners in the country do not get an opportunity to go to the University 
due to the failure to credit English language. 

I have purposively selected you as a potential respondent for the voluntary study that I 
am conducting. I would like to interview you on your approaches and experiences of 
teaching English in high schools. I would also like to have an opportunity to observe you 
teach in the classroom. Also, I would like to examine the instructional materials that you 
use. This exercise will take approximately seven weeks and I will make about four to five 
visits. I hope that my research findings will prove useful in the development of the 
curricula and appropriate teaching approaches for learners of English at schools in 
Swaziland. An audio tape will be used and the results will be available before the end of 
the year. 

I would appreciate your participation and your permission to use your responses for 
official research purposes. Any information or personal details gathered in the course of 
this research about you and the learners are confidential and that neither yours or the 
learners' names, nor any other identifying information will be used or published. You are 
free to ask me questions about this project. You are also free to withdraw your 
participation any time you feel like doing so. If you have any complaints or concerns 
about this research you can contact the Regional Education Officer (REO) at 5052248 / 9. 

If you are willing to participate, please sign the accompanying respondent statement that 
gives me permission to use your responses. After that we will embark on the interview 
exerCIse. 
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E. S. Mvubu 
Respondent code Name: . . .. . .... . . . 
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University of 
KWAZULU-NATAL 

Letter of informed consent to be signed by all participants 

Research Proj ect 

Factors affecting the learning of English Language at high schools in Swaziland. 

Researcher: Ms. E. S. Mvubu ; 7608960 
Supervisor: Dr. T. Mbatha 

School of Languages, Literacies and Media 
Faculty of Education, Edgewood Campus 

I (full names of participant) 
hereby confirm that I understand the contents of this document and the nature of the 
research project, and I freely consent to participating in the research project. I also 
consent that she interviews me and that she observes me teach in class. I understand that I 
am free to withdraw my participation in the research at any time, should I so desire. 

I hereby give permission that my responses may be used in the above mentioned research 
project, provided none of my personal details will be made public in the published 
research report. 

Signature: ............................................... . Date ....................... . 
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University of 
KW AZULU-NATAL 

Researcher: Ms. E. S. Mvubu: 76089650 
Supervisor: Dr. T. Mbatha 

School of Languages, Literacies and Media 
Faculty of Education, Edgewood Campus 

Dear Sir / Madam 

02 July 2008 

Letter for Seeking Permission to Conduct a Research Project in the School 

I am a student in the above school at the University of KwaZulu-Natal doing research on 
the learning of English language at high schools in the country for a Masters Degree. The 
purpose of the research is to investigate the curriculum change from GCE to IGCSE in 
English language at high schools and the approaches used by teachers in teaching 
English. The subject emanated from the fact that a number of learners in the country do 
not get an opportunity to go to the University due to the failure to credit English 
language. 

I would like to interview teachers on their approaches and experiences of teaching 
English in high schools and also to observe them teaching in class. I would also like to 
have an opportunity to interview the learners. Also, I would like to examine the 
instructional materials that the teachers use. This exercise will take approximately seven 
weeks and I will make about four to five visits. I would therefore be very grateful if you 
would allow me to do so at your school. 

I hope that my research findings will prove useful in the development of the curricula and 
appropriate teaching approaches for learners of English at schools in Swaziland. 

Yours faithfully 

E. S. Mvubu 
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To Whom It May Concern 
University of KwaZulu-Natal 
Private Bag X03 
Ashwood 
3605 
South Africa 

Dear Sir / Madam 

Re: Permission to Conduct the Research Project. 

02 July 2008. 

This letter serves to confinn that Ms E. Mvubu has been granted pennission to conduct 
her research in our school ...... .. ......... (name of school) which is focusing on 
curriculum change from GCE O-Level to the IGCSE curriculum with regard to English 
language teaching at high schools. 

She has also been pennitted to interview some teachers on their approaches and practices 
of teaching English language. We have been assured that all infonnation given will be 
treated with the strictest confidentiality. 

We hope that her research findings will be useful in the development of the curricula and 
appropriate teaching strategies for learners of English at schools in Swaziland. 

Yours faithfully 

Signature 
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TO WHOM IT MAY CONCERN 

University of KwaZulu-Natal 
Private Bag X03 
Ashwood 
3605 
South Africa 

Dear Sir/Madam 

Regional Education Office 
P. O. Box 190 
Manzini 

05 June 2008 

RE: PERMISSION TO CONDUCT RESEARCH IN MANZINI SCHOOLS. 

I hereby write to confirm that Mrs. E. Mvubu has been granted permission to undertake a 
research in about four of the high schools of the Manzini Region. 

I hope that the research findings will be useful in improving the education system in the 
country. 

Thanking you in advance for your co-operation in this regard. 

Yours faithfully 

For REO. 
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APPENDIXE 

IGCSE SYLLABUS 

ENGLISH AS A SECOND LANGUAGE 0510 
IGCSE 

FOR EXAMINATION IN 2008 

IMPORT ANT NOTICE 

University of Cambridge International Examinations (CIE) in the UK and USA 

University of Cambridge International Examinations accepts entries in the UK and USA 
only from students registered on courses on CIE registered centres. 

UK and USA private candidates are not eligible to enter CIE examinations unless they 
are repatriating from outside the UK / USA and are part way through a course leading to 
a CIE examination. In that case a letter of support from the Principal of the school which 
they had attended is required. Other UK / USA private candidates should not embark on 
courses leading to a CIE examination. 

