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CHAPTER ONE

1. INTRODUCTION

1.1. Background

Botswana is situated in Southern Africa. The SauglAdrican region consists of ten

countries namely: Angola, Botswana, Lesotho, Mal&lwzambique, Namibia, South
Africa, Swaziland, Zambia and Zimbabwe. Botswanankrly known as the
Bechuanaland Protectorate, became independentth T@e country was ruled by the
British between 1885 and 1965. As a result of faest polonial contact with Britain,
English is very important in Botswana. It is ani@él language in the country and a
medium of instruction in schools and institutiofisigher learning. It is a major
language of communication within the country, tloeitBern African region of which

Botswana is a member, the continent of Africa alobaly.

After independence, efforts were made through warieducation policies to enhance the
teaching and learning of the English language iteBana (Republic of Botswana, 1977,
Republic of Botswana, 1994). These documents emesi the effective preparation of
students for life, citizenship and world of work &ddition, modern trends dictate the
necessity for highly proficient skills in Englishhweh has become a globalized language.
Mckay (2004) states that currently in many coustt@lay, there is tremendous pressure
to learn English. This has resulted in some preshowonservative countries such as
China and Japan encouraging their citizens to devé&nglish speaking and writing

skills.
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In the documentlLong Term Vision for BotswanéRepublic of Botswana, 1997),
communication is prioritised as the Batswana (tbepte of Botswana) are envisioned as

an, ‘educated and informed nation by the year 2@ 6ertinent paragraph says:

Botswana will have entered the information age onegual
footing with other nations. The country will haveught
and acquired the best available information teabgyland
have become a regional leader in the production and
dissemination of information (Republic of Botswana,
1997:5).

Further, Recommendation 31 of thievised National Policy on Education (RNPE)
(Republic of Botswana, 1994) emphasises proficiandhe use of English, as a tool for
effective communication, study and work, as well as important goal of Junior
Secondary Certificate curriculum. This being theegahere is tremendous pressure on
the students of junior secondary schools to hawapetency in English language

speaking and also develop the skills of writingefively in the language.

As stated above, the importance of English withim éntire school curriculum cannot be
over-emphasised. As well as being an official laggiin Botswana and in most of the
countries in the Southern African region, English also a major language of
communication and commerce, not only internallyt, fegionally and in the wider global
context. It has significant importance in the fiefdeducation and functions as a medium
of instruction across the curriculum. It is also arcess language in technology and
information services. In addition, it facilitatdgetacquisition, creation and documentation
of knowledge. It is the medium of instruction aing tanguage through which a great
deal of learning takes place, and thus has a sgnif and prominent place in the

Botswana education system (Republic of Botswan@QR0



1.2. Problem Statement

Teachers of English as a second language (ESLplgrapth the problem of students’
inability to do extended writing, especially at jnaior secondary level in Botswana. The
current Junior Certificate (JC) English syllabu89&) details the objectives and expected

outcomes for learners of the English language lésafs:

« Communicate accurately, appropriately and effebtiirespeech and writing,
both in and outside school;
* Understand and respond to what they hear, rea@é@etience in a range of
situations, settings and media;
* Enjoy reading a range of literature, not only Betibut also general interest
works and materials;
» Convey information, and logically order and predants and ideas based on
other subjects of the curriculum; and
* Recognize and use different registers, implicit nieg.and non-verbal
communication appropriate to the situation (RepubtiBotswana, 1996: ii).
The above five outcomes are directly linked todbeelopment of language skills which
includes the ability to write effectively. The JanSecondary Syllabus in English
(Republic of Botswana, 1996) states in part, thigie work involved enables pupils to
gain further practice in the key areas of listenspeaking, reading and writing,
consolidating these skills in interesting and comioative ways that enrich pupils’ day

to day language’(p. ii).

Literature and experience of the researcher inelidett both teachers and students face
problems in the teaching and learning of Englisimposition writing at the junior
secondary level, and that the difficulties haverbgersistent over the years. In fact, there
is continued noticeable poor performance of stuglemtvritten English as highlighted by
various government documents. The annual repdheofunior Certificate (JC) English

Examination in 2001, recommended among other messtirat:



i) Teachers expose learners to varied reading matemal topics in
order to enhance their creativity, develop vocatyudend generally
enhance language acquisition and learning.
i) Teachers equip the learners with all the sub-séfllsriting,
giving lots of practice (Ministry of Education, 200
Again, a survey project report of the learning agbiment of Standard Four Pupils
produced by the Botswana Ministry of Education (0@dicates that, even at the
primary school level, only 21.9% of the pupils &skteached the competency level in
literacy in English domains. Actually, for compaasit writing, the percentage
competence was 7.2%. Furthermore, the Botswanasiyrof Education Report of the
Junior Certificate for English Paper 2 (2005), whoonsists of composition and letter
writing, notes that some centres attained a esof just below 50% and that there
were persistent errors arising from the problertinoited vocabulary; and presumably
lack of exposure to wider reading. As a result,féiewing were recommended for

composition writing:

i. Candidates be exposed to varieties of writing sash narrative,

descriptive, persuasive and argumentative, toacfeav examples.

ii. There is also a need to equip candidates with adeqgskills and

training in the area of continuous writing.

ii.  Other intervention strategies may include languagenes, essay
competitions, debates, vocabulary log books etc.ini@ity of
Education, 2005; 2001).

In addition, from the researcher’s experience jami@r secondary school teacher, there
was constant discussion of frustration on the pii¢achers at the students’ lack of

adequate progress in the area of English composatrding.

Another important factor in students’ inadequatédimg ability is the entry-level
competence of Standard Seven School leavers adrutferm one of junior secondary
schools. Arthur (1993) cited in Mooko (1996) in atinographic study which pertains



to the type of writing practice that Standard Sipits received in two primary schools in
Botswana, observed that most of the writing wadined to copying notes from the
board. Other activities involved guided writingvitnich students did cloze exercises and
sentence completion. Arthur further argues thatestits’ writing tended to vary only with
respect to surface level accuracy, otherwise, stiste/ork tended to be quite
homogenous as students stick to teacher contridtedand content. In a related
statement, Rowell (1991) points out that teachedsaaministrators in Botswana have
made frequent references to inadequacies of stsidentten English by the time they
enter form one of junior secondary school. It iBdwed that the inability of students to
develop the skill of composition writing at the lezst stages of education, has
contributed in no small measure to poor performaneeriting through junior secondary

school, and consequently, beyond that level.

Mooko (1996) elaborates on the problems encouniartte ways composition writing is
taught in schools in Botswana, and the fact thatesits are not given enough writing
practice. Fuller and Snyder (1990) observe in thl@issrooms study of writing in
Botswana that, only one percent (1%) of the tink@cated to English in primary and
secondary classrooms was devoted to writing es3éngs also noted that although
teachers consistently assigned written work, ordynall proportion was devoted to
writing short essays in class. Rowell (1991) aglduces that junior secondary students
are not given adequate instruction on compositiating. She further reports that her
study revealed that instances where students viisga the opportunity to write
paragraphs and compositions were quite rare akdesatelt that students were not

capable of performing such tasks.

This situation has contributed a great deal tadiffeculties students are having in the
learning of composition writing in schools. Besddnlosiwa (1990) suggests that the
reason why few writing exercises are assignedgaurge there are too many students in
each class. It is also observed that many teaeveid giving students compositions to
write, citing class size as an excuse. It can lgeicked that teachers are discouraged by

the amount of assessment that they will have tib they were to give more written



work. As a result of this, teachers restrict theoant of continuous/extended writing that

students do and avoid doing a lot of marking odigra.

The issue of class size in most government ownétiqoschools is real and needs to be
addressed. However, the use of the traditionalcgmgbr to composition writing may be
accountable for this situation as it emphasizesakeés in marking, as opposed to the
process approach to composition writing that elates mistakes/errors in the process of
writing, and thereby eliminates any tedious assesssithat the teachers may have to do.

In addition to the various challenges encountenetieé teaching of composition writing,
especially at the junior secondary level, is thedaof the teaching and learning of
English as a second language (L2) which has allvaga a challenge to teachers. As a
result of all these constraints, it becomes impuartaat educators find ways of exploring
the difficulties of teaching and learning of Emsglicomposition writing in junior
secondary schools in Botswana, with a view to cgnoip with solutions that would help

to improve students’ performance in that aspeé&rajlish language education.

1.3.Aim of Study

This study aims to examine the approaches to Hehibeg of English composition

writing in Botswana junior secondary classrooms seeks to produce models that might
enhance the teaching of composition writing atjtimeor secondary level. It is already
established that teachers and students are hawiioglties in the teaching and learning
of English composition writing at the junior secanglschool level in Botswana.
Therefore, this study aims at actually identifythg approaches utilized by teachers in
the teaching of English composition writing and thificulties teachers and students
face, with a view to proffering models that woulklpto minimize the challenges of
teaching English composition writing, and enhartodents’ performance at the junior

secondary schools in Botswana.



1.4. Research Objectives

1. To find out the approaches utilized by teachethiénteaching of English
composition writing in the three classrooms;

2. To identify the challenges or problems posed byudeof such approaches in
the teaching and learning of English compositioitimg in these classrooms;

3. To determine if the approaches used by the teadahi@ist students’
performance in composition writing;

4. To propose possible models that would improve ¢aeling and learning of
English composition writing by students at the gursecondary level in

Botswana.

1.5. Research Questions

1. What approaches do teachers utilize in the teadfignglish composition
writing in the three classrooms?

2. What are the challenges or problems associatedthethse of the approaches?

3. Are the teachers’ approaches to teaching compasirding responsible for
the poor writing skills of learners?

4. What possible models would improve the teachinglaathing of composition
writing by students at the junior secondary lemeBotswana?

1.6. Motivation/Rationale for the Research

Teachers of English in Botswana face great challengq their efforts towards
effectiveness in literacy instruction, especiatiytéaching composition writing to a wide
variety of differing ability groups, a common feggun most classrooms in Botswana.

The influx of primary school students into the pmsecondary schools following the



government’s free education programme (RepubliBatswana, 1977), and presently,
the token cost recovery measure initiated at tlggnbéeng of year 2006 for parents who
can afford to pay, have contributed to increaséaaicenrolments. Besides, class size in
an English language classroom, arising from thetfeat it is a compulsory subject for all
students, has always been a contentious issuearhde and student performance,
especially, in L2 classroom contexts. Any meastinerefore, that can improve the
challenges against the effective teaching and ilegrof English composition writing in
the type of situation described above, would bg welcome.

Although not much research has been carried outstodents’ writing ability in
Botswana, complaints from parents and the anndJaliafreports by the Ministry of
Education, shows a trend of students’ weaknessngligh composition writing at the
junior and senior secondary school levels. Furtieteyemi (2004) carried out an
investigation on an aspect of English compositigitimg at the junior secondary level in
Botswana and recommended that problems associatitd writing composition in
English should be further studied with their ati@moremedies. This is an attempt at such
further investigation to identify the strategieBalienges or problems encountered in the
teaching of English composition writing with a viet® suggesting solutions or
developing models for effective instruction in cassflion writing at the junior

secondary classrooms in Botswana.

In an effort to facilitate the teaching and leaghiof English skills, both the Botswana
Junior and Senior Secondary English Syllabi empleagie use of the communicative
approach to the teaching and learning of the Emdfisguage as indicated below:

i.  For the junior secondary level, the emphasis thnoug this syllabus is on a
communicative approach where the students learnathguage (English) by
using it in meaningful interactions, communicatiaetivities and problem
solving tasks thereby encouraging more spontanemas natural discourse
(Republic of Botswana, 1996: i).



ii. For the senior secondary level, the teaching metlogy is based on a

Communicative Approach (Republic of Botswana, 20Q0:

From the above, it is assumed that a thorough keagd of the writing process can go a
long way in minimising the problems teachers anddemnts experience in English

composition writing in schools. Furthermore, theules emanating from this study can
provide an understanding of the appropriate teclespr strategies of making students

develop interest in writing.

Furthermore, findings from this study can go a levay in providing possible solutions
to the difficulties associated with the teachingl dearning of composition writing in
junior secondary schools. Most importantly, in tteaching of English as L2 and
particularly in the area of composition writing,dmedge about the various strategies of
imparting the skills of writing is very crucial ithhe pre-service and in-service education
of teachers of English. If the teaching objectimesnunciated in thEhree-Year-English
Syllabus(Republic of Botswana, 1996) for composition vagfiare to be realized and
instruction improved upon, then it becomes impdrtarnidentify the challenges faced by
teachers and students in this aspect of languagjeuation, with a view to exploring

models for improvement.

Also, this study is important to curriculum devedop and teacher educators in English
language. Some of the recommendations of this stadybe used by the Department of
Curriculum and Evaluation to re-design any areafbwanting in the English Language
syllabus at the junior secondary level. The newwadge from this study is capable of
setting in motion other researchers to further stigate creative writing pedagogy in an
attempt to improve the teaching and learning of Emglish Language in secondary
schools in general, and at the junior secondargpadevel in particular. Moreover, the

findings from this study can be useful to publishef English Language textbooks in a
manner that will improve the suggested activitied methods in the area of composition
writing at the junior secondary level in Botswana, line with the communicative

approach to language instruction.



It is observed that many students in higher intitis of learning lack composing and
other associated skills of academic writing assalteof which they find most types of
writing at this level difficult and uninteresting.is the view of this researcher that this
attitude is derived from the aversion to writingtttstudents have developed over the
years from primary to secondary school that wasade&quately addressed. Again, this
investigator empathizes with teachers at the sexgniével of education who are also
frustrated by the lack of progress in the learrohgomposition writing skills. It is hoped
that when teachers are well equipped with the egleskills to tackle the obstacles to the
teaching of English composition writing, most oé throblems associated with this aspect
of the teaching and learning of English as L2 wobéllargely solved through some
suggested models. Findings emanating from thisystody better prepare teachers to

assist their students and address their learniagse

1.7 Literature Reviewed

Mooko (1996) in his investigation of writing in Bavana junior secondary schools notes
that the current teaching approaches to compositiiimg have relegated the exercise to
a solitary, lonely and boring activity. Adeyemi () concurs with the view that for most
students, writing is still a fearful and unwelcoraeore’. In order to find out why
students continue to have difficulties with exteshegiting or composition writing,

literature is cited extensively.

The literature reviewed include issues of the reatfmwriting, the problems of ESL
writing, the theories of writing, the product ame process approaches to composition
instruction including their strengths and weaknss$bese reviews were critically
examined with a view to identifying the sourcesradst students’ lack of effective
writing skills. Furthermore, the different dimenssoto the role of the teacher in the
students’ writing assessment were discussed irr toddetermine the most promising or
effective form/s of writing instruction or modelahmight prove effective in addressing
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the problems of writing instruction in L2 conteat,the junior secondary school level in

Botswana. Extensive details on this are given iapér Two.

1.8. Research Methods

The study adopted the qualitative research mett®idse the focus of the investigation
was to study the approaches, challenges, suitabflidpproaches used by teachers and
the proposal of solutions/models to the problerhsbiting effective composition writing,
the investigator observed students and teachéhsar classroom settings. In addition,
the study employed different research strategieb as observations, interviews,
examination of artifacts and document reviews. [etd the research methodology are

given in Chapter Three.

1.9. Research Protocols

The following research protocols were used for stigly:

(a) Observation Guide for Teachers

(b) Interview Guide for Teachers

(c) Interview Guide for Students

(d) Marking Rubric for Examining Students’ Writt&viork

(e) All available documents in terms of materiaded for English Composition writing —
textbooks, students’ exercise books, marking rudonid other related artifacts on English

composition writing in the classroom setting.

1.10. The Sample

Three junior secondary schools in Gaborone were usethis study. The choice of
Gaborone, the capital city of Botswana was purgosithe city is the most populated
centre in Botswana with different nationalities andltures. It also has the most
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population of students learning English as L2. Theice of Gaborone was necessary to
avoid travelling all over the country to minimizests and inconvenience. There was also
the factor of proximity of location to home and Wplace that enabled the investigator to
spend adequate time on the study, comfortably. dditian, three junior secondary
schools were randomly chosen from Gaborone to nuigkéhe schools under study. A
Form one class was also randomly chosen from eftheothree schools to form the
three classes under investigation. The studentlpbpn was made up of students from
government owned public primary schools and privatenary schools, and were
predominantly, bilingual students, studying Engle$ a second language (ESL). The
three classes with a total of 121 students, forthedsample of average form one classes
experiencing the problem under study. Also, theeeewthree participating teachers who
automatically were the teachers of English languagée randomly selected classes in

the three schools. Details of the sampling tectescare again, given in Chapter Three.

The Botswana Government policy does not allow stieg of students with respect to
their academic ability. Schools are expected tagm@ble and less able students together
and this explains the mixed ability nature of therage classroom set-up in Botswana

public schools which will be elaborated on in Cleafthree as well.

1.11.Limitations of the Study

The study is limited to three junior secondary sthan Gaborone, the capital city of
Botswana and therefore, may not be representatiak the junior secondary schools in
the country. However, a characteristic of the datlie approach to data collection is the
use of one or few subjects for an in-depth studycle the three schools, the three

teachers and one classroom used in each of theghh®ols.

Also, it was difficult getting some teachers tode@ompaosition writing as it turned out
to be an infrequent activity in schools. The inigegbr paid many visits to the three
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schools in the study and visited the three teaainersy times before they finally agreed

to teach composition writing in their various cless

1.12. Definition of Terms

Teaching Approach- As opposed to teaching method, this expressi@ygests a more
flexible attitude to teaching, which incorporatemethodology, procedures and
techniques into a course, depending on the neetlsediearner, and the availability of
physical resources (Kilfoil and der Walt, 1997).

Student Performance How students do, perform in tasks or achievemniealso refers

to, ‘the reaching of a specific quantity or qualgyel by an individual.’

Medium of Instruction- Language of learning and instruction.

The Product Approach It is a traditional method in which students ard to select

and write about a topic and hand in the essay (utpet a giveriime. In this approach,
the emphasis is on the end product of writing gmepd to the process of achieving the
end product or publishing.

The Process Approach It is the notion that explains writing as a procésre, the

focus of writing instruction is shifted from thegaluct to the process of what students do
when they write, and how they get to produce, raten the end production of writing.
Modeling:- Relating reading to composition writing as a means of providing students
with examples, context, or experience of how tdeviThis is a situation of exploring the
reciprocal relationship between the act of rea@ind the act of writing to improve

students’ writing skill.

1.13.Chapter Division

The thesis is divided into five (5) chapters. Cleaine serves as the introduction of the
study as it sets the background and context oftindy. Chapter Two examines the

literature germane to the study. Chapter Threew®tid to the discussion of the
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methodology employed in data collection. Chaptarrfoesents data and the analysis of
data. Chapter Five provides the summary, the csiats and recommendations from

the study.

1.14.Summary

This chapter discussed the background to the diydiescribing the context, the
problem statement, and the rationale for the saudgng other details. It also highlighted
the methods of investigation and defined importamicepts. The next chapter reviews

literature germane to the study.
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CHAPTER TWO

2. LITERATURE REVIEW

2.1. Introduction

The purpose of this chapter is to review literaggemane to this study. In so doing, it
reviews literature on writing, ESL writing, the alems of writing, approaches to
writing, the composing process, theories of thaimgiprocess, and other related issues,

on which this study is based. It also includesrrctaling summary.

One of the goals of Botswana Education Policy (Répwf Botswana, 1994) is to offer
individuals, a life-long opportunity to develop attdmake their country competitive

internationally. This explains why the goal of #@ucation curriculum in the country is
to prepare individuals for the world of work, aslvés living in a global society, among
others (Republic of Botswana, 1994). In order foiee these goals, the teaching and

learning of the English language is of utmost intaoce.

English is used as an official language as welthasmedium of instruction in Botswana
and the Commonwealth of Nations of which Botswana member. Furthermore, itis a
major language of communication and economicspnbtinternally in Botswana, but
regionally, within the continent of Africa and inet wider global context. Moreover, for a
multi-lingual society, to which many African couiets subscribe, proficiency in English
and its varieties provides an enabling environni@ntommunication. The idea of the
importance of English in Botswana, as well as ofkfeican countries, is further
highlighted in Tembe’s (2006) submission:

English language learning in Uganda continues e taentre stage
because it is used as medium of instruction irethecation system. In
everyday life, it is used for official purposesnrost transactions. It is
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often used aa lingua francaamong the educated who speak different
languages, especially in the urban areas. It sldgmnda’s gateway to
the international arena’ (Tembe, 2006:858).

The above analysis of the role of the English lagguin Uganda sums up the situation in

which English is learned in many Anglophone Africaruntries, including Botswana.

English is of particular importance in the fieldexfucation in Botswana. A part of the
rationale for English in the Junior Secondary Sylk& (Republic of Botswana, 1996)
states:

English has significant importance in the fieldeafucation as it
functions as a medium of instruction. It's roleaservice
subject links it directly to the achievement of &fteen
aims of the Basic Education Programme. Furthermore,
English across the curriculum serves to stimulatecepts
in other subjects, bringing different insights intbeir
content material (Republic of Botswana, 1996: ii).

As a result of the above, English is used acrosstinriculum to teach concepts in other
subjects to bring a deeper understanding intogaehing and learning of content
materials in Botswana schools. Again, the UNESCI%2 declaration of the United
Nations Literacy Decade (2003-2012) defines litgras the use of written
communication which finds its way in every indivalis life, alongside other ways of

communication.

Against the above background, the importance oathigy to read and be able to write
effectively in English is deemed valuable. Thisyiea, therefore, seeks to review
descriptive and research literature on the asgeabiedaeaching and learning of writing in
English. It seeks to examine issues pertainingrttng; ESL writing; language in
education in Botswana with particular referencedmposition/extended writing. The
approaches to the teaching and learning of compnsatriting, difficulties associated
with such approaches on the part of teachers aiésts, and other related issues are

also reviewed. Areas of emphasis will be on writasga process, the theories and
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practices that enhance effective composition wgitifhe different approaches to writing
and their peculiar strengths and weaknesses amsiled in order to identify the sources
and factors that contribute to the difficultiesmparting writing instruction to students at

the junior secondary level in Botswana.

2.2 Writing

Writing involves organizing information and commcating meaning (Spandel, 2005).
Bryne (1979:1) defines writing as the productiorsefitences arranged in a particular
order and linked together in certain coherent whatdch is often called a ‘text’. Even
though not much is known about individual writingtimods of composing a text, it is
agreed that it is neither an easy nor a spontareciysty. It requires some conscious
mental effort and has to be learned in a formalrgesuch as schools (Collins 1998;
Raimes, 1983). Also, it is by the organization of sentences into a text, into a coherent
whole which is as explicit as possible, and congpietitself, that we are able to

communicate successfully with our readers throbighntedium of writing (King, 2006).

According to Hadfield and Hadfield (1990) and Gmrah@005), writing can be
considered to be an artificial activity when congghto speaking, in that everyone learns
naturally to speak and to listen, whereas far fqveaple develop literacy (i.e. are able to
read and write). Writing is said to be more depenhda the use of the linguistic
resources of a language, resulting in the diffieglexperienced by ESL learners,
especially at the elementary and secondary levels.

Raimes (1983) identifies the following three reastor the teaching of writing skills:

» Writing reinforces the vocabulary, structures, fimres and notions that the
students have been taught;

* It gives the students the opportunity to be adwenisi with the language;

* The interaction of eye, hand and brain reinforbesléarning of the language by
forcing the student to think of new or other waysaying things; in other words,
it develops strategic competence (Raimes, 1983:3).
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Beach and Bridwell (1984: 183-184) provide six mingctions of writing:

* Writing has special advantages for learning.

* Writing enables students to learn new information.

* Writing makes the integration of old and new infatian easier.

* Writing teaches pragmatic conventions and audiema@eness; both are very
important strategies to master when communicatdhe second language is the
purpose of a language course.

* Writing teaches students the ability to criticadlyaluate the information they are
learning.

» Writing can teach students how they perceive thefsonal experiences.

Spandel (2005) and Harris and Graham (1996) conithrMartlew (1983: 271) who
notes that the complex skills and processes, aidittiegration which have to be
developed in writing, may have important implicasdor cognitive development. He
further adds that, for the second language leawréing in English can help them to
come to terms not only with English, but also witie content of other subjects This
corroborates with one of the aims of the Englaiguage teaching as a subject that

enhances the understanding of information in cdrasses.

Kaplan (1983: 244) observes that, by writing almapecific problem a solution could
present itself in the course of the writing proc&¥siting, he continues, can also act as a
stimulus for further ideas on a specific topidslas if the very process of writing
stimulates further thought. Also, the Communicathgoroach to the teaching of
extended writing in the Botswana secondary clagsrcan be linked to the development
of communicative competence, which includes thétalbdo communicate effectively in
written form and writing tasks that have functioaad social purposes outside the
classroom (Kilfoil and van der Walt, 1997:251).

Numerous authors including Cox (2002), UrbanskD@0Q Collins (1998), Meriwether
(1997) and Jordan (1997) note that there has bdesnaatic evolution in the way that
writing is being approached in the English languelgesroom, with the aim of making
writing a more personal and satisfying experiermedlie learner. Also, a greater impetus

is being placed on the role of writing in the laage classroom. However, writing still
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remains one of the most difficult areas for thekest and learner of English, more
especially for the L2 learner. This is evidenthe tvay that writing has been treated
poorly in the past. As noted by Baskoff (1990) imfson (2006), many writing
weaknesses in advanced learners can be tracecktoflaystematic practice during the

earlier stages of learning.

The above stress the importance of writing in tBeclassroom and the need for teachers
to accord writing a prime place in the instructiocycle. The practice whereby students
are told to choose a topic and get on with it dussdo justice towards the development
of writing skills. Teachers will have to take maretice of what their students actually do
when they write and take a far more active rolstracturing writing activities in their

classrooms.

2.3 Problems of ESL Writing

It is generally believed that L1 composing skillbeth good and bad — transfer from L1
to L2 (Arndt, 1987). It is also assumed that ESitevs employ the same strategies as
native speakers in their composing process. Howa@van effort to explain the problems
that L2 writers experience in composing in a fond@nguage, Arndt (1987) notes that,
‘it is the constraints of the composing activityadrdiscourse type which create problems
for students writing in L2, and not simply diffi¢cids with the mechanics of the foreign
language’ (p. 258). Silva (1993) also claims th&tcomposing is more constrained,
more difficult and less effective. He feels thattens bring with them knowledge and
experience of writing in their L1, while at the satime, bring the limitations of their
knowledge of L2 language and rhetorical organizatibereby affirming the view that

writing is problematic to ESL learners.
Furthermore, in explaining the difficulties of LZiting, other authors and

psycholinguists have tried to unravel or explaim tiysteries in relation to the

development of the skills of reading. For examtile,schema theory in reading has been
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used to understand the reading process. The umtepyinciple of this theory is that no
text carries complete meaning in itself. Rathetg only provides directions for
listeners or readers as to how they should reteenstruct meaning from their own,
previously acquired knowledge’ (Carrell, 1984:332)her researchers such as Du Toit,
Heese and Orr (1995) and Carrell (1987) note thestders bring to a text, a wide range
of experience with the world and with discoursejchitthey use in constructing a
meaningful representation of the text. This thesitgches much importance to learners’
background knowledge or ‘schema’ as it is widelpwn. This, when applied to writing,
suggests that a lack of knowledge regarding culand rhetorical (stylistic) conventions
in a language can be an impediment and cause fsamkeecome frustrated in learning

the second language.

Explaining the role of background information ire thevelopment of writing skills,
Friedlander (1990) notes that, a relationship eXistween the writers’ experience and
the quality of writing on a particular topic, artetlanguage that the topic was acquired
in. In agreement with this view, Tedick (1990: 188his investigation concludes that,
‘the extent to which ESL writers are familiar witine subject matter of the writing has
dramatic influence on their writing performancee Hirther suggests that students be

assigned writing topics that would enable thems® tineir prior knowledge.

From the above, it can be deduced that backgronodledge or experience is important
to the ESL reader, as well as writer. Also, cultarad rhetorical knowledge of the target
language is essential. This means that inadeqaateylound information can impede the
ESL learner’s ability to write effectively on a piaular topic. A lack of culturally
determined background can pose problems to theviEiér. For example, Carrell

(1984) notes that a particular schema may not &xistn ESL reader because that
particular schema is specific to a certain culamd does not exist as part of the reader’s
background knowledge (Mooko, 1996). As a resuthdf situation, Kaplan (1987)
maintains that the advantage that the native spdéwlscover the non-native is from the

fact that, not only does the native speaker reaagntircumstances in which the various
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forms may be used, but the native speaker alsgnées the choice constraints in

important ways, in which any text may follow.

Furthermore, Allen and Corder (1974: 177-178) daatish three stages in the writing
process that pose problems for the L2 learnerhdmntost elementary and secondary
levels he notes:

* The first is that of manipulation, which refersthe physical act of writing
that becomes a problem when the L1 script diffessfthat of the L2, and
learners have to be taught how to shape the laifehe target language.

* The second stage is that of structuring, wherenkxarhave to form sentences
and short paragraphs. Many written activities amedcicted at this level:
grammar exercises usually do not progress beyandehtence level and
answers to reading comprehension and literaturstigus very seldom
require extensive writing.

* The third stage is that of communication, wheretnobshe problems of the
L2 learner in writing occur. At this stage, thed#uat has to link sentences and
paragraphs, and take their audience into accouhpay attention to all the
stylistic considerations that make it possibledmmunicate on paper. These

skills do not come naturally, but must be taugkensively.

Linguistically, people grow up learning to speakhesut much conscious effort or
thought and without systematic instruction. Writimg the other hand, is learnt through a
process of instruction. The written form of langeagith its structure and form, which
are sometimes less used in speech or not, but v@inecaqually effective in
communication in writing, has to be mastered (Bry8¥9; Ferris, 1995). Again,
psychologically, writing is a task which is usuallyposed on us by circumstances. The
psychological effect of ‘what to say’ to an audiertlat is not physically present, and the
best way to put it, may become a hindrance to mvbsh they are obliged to write (van
der Bergh and Rijlaarsdam, (1999).

