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ABSTRACT  

The use of integration in teaching could be a daunting endeavor for teachers to 
conceptualize, whether trained or untrained during the pre-service and in-service, 
globally. This study sought to explore how preschool teachers in the Kumasi 
Educational Metropolis  in Ghana conceive the integrated method as the 
recommended tool for the implementation of the standard-based curriculum. The 
study, therefore, employed a qualitative case study design within the pragmatic 
paradigm to investigate their perceptions about the construct. Four professionally 
trained preschool teachers within the educational Metropolis  were selected 
purposively to participate in the study. Data were gathered through semi-structured 
interviews  and were analysed thematically, which   led to the emergence of five 
major themes. The findings suggest the teachers were not completely ignorant of the 
integrated method of teaching. Despite their self-perceived limited knowledge, they 
conceptualized integration as; the combination of different subjects or topics in 
diverse disciplines, without resorting to traditional subject-specific teaching. The use 
of the integration led to the acquisition of generic teaching skills in teachers, whilst 
holistic understanding and creativity were achieved among the children. Furthermore, 
children's and teachers’ daily experiences, and the availability of teaching and 
learning resources are the major factors teachers consider when employing integration 
in teaching. The setbacks of integration are the teachers, resources, parental, and 
leadership challenges. The study concludes that the teachers have limitations and felt 
a need for adequate education in integration. Hence sufficient training is 
recommended for the in-service and practicing teachers to equip them with the 
requisite expertise to discharge their responsibilities efficiently. The implications for 
policy formulation, research, practice, and teacher pedagogical development were 
discussed. 
Keywords: preschool, Integrated method of teaching, integration, implementation, 

standard base curriculum, perception, and conception.   
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CHAPTER ONE 

INTRODUCTION 

1.0 Overview 

This section provides an insight to the background to the study, research problem, 

research objectives, research questions, and the significance of the research. 

1.1 Background 

How a school's curriculum should be structured, constructed, and developed is a 

matter of ongoing debate. Curriculum design has been the subject of considerable 

debate, as reported by Lam, Alviar-Martin, Adler, and Sim (2012). Different 

pedagogical approaches, such as subject-based and interdisciplinary models, have 

divergent views on what students should learn. Curriculum and instruction should 

prepare students to make meaningful contributions to society (Lam et al.,2012). 

Interdisciplinary learning may take many forms; one of them is the integrated method 

of teaching, in which seemingly unrelated topics are brought together to provide a 

unifying theme.. The use of these predetermined topics is an example of a 

multidisciplinary approach to education since it allows students to make connections 

between their studies and real-world experiences. Blending and connecting several 

subject areas, a theme-based approach has the potential to improve students' critical 

thinking, social skills, and academic performance (Lam et al., 2012). Teacher 

preparation for this kind of interdisciplinary learning may also be seen through the 

lens of overarching themes and emerging patterns. The best way to successfully 

arrange thematic aspects is via collaborative planning and instruction, which allows 

for seamless integration of previously taught topics (Tudor, 2014). 
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Kindergarten and other forms of early childhood education must approach children's 

growth as a whole, rather than in silos. Children benefit most from an approach to 

learning that is both interdisciplinary and multimodal, since studies have shown that a 

young child's brain does not function in discrete silos. Ghana's standard-based 

curriculum advises using an integrated/thematic approach to combine the different 

topics and experiences that will be delivered to these young children in order to 

minimise the segmented and fragmented presentation of children's learning 

throughout the early years (NaCCA, 2018). 

A teacher’s ability to achieve such a holistic human development depends on his or 

her content and most especially that of his or her pedagogical approaches often 

employed in the classrooms during the teaching and learning process (Darling-

Hammond, Flook., Cook-Harvey, Barron, & Osher, (2020). Integrated curriculum is 

often used to structure instruction in pre-school and kindergarten, since they take into 

account the whole child and encourage growth in all areas. Although there are several 

ways to execute a kindergarten curriculum, one of the most common is to have the 

subjects taught together. Increasing numbers of educators are eager to adopt a more 

holistic approach to education. All the fun comes from seeing the students take a more 

hands-on approach to their education. Teachers that make an effort to use an 

integrated curriculum believe strongly in the need of giving students with an 

education that has real-world applications. 

Ghana also joined a number of countries to reform its educational system in 2018 by 

incorporating the standard based curriculum, whilst encouraging to adapt the 

integrated approach in the teaching learning process at the kindergarten level. When it 

comes to the delivery of the early childhood curriculum, integrated approaches that 
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are choreographed with inquiry and discovery techniques of teaching the curriculum 

will be of the utmost importance (NaCCA, 2018). 

Fast-growing kindergarten education programs may be found all across the globe, but 

mainly in developed nations (Boocock, 1991). As a result, there is a rising need and 

interest in ensuring that young children have access to high-quality early childhood 

education (Clinton, 1996; Curtis & Carter, 1996; Gardner 2000). Academic 

conversations among early childhood’s educators worldwide centre on the curriculum 

in their quest of excellent early childhood education. It is generally accepted that the 

quality of childcare and kindergartens is strongly influenced by the planning and 

execution of their curricula (NAEYC, 2005). Extensive research has proven that great 

preschool programmes promote not just readiness to learn but also social skills that 

will aid children throughout their lives (O'Connell, 2006). 

A common way to understand the value of interdisciplinary learning is to consider it a 

tool for fostering higher-level critical thinking (Heywood et al., 2012). Several studies 

have shown that students develop interdisciplinary abilities when they study via a 

uniting theme that is applied across academic lines. Cross-curricular learning, as 

defined by Heywood et al. (2012), "has also been used to describe the application of 

skills, knowledge, and attitudes of different disciplines to a single experience, theme, 

or idea" (Barnes, 2007, p.46). 

The second objective of theme-based classes is to improve students' background 

information and capacity for making connections by means of shared topics. Cross-

curricular competences and previous knowledge are sometimes used interchangeably, 

however there are important distinctions between these two notions when it comes to 

domain-specific and integrated pedagogy (Neuenhaus et al., 2013). Utilizing a theme-
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based approach may improve student learning growth, as shown in recent research by 

Pop (2014) on the implementation and use of a theme-based lesson and 

interdisciplinary curriculum. 

An interdisciplinary method also requires teachers to work together, which may be 

difficult. Before adopting this approach to curriculum development, schools should 

conduct an assessment of teachers' cross-curricular competences, including their 

cross-functional abilities, their degree of professional preparation, and their 

willingness to engage in a lifelong learning process (Safta, 2015). Before switching to 

a theme-based or interdisciplinary method of teaching, school districts need to ask 

themselves some important questions, such as: how knowledgeable or experienced are 

the preschool teachers who are implementing the integrated method of teaching in the 

classroom? What factors inform their practice and the associated challenges? Can 

teachers adjust to this new situation? If so, what would be a reason to do that? (Safta, 

2015). Since a theme-based approach relies heavily on teachers developing 

interdisciplinary expertise, they play a pivotal role in its effective implementation. 

The goals of integrating different areas of study into a cohesive whole are admirable, 

and they may have beneficial results, but teachers need the right tools to implement 

this strategy effectively (p. 67). 

This study intended to conceptualize teachers’ knowledge and understanding 

regarding the use of the prescribed integrated method of teaching and how these 

contribute to the pursuit for excellent curricular practices for improving and 

developing the delivery of kindergarten education in Ghana. Specifically, this 

research aims to analyze how teachers are employing integrated method of teaching as 
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they are implementing the standard based curriculum in some selected preschool 

schools in the Kumasi Metropolis.  

1.2 Statement of the Problem  

The process of creating an integrated curriculum is complicated, like many other 

attempts to improve education. Successful implementation of curricular modifications 

is influenced by teachers' professional judgments (Fullan, 2007). Thus, the reform's 

concepts and the environments in which it will be implemented have an impact on 

teachers' choices (Gopinathan & Deng, 2006). Similar findings from throughout the 

world demonstrate that instructors whose pedagogical choices are informed by their 

understanding of the curriculum are essential to the effective delivery of integrated 

programmes. Although educators generally agree that integration is desirable, they 

disagree on what kinds of integration are most effective (Lam, Chan, & Zhang, 2006). 

The many definitions and claims made about the nature of curricular integration may 

help to explain the wide range of views held by educators (Beane, 1997; Drake & 

Burns, 2004; Jacobs,1991). Furthermore, research on teacher training has shown that 

direct involvement in implementing new curricular initiatives is more likely to result 

in a shift in beliefs and attitudes (Fullan, 2007). 

Literature on early education indicates that young children learn better in an 

integrated and holistic manner (NaCCA, 2018). This is due in part to the revelation 

that the brain of young children is not compartmentalized (Cantor et al., 2019). 

Hence, to avoid compartmentalised and fragmented presentation of ideas, skills, and 

values to children, integrated or thematic approach has been employed to incorporate 

the many different things that these kids have been exposed to (Darling-Hammond et 

al., 2020). 

University of Education,Winneba http://ir.uew.edu.gh



6 
 

Numerous studies have been undertaken on a global scale to determine the benefits of 

an integrated curriculum on student results, teacher pedagogy, and professional 

understanding (Bifuh-Ambe, 2013; Nowell, 2016; Koponen et al., 2016). Despite the 

fact that several studies have revealed that the theme-based approach to curriculum 

and instruction comes with specific difficulties that may limit student results and 

individual instructor pedagogy, this method may also bring advantages (Lam et al., 

2012). There appears to be limited literature borne out of empirical studies in the 

Ghanaian context to track kindergarten teachers’ perspectives about the integrated 

method of teaching. 

Teachers' perceptions of the quality of their pre-school programmes have a direct 

impact on the development of their students (Rao, Ng, & Pearson, 2010). Teachers' 

outlooks and judgments are influenced, and their classroom practises are altered as a 

result. Therefore, it is crucial to get insight into instructors' viewpoints on their 

teaching methods in order to enhance the quality of instruction and student learning. 

Therefore, research is required in the Ghanaian context to explore current practises in 

a clear and coherent way so that empirical evidence may be acquired on particular 

integrated teaching and learning phenomena. Failure to understand the teachers’ 

knowledge regarding their conceptions and practices with the use of the integrated 

method of teaching might hamper the smooth implementation of the curriculum and, 

thereby, negatively affecting the learning outcomes of the children in the schools. 

The overriding task is to answer the question; what knowledge and understanding do 

the Kumasi Metropolis kindergarten teachers’ have regarding the use of the integrated 

method of teaching, whilst implementing standard based curriculum in Ghana? The 

researcher sought  to fill these voids in terms of contribution to literature, 
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methodology and in practice regarding preschool teachers’ instructional practices with 

specific emphasis on integrated method of teaching in the metropolis. 

1.3 Purpose of the Study 

The purpose of this study was to explore the preschool teachers’ knowledge and 

understanding of the integrated method of teaching preschoolers in the Kumasi 

Metropolis. 

1.4 Objectives of the Study 

The objectives of this study were to: 

1. explore preschool teachers’ views regarding the integrated method of teaching 

in the Kumasi Metropolis classroom. 

2. ascertain the teachers’ level of experience concerning the use of integrated 

method of teaching in the Kumasi Metropolis classroom. 

3. identify the major challenges that are encountered by the teachers when 

implementing integrated approach in the Kumasi Metropolis classroom. 

1.5 Research Questions 

The following research questions were formulated to guide the study: 

 How do the preschool teachers view the integrated method of teaching in the 

Kumasi Metropolis classrooms? 

 How experienced are the teachers regarding the use of integrated method of 

teaching in the Kumasi Metropolis classroom? 

 What are the common themes used by the teachers and their effects on the 

integrated method of teaching early grade level in the Kumasi Metroplis? 
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 What factors are considered by the teachers when implementing the integrated 

approach in the classroom and their related areas for improvement in the 

Kumasi Metropolis? 

 What major challenges are encountered by kindergarten teachers when 

implementing integrated approach in  the Kumasi Metropolis   classroom? 

1.6 Significance of the Studies 

Specific aspects of kindergarten teachers’ instructional approaches appear to be 

neglected within educational research in Ghana. In particular, an analysis of the views 

and perspectives of kindergarten teachers who employ integrated approach in the 

classroom has not yet been undertaken, since the implementation of the standard 

based curriculum in Ghana. Therefore, the findings from this study will support 

kindergarten teachers who seek to implement this integrated approach in their 

classroom. 

Second, the research would  provide light on the processes through which Ghanaian 

schools adopt and execute curricular reforms. Third, the instructors' reports may 

encourage the teachers and others, such as teacher educators, to reflect on their own 

classroom experiences and student observations, leading to new discoveries. 