This regulation applies only to entry by private candidates in the UK / USA. Entry by 
private candidates through Centres in the other countries is not affected. 

Further details are available from Customer Services at University Of Cambridge 
International Examinations. 

Exclusions 

This syllabus must not be offered in the same session with the following syllabus: 
0500 First Language English 

You can find syllabuses and information about CIE teacher training events on the 
CIE Website (www.cie.org.uk). 
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I INTRODUCTION 
International General Certificate of Secondary Education (IGCSE) syllabuses are designed as two year 
courses for examination at age 16-plus. 

All IGCSEsyllabuses follow a general pattern. The main sections are: 

• Aims 
• Assessment Objectives 
• Assessment 
• Curriculum Content. 

The IGCSE subjects have been categorized into groups, subjects within each group having similar 
Aims and assessment Objectives. 

English as a Second Language (E2L) falls into Group I , languages, of the international Certificate of 
Education (ICE) subjects together with First Languages, other foreign languages, and Latin. 

It is presumed that most candidates for English as a Second Language will have a primarily 
instrumental motivation - that is they will be studying the language in order to promote their education 
or employment prospects . The rationale for English as a second language is based on the widespread 
use of English as a medium of instruction and as the language of commerce or entertainment. The 
subject matter of the Examination material will reflect this international perspective. However, it will 
strive to be 'culture-fair' rather than 'culture- free ' and will use authentic or 'semi-authentic ' material 
from a range of sources. 

Candidates will be expected to understand a wider range of social registers and styles than they can 
produce and to communicate appropriately. 

The topics selected will relate to the interests and needs of the candidates in using English as a Second 
Language, e.g., education, the world of work, current affairs, health and welfare, travel, school affairs. 

The kinds of settings to be used will be the ones that candidates are likely to encounter, e.g. in dealings 
with official and semi-official bodies, in studying for academic or occupational purposes, in places of 
work of in using public services. 

II AIMS 

The syllabus assesses students' ability to use English as a medium of practical communication, and is 
aimed at students for whom English is not a first language/mother tongue but for whom it is a lingua 
franca or language of study. 

The aims set out below describe the general educational purposes of a course in English as a Second 
Language IGCSE examination, and are the same for all students. They are not listed in order of 
priority. 

The aims are to: 
I. develop the ability to use English effectively for the purpose of practical communication 

2. form a sound base for the skills required for further study or employment using English as the 
medium 

3. develop an awareness of the nature of language and language-learning ski lls, along with skills 
of a more general application 

4. promote students' personal development. 
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III ASSESSMENT OBJECTIVES 

This syllabus assesses the receptive skills of Reading and Listening, and the productive skills of 
Writing and speaking. 

Assessment Objectives (AOs) have been grouped under skill headings, but it is recognized that these 
are interrelated. 

READING 

Candidates will be assessed on their ability to: 

RI understand and respond to information presented in a variety of forms 
R2 select and organize material relevant to specific purposes 
R3 recognize, understand and distinguish between facts, ideas and opinions 
R4 infer information from texts (Extended Tier only) 

WRITING 

Candidates will be assessed on their ability to: 

WI communicate clearly, accurately and appropriately 
W2 convey information and express opinions effectively 
W3 employ and control a variety of grammatical structures 
W4 demonstrate knowledge and understating of a range of appropriate vocabulary 
W5 observe conventions of paragraphing, punctuation and spelling 
W6 employ appropriate register/style 

LISTENING 

Candidates will be assessed on clearly on their ability to: 
Ll understand and respond to information presented in a variety of forms 
L2 recognize, understand and distinguish between facts , ideas and opinions 
L3 select and organize material relevant to specific purposes 
L4 infer information from texts (Extended tier only) 

SPEAKING 

Candidates will be assessed on their ability to: 

S I communicate clearly, accurately and appropriately 
S2 convey information and express opinions effectively 
S3 employ and control a variety of grammatical structures 
S4 demonstrate knowledge of a range of appropriate vocabulary 
S5 engage in and influence the direction of conversation 
S6 employ suitable pronunciation and 
SPECIFICATION GRIDS 

PAPER 1 (core) and 2 (extended): READING AND WRITING 

stress 

The overall balance of assessment of reading: writing is 50: 50 in both Core and Extended tiers. 

patterns 
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Exercise Ex I Ex2 Ex3 Ex4 Ex5 Ex6 Ex7 
......... . 

objectives 

RI Paper 2 
only) 

R2 (paper 2 
only) 

R3 (paper 2 
only) 

R4 (paper 2 (paper 2 
only) only) 

WI 

W2 

W3 

W4 

W5 

W6 
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Paper 3 (Core) and 4 (Extended): LISTENING 

Objective Questions 1-6 Question 7 Question 8 Question 9 Question 10 

Ll 

L2 

L3 

L4 (paper 4 only) (Paper 4 only) 

COMPONENTS 5 (Speaking) and (Speaking Coursework) 

Objective 

Sl 

S2 

S3 

S4 

S5 

S6 
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IV ASSESSMENT 

SCHEME OF ASSESSMENT SUMMARY 

Candidates will take: 

I Paper 1 
Reading and Writing (Core) 

PAPER 2 
Reading and Writing (Extended) 

PAPER 3 
Listening (Core) 

PAPER 4 
Listening (Extended) 

Duration of Examination 

1 hour 30 minutes 
Or 

2 hours 

AND EITHER: 

Approx. 30-40 mins 

Or 

Approx.45 mins 

Weighting 

70% 

70% 

30% 

30% 

Candidates who take the Core tier are eligible for the award of grades C to G. Candidates who take 
the Extended tier are eligible for the award of Grades A * to E. 

