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ABSTRACT 

In thi s study attempts were made to the extent to which EFL teacher education programme 
participants' hold a shared set 0 f beliefs a bout t he new E FL teacher education 0 peration and 
practices, and to explore factors that affect the proper implementation of the EFL teacher 
education programme practices in six university based EFL teacher education p rogrammes in 
Ethiopia in light of a constructivist paradigm by using both closed ended survey questionnaires 
involving 382 respondents (265 student teachers, 55 instructors and 62 cooperating teachers) and 
an open ended , discovery oriented qualitative method involving individual and group interviews, 
observations and document analyses in one of the six programmes as a case study. 

In order to evaluate the implementation of the EFL teacher education programme, a conceptua l 
framework was designed to gather and analyse data examining four broad areas: assumptions, 
goals, tasks, and roles, which are considered essential for critical regulation of an EFL teacher 
education programme within the context. Therefore, criteria were conceptuali sed within a 
constructivist perspective of teacher education and scales were developed to identify degrees of 
presence of the required attributes for assessing each area in the quantitative part of this study and 
essential questions were set to explore the required attributes for assessing each area in thc 
qualitative part of this study. 

The survey results showed that though the programme participants perceived the goa ls of the EFL 
teacher education programme positively, they held different levels of beliefs about basic 
assumptions and principles of constructivist pedagogy as well as about the goals of the EFL 
teacher education programme, proved to be statistically significant through a one-way ANOV A. 
As regards the tasks in the school-based component of the programme, the survey results 
revealed., however, the practical activities (such as practicum support system, reflective 
dialogues, and portfolio construction and action research experiences) were found inadequate . 
The survey results also showed that the roles of university supervisors in practicum were rated 
below the expected mean value and those of the cooperating teachers were rated still far lower, 
which signifies their diminished roles in the programme as co-educators. 

However, the qualitative data di sproved the participants' claimed beliefs about the basic 
assumptions and theoretical bases underlying constructi vi st pedagogy as the actual programme 
practices were found inconsistent with the espoused beliefs. Numerous things such as the absence 
of training for cooperating teachers and the absence of activities like reflective dialogues, 
portfolios and action research seminars to promote the student teachers' reflective habits, skill s 
and attitude in the practical courses indicated that the programme was being implemented in an 
environment that did not support all the means to the end. The qualitative data supported the 
survey findings by showing that the tasks in the practicum courses have problems in terms of 
transparency, consistency, integration of theory and practice, and organization , and confirming 
that the non-existent roles of cooperating teachers and the same unchanged traditiona l roles of the 
university supervisors in the new practicum setting. 

This study conc luded that major conceptual and contextual factors (such as class size, the lower 
academic achievements of the student teachers and wrong assumptions of the context during the 
reform introduction) have affected the implementation of the programme. 
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CHAPTER! 

INTRODUCTION 

This study attempted to look into the nature of tasks and roles in the practicum process of 

the new EFL teacher education programme in faculti es of education in Ethiopia. 

Identifying areas for improvement in the ongoing English language teacher education 

programme in faculties of education being the general purpose of thi s study, it attempted 

to study the ex tent to which EFL teacher education programme participants hold a shared 

set of beliefs about the new EFL teacher education operation and practices, and to 

explore factors that affect the proper implementation of the EFL teacher education 

programme practices in six university-based EFL teacher education programmes in 

Ethiopia from a perspective of a c onstructivist paradigm, which r epresents the desired 

paradigm shift in the country. 

1.1. BACKGROUND OF THE STUDY 

A teacher education progrmmne reform in Ethiopia, known as Teacher Education System 

Overhaul (TESO), was initiated in 2002 and came into effect in 2003. The Ministry of 

Education called for a complete Teacher Education System Overhaul (TESO), which 

produced a framework detailing fi ve strategies to address the problems in the educat ion 

system 0 f Ethiopia and enhance the quality of teacher preparation (MOE, 2003: 6). One 

of the fi ve strategies is a paradigm shift in the pre-service teacher education programme, 

which requires the presence of learning opportunities characterizing a constructivist 

paradigm. 

TESO is a govemment initiated refoml designed to realize the aims of the education and 

training policy (ETP), which was introduced in 1994. The TESO programme has 

proposed a change in teacher education institutions focusing mainly on professional 

courses with extended practicum experiences in a reflective approach incorporating 

portfo lio compilation, action research and a strong patinership between teacher education 

institutions and schools; and on academic area courses (combination of content and 

method) characterized by active leaming, student-centred instructi on, cooperative 

leaming and continuous assessment. 



One major change proposed in the TESO programme is a focus on practicum, which not 

only has received greater attention in the number of hours allocated to it but also shou ld 

be conducted along with the theoreti ca l courses from near the beginn ing of the 

programme to ensure 0ppoliunities fo r student teachers to reflect on their experiences and 

to explore methods and practices for themselves (MOE, 2003: 12). With regard to the 

approach, TESO favours a reflective practitioner approach and recommends the 

employment of strategies li ke portfol io compiling and action research experiences 

towards the trai nees' development into refl ecti ve practiti oners, which many scholars in 

the li terature (e.g. Freeman, 1994; Fish, 1995; Korthagen and Kesse ls, 1999; Prawat, 

1992; Freeman & Johnson, 1998; Darli ng-Hammond, 2006) recommend from 

constructi vist perspectives in pre-service teacher education programmes. 

The very ex istence of the above features (active learning, student-centred instruction, 

cooperative leaming, continuous assessment, refl ection, extended practicum, portfolios, 

and action research) in the TESO programme document makes it constructivist oriented 

because these features, which are conceptually grounded in the constructi vist parad igm, 

are not evidently available in the behaviourist paradigm. However, the TESO 

programme document does not explicitly state so, perhaps because teacher educMion has 

no uni fied conception of constructivism (Black & Ammon, 1992 ; O'Loughl in, 1992) due 

to numerous conceptuali sations of constructivism (Abdul Hag, 1998). 

During the introduction of the TESO change proposal , there were a number of 

controversies. Among them a point at issue was the content of teacher education 

programme which the teacher educators referred to as ' marginali sation of content 

knowledge', ' imbalance of the knowledge bases' and ' impracti ca lities' of practi cum 

component of the programme. Most of the teacher educators argued that the theoretical 

component of the progranune had been de-emphasised and that the practi cal component 

had been unduly over-emphasized. These arguments seemed to have been based on the 

fact that major area courses which constituted over 50% of the earli er programme 

covered only 30% of the TESO programme. Despite the implementation of the new 

programme, the debate has continued to date. 
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1.2. STATEMENT OF THE PROBLEM 

According to the TESO framework, the secondary school teacher education programme 

breakdown shows that the practicum component covered 25 credit hours in five different 

sessions scattered in the three-year programme (MOE, 2003: 59-60). 

The practicum component the TESO cUlTiculum has indeed seen a radical shift because 

the preceding teacher education programme consisted of teaching practice with a three­

credit-hour weight which was completely separate in time and space from the main 

programme and was regarded as less important than mainly theoretical courses in aspects 

of linguistics, li terature, and pedagogical courses. Student teachers in such a programme 

had to wait three years before they could put into practice the things they were learning. 

Schon's (1987) "tec1mical rationality", Elliot's (1991) "Rationali sm" or Wallace's (1991) 

"applied science model" seem to be the principles behind this type of course design, 

according to which the student teacher is expected to learn given theories derived from 

university based research and study and then take this knowledge into the classroom to 

apply it in practice. 

In the literature, constructivist educators agree that teacher development requires leal11ing 

opporlunilie~ ~upporling in-depth examination of educational theories and practices in 

light of teachers' beliefs and experiences. Accordingly, these leal11ing opportunities 

should encourage reflection, dialogue, critical thinking, knowledge ownership, and 

understanding in context and within learning communities (Black & Ammon, 1992; 

O'Loughlin, 1992; Zeichner & Gore, 1990). Thus, teacher education courses should 

provide space and means by which student teachers can bring up and examine their pre­

training knowledge. In such a way, student teachers should be stimulated to transform the 

conceptual content of lectures, readings, and their classmates' reports with the purpose of 

discovering their opinions, perspectives, beliefs, values, principl es, and applied 

approaches for controversial education issues (Tatto, 1998). Towards thi s end , reOecti ve 

approach is recommended as a major means to help student teachers acquire the 

necessary knowledge, skills, attitudes and disposition. There are many successful 

techniques for employing reflection in pre-service teacher education programmes. A wide 

variety of approaches have been employed in attempts to foster ski ll s and habits of 

3 



reflection in student teachers through their school-based experiences. At least three broad 

strategies in the literature can be distinguished as follows: 

i) Supervised practi cum experiences (S parks-Langer & Co lton, 199 1; Ze iclmer 

1986; Cruikshank, 1985) 

ii) Portfolio compi li ng and joumal writing (Antonek, et. aI. , 1997; Francis, 1995; 

Hatton & Smi th, 1995; Pultorak, 1994; Sparks-Langer & Colton, 199 1) 

iii) Action research projects (Ponte, et. al., 2004; Altrichter, el. al. , 1993; Sparks­

Langer & Colton, 1991; El liot, 1991; Pugach, 1990; Carr & Kemmis, 1986; 

Zeichner, 1986) 

However, though the extended practicum experiences, portfolio compil ation and action 

research projects are included in Ethiopian teacher education programme as proposed by 

TESO, they do not seem consistent with their theoretical orientations. The superv isors ' 

school visits during student teachers' placements are li mited. The dialogues between 

student teachers and their supervisors and their cooperating teacher in teaching 

conference, wh ich were expected to promote reflective skills and habits of reflection , 

have not materialized. The proposed strong school - university partnersh ip has not 

proved practical and the participation of cooperating teachers in the process as co­

educators is as li tt le as ever. Despite the proposed paradigm shift, it seems very difficu lt 

to imagine that the tasks in the practicul11 courses are built on the basic assumptions and 

goals underlying the programme. The roles of student teachers, educators and 

cooperating teachers in the process of professional knowledge development do not seem 

to have changed at all fi'om the roles they might have assumed in the traditional 

transmission model. 

In fact, the teacher education facu lties had in itially doubted the practi cality of the 

proposed practicum component of TESO for various reasons of their own. One is 

finan cial and logistical constraints due to the fact that a num ber of schoo ls where student 

teacher could be placed are widely scattered over geographical distances. Another is the 

doubtful academic capacity of the candidates entering the programme and of the 

schoolteachers who can wo rk as cooperating teachers in the programme. Still another 

reason is the heavy workload and class size that most teacher educators complain of. 
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However, though these reasons can affect t he implementation process, there may b e a 

major problem with conceptual clarity on behalf of the teacher educators and cooperating 

teachers as programme implementers. 

The TESO programme document itself states that when a paradigm shift takes place, we 

see things from a different perspecti ve as we focus on different aspects of the 

phenomenon (MOE, 2003). This is quite true because effective implementation of a 

paradigm shift requires the programme practices build upon the set of beli efs and basic 

assumptions underlying the new paradigm as a paradigm is a set of beli efs and 

assumptions shared by practitioners in a discipline to agree on the problems to be solved, 

the rules governing process, and the standards for measuring performance (Meltens, 

2006). 

As the TESO programme has been characterized by a process of adaptation fiom the 

current international orientation of teacher education, the implemellters (teacher 

educators and cooperating teachers), as the literature suggests, wou ld likely respond to 

this imposed clllTiculum change by either embracing change, resisting and ignoring the 

change or modifying the curriculum change (Dol1l1elly, 2000; Jenkins, 2000; Cooper & 

McIntyre, 1996). 

Inclusion of features identified as quality indicators of a reflective approach 

conceptuali sed in constructivist pedagogy ( Lomax-Trapper and McGrath, 2001; Smith, 

2001; Richadson, 1997; Williams and Burden, 1996; Abdul H aq , I 999; F osnot, I 989; 

Good and Brophy, 1984) makes TESO appear theoretically acceptable. However, the 

implementation process, particularly the pmticipants ' beliefs and the actual practices and 

contexts, need to be investigated in light of a constructivist teacher education framework 

with reference to the attributes that make it constructivist and the factors illnuencing the 

implementation need to be explored. 

1.3. OBJECTIVES 

The study has the following two major objectives 

• To explore the extent to which EFL teacher education programme participants 

hold a shared set of beliefs about the new EFL teacher education operation and 

practices 
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• To exp lore factors that affect the proper implementat ion of the new EFL teacher 

education programme practices. 

To achieve these objectives, thi s study attempted to meet the fo llowing specific 

objectives: 

• To invest igate student teachers ', teacher ed ucators' and cooperating teachers' 

perceptions about the tasks and their roles in the programme 

• To look into the extent to which the tasks and the partic ipa nts' ro les in the 

programme practices build on the assumptions and goa ls underly in g th e 

programme 

• To explore factors (if there are any) contr ibuting to incongruence between the 

programme practices and the assumpt ions and goals underlyi ng the programme 

1.4. RESEARCH QUESTIONS 

As both an eva luative and exp loratory study, th is research project attempted to address 

the following two major research questions. 

I.T 0 what extent do EFL teacher education programme participants hold a shared 

set of be liefs about the new EFL teacher education operation and practices? 

2.How are the tasks and participants' ro les in the EFL teac her ed ucation practicum 

programme shaped by the constructivi st parad igm? 

To add ress the two major quest ions, the study also attempts to answer the fo llowing 

spec ific research quest ions: 

a) Do programme parti ci pants (student teachers, teacher educators and cooperating 

teachers) perce ive the programme practi ces in the same way? 

b) To what extent do the programme practices reflect the assumptions and goa ls 

underlying the programme? 

c) Are there any factors that affect the congruence between the programme practices 

and the ass umptions and the goa ls of the progra mme? 

1.5. CONCEPTUAL FRAMEWORK OF THE STUDY 

Because a ll pedagogical practices in a FL teacher education programme are expl icitly or 

implicitly based upon assumptions about the nature of teacher education and goa ls of L2 



pedagogy, the basic assumptions and the goals of teacher education programm e serve to 

provide a basis for the programme practices and ro les. 

In order to evaluate the implementation of the new EFL teacher education programme, 

and to determine whether or not the programme i s r umling i n t he way i twas i niti all y 

intended and/or why and how the programme deviates from the initial plan, if it does, it is 

worth examining the tasks, and participants' roles in light of the basic philosophical 

underpinnings and goals underpimling the programme, which are believed both to 

provide a direction to practices and to establish a framework for assessment of the 

implementation process. 

Therefore, for thi s purpose multi -item scales within a constructivist perspecti ve of teacher 

education have been developed from the literature to identify degrees of presence of the 

required attributes for assessing the tasks and ro les in the quantitative part o f thi s study. 

Within the same perspective of teacher education, an exploratory set of cri teria has been 

adopted from the work of Vieira and Marques (2002) for supervising reflective 

profess ional development practices. In order to be ab le to look into the extent to which 

the tasks and paliicipants' roles in the programme build on the assumptions and goa ls 

underl ying the programme and to explore factors (if there are any) contributing to 

incongruence between the programme practices and the assumptions and goals 

underlying the programme, essential questions have been set to explore the required 

atlributes for assessing each area in the qualitative part of thi s study. 

1. Assumptiolls al/{I goals: The underl ying assumptions and goa ls should be accepted as 

valid within the programme practices (both in the practicum activities or tasks and in the 

roles the programme participants ass ume in the process), so the main purpose of the 

eva luation would be to assess the extent to which these assumptions and goals are 

accomplished by looking at the tasks, and participants' roles . Basic assumptions within 

constructi vist teacher education are the following: 

• Knowledge is socially constructed thro ugh interaction and dialogue, usually 

between a learner and a more expert individual (Wi lliams and Burden 1997). 

7 



• Learning of new ideas, or 'appropriation' , takes place when concepts move from 

the interpsycological plane (in social interaction) to the intrapsycological plane 

(within the mind of the individual learner) (Randall and Thornton 200 1). 

• Leaming activities in constructivist setti ngs are characterized by active 

engagement, inquiry, problem solving, and co llaboration with others (Abdul 

Haqq, 1999; Richardson, 1997; Fosnot, 1989; Good and Brophy, 1984). 

These basic assumptions of constructivist pedagogy, orienting the goa ls, serve to provide 

a basis for organi sation and management of the content and the process of EFL teacher 

education programme. A constructivist teacher education framework should aim 

primarily at the empowelm ent of student teachers towards the promotion of a reflective 

pedagogy, wh ich includes ab ility to act, ability to self-regulate, ability to communicate 

and negotiate. The new EFL teacher education programme has been des igned in a bid to 

produce competent, well-educated reflecti ve practitioners who can implement the 

principles of constructivist pedagogy later when they teach in schools. Analysing the 

extant pedagogical practices (tasks and participants ' roles) requires inqui ry into the 

assumptions in order to answer the followi ng questions. 

• To what extent do teacher education practices build on the assumptions of a 

constructivist approach and the goals of reflective approach ? 

• To what extent do the tasks and roles in the new EFL teacher education 

programme promote a transformation of student teachers to well-educated 

reflective practitioners? 

2. Tasks: To achieve good integration of theory and practice and to help the student 

teachers acquire knowledge, skill s, attitude and di sposi tion, we need to put in place well ­

designed learning tasks and activities, which are compati ble with the basic theoretical 

orientations of the programme. Accordingly, the tasks and activiti es in the EFL teacher 

education practicum programme include reflective dialogues, action research and 

portfolio compil ing experiences to promote the student teachers' reflecti ve abilities. 

Therefore, to determine the nature of these tasks, transparency, integration of theory 

and practice, consistency and organization are seen as essential characteri st ics of the 

tasks, to be analysed in relation to the assumptions and goals. In this connection, the 
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following questions were used to provide important clues to the kind of tasks used in the 

programme. 

• To what extent are tasks in the new EFL teacher education (made) explicit as 

regards the assumptions and goals underlying them? 

• To what extent do tasks in the new EFL teacher education focus On the 

integration of private and public theories and practices? 

• To what extent do tasks in the new EFL teacher education reveal congruence 

between aims and processes? 

• To what extent is the management of resources, space and time adequate to 

the assumptions, goals and roles of teacher development practices? 

3. Roles: The ro les that student teachers and teacher educators assume vary according to 

the assumptions and goa ls that orient programme acti vities. In light of the basic 

assumptions and principles of constructivist pedagogy, the participants, i.e., student 

teachers, teacher educators and cooperating teachers, should assume new roles, which 

should be significantl y di fferent from those they may have in the trad itional transmission 

model of teacher education programme. Therefore, renectivity, (inter)subjectivity, 

negotiation and regulation are impor1ant qualities of roles to be assessed in the 

practicum courses to determine the extent to which a reflection-oriented approach has 

been pursued. In order to look into thi s, the following questions were considered to 

analyse the qualitati ve data in thi s study. 

• What kind of reflection do the new EFL teacher education practices promote? 

• To what extent do the new EFL teacher education programme activities 

integrate the student teacher's self in interaction with others (peers, 

cooperating teachers and teacher educators)? 

• To what extent do teacher development practices create opportunities for 

negotiation? 

• To w hat extent dot eacher development practices e nable t he individual and 

collaborative regulation of development/learning processes? 
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1.6. SIGNIFICANCE OF THE STUDY 

The results of this research project are believed to be useful in many respects . 

First of all , it is hoped that the findings of the evaluation of the current programme would 

help to recommend a closer examination and treatment of programme content, the nature 

of activities and the participants ' involvement so that an exploration into a new way 

could be carried out to improve the programme, by providing a good picture of the EFL 

teacher education programme in the Ethiopian context. The report of this study, which 

might be able to see the actual implementation of the progranmle, wou ld also serve as 

feedback to programme designers and the Ministry of Education to conduct further 

investigation to justi fy future courses of action. 

Secondly, the results of thi s study would provide feedback to programme implementers: 

teacher educators and material developers at the faculty levels. These people wo uld be 

able to use the feedback to have a clear understanding of the constructivist view of 

teacher education and thus to shape their beliefs and develop their motivation to exp lore 

further ways of implementing an inquiry oriented approach and justify decisions for 

change. 

It is also hoped that this research project, would organize a body of knowledge that cou ld 

serve as a basis for developing a set of guidelines for EFL-specific practicum in the 

Ethiopian contex t. 

Finally, this study is hoped to result in developing a set of criteria for eva luating or 

supervi sing teacher development practices in pre-service and in-service teacher education 

programmes. 

1.7. THE SCOPE OF THE STUDY 

The list of possible areas of content of evaluation of a programme is very long as well as 

different for different programmes (Alderson and Scott, 1992). This implies that it is 

impossible for an evaluation to cover all the possible areas of content and that the person 

has to select aspects of content to concentrate on. Therefore, the scope of this evaluation 

study has been confined in the following tel111S. 

This evaluation focused on the framework of participants' beliefs about the process and 

the quality of the practicum activities (tasks and roles) of the ongoing EFL teacher 
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education programme. Therefore, the concem of this study became what is happening 

inside the programme or description of the programme process rather than a focus on the 

programme outcome. 

Though there are EFL teacher education programmes currently run in Ethiopia at 

different I evels, this study w as confined to evaluating implementation of the paradigm 

shift in EFL teacher education at B.Ed. level offered in education faculti es of six 

universities; namely, Addis Abeba University, Bahir Dar University, DiJla University, 

Haramaya University, Ii mma University, and M ekelle University. Even though the six 

universiti es work with numerous paJ1ner secondary schools where student teachers from 

these universiti es are placed for pre-service field based experiences, only sixty-two EFL 

cooperating teachers from thirteen partner secondary schools in the respective towns 

were invo lved in the study. 

As thi s evaluation study mixed both quantitative and qualitative methods, the quantitative 

data were gathered from these six universities while the qualitative data were collected 

from Bahir Dar University as a case story for in-depth investigation. 

1.8. LIMITATION OF THE STUDY 

As the scope of this implementation evaluation was very broad, the researcher was forced 

to cut out some important points worthy of investigation. For example, the investigation 

into the content of the theoretical component of the programme and the nature of tasks in 

this component was not made to see how they would be addressed along the principles of 

the new paradigm. 

Another limitation of this study is that it did not generate any confirming data from 

education officials fi·om the Ministry of Education about the introduction and 

implementation of the TESO programme. 

Owing to time and financial constraints, the initial plan to carry out multi-site qualitative 

case study w as a Iso abandoned. H ad another case story been included to compare and 

contrast with the selected one, the study would have produced a better picture of the 

current EFL teacher education programme in the country. 
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Though a series of national workshops on teacher education in Ethiopia have been held in 

the last three years, the proceedings of these workshops are not yet accessible to 

researchers. Having no access to such papers on the local context has made the researcher 

resort to available literature on intemational teacher education culture. 

1.9. OPERATIONAL DEFINITIONS OF TERMS 

• Task transparency is a quality of tasks representing clarity of the aims to 

improve awareness and enhance a critical attitude of the learners towards 

practices. It can be promoted directly by the teacher educator/the task instructions 

(extemal explicitness), or achieved by student teachers' reflection on tasks 

(participatory explicitness). 

• Theory-practice integration implies the activation of student teachers' 

experiential knowledge and/or practical experimentation, involving tasks such as 

real teaching (planning, developing, monitoring and evaluating pedagogical 

action) , observation of other people's teaching, explaining own experiences, 

beliefs, opinions and commenting on others' experiences. 

• COllsistellcy refers to congruence between aims and processes of a given task, 

which increases meaningfulness, credibility, intentionality of a given task and 

impact on student teacher commitment. 

• Orgallizatioll refers to matters related to the management of resources, space and 

time which are necessary for accomplishing the basic assumptions and goals of 

the EFL teacher education programme practices and for redefining roles. 

• Reflectivity refers to the content and quality of reflection the new EFL teacher 

education practices promote and levels of criticality (Van Manen, 1977; Valli , 

1992; Hatton and Smith, 1995). 

• Illtersubjectivity refers to the quality of personal and social process construction 

of professional knowledge in which the leamer assumes an active role in 

description, interpretation, confrontation and reconstruction of educational 

practice (Smyth 1989). 
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• Negotiation implies the involvement of student teachers in the co ll aborative 

construction of meanings as well as decisions to detennine their own learning, at 

least to some extent. 

• Regniation is the critical participation of learners in the supervi sion of their own 

leaming and of the learning contex ts. 
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CHAPTER II 

THE CONTEXT OF THE STUDY 

[n this chapter of the study an attempt was made to show the context in whi ch the study 

was conducted. In line with the purpose of the study, attention was given to the 

following points: the need for change, the language policy and status of English in 

Ethiopia, content of curriculum changes, inputs for the change process, mainstream 

debate during the change introduction and some of the overlooked contextual factors. 

2.1. The Need for Change 

Numerous research undertakings had reported that there were major problems in 

Ethiopian education system, which wou ld justify the need for change in the teacher 

education programmes in general and in the English language teacher education 

programme in particular. To mention but a few , Ambaye (1999) confirmed that 

methodology courses in Ethiopian teacher training institutes did not playa significant 

role in the school curriculum, as they were more academic than practical to help trainees 

develop professional skills. With regard to English language teacher preparation 

programmes in Ethiopia, a few researchers reported some problems. Fur example, 

Railom (1993) identified several problems, among which lack of adequate practica l 

teaching skills to promote effective teaching and low level of language skill s are worth 

mentioning. Similarly, Awol (1999) reported that only 42% of the English language 

teachers who responded to the nation-wide questiofmaire had satisfied the qualification 

criteria to become English teachers and that most of these qualified teachers believed that 

their pre-service training was not as relevant as it should have been because of emphasis 

on theory and lingui stics rather than methodology and teaching practi ce. 

The introduction of communicative oriented English language teaching in Ethiopian 

secondary schools and universities has been made possible partly by the Depal1ment of 

Foreign Languages and Literature of Addis Ababa University since 1989 (Hai lom, 1993). 

Railom refers to the cun-iculum revisions both in its undergraduate programme gearing it 

towards the training of EFL teachers by adding Skill Developmellt Methodology courses 
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and in its M.A. programme in TEFL, focusing on the practical application of TEFL 

principles. 

Due to the con tribution of the institution, the Engli sh language teaching methodology 

courses in co lleges and faculti es of education in the country were reshaped; in fact, with 

different nomenclatures such as Skill Development Methodology, ELT Methods, and 

Subject Area Methodology in order to address pedagogical c ontent knowledge 0 f E L T 

trainee teachers. The ICDR (Institute for Curriculum Development and Research) a Iso 

designed communicative oriented Engli sh Language textbooks for both elementary and 

secondary schools. 

The Federal Government of Ethiopia has become aware of the various problems with 

teacher education practices and has shown a strong desire to ref 01111 the system (Ministry 

of Education, 2003). There is an increasing operllless to new ideas and a greater 

w illingness to learn from internationa l experiences and developments in teacher 

educat ion. Efforts at the national level were made to offer strategies for the long-ex ist ing 

problems of our schools and teacher education progranunes. It was in thi s contex t that the 

MinistIy of Education called for a complete Teacher Education System Overhaul 

(TESO). The Ministry has produced a national framcwork detaili ng strategies for the 

overhaul in fi ve major areas: Pre-Service Teacher Education Programme, Pre-Serv ice 

Selection Criteria, Teacher Educators, Continuous Professional Development and Special 

Upgrading Programmes. The Mini stry has al so launched English Language Improvement 

Progral1U11e (ELIP) to improve all subject teachers' ability to use English as a medium of 

instruction. Higher Diploma Programme (HDP) came in effect to help teacher educators 

upgrade their pedagogical skills, thereby licensing teacher educators. 

Such efforts are likely to contribute to a favorable condition fo r revita li z ing teacher 

education in general and to add momentum to earlier attempt by DFLL to innovate 

Ethiopian EFL teacher education in particular. 

Given that teacher education in Eth iopi a has been characteri sed fo r decades by a lack of 

clear policy guidelines (Adane and Dawit, 2002), TESO has given Ethiop ian teacher 

education in general a solid framework, in which objectives are identifi ed; training 
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guidelines are estab li shed; profi les for teacher educators and graduating teachers are 

fOlmulated ; adequate field experience is planned (Dawit, 2008). 

Since 1991 , the Ethiopian government has launched reforms in many sectors in Ethiopi a. 

A new education and training policy, which was introduced in 1994, resulting in 

structural and conceptual changes at all levels of the education system, is a case in point. 

For example, the introduction of the new education and training policy in 1994 changed 

the structure of the education system in schools and universities. The four-year and the 

five-year undergraduate programmes were reduced to three-year and four-year study in 

university for a Bachelor's degree. University-based teacher education programmes were 

not exceptions to thi s structural change. 

2.2. Status of English Language in Ethiopia 
English is a fore ign language in Ethiopia, where it is used dominantly for academic 

purposes as a medium of instruction in secondary and tertiary level. School children start 

to learn English at Grade One and pursue to study it up to Grade Eight as a school subj ect 

in the curriculum of government schools. However, in some private urban-based schools 

children are made to learn English as a school subj ect and to use it a medium of 

instruction for some of the basic school subjects. There has been a noticeable vari ation in 

a starting point for using English as medium of instruction in public schools from region 

to region. Some start at Grade 7 and many others start at Grade 9. 

English is also used a means of international communication for Eth iopians. Some 

federal government offices which have transactions with foreigners and foreign offices 

use English side by side with Amharic for written communication. Most huge business 

firms or such as banks, insurance companies, Eth iopian Ai rlines, ETC and others use 

English as a working language. 

As far as Engli sh language teacher education in Ethiopia is concerned, it plays a vital ro le 

in promoting effective teaching and learning at secondary and tertiary levels since a good 

command of Engli sh language by both the learners and the teachers is of paramount 

importance. Hai le Michael (1994) reported that there had been a perelUl ial complaint that 

instruction both in Ethiopian institutions of higher learning and in secondary schools had 
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been decl ining in standard. Some people are often heard to attribute th is decline to the 

poor command of English language. 

Therefore, the English language teacher education programme is expected to produce 

effective teachers who can work flexibly, creatively and effectively in the very complex 

English language classes in schools. In thi s respect, English language teacher educators 

have a ["lll1damental responsibility for educating teachers in a way that empowers them to 

shoulder these delicate demanding responsibilities for helping their students effectively 

leam not only the language but also other subjects tlrrough this language of instruction. 

Some E FL t eacher educators argue that giving more emphasis on pedagogical practice 

does not sound logical in Ethiopia EFL teacher education context where the programme 

entrants cannot have a good level of proficiency in English after only having spent more 

years learning English as a school subject than using it for other purposes. 

2.3. Overview of Review ofEFL Teacher Education Curriculums 
Compared with the restructuring of teacher education in recent years, very fast and 

unstable changes have been made in cUlTiculum development for pre-service teacher 

education in the past few years . Prior to the introduction of the TESO programme, there 

was a similar cuniculum for EFL teacher education programmes offered in these six 

universities (some of which were colleges at that time) as a result of the contribution of 

DFLL of Addis Abeba University, whose 1989 revised cUlTiculum was adopted by the 

B.Ed EFL teacher education programmes in the country. 

When the TESO programme was launched, these institutions were invited to outline only 

the subject matter knowledge domain within the then new framework in 30 credit hours. 

In response to the complaints from teacher educators about imbalance of components of 

teacher education knowledge base, the MOE produced a second version of the EFL 

teacher education curriculum incorporating different repairs or quick fixes to the earlier 

TESO cun·iculum. One of the quick fi xes was reducing the weight ass igned to the 

practicum experiences because of some impracticality of the practicum courses. 

Table 2-1 below summarises the content and the contact hours of the three EFL teacher 

education programme by classifying the courses into four domains of knowledge base: 
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s ubj ect m atter Of content, pedagogical, pedagogical content and contextual knowledge 

domains, as outlined b y Grossman and Richert (1988) and Johnson (1999) . 

