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ABSTRACT 

The purpose ill this study was to assess trainees' perceptions or thl: training cuurse ror the tc<)(.;ilillg ur 

English in the lower prim'uy schools, through taking the casc at Adami! T.T.l. in 1997/98 acadcmic year. 

The literature reviewed mainly focused 011 current trends in language (EFL) teachcr ed ucation and 

languagc teaching-EL T, tile content and process of pre-service teacher preparation , and major iss ues and 

problems in thi s area. 

Questionnaire and interviews were conducted \,vith a sample of trainees . Observations were made to 

classrooms (on formal training and practice teaching) , and discllssions also held with instructors . 

Reference Vlas made to trainees' achievement records and the instructional materials. 

The results indicate that the syllabus rcccnLly introduced in the curricululll 1'01' the ELT course ga ined a 

wide accepUUlcc mainly [or its features o[the cOllul1l1nicativc approach; and yet lIccordingi"y disco~1Il1ed 

lor inadequacy 01' levelled (appropriately staged) language contenlS and practice activitics. It was 

observed that the participants mostly lacked n particulnr incilnat.lon for the teaching of English , though 

maintaining a positive attitude ror teaching. Whereas, trainees more gcnerally disl'avourcd the currcnt 

policy for generalized training due to the preparation and work demands; an~ontrarily \VCllt IDr a more 

specialized scope of training and teaching. 

The aCluallraining was generally observed as lacking suCficientldcsirable amount of practical teaching 

cxperiences, in simulated and/or live contexts. The proCessional competencies 01' the student-teachers on 

English teaching pracl1ee was mostly found fa r below the expectations. 

Finally, factors wcre indicated that seemed to underlie the difficulty 01' the initial preparmOl), program 

to develop a reasonable degree of competence and confidence l'or the teaching 01· English. 

Recommcndations were accordingly given Cor ways in which the program might better elliclcntly acilleve 

its aims in thi s respect 
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CHAPTER ONE 

BACKGROUND OF THE STUDY 

1.1 IlIh'oductioll 

In recent years, the rapid increase in the pressures to global communication is said to 

have brought an ever growing need for the teaching of foreign languages, and 

especially of those which are considered as international channels of communication 

(Wallace, 1991). With the explosion in language teaching, there has been an 

increased demand for language teachers and the consequent need to train these 

teachers. Hence, preservice programs have been developed, which are intended to 

provide teachers with initial skills, knowledge and attitudes necessary for effec ti ve 

performance of their roles, 

It is clear that the quality of teaching/learning in the schools considerably rests up on 

the quality of teachers, which is in turn attributable to the quality of professional 

training they receive, Hence, it is expected that teachers in trainin g be thoroughly 

examined to show competency in both the contents and methods of teaching, 

Accordingly, language teachers are minimally required of experti se in the language 

they are teaching and skill s in the management of the learning process , And during 

their training session, these demands are believed to become even more vital for non­

native trainees, who are students of the language (EFL) at the same time as training 

(TEFL), and who also have to grow out of the influences of previous, traditional 

id c~ I S 'lhu lIlll:acJlillg alld karllin g a f"u rc iglii all gll agc ( Ilrill c lI , I C)RS; Wri c, lil, 1002; 

1 
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Woodward , 1991) . 

Moreove r, trends in teacher training have currentl y evolved along with the 

introduction of conununicative approach in language teaching. As indicated by Duff 

(1984: 118), the range of demands which a communicati ve approach puts on the 

teacher is much greater than that of the structural approach. The justi ficati on is that 

the job of teaching a language has becollle nlore COlllpkx wlwre it is stillllecessary 

to teach the form and grammar, besides the ultimate task of involving learners in 

using these resources for communication. And hence, the demand implies immense 

resourcefulness on the part of the teacher, toge ther with a very di verse range of 

communicative and organizational skills. And without proper tra ining o f teachers, as 

Duff emphasises it, these approaches to methodology would be ineffecti vc - and a 

source of frustration to the teachers (ibid). 

Recent deve lopments have also shown a move from a period of 'teacher training,' 

characterized by approaches that view teacher preparation as familiarizing student ­

teachers with techniques and principles to apply in the classroom, to 'teacher 

education, ' characteri zed by approaches that involve teachers in developing theories 

of teachi ng, understanding the nature of teacher decision making, and strategies for 

critical self-awareness and se lf-evaluati on (Richards and Nunan , 1990: xi). 

Consequentl y, this has gained a pressure for prac tical -oriented courses and prac tical 

experience, rather than discipline oriented subject matter. Moreo ver, the move has 

gained an important secondary goal in any training program - other than professional 

certification - that of equipping trainees with the techniques to go on developing 

profess ional competence on the job by taking on [he responsibility for their own 

2 



lkvdujJlll~ llt (Wll li llce, 199 1). 

On the other hand, the question of impact of teacher educa tion has remained yet a 

li ving issue and problem in tcacher education world wide. As the availab le literature 

reveals, accompanied by di ssati sfaction from all concerned groups with general 

performances in education, there has been a growing research interest in the 

cognitive functioning of the students of teaching. Lannier and Little (1986: 535-6) , 

in their extensive review on the topic, have commented that the research on 

prospective and practising teachers is, appropriately, increasingly concerned with the 

teachers' intellectual competence, factors that influence their thinking abilities, and 

the substance and processing of their thoughts and judgements. 

However, as the same authors indicate, the research on the value of teacher 

education has concentrated more on portraying teachers' general sati sfaction or 

di ssatisfaction rather than probi ng the sources of either, and is predomillated by the 

record of teachers' disappointments (p.543). Bullough (1991) also provides a review 

of findings suggesting a similar view that the influence of teacher education is 

'washed out' by teachers' experi ence in the schools. Moreover, the bulk of literature 

reveals a general impression that the candidates for teaching of-ten come from a 

relatively lower academic talent groups (Lannier and Little, 1986; Leavitt, 199 1; 

Maranga, 1993); that they maintain low expecta tions for profess ional preparation; 

and that they have unfavourable career aspirations (Lannier and Little, ibid ; Book et 

al 1983). 

Accordingly, many reasons have been given for the lack of impact of teacher 
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I 
education, which have generally pointed to lack of rigorous course work and limited I 
program length and quality (Bullough, 199 1; Leavitt, 199 1). Addilionally, however, 

teacher educators have explored - as an alternati ve approach to teacher education-

the need to examine trainees ' prior knowledge and thoughts about teaching, and 

incorporate into instruction (Book et, ai, 1983; Porter et, ai, 1990; B ullough, 1991; 

Bax, 1997). It has been argued that beller understandi ng of the prese rvice teachers' 

charac teri stics, career aspirations, and perceptions of teachi ng would help to 

ap propriately adjust their education to overcome any misconceptions that might 

unfavourably influence their learning (13ullough,ibid ; Book,c t, al,ibi d). 

On the other hand, contemporary developments in ELT have brought the notion of 

learner-centered/based curriculum, which allowsfor acti ve involvement of learners 

in its process of development, and marking a growing tendency to match with 

learners' needs (Nunan, 1988). Following thi s, experiences have suggested that 

English language teachers obtain information continually from their students 

regarding the content and method, wi th the purpose of incorporating everything they 

learn into their teaching (e.g. Martinez, 1993) . In tcachn education, a corresponding 

movement has been for a more trainee-centered and process - ori ented approach, and 

which is further believed to have the effect of matching the tra ining met hodology 

with the kind of foreign/second language teaching expected of student teachers 

(Porter e t, ai, 1990; Bailey, 1990; Bax, 1997). Experiences in th is regard have 

suggested the analysis of trainees' reactions to teacher preparatory courses, to their 

classroom experiences, and thei r subsequent reflections on the teaching- learni ng 

process (e.g. Bailey, ibid; Porter et, ai, ibid). 

4 



Nevertheless, as Bax (1997 : 233) conunents, informal observation of language 

teacher education around the world sugges ts that while the principles for more 

trainee-centered approaches may be generall y known and accepted, teacher educators 

still tend in practice to adopt transmiss ion (of inputes and suggest ions) approaches, 

that might tend to draw attention away from trainees' own experi ences. Porter et al 

(1990: 228) have also pointed out that the predomi nalll mode of instruction in 

teacher preparatory courses yet tends to be the traditional teacher-generated curricula 

and an emphasis on evaluated products as a measure of learning, which makes it 

difficult to make the actual tcacher education process in accord with the 

rccOlmnended method. 

Therefore, as we move from a period of 'teacher training' to 'teacher education' , as 

noted by Richards and Nunan (1990: xi), teacher educators need to reassess their 

current positions and examine afresh the assumptions underl ying their own programs 

and practices. For teacher education to have greater impact, the prevailing need 

seems to be that of responding more sensitively to trainees' previous knowledge 

about the profession, their current contexts of learning, and their future contexts of 

work. As in all teaching situations, the composition and nature of the student group 

influences the nature of the teaching that occurs and accounts for a major part of the 

variance in learning outcomes. I-ience, as Lannier and Little (1986: 536) note, "the 

qualifications , competencies, expectations, and attitudes] is and wi ll remain an 

important area in teacher education research." 

1.2 Statement of the Problem 

5 



In Ethiopia where English language functions as a medium of post-primary 

education and of international communication, the preva iling need ['or the teaching 

of English and the consequent need to train the teachers is strongly ev ident. 

Moreover, the demand for the teaching appears to be mos t vital at the primary level 

of education where the pupils have to be bro ught up to mce t the academic demands 

of the success ive English-mcdiull1learning. Nevertheless, the profcssion altraining 

of primary school teachers has often been criticized for in adequacy in preparing 

teachers for their roles in the primary schools of the country (e.g. MOE, 1989, 1995a; 

Abebe and Tassew, 1994). Accordingly, the curri culum has been decri ed as 

discip line - oriented than professional training (MOE 1989, 1995a) , and the goal of 

training has been made subject 'specialist' or 'generalist' at different ti mes (MOE 

1992, 1995a). 

Foll owing this, the current education and training [loli cy has been aimed al an overall 

strategy to ascertain that teacher trainees have the competence, profess ional interest, 

and every fi tness appropri ate fo r the profession; and also that thei r ed ucation and 

training components will emphas ize, among other things, methodology and practi cal 

training (TGE 1994: 20). Accordingly, the policy dictates that Engli sh is taught from 

the first grade of school, and correspondingly that teachers for the first cycle of 

primary education (Grades 1-4) receive a ten-months training in Teacher Training 

Institutes, aft er a secondary level education (ibid , p.22-24; MOE 1995a). In this 

case, the aim (goal) of the training is geared to the training of 'generalist teachers' 

who can handlc all the subjec ts in the self-contained classrooms in the lower primary 

schools (MOE 1995a) . 

6 



In line with this, there is an English syllabus designed to meet the educational and 

professional needs of trainees preparing to teach English for the first cycle, the level 

where students are to be enabled ' to use English at school and in their everyday 

lives' (MOE 1995b, d). The training course intends to enable the trainees develop 

the skills needed to teach Engl ish effec ti vely in those grades; and, further, acquire 

the ability and motivation to con tinue their profess ional and linguistic development 

during their career time (MOE 1995b: 1). The approach shows-along with current 

trends - a tendency to focus considerably on practical (experien tial) activities, and 

the need for these to be exemplified in the process of training (ibid). 

However, since the English syllabus - along wi th the CllrrC11l policy for training - was 

implemented in the training institutions, no evalu ative stud y has so far been made 

regarding the TEFL component of the training in parti cul ar. So me studi es pertinent 

to primary school teacher training appeared at a national confe rence in July, 1998. 

Various institutes have been cited and the issues raised cover admission, relevance 

and effectiveness of training, and trainer qualifications. These studies have indicated 

significant problems that question the impact of the training; however, they become 

too general and inconclusive, and demand further investigation in specified scope 

and setti ngs (Rcfer to Part 2.5.2 For detail s). Besides, personal experience as a 

teacher trainer has gained the writer conceptions [partic ipants' unpleasant 

performances and attitudes] that suggest the need to look into the trainees' view 

points of TEFL training in particular. Hence, this study intends to investigate 

student-teachers' perceptions of the TEFL component of the training program at 

Adama T.T.l. 

7 
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1.3 Objectives of the Study 

In line with the purpose, the study has two general objectives: I) to investigate 

student-teachers' conceptions about preparation for primary school EFL teaching; 

and, 2) to investigate their perceptions of the training in EFL teaching. 

In the attempt to achieve the general obj ectives, the study seeks to answer these 

specific ques tions. 

1. How do the trainees perceive professional career preparation? 

2. What is their attitude towards becoming teachers, and teachers of English? 

3. How do they rate their own competencies as prospective Engli sh language 

teachers? 

4. How do the trainees view the aim (goal) of preparing as 'subject-generali st' 

teachers? 

5. What is the trainees ' perception of the English syllabus? 

6. How do they perceive the actual process of EFL teaching course they 

experienced (i.e. in terms of classroom methodologies, supervlsory 

approaches, and the assessment practice)? 

1.4 Signi11cance of the Study 

The conclusions to be arrived at from tlus study would have implications for syllabus 

designers and those concerned with the training program (i.e. educational planners or 

practitioners) . The findings are expected to provide input needed to improve the 

professional training of primary school teachers (especially those of English) of the 

country further. Particularly, the learner inputs (v iews, opinions, percepti ons ) to be 

gained from this study can be used to res tructure the course content or methodolog~ 

8 



in the continuous endeavour of matching the training with the actual teaching in the 

schools. 

1.5 Limitations and Delimitations of' the Study 

The case study would be restricted to one setting (i. e. the T.T. l. at Adama) due to 

fi nancial and time constraints, though a consideration or va ri ous se ttings may enable 

one to reach a much more sound conclusion. 

It should also be noted in thi s study that student-teachers' perceptions of their 

profess ional training is basicall y referred to as their EFL tcaching course, though 

psychology and pedagogy courses are al so components of their professional 

preparation. The study may also be subject to difficulties normally associated with 

explanation and interpretation of perception. 
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The applied science model, according to Wal lace, is the traclitional ancl probably still 

the mos t prevalent modelunderJyi ng mos t training or educati onal programmes fo r 

the professions (ibid: 8). In teacher education , the findings of scientific knowledge 

and experimentation in the area are conveyed to the trai nee, who then make intensive 

practi ce with these to achieve professional competence. Therefore, as Wallace (ibid) 

observes, any changes in the practi ce element can be estab li shed o nl y by the experts 

in the vari ous areas, and not by the teaching 'practitioners' themselves, i.e. those 

actually engaged in the day- to-day practice of the profess ion. 

The 'reflective' model, which is widely proposed in current trends, is said to be one 

which combines certain strengths which exist on ly separately in the other two models 

(Wallace, 199 1: 2). it is widely argued that structured profcss ionalteacher education 

should include two kinds of knowledge development: 'rece i ved' know ledge the 

trainee gains as part of the necessary intellectual content of the profession; and 

'experi ential' knowledge which the trainee develops by practice of the profession and 

refl ection on it (Ur 1992; Kontra 1997; Wallace 199 1; Elli s 1986). In thi s model, 

the process of achieving professional competence incorporates pre- training 

experiential knowledge (attitudes to the profess ion), on-training 'received' and 

'experiential' knowledges, along with practice and re fl ec tion on practice. The 

refl ec ti ve model is represented as follows (Wall ace 199 1: 49). 

11 
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Wallace (199 1) further justi fies the 'refl ecti ve' approach bei ng gi ve n seri ous 

consideration by those concerned with language teaching, arguing that it is grounded 

on a broad base of profess ional knowledge and experience; that it has already gained 

very wide acceptance in teacher education c ircles; and that it is consistent with , and 

complementary to, current developments in language teac hing, with their e mphasis 

{I ll th e learner and nil lc ;ullcr traillill }', (p . l f'l "; ) . II is :d·,( ) hl' lelll};!1 thi s ;'pprn; wh In 

teacher education aims to empower teachers to manage their own pro fess ional 

development, and cnable thcmto bc lllore effec ti ve partners in innovatio n (ibid ), 

2.2 Components of Language Teacher Education 

2.2.1 Content and Delivery 

In the era of the communicative approach in language teachi ng, the implicatio n ror 

teacher training has been noted to be that the range o r demands put on the teacher 



has become much greater than that in the structural approach: the dellland which 

implies immense resourcefulness in the target language, together with a very diverse 

range of communicative and organizational skill s (Duff 1984). Hence, as noted by 

Richards (1990:14), teacher education need activities and experi ences, "that move 

beyond 'training' and that seek to develop the teacher's awareness and control of the 

principles underlying effective planning, organ ization, management , and delivery of 

i nst rll el ion," 

Accordingly, it is generally held that structured (profess ional) language teacher 

education should include two components that are yet not mutually exclusive. In 

Elli s' (1986: 92) terms, these components in volve 'awareness raising' and 

'experiential' practices, which, as Wallace (1991: 14) puts it, are intended to develop 

'received' and 'experiential' knowledge aspects, respectively. In other words, the 

trainee on the one hand becomes acquainted with the matching concepts of the 

subj ect, theori es and skills which arc widely accep ted as be ing P'1r1 of the necessary 

intellectual content of the profession. In EFL contex t, these inc lude English 

language description, lingui sti cs, psychology of Icarning, TEFL methodology, and so 

on. According to Ellis (ibid), these are intended to develop trainees' conscious 

understanding of the principles underl ying EFL teaching and/or the practical 

techniques tl1at teachers can use in different kinds of lessons. 

On the other hand, the 'experi ential' component in vol ve the trainee in actual 

teaching. According to Wallace, the trainee here develops 'knowledge- in-action' by 

-1Jrac ti ce of thc profess ion and moreover ge ts the opportuni ty to ren ec t on that 
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knowledge-in-action (ibid). This occurs th rough 'live ' or 's imulated ' teaching 

practice and observation (ibid; Elli s, ibid; Richards, 19(0). For cxa lllpk, classroolll 

management, as shown by Richards (ibid), is an aspect of teaching that has to be 

inferred by observing a teacher for a period of time in a number of different settings. 

Indicating the relationship between the two components, Wallace ( 1991: 52) writes 

that " the effecti veness of received knowledge courses wi ll obviously depend on how 

wel l they relate to the trainees' own 'reflection' and practi ce ." The wri ter argues for it 

re fl ec ti ve approach that makes the re lationship rec iprocal so that the trainee can 

reflect on the received knowledge in the light of classroom experience, and so that 

classroom experi ence can feed back into the received knowledge sess ions (ibid). 

Likewise, Ur (1992) maintains a consistent view in estab li shing a re latio nship 

between 'theory' and 'action' in teacher training . The argument is thar the aim of 

teacher training should be "to get teachers to develop a 'theory of action ' , a pri vate, 

integrated but everchanging sys tem of knowledge, experience and val ues, which is 

relevant to teaching practice at any particular time" (p.59). It is thus implied that the 

relationship between theory and practice in teacher education is not one of 

implementation-theory being translated into practice - but a continually interactive 

prac tice, while practice can provide the opportu nity [or testing and ass imilati on of 

theory' (ibid , p.59-60). Si mil arly, it has been noted by Elli s ( 19S6: 92) that 

experi ential and awareness-rai sing practices are not mutually exclusive, but can be 

cQmbined in a single activity through refl ection and eva luati on. 
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According to several authors (e. g. Fidler, 1994; Tolley et a i, 1996), the provision 01' 

the necessary components of the preparation course ca ll s for role partnerships 

between training institutions and schools. More speciall y, Fidler ( 1994) implies that 

two institutions are thus needed, in the foll ow ing note: 

... Training institutions should be competent to provide the 
subject matter and theoretical parts of the process , generalised 
practi ce in planning teaching programmes and lesson 
preparation. However, only schools can provide the 
opportunity to watch exemplary practitioners, to practice class 
teaching and to experience working in schools (p. 2 1). 

In conclusion, for the development of trainee teachers' powers of reflection - and 

then, personal theory of action - the main focus of EFL teacher preparatory course 

should then be on an ELT pedagogy course which uses a va ri ety of heuri sti c 

(lec tures, reading, di scussion) and experienti al learning procedures, and in which 

teaching practice and observation is integrated, accompanied by co llaborati ve 

clinical supervision (Ur, 1992; Wallace, 1991 ). 

2.2.2 Language and Methodology Awareness 

It is generally held that EFL teacher trainees for whom Engli sh is a fore ign language 

- as is the case in Ethiopia - are learning to do something very milch harder than 

native-speaking trainees. As Britten (1988: 3) justifi es thi s: firstly, they need to 

es tabli sh communication in a foreign language wi th students who very li ke ly share 

their own mother tongue; secondly, such trainees must maste r a set of professional 

skills which will probably have to be performed in the foreign language. And 
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stressing thi s same point, Woodward (1 99 1: 6) writes that non-nati ve trainees hence 

are 'students of EFL at the same time as training', as they may be wary of expressing 

themselves in the target language in the training classroom or may consciously use 

the training sessions as language improvement sessions too. Thus, they need to work 

on their teaching techniques and language abi lity at the same time. 

In the same way, Wright (1992) writes that knowledge about the language-other than 

providing the tools to carryo ut instructional tasks - also ' makes a powerful 

psychological contribution to the teacher's work - confidence, which is even more 

vi tal for the non-native speaker who may be held up as a model user and a source of 

information about the language' (p.64). Hence, as Wright puts it, they are expected 

to know the language 'both as users in the everyday sense and as tcchnicians in the 

pedagogic sense' (ibid) . In other words, thi s implies that the trainee takes on three 

major roles: language user, language analyst, and language teacher. 

