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ABSTRACT 

 

Nigeria is one of the most multilingual nations in Africa which consists of over 450 languages 

(Adegbija, 2004; Danladi, 2013).  It has a population of more than 150 million people, with three 

major languages, namely Hausa, Yoruba and Igbo, and a number of minority languages.  Despite 

its linguistic and cultural diversity, English is the main medium of instruction from primary to 

tertiary education. The negative effects of learning through the medium of English second 

language (L2) are evidenced in the learnersô poor achievement in the external examination 

results of the National Examination Council (NECO) and the West African Examination Council 

(WAEC).  There is an assumption that learnersô poor performance in English (L2) is due to little 

attention given to English writing in schools, and the use of less appropriate or effective teaching 

approaches (Babalola, 2011).  

 

There is a special concern about the poor writing proficiency levels of learners, particularly in 

the Junior Secondary School (JSS) phase which is an exit to Senior Secondary School level 

where learners are expected to show strong academic literacy skills. Writing is a process which is 

central to learnersô learning across the curriculum and it enables learners not only to access 

knowledge from different sources, but also to display the acquired knowledge in different 

domains. Learnersô poor writing skills are a great concern given that English (L2) is the main 

medium of instruction at all levels of education in Nigeria. 

 

 In light of the above, this study set out to explore the pedagogical strategies and problems 

encountered by both teachers and learners in English (L2) academic writing in Junior Secondary 

School (JSS 3) classrooms in the Ekiti State, Nigeria. Guided by Second Language Acquisition 

theory, the study explored the factors that influence second language learning, in relation to the 

sociocultural and contextual factors that influence learnersô writing abilities. Through the lens of 

the Genre Pedagogical Theory and the Social Constructivist theory, it investigated teachersô 

pedagogical strategies in English (L2) writing, and analysed learnersô written texts in order to 

understand the extent to which they reflected the features of specific genres that support learnersô 

writing skills.  
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Four JSS 3 teachers in three schools were purposively selected to participate in the study. The 

study employed a qualitative research paradigm, underpinned by the interpretive theory. Through 

the use of an ethnographic design, the day-to-day happenings such as thoughts and engagements 

of both teachers and students in the English (L2) lessons were observed and recorded by means 

of an audio-recorder in order to build a comprehensive record of the participantsô practice in the 

classroom. In addition, both semi-structured and unstructured interviews were conducted with 

the individual teachers. The studentsô written texts and other relevant documents were collected 

and analysed for the purpose of data triangulation. Ethical considerations such as informed 

consent, voluntary participation, respect and anonymity of participants were observed throughout 

the study. 

 

In this study, the findings show that the teaching of English (L2) writing is still a challenge to 

many teachers due to a variety of factors which include linguistic, pedagogical and structural 

factors. As a result, learnersô academic writing suffers, especially writing to learn at secondary 

school level. Specifically, the findings of this study indicate that the teachers made use of 

traditional teaching approaches in the teaching of English (L2) writing as against the approaches 

recommended in the curriculum. The study also reveals that most of the JSS(3) studentsô level of 

proficiency in English writing is below the expected levels stipulated in the curriculum 

document, although some of them displayed good basic interpersonal communication skills 

(BICS), Other contributing factors to the  learnersô low academic writing proficiency  in English 

(L2) include  teachersô limited understanding and application of the Genre-Based Approach in 

teaching writing, inadequate language teaching and learning resources, learnersô limited 

exposure to English (L2) and limited writing opportunities.  

 

The study concludes that while the use of the Genre-Based Approach is not the only strategy to 

enhance learnersô writing skills, the teaching of writing remains crucial as it is central to 

language use in different knowledge domains. Studentsô writing proficiency is critical for 

cognitive and socio-economic development as it has implications for studentsô access to 

knowledge and academic literacy which spills over to tertiary education. In a country like 

Nigeria where the main language of instruction is English, there is a need to prioritise teacher 
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development and to revisit the curriculum to determine how it meets the academic needs of 

learners in this century. 

 

KEYWORDS  

Writing, English, Second Language (L2), Genres, Genre-Based Approach, Curriculum, Junior 

Secondary School (JSS), Nigeria, Basic Interpersonal Communication Skills (BICS), Cognitive 

Academic Language Proficiency (CALP) 
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CHAPTER ONE 

 

INTRODUCTION AND ORIENTATION OF THE STUDY  

 

1.1 INTRODUCTION  

 

This chapter presents the background to the study and the problem statement which underpins 

this study. It discusses the rationale for the study in order to illuminate the main argument of the 

study. It further highlights the research objectives and the research questions which guide this 

study. The chapter describes the methodology it employed to address the research questions. 

Finally, the chapter highlights the chapter outline of the thesis. 

  

1.2 BACKGROUND TO THE STUDY  

 

Nigeria is a heterogeneous nation located in the western part of Africa, with a population of 

about 166.2 million people, and 450 languages. Of the 450 languages, only three of them, 

namely Igbo, Hausa, and Yoruba are spoken widely by the majority of people and learnt in 

schools as subjects. Nigeria is one of the African countries which were colonised by Britain. 

Since the colonial era, English has been the language of instruction, and the majority of middle 

class people and families have adopted it as a means of communication at their homes because of 

its official status.  

 

Even though English is a foreign language and taught as a second language (L2), it is universally 

spoken. As stated above, English is a language that cuts across the three major linguistic regions 

in the country, with Hausa, Igbo, and Yoruba as minority languages in terms of socio-economic 

status. It is also the official language of the nation. English is also the language of computer, 

science and technology, and also the medium of instruction in schools at all levels. As a result, 

English has gained the status of being one of the compulsory subjects to be passed at a minimum 

credit level of 50% in schools for learners to be promoted to the next class, and to be admitted 

into institutions of higher learning. Nevertheless, it is still one of the subjects that are mostly 

failed by learners, both in internal and external examinations. The most challenging areas of 
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English (L2) learning are reading and writing. Language and education researchers, like 

Awodele, (1998), (2003); Kolawole, (1998); Anoma, (2005) and Fakeye, (2010) claim that 

learnersô performance in English language is poor.   

 

After gaining independence in 1960, the Nigerian government saw the need to change the 

national policy on education and the school curriculum from that of the British Educational 

System to one that would be workable and applicable to the Nigerian context, in order to reduce 

the level of illiteracy. To achieve this, there was an educational conference in 1969 which 

deliberated and initiated the National Policy on Education (NPE). This brought about the drastic 

change of the school curriculum (Ivowi, 2000). The curriculum was changed to include the 

stories and history of the country for learners to easily relate to their immediate environment. 

They were no more taught the history and geography of Britain. In the primary schools, the 

major regional indigenous languages, namely Hausa, Igbo, and Yoruba were to be the languages 

of learning and teaching (LOLT) in each region (UNESCO, 2000), but even today this has not 

been implemented in the primary schools (Ivowi, 2000) because of the high status of English in 

the country. All parents want their children to be taught in English because of its prestige and its 

association with better socio-economic benefits.  

 

The National Policy on Education was enacted in 1977, and was revised in 1981 and in 1999 

respectively (Federal Republic of Nigeria (FRN), 1977; 1981; 1999).  This was to replace the 

pre-colonial and post-colonial educational system of six years of primary education, five years of 

secondary, and four years of university education (6-5-4) and also to improve the standard of 

education. In 1982, the system of six years of primary schooling, three years of junior secondary 

school, three years of senior secondary school, and four years of university education (6-3-3-4) 

was introduced and officially implemented in schools in 1983 (Nwagwu, 1983). The 6-3-3-4 

system of education stressed that every child is entitled to education, and so the government 

made the first six years of primary education compulsory and free for all learners to promote 

literacy among citizens of the country.  

 

The National Policy in Education (NPE) was reformed in April 2004 and enacted into law in the 

Universal Basic Education Act of 2004 which was implemented in schools in 2005. The current 
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Universal Basic Education (UBE) Scheme is tagged as nine years of primary education, three 

years of secondary education, and four years of university education (9-3-4). UBE comprises 

Early Childhood Care and Development Education (ECCDE), nine years which comprise six 

years of Primary Education, and three years of Junior Secondary Education (JSS).The other three 

years are spent in Senior Secondary School (SSS) while the remaining four years are for a 

minimum university education (FME, 2008). As against the 6-3-3-4 system, which was 

introduced in 1982, the current government requires that the minimum education certificate a 

child should obtain is a JSS certificate, and at this level the child should be able to read and write 

and do some simple arithmetic. Also, at this level the child could either proceed to Senior 

Secondary School (SSS) or decide to follow the vocational route. All these educational levels are 

put in place to achieve the aim that every individual should be developed into a sound and 

effective citizen, and have equal access to educational opportunities (FRN, 2004). Further details 

about the various reforms and changes in the National Education Policy are discussed in chapter 

two. 

 

Despite the governmentôs efforts and commitment to education through the series of changes and 

reforms in the educational policy and curriculum over the years, the standard of education is 

dropping due to socio-cultural, economic, political and infrastructural factors. Little has been 

achieved through the various educational reform programmes put in place by the various 

governments in improving the standard of education in Nigeria.  In addition, little is said about 

the strategies and approaches to teaching and learning, particularly English (L2) reading and 

writing which is the main language of instruction. Akinlua (2007, p. 99) declares that ñwhile the 

content of curricula kept changing from time to time, structure and practice remained 

unchanged.ò The use of traditional approaches is still prevalent in teaching and learning 

(Akinlua, 2007). Furthermore, the large class sizes are usually overwhelming and teachers often 

adopt the easiest and most convenient methods which do not require much exposure to writing 

tasks (Babalola, 2012).  

 

Throughout my years of teaching English (L2) in secondary schools, reading and writing have 

always been the most challenging aspects for learners. By the time most learners get to JSS 1 

(Grade 7), they are still experiencing difficulties in reading, and they also struggle to write 
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coherent and meaningful texts in English. In view of the above, this study set out to explore the 

teaching of writing in English as a second language (L2) in three secondary schools in Ekiti 

State, Nigeria. The study focuses on Junior Secondary School (JSS 3) classes as they are the exit 

classes to senior secondary school education.  

 

1.3 PROBLEM STATEMENT  

 

Like other countries of the world, high values are placed on education in Nigeria because it is 

seen as the major means of self-empowerment, both socially and economically, and in other 

spheres of life. There is an ongoing vociferation in Nigeria by researchers and the government 

that learners are not performing to expectations in English (L2). There is a special concern about 

the poor writing proficiency levels of learners, as writing is central to learnersô learning across 

the curriculum. Learnersô poor performance in English (L2) is a general phenomenon that cuts 

across schools. Evidence could be seen in the external examination results of the National 

Examination Council (NECO) and West African Examination Council (WAEC) of previous 

years. For example, in 2000, the pass rate in the Senior Secondary Certificate (SSCE) in WAEC 

was 44.07%. In the following year (2001), it was 43.02%, and in 2002 it was 42.61%.  In 2003, 

the pass rate was 33% (Fakeye, 2010).  The above WAEC statistics shows that from 2000 to 

2003, there has been a decrease in pass rates (Fakeye 2010), and this is a concern because 

English (L2) determines learnersô promotion and progress in education.  

 

Recently, Dr. Uyi Uwadia, the Head of the Nigeria national office for West African Examination 

Council (WAEC) released an online report that out of 1,540,250 candidates who sat for the 2011 

May/June examinations, only 838,314 candidates (55.34%) obtained a credit pass of 50% in 

English (L2). Also, in 2012, out of the total number of 324,998 candidates who sat for the 

May/June examinations, only 133,507 candidates (43.06%) obtained a credit pass of  50% in 

English (L2) (The Economy Magazine, 2 April 2013). The above statistical analysis shows 

consistent decline in the learnersô performance in English (L2) in the WAEC examination 

results.  Likewise, in the 2012 NECO examination, only 20.1% of the 244,456 candidates who 

sat for the examination passed English (L2) at an average score of 50%. This suggests that 

learners face serious challenges in English as a second language which is increasingly used for 
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learning across the curriculum. This is a great concern, given that English (L2) is the main 

medium of instruction at all levels of education in Nigeria. In essence, the outcome performance 

of learners in the Senior Secondary School (SSS) examinations could be predicted from how 

well learners perform in their Junior Secondary School (JSS) examinations (Adeyemi, 2008).  

 

It is assumed that learnersô poor performance in English (L2) is due to little attention given to 

English writing (essay types) in schools, and the use of less appropriate and less effective 

teaching approaches (Babalola, 2011). Despite the fact that the Federal Ministry of Education 

(FME) (2008) states that the guiding principle in the teaching and learning process should be 

learner-centred to support learnersô communicative competence,  the use of teacher-centred 

methods, generally known as traditional approaches, is still prevalent in many classes (Ibukun 

and Aboluwodi, 2010). This is echoed by Woolman (2001, p. 41) who claims that ñAfrican 

school systems today still follow the rigid structure of time, periods and grade-level progression 

found in Western education.ò These approaches do not support the learner-centred approach 

which promotes active participation of learners. It is alleged that teachers often face time 

constraints to finish the syllabus, and as a result, do not get deeper into different learning tasks.  

Consequently, learners do not get sufficient exposure to the different language aspects that 

support their reading and writing skills in English (L2). It is thus of interest to explore why 

learnersô performance is low in English (L2). In particular, it becomes imperative to explore the 

problems encountered by both teachers and learners in the English (L2) classroom, and to 

observe how English (L2) teachers teach writing across the different genres or text types, and the 

extent to which learning is scaffolded for learnersô understanding of the subject content.   

 

The reforms in the curriculum do not make any difference, nor improve the educational standard 

in the country.  The reforms either substitute one subject for the other or drop out some subjects 

and this does not address the literacy problem in schools. Marinho (2009) posits that even though 

the curriculum content is contextualised to the Nigerian setting, issues such as learning and 

teaching practices are grounded on the British system introduced during colonisation. That is, 

teaching still focuses on certification instead of skills acquisition (Imam, 2012). The stipulation 

on learner-centred methods of teaching is only on paper, and not in practice. Researchers propose 

that there is a need for effective essay teaching in secondary schools in Nigeria because there is a 
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belief that there is a correlation between learnersô ability to write proficiently and their success in 

other areas of English learning (Fakeye, 2001; Adegbite, 2005). Fakeye (2001) further argues 

that learners with good writing skills often perform well in other content subject areas through 

the medium of English (L2). Therefore, if researchers and the government are concerned about 

the learnersô performance in English (L2), especially writing, it is imperative to explore and 

identify how teachers approach English (L2) writing in schools  so that necessary  measures 

could be considered to improve the current situation of English (L2) teaching and learning.  

  

Writing is the end product of other language skills which include listening, speaking, and 

reading. It is an aspect that most learners find difficult, and so it needs to be given much 

attention. In essence, learnersô attitude to writing is not encouraging. Researchers like Zwiers 

(2008), Schleppegrell (2004) and Scarcella (2003) also observed that learners in the United 

States, China and in some African countries lack the required academic language to write texts. 

As mentioned earlier, Nigerian researchers like Adegbile (1985), Aboderin (1992), Iyagba 

(1993), Awodele (1998, 2003) and Kolawole (1998) claim that learners perform poorly in 

English (L2) particularly in writing. They argue that the cause of the low performance could be 

linked to teaching practices and learnersô attitudes, and motivation in writing. Research on how 

English (L2) genre or text types are taught in the classroom could be useful to enhance learnersô 

writing skills. Thus, this study focuses on how English (L2) teachers teach writing in the 

curriculum in JSS 3 classes. There is need to examine the teaching of genres or text types in 

English (L2) to determine how the text types support learnersô writing skills. Therefore, this 

study explores how teachers approach writing as one of the language skills that have to be 

developed for subsequent learning.  

 

1.4 RATIONALE FOR THE STUDY  

 

The genre-based approach to the teaching of writing is relatively new in Africa. Countries like 

South Africa have enacted its use in the school curriculum and there is literature on it (Bayat, 

2002; Mali-Mali, 2007; Van Heerden, 2008; Mthembu-Funeka, 2009). Some of the literature 

investigated and explored the use of Genre-Based Approach in the teaching of writing in English 

(L2) classrooms, particularly in primary schools (Ko, 2010; Schulze, 2011; Ahu, 2012; Van 
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Heerden, 2008). Other studies focused on the use of the Genre-Based Approach in secondary 

schools (Bayat, 2002; Lingzhu, 2009; Myskow and Gordon, 2009; Mthembu-Funeka, 2009). 

Specifically, Mthembu-Funekaôs, (2009) study explored the use of Genre-Based Approach in the 

teaching of isiXhosa in South Africa, and this study showed that its use in isiXhosa teaching 

enhanced the learnersô performance in their writing in English (L2). These studies showed that 

there were improvements in learnersô writing when the Genre-Based Approach was used. 

 

In other countries like Tanzania and Namibia research on the use of the Genre-Based Approach 

to develop learnersô writing skills is growing (Josua, 2009; Shumbusho, 2009) but Nigeria has 

limited research on the use of Genre-Based Approach in language teaching (Babalola, 2012). 

This could be explained on the basis that the Genre-Based Approach is not prescribed in the 

language curriculum. However, the use of genre-based pedagogical theory is used in this study as 

an analytical framework for the learnersô written texts. In addition, the teaching of genre types is 

an aspect on its own in English teaching. Moreover, individual genre types are different from one 

another in terms of language features and schematic structure. Therefore, it would be interesting 

to explore the teachersô pedagogical strategies in teaching writing in English (L2). The use of the 

genre pedagogical theory is not meant to evaluate the teachers, but rather to do a thorough 

analysis of both the teachersô classroom practices and learnersô written texts. More importantly, 

the teaching of academic genre types for writing in secondary schools using qualitative research 

is not fully explored in Nigeria.  This study will contribute to new knowledge in this area. 

 

1.5 AIM OF THE STUDY  

 

The study aims to investigate and understand the teaching of English (L2) genre or text types in 

Junior Secondary School (JSS) 3 classrooms in three secondary schools situated in Ekiti State, 

Nigeria. The study focuses on the teachersô pedagogical strategies and the teaching and learning 

interaction that takes place in the classroom during the teaching of writing through the lens of the 

Genre-Pedagogical Theory.  
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1.6 OBJECTIVES OF THE STUDY  

 

The objectives of the study are listed below:  

1. To observe and identify the pedagogical strategies employed by teachers in the teaching 

of text types in English (L2) writing in JSS3 classes.  

2. To investigate how teachers understand and interpret the English (L2) writing curriculum 

content in practice. 

3. To explore what is contained in the English (L2) writing curriculum of JSS 3 classes. 

4. To examine and analyse JSS3 learnersô written tasks in English (L2). 

 

1.7 RESEARCH QUESTION 

 

This study was guided by this main research question:  

How are genres or text types taught in English (L2) writing lessons in the JSS3 classes? 

 

The following sub-questions will be considered to unpack the main research question: 

1. What are the pedagogical strategies employed by teachers in the teaching of English (L2) 

writing?  

2. How do teachers interpret and implement the JSS 3 English (L2) writing curriculum 

content in practice? 

3. How do learners engage with the genre or text types to make meaning of what they are 

writing? 

4. How can the Genre Pedagogical Theory be used as a viable tool to enhance JSS 3 

learnersô English (L2) writing skills for learning across the curriculum? 

   

1.8 RESEARCH DESIGN AND METHODOLOGY  

 

This research follows an ethnographic research design within a qualitative research paradigm 

which believes that a human subject is better studied in its natural setting in order to gain an in-

depth understanding of the problem under investigation (Hammersley and Atkinson, 2007). 
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Since the study deals with human actions in a natural setting (Richards, 2003), the qualitative 

research paradigm is found appropriate in the in-depth understanding of the issues under study. 

Maxwell (2005) claims that qualitative research is the act of concentrating on the everyday 

affairs of subjects at workplaces, and interpreting how factors or interventions have a particular 

effect on the subjects. Through the use of ethnographic design, the day-to-day happenings such 

as thoughts and engagements of both teachers and learners in the English lessons were captured 

with the use of an audio recorder so as to build a comprehensive record of the participantsô 

practices. 

 

Furthermore, this study does not include the use of statistical procedures to arrive at its findings 

(Strauss and Corbin, 1990). As a result, I used methods that involved the use of interviews 

(unstructured and semi-structured) and subject observations in their naturalistic settings (Winter, 

2000, cited in Golafshani, 2003) as well as document analysis. Research methodology is dealt 

with in detail in Chapter Four of this study. 

 

1.9 SIGNIFICANCE OF THE STUDY  

 

This study is significant because English (L2) is the official language in Nigeria and it is the 

language of instruction in all schools. Therefore, it is important for learners to have strong 

writing skills in English as early as possible. Given that English is a global language, the 

learnersô proficiency in this language is vital for communication and interaction both in written 

and oral form with people across the globe.  

 

Hopefully, this study will serve as an eye opener to finding appropriate strategies to improve the 

standard of English (L2) writing to support learners at all educational levels. It is envisaged that 

this study will be of great benefit to curriculum planners, teachers and learners, in particular, 

because the findings will serve as a basis for future curriculum reforms, particularly in the 

teaching of writing. 
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1.10 THE SCOPE OF THE STUDY  

This study focuses on the teaching and learning of English (L2) writing to JSS3 learners because 

learnersô language proficiency is mostly assessed against evidence that they produce on paper in 

the form of writing. It also explores how teachers interpret and implement the English (L2) 

writing curriculum in a multilingual setting in Nigeria. The three selected schools accommodate 

learners from different language backgrounds, i.e. there are learners from all the three major 

languages of Nigeria, namely, Hausa, Igbo and Yoruba and other variants of the major languages 

which are regarded as minor languages in education.  

 

As indicated earlier, English is a second language to both teachers and students in Nigeria, and 

JSS 3 is the last class where learners are expected to have grasped the reasonable reading and 

writing skills in English (L2) before they graduate to the Senior Secondary School (SSS), where 

English (L2) competence matters most across the curriculum. While this study acknowledges the 

importance of language learning skills (e.g. listening, speaking, reading and writing) as a means 

of language and literacy development, its focus is limited to the teaching and learning of writing 

in JSS3. It sets out to understand how adolescent learners (average age of 14 - 15 years) gain 

access to writing literacy. Given this, the study explored classroom interaction in English lessons 

to establish the extent to which English (L2) writing literacy was enhanced. 

 

1.11 CHAPTER OUTLINE  

 

The study is organised into seven chapters, with each chapter focusing on a specific aspect as 

indicated below: 

 

Chapter 1: Introduction and orientation of the study 

This chapter presents the introduction and background to the study, the research problem, the 

rationale for the study, the aims, the objectives, and the research questions. The research 

methodology employed is discussed briefly.  
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Chapter 2: Nigeria education context 

Chapter two presents an overview of the education system in Nigeria focusing more on the 

English (L2) curriculum and the theories that underpin the teaching of English writing. It 

discusses at length the Junior Secondary School (JSS), English language curriculum in Nigeria, 

and provides the geographical and historical overview of Nigeria. This is followed by the 

discussion of the National Policy on Education from independence to date and language policy 

planning in relation to Nigeria context. It further discusses language and globalisation and the 

position of English globally and in Nigeria.  

 

Chapter 3: Theoretical framework and literature review 

Chapter three focuses on the theoretical framework that underpins the study. Writing is discussed 

in detail, with emphasis on writing as a process and as a product. The framework comprises 

theories that deal with the teaching and learning of a language, namely Second Language 

Acquisition, the Genre Pedagogical Theory and Constructivist theories of teaching and learning. 

All these theories are discussed in relation to how they support the language teaching and 

learning.  

 

Chapter 4: Methodology 

Chapter four deals with research methodology which is underpinned by ethnography research 

design within a qualitative research paradigm. The chapter discusses issues relating to research 

designs, sampling, data collection tools, (i.e. interviews, observations, and documents) in detail. 

Furthermore, data analysis procedures, trustworthiness, reflexivity, ethical issues and research 

limitations are spelt out for better understanding of how the research was carried out.  

 

Chapter 5:  Presentation of data 

Chapter five presents the data collected through classroom observations and interviews which 

were conducted with the participants in order to understand how teachers approached the 

teaching of writing in JSS 3. Learnersô written texts are also presented in order to gain an 

understanding of how learners made sense of the writing lessons in English (L2).  
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Chapter 6: Data analysis and discussions 

Chapter six analyses the data collected according to relevant themes in relation to the objectives 

and questions of the study. This chapter integrates appropriate literature to support the emerging 

findings. 

 

Chapter 7: Summary, conclusion and recommendation of the study 

Chapter seven provides the summary of the findings. It also provides conclusions, 

recommendations on the basis of the research findings and the contribution of the study to 

knowledge.  

 

1.12 SUMMARY  

 

This chapter presented the background to the study and also discussed the rationale for the study 

and the research problem. It shed light on the contextual problems of learnersô poor performance 

in English as a content subject in secondary schools in Nigeria. It further highlighted the research 

objectives and the research questions. The chapter briefly described the ethnography research 

design it employed to address the research questions. Finally, the chapter provided the chapter 

outline of the thesis.  In the following chapter, I discuss literature which sheds light on language 

policy issues in Nigeria. 

 

 

 

 

 

 

 

 

 

 

 

 



30 

 

CHAPTER TWO  

 

EDUCATION AND LANGUAGE POLICY IN NIGERIA  

 

2.1 INTRODUCTION  

 

Education is recognised internationally as a vital development index. As a result, different 

nations of the world have made emphatic efforts to make education accessible to all citizens in 

their different countries (Odukoya, 2009). Specifically, the education policy often calls for a 

continuous critical debate in developing countries in Africa (Tikly, 2001) since education is 

regarded as a tool for development. Apparently and most importantly, language is a resource to 

actualise education. It is likewise contested that ñeducation cannot be examined in isolation from 

the political and socio-economic imperatives that operate within societyò (November, 1991 p. 

65). This implies that in order to get the clues to the educational success or failure of learners, 

political and socio-economic issues of the particular context should be investigated. Therefore, 

the success of education in any country is determined by the sociocultural history, economic 

status, political stability, and linguistic background of such a nation. Thus, education in Nigeria 

is more of a public initiative that has witnessed government active participation and constant 

intervention from the Federal Government of Nigeria (FRN, 1981). English as a second language 

to the majority of people of Nigeria plays a big role in education.  

 

To have a better understanding of the place and status of English (L2) in the curriculum, an 

overview of the document that spells out the guiding principles of education is referred to in the 

discussion of language policy and the teaching of English (L2) in Nigeria. Likewise, the goals 

and objectives of the teaching and learning of English (L2) are discussed. In a nutshell, the aim 

of this chapter is to discuss the Nigerian Education Policy and how it relates to the language 

policy of this country. The place and role of English in this era of globalisation are also 

discussed. Finally, I identify what the curriculum stipulates in the teaching of English in schools, 

with an emphasis on writing which is one of the aspects of language learning. The next section 

elaborates on the education system in Nigeria in relation to secondary school English writing.  
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2.2 OVERVIEW OF THE EDUCATION  SYSTEM IN NIGERIA  

 

In order to gain a deeper understanding of education and language issues in Nigeria, it is 

important to provide a brief overview of the education system. The educational system of 

Nigeria begins from pre-primary education to university level. The education levels are divided 

into three: basic education (nine years), post-basic or senior secondary (three years), and tertiary 

level (four years and above) (FRN, 2011). Below is the structure of the various levels of 

education in Nigeria. But for the purpose of this study, the focus will be on secondary education 

particularly Junior Secondary Education. 

 

 

   

 

 

 

 

 

 



32 

 

 

 

Figure 1: Nigeria Educational Level (FRN, 2011) 

 

 

 



33 

 

2.2.1 Secondary Education 

 

Secondary education commences after primary education and before tertiary education (FRN, 

2004 p. 18). This study focuses on the junior secondary school which is the first level of the 

secondary school education. This level of education is crucial because it is the median point in 

the education system in Nigeria and it reveals how the educational foundation has been laid and 

how the future of education would be. It is for this reason that it is important to take a closer look 

at how teaching and learning takes place at this level. The policy stipulates that the ñsecondary 

school education should raise a generation of people who can think for themselvesò and also to 

ñinspire learners with a desire for self improvement and achievement of excellenceò (FRN, 2004 

p. 18). This goal clearly indicates that the secondary school education is meant to develop critical 

thinkers who should be able to apply knowledge in other content subject areas. Their acquired 

knowledge should provide trained human resources in technology, applied science, commerce 

and sub-professional grades. In addition, secondary education should provide technical 

knowledge and vocational skills for industrial, economic, agricultural and commercial 

development. For all these to be achieved, learners need adequate competence in the language of 

instruction through which they learn and write. Therefore, English as the MOI should be handled 

with seriousness because it is also one of the vital prerequisites for higher education. More 

importantly, this study explores the teaching of English (L2) writing in order to have a 

perception of how learners write texts which have a carry-over effect on other content subjects 

across the curriculum.    

 

According to the policy, the Junior Secondary School education is pre-vocational and academic.  

The three year duration is tuition free and it focuses on the teaching of basic subjects that will 

enable learners to acquire further knowledge and skills. It is stipulated that every learner shall 

offer ña minimum of ten (10) and a maximum of thirteen (13) subjects. The NPE categorises all 

subjects into three groups. Group A comprises the core subjects which are English, French and 

mathematics, the learnerôs L1, any of the major languages apart from the mother tongue, 

Integrated Science, Social Studies or Citizenship Education, and Introductory Technology. In 

Groups B and C learners are expected to choose at least one subject each from the groups (FRN, 

2004, p. 19-20). English is one of the core subjects and the MOI, and also it is mandatory for all 
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learners to obtain at least an average score of 50% before being considered to be promoted to the 

next class. Therefore, learnersô proficiency in it is highly essential and thus this study is 

interested in how English writing in the aspect of genre or text types is presented in classes and 

how it could be improved upon.  

 

The policy envisages that at the end of the three year duration of Junior Secondary School (JSS) 

learners shall be streamed into the senior secondary school, the technical college and an-out-of-

school vocational training centre; or apprenticeship scheme. The streaming of learners into the 

various schools occurs according to the learnersô academic performance and ability, aptitude and 

vocational interest. This process allows for even distribution of learners to the ratio of 50:50 into 

the various schools.  

 

2.2.2 The JSS English Curriculum  

 

In line with the adoption of the 9-3-4 system of education termed the Universal Basic Education 

(UBE) in 2004 in the National Policy on Education (NPE), the Nigeria Educational Research and 

Development Council (NERDC) developed the school curricula for all levels of educational 

system in Nigeria. The school curricula are developed to meet the standards of each level of 

education. Therefore, the JSS 1-3 English language curriculum was first developed and 

implemented in 2006. However, it was revised in 2007 on the basis of the feedback from schools 

on the nine-year Basic Education Curriculum (BEC) that the subjects offered to the learners were 

too many and that there was duplication of subject matter in some of the subjects taught. The 

feedback attracted global and national concerns which caused the NERDC to revise the nine-year 

BEC. Therefore, the subjects were reduced while some subjects were merged to create electives 

(Federal Ministry of Education (FME), 2007 p. v).   

 

Despite the collapse and merging of some subjects, English remained compulsory and one of the 

core subjects to be taken by all learners. In all schools, English is taught at least four times per 

week for forty minutes per period. According to FME (2007) English serves as the medium of 

instruction (MOI) and also óthe medium of interpersonal, inter-ethnic, government and business 

communicationô (p. iv). It further stipulates that the new English curriculum is structured to 
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equip learners with adequate range of words and sentences that should prepare them to 

effectively communicate competently in different contexts of everyday living (FME, 2007 p. iv). 

  

The objective of the curriculum (JSS 1-3) is to tackle the language deficiency that learners 

brought from the lower levels, and to develop language proficiency in both basic and post basic 

education (FME, 2007 p. iv). According to these objectives, the place of English in Nigerian 

schools cannot be underrated. English is used in the teaching of all subjects with the exception of 

the indigenous languages (Yoruba, Hausa and Igbo), French and Arabic. For this reason, it is 

vital that the teaching of English be geared towards the actualisation of the set objectives.  

 

The curriculum also stipulates that English teaching should comprise the teaching of the basic 

language skills which are listening, speaking, reading, and writing; grammatical accuracy and 

literacy. The purpose of engaging in all these skills is for learners to attain communicative 

competence (FME, 2007 p. iv). This can be done through intensive and extensive practice 

sessions. It is advised that there should be teacher-learner interaction in lessons (FME, 2007 p. 

iv). In addition, FME (2007) encourages the use of the process approach to teaching English 

writing so that the learners could be able to exercise their communicative competence in the 

target language. It is believed that the gain of writing is manifested in all subjects across the 

curriculum. Thus, this study explores how writing is taught at the JSS (3) level, given that this 

level is regarded as the most crucial stage to advance to secondary and tertiary education 

 

2.2.3 The teaching and learning of writing  

  

óWriting is an accurate representation of ideas on paperô (FME, 2007, p. viii). In order for 

learners to be able to present logical ideas in writing, they need to communicate in the target 

language proficiently. All the learning skills especially speaking, reading and writing are very 

essential. The process approach is suggested for the learners to go through the writing process 

which entails pre-writing, observation, discussion and presentation of drafts so learners could be 

able to write and present logical written texts. It is also envisaged that by implementing all the 

above, the learners would be adequately empowered for the world of work (FME, 2007 p. vii). 

The concept of writing is discussed at length in the next chapter.  
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The curriculum encourages learners to initiate their own topics of interest so that they would be 

motivated to write. Teachers should be prepared to recycle and relay life experiences that could 

assist the learners to write efficiently and logically. They should also engage learners in letter 

writing (formal and informal), compositions (narrative, descriptive, expository, and 

argumentative), report, creative and summary writing (FME, 2007 p. 52-53). In addition, 

teachers are encouraged to enrich the content with relevant materials and information from their 

immediate environment. They should be able to lead learners to re-arrange ideas in a logical 

sequence in order to produce a first draft with an introduction, body and conclusion. Teachers 

should also guide learners to review the draft (edit, proof read, review and amend) and finally 

submit an edited version of their work.  Learnersô activities should include identifying different 

types of composition or essay (i.e. genre or text), and be able to list the elements of the 

composition. (FME, 2007). It is the responsibility of the teacher to provide appropriate teaching 

and learning resources such as textbooks, supplementary readers, passages, selected topics, etc. 

to achieve this goal. 

 

Overall, the curriculum highlights how the teaching and learning of writing should be presented. 

However, the curriculum is not detailed and explicit enough in terms of what teachers are 

expected to do and the assessment methods of writing composition are not included. The 

teachers have to design their own assessment rubrics to evaluate learnersô written tasks. In this 

study, the English curriculum content as well as the teaching approaches used by teachers to 

teach writing have been investigated. The next section discusses national education policy in 

Nigeria from independence till date.  

 

2.3 NATIONAL EDUCATION POLICY  IN NIGERIA  

 

2.3.1 National Education Policy: 1960s-1970s 

 

In 1969, there was a National Curriculum Conference which had in attendance a cross section of 

Nigerians who had general dissatisfaction with the then education system that had been in 

operation before Nigeria independence in 1960. It was decided that the education curriculum had 
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become obsolete and irrelevant to the nationôs needs, goals and aspirations. At the end of the 

National Curriculum Conference in 1969, the need for National Policy on Education was 

proposed. Years after the National Curriculum Conference of 1969, experts were drawn from a 

wide range of interested groups of experts to a seminar which included non-governmental 

organisations and external bodies in 1973. These groups of people deliberated and planned what 

a national policy on education should be, in an independent country like Nigeria. The outcome of 

the seminar was the first draft of the National Policy on Education (NPE) which was made open 

for comments for all the states of the country, stakeholders in education, and other interested 

groups. The final document of NPE was published in 1977.  

 

The NPE (FRN, 1977) worked towards addressing the problems created by the old system of 

education and to provide education that was relevant and at the same time, to address the needs 

and aspirations of the population (Imam, 2012). The policy also aimed at creating a self-reliant 

and self-sufficient nation in order to address the developmental needs of the nation (Osinubi, 

2006). It also aimed to promote national unity and to establish national integration. To 

accomplish these aims, the government took responsibility of controlling the funding of 

education as against the decentralisation system of education before this period. This was done to 

drift from the colonial system of education (Imam, 2012). The policy envisaged a very ambitious 

Universal Primary Education (UPE) to enable learners from the age of six to twelve to have 

access to free education, but education was not compulsory (Imam, 2012). The policy promised 

to make primary education free when practicable. The policy introduced the 6-3-3-4 system of 

education modelled after the American educational system of six years in the primary school 

education, three years of junior secondary school, three years of senior secondary school, and 

four years of university education (Nwagwu, 2007). It is noteworthy that before the introduction 

of the 6-3-3-4 system of education, the learning of the indigenous languages was not mandated in 

the school curriculum. Therefore, learners were left to choose to study or not to study any of the 

three major languages, that is, Hausa, Igbo, and Yoruba.  

 

Another issue that affected Nigeria education in 1977 was in the area of funding. Even though 

the NPE was full of promises, the sudden shortage of funds to implement them caused a set back 

to the educational administration. In the early 1980s, Nigeria experienced a drastic decline of her 
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major sources of revenue as a result of the fall in the price of petroleum products in the world 

market (Nwagwu, 2011). Therefore, the free Universal Primary Education (UPE) programme 

which was wholly managed and funded by the Federal Government was prematurely handed 

over to the state governments.   

 

 Learners (especially the primary school pupils) were not given the foundation needed in each 

subject (English language inclusive) and so this brought about their poor performance in schools.  

In addition, there was overpopulation in primary schools, since it was free education, and there 

was shortage of infrastructure, facilities, writing material, and teachers to cater for the influx of 

learners. Consequently, the teaching and learning was haphazard and the NPE was superficially 

implemented. Dr. Sofolahan, the chairman of the Implementation Committee on the NPE 

declared in his 1991 report that ñThe National Policy (language policy inclusive) was conceived 

in times of oil boom, born in times of oil glut, and nurtured in times of economic depressionò 

(Nwagwu, 1997, p. 90). This led to the devaluation of the currency and tremendous increases in 

the prices of goods and services (Nwagwu, 1997). This led to teachersô strikes, because the 

government was unable to fund education both at national and state level (Imam, 2012). Schools 

were closed down and learners were left to wander in the streets and this led to a decline in 

literacy rates of the learners (Odukoya, 2009).  

 

As a result of the financial crisis in the nationôs economy, fees were reintroduced in primary 

education.  As a result, the learnersô enrolment into schools reduced in some states (Osili, 2005). 

In addition, there was an increase in tuition fees for schools, including both federal and state 

universities. All these adjustments were put in place in order to pay up the pending salaries of 

teachers and university lecturers. Parents and guardians were advised to provide for their 

childrenôs desks and chairs in schools to ease the burden. All these led to the failure of the 

National Policy on Education (NPE) between 1977 and 1998.  In other words, the objectives of 

the NPE could not be achieved in the absence of political, socio-cultural and economic stability 

in the nation. All the above mentioned factors affected education since 1977 because the 

necessary assistance and resources needed by the learners were not provided for or were not 

sufficiently catered for by the government of the time.  
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2.3.2 National Education Policy: 1980s-1990s 

 

The National Policy on Education (NPE) was subsequently revised in 1981 as a result of political 

and social changes, as well as some demands on education. Prior to this year, Nigeria was 

ushered to her second attempt of democratic system of government and this led to the review of 

the constitution and education was among the issues to be reviewed or addressed. The 

responsibility of education was shared among the three tiers of government (i.e. Federal, State 

and Local Governments). The greater responsibility of post-primary, technological and 

professional education was on the Federal Government, but the university education was solely 

controlled and funded by the Federal Government. The primary education sector was to be 

controlled by both the state and local government, but the local government was responsible for 

teachersô salaries.  

 

There was the introduction of continuous assessment and examination for evaluation and 

promotion of learners as against the automatic promotion for all into the next class. The policy 

laid emphasis on certification rather than on skills acquisition. There was an awareness of the 

importance of language in the promotion of culture and fostering of national unity. The NPE 

(1981) introduced the multilingual language policy. It was included in the policy that every 

learner should be encouraged to learn any of the three major languages (i.e. Hausa, Igbo, and 

Yoruba) in addition to their mother tongue (Federal Republic of Nigeria (FRN, 1981). However, 

the place of English did not change as a MOI. Therefore, there was no contention about its place 

in the school curriculum.  

 

The NPE was revised again in 1998. The policy prescribed Universal Basic Education (UBE) to 

replace Universal Free Primary Education (UPE). The policy aimed at providing Education for 

All in order to eliminate illiteracy in the nation and also to provide equal educational 

opportunities for all. It also aimed at equipping individuals with the necessary knowledge, skills 

and attitudes to live fulfilled lives (Fafunwa, 2004). The system of education changed from the 

6-3-3-4 system to 9-3-4 system of education. The six years of primary education and the three 

years of junior secondary school education were combined together to make nine years of 

compulsory education, followed by the three years of senior secondary education and lastly, the 
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four years of university education. In this version, education was free and compulsory for all 

learners in primary to junior secondary school level of education, (i.e. the learnersô first nine 

years of education).  

 

By the end of the nine years all learners sat for a national examination called the Junior 

Secondary School Certificate Examination. The certificate obtained by learners enabled them go 

further into senior secondary school, for vocational training programmes or apprenticeship 

training (Olaniyan and Obadara, 2008). The NPE of 1998 (third edition) was adopted by the 

Federal Government as an excellent instrument that could affect national development (FRN, 

1998).  