Table 2-1: Summary of Content and Contact Hours of Three EFL Teacher Education Course 
C I ata ogues 
Knowledge Base Courses Total Contact HOUfS in 

Component 1989 2003 2005 

'" Reading Skills 48 32 48 
~ Listening Skills, 48 32 48 
'" '0 0 

~ Spoken English I & II 96 N 96 V) 96 N 
M N '" 

..':l G Intermediate Writing Skills, 48 " 48 48 
II II II 

'" Advanced Composition I Writing Skills 96 48 -;;; 48 8 ..s:: .~ 8 ~ 

Advanced Speech, 48 0 0 
~ <..~ 0 --- I- --- I-I-- ~:2 Oral Presentation 48 --- ---

= '<lo... Lang. Research Design & Report Writing 32 '" --- ----= Intro. to Lang. & Ling. I & II 96 64 48 c 
U Structure of English 48 0 " N 

'" --- " --- -
'" .::: " - -English Phonetics and Phonology N 32 32 '" ~ --- II II ... .:::; II 

-0:: '" English MOI]Jhology and Syntax ---
'" 

48 8 32 8 ... .~ Theory of Communication 48 0 0 --- 0 
c --- I- I-
.~ '-'I Language and Society 

I-

'" 48 --- ---
~ Fundamentals of Literature 48 48 48 

Short Story 48 --- ---

Novel 48 00 N 0 --- - --- '-D 

'" 00 - -
"- Prose-Fiction --- N 32 32 
'" II II - Poetry 48 

II 

" 8 
--- -;;; --- -;;; 

"- 0 ~ 

'" Verse and Drama 32 32 0 
.-:;: --- 0 l- I-I-
'-'I Survey of World Literature 48 --- 48 

African Literahlre 48 --- ---

Pedagogical EL T Methodology I & II 96 96 0 96 '0 
'-D '0 r--

Content Materials Analysis and Preparation --- ~ 32 - 48 -
Literature in Lang. Teaching II II II 

Knowledge --- I- 32 I- 32 I-

Developmental Psychology 48 -- --

Educational Psychology -- 48 48 
General General Methods of Teaching 48 48 48 

Pedagogical Curriculum Studies 48 48 00 48 00 

Educ. Measurement & Evaluation " 00 00 
48 00 48 N 48 N 

M 

Professional Educ. Organization & Management 48 II 32 II 32 II 

Educational Research 48 '" '" -;;; 
Sciences or --- 0 --- ~ 

0 0 

Education course: Action Research --- I- 32 I- 32 I-

Instructional Media 32 ----- ----

History and Philosophy of Education 64 ---- ----

Special Needs Education --- 32 32 
Contextual Practice Teaching 32 0 00 

N 0 0 
Knowledge Practicum I - III --- '" " 208 N 

Practicum TV & V ~ II II 
l- I-
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As shown in the table, the overview of the curriculum reviewed showed that the courses 

are s ubsumed under four categori es of knowledge base. The subject matter knowledge 

component has three different aspects: Engli sh language proficiency, lingui stics and 

literature courses. This component formed the bulk of the curriculum, accounting for the 

largest percent of the total contact hours in each cun·iculum. The maj or area courses in 

the pre-TESO c urriculum accounted for 65 .21 %, while it accounted for 37.64% in the 

first TESO curriculum and 46. 84% in the revised TESO cUlTiculum of the total contact 

hours allocated for the four domains of knowledge base. Within the subject matter 

content course component, language proficiency courses occupy a very prominent 

position. These courses are structured according to macro language skills, namely, 

li stening, speaking, reading, and writing. Notably, in the pre-TESO clitTiculum 432 out of 

the 960 (45%), in the TESO curriculum 256 out of 512 (50%) and in the revised TESO 

curriculum 320 out of 592 (54.05%) contact hours allocated for the subject matter 

knowledge were given to Engli sh language proficiency courses devoted to improving 

students' knowledge of and skills in using English. However, across the three curriculum 

documents appeared almost the same courses with differing weights assigned to them . 

When the weights assigned to clusters of linguistics and literature courses in each 

cUlTiculum are compared, the cluster of linguistics courses, which received a larger 

weight only in the first TESO curriculum (28.3 1 %), had a smaller weight in the pre­

TESO curriculum (25%) and in the revised TESO clitTiculum (18.92%) than that of 

literature courses (30% in the pre-TESO cUlTiculum and 27.03% in the r ev ised TESO 

CUlTiculum ). 

The weight given to the general pedagogical knowledge component appeared relati vely 

stable in its position in the three curriculums (26.09%, 21.18% and 22.79%, respectively) . 

There is a small change in its composition. However, some of the courses which were 

perhaps thought to have less direct relevance to teaching have been replaced by other new 

courses. 

The weight of pedagogical content knowledge domain has almost doubled from 6.52% in 

the pre-TESO curriculum to 11.76% in the first TESO cUiTi culum and 13.92% in the 

revised TESO cUiTiculum . 
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The dramatic change 0 bserved i n the c urriculum content i s t he w eight a ssigned tot he 

contextual know ledge, which constituted 0 nl y 2 .17% in the p re-TESO c urri culum was 

raised to 29.41 % in the first TESO curriculum and lowered to 16.46% in the revised 

TESO curriculum. 

According to the TESO framework, the secondary school teacher education programme 

breakdown shows that the practicum component covered 25 credit hours in five different 

courses. Below are the contents of the five sessions as presented in the document (MOE, 

2003: 59-60). 

T bl 22 C a e - : ontent 0 f I P tIe rachcum C omponent 0 fTESO P rograillme 

Course Ti tle Maj or Activi ties Slot in programme 
and Credits breakdown 

Practicum I 
Observation of students and students' behaviour. 

Year I, Sem. I 
Observation of school environment like libraries, 

(2 cr. HI'S.) facilities, school compound, etc 
Observation of classroom activities while major and 

minor subjects are taught 
Observation of extra- CUlTicula activates helping the 

teacher by taking easy tasks such as preparation of 
teaching aids, lesson preparation, evaluation, etc. 

Writing a reflective report on the observation 

Practicum II 
Weekly visit to practice basic teaching skills 

Year I, 
Teaching with real students either supporting the teacher 

(2 cr. HI'S.) 111 the classroom and team- teaching or Sem.11 
withdrawing small groups from the classroom 

Begin their research projects to be completed during 
practicum V 

Practicum III A block of six weeks teaching in real school setting 
Year II Sem. I 

subject teaching. 
(8 cr. Hrs.) Reflection and evaluation with peers and with teachers 

Practicum IV 
A block of 8 weeks 

Year III Sem. I 
Teaching in a school setting putting into practice all they 

(9 cr. HI'S.) have I eam t. 
Exploring their own teaching methods and developing 

teaching skills 
Practicum V Complete and write up their action research projects 

Year III Sem. II 
(4 cr. HI'S.) 

However, when the teacher education faculties found this impractical because of financial 

and logistical constraints due to the fact that a number of schools where student teacher 

could be placed are widely scattered over geographical distances, a quick fi x was made in 

som e of the faculti es by transfomling the nine-credit hour Practicum IV course into 
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thirty-minute peer teaching sessions. Bahir Dar University is a case in point. Later, a new 

proposal was adopted nationally to minimize these twenty-five credit-hour practicum 

courses to th irteen-credit-hour practicum courses in three parts. What pushed this quick 

fix most was the implementation problem. The earli er proposed programme breakdown 

was funct ional for only two batches of entrants 2003/04 and 2004/05 entries. Then for the 

third batch, 2005106 entries, a new programme breakdown was adopted at the national 

workshop , which included only three practicum courses with a total of fi Fteen credit 

hours. 

2.4. Mainstream debates during TESO curriculum introduction 

Among a number of debatable issues during the introduction of the TESO change 

proposal , the duration of training, as one of the input factors that affect the quality of 

teacher preparation (Buchberger and Byrne, 1995), was a point at issue. The li terature on 

teacher education indicates that secondary school teacher education is usually a four-year 

or five-year programme (Cochran-Smith, 2001, Gimmestad and Ha ll , 1995, Feiman­

Nemser, 1990). In most countries where degree programmes are offered for three years, 

graduates who want to be teachers have to attend teacher training for one or more 

add itional years (Darling-Hammond, 2000a). 

Within the given three-year programme, TESO alms at longer and continuous field 

experiences in a concurrent model in which student teachers take pedagogical courses 

and subject area courses side by side. Students have to undergo various field experiences 

spread a long the three years while simultaneous ly attending classes on subject areas and 

method courses. Dawit (2008) contends that TESO's stance on the duration of teacher 

preparation neither matches with what it ai ms to achieve nor considers extant school 

realities. 

If TESO's goal is the preparation of quality teachers, and if behind thi s goa l the 
progranune intends to provide student teachers with adequate field experience, 
profess ional and subject matter knowledge, then three years may be too shorl to 
accomplish these objectives. Indeed, secondary school teacher educators have 
voiced their concern that the programme is too over-loaded, and that proper 
provision of feedback and reflection are alien to the system. (Dawit, 2008: 289) 

Another point of contention during introduction of TESO was the content of teacher 

education programme. Teacher education faculties of universities were filled with the 

21 



discussions about content/subject matter knowledge of the new programme. Teacher 

educators grapp led with issues like marginalisation of content knowledge, imbalance of 

the knowledge bases of teacher education and impracticalities of practicum component of 

the programme. This debate was based on two issues. The first was the teacher educators' 

beliefs about competency of the programme entrants. Secondary school teacher 

candidates are selected from students who successfully completed Grade 12 and join 

higher education institutions. TESO presumes students who join teacher education 

programme after completing Grade 12 to be "competent in the required academic 

knowledge". In the TESO document this assumption has been stated as follows: 

"Students wi ll already have learnt content to high level in their subj ect area in Grade 11 

and 12, through new Secondary School courses implying that most of the subject content 

of the freslunan courses are already taken in these grades" (MOE, 2003:58). Teacher 

educators, on the other hand, doubted that the progranune entrants had the necessary 

academic qualities as high achieving students are avoiding the teaching profession and 

joining other social science and natural science programmes. 

The other basis for the argument seemed to have been the fact that major area courses 

which had const ituted over 50% of the earlier programme covered only 30% of the new 

programme. With regard to the content of the new teacher education programme in 

faculties of education, TESO Programme reduced subject matter courses to 30 credit 

hours !i·om 50 credit hours in the previous cWTiculum. This reduction prescribes uniform 

course delineation across all fields of studies in the faculties, as shown below (MOE, 

2003: 100): 

Content area subjects in major area 
Content area subjects in minor area 
Professional courses 
Practicum 
Supportive courses 

30 credit hours 
18 credit hours 
24 credit hours 
25 credit hours 
13 credit hours 

Indeed, teacher education literature on the depth and breadth of subject area knowledge 

required for effective teachers is controversial. Controversies go on in the area of teacher 

education about the weight that should be given to the various knowledge bases of 

teacher education and which component of the knowledge bases best predicts teacher 

perfom1ance when measured in (ern1S of student learning (Darling-Hammond, 2000b; 
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Wilson, Floden, and Mundy, 2002). Some argue that effectiveness in teaching is a matter 

of general ability and subject matter competence (Ballou and Podgursky, 2000), whil e 

others argue that pedagogical preparation not on ly enhances the performance of students 

but also contributes in retaining teachers in the teaching profession (Darling-Hammond, 

2000b; Sultana, 2005) . As some writers suggest that adequate knowledge of the content 

to be taught coupled with proper teaching methods suffices as far as teachers' subjcct 

matter l(J1owledge is concerned, this minimalist view on content knowledge for 

schoolteachers seems to have oriented TESO's content delineation for the knowledge 

base to be taught to student teachers. 

During the three consecutive consu ltative workshops organized by the Ministry of 

Education (March 2003, April 2003 and June 2003) to introduce the reform, the 

researcher witnessed strong resistance to the TESO programme from most of the 

participants representing faculties of education. Most of them argued that the theoretica l 

component of the programme had been de-emphasized and that the practical component 

had been unduly over-emphasized. Despite the implementation of the new programme, 

the debate has continued to date. For example, the same issue was a point of argument 

during the recent similar workshops (June 2005 and October 2005). Some people also 

argued that they should not be expected to effectively carry out their duties in line with 

the reform as they did not have proper knowledge of the new paradigm. 

Some EFL teacher educators also viewed the TESO programme as a move from one to 

the other end of the continuum. They argue that giving more emphasis 011 pedagogical 

practice may sound logical in ESL teacher education in a context where the incoming 

student teachers have a good level of proficiency in English, but not in Ethiopia, where 

the new EFL student teachers who have studied English as a foreign language for 

academic purposes may not have that much dependable command of Engli sh language 

when joining the programme. 

The argument and the demands to modify the weight assigned to the components of 

TESO programme show the EFL educators ' fear that the student teachers may not have 

the requisite degree of language proficiency wh ich wi ll enable them to handle their duty 

of teach ing Engl ish in secondary schools. The counterargument of proponents of TESO 

was that subject matter courses should aim to cultivate prospective secondary EFL 
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teachers to have strong language proficiency and extensive linguistic and cultural 

knowledge to guarantee the successful delivery of communication-oriented language 

classes. Moreover, the maintenance and improvement of their language skills should be 

an ongolllg process. 

As a result, at the last meeting (October 2005) some universiti es came up with new 

proposals to change the content of the programme in tenns of weight assigned to each 

component. For example, Department of English Language Education in College of 

Education of Addis Abeba University suggested as follows: 

Content area subjects in major area 
Content area subjects in minor area 
Professional courses 
Practicum 
Supportive courses 

44 credit hours 
18 credit hours 
24 credit hours 
13 credit hours 
13 credit hours 

The other side of this debate refers to the emphasis on practicum component. One can 

also clearly see that the TESO programme for secondary schools gives more emphas is to 

the pedagogical and practicum courses of teacher education as shown in Table 2- 1 of this 

chapter. 

TESO' s intentions for longer fi eld experience and effective monitoring and practice were 

put into practice in a way that the implementation could be affected by a number of 

problems. This shows that situations of Ethiopian teacher education institutions have 

played a significant role in the re-invention of the project, i.e., the degree to which the 

innovation is modified by users in the process of adoption and implementation (Rogers 

1983) by incorporating some theoretically ungrounded ' quick fixes ', prescriptive changes 

introduced year after year, with no substantial assessment of how they fit into the 

education system and support each other. 

Moreover, after the introduction of TESO, secondary schools have started uSlllg 

television programmes as the main form of instruction though TV programmes which is 

not part of TESO. This situation was not congruent with what the teacher educators felt 

necessary for student teachers' fi eld experiences. 
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2.5. Overlooked Contextual Factors during TESO Reform 

When we look into the process of the refOlTIl introduction, at least two things are worth 

considering: difficulties in introducing large-scale systemic curriculum change and the 

balance between top-down and bottom-up strategies. 

The difficulties III introducing large-scale systemic curriculum change were 

underestimated. It would have been good to anticipate problems (e.g., resistance to 

change, lack of resources, and insufficient time for teacher training) in advance and to 

formulate strategies for tackling them. In this case, the Ethiopian teacher education 

facu lties or colleges seemed largely unprepared for TESO implementation problems even 

though the change was overdue compared to the international teacher education 

experiences and what the ETP (1994) prescribed as a conceptual change of the country's 

education system. 

Despite what the literature states about tendency of teacher response to innovation to be 

"slow, gradual, incomplete, partial, ongoing, evolutionary" (Bailey, 1992: 276), the 

Ministry of Education wished to keep a tighter control over the implementation schedule 

to satisfY administrative or political considerations as the new entrants were about to join 

the colleges and illllOvation timeframes were not planned according to the preparedness 

of stakeholders (teacher education institutions and partner schools) . Given the complexity 

and unpredictability of the change process, the Ministry of education took a more 

ambitious and more radical approach to TESO change proposal. What made this situation 

unique was that, besides the large number of teacher education programme entrants after 

completing pre-university preparatory programme with a tag PreparatOlY Programme 

Origin, the then second year students were made to be included in the TESO curriculum, 

with a tag Freshman Programme Origin. Moreover, MOE (2003) describes TESO as a 

fundamental change in the culture of the Ethiopian teacher education system, pressing 

that the timeframe for such a profound change must necessarily be short. 

Another unconsidered factor was trialability, the extent to which the innovation can be 

tried out and seen to be viable (Rogers 1983), and which might be a factor in engendering 

positive teacher attitudes towards the innovation. In the case of the TESO project, initial 

piloting of the illliovation was not conducted to produce evidence of the success of or 
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sufficient support for the innovation wh ich wou ld have been be a powerful force 111 

creating positive teacher educators' attitudes. 

The literature also suggests in-service training as an essential preparation for a new 

curriculum. Teachers need to be retrained with new skills and knowledge, particularly 

when the required methodology is highly different from the existing one. Gross el al. 

(1971) indicate that if teachers are not equipped to deal with the implications of a new 

approach, they are likely to revert to the security of their previous behaviour and the 

desired change may not take place. Without sufficient retraining, even teachers initially 

enthusiastic about an innovation can become frustrated by problems in implementation 

and eventually turn against the project. In this case, a package of training known as 

Higher Diploma Programme (HOP) linked with professional development was put in 

place, though the training commenced much later for teacher educators. However, 

schoolteachers who are expected to assume new roles as a cooperating teacher were not 

given any training to prepare them for their new jobs. 

The balance between top-down and bottom-up strategies should be considered in 

innovation. In a change process, the literature states both the advantages and 

disadvantages of bottom-up and top-down innovations. For example, White (1988: 133) 

writes that bottom-up innovations, "which are identified by the users themselves (rather 

than specified by an outside change agent), will be more effectively and durably installed 

than those which are impOlted from outside". On the other hand, Hurst (1983), however, 

notes that participatory decision-making can be a sham device to manipulate staff, is 

often excessively time-consuming and that, "if people are genuinely allowed to 

participate in decisions concerning innovations, then they may use this opportun ity to 

express and win support for their opposition to the change, or even to veto it" (p. 20). As 

a solution to the problem that neither centralization nor decentralisation initiatives are 

particularly successful, Fullan (1993: 38) recommends that simultaneous top-down and 

bottom-up strategies are necessary in order to fornl "a different two-way relationship of 

pressure, support and continuous negotiation". 

The balance between top-down and bottom-up strategies in innovation helps to secure a 

sense of ownership (Kennedy 1988), the degree to which an innovation "belongs" to the 
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implementers, which is another important factor that can considerably affect the 

likelihood of any innovation establi shing itself. If successful curriculum implementation 

is to take place, it is necessary to engender a fee ling of ownership amongst the teachers 

who will be involved in putting innovatory ideas into classroom practice. 

With regard to TESO, the ministry organized a series of consultative national workshops 

to introduce the change. In these workshops, the expected results were interpreted by the 

Ministry and the participants in different ways. While the Ministry claimed that they were 

meant to make the development of the curriculum participatory in nature, the participants 

believed that they were meant to convince them about the change, and ultimately impose 

the change proposal. Dawit (2008) reports that the involvement of teachers has mainly 

been at a low level, with teams working on production of curriculum content under the 

guidance of the Ministry of Education on the series of consultative meetings. 

This experience of teacher educators hardly tends to indicate that the teacher educators 

have developed any feeling of ownership towards TESO. TESO also seemed to create a 

perception in many teacher educators of being imported and entirely based on the 

Western curriculum regardless of its conceptual bases. 

Dawit (2008: 30 I) comments on the change process as follows: 

The problem of educationa l reform in Ethiopia, ... , is that the imbalance 
between top-down and bottom-up refOlms is so great that teachers and teacher 
educators feel al ienated and deprofessionalized, putting at risk the very idea 
TESO is meant for. 

Top-down refonns should have been coupled with serious consideration of teacher 

educators' concerns and the capacity of teacher education institutions. The fai lure to do 

this adequately for TESO can be said to have contributed to the initial negative responses 

from teacher educators . Although the relationship between attitudes and behaviour is 

often not straightforward (e.g. Kennedy and Kermedy 1996), innovation will invariably 

involve change in teachers' attitudes and practices (Nicholls 1983). If the itillovation is 

incompatible with teachers' existing attitudes, resistance to change is likely to occur (e.g. 

Brown and McIntyre 1987). Teacher retraining programmes are unlikely to succeed 

unless they can bring about a shift in teachers' attitudes towards the nature of learning and 

their own role in that process (Young and Lee 1987). Teachers are at the sharp end of 
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most educational innovations, so it is axiomatic that their attitudes will playa significant 

role in the adoption, reinvention or rejection of a new curriculum. 

Reformers need to give due attention to reality, respect teachers ' professionalism, and 

demonstrate through their actions rather than rhetoric that change is a process that 

happens in classrooms with the interaction of teachers, students, resources , and 

programmes (Rogers, 1995; Fullan, 1993; Hopkins, 2000) and address conflicts of 

rhetoric and practice, intention and strategy. The notion that change will reach grassroots 

level by external regulation without 'real or internal' stakeholders' involvement and 

commitment is unrealistic (Goodson, 2001). 
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CHAPTER III 

REVIEW OF LITERATURE 

In thi s chapter attempts have been made first to review the literature to compare the two 

major learning paradigms and th eir influences on language learning and teacher 

education programmes. By pay ing more attention to constructivism, then researcher has 

attempted to rev iew the detailed nuances of thi s parad igm in order to show its framework 

for teacher education and the th eoretica l foundation of refl ective approach in 

constructi vism. Next the researcher tri ed to surf the literature to show how the psycho­

pedagogical strategies (reflecti ve dialogues, portfo lio compi lation and action research) 

are employed in the practicum setting, what learning opportunities they entail and how 

they redefine participants' roles in the process for fostering refl ection in pre-service 

teacher education candidates. 

3.1. BEHAVIOURISTIC LEARNING PARADIGM 

The two contrastingly articulated major models of learning are behaviourism and 

constructi vism. Behaviourism relies on an objectivist epistemology, which believes in the 

existence of reli ab le knowledge about the world and which assumes that learners gain the 

same understanding from what is transmitted. There is the idea that there is a fixed world 

of knowledge that the student must come to know. Jonassen (1991: 28) describes the 

assumptions of an objectivist approach to learning: 

Learning ( ... ) consists of assimilating that objecti ve reali ty. The role of 
education is to help students learn about the real world. The goal of designers 
or teachers is to interpret events for them. Learners are told about the world 
and are expected to replicate its content and structure in their thinking. 

From thi s perspective, classes are usually dominated by "teacher-ta lk" and depend 

heavily on textbooks for the structure of the course in which information is divided into 

parts and built into a whole concept. Teachers serve as pipelines and seek to transfer their 

thoughts and meanings to learners. 

Since behaviourism centres on students' efforts to accumulate know ledge of the natural 

world and on teachers' efforts to transmit it, the mind is seen as an empty vessel, a tabula 

rasa to be fill ed with or as a mirror refl ecting reali ty. It therefore relies on a tra nsmission 
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approach which is largely passIve, teacher-directed and controlled. As behavioural 

psychology is interested in the study of changes in manifest behaviour as opposed to 

changes in mental states, learning is conceived as a process of changing or conditioning 

observable behaviour as result of selective reinforcement of an individual's response to 

events (stimu li ) that occur in the environment. 

Since it relies almost exclusively on observable behaviour and does not account fo r 

individual thought processes, reference to meaning, and representation, the role of 

behaviourism in learning is necessarily limited to the types of learning wh ich can be 

easi ly observed such as factual recall , rather than less clearly defined learning which 

involves internal conceptual change within the learner. Richardson (1997) argues against 

behaviourism that, when information is acquired through transmission models, it is not 

always well integrated with prior knowledge and is often accessed and articu lated only 

for forma l academic occasions such as examinations. 

This objectivist model has resulted in somewhat of a stereotyped portrayal of teaching 

and learning which is a widely criticized and often evoked as the target of educational 

reform (Jonassen (1991). 

3.1.1. Influence of behaviouristic learning paradigm on language teaching 

The behaviourist paradigm had a great influence on not only the second or fore ign 

language teaching but also the research contents and patterns in the field. The familiar 

themes that characterized audiolingual method (ALM) classroom instruction in the past 

were patterns/drills/ rules/accuracy/sequence, all of which refl ected assumptions in 

Skirmer's behaviourist stimUlus-response theory that emphasized positive reinforcement 

of correct responses to forn1 habits and in structural linguistics, which viewed language as 

an observable set of structures (Raimes, 1983). In this teacher-centred approach , feedback 

was direct and immediate, invariably coming from the teacher in a language class. In 

such classrooms, there was no exp licit dialogue about learning problems because it was 

assumed that learning would take place if learners absorbed the knowledge deli vered by 

the teacher (Anton, 1999). Research studies in TEFL, too, laid much emphasis on 

quantifiable data from these two fields. The preva iling assumptions of the disc ipline can 
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thus be summed up as rooted firmly in the positivist tradition, which prizes the empirical , 

the observable, the countable, and the verifiable data (Rames, 1983). 

3.1.2. Influence of behaviouristic learning paradigm on teacher education 

According to Fish (1 995) and Ziechner (1983), one of the two differing views of what is 

involved in being a teacher dominating pre-serv ice teacher education today is the 

competency based approach to pre-service teacher education arising from a view that 

teaching is a matter of mastering techniques, skills, procedures. The notion of 

competency-based teacher education can be traced to its origins in American research in 

education rooted in behavioural psychology (Fish, 1995; Schon, 1987). In thi s approach 

teachers are viewed as technicians who will simply apply what educational research has 

discovered (Fish 1995). Here the activity of teaching is seen as a co ll ection of skills; it 

can be analysed, described and mastered. What matters most in training for this job is 

mastering specific and standardized skills and demonstrating that mastery. The skill s are 

thus turned into competences and used as the means of assessing professional practice. 

Fish (1995) says that this rather glib explanation hides a series of problems and 

difficulties. It is possible to argue that the thrust to accept and foc us on competences in 

pre-service teacher education comes from their apparent usefulness in ensuring quality, 

because they seem to offer simple measures of efficiency. 

As in many professions a major aspect of the professionalisation process IS the 

introduction of an extensive theoretical basis for the practitioners work. In traditional 

teacher education, the desire to use as much of the available knowledge as possible has 

led to a conception of teacher education as a system in which experts, preferably working 

within universities, teach this knowledge to prospective teachers who, in turn, also try to 

stimulate the transfer of this knowledge to the classroom. This is how teacher education 

became known as " teacher training" (Bullough & Gitlin, 1995). Schon (1987) critically 

called it the " technical rationality" model, the heritage of positivism, which is a model of 

professionalism that values the production of knowledge over its application and arranges 

institutional hierarchies accordingly. In the same vein, Wallace (1991) labell ed it 

"applied science" model in second and foreign language teacher education . 
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Williams (200\), criticizing the attempts to transfer a predetermined, pre-selected and 

pre-sequenced body of knowledge from the teacher educator to the prospective teacher, 

attributes this essentially top-down approach to an artificial division between the theorist 

and the teacher: the theorist produces knowledge and the teacher consumes it. The 

traditional divide between theory and practice in teacher education programmes has a 

potential drawback in that these distinctions offer on ly limited poss ibilities for practicing 

teachers because in such a model teachers are not empowered to construct. 

Studies have shown the tendency to focus on knowledge bases to be taught to prospective 

teachers has fa iled to strongly influence the practice of graduates of teacher education 

programmes. Some researchers (e.g. Almarza, 1996; Kagan, 1990, 1992; Peacock, 200 I) 

suggest that teacher preparation programmes have less impact on some trainees than we 

might expect. Confirming this, Freeman (1994) argues that transferring appropriate 

knowledge to student teachers or imposing a proper model of language and language 

teaching does not work in teacher education programmes. Zeichner and Tabachnic (1981) 

showed that many notions and educational conceptions developed during teacher 

education were 'washed out' during fi eld experiences. Korthagen and Kessels (I 999) 

discuss three causes for the transfer problem: I) not cons idering student-teachers 

preconceptions about learn ing & teaching, 2) feed-forward problem and 3) the nature of 

the relevant knowledge. 

3.2. CONSTRUCTIVIST LEARNING PARADIGM 

Constructivism is known as an epistemology or a learning or meaning-making theolY that 

offers an explanation of the nature of knowledge and how human beings learn. It 

maintains that individuals create or construct their own new understandings or knowledge 

through the interaction of what they already know and believe and the ideas, events, and 

activities with which they come in contact (Richardson,1997; Good and Brophy, 1984). 

While constructivism does not necessarily deny the existence of an objective rea lity 

(Lincoln and Guba, 2000), it denies tbe existence of an objective knowledge since "there 

are many ways to structure the world, and there are many meanings or perspecti ves for 

any event or concept" (Duffy & Jonassen, 1992). It is this rejection of absolutism that 
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characterises constructivist approaches to learning, and it IS a radical ontological 

departure fro m the behaviourist theories. 

These ontologica l and epistemological di fferences have profound implications fo r all 

aspects of a theory of learni ng. The way in which knowledge is conceived and acquired, 

the types of knowledge, skill s and acti vities emphasized, the role of the learner and the 

teacher, how goals are established are di fferently arti culated in the constructi vist 

perspective. 

Rather than the transmission of knowledge, constructivist learning is an internal process 

of interpretation. Cunningham (1992: 36) wrote: 

Learners do not transfer knowledge from the external world into their 
memories; rather, they create interpretations of the world based upon their past 
experiences and their interactions in the world. How someone construes the 
world, their ex isting metaphors, is at least as powerful a factor influencing 
what is learned as any characteristic of that world. 

Richardson (1997) argues in favo ur of constructivism that, when information is acquired 

through transmission models, it is not always well integrated with prior knowledge and is 

often accessed and articulated only for formal academic occasions such as examinati ons. 

Most cognitive theori es and the constructivist approaches that have grown out of 

cognitivism argue that learn ing should be durable, transferable and self-regu lated (Di 

Vesta and Rieber, 1987). Mechanisms need to be in place to promote the deeper internal 

processing required for such learning to occur. 

Good and Brophy (J 994) state four principles guiding the constructivist learn ing. I ) 

Learners construct their own meaning, 2) New learning builds on prior knowledge, 3) 

Learning is enhanced by soc ial interaction, and 4) Learning develops through 'authentic 

tasks' . These imply that learning moves from experience to knowledge and not the other 

way round . In a constructi vist classroom, the activities lead to the concepts to help 

learners construct their meaning, i.e., constructivist learning is inductive, and it di ctates 

that the concept fo llows the action rather than precedes it. Constructivist learning usually 

begins with a question, a case, or a problem. In typical constructivist sessions, the 

instructor presents a problem and lets the student go and as the students work on a 

problem the instructor intervenes only as required to guide students in the appropriate 

directions. 
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While there are commonly accepted attributes of constructivism, there are also different 

interpretations of it. In general, two broad interpretations can be found among 

contemporary educators: psychological or cognitive constructivism, most notably 

articulated by Piaget, and socia l consh'uctivism, associated with Vygotsky. Richardson 

(1997) stresses two major issues shaping these interpretations: (1) education for 

individual development versus education for social transformation and (2) the degree of 

influence that social context has on individual cognitive development. We can distinguish 

between "cognitive constructivism" which is about how the individual learner 

understands things, in tenns of developmental stages and learning styles, and "social 

constructivism", which emphasises how meanings and understandings grow out of social 

encounters. 

Cognitive constructivism, as derived from the work of Piaget (1977), defines learning as 

a process of accommodation, assimilation, and equilibration. This is a dialectic process in 

which the subject resolves conflicts in the coherence of his or her structuring activities by 

coordinating and constructing new, more adequate cognitive structures (Saxe, 1991). 

Learning is primarily an individualistic enterprise. This is a chi ld-centred approach that 

seeks to identify, through scientific study, the natural path of cognitive development 

(Vadeboncoeur, 1997). To a large extent, this approach assumes that development is an 

ingrained, natural, biological process that is pretty much the same for all individuals, 

regardless of gender, class, race, or the social or cultural context (Vadeboncoeur, 1997; 

Richardson, 1997). It is essentially a decontextualised approach to learning and teach ing. 

Although the emphasis has been on the individual, Richardson (1997) notes that the 

Piagetian constructivist theory has been revised to add social construction of meaning. 

On the other hand, social constructivism pays particular emphasis to the influencc of the 

classroom culture and the broader social context in addition to what cognitive 

constructivism is concerned with. For the social constructivists, the social is cenh'al, 

rather than additive, to the learning process. It is through the social that meaning is made 

and knowledge is appropriated. The centrality of the social aspect of learning makes it 

more contextualized. 
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Abdul Haqq (1997) observes that the call for advocating social constructivist pedagogy in 

teacher education has its roots in the writings of John Dewey, the work of Pia get and that 

ofVygotsky. Dewey, (1933) suggested that knowledge and learning be conceived of as a 

process of construction and reconstruction of meaning, whereby the learner engages in 

active, systematic, informed and communal meaning-making of vicarious experiences. 

Piaget (1977) demonstrated empirically that children 's minds were not empty, but 

actively processed the material with which they were presented, and postulated the 

mechanisms of accommodation and assimi lation as key to this processing. Vygotsky 

[1896- 1934] laid down the most sign ificant bases of a social constructivist theory in hi s 

theory of the "Zone of Proximal Development" (ZPD) favouring a concept of learning as 

a social construct which is mediated by language via social discourse. 

This approach assumes that theory and practice do not develop in a vacuum; they are 

shaped by dominant cultural assumptions. The formal knowledge, the subject of 

instruction, and the manner of its presentation are influenced by the historical and cultura l 

environment that generated them. To accomplish the goals of social transformation and 

reconstruction, the context of education must be deconstructed, and the cultural 

assumptions, power relationships, and hi storical influences that undergird it must be 

exposed, critiqued, and, when necessary, altered (Myers, 1996). 

Beyond the view of learning as an active process of knowledge construction and sense 

making, knowledge is understood as a cultural artefact of people (Vygotsky, 1978). As a 

result, learning should involve talk, public reasoning, and shared problem solving. 

Instead of a focus on individual achievement, learning involves social interaction that 

supports thinking, surfaces prior knowledge, and allows skills to be used in the context of 

content knowledge. 