Oral communication 

Candidates will normaUy, in addition, offer Component 5 or Component 6. Certain categories of 
centre are excluded from the requirement. Marks for the Oral component do not contribute to the 
overall grade candidates receive for the written components. Instead, where candidates perform to an 
appropriate standard, certificates record separately the achievement of grades 1 (high) to 5 (low) for 
Speaking. 

Component 5 
Oral 

Component 6 
Oral (Coursework-assessment) 

Approximately 10-12 minutes 

Or 

nla 

nla 

nla 

141 



DESCRIPTION OF COMPONENTS 

PAPER 1: Reading &Writing 
(Core Tier) 

General matters 

Total marks: 56 
Assessment of Reading and writing skills is equally weighted within the component. 

Duration: 1 hour 30 minutes. 

F or all parts of this component, candidates write their answers in spaces provided in a 
question paper booklet. 

Dictionaries may not be used. 

The question paper is divided into 7 exercises 4 and 5 are linked. The exercises have 
Different total mark allocations and some are broken down into a series of sub­
questions. Candidates should attempt all exercises. 

Overview of Exercise on paperl 

Marks for reading Marks for 
objectives writing 

objectives 
Exercise 1 Reading (1) 6 ... ... .. 

Exercise 2 Reading (2) 10 ... .... . 

Exercise 3 Information 6 4 
Transfer 

Exercise 4 Note-marking 6 ..... .. . 

Exercise 5 (linked to exercise 4) Summary ... . 4 

Exercise 6 Writing (1) .... 10 

Exercise 7 Writing (2) 10 

Total average 
marks 

6 

10 

10 

6 

4 

10 

10 

TOTAL 
66 
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Description of Exercises on Paper 1 

Assessment Rl 
Objective 

Exercise 1 (course tier) 

Task Reading Exercise. Candidates will be required to answer a series of questions 
Testing skim-/gist-reading skills, requiring short (single word/phrase) answers 
Based on a short text printed in the question paper. 

Text will be one of the following types: advertisement, brochure, leaflet, guide 
Report, manual, instructions. 

Total marks 6 

assessment R 1 
objective 

Exercise 2 (Core tier) 

task Reading Exercise. Candidates will be required to answer a series of questions 
testing more detailed comprehension, based on a text printed in the question 
paper. 

text will take the form of a report/newspaper/magazine article, which 
Incorporates a graphical element. 

Total marks 10 

Assessment Rl,R2,Wl,W4 
Objectives 

Exercise 3 (Core tier) 

Task information transfer. Candidates will be required to complete a form/notes template 
On the basis of information provided on the question paper. 

Total marks 10 

Assessment 
Objectives 
Task 

Total marks 6 

Exercise 4 (Core Tier) 
Rl,R2,R3 

Note-making. Candidates will be required to make brief notes (under a supplied 
Heading or headings) relating to a text printed in the question paper. 
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Assessment 
objectives 

task 

Exercise 5 (Core tier) 
(linked with Exercise 4) 

Wl,W2,W3,W5 

Summary writing. Candidates will be required to write a paragraph-length 
summary about an aspect or aspects of the passage. They will make use of 
the notes they made in Exercise 4. 

Total marks 4 

Assessment 
objectives 

Exercise 6 (Core tier) 

Wl,W2,W3,W4,W5 

task Candidates will be required to write approximately 100-150 words of continuous 
prose, in response to a short stimulus (which may take the form of pictures) and/ 
or short prompts printed on the paper. A purpose, format and audience for the 
writing will be specified. 

Total marks 10 

Assessment 
Objectives 

Task 

Total mark 10 

Exercise 7 (Core tier) 

Wl,W2,W3,W4,W5 

Candidates will be required to write approximately 100-150 words of continuous 
Prose, in response to a short stimulus (which may take the form of pictures) and/or 
Short prompts printed on the paper. A purpose, format and audience for the 
writing 
Will be specified. 

Note: the task for Exercise 6 and 7 will be distinguished by requiring different 
Purpose/formats/ audiencesiregister. For example, Exercise 6 might be writing 
An informal letter to a friend describing events during a holiday, Exercise 7 a 
Formal article for a school newspaper arguing whether or not sports should be 
Made compulsory. 
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I PAPER 2: Reading & Writing 
(Extended Tier) 

General matters 

Total marks: 84 

Assessment of Reading and Writing skills is equally weighted within the component. 

Duration: 2 hours . 

For all parts of this component, candidates write their answers in spaces provided in question paper 

booklet. 

Dictionaries may not be used. 

The question paper is divided into 7 exercises. The exercises have different total mark allocations, and 
some are broken down into a series of sub-questions. Candidates should attempt all exercises. 