21



2.4 Foundation Issues in Writing

Carson (1990), in his study of Japanese and Chstadents, points out that by the time
students learn to write in the L2, most would haggquired literacy in their L1. He also
says that, ‘--- literacy skills (writing abilitiegye clearly transferable from a well
developed, prestigious language to a second laegstadied in an academic context
(p.348). In the same way, Friedlander (1990:10%sthat teachers emphasize to
students to think in English, with the belief that; if ESL writers do their work in their
first language, it will inhibit acquisition of the?, and will interfere with the generation

of L2 structures due to transfer in an incorrecy.wa

The above view is in keeping with the Contrastivealjsis (CA) theory which
hypothesizes on the interference from the L1 inl¢laening of the L2. Proponents of this
theory such as Lado (1957: 2) posit that, ‘indialduend to transfer forms and
meanings, and the distribution of forms and meanofgheir native language and culture
to the foreign language and culture. On this asserKrapels (1990) is of the view that
the usefulness and influence of the first langualgen writing in English, is a
controversial issue that demands much more reséaistbelieved that there seems to be
much variation in the techniques learners use wheywrite in a language other than
their L1 (Kilfoil and der Walt, 1997:254). Otherarists believe that L1 does not
necessarily become a hindrance to ESL compositeslsky (1982: 227) in his study of
the relationship between L1 and L2 writing in arlglial setting, notes “that what a
young writer knows about writing in the first laregge forms the basis of new hypotheses
rather than interferes with writing another langeilagThe contrasting views imply that
the notion of interference in L2 learning is debéta

Another interesting outcome of research is thailfarity with the writing task whether
in L1 or L2, has a great effect on the composiragess. This view is further supported
by Moragne e Silva (1991) that, writers tend to pose with greater ease and with less

interruptions when the task is familiar to themd éimat the language of the task does not
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impede such a process. However, (Massi, 2001; SIm2006; Spandel, 2005; and
Rowell, 1991) note that, the inability of studetdslevelop the required writing skills at
the earliest stages of education, has contributea ismall measure to poor performance
in writing through junior secondary school and b&y.o

2.5. Language in Education Policy in Botswana

With respect to the teaching of languages in timgmy schools, Setswana is taught as a
compulsory subject for citizens of Botswana thraugithe public primary school
system. The change from Setswana to English amélgkum of instruction takes place in
Standard Four (Republic of Botswana, 1994). THigcts the Botswana Government’'s
language policy which states that all learnersaloglit using Setswana as the medium of
instruction from Standards One to Three. It alssuess that students take English as a
school subject in these classes in order to preapara to learn in English which
becomes the medium of instruction from Standard Bowards. The 1994 language in
education policy, however, amended a clause imldltement to indicate that English
should be made the medium of instruction from Saathd’wo as soon as practicable (i.e.
in the long term) (Republic of Botswana, 1994:59).

In addition, the statement of language goals fertkinee-year junior secondary
programme states in part that it aims to develagliohildren proficiency in the use of
Setswana and English as tools for effective compatiun, study and work. A clause in
the Botswana Junior Secondary English Syllabus ({Blepof Botswana, 1996: i) notes:

The background of the (junior secondary) learnsrshat they
will have been taught English as a subject frorm&iead
One to Four. Thereafter, it becomes the medium of
instruction as well.

The implication is that prior to the above levik imedium of instruction is Setswana.

This is despite the fact that some pupils are S@miswana speaking. This situation is
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believed to have disadvantaged students whose mdt iSetswana (Nyati, 1987). Nyati
(1987) is of the view that Setswana speaking puailsee an advantage over other groups
of learners because concepts are presented torhier own language, whilst the non-
Setswana speaking students, have to first mastera language before they can fully
utilize it. Honey (2000) also subscribes to thisaa of thought with respect to the

disadvantage posed to the learner of the secomd,ahfourth language.

It is clear from the above that there does not sieelbe a clear-cut policy on language
which has prompted Mooko (1996) to point out thatdvana does not have a
comprehensive language policy and adds that Enlgiistheen accorded the status of an
official language, whilst Setswana functions ahaot official and national language. It
is important to add that in order to address theasf language, both educationally and
socially, the National Setswana Language Councitivivas established in 1986 was re-
organized and re-named the National Languages @d®epublic of Botswana, 1994).
However, the impact of this council on languageeéssis yet to be ascertained as the

council is yet to be formed.

The present government policy is to use Englisth@snedium of instruction from
Standard 2 as soon as practicable (Republic ofvgota, 1994). In practice, the
adherence to this policy, in public schools hashsa&n attainable. Also, compliance to
the policy as to when English should become theiuneaf instruction at the primary
level, varies from school to school, as well asifrwral to urban areas. Another factor is
the non-specific clause in the policy, ‘as sooprasticable’ which implies that the
schools can be flexible in implementing the clavglat is clear at this point is that
adherence to the policy of making English the medad instruction from Standard 2 is
not the norm. From standard 4 and above, howesaming to write in English becomes
an experience which is acquired laboriously by ettsl (Honey, 2000). Adeyemi (2004)
and Mooko, (1996) observe that the writing compeatshof Standard 7 pupils on entry
to junior secondary school, is very inadequaterajority of students. Certain types of
writing, particularly those which involve projecationto adult-type roles or of the

extended type, tend to cause them difficulty.
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For instance, Arthur (1993), in one ethnographicigtwhich pertains to the writing
practice that standard six pupils received in pumary schools in Botswana, found that
writing at that level was confined to copying notesn the board, guided writing, cloze
exercises and sentence completion. He arguesttitbrgs’ writing tended to vary only
with respect to surface level accuracy. Also, Rb{@191) points out that teachers and
administrators in Botswana have made frequentertas to inadequacies of students’
written English by the time they enter form ongusfior secondary school. As a result,
Pongweni (1999: 169-184) concludes that many amldimply do not enjoy writing

because of:

a) the assumption that since they are proficient énrttother tongue, they
can automatically transfer this to spoken and amitanguage in the
second language.

b) the nature of the task which may have little orelevance to them.

c) itis a possibility that students do not write wadicause of past frustrating
efforts at writing in the mother tongue as weltlzes L2.

d) again it may be as a result of the method or agbré@athe teaching of
writing that is a hindrance to effective writing.

e) it may also be as a result of deficiency in othdissthat is preventing
effective writing such as reading, spelling andeo

In the same way, Muthwii (2001: 10) states:

Another challenge, typical in many L2 languagesrrig

situations may be the students’ poor exposure tgli§n

language usage. This happens in situations whadersts

come from backgrounds where they do not have the

opportunities to practise using the language oetsidthe

classroom and thereby lack the repertoire of voleaipu

needed to write effectively.
Again, it is believed that it is possible to learfanguage without learning how to write
it, especially where one feels they have the lesstfor it outside the school environment
(Kilfoil and de Walt, 1997). Nevertheless, in Botswa, literacy in English is important
as government policy as well as for economic, $@rid educational purposes. For the

individual, the ability to read and write in Engjlliss a status- symbol; a requirement for
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the procurement of a job or a pre-requisite toratggtain services, hence the importance

that it is accorded in the school curriculum.

2.6. ESL Writing in Botswana

Mooko (1996), in his investigation of junior secamngwriting notes that, ‘The current
teaching approaches to composition writing havegaied writing to a solitary, lonely
and boring activity.” Adeyemi (2004) in her studyrees that for most students writing is
still a fearful and uninteresting activity and tisaidents would try to avoid it as much as
possible. Casterton (1986) infers that writingais arduous manual, emotional and
intellectual labour.” All the above lend credenodhe fact that writing is a most difficult
activity for most learners. Again, many researclseeswriting as ‘problem solving’ and
accept that students would encounter problemsiwjraves, 1996; Urbansky, 2006).

From the point of view of teachers, the fact thating is a difficult skill to acquire
makes their task more difficult. This means thdivéges have to be structured in such a
way that a writing activity is well prepared in sxtegrated way to take account of the
aims of the communicative approach to languageguegiaas recommended by the

Botswana Government.

Another source of difficulty for the teacher is #nealuation of students’ writing. Besson-
Molosiwa (1990), Adeyemi (2004) allude to clasesas one of the reasons teachers find
writing a tiresome activity. The sheer volume ofrkmag that essays or compositions
entall, is disheartening, and many teachers cundmwteaching writing for this very
reason (Kilfoil and van der Walt, 1997). Fredermk$2003:54) notes:

The process of grading student writing frustratesnyn dedicated
educators. Reading, responding to, and gradingstusdlork takes up
a large percentage of most teachers’ time.
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In order to get students to go beyond the sentexercise level or the first level as
pointed out by Allen and Corder (1974), the secstndctural stage of
expressive/extended writing is recommended to enstoldents to write in order to:

* communicate with a reader;

* express ideas;

» explore a subject, and

» record experiences (Raimes, 1983:4).
Furthermore, secondary school writing demandsstatents move beyond Allen and
Corders’ (1974) manipulation and structuring stagehat of communication. The aim of
writing at this stage, especially with referencextended writing, is to communicate
effectively. Effective communication at this stagéers to the ability of the students to:

1. Demonstrate understanding of the composition topic;

2. Demonstrate knowledge of the use of syntax, eskheuibs in English;

3. Order information chronologically with complete atwirectly formed sentences

and

4. Use language conventions (spelling, capitalizatiokh stops) with considerable
accuracy.

Raimes (1985) argues that although there is naoseer to the question of how to
teach writing in an ESL classroom, neverthelesglesits will not just ‘pick up’ writing

as they learn other skills in the classroom. Wgitias to be taught and the ways of
teaching it are as many as there are teachersaanhing styles. This is because of the
many features, factors and processes that areviewah developing a piece of writing.
This is indicated by White and Arndt (1991)’s presevriting model which offers
teachers a framework to capture the recursivelimedr nature of writing. Such activities

require students to:

* Generate ideas (brainstorming) to help writersthar long-term memory on
what to say about the topic.
* Focusing (fast writing) by dealing with the deciscabout the purpose of the

writing
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» Structure in organizing and re-organizing textaketinto account the
audience/readers and to present text to them acegptable manner.

» Draft — This is the transition from writer-basedttato reader-based text.
Multiple texts are produced at this stage, eadnaniced by feedback from
teacher and/or peers

* Review — This is standing back from the text arakiog at it with fresh eyes, and
considering if it is right. The overall aim, beitgcreate meaningful and
purposeful writing tasks, which develop the wriseskill over several drafts
(Furneaux, 1998:2).

Writing activities conducted in this way are usyatoup oriented and students are
allowed to explore ideas together and stimulateasmaher in the discussions, and
revisions, as a result of feedback from teachedspaers. These are the fundamental
principles of process writing, together with tingetor. It is obvious that this takes more
time, than merely asking students to write on &tapd correcting the result, as is the

case with product writing.

2.7. Writing Process Theories

Rohman (1965) was among the first people to presembdel of cognitive-linguistic
writing. Rohman’s model contained three stages:

1. Pre - writing (planning).

2. Writing - (composing).

3. Re - writing (editing and revising).
The above model however, was criticized becausts 6hear orientation. It is thought
that writing does not necessarily follow that ord#friting it is thought, can be revised at
any point in the process to change ideas, add dwiegl, revised and so on (White and
Arndt, 1991; Flower and Hayes, 1980; 1981). Floamt Hayes (1980: 1981), in their
models, tried to take into account the problemsatet in Rohman’s (1965) model.

Flower and Hayes (1981) define writing as a goakaied behaviour aimed at solving a

28



problem. According to them, the whole writing pres®perates under two kinds of
information:
* Knowledge in the long —term memory (LTM)
including conceptual knowledge which refers to

content discourse (text structure, syntax and style
and meta-cognitive knowledge.

* The presentation of the task environment, including

the writer's motivation for writing, the topic

features that might affect the writing processles, t

text in progress and available resources (Sovik,

2003: 50).
The above can be simplified as the LTM, represerttie writer's knowledge, thatis
brought into the task, which includes factors saslthe topic, the audience, the stored
writing plans, the available resources and thepextiuced. All these suggest a complex
process in the act of writing which some critice questioning especially with regards to

beginning writers.

Rather than focus on the product of writing, Flo&ddayes (1980: 81) emphasize the
interactive and recursive nature of writing, ané pinocesses that writers employ
throughout writing. It implies that the writing asta set of thinking processes that

writers organize while composing.

Until recently, these writing models were considetfee most influential models of the
cognitive processes in written composition (Grabe ldaplan, 1996). They specify the
interactive, recursive processes among planniagstating, and reviewing based on the
writing process. Their models have since beencaéd by many authors as shown
below:
* The models are too generalized (they suggest aramiprocess for all writers
(Furneaux, 1998).
* They have concentrated more on the cognitive anspine extent, the
linguistic aspect of writing, thereby making theubgctive to older writers
and neglecting the needs of beginning writers engtlounds that thinking

aloud while writing interferes with the process rfr@aux, 1998).
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» There are many learners who fail to plan, compaoskoa review their writing
in accordance with their abilities (Sovik, 2003).

» Less skilled writers operate at the level of ‘knedge telling’, while more
skilled writers are involved in ‘knowledge transfang’ (as in expository
writing) (Bereiter and Scardamalia, 1987).

* They do not adequately explain how or when writeocve from one stage to
the other, or if all do (Bereiter and Scardamdl@87)

* There is the feeling that Flower and Hayes’s modetglected the
significance of the discourse and product (refgrtmaudience and genre)
components of writing, and instead focuses morprooess than product
(Collins 1998; Harris and Graham 1996; Bereiter S8ndrdamalia 1987).

2.7.1.Hayes (1996) Models of Writing

Hayes (1996), in his revised version of Flower Biages 1980 and 81 models,
introduces the task schema theory as componemtextgbroduction for planning,

revising and editing aspects of writing. A taskestla would thus contain knowledge, the
goals of the task, the choice and the sequencmoégses to reach the goals, and the
evaluation criteria of the result of the goals. Téeieving and the releasing of the task
schemas will operate as a whole, on the basiseoétivironment information processing
and through a reflective analysis throughout th&s® of the writing activity. The
following can be concluded from the Flower and Ha{#980, 1981) and Hayes (1996)

models:

1) Cognitive knowledge domain is the repository ofasle
strategies, procedures required in performing cffe
kinds of tasks and can be recalled (LTM) for usemvthe
need arises.

2) The model relies on a probabilistic idea about the
functioning of writing processes, on the premisa the
implementation of a given activity increases trairation
of the next activity.
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3) Furthermore, it implies that every part of the gt

process may have some functional relationship otitier

parts, that is to say planning leads to writingjsiag, back

to re-writing and so on (Sovik, 2003:71).
Critics of the theories such as Bereiter and Scaatia (1987), Collins (1998), and
Harris and Graham (1996) argue that the modelsotiadequately specify or explain
how the activities are monitored while they arengoon. Furthermore, they do not
explain how the interpretation of environment imi@tion can affect the processing

components of planning, revising and editing.

Children and/or novices are thought to have muchkerddficulty with the writing
process as they cannot coordinate different typ&aawvledge easily, spend much more
time on each segment of the text than the expantsperceive each part of the
composition process as more effortful (Massi 2@dagrdamalia, 1981; Bereiter and
Scardamalia, 1987). Bereiter (1980) also implied thildren/novices have not yet
acquired the knowledge or strategies that allowrmatic access to many essential
components of the writing tasks as suggested bydfland Hayes (1980; 1981) and
Hayes (1996).

In spite of the criticisms, many authors seem te@@n the recursive nature of writing
that allows ideas to be reviewed, cancelled if prapriate, additions or subtractions
made in order to come up with the finished prodiat several authors agree on,
regarding the writing process can be summarizddliasvs: (needs adjustmeny

* The writing process can be explained as involviegspnal

behaviour or traits, the environment and proce&&esmerman,
1989; Altano, 2003; Hayes, 1996; and Graham, 2005).

* Readiness, exposure and the process approach rdnmeoto
develop good writing skill (Reid, 1989; King, 2006)

* Itis important that students are mentally and psjagically ready
to write. Exposure to a variety of materials boigual and verbal,
together with modern approaches to writing cantbezed to
develop and improve students’ ability to write (Bieger, 1996;
Norton, 1985; Calkins, 1994).
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* As much as possible students should be assignetdduoal writing
tasks because of the conception that writing isoalpm — solving
activity (Urbansky, 2006).

» Itis important that students are exposed to prabler tasks
representing different levels of intellectual desu(Kress, 1994,
Kellogg, 2001).

It has been argued largely in this study that wyiis considered a problem-solving
activity and that planning, drafting, reviewing aentral components of the writing
process which ends in the product of writing orlmliing. It is also noted that
intellectual functions such as related knowledggosure, readiness and skills are also

decisive factors in the process and for the qualithe product.

2.7.2.The Product Approach to Writing

Traditional approaches to writing instruction foarswritten products. Teachers
evaluate the written product, judge its form andteat, according to set criteria. It was
also traditionally believed that writing was someththat teachers expected learners to
do in class without giving any prior thought to theaning of the finished product
(Meriwether, 1997).

Williams (2003: 2) argues, ‘Mindless, repetitivatiantellectual - The product paradigm
can arguably be accused of being all of these gai#y Escholz (1980:24) says that, ‘The
approach merely resulted in ‘mindless copies adrdiqular organizational plan or style.’
Silva (1993) dubs it as, ‘an exercise in habit fation.” All these assertions on the
product paradigm is rooted in the Behavourist Thedrnich sees language as a system of
structurally related elements for the coding of meg, and the product of language
learning being the mastery of elements of thisesystRichards and Rodgers, 1995:17).
This view probably accounts for the pre-occupatiath ‘form’ and ‘correctness’

inherent in the product approach.

Hairston (1982) details some further flaws in theduct paradigm as she states that,

‘proponents of the product approach apparently ggthhe composing process as linear,
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proceeding ‘systematically from prewriting to wnidi to rewriting’ (p.78). She continues
by stating the composing process of writers andlyaimg what goes on while they
compose as opposed to the popular linear orientafithe product proponents:

Writing is messy, recursive, convoluted, and uneWfiters
write, plan, revise, anticipate, and review thromgfhthe
writing process, moving back and forth among tHtedent
operations involved in writing without any apparqaian
(Hairston, 1982:85).

It is believed that the product approach limits\wiréers to a single production of text as
opposed to the multiple rewrites allowed in prooggting, and while allowing for a
certain amount of revision; product writing serilpusnderestimates the importance of
rewriting generally. Johnston (1987) says thahegroduct classroom, the teacher is not
only pre-occupied with grammatical accuracy, babaicts as a judge of students’

writing rather than a facilitator.

In the traditional product classroom, writing wategated to the status of ‘homework’
due to pressure of time and syllabus requiremeatigd, 1988:301), thus nullifying the
possibility of teacher guidance. Furthermore, wgtivas viewed as a tool for the practice
and reinforcement of specific grammatical and lakjpatterns; accuracy being all
important and content and self expression givéle lir no priority. Basically, students

were ‘writing to learn’ and not ‘learning to writéTribble, 1996:118).

It is noted that in product approach to writingidgnts’ attention focuses on adhering to
and duplicating models and, in particular, on atrfenguage. It demands that a student
focus on model, form and duplication. Escholz ()9&fints out that the product
approach encourages students to use the samen@anultitude of settings, by applying
the same form regardless of content, therebyjfginly and inhibiting writers rather than
empowering or liberating them. Also, Nunan (1998ings out that the product approach
focuses on writing tasks in which the learner iteisaor copies and transforms teacher
supplied models. In other words, the approachaw/ed to be very restrictive in nature.
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Typically, students in classes adopting the prodpgiroach would find themselves
studying model texts and attempting various exescagmed towards drawing attention
to relevant features of a text. Traditional moa#la/riting focus on parts in relation to
the whole. Young (1978:31) comments and descritestaracteristics of the paradigm
as follows, ‘The distinguishing features of theditenal rhetorical paradigm include; the
strong concern with usage (syntax, spelling, puatain) and with style.” Nunan (1999)

writes that the primary goal of product writingais error-free coherent text.’

As stated earlier, traditional language arts pnognas support the product approach to
writing. This implies sequentially ordered writisgills which include grammar, usage,
spelling as well as elements of style and formdisdourse. However, it is believed that
the breaking down of written expression into congarparts or teachable ‘units’ does
not necessarily translate to the whole productritirvg. For example, Hillocks (1987)
finds that knowledge of grammatical rules alonesdoat improve one’s writing or
communicative skill. It is believed that the protiuiew of writing is the direct result of a
skill orientation of the behaviourist school.

The above, unfortunately, is a scenario which ry weuch part of a product — centred
language arts curriculum, which still influenceasdroom instructions today. Nowadays,
however, researchers into writing feel that thermore to writing than the product. The
guestion has shifted into more fundamental caudesfiect dimensions. Hayes (1996),
Meriwether (1997), Sunflower (2006), FredricksofA3), Urbansky (2006) and a host
of other authors note that there is now a widespreeognition that, writing is a process,
which involves several identifiable steps or stages

2.7.3.Writing as a Process

Modern understanding now views writing as a procAssording to Jordan (1997), the
process approach was developed by way of readititetconfines presented by the
product approach. In the past, writing, especiallgrimary classrooms, was
synonymous with copying and handwriting practicadidlition to the use of de-
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contextualized grammar exercises (Arthur, 1993).idlka that children needed to
experience the writing and composing of their oextg was alien to these earlier
methods (Wyse and Jones, 2001). There was alsi afainderstanding of the ways that
all writing is created as part of a process. #lso believed that throughout the history of
the teaching of writing, presentational aspectedpct) have frequently dominated the

curriculum (Collins, 1998).

The notion of teaching writing as a process wa®hged during the 1970s and 1980s.
With this approach, the focus of writing instructishifted from the product to the
process. The process of writing refers to whatessido which Graves (1996) describes
as having five stages which are brainstorming/pnéng, drafting, revising, editing and
publishing. Again, a common assumption is thatfpileeess approach empowers its
students, by enabling them to make decisions abeufirection of their writing through
discussions, tasks, drafting, feedback and inforaotexices, thus encouraging them to be
responsible for making improvements themselved@lod997; Urbanski 2006;
Frederickson 2003).

Furthermore, with the outcome (product) a secondangern, the teacher becomes a
facilitator in providing formative feedback duritige process of each student’s
composition. Students, also, are encouraged torasgueater responsibility for making
their own improvements, as opposed to the mimickingroduction of a pre-determined
model. An importance of this model is the attemptakes to highlight the cyclical and
recursive nature of writing whereby pre-writing,itmrg and re-writing go on
simultaneously (Hayes, 1996; White and Arndt, 198dgves, 1996).

Meriwether (1997:2) identifies the basic stepshimwriting process as follows:

Pre-writing (selecting a topic and planning whas#g)
Writing (putting a draught version on paper)
Revising (making changes to improve writing)
Evaluation (assessment of the written work)
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Kilfoil and van der Walt (1997:257), in citing Trimer and McCrimmon (1988) and
King (2006), identify three stages in the writinggess as planning, drafting and
revising as highlighted below:
* Planning - described as a series of strategiegmasito find and formulate
information in writing.
» Drafting - as a series of strategies designeddaroze and develop a sustained
piece of writing.
* Revision - as a series of strategies designedéxaenine and re-evaluate the
choices that have created a piece of writing.

What can be deduced from the above interpretatsotie way writing is seen as a
process in which students are given time to thidud and discuss their ideas on a
specific topic, to write a draft or framework of atithey want to say, to discuss this
again and then to write a more detailed accountdiKand der Walt, 1997:252).

This process approach has also been schematizathiby and Arndt (1991). Their
model shows the cyclical and recursive nature divg in the process approach alluded
to by Flower and Hayes (1980, 1981). All the afoeetioned authors suggest an
improvement on Rohman’s (1965) model. While Rohidantifies 3 stages in the
process in a linear order, Grave (1996) ident&ie®lerriwether (1997) lists 4. A
common denominating factor in all of the modelthis recognition of the basic ideas of

writing as a process and the recursive nature oingr

Terms like brainstorming, drafting, revising, edgiand publishing are useful for talking
about the parts of the writing process, which dbnezessarily occur in a fixed order for
individual writers in specific situations (Gravd$96). Also, in the process approach, the
students do not write on a given topic in a resddime and hand in the composition for
the teacher to ‘correct’ — which usually meansnd errors. Rather, they explore a topic
through writing, showing the teacher and each atiar drafts, and using what they
write to read over, think about and move them onew ideas (Meriwether, 1997). A
student should be given the time for the procesgoid, along with the appropriate

feedback from readers such as the teacher or stilndents. This would enable the
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student to discover new ideas, new sentences,@madvords as they plan, write a first

draft and revise what they have written for a selamansubsequent drafts.

Finally, it is believed that the process approactviiting is especially effective for
learners of English as L2. It also lends itselfhte student-centred learning heralded by

the communicative approach to the teaching of Ehgh the Botswana context.

2.7.4.The Composing Process

Collins (1998: 44) argues that in order to composaningfully, writers need to have
clear audiences and purposes. He highlights theritaupce of different purposes for

writing in the following assertion:

The purpose of the writing also affects compositiwhether it is
to entertain, persuade or explain. Purpose inflegnte
linguistic structure of the piece and helps thédcbonsider
the language choices to be made.

In composing, therefore, certain distinctions hagen drawn from several studies.
Myers (1983) highlights that freshmen who engageréwriting consisting of dyadic
conversation compose better essays. Cox (2002kaisothat prior discussion results in
writing that is longer, has more subordination, Aad fewer common sentence errors.
Writing an effective composition requires a sedmtinformation, an incubation period
during which thoughts can be developed, writing aften re-writing until the
composition presents the intended message to fire@pmte audience (Grabe and
Kaplan 1996; Cox 2002; Collins 1998). Taba, Samnanel Freeman (1964) point out in
their work on cognitive development, the necedsitygathering and processing data
prior to the final abstraction. This process i®aldal to writing: the author needs to
search, select and reflect about information, naeas, supporting information and
accurate conclusions or ideas. Skills in strucugantences, paragraph development,
grouping, listing and classifying related ideagntifying main ideas and logical

sequence of ideas, are all important and help stade be effective writers.
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As students progress into longer composition wgitmjunior secondary school, they
will find that there are some special requiremédaitghis type of composition writing.
They will have to:

» Decide on a subject or topiStudents would be more motivated to write if they

consider the subject both interesting and import@eneral subjects or topics
may come from many of the content areas. Ofterr@a eosely related to a

student’s personal interests provides an exceitgnt.

» Narrow the topicMany topics are too broad, technical, and abstatdo far
removed from students’ experience to be of much esgecially in ESL
situations. Asking a student to write about thamily vacation overseas, or
their recent visit to the beach can be inappropratbeyond most students’
experience in a Botswana classroom, the reasou lied, the concept of going
on vacation overseas for most students is outebttinary, while a visit to the
beach is mostly impossible for most students aswana is a land-locked
country and most will not have the means to vitieo countries for that
purpose. Moreover, only a few elitist students wialgrive meaning from such
a topic. Norton (1985) opines that the writing @ty must be meaningful in the
sense that it forms part of the students’ world.

» Gather ideas and informatioAt this stage, students brainstorm, list, and make

notes of their ideas, use texts or relevant sourcgather ideas and information.

» Organize ideasAfter students have finished gathering informatithrey are ready

to start analyzing, selecting and ordering thdwmrimation.

» Write and re-writein teaching composition skills, the teacher is @ned with

the student’s ability to develop clear ideas andrganize and elaborate on
them.

Consequently, teacher feedback, student evaluafitre writing, and any rewriting
should focus on the clear development of thosesigidarton, 1985) outlined above.

Schwartz (1977: 757) defines the rewriting connegtéh composition in this way:
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Rewriting is not just recopying neatly, minus a fpunctuation
errors. It is not just fixing what is wrong. Rewmd is
finding the best way to give your newly discovergeas to
others; it's a finishing, a polishing up and it ahb be
creative, and satisfying as any job well done.

If teachers interact with students during the entiriting process, students will have both
positive feedback and an opportunity to make impnognts during each step of the
process, instead of having to wait for teachertreado the finished product (Adeyemi,
2004). When students write and the teacher rethetstudents can decide on changes
before the final writing, so that only minor chaegeay be necessary at that point.
Research by Mills (1970) concludes that both onal silent re-reading of written

compositions help the student evaluate and makessacy changes in the writing.

It is argued by several researchers that childrien are learning to write in ESL can
benefit greatly from a process approach to writiBigapson (2006), Meriwether (1997)
and Cox (2002) recommend the use of sharing akih¢galogether (conferencing), peer-
response groups, cooperative/collaborative learmiadogues, role-plays, and drawing

on prior knowledge and experience in the teachnthlearning of process writing.

2.7.5.Criticisms of the Process Approach

It can be seen that the process approach offerg passibilities for fostering and
developing the writing skills of second languagarters as it has the potential for
interactive classroom work. It is equally amenablese in the communicative approach
to the teaching of language favoured by the Botswatucation policy. However, the
approach is not without its critics. Among theicstof the process is Horowitz (1986),
who derides the approach for lacking purpose, aed & as leaving a lot to chance in the
classroom. Young (1978) argues that the approagihasizes fluency over accuracy.
Schmidt (1990, 1994) says that accuracy is a mstatien of conscious language
learning that arises from the learner’s ‘awarenessntrol’, and ‘attention’ to language
input. He goes on to say that accuracy impliesldraguage learning is taking place,

which is superior to the implicit process of flugnand contends that a control of
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linguistic accuracy enables the learners to apatedietter, the instruction in the L2. If
learners are to become communicatively effectiv@re should not be allowed to persist

under the guise of trying to achieve fluency.

Swales (1990) calls the process approach a ‘saitgss which protects students from
the rigours of external assessment criteria. J9@3) acknowledges the inestimable
value of the process approach on L2 classroom vibartkgautions that most of us

accepted the process movement without questiotsngalidity for our populations and

educational contexts.

An important criticism of the process approachrabably that of Dunn, (1995), Englert,
(1995), Harris and Graham, (1996) and Martin (198%)ng his work with aboriginal
migrant students in Australia, he notes that bex &%l students generally do not have a
fully developed inter-language code system, thed i difficult to participate in
discussions during the various stages involvetiénprrocess. As a result, they easily
acquire the status of ‘outsiders’ who cannot deadi e challenges and demands of
academic discourse or, simply put, classroom dsgsonsThis is a concern that should
not be overlooked by teachers using the approaobhdier not to end up, unknowingly,
‘excluding’ some students from the learning prode=msause they are unable to take
advantages of the communicative opportunities eragmd by the approach or because

of other specific learning disabilities(Chimbganga0l).

In spite of the various criticisms of the procegpraach, it is highly recommended for
beginners and intermediate learners of English2zag his is because many studies have
been done to determine the effectiveness of theoapp, especially in the context of
ESL (Hudelson, 1987, Reyes, 1991, Reyes and Hakfi)). It is strongly believed that
the practice and the process involved would beaingd in the students at these levels in
time for them to develop the academic disciplinbetp them acquire the skill of fluency
that goes with accuracy, which will eventually fésuthe competency needed for

further academic accomplishment.
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2.7.6.Writing at Secondary School Level

At secondary school level, there are immediatelang term objectives for writing.
Extended writing or composition writing is taugbtenable students to develop writing
skills to cope with their academic work, as welldaselop functional writing skills to
manage the type of writing needed both inside anslide the school situation. Writing
serves as an important tool for effective partitgpaand functioning of an individual in
the society. Students at this level depend togeldegree on extended writing skills in
examinations, and the process approach to wriingluable in most subjects. In the
communicative approach to the teaching of Englibitivis recommended and
emphasized throughout the junior (Republic of Batisa; 1996) and senior secondary
(Republic of Botswana, 2000) English syllabi, wrgtiis seen as a process. Students are
guided to plan, draft and revise their writing amd also encouraged to ‘learn to write’ as

opposed to ‘writing to learn’ (Tribble, 1996).