Teachers have to have open dialogue with the students to determine what and how they 

are thinking in order to clear up misconceptions and to individualize instruction as an 

understanding of the student' s prior knowledge and abili ties is crucial to success ful 

scaffo lding. The teacher must ascertain what the student already knows so that it can be 

cOlmected to the new knowledge and made relevant to the learner's life, thus increas ing 

the motivation to learn. 
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3.2.1. Influence of Constructivist learning paradigm on language teaching 

The emergence and the growth this paradigm seems to have influenced foreign/second 

language education in many respects. The aspects of the paradigm shift in sccond or 

foreign language education are perhaps most popularly known as communicati ve 

language teaching as they include greater attention on learners' roles, process-oriented 

instruction, soc ial nature of learning, individual differences, holistic learn ing, learner 

autonomy, importance of meaning rather than drills or rote learning and alternative 

assessment, and others (Jacobs and Farrell 200 I ). From various sources, we can quite 

easi ly compi le a description of Communicative Language Teaching (CL T) as part of the 

constructivist paradigm, which sees language as communication, emphasises real 

language use, as opposed to usage (Widdowson 1978). CLT recommends a student­

centred classroom, develops humanistic, interpersonal approaches, and considers the 

nature of the learner, the learning process, and the learning environment. The old fami liar 

themes of patterns/drills/rules/ accuracy/sequence have been replaced by a new set: 

communicationlfunctions/use/reality/ affective approaches (Raimes, 1983). 

As a result, this shift has led to many changes in how second or foreign language 

teaching is conducted. Current foreign and second language teaching methodologies 

based on Communicative Language Teaching (CLT) suggest that there is a benefit in 

swi tching from the traditional teacher-centred class to a learner-centred classroom 

setting. One of the main differences with traditional ways of teaching languages li es in 

the role of teacher and learner. The communicative approach shifts the focus to the 

learner in severa l aspects of classroom instruction: The curriculum reflects the needs of 

the learner, the activities engage learners in communication (involving information 

sharing and negotiation of meaning) and the teacher's role of facilitator in the 

communication process (Nunan, 1989). 

Current pedagogical trends in second and foreign language teaching ca ll for a learner­

centred orientation in language classrooms. This is usually interpreted by language 

teaching practitioners as a call to include more pair and group communicative activities 

in their lessons. It is believed that communicative activiti es foster a great amount of 

linguistic production, thus providing language practice and opportunities for negotiation 
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of meaning and form during communicative exchanges, which has been claimed to be 

beneficial for language learning (Long, 1996; Spada, 1997; Swain, 1997). 

Moreover, CL T advocates having students work in small groups in order to maximize 

their opportunities for communicative practices (Richards and Rodger, 200 I; Larsen­

Freeman, 1986). Acting as a guide of procedures and activities during communicative 

activities, the teacher is responsible for establishing situations that are likely to promote 

communication. The role of the learner is that of a communicator: students interact with 

others, they are actively engaged in negotiation of meaning, they have an opportunity to 

express themselves by sharing ideas and opinions, and they are responsible for their own 

learning. CLT calls, then, for a very active role for learners in the classroom and 

increased responsibility for their own learning (Breen, 1991: Larsen - Freeman, 1986; 

Nunan, 1988). The new role of the student as "negotiator between the self, the learning 

process, and the object of learning" implies that "be should contribute as much as he 

gains, and thereby learn in an independent way" (Breen & Candlin, 1980: 110). 

Approaches to teaching different language skills, i.e., reading, listening, writing and 

speaking, in CLT appear to fit in the constructivist paradigm. The design of pre-listening 

and pre-reading activities to activate learners' prior knowledge about the topic, to arouse 

learners' curiosity in the material and to provide learners with reasonable support by pre­

teaching some key vocabulary and careful selection of reading or listening texts 

exemplify a constructivist view of role of prior knowledge and real life experience to 

make learning new information possible. Similarly, the employment of higher level 

analysis, synthesis and evaluation questions in while- and post-reading or listening stages 

is consistent with a constructivist view of the role of cha llenge to promote higher order 

thinking. What is more, a process writing approach in CLT classes, the pair- and small 

group-work activities in CL T speaking or other skills lessons characterised by learners' 

collaborative efforts are congruent with the tents of constructivism. 

3.2.2. Constructivist framework for teacher education 

It is often said that constructivism does not provide a methodology for teaching. 

However, teachers who view learning as a constructive process wi ll shape their 

curriculum in order to challenge learners to actively build concepts and correct 
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misunderstandings (Regan and Osborn, 2002). Probably the best argument for a 

constructivist theory of learning is that it enables teachers to empower students to take 

control of their learning. Along this line, Fosnot (1989: J) defines an empowered learner 

as one who is an autonomous, inquisitive thinker - one who questions, investigates, and 

reasons. An empowered teacher is a refl ective decision maker who finds joy in learning 

and in investigating the teaching learning process - one who views learning as 

construction and teaching as a fac ilitating process to enhance and enrich development. 

Recognizing the inadequacy of knowledge transmission models of teacher preparation, 

educati onalists have long been advocating a constructivist tradition which attempts to 

help student teachers deconstruct their own prior knowledge and attitudes, comprehend 

how these understandings evolved, explore the effects they have on acti ons and 

behaviour, and consider alternative concepti ons and premises that may be more 

serviceable in teaching. Critical analysis and structured refl ection on formal course 

knowledge and everyday practical experience are incorporated. 

Fox (200 I) observes that constructivism in its various forms now appears to dominate 

extant views of learning articulated in the educational literature and endorsed by teacher 

education programmes. 

Many scholars argue for a reflective practitioners approach from constructivist 

perspectives in pre-service teacher education programmes. The main argument is that, as 

the world of professional practice is fast changing, professionals need to exercise and to 

continue to refine and develop not only simple skills, but their own dispositions, 

personalities, professionalism; abilities, capaciti es and understanding (Freeman, 1994; 

Fish, 1995; Korthagen and Kessels, 1999; Prawat, 1992; Freeman & Johnson, 1998; 

Darling- Hammond 2006). According to this argument, many aspects of teaching a lesson 

cannot be pre-specified and professionals need to be able to think on their feet, to 

improvise, to respond to the uncharted and unpredictable problems. Furthermore, 

teaching is a moral and social practice requiring the abili ty to exercise moral decision­

making and professional judgment. What is needed is an approach to teaching and to 

learning to teach which enables teachers to work at their practice, modi fy it and keep it 

under criti cal control (Eraut, 1994). 
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In this respect, educators must help, through a reflective practitioners approach, teachers 

theorize from practice and practice what they theorize (Kumaravadivelu, 2001; Richards, 

200 I). Pedagogic knowledge must emerge from the practice of every day teaching. It is 

the practicing teacher who is better placed to produce, understand and apply that kind of 

knowledge. Therefore, student teachers should be equ ipped with the knowledge, skill , 

attitude and authority necessary to become autonomous individuals. 

In this paradigm, educators affirm that theory and practice are mutually informing and 

together constitute a dialectical praxis. Some believe the theory/practice divide is 

refl ected in a useful distinction they make between ' professional theory' and ' informal 

theory' (Schon, 1987), formal theories and tacit knowledge (Shulman, 1987) or public 

and personal theories (Griffiths and Tann, 1992) as the practice of any teacher is the 

result of a private theory, whether this is explicit or not. 

This is a well-established view in the current foreign or second language teacher 

education. For example, the informal or private theories are referred to as 'maxims' 

(Richards 1996) ' practical' theories (Sanders and McCutcheon, 1986; Richards, 200 I) or 

'subjective' theories (Grotjahn, 1991). Pennington (200 I) suggests that teachers construct 

these maxims as an interaction of externally provided knowledge and classroom 

experience with personal characteristics. She then concludes that teaching must be 

recognized 'as a socially constructed activity that requires the interpretation and 

negotiation of meanings embedded within the context of the classroom through 

experiences in and with members of the teaching profession ' (Johnson, 1996:24). 

Korthagen and Kessels (1999) argue that the nature of the relationship between teacher 

cognition and teacher behaviour can offer a sound basis for a paradigmatic change in the 

pedagogy of teacher education in order to integrate theory and practice in such a way that 

it leads to integration within the teacher. 

This implies that much of what teachers do in the classroom is the product of, or IS 

accompanied by, some form of thinking (Calderhead, 1987; Clark and Peterson, 1986; 

Freeman, 2005). As a result, interest in teacher cognition, the nature of teacher 

knowledge and teachers' thought process, has constituted a major area of research in 
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general education since the mid-1970s and in FL teacher education since 1990s (Mullock, 

2006). 

Following the lead of their counterparts in the fi eld of general education, teachers and 

scholars in the field of second language teaching have also begun to examine ESL 

teachers' pedagogica l knowledge and beliefs (Breen, 1991 ; Cumming, 1993; Freeman, 

Richards & Nunan, 1990; Woods, 1996). Here the focal issues includes the contents of 

and sources of ESL teachers' conception of the teaching task (e.g. Almarza, 1996), 

teachers' beliefs (e.g Johnson, 1994; Woods, 1991), classroom decision making (e.g. 

Binnie-Smith, 1996; Johnson, 1992), and lesson planning strategies (e.g. Woods, 1996). 

F or example, Freeman (1994: 11) states that teaching is "more than simply putting 

knowledge into action; it is a fabric of interpretation." Pennington (200 I) also asserts that 

teaching is not a closed body of information and skills, but a fuzzy set of content 

knowledge, working principles, and behaviours acquired top-down and bottom-up, 

deductively and inductively, by individual teachers. 

Teacher education programmes in a constructivist framework inform teacher candidates 

about the importance of prior experiences and misconceptions while also having to deal 

with these candidates' own prior experiences and misconceptions about both teaching 

and content. Experiences that challenge student conceptions of schooling include 

provocative readings and discussion, simulations, and experiences in experimental 

schools that can give different vision of education. In their content studies, pre-service 

teachers ' own misconceptions can also be challenged. Teacher education programmes to 

understand the preconceptions students bring to their classes can promote approaches that 

will challenge these preconceptions. Through both having their own conceptions 

cha llenged and learning about the prior knowledge of their students, teacher candidates 

will be better prepared to provide their students later on duty with content knowledge 

linked with student prior knowledge. Critical analysis and structured reflection on formal 

course knowledge and everyday practical experiences should be incorporated to 

challenge and support student teachers' prior beliefs and knowledge. 
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3.2.2.1. Prior Beliefs 

As the goal of constructivism is to induce disequilibrium and cognitive conflict in the 

learner so that successfu l accommodation will occur (Piaget, 1977), constructivism seeks 

to change existing cogniti ve structures by allowing students to explore and discover new 

altematives. The basic assumption is "the key constructivist idea that constructi on of new 

conceptions (learning) is possible only on the basis of already existing conceptions" 

(Ouit, 1999: 275). 

Constructivism stresses the importance of examining prior experiences and knowledge. 

Conceptual change is not only relevant to teaching in the content areas, but it is also 

applicable to the professional development of teachers. Even though existing knowledge 

(be it correct or incorrect) allows us to make our way through the world, we are not 

necessarily consc ious of it. Thus, the first and most significant step in teaching in 

constructivist paradigm is to make students aware of their own ideas about the topic or 

phenomenon under study. Fixed beliefs often work against the epistemology of 

reflection, which stresses multiple viewpoints (Yost, et. aI. , 2000). To promote reflection , 

preservice teachers must have opportunities to understand how their beliefs measure 

against the philosophy of their teacher education programmes, so that cognitive change 

can occur. 

The focus on beliefs follows considerable research into the importance that beliefs have 

in our personal and professional lives. Richardson (1996) defines beli efs as 

"psychologically held understandings, premises, or propositions about the world that are 

felt be true." Victori and Lockhart (1995) discuss differences between ' insightful beliefs' 

which successful learners hold, and the ' negative or limited beliefs' which poor learners 

hold. 

Existing research suggests that learners' beliefs have the potential to influence both their 

experiences and actions as leamers, thus serving as a kind of strong perceptual filter 

(Anderson & Bird, 1995; Goodman, 1988; Nisbett & Ross, 1980; Pennington, 1996; 

Tillema, 1994; Weinstein, 1989, 1990; Zulich , Bean & Herrick, 1992; Holt-Reynolds, 

1992, Puchga, 1990; Nespor, 1987; Schoenfeld, 1983). An individual's beli efs play an 

influential role in the appraisal and acceptance or rejection of new information and 
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memory processes such as the retrieval and reconstruction of an event. It is wide ly 

accepted that student teachers bring their professional education with well-established 

preconceptions and beliefs about teaching and learn ing. 

In field of FL education, Brown and Mc Gannon (1998), Breen (1 99 1) and Horwitz 

(1987) also assert foreign language learners often hold different beliefs on notions about 

language teaching, and that learner beliefs have the potential to influence both their 

experiences and actions as language learners. Stevick (1980) goes further asserting that 

success depends less on materials and techniques (and) more on what goes on inside (the 

learner). Kennedy (1987) hypothesizes that real and effective change in teaching 

practices can occur through a change in their beliefs and also adds that beliefs shape the 

way teachers behave. 

In favour of this, Richards, Ho and Giblin (1996) proved in their study of five teachers 

doing an RSA Certificate course, which is built around a well articulated model of 

teaching, that the model was interpreted in different ways by individual trainee teachers 

as they deconstruct it in light of their teaching experiences and reconstruct it drawing on 

their own beliefs and assumptions about teachers, teaching and themselves. In similar 

vein, Almarza (1996) came up with the same conclusion in her study that the four 

language teachers at the end of the programme course left with different kinds of 

knowledge about the dynamics of teaching and learning languages, which they attributed 

to the variation in their pre-training knowledge. 

The most sign ificant pre-existing beliefs that trainees bring to courses are those formed 

during their schooling (Lortie, 1975). Student teachers arrive for their training courses 

having spent a great many hours (as schoolchildren) observing and evaluating what 

would be their chosen profession. He coined the term the "apprenticeship of observation" 

to describe this period of teacher watching which is likely to amount to thousands of 

hours. This apprenticeship, he argued, is largely responsible for many of the 

preconceptions that pre-service teacher trainees hold about teaching. Based on research 

conducted with language teachers, Freeman (1992: 3) notes that "the memori es of 

instruction gained through their 'apprenticeship of observation' function as de facto 

guides for teachers as they approach what they do in the classroom". 
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Another major influence on the formation of beliefs and preconceptions about teaching 

and learning which pre-service teachers bring with them to their courses can be grouped 

under the heading "personal experience" which includes: informal learning experiences, 

including language learning (Almarza, 1996) and life experiences, such as raising 

children, prevIOus work experience, and cul tura l, religious, and socio-economic 

upbringing (Feiman-Nemser & Buchman, 1986; Powell , 1992; Richardson, 1996). 

3.2.2.2. Support and Challenge 

For any practitioner, particularly begilUling teachers, several criteria need to be met in 

order that naive belief systems are challenged. Firstly tbe professional must be 

dissatisfied with the beliefs in some way, secondly, a usefu l viable alternati ve needs to be 

presented and third ly, the new set of beliefs must COlUlect with earl ier ideas about 

teaching (Prawat, 1992) . Pre-service teacher educati on oriented to a constructivist 

trad ition must provide the opportunity for such cognitive conflict to be set up and 

explored during training. It is only through such explicit refl ection that student teachers 

will be able to develop the capacity to be responsive practitioners beyond pre-serv ice 

teacher education and into professional tra ining. 

Severa l studies provide evidence that beliefs can be altered through a combination of 

constructivist practices, such as coursework directly related to fi eld experiences, and 

discourse on practical experiences, readings, and class discussions (Beyer, 1991 ; Boyd, 

et. aI., 1998; Tatto, 1998; Tran, Young, & DiLella, 1994; Yost, 1997; Yost, Forlenza­

Bailey, & Shaw, 1999). By bringing preservice teacher trainees to acknowledge their 

beliefs, teacher educators can provide students with experiences that may produce 

cognitive change. The goal is to promote tension and uncertainty so that preservice 

teachers will focus on the multiple dimensions of a dilemma and subsequently choose 

fro m a wider assortment of options (Boyd et aI. , 1998; Nais, 1987; Phelan & 

McLaughlin , 1995). 

According to Jones and Vesilind (1996) as long as learning is a sel f regulated process 

whereby learners construct knowledge through cOlUlecting new knowledge with prior 

knowledge and through organi zing and reorganizing mental structures to accommodate 

new understandings, student teachers should typica lly experi ence conflicts between their 
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engendered by cogni tive dissonance as essentia l to student teachers and says that 

"Without cogniti ve dissonance and the concomitant mitigation of pre-existing images, 

knowledge acquired during pre-service teacher education appears to be superficial & 

ephemeral." 

Russe ll , Mc Pherson, & Martin (200 1) argue that even an extended practicum within a 

traditional program is not necessarily adequate unless the practicum situations are created 

that typically result in candidates being left to be aware of the pedagogical principles 

underlying effective classroom practice. Unless they are challenged to question their 

images and understanding of their role as classroom teacher, they fail to see past the 

actions of teaching to the pedagogical fou ndations that inform the ability to think like a 

teacher. 

3.3. Acquisition of FL Teacher Pedagogical Knowledge 

It is not suffic ient for a teacher education program to be ab le to define an adequate 

knowledge base for teaching. A more important question is how student teachers can be 

helped through effective pedagogical practice to acquire the knowledge base (Ze ichner, 

1993). 

Traditional pedagogical approaches to helping student teachers acquire the knowledge 

base for teaching are characterized by a transmission orientation. Various transmiss ion 

models of instruction are still widely used in teacher education programmes around the 

world. A transmissive pedagogy, however, has been found to be problematic in several 

respects. First, it treats student teachers as tabula rasa and ignores the pre-existing 

knowledge, beliefs, and experiences that student teachers bring with them to a teacher 

education programme (Calderhead, 1991). Second, what transmission approaches aim at 

imparting to student teachers is invariab ly knowledge about "good teaching" generated 

by "experts" from outside schools (Schon, 1987) or the "generic principles of effective 

teaching" (Shulman, 1987). Such codified, decontextualised knowledge simplifies the 

complexity of teaching and gi ves rise to the theory/practice divide (Calderhead, 1991; 

Freeman & Johnson, 1998). Third, even when some value is granted to acqu iring such 

knowledge, transmissive teaching forces students to stowaway the transmitted 
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naive ideas of teaching and learning and their experiences in practice. This confl ict or 

sense of anomaly may be a perverse of cogniti ve growth. 

Constructivist teaching is a model that emphasizes that learners need to be actively 

involved, to reflect on their learning and make inferences, and to experience cogniti vc 

conflict (Fosnot, 1989). Cognitive conflict has been used as the basis for developing a 

number of models and strategies for teaching for conceptual change. That is why it often 

proposed teaching strategy for conceptual change: revealing student preconceptions, 

discussing and evaluating preconceptions, creating conceptual conflict with those 

preconceptions and encouraging and guiding conceptual restructuring. 

In the field of teacher education there is an increasing interest in the degree to which 

student teachers are challenged and supported in their learning during the school-based 

parts of their courses. The support and challenge student teachers receive from their 

mentors are believed to foster learning. Daloz (1986) conceptualizes how different 

amounts of support and challenge can combine to affect learning within a mentoring 

relationship by describing four different outcomes. When support is high but challenge is 

low, the learner will respond with feelings of confirmation but will not be prompted into 

further development. When support is low but challenge is high , the learner will retreat 

and withdraw from learning. When support and challenge are both low, the learner will 

face a standsti ll or stasis. When support and challenge are both high, the learner will 

grow and make progress. 

Daloz (1986) describes support as an affirming activity. When a teacher supports a 

learner, the teacher lets the learner know that the learner is cared about. Daloz says the 

teacher attempts to bring her boundaries in congruence with those of the learner. 

However, when a teacher challenges a learner, the teacher might, for example, introduce 

ideas which contradict those of the learner to question the learner's tacit assumptions. 

"The function of challenge' in Daloz's view (1986: 213) is 'to open a gap between 

student and environment, a gap that creates tension in the student, calling for closure '. 

Thi s definition of challenge as consisting in the revelation of a gap which calls for 

closure and thus triggering learning is found also in theories of the ways in which 

cognitive conflict stimulates learning. Kagan (1992: 147) regards the challenge 
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knowledge in an inert, static, isolated, and disjointed form which makes it diffic ult to 

apply in the real world (Dewey, 1966). 

An alternative to transmissive teaching IS constructivist pedagogy. In recent years, 

various constructivist approaches have been developed, implemented, and researched 

(e.g., Zeichner & Liston, 1987). Often these approaches advocate experience-based, 

student-centred, interactive, and inquiry-oriented instruction that stresses active 

discovery, reflectivity and cooperation. Typicall y, constructivist approaches aim at 

helping student teachers achieve some or all of the following: 

(a) constructing their own knowledge on the basis of mutual and teacher-provided 

scaffolding (Richardson, 1997); 

(b) building links between knowledge and practice through situated learning tasks; 

(c) integrating knowledge from different sources and drawing on collective expertise 

in group work, problem-solving tasks, and action research (Cochran-Smith & 

Lytle, 1993; Zeichner & Liston, 1987); 

(d) overcommg the apprenticeship-of-observation (Lortie, 1975) effect by 

recogmzmg and making explicit student teachers' pre-existing beliefs, 

conceptions, experience, and knowledge in relation to new, chall enging ideas and 

experience (Freeman & Johnson, 1998); and 

(e) developing autonomy, an inquiry stance, and refl ectivity through self-regulating 

activities that encourage student teachers to self-determine their learning needs 

and to negotiate curricular contents (Zeichner & Liston, 1987). 

Over the years, research has yielded strong evidence of the effectiveness of constructivist 

instruction in fostering knowledge growth. 

A lecture-based pedagogical course might lead students to recognize these theories and to 

argue for or against them at some later point in time, but lecturing about such topics as 

student-centred learning and inquiry-based approaches seemed to be contradictory. To 

build the bridge between theory and practice, that is praxis, social constructivist theory 

suggests that learners need to be actively engaged if they are to learn effective ly. Student 

teachers need an opportunity to do more than merely listen. In courses using social 
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constructivist approaches, instructors should provide students with opportunities for a 

variety of experiences and for interaction with other individual s, and instructors can 

create environments that support each learner's reconstruction ofpedagogicall<llowledge. 

The re-design of university methods courses using a constructivist model becomes even 

more important if the methods to be taught differ from students' lived experiences. This 

seems to be the reason for the TESO project to recommend the inclusion of elements like 

active learn ing, student centred teaching, reflection, continuous assessment techniques in 

all courses to be offered. 

Russell, McPherson and Martin, (200 I) stress three critically important pedagogical 

cornerstones: coherence and integration, extensive well-supervised clinical experience 

and strong relationship with school s, on which powerful teacher education rests in 

addition to a deeper knowledge-base. 

3.4. Reflection: a Means for FL Teacher Pedagogical Knowledge Growth 

As the Ethiopian teacher education programme is oriented to a reflective practitioner 

philosophy, it is worth investigating what reflective teaching looks like in the literature. 

Reflection is theoretically grounded in the constructivist assumption that experiencing 

and introspection into the experience are complementary meaning-making processes 

(Yost, et. a!. 2004). Reflection in teacher education programmes is a major means to 

examine one's own beliefs, values, and practices in light of new information. The end 

result of critical reflection in a constructivist paradigm for the individual is cognitive 

change. By bringing preservice teachers to acknowledge their beliefs, teacher educators 

can provide students wi th experiences that may produce cognitive change. The goa l is to 

promote tension and uncertainty so that preservice teachers will focus on the multiple 

dimensions of a dilemma and subsequently choose from a wider assortment of options 

(Boyd et a!. , 1998; Nais, 1987; Phelan & McLaughlin, 1995). 

Reflective thinking is not a new notion. It dates back to Dewey (1933), who considered 

reflection to be a spec ial form of problem-solvi ng thinking, an active and deliberative 

cognitive process, involving sequences of interconnected ideas that take account of 

underlying beliefs and knowledge (Hatton & Smith, 1995). Renewed interest in reflection 

came with Schon ( 1983, 1987) who developed his ideas about the reflective practitioner 
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in response to three criticisms: separation of means from ends (the outcome being more 

important), separation of research from practice (researchers not working with 

practitioners and practitioners not finding out about recent research) and separation of 

knowing from doing. According to Schon (1987:22) in his dominant epistemology of 

practice, "professional activity consists in instrumental problem solving made rigorous by 

the application of scientific theory and technique". 

In the literature of refl ective teaching, it is possible to discover much variance 111 its 

definition. In the field of general education the definitions range from simply looking at 

the behavioural aspects of teaching, to the beliefs and knowledge underlying these acts of 

teaching, to the deeper social meaning the act of teaching has on the community . This 

variation might be attributed to the different conceptual orientations of teacher education 

programme. For example, Zeichner (1983) identified four areas of desired teacher 

reflection: academic, social efficiency, developmental and social reconstructionist 

traditions. Feiman-Nemser (1990) also describes five categories of teacher reflection 

representing five conceptual orientations: academic, practical, personal, and 

"critical/social" orientations. 

John Dewey defined reflection as "an active, persistent and careful consideration of any 

belief or supposed fonn of knowledge in light of the grounds that support it and the 

further conclusion to which it tends" (1933:9). Dewey (1933) contrasted reflective 

actions with routine actions as follows: the former involve willingness to engage in 

constant self appraisa l and development wh ich imply flexibility, rigorous analysis and 

social awareness whereas the latter are guided by factors such as traditions, habits, 

authority, and by institutional definitions and expectations, which imply relatively stati c 

and unresponsiveness to changing priorities and circumstances. 

As defined by Schon (1996), reflective practice involves thoughtfully considering one's 

own experiences in applying knowledge to practice whi le being coached by professionals 

in the discipline. Woolfolk (2005: 5) describes reflective teaching as "thoughtful and 

inventive" with an emphasis on how teachers plan, solve problems, create instruction, 

and make decisions. Parsons and Stephenson (2005) also suggest that reflection is a 

process of dynamic action and learning that will enab le students to develop their practice 
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in the light of their analysis and evaluation. Reflection does not simply involve deciding 

whether a lesson 'went well' or not but identifies reasons for success or failure. This 

identification of reasons should draw not just on past experience in the classroom but also 

on theoretical knowledge and understanding about children's learning and pedagogy. 

Reflection therefore combines 'experience with analysis of beliefs about those 

experiences' (Newell, 1996: 568). 

Different scholars (e.g. Schon, 1987; Hatton and Smith, 1995; Van Manen, 1977; and 

Valli, 1997) outlined different types or levels ofreflection. 

Schon (1987) classified two types: reflection-in-action, which occurs when an individual 

experiences some fmm of surprise and then thinks about what he/she is engaged in during 

the activity; and reflection-on-action, which occurs when an individual reviews prev ious 

experiences and determines what led him/her to that point. Both forms of reflection 

involve demanding rational and moral processes in making reasoned judgements about 

preferable ways to act. Both require identifying and examining values, beliefs and 

emotions. 

Van Manen (1977) distinguishes three levels of reflection: technical, practical, and 

critical. Technical reflection is centrally concerned with the efficient and effective 

application of educational knowledge for the purposes of attaining ends which are 

accepted as given (Zeichner & Liston, 1987). Practical reflection is what a reflective 

practitioner does: reflecting on the phenomena before him and on the prior 

understandings which have been implicit in his behaviour and carrying out an experiment 

which serves to generate both a new understanding of the phenomena and a change in the 

situation. Finally, critical reflection is active, persistent, and careful consideration of any 

belief or supposed form of knowledge in light of the grounds that support it and the 

further conclusions to which it tends. 

Hatton and Smith (1995) discuss four types of reflection: descriptive writing, referring 

to what novices do when they try to reflect on an experience or a teaching episode; 

descriptive reflection , referring to some attempts to provide reason/justification for 

events or actions but in a reportive or descriptive way; dialogic reflection, discourse with 

self and explaining the experience, events and actions using qualities of judgement and 
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possible alternative for explaining and hypothesising; and critical reflection, an 

awareness that actions and events are located in, explicable by and influence by multiple 

historical and socio-political contexts. 

Valli (1997) also classified refl ection into five types based on the content and quality . 

Technical reflection dea ls with general instruction and management based on research on 

teaching and its quality is assessed in terms of matching one's own performance to 

externa l guidelines. Reflection-in and on-action deals with one's own personal teaching 

performance and its expected quality is basing decision on one's own unique situation. 

Deliberative reflection consists of a whole range of teaching concerns, including 

students, the curriculum, instructional strategies, the rules and organization of the 

classroom and its quality is detennined in tenns of weighing competing viewpoints and 

research findings. Personalistic reflection deals with one 's own personal growth and 

relationship with students and its quality is assessed in terms of listening to and trusting 

one's own inner voice and the voices of others. The content of critical reflection 

includes the social, moral and political dimensions of schooling and its quality is weighed 

by jUdging the goa ls and purposes of schooling in light f ethical criteria such as social 

justice and equality of opportunities. 

This implies that critical reflection is the highest level of reflectivity and the acceptance 

of a particular ideology. The higher thought processes involve refl ection on the 

assumptions underlying a decision or act and on the broader ethical, moral, political , and 

historical implications behind the decision or act. Yost, et. al., (2000) say that a criti cally 

reflective teacher is one who makes teaching decisions on the basis of a conscious 

awareness and careful consideration of the assumptions on which the decisions are based, 

and the technical, educational, and ethical consequences of those decisions. This view of 

critical reflection in teaching also calls for consideration of moral and ethical problems 

(Adler, 1991; Gore and Zeichner, 1991 ; Van Manen, 1977) and it also involves "making 

judgments about whether professional activity is equitable, just and respectful of persons 

or not" (Hatton and Smith, 1995:35). Therefore, the wider socio-historical and political -

cultural contexts can also be included in critical reflection (Zeichner and Liston, 1987; 

Schon, 1987). 
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Wallace (1991), based on the work of scholars in the field of general education, 

developed his reflective model, in which he showed the development of professional 

competencies through interaction between 'received' and 'experiential' knowledge for 

L2 teacher education. Wallace offers a visual model of reflective teaching, a key 

component of wh ich is the reflective cycle, a term which Wallace explains as being "a 

shorthand way of referring to the continu ing process of reflection on received knowledge 

and experiential knowledge in the context of professional action (practice)" (1991 : 56) 

Received knowledge is that body of information and skills which the profession 

recognizes and promotes as valuable, whereas experiential knowledge is the often tac it 

understanding of teaching and learn ing which teachers develop through their own 

expen ences. 

However, in the field of foreign Isecond language teacher education, reflection and 

critical reflection seem to be used rather loosely and interchangeably. Ifwe take a careful 

look at the following definitions of (critical) reflection, all of them do not take the broad 

aspect of society into consideration. Dong, (1998) observes that reflection on soc ial and 

political context of schooling in language teacher education is often provided in a limited 

and artificial fashion in teacher preparation programme. 

Writing in the area of language education, Pennington states that "the term reflective 

teaching has come to signifY a movement in teacher education, in which student teachers 

or working teachers analyze their own practice and its underlying basis, and then consider 

alternative means for achieving their ends ... " (1992: 48). She continues, "The use of the 

term reflection in the context of instruction can be interpreted in the sense of ( I ) 

thoughtful consideration, as well as in the sense of (2) mirroring, symbolizing or 

representing". 

Reflection or critical reflection refers to an activity or process in which an experience is 

recalled, considered and evaluated, usually in relation to a broader purpose. It is a 

response to a past experience and involves conscious recall and examination of the 

experience as a basis for evaluation and decision making and as a source for plann ing and 

action (Richards, 1991). Farrell (2003) also says reflection in teaching refers to teachers 

subjecting their own beliefs and practi ce of teaching to a critical ana lysis. 
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Richards & Lockhart (1994: I) state that a reflective approach to teaching is "one in 

which teachers and student teachers col1ect data about teaching, examine their attitudes, 

beliefs, assumptions and teaching practices, and use the information obtained as a basis 

for critical reflection about teaching." Because such reflection involves a critical 

component, reflective teaching can serve as a means of contributing to one's profess ional 

development. Writing on a similar theme, Nunan and Lamb (1996: 120) state that 

"reflecting on one's teaching, and, in the process, developing knowledge and theori es of 

teaching, is an essential component" in the lifelong process of professional growth. They 

add that reflective teachers "are capable of monitoring, critiquing and defending their 

actions in plarming, implementing and evaluating language programs". 

Nevertheless, Bartlett (1990: 204) sees a need to include the broader society III any 

definition of critical reflection. He says that in order for teachers to become critical1y 

reflective, they have to "transience the technologies of teaching and think beyond the 

need to improve our instructional techniques". He sees critical reflection as "locating 

teaching in its broader social and cultural context." 