 

During this period, the language policy stipulated that learners should learn another indigenous 

language, in addition to the language of the environment or community. Unfortunately there 

were not enough teachers in this area. The policy upgraded the standard of qualification in the 

teaching profession from Teacher Grade II Certificate to the National Certificate in Education 

(NCE) (Imam, 2012). The policy was further extended to accommodate Nomadic Education for 

cattle rearing in the northern part of the country and the Ijaw fishermen/women in the southern 

part of the country. But the children who attended Qurôanic schools were not catered for in this 

policy (Imam, 2012). The policy also promoted the increase in the intake of learners in science 

oriented courses to 60%, while the humanity oriented courses were at 40% (Nwagwu, 2007). The 

policy failed in the area of higher education because the economy, science and technology were 

underdeveloped and there was insufficient manpower to manage the department. Therefore, 

graduates with limited skills of self-reliance remained jobless (Odukoya, 2009).  

 

2.3.3 National Education Policy: 2000s 

 

The need for a fourth revised edition of the NPE in 2004, which is the current one in usage, 

emanated from urgent policy changes and innovation to update the third edition. The policy 

prescribes an inclusive education to cater for children identified as having special needs. The 

policy also prescribes the integration of Qurôanic school programme and programmes for out of 

school children. The policy stresses the implementation of the UBE programme and the 9-3-4 
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system of education. The primary education aims are to provide functional literacy and 

numeracy, cultivate positive attitudes in the learners, which should lead to cooperation and 

continuous learning that support national development (Woolman, 2001, FRN, 2004).  

     

To implement the revised NPE 2004, some reforms and changes were put in place. For example, 

the Open and Distance Learning programme was re-instituted by the government. Likewise, the 

National Mathematical Centre (NMC) was revived and expanded. The Teachersô Registration 

Councils (TRC) was established in order to professionalise teaching. There was also the 

introduction of Information and Communication Technology (ICT) in the school systems in 

order for both teachers and learners to be computer literate and also to compete in the 

contemporary world.  

 

According to the revised NPE (2004), French was prescribed as a second official language in the 

primary and secondary school curriculum. It was compulsory for learners from primary school to 

junior secondary school, but optional for learners in the secondary school. Furthermore, the 

minimum number of subjects to be taken in Senior Secondary Certificate Examination (SSCE) 

by learners was prescribed. The Basic Science Education was introduced in Quranic schools to 

provide equal opportunity and effective execution of Universal Basic Education (UBE). For 

optimum performance in the scheme of national education science, technical and vocational 

educations were repositioned. There was overall contextual change to reflect the state of 

professional practice in education (FRN, 2004, p. 5). 

 

The government believed that the reforms put in place in the NPE would transform all aspects of 

education over a period of time. For this to be enforced, the Government set up a NPE 

Implementation Committee to translate it into a workable blue print. The simplified version of 

the policy was intended to guide the different bodies that would implement it. The committee 

was also given the responsibility to develop monitoring measures for the educational plan. For 

the NPE to be made clear, the philosophy and goals of education were spelt out. 

 

The overall philosophy of the policy envisages people who will be united and live harmoniously 

ñas one indivisible, indissoluble, democratic and sovereign nation founded on the principles of 
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freedom, equality and justiceò (FRN, 2004, p. 6). One of the ways a nation can actualise her 

philosophy and goals is through education. Likewise, the policy stipulates that the national goals 

of education are to build: 

 

A free and democratic society; a just and egalitarian society; a united, strong 

and self-reliant nation; a great and dynamic economy; and a land full of bright 

opportunities for all citizens (FRN, 2004, p. 6).  

 

According to the language policy, learners are required to study another indigenous language in 

addition to the language of their immediate environment so that they could be bilingual, and at 

the long run, be able to interact with other language speakers in the country. Likewise, learners 

should learn French up to the junior secondary level since it is one of the official languages. All 

these are put in place so that communication locally, nationally and internationally would be 

facilitated and there would be equity and unity in the country.   

 

In line with the above, it is stated in the NPE (FRN, 2004, p. 7) that for the philosophy to be in 

agreement with Nigeriaôs national goals, education should:  

 

Be geared towards self-realisation, better human relationship, individual and 

national efficiency, effective citizenship, national consciousness, national 

unity, as well as towards social, cultural, economic, political; scientific and 

technological progress. 

 

The National Policy on Education (FRN, 2004) emphasises the importance of language as a 

means of promoting social interaction and national cohesion, and preserving cultures. Thus every 

child should learn the language of the immediate environment. Furthermore, for national unity, it 

is beneficial that every child learn one of the three major Nigerian languages: Hausa, Igbo and 

Yoruba in addition to their mother tongue. In order to communicate with French speaking 

neighbouring countries, it is desirable for every Nigerian to speak French. Therefore, French is 

the second official language in Nigeria and it is compulsory in primary and Junior Secondary 

School while it is a non-vocational elective at the Senior Secondary School (FRN, 2004, p. 10). 
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The national goals with regard to language policy are a good initiative to benefit the nation as a 

whole and to realise the philosophy of Education-For-All in the near future. However, Education 

for All may not be attained if the question of language in education is not properly addressed. 

Therefore, this study seeks to understand how the teaching of English writing is actualised for 

learners to be able to communicate both in spoken and written forms to access knowledge in 

realisation of the Education for All initiative. Below, I describe language policy planning as a 

key component of language choice in speech communities in order to highlight its relevance to 

the Nigerian context.   

 

2.4 LANGUAGE POLICY PLANNING  

  

Language is a human means of communication (Hameso, 1997), both verbal and non-verbal. 

Simply put, language is an aspect of human behaviour that allows for meaningful and systemic 

expression, communication of thoughts and feelings (Nomlomo, 2007). It is a complex but 

dynamic resource that changes from time to time. This is one of the reasons why language 

policies have to be reviewed to meet the needs of the various government sectors such as 

education, judiciary, business and legislature (Reagan, 2001). Therefore, language is crucial to 

human existence. This necessitates its planning in order for it to function effectively in all 

spheres of human living.  

 

óLanguage planning refers to deliberate efforts to influence the behaviour of others with respect 

to the acquisition of their language codesô (Cooper, 1989 p. 45). Language planning was first 

used by Haugen (1959) to address the issues of language standardisation in Norway, and 

gradually it became a broader term used by researchers like Fishman, Ferguson and Das Gupta 

(1968), Antia, (2000) and Hornberger (2006). It is often used as a means to solve language 

problems (Cooper, 1984; Rubin, 1984). It could also be defined as an organised decision on 

language choice at a national level (Jernudd & Das Gupta, 1971). Furthermore, language 

planning is defined as the choice of a specific language among other varieties for national 

functions (Fasold, 1984).  It could also mean the deliberate change from a language variety to 

another most effective one in order to solve language problems (Rubin and Jernudd, 1971). 

Language planning leads to the development of a language policy. A language policy is an 
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official document on how to implement the plans made on language in a particular context, 

which could incorporate language rights, language use or language behaviour. In view of the 

above definitions, it is not out of point to conclude that language planning covers a wide range of 

human existence, ranging from the government control of use of languages for education, 

politics, media and formal functions of a particular nation.   

 

A language policy is viewed from a wider perspective of language planning. It is usually attached 

to the language ideology of a particular society in terms of its historical, economic and political 

situation. It is an overall decision on the organisation and the management of official language 

usage and choice at the national level. Therefore, the formulation and implementation of 

language planning and language policy are important elements in education and society. They 

are crucial, especially in the developing world where issues of colonialism are prominent, as well 

as issues of language diversity (Weinstein, 1990; Schiffman, 1996; Mazrui and Mazrui, 1998) 

where rights of minority groups need to be protected. There are also debates on how to 

distinguish from national and official languages in countries like Nigeria that have diverse 

languages and cultures. Furthermore, the issue of language policy revolves around education, 

social politics and economic purposes which are the regular on-going issues in different nations 

of the world (Reagan, 2001). This is an indication that language planning and language policy 

are interrelated and they are relevant to all spheres of human life. 

 

Decision on language policy is always at the highest governmental level of any nation.  

Language policy planning could be determined bilaterally, that is from both ótop-down and 

down-topô of the social class rungs for its implementation (Phillipson, 2006, p. 346). The top-

down language policy means that the government of the nation enforces the maintenance of the 

national language, that is, language policy decision is made from the top considering the nation 

first in terms of politics, economics and education. This is referred to as a top-bottom type of 

decision making (Corson, 1990; Heugh, 2003; Dye, 2001). On the other hand, the down-top 

means that the government, at the same time, makes efforts to secure linguistic diversity in the 

nation. Therefore, the top-bottom system takes little account of the needs of the masses, mostly 

the minority group. In this case, the language policy of a particular country could be on paper, 

but not in practice. That is why most countries in Africa (e.g. Nigeria, Ghana, Cameroon, Cote 
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dôvore and Botswana) have language policies that favour and promote the use and retention of 

the colonial languages such as English, French and Portuguese in education at the expense of the 

indigenous languages (Heugh, 2003; Prah, 2003; Alidou, 2004; Tollefson & Tsui, 2004).  

 

2.4.1 Language Planning Models 

 

Many researchers have proposed different models of language planning problems in the world.   

For example, Kaplan and Baldauf (1997 p. 311) propose an eco-system to language policy and 

planning, which Muhlhausler (2002 p. 303) refers to as ecological thinking. Ecological language 

planning is the process whereby both the internal and external environmental ecology of the 

language is considered (Muhlhausler, 2002). This implies that the environmental ecology of 

language system such as culture and environment politics should be considered during language 

planning as language is not an isolated system (Muhlhausler, 2002). In all, the ecological 

approach to language planning considers the effect of decision made on mono-culturalism and 

places in high esteem the benefit of linguistic diversity which is a priority across the globe 

(Muhlhausler 2002).  

 

Haugen (1972, 1983) proposed four stage models in language planning which include norm 

selection, codification, implementation, and evaluation or elaboration. Norm selection is the 

process of selecting the language to be used for a particular purpose while codification provides 

orthography for the chosen language. Implementation is the putting into use of the language, 

while evaluation is the assessment of the language and how to improve its use. However, Antia 

(2000) claims that Haugenôs model of language planning viewed language from two perspectives 

only, namely the norm and functions of language in the society. This signifies that the standard 

pattern of the language should be considered and also its role should also be taken into 

consideration during planning. 

 

The language planning model is viewed differently by researchers. For instance, Jernudd and Da 

Gupta (1971) maintain the general term ólanguage planning modelô while, Rubin (1983) calls it 

the rational model. Neustupny (1983) refers to it as language treatment while Chumbow (1987) 

calls it the alternative model. On the one hand, Bamgbose (1987) criticises it by referring to it as 
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a canonical model. He opines that the planning process should be reviewed so that the reality of 

language development activities would be reflected. He rather categorised the language planning 

stages as fact-finding, policy decision, implementation, and evaluation (Bamgbose, 1983).  On 

the other hand, Adegbija (1989) suggested five language planning stages which are somewhat 

similar to the stages suggested by Bamgbose (1987). These are spadework and preparation stage, 

mass mobilization and enlightenment stage, implementation stage, evaluation stage, and review 

stage (Adegbija, 1989).  

 

The above language planning stages should be understood in relation to the linguistic, 

psychological sociopolitical, educational, governmental, historical, and resource contexts 

(Adegbija, 1989; Kaplan and Baldauf, 2007).  Bamgbose (1987 and 1992) explains further that 

language planning and its stages should not just be on paper or be based on the notion of óI 

believe that it would workô. But rather, there should be conscientious efforts to see to the 

actualisation of all that had been concluded on paper in language planning stages. Therefore, 

Karam (1974), Okonkwo (1977), Khubchandani (1984) and Bamgbose (1991) propose that a 

workable language planning model should consider several types of governmental and non-

governmental decision making before implementation.  

 

The second issue to consider is to put in place several planning strategies. Apart from the above 

mentioned stages, it is left to the government to choose the national language  or the government 

might wholly sanction and decide on the national language that has been deemed fit for that 

particular context. Consequently, the government has the definite decision on the implementation 

of the language planning in terms of choosing the national language (Okonkwo 1977; Karam, 

1974). In addition, other agencies such as schools (education) and mass media are reliable in the 

implementation process (Antia, 2000). Of importance is that the government has authority or 

power to decide to accept or ignore the suggestions made by language planners on language 

policy and its implementation. 

 

In a multilingual context like Nigeria, all these ecolinguistic structures should be considered 

during the language planning process (Adebgija, 1989). Currently, only the language of 

education is considered during language planning, ignoring indigenous languages and other 
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sectors of life. It is assumed that since English is the language of instruction in schools, its use 

will be transferred to other official and national purposes such as the work place, media, 

legislature, etc. In fact, the use of Yoruba, Igbo and Hausa as official languages alongside 

English has not been possible in Nigeria because the indigenous languages are restricted to 

regions where they are spoken. Likewise, none of the indigenous languages are used as medium 

of instruction in schools. In addition, policy fluctuation, misinterpretation of policy, and political 

instability (Adegbija, 2007) and the negative attitudes of the people towards indigenous 

languages (Bamgbose, 2001), are some of the reasons why the language policy promotes English 

only. In actual fact, the policy is on paper but not in practice. The indigenous people are not 

helping in its implementation because everybody wants to acquire English (L2) as a language of 

socio-economic mobility. The next section discusses the various strategies of the implementation 

of language policy which could be of benefit to the Nigerian context.  

 

2.4.2 Language Planning Strategies 

  

In order to implement the language policy, different nations employ different strategies in 

language planning. One of such strategies is language ópurificationô (Reagan, 2001 p. 148). 

Language purification is the process employed by policy makers to sort, eliminate, correct or add 

to the linguistic usage based on the demand of the socio-cultural perceptions of people and what 

they deem pure, fit and essential for use in their nation (Reagan, 2001). Apparently, the process 

of language purification is based primarily on corpus planning which is specifically to eliminate 

alien language usage, both in oral and written form (Reagan, 2001). In light of this, the major 

purpose of language planning and language policy is to systematically reduce the use of colonial 

languages and eventually incorporate the use of indigenous languages in the national system. 

Furthermore, people who are ethnocentric are referred to as ópuristsô, that is, people who are 

attached to their native languages. They could also be referred to as anti-colonialists, as they try 

by all means to eradicate any linguistic usage of the alien language/s.  

  

Another language planning strategy is language revitalisation. Language revitalisation is the 

process of promoting and bringing to usage languages that have been categorised as dead or 

going into extinction (Reagan, 2001). Language revitalization could also mean the óattempt to 
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add new forms or functions to a threatened language with the ultimate aim of increasing its usesô 

(King, 1999 p. 111). It is basically an example of status planning. It is common in cases of 

nations replacing colonial language usage with the native language in establishments such as 

parliaments and schools. For example, the revival of Hebrew as the modern spoken language in 

Israel was an undertaking of language revitalisation (Nahir, 1988; Saenz-Badillos, 1993). 

Likewise, Nigeria made the attempt on paper to upgrade the status of Igbo, Hausa and Yoruba to 

be on par with English in parliament and federal legislatures. But in the actual sense, this never 

materialised probably because of language diversity.  

 

Language reforms in the contemporary world occur both formally and informally (Reagan, 

2001). They can occur in lexical, orthographic and in some cases, in syntactic aspects of a 

particular language. Language reform is essentially a type of language planning activity which is 

equivalent to corpus planning. One example is the language reform of the written Chinese in the 

Republic of China (Tai, 1988; Chen, 1999). Another example is the reform of Igbo, Yoruba and 

other indigenous languages in Nigeria (Nwachukwu, 1983; Emenanyo, 1990). This indicates 

that, most official languages in the modern world have been reformed (Cooper, 1989; Tollefson, 

1991; Kaplan and Baldauf, 1997). That is why some words in certain languages are regarded as 

obsolete and they gradually fade off.  

 

Language standardisation is another process of status planning and corpus planning (Reagan, 

2001). Status planning is the selection of one language variety for a standard national use while 

corpus planning is the codification of a language variety for uniformity in a nation. Status and 

corpus planning are interrelated in nature (Fishman, 2006). They play into one another because 

one cannot be addressed in isolation. A good example is the selection of Kiungaja, the Zanzibar 

dialect of Swahili as the national linguistic norm in Tanzania (Reagan, 2001). However, the 

corpus planning type of language standardisation requires the creation of standard spelling like in 

the case of Igbo and Yoruba languages in Nigeria (Nwachukwu, 1983; Emenanyo, 1990). 

Language standardisation incorporates the element of language reform and lexical 

modernisation. 
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Lexical modernisation is the process whereby language vocabularies are increased in a systemic 

manner to accommodate and create new terminologies which could be in the area of science, 

technology, economic and education (Reagan, 2001). This eventually leads to corpus planning, 

that is, enlarging the language lexicons by the codification of new concepts. In a nut shell, all 

languages experience lexical modernisation especially in this era of globalisation and social 

media networks. Examples can be found in Fodor and Hagege, (1983, 1984 and 1990) and in 

Russia after the collapse of the Soviet Union. 

 

Language planning is a political practice (Phillipson, 1992; McKay, 1993; Pennycook, 1994, 

1998; Van Dijk, 1995). Public decisions are always taken into consideration when planning for 

language use, its development and status. As a result, language planning is a challenge in areas 

like education, politics and economics, because of human diversity and individuality. In 

contemporary societies, there are changes in the creation of new terminologies in areas of 

technology, science and education. In other words, globalisation contributes to lexical 

modernisation by borrowing, innovating and creating new concepts from other languages. 

Consequently, language policy discourse generally is inevitable in the contemporary world as 

there is a shift to English as a high status language across the globe (Bamgbose, 2003).  

 

2.4.3 Language Policy Debates in Nigeria 

 

Nigeria is one of the most multilingual nations in Africa consisting of over 450 languages 

(Adegbija, 2004; Danladi, 2013), with 36 states (provinces) which are divided into 774 Local 

Government Areas (Adegbija, 2007). Out of over 150 million people in Nigeria, Hausa speakers 

who are situated in the northern part constitute 29 percent of the nationôs population. Yoruba 

speakers who live in the south-western region constitute 21 percent and Igbo speakers in the 

south-eastern part of the country are 18 percent while other languages labelled as minority 

constitute 32 percent of the nationôs population. Each of the three major languages can be 

regarded as an umbrella language as other minor languages are grouped under them even though 

they are not all mutually intelligible. According to Danladi (2013) it is three ónationsô, Yoruba, 

Igbo and Hausa which were amalgamated in 1914 to be called Nigeria by the colonial master, 

and now each of these ethnic group ónationsô is struggling for prominence. Thus language policy 
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planning in Nigeria has been a controversial and sensitive issue which has not been seriously 

attended to since independence (Adegbija, 2007).  Bamgbose (2001 p. 1) avers that: 

 

Language policy in Nigeria is rarely documented but its effects can be seen 

in action in various domains such as use as official language, medium of 

instruction in schools, language use in media, and in the legislature. 

 

In line with the above quote, Nigeria has no formal document that can be referred to as language 

planning legislation document, but the National Policy on Education (NPE) contains what could 

be referred to as a comprehensive provision with regard to language planning and policy. 

Therefore, the NPE is the major official document that is referred to in dealing with language 

policy or language planning legislation in Nigeria (Adegbija, 2007). Given the controversy and 

sensitivity of the language policy issues in Nigeria, the government had been silent about it 

(Adegbija, 2007). The only policy that had been in practice is the one that had been in existence 

before independence in 1960, with little modifications. This implies the use of English as the 

official language alongside the three major indigenous languages (Hausa, Igbo and Yoruba) 

(FRN, 2004).  

 

Education in Nigerian is regarded as an instrument par excellence to enrich national development 

(FRN, 2004). Hence, the National Policy on Education is the bedrock of education. It also serves 

as a pointer to the strengths and weaknesses of education in Nigeria. In the past, various non-

governmental agencies, communities and individuals together with the governmental 

intervention initiatives have contributed immensely to the improvement of education. The 

government enacted the National Policy on Education (NPE) in order to spell out the philosophy 

and objectives of the nationôs education. The government policy states clearly that the goals of 

education are prepared according to the needs of the citizens in relation to what is applicable to 

their environment and in the contemporary world (FRN, 2004).  

 

Given that Nigeria is a multilingual nation, the NPE stipulated two broad language policies 

which scholars referred to as ómother tongue medium policyô (MTM) and the ómultilingual 

policyô (Bamgbose, 1991). Various attempts were made at regional levels to implement the 

MTM. For instance, the Primary Education Improvement Project (PEIP) took place in the then 
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Northern States in 1971(Adegbija, 2007). The Six Year Primary Project (SYPP) took place in 

Ile-Ife in the western region of Nigeria in 1970. In the SYPP project, the mother tongue (Yoruba) 

was employed as MOI throughout the primary school years (Adegbija, 2007). Both project 

aimed at standardising and developing a new curriculum for the use and implementation of 

MTM, providing new instructional materials and the use of appropriate teaching methods 

(Adegbija, 2007). The SYPP was a huge success but it gradually faded off due to state creation 

and political issues (Afolayan, 1976; Fafunwa, Macauley, and Sokoya, 1989; Ojerinde, 1979, 

1983).  

 

In the National Policy on Education, it was stipulated that the mother tongue of learners should 

be used as a medium of instruction in the early stages of primary school before switching to 

English. However, most primary schools did not adhere to this instruction as some schools 

oscillated from mother tongue to English at will (Antia, 2000). It was believed by the majority 

that the indigenous languages were not sophisticated enough to meet the demands of education 

(Adegbija, 2007).  As a result, English continues to enjoy its place as a major official language in 

formal domains all over the nation because of the challenges faced by the country in choosing an 

indigenous language as an official language. In fact, Nigerians are of the opinion that Nigeria 

cannot exist as a nation without English (Adegbija, 2007). Within this debate, a consensus was 

reached which led to the documentation of the NPE. The next section discusses at length the 

status of English in Nigeria. 

 

2.4.4 The Status of English in Nigeria  

 

As indicated earlier, since the era of colonisation, English has been a powerful tool used by the 

colonial masters (British) to acculturate their colonies (Danladi, 2013). English has been used as 

a tool for official communication. The use of the minority indigenous languages was restricted to 

informal and local context because they were not assigned any local, state or national role 

(Adegbija, 2007). In addition, most of these languages had no orthographies.  

 

In Nigeria, the colonial era began in 1821 with the arrival of the British. Education ordinance 

was passed by Sunter, the first inspector of schools in English speaking West African regions 
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(Adegbija, 2007). Sunter pronounced English as the main language of instruction. English was 

given a rapid spread through the establishment of schools by Christian missionaries from Britain. 

The first school was established in 1842 by the Church Missionary Society (CMS) which later 

influenced other missionaries to do likewise (Adegbija, 2007).  

 

In 1921, the colonial government encouraged vernacular education because the government 

could not meet the expectations of the school leavers to be employed in the administration and 

the few available firms. Therefore, the government promoted the use of four indigenous 

languages, namely, Yoruba, Igbo Hausa and Efik as media of instruction in schools. In addition, 

the four languages were codified and text books were made available. As time went on, the 

Richardôs Constitution claimed that the Constitution of 1922 did not address the language 

problem. Therefore, in 1947 Richard made English the language of instruction in the southern 

part of Nigeria while Hausa, one of the major indigenous languages remained the language of 

instruction in the northern part of the country (Adegbija, 2007). However, in 1954, the 

constitution categorised language use under two functional hierarchies. It was promulgated that 

English should be for national use. Therefore, at the regional level, English was used in the 

southern (West and East) region, while Hausa and English were used in the northern region. 

During that time, English was seen as the only unifying language in the south because of the 

diversity in terms of indigenous language distribution, but in the North, Hausa was spoken and 

understood by all.  

 

The Richardôs Constitution of 1946 stipulated the use of English in Parliament Bills. This 

constitution stipulated the use of indigenous languages in the first three years of primary school 

as MOI before changing over to English in the fourth year. This has been the practice from the 

colonial era until the present moment (Adegbija, 2007). This shows that all the promulgation of 

the colonial masters is a prototype of what operates in the Nigeria language policy currently. 

However, in the 1979 constitution, it was stated that the language of the immediate community 

shall be used as medium of instruction for the first three years in primary schools. Unfortunately, 

this was hardly seen in practice in the primary schools.  Apart from the fact that English is the 

language of education, it is politically accepted but not without contention.  
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Concerning the language distribution, Nigeria is made up of diverse ethnic groups and of the 

majority of them have minority status (Oyetade, 2003). None of the ethnics groups especially the 

minority, accepted any other language other than theirs because they are of the opinion that no 

language is superior to others. The major languages enjoy the socio-political and economic 

power while the minority languages enjoy weaker socio-political and economic power (Danladi, 

2013). Therefore, belonging to either of these groups determines ones socio-political power 

status and prestige. The issue of language policy is very sensitive in Nigeria because of its 

language diversity. Therefore, the Federal Government is obviously not ready to face the risk of 

an ethnic crisis by selecting any of the major languages (i.e. Hausa, Igbo and Yoruba) as official 

language or medium of instruction in schools because of the unpredictable political implications 

(Ojo, 2010). Apart from English, the three major languages have been approved by the 

constitution to be used in all national programmes. 

 

As discussed earlier, socio-culturally, language is seen as a means of maintaining a variety of 

socio-cultural bond, and to share a sense of values and communal awareness (Danladi, 2013). 

Language exhibits a substantial amount of peopleôs thought patterns, their historical experience, 

their culture, and their view about the world they live in (Danladi, 2013). This is the reason why 

the minority groups of language varieties in Nigeria are against the passing of the bill of making 

the major languages (Hausa, Igbo, and Yoruba) official languages. The minority language groups 

are of the premonition that their languages could be marginalised. Therefore, the social bond 

would no more be felt and their languages could gradually go into extinction. The map below 

shows how some Nigerian indigenous languages are distributed. 
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Figure 2: Nigeria Linguistic Groups 

 Common.wikimedia.org.  

 

The above map of the Nigeria linguistic groups shows how the prominent languages are 

distributed across the country. As discussed earlier, statistics shows that there are about 450 

languages in Nigeria. Hausa is widely spoken in the Northern part of Nigeria, while Yoruba is 

spoken in the Western part and Igbo (Ibo) in the Eastern part of the country. Other languages 

(not indicated on the map) are agitating for dominance and it is very difficult to reach consensus 

on a particular indigenous language for official purposes. Therefore, English as an official 
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language has no contention or rival and that is why it maintains its high position in the school 

curriculum. Because of the high status of English in the country and beyond, researchers are 

always interested in how to improve learnersô performance in English since it is used across 

national and international boundaries. In a country such as Nigeria where English is learnt as a 

second language, issues like this cannot be overlooked when researching on poor performance of 

learners. The role of English in countries like Nigeria can be understood through the lens of the 

post-colonial theory. Therefore, the next section discusses the post colonial theory in order to 

illuminate language policy practices in countries that were under colonial rule, including Nigeria.  

 

2.5 POST COLONIAL LANGUAGE POLICIES  

 

Colonisation is an extension of rule over a territory behind its borders (Czarnecki, 2002). It could 

also be defined as a domineering power of one nation over another nation beyond its borders.  

According to Leela Gandhi (1998) colonialism is the systemic attempt of cancellation and 

neglect of culture and value of the ónon-westô by the ówestô. The term óPost colonialô refers to the 

dismantling of the colonial empires (Childs and Williams, 2013).   

 

The Post colonial theory expounds how the colonised resisted colonisation in various ways such 

as outright rejection or manipulation (Czarnecki, 2002). Czarnecki (2002) further claims that the 

post colonial theory acknowledges the fact that western culture and values were imposed on the 

colonised in places like Africa, India and Native Americans. Childs and Williams (2013) claim 

that there is still some indirect control of the colonies in the area of politics, culture and economy 

even though there has been an open declaration of independence for these colonies. Post 

colonialism can be viewed from different fields of knowledge such as politics, economy and 

education (Czarnecki, 2002). Through the above factors, the west European countries continue to 

inscribe themselves into the bodies of the then colonies under the pretence of globalisation. This 

type of act has been termed imperialism by many post colonial critics (Childs and Williams, 

2013). In the area of language, English is regarded as imperialist. Post colonialism, though it is a 

phase that replaces colonialism, has its own way of having benign or pernicious effects on the 

former colonies (Pillipson, 1992). 
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Galtung (1980, p. 107) defines imperialism as a type of relationship whereby one society can 

dominate another. English linguistic imperialism refers to the dominance of English over other 

languages by establishing and reconstituting structural and cultural inequalities (Pillipson, 1992). 

This definition draws on Phillipson (1992) who views linguistic imperialism as the act of the 

ócentreô dominating over the peripheries. According to Canagarajah (2003) ócentreô refers to the 

technologically advanced western countries (the colonisers) such as Britain, Australia, France, 

Portugal, Germany and Belgium, while óperipheryô refers to the less developed countries or the 

colonies such as the continent of Africa, India and the likes. In the same vein, Kachru (1986) 

refers to the óperipheryô as the óouter cycleô.  The ócentreô countries expanded their boundaries 

after the slave trade. They scrambled and partitioned the óperipheryô colonies to rule over them in 

all spheres of life such as the economy and education.  

 

Galtung (1980) categorises imperialism into economic, politics, military, communicative, 

cultural and social.  Phillipson (1992) derives his linguistic imperialism from Galtungôs (1980) 

idea of cultural imperialism. Phillipson (1992) avers that linguistic imperialism permeates all 

other forms of imperialism because language is a medium of communication by which ideas are 

transferred.  He regards language as a content through which all other fields are reached. As a 

result of linguistic imperialism, English has gained a rapid spread to nearly all countries of the 

world, creating a global village.  

 

The post colonial era came at the independence of the óperipheryô countries. Even though the 

countries were independent politically, the ócentreô countries left an indelible mark, particularly 

the language of the colonisers. Britain is one of the ócentresô that gained much ground and still 

continues to expand. Apart from the óperipheryô, Britain equally acquired more countries like 

Indonesia, Mexico, South Korea, Tunisia and Vietnam and this process has been referred to as 

óexpanding circleô (Kachru, 1986, 1988). For example, ócentreô communities are the original 

owners of the language like English. The periphery communities are the countries such as 

Nigeria that appropriated English, especially countries in Africa. 

 

This study centres on the teaching of English writing in the post colonial period. Britain is the 

ócentreô community while Nigeria is the óperipheryô where English is regarded as official 
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language, lingua franca, medium of instruction and content subject in schools. English is widely 

used in all areas of human endeavour and it is perceived to be a unifying tool in Nigeria. 

Therefore, English has dominated and gradually devaluing the aborigine languages. The next 

section discusses globalisation as it relates to English hegemony and imperialism.   

 

2.6 GLOBALISATION  

 

Globalisation can be defined generally as a process which represents a change in the world 

structure of social relation and global transition, which leads to exchange and network of 

transaction and exercise of power (Helds, et al. 1999). It could also be defined as a variety of 

changes which are taking place around the world in recent times. Globalisation is regarded as a 

phenomenon in the field of economics, politics, culture and education (Coleman, 2006; Watson, 

2007). Each of these fields views the term globalisation differently. Coleman (2006) claims that 

globalisation has both a negative and positive impact on the above mentioned fields.  

 

Furthermore, globalisation refers to óboth the compression of the world and the intensification of 

consciousness of the world as a wholeô (Robertson, 1999 p. 8). This eventually diminishes the 

world language diversity through communication and technology which results in the emergence 

of new powerful and social relationships which reduce local power and influence (Giddens, 

1990). This is referred to as linguistic imperialism, which is the process of privileging one 

language over the other and thereby forcing the less privileged languages to shift to the dominant 

language (Phillipson, 2006).  These sets of global changes can be related to the way and manner 

in which politics, commerce, communication and education have taken a new trend which 

eventually changes the world into a global village.  

 

Globalisation has increased peopleôs awareness of politics. Nations are grouping together to form 

larger political groups, for example, the Association of South eastern Asian Nations (ASEAN), 

European Union (EU) and the African Union (AU) (Watson, 2007). Socio-culturally, 

globalisation has made it easy for nations to understand other nationsô culture through the use of 

satellite television and Cable News Network (CNN) (Watson, 2007). As a result of globalisation 

via internet, knowledge has increased (Watson, 2007). Education is brought to peopleôs door step 
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through globalisation. Education can now be acquired through the internet without attending 

formal school. 

 

Through globalisation via internet, global economics integration is striving. This is made 

possible because the global market transcends national boundaries which make it easier to dictate 

market price and currency exchange rate. The global market puts the nation-state at an advantage 

over other nations of the world being regarded as the primary economic unit. For instance, the 

International Monetary Fund (IMF), World Bank, and Word Trade Organisation are being 

controlled by the nation-state (Nomlomo, 2007). In addition, during this post-colonial era, the 

World Bank promotes the use and spread of English by providing funds in the marginalised local 

language zones (Pillipson, 2006).  So language is at the centre of the globalization discourse. 

 

2.6.1 Language and Globalisation 

 

Communication is very important to human living. Communication and globalisation are closely 

related. The most reliable means of communication is through the use of language. Doize (2013) 

affirms that language is one of the major tools to actualize globalisation. In other words, 

globalisation of any kind is made easy through the use of language.  

 

Various researchers claim that the colonial languages (English, Portuguese, and French) are still 

used as the language of economic, politics, technology and education in different countries in 

Africa (Molosiwa 2005; Alidou 2004; Prah 2003). People tend to use the language that is 

globally accepted so that there would be free flow of communication and also to join the trend of 

globalisation. Implicitly, language is globalising the world and at the same time, language is 

being globalised (Fairclough, 2006).  

 

The language which facilitates globalisation in most cases is the language of the most powerful 

nations (Nomlomo, 2007). In this case, English as the language of the powerful nation state, the 

United Kingdom, dictates the worldôs currency rate, which is the means of accomplishing 

projects in countries. Subsequently, English has turned out to be the commodity of globalisation 

(Doize, 2013). Through English as an international language, the impact of globalisation is 
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greatly felt (Watson, 2007). To buttress this, Nomlomo (2007) refers to English as the language 

of the internet. Therefore, the promotion of English is exacerbated by globalisation through 

commerce, politics, science, technology, communication, mass media and internationalisation of 

professions (Clyne, 1984; 1995).  

 

In essence, English has subdued the global world through its rapid spread to all spheres of human 

interaction. For other countries to be identified globally they have come under the umbrella of 

the nation-state by adopting English as the language of education and commerce. Invariably, 

English is a dominant language globally, thus the next section discusses the hegemony of 

English around the globe. Nigeria is one of those countries where English is the most dominant 

language which plays a major role in education and business.  Thus English hegemony is an 

international challenge. 

 

2.6.2 English Hegemony 

 

The western modernisation has shown that all societies are pointing to a singular and linear 

developmental route (Lin and Martin, 2005). The movement is geared towards the recent trend of 

going western in the form of global capitalism, global technology, global mass media flow and 

communication. The societies are directly or indirectly shifting from their nativity and 

indigenous languages to global language usage. The reason is that people believe that global 

languages are of linguistic capital value (Brock-Utne & Hopson, 2005). In addition, English is a 

dominant language because it is regarded as an indispensable resource for globalisation.   

Therefore, nations of the world seek to acquire it for themselves and for the up-coming 

generations in their different socioeconomic contexts (Lin and Martin, 2005).  

 

The various nations of the world crave to be at developmental par with other nations in the areas 

of technology, economic, capital investment, material modernisation and human resource. 

English has been positioned to be the only language through which all these resources could be 

accessed. As a result, it became an important issue in national developmental agenda of various 

nations to revisit and reform their policy so that English could spread evenly across different 

social sectors (Lin and Martin 2005). This is normally done in the education sector by reforming 
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the English curriculum to accommodate new approaches such as communicative language 

teaching, function- and task-based pedagogies so that the populace would be able to interact with 

their counterparts in the workplace, both locally and internationally.  

 

English has reached the level of universality at an advanced and fast rate (Watson, 2007). It is 

also a predominant language placed ahead of other languages of the world. For instance, 

countries such as France, Germany, Russia, China, Japan and the Arab countries are now 

learning English as a second language in order to join the global trend. Likewise, Africa is not 

left out of the race. Countries such as Benin, Burkina Faso, Cote d'Ivoire, Gabon, Ruanda, Niger, 

DR. Congo, Cameroon, Angola, Mozambique, and Guinea-Bissau, Morocco, equatorial Guinea, 

that were originally colonised by France, Portugal and Spain  are learning English language in 

schools. Most African nations decided to accept English as a lingua franca. Recently, statistics 

shows that globally, 430 million people in the world speak English as first language while 1.6 

billion speak English as a second or third language (Watson, 2007). It was also envisaged that by 

2015, half of the world population would either be speaking or learning English (British Council, 

2005).  

 

In Malaysia (Martin, 2005) and India (Annamalai, 2005), English has been revitalized. In these 

nations, English is a preferred medium of instruction in schools and it is preferred by parents. 

Similarly in Singapore (Rubdy, 2005) and Hong Kong (Lin, 2005) English is regarded as the best 

language for socio-economic purposes and also as medium of instruction in professional higher 

education. Turkey (Reagan and Schreffler, 2005) and Iran (Riazi, 2005) also use English in both 

local communities and government parastatals.  These countries saw the need to study English to 

the highest educational level because of its prestige and its position globally. For example, the 

University of Turkey uses English as a medium of instruction for one third of their courses, 

while parents also ensure that their children attend English medium schools (Lin and Martin, 

2005).  

 

In South Africa, the status of English is the same. Many parents want their children to be taught 

in English (Probyn, 2005). Likewise, nearly all universities in South Africa use English as their 

medium of instruction (Probyn, 2005; Brock-Utne, 2005). In Kenya, a lot of learners in the rural 
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and poor communities have to repeat classes because they want to learn through English (Brock-

Utne, 2005). Adeyemi and Kanale (2011) claim that English is the official language of 

commerce and communication, which is also the main medium of instruction (MOI) in 

Botswana. Likewise, in Nigeria, English is regarded as the official language and also the 

language of teaching and learning in schools since the colonial time. English has always been 

enjoying prestige in Nigeria because it is the only language that is mostly understood in all the 

geo-political zones, and therefore, it has been used in politics, education, commerce and socials. 

For instance, official proceedings have always been conducted through the medium of English in 

the federal legislatures even though the constitution states that any of the three major languages 

(Hausa, Igbo, and Yoruba) would be used where it is feasible (Banjo, 1996). In a nutshell, 

Nigeria has no definite language policy document that attempts to address language challenges in 

the country (Udofot, 2011). The constitution of the Federal Republic of Nigeria and the National 

Policy on Education (NPE) are the only documents that have a sketchy discussion on language 

policy and planning in Nigeria (Oyetade, 2003). 

 

English is the medium of instruction in schools from primary school to tertiary institutions 

despite the fact that the NPE states that the language of the immediate environment should be 

used as a medium of instruction during the first three years of primary school education. Like in 

other African countries, including South Africa, many parents in Nigeria, both the illiterate and 

the elites prefer ñstraight Englishò schools, where English is used as medium of instruction right 

from the elementary classes (Omole, 2011). In some schools, the use of indigenous languages is 

regarded as violation of rules which attracts disciplinary measures in one form or the other. In 

addition, it is observed that people believe in the naturalistic and unifying role of English for 

communicative purposes between different language groups (Alidou, 2004). 

 

English has implanted itself invisibly in nations through globalisation as against the forceful 

method during colonial era especially in Africa. This time around, English has been accepted as 

a prestigious language of education and business by many African nations. English, through 

globalisation, is drifting societies from culturalism, and nationalism, and it negatively impacts on 

the linguistic diversity of societies (Lin and Martin, 2005). Therefore, there is an indirect threat 

to indigenous and local languages.  In other words, as English is growing rapidly, it constitutes a 
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threat to other smaller, minority languages. The role of English in globalisation is invading other 

nations linguistically and culturally (Phillipson, 2009). English is referred to as a killer language 

because of its rapid spread globally while other languages are left to go into extinction or 

reduced to a state of stagnancy (Price, 1984; 2000). The extinction of about 90% of the 

languages spoken today is imminent over the next century (Coleman, 2006).  Buttressing the 

above statement, Skutnabb-Kangas (2001) asserts that languages are being murdered today as a 

result of the market force which is globalisation and other related factors. In view of the above, 

English is best described as a supplanter because all other languages are giving way for English 

to take their place of prominence in every key and important position in speech communities.  

 

Another point to note is that the rapid rate at which English is learnt in the world is tantamount to 

marginalisation of other minority languages which may lead to loss of their culture and identity 

(Shohamy, 2007). It is also tantamount to capitalism and imperialism which reduces human and 

communitiesô rights (Kachru, 1992a, 1992b; Phillipson, 1992, 2003; Widdowson, 1993; 

Pennycook, 1994; Canagarajah, 1999, 2002; Dalby, 2003). The spread of English is seen as a 

form of language revolution (Mufweni, 2001).  

 

English is seen on the one hand, as a positive development because it is regarded as an 

international language that aids cross-cultural communication (Kachru, 1992b). It is also 

accepted as a global lingua franca (Wright, 2000; Seidlhofer, 2001; Brumfit, 2004; Jenkin, 2011) 

because of its social and official functions in some countries (Coleman, 2006; Jenkin, 2011). 

This also has a prominent impact on the way English is used (Coleman, 2006; Jenkin, 2011). 

English as a lingua franca serves as a common means of communication among speakers of 

different first languages (Jenkin, 2011). As a result, many people prefer to be proficient in 

English because of its vast usage than to be restricted within the language that has limited usage.  