Writing activities at the above level imply thatmgtudents will have to write for
examination purposes, as well as for social and@woic purposes and graduate on to
academic writing of the type they are going to emter in post-secondary level and in
life. All the above factors have the potentialriorease students’ motivation for writing.
Apart from concentrating on forms of writing thatve a practical value to students at

this stage, their specific needs will be satisfredreas of creative writing as well.

2.7.7.Assessment of Learners’ Writing

Traditionally, language teachers have always begarded as the teachers with the

heaviest marking load, and extended writing isré@son for this. Also, the marking of
essays has become the main evidence of the tesd®otion to duty. For this reason,
many teachers regard the idea of not correctingyesiegle, grammatical structure and

stylistic error, as heresy (Kilfoil and der Walg97)

Another traditional belief is that the evaluatidreatended pieces of writing is concerned

mainly with structural or grammatical elements. tdies in students’ works are ‘major’
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when there are too many grammar errors, and ‘minben there are errors of spelling or
word order. Content may be considered, but if tlaeecstoo many ‘major’ errors the
student cannot pass, no matter, how original tha.iResearch has, however, shown that
the identification and correction of errors, eitbgrthe student or the teacher, does not
necessarily aid the learning of that rule or depelensitivity for it (Ferris, 1995, 2004;
Huntley, 1992). Moreover, Kaplan (1983) suggesas there is very little correlation

between grammatical control and the ability to &gktended pieces of prose.

Research also advocates feedback on the studeat’svhiandling of content and
organization. There is evidence that such feedizankcessary and does result in student
improvement (Fathman and Whalley, 1990; Huntle@2)9Huntley (1992) maintains

that feedback on content and organization shoulgrtd@ded to students while feedback
on form should be avoided. He also advocates tAdéachers incorporate peer reviews
and student-teacher conferences in their teachifijams (2003), emphasizes that,
written feedback is an essential part of any laggusourse that involves a writing

element.

Rorabacher and Dunbar (1982) list three aspectshbatudent has to know before s/he
can start writing as mechanical correctness (gramspalling and punctuation), content
(what they want to say) and organization (how thietent is arranged). As a result of this
situation, the issue of feedback and the type edifack to give will sometimes, depend
to a large extent, on the teacher as to what tchasipe — form, content, organization,
and so on, including the specific or collectiveawef the students. At the junior
secondary level, where the emphasis is on the conuative approach, the teacher may

likely focus more on content than the form.

Leki (1990), talks about the three dimensional adléhe teacher as real reader
(audience), coach and evaluator. Criticism of tlag veachers respond to students’
compositions arises from the fact that teachemngeeconcentrate more on their role as
evaluators and judges and do not coach. This meahteachers are seen to be judging

students’ written work rather than guiding studehtsugh their writing. Hendrickson
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(1980:216-217), observes that, ‘--- from a leajenspective, it is disconcerting to
receive a ‘corrected’ composition with many wordsssed out, new words added, and
an array of marginal comments — all usually writiteiblood-red ink’. He indicates that
teacher feedback has the potential of being desteuather than constructive, if not

properly given.

Sommers (1982) suggests that teachers often cetratnts’ written work in such a way
that the written product ends up not reflectingléeners’ meaning, but the teacher’'s
own message. Zamel (1985) and Cohen (1987) ateofi¢w that teacher feedback is
often inadequate because it basically deals wittase level issues. In agreement with
this view, Cumming (1983) notes that error hunigthe technique most popularly
employed by teachers. He points out that it is tfollvhether teacher feedback is of any
help to students, apart from leading to cosmetjastichents to the written product. This
probably explains why Garret (1991) suggests @matiers be taught to monitor
themselves so that they are able to improve tregflopmance.

King (1985: 57) also says that the level of magkan be:

- intensive — marking all major errors as well as nwnting on ideas.

- impression — not picking up every error but awagdirmark and making
comments based on overall impression.

- response — not giving a literal or numerical gradewritten comments, including
the teacher’s feelings about the piece of writenayl

- focal — singling out particular criteria to cheak-e from a specific point of
structure to style.

In the above case, structure and content are stteaad depending on the level of
students and the purpose of the writing activhyg, teacher will pay attention to one or
the other. Perhaps, with regards to writing indbeve context, written feedback can be
an integral part of assessment as suggested biall(2003). Overall, the teacher’s
task will be to provide evaluation that will ledtktlearner into reflecting on their work,
rather than merely copying correction or not stagythe evaluation at all (Simpson,
2006). This is where the process approach to tehieg of writing in the
communicative context becomes invaluable. Sokm888b) puts it this way, ‘the
process approach puts emphasis on work that idagerg, on revision instead of on
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mistakes’. Through the process most mistakes im famd content would be minimized

as students get feedback from teacher, peers #rd@aitoring procedure.

In consideration of the above submissions, it néed® seen whether teachers use the
traditional product approach for the sake of comsmee or simply because they have no
idea of the intricacies inherent in the procesg@ggh to writing. Whatever the case,
teachers should focus on impression and resportbewslevelop their students’

communicative and writing skills.

2.7.8.Self and Peer Evaluation of Writing

Self and peer evaluation are aspects of the pramgs®ach to writing and evaluation of
such works. The process approach emphasizes thlwément of students in their own
work as well as the work of their peers. It is bedid that the very nature of writing
makes it a controlled and revisable activity (Whitel Arndt, 1991). Therefore, students
must be taught to realize that their writing candgsed and changes made during the
process. Also, students need to be guided to loothkir own errors. To help students
evaluate their own work, the teacher could provigan with a short grid or rubric to use
when revising or evaluating their own work (CoxP2D Examples of such assessment

tools are rubrics, writing checklists, includinggp@nd individual checklists.

2.8. Summary

A lot has been discussed in this chapter pertaitangriting, the writing theories,
problems of writing in ESL contexts, and the tramh&l and current approaches to
writing in secondary schools. It has also beenathiat in spite of all of the current
knowledge about writing, and how composition wgticen be taught, the problem of
extended writing in junior secondary schools indaina, still persists. Several

instances, observations and studies have beentaitéghlight the problem. Official
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government documents have also been highlightesidence to show the prevalence of

writing problems among students in Botswana jusemondary schools.

As a result, this study seeks to investigate thestbom practices and the approaches
utilized by teachers in teaching composition wgtin the classrooms, and how they
impact on the learners’ performance. In line with bbjectives of this thesis as spelt out
in Chapter One, particular emphasis will be ondh&llenges posed by such approaches
to both students and teachers, and the developphembdels that would best address the
needs of students in developing writing skills twauuld minimize the problems
encountered in the teaching and learning of Engishposition writing at the junior

secondary level in Botswana.
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CHAPTER THREE

3. RESEARCH METHODOLOGY

3.1.Introduction

This chapter is devoted to the discussion of thtnatlogy employed in this study,
including issues pertaining to data collection, andlysis. As stated earlier, this study
aimed at identifying the approaches adopted byhradn the teaching of English
composition writing in Botswana junior secondargssrooms, and the difficulties or
challenges encountered in doing this in the tegcand learning process. Further, the
study aimed to determine whether the approachkzedtiby teachers have any
inhibitions on the performance of students in Estgtomposition writing at the junior
secondary level. Also, it sought to proffer solas@mr models that would help to
minimize the challenges of teaching English compmswriting and enhance students’
performance in writing. More specifically, this ¢ter deals with the methodology,
research design/conceptual framework, gaining ettieyschool settings and the
samples, the research instruments, and the prozéoiudata collection and analysis

among other issues.

3.2 Research Methodology

This section describes the research design osthdy. The study adopted the qualitative
approach. The use of the approach was based ahanacteristics of the qualitative
tradition as can be deduced from the following dsston of its various paradigms and
definitions, thereby justifying its use for the &pf educational issues and problems
identified in this study.
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3.2.1.Qualitative Research

There is ongoing debate on the most appropriatbadstof research enquiry in the
social sciences in general, and in educationabreben particular. The debate mostly
centres on the paradigms which guide and inforreaiesh in the social sciences, data
collection methods and the trustworthiness of ésearch findings (Magagula, 1996;
Cresswell, 1994). The whole debate centres ondhaea of reality and how it is
perceived. Vulliamy (1990) contends that the demateainly a distinction between
research techniques or methods on the one hanghamadigms, methodology, or
strategy on the other. The focus of this discussan the choice of the qualitative
research paradigm and qualitative research techsidgelow are definitions of

gualitative research:

Macmillan and Schumacher (2006:315) define qualdatsearch as:

Inquiry in which researchers collect data in fagdece situations
by interacting with selected persons in their Bg#i
Qualitative research describes and analyzes peaople’
individual and collective social actions, beligfspughts and
perceptions. Qualitative studies are important floeory
generation, policy development, improvement of atiooal
practice, illumination of social issues, and actstimulus.

Also, Cresswell (1998:15) in his definition says:

Qualitative research is an inquiry process of usidgading, based
on distinct methodological traditions of inquiryathexplore
a social or human problem. The researcher builctsngplex,
holistic picture, analyzes words, reports detaleews of
informants, and conducts the study in a naturaingget

Cohen and Manion (2001:317) conclude in their didin that:

Qualitative research is said to penetrate situationways that
can establish cause and effect, in real contegt®gnizing
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that context is a powerful determinant of both esuand
effects and thereby, determine the cause and effect

Relying on the above, it is hoped that the approamhld enable the researcher to
establish the cause and effect as to why teachdrstadents are having difficulties in
English composition teaching and learning at tmegusecondary level of the Botswana
education system. As a consequence, the quali@pipeoach as a method of data
collection was extensively utilized. Furthermoriecs the focus of this investigation was
to explore an educational problem, and to proftdutsons which involve policy and
practice ramifications, the use of the qualitatnaglition, considering its characteristics
outlined above, provides a useful strategy. Furdtimpts would be made to highlight

and justify its use.

Ely, Anzul, Friedman, Garner and Steinmetz (1998eove that different terms are
usually used to define qualitative research, ss¢maturalistic enquiry and ethnographic
methodologies. Lofland and Lofland (1984: 3) are@agmany who list a variety of

terms for research done within the social scieacesmake the following assertion:

Social science is a terminological jungle where yndabels
compete, and no single label has been able to cochriiee
particular domain before us.

Denzin and Lincoln (1994: 2) describe qualitatigegarch:

Qualitative research is multi-method in focus, iwmg an
interpretive, naturalistic approach to its subjectter. This
means that qualitative researchers study thingshair
natural settings, attempting to make sense of terpret
phenomena in terms of the meanings people britigeio.

Also, Cresswell (1998:15) in his own reflectionqufalitative research and its
characteristics says:
Qualitative research is an inquiry process of ustaeding based
on distinct methodological traditions of inquiryathexplores
a social or human problem. The researcher builcsngplex,

holistic picture, analyzes words, reports detaneelvs of
informants, and conducts the study in a naturaingget
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The above definitions inform the nature of the mdiflogy employed in my research
which stretched over a period of one school tednseoving and interviewing students
and teachers in their natural classroom settimaggasing information from observations

and interviews and information from documents amiflbats.

Furthermore, Cohen, Manion and Morrison (2005)tkay qualitative research lends
itself to the kind of concentrated action founatiassrooms and schools. This is because,
according to Woods (1983: 15-16):

People are constantly undergoing change in interacand
society is changing through interaction. Interactioplies
human beings acting in relation to each other,naleach
other into account, acting, perceiving, interprgtin - -.
Hence a more dynamic and active human being emerges
rather than an actor merely responding to othedse T
interactive nature of teaching and learning in ¢lessroom
setting and the subsequent ‘emergence of change in
behaviour’ that education entails, support the itatate
approach to the study of problems or issues pémtaito
education.

3.2.2.The Nature of Qualitative Research

Sherman and Webb (1988), Bogdan and Biklen (1992¢0ln and Guba (1985), and
Lofland and Lofland (1984) claim that qualitativesearch is perhaps better understood
by the characteristics of its methods than by andiin. They present lists of such
characteristics. Shermann and Webb (1988: 5-8yaadliwhat leading qualitative
researchers said about their work in differentiglstes. Their analysis produced the
following characteristics similar to most typesgjofalitative research:

 Events can be understood adequately if they are see

context. Therefore, a qualitative researcher imegers

her/himself in the setting.
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» The contexts of enquiry are not contrived; they aagural.
Nothing is pre-defined or taken for granted.

* Qualitative researchers want those who are studiespeak
for themselves, to provide their perspectives irrdsoand
other actions. Therefore qualitative research isnégractive
process in which the people studied teach the relsea
about their lives.

* Qualitative researchers attend to experience asaewnot as
separate variables as the aim of qualitative rebe&@ to

understand experience as unified

With respect to the views of Shermann and Webb&),98e investigator
recorded the classroom teaching and learning &esywhat the subjects did
and said, and recorded the information elicitednfinterviews and other forms
of interaction with those being studied. These pdoces were used to ensure
the validity and reliability of the data germanetie study. It is believed that
when knowledge is obtained in a triangulated fatns, capable of ensuring a
holistic angle.

Finally, qualitative research is said to be an ingthat:

is based on a constructivist philosophy that assumhat
reality is a multi-layered, interactive, sharediabexperience

that is interpreted by individuals;

is concerned with understanding social phenomeian fr
participants’ perspectives, which is achieved bglying the

many contexts of the participants;

involves the collection of data in face to faceuaitons by

interacting with selected people in their settings;

describes and analyzes people’s individual andecte
social actions, beliefs, thoughts, and perceptioertant for

theory generation, policy development, improvemerit
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educational practice, contributions to policy, sbactions
and so on (McMillan and Schumacher, 2006: 315-316).

The above methods and characteristics, agaim Witith the type of research undertaken
in this study. First, a human problem — studeintzbility to write effective composition

at the junior secondary level was investigateddestified in Chapter One of this study.
Reasons were established as to why this was swdér to do this the researcher, built a
complex, holistic picture of teachers and studentieir natural settings, analyzed

words, reported detailed views of informants (bgef#o face interactions and interviews).
Also, documents relating to participants daily $vand activities were examined.
Furthermore, the researcher also utilized the mmléthod focus of the qualitative
process of analyzing the individual and collectnetions, beliefs and perceptions of the
subjects or participants to come up with contritautio practice, educational issues, and a

model for practice.

3.3.Research Design

This study was designed to embrace a plan whictritbesl the conceptual framework,
gaining entrance into the field, the school settiagd the sample, and the background of
the student participants. Other issues discussdaded the students’ second language
background and the background of the three teaahéng investigation. Finally, the
strategies of data collection and analysis in aocjon with the elements mentioned in

this section, are believed would help to answerdisearch questions.

3.3.1.Conceptual Framework/Design of the Study

This study was conceptualized on the basis ofrdradéwork shown in Figure 2. The
English composition teachers were conceptualizeudaat to teach the Form One
students to write English composition effectivehdawith greater ease. In doing this, the

teachers of English utilized some approaches ichiag the anxious learners to enable
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them to compose effectively. What are these appesst The identification of these
approaches enabled the investigator to answer Rs@aestion One. In using the
approaches during the teaching-learning situatigigsthese teachers encounter problems
or challenges that impinged on the effective taaglaind learning of English composition
writing in the classroom? Answers to this questiame enabled the investigator to
answer Research Question Two. Further, did thegsmaphes as used by the teachers
constitute inhibitors to effective developmentaimposition writing skills? The answer
to this question helped explain Research Questioaeel Finally, the suggested solutions
or models advanced by the investigator after disdog the ‘gaps’ in the teaching-
learning process that could help to enhance tlee®fe teaching of composition writing
in junior secondary schools in Botswana have hetpgovide the answers to Research
Question Four.

Figure 1: Conceptual framework/design for the study

Effective English
Composition  Writing

Identification of Approaches
Used By Teachers

l

Problems Encountered by the us
of such approaches

\4

Inhibitions to Students’ Effective
Composition Writing
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3.3.2.Gaining Entry into the Field

It is important that investigators seek permisgibaccess to the institution or
organization where research is to be conductedaceptance by those whose
permission is needed before the study can be dastie Cohen; Manion and Morrison
(2005:53) note:

Investigators cannot expect access to a nursenpogccollege,
or factory as a matter of right. They have to dest@te
that they are worthy, as researchers and humamgdeaf
being accorded the facilities needed to carry dirt
investigation.

In order to gain official permission to carry ohetresearch in the three randomly
selected junior secondary schools, personal wgte made to contact the school
authorities, specifically, the respective scho@d® The purposes and the objectives of
the research were explained, after which theiistamsce were sought in identifying
prospective participating teachers. Meetings wer@nged with all the teachers of
English in Form One of the participating schoois¢s any of them have the chance of
participating if their classes were randomly s&dcExplanations were given to the
prospective teacher participants, in which the meatidi the research was further explained
in details as to duration, observation of lessansg, request for interview of participating
students and teachers. Finally, the consent gbdinigcipating teachers whose classes

were selected and who agreed to take part in tltly stas sought and granted.

3.3.3.The School Settings and the Sample

As specified in Chapter One, Gaborone, the cagitylof Botswana was purposively
chosen for this study as a location. Gaboronecisyavith great diversity in terms of the
population of Botswana citizens and foreignerss # city in which all ethnic groups
within the country, as well as foreigners, are fbtm co-exist peacefully. In terms of
socio-economic background, the city can boastwf laiddle and high income groups
with schools within any area having students frdins@cio-economic backgrounds. This

is so because junior secondary schools in theatitgict students from the immediate
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communities or catchment areas, hence the appel]atiommunity’ junior secondary

schools.

According to available statistics, there are tleint@ublic junior secondary schools in
Gaborone (Republic of Botswana, 2006a). The narhtégedhirteen schools were written
on pieces of paper and then shuffled. Three op#pers were then blindly picked from
the shuffle. As earlier stated, all the thirteenagds have identical conditions and
environment in terms of human and material res@uinost all the schools are also
equidistance to the researcher’s place of abodeed¥er, each of the thirteen schools
had an equal chance of being selected becausd #mgno would provide the richness of
information/data needed for the study. For exantpkefacilities in terms of human and
material resources are almost the same as scheatemtrally supplied with materials by
the government. This means that the schools hareiahl physical facilities, same type
of human resources, administrative facilities, analent ability distribution or groups.
They were also conveniently located to the reseaixiplace of abode. Furthermore, the
schools were similar in the sense that they hadsgipes of students in terms of socio-
economic background. Also the schools had sameygrbteachers in terms of diploma
and degree holders in language education. As & fdhe similarities in the conditions
of the schools, three of the thirteen schools wanelomly chosen for this study. The
three schools were subsequently labeled SchodBsahd C. Again, it was possible to
choose one or two schools for the study, but tkiestigation assumed three would be
necessary for more representations and generalizatithe results of the research

findings.

A Form One class was chosen randomly from eacheofttree randomly selected
schools to form the three classes under investigaAs earlier stated, the schools and
classrooms had almost the same environments armitions. Any three of them would
present the richness of information needed foré¢isearch. Since Gaborone as a location
was purposively chosen, the three schools anchtiee tlassrooms were randomly
chosen to further serve the purpose of collectindapth data. There were six arms of

Form One in each of the three schools. Alphabedtydugh F were assigned to represent
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the six classes in each of the three schools artkmwon pieces of paper. An alphabet
letter was blindly picked from the six shuffled ggs of paper to represent the class
chosen from each of the schools under study. Ittiuas that every Form One class in the
selected schools had an equal chance of beingdiedlar excluded from the study. The
consent of the teachers whose classes were seleatesbught. At this stage the teachers
of the selected classes could refuse to particip#itey so wished. For those teachers
who declined, the random sampling procedure wasategl, but without their classes
being included. The teachers of English in thecdeteclasses whose teachers were
willing to participate were matched to their sctsoa$ Teachers A, B and C to correspond
with the label ascribed to their schools, and otethfor assistance, after the initial
meeting with them at the stage of gaining entrye féfusal of some of the teachers to
participate in the study at this stage was notedl lagitation.

Form One is the initial year in the three-year qursecondary education system in
Botswana, and comes after seven years of studynaagy school level as earlier stated.
At this level, students are adjusting to a new sthwew teachers and new teaching
approaches in their secondary education. Alsogsiiscare more open minded and
amenable to change. All these factors combineeélis\y®ed to make it easier for the
students to appreciate different teaching methedtiniques and strategies. Finally, there
is ample time for students and teachers to expetimgh different teaching approaches
without the pressure or thought of an impendinglfaxamination that characterizes
terminal years of schooling. More importantly,stielieved that laying the foundation
for effective reading and writing skills shouldrstsom as early as possible in education.
The junior secondary education runs for three ygasems 1 through 3). Each of the
three participating classes named, 1E, 1F, andad3B, 42 and 41 students
respectively, making the total number of subjectsisisting of varying ability groups to

one hundred and twenty-one (121).
It is recognized that three (3) teachers, thres¢Bpols and one hundred and twenty-one

(121) students of the public junior secondary stegstem were used in this study. A

limitation of this study would be that the findingbkthis investigation might not be easily
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generalized to the entire junior secondary schimoBotswana. Further, because of the

problems of time and the bureaucracy of the sysseme factors might limit the ease of
data collection.

3.3.4.Background of the Student Participants

The technique used in Botswana to distribute stisdeto form one classes from the
primary schools entails an attempt to evenly diste the different overall grade levels
of the Primary School Leavers throughout the clasBke participant students, therefore,
are representative of the population of form oneeints who were admitted for the year
2007. The class allocation system considers egpaésentations of students who scored

grades A, B, C, D, and E in the Primary School leza\Examination (PSLE). The

overall PSLE grades of A, B, C, and D are thereths&ibuted across the classroom

spectrums. This corroborates the assertion that Baiswana junior secondary public

classrooms are mixed ability in nature as the stigdare distributed evenly by their
grade of performance at PSLE. For example, clegslalition of students was done in
such a way that the PSLE grades were representessabe spectrum for the

participating classes as follows:

School A | School B| School G
A=4 A=9 A=10
B=11 B =13 B=13
c=17 C=15 C=14
D=6 D=4 D=5
E=0 E=0 E=0
Total = 38| Total = 41| Total = 42

The above showed that all grade groups represethténgarious ability groups were

represented in each of the three classrooms tgtatie hundred and twenty one (121)

students used in the study. It is important to mloé¢, an overall E grade indicates that
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the student has failed. With the Botswana goverrtimeiffer of the nine-year basic
education for all students (Republic of Botswar@95), it is not improbable to admit
students with such grades in the junior seconddwgaion system. However, in this
instance, there were no students with E grades.

3.3.5.Students’ Second Language Background

The background of the students is such that theay IEnglish as a second language (L2).
This is so because the study was based on thegeéhat all student participants learn
English as L2. It was also found that all the shidepeak other languages apart from
English at home. There were more Setswana speatidgnts than other languages such
as lIkalanga, Sekalaka, which are some of Botswanaierity languages. A few other
languages spoken by other nationalities from Botswaere also recorded such as
Bemba, Somali, Kikuyu and Korean. This is an inticzathat all the student respondents
learn English in ESL context as there were no stted@ho were recorded as learning
English as L1.

Students’ scores in English at the PSLE indicabted they were equally distributed in all

the ability groups across the classroom settinfglasys:

School A| School B| School (
A=8 A=15 A=14
B=10 B=13 B=16
C=12 C=12 C =10
D=8 D=1 D=2
E=0 E=0 E=0

Total = 38| Total = 41| Total =42

)
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3.3.6.Background of the Teachers

The three English subject teachers for the thrisetgel classes were involved in the
study and identified as Teachers A, B, and C toespond with their schools as stated
earlier. These teachers were qualified Englishhiecjudging from their qualifications,
and the Performance Evaluation Report (RepublBatéwana, 2006b) of the
Curriculum and Evaluation Department of the Botsavlhinistry of Education, that
notes that English at junior secondary school impéaught by trained teachers. The
highlighted profiles of the three teachers belotesds to this assertion:

3.3.6.1. Teacher A

Teacher A is a graduate teacher of English witlhst Braduate Diploma in Education
(PGDE), with five (5) years of teaching experienider motivation for specialization in

the subject was because she liked fluency in thguiage and wanted to find out if she
could write poems. She added that she was inter@stle creative part of the language.
She mostly prefers to teach Literature in Englisbduse, according to her, and to use her
exact wordsilt is the most interesting part of the English ¢prage that | like and enjoy
teaching.’On the aspect of English she least preferred thieshe replied that it is
grammar. This is because she feels that it isighd and emphasize too many rules.

Besides, she said that her students do not ergogifeg grammar at all.

3.3.6.2 Teacher B

Teacher B holds a Diploma in Education with spézadilon in English and Setswana.
She has a teaching experience of ten years. Hevatioh for specialization in English
was because she had a very good background insBn§lne had gone to an English
Medium School, where the medium of instruction \Eagllish, and Setswana was taught
only as a subject. Besides that, she had very tgaathers who had motivated her. She
further said that, she enjoys teaching Literatutten than other aspects of English
because she enjoys reading and that there is akeaysthing to be learned from it. She
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added that students also enjoy reading as it lilepa to develop vocabulary skills.
When asked which aspect of English she least prédeteach, she saidi,don’t enjoy
teaching composition writing and grammar becauséeits find it difficult to write and
prefer discussion to writing. Also, it is probaltigcause of their lack of interest in it. |
usually get put off by teaching composition writberause of their (students) inability to
write in an effective way. | also don't like teaotpigrammar because it is too rigid and
emphasizes rules which students find difficultrassg and apply.’She had ten (10) years

teaching experience.

3.3.6.3 Teacher C

Teacher C holds a Diploma in Education with spé&gagibn in English and Guidance and
Counseling, and had been teaching for seven yidaranotivation for teaching English
was that, it was her favourite subject at schaad, laad always excelled in it. She added
that she had a good background in English becdwesbad been lucky to have had very
good teachers who had motivated her. She prefeesatd Literature in English because
it involves the teaching of real life experiencdsiah students can relate to. Also,
according to her, literature is easy to teach aadburaged self expression by students.
She added that, students are easily motivatedteydture since it encourages critical
thinking. On the aspect of English she least psei@teach, she said that she does not
enjoy teaching Listening Comprehension becausedifficult to get students to take

useful notes.

The three participating teachers were prepareddoramodate an observer in their
classrooms, and agreed to teach composition tépicsthe communal scheme of
composition topics from their respective schoolsisTecision posed no difficulties, as
the study focused on the approaches used in tepahiting as opposed to pre-
occupation with topics. In addition, the participgtteachers gave their consent for
themselves and their students to be interviewedy Hiso agreed to have their students’

artifacts such as exercise books, textbooks andgtaiexamined. They were also
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prepared to allow the researcher examine theioteptans, scheme books, teaching

records and any other documents.

It is important to note that teachers in these glshare hired and administered by the

Teaching Service Management Division of the Botsasimistry of Education.

3.4 The Research Protocols

Cresswell (1998) defines protocols as the useppédetermined sheet on which one logs
information learned during the observation or iiw. Lofland and Lofland (1984) put
the process as, ‘logging data.” Which involves rdow information through various
forms such as observational field notes, interwieite-ups, mapping, collecting and
organizing documents and so on (Cresswell, 1998.protocols in this study stand for
such equipments/materials used to collect reledata for analysis. They include
observation guides, interview guides, prescrib&tbtmoks, draft compositions, marking
rubrics and other related documents and artifabisiwserved as mediums of

information collection. The protocols used in ttesearch included the following:

. Appendix A - An Observation Guide for Teachers;
. Appendix B - An Interview Guide for Teachers;
. Appendix C - An Interview Guide for Students;

. Appendix D — Marking Rubric for Examining Studentgritten Work; and
. All available documents in terms of materials uB®dEnglish Composition
writing — textbooks, students’ exercise books atieiorelated artifacts on English

composition writing. The protocols as well as theses are explained as follows:

1. The Observation Guide for Teachersabled the investigator to determine the
approaches teachers utilized in teaching Englishposition as well as what went on
in the classroom during the English compositiortingi lessons, including the stage

by stage procedure/process and activities.
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2. The Interview Guide for Teachensas used by the investigator to further clarify or

find out more facts from the teachers in termshefdapproaches used, the teachers’
perspectives and the underlying reasons for wiegt Were doing that could not be
obvious to the observer and the problems the teaetere facing while using the

approaches.

. The Interview Guide for Studergnabled the investigator to cross check the
approaches adopted by the teachers and determetbeviihese approaches were
creating problems for the students which were hotaus to the teachers as they
taught writing skills to their students. Furthermathe guide provided the
opportunity to cross check the responses of stsderthe approaches used by the

teachers.

. The Marking Rubrig¢figure 2)was used by the participating teachers for the
examination of students’ written work and for thradjng of the drafts of students’
compositions. The same rubric was used to qualigtiexamine students’ written

work by the investigator. This was because itstamdardized score-sheet used by

teachers and authorized by the Botswana Ministigcafcation.

Figure 2: Composition Marking Rubric

Symbol| Max. | Very | Above Average| Below| Poor
Marks | Good | Average Av.

Communication: C 14 14-12| 11-9 8-7 6-5 4-0
Overall impression/relevance/own
detail/appropriate use of
vocabulary/fluency
Grammar: G 14 14-12| 11-9 8-7 6-5 4-0
Knowledge of using parts of speech:;
tense consistency; subject/verb
agreement etc.
Mechanics: M 6 6-5 4 3 2 1-0
Spelling/Punctuation
Organization: Paragraphing, (0] 6 6-5 4 3 2 1-0
sequence of ideas and information,
introduction, body and conclusion.
Totals 40 40-34| 30-26 22-20 16-14 1Q0-0
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Furthermore, it was a rubric that the participatiegchers were familiar with, and which
it was hoped, would reduce the incidence of biaksarjectivity. Specifically, the rubric
in figure 2 was used by the teachers to score staderitten work in terms of the
number grades shown, and in relation to the elesribustrated in the figure.

Also, various artifacts such as the teachers’ egfee materials (if any), students’
composition writing exercise books, and journalerehpossible were examined to
enable the investigator to qualitatively deterntime data relevant to answering the

research questions generated in Chapter One.