To supplement the view-point of the target classroom group , Brosh (1996) , for 

example, conducted a study on a group of foreign language teachers and their 

students to investigate their perception of the teaching characteristics that contribute 

to successful language learning, and why certain characteristi cs are more important 

than others. Accordingly, the author reported that both groups, as thc first priority, 

perceived the teacher's cormnand of the subject matter, i.e. hi s/her mastery of the 

fou r language skills (p.126). Brosh further no tes the substant ial agreement of this 

finding with an earli er study (by Politzer and Weiss, 197 1), in which it was 

concluded that: 
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The mos t favourable attitudes and altitude changes toward 

foreign language study are produced by teachers who know 

the language; the most negati ve results are produced by 

teachers who teach from open books (Brosh, bid). 

It is thereby indicated that these findings may sugges t new approaches to the 

recruitment, selection, training, and assessment of language teachers. In connection 

to thi s, Bolitho (1988: 72) has noted that: "teacher education courses must aim to 

equip teachers with the motivation and means of acquiri ng [knowledge of the target 

language] as a life-time's project. This is all the more important in our time when 

Illany teachers arri ve un training cuurses wi th nu basis uf linguisti c underswnding ur 

insight developed from their general education." 

The other aspect of awareness rai sing is the need for methodology training. Britten 

(1988: 3) justifi es the more vital training demands of non-nati ve trainees arguing­

above all- that 'they have to grow out of not only ideas about teaching and learning 

a foreign language which were acquired as pupils in school, but also perhaps 

previous ideas about the nature of language and what it means to know a language.' 

The justification here is that modes of teaching and learn ing picked up in previous 

language learning experiences can be durable influences especiall y for pupils whose 

ravuurite subject is English and whu decide to becume English teachers themselves. 

In this way, therefore, the trainees are confronted with the change from the method 

they experienced as learners, to the method they are being trained to use themsel ves. 
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Thus, according to Britten, the main justification fo r having theoretical subjects 

(including the theoretical treatment of methodology) in pre-se rvice training 

syllabuses, is that 'they foster and underpin attitude change during train ing itself 

and minimize reversion, once training is over, to older teaching models' (p.4). 

With a consistent but more profound argument, Kontra (1997) rai ses the assumption 

that 'what teachers do is a reflection of what they know and believe', which provide 

the underl ying schemata or framework wh ich guide the teacher's c lass room action 

(p.248) . Thus, inner values and beliefs are one of the key components of teacher 

education ; and which, according to thi s author, also applies to pre-service programs 

in which the trainees' practice is restricted to peer - and micro- teaching, planning 

activities , and lessons on paper, all of which often refl ect the way they themselves 

were taught (ibid). In overcoming thi s, methodology training serves, according to 

Kolfa: to raise awareness of inner values and beliefs and initiate their development; 

to pass on the craft (imitations of good models) and initiate its application within 

thc framcwork of the traince's inner valucs and belicfs; and to inducc in the traince 

a never-ending process of thinking, challenging, and changing (ibid). 

2.2.3 Teaching Practice and Supervision 

2.2.3 . 1 Practical Activities 

One of the world wide issues and problems in teacJler educationJlas been noted to 
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be the gap in content between the pressure for discipline - oriented subjec t malter, 

and that for practical-oriented courses and practical experience that is fo und to more 

directly prepare teachers for classroom teaching (Leavitt, 199 1). As Cochram­

Smith (1991) confinns this: "research during the last decade has demonstrated that 

the formal aspects of pre-service preparation do little to alter students' outlooks and 

practices, where as the less formal, experiential aspec ts of student teaching are 

po tentially significant influences" (p. II S). This has brought " sOlllllJing principle 

that 'trainees learn to teach by teaching' , which necess itates that they also practice 

using the information they rece ive about ELT methodology. It would therd'ore be 

expected that language teachers be prov ided with opportunities for safe 

experimentation while learning their profession, and , when qualitied, for developing 

new skills and extending their professional repertoire. 

Accordin gly, the experi ential component of teacher education generally involves 

activities like lesson observation (data collec tion and analys is), lesson planning, 

micro-teaching, supervised teaching, shared profess ional ac ti on (team teaching), 

and individual autonomous professional ac tion (Wallace 199 1: 89). Micro-teaching 

is referred to as a training context in which a teacher's situation has been reduced in 

scope or simplified in some systematic way (e.g. the teacher's task is much 

simplified or specified, lesson length is shortened, or class size is reduced). 

According to W allace, none of the above categories can be a subs titute for one 

another, and all should rather take place as a cline of profess ional learning 

experiences (ibid). 
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Experiential practices, other than in teaching actual students in real classrooms (li ve 

teaching), can also occur in simulated practice, as when the trainees are engaged in 

peer teaching (Ellis 1986: 92; Wallace 1991: 89). According to Wallace, invo lving 

trainees-other than real students - for this purpose has the advantage of giving 

insights into learning problems by putting the teacher in the learners' shoes, and of 

promoting a lively di scussion through peer involvement (ibid). 

2. 2. ~ .2Su pcrvi sion 

Tcnjoh-Okwcn (1996) valucs lesson observati on as 'the key to teacher 

development,' which is viewed as a continuous process that begins wi th pre-service 

teacher preparation and spans the entire career of the teacher (p.IO). Moreover, it is 

widely held that supervisory approaches that are characterized by hones t dialogue 

and constructive feedback will lead to profess ional growth and result in positive 

supervisor/supervisee experiences and outcomes. 

Regard ing thi s, Wallace ( 199 1) differentiates bet ween two strategies in supervi s ing 

teaciling practice: the 'direct or overtly prescripti ve', which involves discussing 

shortcomings in the lesson and making suggestions for improvemen t; and the 'non-

direct or non-prescriptive', which is concerned abo ut supportive interpersonal 

relations (p.112). Based on a prior research on the effec t of the different 

supervisory styles in micro-teaching (McGarvey and Swallow, 1986), Wallace 

indicates that the weight of trainees' opinion comes down clearl y against the more 

prescriptive approach, and in favour of the more collaborati ve approach (p. 11 4). As 

reported by the authors: 
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'". without exception, the students did not find [the directive 
approach] a valuable way to proceed. They claimed to 
know themselves what problems they were hav ing, and 
described the approach that their tutors fa voured as being 
rigid and uncompromising. More seriously perhaps, thi s 
promoted a fee ling that the tu tor was distant and 
unapproachable. Studen ts wanted to talk about their 
concerns but felt that the atmosphere di d not allow it 
(Wallace, ibid , p.I l3) . 

On the other hand, the trainees' reactions towards the non-directive approach was 

reported as follows: 

'". the students regarded their tutors highl y fo r their 

flexibili ty and sensitivity towards them as individuals. 

[They] did not consider their tutors' persis ten t ques ts for 

analys is to be threatening; rather they apprec iated that thi s 

was a valuable means of prob ing the complexiti es of 

teaching' (ibid). 

The approach in this latter case seems to reflect what is today widely known as 

'clinical supervision', the goal of which is the profess ional deve lopment of teachers, 

with an emphasis on improving teachers' classroom performance (S troller, 1996; 

T e: llj ()h ·O kwe:ll, 1<)')(,; W "llae:e: . I ()<J I ; G" ie:s ;lI lI l n ()W" rs. I ()()()). Th" "1'1'1'O"c h is 

characteri zed as a formati ve face-to-face interac tion between a supervi sor and a 

trainee (or a teacher) with reference to classroom teaching. It is systematicall y 

designed to engage both agents in a supporti ve and interactive process that: 1) 

provides objective feedback on instruction; 2) assis ts student teachers in deve loping 

strategies to promote learning, moti vate students, and manage the classroom; and 3) 
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helps them develop a positive attitude towards continuous profess ional development, 

through encouraging their powers of self-eva luati on (Stroller, 1996; Tcnjoh-Okwen, 

1996). The supervision is suggested to be done in a cyclical process consisting of a 

pre-observation meeting (the planning conference), the classroom observation itself 

and a pos t-observation meeting (feedback confercnce) (S trollcr, ib id; Tcnjoh-Okwcn, 

ibid ; Wallace, 199 1; Gaies and Bowers, 1990) . 

2.3 Course Design and Assessment in Teacher Education PI'ograms 

2.3.1 Course Design 

There is a broad-based conscnsus in ELT, and so in FL teacher educalion, that the 

design of courses should follow some kind of rationale or a set of organizing 

principlcs (e.g. Wallace, 1991; Sheldon, 1988). The implication for teacher 

cducation is that the course should have a reasoned cxplanation of what kind of 

course it is, and why it has been designed in the way it has , and specify the training 

and educational philosophy underpinning the course (Wallace, p.1 4 1). I n thi s view, 

the programs can, otherwise, become a grouping of inputs or ac tiv ities adopted for a 

variety of reasons, implemented in a variety of ways, and therefore unlikely to form a 

coherent training experience (ibid , p.165). Accordingly, it generall y appears in 

current trends that a 'reflective approach' to FL teacher education is being given 

serious consideration by those concerned. 

The rationale for a FL course also entails that the alms and objec ti ves are 

determined. According to Sheldon (1 988 : 241) , an ELT course should spec ify the 

learning-gaps it is in lended to fill , which should derive frolll a [weds ana lys is or 
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classroom pi loting data. 

Along with these arguments, Woodward ( 1991: 4) identifies two things to be 

especially important in an aim to train teachers of Engli sh as a fo reign language. 

One is content: what informati on, skills or knowledge are to be taught or learnt. The 

other is process: how this information or knowledge is go ing to be taught or learnt. 

Nonetheless, arguments over matching qualitative training with the scope of goals 

and durations of training seem yet to be settled. In th is connection, Gower (1983: 

2 10) notes that "what is not so easy on a short course is to make trainees sufficiently 

aware: not only of the language they are teaching but of the principles behind the 

techniques they use in the classroom and how these techn iCJu es in turn contribute to 

the ach.i evement of the teacher's aims." The temptation in such conditions, in 

general, as Gower observes, is to oversimplify or be over prescripti ve in order to 

save time. In other words, trainers often cut out much that the trainees need to know 

in an attempt to be finite in what they present , or conversely overload the tra inees so 

that nothing is absorbed effectively (ibid). 

Accordingly, Gower (1983) suggests that a good initial traini ng course. if it is to 

make the best use of its time, needs to "have limited aims, a clear direction, and form 

a connected wh.ole, with both awareness and doing mutua ll y informing each other" 

(p.21 1). The author further contends that a lot can be done if the course llleets these 

characteristics and is suggestive and generati ve in app lication. 
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Another point of argument in this regard is the need for extended programs (as 

opposed to specialization) that seem most serious at the elementary level, where the 

goal is, as Gough (1982) puts it, "to train generalists - Renaisance men and women" 

(p.4l). The self-contained classroom plan requires the teacher to be a generalist who 

teaches all or nearly all subjects to the pupils in his/her classroom: whereas 

departmentalization is a plan for grouping pupils that permits the teacher to 

specialize in the teaching of one or a few subejcts (Ragan and Shepherd, 1971: 143). 

The proponents of the self-contained classroom emphasize the need for planning for 

individual differences. The long teacher-student association is believed to promote a 

teacher' s understanding about each pupil, which wi ll enable to plan and organise 

learning experiences according to individual abilities and interes ts. A further 

adVi1lltilgl: was alsu clailHcd lilallilc tcacilL:f will be ill it guud pusiliull [0 IIdp pupils 

understand the interrelatedness of subject-matter fields. Regarding the training needs 

of the teacher (for subject-matter knowledge), it is assumed that "the scope and depth 

of subjects taught in elementary schools are not so great that they can not be acquired 

by regular class teachers" (Ragan and Shepherd, 1971: 141-2). 

On the other hand, critics of the self-contained classroom have been increasing in 

numbers. It is underlined that the need for greater achievement in basic subjects 

[such as FL studies] calls for greater depth of preparation on the part of the teacher 

than teachers in the self-contained classrooms can generally have (Ragan and 

Shepherd, 1971). l-lenee, the work demands sugges t that the teacher in training be 

enabled to display competence in handling each of the school subjects according to 

the structure of the discipline. However, as Gough (1982) observes ancl comments, 
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the goal of training generalists "is too extensive to allow, in a brief fo ur years, the 

intensive training in content and methods that effec ti ve teaching requires" (p.4 I). 

Gough (1982) thereby suggests that training programs should prepare elementary 

tcachers to specialize - either in language arts/social s tudies or maths/sc ience - for 

employment in departmentalized teaching situations. 

In justifying this argument, Gough (1982) warns that teachers' weaknesses in given 

di sciplines are inevitably passed along to their students. It is also feared that teachers 

who are not well prepared in all subjec t areas may neglect the areas in which they 

lack competence, which leads to imbalance in the school program (Ragan and 

Shepherd, 1971). Specialization is hence believed to solve such problems by giving 

the prospective teachers the freedom to concenU'ate their studies in areas that match 

their interests and skills. Moreover, it is implicated that speciali zation permits 

increased time to intensify pre-service training. 

A further implication has been that departmentali zation of teaching makes it easier 

for the teacher to keep up with new developments in methods, material s, and 

equipment in one or two fields (Ragan and Shepherd, 197 1). Criti cs of the self­

contained classroom also describe the trend as one in which the teacher and a group 

of pupils are cut off from association and experience with other teachers and pupils 

(Ragan and Shepherd, 1971; Gough, 1982). 

On the other hand, it seems that experiences regarding the se lf-contained c lass room 

plan have had unfavourable implication for teacher recruitment. The fac t can be 
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inferred from Ragan and Shepherd (1971: 144), that: "more young men and women 

may be allracted to teaching in elementary schools if they are not required to teach 

all the subjects." 

2.3.2 Assessment 

A further point to be noted in connection to the design of courses is assessment. 

Assessment is an important ·part of any course since it determines what the students 

must do in order to gain qualification. In a teacher education course, assess ment is 

believed to playa positive role on the part of the trainees too, for example by 

integrating various areas of the course, and developing the trainees ' powers of 

analys is and reflection (Wallace .199 1). According to Wallace, the rational for 

assessment ensures that the assessment is actuall y helping the underl yi ng ai ms and 

objec ti ves of the course as a whole and is not being used as a matter of tradition or 

routine (1991». 

Wallace (ibid) further proposes principles for assessment to be relevant depending 

on the situation that: the assessment should be formative as well as summati ve; it 

should ac t as an integrati ve device for the course; it should be vari ed in form and be 

sulTic ielll 10 yidd adequate illfo rill ali ull Oil lr;liJl<.:cs· pCrfOriIIUII CCS. i\ccordl y, 

uti lizing a variety of modes-of assessment enables the different aptitudes and abiliti es 

of trainees to be demonstrated; and these include assignments, exami nations, and the 

assessment of professional action . 

Assignments further involve a variety of types including exercises drawing on 
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introduced classroom studies, (oral) presentation on certain topics, reviewing of a 

teaching/learning material , guided referential reading, and a foli o of on-going 

classroom work, tasks and observations (Wallace, 1991 ). Examinations, on the other 

hand, are believed to generally test the trainees' ability to understand, remember and 

discuss certain key information, concepts and skills which ought to be internalized as 

part of the trainees' experi ence of the course (ibid). Then, the assessment of 

professional action refers to that part of practical experi ence in which the trainees 

have to demonstrate their capabilities as classroom practitioners. It is further noted 

Illal tlli s sllould also i nclud ~ III ~ ir abilil y 10 I'ari ic 'l ,al c 1''''' ll w ly II I clinical 

supervision, i.e. their powers of self-evaluation (Wa ll ace, 199 1) . I-Icnce, 

professional action thereby serves a dual function: format ive -for the purpose of 

training, and evaluative - for that of assessment. 

In connec tion, the grading system may follow norm - or cri terion - referencing 

approach; it is, however, said that grading by criteria has become a popular practice 

(Wallace, 199 1). In using thi s, it is sugges ted that the criteria should ind icate ' not 

only whether or not a trainee is capable of performing a certain skill , but al so how 

well the skill is performed ' (ibid , p.133). In the final analys is, ensuring va lidity and 

reliability in assessment entails the task of 'carefu ll y matching the aims and 

objectives of the course not only with the form of assessment used but also with the 

weighting given to the different forms' (ibid , p.129). 

2.4 Studies on Students of Teaching: Issues and Problems in Teacher 
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Education 

The student group in teacher education comprises adult learners who seek formal 

preparation for teaching as well as those who enter teaching and become participants 

in various fonns of teacher education. As indicated in the rev iew made by Lannier 

and Little (1986: 528-535), of the fo ur 'common places' for research in teacher 

education (i.e. the teachers, students, curriculum, and the milieu), the students 

rece ive. the llIost attention , and remaill tile prilllary suhjects or inquiry. D cspit e tlu:. 

growing global inclination to the introduction of new approaches in teaching and 

learning seen in recent years, a rev iew of the state has been noted to reveal that 

general performances in education are still wanting (e.g. studies reponing low tes t 

scores and other school problems, complaints from all concerned, etc.) (ibid; 

Maranga, 1993). Accordingly, it is beli eved that the cogniti ve functioning of 

prospective and practicing teachers - i. e. qualification, competencies , expectations, 

and attitudes - will remain, as it has ever been, an important area in teacher education 

research. 

2.4.1 Qualilications: The Recruitment lssue 

Leavitt (1991: 323) raises recruitment as a world wide issue and problem in teacher 

education, proposing that 'countries around the world are having diffi culty in 

recruiting the most promising teaching talent because of competition from more 

lucrati ve and more prestigious professions.' Moreover, such general impression has 

evidently been supported largely by research in the literature. No tably, Lannier and 

Little (1986) have an extensive review of studies (e .g. Kerr, 1993; Valence and 
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Schlechty, 1982; Feistrizer, 1983) reporting that the students of teaching do not come 

from among the best and the brightes t of the co llege popUlati on. In these studies, it 

was claimed - as Far as test sco res (SAT vc rb;d and Math measures) cou nt as proxy 

meas ures of competence - that mos t pcrsons preparing for teaching arc average or 

be low average, and that 'the smart go elsewhere' (ibid , p.S3'J). The reviewers, 

however, claim that judgements about reaso nab le propo rti ons of academicall y 

talented persons over the professions is a matter yet fo r anal ys is. 

Whatever the case might be, however, it is believed that the qualit y o f candidates for 

teaching is largely determined by factors beyond the control or teac her educators. 

According to Leavitt(1991), the pres ti ge acco rded the proFess ion by the soc iety, 

salary levels, competi tion from other employment opportuniti es, working conditions 

in schools, and conditi ons of employment are among the factors that c!e termine who 

goes into teaching. 

In one African setting, Maranga (1993) reports on the case of the primary training 

colleges in Kenya, noting that 'the criteria [or admiss ion and finall y rec rui tment has 

been spread over wh im, favou ri tism anc! other unc lea r criteria '( p. 20). As he 

observes, due to lack of employment opportuniti es in the total economy, there is 

usually a rush into any available opening Fo r training anc! cmp loyment. 

Consequently, it is noted that poor quality candidates were admitted into trai ning and 

consequently into teaching profess ion. Maranga thereby recommends that the 

government/Ministry begin to recruit leachers who ha ve much hig her ed ucati onal 
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level (graduate teachet's) - to replace those whose academic level is relatively lower ­

for effecti ve teaching at the primary level. 

On the other hand , Lan nier and Little (1986) underline the fact that preparing and 

offering sound programs of initial and continuing teacher education in populated 

countries commilled to mass schooling (l ike the US) is a vast undertaking, making 

the teaching force so large and so comlllon to acqu ire enough o f them for its 

c lass rooms. Such awareness, the authors indicate, should help people "understand 

why the goal of putting an inspirati onal teacher in every c lass room is One o f the 

greatest illusions of our time" (p .538) . 

In such conditions, it becomes worthnoting that the curri culu m and instructi on fo r 

courses (and workshops) should necessaril y revo lve around the inte ll ectual norms of 

the student group . Hence, assuming that the student group is dominated by persons 

from the lowest quartiles of academic talent - as Lannier and Little sugges t - makes it 

or necess il y In e n sllre lhe cx lcnl In w hi ch ('()urSl' nhj ('c li vc...; ; IIH I In <..; lr1l (' li n n;d 

discourse revolve around the majority's des ire or demand ( 19H6: 54 1). In 

connection, the authors argue that student's academic ab ility is nOI everyt hin g for 

teacher professionali sm, noting that the factors of study moti vati on, aspiration, and 

expectation are equally releva nt to be considered. 

2.4.2 Students' Expectations and Motivations for Teacher E ducation 

It is often reported in the literature that teacher educators encounter man y learners 

that arc not eas ily engaged in seri ous inte lil!c tual gro wth wil h Ihe ailll o r illip rov ing 
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schools and professional practice. Besidcs the impress ion that acadcmic interes ts 

and abili ties of the student majority is relatively low, the research ev idence al so 

suggests that both prospecti ve and practi cing teachers maintain low expectations for 

the professional knowledge aspects of their education (Book et ai, 1983; Lannier and 

Little, 1986). A sceptical student atti tude often preva ils, as cited in Lan nier and 

Little (ibid , p.542): "Why bother to be a seri ous student of teaching if the learn ings 

will probably not be worth while?" 

Book et al (1983), in their study on 400 pre-service students, found that many 

candidates come to formal preparation be lieving that they ha ve lillie to learn . The 

sununary data showed (as reported in Lannier and Little, 1986) almost one-quarter of 

the students entering teacher education with high or complete confidence in their 

ability to teach prior to specialized course work. Another two-thirds were at least 

moderately sure of their ability at the ou t set, leaving almost 90% of the student 

group believing that 'professional studies had lillie new to offer them. ' Moreover, it 

was reported that 40% expec t to leave in less than 10 years, i ntendi ng to change their 

careers enti rely or ad vance in educati on (p.542). 