 

English facilitates academic exchange, knowledge advancement and advancement in career and 

mobility (Montgomery 2004). For instance, English is the most learnt language in many 

countries (Coleman, 2006). Furthermore, its dominance in both primary and secondary schools is 

becoming stronger (Eurydice, 2005). For example, in Nigeria English is introduced to learners 

from the time they start primary education, as mentioned earlier. In some other cases parents 
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introduce it to their children before the school age. It is also the most appropriate language in the 

teaching of science and it is preferred to prepare learners for international careers in this 

globalised world (Kruseman, 2003). Job seekers are expected to be computer literate in their 

field of specialisation, and English is a major language of the computers. This is one of the 

reasons why many people aspire to be proficient in English. Likewise different countries in the 

world of which Nigeria is one, ensure that English is one of the criteria for learnersô promotion to 

the next academic level.  

 

2.7 SUMMARY  

 

This chapter reviewed the education system in Nigeria in relation to secondary school education 

and JSS English curriculum in order to understand its objectives of teaching and learning 

writing. It also elucidated language planning and policy and according to the National Policy on 

Education (NPE) document which spells out the goals and philosophy of education in Nigeria. It 

discussed the post colonial theory as it relates to language imperialism. Finally, I discussed the 

hegemonic position of English globally, as well as its status in Nigeria. The next chapter 

discusses the theoretical framework on which this research draws to understand issues pertaining 

to learning to write in a second language. 
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CHAPTER THRE E 

 

CONCEPTUAL AND THEORETICAL FRAMEWORK  

 

3.1 INTRODUCTION  

 

This chapter focuses on various theories of teaching and learning in order to understand how 

English writing is developed as a second language. As a point of departure, I discuss the theory 

of Second Language Acquisition in order to illuminate how second language learners make 

meaning of the target language. The chapter discusses the concept of writing as one of the 

language skills. It further discusses the theories that support the teaching and learning of English 

(L2) writing in schools by looking at three approaches to writing namely, product approach, 

process approach and genre-based approach .  Furthermore, it discusses the production of text as 

prescribed by the proponents of the Genre Based Approach. It also discusses the 

teaching/learning cycle which is the organisation and presentation of text types lessons in 

interlocking stages to enable learners to have an understanding of the lesson sequentially. 

Finally, the teaching of writing is also viewed from the constructivistôs perspective applying the 

Zone of Proximal Development (ZPD) of the sociocultural theory.  

 

3.2 SECOND LANGUAGE LEARNING  

 

As stated earlier, the majority if not all teachers and learners in Nigeria, are second language 

speakers of English and, according to Nigerian Policy on Education (NPE), English is the 

language of education. This made it compulsory for learners to learn and be taught in English. 

Therefore, the next section explores how second language is acquired and how it affects the 

teaching and learning process.  

  

Language is central to humanity since it is a way of human expression of love or hatred, rejection 

or acceptance of the past, present or/and future within a particular context (Cook, 1990). It is a 

systematic set of arbitrary meaningful symbols, including both vocal and visual used for 

communication in a speech community (Brown, 2007). Skutnabb-Kangas (1981) affirms that 
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language is socially conditioned because it is operative both in learning and in connecting with 

other people.  Therefore, language can be regarded as a means of communication within a social 

context to make meaning as discussed in Chapter two of this thesis. In addition, it is essential for 

cognitive development which assists in our viewing of human reality in context (Skutnabb-

Kangas, 1981).  

 

Language cannot be easily suppressed because it is a living phenomenon (Desai, 2010). As a 

child grows he/she invariably acquires a language which is referred to as the L1 or the mother 

tongue. First language (L1) refers to the language acquired first during the childhood stage and 

continues to build on it as one grows (Skutnabb-Kangas, 1981; Saville-Troike, 2012). It could 

also mean the language a person knows best with regards to its linguistic features and through 

which one has lasting communication relationship (Skutnabb-Kangas, 1981). In essence, the 

importance of language and its acquisition cannot be overemphasised in any context.  

 

The term ósecond languageô (L2) refers to the language learnt after the first language has been 

relatively established. Saville-Troike (2012) claims that second language is a language that is 

officially and socially dominant in an area for education and employment for people who speak 

another language natively. Furthermore, second language acquisition (SLA) could also be related 

to when people learn languages alongside their mother tongue within or outside the classroom 

environment (Ellis, 1985). In the area of L2 acquisition and learning, there are lots of challenges 

encountered by educators in assisting learners to attain the level of proficiency required for 

academic performance in all educational level. Second language acquisition takes place when 

there is meaningful interaction in a natural communication setting (McLaughlin, 1988), but at the 

same time, learning a new language requires more than oral communication. The number of 

words one possesses in a linguistic repertoire does not determine the level of linguistic 

competence in a particular language (Skutnabb-Kangas, 1981).   

 

There are two distinct and independent ways of becoming competent in a second language. It 

could be through language acquisition (Krashen, 1985). This is a subconscious process of 

language acquisition which is the way children acquire their first language. Language is picked 

up in the environment through interaction and children are aware that they use the language for 
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communication (Ellis, 1985). Likewise, language acquisition takes place before the school age 

and it is developed normally without the conscious effort of the child (Saville-Troike, 2012). 

There is no awareness of grammar correctness, but rather children have a feeling that their 

sentences are grammatically correct. During this stage, the child has control over most of the 

basic first language grammatical patterns, before the age of six (Saville-Troike, 2012).  

 

The second way of becoming competent in the second language is through language learning. 

This is a process of learning a language consciously in a formal system (Ellis, 1985) to know the 

rules of the target language and being able to talk about them.  In a nutshell, second language 

acquisition (SLA) refers to individuals learning a second language (L2)  apart from the L1 either 

consciously or subconsciously in a natural or formal setting (Ellis, 1985; Saville-Troike, 2012). 

In the case of this study, the second language in Nigeria is English because it is the language 

acquired by learners formally in school, after their first language or mother tongue. 

 

To explicate further on SLA, Krashen (1985) formulated a five- hypotheses theory of second 

language learning which explains how second language is acquired. The hypotheses are the 

acquisition-learning distinction, the monitor, natural order, input and affective filter (Krashen, 

1985). However, some of these hypotheses have been critiqued by some theorists like Gregg, 

(1984), McLaughlin (1988) and Towell and Hawkins (1994) on the ground that they are vague 

and difficult to test empirically. However, these hypotheses had great influence in the teaching of 

language in USA in the 1980s and 1990s, especially in the avoidance of explicit grammar 

teaching in classrooms (Saville-Troike 2012). Their relevance is explained in terms of the silent 

period, age differences, effect of exposure, lack of access to comprehensible input, immersion 

and sheltered language teaching. The in-depth discussion of these hypotheses is beyond the 

scope of this study but they have provided some insight into how people learn a second language 

(Kreshen, 1985; McLaughlin, 1988; Richards and Rodgers, 2001). Therefore, the relevant 

hypotheses will be drawn upon as the need arises in this study.  

 

There is no doubt that learning to write in the second language is a complex undertaking because 

a learnerôs whole person is affected as they strive to make meaning of the second language 

through their knowledge of their first language in order to add to their linguistic repertoire. This 
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implies learning a new culture; new way of acting, feeling and thinking (Brown, 2007) hence, it 

requires a lot of skills and processes. Nevertheless, writing is inevitable in a language class 

because it is one of the important skills that the world depends on to produce texts and numerical 

data.  

 

Acquisition is an essential component of learning because one acquires second language through 

a conscious and concerted effort of the learning process. Krashen (2003) avers that learning is 

comprehensible when it is meaningful and understandable to the learners.  Therefore, for SLA to 

take place, teaching and scaffolding in a formal setting must be employed. Drawing on these 

theories, this study explored the teaching and learning of writing in a second language (English) 

whereby learners had minimal exposure to the L2. It is necessary for this study to understand the 

factors that could facilitate or constrain the teaching and learning of English writing.  

 

The second way to be competent in the second language is relevant to this study. English is a 

second language to the majority of learners and teachers and most of the learners are only 

exposed to English (L2) when they begin schooling. They probably communicate in English only 

when they are inside the school premises. At home they speak in their mother tongue. Obviously, 

their level of competence in English probably may differ from that of the first language learner 

of English. Amuseghan (2007) claims that both teachers and learners are faced with the 

challenge of having to achieve communicative competence in English (L2).  This is usually 

evident in the learnersô inability to read texts proficiently. According to Koda (2005) reading is a 

complex construct because it requires a unique set of skills and multiple applications. This 

entails the ability to identify and combine linguistic symbols together to make meaningful 

utterances. Reading is important in the area of learnersô engagement with activities for the 

purpose of developing L2 academic competence (Saville-Troike, 2012) which is closely related 

to writing (Nunan, 1999). Therefore, if learners cannot read well then it could be difficult to 

attain the required level of academic writing. However, the level of accuracy and fluency is 

based on input, that is, what is acquired or learnt through authentic communication and through 

listening, speaking and reading (Richards and Rodgers, 2001).  
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Language acquisition is paramount to learning. Therefore, the learnersô writing ability is 

dependent on what is provided by the teachers during teaching and learning process. Even 

though comprehensible input is an essential variable in second language acquisition, at times the 

input could be impeded by ómental blockô (Krashen 1982, p. 31-32) that creates partial input. 

Krashen (1982) defines filter as ñthat part of the internal processing system that subconsciously 

screens incoming language based on what psychologists call óaffectô, i.e. the learnerôs motives, 

needs, attitudes and emotional statesò (Krashen 1985, p. 46). The affective-filter is a barrier to 

input if the filter is up; it means there is a blockage in the mind which disallows input from 

getting to the language acquisition device (LAD) (Chomsky 1980, 1981).  LAD is the childrenôs 

innate knowledge of language. However, when the affective filter is down, it allows input to get 

to the LAD and this becomes acquired competence which Saville-Troike (2012, p. 112) refers to 

as óintakeô. There are a number of affective variables that could cause barrier to input from 

getting to the LAD, such as lack of confidence, self-esteem, motivation, anxiety, needs, mood 

and individual differences (Krashen, 2014). MacLaughlin (1988) posits that individual 

differences play a crucial role in second language acquisition.  

 

In view of the above statements, learners should be considered and attended to individually 

according to their level of language acquisition in order to get them progressing. In that way, the 

teachers will keep in mind that there are some affective factors that could affect the input of the 

target language during the teaching and learning process. This will help the teachers take the 

necessary measures during their lessons. Therefore, it would be interesting to identify such 

factors during this study in order to determine the extent to which they facilitate or impede the 

learning and teaching of writing in a second language.  

 

3.2.1 Language proficiency 

 

Acquiring second language skills gradually reduces as learners grow older due to physical, social 

and cognitive changes (Cook, 1990). The sample of this study is made up of English L2 learners 

between the age range of 13 and 14 years. Their rate of acquiring a second language could be 

different from children who had been exposed to English before the school age. It is believed 

that children learn L2 successfully than adults (Saville-Troike, 2012). This could be explained in 
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terms of the critical period which is the limited number of years which children can acquire L1 

effectively which is applicable to both L1 and L2 learners (Lenneberg, Chomsky, and Marx, 

1967). There is a belief that L2 learners have difficulty in L2 efficiency if they learn L2 after the 

critical period. However, the critical period is influenced by a number of internal and external 

factors.  

 

In this respect, Cummins (1979, 2000) claims that there are two kinds of language abilities in L2 

learners: the Basic Interpersonal Communication Skills (BICS), which is the acquisition of 

language for oral fluency meant for socio-cultural purposes in daily communication. It is 

naturally acquired between six months and two years of proper interaction with the target 

language (TL). 

  

The second language ability is the Cognitive Academic Language Proficiency (CALP). 

Cummins (1979, 2000) describes the CALP as the language proficiency meant for academic 

purposes both in oral and in written modes. It takes place between five and seven years to 

develop and to understand the TL from the time learners are introduced to it, but it takes up to 

ten years for learners that are not given early exposure to the second language (L2) to catch up 

with first language (L1) speakers (Collier and Thomas, 1995). In the case of the learners in this 

research, their level of BICS, which is conversational fluency, was a bit limited because their 

first contact with English language was when they started schooling, probably at the average age 

of five. The learnersô written texts were analysed to identify the level of their proficiency in 

English language (L2), and the lesson observations demonstrated how the teachers engaged with 

them to support their BICS and CALP during the teaching and writing of essay (text) types. 

Details on the learnersô level of proficiency in English are given in Chapter six. 

 

3.2.2 Second Language (L2) Teaching 

  

In the past, the use of the target language (TL) as the medium of instruction (MOI) was regarded 

as the best way to teach.  This is because translation from the L1 to the L2 was not allowed in 

class, to avoid the mixing up of the two languages (see Cummins, 2007). However, the 

conception that target language should be taught with the particular target language has been 
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contested as being greatly monolingual and empirically unsuitable to support how learners learn 

(Bransford, Brown and Cock 2000). Cook (2001) argues that recent language teaching methods 

do not encourage the use of the L1 in class and, at the same time, they do not forbid its use, but 

allow for its minimal use. On the contrary, Turnbull (2001) cautions that teachers should not 

overuse the L1 in the TL classroom, because of the learnersô poor proficiency levels in the TL. 

Teachers should understand that there are clear differences between social language acquisition 

and academic language acquisition. They should be conversant with the learning theories and 

curriculum pedagogy if the teaching and learning of L2 in schools is to be effective.  

 

In the Nigerian context most especially in Ado-Ekiti, learnersô use of English language is 

limited. The use of the first language in the English classroom by teachers cannot be ruled out for 

effective learning. The teaching of English follows the policy requirements which suggest that 

English should be the main medium of instruction, with the belief that learners would be able to 

grasp the language faster.  In some schools óvernacular speaking is prohibitedô whereby the 

learners are either punished or given the option to pay a fine. In practice, teachers still speak 

learnersô mother tongue where necessary to mediate learning. 

 

The fluency of a learner in a particular language does not necessarily mean that the learner would 

be proficient in academic writing. Academic language requires higher order thinking such as 

analysis, synthesis, evaluation, classification and inference (Cummins, 1979; Baker, 2006). 

There is a gradual reduction in context support such as real objects, facial gesture and pictorial 

representation for academic tasks as learners grow older (Baker, 2006). Therefore, Cummins 

argues that apart from the BICS and CALP theories of cognition, there is a relationship between 

the L1 and the L2 in a bilingual individual, which he terms the Common Underlying Proficiency 

(CUP). He argues that if learners are competent in their L1, they are more likely to be competent 

in their L2 because their fundamental knowledge in L1 would assist them develop their L2.  He 

explains further that the CUP enables a bilingual individual to transfer skills and concepts 

acquired in the L1 to the L2 (Cummins, 1979). Therefore, for this study, it is essential to 

understand the principles of L2 acquisition, or how learners acquire English (L2) and use it for 

academic writing in JSS3 classes. In addition, the study sought to understand whether the 

learnersô L1 interfered with their writing in L2 and how they were able to transfer their 
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knowledge and skills from L1 to L2 in writing. The next sections discuss the various conceptual 

views on writing in a second language  

 

3.3 WRITING AS A SOCIO -COGNITIVE PROCESS 

    

Writing is one of the most basic language skills, together with listening, speaking and reading 

that have to be mastered by learners as a basis for subsequent learning (Graham and Harris, in 

press; Adams, Treiman, and Pressley, 2000). Saville-Troike (2012) affirms that writing is the 

most vital productive activity to be developed by second language (L2) learners for academic 

purposes. Writing can therefore be defined as a óclear, fluent and effective communication of 

ideasô (Raimes, 1983a, p. 6), or the composition of óa coherent, fluent, extended piece of writingô 

(Nunan, 1999, p. 271). It requires ólearning a new set of cognitive and social relationsô and at the 

same time, requires writers to consider óquestions of social roles, power, and the appropriate use 

of languageô (Tribble, 1996, p. 12-14). Writing, according to the above definitions, it is the 

organisation of ideas in words in an acceptable coherent manner in a particular context to make 

meaning to the reader. In this study, the learnersô written texts have been analysed in terms of 

how learners make meaning in English as a second language. 

 

In addition, writing is used to gather and share information; it also provides tools for exploring, 

organising, and restructuring ideas (Bangert-Drowns, Hurley, and Wilkinson, 2004; Graham, 

2005). Hence, it is a powerful mechanism for self-reflection, self-expression and communication 

used by learners to demonstrate their knowledge (Graham, 2006). Written language is used to 

record information for future use in different contexts (Applebee, Lehr, and Auten 1981). 

Therefore, the writing system is regarded as the preferred means of keeping permanent record of 

peoplesô asset, legal documents and scientific truth (Tribble, 2010).  Furthermore, writing is the 

composition of ideas to tell or retell information in the form of descriptions or narratives. 

However, writing is not just simply putting words together to make grammatically correct 

sentences, but rather a set of skills that are learnt gradually in a school context. In other words, 

school context is one of the spaces where writing skills are taught, learnt and developed formally 

for logical and effective communication. Therefore, the next section will discuss elaborately 

writing in schools. 



72 

 

3.3.1 Writing for Academic Purposes 

 

At this juncture, it is good to note that writing requires time and it takes several stages before 

producing an effective piece of writing. Therefore, as learners ascend the rungs of academic 

ladder from primary school to secondary school, their academic success is dependent on how 

proficient they can use academic language in writing. Schleppegrell (2012) argues that academic 

language is functional in accomplishing tasks in school in different subjects for various purposes. 

In essence, the academic languages gradually emerge in learners (Schleppegrell, 2004). Britton 

(1970, 1975) claims that writing is central to literacy development as it is a purposeful activity 

with various steps such as brainstorming, planning, organisation and drafting. According to 

Zwiers (2008, p. xiii) writing well organised texts is not only the ability to use óbig wordsô, but 

also being able to use ósmaller wordô with other grammatical conventions to make meaning.  

 

Kress (1994) contends that language, social structure and writing are elements that cannot be 

separated in language teaching because fluent and good writers are regarded as more influential 

than those who have writing challenges. The ability to write well positions one at an advantage 

over the ones that cannot write meaningful texts. This implies that learnersô success in primary, 

secondary, tertiary education and in the work place is measured on how well they can manipulate 

writing literacy skills. Among all the language skills (listening, speaking, reading and writing), 

writing is the productive way and physical evidence of learnersô performance and improvement 

in any task. Learners express their thoughts meaningfully in graphics. Therefore, learnersô 

academic advancement is dependent on how well they can put thoughts together meaningfully in 

writing. This implies that such learners are likely to be heard in the places where it matters in the 

society, both in academic fields and in the work place.  So learners should be well-informed and 

critical in using language to express themselves in an acceptable form of the target language. 

 

Learners across the globe may experience difficulties in writing, especially in the second 

language. In other words, writing generally is a global challenge for both first and second 

language learners (Chaisiri, 2010; Hycraft, 1978).  International research shows that learners at 

various level of education find it difficult to write efficiently (Richard, 1990; Bayat, 2002; Lin, 

2003; Kongpeth, 2003; Mourtaga, 2004; Kim, 2006). For instance, in America only 25% of 
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learners in the National Assessment of Educational Progress were categorised as competent 

writers (Persky, Daane, & Jin (2003). Likewise, the National Centre of Education Statistics 

(2003) in the United State of America (USA) reported that most schools had little progress in 

bridging the academic gap between first language speakers and second language  speakers of 

English (Zwiers, 2008). The case is not different in Africa. For instance, in South Africa, the 

Annual National Assessments (ANAs) in Grades 3, 6 and 9 results recorded that learners who 

achieved  50% and above scores for English First Additional Language (EFAL) in 2012 and 

2013 constituted 21% and 17% percentage in total respectively, which is below the expected pass 

rate (DoE 2013). Likewise, in Nigeria, there is always a low pass rate in English (L2) in both 

internal and external examinations (Awodele, 1998, 2003; Kolawole, 1998; Anoma, 2005). 

Learnersô poor performance in English (L2) is attributed to little attention given to English 

writing (text types) in schools, and the use of less appropriate and effective teaching approaches 

(Babalola, 2011).  Another contributing factor is that the L2 academic language is not naturally 

picked up like everyday or social language (Scarcella, 2003). It is not spoken words (Zwiers, 

2008), but words written down in an organised and well-presented structure (Johns, 1997). 

 

Given this concern, many states and school districts have designed and implemented steps to be 

considered when teaching writing in order to improve the learnersô writing performance (Bridge, 

Compton- Hall, & Cantrell, 1997; Riley, 1996). Similarly, many countries in the world like 

China, Thailand, South Africa and Nigeria have made initiatives to improve learnersô literacy 

performance by assisting learners to expand their vocabulary and structure sentences in diverse 

ways and to use dependent clauses to link ideas (Schleppegrell, 2004). Since academic writing 

requires thinking skills to analyse, reason, argue and evaluate information (Schleppegrell, 2004), 

learners should acquire the necessary or temporal structure of writing in the lower grades, so that 

they can be able to  provide logical structure of writing in the upper grades (Zwiers, 2008). It is 

also observed that one of the reasons for the wide achievement gap between high and low 

performing learners in schools is academic language (Wong Fillmore, 2004) which is English 

(L2), in most instances. As a result, many learners struggle in writing because they lack the 

ability to use the expected language appropriately in academic writing (Zwiers, 2008). The case 

of learners learning to write efficiently in a second language, especially in Nigeria, is dependent 
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on their level of linguistic repertoire in English (L2). As these learners depend on the minimal 

linguistic repertoire in the target language, little is achieved in writing effectively.   

 

In light of the above, one of the ways to ameliorate this global writing problem is to identify its 

root cause and gradually provide strategies of combating the challenges. In order to address these 

challenges various nations of the world carry out research collectively and individually to find 

quick solutions to the endemic poor writing skills of learners.  In the onset of 1970, language and 

education scholars like Wilkins, (1972), Windowson, (1972) and Hymes, (1972) critiqued the 

use of traditional pedagogical practices of teaching writing, that is, the teaching of writing 

focused on grammar rules and prescriptive text features of model texts. This critique gave rise to 

a lot of innovation in the teaching and learning of English as a second language. One of these 

innovations is the writing instruction grounded in the study of learning and process of the mind 

(Pour-Mohammadi, Abidin, and Fong (2012). This implies that before writing can be achieved it 

needs practice through teaching and scaffolding mental activities in the process of text 

composition. Hayes and Flower (1980), in their empirical study came up with a cognitive model 

of the writing process, which are planning, reviewing and translating thought into text. In the 

next section, I discuss writing as a process under three different approaches which are the 

product, process and genre-based approaches.  

 

3.4 WRITING AS A PRODUCT  

 

Before 1970, writing was examined as a final product. Pincas (1982b) argues that writing is 

mainly about linguistic knowledge which focuses on the appropriate use of grammar and 

cohesive device. According to this view, what really matters to examiners and researchers in 

writing is the final product. The product approach to writing is based on the correctness of the 

finished product. It focuses on the correct use of language and mechanism (Arslan, 2013). 

According to this approach, learners should concentrate on producing an error free composition 

which portrays the learner as a competent writer (Farrell, 2006). Therefore, product writing 

practice óinstills notions of correctness and conformityô (Tribble, 1996 p. 37). This practice is 

associated with the traditional approaches where teachers are regarded as the authority in the 

class while learners are expected to apply the rules of grammar and vocabulary in their writing 
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(Larsen-Freeman, 2000). This in essence implies that learners are expected to write like native 

speakers of the target language who write to obey the rules of grammar and adhere strictly to the 

teacherôs instructions.  

 

Pincas (1982b) categorises learning to write into four stages which are: familiarisation, 

controlled writing, guided writing and free writing. In this type of approach to writing, the 

teacher often makes use of controlled, guided and well grammatically structured writing 

activities which learners transfer to their written texts in the same pattern (Hyland, 2003). This 

approach emphasises the end product with the correct use of the parts of speech, capitalisation of 

words and punctuations (White, 2000; Hyland, 2003; Farrell, 2006). It does not consider the 

writing process, the relevance of the content in the text, the coherence of the writersô personal 

knowledge and the social context (Badger and White, 2000; Farrell, 2006).  It focuses more on 

accuracy and grammar correctness of text, while little attention is paid to text content, and the 

effort put together to finish the product (Farrell, 2006).  

 

The learnersô background knowledge and skills are rarely explored not considered in the 

teaching and learning process (Larsen-Freeman, 2000). Likewise, there is not enough 

opportunity for learners to revise and improve the same text. The teachersô feedback is not 

thorough since it only focuses on grammar and vocabulary of the written text. Therefore, the 

learners repeat the same mistakes over and over again and there is no opportunity for them to 

think critically. However, this approach has been overtaken by a new approach to writing which 

recognises the learnersô role and input in the writing process. One of the modern approaches is 

the process approach which is discussed below. 

   

3.5 WRIT ING AS A PROCESS 

 

From 1971 and above, there was an increasing shift from viewing writing as a final product to 

writing as a cognitive process. This considered the finished product of writing to be an outcome 

of a series of activities or process in several stages. The process approach which was developed 

in the US, allows for free flow of ideas by learners (Murray, 1982; Graves, 1983, 1984). It 

consists of a series of orientations and practices (Hyland, 2003). The approach draws on the view 
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that writing is a process and that the teaching of writing is successful when it is individualised 

(Walshe, 1986). Emig (1971) was one of the pioneers of the process approach. He proposed that 

teachers should focus more on the process of writing rather than the finished product. In this 

sense, writing is considered as a process by other linguists like Walshe (1981a; 1981b); Graves, 

(1983, 1984). Therefore, the process approach to writing focuses on learnersô independent ability 

to produce coherent texts after going through writing activities in stages (Tribble, 1996). 

 

In this approach, learners are allowed to go about the process of writing with ample assistance 

from the teacher when going through the writing stages. The cognitive resources stimulate 

individual learnersô intrinsic motive for writing a text (Brown, 2001). The cognitive standpoint to 

learning derives from the studies of Piaget (1954, 1955, and 1970). Piaget claims that learning is 

a developmental process that is characterised by self-generation, construction and change which 

build on previous learning experiences (Kaufman, 2004, p. 304). Here, importance is placed on 

the learnersô ability to construct their own representation of reality (Brown, 2007) through 

writing. Basically, writers engage in cognitive activity which draws on the principles of thinking 

before they express their own ideas (Hyland, 2003). This means that learners must do self-

discoveries and transformation of complex information on their own which place learners in an 

active role in their own learning (Slavin, 2003). Writing can be accomplished through a series of 

learning processes. Therefore, writers are seen as knowledge possessors (Hyland, 2003).  

Learners depend much on their individual cognition and reasoning while the teacher only helps 

in developing learnersô own writing processes (Racelis and Matsuda, 2013). Writing requires a 

lot of cognitive process before a text could be regarded as a finished product, taking into 

consideration the level of commitment attached to writing during the drafting stages. The process 

approach involves brainstorming, gathering ideas, getting started, choosing topics, writing of 

drafts, receiving feedback, revising and editing until the text is finally published (Tribble, 1996; 

Hyland, 2003; Harmer, 2004). Through these activities the learners are able to make meanings of 

their explored ideas and develop a sense of audience (Murray 1984). The learners are aware that 

writing is not a one-shot idea, but rather it requires several drafting of the text. 

 

Individualisation of writing is viewed by Walshe (1986) as the most successful way to teaching 

writing because it makes learners responsible for their writing by deciding and choosing a topic 
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that interests them.  The learnersô voice can be identified in the text since the choice of text is 

motivated by them and this gives them impetus to write (Walshe 1981a; Derewianka and 

Hammod, 1991). In this approach, teachers are seen as facilitators, since learners are given 

autonomy to write over a period of time (Walshe (1981a, b; Graves, 1983; Christe, 1984). Atay 

and Kurt (2006) espouse the use of the process approach for learnersô early schooling as it gives 

them self-confidence as they express their ideas and knowledge through the writing process.  

 

Despite the fact that the process approach to writing demonstrates its superiority over traditional 

approaches, the product approach through interaction between both teachers and learners, and 

also through the treatment of errors and feedback on learners written texts, (Raimes, 1983b), 

linguists such as Hyland, (2003); Badger and White, (2000); Tribble, (1996) regard the process 

approach to writing as an isolated entity that expresses personal meaning to texts Hyland, 2003). 

They further claim that the writing process is where individual capacity comes into play in the 

use of language as some writers might have little systemic knowledge of how the language is 

used in different domains. The process approach is not explicit on how meanings are construed 

socially by human interaction because it does not lay emphasis on the forces in the learnersô 

environment which help to shape the purpose of writing (Hyland, 2003). The process approach 

de-emphasises the direct intervention of teachers and the instruction on the text form during the 

writing process (Ko, 2010). As a result, there is a perception that the process approach does not 

really prepare learners for the demands of writing in academic contexts (Horowitz, 1986).  

 

Proponents of Process Approach such as Britton, Burgess, Martin, McLeod and Rosen (1975); 

Graves (1983, 1994); Murray (1982; 1985; Turbill (1991) opine that learners can learn to write 

without teachersô formal instruction, in the same way as they learn to speak (Christie, 1989; 

Cope and Kalantzis, 1993a; Comber, 1994; Haneda and Wells, 2002).  However, it is argued that 

a lot of learners will struggle and eventually fail if they are left alone to figure out how language 

works during the writing process (Hammond, 1987). It is suggested by the genre theorists that 

one of the teachersô responsibility is to mediate the learning process (Christie, 1991a). Martin, 

(1985) argues that learners should not be limited to the writing of narratives and recount genres 

but rather engage with more highly valued genres that would be relevant to outside school 

context. Martin and Rose (2003) and Christie (1990) pose the explicit teaching of genres like 
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discussions, reports, explanations and the rest.  However, even though the process approach does 

not explicate on the points mentioned above, I presume they are taken care of during the teaching 

process but not all teachers can infer if the process is not explicit. During lesson presentation and 

the stages of writing, teachers would infer from their immediate context. Likewise, the learners 

would only write texts that are similar to what they are familiar with. 

 

However, this approach lacks a well formulated theory of how the social context of the text can 

be considered during the writing process (Badger and White, 2000). There is no distinct 

explanation as to why particular linguistic and rhetorical choices are made by the writers or 

learners in their writing. Therefore, teachers cannot assist them adequately (Hyland, 2003). As 

mentioned earlier, the process approach positions teachers as facilitators during the learnersô 

writing process because learners are given the freedom to express themselves (Cope & Kalantzis, 

1993a). Teachers are only concerned with learnersô metacognitive alertness during writing while 

the most important aspects of learning (for example, genres and their relation with context) are 

left out (Hyland, 2003). It is important that this approach takes into consideration how the writer 

of the text interacts with readers (Tribble, 1996).  Horowitz (1986) posits that the most important 

aspect of genre teaching is the relationship of the genre with the immediate context and the 

intended reader of the written texts that would appraise the writing and how a particular genre is 

different from other genres. Viewed from another perspective, the process approach does not 

make provision for learners to identify the structure and models to practice writing for real 

purpose and real audience (Rodrigues, 1985). During the writing process the teachersô assistance 

is needed mostly to allow for explicit language teaching and to attend to learnersô challenges in 

constructing meaning while the most important aspect of classroom interaction whereby the 

learners could have resources to make meaning during their writing stages are left out. 

 

Learners often lack the knowledge of the different types of texts, their various purposes and the 

audience they are preparing for (Macken-Horarik, 2002). The process approach to writing is an 

assumption that all learners are grounded in the school genres and they can appropriately apply 

them in writing without stress.  In the process approach, learners are not taught the structures, 

context and purpose of text types. Therefore, there is no preparation and provision for what is to 

be taught, rather learners are to do self-discovery (Feez, 2002; Hassan 1996). Hyland (2007) 
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asserts that the old notion that cognitive is comparable in nature, which used to work for process 

writing model does not comply with diversity in the contemporary world. Therefore, Hyland, 

(2007) claims that the learners need to be prepared for their future by engaging them with more 

sustainable  research grounded texts which are linguistically informed to close the gap between 

home and school writing. 

 

The process approach is also criticised in that it is only beneficial to the brightest, middle class 

L1 speakers of the target language (Martin, 1985). This implies that the approach would only 

meet the needs of few learners in the class as some L2 learners may not be able to cope because 

of their limited knowledge about the school genres. Therefore, this approach may not be 

effective in a L2 context because some learners would find it challenging to handle some school 

genres such as narratives, arguments, reports or expositions (Hyon, 1996). Hyon (1996) further 

argues that the process approach to writing alone is not sufficient in the teaching of writing, 

especially to L2 learners of the target language. Therefore, the process approach could be more 

productive if it is combined with the Genre-Based Approach (Arslan, 2013) which is discussed 

extensively below.  

 

In view of the above compliments and critiques about the process approach to writing by various 

linguists, it is obvious that there is always room for improvement in teaching and learning which 

other approaches can provide. It does not mean that this approach is a total failure. Since there 

are varieties of contexts and different learners that are needed to be taught the target language, an 

approach or more than one could be applicable in the teaching and learning process. The only 

thing is that teachers are expected to consider the context and learners during teaching so as to 

apply the appropriate teaching approach(es). Likewise, it is worthy of note that language is not 

static, so there should not be a static approach to teaching the target language in this constant 

changing world. 

 

In essence, the principle that supports the fact that learners can be left to use their cognition and 

develop their writing skills individually, with minimal assistance from their teachers, is no more 

applicable in this contemporary world. There is, therefore, the need for more research based 

approach to writing skills. However, in the Nigerian English language curriculum, the process 
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approach and communicative competence (presumably meaning communicative language 

teaching (CLT)) are the approaches suggested for the teaching of composition writing. In view of 

the above, and considering the various literatures on the success of other emerging approaches to 

the teaching of writing, it would be of interest to explore and identify how genre types are taught. 

It is against this background that this study explores the teaching of English genres types in three 

secondary schools in Ado-Ekiti, Nigeria, where the teachers and learners are L2 speakers of 

English. Below, I describe the Genre-based Approach as one of the methods that can support the 

teaching and learning of writing.  

 

3.6 GENRE-BASED APPROACH 

 

3.6.1 Understanding Genres  

 

The word ógenreô has long been used in literary studies to categorise various kinds of writing in 

literary genres such as short stories, novels, drama and science fiction (Gee, 1997; Adam and 

Artemeva, 2002). It could also mean the discourse pattern at different contexts like the market, 

office, doctor and patient interaction and public meetings (Christie, 1987). However, recently 

genre is used in various fields of study such as medicine, commerce, nursing, psychology, 

science, engineering, etc. to describe the academic linguistic features peculiar to them. For 

instance, in critical discourse analysis, genre is language use in speech and written form 

(Fairclough and Wodak, 1997). Likewise in literacy studies, genre equally refers to text types 

(Hyland, 2007; Patridge, 2002) that have particular social functions and recurring discrete 

linguistic features to match. Eggins (1994) avers that text is a written or spoken form of language 

which could preferably have a beginning and an ending. Halliday (1976) describes text as a 

functional language spoken or written in any medium which attracts reaction from the 

reader/audience in the course of daily life.  

 

Genre has been óone of the most important and influential concepts in language educationô 

(Hyland, 2004, p. 5). This is because genre is a social way of recognising language (Hyland, 

2007). Likewise, Hyon (1996) reports that the genre-based pedagogy sprang up in Sydney 

schools as an educational experiment, and since then, there had been good results in relation to 
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the writing skills of primary schools learners, especially among the disadvantaged school 

learners in Australia (Christie, 1993; Callaghan, Knapp and Noble, 1993; Thwaite, 2006).  The 

reasons for the rapid spread of the genre-based approach are attached to the influx of immigrant 

learners in Australia who needed academic skills (Martin and Rose, 2007). The genre-based 

approach is widely adopted in the teaching of English language in Sydney school, English for 

Special Purposes (ESP) (Swale 1990, 2004) and EAP (Patridge 2001, 2002) and there are records 

of improvement in learnersô academic writing (Negretti and Kuteeva, 2011).  

 

Genres are sometimes referred to as text types that have the same purpose and many similar 

features (Dinaledi, 2007). They could be further identified and described as step by step or the 

stages of writing that aim to achieve a social function (Cope and Kalantzis, 1993c; Martin and 

Rothery, 1993; Christie, 1993). Genres could also be described as various text types that are 

peculiar to a particular culture with a specific purpose (Derewianka, 1996). In other words, text 

types are the various texts that could be composed by writers within a genre, while genres are the 

categories text types can be grouped into. The schematic structure of a particular genre may be 

the same at text type level, but the linguistic features of the different text types may differ since 

the focus of the various text types might not be the same. In simple terms, almost all written texts 

are categorised as genres. 

 

Feez and Joyce (1998) claim that language could be considered as text, as it communicates 

meaning as a unified whole. Therefore, genre and text types are often used interchangeably to 

mean the same thing (Paltridge, 2002). This is because texts are produced in relation to a socio-

cultural context. Learners always draw on their context to construct varieties of texts during 

writing lessons. In view of the above, genre and text are used interchangeably in this study to 

refer to the type of writing the learners engage with in the classroom. In Nigeria, learnersô 

written texts or genres are referred to as either composition or essay; therefore, in this study 

ótextô, ógenreô óessayô and composition refer to the same thing. 

 

Genre writing is defined differently in other linguistic context such as English for Specific 

Purposes (ESP), Australia Systemic Functional Linguistics (SFL) and North American New 

Rhetoric studies (Hyon, 1996). In the field of English for Specific Purposes (ESP), a genre is a 
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group of communicative events that have common features which follow the needed conventions 

(Swales, 1990), but in the case of Systemic Functional Linguistics (SFL), genre is described as 

the various texts which are categorised under description, exposition and procedure (Paltridge, 

2001). In New Rhetoric (NR), genres refer to social actions or events that enable people to 

deconstruct and construct particular texts (Paltridge, 2001). The above genre camps are 

addressing genre in different angles that are applicable to their context.  Genres generally draw 

together language, content and context to interpret and produce a discourse. This study considers 

the learnersô written texts in order to understand the effectiveness of teachersô practices in 

English writing lessons. This has enabled me to analyse the learnersô written texts using genres. 

Since genres are different way of using texts for different purposes, the learnersô texts have been 

analysed through the lens of the Genre Theory to identify their written text schematic structures 

and language purposes. The Genre Theory has enabled me to understand how the learners 

organise their written texts and the type of genres they engaged with. Likewise, the Genre 

Theory highlighted the different language features of the different types of genres written by the 

learners since each genre type could be identified through their linguistic features (Eggins, 

2004). Below, I provide a description of the Genre-Based Approach with regard to its strengths 

and weaknesses in language teaching and learning. 

 

3.6.2 The role of the Genre-Based Approach in language teaching and learning 

 

It is worth noting that attention has increasingly been drawn to the use of genre in the teaching 

and learning of language (Paltridge, 2001). This is because the genre theory promotes a carefully 

staged and joint (learner-learner and/or teacher-learner) approach to classroom writing, including 

the teaching of writing with the integration of grammar (Hendricks, 2008). It also helps learners 

understand how and why a genre is written in a particular way in a context. The pioneers of the 

Genre Theory state that texts are categorised according to the linguistic features they consist of, 

depending on their purposes and context (Halliday, 1994b; Halliday and Hassan, 1989). The 

genre-based approach to the teaching of English (L2) writing is mainly to teach learners the 

conventions of different text types (Babalola 2011). Bazerman (2000, p. 16) claims that: 
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Genre helps us navigate the complex worlds of written communication 

and symbolic activity because in recognising a text type we recognise 

many things about the institutional and social setting, the activities being 

proposed, the role available to writers and learners, motives, ideas, 

ideology, and expected content of the document and where all these might 

fit in our life.  

 

The above quote implies that the context determines the genre/text types that learners and writers 

can engage with. Similarly, Swales (1990) claims that genre is a collection of communicative 

words purposely meant for interaction. While linguists propose that genre uses language in real 

situations and cultural contexts, they also suggest that learners should be given ample 

opportunities and a lot of assistance to practice their writing skills in order to fit into the 

academic community and in the work place (Halliday and Hasan, 1985; Gerot and Wignell, 

1994; Eggins, 1994).  

 

As mentioned earlier, there has been tremendous success in the teaching of literacy since the 

inception of the use of the GBA in Australia in the 1980s till date. There had been research at 

different contexts in the world that delved and proved the strength of this approach in the 

teaching of genre types at various educational fields like the teaching of science genre and 

business genre. 

  

For instance, Hyland (2003) claims that the Genre-Based Pedagogy enables L2 learners to view 

writing from a social perspective. He concluded that genre-based pedagogy enables learners to 

participate effectively in real situations by constructing, negotiating and changing their 

perceptions about the society in which they live.  Some of these studies (Hyland, 2003; Lingzhu, 

2009; Chaisir, 2010; Ko, 2010; Pavlak, 2013 and Kerfoot and Van Heerden, 2015) also prove 

that even though the use of GBA was first tested among learners of English as first language in 

Australia, it is also applicable to learners of English as a second language because it provides 

learners with the linguistic features to engage with during writing of genre types. 