The dominant theme in recent teacher education literature is the preparation of refl ective 

teachers. To emphasise the importance of reflection in teacher education, Zeichner and 

Tabachnick (1991) note that there is not a single teacher educator who would say that 

he/she is not concerned about preparing reflective teachers. Different scholars have 

written about the importance of reflection both in preservice teacher education and in in­

service professional development programmes. 

• to develop capacities fundamental to competent professional practice III 

problematic, complex world of practice (El1iot, 1991) 

• vital to intel1igent practice, as opposed to routine practice (Richert, 1990) 

• to facilitate the linking of theory and practice and cOlmect experience and 

theoretical knowledge in order to use each area of expertise more effectively 

(Calderhead, 1988) 

• to reconcile inconsistencies between beliefs and practices (Thompson, 1984) 
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• to help teachers challenge their assumptions about whey they do and help 

themselves identify weaknesses (Yvonne, 2002) 

• to transform teachers' assumptions and to apply knowledge to fit a new paradigm 

or reconstruct meaning in a given situation (Copeland, et.al., 1993) 

• to make teachers care about teaching, and become aware of the values they have 

incorporated during their socialization into the profess ion (Korthagen, 1993) 

• to help teachers, experiencing dissonance in their daily professional practice, to 

frame their understanding of the world in new ways and potentially to change 

their professional actions (McBride and Skau, 1995) 

Thus, reflection is one means of investigating practice and of theorizing about it. 

Basically it involves systematic, critical and creative thinking about action with thc 

intention of understanding its roots and processes and thus being in a position to refine, 

improve or change future actions. Arguably also, it unearths issues that are the very 

centre of understanding and refining practice. 

This appears to be the reason why SchOn (1987) Schulman (1998) called for teacher 

educators to help their learners make this tacit knowledge exp li cit through reflection upon 

practical experience and theoretical understanding. It is believed that the reasons for our 

decisions and actions as teachers are within us, but it is difficult to articulate how we 

know what we do when we teach, which Schulman (1998) refers to as ' tacit knowledge'. 

Richards (1990) also argues that without reflection, teaching is guided by impulse, 

intuition or routine and subsequently kept within the realm of tacit knowledge. Our 

informal theories have littl e likelihood of developing into "good practice" if they are not 

critically examined and tested. If we reflect critically, we can begin to formulate 

propositions form our own personal, informal theories which then become public and 

testable, we can then begin to advance both our practical and theoretical knowledge, 

taking into account the important interplay between what is happening in practice and 

what sense is being made of our practice by others. 
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3.5. Psycho-Pedagogical Strategies to Promote Reflection in Student Teacher 

In order to investigate the EFL teacher education programme practices (tasks and roles), 

the researcher finds it important to surf the literature in a constructivist paradigm to show 

what strategies are kept in place to help student teachers become competent reflective 

practitioners. Given the importance attached to the development of reflective skills, a 

range of teaching tool s for this purpose has emerged in the literature. In order to stimulate 

student teachers to think, react, discuss and discover their own position, and ultimately 

the emergence of cognitive dissonance or disequilibrium and attitude change; different 

psycho-pedagogical strategies within the philosophy of reflective teaching should be 

used. There are many successful techniques for employing reflection in pre-service 

teacher education programmes. A wide variety of approaches has been employed in 

attempts to foster reflection in student teachers and other intending professionals. Along 

the line of the new Ethiopian EFL teacher education programmes as postulated by the 

TESO document, the following three broad strategies have been major focal points in 

reviewing the teacher education literature: 

I. Supervised practicum experiences 

2. Portfolio compiling and journal writing 

3. Action research projects 

It is claimed these activities allow students to find their voice (Freidus, 1997) and foster 

reflection by deliberately making explicit their own thoughts and actions. The 

effectiveness of such teclmiques may depend very much on prior structuring. 

3.5.1. Extended Supervised Practicum 

It is quite important to investigate the literature on how to organize practicum sess ions in 

teacher education programmes in a constructivist fashion as long as the TESO project 

aims at extended practicum experiences in EFL teacher education programme to foster 

reflectivity in student teachers. 

Practicum is a major opportunity for the student teacher to acquire practical skills and 

knowledge needed to function as an effective language teacher (Richards and Crookes, 

1988). The pre-service teachers value their practicum experiences in schools and 
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classrooms because of their opportunities to gain the necessary skills as a professional 

(Sutherland, Scanlon and Sperring, 2005). Yarrow (1992: 2) reports that students in pre­

service courses commonly regard the practicum component as the most important part of 

their course. They maintain that from the practicum they gain the most useful knowledge 

to assist them when they begin working in the "real world". Several studies have explored 

the varying degrees to which FL education coursework and field experiences influence 

teacher pedagogical knowledge. This research has demonstrated a link between 

coursework, field experiences, and the ability of pre-service teachers to use professional 

terms and theoretical models to analyze and discuss student learning (Golombek, 1998; 

Johnson, 1996; Numrich, 1996). 

Richards and Crookes (1988) say the objectives for a practicum course reflect how the 

nature of teaching is viewed as well as how teacher development is thought to occur. This 

means they reflect the approach or philosophy implicit in the programme. In essence, 

there appear to be two somewhat different views regarding the purpose of the practicum 

within a curriculum. One, the more common or 'traditional' view, is evident in this 

statement about the practicum in teacher education made by Price: 

While it is difficult to provide a universally acceptable synthesis statement of 
purposes, there is considerable agreement that the major purpose of the 
practicum is to link theory with practice by providing regular structured and 
supervised opp0l1unities for student teachers to apply and test knowledge, 
skills and attitudes, developed largely in campus-based studies, to the real 
world of the school and the school community. (Price, 1987: 109) 

Authors such as Price view the practicum as an opportunity to apply theoretical 

knowledge previously gained in campus-based activities. On the other hand, Schon 

(1990) argues that the role of the practicum is to raise problems and issues which are used 

to trigger the investigation of related theory and knowledge. Schon's idea of a reflective 

practicum is radically different to the notion of practicum in a transmission model. In 

the literature, it reverses the traditional relationship between theory and practice, making 

professional practice the core organiser of the curriculum. Some programmes, influenced 

by Schon, place constructions of professional practice at the core of the curriculum; and 

use these as the integrating factor to bring together the theoretical and practical 

components of a course. 
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An alternative approach is that of Boud, Keogh and Walker (1985) who question what it 

is that turns experience into learning and enables learners to gain the maximum benefit 

from the situations in which they find themselves. The factor that they identify as crucial 

is the opportunity to reflect on or to examine experience in the light of the individual's 

current knowledge and understanding. Many of the programmes now build in this 

requirement for reflection and critical analysis. 

Although field-based programs are viewed as having great potential, attention is needed 

to ensure that they are indeed high quality learning experiences where participants are 

exposed to desirable and exemplary practices. 

In an argument for revision of the teacher education practicum, it is suggested that a 

practicum curriculum should incorporate the following key features: 

• a strong inter-relationship between the ideas about teaching espoused by the 
teacher education program and the experiences of student teachers in schools 
(Russell, Mcpherson, and Martin, 2001, Goodlad, 1988); 

• an increased amount of time that students are engaged in planned experiences 
under supervision (Darling-Hammond,2000a; Cochran-Smith, 1992; ); 

• an increased interest in cooperating teachers' role to engage student teachers In 

planned experiences under their close supervision (Boud, Keogh and Walker, 
1985). 

The student teachers' practicum experiences need to be reshaped in such a way that they 

require the participants ' roles to be redefined in constructivist perspectives, wh ich 

demand for strong school-university partnership or collaboration. 

3.5.1.1. School-University Partnership 

The inadequacy of theory-practice models of teacher education (Good lad, 1990) and the 

increased adoption of reflective practice approaches to teacher education (Schon, 1987) 

concentrate attention on the work of schools in pre-service teacher education. Recent 

research into how student teachers learn to teach has increasingly emphasized th e need 

for student teachers to recognize previously constructed images and beliefs about 

teach ing and examine the impact of these history-based personal beliefs on their 

profess ional development (Calderhead & Robson, 1991; Cole & Knowles, 1993; Holt­

Reynolds, 1992; Johnson, 1993). 
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Today, schools and teacher education settings are being drawn more closely together. 

Roles and responsibilities are being merged and restructured in clearly articulated 

endeavours to reject the former artificial separation and to replace it with genuine 

collaboration between the school and tertiary teacher educators. This reshaping has 

produced an environment designed, to link what students learn about teaching from their 

field-based school experiences with what they learn from their university experiences 

through mutually-constructed learning communities resulting in opportunities that are 

both different from and richer than the opportunities either the school or the university 

can provide alone. In this conception, the goal of teacher educators is more than teaching 

students how to teach. It is teaching them how to continue learning in diverse school 

contexts by prolonging and intensifying the influences of university and school 

experiences, both of which are viewed as 'potentially liberalising ' (Cochran-Smith, 1992: 

109) 

Collaboration is proposed as a way to "increase quality, bridge the gap between theory 

and practice, and improve communication between universities and schools" (Johnston, 

1990: 173). 

Goodlad (1988) and the Holmes Group (1986) advocated for a newly defined school­

university partnership that would bring about "simultaneous renewal" of both schools and 

universities. The literature today is filled with accounts of professional development 

schools and the importance they may have to improvement of schools and teacher 

education (Darling-Hammond, 1999, 2000; Teitel, 1997; Lieberman & Miller, 1990; 

Miller et aI., 2000; Johnston, 2000; Goodlad, 1994). 

Arguing from a constructivist point of view that meaning is constructed in a flexible way 

by negotiation and collaboration with others to show multiple perspectives, Maloy (1985) 

discusses the notion that school and university soc ial interactions are based on multiple 

realities and not necessarily mutual perspectives. He contends that when plaJUling 

collaborative efforts, these mUltiple realities need to be planned for and understood. 

These "unrecognized cross purposes" (1985: 349) will arise during school-university 

partnerships and their collaborative projects. 
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Teachers form their identity in the social context of schooling and in the ways those 

contexts enable and overpower meaning (Bullough, 1997). From this perspective, 

Britzman (1991), explaining that teachers bring to their work with others a multiplicity of 

identiti es they use to create meaning to situations as a result of their work, confirms that 

these multiple social interactions occur within an effort to collaborate. Based on thi s, 

Britzman (1991: 33) argues that collaborative efforts within teacher education should 

begin with a "recognition that multiple realities, voices, and discourses conjoin and clash 

in the process of coming to know". 

Research conducted on the interplay of FL education courses and field experiences 

supports the potential of collaborative approaches to enhance knowledge construction, 

exploration, and understanding about teaching and learning (Bailey et aI., 1996; Knezevic 

& Scholl, 1996; Nyikos & Hashimoto, 1997; Pennington, 1996). 

Strong partnership between schools and university is believed to impact pre-service 

teacher education programmes in some or all of the following ways: 

• contextualising of pedagogical learning which allows student-teachers to involve 

themselves more fully in the life of the school, to observe learner development 

over time, to share long-term curriculum planning, and to experience the rhythm 

of the school year, in addition to opportunity for planning, teaching, observation, 

discussion and reflection 

• a more balanced input into the process as a result of the increased opportunity for 

the estab lishment of personal and professional relationships between student­

teachers, teachers and lecturers 

• to facilitate communication between teachers and lecturers- who were, in theOlY, 

to work together for a common goal: to provide a programme shaped to meet the 

specific needs of the groups of student-teachers 

• the provision of structured seminars for teachers and lecturers (Bennett et al., 

1994; Gaffey, 1994; Moore, 1994; Thornley & Wasley, 1995) which enable them 

to share 'perceptions, beliefs , and practices' and form the basis of collaborative 

reflection. 
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The literature also reveals the challenges in such school-university collaboration. 

Recently, writers have attempted to address the challenges in collaboration. Much of the 

work revealed the confusion and nncertainty of the situation. Though many articles and 

texts, for example, commenced with opening paragraphs welcoming the long-overdue 

opportunity for improved school/tertiary relationships, they concluded with a litany of 

barriers to genuine partnership. Smedley (200 I) divided the concerns that emerged into 

four categories: organization, division of labour, time constraints and apprenticeship 

orientation. 

3.5.1.2. Participants and their Roles 

In such improved school- university partnerships, the mam participants (teacher 

educators and student teachers) are expected to assume their newly redefined roles as 

advisors to help student teachers benefit a lot from their school-based experiences. The 

ultimate goal in the advisory process in teacher education programmes is to create in 

student teachers the ability to be self evaluative and autonomous (Randall & Thornton, 

200 I) . In order to attain this goal, participants need to assume new roles in the 

programme during practicum placements in pre-service teacher education programmes. 

According to Schon (1987: 37), the role of the coach or advisor is to structure the 

learning of the student by deciding which areas they should work on (emphasizing 

intermediate zones of practice) and to guide the teacher in to a critical dialogue 

concerning their current practice. From this point of view, the coach is essential in 

providing the student teacher with the framework to examine the teaching experience, 

and from that framework to provide explicit targets for the next experience. In support of 

this, Randall and Thornton (200 I: 41) have the following to say: "In addition to the 

process of individual target-setting within a teaching practice setting, we also need to 

consider the role of the advisor in setting the framework for independent teacher 

development. " 

A further role for advisor within the reflective practitioner movement is to help teachers 

articulate and refine their views of the teaching process and their own learning. The 

advisor has also to playa role to help the teacher in training to externalize mental process 

(the values and beliefs held by teachers) and the processes they use to make sense of 
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teaching, i.e. in teacher cognition (Calderhead, 1987; Breen, 1991 ; Burns 1996; Woods 

1996). The advisee is promoted to ' uncover' incidents which are important, 'reflect' on 

these incidents and to discover new meanings for these incidents and then 'prepare ' to put 

the learning from experience and reflection back in to new experience. (Randall 200 I: 

120). 

3.5.1.2.1. Cooperating Teachers 

The involvement of cooperating teachers in such new programmes provides excellent 

opportunities for the development of teaching skills and reflective understanding, both 

within subjects and more generally. This is the essential rationale for establishing a 

relationship between a trainee and an experienced teacher. Edwards and Collision (1996) 

argue for their partnership as follows: 

We recognize a constant and creative interaction between learners 
and contexts. The meanings of teaching and learning are constantly 
created, negotiated and tested by those who are acting and learning 
in those contexts. (Edwards and Collision, 1996: 7) 

Cooperating teachers playa critical role in the preparation of the student teachers in their 

care (Lane, Lacefield-Parachini, and Isken, 2003; Beck and Kosnik, 2002; Hamilton and 

Riley, 1999; Mason 1997; Young 1996). 

To maximize the benefits for all participants, agreement about roles and relationships is 

obviously crucial. Different scholars tried to study the typology of help that cooperating 

teachers and mentors render to practicing student teachers and novice teachers. 

Sampson and Yeoman's (1994) identified three different dimensions of their role: 

structural - working across the school as planner, organizer, negotiate or, inductor for 

the student placement, supportive - working with the student as host, friend and 

counsellor, and professional - working with the student as trainer, educator and assessor 

further emphasis on providing analysis of performance, both generally and in relation to 

particular subjects and in offering both advice and challenge. 

Randall and Thornton (200 I) classify the role of mentors into technical/assessment roles 

which include coaching the teacher in classroom-based skills, informing the teacher of 

wider curriculum issues, helping in goal formation and clarification and evaluating 

classroom performance and personal/ development roles which include motivating the 
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teacher, confidence boosting, counselling - li stening to problems: helping to reduce 

feelings of anxiety, helping the teacher settle in to the school and problem-solving. 

Student teaching is a key event in the li ves of future educators; it can make or break their 

success in their own classrooms. The selection of qualified cooperating teachers with 

whom these students wi ll work is accordingly imperati ve. 

Drawing on the work of different researchers, it is poss ible to postulate the necessary 

conditions for effective and efficient contribution. 

I. Trust and communication between student teachers and cooperating teachers 

(Stanulus and Russell, 2000; Graham, 1997 and 1999; Lane, Lacefield-Parachini , 

and Isken ,2003) 

2. Sufficient knowledge base (Beck and Kosnik, 2002; Koerner, Rust, and 

Baumgartner, 2002; Osunde, 1996) 

3. A good degree of cooperation between cooperating teachers and uni versity 

supervisors (Hawkey, 1998) 

4. A clear and shared vision (Hargreaves, 1994). 

3.5.1.2.2. University Supervisors 

One of the major practicum supervision problems lies in supervi sors' traditionally 

embedded model of supervision in which supervisors tend to use a decontextuali sed 

checklist approach to classroom observation. In such a model, a supervisor arranges 

classroom visits and observes teachers' behaviour to rate behaviours on a standard scale 

of measure. Hargreaves (1994) and Schon (1983) criticise this approach as an attempt to 

reduce teaching to a technical act that can be measured by a set of prescribed criteria. 

Along wi th the change of concepti ons of teaching, different models of supervision have 

been proposed and come into effect. In the field of second or foreign language teaching, 

Freeman ( 1982) outlined three approaches to teacher superv ision: I) the supervi sory 

approach (with the supervisory as an authority figure), 2) the alternatives approach (with 

the supervisor as a provider of alternative perspectives) and 3) the non-directive approach 

(with the supervisor as "understander"). Later, Gebhard (1984) expanded thi s idea into 

five models: directive, alternative, collaborative, non-directive and creative supervision. 
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As long as teacher education programmes have adopted reflective practitioner approach, 

it has become mandatory to incorporate the models of supervis ion that are based on the 

idea that teachers should be guided through a process of learning, reflection and 

exploration to become more aware of their beliefs and behaviours. Schon (1987) 

proposes reflective supervision, which he li kens it with the use of a lens or personal 

framework to view a newly encountered situation. According to Schon, a supervi sor may 

help a student teacher with a dilemma through an alternative lens, by asking questions, 

avoiding judgements and guiding the supervisee through a process of inquiry. In thi s 

respect, the supervisor's major roles wi ll be 1) to help the supervisee make sense of 

learning and teach ing issues, 2) to engage in discourse about the teacher' s way of 

thinking about the issues, and 3) to accomplish the first two tasks in a way that minimises 

threat to the supervisee. Within this shift from technical to reflective approaches, 

descriptions of the supervisors shi ft from an 'expert' or ' evaluator' to a 'faci li tator ' . In 

thi s way, Gebhard and Oprandy (1999) view supervision as one of the activities that can 

lead to a deeper awareness of teaching not only for the teacher but also for the supervisor. 

Recognising the need for both to be more comfortable talking about teaching, Gebhard 

and Oprandy (I999) proposed an exp loratOlY approach which calls for a less supervisor­

dominated pattern of communication in the conversations and for the need for the teacher 

to assume more responsibili ties for the entire process and the nature of the di scussion. 

The supervisor-student teacher relationship which is built during mentoring and during 

lesson conferences is important and dynamic. The practicum supervisor has to take into 

consideration student teachers' perceptions, feelings , and justifications. To put these ideas 

into practice, the supervision process is expected to involve three basic steps: the 

planning or pre-teaching conference, a meeting between the supervisor and the 

supervisee about the focus of the forthcoming classroom visit; the classroom observation, 

during which the supervisor observes a lesson systematically and non-judgementally, 

co llecting data related to the objecti ves agreed upon; and the feedback or post-teaching 

conference, during which the supervisor meets with the teacher to analyse the data 

co llected during the classroom observation. The data in their basic form should provide a 

mirror-like reflection of classroom reflection of the classroom activities in order that the 

teachers can see their actual practices and reflect upon their underlying beliefs. 

62 



3.5.2. Teaching Portfolio 

Teaching portfolios have recently received increasing attention as tools to promote 

reflection among both experienced and novice teachers. A portfolio is an organized 

co llection of documents that represent student teachers' preparation for teaching. The 

documents they select for their portfolio illustrate their unique personal and profess ional 

growth , a portrait of their abilities and skills. Theoretical support for portfolios as 

reflective tools is strong. Proponents claim portfolios provide an opportuni ty and a 

structure for teachers to document and describe their teaching; articulate their 

professional knowledge; and reflect on what, how, and why they teach (e.g., Loughran & 

Corrigan, 1995; Wolf et a!. , 1995; Zubizarreta, 1994; Antonek, McCormick and Donato, 

1997). 

In their article, Antonek, e/. at. ,( 1997), arguing that student teachers' portfolios are a 

viable, effective and appropriate tool in documenting teacher growth and development 

and promoting reflective thoughtful practice, discuss the theoretical bases of portfolios in 

social constructivist paradigm in terms of three important constructs of Vygotskian 

theory: mediation, history and consciousness. 

In the literature, we can see a variety of ways in which portfolios assist teachers. First, 

they allow teachers to select and document activities and behaviour in their classrooms. 

Empirical supports for these claims are numerous, to mention but a few: 

• to encourage beginning teachers to gather in one place significant artefacts 

representing their professional development (Antonek, et ai, 1997; Hurst et ai, 

1998). 

• to hold the potential to describe teachers' work "whole and 111 context" (Bird, 

1990: 249). 

• to help student teachers to remember classroom events more fully and accurately, 

and focused their reflections on content and contents specific aspects of their 

teaching (Richert, 1990) 

• to create a need for student teachers to systematica lly examine their practice and 

create a meaningful context in which to link the university and its research-based 
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knowledge with the classroom and its practical demands (Lichtenstein, Rubi n, & 

Grant, 1992). 

Second, teacher portfo lios are a tool for developing decision-making ski lls. Teachers 

refine and adjust instructi on based on the contents of their portfolios provide for 

responsive instruction. Hurst et ai, (1998) argue that student teachers must refl ect on 

which teaching practices worked well and why, when they decide which materials to 

include. According to Wolf (199 1), portfo lios provide a connection to the contexts and 

personal histories of rea l teaching and make it possible to document the unfo lding of both 

teaching and learning over time. The portfolio is anchored in practice; thus they refl ect 

the changes that occur over time in the teaching experience. Wilcox ( 1996: 172) asserts 

that portfolios hold the potenti al to "enhance [teacher's] learning and improve thinking" 

Third, portfolios provide an alternative form of assessment, in part because they offer 

evidence of the preserves teacher's development as a professional (Loughran & Corrigan, 

1995; Wolf, 1994; Darl ing-Hammond and Snyder, 2000). 

In the context of a fore ign language teacher education programme, we can ana lyse the 

portfo lio for the theme of target language use. This analysis can reveal issues related to 

the target language use (e.g. studcnt teachers language profi ciency and their use of the 

target language in the classroom). The portfo lios can be used as a forum for reacting to 

their abilities to conduct English language classes in the target language. If studcnt 

teachers are promoted to audio tape or video tape their classes, their refl ection on target 

language use would be the result of mediation from a source outside the student teacher 

themselves. (Source) 

3.5.2.1. Learning Joul'llall Diaries 

One of the three types of portfo lio Tallima and Smith (2000) distinguish is a refl ectivc 

portfo lio, which conta ins both a course-related account of learning perfo rmance and a 

personal learning diary, representing the student 's goals and achievement. 

A student journal may be defined as "a learning exercise in which students express in 

writing their understanding of, refl ections on, response to or analys is of an event, 

expen ence or concept" (Ballantyne and Packer, 1995) Teacher educators can most 

effectively coach student teachers in refl ective practice by using students ' personal 
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histories, dialogue journals, and small and large-group discussions about their 

experiences to help students reflect upon and improve their practices. 

Student journals are used extensively in university contexts as a means of faci litating 

reflection, deepening personal understanding and stimulati ng critical thinking (Ba llantyne 

& Packer, 1995). Th is is particularly so in the field of teacher education, where reflection 

has come to be widely recognised as a crucial element in the professional growth of 

teachers (Ca lderhead and Gates, 1993) and as a means of stimulating reflecti ve learning 

(Yinger & Clark, 198 1; Walker, 1985; Thornbury, 199 1; LaBoskey, 1993; Hatton and 

Smith, 1995). 

LaBoskey (1993) provides a useful conceptual framework for understanding the nature of 

reflection in preservice teacher education which can also be applied to guide research and 

practice in the use of reflective too ls such as journal writing. Her framework incorporates 

four dimensions or aspects of the act of reflection: purpose, context, procedure and 

content. 

3.5.2.2. Peer Rencctivc Groups 

Inherent in the process of building a student-teacher portfolio is the social nature of its 

construction. Though it is written by an individual student teacher, its contents are 

derived from the individual's interaction with other pre-service teachers, university 

personnel, administrators, and cooperating instructors and learners in the schools. 

Therefore, portfolio allows the student teacher to join multiple perspectives in a cohes ive 

and coherent document. 

The literature suggests that the opportunity to share reflections with a partner, group or 

supervisor maybe an important factor in supporting a high level of reflection in journal 

writing. Hatton and Smith (1995) found that a higher proportion of dialogic (as opposed 

to descriptive) refl ection was ach ieved when students based their writing on interactions 

with critical friends. This, corroborated by students' perceptions, led Hatton and Smith to 

conclude that discussion with another person is a powerful strategy for fostering 

reflective action . Hatton and Smith in fer that thi s occurs through processes of modelling 

and coaching (Pugach, 1990). Further evidence is provided by Francis (1995) who 

suggests, on the basis of extensive work with journa l writing, that students perceive 
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individual reflection to be enhanced by group and paired collaboration. Her interpretation 

is that articulating to others helps to shape and clarify ideas. Data gathered by Ballantyne 

and Packer (1995) indicate that students perceive one of the main weaknesses of 

journa ling to be its essentially solitary nature. They conclude that this weakness may bc 

overcome, and the reflective nature of journaling enhanced, by sharing and discussing 

journal entries with peers or supervisors. Despite this strong 'circumstantial' evidence, the 

actua l effects of supportive dialogue on the process and outcomes of reflective journal 

writing have not been systematically tested. 

3.5.3. Action research 

Reflective practice has also been defined in terms of action research. In the literature. 

action research, a term first used by Kurt Lewin (1948), refers to research on immediate 

practical problems with a goal of improving practice as different scholars define it. 

Elliott ( 1991: 69) provided a working definition, "as the study of a social situation with a 

view to improving the quality of action within it. It aims to feed practical judgment in 

concrete situations". Similarly, Hopkin (1993: 224) defined action research as research 

"in which teachers look critically at their own classrooms primarily for the purpose of 

improving their teaching and the quality of life in their classrooms". From thi s 

perspective, Altrichter, Posch and Somekh (1993) al so argue that action research is 

intended to support teachers, and groups of teachers, in coping with the challenges and 

problems of practice and carrying out through innovations in a refl ective way. 

The literature also confinns that action research is research on immediate practical 

problems with a goa l of not only improving practice but also contributing to knowledge 

and theory. The latter goal of introducing action research into teacher education and 

teacher development programmes has its theoretical basis in the new paradigm that 

values the practitioners' or " insiders" knowledge as important as that of researchers' or 

"outsiders". Researchers have long argued that traditional research paradigms that view 

teachers as objects of study- rather than viable creators of their own research- are 

' exclusionary and disenfranchising' (Cochran Smith and Lytle, 1993: 42). Elliott, (1991) 

stresses that classroom teachers are in a unique position to provide specific information 

about their own classroom contexts and practices and they can contribute inva luable 
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research insights into the ' goings on ' in classrooms from their perspectives as ' insiders' 

in their own classrooms. Furthermore, Burns (1999), Altrichter, Posch and Somekh 

(1993) and Cochran-Smith and Lytle (1999) argue that teacher research has the potential 

to transform educational practice in significant ways by making important scholarly 

contributions to the knowledge base in education. Altrichter, Posch and Somekh (1 993) 

confirmed that teachers do not restrict their work to adopting a set of practical routines, 

but act as professionals precisely in developing new theories about their practice, 

including a critique of its educational and social context. 

In this way, action research has become a standard concept ll1 teacher education 

prograll1mes. Woodward (1991) traces the "teacher-as-researcher" denotation back to its 

1967 origin which aimed at enabling teachers to become more effective. Since then, 

terms like teacher research, classroom research , and action research have been 

pervasive in language learning literature. 

In general action research in most teacher education programme is based on four key 

assumptions (Carr and Kemmis, 1986; Elliott, 1991 ; Altrichter et al., 1993; Dadds, 1995 ; 

Sachs, 1999): 

• Action research is geared to teachers' own practice and the situation in which they 
are practising. 

• In action research teachers engage in reflection based on information they have 
systematically gathered themselves. 

• Action research is carried out through dialogue with colleagues within and outside 
the school. 

• In action research students (or other target groups of teachers) are an important 
source of information. 

Ponte et. al .(2004), emphasising the interactive nature of the development of knowledge 

through action research, di scuss three forms of interaction involved: (1 ) interaction 

between theoreti cal and practical knowledge; (2) interaction between the application and 

development of professional knowledge; and (3) interaction between individual and 

collective knowledge. 

First, the development of knowledge through action research can be said to be interactive 

because teachers are expected to continually link knowledge gained from thei r own 
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practice to general academic knowledge or theOlY. Interaction between practical and 

theoretical knowledge comes about when teachers develop insight into the 'complex ity, 

artistIy and demandingness' (Clark, 1988, p. Il) of their practice and, based on that, make 

a judgement on what situations they can use specific knowledge in, how they can use or 

extend that knowledge and to what purpose. This idea fits in with a growing 

understanding that teachers can contribute not only to improving teaching in the school 

but also to the knowledge base of the profession as a whole. Central to this is the idea that 

teaching is an intellectual and practical activity in ongoing and cumulative need of 

refinement, development and growth of teachers' professional knowledge. This means 

that teachers' practice- as Schon (1983) argued-does not consist solely of problem 

situations that can be resolved by the mechanical application of rules. Education typically 

involves constantly changing situations, in which teachers have to take well-thought-out 

decisions on what is the best course of action in a particular situation. 

Second, the development of knowledge through action research can be said to be 

interactive because teachers are expected to continually make a connection between the 

application and the development of knowledge. The interaction between the development 

and use of professional knowledge is a cyclical process that teachers take responsib ility 

for themselves: they apply knowledge and based on that application they develop new 

knowledge, which they then apply again, and so on. This fits in with Kemmis and 

McTaggart ' s (l982) four- step model of the action research spiralling cycle: planning, 

action, and observing and reflecting. 

Third, the development of knowledge through action research can be said to be 

interactive because teachers are expected to continually make a connection between 

individual and collective development of knowledge . Teachers are seen as leaders, not 

only with regard to their teaching in their classroom, but also with regard to the whole 

school policy. Initiating dialogue with colleagues and using a model for how to 

communicate effectively when reflecting on improving teaching performance benefits all 

participants. One inexpensive and effective way to do this is by collaborating with 

colleagues and observing each other's classes to reflect on teaching. Hargreaves (2000) 

indicates that part of the "Age of the Collegial Professional" is that: 
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The role of the teacher has expanded to embrace consultation, collaborative 
planning and other kinds of joint work with colleagues. In a world of accelerating 
educational reform, this kind of working together can help teachers to pool 
resources, and to make shared sense of and develop collective responses towards 
intensified and capricious demands on their practice. (p. 162). 

Though action research is seen as a strategy for continuing professional development in 

teacher development programmes, it is argued that student teachers should be prepared 

during programmes of pre-service teacher education: For example, Smylie et 01. (1999) 

contend that the role of pre-service teacher education is to prepare teachers fo r a good 

start and for later learning. Moreover Rudduck (1992: 164) said on this: 

'If students are not introduced to the excitement and power of action research 
during the period of initial teacher education they may not tum voluntarily and 
readily to such a way of learning later in their career. The likelihood of 
teachers opting to learn from the thoughtful and critical study of their own 
practice is greater if such activity has been legitimized during initial education'. 

While being assisted in conducting research on their own practice, student teachers 

reflect on what they are doing and what is going on in their classroom in order to engage 

in some direct action to improve the conditions of learning. In due course, they use 

problem-solving strategies. They are often helped in defining and redefining problems 

they want to address. After determining what kinds of information would help them 

understand their problems better and how to collect that information, they are expected to 

generate various ideas for changing the situation, decide what actions to undertake, 

justify those actions according to sound criteria, and evaluate their act. 

Ponte et. 01. (2004) state that the complexity of implementing action research in teacher 

education is connected with the need to embed action research in the total inti'astructure 

of the education programme. They argue that action research needs to be embedded in the 

objectives, course content, procedures and organization. The need for embedding should 

also be applied to the schools with which the institutes collaborate. 

Ponte et. 01. (2004), criticizing inserting action research as a separate module into a 

curriculum based on traditional assumptions, contend that embedding in the total 

infrastructure requires the development of a shared culture which, in turn, requires: (1) 

continuity in the teaching team and in the management team; (2) communication between 

management, educators, researchers, students and mentors about individual and co llective 
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insights relating to reflective, research-oriented practice as part of the course; and (3) 

commitment on the part of educators and managers in the institutes and the schools. 

Contributions in the literature emphasise that the desired interaction between the 

application and development of professional knowledge can on ly be achieved when 

school experiences are built into the programme from the start of the course. They also 

emphasize that good coordination is necessary between the discourses or reflections 

during the university-based courses and what can be tried out in school placements and 

visa versa . These propositions are in keeping with a growing belief, ' that field 

experiences that have been long-standing components of teacher education programmes 

be linked more tightly to the college or universi ty components' (Griffin, 1999: 18). 