3.5. Data Collection Methods

The study adopted the qualitative approach, uswveyiaty of methods or triangulation.
As earlier noted, Cohen, Manion and Morrison (20f#)ne triangulation as the use of
two or more methods of data collection in the stalyome aspect of human behaviour.
Triangulation also includes the use of various sesi(using more than one stakeholder
group or representatives of stakeholder group$) aadeachers, students, curriculum
developers, school inspectors and so on).

A qualitative approach, with a variety of methoddgr@mngulation was used in this study.
This involved the use of two or more methods o&datllection in the study of human
behaviour. Triangulation by its nature also inckitiee use of various sources (using
more than one stakeholder group or representativetskeholder groups, such as
teachers and students as reflected in this stddigngulation in other contexts may also
involve the use of different researchers collectlatp, such as researcher and different
research assistants, as well as the triangulafidreories or paradigms. Specifically,
observations, interviews, examination of documents artifacts were used in this
gualitative research as earlier indicated. It suased that these would reduce the risk of
biased conclusions drawn from using one specifithowof data collection, and to
ensure validity and reliability.
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Again, the use of triangulation or multiple dataises as a way of enhancing the validity
and reliability of data is supported by Sells, $m#nd Newfield (1997) who claim that
such an approach to data collection further in@gdse trustworthiness of the research
findings. Combining three or more methods of datf&ection that complement one
another minimizes threats to validity. Also, triamagion said to be a powerful way of
demonstrating concurrent validity, particularlyguoalitative research (Campbell and
Fiske, 1959; Smith, 1975; Lin, 1976). In this rebjaCresswell (1998:120) notes the
following basic types of information gathering hetqualitative tradition:

There are four basic types of information to cdlleabservations
(ranging from non-participant to participant), iniews (ranging
from semi-structured to open-ended), documentsgiingn from
private to public) and audio-visual materials imthg materials
such as photographs, compact disks, and video-tapes

The four basic types of data collection methodssalweere used in this study such as
observations, interviews, review of documents,ak@mination of students’ artifacts and
other relevant school and government documentddiition, both the teachers and
students interview accounts were recorded on dassgies.

3.5.1.0bservation

Patton (1990:203-5) notes:

Observational data are attractive as they affoedrédsearcher the
opportunity to gather ‘live’ data from ‘live’ sittians, to
look at what is taking place ‘in situ’ rather thah second
hand. This enables researchers - - - to be opeedeadd
inductive, to see things that might otherwise be
unconsciously missed, to discover things that gadnts
might not freely talk about in an interview situatj to move
beyond perception-based data - - - and to accesen
knowledge.

Morrison (1993) sums it all up when he argues thlaservations enable the researcher to
gather data on: the physical setting, the humamgethe interactional setting and the
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programme setting. Patton (1990) goes on to sugdigaisbbservational data should

enable the researcher to enter and understandubéan that is being described.

LeCompte and Preisle (1993) note that there arsede@f participation in observation
such as the participant - observer, non-participaserver or complete observer. In
participant observational studies, the researdtays with the participants for a
substantial period of time, recording what is hagppg, whilst taking a role in that
situation. With the non-participant observer, hasloe does not take a role in the situation
but merely observes. The model of my observatiatustwas non-participant observer.
Participants were aware of my presence but weraffetted by it. In this position, | was
able to take notes of events, activities, reacttorgpecific stimuli and experiences as the
teachers and students lived it in their naturadsraom setting.

Three participant teachers, A, B and C and thanlestits were observed in their natural
classroom environments in the teaching and learofrm@mposition writing for a whole
term. Two composition lessons were observed wipeet to Teacher A, one was
observed for Teacher B and two for Teacher C. These the composition writing
lessons taught for the entire term in form onéhmthree schools. In all, a total of five
lessons were observed. Each of the five lessongamgbt over a period of eighty (80)
minutes, otherwise referred to as a double peAgaeriod usually lasted for forty (40)

minutes in the three schools’ systems.

3.5.2.Interviews

Kvale (1996) describes interview as an interchafgeews between two or more people
on a topic of mutual interest. Laing (1967) notest interviews enable participants — be
they interviewers or interviewees — to discussrtimerpretations of the world in which

they live, and to express how they regard situatioom their own point of view.
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The type of interview given or used in any studfrésjuently dependent on the sources
available and can be structured or semi-structdoethal or informal, closed or open-

ended and so on.

Kvale (1996: 126-7) categorizes interviews in thay they
differ in the openness of their purpose, their degof
structure, the extent to which they are exploratary
hypothesis testing, whether they seek descriptian o
interpretation, whether they are largely cognitiveused or
emotion focused.

The semi-structured interview with open ended dqoestwas used as one of the
strategies of data collection in this study. Tki®écause, according to Cohen and
Manion (1995), including open-ended questions innéerview schedule has the
advantage of making the whole exercise flexiblasBtance is also supported by
Patton (1990) who claims that the flexibility oetBemi-structured interview is an
advantage in capturing the complexities of the @adents’ individual
perceptions and experiences. Cohen et al (2005)tsum when they say that this
form of interview enables the interviewer to follay ideas, probe responses and
investigate motives and feelings. They further arghat the semi-structured
interview may be used to follow up unexpected itsshy going deeper into the
motivations of respondents and their reasons &paording as they do.

However, in spite of the advantages of the intevyi€itwood (1977) conceptualizes
interview as that of a transaction which inevitab&s bias, which is to be recognized and
controlled. The control alluded to was addressetldwng a range of interviewees (113
students, and three teachers) with different biesgsonding to the same questions in
their own ways, and identifying the main themes @gponses in order to arrive at a

reliable conclusion.
It is recognized that in interviews, there is thhelpem of developing a satisfactory

method of recording responses during the coursleeoihterview, such as, a break in

continuity. This may result in leaving out someesatl points or overlooking some
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pertinent answers. In an attempt to avoid this jerobof a break in continuity during the
course of the interview, the interviews were tapesrded, in addition to transcripts taken
of the interviews. Tape recording is believed teehthe advantage of increasing the
accuracy of data collection as they capture varbatsponses of the people being
interviewed (Patton, 1990). Also, tape recorde@ dah become a permanent record to

be consulted in future, if the need arose.

The teachers’ interviews were conducted after tieeovation of their lessons at the
schools’ libraries for the purposes of privacy andcentration. There were two
interview sessions with each of the three teacfidrs first interview with each teacher
lasted one and a half hours. The second interviewgl to clarify issues not elaborated
on but which were felt to be important to the stuamlyd lasted for fifty minutes with each
of the teachers. There were also a couple of phaleto each of the teachers for some

quick clarifications which lasted about ten minutesh.

The students were also interviewed individuallgt jike the teachers after the lesson
observations. The students’ interviews were coretlduring the afternoon, after class
over a period of three hours in each of the paxiiting schools at different occasions.
The times in which the interviews occurred deperamlie@vhen the lesson observations
were concluded in each of the schools. In ordensure confidentiality, students were
called into the guidance and counseling officeaufteof the schools one after the other
from the libraries where they were kept after classrs for the exercise. The subject
teachers assisted in this exercise as they staykdheir students in the libraries while
they were being called to the interview. In alltyrsix (36) students were interviewed in
School A, 39 students in School B and 38 studen&chool C to arrive at a total of 113

students that were interviewed.
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3.5.3.Documents and Artifacts

In addition to the above, students’ artifacts wexamined for each composition writing
lesson using protocol D (See appendix D). Theaatisf examined included copies of the
students’ draft compositions, composition writingrcise books to verify the frequency
of composition writing and other details. The presbrought by the students for one of
the lessons including the prescribed textbooks bgdibth students and teachers were
also examined. Copies of the students’ artifactewbtained, and photocopied. Copies
of the textbooks used were also obtained. These maed and recorded for subsequent
reference and analysis. Literature and review séaech on the process and product
approaches to composition writing continued thraughhe study. Also, the participating
teachers’ schemes of work, and lesson preparatit@snwere examined under their

pseudo-identifications, as Teachers A, B and Craatthed to their schools respectively.

3.5.4.A summary of the data collection procedure

The strategies employed in ensuring credibilityhef research findings included the use
of triangulation whereby interviews were conducaeth teachers and students.
Purposive sampling was used for the choice of deltbereby enabling the advantage of
targeting those informants whose information megbply to a majority of similar

settings in other locations, in this case, othbosts and classes.

Field notes were gathered by conducting an observaf teachers and students in a
natural classroom setting in the role of a nonipi@dnt observer. One-on-one open
ended semi-structured interviews were conductel thg participating teachers and
students which were combined with the examinatiostudents’ artifacts, such as their
draft compositions, mind maps, composition writexgercise books, pictures of different
types of homes brought by students, teachers’ teglsms, and prescribed textbooks used
by both the teachers and the students in their ositipn writing lessons. Also, the
standard marking rubric used by the teachers teesstadents’ writing was examined.

Verbatim quotations from the interviews were iné@ddn the text to give more substance
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to the findings. The researcher’s experience dsraish language teacher for over two
decades also informed the choice of elements tbberved, documents to be checked,
observation of students’ behaviour during lessaessyell as the interview discussions
with both the teachers and the students.

Further, the feeling of collegiality that existeetleen the researcher and the school
teachers, helped to promote the atmosphere ofiedise students and teachers. This
enabled the parties to open up during the intersjend act naturally during the lesson
observation sessions. In addition, literature eirig to L2 composition writing was
continuously reviewed. In the stages of data cbdacsuch as observation and interview,
protocols were designed and used as illustratéoeimesearch protocols shown in the
appendices. The data grid shown below summarizesetiearch objectives, the data
needed, the location of data, how to obtain tha,datd how to analyze the data as shown

below:

Figure 3: Data Grid

Research Data’s Location How to Obtain Form of
Objective/Question Data Data
Approaches Teachers Use Teachers Observation Qualitative
Syllabus Interview
Document Analysis | Qualitative
Challenges Posed Teachers As above As Above
Students
Inhibition/Non-inhibition | Teachers As Above As Above
Students
Models/Solutions Teachers As above As above
Students
Researcher

3.6.Validity and Reliability

Validity and reliability are very important to effive research. Validity denotes that a
particular instrument in fact measures what it pugto measure. Reliability is
concerned with precision and accuracy (Cohen, @0&l5). Validity and reliability can
be discussed in quantitative and qualitative teffhg. discussion of validity and

reliability would be discussed as pertains to thaligative method used in this study.
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3.6.1.Validity

In qualitative data, validity might be addressetigh the honesty, depth, richness and
scope of the data achieved, the participants appeshand the extent of triangulation or
objectivity of the researcher. In quantitative datidity might be improved through
careful sampling, appropriate instrumentation gogr@priate interpretation of data.
Validity then should be seen as a matter of degatieer than as an absolute state
(Gronlund, 1981). It is important, therefore, tova to minimize invalidity and

maximize validity.

3.6.2. Reliability

In qualitative research, reliability can be regara@s a fit between what researchers
record as data and what actually occurs in theralagetting that is being researched
(Bogdan and Biklen, 1992:48). Referring to thidatiénce, Kvale (1996) suggests that in
interviewing, there might be as many different iptetations of the qualitative data as
there are researchers. This is why Bell (1993)rtst®at whatever procedure for
collecting data is selected; it should always ben@xed critically to assess the extent to

which it is likely to be reliable and valid.

As a result of the above, in this study, the vahidind the reliability of the interview
guestions and observation checklist were ascedamdifferent ways. The lesson
observation checklist borrowed from the current edad the University of Botswana
Student Teacher Observation Checklist. Also, calegews and input, as well as the
adaptation of Cox’s (2002) stages in the writinggass were used in drawing up the
teacher observation checklist, and teacher ane@stsidnterview questions were drawn
up with input from colleagues and literature revsewn addition, drafts of the above
mentioned protocols were sent to the study supariis comments on relevance,
ambiguity, and language, and overall suitability.
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In short, the strategies employed in ensuring thdibility and reliability of the research

findings consists of the following:

. Triangulation was used, whereby interviews wenedticted with teachers and
students. Field notes collected during observatémsinterviews were used in
conjunction with the lessons learnt from teacharsl students’ artifacts and literature
reviews in Chapter Two.

. Purposive sampling for the choice of location Hasladvantage of targeting those
informants who could offer a lot of information fitre study because of the specific key
characteristics that they possess, and which gligly &0 a majority of similar settings in
other locations, in this case, other schools aasssels.

. Verbatim quotations from the interviews were ut#d in the text to give more
substance to the findings.

. The researcher’s experience as an English lamgieagher for over a decade also
informed the choice of elements to be observed,ments to be checked, observation of
students’ behaviour during the lessons, as wdlasterview discussions with both the
teachers and the students.

. The feeling of collegiality that existed betwdae researcher and the school
teachers, helped to promote the atmosphere ofiedse students and teachers. This
enabled the parties to open up during the intersjend act naturally during the lesson

observations.

As stated earlier, the protocols used in this stahsisted of the following: An
Observation Guide for Teachers, An Interview Gdmteleachers, An Interview Guide

for Students, and a Marking Rubric for Examiningd&nts’ Written Work.

In ensuring validity and reliability, therefore gtiprotocols designed were shown to
English education experts, colleagues in the félEnglish language education and the
promoter of this study for their reactions and itgpas to how valid and reliable the
protocols were. This exercise was undertaken tertsn that the protocols were capable

of measuring the needed data pertaining to thecobgs of study and that they could
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also be used in similar settings elsewhere. Therxpecommended some modifications
as a result of which the protocols were rewritteerihance representative-ness of
content, relevance of the protocols to the statémietime problem, significance of the
protocol items to the research questions, clanty anderstanding of the items by the
target sample, and the applicability of the proted@o another setting. Going by the
recommendations of the ‘experts,” some of the itefrthe protocols were modified

before being pre-tested in a school different ftbmthree schools under study.

After the pretest of the protocols in the schofémed to above, the investigator again
removed one or two items which seemed to be solicgome responses that did not bear
relevance to the study from the respondents. Withrefinement, the investigator felt the
protocols were ready for use in the three schootieustudy.

3.7 Data Analysis

This study focused on data in the form of wordbat ts, language in the form of
extended text. The words are based on observati@nyiews and documents/artifacts.
Wolcott (1992) puts this as watching, asking, araining. It is believed that these data
collection activities are carried out in close pnoity to a local setting for a sustained
period of time. Atkinson (1998), on the processfijeld notes, says that in itself is
problematic, because of the different meaningshéd to situations and actions by the
individuals involved. This is why it is said th&etapparent simplicity of qualitative data
masks a good deal of complexity, requiring plerftgare and self-awareness on the part

of the researcher.

In order to overcome the complexities of the gagle paradigm noted by Atkinson
(1992) that the knowledge of human affairs is io@hly subjective, Magagula (1996:11)

gives the following guidelines:

* The investigator's statements should accurateljecefthe

respondents’ perceptions.

71



* The findings should be a function of the informaatsl the
conditions of inquiry rather than the biases, maiions,
interests, and perceptions of the investigator.

* The results must be transferable to other simitaaBons.

Miles and Huberman (1994) define data analysiesearch as containing three linked
sub-processes namely: (a) data reduction (b) dsgpdagt and (c) conclusion drawing and
verification. All the coded data collected wereueeld into manageable categories, and
this helped to focus the analysis process (Cre$d®8#4; Patton 1990). Gay and Airasian
(2000) refer to this as data management stage hwdiarganizing the data and checking
them for completeness. During this stage, the reseaexamined the field notes made
during observations, interviews and other recoukgd, and the data were then
categorized for analysis in line with the reseajalstions, from which conclusions were

drawn.

For this study, data from observations, interviand artifacts were displayed and
reduced into categories that were processed inite'wps’. This was achieved by
reviewing the database of information that inclufletil notes of lesson observations,
teacher and student interviews, examination ofesttg] artifacts, and other relevant
documents. The research questions, the concdpauadwork and data grid were used
extensively to come up with the categories needethswer each of the four research
guestions. From the categories, patterns and themesidentified which were matched
with the conceptual framework and research quesfioninterpretation, analysis and
drawing conclusions for discussions and recommémuatThe main focus was on text
as the basic medium, drawing meanings of the cetegfsom the perspective of the

participants with verbatim texts where possible.
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3.8.Summary

This chapter has highlighted the use of the qual@aapproach to research by describing
the nature of qualitative inquiry, and its apprapgness for this study. The chapter also
discussed in detail, the research methodology asjd, and sample. Finally, data
collection and analysis strategies were discussddeasons advanced for choosing

them. Details of data presentation and analysisliaaissed in the next chapter.
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CHAPTER FOUR

4. DATA PRESENTATION AND DATA ANALYSIS

4.1 Introduction

This chapter presents the research findings frambservations, interviews and
examination of documents and artifacts of threeitees and one hundred and twenty one
students described in Chapter Three of the resemsign. The findings are qualitatively
presented in line with the four objectives of thedy. In order to do this effectively, the
aims, objectives and main research questions sstated as a background to the
presentation of the qualitative findings. Furttibis chapter is divided into two sections

represented by data presentation and analysis.

4.1.1.Aim of Study

This study specifically aimed at identifying thepapaches utilized by teachers of English
composition writing, and the difficulties teacharsd students face. The aim was to
proffer models that would help to minimize the ¢biajes encountered in teaching
English composition writing, and to enhance stuglgmerformance at the junior

secondary level in Botswana.

4.1.2.Research Objectives

1. To find out the approaches utilized by teachethéteaching and learning of
English composition writing in classrooms;
2. To identify the challenges posed by the use of sygtoaches in the teaching of

English composition writing in these classrooms;
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3. To determine if the approaches used by the teaahtaist students’ performance
in composition writing;

4. To propose possible models that would improve ¢aehing and learning of
English composition writing by students at the rrsecondary level in

Botswana.

4.1.3.Research Questions

1. What approaches do teachers utilize in the teaaffilgnglish composition
writing in the three classrooms?

2. What are the challenges or problems associatedthethse of the approaches?

3. Are the teachers’ approaches to teaching compaos#rding responsible for the
poor writing skills of learners?

4. What possible models would improve the teachinglaathing of composition
writing by students at the junior secondary scheetl in Botswana?

4.2 DATA PRESENTATION

4.2.1.Research Question 1

What are the approaches teachers utilize in the teaing of English composition

writing in the three classrooms?

One of the main objectives of this study was tanithe the approaches used by teachers
in teaching composition writing. Research questiamas used to determine this. Apart
from the observation of teachers at work, bothettsland teachers were interviewed.
The questions and responses, including the classabservations, are outlined below

using protocols A, B and C (See Appendices A, B, T@g main themes are highlighted.
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Also, a total of five lessons were observed antlred for subsequent analysis. In order
to present a holistic picture, the presentatiodaté is done pertaining to the teachers and

students in the three schools (A, B and C).

In order to find answers to research question toee, the teachers and students were
asked questions which related to approaches to @sitign writing. The responses in all
of the cases reflect the recurring themes. Verbegjmorts have been included, where
necessary. As stated earlier, in Chapter Thredgtmher interviews were conducted
after the observation of their lessons. There gceinterview sessions with each of the
three teachers. The first interview with each tead¢hsted one and a half hour. The
second interview sought to clarify issues that wereelaborated on, but which were felt
to be important to the study. This, too, lasteddioout an hour in each case. Details of

these have been given in Chapter Three.

4.2.1.1 Interview with Teachers - (Appendix B)

Question: How do you choose composition topics for students to write on?

In answer to the question above, the three teaslagishey normally pick topics from
the students’ reading comprehension cycles or tiseytheir discretion to pick topics that
are related to the students’ everyday lives. Aesrthey chose topics linked to current
events in the society. Such topics are those lingddl\VV/AIDS, the recent spate of
passion killings and the introduction of schoolsf@e public schools. One of the teachers
added that even though they are supposed to pgigstérom the common scheme topics
which they prepare at the beginning of every schemh. They added that they have the
freedom to choose topics which they consider telible for their students. This was
vividly depicted by one of the teachers:

Teacher A: 1 choose themes from current events such as Comdtans, the recent

spate of passion killings in the country and cominégrest topics. Even though we have
common scheme topics, it is not rigidly followele Teachers can use their discretion to
come up with student interest topics.
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The above response was followed by another quektidatermine the

approach/procedure for teaching:

Question What procedure/approach do you usein teaching composition writing in
your class?

The common themes in the teachers’ responses taditlae steps they followed, in this
order:

I.  They usually started with the discussion/explamatibthe parts of a composition,

such as the introduction, body and conclusion.

ii.  This was followed by the introduction and discussab the topics.

iii.  Students then brainstormed on the topics.

iv.  The next stage involved students being assigneatk in groups or pairs to
write a draft which they edited themselves.

V. Most often, students did not finish the processlass. So the drafts were
submitted as homework for grading.

vi.  Students produced final copies from the gradedslraf

One of the teachers, however, admitted that sonestlmecause of lack of time, students
at times wrote the final copies from the draftshwiit any feedback from her. The

procedure was succinctly put by one of the teachers

Teacher B:First of all, | introduce the topic, and let sterats brainstorm on what to
include in the introduction, body/development aodatusion. Then they work in groups
or pairs to come up with a draft. They read eadieds draft to correct their mistakes. If
there is time, they write final copies in clasdetwvise, they finish up at home and
submit for marking. Most often, because of lackmoé, after they have written the dratft,

they proof-read and write final copies for subnossi
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To help determine the approach, a follow-up quesiras asked:

Question: How do you give feedback to the students on their work?

All the teachers answered that they awarded nugragles and made comments on their
students’ performance in their books. They reisddhat, because of the limitation of
time, and class size, they were unable to givearaldividual feedback.

The next question sought to establish the timeofantcomposition writing which is

crucial and dependent on the approach used.

Question: How long does a composition writing lesson take?

The three teachers said that they normally taugimposition writing in a double period
of forty minutes each that adds up to eighty (8@)utes. This, they all agreed, was not
enough for the students to do their writing. Thaigsstudents who were unable to finish
their writing within the allotted time, were usyallllowed to take the assignment home
to finish it up, and submit the next day.

In an attempt to ascertain the frequency of conjpomswriting, the teachers were asked:

Question: How often do your students write compositionsin a term and why?

The common answer to this question was that staderte compositions twice a term.
The three teachers cautioned that because of inatketime allocation, large class size,
and the fact that they also have to teach othésskiis not uncommon to find that they
sometimes manage to make students write only omgasition per term. One of the

teachers intimated that because of the naturengliege teaching, they were prevented

from initiating too many composition writing exeses. This is reflected in her response:

Teacher CMost often, we write two compositions in a terroduse of other skills to be

taught such as literature, reading, grammar, andaoClass size also discourages
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frequent composition writing. Also, as a teachelaofyuage, you do a lot of grading

everyday.

Teachers were also asked questions to establiststhdents’ reading and writing habits,
apart from composition writing, and to establisé #tcessibility of library facilities to

students:

Question: How often do your students go to thelibrary in trying to enhance their
writing ability?

The consensus was that students in all the thremotschave the privilege of visiting the
library in a time-tabled period of forty minutesveek. They added, however, that
besides the one period of forty minutes, studeoisdevisit the library during their own
free time in the afternoons, after class. Theydateough, that there are no facilities for
students who may want to borrow books to read. Ha@y that this was because the

libraries do not have enough materials/resourcethéostudents to do that.

Question: Do students do book reports whether written or verbally on the books they
haveread in thelibrary?

None of the teachers replied in the affirmativéhis question. Two of the teachers said
they encouraged their students to give oral rep@me admitted that her students did not
write book reports because they did not get theoh#o read books long enough to be
able to write reports. These are her words:

Teacher Cl don't make my students write book reports beedgoks are not available

for them to borrow and read in much detail to emalflem to write book reports.

4.2.1.2 Interview with students (Appendix C):

In order to determine the approaches teachergeutili teaching composition writing,
thirty-six (36) students from School A , thirty-nine (39) from sohB, and thirty-eight

(38) from School C were interviewed. This broudtd total number of students
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interviewed to one hundred and thirteen (113). €lee the students who were actually
available, and present for the interview, compdaoetthe overall number of one hundred
and twenty one (121) students in the three scltbatsparticipated in the study. The
students were also interviewed individually, juke lthe teachers after the lesson
observations. The interviewing of students weredcoted during the afternoon study
time, after normal class periods, for three in eaictine three schools, and with the
assistance of the subject teacher. Details ofriteeview procedures are given in Chapter
Three. The following questions were asked, andithm themes of the responses from

the students in the three schools were highlighted.

In an effort to establish the students’ writing hamnd the frequency of extended writing
activity, the following question was asked:

Question Do you have a journal or notebook for doing repantsbooks you read at the
library?

The main themes of the students’ responses indi¢ht they were quite unaware and
ignorant about such practices. Many of them sasg ttad never really thought about
doing that, while some said they did not think &axmportant. Others said they only
read for fun, and not for study, as they understbederm. Another popular response
was that they had not been supplied with notebémkdoing that by their teachers. A

few of the verbatim responses are indicated:

- No, I don’t have one because | don't think ithat important to me.

- No, because | read for fun, not for study.

- We read for fun so there is no sense in doing tha

- No, because | don't feel it is necessary for meetord stories | have read, and besides,

we are not supplied with such books.
In order to ascertain the approaches used by the teachers from the students’ point of

view the following questions were asked in eacthefthree schools that participated in

the study. Only the main themes in their respoase$ighlighted.
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Questiont Describe what you do when writing English composiin class.

The students’ responses corroborated the threbdesicesponses in terms of the
procedure they described for teaching compositioting. The responses were in line

with the teachers’ views, which were as follows:

» Students engaged in the discussion of the elenpants/of a composition with the
teacher.

» This was followed by the discussion of the topauisl brainstorming session.

» Students were then set to do group drafting, anapdetion of the composition
writing assignment as homework. A few of the repr¢ative responses from the
three schools are highlighted for emphasis:

The themes of the students’ responses were giviallaws:

- We first discuss the steps that we should follomexample, writing the introduction,
body and conclusion. Then we brainstorm in groWge.write the draft, and then we
write the composition.

- We discuss about how a composition is written #&ngarts such as the introduction,
body and conclusion. We are then given a topicrtteven. We write a draft of the
composition and give it to our friends to read adrect where it is wrong. If we
aren’t able to finish, then we submit the followohay.

- We discuss the topic in a group and after that va&ara draft and correct the
mistake in the draft and copy them into our compmsnotebooks.

- You write title. Make a draft. Write a clean copgring with introduction,
development and conclusion. After that | submih&oteacher for marking.

- We are given composition topics sometimes in granpgssometimes individually. If
we are given one as a group, we first brainstorot; gpown the points we have, and
come up with a draft composition. After that weteva final copy and submit to the

teacher.
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- We work in groups to do the following:

Brainstorm

Arrange points

Make a draft

Write the final composition

- First our teacher discusses the title with the vehadbss, after that, she gives us a
piece of paper to write the draft before writingaar books. And if you are not
through, you can do it as homework.

Questiont What does your teacher do in class to help you wienwrite compositions?

Mention all of the activities.

On what the teacher actually did to help during@gosition writing lesson, the students
responded that the teachers introduce the topies, jigstructions, brainstorm with them
and set them to write a draft of the compositisually as a group activity. Thereafter,
they go around making sure they obey the instrac®highlighted in the recurring

themes below:

- She writes the topic on the board, then she bramnst with us, thereafter she asks us
to write the composition in groups, then we trangfeo our books for marking.

- First she introduces the topic. After that, shad#sg us into groups and checks to see
if we are writing the right stuff. After markingethiraft she tells us to write the
composition in our books.

- She only talks about the topic, the way we are asgg to think about it, how we
should write, and the way it is going to be marked when to submit our books for
marking.

- The teacher gives us the topic and tells us hovedhgposition is written; that it
should have an introduction, body and conclusion.

The next question was asked to determine the tiyfeedback students got from their

teachers, which is part of the element for idemidythe approach to compaosition writing.
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Question What type of feedback do you get from your teacheafter your

composition was marked?

The students’ common response was that they wewdlysllocated number grades and
comments on their mistakes, such as spellings,tpation, organization and grammar. A
few of the students said their teachers commenusdéfforts. Examples of students’
responses across the three schools follow:

- She gives me number grades and makes commentgdik&eed to work more on
your spelling and learn to organize your ideas.

- In addition to giving me a number grade, she sa¥erk hard on your grammar.’

- The last time the teacher marked my compositionasivised me to put punctuation
such as full stop at the end of sentences | write.

- She wrote, ‘Well written, keep it up.

The observations above were the recurring thenreallfof the students interviewed,
who said that they were mainly given number gradescomments on their bad spelling,

grammar or punctuation. Only a few said they gobieents such as, ‘Good, keep it up.’

4.2.1.3 Observation of Teachers and Students

Five composition writing lessons were observed ftbethree schools. Teachers A and
C had two episodes of composition writing lessdrisvo periods (80 minutes each),
while Teacher B had only one lesson of 80 minuteatibn. Each of the lessons will be
described in detail in this segment in terms of wwixas heard, seen and done. There will
also be comments that, it is hoped, will add morthé understanding of the events that

unfolded within the classroom.
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As indicated in Chapter Three, Teacher A is a gatalteacher of English with a Post
Graduate Diploma in Education (PGDE), and five gadrteaching experience. The first
lesson observation took place on May 30, 2007.

4.2.1.4 First Observation of Teacher A:

The Lesson

Task: Composition Writing:

Topic: The day | will never forget

Time: 80 Minutes (2 Periods)

Class: 1E

No. of Students: 38

Objective: At the end of the lesson students shbaldble to discuss and write a first
draft of their composition on the topic above.

Introduction: The teacher started the lesson byntestudents they were going to write
about their experiences of some special or memeddy in their lives. This was how it
all went:

Teacher: As | have already told you, we shall beimg about very special days in our
lives, but before we do that, let us discuss whekmow about composition writing. |
want you to tell me about the parts of a compasitio

Student: A composition should have a title.

Teacher: What else should a composition have?

Student: It should have an introduction. (Anotheident cuts in).

Student: It should have the body and conclusion.

Teacher: Good. What should be included in the ohiiction?

Student: It should say briefly what the composit®about. It should also form the first
paragraph.

Teacher: What about the body?

Student: The body should include the details ottmposition.

Teacher: What else can you tell me about the bédycomposition?
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Student: It should be made up of two or more paaphs.

Teacher: And the conclusion is the concluding st [zaragraph of your composition.
What information should it contain?

Student: It should say whether you like what hapgddn you on that day or not.
Teacher: You are correct. It should express yoawsi, feelings or overall thoughts on
the topic you have written about.

Teacher: Let us talk about the topic of today'stes (She writes the topic on the board).
| want someone to read out the topic.

Student: The day | will never forget.

Teacher: What do you understand by the topic, cgroae explain it to us2.6ng

pause).

Student: | think it indicates a day that somethspgcial happened to us. Maybe, it was
our birthday, or our relative’s birthday, somethifige that.