 

Despite the recorded achievement attained by the use of genre-based approach to teaching and 

learning of text types, there are some criticisms on its use in language teaching. Therefore, the 

next section discusses the various criticisms against the use of the genre based approach.  
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3.6.3 Challenges associated with the Genre-Based Approach  

 

There are some criticisms about the use of the genre-based approach in schools. For instance, Lin 

(2006) concedes that the GBA does not offer solutions to all challenges in English language 

teaching (ELT).  For instance, the teaching of generic structures, under genre-based approaches, 

has been questioned by educators and linguists such as Sawyer and Watson, 1987; Freedman, 

1993, 1994; Kay and Dudley-Evan, 1998; Badger and White, 2000. The bone of contention is 

that the explicit language teaching is too restrictive and may look too much like a planned format 

to be followed strictly by all learners. The approach is seen to constrain the learners, whose 

participation might be limited during the writing process because of their sole dependence on the 

predetermined procedure. Their concern is that learners become over reliant on the teacher and 

the provided formula during each writing processes does not encourage independent work.  

 

In relation to the above, the use of the curriculum cycle had been critiqued by Cope and 

Kalantzis (1993c). Their concern is that the use of curriculum cycle is narrow and rigid in 

practice, especially by inexperienced teachers. In support of the above stance, Callaghanôs, 

Knappôs and Nobleôs (1993) study which evaluated the use of the curriculum cycle in studies of 

early childhood development revealed that the cycle is viewed as a set of stages in the learning 

process, but in practice, the teachers did not break down the cycle into stages during classroom 

activities. This indicated that the translation from theory to practice is challenging for many 

teachers.  

 

Furthermore, Lee (1993) and Luke (1996) queried the ideology that engaging with genres will 

lead to learnersô equity and empowerment. They debate that even though explicit teaching of the 

genre types will empower some learners in the use of academic discourses and texts in the 

classroom, it does not automatically mean that it will grant learners equity in education and 

social power. They maintain that the approach does not allow for critical thinking because 

learnersô mastery of the genre will only enable them to reproduce the model texts instead of 

creating alternative texts.  
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A salient criticism of the genre model is that its emphasis on the direct 

transmission of the text types does not necessarily lead on to a critical 

reappraisal of that disciplinary corpus, its field or its related institutions, but 

rather may lend itself to an uncritical reproduction of discipline. (Luke, 

1996:314) 

 

From this quote, it is clear that despite the fact that learners are taught the genre types explicitly, 

it does not mean they would be able to produce their own texts critically. On the other hand, 

genre theorists like Christie (1990, 1996) and Martin (1993) counteract the above positions by 

arguing that learners are taught genre explicitly for them to identify how language works 

functionally. In addition, the GBA leads to more understanding of the linguistic features of 

written genres and academic registers peculiar to different school subjects and disciplines 

(Haneda, 2014). Learners should also be taught how to use language resources in different 

contexts to achieve their purposes in writing tasks. They argue further that if language is taught 

explicitly, the groups of learners who are struggling with the target language (ESL/EFL) will not 

be underprivileged.  This indicates that the teaching of genres does not impede learnersô critical 

engagement with texts, but rather, it enables them to regulate and select from the linguistic 

resources available for text analysis and criticism.  

 

Other theorists however, object to this criticism, claiming that it is based on inadequate 

understanding of the development of Genre Theory (Martin, 1985; Rothery, 1986; Hammond, 

1987; Martin, Christie and Rothery, 1987). I believe that if teachers are well vested on the GBA 

and know how language works, it would not be challenging to transit from theory to practice. In 

addition, in order to use the curriculum cycle effectively, teachers need to be clear of the use of 

how language works and at the same time, be competent in the target language. This issue is 

more challenging in a situation where both teachers and learners are second language (L2) users 

of the target language (TL). But, the first stage of the curriculum cycle which is about building 

the field, allows for the use of mother tongue or language that is most convenient for the learners 

for easy expression of ideas, before shifting to the target language.  

 

Despite the above critiques, I believe that the approach is still appropriate for the teaching of 

explicit writing which learners need to develop as they learn academic writing. In addition, the 

GBA to teaching of writing provides for organised stages of genres according to their types, 
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which make it easy for learners to refer to them in their writing. Learners actually need to rely on 

their teachers as a scaffold for the development of their writing. The lessons need a great deal of 

scaffold taking into consideration that most learners are L2 learner of English. Therefore, the 

GBA would enable the learners to be more grounded in the required schematic structures and 

linguistic features of the various genre types.     

 

The schematic structures of the genre types are provided for learners to engage with them to 

make meaning of their writing, especially among second language learners of a target language. 

Most L2 learners have limited vocabulary in their linguistic repertoire so they need the generic 

structures to build upon during their writing for coherent texts. Genres represent the numerous 

ways people engage with language to accomplish their goals and they also show the relationship 

between context and text. Genres are different from culture to culture, and are subject to change 

according to the meaning given to them. As a result, the features of genres are basically the 

accepted way people use language in social contexts.  

 

In view of the above, learners should be taught genres and their generic features that are relevant 

and peculiar to it and to the context of usage. Generic features are not formula to be given to 

learners in carrying out writing tasks; neither do they prevent learners from working beyond the 

provided structure. They rather give learners an insight as to how language works.  Therefore, 

genre-based pedagogy is a necessary tool to be engaged with in the educational system. Despite 

the critiques of the GBA, there are records of studies that used this approach in schools. 

Therefore, the next section focuses on the review of recent studies that draw on the Genre-Based 

Approach.  

  

3.6.4 Recent Studies 

 

As discussed in the previous sections, genres can be grouped into different modes namely 

written, oral or visual, or a combination (Dinaledi, 2007). This research focuses on the written 

mode because writing is considered as one of the learnersô challenges that contribute to their 

failure in English (L2), both in state and national examinations, as stated earlier. Macken-Horarik 

(2002) declares that school literacy focuses on eight key genres, namely, recount, narrative, 
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information report, discussion, exposition explanation, news story and procedure. Schleppegrell 

(2004, p. 85) adds órecountô to this list which she describes as the chronological description of 

events. She also divides the text types into three categories, namely, personal genres (recount, 

and narrative), factual genres (procedure and report), and analytical genres (account, explanation, 

and exposition). For instance, Ko (2010) selected narrative texts for more detailed text analysis, 

while Schulze (2011)  selected a persuasive written text in his study. Tuan (2011) implemented 

the genre-based pedagogy in the teaching of biograghical recount while Pavlak (2013) gathered 

the learnersô written texts on biography writing. All these foci areas show that the Genre-Based 

Pedagogy can be employed in teaching any genre type.  

 

In light of the above, the genre-based approach could be used in combination with other theories 

such as the Systemic Functional Linguistics (SFL). For instance, Disadvantaged Schools Projects 

(DSP) in Australia uses SFL metafunctions in the teaching of Science Literacy (Macken-Horarik, 

2002). Some researchers investigated the use of genre-based approach in teaching English genre 

types from the SFL perspective, in combination with the genre teaching learning cycle (Ko 2010; 

Schulze 2011; Payaprom, 2012; Chaisir 2010; Pavlak 2013).  It was concluded that the problem 

of teaching and learning English writing at Tai University could be solved by using the genre-

based approach, while Chaisir (2010) concluded that SFL analysis provided teachers with ways 

of assisting learners of English (L2) in using language academically. Ko, (2010) claims that 

learners would be creative in their choice of narrative writing styles through the use of the genre 

pedagogy. The same study showed that the children increased in their control of schematic 

structures and other linguistic features.  

 

The Genre-Based Approach could also be combined with other approaches, for instance, Arslan 

(2013) integrated product, process and genre-based approaches, while Babalola (2012) used the 

process-genre approach only. These studies show that learnersô writing improved and they were 

able to use appropriate linguistic features after undergoing explicit teaching of genre types. 

 

Cope and Kalantzis (1993c) describe the genre approach as an accepted alternative to the 

existing ready-made monotonous (traditional teaching methods) writing curriculum which limits 

learnersô exposure to text types. They claim that learnersô exposure to varieties of genres affords 
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them the linguistic features to explore different linguistic contexts. The above propositions 

illustrate how language could be used by learners and writers to attend to issues that are peculiar 

to a social context. 

 

Proponents of the Genre-Based Approach argue that teachers should be good facilitators for 

them to be able to provide learners with adequate information with regard to the deconstruction 

of texts successfully and accurately (Martin and Rothery, 1980, 1981; Christie, 1984; Hammond, 

1987; Derewianka, 1990; Kalantzis and Cope, 1993). The deconstruction of texts is the 

interaction between teacher and learners in order to have a better understanding of how texts are 

written by reviewing texts. The proponents stress that learnersô skills could improve in written 

texts if the teachers draw on genre pedagogy. However, it would be time consuming and 

ineffective if teachers do not give maximum assistance to learners when they construct written 

texts (Rothery, 1986) since time management is one of the prerequisites to maximally assist 

learners in their writing process.  

 

The above discussion draws on the various levels of education.  One thing that is peculiar to all 

the related studies reviewed is that they all apply the Genre Theory by teaching a particular genre 

type in stages which they either refer to as the curriculum cycle or teaching-learning cycle. The 

literature further highlights how successful the approach is to the teaching of writing. Therefore, 

this study will draw on the above literature to explore how teachers teach text types in the 

English (L2) lessons in the selected schools in Nigeria.  

 

In view of the above, this study assumes that if teachers employ the use of Genre-Based 

pedagogy in the teaching of English writing, the learnersô would be able to engage with the 

construction and organisation of genre types, using the appropriate linguistic features and 

schematic structures. The Genre-Based Approach though not yet popular in Nigeria context, 

would be successful since the approach had been applied successfully among L2 learners in 

various contexts. This could enhance the learnersô writing ability in English (L2). The 

curriculum cycle explains how learnersô writing ability could be scaffolded (John, 2002).  
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These key genres are relevant to this study because they are the various genres that learners 

engage with regularly. They have to identify all the components needed to construct good texts. 

This boils down to the fact that the teaching of genre types/writing follows a format for effective 

application of the approach. In the Nigerian Secondary School English language curriculum, the 

above mentioned genre types are similar to the ones learners engage with. The only difference is 

that they are called essay types or compositions instead of genre or text types. Essay or 

composition writing in the Nigeria Junior Secondary Schools (JSS 3) (Grade 9 in some 

countries) is categorised into composition writing namely, narrative, descriptive, expository and 

argumentative essay, letter writing, report writing, and summary writing (Federal Ministry of 

Education, 2007, P. viii). Nevertheless, all the genre types are implicitly embedded in the essay 

types but there is the tendency for teachers to ignore some genre types in their teaching because 

they are not explicitly stated in the curriculum. This is evident in FME (2007, p. 56) where it is 

stated that teachers are to engage with narrative, descriptive, argumentative expository essays, 

formal, informal and semi-formal letter writings.  

 

3.7 GENRE THEORY  

 

Genre theory is a developed outline on how to engage with language to live in a dynamic way 

with variants from culture to culture (Martin, 2009). The Sydney schoolôs practitioners have 

been successful in employing the Genre Theory in Australia especially in secondary schools 

(Johns, 2002) to introduce various genres to non-native speakers of English. Theorists like 

Martin, (1993); Christie, (1991b) and Hassan, (1989) have worked with teachers in secondary 

schools regularly to develop a Genre-Based pedagogy drawn from Hallidayôs (1978) SFL. The 

Genre-based approach (hereafter, GBA) has influenced the educational system especially in 

primary and secondary schools.  In recent years, this approach had also been adopted by 

numerous countries across the globe such as the USA, Italy, Singapore, South Africa, Hong 

Kong, UK, Canada, China, Sweden and Thailand in the development of their syllabuses and 

curricula (Derewianka, 2003b). Most of the countries where GBA is employed are teaching 

English as either foreign (EFL) or second language (ESL).  
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The genre-based writing focuses on discourse and context of language in a text. Writing is 

considered as a social activity which needs to accomplish its purpose so that communication 

could take place (Tribble, 1996). The theorists believe that speakers or writers choose from the 

range language system in a context to make meaning which makes it functional for the purpose it 

is meant for (Paltridge, 2001). In essence, language and context produce a meaningful 

communicative event. Genre type is a term that describes the organisation of discourse patterns 

that cut across different genres such as narrative, instruction, description, academic essay, 

argument and discussion (Patridge, 2001).  Likewise, Macken-Horarik (2002) listed major genres 

for teaching writing across the curriculum, namely information report, narratives, recount, 

explanation, procedure, exposition, discussion and news story. The teaching of these genres 

should include their schematic structure, purpose and features.  

 

Martin and Rose (2007) view genres as a social process organised in stages to accomplish a goal. 

Genres are considered to be staged because there are organised steps that have to be followed 

before their goals could be achieved. The goals could be realised in the use of clause level 

elements such as participants, process and circumstances (Derewianka, 1990; Eggins, 2004).  For 

genre to be goal oriented, the intended purpose is achieved as text moves through its schematic 

structures and linguistic features. Finally, genre is said to be a social process because participants 

interact with their social environment to make meaning. Martin, Christie, and Rothery (1987, p. 

59) elaborate on the above definition as follows: 

  

Genres are referred to as social processes because members of a culture 

interact with each other to achieve them; as goal oriented because they 

have evolved to get things done; and as staged because it usually takes 

more than one step for participants to achieve their goals. 

 

The above definitions point to the fact that people interact through the use of various types of 

genres in a social context for a particular purpose, at different times (i.e. the past, present and 

future). Learners are provided with both the schematic, linguistic and rhetorical awareness of the 

various genres. Therefore, the deconstruction of texts is possible since texts follow a distinct and 

predictable outline. The deconstruction of texts is when the learners understand the purpose of 

the model text, the writer and for whom it is intended, and why it is written. The next section 

discusses the teaching of genres in the classroom.  
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The Genre Theory has been developed to support the teaching of writing at various levels of 

education. It has been applied to teaching reading and writing is widely used in Australia and 

some other western worlds. There are records of African nations that have gradually incorporated 

its use in their schools as a result of its good impact on the writing abilities of learners as 

mentioned earlier.  A lot of improvement has been achieved amongst learners in Australia, both 

L1 and L2 learners of English (Culican, 2005; Rose and Acevedo, 2006, cited in Martin and 

Rose, 2007). However, its success in Africa still needs to be established through research. 

 

A genre-based pedagogy provides a discrete and systematic explanation of how language 

functions in social context. It enriches learners with adequate contextual schema for academic 

writing by relating the meanings of text types to contextual situation (Hyland, 2003). Schematic 

structure of a text is the step by step organisation of ideas which eventually contributes to its 

holistic meaning (Eggins, 2004). Likewise, genre-based pedagogy explicates the use and 

identification of linguistic features according to genre types (Eggins, 2004).  As a result of the 

progressive understanding of literacy and communicative methods, the use of genre-based 

pedagogy in language is now used for both first and second language teaching in schools 

(Hyland, 2004).  

 

Another view is that the Genre-Based Approach to teaching language is always related to the 

teaching of writing (Derewianka, 2003a; Kalantzis and Cope, 1993; Kay and Dudley-Evan, 

1998; Kongpetch; 2006). What this implies is that before learners get to the writing stage, the 

other language skills (listening, speaking, and reading) are learnt. This suggests that the learnerôs 

oral ability is a precondition to producing a good written text (Derewianka 2003a). Therefore, the 

four language skills, namely, listening, speaking, reading and writing are the distinctive features 

of the GBA (Kongpetch, 2006).  Rothery (1996) agrees that as learners are taken through the 

curriculum cycle, they are equally engaged in listening, speaking reading and writing. Similarly, 

Kay and Dudley-Evan (1998) assert that the knowledge of genre occurs in speech and writing 

and the teaching of oral and written genre draws on the four language skills. Theorists claim that 

the four language skills are embedded in language teaching through a genre-based pedagogy. 

Rothery (1996) and Gibbons (2002) proclaim that other academic skills such as the collecting of 
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data and note-taking are also involved in the use of a GBA to language teaching. All these enable 

the learners to generate enough information to write texts proficiently. 

 

Scaffolding is fundamental to the use of a GBA in relation to the sociocultural theory as 

discussed in the following sections. It comprises the steps taken to check and balance up the 

level of freedom in carrying out tasks on a subject matter (Bruner, 1978). The Genre-Based 

pedagogy is interactive as it allows collaboration between teachers and learners whereby the 

teacher and learners themselves scaffold the learning process to accomplish a common goal 

(Dixon-Krauss 1996). Through the use of Genre-Based pedagogy, learners gradually become 

independent as the teacher provides suitable assistance and learners are made aware that they 

have a part to play in the learning process. Finally, the teacher gradually reduces his/her scaffold 

as the learnerôs ability in the task increases. Eggins (2004) states that the explicit teaching of 

writing through scaffolding of the schematic structures and linguistic features of genres should 

assist learners to produce texts much more proficiently. This indicates that teaching of genre 

types follows a format for effective application of the approach. Therefore, the next section 

discusses the suggested stages for effective teaching of genre types through the use of the 

teaching-learning cycle. 

 

3.7.1 The Teaching-Learning Cycle  

  

Different linguists have developed teaching and learning cycle which is also referred to as 

curriculum cycle. For instance, Derewianka (1990) and Gibbons (2002, 2009) in Australia 

recommended a four-stage curriculum cycle whereby text types could be taught and learnt by 

both teachers and learners of language. The Literacy and Education Research Network (LERN) 

under the leadership of the Australia genre researchers came up with the development of the 

teaching-learning cycle in the late 1980s to implement the GBA in the classroom context (Ko, 

2010). Teachers were able to model and discuss text features with learners in relation to textôs 

social purposes (Johns, 2002). The teaching-learning cycle is the organisation and presentation of 

text types or lessons in interlocking stages which enable learners to have an understanding of the 

genre types (Johns, 2002). It enables learners to negotiate and construct similar texts in structure 

and content independently. The curriculum cycle is based on the notion that learning takes place 
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in stages which allow for teacher-learner interaction in an environment of shared experiences 

(Painter, 1986). Therefore, the teaching-learning cycle is a developed lesson plan for the 

mastering of the various school genres through modeling and joint construction (Knapp & 

Watkins, 2005). The curriculum cycle applies to all subjects across the curriculum (Macken-

Horarik, 2002). It is relevant to this study because it gives a rich explanation about how text 

types should be presented to learners in stages. Therefore, this study is guided by the four-stage 

teaching and learning cycle (curriculum cycle) of the Department of School Education (1992).  

 

In Rotheryôs (1996) study, teachers supported the use of the curriculum cycle to teach writing 

because it offers strategies to plan, teach, and assess learnersô written texts. This allows for 

productive interaction between teachers and learners. In addition, the curriculum cycle clearly 

shows the strength of the GBA because it helps learners to think critically, plan, and work at the 

whole text level (Kongpeth, 2006). In this stage, the text is treated holistically by teaching all 

related aspects of the language such as grammar, reading, vocabulary development, and tenses. 

The four stages of the curriculum cycle include building the field, modelling the text type, joint 

construction, and independent writing. Tribble (2010) included a fifth one which is referred to as 

ñlinking related textò (p. 165). The fifth stage helps learners to relate other text types with the 

genre under discussion (Feez, 2002). This stage gives the learners an understanding of how 

genres could be similar or different from one another.  

 

Macken-Horarikôs (2002) curriculum cycle on the other hand is in three stages, namely 

modeling, joint negotiation of text, and independent construction of text. The common thread 

that runs through the different versions of the curriculum cycle is that all of them promote 

explicit teaching of text types, but for the purpose of this study, the four-stage teaching and 

learning cycle (curriculum cycle) of the Department of School Education (1992) is adopted. The 

reason for my choice is that the first stage of the cycle (building of the field) gives room for both 

teachers and learners to refer to life experiences in their context before discussing and modeling 

the text provided. It also helps teachers to plan activities to build learnersô knowledge of the 

topic of discussion so that learners could have background knowledge of the topic, especially L2 

learners of the target language.   
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I find it necessary to discuss the teaching-learning cycle as one of the characteristics of the GBA.  

It is the practical aspect of the Genre Theory as it elucidates how to carry out the process of 

writing from the teacher and learner perspectives.  It is also a tool for planning and teaching of 

writing. Below I present the teaching learning cycle (curriculum cycle) that is used to understand 

the use of a GBA in English L2 writing.   
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Figure 3: The Teaching and Learning Cycle  

(Adopted from NSW, Department of School Education, 1992) 

 

As mentioned earlier, this study draws on the teaching and learning cycle (curriculum cycle) as it 

is a practical explanation of how writing could be taught by teachers. It is also of great 

importance to my study because it serves as a focal point when analysing teachersô lesson 

presentation of text types. The four stages of the curriculum cycles, that is, building the field, 

modeling the text type, joint construction, and independent writing are discussed. 

 

Building the field is the first stage to teaching any genre type and the focus in this stage is mainly 

on the contents of the text to be written. The teacher provides maximum background knowledge 
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of the text, and gathers relevant teaching materials that could stimulate learnersô interest. These 

materials could be in the form of prints, audio-visuals, and the likes (Tribble, 2010). The teacher 

assists in identifying vocabularies and collocations that are related to the particular genre in the 

model text (Tribble, 2010). This process increases the learnersô linguistic repertoire. The learners 

are allowed to communicate in the language that is familiar to them (first language) for better 

self-expression. However, the target language (TL) is required to be used by learners when it 

comes to sharing ideas in the class. The teacher at this stage assists the learners to translate from 

the first language to the TL. In a situation where the teacher does not understand the learnersô 

first language, the learners who are more knowledgeable can help by translating from the L1 to 

L2. Thereafter the teacher takes up the explanation for the benefit of all the learners.  

 

Furthermore, this stage explores the use of activities such as listening, speaking, note-taking and 

reading which allows for authentic communication. The learners are grouped according to home 

or first language for them to collaborate and share ideas with their peers and offer a variety of 

experiences. The learners could thereafter be regrouped into fours or fives after reaching the 

level of expert so as to share their acquired ideas with others in the group. The learners could be 

grouped so as to place at least one learner that is above average among them to share ideas 

together. At this stage note taking and mind mapping by learners is important in order to jot 

down their ideas. This stage is very vital in the development of knowledge and gathering of 

information and ideas about what is expected of them when writing their texts. This leads them 

to the next stage.  

 

The second stage is modeling and constructing the text. At this stage, the teacher plays a major 

role by building the learnersô understanding of the purpose of the text, the general structure and 

language features of the model text so that the learner could acquire enough background 

knowledge. The model text should be comparable in structure and language features to the one 

that is going to be used in the joint construction stage for easy flow of ideas, comprehension and 

transfer of knowledge. Furthermore, the model text to be used in the classroom could be teacher 

written, a printed one, or written by a learner. All that matters is that the teacher should vet and 

edit the text to make sure that it is appropriate for the purpose it is intended for in the lesson. 

Besides, the text could be on a plain sheet for easy reference during the lesson. The use of texts 
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that explicitly show the main features of the genre is desirable at this stage (Derewianka, 2003a; 

Tribble, 2010). It is also better to select texts that cater for the needs and interests of the learners 

for the purpose of motivation (Kongpetch, 2006). Therefore, the teacher and learners work with 

several exemplars in order to appreciate the various ways the genre works in different text types 

(Tribble, 2010). 

 

At this stage the meta-language of the model text such as organisational structure, appropriate 

parts of speech, tense, connectives and related text types should be introduced in the discussion. 

It is important to note that the teaching of the linguistic features in context makes it easier for the 

teacher to discuss the key features while helping learners to self-appraise their text later. During 

this stage the learners would be able to get to understand how to write a similar text through the 

linguistic and structural features that are relevant to the witing of an authentic text. The next 

stage is the joint construction of texts. 

 

The joint construction stage focuses on the processes of producing a text. The teacher or learners 

or both agree on a topic and thereafter they co-construct the text using the information grid (mind 

map) that was created by the class in the first stage. The learners should be allowed to initiate the 

text to be written, while the teacher supports the learners to use the correct and suitable words to 

make coherent sentences. At this juncture, the teacher asks leading questions that help the 

learners think critically of ways of writing a good piece, using the appropriate forms of grammar, 

and also refers them to the model text at regular intervals so that they will not miss focus.  

 

The fourth stage is independent writing. The learners are allowed to choose a text that is related 

to the one discussed in the first and second stages. Since they have had adequate scaffolding on 

the topic, the learners can now write individually or in pairs. As the learners write, the teacher 

reiterates the writing process: writing the first draft, editing, discussion of the draft with peers 

and later with the teacher and lastly writing up the final text. The final stage is to link related 

texts. 

 

Linking related texts is the fifth stage in Tribbleôs (2010) curriculum cycle which makes 

connections between the texts in the genre that has been constructed in the writing task. In this 
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way, the learners are able to identify the similarities and differences in the texts so that they gain 

an understanding of how the target genre is structured. However, attention should be drawn to 

changes in language use, depending on the audience and genre purpose. Therefore, at this stage, 

the learners should be able to link texts to their context which will help them relate to their 

immediate environment. 

 

The contribution of the curriculum cycle in the genre-based pedagogy is of tremendous 

assistance to language development and literacy. The explicit teaching of text types enables 

learners to be well-equipped to handle writing independently. It also enables learners to draw 

from the varieties of linguistic repertoires that have been provided during the first stage of the 

teaching cycle.  

 

The success of the curriculum cycle in class can be associated with scaffolding and collaboration 

between teacher and learners (Ahu, 2012; Van Heerden, 2008; Pavlak, 2013). This takes place 

when learners interact and discuss with both teachers and their peers (Good and Brophy, 1994). 

Vygotsky (1978) asserts that learnersô ability to acquire new concepts is facilitated by a more 

knowledgeable other who assists learners in understanding the given concepts.  Some scholars 

who implemented the use of teaching learning (curriculum) cycle to scaffold the writing process 

are Chaisir, (2010); Ko, (2010); Tuan, (2011) and Payaprom, (2012).  Arslan (2013) asserts that 

learnersô writings were improved through involving them in extensive writing practices which 

serve as a form of scaffolding. Likewise, as a form of scaffolding and explicit teaching of genre 

types, intensive English writing skills were developed in the classes.  

 

Pavlakôs (2013) study was on how the use SFL-informed genre-based teaching and teaching and 

learning cycle could improve learners in biography writing. He concluded that the instrumental 

tools of the teaching-learning cycle that were employed empowered the L2 language learnersô 

English writing in each stage. Ahnôs (2012) results showed that the teacherôs regular scaffolding 

processes at the early stage of the cycle were of tremendous benefit to the learners as they drew 

their awareness to the different ways texts were organised to meet different communicative 

events. 
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Tuan (2011) advised teachers not to be rigid and dogmatic in the application of teaching-learning 

cycle in their classrooms as teaching and learning is dynamic. There should be room for 

variations in the application of strategies when the need arises. That is why the curriculum cycle 

affords teachers to start its use at any stage depending on the competence on the learners in 

language related activity under question (Cope and Kalantzis, 2014).  

 

In the Nigerian context, there appears to be various factors influencing learnersô poor 

performance in English (L2) as stated in Chapter one. Nevertheless, this study focuses on the 

teaching and learning of English (L2) writing and the pedagogical strategies employed by 

teachers. Through this, I have been able to identify what went on in the classroom with regard to 

the teaching and learning of writing in English. The genre pedagogical theory in this study is not 

used to evaluate the teachersô teaching practices, but rather as an analytical tool to understand 

how the teachers handled and presented writing lessons. It is also aimed at understanding the 

extent to which teacher practices aligned with the GBA and the curriculum cycle in teaching 

writing to L2 learners. 

 

The teaching and learning of genres requires a critical understanding of the contextual 

framework.  Johns (2002) claims that there is mutual relationship between language use and its 

social contexts. This implies that the meaning of a text is dependent on how language is used in a 

particular context. The next section discusses how effective teaching and learning can be 

achieved in the English (L2) writing class. It is guided by the constructivist theory to learning 

which is based on the cognitive and social perspectives to teaching and learning. 

  

 

3.8 CONSTRUCTIVIST THEORY OF LEARNING  

 

Constructivist theory is premised on the view that learning entails the process of making 

meaning by the way people view their experiences (Merriam, Caffarella, & Baumgartner, 2007). 

From the perspective of developmental and cognitive psychology (Bruner, 1990; von Glaserfeld, 

1993; Vygotsky, 1978; Piaget, 1951 and Kelly, 1955) constructivist theory proposes that 

cognitive processes are crucial in the way individuals construct the world of experience around 
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them (Young and Collin, 2004). In other words, constructivist theory places the learners at the 

centre of the teaching and learning process (Henson, 2003, Proulx, 2006). It also takes into 

considerations the learnersô prior knowledge on subject matter (Collins and Voc, 2008). Halliday 

(1994a) also expounds that language is functional and therefore, it should be viewed holistically 

in relation to context of the text. Language is used to achieve a particular function and the 

function can only be viewed in relation to the context from which the text is based on. All the 

above stances point to the fact that learning and writing are part of the socio-cultural context. 

 

The origin of the constructivist theory can be traced to the work of Jean Piaget, John Dewey and 

Lev Vygotsky (Wilson & Lowry, 2000; Davis & Sumara, 2002; Huang, 2002; Henson, 2003; 

Piaget, 1984, 2003; Proulx, 2006; Merriam, Caffarella, & Baumgartner, 2007). The argument of 

these researchers is based on the fact that the constructivist theory is not a teaching theory but a 

learning theory which advocates for learner-centred teaching environment (Proulx, 2006). The 

Constructivist theory of learning is based on the notion that individual learners have the ability to 

construct their own knowledge about things in relation to their environment (Good and Brophy 

1994; Christie 2005).  The development of constructivist theory is influenced by the Vygotskyôs 

sociocultural theory of learning (Jaramillo, 1996). 

 

Vygotskyôs work is rooted and influenced by psychology, as he was a psychologist (Vygotsky, 

Hanfmann and Vakar, 2012). Over time, his works have been used in educational fields, and his 

notion of development is, likewise, a theory of education (Saville-Troike, 2012). Vygotsky 

(1962, 1978, and 1981) posits that a practical problem like education can be solved by applying a 

psychological theory. The psychological theory is a unique approach which claims that the 

individual cannot be separated from their sociocultural setting (Hausfather, 1996). The 

psychological approach maintains that human behaviour cannot be studied in isolation because 

of its complexity. This points to the fact that the best way to understand a humanôs mind is to 

study how it develops over time in relation to the sociocultural environment of such an 

individual. This is because an individualôs mind cannot be said to have developed without the 

influence of the sociocultural environment in which the individual finds her/himself. In other 

words, the childôs development is supported and shaped by the social environment (Hausfather, 

1996). Vygotsky proposed that the historical and social context should be considered when 
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studying the human behaviour. Thus Dixon-Krauss (1996) refers to this principle as the socio-

historical approach (Dixon-Krauss, 1996). This approach suggests that social interaction is 

central to the learning process (Pinter, 2009).  

 

This discussion draws on the sociocultural theory of perspective which claims that the socio-

cultural context of learners plays a vital role in their cognitive development (Vygotsky, 1978). 

Vygotsky viewed the understanding of human cognition and learning as a social and cultural 

phenomenon but not as an individual phenomenon. His study is based on the relationship 

between language and thought, everyday and academic concept formation and instruction and 

development (Kozulin, Gindis, Ageyev and Miller, 2003). His thought and vision however came 

to the limelight long after his death. Vygotsky (1896-1934) theory made an impact and change in 

the teaching and learning process in Russia, Europe and the United States of America (USA).  

 

In addition, Vygotskyôs (1962, 1978) theory draws on the fact that sociocultural forces around 

the child have a great impact on their development and learning. These sociocultural forces can 

be likened to the role played by parents, peers, teachers and the community at large in shaping 

the childôs development and learning (Kozulin, Gindis, Ageyev and Miller, 2003). On this note, 

the sociocultural theory was mostly informed by the work of Vygotskyôs (1978) developmental 

theory which had been developed and applied in education (Hausfather, 1996). Education is 

viewed as fundamental to cognitive development of a child and as an essential sociocultural 

activity. The school is a social organisation where education takes place through interaction 

between the teacher and learners and among learners.  

  

Kearsely (2002) cited in Lawson (2002) also affirms that social interaction and activities play an 

important role in a learnerôs cognitive development. This can be associated with the assistance 

teachers provide during teaching and that which is given by parents, peers and material resources 

around them. In other words, learnersô understanding of issues is tied to the level of experience 

provided by their socio-cultural environment. The level of the learnersô alertness to topics and 

issues depends on the level of support given by the socio-cultural environment. Therefore, in a 

teaching and learning situation, one will be interested in how the teacher relates to learnersô 

environment to the essay lesson.  
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This study considers the teaching and learning context and the classroom interactions between 

teachers and learners as some of the physical tools that can support learning, particularly writing. 

The cognition of learners is dormant and inactive until it has contact with the environment which 

serves as a catalyst that boosts the learnersô ability to do things independently. In this way, the 

teacher and other learning resources serve as catalysts in the teaching-learning process which 

stimulates the learnersô cognition.  

 

Culture is the outcome of both human social life and social activity which produces different 

behavioural patterns that influence how the mind functions. It can lead to the formation of new 

opinions as human behaviours develop (Vygotsky 1981:164). This suggests that the learning that 

occurs during a childôs pre-school days is different from the one which takes place during formal 

schooling (Vygotsky, 1978). Social interaction supports the gradual development of lower 

mental behaviour into higher mental behaviour (Vygotsky, 1981). The accumulation of social 

experience by a child enables him/her to use this experience in tackling problems internally. This 

process is referred to as inner speech (Vygotsky, 1986). 

 

The child gradually develops to the stage of egocentric speech as he or she engages with the 

speech for social activities. The inner speech is actualised as the child develops learning literacy, 

which is in stages. The first stage occurs when parents and teachers assist learners in 

pronouncing and identifying printed words. The second stage happens as the learnersô reading 

skills develop. Learners internalise the understanding of printed words and proceed to develop 

this by employing external oral signs, mutter reading and finger pointing. The final stage is the 

transfer of the external action into inward use. In this stage the child can read silently, and 

printed words become a psychological tool for organising thoughts (Dixon-Krauss, 1996). The 

development of learners, both physically and psychologically, increases their level of literacy 

and they are able to consolidate their thoughts into meaningful texts with the input of their 

teacher through mediation and scaffolding of the learning process.   

 

In this study, the inner speech could be actualised as the teacher interacts and scaffolds lessons 

during the explanation of the English (L2) genre types. The various examples from the learnersô 
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context enable the learners to eventually understand and later individually utilise what has been 

taught during writing tasks. They learn to organise the concepts in relation to context and then to 

describe it in their own understanding.  

 

With this view point, learnersô socio-cultural environment should be taken into consideration 

during the teaching and learning process (Vygotsky, 1978). This is because learners draw on 

events in their cultural environment to construe meaning and relate to new ideas (Good and 

Brophy, 1994).   

This study draws on this view since teaching and learning is a process and that the learners come 

to the school having their own view about their society. The learners draw on events in their 

context to make meaning of the teaching and learning process. Through this, it is possible that 

what was seen as a problem-solving communication in a learning context, later becomes 

individual cognitive process as the learner internalises what had been learnt (Eun, 2011).  

Therefore, learners reach new levels of development as they receive mediation from their 

teachers (Lantolf & Thorne, 2007). This is why learners cannot be separated from their socio-

cultural context. This implies that learnersô success is the product of what the environment 

offers. It is vital to observe how both teachers and learners draw on their socio-cultural context 

during the teaching and writing process of the different texts types, which is the focus of this 

study. Therefore, Vygotskyôs (1962, 1978) The Zone of Proximal Development (ZPD) is 

discussed below to understand how the teaching and learning process is facilitated between 

teachers and learners.  

 

3.8.1 The Zone of Proximal Development (ZPD) 

 

One of the vital concepts of Vygotskyôs learning theory is the Zone of Proximal Development 

(ZPD). Vygotsky (1962, 1978) claims that there is a gap between what learners know and what 

they are yet to know. He further explains the concept of the (ZPD) by defining it thus: 

 

ñ[t]he distance between the actual development level as determined by 

independent problem solving and the level of potential development as 

determined through problem solving under adult guidance or in 

collaboration with more capable peersò (Vygotsky, 1978, p. 86).  
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The ZDP indicates the gap between what learners are capable of doing well enough and the level 

of potential performance. In this process, learning takes place through appropriating areas of 

shared tasks engaging participants interpersonally. Through this process, different ideas and 

experiences are brought to play in attending to challenges and issues in any field of the world. 

Different fields of study employ the concept of ZPD. For example, this concept is widely used in 

educational and developmental psychology textbooks (Chaiklin, 2003).  In educational research 

the concept is used in studying the aspect of teaching and learning in subjects like language 

reading and writing, science, mathematics and in the area of second language learning for 

examples: Dunn and Lantolf, (1998); Lantolf and Pavlenko, (1995). The concept is also applied 

in the teaching of disadvantaged children, retarded, learning-disabled and gifted children (Smith 

1993). The concept is also used in other professional files such as nursing (Holaday, Lamontague 

and Marciel, (1994). To further explicate on the meaning of ZPD, Chaiklin, (2003) claims that it 

is the interaction between a more competent and a less competent person to accomplish a 

seeming difficult task which eventually enables the less competent to be independently proficient 

in the difficult task. Wells (1999) explains ZPD as the process of developing mastery in and 

understanding of a particular practice as participation on a task progresses. Gillen (2000) posits 

that the notion of ZPD is meaningful interaction between the child and the more competent 

adult/teacher which yield positive development in the child. 

  

Another aspect of the concept of the ZPD is the willingness and potential of the child to learn 

(Chaiklin, 2003). This is actually facilitated by the input of the more competent individual to 

identify and provide the need of the child in accomplishing a task. However, Chaiklin, (2003) 

argues that the notion of ZPD is not on learning but on childôs development, neither is it on nor 

about a particular task but the level of development accomplished. I suggest that before childôs 

development could be identified, it would be measured against a task or skill accomplished by 

the child progressively. Vygotsky (1987) proposes that collaboration, assistance and direction 

enable a child to do more task independently.  The above explanation on ZPD suggests that the 

child would be able to accomplish a range of tasks with the collaboration of a more competent 

person.  
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The essence of the discussion on the concept of ZPD in this study is its importance in pointing to 

the expectations of teachers as a more competent person who is to assist the learners identify 

their potential in learning and at the same time providing the necessary assistance for the learners 

to accomplish more tasks independently through collaboration. The collaboration is basically 

possible through the mediation of the more competent person, in this instance a teacher. 

 

 

 

3.8.2 Mediation 

 

Mediation is fundamental to the socio-cultural theory. It relates to the fact that actions are 

mediated through human interaction with what is available in their socio-cultural environments 

(Vygotsky, 1978). Learning can take place, if a competent teacher mediates the learning process. 

In the teaching and learning process, there are various tools to mediate learning such as learning 

resources, the curriculum itself, learner-learner interaction and teacher-learner interactions 

(Gibbons 2006). The manner in which teachers manage the mediation process determine how 

well a learner can progress from the level of the known to the level of the unknown.  

 

Mediation comes in two forms: as human mediation and symbolic tool mediation (Kozulin, 

2003). All these forms enhance the childôs performance in learning. In other words, óthe concept 

of mediation emphasises the role played by human and symbolic intermediaries between the 

individual learners and material to be learnedô (Kozulin, Gindis, Ageyev and Miller, 2003, p. 2). 

The materials to be learnt, in this case, include the psychological tools which are symbols, 

formulae, texts, artifacts and graphics. All these psychological tools vary depending on culture 

and situation for appropriation. When an individual learner internalises the psychological tools, it 

becomes their inner cognitive tools which are used to accomplish tasks or perform functions. The 

awareness of the importance of mediation came to being when it was realised that children are 

not containers that must be filled with skills and knowledge by teachers, rendering the learners to 

be passive recipients in the classroom, but are active participants in learning (Kozulin, 2003).  
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Vygotsky (1978) stipulates that a childôs higher mental processes can be developed with the help 

of mediating agents in the environment as the child interacts with them. One of the mediating 

agents in the childôs environment is the formal education which is strengthened by the mediating 

role of teachers in the classroom. Therefore, for mediation to take place in the teaching and 

learning process, the gap of ZPD needs to be bridged.  

 

As discussed earlier in this chapter, the Constructivist theory of learning is based on the notion 

that individual learners have the ability to construct their own knowledge about things in relation 

to their environment (Good and Brophy 1994; Christie 2005). One of the ways to accomplish this 

is by provision of mediator to take the learners through from what they know to what they are yet 

to know. Vygotsky (1962) saw learning as a process that eventually results into development. 

This could be actualised through different people coming together with different experiences and 

ideas from their social setting to support learning. Therefore, the problems or educational tasks 

are solved through involvement of socio-cultural views in a constructive way. Vygotsky (1962) 

affirmed that isolated learning cannot lead to cognitive development but rather through the 

involvement of collaborated interaction with the sociocultural setting within the zone of one's 

potential development. This gap is where the learners need the support and collaboration of 

capable peers or a more knowledgeable other which is provided as scaffolding by teachers 

(Slavin, 2003), and other available teaching resources such as pictures, posters, books, films, 

sightseeing, etc. The mediating processes and stages that support learning are referred to as 

scaffolding (Wood, 1999). The next section will discuss the various conceptualisations of 

scaffolding.  

 

3.8.3 Scaffolding 

 

Another vital concept advocated by Vygotsky is scaffolding in the classroom. This is possible 

through social interaction to construct knowledge that allows for confirmation of understanding 

(Vygotsky, 1978). Scaffolding was first introduced by Bruner (1987) to explain collaboration 

that takes place in the teaching and learning process. It takes place when learners interact or 

discuss, with both teachers and their peers (Good and Brophy, 1994). For confirmation of 

understanding to be achievable, scaffolding of the learning process is expedient (Vygotsky, 
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1978). This is done when teachers take learners through some small steps of learning activities 

and teachers withdraw gradually when learners are able to independently tackle the tasks or 

activities. Vygotsky (1978) asserts that learnersô ability to acquire new concepts is facilitated by 

a more knowledgeable other (MKO) who assists learners in understanding the given concepts. 