It is this framework that the researcher used to develop the data gathering instrument (the 

questionnaire), to interpret both the quantitative and qualitative data analysis results, by 

comparing and contrasting the ongoing EFL teacher education programme with the 

international experiences. 
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CHAPTER IV 

METHODOLOGY OF THE STUDY 

This chapter attempts to discuss the methodology of the study, in which the two types 

methods applied for the study are illustrated by explaining the sample size and sampling 

techniques, data gathering tools, instrument development procedure, data collection 

procedure and data analysis method for each quantitative and qualitative part of the study. 

This evaluation study focuses on the implementation of the new EFL teacher education 

programme, which tries to investigate the programme process as defined in the 

conceptual framework of the study . 

Though the quantitative approach traditionally has dominated evaluation efforts in logical 

positivist (Guba and Lincoln, 2000) positivist-quantitative paradigm (Reeves, 1997) or 

classical viewpoint (Cervero and Wilson, 1994), the qualitative approach recently has 

gained popularity in the constructivist-interpretive-qualitative (Guba and Lincoln, 2000) 

and critical theory-postmodern paradigm (Reeves, 1997). 

Th is evaluation study mixes both quantitative and qualitative approaches which Guba and 

Lincoln (2000) term 'pragmatic ' or Reeves (1997) terms ' eclectic-mixed methods­

pragmatic paradigm,' as many others (e.g. Lynch, 1996; Patton, 2002; Cresswell , 2003: 

Mertens, 2006) argue that a combination of methodologies is most effective. 

Th is mixed method approach has been chosen for thi s study for three major reasons. 

I. As one purpose of the study is to produce a general picture of the new EFL 

teacher education programme implementation in the country, the quantitative part 

of the study has been designed to survey the actual practices and the participants' 

perceptions of the implementation process in six universities. Therefore, the 

survey includes a cross-sectional study using questionnaires for data collection 

with the intent of generalizing from a sample to a population. 

2. In an attempt to understand study outcomes in programme eva luation, quantitati ve 

methods are insufficient to explain why the programme is or is not successful. 

However, the pragmatics associated with the qualitative method emphasise that it 
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adds depth to quantitative study (Mertens , 2006) and that the use of mixed 

methods can provide breadth and depth to give a more complete picture of the 

phenomena under study (Patton, 2002). This encourages the researcher to use it. 

The qualitative method is expected to offer explanati ons about the programme 

operation as outlined in the conceptual framework. 

3. Under real world conditions where programmes are subject to change and 

redirection, naturalistic inquiry replaces the fixed treatment/outcome emphasis of 

the controlled experiment with a dynamic, process orientation (S ly ton and Liosa, 

2005). As a dynamic eva luation focuses on the actual operation process, the 

eva luator sets out to understand and document the day-to-day realities of the 

settings under study, making no attempt to manipulate, control, or eliminate 

situational variables or programme development, but accepting the complexity of 

a changing programme reality. 

To do so, the mixed method has been preferred. The data of the eva luation include 

whatever emerged as important to understanding the setting in addition to the designed 

framework of analysis. Therefore, thi s mixed method approach follows a transfonnative 

procedure (Creswe ll , 2003) in which the researcher uses a theoretical lens (borrowed 

from a pragmatic paradigm) as an overarching perspective with a design that contains 

both qualitative and quantitative data. This lens provides a framework for methods of 

data collection. Within this lens is the data collection method that involves a sequential 

approach (Creswell , 2003) in which the researcher seeks to elaborate or expand the 

findings of the quantita tive method with the qualitative method. Thus the study began 

with a quantitative method in which the application of theories or concepts was 

investigated, to be fo llowed by a qualitative method involving detailed qualitative, open­

ended interviews and document analysis to collect detailed views fro m participants and 

programme activities within a selected programme as a case. 

Therefore, this implementation eva luation involved different sizes and techniques of 

sampling and different data sources and data collection instruments for the quantitative 

and the quali ta ti ve part as discussed in the following sub-secti ons. 
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4.1. QUANTITATIVE METHOD USED 

As one purpose of the study is to produce a general picture of programme 

implementation. the quantitati ve part of the study is designed to survey actual practices 

and the student teachers', teacher educators' and cooperating teachers' perceptions of the 

implementation process of the new EFL teacher education programme at B,Ed, leve l in 

six universities that embrace EFL teacher education programmes in the country, Thi s 

study has employed a cross-sectional survey that is used to gather information on a 

population at a single point in time. 

4.2.1. Population and Sampling 

Three groups of subjects were involved in this study; namely, student teachers, 

instructors, and cooperating teachers, In order to choose a sample, the researcher had to 

obtain and evaluate carefull y li sts of people from which a sample can be drawn (call ed a 

sampling frame) from English Departments of the six universities to ensure that they are 

correct and complete. The information gathered for this purpose showed the size of 

population of graduating EFL student teachers and EFL teacher educators on duty in 

2007 as fo llows, 

Tanle 4-1: Population of the Survey Study 
Institution Student population Instructor population 
Addis Abeba University 156 21 
Bahir Dar University 165 36 
Debub University 11 2 20 
Haramaya University 78 23 
Jimma University 97 28 
Mekelle University 65 24 

Total 673 142 

Toward the goal of being able to predict accurately the thoughts of the two groups of 

people, as it sometimes makes sense to attempt to survey the entire population of interest 

for reasons of fairness to allow every individual the opportunity to respond, as is the case 

with student course evaluations if the population is sma ll , this survey tried to include fifty 

percent of the two populations as sample groups, depending on the assumption that every 

increase in sample size would increase accuracy and that "sampling error" can be reduced 

by obtaining a sample of sufficient size, 
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4. 1.2. Questionnaire as a Data Gathering Instrument 

For this part of the study, quantitative data were collected through questionnaires to 

generate the necessary information to answer the major and the minor research questions. 

The main data gathering instrument for this part of the study was written questionnaires. 

The reasons were the following. First, as the study involved large sample sizes and large 

geographic areas, written questionnaires were cost effective to gather more 

comprehensive data from the respondents as compared to face-to-face interviews. 

Second, they are easy to analyze as data entry and tabulation for nearly all surveys can be 

easi ly done with many computer software packages. Third, they are fami liar to most 

people because nearly everyone has had some experience completing questionnaires and 

they generally do not make people apprehensive. Fourth , they reduce bias as there is 

unifonn question presentation and no middle-man bias, and the researcher's own opinions 

would not influence the respondents to answer questions in a certain manner. 

As there were three groups of respondents in the survey, three sets of questionnaires 

which had four parts in line with the conceptual framework of the study were developed. 

The first set was administered to the student teachers (Group I) ; the second set, to the 

teacher educators (Group 2) ; and the third set, to the cooperating teachers (Group 3). 

Their details have been summarized in Table 4-4, 4-5 and 4-6. 

Table 4-4: Information about Part I and II of the Questionnaire 

Pall Respondent Group No. of Items 

I. Beliefs about basic assumptions 1,2 & 3 10 

II. Beliefs about goals of the programme 1, 2 & 3 7 

The first part of tbe three sets of questionnaire consisted of ten items which were 

constructed to assess the respondents' awareness of the basic assumptions and 

philosophical bases underlying constructivist pedagogy. The second part of the 

questionnaire consisted of seven items to investigate the respondents' awareness of the 

goals of the ongoing EFL teacher education programme they were invo lved. In both 

parts, the items were close-ended requiring respondents to rate on a fi ve-point scale, 

ranging from 5 (Strongly Agree) to 1 (Strongly Disagree). The response categories for the 

items were deve loped in order to facilitate the process of coding and ana lysis. The 
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"Neither Agree nor Disagree" option allows respondents to state that they have no 

opinion or have not thought about a particular issue. 

The third part of the three sets of the questionnaire aimed at investigating the nature of 

tasks and activities in the practical courses of the EFL teacher education programme. 

Table 4-5: Information about Part III of the Ouestionnaire 
Pal1 III Subpart Respondent No. of 

Group Items 
A. Practicum context 1,2 & 3 II 

Perceptions of B. Universitv sunervisor' sunnor! and advising style 1& 2 9 
tasks and C. Coooerating teachers' suoool1 and advising stvle 1&3 9 
activities D. P0l1folio compiling experience 1,2 & 3 8 

E. Action Research 1,2 & 3 7 

As shown in Table 4: 4, this part had five sub-parts to deal with tasks and activities in the 

practicum courses: 

a) Practicum support system (II items to rate the frequency of support system in a five 

point scale ranging from "Always" to "Never") to examine the frequency of the 

availability of the support system to help student teachers benefit a lot from their 

practicum experiences 

b) University supervisor' support and advising style (9 items referring to the type of 

discussions between practicing student-teachers and university supervisors) to 

measure the extent to which the teacher educators' supervisory style during the post­

or pre-teaching conferences 

c) Cooperating teachers support and advising style (9 items referring to the type of 

discussions between practicing student-teachers and cooperating teachers during 

practicum sessions) to measure the extent to which the cooperating teachers' 

supervisory style during the post- or pre-teaching conferences 

d) PortfoliO compiling experience (7 items dealing with the nature of portfolios that 

student-teachers were supposed to do during practicum sessions) to measure how 

useful student teachers' portfolios compi ling experiences were 

e) Action research experience (8 items dealing with the nature of action research that 

student teachers were supposed to do during practicum sessions) to measure how 

useful student teachers' action research experiences were. 
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All these sub-parts, with the exception of the first one (a) which had five-point scale 

items, involved nine-point scale items (ranging from I 'Not Usefiil At All' to 9 'VeIY 

Useful') as shown in the sample below. 

Please rate how useful those Portfolio Compiling Expcricnces have 

been to shldent teachers in terms of opportunities to the following: 

Not useful at all Vcr 
A To refine their reflective capacity CD (£) @ @) G) ® 0 ® 

The response categories for these items were developed for two major reasons. Firstly, 

since the purpose of the items was to make respondents rate the usefulness and relevance 

of an activity of the programme, it was necessary to avoid the position of neutrality in 

their responses which would produce meaningless data for analysis. Most survey research 

suggests that the "don't know" option should not be included in factual questions. 

Secondly, it would be more advisable to provide a wider range of response options to 

make more precise evaluation of the content of the programme. 

The final part of the questionnaires aimed at investigating the roles of university 

supervisors and cooperating teachers during school placement of student teachers along 

scafolded instruction as envisioned by constructivism. This part, too, included c1ose­

ended items in a nine-point scale. 

Table 4-6: Information about Part II of the Questionnaire 

Part IV Subpart Respondent No. of 
Group Items 

Perceptions of Roles A. Supervisors' Roles 1& 2 10 
in practicum 

B. Cooperating teachers' roles 1& 3 10 

C. Cooperating teachers' collegial roles 3 7 

This part of the student teachers' questionnaire had two sub-parts, each consisting of ten 

similar items: the first referring to the roles of university supervisors and the other to 

cooperating teachers. This part of the teacher educators' questionnaire consisted of ten 

items referring to their roles as supervisors in practicum sess ions, whereas that of the 

cooperating teachers' questionnaire consisted of seventeen items ten of which referred to 

their professional roles and seven of which were about their collegial roles as a 

cooperating teacher in practicum sessions. 
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4.1.3. Instrument Development 

The questionnaire as a data gathering instrument was developed from the revIew of 

literature. The development and refinement of the questionnaire items began with having 

the questionnaire items commented on by my advisors and my colleagucs. This step 

helped to improve the items in many respects. Initially, the comments were lIseful to 

rephrase some of the items so that they could be easily understood by the respondents. 

They were also helpful in reducing the number of the items by avoiding numerous 

redundancies. The total number of items included in the questionnaire for student 

teachers, for example, reduced to 79 from 102. 

The comments also reminded the researcher of using appropriate rating sca les for 

different parts of the questionnaire. Accordingly, the five-point Likert scale remained 

unchanged for the first two parts of the questionnaire because the items were intended to 

measure the respondents ' beliefs about basic assumptions or theoretical basis underlying 

a constructivist pedagogy and beliefs about the goal of the new EFL teacher education 

programme, in which case the respondents could take a neutra l position. However, a 

nine-point rating scale was applied for the last three parts of the questionnaire, in which 

the respondents were supposed to rate the absence or the degree of presence of the stated 

traits, opportunities or qualities in evaluating the content, tasks or activities and roles of 

participants in the programme. This was done for two major reasons. Firstly, since the 

purpose of the items was to make respondents rate the usefulness and relevance of and 

degree of availability of opportunities for their development as competent and reflective 

language teachers, it was necessary to avoid the position of neutrality in their responses 

which would produce meaningless data for analysis. Secondly, according to semantic 

differentiation, it wou ld be more advisable to provide a wide range of response options to 

make more precise evaluation of the content and process of the programme. 

Afterwards, an attempt was made to improve the validity of the instrument by getting the 

questionnaire rated by ten judges, colleagues in Pedagogical Science and English 

Department before a pilot study was conducted to check the reliability of the 

questiorUlaire. Towards this end, one prototype questionnaire was prepared to be rated by 

giving necessary information about the items in each group. This information included 

what the items in each group were set for, how they were to be responded and who would 
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respond to them. The judges were requisted to rate each item on a three-po int scale ( I = 

Good, 0= Not Sure, and -I = Bad) and to write any comments when necessary in the 

space provided against each item. In response to the request, all of the ten colleagues 

rated the items and some wrote useful comments on some of the items they rated "Bad" 

or "Not Sure". 

The results were tabulated on a spreadsheet and fed into a computer. The data was then 

statistically analysed using Cronbach alpha coefficient of SPSS 12.0 software to see the 

internal consistency of the rating, which determines the reli ability of the instrument. The 

results of the analysis have been presented in the following table. 

Table 4-6: Inter-raters' ReliabIlity Result 
Group of Items No. of Cronbach's 

Items Alpha 
Beliefs about Constructivist Pedagogy 10 .766 
Beliefs about Goals of the EFL Teacher Education 7 .771 
Progranune 
Tasks and Practical Activities 35 .794 

Roles of Supervisors and Cooperating Teachers 111 17 .841 
Practiclim 

All the observed alphas in the tests of internal consistency of participants' responses, 

being greater than 0.76 according to Shaw and Right's (1967) suggestion, indicate that 

the instruments have an acceptable degree of reliability. 

Then a pilot study was conducted to check the reliability of the instrument, I. e., the 

questiOlmaire for the quantitative part of the study, to identify items that could be diffi cult 

for respondents to understand or that could have vague meanings for respondents and to 

check the appropriateness of the rating scales before the administration of the 

questionnaire in the main study. See the procedure and the results in Chapter V. 

4.1.4. Data Collection Procedure 

First of all, the student-teacher questionnaire was administered some time towards the 

end of Practicum IV because the subjects, having gone through all practicum and 

theoretical courses, were believed to be able to give complete information about the 

whole programme. Relying on the cooperation of course instructors in allowing their 

class time, the researcher himself, in some places accompanied by data collecting 

assistants, made the student teacher respondents fill in the questionnaire under hi s 
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superVISIOn to gIve any necessary help and to secure high return rate of the 

questionnaires. But the second and third questionnaires were given out to the 77 teacher 

educators and 72 cooperating teachers as they were expected to have no difficult ies in 

understanding the items and to assume a lot of responsibility for returning th e fill ed-out 

questionnaire. 

4.1.5. Data Analysis Methods 

Different quantitative data analysis techniques were employed to analyse the collected 

data. The information obtained through the questionnaire was tabu lated and 

quantitatively analysed using inferential statistics . 

As each part of the three sets of the questionnaire, being a multi-item scale which consists 

of a cluster of differently worded items focusing on the same target, the participants' 

responses to each cluster of closed-ended items had to be analysed to determine the 

internal consistency of the obtained responses to the multi-item scale. For this purpose, 

the researcher used Cronbach Alpha to see how consistently the respondents responded to 

these items and to make sure the dependability of the data for making further analyses 

and drawing a conc lusion. The SPSS 12.0 software analysed the reliability of the data in 

the method mentioned. 

As a multi-item scale whose underlying assumption is that any idiosyncratic 

interpretation of an item would be averaged out during the summation of the item scores, 

the grand mean would enable us to j udge the degree or level of beliefs or perceptions of 

the respondents about a given issue. Towards thi s end, the means of the scale for the 

responses to each item were calculated and the grand mean for the group of the items was 

found by summing each item mean in the scale and averaging them to obtain a complete 

score that could range from 1.00 to 5.00 for the fi ve-point scale items or that could range 

from 1.00 to 9.00 for the nine-point scale items. These statistical procedures were applied 

to ana lyse the data gathered through each part of the questionnaires. To discuss levels of 

awareness and perceptions of the participants, means and standard deviations were 

applied. To compare the observed means, inferential statistical methods, parti cularly one­

sample t-test (i n cases of comparing each observed mean with expected mean va lue), 

paired samples t-test (in cases of two means fo r one same group), independent samples t-
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test (in cases of two means for two different groups), and F-tests (in cases ofthree group 

means) with Scheffe post-hoc multiple comparisons where it was necessary tell clearly 

which group mean(s) was/were significantly different. 

4.2. QUALITATIVE METHODS USED 
Qualitative methods have been used in this evaluation study because they tell the 

programme story by capturing and communicating the participants' stories as Patton 

(2002) stresses that evaluation case studies have all the elements of a good story because 

they tell what happened when, to whom, and with what consequences. The primary 

purpose of the use of the qualitative methods for this study was to gather information and 

generate findings that are usefitl to illuminate the processes and implementation problems 

of the programme. 

As qualitative methods pose the questions of how and why a programme is or is not 

implemented in a proper way and not simply whether a programme is running in the 

intended way (Patton, 2002), the qualitative methods were an essential part of this 

programme evaluation study to determine and understand the effectiveness of the 

implementation of the programme. 

The qualitative part involved multiple data sources and data gathering instruments to 

produce a wea lth of detailed data from a much smaller number of people and cases. 

4.2.1. Site of the Study 

As one of the strengths of qualitative analysis is looking at programme units holisticall y, 

the qualitative part involved selection of one case programme. Bahir Dar University was 

selected as a representative case for two major reasons . The first reason is its difference 

in its organizational settings. Bahir Dar University, which has been upgraded from a 

Teachers ' Co llege, is believed to have had a strong tradition in teacher educati on 

programme in the country since 1973. It is also a university where Department of 

Pedagogical Sciences exists in the country and where M.Ed. degrees in science, languagc 

and genera l education are offered. 

The second reason is that the researcher's easy access to detailed information about the 

programme, as Merriam (1988) says, the researcher's presence within the case 
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programme and interaction between the researcher and participants wou ld make the 

qualitative study have the potential to reveal rich contextual findings of a personal, social 

and pedagogical nature which cannot easily be obtained by other methods. 

This selection of one university teacher education programme as a representative case, 

which Stenhouse (1981:5) refers to 'as a return to close observation', in order to study a 

programme of EFL teacher education was believed to enab le the researcher to use 

multiple data sources, co llect adequate amounts of data with a range of typica l examples 

over time (Stenhouse, 1981 ; Merriam, 1988; Johnson, 1993). 

4.2.2. Participants and Sampling 

As quali ta tive inquilY typically focuses in-depth on relatively small purposefully selected 

samples, even single cases (N= I ), because of its logic and power in selecting information 

rich cases (Patton, 2002), the selection of the subjects for this part of study was based on 

a purposive sampling technique on the basis of their placement in the three partner 

secondary schools (Tana Haik, Gh ion, and Fasilo Secondary School) in the town ofBahir 

Dar. Among student teacher respondents of the questionnaire in Bahir Dar University, 

eight student teachers who were placed to these three schools for Practicum IV were fi rst 

selected. Then their respective eight supervisors from the university and six cooperating 

teachers from the three schools were identified in order to gather people's views on 

simi lar situation . However, one of the selected student teachers later disappeared during 

the focus group discussion and was not willing to hand in his documents. 

Moreover, in order for the researcher to gather additional information about the process 

of the practicum courses, the faculty practicum co-coordinator, whose responsibili ty 

included facilitating school placement, preparing different formats, organizing a training 

for school coord inators, was involved in this part of the study because the Engli sh 

Department did not have a practicum programme coordinator of its own when the data 

was collected for this study. 

4.2.3. Instruments 

As most scholars (e.g. Stenhouse, 1981; Merriam, 1988; Alderson and Scott, 1992; 

Johnson, 1993; Lynch, 1996; Patton; 2002) recommend, the qualitative methods to 

collect information about the programme from multiple perspectives include three kinds 
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of data gathering instruments: (I) in-depth, open-ended interviews; (2) non-participant 

observations; and (3) document analyses. 

4.2.3.1. Interview 

For the purpose of triangulation and gathering in-depth infonnation, two types of 

interview were conducted. 

A. Focus Group Discussions 

Focus group discussions (FGDs), in essence, are group interviews that rely, not on a 

question-and-answer format of interviews, but on the interaction with in the group 

(Kruegr and Casey, 2000). This reliance on interaction between participants is designed 

to elicit more of the participants' point of view than would be evidenced in more 

researcher-dominated interviewing. 

Using focus group discussions as a research strategy was found appropriate because the 

researcher was interested in how individuals form a perspective of a problem. The focus 

group interaction allows the exhibition of a struggle for understanding how others 

interpret key terms and their agreements or disagreements with the issues raised. FGDs 

have been preferred to gain the advantage that the participants can question and clarity 

each other's responses so as to have a more balanced portrait of the programme 

evaluated. The challenges to extreme statements/ exaggerated opinions by peers and the 

clarifications to such extreme statements/ exaggerated opinions in this type of interview, 

as Lynch (1996) suggests, are expected to provide a rich and dynamic set of interview 

data for the study. They could provide evidence of ways that differences are resolved and 

consensus is built. 

There were three different focus group discussions. Seven student teachers participated in 

the first FGD, which took an hour and a half. Eight English language teacher educators 

participated in the second one, which lasted for two hours. In the third FGD, which lasted 

for an hour and a quarter, six cooperating teachers with whom those seven selected 

student teachers had been working during their practicum experiences in Tana Haik 

Secondary School took part. 
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B. Individual Interview 

An unstructured format of interview was used to gather information from the practicum 

coordinator at faculty level. This format has been preferred to allow the researcher to 

seek clarification and elaboration of the interviewee's comments and responses instead of 

attempting to identify or confirm some facts, and this is assumed to have maximized the 

amount and quality of relevant infOlmation for the study. 

4.2.3.2. Observation 

A senes of six passive observations were conducted during practicum conferences 

between the interviewed student teachers and educators to see how well the proposed 

reflective model is implemented in the practicum courses. The data obtained in these 

observations are believed to be helpful in crosschecking the information gathered through 

the interviews. 

Another series of six passIve observations were supposed to be conducted during 

practicum conferences between the interviewed student teachers and cooperating teachers 

to see how well the proposed reflective model was implemented in the practicum courses. 

However, there were no pre- or post-teaching conferences between these groups, so these 

were not done. 

4.2.3.3. Document Reviews 

Different documents were investigated to see the implementation of the change in the 

programme. 

4.2.3.3.1. Sample Portfolios 

Seven portfolios compi led by the seven student teachers were reviewed to see what they 

were doing in light of the assumptions and goals of the ongoing programme. 

4.2.3.3.2. Practicum Evaluation Checklist 

With regard to the practicum course evaluation, the practicum evaluation checklist 

applied for Practicum IV was collected and analysed in light of the assumption and goa ls 

of the programme. 
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4.2.3.3.3. Cooperating Teachers' Report 

Though the cooperating teachers were supposed to write reports on the performance of 

the practising student teachers and to send to the department, the researcher found the 

reports written by the school coordinators, not by the respective cooperating teachers. So 

seven reports, written by the three school coordinators in the three partner school s, about 

the same seven student teachers' performance were collected and their contents 

investigated in light of the proposed features of the paradigm shift in the TESO document 

and in the literature review. 

4.2.3.3.4. Sample Action Research Reports 

Similarly, action research reports written by the seven student teachers were reviewed to 

see what they were doing in light of the assumptions and goals of the ongoing 

programme. 

4.2.4. Data Collection Procedure 

Initially, the observations in the selected practicum conferences were video-recorded. 

Prior to entering the field , I decided that as much information as possible should be 

gathered about each classroom in the context of different course instructions and student 

teacher - university supervi sor post-teaching conferences. Instead of using checklists, the 

researcher turned to videotaping the whole conferences in order to have a holi stic feeling 

of the whole activities and behaviours and to overcome the limitations of checklists and 

summaries and then se lecting the useful data later in the analysis stages. This allowed the 

researcher to have sufficient information to quantify those items that would be captured 

in a checklist and to provide the details of student teacher - university supervisor 

conferences that would be essential to understanding the activities and roles of 

participants in the conferences as well as the types of discussion. 

A briefing session was conducted to orient a facilitator for focus group di scussions. 

While the facilitator chaired the discussions, the researcher had to take notes of the 

discussion and acted as a catalyst to probe the observed views during the discussion. 

Secondly, as the researcher tied to benefit from multiple sources of data, the seven 

selected student teachers were interviewed in a group and the discussion was video-
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recorded. Similarly, a set of eight instructors from English Department participated in a 

focus group discussion that lasted for about two hours and the discussion was video­

recorded. The focus group discussion of the six cooperating teachers from the three 

partner secondary schools was audio taped. 

In the meantime, for critical review, the researcher collected the following programme 

documents: Practicum IV evaluation checklist, seven school teachers' reports, seven 

student teachers' portfolios for Practicum IV and seven student teachers' action research 

reports . 

4.2.5. Challenges to Data Collection 

Both the requirement to involve multiple data sources in order to validate the findings 

and the desire to incorporate rich narrative data created significant challenges to the 

overall management of the evaluation in all its stages, particularly qualitative data 

collection. The major difficulty confronted in incorporating qualitative data into th is 

evaluation study was related to executing the data collection. In terms of data collection, 

challenges included guaranteeing confidentiality and anonymity . 

The researcher was presented with a series of obstacles to begin to observe their post­

teaching conferences. Many of the instructors would have preferred to exclude their 

feedback sessions from being observed probably because of their fear that the report 

would affect them in some way. A lot of efforts had to be made to persuade them to allow 

the researcher to video-record the conferences. In the informal conversations with most 

instructors in the department, the researcher informed them that the sole purpose was to 

observe programme implementation and not to evaluate a particnlar teacher and explicitly 

explained that he wou ld not use the participants' names when reporting findings. Despite 

all this, they often fe lt uncomfortable by his presence in their classrooms. Had it not been 

for the fact that the researcher has good rapport with the depmtment staff as a member, it 

would not have been possible to capture so much data from the teacher educators through 

the FGD and video-taping the post-teaching conferences. 
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4.2.6. Data Analysis Methods 

As qualitative data ana lysis process IS systematic and comprehensive, and occurs 

throughout the data collection process (Tesch, 1990), there was no test of statistica l 

significance unlike quantitative data analysis to tell that the data analysis is at an end. 

The qualitative data analysis had to focus on a number of separate but related sets of data. 

Because guiding research questions were formulated at the begilming of the process for 

the quantitative part of the study, the general approach to qualitative data analysis was 

mainly deducti ve analysis (Patton, 2002) as the data were classified and reduced using 

category system deve loped in the conceptual framework of the study. Then the classified 

data was interpreted and conclusions drawn. To do so, different steps were fo llowed. 

1. The data were organized to check for their completeness and quality and to 

systematize them. The fist step in the data analysis procedure was transcribing 

and reading and re·reading all the data. To be able to analyze the tremendous 

amount of data collected, the researcher created a research team and hired two 

graduate students to work closely with hi m on transcribing data. Each member of 

the team was responsible for transcribing the data. Members of the team 

exchanged their work and checked the data for completeness. 

2. The second step was giving codes and dividing the data into smaller and 

meaningful units . By doing so, it was made possible to sort and sift through the 

data drawn from an individual interview, focus group discussions, observations 

and programme document reviews to identi fy similar relationships between the 

themes already pre-specified in the quantitative part of the study. 

3. As the basis for guiding the quality of analysis in a qualitative study rests on 

corroboration to be sure the research findings reflect people's perceptions (Tesch, 

1990), the third step was triangulation which required the convergence of multiple 

data sources from a variety of participants and a variety of conditions. As I moved 

forward through the coding process, the researcher organized the data segments in 

a system and gave the work out to two COlleagues to examine the data in order to 

verify the presence or absence of a given theme or category and to ensure 

consistency in the process. 
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4. The next main step in the analysis process was comparison to refi ne categori es 

and define conceptual similarities and discover patterns. 

5. Then, elaboration of a small set of generalisations that covered the consistencies 

discerned in the database was done. Finally, examination of the generalisations in 

light of the constructivist theories of learning was made. At the end, the results of 

the analysis became some type of higher-order synthesis in a form of descriptive 

pictures. 
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CHAPTER V 

P/LOT STUD Y 

This short chapter of the study reports the pilot study procedure and findings of the 

quantitative part of the study, which was conducted after having the questionnaire 

commented by advisors and fi"iends to further check its dependability and to identify 

potential problems by admin istering it to small groups of respondents who were later 

excluded from the main study. 

This pi lot study was conducted for various specific purposes. The first was to identify 

items that could be difficult for respondents to understand or that could have vague 

meanings for respondents. The second reason was to know how much time the 

questiorUla ire would require the student teachers to complete so that a strategy could be 

designed as to how to administer it for the main study. The third one was to check how 

appropriate the rating scales were before the administration of the questionnaire in the 

main study. The fourth reason was to check the reliability of the instrument, i.e. , the 

questionnaire for the quantitative part of the study. The fifth reason was to tryout the 

data analysis methods mentioned in the methodology section of the study and to see if 

there might be unforeseen trends which could be incorporated in main study, particularly 

in the qualitative part of the study. 

This pilot study was conducted in Bahir Dar University and in two of its partner high 

schools (Tana Haik Secondary School and Ghion SecondalY School). The people 

involved in this pilot study were 43 third-year English major students-teachers, 15 

instructors in Engli sh Department in Bahir Dar University and 15 Engli sh language 

teachers who work as cooperating teachers in Tana Haik and Ghion Secondaty School. 

Among 165 third-year Engli sh major student teachers in four sections from the English 

department, 45 students from one section were chosen as subjects for the pilot study. 

By making arrangements with instructors in the department, suitable time was fi xed to 

meet the student teachers in their class time. The group met in the English language 

laboratory. The questionnaire was given out to 43 student teachers with the ass istance of 

the lab technician and one course instructor. The subjects were told to fill in th e 
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questionnaire as carefully as possible and to ask for clarification about any vague items 

they might not easi ly understand. The items for which the respondents sought help or 

clarification were carefully recorded in order for possible modification to be made for the 

main stndy. 

During thi s process, the first two of the purposes of the pilot stndy were achieved. As the 

subjects were told to ask for clarification about any vague items they might not easily 

understand, some stndent teachers reported difficulties in giving response to items 

referring to theoretically assumed practices which they had never seen in the programme, 

for example, compi ling teaching portfolios and having dialogues with cooperating 

teachers. Some of the respondents also had difficulty in understanding the instructions 

given to different subgroups of items. 

Fearing that the amount of time required for stndent teachers to respond to such a large 

number of items in the questionnaire would affect the quality of data to be collected, the 

researcher made an attempt to know how much time the questionnaire would require the 

stndent teachers to complete. It took the fastest respondents about 45 minutes and slowest 

ones an hour, but the great majority used between 50-55 minutes to complete and retnrn 

the qnestionnaire. 

Drawing on these experiences, the researcher decided that it would be safer to do two 

things for the main stndy. The first one was, beyond rephrasing the items for which the 

respondents were seeking help or clarification, including a prelude item to check whether 

or not the respondents have that type experience before responding to the group of items 

and to tell them to respond to them only if they confinned they did. Therefore, the 

following items were included for revising the questionnaires. 

Have you compiled portfolios to reflect on your practicum experiences? 
(j)Yes @No 

If your answer to the above item is Yes, please rate how usefid the 
Portfolio Compiling Experiences have been 10 you in terms of the 
following opportunities. 

Have you conducted action research in the programme? (j) Yes (lJ No 
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If your answer to the above item is Yes, please rate how useJul this Action 
Research Experience has been to you in terms oj the Jollowing 
opportunities. 

The second thing was planning how to administer the questionnaire for student teachers. 

Given that the number of items were large enough to create boredom and that the student 

teacher respondents' proficiency in English is doubted by the their instmctors, the 

researcher decided to rely on the cooperation of their course instructors to allow him their 

class time so that the student teachers would fill out the questionnaire under hi s 

supervision to give any necessary help and to secure high return rate of the 

questionnaires. 