Accordingly, Lannier and Lillie (1986), from their rev iew of va rious relevant works, 

have thi s to report : 

... in contrast to persons in other profess ions, prospective 
and prac tic ing teachers expec t si mple access, easy work , 
minimal academic value, and occupational disconti nuation 
(p.543). 
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In explaining thi s fact, it is noted that prospec ti ve teachers enter pre-service course 

wo rk having already spent much of their li ves in c lass rooms, serving what is 

considered as "apprenticeship of observati on. "This emanates a concept ion o r 

teaching that seems to emphasize naturant instincts over intellec tual capac ity. In th is 

connection , Book et al (1983) claim trad itional ro les that view teaching as an 

ex tended form of parenting to be the nemesis which diminishes pre-serv ice teachers' 

valu ing of pedagogy courses and professional attitudes. Thc authors find it 

di sturbing that they by and large do not perce ivc a strong nced to obtai n a 

professional knowledge base to become effecti ve teachers (ibid,p. 13). 

According to Lannier & Little(l986), prospecti ve teachers' expec tations for 

professional training are acquired indirectl y from earl y encounters with their own 

school teachers, social norms communicated by the general public, und the ex isti ng 

ethos of low es teem for teacher education on the higher educati on campus (p.S42). 

The expectations fo rmed from these sources typica ll y carry a negati ve va lence and 

reflect an awareness that teacher education is easy to enter, intell ectuall y weak, and 

poss ibly unnecessary. 

T he reviewers point out, however, that the research on thc va lue of teacher educati on 

has concentrated more on portray ing teachers' general sati s facti on or di ssati sfacti on 

than on probing the sources of either because ' in-sightful interpretations o f the 

di sjuncture between expectations and work , and between training and on-the-job 

demands are less available ' (p.S42) . Nonethe less , present studi es show that the 

experi ences of and the expectat ions he ld by contemporary parti c ipants in tcac her 
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education are, in general, predominantly negati ve. 

Bearing such facts in mind, it is strongly beli eved that the views that rros('lec tive and 

practicing teachers hold about learning to teach arrectthe ir in vo lve ments in rorm<ll 

programs o f teacher education and their work with one another. Observing the 

unfavourable influence on teacher-student in teractions, Lannier and Lill ie (1986: 

543) have noted that "learning to teach is compl icated in man y deceptively obvious 

ways, not the least of which arc students' low expectati ons 1'0 1' tcacher educati on." 

Accordingly, the implication of the contrary percep ti on o f profess ional training was 

stated as follows: 

En tering with a beli ef that one has much to Icarn becomes 
motivation to learn, and the enev itable endemic 
uncerta in ties of practi ce rest side by side with a respected 
body of co llecti vely accepted views and prac tices ( ibid ). 

Moreover, students' motivations for serious long-term proress ional study has also 

been found to be generally unfavo urable (Book et ai, 1983; Lanni er & Lillie, ibid). 

In thi s connec ti on, it is fu rther be lieved that the primary rewards or initial or 

continuing professional educa tion are fo und either in the occupatio n for which the 

study provides access or in the improved work performance tilm accrues as a 

excess ive demands of the occupat ion, it is generall y perceived tha t on-the-job 

rewards are few and on the dec line, as are opportuniti es 1'01' adva nce ment in to 

educational adm.ini stratio n or colleges of educati on (ibid ). The practica l implication 

of the issue tends to be of much concern , as rrom Lannie r and Lill ie ( 1986), that: 
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Those who train teachers also encounter learners [today's 
majority] whose motivation for learning is negative ly 
influenced by a set of career expectations and aspi rations 
that emanate from predonunantly low profess ional and 
public regard for seri ous investment in teachi ng and teacher 
education ... The task [of counter facin g thi s] represents an 
obviously formidable challenge, parti cularly when itlllust 
be accomplished on the top of the average teacher's 46-hour 
work per week (p.344-S). 

In a poss ible conc lus ion, the crux o f the mat ter is to note that a work environment 

that is generally lacking in intellectual stimulation and group norms that traditionally 

and increasingly reflect below-average ability and interest in academic pursuits 

understandably in fl uence the motivation to learn on the part of the students of 

teaching. These worldwide problems, as remarked by Lannier and Little 

(ibid,p.445), "will not only persist, but wi ll become exacerbated if changes in the 

conditions of teaching are not made." 

2.4.3 Learner-orientation in Teacher Educat ion 

Paralleled with the growing research focus on professionalism on the part of the 

students of teaching (i .e. competencies, expectations, and attitudes) as one of global 

issues and problems in teacher education, various measures and alternative 

approaches have been proposed and implemented. Accord ingly, global sphere of 

experiences have shown various attempts to improve the professional status of 

teachers, which included intensified efforts to build a knowledge base, increment in 

the duration of train ing, increase in salary, and more inservice educat ion to upgrade 

teachers (Leavitt, 199 1; Bullough, 199 1). 
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On the other hand, alternative approaches sought for teacher education include the 

need to examine trainees' prior knowledge about teaching, and that o f maki ng the 

training approach trainee-centered and context-sensitive. 

2.4.3.1 Considering PrcviOlis Knowledge about Teaching 

A growing interes t has been sho wn in recent years towards the need to examine and 

incorporate trainees' previous knowledge, thoughts and experi ences abou t teaching 

and teacher education. For instance, Britzman (1986) , Crow ( 1987), and Clark 

(1988) have identified the problem that teacher educators typica ll y ignore the 

novice's prior knowledge about teaching and instead approach the task of teacher 

socialization and development as though the beginner were a tabularasa (a ll cited in 

Bullough, 1991). Benne t (1991) al so pro vides a rev iew of sllch attcll lpts by teacher 

educators on the need to examine pedagogica l schemata (i.e. the mental structures 

that represent knowledge about teaching) of pre-service teachers. in contemporary 

years. 

The whole argument has been that prior knowledge abo ut teaching, fun cti oning as a 

teaching schema, serves asa filter through which thc s tudent responds to teacher 

educati on. For example, one whose li fe experi ences has led him to think of teaching 

as an extens ion of mothering, a form of nurturing, attends to that part of teacher 

ed ucation that confirms his out look while di scounting the rcs t. Such metaphors 

ht.:nce represt.:nt teacht.:rs' understanding abo ut teaching and the ir conceptions of 

themselves as teachers . Thus, it is suggested that teacher education should have 

greater impact if the novice's background knowledge abo ut leachin g is incorporated 
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into instruction In teacher education. Meanwh ile, the chall enge for teacher 

educato rs , as Bu llough (199 1: 44) find s it, is to make thi s tacit knowledge explicit: to 

help trainees become aware of the metaphors they used to interpret teach ing and 

teacher education and to explore the origi ns of those meanings. 

I .il(l'\v isc. L'lIl1li e r 'lilel Lilli e ( 10RIi: 'itl ' l) h" "" i"di c "tl'd IIl"1 :J "1< ,rc prodlic li Ve' 

approach for research in teacher education is 'the study of meanings and views 

prospective and practicing teachers bri ng to and take from [ ... J teacher education 

practices.' A first and necessary step in thi s regard, as Bullough ( 199 1) points out, is 

'to establish means for he lping beginning teachers make explicit the grounds upon 

which they interpret and understand their experi ence of teaching and or teacher 

education' (p.SO). Accordingly, by better understanding the characteri sti cs . career 

aspirations and perceptions of teaching with which pre-service teachers enter a 

teacher preparation program, Book et "I (1983) similarly hope that the racullY or 

institution can appropriately adjust course con tent to overcomc any mi sconcepti ons 

thatillight be gelling in the way or pre-se rvice tcachers' learning. 

In conclusion, it can be said that the issue has become of immediate necess ilY, as is 

revealed in the emphatic remarks of B ul lough ( 199 I ): 

... Educationally, there is no escape from teacher metaphors, 

only building upon them or ass isting in their construc ti on .. 

then the influence of teacher education mi ght be 

signifi cantly increased (p.SO). 
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2.4.3.2Trainec-Centered or Context-Sensitive Approaches 

The need for incorporating teacher metaphors in teacher educati on has, on the o ther 

hand, been found as cons istent with contemporary developments in language 

teac hing (ELT), with their emphasis on the learner and on lea rner-training (Wallace, 

1991). This area of focus has brought the notion of a learner-centered/based 

c urric ulum, which differs notably from the traditional curri culum as it is based 

primarily on a collaborati ve process between teachers and learners, rat her than on a 

number of rules and norms imposed from outs ide (N unan. 1988). In a parallel 

direction, there has been a growing tendency to focus on learners' needs, with the 

assumption that a particular sy llabus for a particular group of learners shou ld rather 

match students' needs as closely as possib le than be designed in a vacuum. 

Accordingly, Martinez (1993), for instance , has demonstrated the sorts of 

information English language teachers should obtai n from the ir students with the 

purpose of incorporating thelll into their teaching. These include student s' allitlilks 

towards English and the Engli sh c lass; their study lllotivations; the ir pn.: krciH.:cs for 

teaching materials, activities, and forms of in teraction; their views on pri ority fo r 

language skills development; preferences regarding assessment technique; views on 

the ro les of teacher and learner; and use of learning strategies and study skills. In 

connec tion, it was suggested that information about stude nts' attitudes or interests 

should be gathered at the beginning of the course so that the data can be integrated 

into course planning. On the other hand, students' evaluation o f the course was 

ind icated to be conducted towards the end when students and teac hers ha ve a more 
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global view of the c1asswork. It also seems a well-established practice to obtain 

information from learners on vari ous features of an ELT materia l, wh ich mainly 

inc lude adequacy, appropriacy, progress ion, and linkage of cont ent s; lea rner 

autonomy, communication, moti vation, and so on (e .g. Cunningsworth, 1 9~4; 

Sheldo n, 1988 ; Elli s, 1997). 

Correspondingly, the mam focu s in teacher education has been in making the 

approach more client-centered or context-sensitive, which should also be as relevant 

as possible to trainees current/future teaching contexts. The rationale for thi s, 

according to Bax (1 997: 232), is that much traditional tcacher educat ion has been 

und ul y trainer-centered in both approach ,uid contcnt , which, to a la rge ex tcnt, 

prevented trainees from drawing on an.d refl ecting on their own experience. Bax al so 

notes in this connec ti on that dependence on published materi als which offe r ready­

made recipes for trainers tends to reinforce this transmiss ion (of sugges tions and 

inp uts) approach. Indicating that such prac tice is still sustained in teacher eci ucation 

arounci the world, the writer underlines the need for trainers to modify their approach 

to make it more sensitive to trainees' concerns and teaching contex ts, along 

sugges ted ' indicators' for fa voured practi ce (refer to appendi x V) . 

Moreover, it is also taken as a trui sm that the teaching experi ence in a training 

ins titution ought to refl ect, in an appropri ate way, the teaching and learning 

experi ence of the schools that the trainees are going to teach in (Wallace, 199 1; Duff, 

1984 ; Porter et ai , 1990). As Wallace (1991 ) puts it, teacher educators should 

'practice what they preach ' (p.1 8), which implies that they must mode l in their 
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classroom the approach to language teaching they teach. Thus, for example, if we 

are ad vocating a communicative methodology for u'ainees to use as teachers, features 

of the approach - like aLltonomous and discovery learning-shou ld be reflected in 

aspects of the training process as well. In other words, it is unlikely that trainees wi \I 

develop much skill or understanding of those such techniques if thcy arc taught only 

by didactic lectures and assessed only by examinations which emphasize fac tual 

recall. 

It is also meant in this argument that trainees need to be encouraged to reflect on the 

different methods of learning availab le to thcm. According to Wallace (ibid, p.43), 

thi s can be done by having a varied and flexible approach involv ing a range of 

teaching and learning techniques. The implication for thi s, accord ing to Woodward 

(1991), is that the more trainees are helped to get the most out of inpu t methods, the 

more are they helped to improve their input methods. 

Furthermore, in an attempt for a more client-oriented approach in teacher education, 

experiences have demonstrated the study of lem'ner journals or diaries, which 

regulm'ly document student-teachers' reactions to teacher preparatory courses, to their 

classroom experi ences, and their subsequent reflections on the lcaching/ learning 

process (e.g. Bailey, 1990; Porter ct ai, 1990). A procedure of thi s kind has been 

sought for the pltllJose of encouraging le;mlCr invol vel1lent and autonomous learning, 

and using learner input in the curriculum, and thereby making the class more 

reflective of le<U'ners concerns (Porter et aI, ibid, p.227-37). Moreover, in this way, 

the use of learner journals is believed to make [he training more process-o ri ented, 
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and in effect matching the training methodology wi th the foreign/second lang uage 

methodology wished to be promoted. 

In spite of all these, as Porter et al (ibid) comment, in teacher preparatory course the 

predominant mode of instruction tends to be the traditional teacher-centered format, 

with teacher-generated curricula and an emphasis on evaluatcd products as a measure 

of learning. In other words, the ac tual teacher education process is not in accord 

with the reconunended method. According to them, the use of joumals hence makes 

preparation more closely parallel to the type of teaching expected of student teachers. 

2.5 The Current State of EFL Teacher Training for the Lower Primary 

School 

2.5.1 General (Background) Information 

In line with the current policy fo r education and training 111 the country, the 

educational structure at the first cycle primary education (Grades 1-4) is the start of 

an eight years spanning basic and general (primary) education offered to prepare 

students for further general education and training at the secondary level (TGE 1994: 

14). Accordingly, the Grade 1-4 Eng li sh syllabus aims to give the students the skills 

they will need to use English at school and in their everyday lives . It is intended at 

this level that the stlldents will learn to talk about themselves, their family and their 

environment; and al so to read and write about these topics (MOE 1995 d: 1). 

Correspondingly, the policy puts it that teachers for the first cycle primary education 
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are prepared in teacher training institutes, where whey are offered subject generalist 

training for the self-contained classrooms. Accordingly, the curriculum for the 

educational and professional preparation generally covers eleven subject courses: the 

mother tongue, Amharic and English languages ; mathematics , natural, and social 

science content areas; cultural studies: music, art, and sports; and pedagogy and 

Educational psychology profess ional courses . 

The TEFL component of the generalized training aims to equip the trainees with the 

cognitive, professional and problem-solving skill s necessary to teach English 

effectively in Grades 1-4 and in different environments (MOE 1995b: 1). The 

English syllabus claims two underlying principles . The first is that 'trainees learn to 

teach by teaching', and thereby specifying both the received' and 'experien ti al' 

knowledge components of the offerings. The second one is that 'How trainees learn 

is as important as WHAT they learn, ' and thus specifying both the product and the 

process of their learning. It is further aimed as equally important that the trainees 

should al so acquire the ability and the motivation to continue their professional and 

linguistic development after graduation (ibid). The general aims and the objec tives 

of the course are al so specified (see appendix VI), and cover a wide rarlge of 

professional learning needs for the EFL teacher. 

The content of the English syllabus for Teacher Training Institutes, entitled 'Practical 

English Teaching', is divided into two sections: ELT methodology and English 

proficiency, The ELT methodology sec tion aims to equip the trainees with the skills 

and techniques necessary to teach English effec ti vely in those grades, and with a 
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panicular emphasis on techniques appropriate [or teachers in schools with large 

classes and limited resources. The section is suggested to comprise 60% of the total 

course content and contains 20 modules on various methodological topics, with a 

minimum of 3 periods to be spent on each (ibid, p.3). Accordingly, each mod ule is 

suggested to contai n 3 components: methodological input and discussion, practical 

exercises and activities, and micro-teaching (pA). 

The English proficiency section of practical English Teaching, which is entitled 

'language practice', on the other hand, aims at the practice of language items the 

trainees will teach in the grades (1-4) and to develop their ability to conduct lessons 

in simple English (ibid, p.S). The language proficiency work is suggested to 

comprise 40% of the total course content and contains these components: the 

language structures, vocabulary, and skills of Grade 1-4 English syllabus; the 

pronunciation practice of these features; and instructional English they need in 

conducting the lessons (ibid). 44 periods are suggested to be allotted for these 

components. 

Accordingly, evaluation (assessment) of the trainees is indicated to be based on the 

principles that it should be: diagnostic and formative, in providing feedback on areas 

of achievement and weaknesses; val id, in measuring the extent of achievement; and 

varied, in that the assessment instruments reflect the varied demands of the course 

and evaluate the whole range of professional expertise. The assessment instruments 

suggested to be used to assess trainees' performance include mid-and end-of­

semester tests, an oral test, written and reading assignments, a materials port-folio, 
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and peer-and live-teaching practices (ibid, p.8). 

2.5.2 Contemporary Studies 

It has been noted earl ier that evalu ative studies spec.ific to the TEFL training, and 

contemporary to the recent developments, are not avail able. For example, Ambissa 

(1997) surveyed Nazereth T.T.I. [currently known as Adama) graduates from 1983-

87 Ethiopian calender, on their satisfaction with their pre-service professional 

training. It was reported that the graduates were least satisfied wi th the training they 

received in the ski lls of classroom instruction among the ca tegori es of professional 

skills (including lesson planning, classroom management and instructional 

evaluation) (p.57). It was further observed that training methods were not favou red 

for: non-use of methodology that involve trai nees; that trainers do not practice what 

they preach of methods; inadequate opportunity for peer-teaching; and for 

insufficient feedback from, and interaction with supervisors on live teaching practicc 

(p.57-58) . It is possible that this general observation be inclusive of the TEFL 

training as weJl; however, it is not evident whether (or which one ot) these views are 

also maintained among respondents trained along the current policy in particular. 

Inll10re recent developments, evalua tive studies pertinent to primary school teacher 

training have appeared among papers presented at the National Conference on the 

Quali ty of Primary and Secondary Education in Ethiopia, conducted at Awassa from 

July 13-1 8, 1998. The observations cover various institutes, and commented on 

issues covering admission criteria, relevance and effecti veness of training, trainer 

qualifications and Eng li sh language ski ll s. Accordingly, the predictive validity of 
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the admission criteria at Adwa T.T. l. (on 1000 entrants from 1994 and 1995) was 

reported to be that the high school cumulative GPA was the best predictor of 

trainees ' academic performance at the insti tute, fo llowed by the entrance 

examination. On the other hand, the ESLCE was indicated to have had no predictive 

value. Recommendations for strengthing the entrance criteria were sugges ted in 

accordance with these res ults of statisti ca l correlation (Yitbarek, 1998). 

On the other hand, the training program in Oromia, in ano ther paper, was indicated 

to have minimal congruence with the teachers' roles in the self-contain~d classrooms. 

The conclusion was reported to have been drown from a survey of TT.l. instructors, 

inservice trainees, school teachers and directors , and classroom observation. It was 

moreover indicated that conditions in the schools and motivation on the part of the 

teachers did not seem to promote successful implmentation of the curren t policy fo r 

education and training (Teshome, 1998). Howcvcr, it was not suggested what 

exactly the "different" type of trai ning program required should be - other than 

recommending inservice training - that will specifically prepare trainees for the 

demands of the self-contained classrooms. Furthermore, it is not evident whether the 

8 town schools reportedly surveyed could reflect the varied circumstances of 

schooling in Oromi a. 

Likewise, the training program at Awasa T.T.l. - based on a survey on 1995-97 

graduates (#20) in fo ur zones of the regional sta r.e - has been observed as lacking 

sufficient practical orientations and alignment with the newly integrated primary 

education (Shenkute et ai, 1998). On the other hand, respondent teachers were 
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reported as positively perceiving the relevance of their training to the primary 

curriculum, rather blaming the school environment - for the observed unquali tative 

performance. 

On trainer quali fications, instructors in all the T.T.I.s the country hos ts were 

observed as mostly having no experi ence in primary/school teaching (79 .7 %); 

significantly as lacki ng the appropriate [first degree] qua lifications (26.2%); and as 

having had no any oppOltunities for on-going profess ional development (86.5%). 

Accordingly the professiona l training needs of instructors was underlined in 

improving the quality of teacher education (Befekadu , 1998). Similarly, based on 

experi ence drawn from an intensive English language course given to T.T.1. 

instructors (from Awasa, Adwa, and Arba Minch T.T.I.s) in 1997, the English 

language communication ski lls or competencies of the subjects on a pre-test was 

indicated to be 'very weak' and 'far below the expectations' (Hailom & Woldu, 1998). 

It was thus claimed thal" many instructors do not engage in academic self­

improvement acti vities, and regular intensive training programs were suggested for 

the quality of the service they give to improve. 
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CHAPTER THREE 

METHODS AND PROCEDURES OF THE STUDY 

In this chapter, the setting of the study, sampling, instruments of data, and 

procedures of data collection and analysis are described in the same order. 

3,1 The Case Study Site 

The teacher training institute at the town of Adama (in the Oromia regional state) 

was found to be most accessible fo r the case study. The Aclama T.T.1. is one of the 

seven such institutes training teachers for the first-cycle primary schools in the 

country. The institute, currently, is one offollr such training ce11lcrs in the regional 

state offering instruction in the regional official language-Oromo. In the study year 

(1 997/98), the admission criteria for the candidates generally required a minimum 

ESLCE GPA of 2.00 for males and l.60 for females, and a working knowledge of 

the Oromo. It contemporarily acconunodated abou t 555 trainees (297 males and 

258 females) enrolled in eleven sections . Unlike in fonner cases, the training staff 

had been invo lved in their selection . 