Fourth, policy makers and curriculum developers would benefit from the fine-grained 

detail to be revealed by this study. Expected outcomes from this study would help 

policy makers, curriculum developers and implementers to better understand issues 

related to the current integrated approach to lesson delivery in preschool classrooms 

and provide relevant support for teachers. 
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1.7 Limitations 

Both the qualitative research findings and the possibility of researcher bias were 

identified as possible limitations of this study. Using a qualitative approach, the 

researcher may have grown invested in the interviews, which in turn could have 

influenced the participants' responses. It was crucial that I be objective during all 

interviews and research before beginning, so I took the time to reflect on my own 

beliefs on theme-based courses. The inclusion of a questionnaire as part of the 

qualitative procedure before the interviews also represents a drawback of this 

research. Questions on the questionnaire may have skewed responses and influenced 

participants' attitudes and opinions during the semi-structured interviews that 

followed. Participants were encouraged to ask clarifying questions throughout the 

questionnaire process to ensure that they had a thorough understanding of the topics 

being asked and that no potentially embarrassing material was disclosed. The method 

relies on participants' honesty and openness, which may not always be the case. 

1.8 Delimitations 

Preschool educators in the Kumasi Metropolitan Area were the only participants in 

this research. The researcher was aware that interviews might provide a limitation 

owing to data restrictions. In addition, since this study used a condensed form of an 

integrated curriculum in the classroom, the data   were collected in a rather little time 

frame. In this research,  "theme-based lessons" is defined as those that include content 

from several academic fields. 
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1.9 Definition of Terms 

Theme-Based: teaching around a centralized theme across subjects and disciplines  

Knowledge: the theoretical or practical understanding of a subject in an implicit or 

explicit manner. 

Integrated method: the teaching of concepts in multiple topics or approaches. 
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CHAPTER TWO 

REVIEW OF RELEVANT LITERATURE 

2.0 Overview 

This chapter begins with the historical perspectives on integration approach to 

teaching. The study's theoretical framework on interdisciplinary teaching, student 

participation, and teacher pedagogy are also laid out in detail, providing a solid 

foundation for the investigation and future studies on the topic. This chapter further 

reviews significant literature on integrated method of teaching including empirical 

studies on teachers’ perceptions, knowledge, challenges often associated with the use 

of integrated method of teaching as an educational practice. 

2.1 Historical Context of Integrated Curriculum 

John Dewey's writings provide a wealth of information for anyone interested in the 

progressive, integrated curriculum of the early 20th century. Dewey was a pivotal 

figure in the development of progressive education, the idea of an integrated 

curriculum, and other interdisciplinary pedagogical methods. Because of his view of 

human intellect as a tool for survival, many have compared Dewey's groundbreaking 

work in child-centered education to instrumentalism (Schreier, 2001). 

In addition, Dewey's work laid the groundwork for social thinking; in particular, he 

advocated for the concept of dualism, the unification of moments via experience, and 

a more progressive method of education (Bower, 2014). Dewey, an advocate of 

"child-centered education" (Tzou, Yang & Wright, 2011), emphasised that schools 

should include several pedagogical tenets to better serve students in a wide range of 

University of Education,Winneba http://ir.uew.edu.gh



12 
 

circumstances (Dewey, 1902). Success and correct interpretation in education depend 

on regular evaluation and course correction. 

It was argued that Dewey's theories of child-centeredness, as well as the ideas of 

reconceptualists and poststructuralists, which form the basis of integrated curriculum 

and theme-based teaching, are compatible with one another, and that educational 

concepts should be taught as a whole and not separated (Tzou et al., 2011). Post-

constructuralist perspectives advocate learning that is self-reflective and based on 

real-world experiences and connections, whereas reconceptualist perspectives 

emphasise a kind of learning supposed to have various meanings and connections that 

foster cross-cultural thinking. Both approaches concentrate on the kid and promote an 

inclusive and personalised method of education (Tzou et al., 2011; Davies, 2002). 

Prawat (1995) argued that one of the most significant shifts in education happened 

with the advent of the constructivist learning theory, upon which much of Dewey's 

work rested. Progressive education is based on the ideas of developmentalism, which 

include John Dewey and Jean Piaget, and emphasises student autonomy, experiential 

learning, and group collaboration.  According to developmentalists, students learn 

best when they are given opportunities to explore topics that pique their own interests 

(Prawat, 1995). Scholars may not completely comprehend the aim and meaning 

behind Dewey's progressive education reforms due to the several labels that have been 

applied to him over the years: idealist, rationalist, realist, foundationalist, and 

nonfoundationalist. 
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2.2 Integrated Curriculum 

2.2.1 General concepts 

In education, the term "integrated curriculum" refers to a variety of approaches that 

try to reduce the barriers between different fields of study and make them more 

interconnected for students (Lam et al., 2012). The practise of incorporating curricula 

across disciplines is well-known, but it has also generated significant debate and 

support. This discord in pedagogical approach makes it difficult to draw firm 

conclusions about its benefits or drawbacks. Different educational efforts have 

utilised and interpreted integrated curriculum in different ways because teachers use 

various pedagogical philosophies and approaches when making curriculum decisions 

(Vars, 1991). 

Modern practises like cross-curricular education or curriculum integration aim to 

create relevant learning environments in which students may make connections 

between fundamental ideas from different disciplines. Most of these situations need 

some degree of abstract thinking and problem solving (Lake, 1994). It's important to 

note that terminology like "interdisciplinary," "multidisciplinary," "transdisciplinary," 

"blended," "cross-curricular," "cross-disciplinary," "thematic," and "topic-based" are 

all synonyms for "curriculum integration." Despite the ease with which these terms 

may be swapped, there is still debate about how much integration is best. Teachers 

and policymakers have yet to settle on a single model as the best since none has been 

offered in the literature or research. 

Learning and teaching in an integrated curriculum span and draw from a variety of 

disciplines. The goal of an integrated curriculum is to create links between subjects 

that have a similar topic. The terms "multidisciplinary" and "transdisciplinary" are 
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sometimes used as shorthand for "curriculum integration" (Adamu, 2003). The 

multidisciplinary approach is one of the most popular paradigms since it allows for 

the transfer of knowledge and expertise across different fields. The goal of 

interdisciplinary work is to demolish artificial barriers across fields of study in order 

to find universal themes that may be used to develop higher-level cognitive abilities. 

In addition to removing artificial barriers across disciplines, transdisciplinary learning 

focuses on real-world situations or themes that may be applied to a variety of contexts 

and help students achieve higher-level learning goals (Adamu, 2003). 

As Meeth (1978) points out, the word "interdisciplinary" refers to a broad notion, thus 

he narrowed it down by focusing on the views and connections between different 

areas of study. Cross-disciplinary, multi-disciplinary, pluri-disciplinary, and 

transdisciplinary frameworks have been developed to categorise these fields. 

Perspectives from different fields are used in cross-disciplinary research. 

Pluridisciplinary combines apparently unconnected fields of study into one cohesive 

learning experience, whereas multidisciplinary brings together many fields of study 

around a central subject or emphasis. Last but not least, transdisciplinary poses a 

challenge and makes it possible to combine information from many fields to foster 

linkages in education (Meeth). 

2.3 Theoretical Considerations 

2.3.1 The constructivist theory 

Previous studies demonstrate the relevance of the constructivist theory in the pursuit of 

offering better explanation for classroom teaching and learning. The overarching tenet 

of the constructivist theory is that learners actively construct new knowledge based on 

their prior knowledge and experiences (Suhendi & Purwarno, 2018). Constructivism, 
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a postmodernist epistemology theory of learning explains what knowledge is and how 

people learn it (Abdal-Haqq, 1998). Originally, the theory focuses on the beliefs, 

skills, relevant experiences, values, dispositions, and knowledge students bring to the 

learning experience of which learning is student-centered based on guided discovery. 

In accordance with this, Gordon interpretated constructivism in the learning context as 

learners actively creating, interpreting and reorganizing knowledge individually based 

on their past experience. Thus, constructivism, through social and cultural context, 

regards students as scholarly participant in such teaching and learning processes as 

problem-based and inquiry learning. 

Constructivist theorists like Dewey, Piaget, Montessori all proclaim that student’s 

prior knowledge and relevant experiences form the basis of how real knowledge is 

constructed (Ultanir, 2012).  For instance, Dewey (as cited in Ultanir) stressed that 

learners actively engage in meaning-making of newly constructed knowledge that 

interlinks with their previous knowledge, experience, ideas and beliefs. Thus, to 

constructivist theorists, the promotion of critical thinking through self-directed 

learning and the need for educator to facilitate learning environment and learners 

inborn tendencies and potentials are primal to knowledge acquisition. Existing 

knowledge is related significantly to Construction of new knowledge, learners social 

and cultural contents (Charlene, 2015). 

Contemporary, for learners to acquire facts, principles, skills and knowledge, 

classrooms are shifting towards constructivist practices, focusing more on learner-

centered approaches (Khoja et al., 2008). Today’s students take the center stage and 

control the pace of their own learning as teachers act as facilitators, implying that 

students and teachers interact to achieve learning outcome. To Hubbard (2012), in 
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schools with constructivist cultures, students’ knowledge is constructed through social 

interaction where students are given opportunities to collaborate and learn together. 

This social aspect of constructivist is referred to as social constructivism (Detel, 

2015).  Accordingly, Hubbard acknowledges that student’s engagement and academic 

success in schools with constructivist cultures are dependent on the constructivist 

teaching principles that lay much emphasis on teacher pedagogical knowledge. In the 

light of the sound arguments in support of the constructivist theory as theoretical and 

philosophical underpinning of integrated curriculum model, this study adopted the 

theory to form the theoretical framework upon which the integrated teaching 

exploration in the Early Childhood Education (ECE) is premised. 

2.3.2 Constructivism and integrated teaching 

Integrated teaching, a project-oriented pedagogic strategy is rooted in the constructivist 

theory of learning, in that the critical role of the teacher is to facilitate learning by 

providing a learning environment that prepares students for lifelong learning (Kantar, 

2013). Constructivism emphasizes on learners’ construction of new knowledge and 

meaning from reality through discovery approach. In the school context, learners play 

active role to create, develop and invent knowledge while the teacher serves as a 

facilitator by providing materials and information, organizing and coordinating 

activities to enable learners to discover new knowledge (Alesandrini & Larson, 2002). 

In fact, within integrated curriculum, students with academic difficulties benefit from 

constructivist instructions tailored to address their learning needs (Akpan & Beard, 

2016). For instance, a study conducted by Watkins and Kritsonis (2008) discovered 

that integrated curriculum ground in the philosophical basis of constructivist theory 

increase students’ knowledge and cognitive ability by building their prior and adding 

University of Education,Winneba http://ir.uew.edu.gh



17 
 

new knowledge to strengthen their academic learning and understanding. Hajhosseini 

et al., (2016) study corroborates this with findings that integrated curriculum model 

offers students with learning experiences that promote critical thinking and expression 

of ideas. This argument is in sync with the early findings of researchers like (Jervis & 

Jervis, 2005), whose work on the integrated curriculum stressed that, such integrated 

teaching and learning approaches as discovery learning, inquiry learning, and 

problem-based learning provide learners with real-life learning experiences to 

augment knowledge acquisition. 

2.4 Conceptual Considerations 

2.4.1 Integrated method of teaching 

The use of an integrated approach to teaching topics in a course is widely recognized 

as a successful educational practice. Integrated teaching according to Hieu and Nam, 

2019), is an educational reform perspective that involves a fundamental shift from a 

content-based teaching method to a competency-based approach in order to create 

dynamic and creative people capable of applying knowledge to real-world issues. 

According to Harden et al. (1984) integration is the organization of teaching material 

in order to interconnect or incorporate concepts that are typically taught in separate 

academic courses or departments.  

The term "integrated approach" also refers to the teaching of concepts in multiple 

topic areas or approaches (Yimwilai, 2015). Teachers combine a variety of tactics, 

strategies, and technology gadgets in this approach, according to Adeyemi (2010). As 

a result Hieu and Nam (2019) defined integration as a teaching and learning approach 

based on a diversity of fields, sectors, and practices. It entails acquiring knowledge, 

skills, attitudes, and values within or outside of the topics in order to gain a better 
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comprehension of key concepts. Hieu and Nam go on to say that integration happens 

when students, teachers, and specialists integrate and relate curriculum components in 

meaningful ways. It is a way to assist pupils make connections, according to Langa 

and Yost  (as cited in Adeyemi, 2010). 

In order to ensure student learning via higher-order thinking processes and to foster 

the building of numerous relationships between oneself and the environment, an 

integrated approach seeks to better explicate ideas related to a subject, situation, or 

scenario (Wall & Leckie, 2017). Moreover, students who are exposed to an integrated 

approach are better able to see the relevance of what they learn in their day-to-day 

lives, are more likely to remain engaged in the learning process, are more likely to 

acquire new knowledge in a meaningful way, and are better able to contribute to their 

own education as educators (Bintz & Monobe, 2018). The primary emphasis of 

integrated curricula, as stated by Gürkan (2021), is on a teaching strategy that places 

the emphasis on the learner. In other words, the learning process is steered by chances 

for growth, and the interests, curiosity, abilities, and questions of students are 

paramount. In this approach, it is hoped that students would develop a sense of 

perspective. 