In order to achieve the third objective of the pilot study, the researcher had to take a look 

at the tabulated data just before detailed analysis of the data. Thus, after collecting the 

data for the pilot study, the researcher tabulated the data on a spreadsheet to feed it on the 

computer. Just before the main data analysis, a preliminary analysis was made to see how 

much each point on the nine-point scale was scored in order to decide whether the rating 

scales were appropriate. The analysis proved that all the points on the scale were rated in 

varying frequency counts for almost all items except a few that tended to confirm 

complete agreement on the absence or presence of a given feature. For example, items 

referring to inclusion of personal philosophy of teaching and daily journals in student 

teachers ' portfolios, video-recording student teachers' teaching for later discussion and 

cooperating teachers' meeting with the university supervisor and student teachers for 

three-way conferences were rated 1 on the scale by almost all respondents with very few 

exceptions who rated them 2 or 3. So, the responses shown on the data table proved the 

usability of each point on the nine-point scale for most of the items. This indirectly shows 

the rating scale is doing its job. 

After administering the questionnaire to the student teachers, instructors and cooperating 

teachers, the results were analysed to examine the reliability of the questiOlUlaire. Among 

various statistical methods for checking reliability of instrument, a method of internal 

consistency was applied because this method is often preferred to be used with one 

administration of an instrument, unlike coefficient of stability (test-retest) or alternate 

form coefficient (parallel Jorms). Moreover, this method was preferred because the 
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questionnaires were designed for the study to measure particular attributes such as 

respondents' awareness of basic assumptions underlying constructivist pedagogy, their 

awareness of the goa ls of the new EFL teacher education program, their perceptions of 

the content of the programme and perceptions of tasks and activities as well as 

perceptions of the roles of participants, which are expected to manifest a high degree of 

internal consistency in the subjects' responses. The internal consistency of the responses 

of each independent group was calculated for each of the four parts of the questionnaires . 

The responses, given by 43 student-teachers, 15 instructors and 15 cooperating teachers 

to those 10 items in their respective first part of the questionnaires constructed to assess 

the respondents' beliefs about the basic assumptions and philosophical bases underlying 

constructivist pedagogy, were statistically analysed, using Cronbach coefficient alpha. 

The results of the analysis have presented in Table 5-1. 

Table 5-1 : Reliability Test for Part I ofthe Questionnaire (Beliefs about Basic Assumptions 
underlyin Constructivist Pedagogy) 

Respondents N No. of Items Cronbach Alpha 
Student teachers 43 10 .573 

Instructors 15 10 .606 
Cooperating Teachers 15 10 .651 

As reliability coefficients range between 0 and I, 0 indicating unreliability and I perfect 

reliability, the above observed Cronbach alphas, being smaller than 0. 75, as Shaw and 

Right (1967) suggested, did not indicate a good degree of internal consistency of the 

information gathered through the instrument, though it is possible to argue that the 

observed coefficient alphas can be affected by the nature of the items in thi s part, i.e. , 

referring to respondents' beliefs about the assumptions underlying constructivist 

pedagogy, which are likely to vary according to the respondents' conceptualisations of 

the attributes. 

However, this has suggested using another strategy in handling the main study data. As 

this type of reliability test offers an opportunity for data cleaning through identitying 

items with weak inter-item correlation coefficients in the scale, the main study data 

involved item analysis and avoiding items reported to have weak correlation coefficients. 

The responses, given by 43 student teachers to the 7 items in the second part of the 

questionnaire for the three groups of respondents to measure the respondents' beliefs 

92 



about the goals of the new EFL teacher education program, were analysed using the same 

statistical package. The results of the analysis have been presented in Table 5-2. 

Table 5-2: Reliability Test for Part II of the Questionnaire (Beliefs about Goals of the EFL 
Teacher Education Pro~rarnrne) 

Respondents N No. of Iterns Cronbach Alpha 

Student teachers 43 7 .683 
Instructors 15 7 .692 

Cooperating Teachers IS 7 .667 

Here also the items in thi s part for the three groups of respondents deal with their beliefs 

about the goals of the programme, which may not be so explicitly observable as the 

actual practices of the programme. Due to this fact, some variations are likely to occur in 

their responses, which can affect the degree of the coefficients to be observed. 

Nevertheless, the above observed Cronbach coefficient alphas, being smaller than 0.75, 

as Shaw and Right (1967) suggested, could not be accepted as valid indicators of a good 

degree of reliability. Therefore, the same technique, inter-item analysis was carried out 

to sort out items with weak inter-item correlation coefficients in the main study data. 

The third part of the questionnaires for the three groups of respondents was constructed to 

investigate the nature of tasks and activities in both the theoretical and practical courses 

of the EFL teacher education programme. The internal consistency of the responses given 

to the items by the three groups of respondents was checked by using the same statistical 

package - Cronbach coefficient alpha; however, the responses given to the 11 items in 

third sub-part were calculated separately for they had a different five-point rating scale. 

The results of the analysis have been presented in Table 5-3. 

Table 5-3: Reliability Test for Part III of the Questionnaire 

Respondents N No.ofHerns Cronbach Alpha 

Student teachers 41 44 .883 
Instructors 15 35 .883 

Cooperating Teachers 15 35 .798 

The internal consistency of the student-teachers', instructors' and cooperating teachers ' 

responses to the items proved very good, as the observed Cronbach coefficient alphas, 

0.88 and 0.80, were reasonably greater than 0.75. This made the researcher accept the 

reliability of the instrument with confidence. The internal consistency of the participants' 

responses to the third part of the items was found much greater than that of either Part J 
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or Part II, perhaps partly because of the nature of the items in this part; i.e., they refer to 

the actual observable practices, which the respondents can clearly perceive and which can 

elicit more stable responses. 

Fo llowing the same stati stical procedure, the responses of the three groups of respondents 

to the final part of the questionnaire were checked for internal consistency. The results of 

the analysis have been presented Table 5-4. 

Table 5-4: Reliability Test for Part IV of the Questionnaire (Roles of University Supervisors 
and Cooperatin~ Teachers in Praetieum Courses) 

Respondents No. of Respondents No. of Items Cronbach Alpha 

Student teachers 42 20 .771 
Instructors 15 10 .743 

Cooperating Teachers 15 17 .917 

The internal consistency of the participants' responses to the fourth part of the items was 

also found quite reliable as the observed coefficient alphas were very close to and greater 

than 0.75, as Shaw and Right (1967) suggested . 
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CHAPTER VI 

FINDINGS AND DISCUSSIONS OF THE QUANTITATIVE DATA 

ANALYSIS OF THE MAIN STUDY 

In this chapter the findings of the survey study and the discussions of the results are 

presented. First the results of the data analysis will be presented in accordance with the 

order of the four parts of the questiolmaire: beliefs about constructivist pedagogy, 

perceptions of goals of the programme, tasks and practical activities and roles of 

university supervisors and cooperating teachers in the EFL teacher education programme. 

Then the discussions of the results follow. 

6.1. FINDINGS OF THE QUANTITATIVE DATA ANALYSIS 

Before discussing the findings of the survey, it is worth mentioning the response rate of 

the questionnaires, distributed to three groups of the sample, i.e., 337 student teachers, 71 

EFL teacher educators in six universities and 72 EFL teachers in high schools in the 

towns where the universities are located. Despite all the efforts of the researcher to 

achieve high response rate of the questionnaires, some respondents did not return the 

questionnaire and some of the returned questionnaires for student teachers were di scarded 

because of invalidity of the responses, which were identified through their responses to 

the negatively worded items in Part I and II of the questionnaire. The proportion of 

respondents and non-respondents has been summarized in Table 6-1 below. 

Table 6-1 : Return Rate ofthe Survey Questionnaire 

Respondent Group Target sample Actual sample Return rate 

Student Teachers 337 265 78.64% 

Teacher Educators 71 55 77.46% 

Cooperating Teachers 72 62 86.1% 

As shown in Table 6-1 , among 337 student teachers to whom the questiOlmaires were 

given out, thirty-two of them did not return the questionnaire at all and among the 305 

returned questionnaires, forty were discarded for their invalid responses, Therefore, only 

265 student teachers returned the questionnaire responding to the items in a proper way, 

which resulted in the return rate of 78.64%. Among seventy-one teacher educators and 

seventy-two cooperating teachers to whom the questionnaires were given out, only fifty -
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!',\'e teache r educators and sixty-two coopera,ing teachers returned the questionnaires. 

'.'.h ich acco unted for 77.46')'" and 86. 1 % return rate of teacher educators' anel the 

cooperating teache rs' questio nnaires, respectively. 

1i. 1.1. Respondents' Beliefs about Basic Ass umptions Underlyin g th e Construc tivist 
Pedagogy 

The results of the analysis to compare the responses of the three gro ups orrespondcnts to 

t:, e first group of ten items in terms of group means showed that th e total respondents' 

n ean of the ir responses has measured 3.56 on a five-po in t scale .. As can be seen in Table 

0,2 , the gro up mean score of the 265 st udent teachers is 3.46 with a stand ard dc\i ation 

('.385, "hich is sli ghtly higher than that orthe sixty-two cooperating teachers (X = 3.43) 

"nd rel ati \ 'e ly lower th an that orthe fifty-five teacher edu cators (X = 4 .19). 

To deternline the level of the respondents' beli efs about the co nstructi vist pedagogy, the 

(bserved means were tes ted for their differences from the expected mean value (3.00) in 

il one to five scale. The results of the one-sample t-test have been presented in th e 

I~) Ilo",i n21 table. 

Table 6-2: ~ I eans of Respondents ' Beliefs about Basic Assumptio ns and Pri ncipl es of 
C PliO S I T R I onstructivist e( aoo o " all ( ne i amp e -test eSlI ts 

I Expecteci T, Sig. (2-
Respondent Group N Mean : Std. Dev. Mean Value df \\"ay) 

Student Teachers 265 : 3.46 1 .3847 I 3.00 1946.+ eM .000 

Teacher Educators -5 I ) , 4.19 1 .3093 3.00 28.556 54 .000 

Cooperating Teachers 62 i 343 1 .2534 3.00 13.434 61 .000 

Total 382 i 3.56 1 440 3.00 74.916 381 .000 

Table 6-2 portrays that there is a sign ifi cant di fference bet\\'een th e ex pected J11ean \'alue 

an d the actual bel ief mean score cfeach respondent group at 0.05 alpha level. 

\ \ 'he n th e results of th e analysi s of th e responses "'ere compared "'ithin the threr groups 

O!' respondent s, it was found thai the parti ci pants of th e programme have diCt'erent levels 

o f be li efs , proved to be statisti ca lly significant through a one-way AN OV A. The result is 

presen ted in th e fo llowing table. 
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Table 6-3: Comparison of \Ieans of Respo ndents' Beliefs about Bas ic Assulllpt ions and 
P' . I 'C P I nnClples 01 onstrnchvist e{ aooo)' 

Std. 
Respondent Group N Mean Deviation F Sig. 
Student Teachers 265 3A6 .385 
Teacher Educators 55 4 .1 9 .309 100.557 .000 
Cooperat ing Teachers 62 3.43 .253 
Total 382 3.56 .440 

The table also shows that the F-test (F=100.557, df= 381, P<005) has proved that there is 

a statistically significant difference between the group mean scores. To te ll c learly "'hich 

group mean(s) is/are significantly different, it was necessary to carry out a post-hoc 

analysis of the F-test result. Towards this end, the Scheffe post-hoc method was appl ied 

to perform multiple comparisons. Its results are provided in the following table 

a e - : e e e T bl 64 S h ff P ost- lOe j II tlple MI' I C ompansons 0 fG M roup j eans 

(I) Respondent Group (J) Respondent Group Mean Difference (J-J) Std. Error Sig. 
Student Teachers Teacher Educators -.73091(*) .05282 .000 
Teacher Educators Cooperating Teachers .75865(*) .06603 .000 
Cooperating Teachers Student Teachers -.02774 .05029 .859 

:;c Significant at the .05 leve l. 

.-\s can be seen in the table. the Scheffe Post-hoc test pro\'ed that the group mean score of 

the teacher educators "as significantly different from that of the cooperating teachers and 

that of th e student teachers, and there was no significant difference between the group 

mean scores of student teachers and cooperating teachers. This indicates that the teacher 

educators had higher leve l of belief about constructivist pedagogy than both the slUdell! 

teachers and the cooperating teachers. 

6.1.2. Respondents' Bel iefs about the Goals of the EFL teacher education 
progranlnle 

The results of the analysis of the responses of the three groups of respondents to the 

second group of seven items in the scale to measure their perception of the goa ls of the 

new EFL teacher education programme showled that the partic ipants rated the goals of the 

new EFL teacher education 3.3 1 on a oneto f ive scale. As r eported in Tabl e 6-5 , the 

group mean score of the fifty-five teacher educators (X= 4.07) is considerably higher than 

that of the s ixty-two cooperating teachers (X = 3.06) and that of the 265 student teachers 
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(X= 3.2 1). To determine whether or not the observed means of eaeh group of 

respondents ' percept ion of th e goa ls of the programm e are stati sti call y greate r than the 

expected mean va luc (3. 00) in a olle to five scale, th e one-sam ple t- test was appli ed . The 

result s orthe test are presen ted in Table 6-5. 

Tab le 6-5: i\leans of Responde nts' Beliefs abo ut Goa l of EFL Teacher Ed uca tion Programme 
anc 10 S ITt tR It ne amp c - es csu s 

Stel. 
I 

Expected T- Sig. (2-
Respondent Group N Mea n Dev. Mean Value elf \\'a y) 

Student Teachers 265 3. 21 0.854 , 3.00 4.008 264 000 
Teacher Educators 55 I 407 , 0.702 I 3.00 11.334 54 .000 I 

Cooperating Teachers 62 3.06 0.983 I 3.00 .461 61 .646 

Total 382 3.3 1 0.912 I 3.00 6.639 381 .000 I 

Tab le 6-5 di splays that th ere is a sign ifica nt d i rference between the ex pected mean value 

and the act ua l be lief mean sco re of the fi rst two respo ndent gro ups at 0.05 a lpha level 

whereas the cooperating teacher respondent gro up mean (X= 3.06) is not. That is to say 

that the cooperating teache rs' perception of the goals of th e ongo ing EFL teacher 

education has remained undec id ed . 

. .l, f1ll1her ana lysis \\·as conducted to compare the observed mean sco res of the three 

groups of respondents and to determine wheth er the observed mean di fferences are 

stat isticall y s ign ifi cant, using a one-way ANOYA, are presented in Table 6-6. 

Tab le 6-6: Comparison of ;'\'1 ea ns of Respondents' Beliefs about Goal of EFL Teacher 
education Prooramme 

Std. 
Respondent Group N Mean Deviation F Sig. 
Student Teachers 265 3.21 .857 
Teacher Educators 55 4.07 .702 
Cooperatin g Teachers 

26.165 .000 
62 306 .983 

Total 382 3.31 .914 

Table 6-6 shows th at th e F -tes t (F=26.1 65. df = 381. P< 0.05 ) pro ved thm there is a 

stat is tica ll y sign ifi cant difference between the group mean scores. To tell c learl y which 

gro up mean(s) was/were significantly different, it was necessary to carry out a post-hoc 

analys is of the F-test result. Towards thi s end , the Scheffe post-hoc method was applied , 
to perfo nllmultiple compari so ns. The res ults are presented in th e fo ll owing tab le. 
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Table 6-7: Schelle Post-hoc i\llIltir Ie Conlllarisons of Grollil Means 

(I) RCSDonlicnt GrOUI> (J) RCSll onlient GrouI> Mean Differ-ence (I-J) Std. Error Sig. 
Student Teachers Teacher Educators -.862~ 8(·) .12723 .000 
Teacher Educators Cooperat ing Teachers 1.01 512(*) . 15905 .000 

Cooperating Teachers Stucle11l Teachers -,1 52 6~ . 12114 .453 
• slgmficant at the ,05 level. 

As can be seen in th e tabl e, the Sche ffe Post-hoc test proved that th e group mean score of 

the teac her edu ca to rs was s ig ni iicantl y di fferent from that of th e cooperat ing teachers and 

that of the st udent teachers, and th ere was no significalll difference between the group 

mean scores of slUdent teachers and cooperating teachers . This indicat es that the teacher 

educators pe rceived the goal s of th e programme as constructivi st o nes belter than the 

s ludent teachers who were about to grad uate soon and the cooperating teachers who were 

supposed to help the EFL teacher education prog ram me as co-educators. 

6.1.3. Respondents' Perceptions of Tasks and Practical Ac tivities in the EFL 
Teacher Edu cation Programme 

The responses of the three grou ps o f respondents to the thi rd part of the questionnaire, 

which cons istcd of 44 items in five sub-parts for s tudent teachers, 35 items in four sub­

parts for ins tructors and coopera ting teachers, attem pti ng to investi gate the part icipants' 

perceptions of usefulness of tasks o r practical acti vities to goal o f the programme. were 

analysed using the same stati stica l procedure. The resu lts of the anal ys is of the responses 

have been presented in this sub-section, dealing with results of the sub -sca les. 

A. Partic ipants' l'erceptions of Praeticum S upport System 

The fi rs t sub-sca le, designed to exami ne the frequency of the avail abilit y of the support 

system to he lp stud ent teachers benefit a lot fr0111 th eir practicu m experi enc es, generated 

responses from th e three groups . The resu lts of the an alys is of the respo nses of th e three 

groups to th ese items contirmed that tlte prac ti cum support system \\'as perce i" ed lo\\'er 

than the ex pected average because all the the re groups of respondent s rated the 

opportunities 2 .33 0 n a 0 ne-to- five scale 0 f frequ ency, lower thall the ex pected mean 

va lue (3.00) on the one to five scale, which indicates that the support systel11 was not as 

sat isfact6ry as expected, The summary of the results are present~d in Table 6-8. 

99 



Tahle 6-8: Means of Respondents ' Perception of Praetielllll Setting and One Sample T-test 
Results 

Std. Expecte T- Sig. (2-

Respondent Group N rvlean Dev. d !'vle"n Value elf IVa y) 

Student Teachers 265 2.35 0.485 3.00 -2 1.973 264 000 

Teacher Educators 55 2.51 0.658 3.00 -5.570 54 000 

Cooperating Teachers 62 2.12 0.63 1 3.00 -11.027 61 .000 

Total 382 233 0.548 3.00 -23.852 38 1 .000 

.-\s s hO\\'n i n the t able above, the teacher educato rs I' ated the f req uency 0 f t he support 

sys tem in the prac ti cum experi ences 2.5 1, s lightly hi gher than the student teachers' and 

the cooperating teachers' ra tings (2.35 and 2.12 , respecti vely) on the same sca le, all 

lowe r than the expected mean value - 3.00. However, it was necessary to com pare the 

mean to see whether the re is a stati stica lly s ignifica nt difference. To do so, a one-way 

ANOV.'\ was run and its result is presented below in Table 6-9 . 

Tah le 6-9: Comparison of Means of Respo nd ents ' Perception of Pract icum Supp ort 
S >ystem 

r Respondent s N Mean Std. Oev. F Sia. 
I Student Teachers 265 2.35 .485 

Teac her Educators 55 2 .51 .659 7.960 000 

I Cooperating Teachers 62 2.12 .631 I 
, Total 382 2.33 .548 J 

.\s sho\\n in the tab le. the F-test (F = 7.960, elf = 38 1, P<005) has pro\'ed that th ere is a 

stati stically significant difference between th e group mean scores. It was necessary to 

carry out a post-hoc analys is of the F-test result to know which g roup m ean sco re is 

s ignificant ly different. Towards this end, th e Scheffe post-hoc method \\ 'as applied to 

perform mUlti ple compari sons. It s results are p resent ed in th e following table. 

T bl 6 lO S Iff}' a e - : e Ie e i\1 I . I C ost- lOe t ' II tl)lt e M ornpan sons 1 can 0 1'1' ractlcum C ontext 

(I) Rc >pondent Group (J) Respondent Grou p Mea n Difference (1-.1 ) Std. Error Sig. 
Student Teachers Teacher Educators -.15999 .07972 .135 
Student Teachers Cooperating Teache rs .22996(*) .0759 1 .011 

Teacher Educators Cooperating Teachers .38995(*) .09966 .00 1 
-*S \gndicant at the .0) leve l. 

Table 6-10 shows that the Scheffe Post-hoc test proved that th e gro up mean sco re of the 

teacher educators (X = 2.5 1) and that of th e student teachers (X= 2.35) were s ign i fi cantl y 

di fferent from that of the cooperating teachers (X = 2.12) and there was no s igni ficant 

• ~ .. 
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di fference between th e group mean scores 0 f student teachers and teacher cducators . Thi s 

mca ns the EFL teacher educators and th e student teachers in those s ix universiti es 

perce ived the pract iculll support systelll in a signifi can tly different \\'ay than cooperatin g 

teachers saw it. 

B. Stud ent Teachers ' and Teacher E duca tors' Pe rcep tions of Teachin g Co nferences 

The next sub-scale was designed to Illeasure the extent to which the teacher educators' 

supervi sory styl e fits a reflect ive approach during the conferences. So the responses of 

the two groups to these iteills showed that the nature of the dialogue with uni\ 'ers ity 

superv isor was rated 4.71 by stud ent teachers and 5.33 by teacher ed ucators on a one to 

nine sca le. The resu lts of the ana lys is of the responses of th e two groups were tested 

tlu'ough one-saillple t-test to determine the difference between the observed mean scores 

and the expected Illean value (5.00). The results are shown in the followi ng table. 

Tab le 6- 1 1: Mea ns of Respondents' Perception of Sup ervisors' Ad"isory Stde and One 
S I l' R I ample est esu ts 

I I 
Std. 

I 
Expected T- Sig. (2-

Respondent Group N Mean Dey. Mean Value df way) 
Student Teachers 265 I 4.71 I 2.021 I 5.00 -2 .377 264 .018 

Teacher Educators 55 I 5.33 I 2.074 
, 

5.00 1.1 83 54 .2-12 , 

Total 320 ! 4.81 2 040 I 5.00 

Tab le 6-1 1 portrays that the student teachers' perception of the dialogue with their 

supervisors durin g their schoo l-based experiences signi ficantly 10\\'e r than the expected 

mean value at 0.05 alpha leve l , whereas the teacher educators' perception of the 

dialogues reilla ined the same as the ex pected mean va lue. As sho\\ 'n in the abo \'e table, 

one can eas il y calculate a d ifference of 0.62 between the two obsen'ed Ill can scores and 

this difference had to be exaill ined whether that is statistically s ignificant. The results of 

the independent-saillpies t-test are presented in the lo llo\\'ing tabh:. 
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Table 6-12: Independent Samples Test Results Comparing of Means of Student Teachers' and 
ThE ' . fS , . S cae er ducators Percel tlOns 0 u ervisors AdvIsor tyles 

Mean df t Sig. (2-
Respondent Group N Mean S.D. Differenc, tailed) 
Student Teachers 265 4.71 2.02 1 

-.62 318 -2.081 .038 
Teacher Educators 55 5.33 2.074 
Total 320 4.81 2.040 

As can be seen in the table, the student teachers rated, on a scale one to nme, th eir 

university supervisors' advisory support 4 .71 , while the teacher educators rated their own 

advi sory support 5.33 , both of which constitute a total rating 4.81. The t-test va lue (T = -

2.08 1, P < .05) has proved that there is a statistically significant difference between the 

group mean scores . 

C. Student Teachers' and Cooperating Teachers ' Perceptions of Teaching 
Conferences 

Similarly, the same items were included in the next sub-scale to measure the extent to 

which the cooperating teachers' supervisory style in light of a reflective approach during 

the conferences. The results showed that the nature of the dialogues with cooperating 

teachers as reflective coaches was rated 2.56 in aggregate and 2.18 by student teachers 

and 3.72 by teacher educators, which is extremely low on a one to nine scale. The results 

of the analysis of the responses of the two groups to these items were tested through one­

sample t-test to determine the difference between the observed mean scores and the 

expected mean value (5.00). The result of the one-sample t-test is displayed in the 

following table. 

Table 6-13: Means of Respondents' Perception of Cooperating Teachers ' Advisory Style and 
o SIT R I ne ample est esu ts 

Std. Expected T- Sig. (2-
Respondent Group N Mean Dev. Mean Value df way) 
Student Teachers 265 2.28 1.579 5.00 -27 .990 264 .000 
Cooperating Teachers 62 3.72 1.534 5.00 -6 .582 61 .000 
Total 327 2.56 1.666 5.00 -26.519 326 .000 

Table 6-13 shows that both the student teachers' and cooperating teachers' perceptions of 

the dialogue they held during their school-based experiences were significantly lower 

than the expected mean value at 0.05 alpha level. This means that either very few 

conferences were conducted with the cooperating teachers or their conferences were 
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characterized by traditional type oriented to a prescriptive approach, not by the features 

indicated in the scale. Moreover, the table shows that there is a clear difference between 

the two observed mean scores of the two groups, i. e., the student teachers (X=2.28) and 

the cooperating teachers (X=3.72). The results of the independent-samples t-test are 

presented in the fo llowing table. 

Table 6-14: Independent Samples Test Results Comparing Means of Student Teachers' and 
Teacher Educators' Perceptions of Cooperating Teachers' Advisory Styles 

Mean df t Sig. (2-
Respondent Group N Mean S. D. Difference tailed) 
Student Teachers 265 2.28 1.579 -1.44 325 -6.467 .000 

Cooperating Teachers 62 3.72 1.534 
Total 327 2.56 1.666 

Tab le 6-14 depicts that the t-test (T = -6.4333, P< .05) proved that there was a 

statistically significant difference between the group mean scores, which means both 

parties perceived the nature of the dialogues in meaningfully different ways. 

D. Participants' Perceptions of Portfolio Compiling Experience 
Another sub-scale in the questionnaires was included to measure the usefulness of student 

teachers' portfolio compi ling experiences during their school placements. So the 

responses of tlle two groups to these items showed that the role of student teaching 

portfolio construction/compiling experiences to promote student teachers' reflective skills 

was very low on the nine-point scale, when compared to the expected mean value (5.00). 

While the student teaches rated the role 4.51, the teacher educators did 3.7 1 on the same 

scale. The observed mean scores ofthe two groups were tested through one-sample t-test 

to determine the difference between the observed mean scores and the expected mean 

value. The result of the one-sample t-test is displayed in the following table. 

Table 6-15: Means of Respondents ' Perception of Reflectivity of Portfolio Compiling 
E' dO SIT R x encncc an ne ample est esults 

Std. Expected T- Sig. (2-
Respondent Group N Mean Dev. Mean Value df way) 
Student Teachers 265 4.5 1 1.509 5.00 -5.3 13 264 .000 

Teacher Educators 55 3.7 1 1.128 5.00 -8.454 54 .000 

Cooperating Teachers -- -- --- -- -- -- ---
Total 320 4.37 1.480 5.00 -7.602 319 .000 

Tab le 6-15 shows that both the student teachers' and teacher educators ' perceptions of 

the role of student teaching portfolio construction/compiling experi ences to promote 
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student teachers' reflective skills were significantly lower than the expected mean value 

at 0.05 alpha level. Moreover, the table shows that there was a clear difference between 

the two observed mean scores of the two groups, i.e., the student teachers' mean score 

4.5 I was greater than the teacher educators' mean score 3.7 1. The results of the 

independent-samples t-test are presented in the fo llowing table. 

Table 6-16: Independent Samples Test Results Comparing Means for Perception of 
R n t"t f P tf r C T E . e ec Ivny 0 or 0 ' 0 omp'IIlg xpenencc 

Std. Mean 
Respondent Group Mean N Deviation Diff. t df sig 
Student Teachers 4.51 265 1.509 

3.688 318 .000 
Teacher Educators 3.71 55 1.1 28 .793 17 

Cooperating Teachers - - -- ---- ------- -----------

Total 4.37 320 1.4780 

Table 6- 16 shows that a mean difference of 0.80 proved to be signi fica nt at 0.05 alpha 

level. The table depicts that student teachers perceived their own portfolio compiling 

experiences as more useful than the teacher educators reported being aware of, though the 

ratings of both student teachers and teachers showed that student teachers' portfoli o 

compiling experiences did not match up to expectati ons of the respondents. 

E. Respondents' Perceptions of Student Teachers' Action Research Experiences 

In an attempt to measure the usefulness of student teachers' action research doing 

experiences during their school placements, the last sub-scale in the third part of the 

questionnaire generated information that disclosed that not all of the EFL teacher 

education facu lties included an action research component in their programmes. Table 6-

17 below shows the results of the analysis of responses of student teachers (N= I 08) and 

teacher educators (N= 18) from Bahir Dar and Addis Abeba University. The results of 

analys is of responses obtained from only two university teacher education programmes 

revealed the greatest mean difference in the ratings of the student teachers and teacher 

educators. 
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Table 6-17: Means of Respondents' Perception of Student Teachers' Action Research 
E dO S IT t R It Xl encnccs an ne ample es esu s 

Std. Expected Sig. (2-
Respondent Group N Mean Dev. Mean t df way) 
Student Teachers 108 6.28 l.978 5.00 6.740 107 .000 
Teacher Educators 18 3.90 2.111 5.00 -2 .2 19 17 .040 
Total 126 5.94 2.158 5.00 4.898 125 .000 

Table 6- 17 shows opposing levels of perception about student teachers' action research 

experiences, i.e. , that the student teachers rated the usefulness of their action research 

experiences 6.28, significantly higher than the expected mean value; while the teacher 

educators rated it 3.90, significantly lower than the expected mean value. 

Student teachers those from Dilla, Haramaya, Mekelle, and Jimma University did not 

respond to this sca le, as they were not introduced to these experiences during the 

collection of this data. 

6.1.4. Roles of Participants in the EFL Teacher Education Programme 

The responses to the fourth part of the student teachers' questiOlmaire, which consisted of 

twenty items, the first half of which referred to their educators' and the second, 

cooperating teachers ' roles, were analysed using the same quantitative method. The 

responses of the teacher educators and of the cooperating teachers to the corresponding 

ten items in their questionnaire and the responses of tbe cooperating teachers to the 

additional seven items in their questionnaire about their roles in practicum courses were 

ana lysed separately in the same method. 

The results of the analysis of student teachers' and teacher educators' responses about 

teacher educators' roles are presented in Table 6-18. 

Table 6-18: Means of Respondents' Perception of University Supervisors' Roles and One 
S I T I ample est resu ts 

Std. Expected Sig. (2-
Respondent Group N Mean Dev. Mean t df way) 
Student Teachers 265 4.57 2.278 5.00 -3.100 264 .002 
Teacher Educators 55 5.95 l.588 5.00 4.434 54 .000 

Tab le 6- 18 shows opposing levels of perception about university supervisors' roles in 

practicum experiences, i.e., that the student teachers rated their supervisors' roles 4.57, 
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significantly lower than the expected mean va lue; while the teacher educators rated their 

own ro les 5.95, significantly higher than the expected mean value (5.00). 

The results of the analys is of student teachers' and cooperating teachers' responses about 

cooperating teachers' roles are presented in Table 6-19. 

Table 6-19: Means of Respondents ' Perception of Cooperating Teachers' Roles and One 
S ample Test results 

Std. Expected T- Sig. (2-
Respondent Group N Mean Dev. Mean Value df way) 
Student Teachers 265 2.5 1 1.480 5.00 -27.375 264 .000 
Cooperating Teachers 62 4.07 1.491 5.00 -4.939 61 .000 

Tab le 6-19 shows that the student teachers rated the cooperating teachers' roles 2.5 I wh il e 

the cooperating teachers rated their own roles 4.07, both lower than the expected mean 

value (5.00). The table also shows the one-sample t-test results (T = -27.375, P < 0.05 

and T = -4.939, P < 0.05), which proved that both observed mean scores were 

significantly lower than the expected mean value. 

The results of the analysis to compare student teachers' responses about their teacher 

educator ' and cooperating teachers' roles are presented in Table 6-20. 

Table 6-20: Paired Sample Test Results Comparing Perception Means of Student Teachers ' of 
University S upervisors ' and Cooperatin!! Teachers ' Roles 

Student Teachers' (N-265) Std. Mean I 
Perception Mean of Mean Dev. Diff. t df Sig. (2-tailed) 
Supervisors' Ro les 4.57 2.278 
Cooperating Teachers' Roles 2.5 1 1.480 2.06 I 12.999 264 .000 

Table 6-20 compares how the student teachers perceived the roles of their university 

supervisors and their cooperating teachers during their practicum experiences. The table 

depicts both that the student teachers rated the roles of both supervisors and cooperating 

teachers below the expected mean value (5.00) and that they perceived the roles of 

supervisors and cooperating teachers in a significantly different way as proved by the t­

test result (T = 12.999, P < 0.05), which would likely indicate that the cooperating teachers 

played very little ro les during the student teachers' school-based experiences. 