The TEFL component of the training was handled by three staff: a graduate of 

KCTE in English, and of 3 years of related experience (male); a graduate of AAU in 

English, with an equivalent experience (female); and an American Peace Corps 

Volunteer (female) in her second year of experie:lCe at the setting, and qualified in 
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Special Education. On the other hand, the professional courses - pedagogy and 

psychology- were offered by five staff, all qualified in thc relevant fields at first 

degree, and their related work experiences varies from 3 to 18 years. The 

practitioners generall y had no experience in school teaching, except for three 

instructors of the profess ional courses (one of whom had also taught at primary 

level). 

3.2 Subjects and Sampling 

The target population in this study were the teacher trainees being trained at the 

institute in 1997/98 academic year. Accordingly, from the total 555 student 

population (297 M + 258 F) enro lled in the contemporary year, a sample of 175 

trainees (95 M + 80 F) - nearly 32% - were identified through systematic random 

technique as subjects of the study. The sampling was fairly dis tributed over the 

eleven sections, incorporating a unifo rm proportion from cacho However, data 

obtained from 150 of these (80 M + 70 F) was included in the final analysis of the 

study as the rest were altritled for they did not thoroughly complete the 

ques tionnaire. This sample was not employed for part IV of the questionnaire, 

which incorporated an availble sample of 82 stu clenl ' teachers. 

Moreover, fi ve teacher trainers - two from English and three from the professional 

courses - were included from the staff pertinent to TEFL training. 
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3.3 Data Gathering Instruments 

In line with the nature of the study, a descriptive survey method of research was 

generally employed. Questionnaires and interviews - both structured and 

unstructured - were basically used. Moreover, classroom observation - on training 

and practice teaching, and analysis of official student and instruction related 

documents have been made. 

3.3.1 The Questionnaire 

The questionnaire was broadly divided into four parts. The first part concerned 

with tra inees ' perceptions of preparing for primary school (EFL) teaching; the 

second one with the English syllabus materials they are using in training; while the 

third part concerned with actual classroom practice of the training. The last part 

was regarding student-teachers' reactions and reflections on their teaching-practicc 

experiences. (Refer appendix I for respecti ve parts). 

Part I 

The first part was further divided into four categories, all of which (26 items) were 

to be answered with five possible alternatives of attitude scales : strongly agree, 

agree, undecided, disagree, and strongly disagree. 

The first category (8 items) was intended to assess the trainees' perceptions of 

professional teacher education. The next one (6 items) was to investigate their 
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attitude towards becoming and working as a teacher; whereas the third category (6 

items) was designed to ob tain trainees ' views on the desire to work as English 

language teachers. Then, the fourth ca tegory consisted of 6 items (No. 21 -6) 

designed to obtain trainees' views regarding the aim of training as generali st 

teachers . The items in these fo ur categories were generally deri ved from the review 

of literatu re in the area, and general conceptions ga ined from prior experience with 

t.rainees; and were fi nally organized in thi s way as they suit for the purpose of the 

-study. (N.B. The items appear in the respecti ve order.) 

I 

Part II I 

The second part of the questionnaire was designed to obtain trainees ' views of the 

English syllabus, both Methodology and Language Practice sections. It consisted of 

various items (statements) covering (asking about) various features of the syllabus, 

and respondents were asked to respond to these, showing their extent of agreement, 

on a fi ve point scale ranging from 'strongly agree' to 's trongly disagree'. 

The items were derived from the review of literature and especially from criterion 

for ELT course book evaluation suggested by various authors on the area (e.g. 

Cunningsworth 1984; Sheldon 1988; Ellis 1997). The criteria have been recognised 

as "common-core factors that reviewers, administrators, teachers, learners, and 

educational advisors most frequen tly use in deciding the wo\·th of a course book" 

(Sheldon, 1988: 24 1). 

The ques tionnaire lVas rougllly grouped intof(ffiJ'~crion"s. The-first section E4 
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items) was designed to assess trainees' perceptions of the rationale underlying the 

syllabus, ques tioning about the guiding principles, relevance and scope of the aims. 

The second section was intended to obtain trainees' views of the LP section of the 

course book. It consisted of various items (# 13) targeted at general features li ke 

clarity and attainability of task objectives, adequacy and relevance of tasks, grading, 

linkage, resource, etc. 

The third section (12 items) was then targeted at the methodology component of the 

syllabus. It included identical items referring to the natu re of tasks and activities in 

the LP section ; and, besides, there were others that raise questions about the 

sequence of contents, and sufficiency, applicability and flex ibility of 

methodological concepts. The items in the last sec tion of the questionnaire (# 10) 

then refer to the enti re syl]Qbus . They cover features such as organization 

(guidance), learner autonomy, conuTIunicati on (authen ticity),layout, cultural aspect, 

horizontal linkage and self-sufficiency. Respondents were also given the 

opportunity to acid any further comments regarding the syllabus if they desired. 

Part III 

This part of the questionnaire was intended to obtain student-teach~rs' views of the 

approach and pracrice in their TEFL training, with reference to the actual teachi ng 

and learn ing process they experienced in the train ing classroom. The items (II 14) 

mainly focused on affective-imeractional aspects, structllre, and content of teacher 

edllcation practice. They were deri ved from 'indicators of good practice in trainee­

oriented (context-sens idve-) teacher education' &Hggested by Bax (J9~7 : 234) (refer 
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to appendix V). The questionnaire consists of 15 items, all of which were to be 

answered with five possible alternatives ranging from 'strongly agree' to 'strongly 

disagree'. 

Trainees were finally given the opportunity to add any further general (overall) 

comments they had (problems, criticisms, or suggestions) regarding the goal and 

process of the training program. 

Part IV 

The fourth part of the questionnai re was to be answered by student-teachers who 

would teach English during the live-teaching practicum. It had three sections, the 

first of which was a preliminary information on their sex, grade level they taught, 

the classroom type, and status of their supervisor. 

The second section was designed to obtain the slLldent-teachers' views on the 

supervisory service they gained on their practi ce of teaching English. It contained 

12 items all deri ved from the literature on the specific ar~a, and the subjec ts' 

responses followed the same pattern of the earlier ones . 

The third section, finally, was intended to investigate the would-be teachers' 

subsequent conceptions of their own competence in EFL teaching. It consisted of 

seven items covering varioLls areas of teaching characteristics, derived from the 

objecti ves of the training course for English (refer appendix VI). Respondents were 

then asked to rate their competence in each characteristi c area, agains t fi ve poss ible 
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scales ranging from 'very adequate' to 'very inadequate'. The questionnaire also 

had room for any extended views. 

3.3.2 Interviews 

The interviews were partially structured and largely unstructured. The themes 

di scussed with students covered topics like motivational factors as students of 

teaching; regarding the approach, conten t and goal of the training; and the trainees' 

self-perceptions as prospective teachers. The interview was intended to engage 

students in a free discussion and extrac t their ideas, opinions and judgements on the 

topics generally rai sed in the questionnaire . The discussions were foc used 

especially on those forms (aspects) of data that could not be obtained through the 

ques tionnaire (refer appendix II). 

3.3.3 Obscl'Vatiol1 

Observation of classroom was planned to be conducted while the trainees were on 

training (3 weeks), and also while they were on live practice teaching (2 weeks). 

The observation of the trai ning classroom was generally intended to assess the 

actual teaching- learning proced ure, and the trainees' involvement and perfo rmance 

levels. It was then also to look at the syllabus implemented in the class room. On 

the other hand, student-teachers were observed on teaching practice - in different 

primary schools - to assess their teaching performance in the real context of their 

work. This was also done to discuss with the student-teachers their reflections on 

the language and methodology awareness they experienced onlraining, in the light 

of ac1ual classroom experience. 
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3.3.4 Document Analyses 

This covered documents referring to trainees achievemel1[ backgrounds and those 

related with instruction. The former included the subjec ts' English language and 

overall aUainmel1[s in the ESLCE and in the first semester of training. The latter 

included syllabus, coursebooks, and assessment formats for practical teaching and 

for overall training. 

3.4 Procedures of Data Collection 

After the relevant literature was thoroughl y re viewed and the data collec tion 

instruments drafted, the data collec tion was processed at varying stages (phases) in 

the course of training, and for different aspects of information. Firstly, a pilot study 

was conducted at the particular se tting, in lht: month of December, 1997. The 

purpose then was to teSt the instruments, to make further assessment of the 

situation, and thereby to shape the ultimate direction of the study in its breadth and 

depth. The questionnaires were totally translated into Oromo -the trainees' preferred 

medium - for ease of communication. The translations were done by the researcher 

and edited by resourcefu l consultants. The interviews and di scuss ions also were 

largely held in the same medium and, in some cases, partly in English. 

The ques tionnaire, however, then did not include the pctrts concerning the trainees' 

perceived levels of competency as prospective EFL teachers (part 4: 3), and that 

with supervi sory approaches (part 4:2), fo r if was believecluot ye t ap propriate time 

to obtain dependable information. 
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Accordingly, the questionnaire was distributed to a sample of 30 trainees randomly 

selected from the sections, with a uniform proportion. The subjects, all together ­

with due cooperation from the staff, were orien ted on the purpose and procedure of 

filling out the questionnaire, which they were to give back in three successive days. 

Discussions were also helel , either planned or ca,ually, with a considerable number 

of trainees .. 

Moreover, productive di sc llssions had been held with concerned trainers, i. e. those 

of English and the professional courses . This was done to exploit their experiences 

and investiga te the si tuation from the view-point of the practitioners. The theme of 

the discussions generally covered topics like: the candidates cognitive and affecti ve 

appropriacy for the demands of the training (e.g. conunands of English, motivation 

for learning); various features of the English syllabus (e.g. organization, 

progress ion , adaptabili ty, completeness or sufficiency); and the goal of the overall 

training (e.g. scope, efficiency, policy regulations). 

Furthermore, successive observations were made [0 various classrooms to gain 

certain insights from the actual training process. The researcher did also get the 

opportunity to act as a side-teacher during normal classes, which allowed him to 

look into the interactions, participation, and performances of trainees . On some 

occasions, he also played the role of a trainee, involving in group interactions, and 

was able to look at the tasks from the trainees' point of view. Relevant documents 

were also surveyedrrom office, and acadenuc achievement records of trainees prior 
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to training were obtained accordingly. 

The results of the pilot study were then presented for Seminar II, a component of 

TEFL courses. Based on insigh ts gained from this, preparations were made for 

further investigation of the case. Accordingly, and based on the analysis of trainees' 

response patterns, certain items of the questionnaire were deleted and replaced by 

others, while some others were restated in different ways. Similarly, schemes for 

classroom observation were planned. 

The maw study was conducted,in a broader scope, in April, 1998. The 

ques tionnaire (part 1-3) - coding respondent' s section, roll number and sex - was 

dispatched to 175 trainees (95 M + 80 F) systematically identified. The task was 

carried out at different occasions and within two days. At everyone of those 

occasions, the subjects were oriented on the purpose and system of filling in the 

questionnaire, with the cooperation of training staff. The respondents were given 

ample time to clo thoughtfully, that they had to return them as soon as they fini shed 

within the week. 

The interviews, on the other hand, were conducted ei ther casually or planned, and 

with a to tal of 15 trainees (9 M + 6 F). Somc of the intcrviewees were identified 

with the help of their instructors for their enthusiasm or performance levels; others 

selec ted randomly from different sections; while some have keenly involved 

themselves in the discussion at casual encounters. The scope of interview was 

-purpus~ft111yextenclecl with resourcefUl respollcleiits . 
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Moreover, general observation of tJle training classroom was made - in different 

settings, with different teachers, and on different aspects of the training (i.e. 

Methodology and LP sessions), which was largely planned in consultation with the 

trainers. The observation mainly focused on aspects of the classroom teaching­

learning process such as the procedures followed, and individual and group 

participations and performances on the part of th" trainees . Essential fie ld-notes 

were si mul taneously documented, and there was no structured instlllmcnt employed, 

or no aud io-or video-recording done. These were not required as a primary data 

documented in thi s way was found to suffice for the purpose of the study. 

Similarly, relevant official documents were surveyed, and the available academic 

achievement records of the subjects - prior to - and on-training - were obtained. 

Accordingly, their GPA's and English grades in the ESLCE, and that in the first 

semester of training were extracted. 

The final phase of data collec tion for the study was undertaken in May, 1998, while 

the studen t-teachers were practising teaching in a li ve context. The purpose was to 

observe the s tudent-teachers' professional practice in real classroom contexts, and to 

assess their reactions to the supervisory approaches they experienced. Once more, it 

was to discover the would-be teachers' perceived levels of competencies as 

prospective EFL teachers. 

- Accordingly, it was esrimateClthat a total 01 about 100 trainees took on their rol es as 
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English language teachers, including those who handled the self-contained 

classrooms. As no data was available as to the accurate figure, only 82 trainees 

could be identified as subjec ts in the study. The respec tive sections of the 

questionnaire (part 4) were then administered, and collected in two days time. 

The observation was conducted in various primary schools the trainees were 

assigned, of different student-teachers (#10) , and at different sessions(2-3 of each). 

The researcher also had opportuniti es to supervise some of them. The observation , 

however, was mainly to gain a general impress ion of the would-be teachers' 

capabilities as EFL teachers. Discussions were also held, in various forms, with the 

studen t-teachers regarding the supervisory service they had received, thei r 

evaluation of own performances, and their own reflections on the training they had 

had in general. 

3.5 Procedures for Data Analysis 

The data gathered in different ways - i.e. through ques tionnaires, intervi ews, 

observation and documentary analysis - were analysed largely through quantitative 

and partially through qualitative mcthods. Statistical procedures (Cohen and 

Manion, 1995) were followed in tabulating ~\I1d interpreting the data from structured 

forms of questionnaires (frequencies, percentages), whereas that from the 

interviews and observation were treated w;ing qualitative methods. 
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Accordi ngly, lhe questionnai res were tallied and the frequency of responses under 

each option was determined. For the large part of the questionnaire where 

attitudinal response scales were used, 'strongly agree' and 'agree' were jointly 

considered as 'pos itive' or 'des irable' responses fo r items which carry positive 

connotations, while 'disagree' and 'strongly disagree' were considered 'negative' or 

'undesirable' ones. In contrast, the reverse was done fo r those items having negative 

connotations. In this way, trainees' responses were categorized along three columns 

(e.g. posi tive - negative - undecided) thereby determining their di stribution . 

On the other hand, in determining the overall tendency of thi s pattern in a category, 

trainees ' responses were marked from 5- 1 along the options (SA-SD) for positive­

connoted statements, whereas the marking was conversely ass igned in the 

alternative case. Accordingly, the total mark of each trainee was calculated for the 

category; and the same procedure was fo llowed fo r items grouped under each 

category (section) of the variables (features) under study. 

Finally, the number of respondents who fall under 'positive', 'negative' , and 

'undecided' categories (columns) was determined as follolVs. For instance, in the 

first category of part I of the ques tionnaire (eight items), the maximum total mark 

that could be expected by any respondent is 8x5=40; whereas the minimum would 

be 8x l =8. Thus, taking the 'undecided' mark (8x3=24) as the 'neutral' or medium 

point, those who attain above 24 are labelled as having 'desirable' perceptions, 

whereas those below that poin t had 'undesirable'. Finally, the raw figure was 

restated in percentages; and, accordingly, 801150 x 100 = 53 .33% have a 'des irable' 

perception, while 6Ttr50 x WO-= 42.0% go the contrary, and 7/T50XiOO = 4.66% 
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are 'undecided' (Table 5). In doing thi s, while 150 represents the total number of 

respondents, the proportions of male and female respondents were distinguished in 

some cases, for indi vidual items and for the overall category. 

Moreover, qualitative analys is and interpretation of data obtained from the open­

ended questions, interviews, observation and documents was incorporated at every 

stage corresponding to the topic under question. 
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CHAPTER FOUR 

PRESENTATION AND ANALYSIS OF DATA 

In this part of the paper, the pertinent data obtained in various ways and from 

various sources are presented and then interpreted. Accordingly, four major topics: 

the respondents' backgrounds, trainees' concep tions about career preparation, their 

perceptions of the English syllabus, and of the actual process of the training are 

treated in this order. 

4.1 Background of the Respondents 

Analysis of the documents has shown that the student group in the sample 

completed their high school learning between the years 1982-89 EIll.C., the majority 

(83.3%) having done so in the last four years. Only a few of these (16.3%) were 

fo und to have had any prior experi ence as teachers or teachers of English. Records 

of their academic achievements - prior to and on training - have also been seen. 

Accordingly, it was found that the whole trainee population were admitted from an 

ESLCE GPA of 2.00 for males, and 1.60 fo r females. The details of their academic 

performance range of scores - on admiss ion and in training - are presented in the 

succeeding four tab les, under respec tive sections. 
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4.1.1. Achievement Prior to T I'aining (ESLCE) 

Table 1 Respondents G.P.A. Scores 

in the ESLCE 

Range of Scores M F T % 

<2.00 - 22 22 14.67 

2.00-2.50 51 40 91 60.67 

2.5 1-3 .00 26 7 33 22.0 

>3 .003 2 - 2 1.33 

I No data 
II II IJ_ 1.33 J 

N.B. Grand Total = 150 (M = 80; F = 70) . 

Table 2 Respondents 

English Grades in the ESLCE 

Grade M F T % 

A 10 I II 7.33 

B 30 10 40 26.67 

C 38 51 89 59.33 

D 2 6 9 5.33 

F - - - -

1--

LO data 2 2 1.33 

As shown in table I, significantly over half (60.67%) of the trainee group have an 

ESLCE GPA in the range 2.00-2.50. Moreover, one can see that only a few of the 

female group (8 : 10%) exceeded this range (i. e. above 2.50) as compared to the 

males (29: 35%). Accordingly, table 2 shows that greater proportion of the trainees 

(89: 59.3%) only had a C grade in their ESLCE English. The female group sti ll tend 

to have had considerably lower English grades tllan males: Half of male respondents 

(50%) scored B and A grades, whereas only 15.7% of the females. 
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4.1.2 Achievement On Tl'aining (1st Semester) 

Table 3. Respondents' GPA Scores in 

the 1st Semester of 

Training 

Range of F T % 

Scores M 

<2.00 4 19 23 15.33 

2.00·2.50 2 1 37 58 38.67 

2.5 1·3.00 36 10 46 30.67 

3.0 1·3.50 16 4 20 13.33 

>3.50 3 . 3 2.0 

Table 4. Respondent's Grades 

ill the English Course 

Grad M F T % 

e 

A 15 2 17 11.33 

B 43 11 54 36.0 

C 16 37 53 35.33 

D 6 18 24 16.0 

F 2 2 1.33 

One can learn from table 3 that the distribution (range) of the GPA scores is more 

generally concentrated between 2:00-3:00. Nearly 70% of the scores fall between 

the range 2.00-3.00, whereas both ends of the distribution contai n a uniform 

proportion (15.3% each). The GPA scores of the female m<00rily (56: 80%) decline 

from 2.50, whereas by far greater proportion of males (55: 68.75%) exceeded this 

range. 

From table 4, the trainees seem to have attained better English grades in the first 

semester of training than in the ESLCE: nearly half of the trainees (7 1: 47.3%) 

afforded A and B grades. The proportiOilOf male trainees sti lltCITLtn(rOl1tsrune the-
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females' in these scores, i. e. 58: 72 .5 % and J 3: IS.57% respectively. It should also 

be noted here that the tradi tion of the grad ing system is strictly criterion-referenced, 

and along already es tabli shed cut-off points of raw marks. 

4.2 Trainees' Conceptions about Career Preparation to Teach English 

Various related vari ables are considered under thi s topic, and are categorized as: 

perceptions of professional preparation; altitudes towards becoming a teacher, and 

teachers of English; views on generalized training; and perceived se lf competence 

as EFL teachers. 

4.2.1 Perceptions of Professional Career Preparation 

Eight questionnaire items (1 -8) were employed to assess thi s variable category (I). 

The general theme of the instru ments revolves around beliefs and understandings 

about the art of teaching and the value of readIer education. The tabulated c1 ata 

obtained from these is presented in table 5, distinguishing between the proportions 

of 'desirable' and 'undes irable' perceptions among the respondents (male and 

female). 
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Table 5. Subjects' Responses 011 Professional Career Preparation 

Undesirable Undecided 

T M F T M F T 

No % No % No % No % No % No % No % 

33 20.0 63 42.0 3 7 2.0 
4.66Ji 

,__ ,___ __ ,__ __ ,___ __ ~ , ._~ , , I 

80 53.33 220 30 4 2.66 

M = Male; F = fe i ale; T = Total; No. = Number 
~ " " 
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In the overall category, as shown in table 5, slightly over half the proportion of 

teacher trainees (53.3%) manifested des irable perception for teacher education. On 

the other hand, a nearly approximate proportion (42%) displayed a belief about 

teaching which is not des irab le. More specifically, the pattern of trainees' responses 

to certain items of the ques tionnaire soundly reflected the views that the art of 

teaching is almost as instincti ve as parenting (96.6%); that they can draw on their 

previous school experiences (74%); that they ei ther would acquire the art through 

later experi ence on the job (72.6%); and accordingly that methods of teaching 

become of less concern than the contents (60.7 %) (refer to appendix I, Part I for 

items 1-5). 

Moreover, the data in the table implies that there is not much difference between the 

proportions of male and female respondents ill the perception they have of teaching 

and the preparation it requires (i.e. uniform proportions of both groups fa ll in each 

category). The tendency of trainees' views shown above implies that the pre-service 

trainees largely held misconceived views of teaching and, thereby, attributed less 

value to pedagogical aspects of training. 