2.4.2 Models and approaches of integrated teaching 

Integration can be approached in three ways: multidisciplinary, interdisciplinary, and 

transdisciplinary (Drake & Burns, 2004). Multidisciplinary, interdisciplinary, and 

transdisciplinary terminologies have been used to describe initiatives involving 

multiple disciplines, and these terms will be discussed further. 
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2.4.3 Multidisciplinary integration approach 

The disciplines themselves are the major target of attention in interdisciplinary 

methods. This strategy is used by educators to organise cross-curricular standards 

around a common topic (Drake & Burns, 2004). Multidisciplinary research, as 

described by Choi and Pak (2006), utilises knowledge from several areas of study 

while keeping focus on each discipline's unique strengths. As a result of their unique 

tenets, there is little overlap amongst academic fields. According to Drake and Burns 

(2004), one typical example is the merging of reading, writing, and speaking in the 

field of language arts. A teacher's teaching might include not just facts and knowledge 

but also a way of thinking. Some schools, for instance, include lessons on 

environmental responsibility into every area of the curriculum. 

2.4.4  Interdisciplinary integration approach 

In this method of integration, teachers plan lessons around topics that are relevant in 

several subject areas (Drake & Burns, 2004). Drake and Burns argued that instructors 

encourage the incorporation of skills and ideas by piecing together the common 

learnings implicit in the disciplines. According to Mansilla (2010), interdisciplinary 

learning occurs when students and instructors from different domains work together 

to get a deeper theoretical or applied grasp of a topic that transcends traditional 

academic boundaries. Students who study in an interdisciplinary fashion are able to 

produce things, explain phenomena, and solve problems in ways that a more narrowly 

focused education would not have permitted (Mansilla). This layout more effectively 

connects more than one academic field. The term "multidisciplinary" refers to the use 

of terms from several fields to express a single activity, idea, or set of skills (Choi & 

Pak, 2006). 
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2.4.5 Integrative teaching as a mode of instructional delivery in preschools 

Integrative teaching works best in preschools. The preschool curriculum is treated in a 

holistic manner. Teachers employ an interactive, collaborative and innovative process 

of teaching. 

2.4.6 Teaching models that lend easily to integrated teaching and learning in 

preschools 

Many different types of classroom strategies have been shown to be useful in 

promoting integrated teaching in primary schools and preschools alike. Discovery 

learning, inquiry learning, problem-based learning, and collaborative learning have 

emerged as four of the most prominent examples. 

2.4.7 Discovery learning 

Work that requires the student to "find" the information they need is sometimes called 

"discovery learning" (Druckman & Ebner, 2018). It is the student who is at the core of 

the educational experience. According to Hanafi (2016), while using the discovery 

learning mode, students must actively participate in, and even play a large role in, 

making choices about what, how, and when they study. Instead of being spoon-fed 

information by the instructor, students are expected to actively seek out relevant 

instances and draw conclusions about the underlying ideas or concepts. In discovery 

learning,  students are left to fend for themselves utilising only the resources at their 

disposal in order to acquire the necessary information and conceptual understanding. 

When instructing students using discovery-based strategies, teachers have the option 

of either providing close or distant monitoring (Alfieri et al., 2011). When students 

are given sufficient guidance and assistance, discovery learning has been 

demonstrated to help them become more motivated, create more adaptable 
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knowledge, and understand how information is produced in a particular field (Hmelo-

Silver et al., 2007). Keys and Bryan (2001), reaffirmed the widespread belief that 

educators recognise discovery learning's promise and welcome the opportunity to 

include it into their pedagogical repertoire. 

In order to facilitate productive discovery learning, Reiser (2018), recommended two 

forms of assistance: (1) problematizing student answers and (2) providing a 

framework for solving the problem. In the first place, students need direction in 

defining the issue they will attempt to solve. As a means to this end, it is helpful to 

break the issue down into manageable chunks for them (Reiser, 2018). By breaking 

down the issue into manageable chunks, students will be immersed in the challenge 

and feel more invested in finding a solution (Lijnse, 2004). Second, students need 

assistance in problematizing their solutions, or critically assessing and bettering the 

answers they generate (Reiser, 2018). 

2.4.8 Inquiry learning 

According to Crockett (2002), Dewey's 1933 view of inquiry as a process of 

progressive problem resolution and his belief that building reflective attitudes was a 

crucial component of improving teaching practise over time mark the origins of 

teacher inquiry. As a means of encouraging children to become curious about and 

engaged with the world around them, inquiry-based learning has been studied for its 

potential use in preschool and kindergarten settings (Gerde et al., 2013). Inquiry-

based learning, as described by Demetrion (2012), starts with students experiencing 

confusion and uncertainty due to a novel and difficult situation that they do not yet 

completely understand. When things are out of whack, it prompts you to start asking 

University of Education,Winneba http://ir.uew.edu.gh



22 
 

questions until you find an answer that satisfies you. Inquiry-based education places a 

premium on students actively engaging in the learning process. 

In this method, students search and find solutions for themselves within the subject 

matter, while teachers serve as facilitators and mentors to help students along the way 

(Aziz et al., 2017). Thus, rather than just presenting existing information, inquiry 

learning begins with the presentation of questions or challenges, and the process is 

aided by a facilitator  (Edwards et al., 1998). Inquiry learning is a set of learning 

activities aimed at emphasizing critical thinking and analytical processes in the search 

for and resolution of an issue. Inquiry learning is a constructivist technique in which 

students are encouraged to create meaning for themselves (Aziz et al., 2017). While 

teachers can help steer the inquiry to varying degrees (externally facilitated) and set 

considerations for a classroom inquiry, true inquiry is driven from inside. 

Preschoolers were shown to be more involved in activities and to gain scientific 

process skills like hypothesising and questioning when teachers used an inquiry-based 

approach (Inan et al., 2010). Similar results were seen in the schools that  Inan et al., 

visited (Ermeling, 2010). This research showed that students learned more effectively 

when teachers encouraged them to seek solutions on their own rather than giving 

them all the time. Based on a modified version of the scientific method, French (2004) 

broke down the inquiry process into four sections: (1) reflect and ask; (2) plan and 

forecast; (3) act and observe; and (4) report and reflect. With the help of multi-day 

projects, this method has been shown to encourage youngsters to engage in higher-

order cognitive activities such as predicting and reflecting. Gerde et al. (2013) argued 

that children are inspired to investigate and question not just during scientific events, 

but also during other activities, such as group play and outdoor leisure. 
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Both students and teachers can benefit from inquiry learning since it encourages them 

to be more reflective and make interpretations of their learning (Ayodele et al., 2014). 

Inquiry learning, according to Kahn and Rourke (2005), allows students to reach a 

range of conclusions and build on past knowledge to construct new and deeper 

understandings. Inquiry based learning’s ultimate goal is to promote classroom 

learning in order to better encourage and engage students in their scientific classes 

(Kahn & Rourke). 

2.4.9 Problem-based learning 

The concept of "problem-based learning" was developed in the context of medical 

education (Chin & Chia, 2004). Active learning, or problem-based learning, occurs 

when a teacher facilitates a small, student-driven group in the process of problem-

solving (Salam et al., 2009). It's a cutting-edge teaching technique that allows students 

to examine challenges, learn content, and honestly articulate what they've learned 

(Hmelo-Silver, 2004).  A difficulty serves as a catalyst for student action and learning 

(Boud & Felleti, 1997). This type of learning is purposeful since students learn while 

looking for solutions to issues and in the context in which knowledge will be applied 

(Chin & Chia). The problem-first method in problem-based learning, according to 

Chin and Chia ) guarantees that students understand why they are learning what they 

are learning. 

Clinical, community, or scientific, the challenge is presented to the students in a 

manner that puts their skills to the test (Smits et al., 2002). The basic idea is that each 

meaningful learning experience must begin with the learners posing a problem, 

question, or puzzle that they hope to eventually answer (Harden & Davis, 1998). 

Consensus on learning goals is essential, as is the use of independent study followed 
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by peer review of progress (Smits et al.,). Students benefit from problem-based 

learning in a number of ways, including (but not limited to) the following: (a) 

expanding their knowledge base; (b) becoming better problem solvers; (c) learning 

how to study successfully on their own; (d) working well with others; and (e) being 

more motivated (Hmelo-Silver, 2004). Rather than simply leading students via 

problem-solving strategies, a teacher who employs problem-based learning acts as a 

facilitator of the learning process, encouraging students to express themselves clearly 

while refraining from directly conveying information about the issue at hand (Savery, 

2006). 

In problem-based learning, the teacher is a "cognitive trainer," or "coach" (Golightly, 

2016a), who encourages students to think critically (Das et al., 2002), who gives them 

the freedom to take charge of their own education (Groves et al., 2005), and who 

assumes increasingly active roles as students learn to recognise and address learning 

issues stemming from problems and establish realistic, attainable objectives 

(Golightly, 2016b). Open-ended questions, prompting for responses, restating, 

summarising, generating and assessing hypotheses, checking for agreement, 

facilitation, and constructive feedback are all examples of how a teacher might give 

effective scaffolding, as described by Moore and Kain (2011). A literature study 

reveals that the efficacy of problem-based learning has been studied in a wide variety 

of contexts. Academic performance (Aidoo et al., 2016; Awan et al., 2017), class 

attitude and motivation (Selçuk, 2010; Wijnia et al., 2015), creative thinking (Ulger, 

2018), and problem-solving abilities (Wijnia et al., ) are only few of the areas that 

benefit from problem-based learning. 
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2.4.10 Cooperative learning 

According to Okur-Akçay and Doymuş (2014), cooperative learning is an approach to 

education in which students of different backgrounds work together to learn about a 

topic in a classroom or other context. Cooperative learning is characterised by 

positive interdependence, personal responsibility, face-to-face encourage interaction, 

the successful application of collaborative skills, and group processing (Johnson et al., 

as cited in Erdem, 2009). Putting pupils in groups and encouraging them to 

collaborate does not lead to cooperative learning. 

Cooperative learning is defined by activities in which students work together to 

achieve a common learning objective, in which they share in the responsibility for 

problem solving, in which all members of the group have an equal opportunity to 

contribute, and in which they make efficient use of their time together (Büyükkaragöz 

& IVI , 1997; Erdem, 2009). Kids get to practise a wide range of social skills when 

they participate in cooperative learning activities, such as giving and receiving help, 

sharing and listening to ideas, resolving conflicts, and expanding their own and others' 

understanding (Gillies, 2003). Cooperative learning, in other words, calls for group 

members to help one another out, share resources, exchange ideas, work toward a 

shared objective, and produce a final product that everyone can take pride in (Johnson 

et al., 2007). 

Children in a cooperative learning environment share in the learning process and take 

ownership of their peers' and their own growth (Slavin, 1990). Teacher maintains 

order by providing resources, providing explanations, etc., when pupils need help. 

One possible explanation for cooperative learning's rising popularity is the research 

showing its beneficial impacts on students' academic performance, social interactions 
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with classmates, acceptance of students with disabilities, sense of self-worth, 

perspective, and anxiety (Tarim, 2009). 

According to Slavin (1995), cooperative learning has been widely implemented in all 

imaginable subjects from kindergarten through college and in all sorts of schools 

across the globe. Also, Askew and Wiliam (referenced in Tarim, 2009) found that 

students of all ages, skill levels, and educational backgrounds benefited from 

cooperative learning exercises (state school, private school, central school, etc.). As 

Moyles et al. (2009) pointed out, cooperative play among toddlers may also promote 

their brain development (as cited in Tarim, 2009). 

Student collaboration in the classroom has been shown to improve participation, as 

well as students' ability to solve mathematical, reading, and problem-solving 

problems. Through collaborative activities, kids are able to interact with their 

classmates and hone their interpersonal communication skills (Rogoff, 1998). 

Children's learning and development are aided by their interactions with one another 

in cooperative settings because they educate, lead, and support one another in 

problem-solving and activity execution (Slavin, 1995). To create, update, and 

integrate their ideas, young children are energetic, resourceful people who interact 

with the real environment and their peers and adults. They learn new things by 

drawing conclusions about the world based on what they already know. They acquire 

knowledge by talking about what they've done and why (Gillies, 2003). Tarim (2009) 

argued that in order to foster an atmosphere favourable to cooperative learning, 

teachers should encourage students to actively listen to one another, engage in 

positive dialogue, and take an active role in class discussions. These rules make it 

comfortable and safe for kids to work together and share their ideas in a group setting. 
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For example, Siew et al. (2017) used a sample of 216 six-year-olds from three 

randomly selected preschools and found that those taught using a cooperative learning 

approach significantly outperformed their peers who were either taught with hands-on 

or traditional teaching method in terms of fluency, originality, elaboration, abstract- 

ness of title, and resistance to premature closure. 

2.4.11 Phases or stages of integrative teaching in preschools 

The use of integrative teaching in preschools can be divided into three phases or 

stage, namely the pre-active phase (referred to as the planning stage of teaching and 

learning), the interactive phases (described as the conduct and management of 

learning activities), and the post-active phase (referred to as the follow-up and 

consolidation phase). The planning phase of the instructional process, as well as other 

activities that occur before the actual teaching, are referred to as the pre-active phase 

(Kansanen, 1999). As a result, teachers must be well-prepared with tools and 

equipment before entering the classroom. Teachers anticipate and construct the 

framework and environment in which students learn when they organize classes 

(Conway, 2001).  