Overview of Exercises on Paper 2 

Marks for Marks for Total available 
reading writing marks 
objectives objectives 

Exercise 1 Reading (1) 8 8 -

Exercise 2 Reading (2) 14 14 -

Exercise 3 Information Transfer 6 2 8 

Exercise 4 Note-making 8 8 -

Exercise 5 Summary 6 4 10 

Exercise 6 Writing (1) 18 18 -

Exercise 7 Writing (2) 18 18 

Total 
84 
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Description of Exercises on Paper 2 

Assessment Rl 
Objective 

Exercise 1 (Extended tier) 

Task Reading Exercise. Candidates will be required to answer a series of questions 
Testing skim-/gist-reading skills, requiring short (single word/phrase) answers 
based on a short text printed in the question paper. 

Text will be one ofthe following types: advertisement, brochure, leaflet, guide 
Report, manual, instructions. 

Total marks 8 

assessment R I,R4 
objective 

Exercise 2 (Extended tier) 

task Reading Exercise. Candidates will be required to answer a series of questions 
testing more detailed comprehension, based on a text printed in the question 
paper. 

Text will take the form of a report/newspaper/magazine article, which 
Incorporates a graphical element. 

Total marks 14 

Assessment Rl ,R2,R4,Wl ,W5 
Objectives 

Exercise 3 (Extended tier) 

Task Information transfer. Candidates will be required to complete a form/notes template 
On the basis of information provided on the question paper. 

Total marks 8 

Exercise 4 (Extended tier) 
Assessment 
Objectives 
Task 

Rl,R2,R3 

Total marks 8 

Note-making. Candidates will be required to make brief notes (under a supplied 
Heading or headings) relating to a text printed in the question paper. 
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Assessment 
objectives 

task 

Total marks 

Exercise 5 (Extended tier) 
(linked with Exercise 4) 

Rl,R2,RJ,Wl,W2,W3,W4,W5 

Summary writing. Candidates will be required to write a paragraph-length 
summary about an aspect or aspects of the passage. They will make use of 
the notes they made in Exercise 4. 

10 

Exercise 6 (Extended tier) 

Assessment Wl,W2,W3,W4,W5,W6 
objectives 

task Candidates will be required to write approximately 150-200 words of continuous 
prose, in response to a short stimulus (which may take the form of pictures) and! 
or short prompts printed on the paper. A purpose, format and audience for the 
writing will be specified. 

Total marks 18 

Assessment 
Objectives 

Task 

Total mark 18 

Exercise 7 (Extended tier) 

Wl,W2,W3,W4,W5,W6 

Candidates will be required to write approximately 150-200 words of continuous 
Prose, in response to a short stimulus (which may take the form of pictures) and/or 
Short prompts printed on the paper. A purpose, format and audience for the 
writing will be specified. 

Note: the task for Exercise 6 and 7 will be distinguished by requiring different 
Purpose/formats/ audiences/register. For example, Exercise 6 might be writing 
An informal letter to a friend describing events during a holiday, Exercise 7 a 
Formal article for a school newspaper arguing whether or not sports should be 
Made compulsory. 
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Paper 3: Listening 
(Core Tier) 

General matters 
Total marks:30 

Duration: approx.30-40 minutes 

For all parts of this component, candidates write their answers in the spaces provided in a question paper 
booklet. Each question tests listening comprehension of recorded (e.g. dialogues, announcements, talks) on 
a compact disc (CD) played in the examination room. Each text is heard twice on the CD. 

The CD is controlled by the invigilator of the examination, not the candidate(s). For details about room, 
equipment, acoustics, checking the CDs in advance and guidance on acoustics, teacherslinvigilators should 
consult the relevant sections of the handbook for Centres about the conduct of listening tests . 

Dictionaries may not be used. 

Candidates should attempt all questions. 

Overview of Paper 3 

Questions 1 to 6-7marks 

Assessment Objectives: L1, L2, L3 

Six scenarios based on a series of short spoken texts (e.g. travel announcement, answerphone message, 
brief dialogue), requiring shot answers. 

Question 7 and 8-12marks 

Assessment Objectives: L1, L2, L3 

Two exercises testing listening for understanding based on longer spoken texts (e.g. conversation, 
interview, monologue, talk) requiring completion of gaps on forms/charts printed in the question paper. 

Question9 and 10-11 marks 

Assessment Objectives: L 1, L2, L3 

Two exercises based on longer spoken texts (e.g. conversation, interview, monologue, talk). 
Question will have a true/false or box-ticking format. 
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Paper 4: Listening 
(Extended Tier) 

General matters 
Total marks: 36 

Duration: approx.45 minutes 

For all parts of this component, candidates write their answers in the spaces provided in a question paper 
booklet. Each question tests listening comprehension of recorded (e .g. dialogues, announcements, talks) on 
a compact disc (CD) played in the examination room. Each text is heard twice on the CD. 

The CD is controlled by the invigilator of the examination, not the candidate(s). For details about room, 
equipment, acoustics, checking the CDs in advance and guidance on acoustics, teachers/invigilators should 
consult the relevant sections of the handbook for Centres about the conduct of listening tests. 

Dictionaries may not be used. 

Candidates should attempt all questions. 

Overview of Paper 4 

Questions 1 to 6-8marks 

Assessment Objectives: L 1, L2, L3 

Six scenarios based on a series of short spoken texts (e.g. travel announcement, answerphone message, 
brief dialogue), requiring shot answers . 

Question 7 and 8-16marks 

Assessment Objectives: L1 , L2, L3, L4 

Two exercises testing listening for understanding based on longer spoken texts (e.g. conversation, 
interview, monologue, talk) requiring completion of gaps on forms/charts printed in the question paper. 