 

In explicating scaffolding and mediation, Harste (1990) believes that people acquire most of their 

knowledge through language use among other people. Likewise, learners learn when teachers 

spearhead the discussion around texts in relation to their cultural practices which are segments of 

their societal values (Harste, 2014). This is referred to as social and functional language use as 

proposed by Halliday (1985). It shows that the kind of exposure provided by the environment 

during the childôs growth determines his level of understanding. In this study, I observed how the 

teachers scaffolded and led learners from the point of the known to the level of the unknown 

during English writing lessons.  

 

3.9 SUMMARY  

 

In this chapter, I discussed the Second Language Acquisition theory in relation to learnersô 

writing in an L2. This was followed by the concept of writing in relation to the Genre-Based 

Approach. It also referred to the constructivist theory and second language acquisition theory to 

unpack how L2 learners acquire the L2 and what mechanism and resources support L2 learning. 

I considered the various genres as presented by the genre theory which shed more light on how 

text types should be organised and produced. The chapter discussed the teaching-learning cycle 

which is the organisation and presentation of text types in interrelated stages. Furthermore, I 

explored the constructivistôs perspective of the Zone of Proximal Development (ZPD) to 

highlight how learning takes place, particularly for L2 learners. The next chapter focuses on 

research methodology.  
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CHAPTER FOUR 

 

RESEARCH METHODOLOGY  

 

4.1 INTRODUCTION  

 

In this chapter, I give a detailed description of the research design and methodology. I elaborate 

on ethnographic and qualitative research methods. I give a brief history of the research sites and 

the selection of participants for the study. I discuss the issues of trustworthiness, reflexivity and 

ethical consideration and how I have used them in this study. Finally, I discuss the delimitations 

of the study. 

 

4.2 RESEARCH PARADIGM AND DESIGN  

 

A research design is a guide that can be used in the collection, analysis and the interaction of 

data within a particular research paradigm (Creswell, 2005). In agreement with Creswell (2005) 

a research design refers to a reflection of the required methodological process through research 

question which assists in the selection of the type of data to be collected and how to collect it 

(Henning, van Rensburg, and Smith, 2004). This is an empirical study which involved 

observations, interviews, and document collection. Therefore, this research followed an 

ethnographic research design within the qualitative research paradigm which believes that a 

human subject is better studied qualitatively in order to gain an in-depth understanding of the 

problem under investigation (Hammersley and Atkinson, 2007).  

 

Qualitative research paradigm is a primary research approach whereby researchers have access to 

first-hand information directly obtained from participants (Miles & Huberman, 1994). It is also 

the use of more than one method involving an interpretive, naturalistic approach which enables 

researchers to make sense of and interpret phenomena about the research subjects in terms of 

meanings people attach to them in their natural context (Denzin and Lincoln, 1994). In general, 

qualitative research can be defined as:  
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óa situated activity that locates the observer in the world,  using a set of 

interpretive material practices that makes the world visible which involves 

an interpretive materialistic approach to the worldô (Denzin and Lincoln, 

2005, p. 3).  

 

The above definition could be explained as a study or investigation of human or social problem 

in a holistic manner, taking into consideration humansô views and perspective about the subject 

in a particular natural setting. In other words, qualitative research is the study of human activities 

in the natural context of peopleôs daily lives (Richards, 2003). In the context of this study, the 

human activities could be related to a classroom where teachers and learners interacted without 

interruption. Therefore, the classroom events in qualitative research are neither interrupted nor 

controlled, but are retained as they occur naturally. The school classroom represents the natural 

setting where the research takes place (De Vos, 2001). The qualitative approach enabled me to 

gather authentic data that are relevant to this study, and most importantly, to understand the trend 

of activities without interruption in JSS 3 English lessons. It also enabled me to systematically 

study the teachersô point of view about English essay writing.   

 

Ethnography design, deals with the study of diversity of human cultures in their particular 

cultural setting without interfering with the setting of the context (Fetterman, 1989; Neuman, 

1994; Punch, 2009). Ethnographic research design has its root in the field of anthropology 

(Jacob, 1987; Kirk and Miller, 1986). It is systemic, rigourous and well detailed in nature 

(Watson-Gegeo, 1988). Therefore, it requires the studying and writing about groups of people 

using various procedures such as description, analysis, and interpretation under the auspices of 

any research design (Creswell, 2005; Heath and Street, 2008). In this study, an ethnographic 

strategy was employed to comprehensively describe, analyse and interpret the participantsô 

behaviours, beliefs and practices (Wolcott, 1988; Creswell, 2005) in the teaching of English (L2) 

lessons in JSS 3 classrooms. In line with the above, I immersed in the context of the study over a 

period of three months through intensive observation of lessons in the selected schools.  

 

According to Creswell (2005) there are three forms of ethnographic research: the realist 

ethnography, the case study and the critical ethnography. Critical ethnography involves the study 

of and inquire into the culture of a particular group of people in order to know their ways of life 
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and to detect the existence of power relations among them (Henning, van Rensburg and Smith, 

2004). Case study is the detailed and in-depth study of a/small number of case(s) using 

appropriate methods depending on the purpose of the study in a natural setting (Punch, 2009). 

The realist ethnography gives an account of the situation in the research field objectively as it 

unfolds, without the researcherôs personal reflection nor any form of bias (Van Maanen, 1988). 

For the purpose of this study, the realist ethnography was employed. The study is interested in 

understanding how teachers of English language (L2) engage in the teaching of writing in the 

JSS 3 classes and to actually note the strategies employed in carrying out their practice. Thus the 

only way for the researcher to actualise this was to immerse herself óovertly and covertlyô 

(Hammersley and Atkinson 1995, p. 2) into the research by staying in the research context. In 

line with this, the personal perceptions of participants, and their daily teaching and learning 

processes were investigated by the researcher through observations, and interviews. Finally, she 

immersed herself in the research field for a period of one academic term; September 2014 to 

December 2014. These approaches assisted me to have a deeper insight into teachersô teaching 

practices in English lessons in the JSS (3) classrooms. 

 

In the case of this study, the ethnographic design within the qualitative research paradigm was 

found appropriate because the research dealt with the school community which comprises the 

observation of the teaching and learning process of teachers and learners for a period of three 

months. The long period of time spent in the school with teachers and learners enabled me to 

understand how activities unfolded and also interpret some activities in relation to my research 

questions. The JSS (3) learners and their English language teachers and learners were observed 

in their daily interaction, that is, teaching of learners and everything that was related to achieving 

the teaching and learning objectives. This provided me with a broad understanding of why some 

things were done in a particular way.  For example, I got an understanding of why teachers and 

learners behaved and responded in a particular way during the teaching and learning process. In 

addition, the ethnographic design portrayed events and issues from the participantsô point of 

view. So, the end result of actions and reactions in the classroom were arrived at.  

 

Through the use of ethnographic strategy, I recorded the day-to-day happenings such as thoughts 

and engagements of both teachers and learners in the English lessons with the use of an audio 
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recorder in order to build a comprehensive record of the participantsô practices. As a result, the 

researcher used methods that involved the use of interviews with teachers to get their views on 

the teaching of writing. Maxwell (2005) claims that qualitative research is the act of 

concentrating on the everyday affairs subject at workplaces, and interpreting how factors or 

interventions have a particular effect. The next section gives a vivid explanation about the 

research sites. 

 

4.3 RESEARCH SITES 

 

This study was carried out in Ado-Ekiti, the Ekiti state capital and at the Local Government Area 

Headquarter of Ado-Ekiti. My choice of this area was influenced by the fact that Ado Ekiti is the 

most densely populated city in the State with an approximate population 366,280 and it also 

serves as the commercial centre for the state. There are four higher institutions in this state; 

private and government owned, state and federal government organisations and parastatals. All 

these amenities attract a diversity of people to the city. The schools in Ado-Ekiti admit learners 

of diverse languages. In addition, Ado Ekiti is also the Local Government Area Headquarters 

which enjoys some level of recognistion by the Ministry of Education because it is located in the 

state capital. They are the first beneficiaries of the school resources such as materials, books and 

a lot of teachers always like to work in the city. Therefore, schools in this city do not experience 

shortage of teachers compared to schools in sub-urban areas of Ekiti State. Likewise, learners in 

this city enjoy better social amenities because most of their parents are of the middle class who 

can moderately cater for their childrenôs education. However, there are some areas in Ado-Ekiti 

that are regarded as low socio-economic areas.  

 

Ekiti state is in the Western part of Nigeria and it is bordered in the north by Kogi and Kwara 

States, in the south-east by Ondo State, and in the west by Edo State. The people of Ado Ekiti are 

mainly of the Ekiti sub-ethnic group of the Yoruba. Below is the map of Ekiti State in Nigeria.  



112 

 

  

 

Figure 4: Ekiti state (Province) Map 

http://thenationonlineng.net/new/wp-content/uploads/2014/03/map.ekiti1_.gif   

 

The map below shows Ado Ekiti, the capital city of Ekiti State (Province) where the schools 

under study are located. 

http://thenationonlineng.net/new/wp-content/uploads/2014/03/map.ekiti1_.gif
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Figure 5: Ado-Ekiti the capital city of Ekiti State (Province) 

 

https://www.google.co.za/maps/place/Ado+Ekiti,+Nigeria/@9.6537151,5.1442624,13z/data=!4

m2!3m1!1s0x1047fad09891a07d:0xf38552cbf4615400  

 

The three secondary schools were chosen in Ado-Ekiti Local Government Area of Ekiti State in 

the Western part of Nigeria. Dominion High School and Kings High School are co-educational 

institutions while Victory High School is a girlsô school. (All the names used in this study are 

pseudonyms) Before going to schools, I obtained permission to carry out my research from the 

Ekiti -State Teaching Service Commission, having presented my ethical clearance from 

University of the Western Capeôs (UWC) Senate Higher Degrees Committee. Thereafter, I took 

the letters to the selected school principals. The schools were purposively selected because of 

their accessibility and also because they were all government schools. They were also chosen 

because of their proximity and accessibility. I was able to convince the school authorities and the 

participants that I was not in their midst to judge nor condemn them.  

 

https://www.google.co.za/maps/place/Ado+Ekiti,+Nigeria/@9.6537151,5.1442624,13z/data=!4m2!3m1!1s0x1047fad09891a07d:0xf38552cbf4615400
https://www.google.co.za/maps/place/Ado+Ekiti,+Nigeria/@9.6537151,5.1442624,13z/data=!4m2!3m1!1s0x1047fad09891a07d:0xf38552cbf4615400


114 

 

In each of the schools, I introduced myself to the Principals and I informed them of the aims and 

objective of my research. The Principals of the various schools directed me to the Vice Principal 

(academics) and thereafter to the HOD of English language who later introduced me to the JSS 

(3) English language teachers who I would directly work with.  

 

I met with the teachers and I explained to them what my research entailed, that is, observations, 

audio-recordings of the teaching and learning process and interviews, as well as the collection 

and analysis of relevant documents from teachers and the learnersô written texts. They willingly 

accepted all the conditions and gave me the school and English (L2) subject timetable. We 

decided together that I would visit schools according to the timetables given to me.  

 

Consent letters were sent to the JSS learnersô parents to allow their children to participate in the 

research. Likewise, the teachers and their HODs read their consent letters. I explained every bit 

of the consent letter to the teachers. I gave them time to think about it and it was later given back 

to me after appending their signatures. All these were done in the first week of resumption of 

data collection.  

 

The observations began in the second week of resumption or schools. In each of the school, I 

was introduced to all the members of staff so that they could not perceive me as one of the 

inspectors from the Area Education Office. I worked with three schools which are fictitiously 

referred to as Dominion High School (DHS), Kings High School (KHS) and Victory High 

School (VHS).  

 

4.3.1 Dominion High School (DHS) 

 

This school was established on the 5
th
 of February 1960 by the community, and later handed over 

to the government. It is situated at the outskirts of the city, very close and accessible to a farm 

settlement. It was purely a boysô school and firstly managed by the community until 1974 when 

it became co-educational and was taken over by the Anglican Communion. It also runs a 

boarding system to cater for interested learners. The school was fenced with one major gate 

leading to the compound. It is also decorated with beautiful flowers and trees for shade.  
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The school compound had both old and new structures donated by the State Government, Old 

Learnersô Association of the school and the parents. The buildings of the school served as 

administrative block, staffrooms, classrooms, computer and science laboratories, hostels and 

staff quarters.  

 

The teachersô population was 102; comprising 76 females and 26 males. The learnersô population 

was 1489 during the data collections period: 785 girls and 704 boys. The JSS three learners were 

242 in number: 140 boys and 102 girls spread over six classes. The language of instruction was 

English, while the language of the immediate environment was Yoruba but few learners had 

Igbo, Ebira and Hausa languages as their mother tongue. It was a Christian school. Therefore, 

their assembly was conducted with prayers from the Holy Bible. However, learners from other 

religious groups such as Muslims and traditional worshippers were admitted into the school. The 

school was located in middle class income area, with a good infrastructure and facilities. The 

learnersô lockers and chairs were provided by the government. However, most of the learnersô 

parents were low income earners; some parents were traders in the markets or farmers. This is 

perceived during the observation as I noted that most of the learners could not purchase the 

recommended textbooks for English language as they were from poor families. 

 

4.3.2 Kings High School (KHS) 

 

This school was founded in September 1980 by the government to cater for the people living in 

that area of the city. The school was situated in a steep part of the city decorated with flowers 

and trees. The buildings were both old and new structures, with administrative block, staffrooms, 

classrooms, computer and science laboratories.  

 

The teachersô population was 115: comprising 91 females and 24 males. The learnersô population 

was 1600 with 743 boys and 857 girls. The JSS three learners which I based my research on 

were 250 in total: 110 boys and 140 girls. There were six classes of approximately 40 learners in 

each. KHS, the language of medium of instruction was English. The language of the immediate 
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environment was Yoruba. Some learners spoke Igbo, Ebira and Hausa languages as their mother 

tongue.  

 

The school was purely a day school. It was a Muslim school, and the dress code adhered to the 

Muslim culture whereby girls covered their heads with a veil (óijabô) and all their assemblies 

were conducted according to the faith using the Quran and Arabic citations. However, there were 

learners from other religious groups. The school attracted learners from low socio-economic 

backgrounds. Most of the learnersô lockers and chairs were broken. Some of the learners did not 

have lockers and chairs of their own so they had to sit with friends who had chairs during 

lessons. Most of the learnersô parents were low income earners who worked as artisans, traders, 

while few parents were farmers. As a result, most of the learners found it difficult to purchase 

desks and lockers of their own and the recommended textbooks for English. This was confirmed 

in the interviews with the teachers. 

 

4.3.3 Victory High School (VHS) 

 

The school was established on the 17
th
 of February 1955 as a girlsô school which was later 

merged with another school as a co-educational institution in 1966. In 1979 it was again 

separated and it became a girlsô school. The separation was to promote girlsô education in the 

community. It runs a boarding system to cater for interested learners.  

 

The school was fenced with two gates at different locations leading to the school. It is decorated 

with flowers, palm trees and some other trees to provide shades. The buildings have both old and 

new structures which served as administrative block, staffrooms, classrooms, library, computer 

and science laboratories, hostels and staff quarters. There were 90 teachers comprising 85 

females and 5 males. The learnersô population of the school during data collection was 1,267 

while the JSS 3 learners (all girls) were 256 who were divided into six classrooms. The medium 

of instruction was English too. Yoruba was the most dominant language of the community while 

Igbo and Ebira were spoken by a few learners.  
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VHS was also a Christian school and the teachers conducted all their assemblies with prayers 

from the Holy Bible, although, there were learners from other religious groups. The school 

socio-economic status was average or depicted the middle class. The learnersô lockers and chairs 

were provided by the government. Most of the learnersô parents were middle income earners, 

civil servants, artisans and traders. I noted that 95% of the learners had copies of the 

recommended textbooks for English during my observation. The Table 1 below shows the 

number of teachers and learners in each school. 

 

Table 1: Schoolsô Enrolment 

 

Schools Teacher Gender 

Total No. 

of Students  Gender 

Total No. of  

Students in 

JSS 3   Gender 

DHS 102 

F:76 

M:26 1489 

F: 785 

M:    704 242 

F:102, 

M:140 

KHS 115 

F:91 

M:24 1600 

F: 857 

M:    743 250 

F:140, 

M:110 

VHS 90 

F:85 

M:05 1267 All girls 256 All girls 

 

Key: F- female  

        M-male   

 

4.3.4 Common features of the three schools 

 

All  the selected schools were managed by the Ekiti State Government. All materials and human 

resources were provided by the government. It was the governmentôs responsibility to pay staff 

salaries, post and transfer teachers when and to where necessary. That is why some teachers in a 

particular school would have for once worked together in one school or the other before posting 

them to work in another school. The school fees and levies were directed by the state 

government and were the same in all government schools, except for learners in the boarding 
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school. However, primary and secondary schools were tuition free. English (L2) was the medium 

of instruction in all the schools and learners were expected to communicate in English during the 

school hours i.e. from 8am to 2pm every day. The only period they could speak other languages 

was when they were learning other languages as content subjects, other than English (L2).    

 

It was the responsibility of the government to organise placement examination for learners to be 

admitted into schools, after which the individual school conducted interviews for the incoming 

learners to ensure that learners were chosen on merit. In this process, some schools because of 

their regular high academic performance records always attracted learners that were 

academically above average, while other schools had no choice other than to reduce their 

academic requirements for admission during the interviews in order to have enough learners in 

the beginning of the session. Victory High School fell under the first category i.e. the regular 

high academic performance of learners, while Dominion High school and Kings High School 

attracted the average academic performing learners. The schools organised individual written and 

oral interviews to test the ability of the learners after which they selected learners according to 

their performance.  

 

The schools like other schools in Nigeria were divided into Junior Secondary School (JSS 1, 2, 

3) and Senior Secondary School (SSS 1, 2, 3) according to the National  Policy on Education. 

The school calendar was dictated by the Ekiti State Ministry of Education Science and 

Technology at the beginning of a new session, from the month of September to the month of July 

in the following years. The teaching session was divided into first, second and third terms. 

Learners were given periodic assessment and by the end of each term, learners were assessed 

internally, except for JSS (3) and SSS (3) who sat for external examinations towards the end of 

the third term. All holidays and mid-term breaks were announced by either the Federal 

(National) or State (Provincial) Government because the schools were directly under their 

control. It was the responsibility of parents to provide for the school needs of their children. The 

school curriculum was in line with the National Policy on Education. The curriculum explicitly 

indicated all subjects to be taught by both JSS and SSS classes. English was the major subject 

that was offered in all classes. Schools started at eight oôclock in the morning and ended at two 
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oôclock in the afternoon except on Fridays when schools closed at one oôclock to accommodate 

Muslim worshippers. 

 

Teachers in secondary schools sat in the staff rooms according to their departments or 

disciplines. Through this sitting arrangement the HODs easily communicated and passed 

information to the members of the department for quick response. Blocks of classrooms were 

built in such a way that in each of the blocks there was always a staff room so as to check on 

learners from time to time. These schools were dominated by both teachers and learners of 

Yoruba language background except for a few learners who had other languages such as Igbo 

and Ebira as their mother tongue. However, these non-native speakers of Yoruba had to 

communicate in Yoruba as it was the dominant language in the area and some of them started 

their primary education in Ekiti State. All the three schools were located within the same Local 

Education District and are inspected by the Area Education Office situated in Ado Ekiti.  

 

4.4 SAMPLING  

 

There are two types of sampling which are probability and non-probability/deliberate or 

purposive sampling (Punch, 2009). Probability sampling is the selection of some variables to 

represent a larger population, either by simple random sampling or stratified random sampling. 

However, probability sampling is commonly used in quantitative research which is not relevant 

to this study. Purposive sampling is the deliberate choice of research population mostly used in 

qualitative research, depending on the purpose and setting of the study (Punch, 2009). For the 

purpose of this study, the purposive sampling was adopted to allow for rich information and in-

depth study which Geertz (1973) refers to as óthick descriptionô. Atkinson and Hammersley 

(1994) affirm that óone of the features of ethnography is to investigate a small number of cases, 

perhaps just one case in detailô (p. 248).  Purposive selection of participant in qualitative research 

design is a process by which particular participant or group of participants are selected 

deliberately in order to elicit authentic and trustworthy information for data analysis. I believed 

that the selected site and participant would provide first hand information which would enable 

me to answer the research questions adequately. So the participants of this study were chosen 

purposively to serve as a source of knowledge of my study. 
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I worked with a total number of seven teachers as indicated in Table 2. Four of the teachers were 

teachers and three of them were HODs. The teachers were chosen based on their availability and 

because they were teaching in the chosen JSS (3) classes, irrespective of their years of 

experience and gender. The JSS 3 class is the terminal class before going to SSS class. As 

discussed in Chapter 2, according to the current Nigerian Educational system of 9-3-4, it is 

believed that learners in JSS 3 class should be able to write and communicate effectively in 

English (L2) and their performance determines whether they would proceed to SSS class or 

technical (vocational) school. The JSS 3 classes are regarded as one of the examination classes in 

schools simply because they sit for national examinations at the end of the academic session to 

be promoted to the next level of education and also to determine their level of performance 

compared with other learners in and outside the country. So it was on that basis that JSS (3) was 

chosen as the main focus of this study. 

  

The participants in this study were given pseudonyms names to protect their identities. Beatrice 

was a Yoruba language speaker and she taught English (L2) in Dominion High School in JSS 

three A -F. She was about 40 years of age and she studied English/Guidance and Counselling 

and she held a National Certificate in Education (NCE). She had been in the teaching profession 

for ten years during the data collection period.  

 

Anne and Kate taught at Kings High School. They were both females and they were Yoruba 

language speakers. They both taught English in JSS three. There were six classes of JSS three 

and Anne taught three JSS 3 classes while Kate taught another three JSS 3 classes.  This 

grouping was because the JSS 3 classes were divided into six different classes; therefore, the 

teachers had to share the classes between themselves. Anne was 36 years of age and she held a 

B.Ed degree in English and she had been teaching for nine years at the time of data collection. 

Kate was about 43 years old as at the time of the data collection, and she held a National 

Certificate in Education (NCE) with English and Social Studies. She had been teaching for three 

years during my data collection. 
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Susan was 28 years old and she taught four classes of JSS three English (L2) in Victory High 

School. She was a Yoruba language speaker. She had B.Ed in English and had been teaching for 

six years during the data collection period.  

 

I also interviewed their HODs to get a better and comprehensive understanding of how English 

was taught in practice and the theory that guided their teaching.  

 

4.5 DATA COLLECTION  

 

Data collection is the process of gathering essential information that is relevant to a particular 

study through different methods and sources. Data collection strategies that are consistent with 

qualitative research design include document study, observations and interviews (Henning et al., 

2004). The data collection tools for this research comprised observations (audio-taped), 

interviews (unstructured and semi-structured) and field notes. In addition, documents such as 

teachersô lesson notes, learnersô written texts, National Policy on Education, English language 

curriculum and scheme of work for JSS classes were collected for analysis purposes. My 

research objectives, questions and the research context informed the design of the research 

instruments used. Therefore, the three data collections tools were used to promote for credibility 

of the study. They were based on the fact that ñthe selection of method depends not only on your 

research question, but on the actual research situation and what will work most effectively in that 

situation to give the data your needò (Maxwell, 1996, p.76). Moreover, the use of all these data 

collection instruments was to allow for triangulation. Triangulation is the use of more than one 

technique or method in the gathering of data in the same research (Denzin, 1970). The purpose of 

multiple data collection strategies is to strengthen the results and to provide evidence in various 

aspects of the research.  

 

I spent three months (12 weeks) which is the whole of first term for the collection of data in all 

the three schools. However, the first term commenced late as a result of the EBOLA epidemic. 

There was a compulsory suspension of teaching and learning in all primary and secondary 

schools until preventive measures were put in place to stop its spread. Close to the end of the 

EBOLA break was teachersô strike in Ekiti State, Nigeria, for non-payment of salaries. In 
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addition, public holidays were also inevitable. All these events disrupted teaching and learning 

processes.  

 

In order to understand best the pattern of events and how they emerged during the research, I 

visited the schools at least three days per week to collect emic data (information from the 

teachers through interviews, both unstructured and semi-structured) and etic data (information 

collected by observing and interpreting teachersô perceptions). I went to the schools as early as 

possible to make it for first period and at times I would attend the last period of the day, 

depending on the class time table. In most cases, I visited two out of the three schools per day. I 

observed the selected English lessons in JSS 3 classes with the aid of an audio recorder and 

fieldnotes. I also interviewed the four English teachers and their respective Heads of Department 

at the three schools. Furthermore, both teachersô and learnersô documents were gathered together 

with the curriculum, scheme of work for English JSS three which were used to investigate and 

understand how the teachers taught and assessed learnersô writing lessons.  The next section 

discusses the data collection methods in detail. 

 

Table 2: Participants and data collection techniques 

 

Schools Participants  

No of 

Observations 

No. of 

teachers  

Interviewed 

No. of  

HODs 

interviewed 

Learners 

chosen per 

class 

Written 

texts 

per 

class 

DHS Beatrice 15 3 2 9 3 

KHS Anne 19 3 2 9 3 

KHS Kate 18 3 2 9 3 

VHS Susan 15 3 2 9 2 

         

DHS Dorcas - - 2 - - 

KHS Kingsley - - 2 - - 

KHS Victoria - - 2 - - 

 

 



123 

 

4.5.1 Classroom observations 

 

Observation is the act of viewing analytically, thoroughly and constantly noting events, people, 

artifacts, setting and behaviours in naturally occurring situations (Simpson and Tuson, 2003). 

Maxwell (1996) declares that observation during research investigation enables observers to 

draw inferences from the observed actions and reactions. Furthermore, óif we want to find out 

about behaviour, we need to investigate it in the natural contexts in which it occursô (Nunan, 

1989, p. 53). In this study, the use of observations allowed me to have a better understanding of 

the teaching and learning processes in the classroom, in their natural setting. It also served as 

first-hand information that enriched the data in order to find cues to difficult and unusual 

phenomena that could not be easily approached. Observations also helped me to observe teacher-

learner relationship, particularly to understand the kind of interactive patterns between teachers 

and learners and among learners in English lessons. Lastly, it served as a verification of proof 

whether what teachers said during interview was actually what they did in practice. 

 

As stated earlier, classroom observations were recorded through the use of an audio recorder for 

complete and accurate record of events, since I was granted permission to do so. Nevertheless, it 

is clear that observations, like all other methods of data collection, have their own shortfalls. This 

shortfall is referred to as óobserver paradoxô, as Labov (1972) explains that peopleôs behaviour is 

subject to change immediately they are aware that they are observed by another person, thereby 

misrepresenting reality. Labov (1972) declares that sociolinguistic research is purposely meant to 

observe peopleôs behaviour when they are not systematically observed but yet paradoxically, 

useful data can only be collected through systematic observation. In order to reduce the effect of 

observation paradox in this research, observations were carried out three or four times per week 

in order for the participants to get used to seeing me around in their schools, and to create a 

working rapport among the teachers and the learners.  

 

After the collection of the timetable from the teachers, the classrooms were visited afterwards 

impromptu three or four times per week for a full term of 12 weeks. All aspects of English 

language teaching were observed but my interest was on the teaching of writing or essays. In line 

with the ethics of qualitative research, I could not dictate to the participants on which aspect to 
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concentrate on during teaching but at the end of the observation I sorted and selected the relevant 

lessons to the study. The classroom teaching practices of the various teachers were observed in 

order to have an understanding of how learnersô writings were developed according to the 

observation schedule. In using the observation schedule, I was able to note how teachers 

introduced the lesson that is the starting point, teacher-learner interactions and learnersô 

participations were noted during lesson. Finally, through lesson observations I was able to 

identify the various strategies employed by the teachers in teaching, writing and the constraints 

they experienced in teaching writing.  

 

Observation is not just a predictable procedure to be undertaken; but rather, it requires the full 

application of our analytical and perceptual skills both intensively and extensively so that an 

understanding of what happens during observations could be revealed (Richards, 2003). 

Furthermore, observation is not mere taking a seat in the classroom. This is in agreement with 

Robinson (2002) who contends that what people claim they do may actually be in contrast to 

their action in real sense. Through observations, I gained better understanding of the different 

strategies employed by the teachers in their teaching, and also had an insight into teachersô 

perceptions about how English L2 learners should learn and be taught the target language. 

 

Furthermore, while observing the teachers, I concentrated on every event during the lesson, 

including teacher-learner relationship, the learner-learnerô interactions and responses to 

questions. The audio recording helped me to capture the conversational activities of the teaching 

process and the fieldnotes practically serving as an additional source of information. The vital 

step to arrive at a meaning in this way hinges on a detailed descriptive evaluation of the event 

holistically in the research environment (Silverman, 2010). In this study the participants were 

allowed to act and present their opinions both in the classroom and during the interviews. This 

was in agreement with the qualitative methodology employed.  

 

As indicated earlier, I observed and audio recorded every aspect of English language, that is 

speech work, comprehension, grammar, vocabulary development, and lastly essays which form 

the focus of my study. According to the ethics of qualitative research paradigm, it is a method 

that allows events to unfold naturally without the participant interrupting it (Miles & Huberman, 
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1994). Therefore, I had to attend and cover all lessons taught by the participants without 

influencing them in any way. Through this process I was able to extract the relevant aspects of 

language teaching for my data analysis. 

 

Since the teachers taught the same topic to all the JSS three classes that were assigned to them 

per week, we agreed that I observe one class each out of the JSS three classes in each of the 

schools to avoid repetition of topics. I was virtually the first researcher to have done this 

observation method in their lessons. Each classroom observation was forty minutes according to 

the minutes allotted for each lesson per period. I always placed my audio recorder close to the 

teacher in front of the classroom and sat at a corner in the class to avoid distraction and to avoid 

being a focus of attention by the learners and passersby. During the lessons, I wrote in my 

observation schedule notebook to complement the audio recording and to note the events that the 

recorder could not pick up such as learnersô interactions of teachers and learners. Below is a 

tabular distribution of the numbers of lessons observed.  

 

Table 3: Lessons observed 

 

Schools Participants  Speech work Vocabulary Grammar  Comprehension Essay 

DHS Beatrice 5 

 

4 3 3 

KHS Anne 5  - 5 6 3 

KHS Kate 4  - 4 4 3 

VHS Susan 4 2 3 3 2 

 

4.5.2 Interviews  

 

Interview is one of the major tools for data collection about participantsô thoughts, feelings, 

beliefs and behaviour towards teaching and learning process (Punch, 2009). Researchers propose 

that interviews are used to elicit information that cannot be directly observed in the research site 

from participants (Patton, 1980; Britten, 2006; Marshall and Rossman, 1999). Therefore, 

interview is a flexible tool for data collection which allows one to employ various receptive 

media to draw information from gestural and/or spoken, verbal and/or nonverbal 

communications (Cohen, Manion and Morrison, 2011). As argued by Jones (1985), an interview 
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is a process of asking people about how they view issues relating to reality in a particular topic in 

such a way that the interviewee will be willing to say it without being influenced by the 

interviewer. I interviewed the participants in order to understand in detail why some activities 

were done in a particular way during the lesson observations. All the interviews were conducted 

at the convenience of the participants under a conducive atmosphere. 

 

Under qualitative research design, there are varieties of interview methods (Fountana and Frey, 

1994) out of which this study selected both semi-structured and unstructured interviews. These 

two types of interview were found most appropriate in this study in order to answer the research 

questions and also to get sufficient data for analysis. They enabled me to find clues and 

clarifications to some events and practices during classroom observations.  

 

The unstructured interview does not involve any formal questioning but questions are asked as 

events unfold on the research field for better understanding of the scenario (punch, 2009). At the 

initial phase of this study, I used the unstructured interview to elicit personal information about 

the school, the participantsô lives and also to inquire about their willingness to participate in the 

research. These types of conversational (informal) interviews were used throughout the study 

before or after lessons to classify some issues in a relaxed and friendly manner. Sometimes the 

individual participants and I engaged in discussions, questions and answers as we walked along 

to and from the classrooms for observation. Through this process, important information was 

gathered which corroborated my observation or informed my semi-structured interviews. All 

information under unstructured interview was collected without the use of audio recorder which 

gave the participants to communicate and answer questions without restraint. 

 

The semi-structured interview is formal in nature, including open ended questions prepared by 

the interviewer, which later gives rise to some other questions as the interview progresses. The 

interview should be a conversation grounded on theme and mutual interest between two 

individuals in order to obtain information on an issue from the intervieweeôs own point of view, 

in his/her own words (Kvale, 1996), hence óinter-view, suggests an exchange of stances between 

two or more people on a topic (Kvale, 1996, p. 14). The interviewee has the leeway to answer the 

questions posed in any manner. This could warrant the interviewer to ask further questions which 
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are not included in the planned question in order to pick up on issues that are not explicit enough 

in the response of the interviewee. This type of interview is based on one-on-one interviews with 

a participant at a time.  

 

Interviews were conducted under a safe and comfortable atmosphere so that the participants were 

able to talk freely and without disruption. In light of this, the participants were motivated, and 

this helped me to collect precise and trustworthy data. This is referred to as ópotential means of 

pure information transferô (Kitwood, 1977, cited in Cohen, Manion, and Morrison, 2011, p. 409). 

The participants in the study were interviewed between and after classroom observations. The 

motive behind this was to identify the areas the researcher needed more clarity in order to check 

and balance up the finding in relation to what had been observed with the interview, and also to 

elicit the participantsô views and understanding of what their teaching of writing entailed. For 

further authentication of the information provided by the participants, I interviewed their HODs 

towards the end of my field work and after my field work. This information in turn allowed for 

the triangulation of data already collected. All semi-structured interview sections were all audio-

recorded and later transcribed for data analysis of which all the participants gave their consent. 

 

In this study, participants were interviewed at the school, in an office, where the noise level was 

considerably low for better recording. Semi-structured interviews were carried out at the middle 

of the observation period, towards the end of the period and also at the completion of the period 

of observation. This is in agreement with what Merriam (1998), as well as Nunan (2005) refer to 

as the interview continuum which means that an interview can change from structured to 

unstructured themes along a continuum, depending on the aims of the study and the contextually 

appropriate interview procedures. I interviewed the participants in a relaxed manner, structured 

and controlled to elicit covert and overt information that was related to the purpose of the study. 

This is because the interview helps to recognise participants as subjects that can reason and 

produce knowledge which can be recalled through interviews and not as mere data that can be 

manipulated (Kvale, 1996). The participantsô interview was most vital at this stage because it 

allowed me to have a deeper understanding of practices and events that were observed in the 

classroom. Likewise, the participants were provided with an opportunity to express themselves 
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on subjects that were related to the research topic, rather than for me to presume a wrong 

position about the participants. 

 

All the teachersô interviews conducted in the three schools followed the same pattern. The semi-

structures interviews were individually conducted in English with each teacher in their various 

schools, at their convenience. With the use of audio recorder, I was able to capture in detail the 

entire interview processes. The interviews were conducted in a comfortable office after the 

working hours when most of the teachers and learners had gone home. Therefore, there was no 

disturbance of any kind and this was useful to collect data for easy transcription. I interviewed 

the teachers at the middle of the field work, towards the tail end of my filed work and after the 

end of my field work for clarity of issues in the months of November, December, 2014 and June 

2015 respectively. The third stage of teachersô interview was conducted in the month of June, 

2015 when I had started transcribing my data. This was useful in order to clarify some confusing 

issues as I wrote my thesis. Apart from going back to the field to meet the participants 

individually, I also communicated with them over the phone on simple issues as I was writing up 

my thesis.       

 

Since interviews were conducted for a precise purpose, and not as a conventional daily exercise 

(Dyer, 1995), we agreed on convenient days and times, making sure that there would be 

sufficient time for in-depth responses. As mentioned earlier, the interview questions were 

flexible but planned in order to allow the answers to prompt another question. The interview 

questions covered some particular themes such as: participantsô personal information, 

government support to both English teachers and learners, availability of teaching and learning 

resources, teaching strategies, learnersô participation, challenges and suggestions towards the 

improvement of teaching and learning of English (L2) writing in JSS 3 classes. Beforehand, I 

made sure according to the ethical conduct, that the participants were clear about the nature and 

purpose of the study. Likewise, I got the consent of the participants to record the interviews and 

guaranteed them their confidentiality. Therefore, all the participants gave their consent before the 

interviews were recorded accordingly. Thereafter, the HODs of the individual teachers were also 

interviewed twice individually in their various schools in the month of December, 2014 and 

June, 2015. Their semi-structured interview questions were also categorised according to themes 
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such as their responsibilities and experiences, English (L2) curriculum issues, Government 

support, their collaboration with the teachers and recommendations towards English writing 

improvement among learners. All these were done to authenticate what the teachers had said 

during their own interview sections regarding the teaching and learning of English (L2) writing 

in JSS 3 classroom. 

 

4.5.3 Document Analysis 

 

Another form of data collection that was used in this research was analysis of relevant 

documents which were made available to me with the help of the participants. According to 

Punch (2009) documents are very rich in data information for social and education research.  

Document data may be collected in addition to or without observation and interview. In this 

study, however, these three tools of data collection were used for triangulation (Punch, 2009) and 

to provide a órich vein for analysisô (Hammersley and Atkinson, 1995, p.173). The documents 

collected enabled me to match, compare, and verify what I saw during English lesson 

observations and what I was told during the interview sections. 

 

 I collected the learnersô written texts or essays and their English (L2) notebooks for the purpose 

of analysis. I requested that the teachers in each of the classes allow me to choose the learners 

randomly to guard against the collection of doctored written texts from the learners. Since I 

observed in the classes, it was easier for me to identify the learners according to how they 

participated during lessons. I then categorised the collected written texts according to learnersô 

academic performance in English (L2) that is, low, average and high, depending on the teachersô 

feedback. The learnersô selection was randomly nine learners from each teacherôs classrooms 

across the three schools. I collected three different written texts or essays of different genre from 

each learner. The selection of the learnersô texts was purposely for analysis. This enabled me to 

identify learnersô level of understanding in English (L2) in relation to their teacherôs input. 

Likewise, I was able to analyse the learnersô text through the lens of the Genre Theory by 

identifying the schematic structures and language features. Below is the number of learners 

whose written work was selected for the purpose of this study. 
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Table 4: Learnersô selection procedure 

 

Schools Class 

Av. 

age No. in class 

No. of 

students 

selected 

No. of 

students 

& 

Gender L1 Teachers 

DHS JSS 3 14 41 9 

F:5  

M:4 Yoruba Beatrice 

KHS JSS 3 14 42 9 

F:5, 

M:4 Yoruba Anne 

KHS JSS 3 14 42 9 

F:5 

M:4 Yoruba Kate 

VHS JSS 3 14 43 9 All girls Yoruba Susan 

 

 

Furthermore, teachersô lesson plans, copies of textbooks used and Government documents such 

as the National Policy on Education and the English (L2) curriculum were examined. All these 

documents enabled me to have clues on how the teachers apply or referred to the government 

documents to plan for their lessons. I also wanted to know what the government documents 

stipulated and what the teachers had in their plans, compared to what they did in class during 

teaching. 

 

4.5.4 Field notes  

  

I made comprehensive field notes in order to keep a well detailed record of events at the research 

site. According to Bogdan and Biklen (2003), field notes are documented records of events that 

take place during the collection of data at the research site. These are the researcherôs 

experiences, what she sees, hears, and perceives about the study throughout the period of data 

collection in qualitative research. I wrote field notes when I was at the research site and when I 

was at home after each observation, in order to track and reflect on all the events. The field notes 



131 

 

covered the day to day activities of the schools, the descriptions of schoolsô compounds and their 

environments. All the information added to my understanding of the situations of teaching and 

learning of English (L2) in the selected schools.   

 

4.6 TRUSTWORTHINESS 

 

Validity in the qualitative paradigm is related to trustworthiness. It is more or less to persuade 

readers by making the practices visible for auditing (Sandelowski, 1993). In this study, I used the 

word ótrustworthinessô instead of óvalidityô in explaining the research criteria. Validity is the 

degree to which research measures what it aims to measure. Validity is connected to quantitative 

research criteria. Quantitative research is óExplaining phenomena by collecting numerical data 

that are analysed using mathematically based methods (Aliaga and Gunderson, 2002). Since 

quantitative research criteria cannot give precise explanations of the qualitative results as they 

imply a different philosophical perspective (Trochim, 2008), I chose qualitative research method 

to carry out this study for a better understanding of what teaching and learning process was 

during English (L2) writing lessons in JSS 3 classes. 