On the other hand, a proportional majority were opposed to vIews that the 

professional aspects of preparation would not be worthwhile (82.6%); that teacher 

education has easy access and work demands (88 .6%); and to similar views that the 

students of teaching tend to be academically weaker (82.6%) . The trainees 

accordingly valued the career preparation by indicating (92.6%) that they will have 
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much to learn about teaching on the training. 

In the interviews, however, trainees variably responded to thc point of prior 

expectations versus the demands of the training. Some seemed to have found the 

demands of the training intolerable reportedly due to extended scope for generalized 

training, wh ile others seemed to have set no prior conceptions in thi s regard. In any 

case, the interviewees appeared to have possessed prior to training no clear 

concep tions about the training demands other than the general public impression 

that it had been 'the las t affordable opportunity ' for many. 

4.2.2 Attitudes on Becoming Teachers, and Teachers of English 

Here, two closely related variables were considered: attitudes towards becoming a 

teacher in general (categOlY II), and towards becoming a teacher of English in 

particular (Category III). For the former ca tegory, six items were employed, that 

dealt with their training and career motivations. For the latter one, the same number 

of items were to assess their concerns for studying and teaching the foreign 

language. The data obtained was tabulated in this way (table 6). 
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Table 6. Subjects Responses on Becoming Teachers and Teachers of English 

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

I Positive Negative Undecided 

Category Items M F T ~! F T ~I F T 

I No % No % No % No % No % No % No % No % No % 

11 9·14 65 43.33 58 38.67 123 82.0 11 7.33 10 6.67 21 14 4 2.67 2 1.33 6 4.0 

III 15·20 67 44.67 47 31.33 114 76.0 9 6.0 17 11.33 26 \7 .33 3 2.0 7 4.67 10 6.67 
! 

~ 
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It can be seen from table 6 that a great majority of the trainees (82.0%) displayed a 

positive attitude towards becoming and working as teachers. (The proportion of 

male and female respondents was found to be very close in this regard.) This 

positive tendency becomes less in the case of working as teachers of English 

(Category III) . though still among a substantial majority (76.0%). Unlike in the case 

of attitudes to the profess ion in general, a considerable difference can be observed 

between both sexes in their attitudes to becoming English teachers, where a smaller 

proportion of females (67. 1 %) than males (83.7%) maintained a favourable attitude 

(N.B. Female total = 70; Male total = 80). 

When the specific items are considered, in category II , nearly all the respondents 

(94%) contended that they joined the institute on their interests to become teachers. 

Accordingly, 7l.3% disagreed with the rationale cf lack of alternative employments, 

which was accepted by 22%. On the other hand , even though the majority (85.3%) 

seemed to imagine a satisfying working/living condition, only slightly over half 

(53.3%) agreed to sustain in their career while 29.3% anticipated occupational 

discontinuation. Ncarly all (99.3 %) indicated, however, that they were gaining 

more posi ti ve attitudes for the profess ion in the course of training (refer appendix I, 

Part 1). 

As can be inferred from the interviews, the observed scope for a posi tive attitude for 

the profession secms to have stenU11ed from the expected rewards on the job to 

which the training provides access. In the questionnaire, mos t trainees didn't overtly 

indicate employment as their training motive. The interview , however, revealled 
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their positive expectations for rewards and promotions on the profession Uob), ancl 

as fa r as they have shown commitments anc! persistent efforts. 

Accordingly, in category III, a clear majority (87.3 %) indicated that English had 

been thei r favourite subject at school, which however proves the same on the 

training course for the 72% (a less proportion). Similarly, about three quarters 

(74.6%) favoured teaching English while live teachi ng practice, and uniformly after 

graduation too; where as 82.6% hoped to be successful in doing, thi s. More females 

than males were observed on the other end of the scale in the last three cases: three­

fourths (75.4%) of the negati ve responses in these respec ts was gi ven by the female 

trainees, which Inight be associated with their comparably poor achievements. 

Regarding the relati ve concern they attach to each of the school subj ects, only 

27,3% of the trainees seemed to be especially concerned about their competency in 

the teaching of English (refer appendix I, Part 1). 

In general, from the above description, the attitudes (views) of the prospective 

teachers towards the profession and the teaching of English in particuhu' is 

apparently positive, though female trainees tended to show more negative views 

than males in the latter. 

On the other hand, this general implication - drawn from the res ul ts of the 

ques tionnaire-seems to be inconsistent in some ways with the views held by the 

trainees during the interviews and di scussions, In here, it was clearly evident that 

most joined the profess ional training, not because they preferred it, but as a rush into 
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any available opening for training and employment; and that this opportunity had 

been their last resort. In the questionnaire, closely over threc-qlIarters (27 .3%) 

implied/gave clues of failurity in getting any alternative route for employment 

(appendix I, Part 1). Here, respondents might have been reserved to provide the 

accurate information, which may yet possibly be reached through extending 

discussion in interview. The same view was impl ied in the discussions held with 

their instructors, who were involved in their selection. The absence of profess ional 

interest can also be inferred from the ques ti onnaire (item 11 ) as a large proportion 

(about 46.7 %) were either negative or undecided on whether to continue working as 

teachers. 

Similarly, the interviewees were asked to note the first three school subjects they 

would prefer to handle in their careers; and it was observable that there were general 

inclinations to the subjects offered in the mother tongue, i. e. Oromo mediums. 

Many respondents did also give a clear indication of such special concerns about 

training for/ teaching English in their ex tended views in the questionnaire. 

Moreover, this impression was widely held among their trainers. Notably, a trainer 

in pedagogy drawing on his experiences during peer teaching moments, implied that 

from trainees in hi s allotted four sec tions all of which were allowed to plan on a 

subject of their own choices, a negligible proportion came up with the English 

subject. Experiences during the live teaching practice al so suggest the same view: 

as trainers recall , it was customary to encounter many student teachers opting out 

the English subj ect ancI requesting for any other alternative . The reli able ev idence 

hence seems (0 be indicaLive (h anh~ ITlfrrre-es, by-amI large, lack-the-eonfidence 
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and/or affection to take on a role as a teacher of English. 

From another view, during classroom observations, trainees were observed to 

display remarkable motivation In their involvements and persistent attempts in 

carryll1g out classroom tasks . This seems to confirm their responses in the 

questionnaire that they favoured the English class hours. To this effect, the trainees 

generally felt [interview] that the approach in the English course - i.e. the nature of 

tasks and classroom interaction - is [as it does seem] peculiar, modern and 

enjoyable. Nonetheless , despite their efforts, the performances of many trainees 

were observed to be considerably low. Serious flaws of meaning and form were 

largely and frequently observable in their production, even in producing a simple 

sentence or li sting the days of the week - which, however, were the kinds of English 

they were supposed to teach for their students. On the other hand, the trainees 

interviewed, all in all, expressed their hopes to improve their English language 

skills, through practice of the job and/or reading. Some complained, however, that 

there would not be - as there had never been - favourable opportunities fo r normal 

use of the language. 

4.2.3. Views on Generalized Training 

Six questionnaire items (no.21-26) were employed to obtain trainees' views on the 

aim of preparing as subj ect-generali st teachers for the self-contained classrooms 

(Category IV j:"lssues regaraing the rationale for , the scope and demanas of, and 
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altitudes on the goal of training were raised in the items. The data obtained was ~ 
tabulated, ancltable 7 presents the results. 
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Table 7. Subjects Responses Regarding Genera lised Training 

--- -- - - _ .. -- - - - -

I 
I I 

Positive Negative 
Undecided 

r F T M 
I 

F T M F T 

No % N % No % No % No % No % No % No % No % 

0 

32 i 21.3 27 18.0 59 39.33 39 26.0 35 23.3 74 49 .33 0 < ,-.... u 9 G.Q 17 11.l3 

3 3 
I 

II 
, 

-
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As shown in table 7,39.3% of the subjects, on the overall category, seemed to hold 

positi ve views on the aim and practice of generalised training; while roughly half of 

them (49.3%) seemed to view the aim unfavourably. On the other hand, 17 

respondents (11 .4%) did not seem to have any identified posi ti on. In more specific 

terms, regarding the rationale underlying the self-contained classroom plan, nearly 

over half (56.6%) were found to be generally affirmative and only 13% seemed to 

be negative about it. However, 30% seemed to hesitate giving either view. This 

hesitation was also implied in the interviews as many did not seem copvinced about 

the rationale, and cou ld only state that it is a policy. Moreover, a clear majority of 

the trainees (82%) were opposed to the aim of preparing ['or and leaching in the self­

contained classrooms, and in favour of a specialized training and teaching in the 

areas of their interests and skills. Accordingly, whjle 46.6% claimed to gain 

sufficient preparation in both the content areas and methods of teaching, an 

approximate proportion (43.3 %) al so seemed to indicate that the goal becomes too 

extensive and unmanageable. In general terms, the trainees' responses regarding the 

preparation and practice as generalist teachers tends to be considerably more of 

'negative - and - undecided' than 'positive' as reflected in the questionnaire (refer 

appendix I , Part I , No.2 1-6), and regardless of sex. 

In the interviews and di scussions, unlike in the former categories, trainees were 

found to maintajn similar views on thi s issue - but more emphatically, which they 

also revealed in tbe open-ended questionnaire. As it was clearly evident in their 

extended written and spoken arguments, the weight of trainees ' opinion clearly 

comes down against the preparation and goal of generali sed training, and in favour 
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of specialised programs. More seriously, many have even reacted so strongly that 

their fee ling seemed to be one of hatred or disgust. The trainees generally complain 

about the adverse effects that the courses tended to become oversimplified and over­

prescripti ve, which often cut out much of what they needed to know; and that they 

become so overloaded that they could effectively absorb none. A populm 

impression in this respect has been incompatibility between limited duration of 

train ing versus extended scope of train ing. Such complaints indeed seem arguable 

since trainers need to work against and within the prescribed time in such apparently 

short-term course. 

From another view point , the trainees did not also seem to ge t comfortable with the 

working conditions in the self-contained classrooms. On opportunities they were 

provided in the survey, they showed dissatisfaction that their would-be role has 

unfavourable instructional, social and psychological implications on the teaching­

learning process. Specificall y, it was argued that the role expects of the teacher 

allrounded skills in handling all school subjects, hence no ting that making teachers 

work regardless of their skill and/or interest woule! be unproductive. Moreover, it 

was claimed that it poses a prolonged stay with the same teacher for the students 

and vise versa. After their experience on live-teaching practice, some student 

teachers have noted that it makes the students 'bored rather than active'; and they 

might even be engaged with incompetent teachers. To sUlTunari ze, it can be inferred 

that the experiences of and expectations held by the contemporary participan ts in 

this respec t is, in general, predominantly negative. 

4.2.4 Self-Perception of Capability as Prospective Teachers of EFL 

The subjects in this regard were student-teachers who took on the English subject 
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only or handled it in the self-contained classrooms during the Ii ve-teaching practice 

which lasted for 2 or 3 weeks. A total of 82 participants consisted of 48 males, 20 

females , and 14 others who didn't identify their sex. While 30 of tl:ese (36.58%) 

practiced in the self-contained classes of grades 1-4, the rest (63.4%) taught Engl.ish 

in grades 5 and 6. 

The participants' self-ratings of adequacy of their competencies in the various areas 

of course objectives (from very adequate to very inadequate) are presented in this 

table 8 (refer to appendix I, Part 4:3 for the competency areas (items 1-7)) . 

Table 8. Distribution of Student-Teachers Self-Ratings 

-
Competency Level 

Compclcncy 

Areas VA SA Ulldecided 51 VI 

r % r % r % f % r % 

, 
I 28 34. 14 44 53.65 8 9.75 2 2.43 

2 1'1 17.07 66 80.48 , 2.43 

3 2. 29.26 56 68.29 , 2.43 

• 42 5 1.2 32 39.02 4 4. 87 4 4.87 

5 34 41.46 42 51.2 <I 4.87 2 2.43 

6 52 63.4 2S 31.14 2 2.43 

7 50 60.97 28 31.14 2 2.4] 2 2.43 

V A = Very adequme; SA = somewhat adeq uate; SI = somewhat inadeqllOte; VI=Vcry Inadequate f= 
frequency 

The distribution of the student teachers' competency self-ratings in table 8 clea rl y 

reveals a concentration on 'very-and somewhat adequate' all over the various areas 
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Of course obj ectives . However, a careful observati on of the relative pattern of 

distribution between these two scales reveals a tendency for SA ratings to 

outnumber VA ones among the subj ects more cspecially in the first three 

consecutive areas of competency, i. e. knowledgc of the content of teaching, of 

appropriate methodology, mastery of instructional (classroom) English. On the 

other hand, the student-teachers seemed to rate their competencies more as V A 

than SA in the areas of catering for individual differences, and self-evaluation of 

teaching performance (items 6 and 7). 

On the whole, however, the pattern of distribution of respondents' self-ratings 

obviously g ives an impression that the student teachers general ly persisted in 

maintaining a positive perception of their capabiliti es as prospective EFL 

teachers. In numerical terms, overall ana lysis of the data indicates that 93.9% 

(#77) of the respondents rated themselves positively while on ly few (2 : 2.43 %) 

did the contrary. Meanwhile, 3.65% (#3) were not clearly found 011 either sidc 

as to their sel f perception on the overall. 

While such a tendency is liab le to various possible interpreta ti ons, it becomes 

quite exaggerated self-rating when one draws on di rect observation of their 

capabi li ties as classroom practitioners. As personal observations and di scussions 

wi th supervisors reveal, only some have manifested a reasonably adequate 

competency of handl ing the tasks or in the language they use themselves. On 

the other hand, this could be related to the pattern that knowledge of teaching 

methods and instructional English are ratcd by most trainees as SA than VA . 
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In discussion with the studcnt teachers, thcy seemed to share' an optimistic view 

of future status through practice of the career, and their responses to the 

questionnaire might also be explained accordingly, Or else, it might be that on~ 

hardly tolerates the pain (hazard) of p\!bli cizi ng perceived weaknesses in one 

self. 

An in terpretation of the student teachers' self-rati ngs should also note whether a 

brief 2-3 weeks of practical teachi ng can ga in one a clear and reliable conception 

of owns' performance. 

4.3 Perceptiolls of the English Syllabus 

In an attcmpt to obta in tra inees' overall views of the Engli sh syllabus they use 

for the TEFL training course, various featU!"es of thc syllabus were pointed out 

for trainees to respond to; the features of the Language Practice (LP) and 

methodology sections were cons idered in distinction , whi le some other features 

were referred to the syllabus as a whole. Accordi ngly, the rationale for the 

course (Category I), the LP section (Category II), the methodology section 

(Category III), and general features (Category IV) were identified. The results 

obtained from the questionna ire were tabu lated in the same manner and the 

trainees' responses were distinguished as 'positive', 'negative', or 'undecided' 

views, The proport ion of respondents holding cach of the thr~e views is restated 

in percentages, the results of which are presented in table 9. 



Table 9. Subjects' Responses on the English syllabus 

Category Syll abus/ Positive Negative Undecided 

Feat11res 
No % No % No % 

I Rationale 11 8 78.67 13 8.67 19 12.67 

II LP section 11 5 76.67 20 13.33 15 10.0 

III Methodology 11 9 79 .33 21 14.0 10 6.67 

IV General 103 68 .67 36 24.0 11 7.33 

Tota l Average 115 76.67 23 15.33 12 8.0 

4.3.1 Course Rationale 

As can be seen fi'om table 9 above, regardi ng the rationale for the English 

syllabus (Category I), a subs tantial majority of the respondents (78.67%) seemed 

to have positive percep tions, whi le only 8.67% tended to perceive it negatively. 

On the other hand, the views of about 12.67% was not identified as either. 

These views are referred to the underlying princ iples that trainees learn to teach 

by teaching, and that how they learn in traini ng is as important as what thcy 

learn, besides the relevance the course has to their professiona l learning needs 

(refcr appcndix I, Part 2: I) . Consistently, in tcrviewees - ancl without exception -

have expressed view that the experiential aspects of teacher training are of more 

relevance or value than theoretical ones . This implies that trainees, by and 

large, seemed to be-in-favoUl' of The unclel1ying principles and ai ms attributed to 

the design of thc course. 



4.3.2 The Language Practice 

Regarding the LP section of the syllabus (Category II), sli ghtly over three-

quarters (76 .67%) of the respondents maintained positive views; whereas 

contrary and neutral views accounted for 13.33% and 10.0% respective ly, on the 

overall. Specifically, the objectives of the tasks and activ ities seemed to be 

found as clear, specific and attainable generally for a dominant majority 

(81.3%) . On the other hand, a negligible proportion (4 .8%) displ ayed the 

contrary view in this respect, while the remaining (10.6%) were undecided. 

Similarly, the majority (81.5 %) did seem to approve of the tasks and activities as 

adequate, suitable, and mot ivating . Here, 10% seemed to express their 

disapproval , whil e the remainder (8.5%) had neither view (refer appendix I, Part 

2 :2, No. I-2). From these perspectives, the trainees seemed to widely favour the 

nature of the tasks and activities. 

In further assessment of the material, in tenTIS of grading - and - recyc ling, and 

linkage (integration) of the content, an overwhelming proportion (unifo rmly 

around 86%) 

Seemed to extend the ir approval. Moreover, certain features (adequacy and 

appropriacy) that were already implied ea rlier were reconsidered, but more 

clearly and directly. Accordingly, even though it was sus tained (by 80 .6%) Ihal 

they find the course book useful , 33.3% indicated that the material is below their 

educational level. On the final, however, by fa r greater proportion of the 

trainees (70%) seemed -optimistic of fhe matenal to gain them the language 

awareness requi red fo r their roles (appendix I, Part 2:2, No. 3-8) . 
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The observed dissatisfaction of trainees with thc adequacy of content of the LP 

material was fo und to be much more reflected in the open-ended questionnaire. 

The extended comments of the respondents overwhelmingly pronounced their 

deep complaints about the usefillness (adequacy) of the material in meeting 

(fulfilling) their expectations for knowledge and skill s of the Engli sh language. 

As a foreign language learning resource, the book was broadly decried as 

lacking sufficient and levelled exercises to p ractice the langllage effec tively . 

Such opinions, above all , pointed to the need for provision of grammar or 

structural points that suit their educa tional levels. It was implied that the 

material over emphas izes language use while giving inadequate attention to its 

usage. Many have even indicated their boredom with the group activities tha t 

(reportedl y) have exclusively focused on using English, and yet with inadeq uate 

language inputs or grammar awareness . Furthermore, trainees maintained 

similar views in the interviews. Whereas respondents' views underlined grammar 

learn ing, it is also obvious thai prac ti ce of other skills (e.g. reading/writing) is 

not appropriately developed. From the various pcrspectiv<;:s discussed above, it 

may hence be inferred that the LP section of the syll abus, nonetheless, fails to 

meet candidates' learning needs and expectations. 

When one considers the candidates' poor achi evement backgrounds, the 

tendency fo r somc respondents to evcn rate the material as below their standard 

partly seems to have stemmed from two reasons. One is that the high school 

completers (idea lly) have experienced (though wi thout mastering) language 

-structures of relatively-higher order:--The otl1er explanation can be that the 



subject matter of the texts (which also derive from the grade 1-4 syllabus) can 

not, reasonably, satisfy the characteristics of the adult trainees. 

4.3.3 Methodology 

Another component of the Engl ish course, other than English proficiency, is 

EL T methodology . Referring to table 9 again (Category III) , we see that the 

methodology practice mate rial was varyingly viewed among the tra inees. It is 

positively perceived by a substantial majority (79.33%), and contrarily by onl y 

14%. 

A few (6 .67%) were obse tved as displaying neither view. Where thi s might 

indicate the trainees' overall perceptions of the material, their views on the 

particular features is worth-considering. Accordingly, the obj ectives of the tasks 

and activities were in dicated as clear, specific, and atta inable uniformly among 

an apparent majo ri ty (86.4%) . Contrary and undecided views were found to be 

negligible in th is respect (7 .1 and 5.1 percents respectively) . 

The tasks and ac tivities were also widely considered as adequate, appropriate, 

and moti va ting (79 .5%). However, 10.5% appeared to show their disagreements 

with this v iew, while the remaining (10%) were undecided (appendix I, Part 1: 3, 

No. 1-2). 

The observed tendency for favourab le views of the tasks and activities 

was also ev idently displayed in their involvement during methodology sessions. 

It was largely observed that most appeared joyfully pat1icipate in demonstrating 

activities, even when they did them imperfectly. Such inclinations were less 

-obsetyed ~during language practtce ours, arguably perhaps due to the 
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unfavourable impact of experienced and/or anticipated inaccuracies in language 

production. 

Further, with respect to the sequence of contents, the upper hand (68.6%) 

seemed to give positive remarks, implying that it allows fo r linear. progression of 

learning. Yet, a small proportion (10%) did strongly agree to the statement; and 

16.6% were clearly negative. Such reservations might partl y be justified as the 

comments frequently given of the material in the extended views referred to its 

lack of li near sequence. Other pertinent features pointed to suggested classroom 

techniques: awareness of underlying principles, contexts of presentation, and 

viablity in dif1icu lt classroom environments . On the whole, favourable remarks 

(68 .6%) tended to outnumber contrary views (11.7%) . Undecided views were 

especially prevalent on judging the flexibility of the techniques in varied 

classroom situations (i.e. 17.3%). Here, respondents might have fa iled to give 

predicted judgements as they had not yet experienced them . 

In the final outcome, the material was fe lt (among 83 .3%) as prOITIlSll1g III 

equipping them with the teaching skills and techniques they would require (refer 

appendix I, Part 2:3, Nos.3-7) . 