Question9 and IO-12marks 

Assessment Objectives: L1 , L2, L3, L4 

Two exercises based on longer spoken texts (e.g. conversation, interview, monologue, talk), requiring short 
or sentence-iength answers . 
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COMPONENT 5:0ral 

Oral tests are conducted during a period before the main examination session (see relevant session's 
timetable). Materials for the test are dispatched to Centres before this period, and once these have been 
opened the tests must be conducted as soon as possible, leaving sufficient time to ensure that material for 
external moderation is received by the advertised deadline. 

At least five oral assessment cards will be issued, with an accompanying set of teacher's notes. Each card 
will introduce a topic for discussion between the teacher/examiner and the candidate, together with 
suggestions for the development of the conversation. 

Each candidate will be examined using one Oral Assessment Card selected by the teacher/examiner from 
the range provided. 

The total duration of the oral test should be approximately 10 - 12 minutes, made up of: 
• non-assessed 'warm up ' conversation (approximately 2 - 3 minutes) 
• time for the candidate to read the Assessment Card and to prepare a response (no written notes are 

permitted) (approximately 2 - 3 minutes) 
• assessed conversation (6 - 9 minutes) . 

Internal assessment will be conducted by a teacher / examiner at the Centre using the Oral Assessment 
Criteria and grid (see the Notes on Conducting the Oral Tests section later in this booklet). 

The teacher / examiner will usually be someone from the Centre's English Language department, but could 
be someone local outside from the Centre. In either case, the teacher / examiner must have been accredited 
by CIE to conduct oral tests, usually through successful completion of a Distance Training Pack (DTP), 
available FROM CIE Publications. In some cases, accreditation may be granted on the basis of prior 
experience of conducting similar tests; for this, permission should be sought in the first instance by writing 
to CIE enclosing a CV detailing relevance experience. 

The teacher / examiner will conduct and internally assess the tests, and will submit a record sample of 
candidates' performance for external moderation by CIE. Centres will receive a brief report on the outcome 
of moderation. 

Full instructions on the moderation of the oral will be found in the Teachers / Examiner's Notes 
accompanying the Oral Test cards. A summary is provided later in the booklet, and should be read 
in conjunction with general advice on submission of samples for moderation in the CIE Handbook for 
Centres. 
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COMPONENT 6: Oral 
Coursework [alternative to 
component 5] 

Centrers will devise their own oral tasks. These may be carried out at any time during the year preceding 
the written examination to suit the individual situations of Centres, but a taped sample and the relevant 
documentation must be submitted to CIE by the advertised deadline (which is the came as that for paper 6) . 

Each student will be assessed on three oral tasks, which will be internally assessed using the Oral 
Assessment Criteria grid (see the Notes on Conducting the Oral Tests section below) . 

Examples of suitable tasks include: interviews; telephone conversations; paired or group discussions; 
debates . Centres are free to devise other appropriate tasks which will help candidates demonstrate the skills 
outlined in the Assessment Criteria grid. Further guidance on suitable types of task is given in the Distance 
Training Pack obtainable from CIE Publications. 

The teacher / examiner for the tests will usually be someone from the Centre's English Language 
department, but could be someone local from outside the Centre. In either case, the teacher / examiner must 
have been accredited by CIE to conduct oral tests, usuaIly through successful completion of a Distance 
Training Pack (DTP), available from CIE Publications. In some cases, accreditation may be granted on the 
basis of prior experience of conducting similar tests; for this, permission should be sought in the first 
instance by writing to CIE enclosing a CV detailing a relevant experience. 

The teacher / examiner will conduct and internally assess the tests, and wiIl submit a recorded sample of 
candidate performances for external moderation by CIE. Centres will receive a brief report on the outcome 
of moderation. Internal assessment and submission of samples for moderation must be conducted in 
accordance with the instructions in the CIE Handbookfor Centres. 
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v CURRICULUM CONTENT 

Students may follow the Core curriculum only or the External curriculum which includes both the Core and 
the Supplement. Students aiming for grades A to C must follow the Extended curriculum. 

ASSESSMENT 
OBJECTVE 

CORE 

1. Reading 

2. Writing 

3. Listening 

All candidates should be able to: 

- demonstrate the ability to recognize public 
notice and signs (including timetables and 
- demonstrate the ability to extract relevant 
specific information from forms, letters, 
brochures and examples of imaginative writing 
considered likely to be within the experience of 
and reflecting the interests of young people 
from varied cultural backgrounds 
- scan for particular information, organize the 
relevant information and present it in a logical 
manner / given format 

- carry out simple writing tasks, such as 
completing forms, writing postcards or 
short letters in an appropriate and accurate 
form of English in response to a written stimulus 
-demonstrate the ability to describe, report, give 
personal information 
-identify, organize and present given material in a 
particular form. 

-demonstrate understanding of 
specific details, information and 
semiformal announcements, e.g. news 
weather, travel, and in interviews, 
dialogues and telephone conversation 
-demonstrate general comprehension of 
the speakers intentions where appropriate. 