Crick (2008) argued that good school education is the result of careful preparation 

that incorporates a wide range of knowledge, expertise, understanding, values, 

attitudes, and motivation. According to Jensen (2001), lesson planning validates 

success in teaching and learning since all teaching and subject-matter components are 

incorporated in a plan and their execution allows students to learn. Ababio (2016) 

argued that deciding how to structure a lesson should be done well in advance. This is 

done primarily so that the lecturer may prepare adequately by reading widely on the 

subject, which is particularly important if the lecturer lacks a firm grasp of the 
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material. The second is to facilitate the amassing and development of non-

commercially accessible alternatives to commercially offered teaching and learning 

materials. 

During the interactive stage, the teacher provides various types of verbal stimulation 

to the students, makes explanations, asks questions, listens to the responses of the 

students, and provides assistance, among other things (Ryan, 2011). This step 

demands the teacher to put the decisions made during the planning stage into action, 

particularly those concerning teaching methods, strategies, and learning activities 

(Ababio, 2016). When the teacher interacts with the students, the implementation 

function takes place. Teaching abilities such as presenting, explaining, listening, 

introducing, demonstrating, eliciting responses, and reaching closure are anticipated 

throughout this phase. Lessons should be rationally ordered according to Good and 

Brophy (2008), and knowledge that with a clear, well-organized structure clarity is 

retained better than information presented less clearly. Burden and Boyd (2016) went 

on to say that clarity—the use of clear, concise, and well-organized language to 

explain concepts—is a continuous feature of effective lessons. 

The post-active phase can be described as the completion of the teaching process, or 

in other words, the start of a new, improved, and modified teaching process for the 

same topic (Kindlinger, 2021). It starts the moment the instructional process is 

completed. This phase necessitates decisions concerning the lesson's objectives and 

the teaching strategies associated with them, as well as whether or not the pupils were 

able to accomplish what the teacher intended (Ababio, 2016). In other words, the 

teacher carefully reviews the teaching results to determine how successfully each 
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teaching phase was handled. Based on this feedback, a choice can be made on 

whether or not to establish new plans or try various implementation strategies. 

2.5 Empirical Studies 

2.5.1 Teachers’ level of knowledge about integrated teaching 

Contemporary, studies on teaching and learning call attention to the use of integrated 

teaching approach in preschool settings. Findings indicate that the use of integrated 

teaching approaches provides opportunities for young learners to participate in typical 

childhood experiences (Eley, 2006), gain confidence to pursue inclusion or participate 

fully in other social settings (Darling-Hammond et al., 2020). 

Similarly,  Alberta Teachers Association (ATA) approaches significantly improves 

young learners’ academic performance (Eley, 2006). Consistent with this, for young 

learners to sail through their early education successfully, teachers need to be highly 

competent in using a particular or a combination of teaching and learning approach(es) 

that address the needs of all learners. Thus, teachers serve as primary agents in the 

education and development of young learners as their knowledge, attitude and 

application of teaching and learning approaches impact significantly on learning 

outcomes (Sheridan et al., 2009). Specifically, for teachers to deliver their instructions 

effectively, they need to demonstrate high level of knowledge and understanding of the 

instructional approaches found to be relevant for teaching young children in ECE 

context (Lipscomb et al., 2021). With the use of integrated teaching approach in basic 

classrooms, empirical studies have found that teachers lack knowledge and are 

incompetent. Specifically, with a sample (N = 86) from the basic school teaching staff 

in the North East of England and the use of descriptive statistics,, revealed that 

teachers have limited knowledge of and information on integrated teaching 

University of Education,Winneba http://ir.uew.edu.gh



30 
 

approaches. Lipscomb et al. (2021) concluded that the lack of knowledge and 

understanding of  ATA approaches served as crucial barriers toward the quality of 

teaching among these teachers. 

In a more recent study, Xie et al., (2014), with a sample (N = 728) from the teaching 

staff in Zhengzhou, China, explored the level of knowledge of integrated teaching 

approaches among teachers in primary schools.  Xie et al., reported that most of the 

teachers did not have sufficient knowledge and skills of integrated teaching 

approaches.  Predominantly, studies that found low level of teacher knowledge of 

integrated teaching approaches make the case that both pre-service and in-service 

teacher training programs do not prepare teachers adequately in terms of the teaching 

and learning approaches for young learners. Notwithstanding, teacher’s knowledge of 

integrated teaching approaches has been studied, particularly, in developed countries 

and in primary school settings. Studies on teacher knowledge of integrated teaching in 

preschool settings are limited, pointing to the need for the current study to be carried 

out. 

2.5.2 Challenges of implementing integrated curriculum 

Most challenges in integrating content areas originate in educators' views and 

methods of teaching. It has been concluded from a plethora of studies that teachers' 

negative attitudes about integrated curriculum are what make researchers and 

practitioners alike believe that it is too much work to implement. Savage (2012) 

showed how mandating a cross-curricular design might cause instructors to place less 

value on certain courses than others, despite the fact that they are still responsible for 

instructing in those areas. Because of this way of thinking, previous generations paid 

less attention to and cared less about certain issues. The Consortium of Institutions for 
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Development and Research in Education in Europe (CIDREE) conducted further 

studies and presented evidence of the theme approach's minimal influence on 

education throughout Europe. The success or failure of an interdisciplinary unit may 

be attributed to a number of variables. Teachers' lack of self-assurance in their 

material and pedagogical competence in teaching cross-curricular topics was a 

consistent feature identified by CIDREE in interviews across 27 nations. 

A lack of management structures, limited time, and a lack of enthusiasm were all 

mentioned in "Moving Beyond Subject Boundaries: Four Case Studies of Cross-

Curricular Pedagogy in Secondary Schools" as being prevalent problems with 

integrated curricula. Many problems have been identified in the implementation of 

cross-curricular models, although most of them stem from instructors' own biases and 

ignorance. Qualitative research techniques such as interviews and classroom 

observations are used in the published works to learn about teachers' perspectives on 

their own pedagogical practises (Savage, 2012). 

2.5.3 Teacher perceptions 

Curriculum change relies heavily on the contributions of educators. Curriculum aims 

and execution are shaped by instructors' perspectives on education, training, policies, 

procedures, and daily experiences. Those educators that place a premium on 

integrated programmes tend to have a more progressive pedagogical outlook, one that 

seeks to make students' educations more applicable to their real lives. Using and 

teaching within a subject-based curriculum, as claimed by Lam et al. (2013), may be 

seen as a hindrance to the implementation of integrated programmes by certain 

educators. As a result of this philosophical schism, discipline-based education has 

continued to be the standard in classrooms all around the globe. This is why many 
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programmes that prepare future educators have an emphasis on helping students gain 

deeper understanding of certain topics. In the United States, "highly qualified 

teachers" serve as a prime illustration of this trend in education. These highly skilled 

educators have extensive understanding in a certain field and thus focus on helping 

their pupils develop expertise in that field. 

Multiple analyses of the integrated method were used to investigate teachers' 

perspectives on the benefits and drawbacks of implementing a more integrated 

curriculum, as well as the patterns of integration used by teachers. The study's design 

included multidisciplinary lessons taught by elementary school instructors. Strengths 

and drawbacks of implementing integrated activities in the classroom were identified 

via data analysis. Students filled out self-evaluation forms based on the Integrated 

Approach to Curricular Content Modifications for Primary Education to collect data 

for the study (Tudor, 2014). In interpreting the findings, we looked at how often 

certain themes were mentioned, such as the need for integrated curricular methods to 

improve classroom efficiency, the presence of barriers to implementing integrated 

activities, and the types of integration strategies used. 

Teachers reported feeling less prepared to create and implement interdisciplinary 

material, despite quantitative evidence suggesting that doing so would improve 

students' sociability and engagement in school. While many educators say they want 

to employ interdisciplinary learning circumstances as part of an integrated curriculum, 

few actually combine subjects in this way (Tudor, 2014). These sorts of events were 

more common in early elementary classes than they were later on. Conclusions from 

Tudor's research indicated that effective curricular integration techniques need a well-

defined goal and strategy before being put into action. Since teachers aren't always on 
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the same page when it comes to lesson preparation, it's important that integrated 

learning scenarios be carefully crafted to guarantee an efficient, hands-on approach. 

Also,  Tudor (2014) concludes that a flexible curricular approach is necessary for 

shaping an integrated teaching methodology, which is essential for the success of 

interdisciplinary planning and practise. 

2.6 Summary 

There is nothing novel about teaching using a theme, integrated, or cross-curricular 

approach. Many schools in the United States, Europe, and Asia use lessons centred on 

a central theme, and research has shown both good and negative benefits of this 

strategy on student achievement. Much of what has been offered suggests that an 

integrated approach to education may be challenging to execute successfully owing to 

differences in teaching pedagogy, the inability to communicate effectively, and a lack 

of adequate training based on a common subject. 
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CHAPTER THREE 

METHODOLOGY 

3.0 Overview 

This chapter discusses the research paradigm, methodology, design, population and 

sampling technique likewise the data analysis procedures and as it ends with a 

conclusion.  

3.1 Research  Paradigm 

Fundamentally, research topic and question determine to a larger extent the research 

methods for data collection and analysis (Hughes, 2001). According to Campbell, 

McNamara, and Gilroy (2004), the positivist and interpretative research paradigms 

provide the best lens through which to see and comprehend human behaviour and its 

place in the larger world. Interpretivists contend that reality is a socially created 

phenomena, in contrast to positivists who believe that the universe is logical and 

follows rational scientific rules like cause and effect (Merriam, 1998). As a result, 

interpretations reside not "out there" in the social world, but rather "in here" or "in us" 

(MacNaughton, Rolfe, & Siraj-Blatchford, 2001, p. 35). The research strategy used in 

this study is known as the qualitative interpretive paradigm. To interpretivists, 

meaning is of paramount importance, and they consider individuals not as passive 

observers of society but rather as active participants who provide their own unique 

interpretations of events and their motivations for doing certain acts (Hesse-Biber & 

Leavy, 2011). Because of this, new knowledge and truth are generated rather than 

found (Schwandt, 2003). 

Ontology, epistemology, and technique are all intertwined in interpretivism's 
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underlying beliefs. For starters, ontology is the study of reality itself (Creswell, 2013). 

Reality, according to interpretivists, is a cultural construction (Schwandt, 2000). It has 

been noted by Schwandt that "there is no way to experience real relations of a society 

outside of its cultural and ideological categories" (p. 198). Meanings are, therefore, 

shared amongst a society's members, and "these subjective meanings are negotiated 

socially and historically" (Creswell, 2013, p. 25). As a result, the culture of Kumasi 

Metropolis shapes and influences both instructors' pedagogical techniques and 

students' learning behaviours in the classroom. 

Teacher beliefs and practises on early childhood education, including those related to 

lesson design, classroom organisation, and assessment of student growth, are 

examined in this research. All students will have unique personalities and life 

experiences to share with their classmates. They respond and engage with instructors 

and classmates through individualised modes of communication and negotiate 

methods of learning transfer (Schwandt, 2000; Creswell, 2013). 

Second, epistemology addresses the topic of knowledge acquisition and the bond 

between researchers and their subjects (Creswell, 2013). Dialogs and interactions, as 

social and cultural activities, are assumed to be the means by which new knowledge is 

generated in epistemology. The purpose of our research is to shed light on the nuanced 

dynamics between students and educators, thus it's important that we find a technique 

to decipher these interactions. Appropriate methods include observing classes and 

conducting interviews with educators to get insight into how the participants' 

interpretations are used in the classroom setting (Pring, 2000). The researcher is also a 

part of society; she brings her own set of values, beliefs, and worldviews to the study, 

which informs her approach to designing the research and carrying it out in terms of 

University of Education,Winneba http://ir.uew.edu.gh



36 
 

data collection, interpretation, and analysis. 

The methodology of a study is its blueprint, its methods, and its overall procedure 

(Creswell, 2013). The approach used should be consistent with the underlying 

ontological and epistemological assumptions that form the basis of the social creation 

of meaning and reality. In this research, the researcher  looks at the challenges that 

two different pedagogical stances provide in the regular classroom setting. In view of 

this, the qualitative research approach was employed in this study, in order to 

understand the participants in-depth perspectives on the subject matter being explored. 

Cases seen in their native habitats may give illuminating and nuanced accounts 

(Creswell, 2013). 

3.2 Research Design 

One definition of a case study is a "exhaustive description and analysis of a bounded 

system" (Merriam, 2009, p. 43). Defining and describing the boundaries of a "entity" 

and the case's central focus provide context and clarity (Merriam, ). Stake (2005) said 

elsewhere that case studies are both the process and the outcome of research. As he 

elaborated, "case study is not a methodological choice but a choice of what is to be 

studied" (p. 443). An "analytical or holistic, entirely by repeated measures or 

hermeneutic, organic or cultural, and mixed methods" investigation of the selected 

case is required (p. 443). Understanding, extracting, and interpreting phenomena are 

more important to case study researchers than assumptions and tests (Merriam). 