 

Qualitative researchers use trustworthiness, quality or rigour instead of the word validity to 

explain how research results could be measured in a qualitative paradigm (Lincoln and Guba, 

1985; Seale, 1999; Stenbacka, 2001; Davies and Dodd 2002). Scholars highlight that 

trustworthiness enables the researchers to persuade readers and oneself that the study is worth 

researching. Trustworthiness is used to strengthen research findings and to submit that the 

research result is worth paying attention to (Lincoln and Guba, 1985). The four criteria for 

classifying the trustworthiness of qualitative research are credibility, transferability, 

dependability, and confirmability (Lincoln and Guba, 1985). All these were taken into 

consideration in this study so as to gather and analyse trustworthy data. These concepts are 

discussed in detail in the next section for better understanding of how they were used in my 

research.  
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4.6.1 Credibility  

 

Research is regarded as having credibility when its results or findings are established as being 

credible and believable by the participant (Trochim, 2008). Similarly, credibility is trying to put 

a correlative attribute between the participant perception and what is concluded about them by 

the researcher (Babbie and Mouton, 2001). In the case of this study, the research site and the 

participants were chosen purposively, and the description of the participants and the sites were 

explicitly stated, so as to foreground the purpose and significance of the study to the participants. 

 

Therefore, the credibility was achieved through the application of the following procedures: 

prolonged engagement with research site, persistent observation, adequate referential materials, 

peer debriefing, member check and triangulation (Lincoln and Guba, 1985). In order to achieve 

these, I spent an academic term (from October, 2014 to December, 2014) at the research sites. 

Through this process I was able to interact with both the teachers and the learners. In addition, 

the audio recordings of classroom observations were made to complement and substantiate my 

observation notes. I also had field notes to support every observation and to take note of the daily 

happenings in the schools. I had interviews with the participants in order to understand their 

perceptions on issues and also to match what they said with what they did in class. In other 

words, I was able to triangulate the data by combining the different data together. I gathered all 

the relevant documents collected from the teachers, and all other data were checked by fellow 

researchers and the researcherôs supervisor. Finally, all the generated data and the interpretation 

were also verified by the participants on the research site to check and correct errors, and to 

include additional information where necessary.  

 

4.6.2 Transferability   

 

Transferability is concerned with identifying how transferable the results of the research are to 

other settings or contexts (Trochim, 2008). However, transferability of a study depends on 

researchers who would want to carry it out in another context. I do not ascertain that the results 

of the research are applicable in another context or that the results would be the same if carried 

out in the same site at another time. This is because of the variation human factors, and because 
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diverse socio-cultural contexts could suggest different results. Therefore, to allow for 

transferability, I engaged with the óthick descriptionô of the data (Lincoln and Guba, 1984, p. 277 

cited in Babbie, and Mouton, 2001), as it is important in order for readers to evaluate the degree 

of transferability of the results.  In other words, I have provided a detailed account of the 

research process and the nature of data which are presented in the next chapter.  

 

Furthermore, purposive sampling was another strategy used in this study. This was carried out by 

giving maximum information about why and how the sites and the participants were chosen, 

which makes them more amenable for comparison to other research findings elsewhere. In line 

with the above, the research sites were chosen purposely for their being situated in an 

environment where learners of diverse linguistic backgrounds were learning English as a second 

language. This was as a result of influx of people coming from rural areas of the Ado Ekiti, 

which is Ekiti State capital, to work and earn their living. Likewise, people from other states of 

the country come because Ado Ekiti is a commercial centre in that environment. Therefore, 

schools are populated with children of these different categories of people with diverse 

languages other than Yoruba. 

 

4.6.3 Dependability 

 

In qualitative research paradigm, dependability is synonymous to reliability. This proposes that 

the study can be replicated in the same site and yield the same result. Sequel to the above 

assertions, there can be no credibility without dependability; therefore, credible results are also 

dependable at the same time. Lincoln and Guba (1985, p, 51) propose the use of óinquiry auditô 

to confirm dependability of results.  I examined the process of this research by going through the 

interview notes, documents, fieldnotes, data analysis, data findings and the recommendations. It 

was finally confirmed that all the methods, interpretations and findings were clear and consistent. 

The research processes were presented in detail, so that other interested researchers would be 

able to replicate the study in another context not necessarily obtaining the same results, but rather 

using my study only as a óprototype modelô (Shenton, 2004, p. 71). 
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4.6.4 Confirmability  

 

Confirmability of research results depends on the standpoint of others towards the final results. 

Thus, the researcher could use various criteria to confirm the results, such as peer checking and 

member checking (Sandelowski, 1993). Confirmability shows the length at which the research 

findings were not biased, or do not reveal any undue bias by the researcher, but rather that they 

certainly focus on the research. Lincoln and Guba, (1985, p. 319) likewise refer to confirmability 

as the óaudit trailô.  

 

At this point my personality as the researcher is admitted. Triangulation was employed in order 

to reduce bias. The methods adopted in the research such as observation, interviews and the 

collection of relevant documents from both teachers and learners were acknowledged. In 

addition, the principles underpinning decision making were considered during the report. All 

related documents to the research work were reserved for examination by my supervisor. I 

explained clearly how the research questions led to the research findings. All this aided the 

confirmability of the study by interested observers who are able to trace and follow the óaudit 

trailô sequentially from beginning to end.      

 

4.7 REFLEXIVITY  

 

Willig (2001, p. 10) refers to reflexivity as:  

...an awareness of the researcher's contribution to the construction of 

meanings throughout the research process, and an acknowledgment of 

the impossibility of remaining ñoutside ofò one's subject matter while 

conducting research. Reflexivity, then, urges us to explore the ways 

in which a researcher's involvement with a particular study 

influences, acts upon and informs such research. 

 
With respect to the above quote, I tried as much as possible not to allow óselfô to take control 

during data analysis. According to Willig (2001), there are two types of reflexivity: personal and 

epistemological. Personal reflexivity is how a researcherôs beliefs, experience, views about 

issues and social identity could affect the results of the study. While epistemological reflexivity 
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is about how the research questions and interview questions, drawn together with research design 

and analysis, could affect the results of the research. In view of these, I positioned myself within 

the research report and express the participantsô viewpoints so that I was not influenced by 

ñselfò.  

 

In addition, I entered the field with the necessary instruments to capture accurate data so that I 

would not presume or pre-empt any event. That is, I suppressed my own opinion about what the 

study finds out so that the real situations of the research findings would not be shaded with my 

own opinion. Likewise to prevent researcherôs bias, I cultivated the habit of being a patient 

listener so that my participation was concentrated on recording the subjects and writing on them 

accurately and objectively. Also, using the idea of Creswell (2005, p. 448) ñreflexivity in 

ethnography refers to the researcher being aware of and openly discussing his or her role in the 

study in a way that honours and respects the site and participantsò. Because this research 

warranted the researcherôs long stay in the site, there was mutual understanding of participants 

and respect for the schoolôs rules and regulations, respect for participantsô views and finally, I 

left the site without altering the school system as it was at the beginning of the research.  

 

4.8 ETHICAL CONDITIONS  

 

This study deals with human subjects, thus the topic is a sensitive issue in the educational sector. 

Before I commenced my data collection, the University of the Western Cape (UWC), approved 

of it and I was granted permission by the Senate Higher Degrees Committee. On getting to 

Nigeria, I took the letter I got from UWC to the Ekiti State Ministry of Education to obtain 

permission to be granted access to the schools of my choice, which was approved. 

  

All necessary steps to obtain free access to the schools of choice and the participants were taken 

to ensure the protection and safety of the participantsô identity. I paid the principals of the 

schools a visit and declared my intention and interest in carrying out my research in their 

schools. I equally delivered the letter of permission given to me by the Ekiti State Ministry of 

Education. Having in mind that the three areas of ethical issues to be considered are informed 

consent, confidentiality and the interview consequences (Kvale, 1996), I was introduced to the 
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teachers and their HODs that I worked with, and in that process I also sought their consent. I 

assured the teachers of the use of pseudonyms to protect their identity and that of the schools. I 

also informed them of their right to withdraw from the research at any point. I wrote letters of 

consent to be completed by the Head of Departments (HODs), the teachers involved and by the 

parents of the learners. The letters served as information as well as reassurance to the participants 

that the research would by no means tarnish their reputation. The aim of the study was explained 

to the participants concerned, which is to explore how teachers taught genre or essay types in 

English writing lessons in JSS 3 classes. I also gave an explicit explanation of the research 

methods which entailed lesson observations and interviews of participants. 

 

I equally promised them that at the completion of my study, I would report the findings back to 

the teachers. This was in line with ethical research practices supported by the Human Science 

Research Council (HSRC) (online http://www.hsrc.ac.za/Page-168.phtml), which demands that 

researchers are ñto recognise the right of the client/principal/sponsor to request information from 

the researcher at the conclusion of the researchò. 

 

4.9 LIMITATIONS  

 

Generally English is a subject that has a higher percentage of failures among learners in Nigeria 

school irrespective of class. However, it is not practicable to investigate all the classes. 

Therefore, this study only focused on the Junior Secondary Schools (JSS 3) English (L2) 

classrooms. Because of time and financial constraints and also the anticipated challenges to 

access larger numbers of school because of time limit, I therefore focused on four teachers and 

three HODs at three schools in Ado-Ekiti Local Government Area of Ekiti State. Despite the fact 

that observation was done in the English language lessons, the study focused on writing lessons. 

Therefore, these three schools and the JSS 3 classes served as a microcosm of junior secondary 

schools in Ekiti State. Like all other schools in Ekiti State, both teachers and learners were L2 

speakers of English language and learners were more or less from the same socio-cultural 

background. As a result of the small scale nature of the study, and owing to human factors, it is 

not possible to make generalisations about the findings. But all the same, it will serve as a 

pointer to further research in the field, and I assume that the result and findings will serve as 
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insight to what is in practice in schools as far as English language, and most importantly writing 

is concerned. 

 

4.10 SUMMARY  

 

This chapter gives an overview of the methodological aspects of the study, which is underpinned 

by a qualitative ethnographic paradigm. It also explains the various data collection techniques 

namely observations, interviews and document analysis that were employed in this study. In 

order to strengthen the findings and to prove their trustworthiness, I triangulated the various data. 

I took note of self reflection to reduce bias towards the participants. Finally, I stated the ethical 

consent and the limitations of the study. In the next chapter I will present the data collected. 
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CHAPTER FIVE  

 

PRESENTATION OF DATA  

 

5.1 INTRODUCTION  

 

This chapter presents the data collected for this study. As indicated in the previous chapter, the 

data were collected by means of classroom observations, teachersô interviews and an analysis of 

learnersô written texts and relevant documents which include teachersô lesson plans, scheme of 

work and the English Curriculum for JSS (3) classes. All the data presented in this chapter bring 

out the holistic understanding of the teaching and learning process in English (L2) writing in the 

schools that participated in this study. 

  

This chapter begins with the presentation of classroom observation data which includes the 

teaching and learning process of English writing in order to determine how the teachers 

interacted with their learners in English lessons. This is followed by the presentation of data from 

the teachersô interviews which include interviews with HODs of the three schools. Lastly, I 

present data from various documents, namely the teachersô schemes of work, lesson plans and 

the English timetable and the learnersô written texts.  

 

5.2 CLASSROOM OBSERVATION  DATA  

 

As discussed in the methodology chapter, observation is one of the data instruments that I used 

which enabled me to have a better understanding of English (L2) academic writing in practice, 

instead of using interviews only. It granted me access to live data from the teachers and learners. 

In addition, it provided me with a better view of the socio-cultural contexts of the schools which 

were involved in this research. The observations in the schools, especially in the English lessons 

exposed me to teaching and learning practices in the various schools and the conditions under 

which learners learned. As mentioned earlier in Chapter four, the classroom observations began 

in the first week of October to the end of the term in December 2014.  Since the period of the 

teaching of English writing could not be predicted, events were left to unfold without the 
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researcherôs manipulation. I observed four teachers in the three schools in English lessons in 

Junior Secondary Schools (JSS 3) during my fieldwork period which took approximately three 

months. I observed lessons on grammar, speech work, comprehension, vocabulary development 

and essay writing since I could not dictate what the teachers should teach as I was trying to 

adhere to research ethics. Therefore, the presentation will only be on the essay writing lessons as 

it is the focal point of my study. 

 

The classroom observation schedule was used to capture the events that took place during 

English lessons. Through lesson observations, I was able to identify the teaching strategies 

employed by the teachers in their English lessons and how they implemented the English 

curriculum. I also noted how the teachers scaffolded the lessons through teacher-learner and 

learner-learner interactions. I captured the teachersô lesson presentation, learnersô participation 

and the resources used in the lessons. I also took note of the lesson durations. In addition to the 

classroom observation schedule, I audio recorded all the classroom lessons which assisted me in 

transcribing the whole lesson for better presentation and analysis of data. The classroom 

observation schedule template is provided in Appendix 3. Therefore, in the next section, I 

present the teachersô English writing lessons from the three schools. I start with Beatrice in 

Dominion High School. 

 

5.3 BEATRICE IN DOMINION HIGH SCHOOL (DHS)  

 

In my observation, I noted that the JSS 3 classrooms in DHS were considerably large and there 

was enough space for the teacher to walk round the classroom when teaching. The classroom 

was also well ventilated with approximately forty learners, both boys and girls who were seated 

in twos behind a double-sized desk. There were big chalkboards in front and at the back of the 

classroom. It is normal for classes to be noisy when learners are left on their own, but 

immediately the teacher and I entered the classroom, the learners stood up to welcome us  in a 

chorus of óGood morning Maô. Afterwards, the learners were ready for the next instruction by 

the teacher which was óGood morning, you may have your seatô. This form of greeting was a 

general norm. Beatrice had introduced me to their learners before I started my observation and 
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my mission had also been made known to them. Therefore, the learners were not surprised to see 

me because that was not my first time of coming to their classroom. 

 

In Beatriceôs classroom, I observed two English writing lessons which learners were instructed to 

write on. The first one was on argumentative essay with the title: Argue for or against the 

proposition which says: ómale child is more important in the house than female childô. The 

second one was a narrative essay which was titled: Write an essay on how you spent your last 

holiday. Firstly, I present how the argumentative essay was taught. 

 

5.3.1 Beatriceôs Lesson 1 (argumentative essay) 

 

The lesson on argumentative essay took forty minutes. During my observation, I noted that 

Beatrice (BT) introduced the lesson to the learners through questions on how to write an 

argumentative essay. She first asked for the meaning of argumentative essay as shown below: 

 

BT: 1] What is the meaning of argumentative essay? 

S: To disagree upon issues 

BT: 2] To disagree on issuesé 

3] Argumentative essay can be based on two sides and the two sides, is 

on either you support the motion or you go against the motion.  

4] So that how you get the two sides.  

5] Then the best way of writing argument is to first of all discuss the 

features of argumentative essay.  

6] But before we talk about that one, we are going to talk about 

ordinary essay that has two sides that means that you argue for or 

against the motion.  

7] For example, if you go to the court, you will see that the lawyers 

use the system of what they call argument.  

8] They either support or defend their client in one way or the other 

while the other one will go against what the other one says. 

 

In the above excerpt, Beatrice agreed with a learnerôs meaning of argumentative essay. She 

further explained that argumentative essay is based on two sides, either to support a motion or to 

oppose the motion. After the lesson introduction, BT called out two learners: Zarat (girl) and 

Laban (boy) (not learnersô real names) to further demonstrate the meaning of argumentative 
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essay and how they would argue a case. This was how the interaction went in the classroom 

during the lesson: 

 

BT: 9] I want the two of you to come out to explain the meaning of what 

we mean by argumentative essay (talking to two of the learners to 

demonstrate).  

10] Let Laban and Zarat come out. I want to use the two of you to 

explain the meaning of Argumentative essay.  

11] As we are now talking about the court of law, we have two 

lawyers, Laban stands for the government while Zarat stands for her 

client.  

12] Are you getting what I am saying now? 

Ss: Yes (all learners in a chorus) 

BT: 13] And the client can be referred to as the criminal in the court 

of law and Zarat will like to defend her client.  

14] And so by the time she is saying something to support her client 

that the case her client is having all the things that Zarat will be saying 

will be in support of her client.  

15] Are you getting what I am saying now? 

Ss: Yes  

BT: 16] But Laban as a lawyer for the government will be against what 

Zarat is saying.  

17] Are you getting what I am saying now? 

Ss:  Yes (all learners responded in a chorus) 

BT: 18] That is this one (Zarat) will support, while this one (Laban) will be 

against, that is what it means by argumentative essay.  

19] When you are arguing on one particular issue and another person 

is supporting it.  

20] Are you following what I am saying now? 

Ss: Yes. 

 

The above excerpt shows the responses of the learners as BT explained to them. She explained 

that Laban would stand for the government while Zarat would argue against the government in 

defense of a client but both Laban and Zarat did nothing other than to represent lawyers. While 

she was explaining she intermittently asked the learners if they were following the lesson while 

the learners responded in chorus in the affirmative.  

 

As the lesson proceeded, I noted that BT expatiated on what the learners should know in their 

writing. The following excerpt illustrates how she explained: 
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BT: 21] It is either you support or you are against the motion. Then how do 

we write Argumentative Essay? (not directed to the learners).  

22] The first thing: do not greet any audience, do not say good 

morning ladies and gentlemen because there is no audience in that 

particular place so there is no presence of anybody so you are just 

addressing the topic.  

23] You want to say something you want to support, it is not that you 

will be saying good morning ladies and gentlemen or my audience, 

argumentative essay is like when you are doing debate.  

24] Are you getting what I am saying now? 

Ss: Yes (all) 

BT: 24] So you do not greet. 

25] Then at the same time you take a stand or a side that means maybe 

you want to support like a male child is better than a female child 

maybe when you want to support male stand for male.  

25] Are you getting what I am saying now?  

Ss:  Yes 

BT: 26] Either you want to support female let it be on female.  

27] Everything you want to say must basically be on female or you say 

it on male depending on the person you want to support.  

28] Or if you want to be against let your points be on who you want to 

be against, do not move from one side to the other then that means you 

argue either for or against the proposition.  

29] Then number 3, do not conclude by writing thank you, you do not 

say thank you after the argument do not say thank you sir/ma  

30] Do you getting what I am saying now?  

31] Then at the same time, do not conclude writing thank you for 

listening. 

32] Do not say thank you sir/ma. 

 33] Then in debate do your thorough research, that is another point.  

34] May be, like a male child is better than a female childô. 

35] If you want to argue or if you want to support, first of all research 

who is a male child and who is a female child. 

36] Then do your research, know the facts that can support your points 

anything about the particular eeeh, all the things that you know that are 

very important in the life of a boy in the house.  

37] Are you listening to what I am saying now? 

Ss: yes (all learners in chorus) 

BT: 38] You must have a concrete fact to support your point so that your 

listeners/readers would be able to verify the points you highlighted.  

39] Your point must be verifiable.  

40] Then leave out your personal opinion, do not say because you 

think that you are a boy so you now prefer your own side that a female 

is not good at all at home.  

41] You must have a point to condemn that female.  

42] Are you getting what I am saying now? 
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In the above excerpt, Beatrice explained to the learners to be consistent when arguing for or 

against a proposition. They must also do research of what they would write about so that they 

could get concrete facts about the topic. She repeated points several times to emphasise what she 

would want the learners to note in their writing.  She sounded a note of warning that learners 

should not greet because it was a written essay and not a debate. At the end of the essay they 

should not conclude by saying óthank youô as well. In between the explanations Beatrice asked if 

the learners understood what she was saying. In the lesson, I noted that the teacher did most of 

the talking while the learners listened, except for responses of óyesô when the teacher asked them 

if the lesson was well understood. The teacher also asked a question which was to be answered 

by the learners but she did not give the learners the opportunity to respond before she answered it 

by herself. It seems the teacher did not expect the learners to answer the question. In addition, the 

learners did not ask questions of any kind during lessons. 

 

Beatrice went further to explain the structure of an argumentative essay by pointing out the 

differences between the structure of a letter and that of argumentative essays. Below is the 

interaction: 

BT: 43] But in the case of argumentative essay, you do not need all these 

stages. (Referring to the features of letter writing)  

 44] so your essay must start with what? 

 Ss. Introduction. 

BT: 45] after introduction, it will be what? 

Ss. Body. 

BT: 46] after body, conclusion. 

Ss: conclusion. 

 

She presented the structure of argumentative essay illustrated above in a form of question and 

answer. She stressed that the introduction, body and conclusion were essential in this essay type. 

She asked the learners to mention what constituted the structure of an argumentative essay as a 

form of consolidation.  

 

Beatrice also interacted with the learners by telling them to mention points for and against the 

motion: ómale child is better in the home than female childô. Zarat gave some points before other 

learners were allowed to give their own points as indicated below: 
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Zarat: he likes to take care of the family 

BT. 47] It still means the bread winner of the home 

Zarat: male are well educated 

BT. 48] Well educated óabiô [is it not] 

Zarat: yes é (inaudible). 

BT. 49] Or physically strong 

 50] okay, é agricultural products.  

51] Male are good in family activities. 

52] Let us quickly go to female.  

53] óeyin okurin laa soro oooô [it is you boys that will talk now]  

54] uhhh, uhmmm  female, keep quiet.  

55] Yes, Anthony (another learner responded).  

S: female are the helpmate of their husband 

S: confirm (most of the learners want to participate) (noise) 

BT: 56] Yes 

S:  they are important in éé 

BT: 57] They are the best in domestic work.  

58] Yes, I donôt want chorus answer, if you want to talk just raise up 

your hand.  

59] Yes 

  60] take care of the house 

S: they have beautiful faces 

S: they have attractive faces 

BT: 61] (laugh) yes, another one? 

S:  they are the most beautiful creature on this earth. 

 

The excerpt shows the interaction between the learners and the teacher. The learners were 

allowed to mention the points to consider if they wanted to write about the topic. The first set of 

points was in support of a male child while the last set of points was in support of a female child. 

I noted that Beatrice wrote the points on the chalkboard as the learners mentioned them. I also 

noted that only some few set of learners were eager to respond to questions while the rest of the 

learners did not participate during the lesson. During the observation, I noted that Beatrice 

uttered some sentences in Yoruba (BT:53) during her teaching to indicate the set of learners that 

were supposed to mention the points.   

 

Beatrice concluded her lesson by giving a summary before giving out the assignment.  

 

BT: 62] So that is the way we can write our essay, either any type of essay 

that they may ask you to support or against.  
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63] Just write out your points first, verify them very well and let them 

have good facts so that anybody listening to you or the person that 

wants to read your essay will be able to verify it.  

64] Is that taken now? 

Ss: yes. 

BT: 65] Any question on it, is there any question?   

66] So with these now, I want you to write essay on: A male child is 

more important in the house than a female. 

 

Beatrice emphasised that the learners should write down their points, they should have good 

facts for the readers to verify. Lastly she dictated the question as an assignment to the learners 

which was to be written at home. 

 

5.3.2 Beatriceôs lesson 2 (Narrative essay) 

 

The lesson on narrative essay writing was for the duration of forty minutes. I observed that 

Beatrice introduced the lesson on narrative by informing the learners that she was going to teach 

essay writing. She then stressed that essay writing was different from letter writing. I reproduce 

the introduction of her lesson below: 

BT: 67] Under letter writing ï what can you say about it? 

S it is a means of communication 

BT 68] it is means of communication through what? 

S letter 

BT:  69] It is a means of expressing your feelings, towards your relatives, 

towards your friends.  

70] Apart from that, how many letter writing do we have?  

Ss: Formal and Informal letter.  

BT: 71] who can give me the meaning of informal letter? 

S: A kind of letter that we write to our loved ones.  

BT: 72] Correct! What about formal letter?  

S: It is an official letter to the principal, chairman, e.t.c. 

BT: 73] We want to talk about essay.  

74] Essay is not like letter ï writing.  

75] Who can tell me the kinds of essay! 

Ss: Argumentative, narrative, descriptive and expository essay.  

BT:  76] Narrative essay is one when we express our past. 

77] What happened to you in the pastéit may be imaginary.  

78] Like, you just want to tell a story.  
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The above excerpt indicates how Beatrice began the lesson. She asked questions about the 

previous lessons on letter writing. After the learners were able to answer the questions correctly, 

she then mentioned the dayôs topic and also explained what a narrative essay was. At this stage 

she wrote the topic on the chalkboard - Narrative assay-. She further explained to the learners 

that narrative essay always has a title. During the lesson, I noted that Beatrice explained that the 

learners should take note of the way they had to write the essay. The excerpt below was her 

explanation: 

 

BT: 79] Note that the way you develop your points is very important.   

80] You paragraph is very important.  

81] The (points) must appear in paragraphs.  

82] The points you explain/discuss in the first paragraph should not 

appear in the second paragraph.  

83] Because just like in storytelling, you must have a lot of 

experiences.  

 

In the above excerpt, Beatrice elucidated that the learners should organise their points in 

paragraphs and that one idea should not be repeated in another paragraph. She said the learners 

needed to have a lot of experiences to write just like in the case of storytelling. She further 

instructed that a learner should come out to narrate how he/she celebrated the last Christmas 

holiday as shown below: 

 

BT: 84] Let somebody tell us about his Christmas celebration of last year.  

S: (A learner volunteers to narrate)  

1] I went to the market to buy a coat (suit) but my money was not 

enough. 2] When I got home they were not at home, they went 

somewhere to buy something for my younger brother. 3] So I stayed at 

home for more than one hour. 4] When they came they gave me 

money to go and buy the cloth but when I got there the man from 

whom I want to buy it was not there again and I went to another area 

and I bought it from é. (noise) 5] Three days to Christmas, we went 

to the market to buy something preparatory to the celebration. 6] And 

my father travelled he went somewhere so when he came back my 

mother prepared food for him. 7] On Christmas day, my mother gave 

me some rice, so I ate me and my friends that can to my house. 8] So 

they ate too so me and my friend went. 

BT:  85] (teacher corrects the grammar) not me and my friend but my friend 

and I 
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S: 9] so my friend and I went somewhere, when we got there they gave 

us some rice but we told they that we have already eatené.. 10] When 

it is  

BT: 86] was (she corrected the learnerôs grammatical error) 

S: 11] when it was five Oôclock I went to where they are selling banger 

so I buy 

BT:  87] I bought (she corrected the learnerôs grammatical error) 

S: 12] I bought three packets when it is exactly  

BT: 88] was (she corrected the learnerôs grammatical error) 

S: 13] when it was exactly nine Oôclock I é That is the end of my é  

Ss: (noise and applaud) 

BT: 89] (The teacher recaps the points made by the learner) if you listen to 

him very well he gave us five or six points and from there if you want 

to write now you can write at least six paragraphs. 

90]  so that is how to write narrative essay.  

91] You can be asked to tell a story, narrate an experience on your way 

to school.  

 92] Who can tell us another story under narrative essay?  

S: 1] (She narrates a story on her journey to her grand maôs place) 

When we got to Omuo-Oke, (a town) my mummy bought a bag of 

rice, and shared it to the villagers. 2] So we followed our grandpa to 

the farm and he gave us some palm wine to drink. 3] It was not like the 

coke we use to drink. 4] We went to our grand ma house, and gave us 

a goaté 5] when we want to leave the village our grand ma gave me 

and my brother some money so we bought a lot of things. 6] Six days 

to our resumption, our mother took us to the market and she bought 

some clothes, books, shoes, biro, pencil, mathset and so on. 7] On the 

seventh week, on the seventh week we resumed back to school me and 

my friends saw. 8] I was in the school so I was so happy. 9] That is, 

how I spent my holiday.  

 

I noted that after the learners had narrated their experiences, Beatrice recapped what the first 

learner narrated. However, when the first learner was narrating how he spent his Christmas 

holiday, Beatrice interrupted him to correct some grammar errors. She then called on another 

learner to narrate his experience on his way to school but the learner rather told about his journey 

to his grandmotherôs hometown during the Christmas holiday. I observed that Beatrice did not 

explain to the learners what they should take note of when writing a narrative essay.  

 

In Beatriceôs essay teaching, I noted that there was teacher-learner interaction during her 

explanations, especially during the topic discussions. The above excerpt also shows how she 
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interacted with the learners when she was explaining a narrative essay. She called out some 

learners to narrate how they would write their essays on the topic.  

 

In the lesson, I noted that Beatrice explained to the learners the language features of the essay 

types. Below was her explanation: 

 

BT: 93] Narrative essay is one when we express our past.  

94] What happened to you in the pastéor the story about our past,  

95] it may be something that we imagined.  

96] Like you just want to tell a story  

 97] How do we write this essay? 

 98] For example, how I spent my last holiday.  

99 It should be in the past, And it must be in the past tense.  

100] It must be in what? 

 Ss: past tense 

BT: 101] then when you want to say something that you imagined. 

102] However, an imaginary one, something in progress, then it must 

be in present tense. 

 

In the above excerpt, she stressed the use of past tense when writing a narrative essay, and that 

the imaginary narrative essay should be in the present tense. Beatrice also elucidated the use of 

linking and transitional words during the teaching of narrative essay as shown in the example 

below:  

BT: 103] When writing, you have to write linking words like: óin addition, 

firstly, secondly, moreover.  

104] Then at the end, you may use linking words like óin a nutshellô, in 

conclusion. 

 

She gave some examples of the transitional words to use when they write their essays. As shown 

above, she only made mention of the examples of the linking words but there was no explanation 

on their meanings and how the learners could use them in context.    

 

I observed that Beatrice gave no further explanations after the learnersô examples in the narrative 

essay. She concluded as follows: 

 

BT: 105] Okay, that is fine. Your assignment now!  

106] Write a narrative essay on how you spent your last holiday.  
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107] Submit on Monday to your class captain.  

 

The above excerpt shows how Beatrice ended her lesson on narrative essay. She gave the 

instruction that the learners should write an essay on how they spent their last holiday to be 

submitted on Monday. 

 

In the observation of Beatriceôs lessons on argumentative and narrative essay, I noted that the 

learners did not have any constructive interactions between themselves. I also noted that the 

teacher made use of the chalkboard to write notes and points for the learners. No textbook was 

referred to during the lessons although she came to the classroom with the learnerôs English 

textbook and her lesson notes from where she glanced through to follow the lesson plan.  

Likewise, she did not refer to any essay sample which the learners could follow as a model. I 

noted few textbooks on the learnersô desks but the majority of the learners did not have the 

recommended textbook. Therefore, learners clustered around the desks of few learners that had 

textbooks.  

  

In Beatriceôs lessons, I also observed that the learners were given instant feedback on their 

grammatical errors during classroom discussions while there was no feedback on essay structure. 

The learners that were bold enough to speak were corrected on the type of tenses used.  

 

5.4 KINGS HIGH SCHOOL (KHS)   

 

In Kings High school, the JSS 3 block was an old structure made up of six small classrooms. The 

chairs and desks were tightly arranged in rows which did not give room for free movement and 

so the teachers stood in the front of the classroom during lessons. Each classroom had two 

chalkboards; one in the front of the classroom and the other at the back of the classroom. The 

chalkboard at the back of the classroom served as a notice board where the classroom timetable 

was written, while the chalkboard in front of the classroom was for teachers to make use of. In 

the classes, I noted that some learners paired up in one chair because of shortage of the chairs 

and desk. I was introduced to the learners as a researcher during my first visit and thereafter my 

observation began.  



150 

 

 

I observed two JSS 3 English teachers in KHS. Their names were Anne and Kate (pseudonyms) 

each had three classes each in JSS 3. I present Anneôs lessons first followed by Kateôs lessons in 

the next section. 

 

5.4.1 ANNE IN KINGSô HIGH SCHOOL (KHS) 

 

In Anneôs classroom, I observed two English writing lessons of which learners were instructed to 

write on. The topic of the narrative essay was titled:  A memorable day. The second one was an 

argumentative essay titled: Argue for or against the proposition which says: óa male child is 

better in the home than a female childô. The lesson duration for each lesson was forty minutes. I 

present Anneôs lessons on argumentative and narrative essay respectively. 

 

5.4.1.1 Anneôs lesson 1 (Argumentative essay) 

 

During my observation, I noted that Anne (AT) introduced the learners to writing an 

argumentative essay by mentioning the different types of essays as shown below: 

 

AT: 1] In Essay writing, we have the Narrative Essay, we have Descriptive 

Essay, we have Expository Essay, we have Argumentative Essay.  

2] Most times we do make use of Argumentative Essay.  

3] This Argumentative Essay comes mainly in form of a debate.  

4] You all know what we mean by debate.  

Ss: Yes (all responded in chorus) 

AT: 5] So, Argumentative Essay comes in a form of a debate.  

6] When you are in J.S.S one, you participate in debate.  

7] Debate is what you are not familiar with; you know what we mean 

by debate. 8] One is to speak for while the other one is to speak 

against, that is debate.  

9] For example now, female child is more useful at home than male.  

10] You are either asked to speak for or against.  

11] Before you can begin such argumentative essay, you first of all tell 

us what you mean by the word male and female.  

12] Who can tell us what we mean by either a female or a male? What 

do they mean?  

S1: female is a girl child and a male is a boy child. 

AT: 13] A round of applause for her  
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Ss: (Clap) 

 

Anne emphasised on argumentative essay and she pointed to the fact that the learners were 

familiar with argumentative essay. She stressed that it was in the form of a debate. She gave an 

example of a topic under argumentative essay after indicating that it was either one speaks for or 

against a topic. To explain further, she asked the learners to say what they understood by a 

female and a male. One of the learners (S1) answered the question to the best of her knowledge 

by defining that a ófemale is a girl while male is a boyô while the rest of the learners applauded 

the learner as instructed by Anne. 

 

Anne proceeded with the lesson by discussing the structure of an argumentative essay. The 

following excerpt illustrates how she explained: 

 

AT: 14] So once you are able to give us the definition, before you start that 

particular debate, you first greet those on the high table.  

15] Good morning Panel of Judges, Co-debates, or Good afternoon 

Ladies and Gentlemen, Panel of Judges, Co-debates and my fellow 

learners.  

16] I am here this morning to support the motion or to be against the 

motion which says ña female child is more useful at home than a male 

childò.  

17] Female is a girl child and a male is a boy child. 

18] If you are supporting the argument, you write your points in 

paragraphs and support your argument with examples so that you can 

convince the audience or readers.  

19] Do not support the two sides it is either you support or you are 

against the motion.  

20] What is the motion? 

Ss: Male child is more useful at home than female child. 

AT: 21] Good, so do not change the motion to ófemale are more useful at 

home than maleô no! The motion is ómale child is more useful at home 

than female childô.  

22] Is that clear?  

Ss: Yes (all in chorus) 

AT: 23] The first thing you are going to write is the introduction that tells 

the audience or reader what you want to do.  

24] Let them know whether you are supporting the motion or if you 

are against the motion.  

25] You must not forget that part.  
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26] After that, divide your points into paragraphs like three or four 

points.  

27] Each point must be in separate paragraphs.  

28] Then the last paragraph should be the conclusion and in the 

conclusion tell the reader or audience what you feel and try to let the 

audience agree with you in your argument. 

 29] Do you get what I am saying now? 

Ss: yes. 

 

The above excerpt shows Anneôs explanations on how the learners should go about the argument 

on the usefulness of the male child and the female child at home. She explained that the learners 

should greet the people on the high table and thereafter state the motion. She stressed that the 

learners should not support two sides. I noted that Anne discussed the structure of the argument 

namely the introduction, body and finally the conclusion where the learners had to state their 

opinion about the topic. I also noted that in between her explanations she asked questions which 

the learners answered in the affirmative. However, during the lesson, Anne did not specify the 

type of tense to be used by the learners in their argument. 

 

I observed that Anne scaffolded the learners in writing their argument about the topic she gave 

them. The following is an example of how the interaction proceeded: 

 

AT: 30] Now I want you to mention some points in support of male 

children.  

S: A male is the head of the family 

AT: 31] Yes, Family head 

S: Males are stronger than females 

AT: 32] Thank you male are physically stronger than female.   

33] Why do you think it is so? 

S:  Because they have nine ribs (laugh) 

AT: 34] Another learner  

S: Male child becomes presidents and governors. 

AT: 35] Okay, but there are lady presidents like Margaret Thatcher.  

36] Yes, who can give me another point? 

S: God created male before the female.  

 (Teacher writes all the points on the chalkboard) 

AT: 37] Now let us discuss about the importance of the female child.  

38] How is female more important than the male?  

39] Joy, mention a point. 

S: (Joy) Girls can do house work more than the boys 

AT: 40] Okay, explain 
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S: Girls help their mother in the kitchen and care for their junior ones 

AT: 41] Any other point? 

S: They are helpmate for their husbands. 

S: They are kind  

S: Girls are brilliant more than boys. 

Boys:  (Protest from the boys) no! no! (noise)  

Girls: (Response from the girls) Yes! yes!  

AT:  42] Quiet, okay, Give us more points. 

S: Females give birth to children but boys cannot. 

 

In this excerpt, I noted that Anne gave learners opportunities to mention the points to either 

support or go against the motion, that is, the reasons why males were said to be stronger than 

females.  She also asked one learner to explain why girls were good in household chores than 

boys. Anne wrote the points mentioned by the learners on the chalkboard for the learners. There 

was evidence of interaction between Anne and her learners on the topic but the discussion was 

not developed into a written sample that could assist the learners to write proficiently on their 

own.  

 

Anne concluded the lesson by asking the learners to take the topic as an assignment to be written 

at home. For example, she gave the following instruction: 

 

AT: 43] What I want you to do for me is to take this as an assignment.  

44] Those of you that refused to do the last assignment given to you 

please make sure you do it and submit it tomorrow morning.  

45] Do you understand me now?  

Ss: Yes (the concerned learners) 

AT: 46] Go home and do the research.  

47] Ask your brothers that are more enlightened than you to give you 

points on the motion: ómale child is more useful in the home than 

female child.ô   

48] They should give you the point to support or go against the 

motion. 49] Please write it down and use them to develop you essay.  

50] You will submit when next you have English.  

51] Good morning everybody.  

Ss: Good morning ma.  

 

She finally said the learners should submit the assignment during the next lesson.  
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5.4.1.2 Anneôs lesson 2 (Narrative essay) 

 

Anne introduced the lesson on narrative by informing the learners that she was going to teach a 

narrative essay. She then instructed the learners to open page 40 of their English textbooks. I 

present the introduction of her lesson below: 

 

AT: 52] So let us go into narrative essay.  

53] Open to Page 40 of your textbook 

S: page 40 

AT: 54] óE gbe ariwo yin ooô [stop your noise] 

S: Mummy óSerah lohunpariwoô [mummy Sarah is the one making noise] 

AT: 55] Iwo yi koju si waju [Eh you, look at the front]. 

56] Now we have various topics under composition.  

57] This story has an interesting beginning (referring to the story on 

page 40 of the textbook). 

 58] A good beginning would make the reader want to read more.  

59] That is what we learnt earlier on narrative essay.  

60] The way you write would make the reader develop interest in 

reading your essay.  

61] In some cases you may write and your reader will not be interested 

in reading it any further.  

62] But immediately you have a good beginning, in your essay, when 

you have a very nice point your reader would want to read it to the 

end. 

63] Because the reader would want to know what will be the end of 

your story. 64] That is why your essay must have an interesting 

beginning.  

65] That is, you write to fix the mind of your reader so that the reader 

would like to read the story to the end. 

 

Anne made references to the textbook and as the learners opened page 40 of their English 

textbook, she told them the benefits of writing a good and interesting introduction. Interestingly, 

Anne spoke in Yoruba to reprimand the learners that were making noise and some that were not 

sitting right. She stressed that a good beginning was useful to attract readers to read the story. In 

my observation of the narrative essay teaching, I noted that Anne also discussed the structure of 

the topic. The excerpts below provide an illustration of how she explained to the learners:    
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AT: 66] It is not that you lump all your ideas in one paragraph may be you 

have 2 or 3 points you have to develop each point in different 

paragraphs.  

67] You list your points, your main idea together in paragraph.  

68] Your points should be developed in separate paragraphs.  

69] The body should be the most interesting part of your essay because 

nobody would stop reading an interesting story until they get to the 

end of the story.  

70] That is why you must think deeply before you write on the topic.  

71] óRoo pe kinô story óti mo le ko to ma dun leti eni ti o fe ka iwe mi 

yi to ma feran lati kaô  [think of the type of  story that would interest 

the reader to read]   

72] If you decide to write on the most interesting one of all the stories.  

73] A good conclusion, the conclusion should be brief and catchy.  

74] Summarise, you have to write on every point you have written.  

75] You use the main point of all that you have written.  

76] The combination of all your ideas in the conclusive part that is, 

you do not need to write many things when you are concluding your 

points. 

77] What makes the day a memorable one in your life?  

78] First write out your outlines, let us know your points that you want 

to develop when writing the essay.  

79] Let a learner come out and tell of his/her memorable day óojo kan 

ti oo le gbagbe ni aye reô [a day I will never forget in my life]. (no 

learner came out)  

80] óSe ko seni to le so nipa ojo ti kole gbagbe ni aye reô[ so none of 

you can say something about the topic] (No response from the 

learners) 

81] (Teacher reads the model text further) éthe most memorable day 

was the day I was granted a scholarship to study in a city secondary 

schoolé (She explains)  

82] You can see how that person begins his own essay.  

83] The first paragraph here is the introductory part of his essay.  

84] So when you are writing an essay you must have a very 

nice/beautiful introductory part.  

85] We call it óIfaaraô[introduction] in Yoruba.  

86] With the little we have read in the essay try to read more. (She 

continues to read the model text) 

 

I noted how Anne elucidated on the structure of the essay. She talked about the main idea and 

that the essay should have at least three paragraphs. She stressed that the body of the essay 

should be the most interesting part, and finally the conclusion which summarises the whole 

essay. She spoke in Yoruba to empahsise what the learners should write (see AT:70). She spoke 

in Yoruba to ask questions (see AT:79-80) and to instruct the learners to come to the front of the 
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classroom to narrate their memorable day but none of the learners came. She continued with her 

explanations and gave the meaning of introduction in Yoruba (see AT:85). I noted that Anne 

proceeded to read from the textbook which she intermittently paused to explain to the learners 

while the learners listened quietly. The learners remained silent even when the teacher asked a 

question as she read and explained the model text.     