4. Speaking -demonstrate competence in a range of speech 
Activities, e.g. respond to questions on topics 

Within a defined range such as past and present ideas. 
Schooling, future plans, current affairs 

-conduct a sustained conversation 

SUPPLEMENT 

In addition to what is required for the 
Core, students taking Extended level 
papers should be able to: 

- demonstrate the ability to extract 
relevant information from a wider 
range of texts, including magazines 
and newspapers likely to be read by 
young people 
- demonstrate the ability to identify 

'the important points or themes 
within an extended piece of writing 
- draw conclusions from and see 
relations within an extended text 

- carry out longer writing tasks on a 
wider range of topics in response to 
a written stimulus 

-identify the important points or 
themes of the material they 
hear, including attitudes 
-draw conclusions from and 
identify the relationships 
between ideas within the 
material they hear 

-show awareness of major 
variations in register 

-take notes from material them 
have heard 

-demonstrate greater 
flexibility 
in dealing with new, topic 

-show a sense of audience 
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VI NOTES ON CONDUCTING ORAL TESTS (0510/50 

GENERAL 
(1) The oral tests take place in the period before the main examination session as notified on the 

timetable. Each Centre decides on a convenient period within these dates for its oral tests . 
It is recommended that the tests are conducted within one week to allow sufficient time for 
a single Examiner to conduct all of the tests . (iv) below. 

(ii) Centres must ensure well in advance of the tests that a suitably quiets room is available and that 
recordings equipment is in good order. 

(iii) Centres must adhere to dates for completion of the oral tests and for the receipt of mark sheets and 
recordings to allow sufficient time for external moderation. It is vital that material does not arrive 
late. 

(iv) For Centres with 30 or fewer candidates, there should normally be just one examiner. Each centre 
will select its own examiner. This is normally a teacher within the English language department, but 
could be someone local from outside the centre. A group of neighboring Centres might choose the 
same teacher to conduct all their tests: in such a case each centre is still responsible for submitting 
properly completed forms and samples. 

Centres with more than 30 candidates may use more than one Examiner (applying the ratio of an 
additional Examiner for each 30 candidates). If using more than one Examiner, internal moderation 
must be carried out by the Centre so that a common standard is applied to all candidates. 

(v) Centres entering candidates for the examination will receive a set of Oral Test Cards, notes about 
administration and forms for entering the marks. Teachers? Examiners responsible for conducting 
the oral tests should familiarize themselves with these materials before the tests are held . The Oral 
Test Cards must remain confidential and must be kept in a secure place by the Centre until end of the 
examination period. 

(vi) Each Centre must send to CIE the following: (a) tape-recorded sample on cassette(s) or CDs; (b) 
completed MSI Forms; (c) completed Oral Examination Summary Form(s). Please be careful to 
adhere to instructions given on the forms about their completion and return. 

(a) Tape-recorded sample 

Each Centre must provide a sample of oral tests, to be recorded on cassette(s) or CDs. The size of the 
sample required is given in the instructions on the back of the Oral Examination Summary Form. 

Please ensure that you do not send the recordings of all the candidates (unless there are 10 or fewer) 
ideally the sample should be transferred to one or two cassettes or CDs. 

The teacher responsible for internal standardization at the Centre must ensure that the sample covers 
the whole mark range of the candidates at the Centre, with marks spaced as evenly as possible from 
the top mark to the lowest mark. Where there is more than one teacher involved, the sample must 
include in equal number candidates tested by all teachers. 

For instructions on recording the samples see section (xv) below. Cassettes / CDs must be clearly 
labelled with details of the candidates whose interviews have been recorded. 

(b) Form MS 1 

This I a computer-printed mark sheet which is completed by transferring the mark for each 
candidate from the Total Mark column on the Opal Examination Summary Form. 
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Please be careful to check all mark additions . The Oral Examination Summary Form must show the 
breakdown of marks for all the candidates, not just those selected for the sample. Please put an 
asterisk (*) against the names of candidates whose interviews have been recorded on the cassette/DC. 

(vii) The sample cassette(s) / CDs along with completed MSI and Oral Examination Summary Form 
should be returned as specified as soon as the oral tests have been completed at the Centre. Please 
do not wait until the end of the assessment period before sending them. 
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CONDUCTING ORAL TESTS 

(viii) The oral tests should proceed along the following lines: 

(A) Start the recording. Give the candidate's name and number. Welcome the candidate(s) and 
explain briefly what is going to happen in the course of the test. 

(B) Warm up section: conduct a general conversation by asking the candidate(s) a few questions 
about herself / himself, the school, etc. to give candidate(s) time to get used to the examination 
situation. The purpose of this section of the test is to put candidates at their ease. As a guide, about 
2-3 minutes should be spent on this section. 

(C) Hand the Oral Assessment Card to the candidate. This must take place AFTER the warm up has 
taken place. Any necessary explanation should be given at tills point, followed by a short preparation 
period (approximately 2-3 minutes), when the candidate is at liberty to ask questions . The candidate 
may not make notes during this period. The recorder should be paused by the Examiner while the 
candidate considers the Topic Card. The Examiner should indicate this by saying the ' the tape / CD 
will now be paused' so that the External Moderator knows that the candidate is being given time to 
study the card. 

(D) Main part of the test conversation based on the Oral Assessment Card. Either the Examiner or 
the candidate may start the conversation. This section of the test should last approximately 6-9 
minutes . 

The total duration of the oral test, from the beginning of (B) to the end of (D), should be 
approximately 10-12 minutes. 

Note that only (D) is to be assessed. 

The oral test should be conducted in English throughout. 

(ix) Examination conditions must prevail in the area where the oral tests take place. Adequate supervIsIon 
must be provided to ensure that candidates leaving the room for the oral tests do not communicate 
with those waiting to enter. 