Teacher: You are correct but it doesn’t apply tdhmays only. It can be a day in which
something extraordinary happened to you or in yrammily and it made a deep
impression on you.

Student: What is the meaning of extraordinary?

Teacher: Can someone tell him the meaning?

Student: The dictionary says that it means somgthimusual, something that doesn’t
normally happen to you everyday.

Student: Excuse me, teacher. What if somethindhapdened to you or does it only have
to be something good?

Teacher: It can be either good or bad, for as laisgt makes a deep impression on you
that you can't easily forget.

Teacher: Now you are going to have to work in paarsd brainstorm on what you are
going to write about. (The teacher hands out liskdets to the students).

Teacher: We are going to call on each of you tespne what you have written to the
class, so get to work without wasting tim& sfudent puts up his hand

Student: Could you tell us more about brainstorrliing
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Teacher: It means you are going to talk and wribew what you think should be in the
composition and write them (your thoughts) down @ssthey occur to you. Write
everything. After that, you arrange your ideasha way that you think should fit the
parts of a composition such as the introductioe, ltlbdy and the conclusion. This will
help you to write the first draft, which will begeented to the class.

Student: May | ask a question®ithout waiting for an answgAbout the presentation,
is that all we have to do?

Teacher: No. You read your first draft to the classl submit a copy of the draft to me
for marking. After | have marked your draft, youndhen copy it into your composition

books. Is that clear to everyonerhg students answered yes and started their)work

Only six students were able to make their presemsito the class. The pronunciation
and grammar mistakes in the presentations wereated orally by the teacher. The
other students were still busy when the bell ramdj\aere told by the teacher to finish at

their own time and to also submit their draftsrwarking.

When | asked the teacher if there was going to fodav up lesson since many of the
students did not finish, she said there was no tordo that. She added that the students
only needed to submit the drafts for marking aftaich they copy the corrected versions
of the drafts into their books for grading.

As stated earlier, the Marking Rub(isppendix D below)was used by the participating
teachers to examine students’ written work andhéograde the drafts of students’
compositions. The rubric is a standardized scoestshised by teachers and authorized by
the Botswana Ministry of Education to assess stisdlamiting. Furthermore, it is a

rubric that the participating teachers were famiéh, and which they hoped, would

reduce the incidents of bias and subjectivity. Bei® the marking rubric:
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Composition Marking Rubric (Appendix D)

Symbol| Max. | Very | Above Average| Below| Poor
Marks | Good | Average Av.

Communication: C 14 14-12| 11-9 8-7 6-5 4-0
Overall impression/relevance/own
detail/appropriate use of
vocabulary/fluency

Grammar: G 14 14-12| 11-9 8-7 6-5 4-0
Knowledge of using parts of speech:;
tense consistency; subject/verb
agreement etc.

Mechanics: M 6 6-5 4 3 2 1-0
Spelling/Punctuation
Organization: Paragraphing, (0] 6 6-5 4 3 2 1-0

sequence of ideas and information,
introduction, body and conclusion.

Totals 40 40-34| 30-26 22-20 16-14 100

The above indicates the marking rubric (Appendixui®ed by the three teachers.
Sample Students’ Drafts/Artifacts from Teacher A’sFirst Lesson

The following are selections of drafts from Teachts lesson. Many of the mistakes are

underlined. The comments and the feedback fronetheher are in italics and brackets.

1. The day I will never forget (draftl)

It was on the 28 of February, 2007. When | had an accidenfuty) playing with my
frands(friendg at the school football fildfield)

| was at the football filghlaying with my frandgfriendgwhen | twestedtwisted my
angle playing football, It was a sunny day, | wasning (unning) bihind pehingd the
boll, (ball) one of the playas tripgtripped me and | fallfell) down and | twestethy
angle, it was very painyféu(painful) I could not wolk (walk) |1 used a wedivhee)
chair to go were evdwherever) | wategwanted) to go.

Every one was not happy with nfer(being injured having an accidenon the school
team.l was the only super star for the school teamj¢hen stateds(arted to loss (0se
with out (withouf) me, because | was the one who was holding theo$tdam (?) when
my injary (injury) was healed, | went back to school agen (againdidinue with my
leannng(learning) and | continue(d) playing for the school teawals the star ogeng
that is why | say it is the day | will never forgé) It was the faisffirst) accidento
happen to me in my life.

Teacher's comments: Do the correction. Work on yapalling and improve your
handwriting.
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Communication — 7
Grammar — 7
Mechanics — 2
Organization — 2
Grade = 18/40

2. The day I will never forget (draft 2)

They are many days that | will never forget anyghimear by folklore.

| will never forget the folklore that | hear theeeenth of October last year. This folklore
about woman, hare, men’s girls, lion seamyan a géeee or play and | like it. This was
done in kgomokasitwa village.

| will tell you the small words of this for all abbsananapo and his dog but I will tell you
about hare and other person’s | like in paragradpassays hare you eat my beans that |
grow it pay me, the second is woman, you cut mylsgay me

(The teacher did not mark this paper, but ratherroented on it).

Teacher's comments: You are not serious, re-wiigecomposition.

4.2.1.5 The Second Observation of Teacher A, 12Iy2007

The Lesson

Task: Composition Writing

Topic: Describe a view from your bedroom window

Time: 80 Minutes (2 Periods)

Number of Student: 36

Class: 1E

Objective: Students should be able to (i) Listaspects of a composition. (ii) List steps
in composition writing.

Introduction: The teacher started the lesson bingsitudents questions following from
the previous composition writing lesson:

Teacher: What are the parts of a composition?

Students: The title; the introduction; the develepinor body; the conclusion.
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(The teacher writes the responses on the chalkbasittie students give them).
Teacher: | want you to explain more about the p#réd you just mentioned.
Student 1: The title must be written clearly andentined.

Student 2: The introduction should give an idewlbét your story is about.
Student 3: Your introduction also has to catchregeders’ attention.

Teacher: Do you give details in your introductidnean to say, what happens in the
introduction part?

Student 4: You have to give a bit of general infdram in the introduction.
Teacher: Why?

Student 4: Because you want the reader themse\fesdtout the details.
Teacher: How many sentences are ideal to giveearirttroduction?

Student 5: About three or more sentences.

Teacher: What is development?

Student 6: In the development, you are giving tkrtaand specific information.
Teacher: How do you do that?

Student 6: By answering the questions, why? Howen®h

Teacher: How many paragraphs do you need for tiveldpment?

(At this point, it seems as though the lesson midated by a few students who could
answer the questions. The rest were like passilmkers).

Student 4: It depends on the story you are telljAgother student raises up her hand to
answer the same question).

Student 7: Two to three paragraphs.

Teacher: What happens in the conclusion? How dosymoo up your story?

Student 2: By telling how the story ended.

Student 6: By giving the moral of the story.

Teacher: You sum up the general idea of the comippsBometimes, you end up with
your own views or expressions. Make sure that gbové the procedures we have
discussed when writing your compositions.

(The teacher continues the lesson with more quests students look on.)

Teacher: What do you do when you are given a tipierite about? How do you start?
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Student 8: First you brainstorm.

Teacher: What follows after that? What do you dervhrainstorming?No responsg
Teacher: You jot down the points you want to disausvhatever comes into your mind.
You come up with as many points as possible iroasgr, not in a specific way.
(Another student offers to volunteer more informatio

Student: You then arrange or group the ideas to @or what will be appropriate for
your introduction, development and conclusion.

At this point, the teacher introduces the topicyigéw from my bedroom window’.
Teacher: Today’s composition is going to be dongrasip work, so | need you to get
into your groups.

Students were clustered round in groups of foue,fand seven. In all there were nine
groups. Some of the students volunteered to dwthiag for the groups, while the rest
started to brainstorm for ideas. Some groups wedinig it more difficult than others.
Students were still busy trying to sort themselwes when the bell rang to signal the end
of the lesson. The teacher concluded the less@skng students to finish their drafts at
their own time and to submit them for marking befarriting the final copy in their

books.

After the lesson, | asked the teacher if there ggasg to be a follow up or continuation
of the lesson. She gave the same answer as béfatéhere was not enough time to do
that. As in her first lesson, she said she was gaigg to check the drafts after which

students would write clean and corrected versidrniseocomposition in their books.

Since the students worked in groups this time atpuasked how she distributed them
into these groups. Her reply was that she put stgde a similar ability in the same
group. When asked to explain what she meant, giiiedehat when same ability

students worked together, they felt more comfoeabl
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Sample Students’ Drafts/Artifacts from Teacher A’sSecond Lesson

The following are two selections from the studentgifts and the teacher’'s comments.
The mistakes are underlined. The comments andcetddbbick from the teacher are in

italics and brackets.

1. A view from my bedroom window — (group work 1)

Every morning when | wokenake up | open the window because | want the fresh air
and to see my mather'mpther’s)garden.

When | open the window | see the different thitigg make me happy. Things that
see are beautyfubgautiful)trees so green in colour. And | see a lot of pe@alssing at
(by) the roadand going to theytheir) different ways And | see a lot of birds flying on
(in) the air. It is beautiful to see things like thacause you can learn something that can
help you in your school work.

| have like the view that my Mother should bugder window to see lot of things than
that | have seen. (Lack of communicatign

I will be happy when my mather woultdly a bigger window to see a lot of things than
that | have seen. (?)

It is very good to see something like tfin our life (ives) because person must see
something like thatGommunicationy

Teacher's comments: Read widely to improve youli&mgyou need to work on your
spelling.

Communication - 6

Grammar — 6

Mechanics — 2

Organization — 2 Grade = 16/40

2. A view from my bedroom window — (group work 2).

What a breathtaking view | see from my bedroom wiadMy brother thinks that | am
crazy but what | see from my window is part of whatm looking up to.

My house is located in Phakalane Estate. Sincéouse is a flat, | am able to see a lot
of different (and) interesting things. My main cent about makingwaking up in the
morning is watching aeroplanes that pass by mydialmost everyday.
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Waking up early in the morning is what makes myttecs think that | am crazy.
Someone may wonder why | like watching aeroplawéstching aeroplanes has maked
(made) me want to be a pilot. There are lots oktjaes | ask myself about flights and
even piloting.

One of the questions is whatishat ig nice between piloting at night or ¢at) day
light. I will never have a seconthpughj about being a pilot. Views can influence
people either positively or negatively but the tmoen my bedroom window is very
positive in the sencgsensgthat | am looking up to something.

| will have to work hard to achieve my goal(@$) being a pilot.

Teacher's comments: Take care of your punctuatdmays proof read your work.
Unnecessary mistakes. Are aeroplanes the onlyshing see through your window?
Communication —8

Grammar — 8

Mechanics — 3

Organization — 3 Grade = 22/40

4.2.1.6 Observation of Teacher B:

Teacher B holds a Diploma in Education with spéxadion in English and Setswana, but

has been teaching English consistently. She hagetans of teaching experience.

The Lesson

Task: Composition Writing

Topic: An April Fool’'s Joke that went wrong

Class: 1F

No. of Students: 41

Time: 80 Minutes (2 Periods).

Objective: At the end of the lesson students shbaldble to write a few paragraphs of
their experience on the above composition topic.

Introduction: The teacher started the lesson byngestudents they were going to do

extended writing on that day. She continued asvizelo
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Teacher: Before we discuss today’s compositionng,itwe shall first of all talk about
the layout of a composition. What are the main gafta composition?

Student: The introduction.

Teacher: As the name suggests, it is where yoe wshibrt information about what the
composition is about. It should contain the togotence. By the way, what is a topic
sentence?

Student: It is the first sentence of your composiaind has to be important and
interesting and attention grabbing.

Teacher: What comes after the introduction?

Student: The body.

Teacher: What is the body?

Student: The body explains what the compositiaaut in details. This is where you
elaborate your ideas.

Teacher: What comes after the body?

Student: The conclusion.

Teacher: What is the conclusion?

Student: This is where you end your compositiorerevlgou talk about feelings or views.
(At this stage, not all the students were payitgnéion. Some at the back had their
heads on their desks, pretending to write or readas also noted that the same students
were answering the teacher’s questions).

Teacher: Now let us talk about paragraphing. Howwdoparagraph?No response).
Teacher: Our paragraphing should be consistent aradle up of five to ten lines of
statements. Let us try to be consistent in paragrapour work.

Student (1): What do you mean by consistent pagunrg?

Teacher: | mean that you should not have a paragramesisting of about four lines and
another one consisting of about ten and so onp@m@mposition. You must make sure
the length does not vary too much, so that youtdwve very short ones, and then, too
long ones.

Student (2): What if we have to write a long contjpos?
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Teacher: It doesn’t matter; you can still be cotesig with your paragraphing, even if
you are writing a long composition.

Student (3): How can we use proverbs in a compuogiti

Teacher: Proverbs should be relevant to what yavariting and can be used in any
composition, if it is applicable.

At this point, the teacher explains the markingiaio the students and what they are
expected to do to earn better grades, such asgattention to communication, spelling,
punctuation, and organization.

The teacher now introduces the topic, which shewritten on the chalkboard: ‘An April
Fool's Joke That Went Wrong’

Teacher: What do you understand by, ‘April Fod&fter a long pause).

Student (4): It is a day on which people play jokesach other.

Student (5): | remember that was the day | toldfmeyd that the headmaster was calling
him when it wasn’t true.

Student (4): Sometimes you are punished for plasuafy jokes.

The teacher notices students with their heads @ndlesks

Teacher: Some of you are not paying attention édelson. You should be more active
and not be couch potatoes. Participate in the les@there is general laughter). The
teacher continues the lesson.

Teacher: We are going to write about some of thegove played that backfired, and
you are going to do this in groups.

The teacher hands out lined sheets for studemts tbeir planning and outlining. She
asks students to brainstorm and write whatever saméeir minds on the topic. A
student signifies to ask a question:

Student 6: But | never learned how to write a draft

Teacher: Brainstorming is putting your ideas on @am@nd if you don’t want to do the
outlining, you can go straight ahead with your gt

Teacher: Make sure you participate in your groupvite the composition. Avoid the
direct translation syndrome whereby you translaleais in Setswana to English, as when
you say, ‘Days do not come the same’ which is ameie of direct translationThe

students laugh at this).

94



The teacher went around checking that students werlking. She advised them to write
a draft, correct their mistakes and write the fih@ft for submission. Students were still
busy brainstorming when the bell rang for the ehithe lesson. None of the groups
finished the first draft, so they took the assigntrteome.

Later, | asked the teacher how she grouped thestsidShe said there were no definite
systems as students worked with their friends. Askleether there was going to be a
follow up to the lesson, she replied that there m@time to do that. Also, Teacher B was
only able to teach one composition for the terne Sdid this was because she was

constrained by lack of time and class size.

The following are two selections of the studentsifts and the teacher's comments. The
mistakes are underlined. The comments and the &&&dbom the teacher are in italics

and brackets. This seems to be a common practtbetlvg teachers.

Sample Students’ Artifacts from Teacher B’s Lesson

1. An April fool’s joke that got me into troublgroup work 1)

It was on the T of April, 2006 everyone was not aw@ware of the event of that day.!
joked seriously with my mother because everyonthahday was sharing jokes about
foolish people.\(Vhat do you mean?

| took my mother to confirm about work at bbs n{8BS Mal) but only to find that
there was no job (.) some like to play with motaeApril fool because when we for their
mother. (What do you mean?)

The day are not good to play with my mother becabgegive me a big punishme(R) |
was not going to play with my mother because avis me by a play. An April fool. (?)

Teacher's comments: What you have written is diffto understand. Rewrite.
Communication — 5

Grammar — 5

Mechanics — 2

Organization — 2 Grade = 14/40
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2. An April fool’s joke which got me into troub(group work 2)

As you know, people wg) like making jokes of others, but that time fbke did not
bring good results, instead it got me into-trotubte:

It was on the T of April, 2006, as usualugua), it was the April fool day. | have been
waiting for it but that tim&?)I planned a joke that made me laugh but dig@hd not)
bring joy to others. | planned the joke on my fdsrand told them that the teacher told
me that they should go to the garden and bring deais (eave$ of spinach and bring it
at (take it to) the school kitchen. | laughed at theamd told them | was joking and they
were going to be punished. They did not like tHeejso they reported me @b) our
class teacher and | thought that | was going tottwencase but | lost and | was purnished
(punished for doing that because we were left with 3 westkhe garden for our
moderation(?) so it was going to take long for the othenaph to grow and be big as
the other oneq?) I felt sorry for my self for doing that and fmy friends for making
(playing) a bad joke on them.

This became the day | will never forget becausthefthings that where done to me
(punishment | ggtand @n) example was that | got suspended for a week{latdvas
my first time_beer{to be suspended.

Teacher's comments: Mind your spelling. Do correas.
Communication — 7

Grammar — 8

Mechanics — 3

Organization — 3 Grade = 21/40

Teacher C holds a Diploma in Education with spé&gagibn in English and Guidance and

Counseling, and has been teaching for seven years.

4.2.1.7 First Observation of Teacher C — 28 May, 207

The Lesson

Task: Composition Writing

Topic: Describe the house that you live in
Or

Describe your ideal house.
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Time: 80 Minutes (2 Periods)

Class: 1D

No. of Students: 42

ReferenceEnglish in Action Book Page 62, 68.

Teaching Aid: Pictures of different types of homes

Objective: At the end of the lesson, students shbalable to write the draft to their
composition on the above topic.

Introduction: The teacher started the lesson bynggiuestions on the previous
comprehension lesson:

Teacher: What was said about homes in our previonsprehension lesson?

Student: We talked about traditional and modern é&®m

Teacher: | hope you have all brought the picturkgaur favourite homes or houses.
(Some took out their pictures while others brougtthing. The teacher told those who
brought pictures to share with those who did neehactures).

Teacher: | want you to look at the pictures youenbrought in pairs. Also, | want you to
write a few short sentences about those homes tisengdjectives you have learnt on
page 62 of your English textboolsg¢ ref). The teacher gave the students some time to
do this while she went around checking that stuslesmtre following her instructions.
Teacher: Now | want volunteers to come out in ftorghow us their pictures and also
talk about their homes.

Student 1: This is the picture of my ideal ho(ekpwed it to the class, but it was too tiny
for everybody to sedpe structure of the house is rectangular in shape

Student 2(Does the same thing as studentTh)e roof of my house is constructed with
corrugated iron roof.

(The teacher wrote the expressions as the studaittshem on the chalkboard).
Student 3: The plan of our house is cross-shaplee ffbnt door is made of glass.
Student 4: The entrance of my house has a cirdalartain.

Teacher: Now, | want you to get into groups of &iwel brainstorm on what you are
going to write in order to plan your compositions.

At this stage, the teacher wrote the topics orctiakboard and instructed students to

choose any of the topics they were comfortable .\itrere was a lot of dragging and
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noise making. Students eventually managed to ¢etheir ability groups. Movement
around the class at this stage was a bit diffidlko, noise coming from the discussion
among group members disturbed other groups. Sde#uher kept on cautioning
students against noise making.

Teacher: | want to refer you to page 68 of your ksfor more guidelines on how you
can plan your composition by drawing a mind magtfir

Student: Please teacher, do you want us to writaiabur real homes or the homes in
our pictures?

Teacher: | have already explained to you that yan choose your real house or any
other house that you wish to write abg{the student breathed a sigh of relief and
looked happier).

Teacher: As | have earlier told you, you can camsttia mind map easily by placing the
topic of your composition at the centre of the mmad what you want to write about,
branching from the centre. You can then use the map to write the first draft of your

composition.

After the students had managed to draw the mindspthpy were instructed to use them
to write the first draft of the group compositianiie submitted to the teacher for marking
before they did the final copy in their books. Segghat there was not enough time left,
the teacher asked the students to finish the daafieme and submit them for marking.

After the lesson, | asked the teacher to explarsifstem for grouping her students. She
said that she grouped similar ability students tiogreso that they could work at their
own pace and not be intimidated by the performaricghers.

The following are three selections of the mind magonstructs, and two selections of
the students’ drafts, and the teacher's commenasiy\df the mistakes in the students’
drafts are underlined, and the comments and fe&dbam the teacher are in italics and

brackets in the drafts. The mind maps were notegtad
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Sample Students Mind Mapping Artifacts from TeacherC’s First Lesson

Mind Mapping (Group A)
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Sample Students’ Artefacts from Teacher C’s First lesson

My Ideal House (Group Work A)

| will like my house to be a morder(moderr) house, rectangular in shape and triangular
at the roofing(?) | will like to paint my house with @ellow) paintand_a red paint at the

bottom. (?)

| want my house to have (&ye bed rooms, one (1ining room, one (1kitchen, two (2)
toilets, two (2) bathrooms and a very big sitisgting). | want to have six (&elevisions,
one (1)_on(in) each bed roorfbedroom and the other one at the sitirmpm. | want to
have tow (wo) fridgesat the kitchen and two kitchen units at the kitgHese room
dividers (,) one orfin) each bed room, six television stands oneach bed room and the
other one at the sitingpom, twelve chairs and two big tables. | wantmoyse to have

six (6) beds one on each bed room at two at mydeah. | will like my house to have
other things like a zincs(nK) at the kitchen.

| want my house to have) garden with dot (lots) of flowers. | wish to have such a
house.

Teacher’'s comments: You need to remove all theefsgoumbers you have written in
your composition. Work more on your spelling andgiuation. You write very long
sentences with wrong punctuation.
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Communication- 7

Grammar - 7

Mechanics — 2

Organization — 2 Grade = 18/40

My house (Group Work B)

My house is beautiful than anyone elesels¢’9 house. My material for roofing is
Harvey ridge cap, Harvey roof tiles, roofing ment@arhino ceiling and face bricks.(?)
It is yellow in colour and it is rectangleettangulaj in shape.

Inside my housk (Ther@there are two rooms in my house. The furnituneésle upf
Jelutong (?) and there is a bathroom, a toileavieha pantry in my kitchen and a lounge
with a verandah at the front. It is white insidel dne furnituresf(rniture) are(is) brown
in colour._In my(My) room 1 havd(is) painted it with gpink paint and everything is pink
colour.

Outside my house(,) there are green trees ajrden grass at the front whiletaé back
of my house | have payve(s paved. | have shapeftrimmed my (the) trees into many
shapes and there are flowers at the front of mgéduthe verandah, and everywhere.
People like myljousé and others wanted to rent arbut | have told them that | still
love my house. There are two types(sfvimming pools in my place e.g théonépool
for kids and the poal for aduladulty which is shallow(?)

NB: What | like about my house is in summer ite®kbut in winter it is cold.

Teacher's comments: Some of your sentences laakimge& ou need to work more on
your spelling and grammar.

Communication —78

Grammar — 8

Mechanics — 2

Organization - 2 Grade =19/40
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4.2.1.8 Second Observation of Teacher C — 05 JuBQO7:

The Lesson

Task: Composition Writing

Topic: Story Writing: ------ *- - - | could not bedve my eyes. That night, | cried myself to
sleep.’

Time: 80 Minutes (2 Periods).

Number of students: 40

Reference BookChewing the Bones — Junior Secondary English LiteeaAnthology
Pages, 202-208.

Objective: At the end of the lesson, students shbelable to correctly answer questions
on a previous story and write a similar story basedhe above topic (See the reference
above).

Introduction: The teacher asked students to getthreir groups. (The teacher had already
distributed them into their various ability groupsfore the lesson. There were nine
groups of 4, 5, and 7 students). Students werereef¢o the story in their books, and this
was followed by a question and answer session@prikvious story that students had
read:

Teacher: Which characters in the story, ‘The Vegata did you like?

Student: The wife.

Teacher: Which character did you not like?

Student: The husband.

Teacher: Why?

Student: He was abusive, always mean to the wife.

Teacher: We read that the wife was a vegetariamatlbes ‘vegetarian’ mean?
Student: A person who does not eat meat.

Teacher: What qualities did you admire or like lire twife?

Student: She was patient and long suffering.
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Teacher: Earlier, you said the husband was meanamngive. | want you to identify
words or expressions from the passage pertainiraptese.

Students: daft, stomp, swear, slapping, punchitapdy namby-pamby vegetarian etc.
(The teacher copied the words as the studentstgaweon the chalkboard).

Teacher: Let us now go over the theme/s of thg sthat did we say they are?
Students: Abusive relationships, revenge, abusareiages, insensitiveness etc.
(Again, the teacher writes these on the board).

Teacher: Now, | want you to think about a storywuard the themes you have identified
and write a group composition on it. Work in youogps to brainstorm and come up
with the topic and statements for the introductioody and conclusion of your
compositions.

Students worked in their groups to doing the diafiten | went round to check what
students were doing, some of the groups came uptapics such as: ‘Physical Abuse’,
‘How Could You’, ‘The Death of my So-Called FathéiThe Painful Ending’, and

‘Human Abuse’.

Some of the groups were finding it difficult to cemap with topics. However, they
managed to come up with a paragraph of introdudatibite thinking about what to do
next. Realizing that there was not enough timettetomplete the assignment, the
teacher instructed the students to complete writwedfirst draft on their own and to

submit it later for marking before writing the flr@pies in their books for grading.
The following are two selections of the studentsifs and the teacher’'s comments.

Many of the mistakes are underlined. The commemdsiae feedback from the teacher

are in italics and brackets.
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Sample Students’ Artefacts from Teacher C’s Seconddesson

1. HUMAN ABUSE (?) — (Group work 1)

There are lots of abuse in our country tif@ahd thesgabuses are as follows, physical
abuse, child abuseptbtional abuse and others. TIilhe abuse ar¢is)done(caused
by adults.

There was a man called Joseph andlhisf wife this man was abusing heife

everyday. When he comes from the jb). He always eat thepends?) money when it is
the pay day (.) he g¢He goeg to the bar to drink alcohol and when the monsy (
finished he came back home harassing her wife gdien about food, and Hdrmi§) wife
was not cookethecause theyh{ere is no food to cook and her husband said () I twan
food and when you don’t give me food | will beauydecause | come from the job | am
hungry.() Thisman was abusing her wife everydaydry tim¢ when he comes from the
job and I could not believe my eyes that nightiédmyself to sleep because that man
wasnot gave(give) that women (woman) money to buy foods teatvanted.

Human Wife) abuse is not good because it can lead to paksiimgs that @re)
happening everytime in our life. Some husbandl(epstkill their wifes. (wives)

Teacher's comments: None.

Communication — 7

Grammar — 6

Mechanics — 3

Organization — 3 Grade =19/40

2. The Death of my Father (Group work 2)

Oh my God | don’t¢ould noj believe it, forwhat happened to my father when | get
(got) home | found my father running away with anotimemn thatman was shouting to
people to camdcomgand see what he want to do todélgat day

That day | could not belive my eyes. That nightiéd myself to sleep, because of the
accident | found it afternoon. My father died besmof the slashers that man cut him in
the head(?) my father shouted to people say ‘somebodyp Fal the several times but
no one came to help from neighbours oh God.

(This part is not clear to understan@ havetried my best to phone the police to help my
father, because | was so scared when | foundat libod in the house that my father
wastried to_hired(hide) himself in).
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Then the police took my father to the hospital ttendoctor who atten@d) to us(him)
told us that hewag gone_is(it wag too late.

Teacher's comments: Your story is difficult to ustend!

Communication — 5

Grammar — 6

Mechanics — 2

Organization — 2 Grade = 15/40

The above details reflect the approach used bietnghers in teaching composition
writing. The details of the teachers’ and studemi&rview, lesson observation, and
sample students’ artifacts were presented.

4.2.2.Research Question 2

What are the challenges or problems associated withe use of the approaches?

This section presents the data used to answer Res@aestion Two. It will reflect the
data from the teacher interview, students’ artfaand document review discussed in
Chapter Two to answer the second research question.

4.2.2.1 Interview with Teachers (Appendix B):

In an attempt to establish if teachers were hadgliffgculties in teaching composition
writing effectively to their students, they wer&ad the following questions:

Questiont Do your students have problems in composition wiing?

All the three teachers admitted that their studemtee having problems with writing in
general and composition writing in particular. TieacC articulated the problems:
Teacher C: Yes, of course. Often students enjoyigmission part of writing, such as
brainstorming. The problem is when they have toroamicate in writing. That is where
they have difficulties.

The teachers were asked to point out the speaibiclems that they were having with the
teaching of composition writing to their students.
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Questiont What do you think these problems/difficulties ar@

The teachers gave a list of problems such as sgepunctuation, grammar, students’
inability to write correct sentences, lack of ideasl organization skills, lack of
communication in writing, and mother-tongue intesfece.

The teachers were requested to identify the maahwan errors students make in their
writing:

Questiont What are the most common errors students make inomposition writing?

The teachers identified spelling as the most comeraor, followed by mistakes in the
use of grammar, punctuation, faulty constructioseaitences, lack of communication of

ideas, and mother-tongue interference.

To round up the teacher interview, they were askedinal question in an attempt to
probe more into the difficulties they were havirsgaaresult of their approach to the

teaching of compaosition writing.

Question What do you see as the major problems/challengés the teaching of

composition writing to students?

The major challenges to the teaching of compositiating as visualized by the teachers

were daunting. Among the challenges mentioned weréollowing:

» Students’ lack of motivation, and negative attitbolevriting. For example, some
students are known to exhibit aversion to writingporeference for other aspects
of language.

» Lack of teacher interest: This is because teadrergiscouraged from teaching
writing by the students’ poor writing skills.

» Large class size: It is not uncommon to have upty-five students in a class.
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* Quality of students: The teachers referred to nsinglents with low ability being
admitted to junior secondary schools from the puptimary schools as a result
of the government’s free education and automabeption policies.

* Time limitations: Teachers said that it takes afdime to teach composition
writing which they cannot afford because they hiaveover the syllabus, as well
as teach other skills in English.

* Poor reading culture: This was also alluded to esrdributory factor in students’
inability to write effectively.

* Lack of parental support: One of the teachergligit many parents do not
support their wards’ learning efforts and that tdeynot take enough interest in
their children’s learning. Many parents are accusfediling to control or
discipline their children, allowing them to wat@otmuch television at the

expense of reading, and referring their discippngblems to the schools.

The problems above were vividly highlighted in TreacC’s response:

Teacher CTime factor; time for teaching composition writirsglittle when you have to
teach other skills in English. Getting through todents to make them want to write is
also a big challenge. It is like hitting a brick Iivdurthermore, there is lack of
motivation on the part of students, and lack oériest or apathy by teachers to teach
composition writing. The feeling from both sidemistual. Again, the inability of
students to be imaginative and creative, in theitimg coupled with poor writing ability,
are real problems. Other challenges are lack ofleti exposure to extensive reading at
home and on week-ends. This ill motivates studemnmsite outside the school
environment. It is not uncommon to find parents whmplain that they are unable to

make their children study at home.