Table 6-21 below also compares the results of analysis of the responses of both teacher 

educators and cooperating teachers to the ten items about their own roles as advisors. 
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Table 6-21: Independent Samples Test Result Comparing University Supervisors' and 
C rT h 'P r fth . 0 R I R nrc h oopera mg eac ers cree IOns 0 eIr wn o cs as e ec Ive oac es 

Std. Mean 
Respondent Group N Mean Deviation Diff. t df sig 
Teacher Educators 55 5.95 1.588 

1.89 6.618 115 .000 
Cooperating Teachers 62 4.07 1.49 1 

As shown in the table, the teacher educators rated their own roles, on a one-to nine sca le, 

5.95, whereas the cooperating teachers raled their own roles on the same scale 4.06. The 

t- value (T = 6.6 18, P < 0.05) indicates that the difference between the perceptions orthe 

two groups is statistically significant. These self-ratings confirm the trend that the 

university supervisors assumed the roles of advisors slightly better than the cooperating 

teachers did. 

When the cooperating teachers ' responses to the two groups of items in their 

questionnaires, (Items A-G, referring to their roles as a colleague, a host and a guide 

during the student teachers school placement, and Items H-P, referring to their roles as 

co-educators) were compared after having analysed the responses into two separate 

sections. Table 6-22 below presents the paired samples test results comparing responses 

to the two groups of items. 

Table 6-22: Paired Samples Test Result Comparing Cooperating Teachers' Perceptions of 
h'O P f 1 dCll'IRl t eIr wn ro esslOna an 0 egla o es 

Cooperating Teachers' (N-62) Mean 
Perception Mean of Mean Std. Dev. Diff. t df si.g 
Professional Roles 4.07 1.491 

-.64 -6.232 6 1 .000 
Collegial Roles 4.7 1 1.783 

As can be seen in the table, the cooperating teachers rated their collegial roles (X = 4.71) 

higher than their processional roles (X = 4.07) and paired samples test result (T = -6. 232, 

P < 0.05) proved that the observed mean difference was significant, even though both 

ratings are lower than the expected average mean score (5.00) . This may indicate that the 

cooperating teachers embarked on the activities of collegial roles relatively more easi ly 

than on those of their professional roles perhaps because they had been used to helping 

student teachers in this way even in the earlier teacher education programme. 
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6.2. DISCUSSION OF RESULTS 

The findings show relatively di fferent levels of beli efs of the programme participants 

about the constructivist pedagogy, i.e., the teacher educators having signifi cantly 

di fferent leve l of beliefs from both student teachers and cooperating teachers. These 

findings reveal that parti cipants who are supposed to work towards the same goa l have 

held signi ficantly di fferent ori entations. In particular, the rating of the cooperating 

teachers, who had the lowest level of beliefs, shows that they are involved in the 

programme without clear knowledge of the principles and basic assumptions underlying 

the programme. This is just contrary to what Calderhead ( 1989) says about the need for a 

clear conceptual grasp to effective implementation of a programme. One explanation of 

these findi ngs might have been that school teachers involved in student teachers' school­

based experiences are working in the new programme with an orientation that they had in 

earli er teacher educati on programmes, oriented to the transmiss ion model. This, in turn, 

indicates that there was no induction session to help the cooperating teachers 

reconceptualise the process of learning to teach in the new perspective of constructiv ist 

pedagogy. As many researchers (e.g., Hi ll , 2000; Pennington, 1996; Ti llema, 1994; 

Zulich, Bean & Hcrrick, 1992; Holt-Rcynolds, 1992; Claxton & Carr, 1987; Handa I & 

Lauvas, 1987) confirmed that our actions are always shaped by our thoughts, the 

contribution of these cooperating teachers is certainly informed by their belief systems, 

shaped by traditional transmiss ive pedagogy which they are familiar with and have 

confidence in. 

The teacher educators' stronger beli efs about principles and basic assumptions underlying 

the programme can be attributed to their exposure to different theories through their 

graduate studies in TEFL, personal readings and their training in the higher diploma 

programme (H.D.P) as part of the TESO package. This is in line with the literature's 

general tendency to discern better level of awareness of teacher educators about theories, 

principles and assumptions underlying a programme than that of student teachers and 

cooperation teachers. 

However, the student teachers' lower level of beliefs suggests that they are still unab le to 

conceptualize the constructiv ist pedagogy after having passed through the programme for 
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three years. This means these prospective teachers have not yet changed their beliefs 

about teaching and learning to the required extent. These findings point up to the fact, 

wh ich the literature generally (e.g. Hill , 2000; Yost et al., 2000; Richardson, 1996; Holt­

Reynolds, 1992; Zu lich, Bean & Herrick, 1992) confirms, that teacher candidates whose 

beliefs remain unchall enged may perpetuate current practices, thus maintaining the slatus 

quo in their practice. 

This in turn shows the little likelihood of the success of the programme, introducing a 

paradigm shi ft in teacher education and producing, through strong school - uni versity 

partnership, well-educated competent reflective practitioners who would rely on the basic 

principles and assumptions of constructive pedagogy to help their learners in schools to 

be critical thinkers and to help themselves examine their own practice in coll aboration 

with their colleagues. As long as the cooperating teachers are not empowered to an extent 

to which they can effectively discharge their responsibilities in the programme, the 

success of the programme cannot solely depend on the teacher educators' beliefs and 

action. 

The findings that the general perception of the total respondents, rated 3.31 on a one-to­

five scale, and that th~ participants have perceived the goals of the new EFL teacher 

education at significantly different levels show that the goals of the programmes are not 

that much clearly perceived. Indeed, the student teachers ' rating may indicate the fact that 

they are ab le to see or to perceive the goals of the programme less clearly than their 

teacher educators report being aware of. However, the lowest rating of the cooperating 

teachers indicates the big defi ciency of the programme in a sense that the cooperating 

teachers are assumed to work in partnership as co-educators in it. As awareness of goa ls 

facilitates the process of programme activities by maximizing intentionality, expli citness 

and meaningfulness of programme activities, the observed level of the cooperating 

teachers ' perceptions of goal can be regarded as a threat to the success of the programme. 

The possible explanations for the observed significant differences in perceptions of the 

goals of the programmes can be numerous. The first one might be that the teacher 

educators have been aware of the goals because of their involvement as a primary 

stakeholder in designing objectives and contents of di fferent courses in the programme in 
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addition to their orientation through different ways. The second one is that student 

teachers might not have been able to see the programme goals so clearly because the 

actual programme activities may not have been developed on these goals, oriented to 

constructivist pedagogy, for different implementati on problems, or perhaps because they 

have been giving more emphasis to their struggle with the survival issues in the 

programme, which requires most of the prospective teachers' attention. The third 

explanation for the lowest level of cooperating teachers' rating could be that the absence 

of proper induction or training for school teachers which could have enabled them (0 

reconceptuali se the goa ls of teacher education programmes in a new perspective, 

different from the goa ls of teacher education at the time of their own training. 

Even if we think that student teachers will probably be able to improve themselves 

through life-long experiences of learning to teach, their efforts in the programme are 

likely to be affected heavily as there is a sense of loss of direction for their efforts. This 

can also be attributed to the less concern of the teacher educators in orienting !informing 

their students about the goals of the programme. However, the least level of cooperating 

teachers' perceptions of the goal of the programme, in which they are supposed to 

assume the role of co-educato," can be interpreted as a threat to the successful 

implementation of the programme. This may indicate that their redefined roles as co­

educators are non-existent. 

The findings that the three groups of respondents rated the opportunities in the practicum 

settings 2.33 on a one-to-five scale of frequency, which signifies a lower frequency of the 

support system than the expected average frequency (3 .00) and that the three groups had 

the different levels of the perception of the practicum context indicate that the context is 

not as carefully thought out as required in the literature in which the student teachers 

should undergo their field-based experiences. Numerous critical voices doubting the 

effectiveness of learning processes during practicum (Zeichner & Tabachnick, 1985; 

Sacher, 1988; Borko & Mayfield, 1995) seem to agree that practicum should not on ly 

create practice opportunities but also professional learning environments which also 

foster advanced theoretical knowledge, for instance for reflection on the teaching process 

wh ich is a necessary precondition for improving teaching and modifying ep istemological 

beliefs. 
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The different levels of perceptions about the support system in the practicum setting 

suggest the rea l deficiency in the implementation process. In particular, the significantly 

lowest cooperati ng teachers' rating of the practicum support system confi rms their lowest 

level of participation in the programme as stakeholders. 

The findings that student teachers and teacher educators rated, on a one-to-nine sca le, the 

nature of the dialogue with university supervisor 4.7 1 and 5.33, respectively was reveal 

that the dialogues with university supervisors during practicum placements were not up to 

the expectations of the participants in line with dialogic refl ection between adv isors and 

advisees or supervisors and supervisees. Instead, this indicates that there were limited 

attempts of supervisors to engage student teachers into refl ective dialogue (Randall & 

Thornton, 200 I). 

The fi nding also indicates that the supervisors' practice in thi s respect is contrary to their 

claimed awareness about the principles, theories and basic assumptions as well as the 

goa ls underlying the new teacher education programme. This contradiction may be 

exp lained by either the contextual factors inhibiting the reflective dialogues or conceptual 

factors leading to misinterpretations of the nature of the dialogues between the two 

parties. 

Similarly, the nature of the dialogues with cooperating teachers as refl ection coaches was 

rated differently by student teachers (X = 2.28) and by cooperating teachers (X = 3.72) 

and their aggregate rating being 2.56 on a one to nine scale. Though the nature of the 

dialogues with university supervisors and that of the dia logues with cooperating teachers 

were rated in a similar trend, the perception of the student teachers being lower than their 

counterparts', the ratings of the nature of the dialogue with cooperating teachers, being 

extremely lower, indicates that they had li ttle or no role to play during the student 

teachers' school- based experiences. This finding is quite consistent with the cooperating 

teachers ' lowest level of awareness about the goals of the programme and the principles 

and theoretical bases underlyi ng the programme. 

When the student teachers' ratings of nature of their dialogues with their university 

supervisors (X= 4.7 1) and with their cooperating teachers (X= 2.28) on the nine-point 

sca le are compared, the signi ficant differe nce clearly points up to the very little ro les of 
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the cooperating teachers and the student teachers' reliance on the insufficiently rated 

dialogues with teacher educators, which makes the responsibi lity appear skewed towards 

uni versity supervisors. However, though the trends show that the supervision sty les of the 

instructors are slightly better than those of the cooperating teachers, it is hardly possible 

to say that the instructors have met the requirements of modern superv ision in the light of 

reflective teacher education. 

These results, in genera l, indicate that there is almost an unsatisfactory support system in 

student teachers' practicum experiences and that there seems to be a condition of 

unguided apprenticeship (Lave and Wenger, 199 1), which imagines conditions 

supporting the learning of meanings and the means for fuller participation to be 

' naturally' present in a social environment. This means that the EFL teacher education 

environment should have given careful attention to the conditions to ensure a fruitful 

interaction of practice and theory, action and reflection, all geared to fac ilitating 

professional growth. In other words, the less structured practicum context, which seems 

unguided apprenticeship, might have led student teachers to confusion as noted by Lave 

and Wenger (l991), who strongly warn that a trade-off between offering labour and 

gaining access to a work environment 'does not by itself hold a guarantee for the learning 

of the apprentice' (p. 76) because 'the ordering of learning and of everyday practice do 

not co incide' (p. 96). 

The aim of the co ll aboration seemed to have provided merely practice opportuni ties, 

rather than enable deeper thinking about practice in an atmosphere of supportive and 

constructive but honest feedback. In this vein, the existing school-university partnership 

has failed in fostering construction of meaning in a flexible way by negoti ation and 

collaboration with others to show multiple perspectives for which many scholars (e.g. , 

Duit, 1999; Merrill , 1992; Duffy & Jonasson, 199 1; Brown, 1989; Smyth, 1989; and 

Resnick, 1989) argue from a constructivist point of view. 

Factors which Duquette ( 1994) and Grimmett & Ratzlaff, ( 1986) have identified such as 

poorly defined roles and inadequate preparation for the task of supervision can be cited as 

reasons for limitations, particularly in the case of cooperating teachers. 

The other findings that the rol e of student teachers' portfolio compiling experiences to 

promote their reflective skills was rated very low on the scale, though the student 
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teachers' rating being significantly higher than the teacher educators' rating, indicate that 

their portfolio compiling experiences did not match up to expectations of both groups of 

respondents. Simi larly, the absence of the expected responses from the cooperating 

teachers to the items about their help with portfolio compiling experiences confinm their 

non-existent roles in the teacher preparation programme in which they are assumed to 

play an invaluab le part. 

The difference between the student teachers ' and teacher educators' rating, the former 

being significantly higher than the latter, would represent a difference in view of the 

teacher educators and student teachers, which can be acceptable for one possible reason. 

In the eyes of former party, whatever they do in the process is likely to hold water 

because of their own limited background experiences, whereas in the eyes of the latter 

party, they may disregard the little work done by student teachers. However significantly 

both parties differed in ratings, they seemed to agree that role of what the student teachers 

did during the portfolio compiling process was unsatisfactory in light of the seven items, 

in the questionnaire, which are concerned about the content of their teaching portfolios. 

This means the low ratings of both student teachers and teacher educators indicate that 

the actual content of their portfolios is quite different from what the literature generally 

tends to recommend about inclusion of personal philosophy of teaching, daily journals, 

observations of other teachers or peers and artefacts representing teaching materials 

produced (Hurst et ai, 1998; Antonek, e/. 01. ,1 997; Borko, et. al 1997; Loughran & 

Corrigan, 1995; Ballantyne & Packer, 1995; Francis, 1995; Zubizarreta, 1994; Richert, 

1992) If so, the teacher portfolios student teachers constructed were very unlikely to 

cover a range of experiences ranging from teaching strategies (how and when to use 

them) to views on student learning and how these might influence their approach to 

teaching. 

Moreover, the absence of the expected cooperating teachers responses to the seven items 

about their help with student teachers' action research experiences in their questionnaire 

confirms their non-existent rol es in the teacher preparation programme as well as their 

possible view that action research is a peripheral assignment to the central task of the 

traditional practice teaching (Calderhead, 1989). They might have perceived their roles as 

confined to providing practice opportunities for student teachers. 
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The absence of the expected responses from the respondent from the four universities 

mentioned in the findings report section also suggests that all mechanisms supposedly to 

promote student teachers' inquiry skills or reflection habits were not put in place. In th e 

field visit to these universities, the researcher came to know that Jimma and Haramaya 

University were about to embed the action research component in the following year and 

that Mekelle University had left the choice between action research and basic research to 

the discretion of the student teachers until the time of data coll ection, but it wou ld enforce 

action research in the following year. What forced these people to include action research 

in the following year could be the bureaucratic imposition rather than their conceptual 

change. If so, the fact that the teacher educators in these universities were hesitant to 

embed action research as a programme component could be attributed to a conceptual 

problem. In line with this, Ziechner (1983) points up to cultural factors such as the 

technical rationality, individualism, and instrumentalism that dominate educational 

thinking are among many reasons for not promoting reflective teaching through action 

research. The observed hesitation of some of the teacher education institutions to embed 

action research as a programme component might have been based on the argument that 

preservice teachers cannot take on 'critical' issues because they are not ready or because 

their focus is narrowly and understandably on the classrooms in which they are placed. 

However, many scholars (e.g., Ponte et aI., 2004; Smylie et al. , 1999; Borko and 

Mayorfild, 1997; Rudduck, 1992; Ziechner, 1983) counterargue for the inclusion of 

action research in preservice teacher education as a strategy for preparing teachers for a 

good start and for later learning or continuing professional development. 

Moreover, the obtained data form the other three university teacher education 

programmes revealed a very big mean difference in the ratings of the student teachers (X 

= 6.28) and teacher educators (X = 3.92). This big difference can be attributed to the 

differences in background experiences between the two parties. For the student teachers, 

who have utilised their maximum potential to carry out their action research projects, 

what they have produced may appear noble, complete and outstanding, whereas for the 

teacher educators, who have had a wide exposure to different research papers both in 

quantity and quality, what the student teachers attempted as a novice cannot hold water. 
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Another possible reason could be the teacher educators' distrust of the authenticity of the 

student teachers' work, as mentioned in the qualitative part of this study. 

So it is possible to suggest that the refl ection in the programme activities as a process of 

dynamic action and learning have not enabled student teachers to develop their practi ce 

in the li ght of analysis and evaluation. This means the activities, particularly those in the 

portfo lio compiling process, action research and the teaching conferences, are part of 

routine practice, rather than vital to intell igent practice, as opposed to what Ri chert 

( 1990) suggested. 

The observed mean scores for student teachers' perceptions of the roles of university 

supervisors and cooperating teachers also denote the low level of scafolded instruction in 

the practicum settings as envisioned by constructivism (Williams and Burden, 1987; 

Randall & Thornton, 200 I). This means there are limited efforts from the teacher 

educators to structure student teachers' learning by deciding what areas they should work 

on, to provide them with a framework to examine the teaching experience and to 

explici tly set target for the next experience, to guide them into a cri tical dialogue 

concerning their current practice, and to help them articulate and refine their views of 

teaching process and their uwn learning. 

Moreover, the observed differe nce in the student teachers' ratings of their university 

supervisors' and cooperating teachers' roles as reflective coaches indicates the low 

participation of the cooperating teachers in the process, which in turn confilTIls their 

unpreparedness for the assumed duties. The low participation of the cooperating teachers 

in the process also reveals that the teacher educators a dominant role to play and wield all 

the power in the process, which is in a stark contrast with the reality which necess itates 

the invo lvement of cooperating teachers in the programme. The rea li ty is that these 

university supervisors cannot pay more than two visits to the schools to see the practi cing 

student teachers, i.e., there is simply no way that university supervisors can be readily 

available in classrooms as frequently as cooperating teachers, nor is there any way for 

them to have the ongo ing conversations that are poss ible between student teachers and 

cooperating teachers. Despite this structural constraint associated with the university 

supervisor's role (DUlme and DUlme, 1993), the absence of empowerment train ing for the 
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cooperating teachers and collaborative dialogues between them on the process may show 

either that the supervisors are not willing to share the responsibi lities or that the 

conceptual problem lying in the programme, i.e., the belief that such extended practi cum 

experiences are kept in place just to create practice opportunities on ly, rather than as 

learning grounds where scafo lded instruction takes place through the practice 

opportunities. 

From these findings we can conclude that the current EFL teacher education programme 

has met a serious confl ict between di scourse and practice. On the one hand, there is 

theoretically heavy emphasis on extended school-based practice for developing refl ective 

practitioners. On the other hand, practically the increased time in schools is not fully 

utilized for the purpose it was set. 

As long as the disempowered cooperating teachers have little or no role to play in the 

programme, it is less difficult to imagine the practicum as apprenticeship imitating their 

mentors ' craft skills without any need for reflective teaching and discussing alternatives, 

than to acknowledge the practicum as professional development involving reflection on 

the teaching situation and the individual learning process, and analysis of subjective 

theories and experiences. This conflict of rhetoric and practice would give the practicum 

component a picture of a return to the ancient atheoretical form of teacher education, a 

practice-without-theory model (Hargreaves, 1998; McNally et al., 1994; Edwards, 1992; 

Ellis, 1994; Harris, 1994). 
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CHAPTER VII 

FINDINGS AND DISCUSSIONS OF THE QUALITATIVE DATA 
ANALYSIS OF THE MAIN STUDY 

In this chapter the findings of the qualitative case study and their interpretations are 

presented. During the discussions of the findings, some intermittent references to the 

find ings of the quantitative study in the preceding chapter are made to produce a more 

complete picture of the programme under study and to answer some questions which 

remain uncovered in the quantitative part of the study. 

7. 1. FINDINGS OF THE QUALITATIVE STUDY 

Because enormous qualitative data have been collected from document reVIews, 

observations and individual and group interviews, using the procedures described in 

Chapter IV, this chapter begins with overviews of the data, particularly those co llected 

through programme document reviews and observations, to help readers fo llow the 

discussions of the resu lts easi ly. 

7.1.1. Overviews of Data from Observations and Material Reviews 

In this section overviews of the data co llected from English Department of Facu lty of 

Education of Bahir Dar University through practicum conference observations and 

document reviews, i.e., portfolios, action research reports, practicum evaluation checkli st, 

and school reports, are presented. 

A. Post-teaching conferences 

The conferences the researcher observed varied greatly in length. The shortest conference 

lasted less than 5 minutes; the longest was approximate ly 15 minutes in length. Although 

similar domains and topics were addressed across conferences, there were large 

differences in the depth and specificity of conversations. Conference length was related 

to the specificity of comments offered by the university supervisors. The longest 

conference observed was between one supervisor and one student teacher who was 

exceptionally diligent and fluent, whereas the shortest conference was between a 

supervisor and the student teacher who was exceptionally too apprehensive to utter a 

word in response to the questions raised. For example, the longest conference was also 
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that in which the university supervi sor offered the most specific suggestions about the 

student teachers' lessons. 

For all six dyads but two the researcher was able to observe conferences that occurred 

after an English lesson taught by the student teacher and observed by the university 

supervisor and the researcher. For the two exceptions, conferences were held not shortly 

after the observation on the site, but after two and three days in the uni versity 

supervi sors' offices. 

The conferences seemed to share the same pattern of presenting comments beginning 

with positive comments, moving on to the negative ones and concluding with 

confirmatory remarks on the positive side (Please see a sample in Appendix N). 

Four domains of teacher knowledge were addressed in the six conferences: pedagogy, 

paperwork, ELT-specific pedagogy, and English language. These patterns are explored as 

follows. 

Pedagogy. The aspect of pedagogy discussed most often in university superv isor-student 

teacher conferences was classroom management. Topics addressed most frequently 

included whether or not the student teacher moved around the room, did a good job of 

getting and keeping students' attention, had control of the situation, and utilized aud ible 

voice. Lesson plans and behaviora l objectives were also discussed frequently in the 

conferences. These topics are related to the Student Teacher Observation Form. 

Paperwork. One of the most prominent themes, occurring in six of the conferences, was 

paperwork. On one level, paperwork was simply a bureaucratic aspect of the uni versity 

supervisor/ student teacher relationship that had to be handled. Lesson plans needed to be 

reviewed. 

On a deeper level, paperwork - especially lesson plans and observation forms - created a 

focus for the teaching conferences. The Student Teacher Observation Form was a major 

source for determining student teaching grades. 

Not surprisingly, it appeared to direct both what the university supervisors looked for 

during lessons and what they commented on during conferences. The form listed the 

areas in which the supervisors rated their student teachers. There was also a space for 

comments at the bottom. Conferences often started with the university supervisor asking 

the student teacher to explain hi s strength and weakness . Most of the student teachers did 
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not seem to want to talk about their strengths, perhaps thinking that the supervi sors knew 

everything very well as the longstanding cu lture dictates. Supervisors referred to the 

observation form and their notes during conferences to remember lessons and their 

reactions to them, but they did not try to elaborate on ratings. 

English and ELT-;pecijic pedagogy. 

English and EL T -spec ific pedagogy came up as topics 111 all of the six conferences. 

Though the eva luation fonn did not spare any space for subject-specific pedagogical 

issues, the supervisors used their notes to discuss these issues. The discussions generally 

were broad enough to delve into the nature of the English and ELT-specific pedagogy 

and focused on strategies for presenting particular topics to students, for example, 

procedure in teaching listening skill, importance of certain teacher questions at different 

stages of the lesson, and use of L, in English classes. On two occasions, the reference to 

English was simply a question about how to spell and pronounce a certain word and 

ELT-specific pedagogy. 

It was my impress ion that the university supervisors did not have the di scussions they 

wanted because they did not want to be confrontational. Student teachers probably also 

wanted to avoid confrontat ion, given that the supervisors assigned their grades at the end 

of each placement. One important pattern in the data, then, is that both sides tri ed to 

avoid confrontation and open disagreement. This situation led to superficia l conferences 

in which university supervisors primarily praised student teachers and worked to build 

their self-confidence; student teachers readily agreed (at least, whi le in the conference) 

with whatever suggestions the university supervisors made. Though the evaluation form 

spares a separate space in which action to be taken by the student teacher for next lesson, 

the student teacher' s general comments on the evaluation and amount of time spent on 

post-observation di scussion have to be recorded, in none of the conferences these actions 

were observed, except the supervisors' oral advice to improve the points mentioned. 

B. School Report 

Despite the researcher' s expectation to examine the content of the cooperating teachers' 

reports on the performance of the practicing student teachers under their gu idance and 

supervision , the attempt found out that the perfonnance of the practicing student teachers 
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was rated by only the school coordinators whom the report format requ ires to rate the 

student teachers' participation in school activities other than teaching, using a five-point 

scale checkli st. The school report checklist consists of six items abo ut 

• sensitiveness to school problems, 
• willingness to assist others, 
• wi llingness to carry out tasks after school hours, 
• suggesting concrete ideas for improving school management, 
• wi llingness to provide help to students with special needs, and 
• significance of the extracurricular activi ty/activities performed. 

The report form also requires the school coordinators to indicate two things as additional 

remarks: 

(I) if there i s anything t hat a student teacher, either individ ual ly 0 r ina team, has 
done on a voluntary basis other than teaching, and 

(2) if there is any effort made by the student teacher to help students at different 
academic achievement levels outside the classroom (Please see Appendix 0). 

The required report from the school coordinators does not invite the actual cooperating 

teachers to say anything on pedagogical issues; neither the generi c skill s and ELT­

pedagogic skill s are addressed. 

C. P .. acticum Evaluation Checklist 

The attempt to review supervisor's evaluation too l has shown that there is a visible 

inconsistency between what the ELT methodology courses teach and what is emphasised 

in the practicum evaluation tools . The document reviewed for this study was student 

teaching evaluation form used by the supervisors fo r Practicum IV. This document has 

four parts: teaching practice evaluation form, lesson plan evaluation checklist, teaching 

material evaluation checklist and student teacher's lesson observation report evaluation 

checklist (please see the detail s in Appendix P). 

The f irst part, i.e., teaching practice e valualion form has twenty-eight items in a five­

point scale ranging from 0 - 4, in five sub-parts. The first four items refer to objectives of 

the lesson. The second five items refer to the nature of the activities . The next eight items 

deal with teacher behaviours. The last six items refer to students' behaviour. 

Having rated the practicing student teacher on th is five-point scale check li st, the 

supervisor is expected to write specific conunents on the lesson by identi fying two 
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successful things in the lesson and one or two suggestions for improvement and genera l 

comments. Perhaps this is the only section where the pedagogical content know ledge 

comes into play in the supervision process. Having done this, the supervisor has to 

conduct post-observation discussion with the supervisee. For this purpose, in the 

evaluation form is a separate space in which action to be taken by the student teacher for 

next lesson, the student teacher's genera l comments on the evaluation and amount of time 

spent on post-observation discussion have to be recorded. 

The second part of this document is a checkli st for lesson plan evaluation. Here also the 

superv isor is expected to rate on a five-point scale the lesson plan using eleven items and 

to write genera l comments. 

In the third part of this document, i.e., teaching material evaluation form, the supervi sor 

is expected to evaluate the quality of teaching materials used during team teaching, using 

a six-i tem checklist on a five-point scale. Finally he/she is expected to write some general 

comments in the space provided beneath the checklist. 

The final part of thi s document is also a checklist for evaluating student teacher's 

observation report. The checklist consists of seven five-point scale items. These seven 

items are based on the requirements in the student teacher's lesson observation. 

So, the employment of these evaluation tools suggests that generic teaching ski lls are 

emphasised and pedagogical content knowledge is totally ignored in the programme as 

far as the same tools are used by all departments regardless of the differences in 

pedagogical content knowledge domains. 

D. Student Teaching Practicum Portfolios 

One of the documents reviewed for this study was the material that student teachers used 

for practicum IV. This material is believed to be part of their portfolio for the course. It 

consisted of three parts: classroom observation report form, lesson plan fo rm with self 

evaluation form and annual lesson plan evaluation form. All the portfolios reviewed 

consisted of a collection of short declarative written phrases or statements as repl ies to 

the prompts given in the format, presented in a five- or six-page form (Please see the 

details in Appendix Q) 
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In the first part, classroom observation report jorm, student teachers were expected to 

observe the cooperating teacher while teaching the major area subject during the first 

week of the school placement, and to write an observation report in which they should 

include their reflective comments. So they were expected to mention tbese things: teacher 

activities, student activities two successful things about the lesson, one or two 

suggestions for improvement and general comment. In the reflection section, they were 

expected to identi fy type of method used and questioning techniques employed, to 

describe activities students engaged in and assessment techniques used, to estimate the 

amount of time used by the teacher and students and to write general comments. 

In the second part, lesson plan jorm with self evaluation jorm, student teachers were 

expected to prepare a lesson plan following a given format and to eva luate their own 

lesson using the following guides: two successful things about the lesson, one suggestion 

for improvement, and reflection on achievement of objectives, balance between teacher 

and student activity, teaching/learning method chosen, the most successful activity, and 

the reason, timing/place of the lesson and effectiveness, advantages and the purpose of 

assessment techniques used. 

In the third part, annual lesson plan evaluation jorm, student teachers were expected to 

collect an annual or unit plan from the cooperating teachers and to evaluate it using a 

twelve-item checklist in a five point scale. 

The portfolios are collections of answers to the given stimuli in the classroom 

observation report form, the lesson plan form with self evaluation form and the annlla l 

lesson plan evaluation form. They do not contain any artefacts, sequentially organized 

around key concepts from the L2 pedagogy, with explanations or conceptual structure 

and represent teaching as an eclectic set of discrete and generic skills, beliefs, and 

activiti es . They hardly require student teachers to include a philosophy statement, or a 

quotation reflecting their beliefs about language learning, teaching, or education, artefacts 

presented under each of the L2 theories, sections, or themes. The portfolios do not 

include any student learning journal/diaries which are used extensively in university 

contexts as a means of facilitating reflection , deepening personal understanding and 

stimulating critical thinking (Ballantyne & Packer, 1995), particularly in the fi eld of 
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teacher education, where reflection has come to be widely recognised as a cnlcial element 

in the professional growth of teachers (Calderhead & Gates, 1993). This has not been 

fou nd to be a case in the reviewed student teachers' portfolios for this study. 

E. Action Research Report 

The seven research reports reviewed for this study have fo llowed the same organizational 

format which the practicum coordinator at the faculty level had distributed for helping the 

student teachers use as a model. Thus, all the facu lty student teachers had to fo llow that 

format regard less of differences in the problems under study and the backgrounds of the 

participants. Fo llowing the format, the seven reports reviewed had the fo llowing 

headings: Introduction, What was my concern? Why was I concerned? What could I do? 

Who could help me? What did I do? How can I evaluate my work? What have I learnt 

Fom doing my action research? (Please see the detail s in Appendix R) 

Under the first heading "Introduction" the student teachers gave brief information about 

themselves regarding their school placements and how they could come across the 

problems they would like to study in the school. Most of them mentioned that they were 

keenly observing the teaching-learning process in their first two weeks of observation 

during the six-week practicum experience . All of thcm made a brief mention of the 

problems they wanted to study in this section . Under the second heading "What was my 

concern?" the student teachers discussed the problems they had identified. Of these seven 

reports, two dealt with the problem of writing skills; two, with students speaking 

problems (i n fact one of them, with a particular reference to female students); one, wi th 

students li stening problem; and two, with students' problem of participation in group 

discussions during Eng lish classes . So the focus of the fi ve reports was ELT-spec ific 

whereas that of the two was pedagogical issues in English classes. Under the head ing 

"Why was I concerned?" the student teachers stated the magnitude of the problems 

according to their observation and the objectives of their projects. (In fact, one of these 

student teachers included sub-headings " the rationale" and "objectives".) All of them 

discussed in the section " What could [ do?" their alternative course of actions to allev iate 

the problems they stated. All the alternative courses of action in the reports came from 

TEFL and general education literature. For example, the first two projects dealing wi th 

writing skill problems mentioned that they would des ign and use activities of control led, 
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guided and free writing, and the fourth project dealing with students' listen ing skill 

problems attempted to address the problem through teaching listening strategies and 

discourse markers. 

In the section "Who could help me?" all the seven reports mentioned different people like 

learners, peer student teachers, cooperating teachers, department heads, directors and 

supervisors from whom they received help and with whom they cooperated. 

Nevertheless, none of them clearly showed how the cooperation enhanced their inquiry 

and process of examining their practice. Most of them merely acknowledged the 

administrative assistance they received, for example, allowing them to do the project, 

getting students to cooperate wi th them, distributing questionnaires, etc. In the section 

"How can / evaluate the work?" they mentioned different strategies like collecting 

comments from the learners and the cooperating teachers, interviews, observations, tests, 

questionnaires to know the impact of their alternative courses of action. 