(x) No other person should be present during the oral test, with the exception of another Teacher / 
Examiner, Moderator or representative of CIE. 

(xii) Candidates may be examined singly or in pairs. 

If paired examining is used, then please note the following: 

• 

• 

• 

• 

• 

It is important for the External Moderator to know which candidate is speaking at anyone time. 
This should be achieved by pairing two candidates whose voices are clearly dissimilar. Avoid 
pairing candidates with the same first names. 
A conversation must be maintained. Do not let the candidates enter into an informal 'chat' at any 
time. In this respect, it may be best not to pair good friends. 
Do not let a candidate ask a series of questions. The conversation must be equal (in terms of 
contribution) and at no time should one candidate proceed to interview the other. 
The Examiner must maintain a stronger presence in pair-examining. It is not appropriate for the 
Examiner needs to direct / control / monitor the conversation more than when examining 
candidates singly. It may be that the Examiner needs to intervene more often to ensure appropriate 
and fair discussion, and to maintain the thread / topic. 

It is. best not to pair a strong candidate with a weak one. Try to pair candidates of roughly equal 
abIlIty. 

155 



• Think again if you are examining in pairs simply to speed up the process of completing the Oral 
Tests . Please recognize that the candidates should be given their best chance of success which 
might not occur when talking in a pair with an unsuitable partner. 

• Do not give different Topic Cards to each candidate. The conversation must be a three-way 
conversation based on a single topic. 

(xii) Candidates are not allowed to bring any notes into the examination room, nor are they allowed to 
consult dictionaries. 

(xiii) A range of Oral Assessment cards is provided, and the Examiner (!!Q! the candidate) chooses the card 
to be used for each candidate. As wide a variety as possible of the cards should be used during the 
oral tests at the Centre. In order that candidates are given every chance to do themselves justice, the 
Assessment Card should be selected with care. The warm-up may give the Examiner an indication of 
the best card to select. Remember that the test is on of spoken language not subject knowledge: 
if it becomes apparent that the candidate finds the topic difficult or inappropriate, it is 
perfectly permissible to move into more productive areas. There is no need to stick rigidly to 
the Examiner prompts in such cases. 

(xiv) The Examiner should be positioned so that s/he is facing the candidate, with a table or desk in 
between. Candidates should not be able to see notes made on Oral Examination Summary Forms or 
similar paperwork. 

RECORDING THE SAMPLE 

(XV) Centres must ensure that their recording equipment is in good working order. The recorder and the 
cassette(s) I CDs should be tested on site, some time before the actual oral tests, ideally with one of 
the candidates. The warm-up section of the test also provides an opportunity to check audibility. 
Where possible it is advisable to use a recorder with external microphones so that separate 
microphones can be used for candidates and Examiner. If only one microphone is used it should be 
placed facing the candidate. 

It is important to check audibility levels before recording begins; adjustments to the volume control 
during an examination should normally be avoided. Care should be taken to avoid extraneous noise 
and long gaps. Checks should be made throughout the oral testing session to ensure that voices are 
clearly audible. 

With the exception of a permitted pause between the warm-up and the main part of the test, once the 
oral test has begun the recording should continue without interruption. 

For Centres using cassette tapes, the recording must begin at the start of Side I, and both sides of the 
cassette should be used before beginning a new cassette. A candidate's Oral Test should not be 
startedon one side and continue over to the second side. At the end of examining on each si~f a 
cassette the Examiner should state "No further recordings on this side". 

Each Cassette I CD should begin with a clear statement by the Examiner as follows: 

"Centre Number: 
Centre Name: 
Examination: 
Examiner Name: 
Date: 

[e.g.] 
[e.g.] 
0510 
[e.g.] 
[e.g.] 

AZ 999 
Abcxyz Academy 

English as a Second Language 
Ms Z. Abced 
1 October 2008" 

Each candidate recorded on the sample should be clearly indicated by the teacher as follows : 

"Candidate Number 
Candidate Name 

[e.g.] 
[e.g.] 

1234 
Abdi Zachariah" 
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At the end of the sample the Examiner should state clearly "End of Sample". 

Before the cassette / CD is dispatched, spot checks must be made to ensure that every candidate is 
clearly audible. Cassettes should be rewound to the start of Side 1. The contents of each Cassette / 
CD must be clearly labeled. 
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Mark 
9-10 

7-8 

5-6 

3-4 

1-2 

o 

ORAL ASSESSMENT CRITERIA GRID (0510 / 5 and 0510 / 6) 

Give a mark out of 10 for each category (structure, vocabulary, development and fluency), and 
then add these marks to give an overall total out of 30. 

Structure 
The candidate demonstrates 
ability to use a variety of 
structures accurately and 
consistently. The candidate is 
confidently in control of the 
structure used. 

Structure will be generally 
sound, but will not be used 
entirely or with consistent 
confidence. There will be 
some errors in attempting to 
use more complex sentences. 

The candidate uses simple 
structures securely but has 
difficulty venturing beyond 
them. 

Structures will generally be 
very simple, limited and with 
errors, which will restrict 
communication. 

Attempts at structured 
sentences will rarely achieve 
communication. However, 
some attempt at a response 
will be made during the 
discussion. 

Completely limited / no 
attempt at a response. 

Vocabulary 
The candidate shows 
enough conunand of 
vocabulary to respond with 
precision. Shades of 
meaning are achieved and 
some sophisticated ideas are 
communicated. 