4.2.2.2 The Students’ Artifacts

The students’ artifacts from the five lessons oleseiin the three schools have already

been highlighted for their quality, and for the poase of analysis. At the time of the
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observation of the lessons, examination of studlertxcise books indicated that in
schools ‘A’ and ‘B’ students wrote personal lettersheir friends telling them about
their new school. In school ‘C’, students had nme& any form of writing, whether letter
writing or composition writing before my observatidrhis meant that the only
composition exercises the students did for the tarrd at that point of the school year,
were those that | observed in the three schoolseMer, the interviews with the
students were done after the lesson observatidressilidents’ points of reference, then,
were the lessons they were taught during my observavly analysis therefore, was
based on the composition writing exercises in whichserved the three teachers their

classrooms.

4.2.3.Research Question 3:

Are the teachers’ approaches to teaching compositiowriting responsible for the

poor writing skills of learners?

In order to answer Research Question Three, amindiete if the use of the approaches
were responsible for students poor writing skitschers were asked the interview
guestions below. The interviews took place afterrtobrmal class periods in the
afternoons. Details of this have been explainetiegean Chapter 3. The data presented in
this section reflect the main themes of studemtsponses from the three schools in this

study:
Questiont Which aspect of English do you enjoy learning anavhy?
Students’ preferences ranged from reading, liteeafespecially the reading of novels),

listening comprehension to grammar. The least medevas composition writing. To

further prove the result in this case, a directstjoe was asked:
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Questiont Which aspect of English do you least enjoy learng and why?

Again the students’ responses indicated that métlyeon chose to learn other skills than
composition writing, as they did not express prefee for it. Nearly all of the students
answered that they did not like composition writberause they felt it was too difficult
for them. Instead they preferred other aspectangfigh. The following are some of the

reasons which they said for not enjoying composititing.

- The topics are always difficult and | don’t knowve tBnglish words to use.

- I think it is difficult and it needs proper Englisiind | don’t manage to pass in it.

- Sometimes you are given topics on something yotikiwow to write about. How do
you write about something you have never seen?

- Some of the topics need a lot of thinking whidtiffgcult to do.

- I find it difficult to think of what to write.

To round off the interview, students were requesbestate other problems of
composition writing they have that they had not ticered.

Questiont What other problems do you have with English compsition writing?

In their response, students listed other factdrgiting their performance in writing.
These included poor spelling (this was the majent®), lack of adequate vocabulary to
express ideas, lack of organization skill, and lac&nough time to do the writing. In
some extreme instances, some students expresseghbphobia for composition

writing. Samples of the common themes include:

- Sometimes when | am given a topic to write onnigpand | am unable to write
anything or write wrong things.

- Most often, | don’t understand the meanings of waaduse to write the composition.

- Sometimes the problem is the topic we are givguess we can be made to choose

our own topics.
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The problems | have with composition writing arelbpg and using of punctuation
marks. Another problem is that the topic may bcdit and she will not tell us what
the topic requires us to write about.

If only the teacher can tell us how to write comfass in a good way.

Mine is difficult words whose meanings, | don’t Wno

The problem is that | don’t know what to write e tintroduction, body and
conclusion. | just get things mixed-up.

Thinking too much about what to write makes me ladveadache. I'm not able to
understand the topic and sometimes get my spelingsg.

Writing things that you haven'’t seen or done. liog abstract for me.

My problem is thinking lots of things about whatiyaye going to write in the
composition when you don’t understand the topic.

| have problems with writing because of the spgland because | mix up the ideas,
and not arranging the composition well.

When I'm writing compositions, | get some ideaseklvhshould write it on paper, |
usually don’t know the English expressions of tieas that | have.

The highlighted data above sum up the responsiée atudents to the interview. They

reflect their individual and collective difficulsewith composition writing, which must

be considered when answering research questioa. thre

4.2.4.Research Question 4

What possible models would improve the learning ocfomposition writing by

students at the junior secondary level in Botswana?

In order to answer Research Question Four, thefdataresearch questions one to three

were examined. The findings from the analysis vserd to answer research question

four based on the data obtained from observatiatexyviews, examination of artifacts

and other related documents on the approacheseagtiby teachers, the challenges
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associated with the use of the approaches, angrthdems faced by learners through the
use of the approaches in the teaching and leaprogess. The answer to Research
Question Four will, however, be answered in Chapteg which will suggest a model
which as a remedy or solution and which will alsmi part of the recommendations. As
a result, | found it appropriate to move the resle@uestion to that where it will fit in
neatly and avoid the cluttering of information.tihis way, it will provide a better

organized and more understandable sequence.

4.3. DATA ANALYSIS

In this section, data are analyzed. The analgsigses on Research Questions One to
Three. Research Question Four will be tackled iafiér Five because of reasons

alluded to above.

4.3.1.Research Question 1

What are the approaches teachers utilize in the teaing of English composition
writing in the three schools?

There are different approaches to the practice@aching of writing skills, depending on
whether we want students to focus on the processitiig or its product, and whether
we want to encourage creative writing either indiglly or cooperatively.

When all the observations, interviews and docunaetifeict examination were done, and
put together, it was found that the approachesiwthie three teachers utilized in
teaching composition writing were mainly produdeated. This is because the teachers

employed the following procedures:
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4.3.1.1 Writing on a given topic

Teachers A and B gave students pre-determinedstopmvork on. Teacher A gave the
topics, ‘The day | will never forget’ and, ‘A viefsxom my bedroom window’. Teacher B
gave the topic, ‘An April Fool’s joke which got nir&o trouble.” On all these occasions,
students were not given any options of the tomasrite on, which is a feature of the
product approach to writing. Even though this gitramay apply to process writing,
there is a degree of flexibility that is attachedhe process that was lacking in the
product. This was reflected in the response ofajrtbe students in the interview who
exclaimed, ‘If only we are made to choose our oapids!” Apparently, this particular
student experienced difficulties right from the einwith the topics. In addition, the data
presented indicated students’ frustrations withpitescribed topics which they expressed

in such comments as:

- Sometimes, the problem is the topic we are given -

- My problem is thinking lots of things to write wheu don’t understand the topic

- Sometimes when | am given a topic to write onnigand | am unable to write
anything or write wrong things.

- Sometimes the problem is the topic we are givguness we can be made to choose
our own topics.

- Thinking too much about what to write makes me ladveadache. I'm not able to

understand the topic and sometimes get my spellingg.

For instance Teacher A’s topic, ‘A view from my beom window’ may not be helpful

to many students who share bedrooms with othengbbnd members of the extended
family. Besides, the plan of many houses may ba that they open into the yards of
other houses or windows. Therefore, there may aahbch of a view in such
circumstances to provide a context for the studenkelp their ideas. Again, Teacher B’s
topic, ‘An April Fool’s joke that went wrong’ mayetsaid to be outside most students’
cultural experience as it may be unfamiliar to thamd even elitist. This means that the
topic would likely make sense to a few who comenfreducated families. The
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examination of the students’ response in theifaatis suggests that, it did not help or

enhance their writing.

Teacher C, on the other hand, gave some optioha€e of topic to the students. For
instance, in the first composition writing lessstudents were given the option of
choosing one out of two topics: ‘Describe the hahse you live in” or ‘Describe your
ideal house’. Furthermore, in her second lessoidesits were given the choice of
developing their own themes from the topic, ‘-I-could not believe my eyes. That night,
| cried myself to sleep.’ In spite of the teackattempt, however, the second topic
proved too abstract and complicated for many ofthdents at their level. The
implications in this situation is that the uniqueeds, background and the learning styles
of the students need to be considered in the dewedat and assignment of tasks in the
constructivist tradition (Wertsch, 1997) of usirgckground, experience and practical

approaches to effect learning.

4.3.1.2 Lack of adequate supervision of writing

The three teachers assigned the composition widnhigity to students as homework
after the initial prewriting activities of discussi of topics, brainstorming and mind
mapping. This in itself may not be a bad thing ¢¢ lout from the difficulties of
composing experienced by many of the students,apparent that they need more
teacher attention and supervision in developingingiskills, than reliance on them to
find the way on their own. In this instance, compos writing outside the classroom
setting gives the teacher very little opportundyatticulate students’ difficulties in order

to address them.

4.3.1.3 Non Compliance with Official Policy

The Botswana Government’s official policy on thadieing of language emphasizes the
communicative approach where students learn tlgubsge by using it in meaningful
interactions, communicative activities and probkastving tasks (Republic of Botswana,

1996). The three teachers emphasized accuracyndergitheir students to mind their
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spelling and grammar. Their assessment of studemitshg focused on surface level
errors at the expense of communication and meame@cher B was more prescriptive in
her teaching, telling students to mind their gramarad reminding them about the

criteria to be used for the marking of their pap#r&zas evident that technical details
received attention at the expense of communicaRaging attention to accuracy in
writing is part of the teaching of writing skillsut it should not be done at the expense of
communication. It was obvious from the studentsting that they neither

communicated nor were accurate in their writinge gharing lack of communication in
the students’ writing needs to be addressed inikgepith official policy and the

demands of communicative writing. For instance,cheas A and C used a greater part of
their lessons teaching the parts or layout of thdesnts’ composition such as the
introduction, the body and the conclusion. Tea&erment even further to allude to the
marking requirements to students who were havihgrd time even figuring out what to
write. At this point, it is more important to hedfudents learn to write to compose than to
get fixated on accuracy and form at the expens®wimunication and meaning. In fact,
more extensive oral expression of ideas, debatgsession of opinions and facts should
be incorporated into the composition activitiethat prewriting stage. This will help
students develop both vocabulary and communicatdls that will be used in their

writing.

4.3.1.4 Modeling

Eggen and Kauchak (2001) define modeling as changasople that result from
observing the actions of others. They add that iragialso examines the processes
involved as people learn by observing others tinéy gradually acquire control over
their own behaviour. The primary assumption behisidg models in writing instruction
is that learners will see how good writers organtdaelop, and express their ideas.
Models are also supposed to be studied, questrerssied, and answers are debated

before students come up with their own writing slaad forms.
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In its simplest definition, modeling in compositiamiting refers to a situation whereby
reading is related to composition writing activitihe reading here is used to start
students off in their writing or to provide a coxtiean example or prior knowledge for
the new information or writing that the studentsehéo do. This was what Teacher C did
by using modeling in her two composition lessortad8nts, on both occasions, had to
study models from their textbooks to support thgiting effort. Ironically, some authors

perceive this strategy as an element of produdingri

4.3.1.5 Composition taught as ‘isolated’ events

Communicative language teaching demands that lgegigaaught by integrating the
skills. Thus while teaching any specific languakj# such as reading, writing, listening
or speaking, one must try to integrate all foutlskit was evident in this study that not
much writing of the extended type was being doneas shown in the students’ poor
writing skill. It was observed that composition tg was limited to ‘isolated’ and
infrequent activity done once in a while withingesific period of eighty (80) minutes.
Moreover, it was taught only once or twice in artefhis gave the impression that
composition writing was taught out of context ahdttit was not an aspect of language
skill development that should be taught in a mudnemntegrated manner. Also, the
interactive and integrated activities associateth writing were not encouraged long
enough for students to benefit from the process. ggssibility of students doing writing
in the form of a brief narration or descriptionameading or listening lesson, or the
writing of a speech or conversation in a speak&sgdn was not fully exploited. As a
result, students dreaded writing lessons. On therdtand, teachers were largely pre-

occupied with composition writing so that they abjust go through the motions.

4.3.1.6 Time Limitations

It was noted that time was a big factor on the pAboth the students and the teachers.
On all the occasions in which lessons were obsestedents were unable to complete
their tasks in class. So, they had to complete ttmnpositions at home. Time is an

important element in the teaching of writing in geal, and compaosition writing in
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particular. Unfortunately, time was not consideaedmportant commodity that the
teachers could spare in their teaching of writihgakes time for students to go through
the writing process, to discuss the topics or lstairm, produce drafts and publish final
drafts in composition writing. Lack of adequatetug time meant that many students
were unable to complete their writing within theen period. Equally, lack of time
deprived the teachers of the opportunity to idgnafticulate and address their students’
writing difficulties in order to help them. On tlo¢her hand, perhaps, the teachers did not
understand the goals of teaching writing effectivals a result, they did not invest time
dealing with the writing skills of their studeniaybe teachers should have considered
the long term goals of teaching writing as indidatethe current JC English syllabus
(Republic of Botswana, 1996). Its aim is to prepstglents to communicate accurately
and effectively in speech and writing in and owdide school environment to transfer
the writing skill to content areas and to functedfectively in the world of work. If they
had done so, they might have been willing to investe time and attention in teaching

writing.

The limited time which teachers apportioned to b&ag writing is shown in the
infrequent episodes of composition writing. As segfgd above, composition was taught
once or twice a term. Also, the conception thageaed writing can be taught in a block
period of 80 minutes just to satisfy the syllabaguirement is misplaced. Writing should
not be limited to such periods. Students can bghtiaim small segments in the process of
teaching other skills such as reading, listenind) gpeaking. In other words, the teachers
failed to realize that if composition writing waaught effectively, it would be reflected

in the students’ ability to do other genres of imgtsuch as creative writing, and writing
across the curriculum in content areas. This egieement with the constructivist theory
that encourages the development of learners’ mnimééecome flexible enough to handle
future problems independently in similar or differsituations (Wertsch, 1997).
Therefore, the teaching of writing should be a monghre frequent exercise than it is at

present.
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4.3.1.7 Teacher Feedback in Writing

Teacher feedback in writing is closely linked wittotivation for learning. Learners need
a sense of motivation that should be maintainesbistained. Also, motivation is said to
be dependent on the learners’ confidence in tregrgial for learning. Thus a sense of
achievement in a previous task enhances the lesacfidence in the potential to solve
new problems. Vygotsky (1978) posits that by exgrering the successful completion of
challenging tasks, learners gain confidence andvatain to embark on more complex
challenges. Feedback is also seen as a two-waggsoan interaction between teacher
and learner. It has to do with entering into dialegvith the learner in order to find out
their current level of performance on any task, simaring with them possible ways in
which that performance might be improved on a sgisset occasion. This means that

feedback should be linked to performance, and eypdusted from it.

The form of teacher feedback observed in this stlidyittle to motivate or enhance the
students’ confidence in learning to write. Writithg serious’ or ‘mind your spelling’ as
feedback to the learner, especially a clearly weakner, does not help that learner. As a
result of this situation, it was not surprisingtteudents expressed frustration with

writing in the following statements:

- | don't like composition writing because | alwagpd ft.

- | am not good at writing compositions because Ipgoar at spelling.

- I don't think our teacher teaches us well becausadw compositions once in a while
and we forget.

- | take too much time to write compositions and gmehot managing to pass

- The last time the teacher marked my compositianaslvised me to put punctuation
such as full stop at the end of sentences | write.

4.3.1.8 Assessment of the written product

Holt and Willard (2000) emphasize the concept afadyic assessment in which the

interactive nature of learning is extended to assest. It was noted in this study that the
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assessment of the writing was impersonal andtt lielp to learners. The teachers
mostly emphasized surface level errors or mechaniispelling, punctuation and
grammar as outlined in the official marking rubrased ignored the areas of
content/communication which have to do with malkimganingful and effective
communication. After all, an important aim of wnig is the ability to make meaning and
thereby communicating effectively. In addition, theee teachers largely awarded almost
meaningless number grades to students’ writing. rd/tiee teachers offered comments
on students’ performance, they were not very hélg@famments, such as, ‘Very good,’
and, ‘Excellent, keep it up,” sound vague. It skladndicate what the student did that was
particularly good. It should also indicate what shedents could have done better to
improve the writing. Awarding number grades and miggless comments is a traditional
form of assessment that does not help learnergraaggecessary writing skills. New and
more effective trends dictate that learners angeeed as unique individuals, and that
teachers act as facilitators who promote learnimyreot act as judges or sole executors.
In this way students are perceived as people wihrfgs and personalities that need to
be appreciated and helped. They should not beettest entities without identity.

4.3.1.9 Elements of Process Writing

The three teachers incorporated the prewriting efgraf process writing at different
stages in their lessons. These included brainstgyend draft composition writing
activities. Teacher C went even further by engapegstudents in such positive
activities as speaking and making presentationgle®its in her class talked more about
their own ideal houses, generated more sentendeb wie teacher listed on the board
for their use, and even encouraged students tolskemnind map to help with their
writing. However, as in the other two classes, siiisl only succeeded in drawing the
mind map when the lesson was ended by the bell.

It was also noted that many of the compositionimgigctivities in the classrooms were

done as collaborative activities by all the teash#@/hat was irregular about this was the
fact that not enough supervision was given to thdents to carry the exercise to success.

118



Teacher supervision and intervention is crucidhtosuccess of collaborative activities.
This was lacking and resulted in the more ableesitgldoing the drafting by themselves,
while the less able ones passively looked on. €helters seemed largely pre-occupied
with students producing drafts which they would knand thus end the ‘torture’ of

composition teaching.

From the findings above, it is safe to concludé tha three teachers did not strictly
follow the process approach in teaching composivating. Feedback given to students
was limited to the prewriting period. In some casewent up to draft stage, but not to

the completed composition. Assessment focusedetettihnical aspects of the finished
product, while ignoring the content. The plannimgl @rafting processes were not
allocated any grades, as the grades were alloocatgdor the completed product.
Therefore, it would be safe to conclude that ther@g@ch which the three teachers used to
teach composition writing was mainly product orezhtAt this point, attention would

focus on research question two:

4.3.2.Research Question 2

What are the challenges or problems associated withe use of each of the

approaches?

In order to answer the second research questita fren Research Question One were
used to identify the approach used by the teadsepsoduct oriented. As a result, the
problems or challenges of the identified approadhb& discussed with reference to the
use of the product oriented approach to teachingposition writing. In an attempt to do
this, the lessons observed, the teachers’ andrgiideterviews, the students’ artifacts,

and documents reviewed in Chapter Two will be used.

119



4.3.2.1 Product Oriented Approach to Writing

It is believed that traditional approaches to wgtfocus on written products. Teachers
evaluate the written product, judge its form andteat according to set criteria, as was
done by the teachers in this study, who focusethervaluation of the finished product,
and awarded number grades to them without evayatiy aspects of the process or the
various stages of the writing. Furthermore, evigeinom the teachers’ evaluation
suggested that the focus neglected the contentingeahthe students’ writing and
concentrated on form such as surface level erfospeadling, punctuation and form. A
common characteristic of the product oriented pgradhat the teacher is not only pre-
occupied with grammatical accuracy, but she al$® @ a judge of students’ writing
rather than a facilitator. This gave rise to teasimeaking such negative comments as,
‘Mind your grammar’, ‘Pay attention to your spetliirand so on without much

encouragement or praise of students’ efforts.

Hairston (1982:78) details some further flaws i@ pinoduct paradigm when she states:

Proponents of the product approach apparently edewhe composing
process as linear, proceeding systematically fromwvpting to writing
to rewriting.

The view above was picked out from the observatiaihe three teachers who moved in
the order of prewriting, drafting and writing oftiinal copies. This may not have been
intended by the teachers, and they must have asstaetudents knew. However, there
were no attempts on their part to let students kstded that writing is recursive and that
they could write as many copies as possible inraproduce an excellent piece of
text/product. Even the students when asked whgtrtbemally do in a composition
writing lesson, responded to indicate a linear vadwriting:

- We discuss the topic in a group and after that va&era draft and correct the

mistake in the draft and copy them into our conmpmsnotebooks.
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- You write the title. Make a draft. Write a clearpgastarting with the introduction,
development and conclusion. After that | submih&oteacher for marking.

- We are given composition topics sometimes in granpgssometimes individually. If
we are given one as a group, we first brainstorot; gown the points we have; and
come up with a draft composition. After that weteva final copy and submit to the
teacher.

- We work in groups to do the following:

Brainstorm

Arrange points

Make a draft

Write the final composition.

The linear view of composition writing above midig as a result of the flaws
highlighted by Hairston (1982). Also, Johnston (ZP8otes that the product approach
limits writers to a single writing of a text as aged to the multiple rewrites allowed in
process writing, and that while allowing for a e@amtamount of revision, the product
seriously underestimates the importance of revgitgenerally. The idea of writing a
draft and then a final copy was vividly displayedhe classrooms and in the students’

perceptions.

Furthermore, Teacher C tried to introduce modeiniger writing methodology. It is
noted by some authors that the product approaabueages students to focus on model,
form and duplication. They see it as restrictivaking learners to become imitators
instead of empowering them, thereby stultifyingrtheiting skill development (Escholz,
1980). In this, there is disagreement in some gquaend this will be explained later on

in this report.
The details above explain the scenarios that plexva the three classrooms studied.

The implications of this situation in terms of ttfeallenges or problems in the use of the

product orientation will be discussed as follows:
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4.3.2.2 Students’ Inability to Compose

Evidence of students’ artifacts, observation o$tes, and students’ and teachers’
interviews showed that students had serious prableitn composition writing. The type
of writing students did was physical, rather thagrative. Students were mainly
‘transcribing’ as opposed to composing. This wasashin the students’ difficulties with
surface level errors such as spelling, punctuaimhparagraphing. In fact, students were
failing to communicate in any effective ways intvrg. It was clear that many of the
students lacked understanding of the topics orside&xpress them as alluded to.
Besides, students were limited in their usage atiglvocabulary and even substituted
with the L1. For instance, in writing about, ‘Abusestudent wrote: ‘He always eat the
money’ meaning, ‘He spends the money’. On the {dpiziew from my bedroom
window’, a student showed lack of communication whe wrote, ‘I have like the view

that my Mother should buy bigger window to seeolothings than that | have seen.’

Again, the lack of adequate vocabulary ensureddgtuaients wrote paragraphs of a few
lines in their compositions. Writing involves studiein activities of making meaning and
not just participating in the physical effort. lag/also noted that the teachers in all the
cases failed to help students through those diffe=i They did not offer helpful
feedback to the students during the writing to emsliat they produced a meaningful
piece of text. The minimal feedback the teacheve geas usually after the writing when
it was too late to help the students improve. Farrtiore, the feedback given to students
focused on surface level features of spelling, puaton and so on, which did not

enhance students’ composing skill.

4.3.2.3 Lack of Motivation to Write

The constructivist theory on which this study isé@d describes how learning should
happen and is associated with pedagogic approdchiegromote active participation by
considering such issues as the nature of the leaheenature of the learning process and

the motivation for learning. Such factors as thigjue needs, background and complexity
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of the learner should be taken into account ineaehing and learning process.
Apparently, these factors were largely ignorechimpedagogical practices pertaining to
the teaching of writing. This oversight on the pzfrthe teachers contributed a lot to the
apathy and lack of motivation shown by the studentsarning composition writing.
This was expressed by the students verbally atitkin writing. In response to interview

guestions on the problems which students have aoithposition writing some said:

- Sometimes, when | am given a topic to write oanigpand | am unable to write
anything or write wrong things.

- Thinking too much about what to write makes me ladveadache. | ‘m not able to
understand the topic and sometimes get my spellingg.

- Writing about things that you haven’t seen or ddhis too abstract for me.

- |l don't like composition writing because | alwagd ft.

- | get poor marks every time | write a composition.

The statements above suggest feelings of frustratial helplessness, which are brought
on by the inability of the students to achieve sgean their writing attempts and the
teachers’ method that prevented them from artimgabhe needs and peculiar difficulties
of their students. What is worse is when studeivis gp and begin to view themselves as
failures because they lack certain writing skiliss evident that the students had
significant problems associated with writing. Aseault, they were developing neither

good mechanical nor composing skills, in additemoét being able to write effectively.

4.3.2.4 Pre-occupation with Students’ Errors/Diffialties

First, the three teachers were unanimous in st#tiaigthe most common mistakes
students made in their writing were the mecharsodiace errors such as spelling and
punctuation. They identified the major errors asnwg tense/grammar, faulty sentences,
lack of vocabulary, repetition of ideas, lack ofj@nization, and failure to communicate
in writing. The examination of students’ artifagtgicated surface level errors of

spelling, punctuation, and organization, as welbak of vocabulary that resulted in
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scanty writing, formation of wrong sentences, pogg of tenses, lack of ideas and failure
to understand the topics in some cases. In fasastevident that most of the students

lacked composing skills.

4.3.2.5 Time Constraints

During the observation of lessons, the teachersartents had problems related to time
in writing. It was also evident that the studemd &eachers were constrained by time in
which to do the writing. Students were not giveowgh time to do composition writing.
It was also observed that teachers could have gnae time to composition teaching
than they did. They were unwilling to do so, howe'edting large class size constraints,
and the fact that they have to meet other syllabgsirements such as teaching other
language skills. Another dimension to the studedifficulties was the perception that
taking much time to write a composition was a gfailure on their part. For example,
they always had to complete composition writinggresents at home. On the contrary,
adequate time is a feature of the teaching of mgit time to think about the topic, time
to research, time to write and re-write, until dreeomes satisfied with the final product.
Unfortunately, students and teachers equally dichage enough time to enable them to
fulfill their tasks satisfactorily. Perhaps, thdeols should consider increasing the
periods beyond the five a week which they haveernily allocated to English Language
teaching. If this is not done, teachers will conérto resort to product teaching of

writing.

4.3.2.6 Assessment of Students’ Work.

Students’ work was assessed using the standamiagddng rubric (Appendix D). This
evaluated content/communication and structureidedhy, the communication/content
aspect of the evaluation was mostly ignored incttraments which teachers made on the
students’ compositions. Attention was focused snes of structure such as grammar,
spelling, punctuation and the award of number ggadge opposed to constructive

comments to improve students’ writing.
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Furthermore, because of the focus on structur@pssed to content and meaning, the
students’ compositions were sparse and mostly mgkess, as attested to by the teachers
themselves who observed that their students lac&ednunication, grammar,

organization of ideas and vocabulary skills. Thiskl of vocabulary resulted in the

mother tongue interference noted by the teacharsyimterview with them. As

mentioned in the previous paragraph, there wageddack. Intentionally or not, the
message to the students was that their inabilityrite effectively was largely due to
spelling, punctuation, and grammar errors, rathan the core issues of content,
communication and meaning. It was not surprisirag students attributed their inability

to write effectively to spelling and grammar ashe following interview responses:

- | have problems with composition writing becausthefspelling - - - and not
arranging the composition well.

- The problems | have with composition writing arelbpg and using of punctuation
marks.

- | have problems with writing because of the spgland because | mix up the ideas

The students’ singling out of technical writingl&kas writing problems was a result of
the teachers’ failure to articulate the main gadlgeaching writing in general and
composition writing in particular. The goals thefss were outlined in the syllabus as
mentioned earlier. The expected outcomes of thehieg and learning of the English
language in Botswana was to enable junior secorstadents to:

- Communicate accurately, appropriately and effebttiirespeech and writing.

- Convey information and logically order and predants and ideas based on other
subjects of the curriculum.

- Recognize and use different registers, implicit nireg.and non-verbal

communication appropriate to the situation (RepubfiBotswana, 1996: ii).
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4.3.3.Research Question 3

Are the teachers’ approaches to teaching compositiowriting responsible for the

poor writing skill of learners?

From the data gathered, it was ascertained thdésts were having major problems with
the learning of writing in general, and compositwriting in particular. These included
poor attitude to composition writing, poor spellitack of adequate vocabulary, wrong
use of tense, lack of communication in writing, amability to generate or organize
ideas, and so on. It was also ascertained fromdbe performance of the students in
composition writing in the three different schotiat the teachers’ use of the product
oriented approach in their classes could not effelgt address the writing weaknesses of
the students. In other words, the teachers’ metdatieot enhance the development of

the writing skills of the students.

4.3.3.1 Students’ problems of writing

It was established that the problems students thevieng with composition writing were
many, and that they cut across the three partiogathools. This was not surprising
because the teachers were using basically the gppreach — the product oriented
approach. As a result most of the students’ diffies reflected symptoms associated
with product writing such as the inability to conggceffectively, lack of organization of
ideas, lack of vocabulary and communication andptreeption that ability to spell
correctly, write good grammar and punctuation ti@es into good writing.

4.3.3.2 Negative attitude and phobia for writing

It was also clear that many of the students weeesavto composition writing, as the
majority did not express preference for it in thierviews. The students’ answers
indicated that many of them did not enjoy learrtimg skill of composition writing
because they found it very difficult. The reasdresytgave included spelling (nearly all of
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them indicated spelling, among other problems) cthwvas followed by difficulties of

not understanding the topic, lack of adequate valea to express ideas, not having any
ideas to start with, lack of organization skillgldack of time to do the writing. In some
extreme instances, students expressed outrighighmicomposition writing, as the

following themes suggest:

- Sometimes, when | am given a composition topicaite wn, | panic and | am unable
to write anything..

- Thinking too much about what to write makes me lagveadache.

- When | write a composition, | become frightenechlige | don’t know how to write
it.

These negative feelings and phobia can be diréolgd to product writing in which the
students are not helped enough to generate antbgedeas and the vocabulary needed
for successful writing. The few able students e thspective classes had no difficulty
participating effectively in the brainstorming agidcussions of the topics. The majority,
however, were made to look like passive recipient®duced to mere onlookers in the
activities that preceded the writing exercise. $hlents’ input in this type of setting
was minimal as they were not made responsiblehfgir bwn learning. For example, they
were not given the opportunity to contribute meghufly, or to make mistakes.

Similarly, they were not given feedback to impraretheir mistakes and to gain
confidence to proceed to the next level. In additmthe views above, the following

were also observed to have contributed to the statdpoor writing skills.

4.3.3.3 The teaching of composition writing througtguestion and answer method

Composition writing lessons were turned into quesand answer sessions, especially by
Teachers A and B. These two teachers devoted ritdst ime to drilling students on

the layout of their writing — introduction, bodyanonclusion - when many of the
students had no clue or ideas on the content toghe layout. While the explanation of
the layout of the writing was not bad in itselfwas apparent that students had other and
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more pressing difficulties such as getting and tgweg the ideas, understanding the
topic, and poor vocabulary. It is when studentsadnle to get the ideas and information
for the writing act that the organization can hegtat or reinforced within the writing
process. The urgency of which aspects of writingrtgphasize can be seen in the

following students’ comments below:

- Writing a composition necessitates more inforaratvhich | don't have.
- Most often | don’t understand the meanings afdsdo use to write the composition.