This research makes use of a cluster of case studies. The data was collected from a 

variety of instances with unique and shared characteristics. When looking at a 

phenomena, it is common to employ a group of case studies to describe all the 

possible factors at play (Stake, 2005). The purpose of this research was to investigate 

University of Education,Winneba http://ir.uew.edu.gh



37 
 

and comprehend how the preschools educators see their own curriculum and 

instructional methods. Research that highlights the uniqueness of a social phenomena 

as a result of the interpretations participants ascribe to the event is well-suited to the 

case study design (Pring, 2000). To "illustrate the issue" (Creswell, 2013, p. 99) and 

further our understanding of this topic, we decided to use a collective case study 

approach. This was necessary because there appears to be a lack of local empirical 

research about the integrated approach, and because the factors that shape these 

curriculum and pedagogical practises are not readily apparent. 

3.3 Population 

The study’s target population comprised all the preschool teachers in the Kumasi 

Metropolis with the staff strength of 1500. However, assessable population involved 

all the teachers in the selected educational circuits with a teacher strength of 400. .  

3.4 Sample and Sampling Techniques 

In this study, the researcher used a technique called "purposive sampling" (Stake, 

2005). Researchers often use the method of "purposive sampling" to pick places 

and/or people deliberately, keeping in mind certain characteristics and features that 

will help answer the study questions (Merriam, 2009). Since the criteria specified for 

purposeful sampling clearly "reflect the purpose of the study and guide in the 

identification of information-rich cases," Merriam  argued that researchers must 

identify what selection variables are critical in picking the persons or places to be 

researched (p. 77). In addition, they need to determine a list of "essential attributes" 

for the research and look for a "matching list" (Patton, 2002, p. 70). Since the project 

was planed to take an interpretative tack, it echoes Mertens' (2005) suggestion that 

places and participants be chosen to provide plentiful data. In other words, when the 
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researcher's goal is to get a more in-depth comprehension of a phenomena, then 

purposive sampling is acceptable since participants are chosen from those from whom 

the researcher may gain the greatest insight (Merriam, 2009). To investigate a 

phenomenon thoroughly, researchers often use a technique called 

"purposiev sampling" (Gall, Gall, & Borg, 2003; Mertens, 2005; Patton, 2002; 

Wiersma & Jurs, 2005). There is a higher probability of understanding the 

correlations between variables when utilising purposive sampling to answer research 

questions that include comparisons (Hesse-Biber, & Leavy, 2011). To that purpose, 

this research deliberately included just four (4) kindergarten teachers from four (4) 

different preschools in the Kumasi Metropolitan Area, since this number is suggested 

as optimal for this case study design in the existing literature (Patton, 2002; Hesse-

Biber & Leavy). 

3.5 Data Collection Methods 

Semi-structured interviewswas  used for the data collection or gathering process. The 

semi-structured interviews were used to explore the four kindergarten teachers’ views 

on integrated method of teaching in preschool classrooms. 

3.6 Data analysis 

The data was analysed using a thematic approach in this research. To "identify, 

analyse, and report patterns (themes) within data," thematic analysis is a technique 

(Braun & Clarke, 2006, p. 79; Braun et al, 2019). Boyatzis (1998) argued that 

thematic analysis is "not another qualitative method but a process that can be used 

with most, if not all, qualitative methods," (p.56), whereas Howitt (2010) considered 

it to be a qualitative data analysis technique . Furthermore, Braun and Clarke 

suggested that thematic analysis has a number of benefits, including the following: a) 
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it is simple and user friendly for students and novice researchers; b) it can 

accommodate rich and comprehensive data because it is applicable to different 

theoretical and epistemological approaches; and c) research findings are relatively 

easy to understand by the general public and policy makers (Howitt, 2010). On the 

other hand, theme analysis is not without its drawbacks. Many theme analyses, 

according to  Braun and Clarke (2006), expose a "lack of transparency," and hazy 

rules suggest a "anything goes critique of qualitative research" (p.78). A reader's faith 

in the analysis's accuracy might be shaken by such a remark. 

Howitt (2010) said that researchers need to "know their data like the back of their 

hand" (p.164). To reach this goal, the researcher went  through all the steps of 

collecting, transcribing, reading, and re-reading the data. Braun and Clarke (2006) 

also say that transcription is a key part of the data analysis process in interpretative 

qualitative methodology. The transcription step is important because it could affect 

how data is understood and interpreted, and it also looks at how meanings are made. 

Thematic analysis was used in this study because of all of the above. There are a lot of 

different ways to look at qualitative data. Dawson (2002) posited that a person's 

choice of method for analysing qualitative data may depend on a number of factors, 

such as personal preferences, time, equipment, and money. Creswell (2007) said that 

analysing data should be seen as "a chronology of unfolding events and turning points 

or epiphanies" (p. 155). 

Thematic analysis is a way to look at data based on a theme. This kind of analysis is 

very inductive, which means that the themes come out of the data and aren't put there 

by the researcher. It is used to find out how much the teachers know about education 

laws and how well they understand their responsibilities as professionals. It lets us 
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compare and contrast data from four  different respondents who were each 

interviewed separately. Braun and Clarke (2006,; Braun et al., 2019), who gave a 

step-by-step guide for thematic analysis, used the same method for their study. 

First, the researcher read and reread the transcribed data to get a feel for the 

interviews, as Braun and Clarke (2006) suggested. This was done so that the 

transcripts could be checked against the original audio recording to make sure they 

were accurate and true. Also, the close attention needed to transcribe data requires 

skills in close reading and figuring out what it all means (Lapadat & Lindsay, 1999). 

Second, once you know enough about the data to be able to make the initial coding, 

such as "technical and soft skills" for research question one, you'll need to look for 

patterns. So, I looked at the raw data and found the common patterns of words and 

phrases. Using the computer programme Microsoft Word, text was coded by tagging 

and naming sections of text that appeared often or were important in each file. This 

kind of coding is part of analysis (Miles & Huberman, 1994), because it involves an 

analyst putting the data into groups that make sense (Tuckett, 2005). At this stage, 

codes were made for things like "challenges, skills, knowledge, age, maturity, 

engagements, and limitations’’ (p.44). 

The third step was to "look for themes," which was a deeper level of analysis than 

what had come before. Thematic mapping, which Braun and Wilkinson (2003), 

suggested, was used to come up with main themes and sub-themes within them. 

Because of this, some of the initial codes turned into sub- and main-themes, while 

others were ignored, maybe because they came up too rarely or were too far away. 

This led to subthemes like "what children and teachers do every day," "limited 

resources," "general skills," and "holistic understanding" (p.44). 
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Fourth, all the main ideas that came up were looked at again. They were put together 

with the sub-themes to make a full picture of what the participants had in common. 

The analysis was then turned into a map of the main ideas. Following the method of 

Braun and Clark (2006), this was done to get a pretty clear picture of the different 

themes, how they fit together, and the overall story they tell about the teachers' 

knowledge of educational law and their professional responsibilities . 

The fifth step was to define and name the themes that had come up so far. This was 

done by revising the thematic map and figuring out the details of each theme and sub-

theme. Through this process, the big picture of the analysis became clear. For 

example, "generic skills and understanding" was changed to "generic skills and 

holistic understanding that leads to creativity." For example, separate sub-themes 

were put together to create the teachers' idea of integrated teaching as a "combination 

of different subjects or topics in different disciplines without using the traditional 

subject-specific teaching" (p. 45). 

Sixth, a report was made to back up the analysis by showing how the data told a 

complicated story. At this point, though, it is said that the writing needs to do more 

than just give the facts (Braun & Clark, 2006). Such a detailed report is shown in table 

4.1, and chapter four of this study has a detailed write-up of it that gives more 

information and explanation. 

3.7 Ethical Consideration/Issues 

Ethical considerations are guiding set of principles that helps the researcher in 

carrying out research studies. The following ethical principles guided the conduct of 

this research: 
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3.7.1 Confidentiality 

It often has to do with the handling of the information concerning the respondents in a 

confidential manner. This aspect includes the principle of trust in which the researcher 

would assure the participants that their trust would not be exploited for personal gains. 

In line with the international best practices, the information gathered from the 

preschool teachers in Ghana was treated with the ultimate confidentiality and as such 

the identities of the respondents was not disclosed in writing. The data, therefore, 

were reported in the aggregate form. To ensure confidentiality, Teacher A, B, C, and 

D were used on the form   instead of their real names. To further ensure confidentiality 

and privacy, only codes (pseudonyms) was used on interview transcripts and to 

identify respondents. All these were done by the researcher to enhance confidentiality. 

3.7.2 Credibility 

Internal validity in quantitative research is analogous to the credibility in a qualitative 

investigation. Both Guba and Lincoln (1985) and Miles Huberman and Saldana 

(1994) noted that studies might be categorised according to three main concerns: Do 

the results make sense? Do the findings fairly represent the opinions of the people 

who participated in the study? (c) How accurately do the findings portray the 

phenomena being studied? The legitimacy of this research was bolstered by 

participant verification. To add weight to the study's results, researchers planned to 

have participants verify them during a final interview. 
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CHAPTER FOUR 

FINDINGS AND DISCUSSIONS OF THE STUDY 

4.0 Overview  

This chapter presents the findings that emerged in the qualitative research data from 

the interviews conducted. The findings were organized after a thorough thematic 

analysis in line with the five research questions raised in the study.  

The following research questions guided the study: 

 How do the preschool teachers view the integrated method of teaching in 

classrooms? 

 How experienced are the teachers regarding the use of integrated method of 

teaching in classroom? 

 What are the common themes used by the teachers and their effects on the 

integrated method of teaching early grade level? 

 What factors are considered by the teachers when implementing the integrated 

approach in the classroom? 

 What major challenges are encountered by kindergarten teachers when 

implementing integrated approach in the classroom? 
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Table 4.1: Themes, Codes and Sub-themes of preschool Teachers’ Perceptions of 

their Pedagogical and technical knowledge, Skills and Practices 

relating to integrated approach to teaching 

What teaching technical and knowledge or skills do you possess, that are beneficial to 

teaching and learning? 

Themes Sub-themes Codes 

Requisite knowledge 

and skills in general 

teaching 

Knowledge, duties, 

practices, skills 

 

 Technical and soft skills 

Base on your experience, what pedagogical knowledge or skills have you acquired or 

possessed? 

Themes Sub-themes Codes 

Play-way and transfer 

of learning 

Learning through play 

Prior knowledge 

activation 

 Promotion of teaching and 

child development 

 Teachers understanding 

and experience 

 Right methodology 

In your opinion, are you familiar with the integrated teaching methodology? 

Themes Sub-themes Codes 

Limited knowledge 

regarding integrated 

curriculum. 

Pre-service, in-service 

and CPD 

 University 

 College 

 School-based 

How would you define integrated teaching methodology? 
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Themes                                             Sub-themes             Codes 

Combination of different 

subjects or topics in diverse 

discipline, without resorting 

to traditional subject specific teaching 

Cross-

curriculum 

 

 Definition of integrated 

curriculum 

As a teacher how experienced are you regarding integrated method of teaching? 

Themes                                             Sub-themes               Codes 

Not all that experienced 

and willing to accept more  

training  

 

Not totally ignorant 

 

 

 Knowledge 

 Experience 

 Training 

 Understanding 

 skills 

What has been some of the effects of common themes in integrated method of 

teaching? 

Themes Sub-themes Codes 

Generic skills and holistic 

understanding leading 

to creativity 

Collaboration 

Active engagement 

 cross-curriculum 

 family 

 domestic animals 

 important places 

During your class, what are some of the factors you consider when using integrated 

method of teaching? 

Themes Sub-themes Codes 

Children, teachers 

daily experiences 

Availability of teaching 

teaching and learning 

resources 

Age 

Maturation 

Timing 

 

 

 factors 

 implementation 
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What challenges are you faced with during the implementation of the integrated 

teaching approach? 

Themes                                             Sub-themes                                         Codes 

Teachers’ challenges 

Resource challenge 

Parental challenge 

Leadership challenge 

     Limitations 

     Timing 

     Leadership 

    Resources  

Implementation 

challenges 

 

 

Which area of integrated teaching methodology do you want to see improvement and 

why? 

Themes Sub-themes Codes 

Overall concepts relating 

to integrated approach 

Interdisciplinary 

Transdisciplinary 
 area for improvement 

 

 

4.1 Requisite Knowledge and Skills in General Teaching and Pedagogy  

When asked about the technical knowledge or skills that they possess, which are 

beneficial to teaching and learning, the above themes emanated out from their 

responses. The numerous responses indicated that the they do possess the required 

knowledge and skills relating to the tradition approach of teaching specific school 

time table subjects. Out of the many responses, the themes that emerged included 

teachers viewing their roles and responsibilities as leaders, caregiver/educator and 

facilitators with the needed ability to plan and execute developmentally 

appropriate teaching practices, which resolve around play, having selected the 

required resources and materials. For example, (Teacher A) was quoted as saying: 

I have firm idea regarding how children grow, develop and mature. 

This guides me in choosing the right methods, resources, including 
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how to structure and organize the appropriate learning environment to 

facilitate learning in my children in the classroom (Teacher C). 