On the whole, general observation of trainees' OP1l11011S reveals that the 

methodol ogy practice material has gained a wide acceptanc'e on the part of the 

trainees. Moreover, unlike with the language practice material, complaints were 

not observed to be so strong and wide. 

Notable exceptions were the flow of its content (sequence) and controversial 

treatment of translation as a teaching method . 
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4.3.4 Gencl'al Features 

Whil e the trainees ' views on either section of the syllabus is distinguished in this 

way, other features were identified which are general to . the entire body, and 

respondents' v iew points were sought in the same way. Regarding clarity of 

organizati on within and among the mater ial s, the proportion for unfavourable 

views (5 5.3%) tended to exceed favourab le ones (37.3%). Th is might impl y that 

more had found it difficult to exploit the materials effectively. On the other 

hand, respondents' vi ews of clarity of instr'uctions seemed predominantly 

positive (85.3%), implying that they had gained suffi cient guidance (appendix I, 

Part 2 :4). 

Accordingly, the syllabus appears to have been highly and widely regarded for 

consideration of learner autonomy: favouring views tended to prevail with a few 

exceptions (88 .7%). The implication might be that trainees felt they were 

getting enough allowance to work and learn on thei r own and with fellow peers. 

Moreover, an equ ivalent propoli ion (86%) seemed to approve of the tasks as 

involvi ng them in lively communication and interaction. In this way, it can be 

inferred that the syllabus has encouraged the personal involvement of the 

learners in the learning process . 

The layout of the materials also was broadly perceived as impressive (70%), 

while 22% opposed this view. Regarding its cultural aspect, the maj ority (78%) 

were found to be positive. Contrary and undecided vIews were maintained 

among 10 and 11.3 percents respectively. 

However, any interpretat ion to be ascribed to these views becomes too general to 

specify biases or balances of culture, gender, nationality, or social class. 

e'f 



Generally, however, the syllabus materials seem to have been rated highly with I 

respect to the factor of moti vation and the learner. r 
I 

Yet, dissatisfaction seems to predominate regarding the self-sufficien cy 

(completeness) of the materials : 65% of tile respondents seemed to complain that 

they require supplementation. Whereas 10% held undecided views, 24% 

claimed that the resources are complete enough . A notable feature, finally 

raised , was linkage with other professional courses such as pedagogy and 

psychology : nearly all (90%) seemed to confirm the horizontal li nk. Trainees 

maintained this view during interviews too : it was commented that what they 

learn in ELT methodology goes hand in hand with lessons from the other 

professional courses, and also that these latter are by and large worth applying in 

ELT as they do in any teaching (refer appendix I, Part 2:4 for respective items). 

In the overall ana lysis of the questionnaire, the proportion for positive perception 

of the English syllabus amounted to 76.6% (roughly three-fourths); with 15.3% 

negative ones while undecided views accounted for 8%. Still , it can possibly be 

concluded that the syllabus is largely and broadly favoured on the part of the 

trainees. 

4.4 Actual Practice in EI;'L Teach in g COIII'SC 

In this section of the analysis part, the tabulatcd data obtained from the 

question naire and interviews with tcacher trainees, and from the classroom 

oDseriiafions regardIng -vm-ious aspects--e[ the [Faining wi ll be pr.esenJed and 



interpreted. Accordi ngly, the analysis will focus mainly on the classroom 

methodology, the supervision, and assessment aspects of the train ing. 

4.4.1 Classroom Practice 

The actual practice in the training classroom was assessed by identifying the 

affective-interact ional aspects (item 1-4), the structure (item 5-8), content (item 

9-11), etc. of the classroom work (refer appendix I, Part 3) . The views expressed 

by the trainees regarding these aspects in the questionnai re were categorized as 

'positive', 'negative', or 'undecided', the resul ts of which are presented in table 10. 

Table 10 . Subjects Responses on the Classroom Practice 

Aspects of Classroom Work Positive Negat ive Undecided I 

No % No % No % 

1 Affective Int. 128 85.33 12 8.0 10 6.83 
aspects 

2 Structure 123 82.0 19 12.6 8 5.3 

7 

~ 

Content 99 66.0 36 24.0 15 10.0 
.) 

4 Others (item 12-14) 125 83 .33 16 10.6 9 6.0 

6 

Overall 119 79.30 20 13.3 1 1 7.33 

3 J 
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As shown in the table , the overall analysis of the data indicates that a significant 

majority of the trainees (119: 79 .3%) maintained a positive view of their 

learning experiences in the classroom. On the other hand, the experience was 

neit favoured by a minority representing 13.33% of the respondents; and the 

views held by 11 (7 .33%) was not clearly dist ingui shed. 

Positive vIews appeared to be especially more predominant regarding the 

affective in te ractional aspects in general (85.33%). Specifica lly, nearly all the 

respondents (99 .66%) seemed to witness the presence of productive interaction 

and trainee participation in the sessions, with a strong agreement from 60%. 

Such a positive tendency only seemed to come down regard ing the allowance 

made for their long-telm personal growth and professional development, as 

26 .66% (#40) equally shared undecided or negat ive responses . Quite similarly, 

the majority confi rmed the presence of occasional discuss ion on differing view 

points and ways of doing things (82%), and that of a relaxed atmosphere 

conducive to learning(88%) (appendix I, Part 3, No .l-4). 

The observed tendency for the trainees to highly value the classroom pract ice in 

respect to these aspects was also clearly evident according to my observation. 

Interviewees highly rated their TEFL instructors and favoured the classes more 

especially for such affective-interactiollal aspects . This observation, paralleled 

with the hi gh remark attributed to the syllabus for the respecti ve features, seems 

to witness effective implementation on the part of instructors . 



Likewise, the training sessions were recognised accordingly for their strLlcturc 

aspect (82%) (Table 10). Nearly all (98.66%) agreed that suggested 

methodology had becn ret1ected (exemplified) in their training, with a strong 

agreement from a 65.3%. The adjustment of classroom work to their learning 

styles was seemingly felt among 78%, whereas 16% held contrary views. On tile 

other hand, a smaller proportion (66%) seemed to have found a match between 

the classroom work and their leaming abilities. Here, 20% di splayed 

unfavourable views and 19 respondents (12.67%) could not decide. Finally, the 

majority (86.6%) indicatedthat they ii.lrther experience the target approach 

(teaching technique) during the sessions (appendix 1/3 , No, 5-8). 

Similar views were revealed in the interviews too regarding the structure of the 

sessions. Interviewees generally felt that their trainers considerably practiced the 

methodology they preached to be employed in the schools. However, the 

respondents' perceprion of practical experience (in rhe questionnaire) mi ght be 

explained in the light of lesson observation. In the interviews and extended 

notes, trainees generally complained about lacking personal opportunities for 

peer tcaching. Moreover, my observation confirms that only a few enthusiastic 

minority voluntarily demonsh'ated the peer-teachings, leaving the si lent majoriry 

for observation and a little discussion. In the light of the obj ective conditions, 

trainers worked throughout in large classes, and against the academic year which 

actually spanned fa r less than 10 months. Hence, it seems very 'difficult to think 

of any better practice in this respect, oWing to the class s ize and lime 

constraints .. 



Favourable views of the training sess ions were relatively less dominant 

(60%)regarding the content (Table 10). 

Here, we find 24% negative perceptions, and 10% undecided ones. About thrce­

quarters (76%) agreed about the presence of a balance between methodology and 

language practices, while 14.6% disagreed and 9.3% (14 respondents) seemed to 

hes itate. A larger proportion (58%) tended to favou r the sess ions for 

considerati on of their areas of concerns . Yet, 27 .3% were opposed to thi s view, 

while 16.67% (25 respondents) have undecided. Similar patterns were observed 

in the other items as well (refer appendix I, Part 3, No. 9- 14). 

On the other hand, negative views were more general in the interviews regarding 

the relative focus made on language practice and methodology training. It was 

generally felt that the development of English proficiency was still lacking il·OIll 

their professional tra ining, relative to the classroom techniques. This view 

could be seen in re lation to the trainees opinions of and reactions to the LP part 

of the syllabus as well. 

Other aspects poi nted out of the classroom practice were awareness of the 

sessions' aims, context of sessions, and followup, which in general gained a 

predominant positive view (83 .3%) (appendix I part 3, No . 12-14). 

On the whole, trainees' responses in the questionnaire regarding the actual 

process of classroom train ing were largely positive 
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4.4.2 Supervisory Approach 

Student-teachers views and opinions of their supervisor-supervisee experiences 

during the 2-3 weeks long live-teaching pract ice were attemptedly assessed 

through a 12-item questionnaire. 

Here, the subjects involved were 82 participants who had taught English, either 

in the self-contained or normal classes . Only 5 of these indicated to have been 

supervi sed by TEFL instructors; 30 by other instructors; 36 by the regular class 

teachers, as I I did not identify. 

Tab le I I presents the resu lts of the summarized data; ;·espondents were 

categorized as holding favourable, unfavourable, or undecided view of the 

supervisory approach (on the overall). 

Table II . Subjects Responses on Supervis ion Practice 

Favourable Unfavourable Undecided 

No % No % No 

38 46 .34 37 45 .1 2 7 

It can be observed that uniform propol·ti ons of the participants reacted generall y 

in favour of and against the superv isory services, i. e. 46.34 and 45. 12 percents 

respectively. In particul ar the majority (70: 85 .36%) indicated that thei r 

supervi sor-supervisee experiences generally involved criticising shortcomings in 

the lessons and sugges ting improvement. Parallel to this, a considerab ly 11igher 

% 

8.5 
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proportion (52: 63.4%) indicated the absence of collaborative and supportive 

inter-relations (appendix I, Part 412) . 

On the other hand, the participants overwhelmingly (87.8%) approved that their 

supervIsors were sensitive to their personal concerns regarding teaching 

procedures; whereas a small proportion (19.5%) described their approach as 

rigid and uncompromising. While a popular view (87 .8%) indicated getti ng 

objective feedback on instruction, a considerable proportion (46.34%) still 

generalized the feedback as being judgemental. FlIliher related to this, the 

participants more genrally (79 .29%) pointed out lacking encouragement for self­

evaluation of their performances. 

Respondents' views more widely varied on the extent of the supervisory follo w 

up, and on the professional value of the experience in general. 56 .1 % indicate 

gaining encouragement towards continuous professional development; 36.58% 

contradic this. Similarly, 63.41 % confirmed making successive and productive 

interactions with their supervisors; thi s was not true for a 37 .. 7 1%. On the fin al, 

43.9% claimed gaining suffici ent professional experience; 51.22% implied the 

contrary view, however (appendix: same) . 

Moreover, it was perceived by 39.02% that the ultimate purpose in supervision 

tended to be more of evaluation than train ing. This view was opposed by 

another 31.7% and 'undecided' views were also as prevalent (26.82%). 

Finally, about half (51.2%) revealed a concern about getting a favourable 

evaluation of their teaching, whereas 41.46% appeared to be optimi st ic about 

this (appendix: same above). 
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From the interviews, discussions and personal investigat ions, it was observed 

that the student teachers had made limited interactions with the ir supervisors. 

It was generally fe lt among student-teachers that thei r contact sessions were too 

inadequate to reveal a teacher's strengths and weaknesses . Many did also 

complain about the unfavourable implicat ions of engaging with a supervisor who 

is not speci alized in the particular subject. Under such conditions, it woul d thus 

be difficult to assume an effective supervisory role, and thereby an obj ecti ve 

feedback and a reliable evaluation. This apparent problem is compounded with 

the efficiency of professional experience one coul d claim in a brief 2-3 weeks. 

Student-teachers generally and rightly complain that the duration of live­

teaching had been very inadequate for effecti ve practice and refl ect ion . Though 

this was felt among their instructors to.o, the problem was learnt to be that most 

schools in the town resumed Amharic-medium instruction, which made it 

inaccess ible for the trainees all of whom were trained to teach in Oromo. As a 

result, the trainees had to practice in alternate two weeks of the planned month in 

the few Oromo-medium schools which can not accommodate all. The other 

solution sought was to assign the shldent-teachers in grades 5 and 6 of the 

schools to teach English and Amharic subjects. 

4.4.3 The Assessment Practice 

An investigation of the practice of assessmcnt in the tra ining has been attempted 

through survey of related documents (tlte assessmen t forma ts), and discuss ions 

with instructors and the students of teaching/prospective teachers. 



As every form of the observation revealed, the practice of assessment of trainees' 

apparently falls far below the desired expectat ions, and that of the syllabus. 

From the assessment instruments suggested to be employed in assessi ng trainees' 

performance, written examinations accounted the most part in the continuous 

assessment; whereas trainees have experienced no oral test, and no guided-

reading ass ignments. Whil e they have done some written assignments, these did 

not however engage them in reviewing (surveying and evaluating) materials for 

teaching/learning. 

Concerning assessment of professional action , as it has earlier been noted, a 

minority group could demonstrate the peer-teaching tasks; and moreover, the 

two-weeks long live teaching has been found as insufficient" for practice on the 

part of the trainees, and for supervi sion and assessment on the tutors' part. 

Besides, the traditional format for the assessment of teaching practice (refer 

appendix III) is not especially meant for observation and/or assessment of EFL 

teaching. In this way, the content of the checklist also lacks many categories of 

professional skills that need to be assessed in EFL teaching practice (compare 

appendix IV). Whereas performance is to be rated from 1-5, the criteria for the 

judgement does not seem to be so explicit, either to the trainee or trainer, to 

indicate whether-and-how well a certain skill is performed . 

Under such conditions , it is clear that the assessment had mlich more theoretical 

(awareness testing) than practical (action tes ting) orientation . The prospective 

teachers, on the other hand, generally tended to follow that what they hacl been 

through was all that they could afford to have clone within the scope of the 

generali sed training. Hence, it is questionable that the trainees rated their 
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competencies as EFL teachers as adequate throughout, while they still seemed to 

indicate not hav ing in tensive TEFL preparation part icularl y in terms of EL 

communication skill s, materi als review, and referent ia l reading. 

Moreover, the tradition of grading system was disfavoured widely among 

trainees in that the cut-off points for raw marks have remained same over the 

years, which makes it difficult to respond sensitive ly to group norms and the 

changing conditions of teaching/learning. 



CHAPTER V 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

5.1 Summary of Major Findings 

The assessment of trainees ' perceptions of their TEFL preparation has been 

attempted through investigating their conceptions of teaching and of themselves as 

prospective EFL teachers; their perceptions of the English syllabus, and that of the 

approach in their actual training, 

Accordingly, about half proportion (53,3%) of the candidates were found as having 

the desirable perception for teaching and the preparation it requires , Many others 

(42%) yet seemed to manifest undesirable bel iefs about teaching and its profess ional 

preparation, Trainees more generally tended to rely on previous schooling and/or 

later on-the-job experiences than on form al preparation for teaching, which implied 

a less valuing of pedagogical (methodology) training, 

The trainees' attitudes towards being/working as a teacher, and a teacher of English 

in particular were found as dominantly favourable, though the positive tendency was 

less pronounced in the latter case (76%) than the fonner (82,0%), The distinction 

was morc clearly revealed in trainees' extended views, spoken or written, It was 

evident that candidates' inclinations for the profess ion were mostly associated with 

employment motives; whereas, they largely seemed to lack the affection and/or 

confidence for taking on the role as English teachers, 
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Regarding preparing as subject-generalist teachers and working in the self-contained 

classrooms, the participants' views were quite exclusively negative. In the 

questionnaire, favourable views (49.3%) tended to outshine negative ones (39.3%) 

to some degree. In their extended views, the trainees were generall y and strongly 

opposed to the practice and goal of generalized training, and in favour of specialized 

preparation and teaching. The questionnaire might have fail ed to reveal the most 

accurate infonnation as respondents might have had hard times filling the items, or 

might even have cautiously provided restrained views . 

On the other hand, the participants nearly exclusi vcly (93 .9%) appeared to rate their 

ELT capabilities as adequate, after their two week long li ve- teaching practicum. 

Still, knowledge of teaching methods and instl1lctional English were more generally 

raLed as only somewhat adequate than very adequate. Observations, on the other 

hand, witness that the prospecti ve teachers' manifestations of their capabilities was 

largely far below the expectations . 

Regarding the English syllabus, trainees widely (78.67%) seemed to favour its 

underlying principles and value the aims as relevant, as they so did in the 

interviews. The LP section was seemi ngly favoured by aro Lind three-quarters 

(76.67 %) in the questionnaire. Yet, trainees largely and strongly complained in 

their extended comments that the material's usefulness in upgrading their English 

proficiency is below their expectations . The ELT methodology sec tion has 

accordinglx-gail1cd positive perGeptions-(79:3%-). ExceprtoT tIre s-equence of its 
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contents and controversy regarding translaLion , complaints were relaLively unevident 

here. The syllabus materials seem to have been highly rated more especially with the 

factor of motivation and the learner. On the whole, the English syllabus, by and 

large, tended to be positively perceived on the part of the trainees. 

On the other hand, trainees' views of the approach in their classroom training 

seemed favo urable among a considerable majority (79.3%) . The training sessions 

tended to be more particularly favoured for affective-interactional aspects (85.33%). 

NegaLive views of the classroom pracLice generally poi nted to .lack of individual 

opportunities for peer-teaching, and inadequacy of focus gi ven to English language 

practices. Generally, trainees' opinions of the actual classroom training process 

seemed largely favourable than otherwise. 

The approach of supervisioll on student-teaching practice generally seemed to be 

favoured, and disfavoured by uniform proportions of participants (i.e. 46.34 and 

45. 12 percents respectively). Yet, it was overwhelmingly (85 .36%) indicated that 

the approach generally involved criticising of shortcomings in lessons and then 

giving suggestions for improvement. The absence of co llaborative and supportive 

inter-relations was accord ingly (64.4%) implied; though the trailiees seemed to hold 

positive view of thei r interpersonal relations. Unfavourable views of the supervisor­

supervisee expcriences especially noted inadequacy of contacts, which were not 

va lid enough to reveal strengths and weaknesses in thei r teaching. The student­

teachers also felt that their two-week long live teaching could not allow them for 

effecLive practice. Persona1 inves tigations also confirm these views. The observed 
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variation among participants' reactions to the experience would not be surprising as 

they were engaged with supervisors within a wide variation in qualification, 

specialization, and experience. 

Furthermore, a survey of the assessment profile and convictions gained from the 

participants and practitioners of the program sugges ted that overall assessment of 

trainees did not match the underlying aims and objectives of the course. 

Particularly, the assessment practi sed was found deficien t of guided-reading works, 

oral presentation, and materials review. On the other hand, the partici~ants' positive 

(optimistic) description of their capabilities in respective areas (section 4.2.4) did 

not conform with thi s observation. 

5.2 Concluding Discussions 

The EFL teacher preparatory course offered at Adama T.T.I. in 1997/98 academic 

year was largely examined from the view points of the contemporary participants, 

and through personal observation. There have been observed certain descripancies 

(in some cases) between the results of the questionnaire, which were to serve the 

major part of the investigation; and data obtained through other forms of the survey, 

such as the interviews . To begin with, it is likely that respondents ge t more ease 

and scope to reveal thei r views when the meciium is uncontrolleci than otherwise (as 

has also been observed among the either forms of the questionnaire itself). Equally 

important, respondents might also feel unsecured to overtly indicate their views, by­

passll1g the attempts made to convince them of the purpose of the inquiry. 
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Interviews, however, provide the b elter access for accurate information, that may 

be inferred thwugh extending and informalizing di scussions . On the other hand, 

respondents might bulk-size the questionnaire against the time they have for study; 

and thus nlight work thwugh the pages hurriedly, and hence inaccurately . Orelse, 

as observed on the pilot study, some might even duplicate from one another. 

Therefore, the questionnaire results were often traingulated with paralleled surveys 

through interviews (that also included their instructors), personal observation , and 

survey of relevant documents . In the light or current trends (convic tions) in the area 

and the objective conditions of teaching in the country, the following terms of 

conclusions can poss ibly be reached regarding the program and the would-be 

teachers within the scope of this study. 

The observed tendency for trainees to conceive the art of teaching as one to be 

possibly acquired from previous school experi ences, and/or t? be inevitably learnt 

on the job conforms wi th earlier global observations (e .g. Book et aI., 1983) that 

prospec tive teachers maintai n low expectations fo r the profess ional knowledge 

aspects of their fonnal preparation. Such traditional views of teaching are bound to 

have unfavourable implications on the candidates' motivation for serious 

professional study. Moreover, social norms communicated by the general public 

often have that primary school teacher training is placed at the lowes t rank among 

institutions of higher learning. Such existing ethos of low-es teem for the T.T.L 's 

nlight reflect an awareness Ul at they are the last opportunity for lligh school leavers, 

who might possess lower academic talents than is actually required for the demands 

of the-training. 
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The candidates' motivation for entering the training program did not seem to come 

from having the professional in terest but from obtaining employment opportunities . 

It is possible that they would change their careers if they found other alternatives, 

as they might have made other career training choices if they had been able to. A 

similar observation has been nOled in the Kenyan context (Maranga, 1993) where 

candidates are recruited into training and consequently into teaching profession, 

regardless of affective requirements. The present observation can also be 

corresponded with that of Book et al (1983) in that many candidates revealed 

uncertainilies about their stay in the profession . 