The candidate has a 
sufficient range of 
vocabulary to convey 
information and ideas with 
competence. Errors are 
noticeable, however, when 
attempting to use more 
complex and precise 
vocabulary. 
Vocabulary conveys simple 
ideas and information 
clearly, though it is not wide 
or varied. There may be 
hesitation, repetition and 
searching for words. 

Vocabulary will generally 
be inadequate to convey 
simple ideas. 

Use of simple words is the 
norm and there will be long 
gaps. 

Completely limited I no 
attempt at a response. 

Development and Fluen~ 
The candidate shows sustained 
ability to maintain a 
conversation and to contribute 
to some length. The candidate 
can respond to change in 
direction of the conversation. 

Pronunciation and intonation is 
clear 
The candidate responds 
relevantly and at length which 
makes frequent prompting 
unnecessary, resulting In a 
competent conversation. 

Pronunciation and intonation is 
generally clear. 

The candidate makes an attempt 
to respond to questions and 
prompts. Effort will need to be 
made to develop the 
conversation; only partial 
success will be achieved. 
There is some lack of clarity of 
pronunciation and intonation, 
but it is unlikely to impede 
communication. 
Responses tend to be brief and 
widely spaced. The candidate 
has to be encouraged to go 
beyond short responses and 
struggles to develop a 
conversation. 
Pronunciation and intonation 
causes some conununication 
difficulty. 
Responses are so brief that little 
is communicated. The candidate 
hardly engages In a 
conversation. 
Pronunciation and intonation 
patterns cause difficulty for 
even the most sympathetic 
listener. 
Completely limited I no attempt 
at a response. 
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V11 GRADE DESCRIPTIONS 

Grade descriptions are provided to give a general indication of standards of achievement likely to 
have been shown by candidates awarded particular grades. The grade awarded will depend in 
practice upon the extent to which the candidate has met the assessment objectives overall , and may 
conceal weakness in one aspect of the examination that is balanced by above-average performance 
on some other. 

At Grade A the candidate has demonstrated expertise by: 

• understanding and communicating arguments, ideas and information both at a 
straightforward and a more complex level ; 

• structuring work overall so that the reader can follow the argument from the beginning to 
the end; 

• selecting material from texts and developing it in relationship to the question, sufficient to 
show some independence of thought; 

• describing and reflecting upon experience and expressing effectively what is felt and 
imagined; 

• recognizing and explaining underlying meaning and the writer's attitude to the subject 
matter; 

.. varying style straightforwardly in different types of writing and giving evidence of a good 
range of language; 

• spelling and punctuating accurately, with few, if any, mistakes; 
• using well constructed paragraphs and sentences (of average complexity) and obeying 

standard grammatical conventions; 
• speaking clearly and confidently in response to other speakers and occasionally taking the 

initiative; 

At Grade C the candidate has demonstrated competence by: 

• understanding the communicating arguments, ideas and information at a straightforward level ; 
• ensuring that all work has a clear beginning, middle and ending, and that ideas generally flow on 

from one another; 
• selecting material from texts in answer to questions and providing straightforward explanations 

and developments to show relevance; 
• recognizing more obvious meaning and attitudes; 
• writing with some knowledge of style and the possibility of varying it according to different types 

of writing, using a range of language adequate to all the tasks set; 
• spelling and punctuating with accuracy so that communication is not impaired; 
• using adequate paragraphing and some variety of sentence construction; 
• speaking clearly with some confidence to the directions of other speakers; 

showing a readiness to listen to others and to respond appropriately. 

At Grade Ii', the candidate has demonstrated a basic level competence by: 

• 
• 
• 
• 

understanding and communicating information at basic level; 
ensuring that all work has a basic sequence; 
selecting material from texts in answer to questions and providing basic explanations; 
recognizing straightforward meanings and attitudes; 

• writing at least in single sentences with the possibility of sentence variety according to different 
types of writing; using language adequate to some of the tasks set; 

• 
• 

spelling and punctuating so that weaknesses do not seriously impair communication; 
Using occasional paragraphing and variety of sentence construction, with some regard to 
everyday grammatical conventions; 
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• Speaking with some confidence, but usually in response to the directions of other speakers; 
showing a readiness to listen to others and respond. 
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APPENDIXF 

LEARNING MATERIALS 

Oral lesson 2 (Assessment) 

D A career in the police force 

Would you become a police officer? 

Discuss this with the Examiner, exploring reasons why you mayor may not be interested 
in such a career. 

You may wish to consider such things as: 

• the qualities a person needs to do such ajob 
• whether you feel you could do the job 
• the difficulties and dangers police officers may face 
• some of the more pleasant aspects about police work 
• ways that being a police officer might change a person after many years in the 

job. 

You are free to consider any other ideas of your own. 

You are not allowed to make any written notes. 

Pennission to produce items where third-party owned material protected by copyright is included has been sought and cleared where 
possible. Every reasonable effort has been made by the publisher (UCLES) to trace copyright holders. but if any items requiring 
clearance has unwittingly been included. the publisher will be pleased to make amends at the earliest possible opportunity. 

University of Cambridge International Examinations is part of the University of Cambridge Local Examinations Syndicate (UCLES). 
which is itself a department of the University of Cam bridge. 

© UCLES 2005 05 10105 (RP) MIJ05 
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