4.3.3.4 Lack of time to write

The pre-writing activities associated with processing were not given adequate
attention as demanded by the prescribed commuwécagiproach to language teaching.
The teachers failed to give adequate time for stisd® do the writing, to give teacher
feedback, and to incorporate the feedback into therk to improve it. Consequently,
students ended up not developing the requiredngrikills expected of them to succeed

in English language learning and to extend therasacthe curriculum.
4.3.3.5 Unsuitable topics

As was noted earlier, the three teachers managdifexent points to pick topics which
were outside the students’ experiences. In hemgklasson, Teacher A taught the topic,
‘A view from my bedroom window’ which most of thauslents found uninteresting and
quite ‘dry’ from the simple fact that they couldtnelate to the concept probably because
what most of them saw in their shared bedrooms Wereoof tops or walls of other
buildings. Also, many students did not have theabodary or context that was rich
enough to tackle the topic. To complicate the nnditieher, Teachers B came up with,
‘An April Fool’s joke which got me into trouble’ a@hn‘Teacher C with, ‘I could not
believe my eyes. That night, | cried myself to ple&hese, were fairly abstract and
beyond the students’ immediate experience. It viffisult to imagine what these
beginning writers were supposed to do with topheg tvere beyond their cultural and

levels competency.
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Piaget (1953)’s constructivist theory suggests ithdividuals construct new knowledge
from their experiences. This is explained to méen individuals must build a

framework of knowledge based on what they alreadykprior to anything being useful
to them. Bearing this in mind, it was not surpristhat students were frustrated as shown

in these comments:

- | don't like composition writing because you argagi topics on something you don’t
know to write about. How do you write about sonmreghjiou have never seen?’
-l don't like composition writing, but if the topis within my experience, that's when |

enjoy it, as it is easy then.

Furthermore, the intense integrated activities @ased with process writing such as
speaking extensively, dramatization, role play, destrations, listening, reading,
research, and so on were largely ignored, excephé&feeble brainstorming activities
and the subsequent group work. This made the lessmattractive. The only exception
was Teacher C, who allowed some group presentatmas ‘show and tell’ activities

with pictures of some houses.

4.3.3.6 Absence of teaching/writing aids

The use of teaching aids such as pictures, objedtig checklists, editing posters, and
other aids that would facilitate students writingre/not observed in any of the lessons.
Again, the only exception was Teacher C who usedtudents’ textbooks to support her
teaching of writing, otherwise referred to as mouglUnfortunately, this effort was not
sustained due to lack of supervision and directi@m.instance, the mind mapping
activity that followed from the textbook suggestiwas not monitored closely enough by
the teacher to ensure that students drew meaniagtutseful mind maps from the
cluttered sketches which many of them produced (8ad mapping under classroom

observation).
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Further, the teachers failed to use any forms tingdchecklists or any other forms of
writing checklists to support their students’ laagnof writing skills. There were no
posters in the classrooms to indicate their useyeoe they used in the lessons. This was
surprising considering the problems which studergse having with writing such as
spelling and punctuation, at the most basic lewald, their inability to communicate

effectively in writing.

4.3.3.7 Linear view of writing

The worrying fallout for students, as a resulthad product approach to writing utilized
by the teachers, was the linear view of compositwating. There was no planned effort
to highlight the recursive nature of writing ane hossibility of writing as many drafts as

necessary to produce a good piece of text.

It is widely accepted in current practice that wgtis recursive and that it is proper to
write as many drafts as possible to achieve thizgigpiece. Ironically, this does not
apply to composition writing only, but to otherfies of writing, including creative
writing and content area writing. Writing Is saallde re-writing and re-writing. In all the
lessons observed, the emphasis was for studeptsedace a draft in as little time as
possible for grading so that they could write finapies in their books to show that the

writing exercise was performed.

4.3.3.8 Completion of Composition Writing at Home

This is probably the most important factor in tadhing and learning process in
composition writing instruction. It is probably dehble. No matter how this is looked at,
it must be judged against the background of thenga and the setting. Without doubt,
the setting and background of this study suggéstsittis inappropriate to allow students
to complete their composition writing as homewarkis is because of the serious
problems of writing exhibited by the students ameirtstruggles with the L2 language
learning context. Perhaps only when students heaehed what Vygotsky (1978) refers

to as the ‘zone of proximal development’, when thaye experienced the successful

130



completion of challenging tasks, can they be raadymbark on more complex activity
of writing compositions as homework with minimapguvision. For those students who
had serious problems of writing, the proceduretpeim at a disadvantage. Also, the
procedure made it difficult for teachers to artatelthe problems of writing that the

individual students had.

4.3.3.9 Group/collaborative composition writing

It is believed that the learning process is arvaaind social process where individuals
are engaged in social activities. This is becagamers make meanings through the
interactions with each other and the environmeheé dollaborative activities reflected in
group composition writing activity was desirableh®{ was out of place was the lack of
thorough supervision of group work. It was alsoiceat that there was no adequate way
of accounting for individual contributions in theogp activities that the teachers
assigned to the students. This was probably whptblelems which students were
encountering kept recurring. The procedure lackeggr monitoring by the teachers
while students were writing in class or when thegte the pieces as homework. It
suggests a situation where the more able studeoitthe assignment home to write and
presented it later as a group effort. It is nopasmg that students’mistakes kept

recurring, as shown in these excerpts:

Student: When | am made to rewrite the compositiorgke the same mistakes again.
Teacher: - - - | really don’t know what to do. Afsgudents are corrected for mistakes in
their writing, they still make the same mistakesubsequent episodes of compaosition

writing.

4.3.3.10 Teacher feedback

A lot has already been said on feedback. It waschtitat teachers gave their students
feedback that were not helpful towards the develammof their writing skills. It was
evident that teachers mainly employed number graddsa few comments that made

little or no sense to the students they were dicket. In the teacher interviews, the three
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teachers admitted that they gave number gradeglhassxcomments on their students’
performance. Ironically, the feedbacks were usugilhgn after the students had written
their drafts, when it would no longer help themnprove the writing. It was also
ascertained that, the feedback was number criteni@nted, with inadequate comments
on performance such a®york hard on your grammar’, ‘Too many spelling rakss, try

drafting next time’ and ‘Good, keep it up’.

The question now is how students were supposeatiémret the above teacher
comments above in a way that would improve theiting. This was against the
background that teachers’ who wished to increasdesits’ ability to write would not

rely on marking errors on students’ papers andigggitiem based on those errors.
Instead, they would encourage and praise studentbdir accomplishments, as well as
point out further areas in which they could improkevas also remarked earlier, that
feedback would have been more useful while studeets in the process of writing than

when they had finished the task.

4.3.3.11 Lack of supportive writing habits

It was found that students were not engrainedadirey and writing habits that would
enhance their writing skills. This was because smgnt little time at the library, apart
from the single period of forty (40) minutes a we€key were also not encouraged to
keep journals or to write about what they had tbatl made any impressions on them. In
fact, many of the students did not see the needucdn an exercise. Considering that
these activities have been found to contributé¢odevelopment of writing skills, it was
apparent that the teachers and students in thdyg gid not attach much value or

importance to reading in order to develop writikdls.

4.3.3.12 The role of the teacher

It was observed that the teacher was an imporéanoif in the development of effective
writing skills. This means that the instructor’dibts, values and background influence

the learners and the tasks they are expected farpein the shaping of meanings. The
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role of the teacher needs to change to that ofibtéor who helps the students to learn
and reach their own understanding. With a facoitathe student becomes the central
focus as the roles are reversed. In facilitatimgriang, the teacher assumes the backstage
role to direct the affairs of the students andrtavfgle support and continuous dialogue or
feedback or to articulate the students’ needs dddeas those needs. These were not

obvious in this study.

It can now be concluded that the lapses in theldpueent of writing skills that the
students in this study exhibited was as a resuhi@product oriented approach to the
teaching of writing utilized by the three teachei® handled composition writing in
their classrooms. Their methods did not enhanadestis’ writing skills. In short,
students were unable to compose sentences or cacateiaffectively in their writing.
Similarly, this method did not help the teachersnpart effective writing skills to the

students. This was evident in the persistent vgigiroblems experienced by the students.

Having identified the approaches and the probletnish they posed, attention will now
be focused on providing a solution or model to eddithe challenges. This will be

elaborated in Chapter Five because of reasonsiegdlaarlier in this report.

4.4 Summary

This chapter presented and analyzed data emariedmghe observations, interviews
and examination of documents and students’ arsifiom the three schools under
investigation. The chapter also made efforts tav@nshree of the research questions in
this study by linking the relevant data to eachhefresearch questions for meaningful
interpretation. Research Question Four will be arsd by providing and discussing a
model to improve the problems associated with tisvars to the first three questions in

Chapter Five.
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CHAPTER FIVE

5. DISCUSSION, IMPLICATIONS, CONCLUSIONS, and
RECOMMENDATIONS

5.1.INTRODUCTION

Chapter Five entails the summary of the problem¢gaure and findings of the study. In
addition, conclusions are formulated based onititBrigs related to the research
guestions and limitations of study. In the lightloé conclusions made, pertinent

recommendations are suggested. This is done relatithe objectives of the study.

5.2. SUMMARY OF THE RESEARCH PURPOSE /AIMS

This study focuses on the approaches to teachigisBrcomposition writing at junior

secondary schools in Botswana and the objectives:we

1. To find out the approaches utilized by teachethénteaching and learning of
English composition writing in classrooms;

2. To identify the challenges posed by the use of sypgitoaches in the teaching of
English composition writing in these classrooms;

3. To determine whether the approaches used by tesictiebit students’
performance in composition writing; and

4. To propose possible solutions or models to thelehgés in the teaching and

learning of English composition writing in the ctagom.

The research questions that follow were formuldtech the objectives above:
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1. What approaches do teachers utilize in the teaatfilgnglish composition
writing in the three classrooms?

2. What are the challenges or problems associatedthgthse of the approaches?

3. Are the teachers’ approaches to teaching compuositrding responsible for the
poor writing skills of learners?

4. What possible models would improve the teachinglaathing of composition

writing by students at the junior secondary leneBotswana?

Based on the interviews, observations, examinatfantifacts and records, data were

presented and analyzed in Chapter Four which extuitthe findings below.

5.3. FINDINGS

5.3.1.Research Questions 1-3

Analysis of research questions one to three l¢dedindings that will be discussed in

this part of the report. It was found that the aggh used by the teachers showed lack of
value/importance placed on writing and creativyaaskill. The teachers did not seem to
see the future benefits of the development of tteidents’ writing skills. Composition
teaching was probably done just to go through tb&ans. The teachers’ lessons were
uninspired, as they showed no passion for theigictivhese were reflected in the way
the teachers handled the teaching of compositiaimgrin their classrooms. The writing
instruction process was bland, repetitive and lgorrising from the overall analysis,

these were the findings from the study:

Non compliance with official directives and objges of language teaching;

Lack of Students’ Competence in Composition Writing

Students were assigned to write on topics beyomtktrel of their experience;

Students were allowed to complete compositiotingrassignment as homework

without the teachers’ supervision and assistance;
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» There was focus on product writing characterizgdibear view of writing
where emphasis was on the product as opposed farolcess;
» Composition writing as a non integrated and isothéxent;
» Composition teaching and learning was restricteditne limitations;
» Evidence of lack of formative teacher feedback@hdr assessment issues;
» Little or no use of writing aids in writing instrtion;
» Teacher and student attitude issues; and
» Lack of official, institutional and parental suppdor the teaching of composition

writing.

5.3.1.1 Non-compliance with the official directivesand objectives of language
teaching

It is important to refer to the official aims andjectives of the teaching of the English
language and, by extension, the teaching of cortiposwriting in order to evaluate the
shortfalls and lapses. The recommended approadestagl by the Government of
Botswana for both the junior and senior secondawgls of language teaching is the
communicative approach where students are expexiedrn the language by using it in:
- meaningful interactions;

- communicative activities; and

- problem solving tasks (Republic of Botswana, 1Z4R)0).

Furthermore, the current Junior Certificate (JCYlish Syllabus articulates the

objectives and expected outcomes of the teachitigedEnglish language as follows:

* To communicate accurately, appropriately and effelst in speech and writing,
both in the school and outside it.

* To understand and respond to what they hear, rehéxgerience in a range of
situations, settings and media.

* To enjoy reading a range of literature, not ontyidin but also general interest

works and materials.
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» To convey information, and logically order and pmsfacts and ideas based on
other subjects of the curriculum.
* To recognize and use different registers, impho#ianing and non-verbal

communication appropriate to the situation (RepubfiBotswana, 1996: ii.)

The objectives above provide the context of thislgtand it is yet to be seen how far the
ideals and objectives of teaching writing have b@eh There is no doubt that the
Botswana Government places emphasis on the teachlagguage in all its creative
forms and in content areas across the curriculuthdriive language learning outcomes
outlined. It is evident that much importance iséfted to the teaching and development
of the four language skills of reading, writingténing and speaking, reflected in the

communicative teaching of language.

Secondly, the teaching of English emphasizes thieldement of creative reading and
writing skills if students are to enjoy wide rangfditerature and respond verbally and in
writing to what they hear, read or experience inows settings. Reading and writing are
equally extended to the content areas where stsideatexpected to convey information
and logically order and present facts and ideasdasn other subjects of the curriculum.
This means that when teachers deal with any spesfects of language, they are
imparting knowledge to help students achieve oVeralcational goals of school,
learning and life. After, all an important aim afueation in Botswana is the effective
preparation of students for life, citizenship ahd tvorld of work (Republic of Botswana,
1994).

Based on the context above, it is safe to assatrthie teachers failed to comply with the
communicative approach prescribed by the Governinehe language syllabus. It
appeared as if the teachers did not see the immpartaf teaching writing to the students
beyond the immediate objective of the lesson @xtend the skill to other areas of the
curriculum such as creative writing. As statediegrteachers only taught composition

writing as a chore which they had to attend to.

137



5.3.1.2 Lack of Students’ Competence in Compositiowriting

The students’ writing showed very poor competendeériglish language usage as it was
difficult to understand what they were communicgtifhe teachers also seemed to have
a long list of reasons for the students’ weaknegdresh excluded their own methods.
The difficulties that they said they were confrahteth included students’ poor writing
skill, surface level errors as well as studentabifity to write correct sentences, lack of
ideas, lack of vocabulary to express themselvek,déorganization skills, poor
communication in writing, and mother-tongue integfece. Other challenges included
students’ lack of motivation, negative attitudewating, large class size, poor quality of
students, time limitations, students’ weak readinlgure, and lack of parental support.

5.3.1.3 Assignment of topics beyond the level dtidents’ experience

Students were assigned to write on topics beyoadetrel of their experience. It was
noted that many of the prescribed composition agitopics were beyond the level of the
students’ mental and immediate environment. This sfeown by the students’ responses
to interview questions where they said that theyld@refer to write about topics that
they are familiar with. Others lamented the faett tthey often, had to deal with topics
that they did not understand to start with. On Whestudents like composition writing,

the following responses captured the essence woffdetings:

- It depends, if the topic is within my experienbat’s when | enjoy writing it.
- | like when we are writing about something | knaaedwuse it is then, easy.
- Writing about things that you haven’t seen or ddhis too abstract for me.
- My problem is thinking lots of things about whatiyawe going to write in the

composition when you don’t understand the topic.
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5.3.1.4 Completing composition writing assignmentsahomework.

Students were allowed to complete composition mgiassignment as homework . The
idea of allowing students to complete their writegignments at home is not new in
pedagogy, nor is it out of place in most cases. él@w, under the present circumstances
and considering many of the students’ weaknessesitimg, the practice was not helpful
to the development of writing skills in this pattiar setting. Students definitely needed

a lot of supervision and the teachers’ attentiothé&r writing problems.

5.3.1.5 Focus on product writing

There was focus on product writing characterizedirimar view of writing and emphasis
on the product as opposed to the process. The grodentation of teaching writing in
this study did not emphasize the recursive nattiveriting. The view that writing is
continuous rewriting until one’s objective is ached was not impressed on the students.
This contributed in no small measure to the stuglemtong view that writing is a linear
process, and that inability to complete the initiefting and subsequent final product for
submission within a particular assigned time inghddailure. This resulted in a sense of

despondency.

5.3.1.6 The teaching of composition writing as a mointegrated and isolated event

Composition writing was relegated to an exercisgentaken once in a while. The idea
that writing could be taught in an integrated wathwther skills was not exploited. So,
composition writing became isolated or a speciahevThis was reflected in one of the
students’ responses:

- I don't like composition writing because our thac teaches us once in a while and we

forget.
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5.3.1.7 Composition teaching and learning was restted by time limitations

Time restriction was observed to be an importactofain the teaching and learning of
writing. The teachers and the students never seémeave enough of it. Perhaps
allocating more time-tabled periods to languagehisy would be appropriate. However,
the teachers did not support the idea. They fely trad enough to deal with in terms of
large class size to add on more periods.

5.3.1.8 Evidence of lack of formative teacher feedick and other assessment issues

A lot has been said on this aspect in Chapter Abigrbelieved that feedback in writing
is most beneficial when it is given during the picad exercise where it enhances
students’ writing as opposed to the summative faeklthat was mostly used by the
teachers. This type of feedback failed to helpdéeelopment of students’ writing skill.
The feedback students got, apart from not being kelpful, came too late to be of much
use to them. It was obvious that the feedback dichave a positive impact on the

students’ success in writing.

5.3.1.9 Very Little use of writing aids

There was very little or no use of writing aidsanting instruction. It is desirable to
employ writing aid for beginner writers such as avielentified in this study. It was
surprising that, apart from Teacher C who introduite use of modeling and pictures of
different types of houses brought by the studeh&se were no conscious or deliberate
efforts to use any form of writing aids such asatfists that probably would have
supported the students attempt at writing. Thiy@dao be a major oversight on the part
of the teachers concerned. The peculiar situatidheostudents in this study demanded

for such a measure.
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5.3.1.10 Teachers and students’ negative attitude tvriting

None of the teachers interviewed expressed preferfam teaching composition writing
because of what they described as students’ lackerest. The feeling on the part of the
students was equally negative. In some cases, Wereeexpressions of phobia for
writing. It was as if students were really termfief composition writing as can be seen
from their responses to interview questions orstitgect. A few are recalled for

emphasis:

- | don't like composition writing because you wiive to struggle for points and think
about so many things to write.

- It makes you think a lot until your head hurts.

- Thinking too much about what to write makes me lagveadache.

- My main problem is spelling and | wish to be ingght.

The views above are a few of the cries of despmrdty the students. In addition, their
teachers complained that in spite of their effatadents were not developing effective

writing skills.

5.3.1.11 Lack of support for the teaching of compason writing

There was a lack of official, institutional and @atal support for the teaching of
composition writing. There was evidence that thegdliies in the three schools lacked the
necessary resources to support reading and wekillg that are complementary.
Students could not use the library facilities torbw books to read and the time they
spent at the libraries was a mere forty minutesfive day time table. The use of the
library after class was limited by regulations thiatdents should stay in their classrooms
for private studies. Besides, none of the teadineifseir years of experience had attended
any refresher courses or seminars on the teactivgtong in spite of the official
recognition of students’ inadequate writing skiMoreover, teachers intimated during
the interviews that parents apparently, fail tocemage their children to read at home or

do much studying. They said they were tired of pereoming to school to complain
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about offences their children committed at homénsagcwatching too much television or

playing instead of studying.

The inhibitors to students’ poor writing skills leaslready been attributed to lapses
inherent in the teachers’ method or approach taehaehing of composition writing.

Also, the main lapses identified have been disalegtensively in the analysis section of
this report. Based on the findings emanating fresearch questions one to three above,
possible models were developed to enhance thetigf¢eaching and learning of English

composition writing in schools as presented belowesearch question four.

5.4. Research Question 4

What possible model would improve the learning of @mposition writing by students

at the junior secondary level in Botswana?

In order to answer Research Question Four, thefdataresearch questions one to three
were examined, analyzed and considered in the giregsections. The findings from the
analysis were used to answer Research Question lfaaed on the analysis of the
approaches utilized by teachers, the challengexiassd with the use of the approach
and the way the use of the approach has appaiehibyted the learners’ development of
effective writing skills. Many of the documents r@wed on the development of
composition writing skills have been elaboratedrothe literature review in Chapter
Two. In an attempt to do this, some modificatidreve been made to a model adapted
from Badger’'s and White’s (2000) writing model ¢ltl, ‘A process genre approach to
teaching writing’. In the model, they discussed slrengths and weaknesses of product,
process and genre approaches to writing and writevglopment. The modification, |
believe, can be used to ease the difficulties etdaching and learning of L2 English
composition writing in the Botswana junior seconydeontext. The model is built on the
assumption that the product and the process otiensan writing are complementary

and can be used to achieve improvement in writistyiiction in L2 contexts.
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5.4.1. The Process/ Modeling Approach

My Suggested Model is called the Process/ Modelidgpproach

The process/modeling approach explores the linkdset reading and writing to enhance
or improve students’ writing skills. This meansttheading can be used to prepare
learners for more realistic forms of writing. Ithelieved that writing activities at this
stage can provide a basis for integrated learingugh reading and writing. The model

can be diagrammatically represented and explaiaeth@vn below:

Figure 4: Suggested Model for English Composition \ting

< Modeling and
Reinforcing

A 4
Prewriting

A 4

v
Drafting

A 4

v
Revision

A 4

A 4

Publishing

A 4

(Adapted from Badger and White, 2000)

1. Modeling and reinforcingThe teacher introduces a model in the form ofalirey
passage from content areas, portions of newspéppmgs, articles from
magazines, novels, videos, dramatization and salong as it is something that
excites the students’ interest. The teacher asthige lets students discuss
important details that would help them to planttloevn writing such as the
outline, paragraphing, main ideas, and other feattirat make the writing good

or bad.
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2. Prewriting: Students can now plan their own writing by linkihg context to their
own experience. They discuss or relate similar Bgpees and make
comparisons, where necessary with what they had reeard or done. They then
brainstorm ideas, making a list, drawing a mind raag (refer to text where

necessary to do this). Where necessary, studemtsecancouraged to do more
research on their themes/topics.

3. Drafting: Drafting here means that students can put theasan paper, focus on

meaning and understand that writing can changey ¢ae also engage in group
and pair work or collaborative writing.

4. Revision:At the revision stage, students can do self aed péiting. The teacher
also facilitates and reinforces students’ writirygguiding them to do effective
revision by giving them editing rubrics and offegimdividual or group feedback
to help students improve their writing. The teadherourages students to write

and rewrite as much as possible, until they ansfgat with what they have
written.

5. Publishing:Students write final product and incorporate #acher’s correction

in such areas as grammar and meaning and so ore [seflomitting their work for
assessment.

5.4.2.Important Factors in the Process/Modeling Approach

5.4.2.1 Motivation for writing:

Students can be more motivated to write, if theysoder the topic or subject
interesting, important and within their experieceultural background. General

subjects or topics may come from many of the cdraegas. Often, an area closely
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related to a student’s personal interests prowatesxcellent topic. Many of the
topics teachers pick for their students are mdsihafininteresting and even difficult
for students to understand. Better still teacharswork with their students to pick or
select topics. Many topics are most often too throechnical, abstract, and too far
removed from students’ experience to be of muchtasigem. For instance, a student
who probably shares a room with other siblings andglatives, or who only sees the
walls of other houses through the bedroom windoil find it difficult to write

about what he or she sees outside his or her bednondow. In another instance,
asking students to write about an, ‘April Fool’ @Wwhen it is outside their cultural or
immediate personal interest seems inappropriapecedly in a setting where they
are struggling with the learning of L2. Studemtgd reading stories in literature,
magazines and other content areas. Themes or topitd be assigned from those

areas to sustain their interest.

5.4.2.2 Gathering and organizing ideas and informatn:

At this stage students brainstorm, list, and makesof their ideas, use texts or relevant
sources to gather ideas and information. Presehtiywway composition writing is taught
is like giving students a test to write, or a regdiesson within a time limit for students

to complete the exercise, write answers to thetguressand submit at a stipulated time.
Students need time to plan their writing, timedsaarch and gather information and time
to brainstorm, and put their ideas on paper aneldp\them. After students have
finished gathering information, they are readyttrtsanalyzing, selecting and ordering
their information. This is a process that is vitaivriting reflected in an author’s need to

search, select and reflect on the main ideas, stipganformation and conclusions.

5.4.2.3 Writing and Re-writing:

In teaching composition skills, the teacher is @ned with the student’s ability to
develop clear ideas and to organize and elaboratkem. At this point, the recursive
nature of writing is emphasized and students atewaged to evaluate and make any

necessary changes that will improve the writingnsthing that was not observed to have
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been encouraged as often in this study as it shtuglbelieved that if teachers interact
with students during the entire writing procesadsnts will have positive feedback and
an opportunity to make improvements during eacp stehe process. They would not
have to wait for the teacher’s reaction to thesteid product (Meriwether, 1997). When
students write and the teacher reacts, the studentdecide on changes before the final
writing. As a result, only minor changes may beassary for them to produce a piece of
writing. Also, the situation where teachers compkbout the headache of marking
errors would be minimized, as most of the errorsiddave been eliminated during the

process.

5.4.2.4 Time Factor:

On the whole, as in process writing, the procesdétiing strategy requires that more
classroom time is spent on writing. Writing is argmex process as outlined earlier on. It
can lead to learner frustration if not carefullyntked. It is, therefore, important to
provide a supportive environment for the studeautsl to be patient with them if the
process is to be accomplished. From what has besereed in this study, not enough
time was spent on writing in the classroom, togkient that composition writing became

a homework exercise.

In addition to the observations above, the studémsiback and assessment should

incorporate the following:

5.4.2.5 Feedback:

It is evident that, as in process writing, the pssimodeling will take time and effort on
the part of students as well as the teachers.r@sudt, it is fair that students’ writing is
responded to suitably. Positive comments can go@\ay in building students’
confidence and in creating good feelings for thet meiting class. It is believed that
feedback is more useful between drafts, not whendone at the end of the task, when
the students hand in their compositions to be ntarkerrections written on
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compositions returned to the students after thege® has finished seem to do little to

improve their writing as was reflected in this stud

5.4.2.6 Assessment of writing:

Forassessment purposéss suggested that a portfolio be included inniadel. If
students are unable to finish their writing at $pecified time, the teacher can put them
in the student’s folder or file, to be continuedhe next lesson until the process is
completed. The model does not allow students teeveompositions from home until
they have achieved a certain level of competeneeté on their own. It has been
discovered that number grades do very little fadehts’ motivation. From the findings
in this study, number grades when given, seemémimer students’ morale and make
them lose confidence in themselves and in thelityabo write, especially if they got low
marks. The grade was interpreted simply in termsuctess and failure. There was no
middle course. Students associated failure withelowarks. Because of this, meaningful
comments on performance are preferred in assestidgnts. This could include, ‘“Your
description of how you feel about your grandmotkerery touching. Next time, separate
the paragraph on that into two as it was too lo8g¢h comments on areas of strengths
and weaknesses can go a long way in building stederorale in their ability to develop

writing skills.

5.4.2.7 The role of the teacher in the process/mdaey approach:

The role of the teacher in this case becomes fhegaide, facilitator, reader and
provider of helpful feedback. Also, the teacherwdtide prepared to accommodate any
individual differences that may arise in the wigirt also implies that teachers should
train students about writing strategies especialljiscussing such models as identifying
main ideas, paragraphing and outline strategigsatigauseful in writing. Above all,
teachers should integrate the listening, speakmdgeading skills in the writing class as
this enables students to actively participate ffedgBnt ways in their learning as they
discuss, present, read, list, outline and role.pdagombination of approaches, coupled
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with integration of writing skills, would alleviat@any of the difficulties students are

facing with writing in general, and composition tvrg in English in particular.

It is evident from the observations above thattteeess/modeling approach offers many
possibilities for fostering and developing the wgtskills of L2 learners because it has
the potential for interactive classroom work. Arpontant element of the approach is the
meaning which it brings to learners, whose persooahection to the topic allows them
to understand the processes they are following.n"WWréing starts with reading, to
generate ideas and activate the ‘schemata’ theiexge or world knowledge which a
person possesses and which that enables a writeliate personal experience to the topic

and discover everything he or she has to say dpregriting and brainstorming.

The measure above or the model suggested is rtetrguiolutionary. Rather, it is a way

of taking a fresh look at current and older praagiand merging or exploiting them to
advantage. The popular process paradigm must redidggted without reflection
considering the needs and the nature of the lemaret their cultural and social
backgrounds and use the information to enhanceutt&in and learning. The popular
belief that writing can be taught effectively, fos long as the process approach is utilized
needs a rethink as it might not work in certainteats. The difficulties encountered in

L2 learning in this study attests to this.

Furthermore, the teachers in this study complaatealit the time needed to teach
writing, considering that they had to cope withywkarge class size. This response is
common to many developing Anglophone African coiestrof which Botswana is one.
Coupled with this is the competency level of thedsints to be taught in the L2. Evidence
from this research indicates a low competency lefehany of the students in the
English language. This justifies a review of th@ylar method in order to make
workable adjustments to deal with the challengasathing writing to such students. It
would enable them to write effectively, not onlyngoositions, but also creative writing.

They would be competent in using language in cdrdezas and beyond in order to
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achieve the broad aims of learning in Botswanaedselwhere where there are similar

settings and problems.

5.5. DISCUSSION OF RESULTS AND IMPLICATIONS

It is noted that writing is a generally difficukii to learn. Some of the causes of the
difficulty in writing include what Collins (1998)fers to as writing not being a
spontaneous activity, but some conscious mentaitdfiat has to be learned in a formal
setting. It is also believed that writing is anahwntary activity, and that people do not

just pick it up as they do spoken language, butithreeeds to be taught and learned.

In consideration of the nature of writing aboves thain objective at this point is to find
ways or strategies to minimize the difficulties ahistudents have with writing in

general, and to help them overcome their avergioodmposition writing in particular.

To this end, | will suggest a combination of methogpresented by the process/modeling
approach. This simply means adapting or combinindehng (a feature of the product
orientation), with the process approach.

5.5.1.Modeling.

Authors such as Escholz (1980) argue that the ptahproach demands that students
should focus on model, form and duplication. Sinmp&006) also maintains that
students in classes adopting the product appraaghtfemselves studying model texts,
and attempting exercises aimed at drawing attemtioalevant features of a text. As
earlier explained in chapter four, it is a stop gagasure to provide context for L2
learners to develop writing skills by using thedieg and writing connection to support

the process approach to writing at the junior sdaonlevel in Botswana.
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Moreover, some researchers affirm that there ileaeon why a writing programme
should not contain elements of both approachedado1997) says that it will be wrong
to assume that the product no longer exists, artthas no practical value. Besides,
modeling in this context can provide the experiemicbackground that L2 learners need
in order to write effectively. For example, thedmsmce from the selections of students’
artifacts in this report shows that they would Bgrieom modeling, as well as relating
ideas to their experience. Most of them lack orgation skills, content and context, all
of which can be provided by modeling, coupled wiitl process approach to writing.