More seriously, the participants were observed as manifesting relati vely low 

inclination and profess ional expertise in the teaching of English. As 'they were not 

especially trained as English teachers, and had not been selec ted on this basis, it 

would be difficu It to imagine graduates appropriate for tJle demands of EFL 

teach.ing in the schools. Moreover, in a trai ning which practically spanned less tJlan 

ten months, it is not easy to make candidates sufficiently equipped with the required 

skills in the English language itself and in EFL teach.ing methods. This becomes all 

the more serious in the objective conditions that many school leavers arrive on 

training courses with inadequate basis of the English language. 

On the other hand, any explanation regarding the EFL teacher preparation has to be 

given in a global view of the generali sed training. No t only did the participants 

percei ve the scope as too ex tensive to allow for qualitative preparation, but also they 

strongly favoureo specialised training and teaching in the subject areas of their 
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interest and skills. Under such conditions, it is obvious that the task of preparing for 

EFL teaching becomes a formidable challenge especially for those who might 

favour training in subj ects other than English. Even for candidates whose favourite 

school subject was English and who might decide to become English teachers, it is 

possible that the demands of generali sed training affec ts the' intensity of prac ti ce 

they make in the specific area. 

Regarding the question of subject-matter knowledge for the se lf-contained 

classroom teacher, the theoretical assumption has been that the scope and dep th of 

elementary school subjects cannot go beyond the reach of regu lar class teachers. 

Nonetheless, intensi ve training of such teachers has been observed as unpracticable 

even in four academic years (e .g. Gough, 1982). In tlus case, it is not difficult to see 

the implication in the Ethiopian context where generalised preparation is to be 

ensured in onc acadenuc y<::ar, and with trainees [or whom English is only a foreign 

language. It appears from this observation that the prospective teachers' lack of 

desirable professional at ti tudes and capabili ties for EFL teaching in particular is 

partly attri butable to the scope (goal) of the training program. The existing trend 

not only disregards candidates' indi vidual skill s and interes ts, but also lacks 

sufficient duration for intensive preparation. 

In such conditi ons , it is possible that graduates who are not we ll prepared in all 

areas (including EFL teaching) may neglect the areas in which they lack 

competence, which brings about inbalance in the school program (e.g. from non­

qualitative EFL teaching). Certain other observations (Teshome, 1998 ; Shenkute et 

aI., 1.298)Jlave-also noted, in one-waY-Dl~anether, the-lackuhffiCllCYand releval~ 
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of such train ing programs for the demands of the self-contained classrooms. 

On the other hand, it is obvious that the success of any teaching or training program 
derives from, among other things, the curriculum and the conditions for its 
implementation. Accordingly, it is agreed that learning would be enhanced when 
instruction is geared to the learning needs, abilities, and interests of the learner. In 
this view, the EFL teaching course can be examined in terms of contents-language 
and methodology lessons, and process-the approach followed in delivering these 
lessons. 

To begin with, it appears that the aims of the course are comprehensive in scope, 
covering a wide range of professional learning needs for the EFL teacher. The 
educational philosophy underpinning the course also conforms with current trends 
in the area, with the emphasis placed on practical and experiential trainings, and for 
an active learner role in language learning. 

Vis-a-vis the English language demands of the trainees, the syllabus seems to be 
inadequate in terms of language inputes and the practice activities. It may be that 
the candidates' previolls mastery of the language fell below the expectations 
assumed in the design of the course. The clear fact was however that the trainees 
practically required much deeper and broader practice of the language forms than is 
provided in the syllabus. The grammar points and the language ski ll s development 
(especially mading and writing) are meant to reflect those in Grades 1-4 syllabus; 
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yet it is empirical that the teacher needs to gai n hi gher level of language awareness 

and skill than he/she is to provide for the school pupils. Moreover, as the subjec t 

matter of the texts derive from the school grades levels, they are not pitched at the 

right level of maturity and educational level for the trainees . 

In thi s way, it is unlikely that teaching candidates are competen tl y prepared as 

model users and a source of information about the language. TIle adverse effect is 

thar such teachers can produce unfavourable ani tudes towards the study of the 

foreign language in their students. 

With respect to the methodology practices, dissatisfaction on the pm"! of the trainees 

seems to address the sequencing and organisation of content. This might be in 

terms of promoting linear progression of learning, sign pos ting or advice necessary 

to make it easier for effective exploitation of the materi al. It is also worth-noting 

that the worth of certain teaching techniques like translation and the use of the 

mother tongue in EFL instruction is not clearly indicated. The material totally 

discourages the employment of these techniques, whereas the 'practical implication 

seemed unjustifiable to the trainees and their tu tors alike. 

It then appears that the sy llabus owes much of its widencd acceptance to the 

teaching/learning procedures it utilizes, which considerably reflect features of the 

communicative approach. It deserves the strong recognition for allowing 

autonomous learn ing and involving lively communication and interaction. The tasks 

and acti vities-are evidemlyfavourabJe for Clarity of instructions and objectives, and 
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holding the allention of the learners. Moreover, the emphasis laid on practical 

activities in the treatment of methodology seem to have been valued (as it is 

valuable indeed) for the process and purpose of the training. 

The syllabus deserves to be rated same for the relevance and adequacy of its 

contents, but for the English language practice activities which over emphasize 

language use than the usage aspec t, with unlevelled treatment of the various skill s. 

This suggests that the trainees and trainers ri ghtly underlined the need for 

supplementary learning/teaching resources and activities . Otherwise, it remains 

quesLionable whether/how the syllabus can achi eve the intended aims especially 

with reference to equipping the trainees with the required knowledge and skills of 

English. 

On the other hand, it is often proposed that teacher educators, aiming to ensure 

maximum effect in the teaching time available, need to make their approach more 

sensitive to trainees ' current learning and future teaching contexts . In'line with this, 

certai n implications could be drawn from the implementation of contex t-sensiLive 

and trainee-oriented approaches in the process of training. 

It appears that indicators of favoured practice have been successfully displayed in 

the training classroom with respect to affecLive-interactional aspects. This was 

more especiaJJy in the presence of productive interaction and trainee participation, 

~ and a rela:ted atmosphere that-recugnizeSlrrrhl~ie\Vplfinrs:-Knnuch a-s class 
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size and classroom conditions allowed, such a participatory approach to teacher 

education is said to be more effective than one in which trainees listen to received 

wisdom (Porter et aI. , 1990; Bax, 1997). It should also be noted here that elements 

of the classroom practice such as variety of activities and learner involvement are 

attributable to the presence of the respective fea tures in the design of the course. 

It also seems generally evident that the methodology of training refl ected the 

methods trainees are instructed to use as teachers in the schools. Such practice 

becomes appropriate as it is favou red that teacher preparation process be made more 

closely parallel to the type of teaching expected of the participants. In other words, 

it sugges ts that the trainers practiced the methodology they preached in aspects of 

the training process. 

The above encouraging fea lUres of the actual practice hence indicate effective 

implementation of the syllabus on the part of the trainers. This may follow that the 

practitioners of TEFL (all but one) are specialized in the fi eld , and were generall y 

observed to be up-dated with the communicative approach. 

On the other hand, it is to be emphasized that the trainees could not get productive 

experi ence of profess ional action. The training sess ions did not allow for individual 

opportunities for peer-teaching to experiment with the suggested techniques. The 

trainees' experi ence was largely limited to observation of model demonstrations, 

which can not provide suffi cient element of experi ential learning. Moreover, the 

li\l~teadlin g pmctice, which lasted-for brief 2--weeJ.,.'S~wa"S'lDrf01IlYd adequate to 
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give an effective professional experience. A similar observation has been noted by 

Ambissa (1997) in which graduates complained about lack of opportunities for peer­

teaching. 

It seems that constraints of time, class sizes and training man power could not allow 

for individual peer-teaching demonstrations; whereas the limited duration for live­

teaching was owed to deficiency of schools which offer Oromo-medium instruction. 

It should be noted that only schools could provide the opportunity to watch 

exemplary practitioners, to practice class teaching and to experience working in 

schools. Under such conditions, it becomes very difficult to assume that the 

prospective teachers are prepared with a broad base of professional knowledge and 

experience, which requ ires extensive practical experience other than awareness 

raising. One study on the practice at Awassa T.T.l. (Shenkute et a!. 1998) similarly 

poi llts out lacking of sufficient practical ori entations. 

In addition, the limitation in the duration of live-teaching did also have 

unfavourable implications on the extent of supervisory services desirable for the 

profess ional development of the studen t-teachers . Unsuccessive supervisor­

supervisee confrontations, which were maximally doubled, became too inadequate 

to effect a producti ve professional assistance and a reliab le practical assessment. 

Ambissa (1997) similarly reported dissatisfaction of former graduates with 

inadequacy of interaction with, and feed back from supervisors on teaching practice. 

The supervisory approaches were also generally described as directive or overtly 
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prescriptive, which implied the absence of collaborative and supportive 
interpersonal relations. Experience during the live student teaching has shown that 
the student-teachers were engaged with supervisors who were not speciali zed in 
EFL teaching. Under such factors and within limited contacts between both agents, 
it is not likely to see supervisory approaches and services that will lead to 
profess ional growth and result in positive supervisor/supervisee experiences and 
outcomes. 

On the whole, the practice made by and, correspondingly, the assessment made of 
the trainees had much more theoretical (of awareness) than practical (of action) 
orientations. Even then, varieties of modes of assessment were not utilized that 
enable the different aptitudes and abilities of trainees to be demonstrated. Without 
involvement of the spoken language and reading works, it is not possible that the 
assessment fulfi ll s the underlying aims and objectives of the course as a whole. 
Here, lack of TEFL reading materials was observed to be one hindering fac tor. 

The fina l analysis of the observation reveals that a combination of multi-factors 
explain the difficulty of the program in producing effec tive .EFL teachers for the 
schools: 

incapability of entering candidates vi s-a-vis the expec tations and demands of 
the EFL teacher preparation. 

incompatibility between the duration vis-a-vis the scope of the overall 
training. 

j nefficiency of TEFL manp-ower and materia l (reading) resources vis-a-vis 
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the size of the trainee group. 

In conclusion, it is acknowledged that the status (of training) has marked a 
remarkeable progress in the approach to FL teacher education (which closely 
corresponds to the ' reflective model'), and that to FL teaching (featuring the 
communicative approach). Nevertheless, the trend could not make the desirable 
impact owing to the nature of the student group and the conditions of training. The subsequent implication would be that the quality of EFL instruction 'will suffer at 
the early stage, unless serious cons ideration is given . 

5.3 Recommendations 

On the basis of the conclusions arrived at from this case study, the following 
recommendations are forwarded regarding the EFL teacher preparatory program at the particular setting, with their possible implications for respecti ve programs in the 

country. 

1. Siuce the admission criteria allows candidates from below-average 
achieving groups of the school-leaving population, it is likely that they 
have correlative level of achievement in the English language. In this 
tradition, it is needed that such programs make a pre-assessment of the 
candidates' Engli sh language learning needs to find ways for upgrading 
their standard by focu sing on their areas of weakness. 

2. Parallel to tlus, since candidates often arrive on the training course with 
poor mastery of the foreign language, the content of the LP materi al needs 
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to be enriched by incorporating much more levelled grarrunar exercises 
with sufficient language inputs. Or else it requires the instructors to 
supplement the material with activities tha t focus on English language 
usage other than use. The development of reading and writing skill s 
should also be uplevelled accordingly. 

3. The provision of sufficient language and methodology awareness calls for 
the availabili ty of linguistic and TEFL read ing resources. It is essenti al 
that the library is made to host relevant reference materials so as to 
fac ilitate the assignment of guided-reading works and oral presentation. 
Raising awareness of methodology further helps to overcome any 
misconcep tions about the art of tcaching which are bound to diminish pre­
service teachers' valuing of methodology train ing and to foster at ti tude 
change. 

4. [n the shortage of training manpower and large class size situations, it is 
barely possible to provide (accollunodate) qualitative instructional 
programs such as effec ti ve group work, personalized tutorials and 
clerkships. Therefore, there is an evident need to assign more TEFL man 
power that could effi ciently serve the trainee population within the 
available time. 

5. The task of prov iding trainees with the des irable professional experience 
demands much more extensive teaching practice than is customarily made. 
Organising group peer-teaching demonstrations could multiply individual 

opportunities to experience methodological procedures and techniques. On 
the other hand , to allow-fornm re intensified live-teaching prac tice, the 
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institution should find ways for reaching primary schools in the vicinity of 
the town to accommodate all the student-teachers. 

6. The current trend of subject-generali st preparation also entails that 
candidates are not particularly admitted to train as EFL teachers. The 
desired goal of effecting competen t teachers of English within the scope, 
and the need [or responding sensitively to parti cipants' concerns, will have 
drastic implications for policy directi ves. More profoundly, the basic need 
for ensuring intensive and qualitative preparation in EFL teaching becomes 
to be that of prolonging the duration of training, or else that of recruiting 
iI1lerested and qualified candidates for this purpose within the prescribed 
time. The latter alternative plan of action could be (as it is sugges ted 
elsewhere) that of offering semi-specialized preparation for employment in 
semi-departmentalized teaching situations. For instance, pre-service 
teachers may prepare either in languages/social studies or maths/ science 
major streams . 

7. In working with this trend, it is desirable that the criteria/requirement for 
trainees' admission, professional certification, and job ' recruitment be 
thoroughly revised on the long run. For instance, experience at one setting 
(Yitbarek, 1998) has favoured high school CGPA and entrance 
exal11.ination more than the ESLCE for candidates' selection. Informal 
observations also witness customary cases in which candidates adm.itted 
are entirely entitled to obtain profess ional certification and teach.ing 
positions. 

8. In order to build a more pos-itive-percepTion or the alln of subject­
llO 



generalist training [if the program is to proceed with the current goal) , it is 
also needed that the rationale for self-contained classroom plan of teaching 
be adequately incorporated in the professional courses. 

9. With respect to the contemporary graduates, it is desirable that their 
professional status be upgraded through arranging training workshops or 
in-service programs that especially focus on English language 
communication skills besides EFL teaching methods and materi als. 

10. The assessment of candidates' professional action should be made to serve 
a formative as well as a sununative function . To thi s effec t, the criteria for 
the judgement need to be made reasonably explicit to the trainee and the 
trainer alike, indicating whether-and-how well a certain skill IS 
demonstrated. 

The observation and assessment format suggested here (refer appendix IV) (adapted 
from Wallace, 199 1: 116/163) is intended to be used by putting a tick in the 
appropriate column under Outstanding, Competent, Inadequate, or Insufficient 
information. There is also a 'sununary grade' for each of the five main areas of personal qualities, command of language, planning/preparation, 
implementation/execution, and evaluation. These are graded on a three-point scale of Distinction (D),S ati sfactory(S), or Inadequate (1) for the purpose of formative assessment; and Distinction (D) , Pass (P) or Fail (F) for sununative assessment. 

The cri teria invoked in the judgement of tte--partlCLiTar categories can be specified 
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as, for e.g.: 

Category of presence/style 

Outstanding: 

Competent: 

Inadequate: 

Corrunanding presence; individual and positive teaching style. 
Good presence; no serious defects (e.g. ovt<r-mannered) in 
teaching style. 

Personality has little or no impact; teaching style is irritating, 
boring, etc. 

Category of questioning technique 

Outstanding: Ques tioning is highly relev<1nt, varied and stimulating. 
Competent: 

Inadequate: 

Questioning is appropriate, clear and keeps the lesson moving 
forward. 

Questioning is random, irrelevant, unclear, monotonous. 

Hence, it is recommended that the above format be adapted in the 
observation/assessment of EFL teaching practice as much as the objective 
conditions of time, manpower, and class size could allow. 
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Questionnaire Presented for Teacher Trainees, and the 
Distribution of Their Responses 

Code: [section/Roll No./Sex] 
Addis Ababa University 

School of Graduate Studies 

Institute of Language Sludics 
Department of Foreign Languages and Literature Questionnaire to Be Filled by Teacher 

Trainees at Adama TTl. 
General Direction 

The purpose of this questionnaire is to assess trainees' perceptions of the English teaching course offered as part of their preparation for the lower primary schoo ls. The information you provide will only be used for academic research purposes, and thus will be kept confidential. 

The questionnaire has fou r parts. There is no right or wrong answer for every item. Hence, you are kindly requested to give your accurate infomlCllion hones tly ane! thoughtfully. 

Please follow the instructions carefully at all steps. 
Thank you. 

Part One 
Following are va rious statements regarding your perception (view) of career preparation as a prospective leaeher of Engli sh in the lower primary schools. Respond to each statement by indicating your level of agreement/disagreement. To do this, mark an 'X' under one of the five altemative response scales correspondingly provided . 

SA = strongly agree Und = undecided A = agree D = disagree SD = strongly disagree 
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Response Scales Statements 

SA A Und 0 SO 
l. The art of teaching is an extended form of parenting 

or nurntring. 
98 47 I 6 2 2. I already have sufficient understanding of teach ing 

from my previous schoo l experience. 45 66 5 29 7 3. Teaching is inevitably learnt through experience on 
the job. 

63 46 6 25 5 4. I will have much to learn about teaching during the 
training. 

97 42 3 4 4 5. I am concerned much about the subjects I will teach 
rather than methods of teaching 49 42 8 33 16 6. The professional aspects of teacher education will 

,~ 

probably not be worthwhile. 
7 9 10 48 76 -7. Teacher education has simple access, demands easy 

work, and has minimum academic value I 7 7 45 88 

j 
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Response Scales I Statements 
SA A Un D SD 

d 
8. The cand idates domi nantly come from those 

with below - average abili ty and interests in 4 I I 14 53 71 academic pursuits . 

9. I joined the insti tute because I wanted (liked) to 
be a teacher. 

11 0 31 3 5 -
10. I joined the institute because I didn't have any 

other altel11ative fo r employment. 12 21 8 55 52 II. I don't think I wi ll continue working as a 
teacher. 

18 26 18 54 29 12. I am sure I will find teaching a satisfy ing 
profess ion. 

66 62 I 17 6 *13 . I don't know yct whether I really want to be a 
teacher. 

9 10 
14. I tend to develop more positive att itudes 

towards teaching on the training. 112 37 1 - -15. English was my favourite subject at school. 71 60 4 13 2 16. English is my favourite course in the training. 

44 64 14 , 28 1 17. I want to teach Engli sh during the live-teaching practice. 
46 67 8 27 2 18. I'd li ke to be a teacher of Engli sh when I 

graduate. 
56 56 13 24 I 19. I hope to teach English successfully in Grades 1-4. 
57 i 65 10 12 3 

12 0 



Response Scales Statements 
SA A Und D S 

D 20. I am especially concerned about being 
competent in teaching the Engli sh subject in 
the self-contained classroom 16 25 12 50 46 

21. Teaching in the self-contained classroom 
allows for the need (0 suit instruction to 
individual abilities and interests. 40 45 45 16 4 22. The teacher in the self-contained classroom is 
in a good position to help pupils understand 
the interrelatedness of subject-matter fields. 

35 50 45 15 5 23. I will have sufficient preparation in all the , 
content areas and methods of teaching. 28 50 22 17 15 24. The generali zed training becomes too extensive and unmanageable. 

30 35 15 40 30 25. I favour preparing to teach in the self-contained classrooms. 
9 II 7 52 71 26. I'd prefer to specialize in the teaching of 

subject areas of my interests and skills . 86 37 7 12 8 

* This item was not included in the analysis. 
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Part Two 

This part of the questionnaire generally refers to the syllabus of Praeti cal English Teaching 

that you use for Engli sh teaching course. 

The questionnaire has four sections. The first section is about the underlying rationale for 

thecourse. The second and third sections focus on the parti cular features of the Language 

Practice (LP) and the Methodology materials, accordingly. The last section (IV) then refers to 

both materials in general. 

Hence, indicate your view regarding every statement orthe particular feanlres of the syllabus, 

in the same way as you did earlier. 

N.B.:- SA = strongly agree; A = Agree; Und = Undecided; 

D = Disagree; SD = Strongly Disagree 

Statements 

Section 1. Course Rationale 

I. I best leam to teach by performing (practi cing) 

teaching 

2. How I leam in tTaining is as important as what I 

leam. 

3. The aims of the course are spell out so that I have 

a clear direction of training 

4. The aims of the course are relevant to the scope of 

my profess ional learning needs. 

Section II. The Language Practice Material 

I . The objectives of the tasks and activ ities are: 

1.1 Clear 

1.2 Specific 

1.3 Attainable 

1 2 2 

SA 

42 

69 

39 

47 

52 

49 

53 

Response Scales 

A Un D SD 

d 

84 15 9 -

66 17 9 -

, 

63 19 25 -, 

65 17 12 -

78 8 6 -

67 19 10 -

68 I I 6 I 



Statctl1l!nts 
SA 

2. Tht: tasks and activities are: 

2.1 a(k:qllat~ enough to realize: the objectives. 47 

2.2 appropria10 to my ieaming ability. 48 

2.3 suit\!d to my leaming preferences and slyks. 
~ 

48 

2.4 motivating and enjoyable. 53 

3. The introduction, practice and recycling ofncw bnguagl;; it(:Jll .-; 

is shallO\v enough lor my learning. 

63 

4. The units and exercises are connected in tCI111S of topic, skills 

development , or lcxicallgramllluticul progression. 

52 

5. There are suflicient 0ppo!1unities (exercises) to practice English 

so that I can consolidate etfecl ively. 

31 

" 6. I have found the materiul a useful resource for my \nl1guagc 

improvt:::n lcnt. 48 

7. I find the material to be below my cc\ucatiollnllevcl. 

6 

8. I can develop lht! requ irt!d knowlt':dgc and sk:lls of English (to 

teach in Grades 1-4) using this material. 