 

I observed that in the narrative essay lesson, Anne explained to the learners the type of tense to 

use when writing this type of essay. For instance, she said: 

 

AT: 87] If you are narrating an event that happened in the past, make use of 

past tense, active verbs, adverbs and linking verbs (She reads from the 

model text and then explains).  

88] When you are writing an essay, if you want to express your story 

in the past make sure you use the past tense throughout.  

89] Your expression in narrative essay should be in the past.  

90] Are you listening to me now? 

Ss: yes (all in chorus) 

AT: 91] The incidence may occur just yesterday, that is already in the past.  

92] When you are narrating know how to use verbs correctly. Do not 

write irrelevant points. (She reads from the model text in the 

textbook).  

93] Write the first draft, proof read, edit and write. 

 

In the above excerpt, I noted that Anne stressed the use of past tense in writing narrative type of 

essay. She read the text sample with little or no contribution from the learners. I noted that this 

process of writing was indicated in the textbook but the actualisation of these stages was not well 

discussed during lessons, neither were they observed in the writing processes. Anne concluded 

the narrative essay lesson as shown in with the following excerpt: 

 

AT: 94] I will give you an assignment to be submitted during the next 

lesson.  

95] Write on the topic óA memorable day in my lifeô.  

96] Remember that when you are writing it, do not copy from the 

passage in the textbook.  

97] Write your own using your initiative.  

98] The more you write it the more you develop yourself.  

99] Do not copy from anyone.  

100] Good day learners. 
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Ss: Good day ma. 

 

In Anneôs lessons, I observed that the learners had no constructive interaction among themselves. 

The participation and interaction during the essay lessons were between the teacher and the 

learners. Anne made use of the textbook during the narrative essay lesson like all other lessons, 

but she did not refer to the English textbook in the argumentative lesson. I also noted that only a 

few learners had the English textbooks. Likewise, I noted that the teacher did most of the talk for 

the learners to respond in the affirmative when the teacher asked if what she was explaining was 

clear to them. The learners also answered in short phrases during the lessons, especially when 

mentioning points relevant to the topics. In Anneôs lesson, I noted that the learners were given 

feedback on their grammatical errors during discussions, while there was no feedback on the 

essay structure.  

 

5.4.2 KATE IN KINGSô HIGH SCHOOL (KHS) 

 

Kate is the second teacher I observed in KHS. In Kateôs classroom, I observed two English 

writing lessons on different occasions during my data collection. The first lesson was an 

argumentative essay titled: Argue for or against the proposition which says: óa male child is 

better in the home than a female childô. The second one was on narrative essay titled: A 

memorable day. In this section, I present Kateôs lessons on argumentative and narrative essays 

respectively. 

 

5.4.2.1 Kateôs lesson 1 (Argumentative essay) 

 

Kate introduced the argumentative essay lesson by asking questions. For example, she 

introduced the lesson by saying: 

   

KT: 1] Can you tell me the types of composition, essay writing?  

2] Donôt open your notes.  

3] You can say essay or composition.  

4] Tell me the types of compositions 

S1: Narrative essay.  

KT: 5] (Yes) we have narrative essay clap for her 
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S2:  Descriptive essay  

KT: 6] (Yes) clap for her. (The two learners who mentioned the correct 

ones were applauded). 

S3: Quantitative essay 

KT: 7] No, we do not have quantitative essay. 

8] (The teacher asked the question once again and emphasized that 

learners should not open their notes! After a while, none of the 

learners could answer so the teacher proceeded).  

KT: 9] We have four types, you have mentioned two.  

10] óCaptain daô [where is the class captain] 

S: (The captain) yes ma 

KT: 11] stand up and talk.  

12] Donôt open your notebook. 

(After a while), no other learner? Oya [okay] talk, that boy at the 

back. (no response)  

13] óSe e ti gbo composition riô [Have not heard about composition 

before] 

Ss: Ati gbo ri [we have heard about it before] 

KT: 14] Open your mouth and answer.  

15] óOya oyaô [come on, come on] you at the back talk (she decided 

to continue with the lesson since there was no response from the 

learners) 

KT: 16] We have what is called descriptive, argumentative, expository, 

and narrative essay. (Teacher writes the topic on the chalkboard)   

KT: 17] Argumentative essay.  

18] This argumentative essay is mainly in form of a debate.  

19] You are arguing with somebody that I support or oppose a 

motion.  

20] It requires that you have good points or views for examiners to 

assess.  

21] That means youôre going to argue your point very well in order to 

convince the teachers of your writing.  

22] That is youôre going to convince the examiner.  

23] For instance: Boys are better than girls.  

24] Or a farmer is better than a doctor.  

25] Public schools are better than private schools.  

 

In the above excerpt, Kate began the introduction of the argumentative essay lesson by asking 

the learners to mention the types of essays. I noted that the learners who got the answers right 

were applauded while the learner who mentioned a wrong answer was corrected. Kate mentioned 

the types of essays when no learner responded to the question again. Thereafter, she continued 

with her explanation. In between her introduction of the lesson, she spoke in Yoruba to ask the 

learners if they were familiar with the types of essay and the learners also responded in Yoruba 
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in the affirmative. Even though Kate communicated with the learners in Yoruba, their mother 

tongue, it did not motivate them to respond to the questions. Kate wrote the topic of the lesson on 

the chalkboard and explained to the learners that an argumentative essay was a form of debate.  

 

Further in the lesson, Kate explained and instructed some of the learners to come to the front of 

the classroom to argue for or against the motion. The following was the discussion process: 

 

KT: 26] The opening of argumentative essay is different from descriptive 

essay for example, the teacher I admire or my best friend.  

 27] Who can tell me how to start?  

28] Oya oya! [come on]  (no response from the learners)  

You start by greeting them.  

29] óGood morning ladies and gentlemen, panel of judges accurate 

time-keeper and co-debatersô.  

(A learner was called out to describe the introductory aspect of an 

argumentative essay).  

S: 1] Good day ladies and gentlemen, panel of judges, co-debaters and 

audience. 2] My name is Timothy, Iôm here to support the motion 

which says that boys are better than girlsé (applause). 3] Thank you.  

KT: 30] Linda, come out (Another learner was called out, this time around, 

a female learner). 

S: 1] Good day ladies and gentlemen, panel of judges, co-debaters and 

my fellow learners. 2] My name is Linda. 3] A girl helps her parents in 

handling some domestic work.  

 

Kate called out the names of the learners to speak in front of the classroom. The learners came 

and introduced how they were going to begin the essay by saluting the people on the imaginary 

high table, introducing themselves and said whether they supported or they were against the 

motion. Kate explained to the learners how to structure their essays. The following was what she 

told the learners: 

   

KT: 31] The topic is: a male child is more helpful at home than a female 

child.  

32] The chairman or chairperson, panel of judges, co-debaters; all will 

be thereéand the audience.  

33] They must be recognised and greeted before one can start to 

express his/her point.  

34] I will give an argumentative essay as assignment. 

35] Some should argue for and some against.   
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36] In doing this, there is the need to define who a male is and who a 

female is. 37] That should be the first point to write after that, you tell 

us why you support or you are against the motion.  

38] Then you develop other points in the other paragraphs.  

39] When next do we have English? 

Ss: Tuesday. 

KT: 40] okay submit on Tuesday. 

Ss: Yes ma. 

 

 

The above excerpt elucidates how Kate instructed the learners to go about their essay writing. 

The learners were instructed to develop their points in paragraphs but Kate did not give detailed 

explanations. Kate gave the learners an assignment as she concluded the lesson.  

 

5.4.2.2 Kateôs lesson 2 (Narrative essay) 

 

Kate introduced the lesson on narrative by asking the learners to mention the types of essays as 

indicated below:  

 

KT: 41] What are the types of essay? (Learners struggle to answer). 

KT: 42] stand up and talk 

Ss: Narrative, descriptive (Talking at once) 

KT: 43] Descriptive, narrative, expository and argumentative 

 

The learners answered the question in chorus while Kate went further to the essay types. Kate 

went to the topic of the day by mentioning narrative essay. She also asked the learners to say 

what they knew about a narrative essay:  

 

KT: 44] Narrative Essay!  

45] Who can tell me what a narrative essay is,  

46] óSe bi won ti ko yin? lojo kan?ô [But you have been taught 

sometimes] 

  (Learners struggle to answer). 

S: Narrative essay can be defined as an essay that narrates about 

something. 

KT: 47] Okay, when weôre writing a narrative essay, it should be a 

complete account of a story or an imaginary one.  
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48] So, when youôre telling the story, you are expected to tell the story 

and describe the characters, and people involved, an event or the 

incidence witnessed vividly.  

KT: 49] Letôs cite some examples.  

50] Narrative essay may also be on a journey one witnessed.  

51] For example you may travel from Ado to Lagos or Ado to Abuja.  

52] Or it could be on an excursion.  

53] So, a narrative essay may be a visit to the zoo.  

54] It can be the story of a memorable day in my life or a journey I 

witnessed. 

 

Kate spoke in Yoruba so that learners could recall what they were taught.  A learner was able to 

respond in a complete sentence instead of the regular one word answers. Kate went on and 

instructed the learners to narrate how they would write on a topic: A memorable day. The lesson 

went as follows:  

 

KT: 55] Letôs talk about a memorable day.  

56] óOya oô [let us start] monitress, óa feô [we want to] narrate a 

memorable day from the beginning to the end.  

57] You will tell us the date and what happened on that day.  

58] Abi se e ni ojo ti e ko le gbabe? [or donôt you remember a day you 

will never forget?]  

Ss: A le ranti. [We can remember]  

KT: 59] come out and talk (A learner attempts a narration). 

S:  1] You said we should narrate a day I will never forget.  2] I 

remember a day I travelled to Abuja. 3] There were many motors 

packed that have accident.  

KT: 60] (The teacher interrupted and questioned his manner of approach) Is 

that how to start the essay.  

S: 4] (Same learner) In our family last month, we travelled last week. 5] 

On that day, there are some many motors parked that have accident. 

KT: 61] Is that how you are going to start a memorable day when you are 

asked to write?  

S: 1] (another boy) mummy, I will first write the address of the place I 

went to. 2] If I am writing it to my father or mother I will write dear sir 

or dear ma. 3] I will now write my name and I will now write what 

happened on that day. 4] And what happen may be it is good or bad, I 

will write it.   

KT: 62] Yes another learner, what happen on that very day (no learner is 

willing to make an attempt).  

63] I want to tell you some mistakes you usually make when you are 

writing essay.  

64] If youôre told to write an essay, do you need address?  
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Ss: No. 

 

The excerpt illustrates how Kate engaged the learners in the discussion of the topic. Kate 

emphasised the topic in Yoruba and also asked if learners had ever experienced a memorable day 

in their life time. Most of the learners were not correct in their answers. Kate asked the learners if 

an address was required when writing narrative essays and all the learners responded in the 

negative.  

 

Kate continued to explain to the learners how to organise their essays thus:   

 

KT: 65] You first write the heading or the topic, then you underline.  

66] The heading can be written in two ways; either in capital letter or 

in small letter  

67] When you write in capital letter, you donôt need to underline but 

when writing in small letter, you must underline.  

68] Is that taken? 

Ss: yes (all in chorus). 

KT: 69] Another thing is the paragraph.  

70] At the end of each sentence you must put full stop.  

71] óSe o ti ye wa beyenô [do we all understand]. 

Ss: yes (in chorus). 

KT: 72] At the end of each paragraph you must put full stop.  

73] Like this and like this (demonstrating on the chalkboard). 

74] Look here those of you at the back (She corrects some learners 

who were not concentrating at the back of the classroom.)  

 75] Mind you, the beginning of an essay is very important.  

76] A good beginning would excite the reader.  

77] That is, the introduction.  

78] When you are writing this type of essay the first thing is to put the 

heading and begin with a paragraph.  

79] This should include the date of the memorable day, the place and 

what makes the day a memorable one; that is the event.  

80] The purpose should be in the first paragraph. This is the first 

paragraph.  

81] The second paragraph should be the body of the essay.  

82] That is, it should contain what they ask you to write, your 

experiences on that day.  

83] Was the day full of happy or sad events?  

84] Those things that happened which you will never forget.   

85] There could be first, second and third paragraphs depending on the 

event. 
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The above excerpt illustrates Kateôs explanation during the narrative essay lesson. She stressed 

that the heading could either be in capital or small letters. She also emphasised the use of 

paragraphing in their essays and the use of full stops at the end of each paragraph. She equally 

said that a good essay introduction would excite readers to read further. Kate mentioned the 

introduction and body of the essay. She said the essay could be up to three paragraphs long 

depending on the event. Kate talked about the language features of the essay thus: 

 

KT: 86] Take note that this type of narration is what had happened in the 

past so the language should be in the past.  

87] Anything you are going to write should be in past tense.  

88] óSo ti ye waô? [Do we understand?]  

Ss: yes. 

 

Kate concluded the lesson by telling the learners what the assignment would be and when they 

were to submit it: 

 

KT: 89] Now, your assignment.  

90] Take your biro (pen) and write about your memorable day or a day 

you will never forget. (Teacher writes the question on the chalkboard).  

91] Youôre to submit on Monday morning.  

 

She instructed that the learners without textbooks should stand up. 

 

KT: 92] Stand up if you do not have textbook. (Some learners stand up)  

93] When are you going to purchase your copies? 

Ss: Monday (those learners who had not purchased their textbook) 

KT: 94] Monday okay. 

 

In Kateôs two lessons, I noted that the learners were not actively engaged and their responses to 

the teacherôs questions were minimal and short. During the lesson, the teacher did most of the 

talk while the learners listened patiently to her. The learners did not ask questions but they 

always responded in the affirmative when the teacher asked them if they understood the 

explanations. I also noted that the teaching and learning resources available were the chalkboard 

and learnersô English textbook which some of learners did not have. Kateôs feedback to the 

learners was on grammatical mistakes of the learners during discussions while there was no input 
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on how learners would structure their essays. She pointed that a narrative essay did not require 

address nor salutation.  

 

5.5 SUSAN IN VICTORY HIGH SCHOOL (VHS)  

 

In Victory High School, the teacher, Susan introduced me as a researcher to the learners on my 

first visit to the classroom so that I would not be seen as an inspector. The JSS 3 blocks were 

new structures built by the State (Provincial) government, painted in green and cream colours, 

well ventilated and large enough to accommodate the learners as well as for the free movement 

of the teacher between the learners. There were two big chalkboards in front and at the back of 

the classroom. Learners sat in pairs behind a double-sized bench and desk provided by the state 

government.  

 

In Susanôs classroom, I observed two English writing lessons apart from other aspects of English 

lessons. The writing lessons were an argumentative essay and an informal letter. Under 

argumentative essay, the learners were taught and asked to argue for or against the motion that: 

life in the city is better than life in the village. The learners were taught an informal letter, and 

were instructed to write a letter to their grandmother who stayed in the village telling her their 

wish to spend the Christmas holiday with her.  

 

In this section, I present Susanôs lesson on argumentative essay and an informal letter since they 

were the only writing lessons she taught during my data collection period. According to the 

ethics of an ethnographic study, the researcher is not expected to tamper with the free flow of 

events but rather to allow events to unfold naturally (Punch, 2009). In view of this, I could not 

dictate to Susan what she should teach.  

 

5.5.1 Susanôs lesson 1 (Argumentative essay) 

 

Susan introduced the lesson on argumentative essay by telling the learners that they were going 

to look at essay writing. I present the introduction of her lesson below: 
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ST: 1] Good morning  

Ss: Good morning ma  

ST: 2] Under composition, we want to look at essay writing.  

3] I hope that you know that essay writing is different from letter 

writing.  

4] So essay writing is different from letter writing. (She writes the 

topic on the chalkboard).  

5] We have talked about letter writing previously, but today, we want 

to talk about essay writing.  

6] Who can tell us one major thing that differentiates essay writing 

from letter writing?  

S: In essay writing, we talk about a given topic, but in letter writing, we 

discuss about our own idea and feeling.  

 

Susan gave a recap of the previous lesson on letter writing. Thereafter she wrote the topic on the 

chalkboard.  She also asked leading questions from the learners before she presented the dayôs 

topic. Susan went further to ask the learners to mention the different essay types before she told 

them that they were going to discuss an argumentative essay for the period.  

 

ST: 7] Can you tell us some? (Tell us one. The teacher points to a learner).  

S: Argumentative essay 

ST: 8] What is it everybody? 

Ss: Argumentative essay 

ST: 9] yes? 

Ss: Argumentative essay, Descriptive Essay, Narrative Essay and 

expository essay. 

ST: 10] Today, we want to look at one type of essay writing, 

Argumentative Essay.  

11] What is it everybody? 

Ss: Argumentative essay. 

 

In the above excerpt Susan pointed to a learner to answer the question and told the other learners 

to repeat the words óargumentative essayô. At this stage Susan specified the essay type she 

wanted to teach the learners and told them to repeat óargumentative essayô after her. Susan 

explained further, the meaning of argumentative essay. For example, she said: 

 

ST: 12] It is called argumentative essay because, it is a type of essay 

writing in which we argue out our points.  

13] Also, it is called argumentative because we are expected to support 

a particular motion or talk against it.  
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14] So, it depends on how you are able to convince your audience.  

15] That is when they would say okay, you have convinced us beyond 

reasonable doubt.  

16] Although, the essay is taken from the word óargueô but mind you, 

(The teacher calls the attention to the word)  

16] You donôt put letter (e) when writing the word óargumentativeô  

17] It is not like this (She demonstrated on the chalkboard). 

 

I noted that she wrote on the chalkboard as she explained to the learners why óeô in óargueô 

should be omitted in óargumentative. She pointed that an argumentative essay was all about 

argument of point to support or oppose a particular motion in order to convince the audience. 

Susan allowed the learners to suggest a topic for argument and they suggested this topic: 

 

Ss:  Life in the city is better than life the rural area or village: 

ST: 18] Thank you, Life in the city is better than life the rural area.  

19] That is a motion 

20]  It is now left for you to support or oppose the motion. 

 

She gave an example of the debate she attended in another secondary school on ótechnology has 

done more harm than goodô. She further told the learners that without technology they would not 

have been in the classroom studying. During the lesson, I noted that Susan discussed the features 

of the argumentative essay. 

   

ST: 21] Introduction, that is, the heading.  

22] If you want to write an argumentative essay, or even if you go out 

to debate, you will tell your audience your topic in which youôre 

supporting or opposing.  

23] It is called introduction, that is, the heading.  

24] Youôre also expected to start with greetings of the: Chairman, 

Panel of judges, accurate time ï keeper co-debaters and audience. 

Ss: (The learners joined the teacher in echoing those to salute). Chairman, 

Panel of judges, accurate time ï keeper co-debaters and audience  

ST: 25] Thank you very muché 

26] After the salutation, that is the initial greeting of the chairman, 

panel of judges, accurate time ï keeper, co-debaters and audience; 

youôre going to introduce yourself.  

27] That, I, Felicia Adewale from VHS am here to oppose the motion 

which says: 28] Then you mention the topicé 

ST: 29] In the concluding part, you give a recap of what you have been 

saying.  
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30] This is to keep your audience abreast of your points.  

31] It is just like a summary.  

32] Then you can go on with: ñI believe that I have been able to 

convince you that life in the city is better than that in the villageé 

 

In the above excerpt, Susan explained how the learners were to begin the essay. At this point, 

both the teacher and the learners recited at the same time how they would greet the panel of 

judges. She explained to the learners that the next thing was self introduction and then what they 

intended to do with the motion. Susan also explained how the learners were to conclude their 

essay. She said they should give a recap of their points. Susan also reiterated the fact that 

argumentative essay is unlike letter writing and so it required no complimentary ending. I 

observed in the lesson that Susan elucidated the use of capital letters and punctuation marks. 

          

ST: 33] If you are writing, then you open your paragraph with a capital 

letter. 

Ss: letter. 

ST: 34] Also, you must observe all the rules of punctuation as you have 

been taught, it will guide you in writing a perfect essay.  

35] So you use punctuation marks where necessary.  

36] Is that clear? 

Ss: yes. (all in chorus)  

 

 She further explained to the learners the best way to use transitional words as illustrated below: 

 

ST: 37] Then you use words like firstly. 

38] Most of you are fond of using words like ñfifthlyò, ñsixthlyò 

ótenthlyô.   

39] When you still have up to thirdly is till okay.  

40] However, there are some transitional words you can use words like 

ñAlsoò, furthermoreéAlso,  

Ss: Moreover, for instance, after all  

ST: 41] Be mindful, you donôt use ñafter all to start a paragraph.  

42] You have to think very well.  

43] Those wordsélike, also can be used maybe when you have been 

discussing an issue, and you have to end in a paragraph, to continue in 

another,  

44] Or you ended a point in a paragraph and you want to bring out 

another in a new paragraph then óalso or furthermoreô.  

45] When you want to conclude your essay, you use ñfinally, in 

conclusion or óconclusivelyô.  

46] Mind you, after these transitional words, ócommaô would follow it.  
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47] Is that clear? 

Ss: yes ma. 

 

In the above excerpt, she gave examples of bad use of transitional words and good examples of 

transitional words. She equally pointed the use of comma immediately after the use of 

transitional words.   

 

During the lesson, I observed that the teacher-learner interaction was limited to only when she 

asked the learners to repeat some words after her. Susan intermittently asked if the learners 

understood and the learners always responded in the affirmative. There was no learner-learner 

interaction during the lesson. The learners were well seated while Susan imparted knowledge to 

them. I noted that the teaching and learning resources used during the lesson were the chalkboard 

and the English language textbook only.  

 

5.5.2 Susanôs lesson 2 (Informal letter writing) 

 

The second lesson taught was about informal letter writing. She started the lesson by asking the 

learners to remind her of the previous topic. 

 

ST: 48] Who can remind us the last topic, Lola? 

S: (Lola) Composition  

ST: 49] Under composition,    

S: (Lola) Letter writing  

ST: 50] And when we talk about letter writing, how many types of 

letter writing did we highlight.  

S: Three.  

ST: 51] Three type of letter writing, Praise, give us one.  

S: (Praise) Formal letter.  

ST: 52] what is the second one?  

S: Informal letter.  

ST: 53] The third one,   

S: Semi formal letter.  

 

In the above excerpt, Susan tried to make connection with the precious lesson by asking the 

learners to mention the three types of letter writing which the learners were able to mention. She 

then drew the learnersô attention to the topic of the day which was about informal letter writing.  
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ST:  54] Today we want to look at one of the letter writing, which is 

Informal letter writing. 

55] We know that informal letter is one of the types of letter writing.  

56] What is informal letter writing? Yes   

S: Informal letter is a letter writing to relatives, friends or people that are 

close to you.  

ST: 57] Very Good, Yes  

S: Informal letter is a kind of letter we write to our brothers and relatives, 

itôs a personal letteré  

ST: 58] Thank you very much.  

59] When you talk about informal letter, Informal letter is a type of 

letter that is written to people who are very close to us.  

60] Informal letter is a type of letter that we write to our relatives such 

as our parents, brothers, sisters, aunties and so on. 

 

She went further to ask the learners what they understood by informal letter. Two learners stood 

up and said what they understood as informal letter. She then reiterated what the learners said by 

saying informal letters were letters written to loved ones. She explained that they were letters on 

personal issues. In the lesson she explained the steps to follow when writing an informal letter. 

 

ST:  61] When we talk about informal letter, there are some steps you take.  

62] Just like what we explained when we discussed letter writing 

generally.  

63] What is the first thing that we write?    

S: The address  

ST: 64] You write the address. 

65] The address of who?  

Ss: The writer. 

ST: 66] The writerôs address should be the first thing.  

67] And after that what do we write?  

S: Date  

ST: 68] We write the date that we are writing the letter.  

69] The date should come after the address.  

70] So after the date what is the next thing, everybody?  

Ss: Salutation    

ST: 71] I want you to take note of the type of salutation that you write in 

an informal letter.  

72] You can write salutation, such as Dear  

S: Dear ma 

ST: 73] Who said dear ma? (No response)  

74] No, this is not a formal letter.  

75] So take note of the features.  
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76] You write dear mother, Dear father, Dear Bola, Dear uncle or Dear 

uncle Bayo,  

77] Unlike a formal letter, what do you write?  

S: Dear Ma, or Dear Sir.  

ST:  78] You write Dear Ma or Dear sir in a formal letter. 

79] This is not applicable in an informal letter. 

 

The discussion was in the form of question and answers. She asked questions according to the 

chronological stages of writing an informal letter from the date to the last stage while the learners 

answered. She corrected a learner who mentioned the wrong answer. The learner could not own 

up when asked who gave the wrong answer. This could probably be as a result of fear or shame. 

Susan discussed the structure of the letter as follows. 

 

ST: 80] So after salutation, we have the introduction.  

81] It is in the introductory aspect that we exchange pleasantries or we 

express our mind by asking them how they are.  

82] For example, óI am very happy to write this letter to youô...  

83] After the introduction, we go to the body of the letter.  

84] It is in the body of the letter that you discuss your message ... 

85] After discussing the body of the letter, youôll go to concluding 

part.  

86] If you are writing to your parents, you can ask them to extend your 

greetings to your siblings.  

87] You can go ahead by writing their names ... 

88] After that you end the letter, which is called closing.  

89] Since it is an informal letter, what you write is óYours sincerelyô, 

(she writes on the chalkboard)é 

 

The above excerpt illustrates how Susan explained to the learners what they should include in 

their introduction, body and concluding sections of the letter. She wrote on the chalkboard to 

illustrate how to write the complimentary close. During the lesson observation, I noted that 

Susan drew the attention of the learners to the linguistic rules during their writing.  

 

ST: 90] The sentence that will follow must start with capital letter.  

91] There is a mistake you always make, for example, when you say ó 

I  hope you are all hale and heartyô. 

92] You donôt put a question mark because when you hope, you are 

not asking a question.  

93] What should come after such sentence should be a full stop.  
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94] Donôt forget óIô should be written in capital letter, as it represents 

you. 

ST: 95] When writing an informal letter, you are not using official 

language  

96] The language youôll use is informal but you have to be mindful of 

your tenses.  

97] You have to be mindful of what?  

Ss: Tenses 

ST: 98] Use simple and correct English to convey your ideas to the 

receiver.  

99] For example you can use expressions which are not acceptable in a 

formal letter like slangs. 

  

To conclude the lesson, Susan instructed the learners to take down the assignment as she wrote 

the question on the chalkboard as shown below: 

 

ST: 100] Take down this assignment. (She wrote the assignment on the 

chalkboard) 

101] óWrite a letter to your grandmother, who stays in the village, 

telling her your wish to spend your Christmas holiday with herô.  

102] So, how many addresses do you need here? 

Ss: one  

ST: 103] Okay, and your complimentary close? 

Ss: Yours sincerely. 

ST: 104] Fine, donôt let it be more that a page (A4 paper).  

105] Submit it on Friday. 

 

The assignment required the learners to write a letter to their grandmother, who stayed in the 

village, telling her their wish to spend their Christmas holiday with her. I noted that she asked 

questions relating to the format of the assignment through questioning and the learners answered 

in chorus.  

 

In this lesson the teacher-learner interaction was limited to learnersô answers to questions posed 

to them by Susan. Learners did not ask questions. There was no learner-learner interaction in the 

classroom during the lesson. Susan was the major speaker in the classroom while the learners 

listened patiently. The teaching and learning resources were the teacherôs lesson notebook and 

the English language textbook. In the two lessons observed in Susanôs classroom, I noted that 

she did not engage in the use of the mother tongue in her explanation and neither did the learners 
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speak in their mother tongue. The lessons were managed by the teacher without noise from the 

learners. The next section is on the presentation of interview data collected from the teachers at 

the three schools. 

 

5.6 INTERVIEW DATA  

 

This section presents the responses of teachers to the interview questions. As indicated in the 

previous chapter, semi-structured and unstructured interviews were used to collect data for my 

research. After listening to the recorded interviews and reading through the scripts for several 

times, precautions were taken to transcribe, capture and present the interview according to the 

research objectives and questions. Therefore, the interview presentations are organised and 

categorised according to the questions posed. Firstly, I present the teachersô interview data which 

was followed by data from the Heads of Department (HODs).  

 

5.6.1 TEACHERSô INTERVIEWS  

 

5.6.1.1 Teachersô Personal information 

 

The first question to the teachers was basically on their biographic information. This was to 

enable me to know who they were, how relevant they were to the study, and finally, how 

qualified they were to teach English (L2). Therefore, according to the information given, they 

were all trained teachers, but their years of experience varied from one to another ranging from 

three to ten years. One of them had the minimum qualification of the National Certificate in 

Education (NCE), while the other three had an Honours degree in English language education 

from various higher institutions of learning across Nigeria. Below is Table 5 that shows the 

teachersô biographic information. 
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Table 5: Teachersô Personal information (Not real names) 

 

Participants 1
st
 

Language 

School Age & 

gender 

Qualifications Designation  Yrs of 

experience 

Beatrice Yoruba DHS 40 F NCE, BA.Ed Class teacher 10 

Anne Yoruba KHS 36 F NCE, BA.Ed Class teacher 9 

Kate Yoruba KHS 43 F NCE, BA.Ed class teacher 3 

Susan Yoruba VHS 28 F BA.Ed Class teacher 6 

 

 

5.6.1.2 Professional development 

 

In finding out how the teachers were assisted in carrying out their duty and how updated they 

were in the teaching of English in JSS 3, I asked questions relating to how far and how well the 

state government was of assistance to them in supporting their goal of teaching English (L2) in 

JSS (3). In response to this, Beatrice, Kate and Susan said that the government provided 

opportunities for teachers to go for in-service training and by organising seminars and 

workshops. Anne said the government was trying but lamented that she was only privileged to 

attend one seminar in the past nine years of her teaching. She equally said that the government 

provided textbooks for the learners but this assistance was not enough. Below are the responses 

of the teachers: 

 

Beatrice: The government introduces seminar, workshop, the 

government sponsor book publishers to organise seminars and 

workshop. I attended two or three times. 

 

Anne: I was opportune to attend one seminar since I have been 

teaching, for the past 9 years. 

 

Kate: The government has been assisting by training teachers in the 

areas of in-service training, organisation of seminars and 

workshops. 
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Sequel to the responses of the teachers on the government support, I thought it was wise to know 

the benefits they received from the government. Out of the four teachers, only Beatrice and Anne 

had had the opportunity to attend seminars at the time of my data collection. They attested to the 

fact that the seminars assisted them to improve on their teaching strategies/methods in English. 

Anne equally stated that she was given some books which she was still using as at the time of the 

data collection. The two teachers who had not attended any seminar (Kate and Susan) were the 

ones who had the least experience of three and six years respectively in teaching.  

  

5.6.1.3 Teaching and learning resources  

 

The teachersô responses on how they engaged the learners during essay writing lessons prompted 

me to inquire on the resources they used in teaching writing in JSS 3 classes. Beatrice in DHS 

responded thus: 

 

We use textbooks and physical objects so that they would 

understand the topic better, we follow the syllabus, óthen we 

use the recommended textbook especially the ones introduced 

to us by the publishers.  

 

Anne: Most times we donôt have teaching aids, except the cardboard 

and chalkboard. 

 

Kate:  We can use pictures; you can use the real object 

  

The above excerpts were the responses of three of the teachers in respect of the availability of 

teaching resources at their disposal. Other resources mentioned were the chalkboard, real objects 

and pictures. The teachers in KHS and VHS, Kate and Susan respectively, asserted that there 

were no particular textbooks for the teaching of essay writing but they went out of their ways 

looking for textbooks that were relevant to the topic they wanted to teach. In addition to the 

above, Susan in VHS said that the teaching resources were not readily or fully available but it is 

the duty of the teacher to prepare the lesson note and plan what learners will be taught, then the 

teachers will refer the learners to some relevant texts in which they can get such relevant topics.  

 



175 

 

In line with all the above views, and according to Susan, the teachers also could improvise in the 

area of teaching resources in situations where they are insufficient during their teaching in order 

to assist the learners to source for textbooks that treat relevant topics. 

 

The teachers also explained how they solved or managed the issue of insufficient resources 

during the teaching of English writing lessons. All the teachers claimed that there were 

insufficient teaching and learning resources. The teachers said that they always asked the 

learners to share with those learners that had textbooks in the class during lessons. Kate in KHS 

cited an instance that only five or six learners had textbooks in a class of about 25 learners. This 

means that the ratio of learners that had textbook to those that did not have was1:5. Below is the 

response of teachers about the insufficient resources. For example:  

 

Beatrice: We pair them together with those who have the textbooks. 

  

Anne: We group them while teaching so that they will understand that 

particular topic better. So far they donôt have enough 

textbooks. 

 

Kate: Then we group them, so that teaching can be going on. They 

share it among themselves. 

 

Susan: The learners without textbooks sit with those that have 

textbooks; that shows that the resources are not readily or fully 

available. 

 

Susan added that she searched for relevant textbooks in the library to make up for the 

insufficiency and unavailability of the resources. 

 

5.6.1.4 Types of essays taught 

 

I sought to know if actually the teachers knew what they needed to teach with respect of the 

English writing lessons in JSS 3 as recommended by the curriculum. All the teachers mentioned 

four types of essays as highlighted in the English curriculum, namely, narrative essay, 

descriptive essay, expository essay and argumentative essay. In addition, the teachers mentioned 
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that letter writing was also included among the writings the learners should engage with in JSS 3 

class. Below are the voices of the individual teachers: 

 

Beatrice: Narrative essay (eg: how I spent my last Christmas holiday), 

descriptive. Okay, the learners are expected to know all these 

essay types including letter writing. 

 

Anne: Types of essay? Essay writing has four types which are 

narrative, essay, descriptive essay, expository essay and the last 

one which is argumentative essay. 

   

Kate: We have different types of essay like, descriptive essay, 

argumentative essay, and narrative essay. 

 

Susan: Like argumentative, expository, descriptive and narrative 

essays and letter writing. 

 

These were the types of essays the teachers engaged with in their classrooms as indicated by the 

individual teachers. However, the frequency of the engagement in these essay types was 

according to the scheme of work. The curriculum spells out the essay types each class should 

engage with while the teachers, through the help of the scheme of work, identify the essay types 

to teach per term.  However, not all the essay types and letter writing types were observed during 

the period of data collection.  

 

5.6.1.5 Teaching strategies 

 

All the teachers were of the opinion that the type of essay would determine the strategy to use in 

the teaching and presentation of essay writing in English lessons. They further said that they 

explained to the learners the meaning of the particular essay type before teaching it. They all 

claimed that they used group discussion during their teaching of essay types which was done by 

dividing the class into manageable groups. Here is an excerpt from Beatrice in DHS: 

  

First of all, we can use play way method, group discussion, and 

demonstrative method. In group discussion, in narrative essay, I 

introduce the question to them, that is, the topic I want them to discuss 

them according to their group, I will divide them into different groups, 

and choose a leader for each group. 
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Anne and Kate in KHS added that apart from grouping of learners, they discussed the topic in the 

class, allowing the learners to participate in the discussion. They did this by calling learners to 

stand in front of the class to present their understanding about the topic under discussion. This is 

how Anne and Kate put it:  

 

Anne: At times we give them tutorial questions, In a situation where 

we ask one of the learners to come to the front and express 

what he or she has already learnt. 

 

Kate:  In argumentative essay, you involve many learners. The 

audience, learners, time keeper and panel of judges will be 

represented during the classroom teaching.  

  

In addition to the above, three of the teachers asserted that guidelines were given to the learners 

before the discussions began. For example, the two teachers in KHS said: 

  

Anne:  You give them examples; youôll now ask them to follow the 

guidelines é 

 

Kate:  I will advise them to follow some guidelines on essay writing. 

  

Susan:  éafter teaching them what the essay type is, I will have to talk 

about the features of such essay type. After the features, we 

talk about the format, that is, how to write it, the steps to be 

taken in writing such an essay.  

 

The four teachers also expatiated that they taught the learners the structure of essay which 

according to their statements were introduction, body and conclusion. This is the area the 

teachers dwelt upon extensively because, according to them, these were the regular stages in any 

essay writing. Three of the teachers also explained how they started a particular topic on essay 

writing. For instance Kate in KHS said; 

 

For instance, on teaching descriptive essay, there are some things you 

expect the learner to say. For example, writing an essay on óMy friendô 

or óThe teacher I admireô. In the class, a learner can be asked to stand 

in front of the class, another learner could be asked to describe the 

person from A to Z. 
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Susan in VHS had this to say:  

I will have to tell them what the essay type means, for instance, like 

the argumentative essay. I am going to teach the learners what 

argument means and what argumentative essay means, that is 

argumentative essay is a type of essay in which one argues a point, and 

you should be able to convince the listener by giving points that will 

support what the writer is talking about, what he is supporting. Maybe 

the writer wants to oppose a particular topic given, after teaching them 

what the essay type is one will have to talk about the features of such 

essay type. After the features, we talk about the format, that is, how to 

write it, the steps to be taken in writing such an essay. 

 

In view of the teachersô responses, it is clear that they used various strategies at different points 

during their teaching, according to their responses. Apparently, the teachers did what they knew 

best and convenient for them during teaching. The teachers were not conversant with what was 

contained in the JSS English curriculum with regard to the expected approaches to the teaching 

of writing. 

 

Beatrice: The curriculum is not clear to us, there is no explanation on it. 

They just send the curriculum and we just go through it and 

pick the one that we understand. 

  

Anne: The process approach, I can say that the little I know about the 

approach is the way that we present the essay in the classroom 

particularly how we motivate the learners in order to respond 

positively to the process approach. So we try our best at least to 

make sure that the learners are responding positively to process 

approach. 

 

Kate: What I understand by the process approach in the teaching of 

writing; it means the step by step which you must take in 

teaching the learners how to write a good essay so there are 

some steps which we must follow and the step which we must 

explain to the learners first, second, third steps before they 

come to the last step all these are the process or steps by which 

you can take in teaching. 

 

Susan: I am trying to group the learners which will enable them to 

interact well among themselves and it will enable them to talk 

boldly especially those of them that are not vocal or timid. 

Through group discussion they would be able to talk, face the 
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class to discuss topics among themselves and it has really 

shown in their write ups. 

 

According to Beatriceôs response, the awareness of what is contained in the curriculum was 

vague to the teachers as the teachers did not understand how to go about what was stipulated in 

it, regarding the approaches to employ when teaching English writing. Anne, Kate and Susan 

confused the process approach to the step by step of teaching writing and the employment of 

group discussions in the classroom. 

 

5.6.1.6 Challenges encountered in teaching writing 

 

The teachers experienced different challenges in employing the various strategies they chose in 

the English writing lessons in JSS 3. The teachers complained that the learnersô understanding in 

English was poor, most of the learners lacked concentration during lessons, the learnersô 

individual differences and the lack of the necessary learning materials and textbooks were some 

of the challenges that were experienced by the teachers. All these, according to the teachers, 

contributed to the ineffectiveness of the teaching strategies they employed. However, the 

teachers made use of different strategies to overcome the challenges. Below are the excerpts 

from each of the teachers as to how they overcame the challenges they faced.  

 

Beatrice: There is but little I can do. 

Anne: Even when I punish them, they will not yield.  

Kate: We also check their notes.  

Susan: I try to guide them and come to their level. 

 

The teachers could not force the learners to concentrate, compelling them to get their learning 

materials, and finally, trying to guide them through the difficult stages. All in all, there was an 

indication that the teachers found it difficult to cope with the challenges during English teaching 

and learning which resulted in the lack of in-depth subject content that was delivered to learners. 

In view of what they said, some of them had given up and the status quo remained.   
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The teachers lamented that the 40 minutes duration of the period was not enough to achieve their 

lesson objectives, especially in essay teaching. Susan in VHS confessed that; 

 

Time is our enemy. Time allotted per period is too short, that 

is, forty minutes is not enough to teach a topic effectively. 

Even the introduction aspect alone can take 10 minutes if one 

really wants to do it thoroughly.  

 

Anne: The period is not sufficient for the teaching of English 

language. 

 

Kate: The time allotted for each period at times, 40 ï 45 minutes 

which is not enough for teaching in a period. 

 

Beatrice: We are only given 40 minutes per period which is not 

sufficient for me to finish the topic. 

  

The teachers went further to mention the strategies they employed to make up for the insufficient 

time of lessons. Anne in KHS said that sometimes she managed classroom events in order for her 

to complete the lesson. Two of the teachers said they tried to complete their lessons during the 

extra lessons after school hours. They also said that essay writing was given as assignments. 

These were some of the responses of the teachers: 

 

Beatrice: We are only given 40 minutes per period which is not 

sufficient for me to finish the topic but I postpone it to the next 

lesson. I give them assignment to practice at home.  

 

Anne:  We ask the learners to take it home as an assignment. 

 

Kate: We create time for them, maybe during the lesson in the 

afternoon that they should wait during which we continue from 

where we stopped. I also give them assignments at times, 

which we mark in the next lesson to assess their understanding. 