Considering the outlined benefits of modeling ahdlie argument in this study is that,
because of the peculiar difficulties being experezhby students in this study, as a result
of background factors and teacher methods, theydyweed content, contexts, and
motivation to initiate their own writing. It wassal found that the reading and writing
habits that should support effective writing weot engrained in students. Further, as
beginning writers, especially in the L2 contextlug study, modeling would help to
provide the platform or scaffold for the studemtslevelop effective writing skills.

Again, research claims that ESL children who aaenlimg to write can benefit greatly
from a process approach to writing through theaigeacher modeling, mini-lessons in
language conventions, sharing and talking togetiest-response groups, dialogues and
collaborative activities. Modeling will also enalieachers to identify special areas where
students encounter difficulties, and teach thenethér it is organization, language use
and vocabulary by connecting skills, something Wwhstudents seem unable to do in the
present setting.

Furthermore, some of the lapses that were obseméaspection of the library facilities
in the three schools included inadequate matefidlsre was also evidence of a poor
reading culture and lack of supportive writing lalsiuch as keeping journals for both
personal and educative purposes. This was showimeldibrary reading time that was
limited to one period of forty minutes a week fbe tstudents. Again, borrowing facilities

were non-existent within the three schools’ libraygtem. As a result, the opportunities

150



for the students were limited to the reading thiglyid the classrooms and the forty
minutes reading time a week allocated in the sdidiohe tables. It is believed that the
gap created in the students’ learning by this iqadey can be bridged through modeling.
Students should be exposed to the model of a platitopic in their textbooks, content
areas, newspapers and magazines which are sefedietheir writing needs. This would
go a long way to making the writing real, authentigeful, and less stressful to both the
students and the teachers. In this way, the tesethauld have authentic materials to
support their teaching.

Some theorists, especially those of the processosclvould question or bluntly reject
modeling as a feature of the traditional produaration because they believe that it is
too prescriptive and that it limits and encourageealistic expectations from students
who may think that they will receive models befexery assignment. This is not
necessarily the case as no one approach is ahdbistéhe reality of situations and
contexts that should ultimately dictate the chotcelse made. Even the best of
approaches in the hands of an unskilled teachegaati wrong. The peculiarity of the
present setting demands that in looking for a smiuthe best of approaches should be

combined to reduce/deal with the poor writing séévelopment of students.

As earlier explained, modeling is a feature ofghaduct that should be combined with
the process to achieve the best results. Modetinigelf, is not the ultimate strategy or
method. There are practices associated with theepsathat particularly benefit L2
language learning. These too should be incorpoiatedhe modeling structure. Various
studies suggest that the use of the process fae#lohing of writing to beginners and
intermediate learners of English as L2 has prodeceduraging results. This is because
it is strongly believed that the activities inhergnthe process favour communicative
language teaching recommended for Botswana schimisugh modeling, students
would have the opportunity to integrate skills lasytread, comment on what they have

read, examine styles and organization of ideasuardf words.
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It is important at this point to reaffirm that theocess approach itself is not absolute as in
modeling. Martin (1985), citing his work with Abgrnal and migrant students in
Australia, notes that because ESL students gepelalhot have a fully developed inter-
language code system, they find it difficult totpapate in discussions during the various
stages involved in the process. As a result, tlasiyhebecome ‘outsiders’ who cannot

deal with the challenges of classroom discussiondé@ling can provide a platform for
such students, as it will be a point of refererarettiem to build on. Therefore, it is
suggested thamodeling should be used in conjunction with the focessapproach to
writing. By using a combined process/modeling appho the Botswana Education

Policy (Republic of Botswana, 1994) on communiaatanguage teaching would be

adhered to, as well as the particular needs oviddal students.

In addition the use of arbitrary topics in composition writingtruction would be
eliminated through the modeling/process. Wordsresgions and usage would be made
real for the students. They will see a model tonstitat what they are required to can be
done. The model can also serve as a, ‘theme stantéhe students’ own writing, elicit
their prior knowledge or experience and also helgheir thinking or brainstorming. In
this way, the situation where students are actdalstrated in learning to write will be

remedied.

The theme of writing can be introduced by examirpagsages, newspaper cuttings,
magazines, portions of information from literatbiaoks, novels, plays and other sources.
After that the process can then take over. ThestioNiew of developing writing skill
encouraged by the process, which allows individleaibility for writers to explore a

topic or topics and to approach the write-up, sigatheir writing with other students,

and learning to respond to writing as readers etelers in a positive, rather than
negative way. This can be combined with the coraedtcontext that modeling provides

to aid students’ composing skills.

On the balance of teaching structure, meaning antraunication as demanded by the

prescribed communicative approach, paragraph denwedat, grouping, listing and
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classifying related ideas, identifying main idead égical sequence of ideas can be
explored in reading materials to help students ldg@veffective writing skills through
activities promoted by modeling and reinforced bygess writing. The problem of
getting ideas, organizing, and arranging them gqueace that students find difficult, can
be addressed in this combined approach. As a resudtents would move from the
sentence level writing to write in order to commnuate, express ideas, explore a topic,

and finally record experiences (Raimes, 1983).

5.6.ISSUES ARISING FROM THE FINDINGS

Pertinent issues arising from the findings are dsgussed.

1. One of the findings from this study indicated ttreg teaching of composition
writing did not fully incorporate the process inysahat would enhance students
writing. Basically, the teaching was more produi¢mted. Students wrote on a
topic which was usually prescribed by the teachkey worked mostly in groups
to produce a draft that was usually completed atdhand submitted to the
teacher for marking. This was marked and handeH toaihe students for final
copying into their composition writing exercise Bso Some researchers call this
procedure a sink- or- swim attitude to the develephof writing skills and claim
that it results from the view that writing is a gt and that evaluation should be
done solely on the basis of this product (Kilfa®97). This situation is
applicable to what happened in the three classrataased. The teachers
apparently made little effort to infuse creativatyd pragmatism into their
teaching in order to ensure that their studentsegasomething positive from
their teaching efforts. This may not be delibeatdheir part, but there was not

much done to negate this view.

2. Most often the topics assigned did not bear argvegice to materials students

have been exposed to. Skills learnt from otherdagg areas were not effectively
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integrated in the teaching of writing. Comprehensgercises involving the
identification of main ideas, paragraphs, orgamratf ideas and so on, were
taught separately in other lessons which wereelated to composition writing.
The possibility of encouraging students to extdrase skills into their writing

efforts were largely downplayed or ignored.

. Question and answer methods of teaching writings Was noticeable in the
lessons of Teachers A and B. Their lessons werélyreogepertoire of questions
and answers. In practice, they relied on the fesmlestits who could answer the
guestions to move their lessons forward. As a tethdse who did not know the
answers became passive onlookers, who were nowagbeby the end of the
lessons. It was evident that rhetoric was emphdszéhe expense of the writing
process itself. Questions and answers are notrbdching. However, when
they are used in such a way that they replacetagitesson, they become a
problem, as it happened in the lessons observiisistudy. This was so because
a greater part of the time was spent on askingaasdering questions on the
mechanics of writing such as the number of senteimca paragraph, how to
divide writing into the introduction, the body atige conclusion. It is important
that these elements of writing be considered, tappeared that students were
too concerned problems of vocabulary and contegpémd much time on those
technical aspects. In most of the cases, the lessmhed without students being
able to complete the writing. As a result, theyaevasked to finish the writing at

home.

The students’ poor composition writing competewas evident from the scanty,
unreadable and meaningless writing that many o$thdents engaged in. O'Dell
(2006) notes that it is important for L2 learnerdiive maximum exposure to the
type of teaching that will enable them to develapertoire of language and its
uses. The difficulties that students had were camged by a lack of content, as

well as context. The assigned topics did not hedprt as they were too abstract
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and far removed from their experiences. As a resutients could not rely on

their background knowledge to help them cope withwriting task.

5. Furthermore, the students lacked content.&wnhere refers to the information
needed for writing, either through reading or resle@n the process of
information gathering. The lack of context was oedible in the choice of topics
for the students’ writing. It is important to ackmedge the efforts of Teacher C
who introduced modeling in order to provide contamd context in her teaching
of composition writing in her procedure, but evbkis twas not properly utilized.
The teachers could have used the modeling apptoasinphasize details on
main ideas, paragraphing and organization of theesits’ writing. Instead
students were mainly oriented towards the recathefstories or details in the

models. Scaffolding procedures strategies weresaegd or ignored.

6. Lack of understanding of the objectives of teachimging. It appeared as if the
teachers did not realize the importance of theingiibutcomes of language
teaching as enunciated in the government’s educdticuments to make them
want to ‘invest’ their time in the teaching of vimig. Investment of time in this
instance refers to the act of sacrificing one’setion effort for the purpose of
creating a stream of wealth for the future. Thasiglates into investment in the
future of the students as they learn to meet theoowes that will enable them to
communicate accurately and effectively in speechvariting. Similarly, they are
expected to understand and respond to what theyieeal and experience or to
convey information, and logically order and predents and ideas across the
curriculum. In this way, they will become functidre#tizens as well as gain
academic success. | would like to assume that ofdbe teachers in the
Botswana public school system are familiar withphgcess and other approaches
to the teaching of writing considering my recenperxence as a language teacher
educator. It was baffling that the teachers obskfaged to utilize the skKill
adequately enough to help their students. An eddagiess might be that
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teachers were unable to invest the time and dfftotteaching writing because of

the sheer number of students/classes they hagwith.

7. Another important aspect to writing in thisdtus the lack of integration in the
teaching of writing skills. As a result of this,maposition writing was taught as an
‘isolated’ event or exercise that is practised omicevice in a term, often
separated from other forms of skills such as regdipeaking, paragraphing,
identification and organization of ideas. This asg&s also been referred to
earlier in Chapter Four. In any case, integratadhing of writing ensures that
there are many opportunities and easier ways thteareinforce the teaching of

writing skills.

8. The issue of group/collaborative writing: It is epted that compaosition writing,
and by extension, writing generally is an intenaeprocess. Also, collaborative
learning theory points out that cooperative or graarning experiences tend to
promote higher achievement than competitive antvididalistic learning.
Adeyemi (2004) confirmed this in her study of cbbiaative and individualized
composition learning, and concluded that studeet®opmed better with the use
of the cooperative strategy in teaching composivoiting. This is because
students benefit from other readers’ input suctihageacher and other students.

9. However, assigning struggling students to cetepdjroup composition writing at
home without proper monitoring or supervision, ocaty benefit the teacher, and
disadvantage the students involved. Group workocdy be beneficial in a
writing class if the students are monitored, he)medf they have developed the
ability to write to start with, in which case thegn contribute equally in the
process. Otherwise, it will be a case of those edmowrite, writing for those who
cannot. There are beneficial elements to collabaactivities in writing such as
the sharing of ideas and giving feedback. Howewhkgn it results in some
students writing for those who cannot write, or vawonot have the ability to

write effectively, it loses its purpose.

156



10. Large Class size: The class with the least numbstudents in my study had
thirty eight (38) students. The other two had famte (41) and forty two (42).
Each of the three teachers had four of such cldedeach, otherwise they would
be deemed as being under utilized by the authsriGtass size has always been a
contentious issue in L2 language learning. Considdhe difficulties of teaching
writing effectively to a large class, this creag@®rmous challenges for the
teachers of language. It is a major problem thatla¢o be addressed for effective
writing and language instruction. In addition, kargass size leads to congested
classrooms as witnessed in this study. Classrobatsate congested do not allow
for free movement that is required in writing less@s well as in the group

activities associated with the teaching of writangd other collaborative activities.

11.Frequency of composition writing and teaching: Bheas the instance of
Teacher B who had not done any form of letter wgitor composition writing
with her class from January to May, when the sstdyted. Eventually, she
taught the single composition writing lesson thaswbserved. This was one of
the problematic areas of the study, getting teacteeteach composition writing.
It depended on individual teachers to teach whatewmber she chose. This
resulted in teaching writing in infrequent episgdeametimes in not teaching it at

all for a whole term.

12.The quality of student intakes from the primary @ation system. The study and
its findings elicited questions about the qualitytudent intakes from the
primary education system, judging from the levetoipetency exhibited in the
students’ writing efforts. The quality of primargheol writing was referred to
earlier through the studies done by some reseachés recalled that Arthur
(1993) in one of his studies of the type of writprgctice that Standard Six pupils
received in two primary schools in Botswana, ndted most of the writing was
confined to copying notes from the board. Otheivdigs that he observed

involved guided writing in which students did clozeercises and sentence
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completion. Apparently, not much has changed indkel of competence of
primary school pupils in the type of writing theyllslo at that stage of their
education. They seemed not to have gone beyorsktitence level. This is apart
from the lack of adequate vocabulary to expresss ttheas, reflected in their
writing at secondary school. This is an area tleas some monitoring and

study.

5.7. RECOMMENDATIONS

This section is concerned with the recommendatim the findings and conclusions of
the study. The recommendations are discussed sutbgections below. The purpose is
to enhance the effective teaching and learningngfiiEh composition writing in

Botswana schools:

5.7.1.Suggested Model of English Composition Writing

The teaching and learning of English as a secamglizge poses many challenges,
especially in composition writing, at the juniocsedary level in Botswana. The need to
explore various options and strategies to overcthraehallenges is imperative. A
combination of process and modeling approaches¢gssmodeling) is an option that is
worth considering, not only in Botswana, but als@iher settings with similar
backgrounds or problems. This is because it has degied that reading has an
important role to play in effective writing. As aldy stated, it can be used as a support
or scaffolding technique to help L2 learners irs ttontext to develop their writing skills.
It is believed that the vocabulary that studenésiseheir readings usually manages to
crop up in their writing and that combining readuaigh writing provides the writer with

the rich potential of the language needed whersithation arises.
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5.7.2. Large Class Size

There is need for the reduction of class size éentéfaching of English and, by extension,
Setswana. Silva (1993) states that writers brirtg tiem, knowledge and experience of
writing as well as knowledge of the limitationstbéir L1, into the learning of L2. This
means that some of the difficulties students hasg have emanated from the difficulties
of their lack of knowledge of writing in the L1.il believed that reduction in class size
will aid effective language instruction as teacheilsbe left with manageable numbers

of students that will facilitate effective instrigrt. Besides, language teaching advocates
have always argued for the reduction of class 8lieeson-Molosiwa (1990) in her study
alluded to this.

5.7.3.Library Facilities

An examination of the library facilities in the sl studied indicated very scanty
resources for the teachers and the students. Wiezeeno resource books on writing for
the teachers, neither were there enough bookgsudests’ use. Library facilities and
adequate resources will result in the developmergarling skills which will aid
students’ acquisition of vocabulary and expressiorisnglish. This will enable them to
cope with their writing tasks. After all, the junisecondary English Syllabus (Republic
of Botswana, 1996) emphasizes extended readirigeidévelopment of students’
language skills, including writing. Many of the dants lack reading facilities outside the
school environment. Furthermore, research findsuggest that exposure to reading
matter is a determining factor in students’ sucaeggeneral, and in writing tasks in
particular. Many students come from homes in whinghprinted word is a luxury.

Malefo (1986) states that, in most homes the atdydture available is the child’s school
books, if there are any books at all. Also, Prem®(iL995) suggests a strategy where
students are flooded with books in an effort toriove their writing abilities.
Consequently, it is only fair that school librargsould be well equipped to offer

effective service to learners. Further, the busirdsquipping libraries should not be left
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to school organizations alone, but should invoheedovernment since the schools and

their governing bodies seem to be unable to cope.

5.7.4.Resources for Teaching Writing

The prescribed English Course Books at the juréoosdary levelsEnglish in Action
Books,1, 2 and 3), should be reviewed to incorporataitiet writing instruction
pertaining to extended writing, considering theydiac problems of ESL writing.
Moreover, teachers should be made aware of théabl@aresources including creative
writing available on line and in the libraries amobkshops. Furthermore, there is
abundant material in the areas of research inngritistruction that teachers can use to
improve their skills. Teachers should be involuethe selection of textbooks for
students’ use, unlike at present where officiatsnfroutside the teaching play a major

role.

5.7.5.Curriculum Improvement in English

The Junior Secondary English Syllabus (RepubliBaitwana, 1996) which is in use
needs to be revised. Even though it emphasizesotimenunicative approach in the
teaching of language, it does not specify methodsetused. It assumes that teachers will
be innovative as they perform their functions. T8temce leaves much to chance in the
classrooms. Moreover, the language assessmentacete not development oriented,
product oriented. It does not assess work in pssgreut the end result. In addition, as
pointed out earlier, the JC final examination doesconsider the process when
evaluating the writing competence of students elekiel of terminal examinations. It

only considers the end product of writing. This lexps why teachers attach little

importance to the failure of their students toveldep of writing skills.
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It might be worthwhile to consider this aspect @hleation at the junior level of

students’ writing skills development. It does hetp to assume that students have
developed or matured enough in their writing skiljudge them solely by the end
product. This is a thought worth considering ingaage instruction especially in the L2
settings. The Department of Curriculum Developntdrihe Ministry of Education needs
to review the syllabus for English language teaghmincorporate the suggestion alluded

to. This will improve the teaching of compositiomithng as a process.

5.7.6.Workshop and Refresher Courses

In-service workshops and seminars need to be peaibgdorganized to update teachers
on current developments in writing instructionwhs revealed that there were teachers
who had taught for up to ten years and yet theyneagr attended any workshops or
seminars on English composition writing. The issfistudents’ inability to write
effectively is known in educational circles and Mmistry of Education, and it is only
fair that refresher courses through seminars anméishops should be organized to create
awareness about government education policies @ament practices. Taking it for
granted that teachers will know what to do aboeirtareas of specialization, without
frequent awareness measures, indicate laxity idlmgnimportant issues of education.
Creating awareness of this nature will translatééoprotection of government
investment and resources in education. What islypnbappening in the field is that
teachers are teaching writing in the same wayttiegt themselves were taught, without
regard to the knowledge of their training. It isspibble that this trend is not limited to

language teaching.

It is suggested that further research be conduatdtiis phenomenon in the future. On
the same issue, there also seems to be a gagabamition between the schools and the
academia on this score. There should be collalooratiresearch and the dissemination
of information on new trends in educational praagithat should be made available
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through workshops and other measures. This is Bealustakeholders stand to benefit

from such a move. Yet, apparently, little is bedtmpe in this area.

5.7.7.Teacher Preparation in Language Teaching

The findings of this study have implications foa¢ber education. In preparing teachers
to deal with language as well as other discipliftas,important to sensitize and make
them understand that they should be open to sepesailbilities in pedagogy and that
they should be creative in their choices. It imatsportant to make them aware that the
new thinking in instruction is the realization timat-one approach is considered absolute.
Sometimes situations encountered in the field nadlyfar changes in tactics and
orientation. The best elements in any approacheathaas can be combined to achieve
positive results. What counts in the long run stidaé the interest of the students. There
should also be a greater level of collaborationveeh teacher training institutions and
the schools, to the extent that from time to tispecialists can cooperate in providing
resources for in-service teachers on new trend®aadtations in language teaching and

learning.

5.7.8.Remedial Teaching of Writing

It is desirable that remedial teaching of writirggdncouraged as an interim measure. The
students’ deficiencies speak for themselves. Akatime of the study, no such
mechanisms existed in the three participating sishaamiting class size as suggested

might facilitate the take-off of such measures.
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5.7.9.Portfolio Assessment in Writing:

The possibility of portfolio assessment of studewtsing should be explored in the
assessment. It is important that teachers putaiogpineasures to monitor their students’
progress in such a way that composition writinthe crucial stage of development is

not compromised. This will stop the general imgadtie that teachers show in the area of
students’ writing skill development. Work in progseas well as work completed can be
recorded for the individual student to motivatenth® put even greater effort. In

addition, there should be a monitoring system &uesnthat teachers deal with all aspects
of what they are supposed to teach, and not leawaportant area of skills

development.

5.7.10. Teaching of writing across the curriculum

Halliday, Mcintosh and Stevens (1968) suggestdlideachers need to have an explicit
knowledge of linguistics. They argue that such kieolge is essential since it is capable
of helping teachers deal with some of the diffigdtthat may be encountered in the
teaching and learning situations. It is believeat #im explicit knowledge of linguistics
can help them develop pedagogical principles thihhvake their teaching more
effective. This view underlines the argument o$ thaper, that considering the
importance of English as a medium of instructiowum schools, its teaching should be
reinforced in all disciplines and content areagssthe curriculum. This is necessary
because of the importance attached to the leaofitite language as a medium of
instruction in the country’s education system a#i aits use as a service subject in
content areas. Again, it is suggested that compasitriting be taught as part of creative
writing that is receiving very little attention ptesent. The skills of composition writing
and creative writing skills are complementary andusd be accorded importance in the
curriculum. The neglect of one definitely affedte bther. This is also an aspect that
needs to be looked into by curriculum developers.
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5.7.11. Integrated Teaching of Writing

It is suggested that composition writing be taughan integrated way to avoid the
negativity that is aroused in both teachers andestis on the mere mentioning of the
exercise. Because of this, teachers must handlpasitron writing through the medium
of what students love the most. A character skettheir hero or heroine can be used to
develop the students’ own theme of their favoysgeson. An exercise in reading
comprehension on paragraphing can be develope@xtémded writing or composition

in another lesson. To this end, | recommend thatpasition writing in different forms
and length should be incorporated into the tearbfrwriting such as note-taking,
summary writing, creative writing and other skilislanguage across the content areas.
The separate labeling or entity of composition wgtin the curriculum should be
eliminated. Thus a particular extended writing eisa&r can be incorporated into summary
writing, paragraph development, description of arabter in literature, and story writing
within language learning or in content areas suchogial studies and moral education.
Equally, topics in other subjects would provide texh and exposure or prior knowledge

to help develop students’ writing skills.

5.7.12. Teacher methods and attitude

Teacher attitude is an important factor in the wtygents’ visualize writing in general
and composition writing in particular. Teacher met, tolerance, innovativeness,
competency in subject matter will help to sustaients’ interest. When a teacher’s
disposition at the onset is devoid of enthusiasthiaterest, it becomes contagious and
easily affects the students. At present, teaclstustantly deal with composition writing

just to satisfy the motions, their action lacksheisiasm.
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In addition, teachers should make students feaiapi®r whatever progress they make
in the writing. For example, they should praisalsetits for a good point made that could
be expanded, or a suggestion or point of viewttayt express. On no account should
students be ridiculed or made to feel like a langtstock in any lesson. The role of the
teacher as a facilitator should be maintainedal werceived through this study that
there is a need for teachers to change their ierdodcreate an enabling atmosphere to
motivate students and make them feel comfortabile themselves and their ability to
learn writing. To do this, teachers should havedareative and flexible in their

methods.

5.7.13. Parental Support

Parents are also stake holders in the educati@valabment of their wards. It is
important that they support and complement thehierat efforts in the education of their
children. Parents can offer this support whereiptes®y checking their children’s

school work, helping them to study at home and tooimig the amount of television they
watch. Where parents are not educated enoughtitisjadhey can buy their children
books, magazines and newspapers to read andlisyeio as they read and interpret what
they have read to them. There are other formsmbart which they can give. For
example, they can encourage their children by luthem writing materials such as note
books and diaries if the schools are unable tolguppm. It is important that parents

invest in their children’s education, morally amaaincially.

5.7.14. Gap between Government Policy and Practice

The examination at the end of the three-year juseaondary course does not take into
account the process approach that communicatigriéage teaching entails. Students are
based on the final product of writing at the endhef three-year course in the junior
secondary school (JC) examinations. As a resuthiza feel they are not obliged to
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pursue the process course. Maybe, if a planningpatiohing element is infused into the
writing of Paper Two (Composition Writing), andatted equal marks with the final
product, teachers may be motivated to attach thehmaeded importance to writing

instruction.

5.7.15. Implications for Future Research

This research provides an insight in the teachfr@pmposition writing in the Botswana
context. An earlier study done by Mooko (1996) feedion the impact of guided peer
feedback and guided self-assessment on the qoalipglish composition written by
secondary school students in Botswana. Anothestigagion on English composition
writing was conducted by the researcher on theivelaffectiveness of the
individualized and the cooperative learning appheaan teaching composition writing.
This study is a step further in the investigatibajeproaches to teaching composition
writing in junior secondary schools. The presetgrapt was to get to the root of the
persistent difficulties of teaching and learningngmsition writing in Botswana junior
secondary schools and provide knowledge on a pgsgdrkable model or strategy for
teaching writing in general and composition writingoarticular. Furthermore, it was
found that the learners in this context lackedi@sic skills of language including the use
of correct tense, spelling rules, agreement betvaesibject and predicate and simple
sentence structure. This gives rise to questionatahe type of English language
instruction and writing skills development thatdgats receive at the primary level. Itis,
therefore, recommended that in future, an investigaf effective methods of teaching
writing at foundation phases (primary school leveiat would serve as the basis of
excellent/good creative writing at secondary sclamal further, be undertaken. This is in
an attempt to come up with effective ways of teagland helping students to develop
competence in writing skills. This will reverse ttrrent situation, where students lack

the basic skills to write even a short paragraph.
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Finally, it is suggested that the development ehtive writing be accorded prime of
place at both the primary and secondary schooldénexause of its ability to enhance
expression and thought that are beneficial in dgreg writing skills. The present
system leaves much of this aspect to chance anedlbhers’ discretion.

5.8. SUMMARY AND CONCLUSION

The background to this study was discussed by h@sgrthe context, the problem
statement and the rationale for the investigafldre methods of research and important
concepts were highlighted, and literature germartbe study reviewed. The classroom
practices and approaches used to impart the glabrmposition writing to students at the

junior secondary school level in Botswana were arathand evaluated.

Again, the impacts of the use of the approach/ebhehearners’ performance, as well as
the challenges posed as a result, were identiiaded on the findings and the conclusion
that the current methods utilized by the teachax Hailed to improve the students’
writing skills, a model that will help to improve@d minimize the difficulties of the
teaching and learning of writing at the level idied, was suggested. The
process/modeling approach to writing and by extemsreative writing, is proposed as a

better alternative to the mainly product orientatod the teachers’ methods.

In conclusion, it is the researcher’'s submissi@t the teaching and learning of English
as a second language poses many challenges, digpacgamposition writing at the
junior secondary school level in Botswana. The rteezkplore various options and
strategies to overcome the challenges is impera#iveombination of the process and
modeling approach is an option that is worthy afgideration, not only in Botswana, but

also in other settings with similar backgroundgblems in writing instruction.
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APPENDICES - Research Protocols
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Appendix A - Observation Guide for Teachers
Task:
Topic: -
Time: -

Class: -

No. of Students:
Teacher: -

Expectation/Objective:

1. Introduction: (What do | see? How is the lessomtroduced?)

2. Development:

COMPOSITION WRITING PROCEDURE NOTES

a) Being motivated to write: (PRE WRITING STAGE)

b) WHILE WRITING /COMPOSING STAGE

Planning and outlining

c) POST WRITING STAGE: i) revising, re-planning, redrafting and editing

i) Feedback

i) Publishing
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3. Learner Centred Activities observed: -

4. Use of writing checklists/Teaching Aids: -

5. Classroom Organization: -
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Appendix B - Interview Guide for Teachers

1. Qualification: Diploma in Education ------- Degree -----
2. Arealareas of Specialization ------------------——---
3. Years of teaching experience ------------------

4. Motivation for specialization in English:

5. How many classes of English do you teach?

6. Which aspects of English do you enjoy teachinghyW

7. Which aspect of English do you least prefer toh@ad/hy?

8. What type of support do you get from your colleaggaethe school
administration in teaching English composition imge?

9. How often do your students go to the library in yatiempt to enhance their
writing ability?

10.Do you make your students do book reports on tlkbithey have read at the
library or elsewhere? Explain.

11.Have you attended any workshops/seminars on Engistposition writing
recently or in the past as a teacher?

12.How do you choose composition topics for studemtsrite on?

13.Do your students have problems in composition agi
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14.What do you think these problems are?

15.What are the most common errors students makempasition writing?

16.What procedure/approach do you use in teaching ositign writing in the

class?

17.How do you give feedback to students on their work?

18.How long does a composition writing lesson take

19.What are the major difficulties/challenges you anter in the teaching of
composition writing to students?
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Appendix C - Interview Guide for Students

1 Gender: - Male Female

2. What languages do you speak at home?

3. In what grade did you pass your PSLE?

4. What symbol/grade did you get in English in PSLE

5. Which aspects of English do you enjoy learnind &hy?

7. Which aspect of English do you least enjoy legyand why?

8. Do you read books on English composition writghe school library?

9. Do you have a notebook or journal for recorditagies or notes about books that you
have read at the library or elsewhere? Why?

10. How often does your teacher make you write Ehglomposition in class in a term?
11. Describe what you do when writing English cosipon in class.

12. What does your teacher do in class to helpwloen you write compositions?
Mention all of the activities.

14. What type of feedback do you get from your bea@fter your composition is
marked?

15. What other problems do you have with Englistmpgosition writing?

184



Appendix D - Marking Rubric for Examining Students’
Written Work

The following marking rubric was used by the resbar and the subject teacher to check
the students’ written composition:

» Communication/Content — Overall impression/relexdawn details and fluency;

* Organization —Overall orderinE of informatipn logilty; paragraphing, sequence

of ideas in relation to the topic, layout of intrartion, body and conclusion;

 Grammar — Demonstrates knowledge of verb usagseteonsistency, subject,
verb agreement, etc).
* Mechanics — Demonstrates knowledge of using langeagventions such as
spelling, punctuation and use of capital letters.
The above reflects the main features of the Botawéinistry of Education’s marking

rubric for Junior Secondary composition marking/dirag shown below:

Composition Marking Rubric

Symbol| Max. | Very | Above Average| Below| Poor
Marks | Good | Average Av.

Communication: C 14 14-12| 11-9 8-7 6-5 4-0
Overall impression/relevance/own
detail/appropriate use of
vocabulary/fluency

Grammar: G 14 14-12| 11-9 8-7 6-5 4-0
Knowledge of using parts of speech:;
tense consistency; subject/verb
agreement etc.

Mechanics: M 6 6-5 4 3 2 1-0
Spelling/Punctuation
Organization: Paragraphing, (0] 6 6-5 4 3 2 1-0

sequence of ideas and information,
introduction, body and conclusion.

Totals 40 40-34| 30-26 22-20 16-14 100
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As stated earlier, the researcher and the partingpgeachers used the above marking
rubric to examine the first and final drafts of quusitions written by the students. This is
because it is a standardized score sheet use@dhyets and authorized by the Botswana
Ministry of Education. Furthermore, it is a rubtiat the participating teachers are
familiar with, and which it is hoped, will redudeetincidence of bias. However, in
examining students’ artifacts, emphasis was placegrading their written work
qualitatively, rather than on quantitative or numgedes.
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