I am well informed about the value of play in early childhood teaching 

and learning process. I often rely on children previous knowledge by 

choosing the right play material and educational technologies to 

promote learning outcomes in my classroom (Teacher D). 

Most of the teachers also viewed their responsibilities as caregivers and educators 

as their job goes beyond the daily routine in teaching. Such teachers rather 

identified their additional roles as surrogate parents, who offer the children the 

needed protection in safe environment, whilst offering nursing services including 

dispensing of medication to children with prescription with the right dosage and 

time intervals. 

Similarly, others understood their roles as facilitators, as the main theme that was 

developed during the analysis. As facilitators, they promote students learning 

through classroom assessment, mentoring and monitoring classroom instructions. 

For example; 

I am a facilitator and scaffold the link between parents, the community, 

and the children in my classroom by providing sound leadership traits 

for the children to learn for life (Teacher B). 

Play-way and transfer of learning 

When asked to indicate the kind of pedagogical knowledge or skills that the 

teachers have acquired, the above themes emanated out from their responses. The 

numerous responses indicated that the they do not only see themselves as the 

promoters of play way approach to teaching, but also assist children to transfer 
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learning outcomes positively. Out of the many responses, the themes that emerged 

included teachers using play approach, whilst relying on the prior experiences of 

the children within their community or immediate environment. Almost all of 

them said they try to engage the children meaningfully through hands-on-practical 

activities in a developmentally appropriate way. Having in-depth subject matter 

mastery and ability to transfer knowledge from home to the home or vice versa 

also emerged. Some of the teachers interviewed had these to say: 

I am capable of relying on children’s prior experiences to arouse, gain 

and sustain children’s attention and learning outcomes, while relying 

on my in-depth knowledge in the subject matter knowledge (Teacher 

C). 

I have what it takes to help children transfer learning and knowledge 

from school to home or from home to the school environment (Teacher 

D).   

This implies that the teachers were in a position to build on the children prior 

experiences to engage them by arousing and sustaining their interest and attention in a 

play way during indoor and outdoor activities. 

4.2 Limited Knowledge and Experience regarding the Concept Integrated 

Method of Teaching 

When inquired the teachers’ familiarity with the integrated method of teaching, all 

of them indicated that they have limited information in that regard. Mostly, they 

learnt about it as part of the general curriculum studies during their pre-service 

teacher education programmes at the universities and the colleges. Some also 

indicated that they were hearing it for the first time during the introduction of the 

standard based curriculum training sessions. Others also learnt about it from U-
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tube and other internet sources, as they needed to educate themselves as the 

implementers of such a curriculum. Below are some of the extracts of what the 

teachers were quoted as saying during the interview: 

Well, it was taught and learnt as one of the methods of teaching at the 

early childhood or preschool level at the college. However, the actual 

practicality wasn’t really taught at the university, whilst in training 

(Teacher A). 

It really became evident to me, when the new standard based 

curriculum was instituted in schools in 2018 and we were required to 

employ integration as the main tool in the classroom teaching. I, 

therefore, had to embark on a number of self-tutorial activities to be 

able to somehow use it (Teacher C). 

I haven’t received any formal training regarding the use of this 

teaching method. I, therefore, follow the guidelines in the curriculum 

and the lesson notes format to deliver. I have also taken time to watch 

a number of videos on U-tube to be able to teach using integrated 

approach (Teacher D).  

The indications are that majority of the teachers were not well informed about the 

concept integrated approach to teaching, however, they were not totally ignorant. 

They were, therefore, willing to learn a lot about it through various modes and 

medium. 

4.3 Combination of different Subjects or Topics in Diverse Disciplines, without 

resorting to the Traditional Subject Specific teaching 

When they were required to define the concept integration, the above theme emerged.  

These were the views they expressed in an attempt to define the concept integrated 

method of teaching: 
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In my view, integration is all about combining different subjects or 

topics in different disciplines together in a single lesson, without 

treating them as separate disciplines in a traditional lesson delivery 

(Teacher A). 

It’s usually a concept that is based on cross-curricular approach. In 

other words, it involves the fusion of two or more uncommon or even 

common subject areas together in a single lesson (Teacher B). 

The teachers, therefore, were able to conceptualise integrated method of teaching in 

spite of their seemingly limited knowledge about the concept. 

4.4 Generic Skills and Holistic Understanding leading to Creativity 

Regarding the effects, common themes and areas for improvement in integrated 

method of teaching, the above theme emerged after a thorough analysis of the data. 

Similarly, collaboration and active engagement emerged as sub-themes. These 

interactions ensued during the interview sessions with the teachers: 

Mostly the common themes are based on existing knowledge, they, 

therefore, lead to holistic understanding on the concepts understudy 

among the children (Teacher A) 

The common themes used help the children to acquired requisite 

generic skills and thereby foster close collaboration and active 

engagement of the children throughout the teaching and learning 

process (Teacher D) 

The teachers appear to engage the children actively and creatively through 

collaboration leading to general skills which are transferable to all other real and daily 

life experiences. 
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4.5 Children and Teachers’ Daily Experiences, availability of Teaching and 

Learning Resources 

The discussion of the factors that influence their daily work and areas for 

improvement in the integrated approach to teaching led to the above theme. These 

excerpts were curled from the interview session with the teachers to support the 

emergence of the above theme:   

The availability or otherwise of the teaching and learning materials 

and resources are usually considered when using integrated method of 

teaching, having related them to the lesson objectives (Teacher C). 

My own experiences regarding how children learn, the age 

appropriateness, home experiences, level of maturation, timing and 

season often guide my usage of the integration method (Teacher D). 

This indicates that the teachers considered a number of factors notably include the 

teachers’ own experiences, that of the children, and availability or otherwise of the 

teaching and learning resources. 

4.6 Overall Concepts relating to Integrated Approach 

Regarding their perception on the areas for improvement, the above theme emerged. 

The teachers were of the opinion that they require more training and education in all 

areas and aspects relating to the smooth implementation of the integrated curriculum. 

These including planning, implementation, teaching, management and assessment 

components. Below are some of the excepts recorded during the interview: 

The overall concepts of integrated approach to teaching and the 

related types (Teacher A) 
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The interdisciplinary and transdisciplinary nature of curriculum 

integration (Teacher B 

Teachers’ overall competency and perception regarding the use of 

integrated method of teaching. This is because without competent and 

well-perceived and oriented teacher the implementation of the 

integrated curriculum will be ineffective (Teacher C). 

Much as the teachers indicated that they were not totally ignorant, more training 

programs were equally needed to make them competent enough. 

4.7 Teachers, Resources, Parental and Leadership Challenges 

The issues relating to the challenges that they face when, implementing the integrated 

approach resulted in the above theme. Included in these were limitations, timing, 

assessment, accountability and materials constraints emerged as the sub-themes. The 

teachers, therefore, quoted as saying these to support their  conceptions about the 

integrated teaching approach: 

Limited timing, resource constraints, large class size and high parental 

and assessment demands (Teacher C). 

The challenges had always been that of my own perception and 

limitations, parents’ excess expectations, accountability issues for 

children to meet certain standards, local resources availability, timing, 

leadership demands, class size and classroom assessment requirements 

(Teacher D). 

Therefore, the teacher may encounter a number of challenges, which impede the 

smooth implementation of the integrated approach to the curriculum implementation. 
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4.8 Discussion 

4.8.1 Limited knowledge and experience regarding the concept integrated 

curriculum 

When research question one inquired about the teachers’ familiarity with the 

concept integrated method of teaching, their responses led to the emergence of the 

above theme of having limited knowledge and experience regarding the integrated 

curriculum, detailing out their seemingly limitation relating to this pedagogical 

approach in line with the implementation of the standard based curriculum. This 

finding in the study is thus, in line with other results from similar but global 

studies such as Savage (2012), Nowell (2016), Kleve and Penne (2012). Similarly, 

in a thesis conducted by Penna-Baskinger (2018) in USA concluded that the 

teachers were slightly open to the use of integrated approach but felt the need to 

learn more to be able to function effectively and efficiently in the classroom. 

Again, Tudor (2014) also found out elementary teachers were least experienced 

with the use of integrated method of teaching in the USA as opposed to their 

counter parts in the upper classes. In China, Xie et al (2014) also found that 

elementary school teachers did not have adequate knowledge and experience in the 

integrated teaching approaches. Furthermore, a study by Penna-Baskinger  

indicated that the use of integrated method of teaching could be an unpleasant task for 

teachers all over the world, even involving those who have received sufficient training 

at the pre-service and in-service. The implication then could be that the teachers in 

this study could not have been exceptionally knowledgeable and experienced in the 

integration approach than their other counter parts on the global stage. The possible 

explanation could be that, most teachers the world-over are often trained with the 

traditional subject based teaching in that philosophical underpinning. The teachers 
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will, therefore, have the challenge when shifting from their comfort zone to a 

seemingly new and uncharted path in a form of an integrated method of teaching.  

Again, the standard based curriculum, which advocates for the integration teaching 

approach was only instituted in Ghana’s educational system in 2018 as against the 

traditional subject specific curriculum orientation that the teachers had been exposed 

to since the pre-colonial days until 2018. It could, therefore, be understandable and 

characteristic that in every curriculum change process, would produce teachers, who 

might be slow to change and adapt. Or by extension there could be some level of 

teacher perturbation in every new curriculum or pedagogical change. It is, however, 

heart-warming that the teachers in this study were not completely oblivious of the 

integration teaching approach. This suggests that there ought to be consistent and 

well-planned interventions, tailored to help the teachers update and upgrade their level 

of knowledge and competence. Regarding the standard base curriculum 

implementation.  

4.8.2 Combination of different subjects or topics in diverse discipline without 

resorting to the traditional subject specific teaching 

In spite of the teachers’ limitation regarding the integrated method of teaching, they 

were able to define integration as emerged and captured above. This definition and 

conceptualization of integrated method of teaching echoes and spans the spectrum of 

conceptions that have been long established in literature already. For example, Lam et 

al. (2012) defined integrated method of teaching as the program aimed towards 

making subject matter more relevant and meaningful to students by delineating 

domain-specific-boundaries around various types of learning. With this 

conceptualization, the preschool teacher in this study appears to have an 
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understanding of the contemporary practice that builds connections or webbings 

between central concepts in a meaningful learning context. Most of such learning 

context might include higher reasoning and problem-solving skills in a non-recuring 

manner across curricular domains (Lake, 1994). Even though the definition of 

integrated method of teaching is often context bounded and oriented. For example, 

Lake, Reid and Kolohon (2014), contended that its definition is often quite confusing, 

since it varies from one context to the other. It is, therefore, of significant academic 

relevance to have been able to conceptualise integrated teaching method from the 

perspective of the Ghanaian preschool teacher. 

4.8.3 Generic skills and holistic understanding that foster creativity 

Regarding the teachers’ conceptions about the effects of integrated methods of 

teaching, their responses produced the above theme. Many international research 

studies such as those of  Lake (1994) and Lam et al. (2013) from Europe, Americas 

and Asia on integration indicate the transmission of worthwhile values needed in the 

21st century life skills experiences (Hammond, 2020). The finding in this study 

corroborates this already established facts such collaboration, emotional intelligence 

and problem-solving skills in literature. For example, Fullan (2013) and Holmes 

(2014) hinted that integrated teaching seems to be the best antidotes for the 

development of 21st century essentials capabilities such as collaboration, 

communication, creativity, critical thinking, emotional intelligence, and citizenship 

education. 

It is, however, not that surprising that this finding affirms the established international 

literature orientation, since the 2018 standard based curriculum being implemented in 

preschools in Ghana equally is premised on the philosophical orientation of building a 
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Ghanaian child, who would be a good citizen and globally competitive with all the 

hard and soft skills needed for the 21st century.     

4.8.4 Overall concepts relating to integrated approach 

The teachers in this study felt the need to be exposed to all the relevant concepts in 

line with the integrated teaching approach as it emerged as the final theme. Penna-

Baskinger (2018) agreed with this finding in Ghana by indicating that teachers will 

always require more training at all times, since the pre-service teacher education will 

never be sufficient enough to equip teachers to competently execute all instructional 

practices. This means that practising teachers will require continuing professional 

development programmes. It is, therefore, not out of place for the preschool teachers 

in in this study to equally asked for further training relative to the implementation of 

the integrated curriculum. 

The instructional strategy known as "theme-based learning" is predicated on 

observing and studying real-world phenomena. Instead of teaching courses in 

isolation, like language and arithmetic, a holistic approach to education integrates 

them by having students do research on a unifying theme that is present in their 

everyday lives, like the changing of the seasons or any other natural or cultural 

phenomena (Silander, 2015). An item or phenomena is explored by the instructor and 

the students to encourage student participation in the learning process. Reggio Emilia 

techniques (Hewett, 2001) provide a thorough description of theme-based learning, 

which has been a part of the Finnish curriculum since 2016. (Symeonidis and 

Schwarz, 2016). It has been shown via research that this method increases students' 

enthusiasm for learning and their engagement with course material (Valanne et al., 

2017). 
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4.8.5 Teachers, resources, parental and leadership challenges 

The above themed emerged from the interview data collected and analysed in this 

study. Teachers, parents, leadership, and children are pivotal in the implementation of 

every educational reform. It is through their beliefs about education, training, policies, 

procedures and day-to-day experiences that determine the curriculum goal and the 

exact implementation strategies (Savage, 2012). Lam et al (2012) on the other hand, 

suggested that trained teachers in a subject specific curriculum stand the chance of 

resisting the successful implementation of the integrated teaching approach by citing 

excuses relating to limitation resources, assessment accountability and inflexible 

school leadership.  