36 

Sec lion ill. Melhodology Bool< 

I. Th(: object iv(:s of the tasks and activit ies an;: 

l.l Clear 61 

1.2 Speed!c ~ 54 

1.3 Attainabk 54 

1 23 

Response Scales 

A Und l) 

61 18 17 

69 16 17 

85 7 II 

7,7 9 12 

72 7 5 

72 8 17 

72 14 28 

73 9 16 

14 13 60 

69 25 17 

73 6 9 

75 8 13 

72 9 9 

Sl) 

I 

-

2 

I 

3 

2 

2 

3 

26 

2 

-

-

-

\ 
I 

I 

I 
I 

I 



Slat~IIl(: nls 

SA 
2. The methodology la::;ks and activities arc: 

2.1 adequate enough to achieve the objectives. 

31 

2.2 appropriate to my learning ability. 38 

2.3 suited to my learning pn::lcrcnces and style::;. 
. 

36 

2.4 motivating and enjoyable. 40 
3. The sequence of the contents allows me for linear progrl.!ssion or 

learni.ng. 
28 

4. The marerial provides me with sunicient awareness of tl:e 
principh;::; ullCkrlying l.!Vl..!ry classroolll l(:chniqul,; . 

37 
5. It allows me to practice evelY acli vity in the context of Grade 1-4 

classrooms. 
6:1 

6. It is easy to use the classroom tcclmiques taught in large classes 
and with limited resources. 

38 
7. I can develop the required leaching skil!s and tt.::clmiqucs using 

this malcli a.l. 
39 

Section IV, !loth Ll' and Methodology 

I. The materials are clearly organised so that I can 
easily/eficctively c:\ploit them. 

22 

2 I find thl..! instructions so clear to give me sutlicient guidallc~. 

39 
3. I get enough allowflnce to work and learn on my own and \vith 

peers. 
67 

124-

Rc::;ponse Scales 

A Und D 

86 8 13 

85 7 13 

51 5 19 

80 14 10 
, . , 

77 12 22 

70 9 25 

66 5 ·11 

67 26 12 

86 4 13 
, . 

34 10 , 62 

89 9 6 

66 6 7 

, , 
\ . ~ 

SD 

-

2 

4 

2 

3 

-

2 

3 

I 

21 

I 

I. 



-
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Response Scales Statements 

SA A Und D SD 4. The tasks involve us in lively cOllulltmication and interaction. 

~2 79 8 II -5. What ] practice in the materials are likely to be rCJllclllbt:red or r~laint!d . 

63 74 4 7 3 6. I am impn.:sscd by thl.! layoll t of the boob (i.e. Illi" of lc\l and graphic malcriul). 
34 72 12 25 8 7. The materials make too many demands on my homework (preparation) time. 
19 58 15 44 8 8. The materials do not make IDly bias on my cullure, gcnc.kr. social class or lwtionalily. 

66 51 17 13 2 9. Thl: course: is coherent with otht:r professional courses, slIch 

I 
as psychology and pedagogy. 

68 67 5 6 3 I 
". 10. 1 tind the 11111eriD.\s complete enough to stand 0 11 their OWl!, not requiring me any supph.:::mcnlation. 

12 24 16 83 IS 

Pk~ase add ~Uly other inlonnation (problems, cOlllments, or suggestions) you would like to give regarding th~ English teaching course materials. 
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Part Three 

This part of the questiolUlaire specifically refers to the actual classroom practice in the English teaching course. Drawing on your classroom experiences, ind icate your own view on various aspects of the training by responding to each statement in the same way as you did earlier. 

The alternative response scales are accordingly : Strongly agree(SA), Agree (A) , Undecided (Und) , disagree (D), and strongly di sagree(SD). 

Response Scales Features 0 f Classroom Learning SA A Und D SD 
I . There is product ive interaction and trainee 

participation during the sess ions. 9 1 57 - - 2 
2. There is a relaxed atmosphere, conducive to 

leaming, in which our thoughts/ideas are 62 70 9 3 I 
encolH·aged. 

3. Due concern is given for our long-term 
personal gmwth and professional development. 40 7 1 20 18 2 

4. We are allowed for occasional discussion on 
opposing or different viewpoints and ways of 4 1 82 12 II 4 
doing things. 

5. The recommended techniques of teach ing are 
accordingly d isplayed in actual process of our 98 50 1 1 -
training. 

6. classroom work is fairly adjusted (0 our 
preferred learn ing styles. 26 9 1 9 19 5 

7. We'll have varieties of activities and pacing to 
work according to ollr ab ilities. 24 75 19 20 10 

8. We learn target appmaches through 
experiencing them, rather than simply hear 39 91 3 16 -
about them . 

9. We have a balanced practice of methodology 
. and language components (60 and 40 percents 38 76 14 20 2 

respec ti vely). 
, 



·- -

Response Scales Features of Classroom Learniug 
SA A Und D SD 

10. The practices we make are regularly made relevant 
to our ares of concern. 17 70 25 35 6 

I L The activiti es and key points of the sessions can be 
used by ourselves in future cooperati ve 
development. 

36 60 17 36 4 
12. We are regularly made aware of the a ims of the 

sessions. 
60 73 10 5 2 

13 . There is a regular/follow-up evaluation of our 
achievements. 47 77 4 22 3 14. The practice in each sess ion forms part of our long- 43 77 15 13 3 term process of training. 

Please add any other information you would like to give (prob lems, remarks, or suggestions) 
regarding the goal and process of training . • 

Thank you. 
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Part Fonr 

This questionnaire is to be filled by student-teachers who have taught the English subject, 
either in the nonnal classes or the self-contained classrooms. It is intended to assess the 
student-teachers' reactions to the supervi sory approaches and services, and their subsequent 
perception of their own competencies as EFL teachers. 

Respondents are kindly requested to provide the accuratc information of their own, for evelY 
item under the three sections, according to the respective instructions. 

Section 1. Preliminary Information 

Underline your accurate option. 
Your sex: Male/Female 
Grade you taught English: 1/2/3/4/5/6 
The classroom type: Self-containcd/Nonnal Status of your supervisor: English courS0 illSt,.uctorl other course instructor/class teacher 

Section II. The Supervisory Approaches 

Following are various statements regarding the supelvisory services you gained for the 
teaching of English. Indicate you r level of agreement/disagreement about each statement by 
marking an 'X' under e ither of Strongly agree (SA), Agree (A), Undecided (Und), Disagree 
(D), or Strongly disagree (SD). 

12.S 
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Statements 
SA 

- -_. 

1. The supervisory approach generally involves 

criticizing shortcomings in my teaching und 

making suggestions for improvement 38 

2. The approach is generally collaborativc and 

supportive of my practice of teaching 10 

3. Supervisor shows sensitivity to my own concerns 

regarding teaching procedures. 32 

4. Superv isor's approach is regid and 

u ncom pro mising. 
4 

5. Feedback is given in [he most objective manner 

poss ible. 46 

6. The feedback is generally judgcmental 12 

7. I was encouraged for self-evaluation of my 

performance 4 

8. I was encouraged tOW2.raS Inaking continuolls 

pro fessional development 16 

9. We 111ake productive interactions at sliccessive 

occaSSlOns 10 

10. The supcrvision tends to be mor eof evaluation 

than training in its goal. 6 
.-

11. I have gained sufficient professional experience 

during my practice of teaching 16 

12. I alII conccrncd about getting a I" vou rabl c 

evaluation of my teaching 24 
-.. 

Response Scales 

A Un D 

cl 

22 4 4 

16 4 16 

28 6 12 

12 2 22 

26 4 6 

26 10 12 

15 2 41 

30 4 24 

16 4 36 

26 22 10 

26 10 26 

18 6 14 

l 
S]) 

4 

36 

4 

40 

---

-

20 

20 

6 

16 

16 

10 

20 

I 
I 

\ 
\ 

\ 



Section III. Self-perception of Competence 

The following is a list of scven characteristics desirable ii-om the teacher of English in Grades 

1-4. Altemative responses are then scaled from very adeguate to very inadequate . From your 

experiences of teaching practice, indicate how you would rate your own competence in each 

of the characteristic areas, by marking an 'X' under one of those alternatives . 

l. 

2. 

3. 

4. 

5. 

6. 

7. 

Very adequate (VA) 

Somewhat adequate (SA) 

Undecided (Und) 

Somewhat inadequate (SI) 

Very Inadequate (VI) 

Characteristic Areas 

Your knowledge of the aims, objectives, and 

contents of the Grade 1-4 syllabus, and the teacher's 

guides. 

Your knowledge of English language teaching 

methodology so that you can justify for appropriate 

methods in given situations. 

Your mastery of English to enable you teach in 

English and provide a good model of English for 

your learners. 

Your ability to motivate your students to learn and 

use English. 

Your ability to plan, implement and evaluate 

appropriate learning experiences for your students . 

Your ability to cater for individual differences 

among learners, including gender. 

Your ability to evaluate your own teaching 

performance and make appropriate improvements . 
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V S Un S VI 

A A d I 

l 
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ApPENDIX II 

Interview Topics with Trainees 

1. Motivations as Students of Teaching 

• What do you personally feel that you decided to train as a primary school 

teacher? 

• Do you ever have times that you fe el unmotivated to seriously involve in the 

programs of training. 

Can you explain about ( the origins of) such experiences ? 

• Do you feel that you won't n eed much to learn for teaching in Grades 1-4? 

• Do you fell that the professional learnings may not be as such worthwhile? 

• Do you feel that rewards/promotions are few/ unlikely on the profession? 

• Do you h ave times that you feel uncertain / hopeless about improving your 

English? 

• What any other associated factors? 

II. Approach, Content, and Goal of training 

• To what extent do your trainers practice ( in their teaching) what [ the 

methodology 1 they preach? 

• How do you observe the bala n ce between language practice and m ethodology 

training? Which component do you feel is still lackin g/wanting? 

• How do you judge your training in terms of practical experiences and 

theory? Which aspect do you find is more of relevance/valu e? 

• How do you see your learning experience in training as a subject-generalist 

teacher? 

\ 51 
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III. Self - Perception as Prospective Teachers 

• What is your own view of the criteria invoked in your admission? 
Have you found the demands of the training in any way different from your previous expecta tions? 

• What justification do you have regarding the need for self-contained classrooms at the primary level? 

How do you imagine yourself as a teacher in that situation? 
• Which subject/ s would you enjoy more to handle as a teacher? 

Do you feel any special concerns about teaching English? Why? 
• How do you view your future status as English language teaching professional? 

\ 
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APPENDIX III \ The Traditional Format for Assessment of Teaching Practice \ 

Da te ____ \ 

\ Adama T.T. Institute 
Teaching Practice Evaluation Format 

Student-teacher's Name _____________ Section ___ R. No __ _ School ___________ Grade Section 
Subject Period 
First/ second assessment) Tick one) 

Rema rk: 1. Perfo rma nce will be rated a long the markings provided. 
2 . The first and second assessments are each marked out of 100 % . 
3 . Fina l assessment will derive from a combination of the two out of 100 

0/0 . 

4. The result obtained will be expiained as Very Good, Satis facto ry, 
Inadequate, or Failure 

, 2 _ Voice 
~ .3. Motivations to teach I ~~--:-:-------+-------+--1--+---+--l!; 11C: ~4_. ~c~r_e_a_t_iv_i_ty~ __ ~ __ ~ ___ ~ ______ ~ __ +-_-+ __ ~ __ ~ ___ Iif i 5 _ Manner of accepting and answering r students questions 

,6 . Classroom management/ control 
17. Concern for pupils 

: 8 . Knowledge/mastery of the subject matter 
19 . Making use of advices a n d su ggestions 
'10. Time m a n agement 

133 
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ApPENDIX IV 

Suggested Format for Observation and Assessment of EFL 
Teaching Practice Teaching Practice Observation/Evaluation 
Schedule 

Tra inee's Name ____________ Class _____ Roll No. __ _ 
School _______________ Grade _____ Section ___ _ 
Lesson Period _________ _ 

Any furthe r relevant information about: 
Type, size , etc. of class ________________ _ 
Local conditions ( e.g. aids and materials available) ___ _ 

Occasion of observation ( 1't, 2nd .. . ) _ ___________ _ 

Summary Grades S Further ~, <:> « V 
~ ~'.v ' -". 

:;;: 
Comment <0 " sO'" S. -\-' ~ 'J ~ ·6 </ ..,-' 0- ' <>} tt -A ! ~ .;-.l 

'" ;j J .;: C) ;:. - ~ 

Personal Qualities 

1. Personality-presence, general style 

2. Ability to establish rapport 

3 . Voice-Audibility, ability to project 

I Command of Language 

: 1. Correctness of structure, vocabulary 

2 . General intelligibility including 

adequacy of pronunciation 

3. Fluency 
-,4. Sensitivity to pupils' level oflanguage , , 

\ 

\ 
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.. ~~-.;~ ~.;;J~ 

: Planning/ Preparation 
-

1. shape, balance and variety of activities, 

i 
timing i 

' 2 . Clarity , limitation and specification of 
, 
i , , 

aims and objectives 

3. Suitability of aids, materia ls, methods , , 
for level and type of class 

. 4 . Anticipation of d ifficulties I 

I ' Implementation / Execution 
! 

, 1. General class management 
,-- I 

2 . Presentation of materia ls : 
I , 

3 . Questioning: graded, directed, 
--I , 

, 

, a ppropriate r. Contmlled p,",ti,,, ,hocal indi"idual 
, 

.5. Awa reness and treatment of errors 
, , 

I 

6. Use of blackboard , 

7. Use of teaching aids/materials AI 

9. Smoothness of flow / checking of -r--- I 

I learning I 
I, 10.Involvement and encouragement of 

1 
learners , 

, 11. Achievemen t of aims/ objectives 

: 12. Ability to adapt and extemporiz -" 
I 

I ( if necessary) , 

13 . Understanding and handling of 
, la n guage features, text, dialogue, etc. , 

! 
of task s presented 

I 

14 . Time management: progress through , 

the less on, changes in activity, pacing, I 

~ etc. 

~ a-M";;';; -' • .-0 -



\ 

",~'. 

I Evaluation 

, l. Abili ty to evalu a te own performa n ce t 

2 . Ability to respond cons tructively t o 
evaluation from others I 

I 
, 

~ Summaarising Comments , 
I 

, 

, 

, 

I 

I 

, Overall assessment/ grade I Observer's s ignature & n a m e , 
I Formative : D /S/! D 
:summative: D LP LF ' 

Name: 

I , 
Signed: Da te : I ~11 4!W1!G·~'~v.:::::u:. "fl!!'l ;ii.!: 1 ... ::::::uW·'iIii"C"" ..!o~'g~ I ii!I;;;:;~ ;:;; II!; !I I a.: 
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APPENDIX V Bax ( 1997) Indicators of Good Practice in Context - Sensitive Teacher Education ~mm~~~~~~~~~ma&~~~~-~~'~~~~mR~~~~ Learning Principles Indicators of good 

I Aspect s of t eacher 
I e ducat ion 

Il.Affe c tive 

interactional 

I aspects 
I 
I 

I 

i 

I , 
I 
I 

2 . Aim s 
I 

A Trainees will lean better when 
involved as much as possible 

B Trainees will tend to learn 
better when they a re feel 
valued . 

C Trainees will tend to reflect 
more if occasionally 

challenged by oppos ing or 
different viewpoint a nd ways 
of dong things. 

D Teachers' classroom work is 
carried out in the wieler 
context of their personal 
lives , which must be taken 
into accoun t . 

E Tra inees will fed more 

practice 

Productive interaction I 
, and t ra inee participation I 

during the seSSIOn, a t a , 
cultura lly appropriate 

I 

level. 
~ 

A relaxed atmosphere, 
I 

condu cive to learning, in 
, 

which trainees' , 

experien ce is respected . 
Occasion a l a n d 
appropria te challengin g , 
of train ees ' Views, and 
prorrerin g of contrasting 
ideas and ways of doing 
things. 

a re allowed ~ Tra inees 

scope for long-term (. 
per son a l growth as well I 

as p rofessiona l skills and 
acquis it ion of knowledge . 

trainees a re aware of the 
involved and convinced if they a ims of the session . 
know the aims of the session . 
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,3. Structure Type 

of activities 

, 

F work should be ta ilored to 
trainees' preferred learning 
styles to ensure m aximum 
uptake . 

\ 
Analysis of trainees' 
learning styles and 
concessions to them. 

II~~--~~~~----~~--~~~~·--~--~~--~~~--~~~~---~ 
: Order of Activities G activities/ Pace should be Variety of ac:tivily and 

! Stru c ture of session 

:4. Con tent key 
; 

points i 
. to be addressed 

' Frame in which 
I 

Points are put across 

' Cul tura l aspects 

varied in an attempt to 
stimulate and suit everybody. 

H Learning is often effectively 
achieved if trainees experien ce 
he target approach, rather 
than simply hea r a bout it 

I Relevance is enhanced if the 
sessIOn 

tackles trainees ' areas of 
concern. 

J Relevance is er.i1anced of the 
session appears to relate 
directly to trainees ' 

K The trainer cannot know 
appropriate classroom 
beh aviour in their contexts . 

pacm g 

Elemen t of experiential , 
learning 

Tra inees' areas of 
con cern a re 

known and dealt with. I 
The frame in which key 

points a re discussed ;.; 1 
directly relevant to 
trainees' home 
contexts . 

t 
aco ruJOWOdt Trainees 

scope to declCle for 
, them selves appropriate ' 

So t rainees should be allowed classroom behaviou r. 
to do this to ensure 

appropnacy. 



\ 

1fI!'! ______ ;;;;:!!;;;;;;; ... = ;;;:;;;;;;; ___ ===._;;;:;;;_;;,.·· .. -_"'.· •• :r.:;!!O_I!:Ol;oJfIOi!ii;;;;;;0iili _ __ !~·~2 : Transferability L Trainees should be seen as The trainer take a 

,5 . Follow - up 

I 

potentia l tra iners themselves, wider View of trainees' ! 
in formal or informal settings. 

M Trainer and trainees benefit 

future roles . 
. I n f 

activities p a rticular, 

a nd k ey points of th e 
seSSlOn could be u sed 
by tra inees themselves I 

m future' co-operative 
d evelopment' . , 
Mechanis lTIS to ensure I 

from and enhanced awareness ' appropriate evaluation 
of th e session's a ims a nd of th e seSSlOn, with : 
achievements results availa ble to 

trainer and trainees . II~-=~--~-------r~~~~~~-----------r.=-----~~~-~--~ 
6 . Context N Learning is a long-term The session takes place 

process; educa tiona l change within an effective IO:lg-
may require extensive work. term program of 

teach er education. 



\ 
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(i:i';;;;;;;;;;:;;;~_"'"'";;;;;;:;;;:;;==='7';;;;;;;;;;;;;;;;;;;liibii=_;;;;;.~~::.,m;;m;r_w;;=ozF=_;O;;;iIIII_l;mlT''''R-·=~' I Tra n sfe ra bility L Trainees should b e s een a s The trainer take a 

I 

15. Follow- up 
! 

:6 . Context 

p o tentia l tr a iners th emselves, wider View of trainees' i\ 
in formal or informal settin gs . futu re roles . In 

M Trainer a nd tra inees benefit 

p articula r, a c tivities 

a n d k ey p oints of th e , 

sesSIOn cou ld be used 

by tr a inees themselves 

m fu ture' co-operative ~ 
d evelopmen t '. 1 

Mech a nis m s to ensu re : 
from and enhanced awa re ness ' appropr iate eva luation 
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APPENDIX VI 
The Aims and Objectives of the English Syllabus for Teacher 

Training Institutes 

1. Aims 

The course h as the following general a ims : 

1. To develop in the trainees a basic understanding of the principles of English Language Teaching based on current theories of language acquisition, 
pedagogic and the sociology and psychology of learning. , 

\ 
\ 

2. To develop in the trainees the ability to apply the principles of English Lan guage Teaching to the teaching of English in Grades 1-4 in different environments. 

3 . To develop the trainees' ability to predict, identify and solve the pedagogic and linguistic problems they are likely to encounter when teaching English in Grade 1-4 . 

4. To give the trainees regular opportunities to practise techniques and procedures in a controlled way so that they will become confident and competent teachers of English. 

5 . To develop the trainees' competence and fluency in English so that they will be able to communicate effectively in simple English and provide a good model of English for the learners . 

6 . To develop the trainees' sensitivity to individual learners and their needs to enable them to cater for individual differences . 

7 . To develop the trainees' sensitivity to gender issues and d ifferentia l teacher treatment of learners by gender. 



\ 

8. To develop the trainees ' ability to evaluate materials and procedures to enabl~ them to prepare appropriate lessons for the learners 

9. To develop in the trainees powers of self-evaluation and an orientation towards autonomous learning to enable them to evaluate and improve their classroom performance and proficiency in English after their initial training h as been completed. 

2 . Objectives 
The trainees should develop: 

1. A thorough knowledge of the a ims and objectives of the Grade 1-4 syllabus and the content of the textbooks and teacher's guides . 2. A sufficient knowledge of English La n guage Teaching methodology so that they will know what methods are appropriate in a given situation and why they are appropriate. 
3. A sufficient mastery of English to enable them to teach in English and to provide a god model of English for the learners . 4. The ability to motivate their students to learn and use English. 5 . The ability to plan, implement and evaluate appropriate learning experiences for their students . 

6. The ability to cater for individual differences. 7. The ability to use and, adapt the Grade 1-4 textual materials. 8. The ability to evaluate their own teaching performance and, where neces"ary, make appropriate improvements . 
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