 

Susan: In most cases, they have extra lessons in the afternoon, after 

school hours, after the normal lesson hours. We use such 

periods to cover what we could not do during the normal 

school periods and at times we ask them when they have any 

free period when there will be no teacher, we go to them at 

such periods to teach them, to make up for what they might 

have lost. I also give them assignments to take home. 
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Apart from the above, Kate further said that the number of periods allocated for English was four 

periods per week in each class. All the aspects of English were spread over these periods. 

Therefore, essay writing was taught once a week. For example, Kate said: 

 

At least for a week, we make sure that writing takes part of the lesson 

or one period.  

 

My understanding of the above responses was that the time was not enough to achieve the lesson 

objectives. The teachers were also aware that thorough teaching could not be done when there is 

insufficient time. Therefore, the outcome of all these shortcomings was that the learners were not 

benefiting as expected and as stipulated by the curriculum. The curriculum stipulated that the 

teachers should engage the learners in group and pair discussions so that by the end of the 

session the learners could be able to write essays well.  

 

5.6.1.7 Use of L1 in English (L2) lessons 

 

The issue of first language and second language was noted when the teachers spoke in Yoruba 

during English (L2) lessons. All the teachers did not deny the use of L1 (Yoruba) to get their 

message across to the learners when and where necessary for better understanding of the topic by 

the learners. According to them, they were aware that it was inappropriate to do so. These 

excerpts show how the individual teachers expressed their views:  

 

Anne: I explain to them at times in Yoruba language (mother tongue) 

in order to make them understand what I am explaining. I 

mention that particular thing to explain a particular pointô. I 

will refer them to Yoruba language which is our mother 

tongue, for example; I will tell them that the word verb is óoro 

iseô [verb] in Yoruba. 

 

Beatrice: English is their second language as I have said earlier, it affects 

their writing. At times, I will have to change to our mother 

tongue. I will translate English to Yoruba so that they can 

understand better. 
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Kate:  But for them to understand better I sometimes give meaning of 

difficult phrases and words in Yoruba. 

 

Susan:  I explain to them at times in Yoruba in order to make them 

understand what I am explaining. I mention that particular 

thing to explain a particular point. 

  

But they discouraged the learners from speaking in their mother tongue. Kate said that:  

 

They have to abide by speaking the official language when 

they want to respond during lessons. 

 

Susan:  But I would let them know that it is prohibited in writing 

Yoruba in their essay since they are writing in English. 

 

However, Anne said that despite the efforts of the teachers to get the learners speak only in 

English, some of the learners still responded to questions in their mother tongue.   

 

In light of the above, the teachers could not do without the use of MT to drive home their points 

and also to make meaning to the learners. This points to the fact that the use of MT in English 

lessons was a resource which facilitated learning, than when only the target language was used. 

However, according to them, any other language apart from English was prohibited during 

lessons.  

 

As mentioned in Chapter four, Ado Ekiti, is a multilingual society where people from other parts 

of the country reside and earn their living. Therefore, there were non-natives speakers of the 

Yoruba language in the classes. I verified how the teachers managed to make meaning to them 

when they sometimes spoke in Yoruba during English lessons. The teachers used various 

strategies in carrying along learners of other languages other than Yoruba when they had to 

speak Yoruba. Beatrice in DHS said that the speakers of other languages understood her when 

she communicated in English, claiming that they could communicate better in English than the 

Yoruba L1 speakers. Anne said: 

 

I merge them together with the brilliant learners among them or 

those of them that are closer to them to explain it to them in the 

language they understand better.  
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Beatrice in KHS said,  

Most of them had been in Yoruba land since they were born 

therefore, they understood Yoruba just as the first speakers of 

the language.  

 

Susan in VHS said, 

I explain the thing (concept) in English then I ask them (non-

natives) what they call it in their own language so they will say 

it and then they will understand it. 

 

My viewpoint to the above is that the non-natives speakers of Yoruba might find it difficult to 

comprehend all Yoruba concepts when the teacher consciously or unconsciously spoke Yoruba 

during the English lessons. I suspect that these learners were not adequately catered for or that 

some of the teachers never gave it a thought to support them. For example, Beatrice and Anne 

said majority of them had been in Ado-Ekiti from birth therefore, they understood Yoruba when 

concepts were explained to the class.  

 

5.6.1.8 Learnersô participations during lessons 

 

During the interviews I also investigated the level of learnersô participation and involvement 

during lessons. In response to this, Anne in Kings High School (KHS) said that: 

 

The numbers of learners that are really participating are very few 

because the numbers of those playing are more than those that are 

concentrating.  

 

She further said that she always compelled them so that they could concentrate during lessons. 

On the other hand, Kate in KHS said that the learners willingly participated during essay writing 

lessons because she involved them by asking questions. 

 

Beatrice in Dominion High School (DHS) said some learners showed their willingness to 

participate while some were not interested but she encouraged them to know the importance of 

the lesson to their future and in their upcoming external examination. Susan in Victory High 

School (VHS) viewed this differently. She said that learners participated in the class and they 

contributed to the lesson by answering questions. 
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According to the teachersô responses to learnersô level of participation during English writing 

lessons, the learners seemed to be in two categories: those who were willing and those that were 

not willing to participate during lessons. The different ways the teachers handled the situation in 

their individual classes differed. Some encouraged them to realise the importance of their active 

involvement in the lessons and how English prepared them for the future.     

 

5.6.1.9 Learnersô motivation levels 

 

In order to investigate the learnersô motivation levels, I asked the teachers about the learnersô 

area of interest in English. Beatrice in DHS said the learners did not like essay writing while two 

teachers said even though learners participated actively during speech work, they still performed 

badly in assessment.  They were interested in phonetics and phonology because of the way some 

sounds were articulated in the oral cavity.  This is what the teacher said:   

 

They do not like essay writing but they like speech work because it 

seems funny to them when teacher pronounces the sounds. All the 

same they do not perform well in it in assessment. 

 

Anne in KHS said learners were more interested in spoken English and oral aspect of grammar 

but they were weak in the area of tense types. Kate in KHS said:  

 

The one that interests them more is oral aspect of language. It interests 

them. They like the oral part where they enjoy themselves, laughing 

and making jest of those who make mistakes. 

 

Susan in KHS said that the learners had problems in oral English because the learners relied on 

their L1 phonetics symbols and accent to pronounce English words. She however, added that 

they were better in grammar than comprehension because some of them lifted words and 

sentences from the comprehension passage verbatim.  Even though grammar is not the focus of 

this study, I presume that the learnersô level of grammar is of relevance to understanding their 

written texts and how well their texts were void of grammatical errors. According to the 

teachersô responses, all aspects of English teaching were challenging to the learners. Some 
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aspects were interesting during oral teaching but they became a challenge when they were to 

apply them in writing.  

 

Learnersô interest could determine their attitudes towards essay writing (Fakeye, 2010). Beatrice 

in DHS commented that some of the learners attended to writing exercises if only they were 

interested in that particular essay topic. While teachers in KHS said that the learners were lazy in 

essay writing simply because they did not have much point to write, Kate said:  

 

In this aspect, we do face some problems because sometimes the 

learners are not ready to write any type of essay. If at all you give them 

an assignment and you ask them to submit, youôll see that few learners 

did the assignment, while others neglect the assignment. We give the 

guideline which at times they refuse to follow it. 

 

She further said that the learners wrote below the expected number of words and some of the 

learners did not follow the guidelines given to them. Kate pointed out that writing in English 

seemed to be a problem, stressing that some of the learners only gave a direct translation from L1 

to English (L2) in their essay writing. Susan in VHS mentioned that many of her learners were 

eager to learn while few were nonchalant to writing. She indicated that they had changed 

positively in their attitude with much correction.  

 

Furthermore, the learnersô performance was commented upon by the teachers. Beatrice said: 

 

We all know that learners learning English as their second 

language is not all that easy but they are trying their best, they 

are improving. 

  

Susan:  We all know that learners learning English language as their 

second language is not that easy but they are trying their best, 

they are coping. 

 

The above statements were more or less saying the same thing, and alluded to the fact that the 

learners were struggling to attain the level of proficiency because English was a second language 

to them. In the above excerpts, Beatrice and Susan confirmed that the learnersô performance in 

English writing would change if they were to receive adequate support. In contrast to the above, 
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Kate in KHS said that out of 25 learners, only 10 to 15 learners performed well in English 

writing because a lot of the learners were very playful. Susan in VHS said that the number of 

learners that were performing well was low. She attributed their poor performance to illiterate 

homes and their limited reading at home. Anne alluded to home illiteracy and limited literacy 

resources at home. She had this to say:  

 

Some are from illiterate background that when they get home hardly 

will they read their books while some are from literate homes. These 

ones tend to progress more than the ones from illiterate home.  

 

In view of the above, my presupposition is that before learners could perform as expected, their 

mindsets about writing should change. They should be motivated in what they are doing. Going 

by the teachersô responses, only few learners were performing well in the class probably because 

a large number of them came from illiterate homes. Others were playful and the schools and 

homes lacked adequate resources. The teachersô pedagogical strategies and parental support 

seemed to be other factors influencing learnersô writing.  

 

5.6.1.10 Suggestions towards improving the teaching of writing 

 

As a means of improving writing in English, I asked the teachers to suggest ways on how to 

ameliorate the situation of learnersô poor performance in English writing as English was one of 

the main subjects to be passed for promotion to the next class. The teachers suggested that the 

government should organise seminars and workshops for English teachers, and provide relevant 

textbooks, language and computer laboratories, over head projector (OHP) and portable board to 

schools. Anne in KHS stressed that the government should:  

 

Assist the public schoolsô because the government does not live up to 

her promises because the government pronounced free education but 

the learners do not have textbooks.  

 

The teachers suggested that parents should provide the necessary school materials for their 

children and not to depend solely on the government for their childrenôs learning materials. For 

example, Beatrice in DHS said that parents should also help their children because they spend 
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most of the time with them at home. Susan in VHS suggested that parents should monitor their 

childrenôs assignment, and ensure that it was done on time. Beatrice and Susan recommended 

that parents should assist their children in the best possible ways in their assignments and guide 

them to achieve success in their education.  

In addition, Susan in VHS suggested that:  

 

Teachers, on the other hand should visit the library regularly. So far 

the library is well equipped with relevant and updated textbooks. 

Teachers should not limit themselves to the knowledge they got in the 

past they should keep themselves abreast of the knowledge by reading 

outside their field of study. 

 

She further advised that the teachers should upgrade their academic qualifications and attend to 

their lessons regularly. Anne in KHS recommended that learners should be educated on the 

importance of education. They should develop personal study habits.  

 

5.6.2 HOD INTERVIEWS  

 

In this section, I present data from the HODs of the three schools. The interview sessions were 

conducted to strengthen and verify some of the teachersô views and opinions on some issues 

pertaining to the teaching and learning of English (L2) writing.  

 

Table 6: HODsô personal information (Not real names) 

 

Participants 1
st
 

Language 

School Age & 

gender 

Qualifications Designation  Yrs of 

experience 

Dorcas Yoruba DHS 53 F NCE, BA.Ed HOD 30 

Kingsley Yoruba KHS 47 M NCE, BA.Ed HOD 13 

Victoria Yoruba VHS 45 F NCE, BA.Ed HOD 17 

 

  

Table 6 shows the teaching qualifications and years of experience of the HODs who were 

involved in the study. The indicates that all the HODs had the required qualifications to teach 
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English because they all went to teacher training institutions and universities as indicated on the 

above table where they obtained their qualification. They also had more years of teaching 

experience than the teachers and appropriate experience to hold the HOD positions in their 

various schools as indicated on the above table. The HODs were responsible for all other content 

languages taught in their individual schools which could include Yoruba, French and Arabic in 

addition to English.  

 

5.6.2.1 Government support  

 

Regarding the government support towards English writing in schools, all the HODs said the 

government provided instructional materials like textbooks and dictionaries, but Dorcas in DHS 

stated that the textbooks were not sufficient for the learners. According to them, the numbers of 

learners were more than the textbooks provided by the government. This resulted in learners 

having to purchase their personal copies from the bookshops. However, they said that the 

distribution of dictionaries to the learners helped in oral English teaching.  

 

Another important point was made by Kingsley in KHS about the special financial allowance 

which was made available to English language teachers as an incentive. They appreciated the 

government incentive given to the English teachers. All the HODs indicated that the government 

was trying to attend to the schoolsô and teachersô needs. Based on my observations, however, I 

noted that the incentives had nothing to do with the teachersô commitment and motivation to 

work or the learnersô performance.  

   

5.6.2.2 Support from the HODs 

 

All the three HODs followed a similar style of management with regard to providing support to 

teachers. They ensured that teachersô lesson notes were checked appropriately and on time. They 

made sure that teachers attended to their lessons regularly and promptly and prepared their 

scheme of work diaries on a weekly basis. For example, Dorcas in DHS carried out this 

responsibility in this way:  
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I make sure that the teachers of the department perform their duties as 

it is expected of them going to their classes, writing their lesson notes, 

make sure they mark it at the appropriate time and teach the learner 

appropriately according to the scheme.  

 

Similarly Kingsley in KHS has this to say: 

 

My responsibility is to ensure that the teachers attend to their lessons 

on time and I also check their lesson notes at the beginning of every 

week. 

  

In addition, Victoria in VHS included that she ensures that teachers prepared their scheme of 

work and filled the weekly subject diaries. 

 

All the HODs said that one of their responsibilities was to see that things went on well within the 

department by overseeing what the teachers did in their lessons. The HODs and the teachers 

worked for the smooth running of the department. Through their responses, I discovered that the 

HODs and English teachers had their own ways of managing work in their respective schools, 

but the common trend among them was that they worked as a team in discussing and handling 

challenges in their school. The following are the individual responses of the HODs with regard to 

managing their departments:  

 

Kingsley (KHS): My department organises what we call team teaching and it 

went a long way to assisting our learners in their performance.ô 

Nobody is Mr-know-all, no one is omniscience so I bring my 

idea, then some other teachers in the department bring their 

own ideas. 

 

Dorcas (DHS): If there is any difficult topic a teacher cannot handle very well, 

we consult with another member of the department and we sit 

to discuss the topic together as a team before the teacher goes 

to the class to discharge the topic to the learner, and most of the 

time we engage in team teaching. 

 

Victoria (VHS): We have departmental meetings where we discuss pressing 

issues pertaining to teaching and learning of English language 

in our various classes. 
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Dorcas in DHS added that teachers were allocated English teaching according to the area of 

individual interest and proficiency.  

 

To sum it up, the HODs and their teachers worked together in order to make their work easy and 

to improve the learnersô performance. It is presumed that the HODs were aware of their 

responsibilities and they tried as much as possible not to fail in their responsibilities. 

 

5.6.2.3 The English curriculum 

 

It was imperative to investigate the HODsô interpretation of the curriculum and how their 

understanding enabled them to perform their duties and how they gave guidance to the teachers 

to unpack the curriculum. Dorcas in DHS and Kingsley in KHS shared similar views that the 

English curriculum was received from the State Ministry of Education. Victoria, in VHS 

however claimed that the document was handed over to her by the principal of the school. 

Dorcas in DHS and Victoria in VHS claimed that the English teachers in the department sat 

together to plan for the annual scheme of work from the curriculum before teachers wrote their 

lesson notes from it. For instance, Dorcas in DHS said: 

 

We make sure we break it into units. We break it into terms, from 

terms to weekly and weekly to lessons. 

 

Kingsley in KHS said he gave the curriculum to the teachers in charge of each class to break it 

according to terms and weeks. In other words, individual teachers from JSS 1 to SSS 2 did their 

own interpretation of the curriculum in relation to classes. This implies that individual HODs 

developed strategies in getting things done in their various departments and schools. The 

curriculum was the same and it was from the government. 

 

The HODs explained what they understood about the recommended approach stipulated by the 

JSS English curriculum in teaching writing, thus: 

 

Dorcas (DHS): We make the lesson so interesting by making the learners the    

focus of our teaching. We involve them in all areas. 
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Kingsley (KHS): Actually this process approach to the teaching of writing as 

spelt out in the curriculum as produced by the Federal Ministry 

of Education, unfortunately is not explicit enough. It is 

ambiguous in the sense that the real method that the 

government wants us to use has not really been elaborated and 

apart from that we have series of seminars and workshops 

organised by the federal, state and local levels but at the same 

time I have not seen a particular situation whereby the real 

process approach is taught and that is the major problem that 

we have so we do not really understand how the government 

wants us to carry out the assignment, that has been our 

problem. 

 

Victoria (VHS): Teachers lead the learners on how to identify or organise 

points on the particular topic and make draft before the final 

draft of the essay. 

 

From the above responses by Kingsley in KHS, it is clear that the recommended approach to the 

teaching of English writing was not explicit enough and the government had not really supported 

the teachers on how to apply it in the classroom. According to Victoria in VHS, they knew about 

drafts, while Dorcas in DHS talked about making the lessons interesting and her response did not 

illustrate her understanding of the writing approaches stipulated in the curriculum. 

 

5.6.2.4 Professional development  

 

The responses in respect of teachersô continuous professional development or in-service training 

varied from teacher to another. For example, Dorcas in DHS and Victoria in VHS said they went 

for in-service training to enhance their professional development, while Kingsley in KHS said he 

had not gone for any in-service training. Two of the HODs claimed that they had attended 

seminars/workshops on several occasions while Victoria in VHS said that she attended only 

twice as at the time of data collection. They all attested to the fact that the seminars and 

workshops were organised or sponsored by either the government or book publishers which were 

basically to enhance their methods of English teaching in the classrooms. They elaborated on the 

advantages of the in-service training as follows: 
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Kingsley (KHS): It has actually improved my teaching methodologies because 

all along Iôve been learning series of methods of handling the 

learners and especially in different aspects of the language.  

 

Dorcas (DHS): It has helped tremendously in the discharge of our duties 

because modern methods are revealed on how to handle each 

of the aspect of English that are being taught and it has been 

helping us in the classrooms 

 

Victoria (VHS): It improves my teaching in the class and I learnt of different 

methods of teaching English writing in the classroom. 

 

Apparently, all the training workshops helped them to improve their professional prowess and at 

the same time impacted positively on the learners they taught with regard to the new and 

innovative pedagogy they were exposed to.  

 

5.6.2.5 Supporting learnersô writing 

   

Questions on how to improve the teaching and learning of English writing in schools were raised 

and the HODs identified that word spelling and wrong sentence constructions were the learnersô 

problems in writing. Dorcas in DHS claimed that word dictations would invariably assist the 

learners in sentence constructions during essay writing tasks. She said:  

 

When they have the correct spelling of words and they can construct 

their sentences correctly. There will be no problem on writing 

anything called essay.  

 

Kingsley in KHS suggested the learners should be given essays to write under examination 

conditions. This was to make sure that the individual learnersô written texts were not copied 

work. He also suggested that prompt and regular feedback should be given to learners for 

correction purposes. He also reiterated that feedback should be given to the learners by two or 

more teachers. Finally, he recommended that English teachers should always attend West Africa 

Examination Council (WAEC) and National Examinations Council (NECO) marking 

coordination to keep them more informed on how to mark essays. 
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Victoria in VHS suggested essays should be given to learners regularly and that the corrections 

of these essays should be done on time. In addition, the HODs recommended that learners should 

write essays under teachersô supervision to avoid plagiarism, and teachers should mark learnersô 

essays and provide feedback immediately. However, Dorcas in DHS claimed that the learners 

were not the same and so was their ability and zeal to learn. She concluded that she always saw 

changes in the ones that were ready to learn as the year went by because change is a gradual 

process. 

 

Interestingly, the issue of learnersô mother tongue ensued during the interview with the HODs on 

how to improve essay writing in English among the JSS 3 learners. Dorcas in DHS and Kingsley 

in KHS gave similar responses on the issue of learnersô mother tongue and its effects on 

learning. This was the view of Kingsley in KHS:  

 

Most of the learners are in the habit of speaking their mother 

tongue which is not appropriate since English language is our 

lingua franca. 

  

Dorcas in DHS said: 

There is mother tongue interference in what they do when they 

are writing essay. Most of the times they will want to translate 

the way they speak their dialect. We have been encouraging 

them to speak in English all the time. We also tell them not to 

speak Yoruba in school and especially during lesson so that 

they would be proficient in English. 

  

All the HODs were of the opinion that the use of Yoruba during English lessons was not 

appropriate but if learners spoke English on a regular basis, it would improve their performance, 

especially their writing skills. Victoria in VHS added that the learners should be encouraged to 

read English books extensively in order to enhance their writing skills.  

 

5.6.2.6  HODsô Recommendations 

 

All the HODs recommended that the Ekiti State Government should provide the necessary and 

sufficient textbooks and dictionaries to the learners. For example, Dorcas in DHS said:  
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So my suggestion is that the government should procure the necessary 

textbooks for the learners, because some of these learners are indigent, 

but we have some brilliant ones among them who cannot afford the 

textbooks but at the same time who can read very well. 

  

Kingsley in KHS and Victoria in VHS added that the provision of language laboratories was 

essential so that learners could be taught the practical aspects of oral English in order to motivate 

learnersô interest. Dorcas in DHS and Kingsley in KHS emphasised that the government should 

provide a conducive teaching and learning environment for both teachers and learners. Kingsley 

in KHS went further to stress the fact that learnersô lockers and chairs were never enough in 

classes, and most of the classrooms were very hot to teach in especially in the afternoons. Dorcas 

in DHS and Kingsley in KHS said that the government should motivate English teachers by 

providing them with regular financial incentives.  

 

Concerning parental involvement, Dorcas in DHS and Kingsley in KHS advised that parents 

should provide necessary school materials such as textbooks and stationery for their children and 

they should also guide and support them in home assignments and monitor their learning 

activities. Victoria in VHS also stressed that parents should always assist and encourage their 

children in their writing exercises thus:  

 

The parents too should provide necessary avenues for their children to 

learn and encourage them to speak in English all the time, see to their 

assignments and buy them necessary textbooks. 

 

Dorcas in DHS advised that teachers should give and mark assignments on a regular basis. She 

advised that teachers should give the learners independent work so that their writing would be 

based on true assessment which was not necessarily based on marks, but on actual proficiency in 

writing, while Kingsley in KHS said teachers should give essay topics to the learners to write on 

a regular basis. Victoria in VHS emphasised that teachers should always attend to their lessons 

and make sure that assignments were given to learners regularly and corrections to essays were 

made immediately.  
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On the part of learners, the HODs advised that learners should attend promptly to their 

assignments themselves and not to depend solely on brothers and sisters. They were also advised 

to read story books, magazines, newspapers to enhance their essay writing and their performance 

in classes. As a conclusion, Kingsley in KHS responded thus:   

 

Education is a legacy that we can give to our children, so I want to 

encourage the government, the parents, the teachers and the pupils to 

see it as an important issue. To see education as something very 

important and they should try as much as possible to take it seriously 

so that at the end, we will all achieve our aims and objectives as far as 

education is concerned. 

 

In light of what has been said by the HODs, every party that is, teachers, learners and parents has 

a role to play in order to achieve the main objectives of education. This means that if one party 

fails in executing its responsibilities, it would have an impact on the expected learning education 

outcome. Education is regarded as a legacy which needs to be handed over to the learners, and at 

the same time, the learners need to make good use for their future. Concerning the teaching and 

learning of writing, it appeared that there were many challenges that seemed to impede learnersô 

writing ability in English (L2).  

 

5.7 PRESENTATION OF DATA FROM DOCUMENTS  

 

As discussed in Chapter four of this thesis, document analysis is one of the data tools used in this 

study. In this section, I present and discuss data from the government documents such as English 

language curriculum for JSS 3, teachersô scheme of work for English language for JSS 3, their 

weekly lesson plans, the English timetable of the different schools and learnersô written texts. 

These documents enabled triangulation of the research data and they also served to verify what 

the teachers said in their interviews and what I observed in the classrooms.  

 

5.7.1 Learnersô English textbook 

 

The learnersô English textbook for JSS (3). It was first published in 2012 by Learn Africa PLC, 

Lagos and later revised in 2014. The textbook is accompanied by learnersô workbook and a 
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teachersô guide that mainly contains answers to all the exercises in the textbook. The revised 

edition of the textbook is what the three schools were using in the teaching and learning of 

English. The textbook is divided into 17 units, under the headings: scheme of work from unit 1 

to 17 and in each of the units, there are series of topics that touch on various aspects of the 

English language. The aspects are oral, reading, vocabulary, listening comprehension, grammar, 

writing and literature. All the topics under each aspect are spread over the 17 units as indicated in 

Appendice 7A-F. 

 

The textbook is put together by six English teachers and examiners from the different parts of 

Nigeria. The authors are Ademola-Adeoye, F., Adam, Q., Eto, J., Eyisi, J., Adekunle, A. and 

Adepoju, B. It is indicated at the back of the textbook that it is written to totally accomplish and 

satisfy the requirement of the National English Language Curriculum for Basic Education 

(NERDC) at the Junior Secondary School Level (JSS). It is also regarded as a good resource to 

prepare the learners for the Basic Education Certificate Examination (BECE). The cover of the 

textbook is attached as Appendices 4A-B. The learnersô textbook has exercises to be done by the 

learners at the end of each topic. In addition, there are holiday assignments on all language 

aspects in óAppendix oneô of the textbook. óAppendix twoô consists of the texts of different topic 

for listening exercises. There are pictures and images that illustrate what is contained in it, which 

are attached as Appendices 9A-B.  

 

The textbook is written in simple and clear English to cover the NERDC curriculum. It is stated 

in the textbook that it adopts an eclectic teaching and learning approach to cover all the basic 

learning skills of listening, speaking, reading and writing (Ademola-Adeoye, Adam, Eto, Eyisi, 

Adekunle, and Adepoju, 2014, p. iv). It is also aimed at helping the learners to solve problems 

through collaborative strategies (p. iv). In addition, it states that it is beautifully composed and it 

contains collections of interesting stories to stimulate learnersô interests as they read which 

would invariably improve their fluency and confidence. In the textbook, all the aspects of 

English have examples for both the teachers and learners to follow when attempting any of the 

exercises contained in it. For the purpose of my research interest, I will focus on composition or 

essay writing.  
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In each of the units there are sections for composition writing which briefly discuss the particular 

type of composition (essay). There are also models of written texts or guided compositions that 

relate to the type of composition (essays and letter writings) that is to be discussed. These model 

texts help the learners to engage in reflexive thinking, as stated by the textbook. The textbook 

provides samples or models of both good and badly written texts for both teachers and learners to 

compare and contrast. Likewise, the stages of writing are clearly stated, constituting an 

interesting beginning (introduction), body and conclusion. Learners are encouraged to jot down 

their points when they brainstorm in pairs or in groups. Also in this section, explanations on how 

to write a good paragraph and the use of appropriate connectives are discussed. Furthermore, the 

textbook explains the use of outlines before learners write their first draft of composition which 

should be exchanged with their partners or teachers for proofreading and editing before the final 

draft is written. The samples of the well and badly written essays from the textbook are attached 

as Appendices 11A-B. 

 

5.7.2 English curriculum for JSS 3 documents  

 

The English curriculum for JSS (3) has been presented and discussed extensively in chapter two 

of this thesis. However, it is worth to present the section that is related to teaching, learning and 

writing of compositions in this chapter as it is. It provides clear information about the 

expectations of the government of learnersô writing expectations by the end of the JSS (3). It is 

also related to what was done in practice in the English lessons observed in the various schools 

since English scheme of work was developed from the curriculum.  

 

The document stipulates that learners should revise the various types of compositions and letter 

writing (formal and informal) as indicated under topic/skill in Tables 7 and 8 below. Under 

performance objectives, the learners are expected to be able to identify the various types of 

compositions (essay), list their elements and write the different types of essay. The different 

elements are introduction, body and conclusion, as indicated in the third (content) column of 

Tables 7 and 8 below. In addition, teachers and learners activities are stated. The teacher should 

lead learners to identify the composition types, guide them to apply the elements (introduction, 

body and conclusion) in writing, and lead the learners to produce their first drafts, review, edit, 
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proof read, review, and amend them before writing the final draft. The document also highlights 

the teaching and learning resources to be used which range from textbooks to concrete objects. It 

also provides an evaluation guide. According to the guide, the learners should be able to use 

appropriate language for the different formats (See Tables 7 and 8 below). 

 

Concerning letter writing (formal and informal), the teachers are expected to guide the learners 

to identify and discuss the format of the different types of letters. They must give the learners 

model formats and thereafter, the learners must produce a copy of their own as stated in the 

content column in Tables 7 and 8 below.  
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Table 7: English writing curriculum A  
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Table 8: English writing curriculum B  
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5.7.3 Scheme of work  

 

The scheme of work for English JSS 3 is a national mandate that cuts across all schools. For the 

purpose of this study the scheme of work was drawn from the English curriculum for JSS 3 

which was compiled by the English teachers, individually or collectively at departmental level in 

each of the schools of this research. The scheme of work is a guideline broken down into weekly 

lesson activities to be carried out in a subject in the classroom. The scheme of work in these 

schools was similar in the sense that all the aspects of English were included according to the 

demands of the national curriculum. It interprets the curriculum and categorises the activities into 

small understandable units. The language aspects are speech work, grammar, comprehension 

(oral and written) mechanics, vocabulary development and composition (essay).  

 

In addition, there is a section for Literature in English which is prescribed in the curriculum for 

JSS 1-3. As it is shown in the scheme of work of the learnersô textbook which is attached as 

Appendices 7A-F, all aspects of English with their specific topics were allotted weeks depending 

on the number of weeks per term. According to the HODs of the schools, the scheme of work 

was jointly developed by both the HODs and the teachers at the beginning of each term. The 

scheme of work assists the teachers to plan for their individual weekly lessons in all aspects of 

English teaching. The three schools had similar schemes since all were drawn from the English 

curriculum. I was only given the first termôs scheme of work because I was told by the teachers 

that they wrote their schemes of work for each term. The the sample of the first term Scheme of 

Work is presented in Appendix 13. 

 

5.7.4 English timetable 

 

The timetables for subject allocation in the three schools were similar. Lessons began at eight 

oôclock in the morning and ended at two oôclock in the afternoon. Each lesson was forty minutes 

and there were eight lessons each day. Schools closed at one oôclock on Fridays to accommodate 

Muslim teachers and learners who had to go to the mosque for ójumatô service. Therefore, the 

lesson periods were reduced to thirty-five or thirty minutes on Fridays so that all the eight 

subjects could be accommodated. English and mathematics were given more number of periods 
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per week on the timetable compared to other subjects. This was as a result of the notion that they 

were more important than other subjects, and learners must pass them to further their education. 

The timetable document shows the various days and periods in which English was taught in the 

three schools I conducted my research. Although the schools opened and closed at the same time 

every day, the number of periods English was taught in JSS 3 was slightly different as I explain 

below. 

 

In DHS, English was taught in each class of JSS 3 A- F four times per week. Beatrice in DHS 

was the only teacher for English in JSS 3 and she had 24 periods of teaching per week at the time 

of my data collection. This means that each class had four periods of English lessons per week. 

In KHS, English was taught four times per week in each classroom. There were two JSS 3 

English teachers (Anne and Kate) and there were six classes of JSS 3. Therefore, each of the 

teachers had 12 periods of teaching per week since they had three classes of JSS 3 each. In VHS, 

English was taught five times weekly. Although VHS had two English teachers in JSS 3 class, 

only one of them, Susan, participated in my research because the second teacher was not a 

trained teacher and she was on a federal government service for only one year, which ended 

before the completion of my data collection. However, the JSS 3 classes were shared between 

these two teachers. Susan took four classes of the JSS 3 and each class had five English periods 

per week. In that case, she had 20 periods of English lessons per week. All the schools allotted 

forty minutes for each lesson. The teachersô English timetables are attached as Appendix 12.  

 

As stated above, the teachersô periods varied according to their school timetable and the number 

of English teachers. The number of learners in each classroom was 41 learners on the average 

multiplied by the number of JSS 3 classes they taught. The English timetable of each school 

highlighted the number of period teachers were expected to teach weekly (their workload) and 

how the learners were engaged with English. According to the timetable, Beatrice in DHS had 

the highest number of periods (24) compared to Susan in VHS and Anne and Kate in KHS who 

had 20 and 12 periods per week respectively. However, each teacher had different number of 

classes to teach per week. Table 9 below shows the teachersô number of English period per week 

in their individual classes.  

 



203 

 

Table 9: Teachersô workload 

  

Teachers 
No. of 

class 
Total No. of 

period per class 
Total No. of 

period per week 
Av. No. of 

stds in class 
Total No. of 

stds 

Beatrice 6 4 24 41 246 

Anne 3 4 12 42 126 

Kate 3 4 12 42 126 

Susan 4 5 20 43 172 

 

 

  

5.7.5 Teachersô lesson plans 

 

Teachersô lesson plans or lesson notes spell out the weekly lesson activities in a particular 

subject. The lesson plan is an outline of what should be done per week in a subject area. It spells 

out the detailed steps or stages of a particular lesson. The weekly lesson plans of the teachers in 

the three schools were similar since the format was the same in all public schools in Ekiti-State. 

However, the format may be the same but the teachersô plan and presentation or practices were 

different. 

 

I noted that during each lesson, the teachers always went to the classroom with a notebook which 

had the lesson note containing the lesson plan. With permission from the teachers, I went 

through the notebook to see its content. The teacher explained its significance to their teaching 

and what the HODsô signature meant. This corroborated what the HODs said during one of the 

interviews, that checking the teachersô lesson notes was one of their responsibilities. The 

teachersô lesson plans covered the following sub-themes: (i) Date, Period, and Subject (ii) Topic, 

Sub-topic, and Duration (iii) Reference books (iv) Teaching Aids (v) Behavioural objectives (vi) 

presentation - Steps 1 - 5 (vii) Evaluation and Assignment.  

  

The aspects of the lesson plan are familiar and self explanatory, but I will briefly describe the last 

four which might be understood differently in certain contexts. The behavioural objectives of 

every lesson had to be learner-oriented.  It was the expected outcome at the end of the lesson, 

that is, what learners should be able to understand and do at the end of the lesson. Presentation is 
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the process of actualising the lesson objectives in stages (step 1 - 5), from the beginning to the 

end of the lesson. Evaluation was what the teacher used in the form of oral or written questions 

to assess the learnersô understanding of the topic taught while an assignment was given as a form 

of task to be done by the learners at home.  

 

The teachersô lesson plans were checked by the HODs weekly before the commencement of the 

lessons. They did this by going through the teachersô lesson notes and appended their signatures 

to show their satisfaction with the lesson plans. This is implied that the teachers had to plan their 

lessons in advance in order to know what and how to teach a chosen topic.  

     

5.8 LEARNERSô WRITTEN TEXTS  

 

The rationale for the collection of the learnersô written work was to explore the schematic or 

generic structures and language features of the texts they wrote. This study sought to explore 

learnersô writing in terms of schematic structure and linguistic structure, lexicon and punctuation, 

and the extent to which their writing conveyed the intended meaning. Through this process, their 

weakness could be identified and suggestions towards improving their writings were also looked 

at.  Likewise, it was worth identifying how they organised their paragraphs to create cohesion 

and coherence of their written texts. The learnersô written texts were selected with the teachersô 

assistance as indicated in Chapter 4. Firstly I present data from DHS, followed by KHS data and 

lastly that of VHS.  

 

5.8.1 DOMINION HIGH SCHOOL (BEATRICEôS CLASS) 

 

As presented in the precious section, in DHS, the teacher instructed the learners to write two 

texts in different lessons. The first one was an essay on how learners spent their last holiday. The 

second one was an argumentative essay which required learners to argue whether the male child 

was more important in the home than a female child. The learnersô written texts had no draft 

since it was the one and only draft written on a particular essay topic and there was no correction 

of the written text by the learners after the teacherôs feedback. The learnersô texts showed that 

their level of writing ability varied. Some learners wrote without paragraphs and some texts were 
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below one hundred words. Among the nine learnersô texts I selected in Beatriceôs class, I chose 

the low, average and high rated texts for the purpose of presentation and analysis. From 

Beatriceôs class, I present both argumentative and narrative essays of three learners fictitiously 

known as Zarat, Ivy and Aaron. Of the three learners, Zaratôs essay was categorised as of high 

standard while Aaron was categorised as of low performance. 
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TEXT 1A:  Zaratôs argumentative essay (DHS) 
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Zarat wrote to support the motion which says that a boy-child is more important at home than a 

girl child. She saluted the imaginary panel on the high table and thereafter introduced herself.  

She argued that male children were the heads of the families and they were presidents of nations. 

Her essay was made up of 338 words, thirteen sentences and divided into eleven paragraphs 

indicated by indentations. The teacher had awarded her seven out of ten marks (70%). 
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Text 1B: Zaratôs narrative essay (DHS)  

   

 

 

 



209 

 

 

Zarat began her narrative essay with an underlined heading as indicated in the sample. The text 

told the story about her past experience. In summary, she narrated that her mother and her 

siblings went to the market to purchase some foodstuff because they prepared lots of dishes 

during the ósallahô celebration to give to friends and families. She also narrated that she ran 

errands so that she would be compensated with money. The essay was made up of 267 words, 

with seven paragraphs indicated by indentations. The essay had nineteen sentences. The teacher 

had awarded her six out of ten marks (60%). 
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TEXT 2A:  Ivyôs argumentative essay (DHS) 

 

  

Ivyôs essay was rated as average by the teacher. In her essay, she argued against the motion. She 

underlined the title of the essay. She opposed the motion which says: the boy child is more 

important in the home than the girl child. She said that the girl child helps the mother in the 

kitchen to cook, fetch water and wash clothes. She equally said that the girl is more patient than 

the boy. The essay had 152 words, 10 sentences and only one paragraph indicated by 

indentations. The teacher awarded her four out of ten marks (40%). 
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TEXT 2B:  Ivyôs narrative essay (DHS) 

 

 

 

Ivyôs narrative essay was on how she spent her Christmas holidays. The first sentence of her 

essay was the title of the essay. She narrated how she followed her mother and aunt to the market 

to purchase a bag of rice for the Christmas celebration. The narrative essay was made of 243 

words, twelve sentences and no indication of paragraphs. The teacher awarded her four out of ten 

marks (40%). 
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TEXT 3A:  Aaronôs argumentative essay (DHS) 

 

 

Aaronôs essay was rated low. It argued in support of the motion. He wrote the title in capital 

letters. The essay is made up of 94 words, it had four sentences and it is divided into four 

paragraphs indicated by indentations. The teacher awarded her two out of ten marks (20%). 
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TEXT 3B:  Aaronôs narrative essay (DHS)

  

 

Aaronôs second essay was a narration of how he spent his last Christmas holiday. He narrated 

how he went to his sisterôs home in Ibadan city to celebrate with the sisterôs children. The essay 



214 

 

has 212 words but there is no indication of paragraphs. The essay was made up of nine sentences 

as indicated by his full stops. The teacher awarded her four out of ten marks (40%). 

 

5.8.2 ESSAY FROM KINGS HIGH SCHOOL  

 

As stated earlier, in KHS, I observed two teachers (Anne and Kate) in different classes of JSS 3. 

Even though their lesson plans were the same and they taught the same topics per week, the 

learnersô writing were different. The teachers were able to teach two topics in narrative and 

argumentative essays. The argumentative essay proposed that a male child was better than a 

female child, while a narrative essay was about a memorable day. I found it important and 

relevant to present learnersô written work from each of the teachersô class because they had 

different ways of presenting and imparting knowledge to their learners. Therefore, out of the nine 

selected learnersô written texts, I present one low, one average and one high rated essay for each 

teacher.   

 

The learnersô written texts were similar in structure. Under an argumentative essay, the learners 

chose either to support or to oppose the motion, depending on their opinion and understanding of 

the topic. They wrote as if they were giving an oral presentation, probably because some of the 

learners had attended several debates organised in the school, or viewed a debate programme on 

the television. The majority of the learners wrote without indicating paragraphs. There were 

spelling and punctuation errors in the essays. There was one draft for each learner. Therefore, the 

majority of texts were not neatly written.   

 

5.8.2.1 ANNEôS CLASSROOM (KHS) 

 

In Anneôs class, I present both the argumentative and narrative essay of the three learners: 

Vincent (high), Temmy (average) and Patricia (low). I have used pseudonyms to protect the 

identity of the learners.  
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TEXT 4A:  Vincentôs argumentative essay (KHS) 
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Vincentôs essay was rated as high in the class. He began his argumentative essay by saluting the 

imaginary people, from the chairman to the audience. The essay was written as if he was 

addressing a real audience which warranted the salutation. He wrote to oppose the motion which 

was about the importance of a female child compared to a male child. He used persuasive words 

to convince the readers or listeners to agree with him that the male child, instead of female child 

was better. The essay had 382 words and it was divided into six paragraphs indicated with this 

sign (=>) at the beginning of each paragraph. The essay was made up of twenty four sentences as 

indicated by the full stops. The teacher had awarded him seven out of ten marks (70%). 
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TEXT 4B: Vincentôs narrative essay (KHS)  

 

 

 

Vincentôs second essay narrated his ordeal when he had to be punished as one of the noisemakers 

in his former school. The essay was made up of 135 words divided into four paragraphs. The 

essay had seven sentences. The teacher awarded him six out of ten marks (60%). 
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 TEXT 5A:  Temmyôs argumentative essay (KHS)  

 

 

 

Temmyôs essay was categorised as average. Her first essay was an argument. She wrote to argue 

that the female child is better than the male child. She gave a definition of a female child and a 








































































































































































































































































