Similarly, Tudor (2014) indicated that parents demand for teacher accountability 

relative to their children’s classroom academic performance in a test score also serves 

as an obstacle in using integrated method of teaching. The finding in this study, 

therefore, confirms many other similar results from other global studies. The possible 

explanation to this confirmation or affirmation could be that teachers in  this study  

are often trained as subject specific experts, just like their counter parts in the Asian, 

America and Europe. The parents in those preschools too might also be privy to the 

traditional form of assessment practices and hence their possible hinderance towards 

to the successful implantation of the integrated curriculum. The government on the 

other hand, as usual might not have provided the needed resources and materials 

required for the efficiently implantation of the curriculum. 
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4.9 Summary  

This study sought to explore how preschool teachers in the Kumasi Metropolitan city 

in Ghana conceive the integrated method of teaching as the main tool for the 

implementation of the new standard-based curriculum. The study, therefore, 

employed a qualitative case study design within the pragmatic paradigm to investigate 

their perceptions about the construct. A thoroughly thematic analysis led to the 

emergence of five major themes. It emerged that the teachers have the requisite 

knowledge and skills in general teaching and pedagogy, as they often rely on play-

way and transfer of learning approaches. They, however, have limited knowledge and 

experience regarding the concept integrated teaching method.  

Nonetheless, they were able to define integrated method of teaching, as the 

‘‘combination of different subjects or topics in diverse disciplines, without resorting 

to the traditional subject specific teaching’’. The use of the integrated approach had 

led to the acquisition of generic teaching skills, which intend promotes holistic 

understanding and creativity among the children. Furthermore, children and teachers’ 

daily experiences and availability of teaching and learning resources or otherwise are 

the major factors that are often considered by the teachers, when using the integration 

method of teaching. The major setbacks associated with the implementation of the 

integrated approach to teaching has been the teachers, resources, parental, and 

leadership challenges. The teachers, therefore, conceived the urgent need to be given 

adequate and sufficient training on overall concepts relating to the integrated 

approach to teaching and learning in the preschools. 
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CHAPTER FIVE 

SUMMARY CONCLUSIONS AND RECOMMENDATIONS 

5.0 Overview  

This chapter discusses the findings in line with the research questions, which guided 

this study. The discussion is supported with relevant and related literature materials. 

Five overarching themes that answered the research questions were discussed: limited 

knowledge and experience, combination of different subjects or topics in diverse 

discipline without resorting to traditional subject specific teaching, generic skills and 

holistic understanding that foster to creativity, teachers, resources, parental and 

leadership challenges, and overall concepts relating to integrated approach. 

5.1 Summary  

This study sought to explore how preschool teachers in the Kumasi Metropolitan City 

in Ghana conceive (beliefs and knowledge relative to their own practices and 

experiences) the integrated method of teaching as the main tool for the 

implementation of the new standard-based curriculum. Five research questions guided 

this study. The study employed a qualitative case study design within the pragmatic 

paradigm to investigate their perceptions about the construct. A thoroughly thematic 

analysis led to the emergence of five major themes. It emerged that the teachers have 

the requisite knowledge and skills in general teaching and pedagogy, as they often 

rely on play-way and transfer of learning approaches. They, however, have limited 

knowledge and experience regarding the concept integrated teaching method.  

Nonetheless, they were able to define integrated method of teaching, as ‘‘the 

combination of different subjects or topics in diverse disciplines, without resorting to 
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the traditional subject specific teaching’’ (Teacher, A). They use of the integrated 

approach had led to the acquisition of generic teaching skills, which intend leads to 

the holistic understanding and promotion of creativity among the children. 

Furthermore, children and teachers’ daily experiences and availability of teaching and 

learning resources or otherwise are the major factors that are often considered by the 

teachers, when using the integration method of teaching. The major setbacks 

associated with the implementation of the integrated approach to teaching has been 

the teachers, resources, parental and leadership challenges. The teachers, therefore, 

conceived the urgent need to be given adequate training on overall concepts relating 

to the integrated approach to teaching and learning in the preschools. 

In sum, the themes that emerged from this study were limited knowledge and 

experience regarding the concept integrated curriculum, combination of different 

subjects or topics in diverse discipline without resorting to the traditional subject 

specific teaching, generic skills and holistic understanding that foster to creativity, 

setbacks associated with the implementation of the integrated approach to teaching 

has been the teachers, resources, parental and leadership challenges  and overall 

concepts relating to integrated approach. 

5.2 Conclusions 

A number of conclusions were arrived at from this study that contribute to the body of 

knowledge on integrated method of teaching relative to the standard based curriculum 

implementation in the basic schools in Ghana and specifically the Kumasi Metropolis. 

Essentially, the study adds to the very little existing evidence about the integrated 

method of teaching in the preschools in the context of Ghana. Four main conclusions 
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are made in line with the various answers in response to the formulated research 

questions, as well as the findings and the theoretical support.  

5.2.1 Combination of different subjects or topics in diverse discipline without 

resorting to the traditional subject specific teaching 

The first question related to how do the teachers view integrated method of teaching 

which resulted in the above theme. From the finding out of the datasets, the study 

concluded that even though the teachers have limited experience in the integration 

approach, yet they were able to conceptualise integrated method of teaching from the 

Ghanaian context as the ‘‘combination of different subjects or topics in diverse 

discipline without resorting to the traditional subject specific teaching’’. As such, the 

preschool teachers in Ghana can conceptualise and contextualise integrated method of 

teaching to serve their unique needs and purpose. 

5.2.2 Limited knowledge and experience regarding the concept integrated 

curriculum emerged as the theme for the second research question. 

The qualitative finding relating to these research question relating to,  the teacher’s 

level of knowledge and experience with  the use of the integrated method of teaching, 

indicated that much as they accepted their numerous roles and responsibilities as 

being competent in the general pedagogy of traditional subject specific curriculum. 

They however, accepted to have limited knowledge and experience. The conclusion 

drawn would be that the teachers in this study were not totally ignorant in the 

integrated method of teaching. The teachers, however, require more training and 

education to update their knowledge regarding these required skillsets in the 

integrated method of teaching owing to their limited knowledge in the area. 
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5.2.3 Generic skills and holistic understanding that foster to creativity 

The third research question sought to find out the common themes used by the 

teachers and the related effects on the integrated method of teaching. The answer to 

this question led to the above theme. It can be concluded that the teachers in this study 

rate the integrated method of teaching as being highly efficient as it promotes generic 

teaching skills in the teachers, while developing holistic understanding and creativity 

among the children in the classrooms. 

5.2.4 Overall concepts relating to integrated approach 

What factors are considered by the teachers when implementing the integrated 

approach in the classroom and with its related areas for improvement was the fourth 

research question. The responses resulted in the above theme, which implies that 

teachers required further information and education in the overall concept on 

curriculum integration. The teachers further identified children's and teachers’ daily 

experiences, and the availability of teaching and learning resources are the major 

factors teachers consider when employing integration in teaching. The study 

concludes that the teachers have limitations and felt a need for adequate education in 

integration. 

5.2.5 Teachers, resources, parental, and leadership challenges 

The final research question sought to discover the challenges that the teachers face as 

the implementers of the integration approach to teaching, and the themes that emerged 

were teachers, resources, parental and leadership challenges. The conclusion is that 

the teachers in this study encounter a number of challenges in the implementation of 

the integrated curriculum. It also implies that it takes effective teacher leadership 

initiative to promote effective and efficient learning outcomes through integrated 
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method of teaching in schools in a collaborative manner, while reducing the numerous 

associated barriers, such as lack of capacity, resources, and parents or teachers’ 

resistance to change.  

5.3 Implications and Suggestions for Further Research 

This section presents the implications of the study, which has been organized in 

three parts, thus for theory, policy and research practice.  

5.3.1 Implication for theory 

The review of related literature preschool teachers use of integrated method of teaching in 

Ghana was contextualised and conceptualised on social constructivism and discovery 

learning. The theories were relevant to this study as they provide a context from 

which the preschool teachers can socially interact and collaborate whilst distributing 

leadership horizontally. The theories also helped to understand how preschool 

teachers will use scaffolding, social interaction and                                                            zone of proximal development in 

leading, teaching and collaboratively assessing their teaching practices. 

5.3.2 Implication for policy 

The study identified several fundamental challenges associated with the teachers’ 

pedagogical practices in an integrated approach. It is argued that the fundamental 

challenges found among the preschool teachers in the study run across all the 

selected four ECE preschools in Ghana. Given the widespread problems such as lack 

of capacity, low self-image, and negative school culture affecting pedagogical 

practices, policy-makers and other relevant stakeholders in the field of early 

education ought to put up policy interventions to address the challenges relating to 

the implementation of the integrated curriculum. 
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Educational stakeholders such as the Ministry of Education (MoE), Ghana 

Education Service (GES), UNICEF, Colleges of Education and the various teacher 

education universities in Ghana and the National Teaching Council (NTC) should 

team up to fashion out pedagogical training programs for all early childhood 

teachers in the country on the integrated method of teaching. The capacity building 

programme should cover the pre-service, induction, and continuing professional 

development (CPD) to update their knowledge and skills in the gap area identified. 

Policy intervention and mass education are highly recommended to reduce society’s 

negative perceptions about the integrated teaching approach. 

5.3.3 Implication for research and practice 

Since there is a vast difference between gauging teachers’ perceptions and actual 

practice on the field, there is the need to use action research in experimental design to 

establish the preschool teachers’ actual teaching practices and skills in an integrated 

approach. This will help the nation explore the teachers’ actual integrated pedagogical 

performance against these self-reported practices and skills in classroom. 

5.3.4 Contribution to the knowledge 

The overriding purpose of this study was to answer the question: what are the 

perceptions of the preschool teachers about the use of the integrated method of 

teaching as an implementation strategy relative to the standard base basic school’s 

curriculum in Ghana? The social constructivism theory undergirded the study, whilst 

using qualitative method in a case study design added to knowledge in methodology 

and research domains.  

The methodological approach adopted in this study gathered an in-depth view from 

different participants in the ECE setting. The contribution made by stakeholders 
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helped to map out strategies to possibly reduce the various barriers that the teachers 

identified as hindrances against their pedagogical approach, when using the 

integrated method of teaching.   

Again, the novel finding of the study led to its conceptualisation of integrated method 

of teaching, which will be added to the literature on the global stage, with Ghana as a 

reference point. Given this, the preschool teachers in Ghana define integrated method 

of teaching as ‘‘combination of different subjects or topics in diverse discipline 

without resorting to the traditional subject specific teaching’’.   

It also led to identifying and establishing the various factors influencing teachers’ 

pedagogical practices in an integrated curriculum implementation, likewise the 

related challenges they faced in line with their duty as pedagogical leaders in the 

Ghanaian context. 

5.4 Recommendations 

This section of chapter five presents recommendations based on the findings of the 

study.   

Recommendation 1: Aggressive teacher education and training programs should be 

implemented for the teachers in the Kumasi Metrololis  at pre-service, induction and 

continuing professional development levels on integrated method of teaching. 

Recommendation 2: Professional community opportunities should be provided to 

assist teachers in developing more profound and advanced knowledge and 

understanding to effectively function of integrated approach to teaching as 

pedagogical leaders with an emphasis on the need to integrated assessment and active 

children engagement during lessons. 
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Recommendation 3: There should be adaptation and application of social 

constructivism theory in the early preschools in the Kumasi Metropolis  through 

professional learning community sessions. 

5.5  Limitations of the Study 

Limitations constrain the study from being completed as scheduled (Creswell & 

Creswell, 2018). Some limitations were, therefore, evident with this qualitative 

study. First, there were methodological limitations regarding the sample size 

selection for this qualitative study and the actual study location. The study used only 

four preschools from private and public centres but was only selected from one 

metropolitan city in Ghana. Due to this, the findings and results cannot be safely 

generalised to all preschools in the city. However, the due diligence employed with 

the data collection tool could guarantee some limited generalization or 

contextualisation and credibility of the findings in the study.  

Further, the seeming lack of relevant and related literature on integrated method of 

teaching, especially in Ghana and the entire African continent, meant that the 

literature used was mainly from the foreign context and could be viewed as a 

limitation. However, consented efforts were made to gather some closely related 

but few local literature materials whilst juxtaposing them with the international 

sources to give the needed blend for a proper literature review to be carried out. 

Despite these possible limitations, it could be concluded that the right choice was 

made by employing the case study design within the qualitative approach. It 

appropriately addressed the relevant research questions in a contextualized manner, 

whilst exploring preschool teachers’ practices and skills in the integrated method of 

teaching in Ghana. 
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5.6  Suggestions for Further Research 

The researcher believes that using action research in the form of experimental design 

to establish the preschool teachers’ actual practices and skills in the integrated 

method of teaching will be an ideal suggestion. Such experimental research should 

involve control, and experimental groups whilst attempts are made to control the 

possible confounding variables. This will help the nation explore the teachers’ actual 

performance in the integrated method of teaching against these self-reported 

practices and skills explored in this current study. 
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APPENDIX  

Informed Consent 

Dear Teacher, 

Your participation in the research on “Pre-school teachers’ knowledge on the 

use of integrated method of teaching kindergarteners in the Kumasi Metropolis” 

is highly appreciated and welcomed! 

This study is carried out by MEd student of the University of Education, Winneba - 

Ghana. It aims to probe into integrated method of teaching in pre-school 

classrooms and offer insights to ECE stakeholders on how to improve integrated 

teaching methods for quality teaching and learning in ECE classrooms. 

In this interview, you will be required to provide information on your 

sociodemographic and work characteristics as well as describe your knowledge about 

integrated teaching and the integration teaching practices in the classroom. An 

estimated time of 20 minutes is required for interview’s completion. There are no 

right or wrong answers, you just have to describe your experience.  

Be assured that the information acquired as a result of this research will be kept under 

strict confidentiality – respecting the privacy and identity of respondents and will 

solely be used for the purposes stated in this research. 

Thanks for your support! 
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If you agree to participate, please sign. 

Signature: ____________________ 

Date: ________________________   

SECTION A – BIO DATA 

Age 
 
Less than 25 years [ ] 

25 - 35years [ ] 

36 - 45 years [ ] 

46 - 55 years [ ] 

Over 50 years [ ] 

 
Gender:   Male [ ]             Female [ ]   (Select only one)  
 

Years of teaching experience 

Less than 1 year [ ] 

1-5 years [ ] 

6-10 years [ ] 

11-15 years [ ] 

16-20 years [ ] 

21-25 years [ ] 

Over 25 years [ ] 
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Level of Teaching 

KG 1 [ ] 

KG2 [ ] 

SECTION B – 

(This section solicits information on Teachers Technical and Pedagogical 

Knowledge/skills) 

 

What Teaching Technological Knowledge/skills do you possess, which are 

beneficial to teaching and learning?  

I acquired both technical and soft skills needed to discharged my teaching duties and 
responsibilities as part of my pre-service, induction and continuing professional 
development programmes. I therefore can plan a lesson, execute the plan by 
employing the developmentally appropriate methods, tools, resources, management 
and assessment practices. Hmmmmmmm, I have a lot of roles and responsibilities as 
a teacher- caregiver. My role is to be a good role model to the children that I lead 
and mentor. I, therefore, play the role of a substitute parent, leader, and learner of 
curriculum and assessment by coaching, scaffolding, mentoring, leading, playing, and 
assessing my student’s overall growth, development, and learning process (Teacher 
A). 

I have some level of knowledge, skills and competence in curriculum planning, 
implementation and teacher’s classroom assessment practices. I know what, why, 
how, when and with what teach in my classroom. I am a facilitator and scaffold the 
link between parents, the community, and the children in my classroom by providing 
sound leadership traits for the children to learn for life (Teacher B). 

I have firm idea regarding how children grow, develop and mature. This guides me in 
choosing the right methods, resources, including how to structure and organize the 
appropriate learning environment to facilitate learning in my children in the 
classroom (Teacher C). 

I am well informed about the value of play in early childhood teaching and learning 
process. I often rely on children previous knowledge by choosing the right play 
material and educational technologies to promote learning outcomes in my classroom 
(Teacher D). 
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Base on your experience, what Pedagogical Knowledge/skills have you 

acquired/possessed? 

I have a firm understanding of the established belief that children learn through play 

and are also technological advanced (Teacher A) 

I acknowledge fully that children learn best through play and the use of practical 

hand-on -activities and as such have firm understanding of most of the 

developmentally appropriate classroom methods of teaching children (Teacher B). 

I am capable of relying on children prior experiences to arouse, gain and sustain 

children attention and learning outcomes, while relying on my in-depth knowledge in 

the subject matter knowledge (Teacher C). 

I have what it takes to help children transfer learning and knowledge from school to 

home or from home to the school environment (Teacher D).   

 

SECTION C – 

(The questions below are set to collect data on teachers’ knowledge in integrated 

teaching methodology) 

Are you familiar with integrated teaching methodology? If you’re elaborate what 

you have heard about it 

Well, it was taught and learnt as one of the methods of teaching at the early childhood 

or preschool level. However, the actual practicality wasn’t really taught at the 

university, whilst in training (Teacher A). 
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I rather don’t remember it too well as something learnt at the college. Nonetheless, I 

have attended a few workshops on its application in the real classroom situation 

(Teacher B). 

It really became evident to me, when the new standard based curriculum was 

instituted in schools in 2018 and we were required to employ integration as the main 

tool in the classroom teaching. I therefore had to embark on a number self-tuition 

activities to be able to somehow use it (Teacher C). 

I haven’t received any formal training regarding the use of this teaching method. I 

therefore follow the guidelines in the curriculum and the lesson note format to deliver. 

I have also taken time to watch a number of videos on U-tube to able to teach using 

integrated approach (Teacher D).   

In your understanding, how will you define integrated teaching methodology? 

In my view, integration is all about combining different subjects or topics in different 

disciplines together in a single lesson, without treating them as separate disciplines in 

a traditional lesson delivery (Teacher A). 

It usually a concept that is based on cross-curricular approach. In other words, it 

involves the fusion of two or more uncommon or even common subject areas together 

in a single lesson (Teacher B). 

When theme-based teaching takes place, a teacher teaches one topic in a way that 

employs cross-curricular ideas (Teacher C) 

The process of teaching different subjects around a common theme without a clear-

cut boundary (Teacher D). 
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How experienced are you when it comes to integrated method of teaching? 

To be honest, I have a very limited knowledge, understand and the required skills to 

utilise the method appropriately. I often struggle to use as I was solely introduced to 

subject specific teaching at the college. 

I have my own deficiencies regarding the use of this approach, since I never received 

any proper formal training in its utilization. But I won’t also say that am totally 

ignorant (Teacher B). 

I am somehow limited with the requisite knowledge with the use of this approach to 

teaching. I will therefore welcome more training to upgrade my limited competency 

(Teacher C). 

We all struggle to effectively use this teaching approach, since it was only pushed on 

us, without any proper preparation and orientation on its usage. However, I am not 

totally dumbed though (Teacher D). 

What has been some of the Effect of common themes in integrated method of 

teaching? 

Mostly the common themes are based on existing knowledge, they therefore lead to 

holistic understanding on the concepts understudy among the children (Teacher A) 

The common themes are not completely foreign concepts to them, and as such their 

creativity levels are often developed (Teacher B) 

The common themes always link to their daily experiences, which in tend build in the 

them better linguistic ability and cross-cultural promotion and integration among the 

children (Teacher C). 
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The common themes used help the children to acquired requisite generic skills and 

thereby fostering close collaboration and active engagement of the children 

throughout the teaching and learning process (Teacher D) 

During your class, what are some of the factors you considered in integrated 

method of teaching implementation? 

The selected themes are always linked to the children daily experiences (Teacher A). 

The learning objectives often drive the selected theme and the specific integration 

process (Teacher B). 

The availability or otherwise of the teaching and learning materials and resources 

are usually considered when using integrated method of teaching, having related to 

the lesson objectives (Teacher C). 

My own experiences regarding how children learn, the age appropriateness, home 

experiences, level of maturation, timing and season often guide my usage of the 

integration method (Teacher D). 

Base on your experience, what are some of the major Challenges you face in the 

implementation of integrated teaching methodology? 

The challenges had always been that of my own limitations, parents’ excess 

expectations, accountability issues for children to meet certain standards, local 

resources availability, timing, leadership demands, class size and classroom 

assessment requirements (Teacher A). 

I have my own technical challenges and limited knowledge towards the 

implementation of the integrated approach to teaching coupled with lack of needed 

resources and support systems (Teacher B) 
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Limited timing, resource constraints, large class size and high parental and 

assessment demands (Teacher C). 

The challenges had always been that of my own perception and limitations, parents’ 

excess expectations, accountability issues for children to meet certain standards, local 

resources availability, timing, leadership demands, class size and classroom 

assessment requirements (Teacher D). 

What area of integrated teaching methodology do you want to see improvement 

and why?  

The overall concepts of integrated approach to teaching and the related types 

(Teacher A) 

The interdisciplinary and transdisciplinary nature of curriculum integration (Teacher 

B 

Teachers’ overall competency and perception regarding the use of integrated method 

of teaching. This is because without competent and well-perceived and oriented 

teacher the implementation of the integrated curriculum will be ineffective (Teacher 

C) 

The practical aspect of the integrated curriculum ought to be in-cooperated into the 

pre-service teacher education program (Teacher) 
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Themes, Codes and Sub-themes of preschool Teachers’ Perceptions of their 

Pedagogical and technical knowledge, Skills and Practices relating to integrated 

approach to teaching 

What teaching technical and knowledge or skills do you possess, that are beneficial to 

teaching and learning? 

Themes                                                            Sub-themes Codes  

Requisite knowledge 
and skills in general 
teaching 

Knowledge, duties, 

practices, skills 

 Technical and soft 
skills 

Base on your experience, what pedagogical knowledge or skills have you acquired or 

possessed? 

Themes                                             Sub-themes                 Codes 

Play-way and transfer 

of learning 

 Learning through play 

Prior knowledge activation 

 Promotion of teaching 
and child development 

 Teachers understanding 
and experience  

 Right methodology 
 

In your opinion, are you familiar with the integrated teaching methodology? 

Themes                                             Sub-themes                      Codes 

Limited knowledge 

regarding integrated 

curriculum 

Pre-service, in-service 

and CPD 

 

 University 
 College  
 School-based 
 

How would you define integrated teaching methodology? 
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Themes                                             Sub-themes             Codes 

Combination of different 

Subjects or topics in different 

Discipline, without resorting 

to traditional subject specific teaching 

Cross-

curriculum 

 

 Definition of integrated 
curriculum 

As a teacher how experienced are you regarding integrated method of teaching? 

Themes                                             Sub-themes               Codes 

Not all that experienced 

and willing to accept more  

training  

Not totally ignorant  Knowledge 
 Experience 
 Training 
 Understanding 
 skills 

What has been some of the effects of common themes in integrated method of 

teaching? 

Themes                                             Sub-themes                     Codes  

Generic skills and holistic 

understanding leading 

to creativity 

Collaboration 

Active 

engagement 

 cross-
curriculum 

 

During your class, what are some of the factors you consider when using integrated 

method of teaching? 

Themes                                                Sub-themes                      Codes  

Children, teachers 

 daily experiences 

Availability of teaching 

Teaching and learning 

resources 

   Age 

   Maturation 

   Timing 

     

 factors 

 implementation 
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What challenges are you faced with during the implementation of the integrated 

teaching approach? 

Themes Sub-themes Codes 

Teachers’ challenges 

Resource challenge 

Parental challenge 

Leadership challenge 

Limitations 

Timing 

Leadership 

Resources 

Implementation 

challenges 

 

 

Which area of integrated teaching methodology do you want to see improvement and 

why? 

Themes Sub-themes Codes 

Overall concepts relating 

to integrated approach 

Interdisciplinary 

Transdisciplinary 

 

 area for 

improvement 

 

Requisite knowledge and skills in general teaching and pedagogy  

When asked about the technical and knowledge or skills do you possess, that are 

beneficial to teaching and learning, the above themes emanated out from their 

responses. The numerous responses indicated that the they do possess the required 

knowledge and skills relating to the tradition approach of teaching specific school 

time table subjects. Out of the many responses, the themes that emerged included 

teachers viewing their roles and responsibilities as leaders, caregiver/educator and 

facilitators with the needed ability to plan and execute developmentally 

appropriate teaching practices, which resolve around play, having selected the 

required resources and materials. For example, (Teacher A) was quoted as saying: 

I have firm idea regarding how children grow, develop and mature. This guides me in 
choosing the right methods, resources, including how to structure and organize the 
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appropriate learning environment to facilitate learning in my children in the 
classroom (Teacher C). 

I am well informed about the value of play in early childhood teaching and learning 
process. I often rely on children previous knowledge by choosing the right play 
material and educational technologies to promote learning outcomes in my classroom 
(Teacher D). 

Most of the teachers also viewed their and responsibilities as caregivers and 

educators as their daily job goes beyond the daily routine in teaching. such teachers 

rather identify their additional roles surrogate parents, who offer the children the 

needed protection in safe environment, whilst offering nursing services including 

dispensing od medication to children with prescription with the right dosage and 

time intervals. For instance; 

 

  (Teacher A). 

Similarly, others understood their roles as facilitators, as the main theme that was 

developed during the analysis. As facilitators, they promote students learning 

through classroom assessment, mentoring and monitoring classroom instructions. 

For example; 

I am a facilitator and scaffold the link between parents, the community, and the 

children in my classroom by providing sound leadership traits for the children to 

learn for life (Teacher B). 
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