The same set of three different things were reported to have been useful to these seven 

student teachers in the section " What have / learnt from doing my action research?" as 

the impact of their action research: (a) it helped them snlve the problems under study, (b) 

it helped them become more aware of their own practices and of the gaps between their 

beliefs and their practices, and (c) it helped them be more thoughtful about the 

complexity of teach ing. Whi le these gains are valuable, a major concern about the 

reflective teaching remains questionable in its strictest sense. It seems that the reports 

have fo llowed the given format at the faculty level as the above commonal ities in the 

seven reviewed reports showed as well as the common way of phrasing of the ti lle of the 

action research because the titl es of the seven reports begin with "How can / improve ... ?" 

7.1.2. Beliefs about Basic Assumptions Underlying the Constructivist Pedagogy 

The qualitative data gathered through multiple instruments from various sources have 

confirmed that the beliefs about participants about basic assumptions and theoretica l 

bases underlying constructivist pedagogy were more or less unsatisfactory. The fo llowing 

points drawn from the qualitative data confirm the lower level of participants' awareness 

about the basic assumptions and theoretical bases underlying constructivist pedagogy. 

I. Personal explanations about basic assumptions 
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2. Requiring minimization of the practicum courses and relegation of practicum 

courses towards the end of the programme 

3. Viewing group work activities as a waste of time 

4. Viewing the change as a matter of vogue in a form of political decision 

5. Little concern for the absence of TEFL elements in the field experiences of 

student teachers 

Both in the instructors' and cooperating teachers ' focus group discussions (FGDs) and in 

the individual interview with the practicum coordinator, an attempt was made to explorc 

the participants' awareness about the basic assumptions and theoretical bases underl ying 

constructivist pedagogy. From the di scussions, it was possible to see the level of their 

awareness. For example, in response to the question, "How well aware are cooperating 

teachers about nature of programme? ... Do you, as cooperating teachers, know the philosophical 

underpinnings of the programme?" one of the instructors in the FGD said the fo llowing: 

Well, I am not acquainted with the philosophy ofTESO but I feel that they have 
introduced th is programme in order to relate theoretical issues or theoretical 
poi nts given in the universities or in colleges with the [practical] that cou ld be 
found within the high schools. This objective should be to link theoretical and 
practical aspects [ ... J in high schools. 

In the cooperating teachers ' FGD, all participants remained silent when the issue of their 

beliefs about the basic assumptions and theoretical bases underlying the new EFL teacher 

education programme was raised. It was after a moment of silence that one of them 

responded as follows : 

I don't think so. Maybe we can mention some of the obj ectives because we did 
such kinds of practice while we were in colleges. So, as I think, the objective is 
to enable students to practice to ... I mean, experience for teaching. And aftcr 
[sic. beyond] that we don't know, as fa r as I am concerned, we don't know any 
theoretical assumptions or conceptions regarding this programme. That 's all. 

From this quote, we can see that these stakeholders are living w ith the philosophy 

underpinning the earl ier teacher education programme that they were familiar with as 

indicated in the clause becallse we did slich kinds a/practice while we were in colleges. It 

does not seem possible to expect these people to know how practice informs learning in 

the constructivist perspective. 
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The practicum coordinator, in his interview, remarked the following in response to the 

question about the philosophical bases of the programme. 

Ok, but what I' m going to tell you is from my personal reading. I think the 
theoretical fou ndation of the progranune is a construct ivist theOlY. The learner 
can construct knowledge by himself. ... the theoretical basis [of the progranune] 
is constructivist theory. Research has proved this. In order to produce well­
educated competent teachers, educators must present theory and practice side by 
side. A student teacher learns about learning theories in the university and 
observes and experiments them during practicum settings. Eventually, he wi II 
develop his own theories. 

Though his response was consistent with the theories of constructivism, his introductory 

sentence, Ok, but what I'm going to tell you is ji-om my personal reading, indicates that 

others in the programme may not be in a position to have the same level of awareness. 

This inference has been made because of the other remarks the same person made in the 

interview. Here are some of the remarks. 

I strongly believe that this (Competency Based Approach) is the foundation for 
our practices. This is the dominant assumption living with the university 
instructors and with the school teachers. This must be changed. Unless it is 
changed, no one listens to you even when you tty to explain things in the new 
perspective. These underlying assumptions attract them to that end. 

In another instance, this same person made thi s remark on the threat of the ongoing 

programme. "Perhaps lack of awareness. I have come to see all these issues these days as 

I read the literature because of my assignment to this position ... " 

Moreover, from the responses to other items in the FGDs, we can see a lot of things that 

could show their low levels of awareness about principles and theories underlying 

constructivist pedagogy. One instance could be that, in the instructors' FGD, some of the 

participants raised the issue of weight given to practical component of the programme. 

They also suggested that the weight given to the content area should be raised and that of 

the practicum should be lowered. For example, one of the participants in the instructors' 

FGD stated: 

So I think there was uhh ... uhh ... the credits are exaggerated too much. 
Minimizing the credits is also important and this gives us the room to have more 
content area courses. The most important content area courses were not included. 
They were excluded .... When you see the old curriculum, we had so many 
courses that were very important to improve the proficiency. For example, when 
we come to language teaching, language teaching is not only the teaching 
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aspects .... It has also gone to the other extreme. The content area courses were 
highly affected because of having more practicum courses. 

Another participant also echoed the above idea, which would imply the relegation of the 

practical component towards the end of the programme. 

1 would like to say that they [student teachers] are very weak to [sic for] the other 
students (in the high schools) [sic to teach]. We have weak students and we take 
them to the school. We have to see the other side. We have students at high 
school. So they are taking them as laboratOlY [sic subj ects]. Because 
inexperienced teacher [sic teachers] as we see in a month, two or three go out to 
practice teaching. So we shouldn 't put students in the schools, as [sic] 
experiment [sic subj ects] because this is .. . it is not a good thing to me. 

Though the statements quoted above sound suggesting that early field experiences are 

unethica l, they show, on the other hand, the speaker has mistaken them for real classroom 

teaching by taking over classes from cooperating teachers while having little or no 

content or subject matter knowledge. 

This belief was also evident in the documents reviewed. In the series of workshop, thi s 

issue appeared to be contentious. Different universities proposed the reduction of the 

weight given to practicum and its relegation towards the end of the programme, which 

makes it appear to be oriented by the technical-rationali ty (Schon, 1987) or rationality 

(Elliot, 1984) or Wallace 's (1991) applied science model, in which student teachers 

acquire theoretical knowledge driven from outsider researcher and try to apply it later. 

According to the minutes of the forum held to standardize the English Education 

Curriculum at Curriculum Standardization (Revision) National Workshop conducted on 

May 3 and 4 2007, an agreement was reached among the participants representing the 

English Departments of the six universities that the content area courses should be rai sed 

to 5 1 credit hours and the practicum courses should be lowered to 13 credit hours and 

relegated towards the end of the programme as the given course codes (FLEE 382, FLEE 

481 and FLEE 482) indicate. 

Some of the instructors in the FGD also mentioned that the change (paradigm shift) was a 

government imposition as a result of following the Western trends as a fad/vogue, which 

might imply some form of resistance desp ite their knowledge of its being the order of the 

day in the world . For example, one instructor said the fo llowing: 
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Many are actually aware but they consider it as imposition because it was not 
originated from the right people, actually it was from the policy makers. It was 
not the people who work as experts in higher institution, the experts. It did not 
emanate from them ... . When it was implemented they didn ' t consider their own 
ideas, their concerns. Because of this, they were not happy then it was more of 
imposition than just parti cipatory . 

Though what has been said above is true about the change initiative, it is often unlike ly 

for people with adequate conceptual awareness to accept a change proposal if it fits the 

education system. The major question for people having a good level of awareness about 

theoretical and philosophical bases of a proposed change is often how to make the ideas 

work in a given context. Another instructor also added his view on the change in the 

following way. 

I don ' t understand why the government had to introduce such changes only 
because it has got a good fund from donors. Why do we have to copy everything 
from the rich countries? "Different countries in the world are using this way" 
can ' t be a justification for a change. 

Another important point depicting low level of belief about constructivist pedagogy is 

that most instructors in the FGD seemed to worry a lot about coverage of content in the 

syllabus. Thi s seems to stem out of the belief that teaching is more telling or transmitting 

than doing, which is deep-rooted in the traditional and cultural attitude towards education 

or teaching. Thc following extracts from the instructors' FGD illustTate these points. 

If I have to do my work in the same way as suggested in the course modules, I 
can ' t cover the syllabus. So, I often tell my students to do the group discussions 
with their fri ends out of the class time because the most imp0l1ant thing is giving 
the hi ghlights of the lesson to cover the designed content of the course. It is time 
wasting for me to get students to work in pairs and groups, and also they have 
nothing to learn from each other because all the students are very weak and know 
nothing. 

The first two statements show that the teacher 's role is to transmit the designed content of 

the course material and the learners ' role is to receive knowledge from a teacher and to 

work hard to retain that knowledge. The last statement also shows that using group and 

pair work activities in a classroom is a waste of time as little can be learned in tbi s 

process as compared to the teachers telling students all the required information . So from 

thi s, it can be inferred that the instructors had a different epistemological belief that their 

most important duty is their teaching rather than the students learning and that it is up to 

th e students to master what the teachers covered in their lectures by putting extra efforts. 
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In fact, there seems to be another factor that underlies the above quote, i, e" the actual 

contents of old courses were not practically reduced except reducing their weight in terms 

of credit hours when the courses were redesigned in the new programme. 

All the arguments support the absence of conceptual deliberations among the teacher 

educators. Despite the fact that the English department has good expertise in EL T 

methodology, all the practicum courses are tuned to principles of general methodology as 

the reviewed documents revealed. For example, the evaluation checklist and the portfo li o 

formats as well as the school reports on student teachers' performance showed di sregards 

to pedagogical content lGlowledge domain. 

The portfolios reviewed for thi s study also confirm the lack of conceptual grasp, i.e. , the 

student teachers were expected only to respond to the stimuli given in the format. This 

means that the student teachers were hardly expected to articulate their profess ional 

thinking to describe what they did and how and why they did it. Moreover, the inherent 

social nature of learning in the professional practices was not addressed at all. They were 

not told to keep learning journals both in their portfolios and action research. 

The evaluation checklist, being primarily concerned with the generic pedagogical skill s, 

addresses only one point in relation to specific subject matter knowledge, i.e., ability to 

deliver knowledge, which itself is the major concern of transmission model. 

7.1.3 Beliefs about the goals of the EFL teacher education programme 

The qualitative data gathered from multiple sources seem to confirm that the participants 

have a low level of awareness about the goals of the new EFL teacher education 

programme despite their claimed awareness. This has been evidenced by the different 

focus group discussions, the observation of activities in both post-teaching conferences 

and classrooms and documents reviewed, especially the course materials and portfolios 

compiled by student teachers. 

As confirmed in the cooperating teachers' FGD, they are not in a position to know their 

responsibil ities clearly in the new programme. For example, all the participants in the 

FGD agreed completely when one of the cooperating teachers sa id the fo llowing . 

... I think this (the selection of cooperating teachers) is based on simply we are 
teachers in the high school. Student teachers come to our school and simply take 
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over our classes. In some cases there may be somc organized efforts. For 
exampl e, if you are a unit leader, you will be selected and be given training [ ... ], 
and then you wi ll collaborate and organize things over. But there is no as such 
organized selection and training for all teachers. We are included simply because 
we are teachers here. 

In contrast, the instructors in the ir FGD claimed that they are quite aware of the goals of 

the new EFL teacher education programme. 

But they confessed that they are not doing their bes t of attain these goa ls for different 

reasons. The first reason they mentioned is that the s tudents are too weak to achi eve the 

far-fetched goa ls of the programme. 

How can we expect these students to write well -organized reflective reports? It 
would be fooli sh to expect our current students to do so. They can't even spell 
their names correctly, let alone to express themselves in English. All the reports 
they submit to us a carbon copy of fellow friends' work. 

Another instructor attempted to explain the nature of the students in such a way. 

I think the problem is with student placement by the Ministry. All competent 
candidates are placed in other faculties like medicine, engineering, law, 
economics, and so on. The least scorers in the preparatory programme are placed 
in education faculties and the students are incapable. They wouldn 't have joined 
the university at all if it had been three or four years before. 

According to the instructors, the second reason is that the actual context does not allow 

them to apply the strategies leading to the goals. 

We have a large number of students in a class. All the principles in the 
programmes can be put into practice in classes of a small size. In my class for 
ELT methodology, there are about 52 students. 

The third reason is that these goals require them to exert more energy and time, which is 

scarce due to other demanding responsibilities. One of the instructors in th e FGD, for 

example, said the following: 

I would like to mention the teachers (instructors) do not have interest in their 
profess ion. For this reason, they don ' t want to implement active learning 
methods in the classroom, because active learning methods ask a lot. You have to 
consider your students learning, you have to follow and study their drawbacks, 
and you have to do something [sic. to] activate this problem [sic. to accomplish 
this undertaking]. Present teaching involves concerns for all these problems. 
They have to do a lot to enter into [sic ... . ] the class 

Another instructor in the FGD al so complained about the tight schedule that instructors 

had because of the load of demanding responsibilities on their shoulders. 
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ut uh ... uh .. still there is also a problem with the .. uh .. the overall programme of the 
university when we are going out to implement the practicum programme. We 
teach other students in the university and we teach other batches also within the 
department. When we are out of campus to supervise the practicum courses, 
other courses wi ll be affected because we do not teach about a month. So we 
have to give these make-up classes and there would be a lot of problem. 

Some of the documents reviewed and the classroom observations also indicate that the 

tasks or activi ti es in the ongoing programme and the assumed ro les of the participants are 

not related to or hased on the goa ls of the programme. This will be discussed in the 

following sections. 

Though the teacher educators claimed that they are quite aware of the goa ls of the current 

EFL teacher education programme, i.e. to produce well-educated reflective Engli sh 

language teachers, so many things indicate that the programme is being implemented in 

an environment that does not support all the means to the end. Among these, one is the 

absence of training for cooperating teachers. The nearby high schools were told to host 

student teachers and so were the schoolteachers to help the practicing teachers by the 

concerned authoritative bodies through an administrative circular. The university 

organized a workshop for school coordinators, who were unit leaders and directors in the 

partner schools. These peop le became responsible for placing student teachers in each 

class. This shows that the uni versity worried much about the management of the 

practicum programme, leaving aside the main task (how the student- teachers could 

benefit a lot form the programme). Th is means there seems to be an assumption that 

every teacher in school can be a good mentor to help these practicing students. Because 

of the large number of student teachers in the university, no selection of cooperating 

teachers based on experience, commitment and teaching skills, was made. The practices 

show a lack of conceptual clari ty, which affects the quality of the student teachers' 

practicum experi ences and the goal of the programme. 

Another means to the end was placing acti vities to promote the student teachers' 

reflective habits, skills and attitude. However, the programme has failed to keep these 

activities in place in the practicum courses. Though they were expected to refl ect on their 

experiences in their portfolios and action research during their field-based work, very 

little was witnessed in the process. For example, the portfolios did not require them to 

include personal philosophies or theories of language teaching, nor did they instruct them 
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to keep diari es of their experiences. There were no elements of collaborati ve work with 

either the cooperating teachers or with their peers in the process. What were observed in 

the action research reports are the attempts to verify the application of some theories to 

so lve the problems they had absorbed. Even the post-teaching conferences, which were 

primarily based on the practicum evaluation checklist, were supervisor-dominated as the 

student teachers had very little to talk in relation to proper application of theoretica l 

knowledge, characterized by a traditional model of supervision. 

7.1.4. Tasks and Activities in the EFL Teacher Education Programme 

The multiple data sources in this study generated data that the tasks and activi ti es in the 

ongoing programme are not related to or based on the basic assumptions underlying the 

constructivi st pedagogy and the goals of the programme. T he four criteria used in the 

analysis to assess the qualities of the tasks and activities were transparency, consistency, 

theory - practice integration and organizations. 

Just to show how the tasks or practical activities did not build on the bas ic assumptions 

underlying the constructive pedagogy and the goals of the programme, it wo uld be 

sensiblelreasonab le to classify the types of tasks and activities involved in the programme 

and to organize the data in an iterative process Ii"OIn multiple data sources. There were 

three types of tasks studied in the EFL teacher education practicum programme: tasks of 

portfolio compiling, tasks of action research and the reflecti ve di alogue or 

communication in teaching conferences. While the last one is an oral practice, the others 

are in written fo rms. 

7.1.4.1. Tasks in Portfolio Construction 

The data sources used to investi gate the tasks in portfolio construction are the interviews 

(FGDs) and reviews of the sample of portfolios. 

Transparency: The documents reviewed showed that what the student teachers wrote in 

their ' portfolios' (if at all they are called so) were mere responses to the questions in the 

teacher observat ion and self-eva luation form. The portfolios reviewed for thi s study do 

not provide any opportunity and structure for the student teachers to document and 

describe their teaching; articu late their professional knowledge; and refl ect on what, how, 
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and why they teach. They did not create a need for student teachers to systematica lly 

examine their practice; to gather in format ion on their practice, their students, and their 

schools; nor did they create a meaningful context in which to link the uni versity and its 

research-based knowledge with the classroom and its practical demands (Lichtenstein , 

Rub in, & Grant, 1992). 

There appears to be a lack of conceptual bases for the faculty's reasons and purposes fo r 

using portfo lios. The actua l practice appears to define their purposes in programmatic 

(i.e., as a requirement in a programme), rather than in pedagogical (development of 

student's understanding) terms. The teacher education programme does not seem to 

regard the development of teaching portfolios for understanding as a primary purpose of 

the portfolio, yet paradoxically the programme document considers that one of the most 

beneficial aspects of the process is to think critically about their own teaching. 

Consistency: The content of the reflection, as observed in the format and sample reports 

are likely to belong to technical-rationality model as long as the student- teachers are 

encouraged to rate their observations or experiences using the knowledge they had 

acquired in the programme - even when they were expected to reason out their ratings, 

there was an underlying assumption that they would be using that knowledge to depend 

on. So this shows a sizable gap between the actual practice and the theory underl yi ng the 

programme. The mental reactions to the perceived issues and wi llingness to challenge 

personally held values, beliefs and assumption, which can be taken as a primary purpose 

of the portfolio constmction in constructivist teacher education, were not evident. 

Even the existing tasks of portfolio construction lack consistent enactment, as confirmed 

by what the practicum coordinator said: 

We advise them, we give them guidelines and we tell them to compile every 
single piece they do (during school placement). But some supervising instructors 
require their supervisees to do all that they were told to, while some others focus 
only on teaching evaluation. The advisees of the latter, consequently, do not 
worry about their portfolio. 

Theory-Practice Integration: No attempt was ev ident in the 'portfolios' to include 

personal theories, explanations, or personal reactions to any challenges faced. The reports 

that student teachers wrote after completing the practicum session, which are referred to 

as ' portfolios' in the programme, are merely a co ll ection of short declarative written 
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phrases or statements as replies to the prompts given in the format, presented in a five- or 

six-page form. 

In light of what the literature states about uses of teaching portfolios (e.g., Loughran & 

Corrigan, 1995; Wolf et aI., 1995; Zubizarreta, 1994; Ballantyne & Packer, 1995; 

Calderhead & Gates, 1993), the materials compiled as portfolios in the programme can 

hardly deserve the name itself because they did not serve as a way of initiating dialogue, 

be it with self or with others, about the problematic nature of teaching and learning from 

their own perspective. Therefore, it is difficult to consider them such a valuable tool in 

understanding the individual student teacher's insight into his/her perspective of teaching 

and learning, as Loughran and Corrigan (1995) suggest. 

Scholars also suggest that the opportunity to share reflections with a partner, group or 

supervisor maybe an important factor in supporting a high level of reflection in journal 

writing, when students base their writing on interactions with critical friends (Hatton and 

Smith, 1995; Ballantyne and Packer, 1995; Francis, 1995). Despite the inherent social 

nature involved in the process of building student-teacher portfolio, the reviewed 

portfolios appeared to be written individually by student teachers, and their contents have 

not been derived from the individual 's interaction with learners in the schools, and 

perhaps with observed cooperating teachers to rate certain features during the practice 

teaching experiences. Therefore, these portfolios never allow the student teachers to join 

multiple experiences and insights in line with the basic assumption that knowledge is a 

social construct. 

Organizations: The portfo lios reviewed for thi s study were used independently for 

Practicum IV session to see the organization of the activities. The FGD of student 

teachers confirmed that they were not clearly informed that development of the portfolio 

should begin during the first year and continue until graduation, even though the TESO 

document recommends doing so. Wh ile the recommendation of TESO and the attempt of 

the EFL teacher education programme to implement portfolio compilation as component 

indicate the good side of the organization, the lack of information how to manage the 

process and the inconsistent enactment of portfolio compilation as explained by the 

practicum coordinator show its poor management, which affects its quality organization. 
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7.1.4.2. Tasks in Action Research 

The data sources used to investigate the tasks of action research are the interviews 

(FGDs) and reviews of action research repolis. 

Transparency: An uncritical look at the reports gives the impression of the procedures 

used by the student teachers: observing their classroom in order to define and redefine 

problems they want to address; determining kinds of information to be co ll ected ; 

engaging in some direct action to improve the conditions oflearn ing; observing their own 

actions as problem-solving strategies, justifying those actions according to their own 

criteria, and evaluating their act. The main reason for thi s impression is the fornlat that 

the reports followed. 

Consistency: Action research has been regarded favorably because it can help teachers 

develop in-depth perspectives about the process of teaching and learning (Lacorte & 

Krastel, 2002). However, when the action reports reviewed for thi s study are seen, they 

are found to be the same as those which Allwright (2003) criti cizes for prioriti zing the 

search for more effective instructional techniques. Most of them seemed to have sought 

to so lve problems which they had been thinking about before observing the classrooms 

by reading the literature. 

Theory - Practice Integration: The instructors in the FGD commented that the reports 

are merely fictitious and carbon copies of other fellows' work. The instructors also 

condemned the student teachers for writing fictitious observation reports or copying 

reports fi'om friends. It is possible to see how serious the problems are fro m the fo llowing 

comments made by two participants in the FGD: 

TE 4; Anyway the problem with reflective teaching was that we haven't had the right 
way of moni toring. For example, one student has been ordered to write 
reflections on something. Then other students copy it, rephrase it, and then bring 
it to us and we conect those papers. We lack ways of monitoring. And in most 
cases, we are not able to correctly evaluate their reflections. We make them write 
reflection activities, we give grades in the form of assignment but we wil l not be 
confident about it. 

TE 7: ... Yeah, even there is another way. They pay money to write their portfolio. So 
they take it into the class. And for the whole group [ ... J the whole portfolio is 
the same; the same content, the same area. So it is difficult to give even grades to 
that portfolio . In some cases, the portfolio passes down even from last year to the 
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present students. They copied and came up with the same portfolio. So something 
should be done to protect such hindrance. 

Moreover, one major issue to be critically examined through content analysis of the 

action research reports reviewed for thi s study is the presence or absence of an element of 

cO ll aboration through the research process. The reports reviewed for thi s study do not 

show that the action research involves working together with at least one coll eague and 

possibly with facul ty teams. Even though all the rev iewed reports mentioned that 

different people helped the writers in the process, no mention was made about 

collaborating with cOlleagues and observing each other's classes to refl ect on teaching. 

Initiating dialogue wi th co lleagues and using a model for how to communicate effecti vely 

when reflecting on improving teaching performance has not benefited other participants. 

The missing of this important element makes the teacher education programme lack in 

the inherent nature of reflective practices to integrate theory and practice through 

co llaboration. 

Organizations: The good rationale for introducing action research into the pre-service 

EFL teacher education is a piece of evidence representing the new paradigm that values 

the practitioners or " insiders" knowledge as important as that of researchers or 

"outsiders". It is assumed that, if pre-service student teachers are endowed with such 

opportuniti es, student teachers will be able to lay a good foundation for later professional 

growth. As it is argued that the role of action research in pre-service teacher education 

should be to prepare teachers for a good start and for later learning, the inclusion of 

action research as a strategy for continuing professional development is worth 

appreciation. In connection to complex ity of implementing action research in teacher 

education, the need to embed action research in the total infrastructure of the education 

programme seems to have been achieved. This means that action research has been 

embedded in the objectives, course content, procedures and organization. 

The need for embedding should also apply to the schools with which the institutes 

collaborate. However, this has been done not through awareness rai sing orientations to 

introduce their conceptual bases, but through bureaucratic imposition. This was evident 

in the type of help that cooperating teachers should have provided. Furthermore, the 
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teacher educators' complaints a bout authenticity 0 f the action research reports indicate 

the poor management of the task. 

7.1.4.3. Tasks in Teaching Conferences 

The data sources used to investi gate the tasks in teaching conferences are the interviews 

(FGDs), post-teaching conference observations and the reviews of student teaching 

evaluation checkli st. 

Transparency: The student-teaching evaluation checklist required the uni versity 

supervisors to hold a discussion (reflective dialogue) with the student teachers observed 

and to include the reaction of the observed student teachers and the amount of time spent 

on the discussion. However, the observed teaching conferences did not produce data 

confirming this occurrence. Despite the ai m of these dialogues supposedly to enhance the 

student teachers refl ectivity, they were characterized by giving feedback in a traditional 

way. Therefore, the presence of the element in the evaluation checkli st enables one to say 

that the tasks have extemal transparency. On the other hand, its impracticality shows a 

lack of transparency. 

Consistency: In light of the evaluation checklist content, anyone would expect the post­

teaching conferences to focus on the generi c teaching skills and knowledge li ke lesson 

planning, students' acti vity and classroom management. Nevertheless, the teaching 

conferences made mention of important ELT-specific pedagogy as well. Thi s shows that 

the EL T university supervisors were not actually satisfied with the ex isting evaluation 

tool. 

The attempt to review supervisor's evaluation tool has disclosed that there is a visible 

inconsistency between what the ELT methodology courses teach and what is emphasised 

in the practicum evaluation tools. So, the employment of these evaluation tools suggests 

that generic teaching ski ll s are largely emphasised at the expense of pedagogical content 

knowledge as far as the same tools are used by all departments regardless of the 

differences in pedagogical content knowledge domains. 

The absence of teaching conferences between cooperating teachers and student teachers 

and the supervisor-dominated conferences between teacher educators and student 
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teachers indicate a lack of consistency between the alms and the practices of the 

component. 

Theory - Practice Integration: The FGDs also confirmed that there are no observations 

of video-taped lessons to encourage critical analyses, nor are there stimulated reca ll 

discussions in post-observation conferences between supervisor and supervisee during 

practicum sessions. 

The student teachers in the FGD di sclosed that most of their supervisors, let alone to have 

stimulated recall discuss ions, do not spare any time to allow them to describe, explain, 

examine and evaluate their own teaching after the supervision. The instructors also said 

that they were too busy to do things as suggested in the programme. One of them in the 

FGD blamed his fellow instructors for their selfishness in this way. 

Evelybody knows that some of us are too busy to supervise student teachers on 
their field experiences and to advise them on their action research projects. It is 
clear that they are not doing things in the right way. But they strongly claim the 
work because they don ' t want to miss the money paid for the job. I remember 
one case in which one practicum supervisor finished supervising eight student 
teachers within two hours in eight classes. What does it mean? He used around 
10 - 15 minutes for supervising each student. He didn ' t even have time to talk to 
them after his observation. He told them to see him later in his office. Then I 
don't know what he did. But finally he gave grades to the students. I'm sure he 
wouldn 't have taken the responsibility if there had been no payment for it. 

Thi s blame shows the teaching conferences are sometimes held for namesake only 

because they are established as requirements. Such practices cast some doubt about the 

ex istence of refl ective dialogues in a proper way. The student teachers' complaints about 

their uni versity supervisors' inability to spare enough time for the conferences also show 

that the conferences do not support the opportunities for integration of theolY and 

practice as long as the student teachers to describe, explain, examine and evaluate their 

own teaching. This means the dominant practices maintain the traditional theory-practice 

divide. 

Organizations: First of all , the requirement of post-teaching conferences between 

student teachers and supervi sors has made the programme appear somewhat organized in 

a sense that it has spared time and space in the programme. However, the observed few 

attempts to hold refl ective dialogues between the two parties and the absence of teaching 

conferences between student teachers and cooperating teachers indicate the poor 
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management that has decoloured the organi zation of the task to enhance student teachers' 

reflecti vity. 

7.1.5. Roles of Participants ill the EFL Teacher Education Programme 

The qualitative data analysis revealed that the roles of participants have not changed as 

much as the conceptual framework of programme requires the parti cipants to assume. 

The data have been arranged from mUltiple data sources to show the findings in terms of 

roles of the programme participants' background: student teachers, cooperating teachers 

and teacher educators. 

7.1.5.1. Roles of Student Teachers 

The criteria used in the data analysis to assess the roles of the student teachers are 

refl ectivity, intersubjectivity, negotiation, and regulation. The data sources used to 

investigate their roles in the programme process were the interviews (FGDs), classroom 

and teaching conference observations, portfolios and action research repol1s. 

Reflectivity: With regard to refl ectivity, the telln reflection is frequent ly used in different 

tasks and activities in the programme. 

The portfolio format suppol1s opportunities for student teachers' reflection. Tn the part or 

the portfo lio, they are expected refl ect on their observations of cooperating teachers' 

class using the prompts to identify type of method used and questioning techniques 

employed, to describe activities students engaged in and assessment techniques used, to 

estimate the amount of time used by the teacher and students and to write general 

comments. 

In the second part of their portfolios they are expected reflect on their own teaching using 

the given prompts such as achievement of objectives, balance between teacher and 

student activity, teaching / learning method chosen, the most successful activity, and the 

reason, timing/place of the lesson and effectiveness, advantages and the purpose of 

assessment techniques used. 

The p0l1folios are co llections of answers to the given stimuli in the classroom 

observation report form, the lesson plan f01111 with self evaluation form and the annual 

lesson plan eval uation form. 
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In their action research projects, they are expected to reflect what they have learnt from 

doing the action research. (a) it helped them solve the problems under study, (b) it helped 

them become more aware of their own practices and of the gaps between their beliefs and 

their practices, and (c) it helped them be more thoughtful about the complexity of 

teaching. 

However, the type of reflection to be fostered through these activiti es is difficu lt to 

identify. None of the reflective activities in the practicum portfolio work encourage or 

require stl1dent teachers to write their personal reflections on their observations ·or 

teaching experiences. Thus, the reports seemed to be no more different from descriptive 

writing as Hatton and Smith ( 1995) identified even though the expected refl ections are at 

a technica l, and in some cases, a practical level. The action research reports that the 

student teachers wrote barely included the critical reflections. What can be observed in 

these reports is mere descriptive refl ection. 

(Inter) Subjectivity: In terms of (inter)subjectivity which is involved in personal and 

socia l process in the construction of knowledge, limited opportunities have been provided 

in the practicum sess ions. Most tasks in the practicum courses do not require students to 

work in pairs and small groups during their portfolio and action research projects to 

encourage interactions fostering individual and co llective commitment. The instructors in 

the FGD confirmed that they do not give such assignments in pairs or groups for fear that 

some students might depend on others in the group work. 

Negotiation: As regards negotiation , which concerns involvement of participants in 

collaborative construction of meaning and deci sion making, the programme lacks this 

quality at different levels. First of all , in the curriculum design, the main debate was 

about the issue of the weight assigned to content knowledge and practicum. Despite the 

fact that both refl ective/inquiry oriented and personalisti c teacher education paradigms, 

which are both shaped by constructivist learning paradigm, attempting to respond to the 

self-perceived needs and concerns of trainees rather than defining the content in advance 

(Ziechner, 1983), this issue has been debatable to date even at the department level. All 

the arguments are based on the teacher educators' intuitions and no attempt has been 
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made to hear from the students to assess what student teachers would say regarding the 

content and the process of their learning experiences. 

Secondly, the absence of pre- teaching conferences between supervisors and student­

teacher also deprives the student teachers of their right to negotiation because the pre­

teaching conference would have created an opportunity for the student teachers both to 

know about the focus of the forthcoming classroom visit and justify or modi fy their 

plans, perceptions and feelings through negotiations. 

The eva luative tones dominating the post- teach ing conferences have also left student 

teachers di sempowered to defend thei r own ideas, feelings and values. Let us what one 

student teacher said in the FGD: 

When my supervisor, for example, gives his feedback, he does not begin with your 
strengths; he tells you your weaknesses or focuses on the negative side. When I 
tried to raise a question, we tended to enter into confrontation. Then he said, " I 
have finished, that is all." He never allows anyone to question his comments. 
Tryi ng again to explain my reason, I told him that I followed the textbook and the 
teacher's guide. But he refused to listen to me say ing that the book is not the bibl e. 
Sometimes, he tended to call you bad names such as 'keshim" (Amharic slang 
meaning 'si lly/awkward'). 

Such types of conferences carrying evaluative tones when coupled with the existing 

power relation are li kely to leave the student teachers passive recipients of information, 

rather than empowering them to negotiate their beliefs and perceptions. 

Regulation: The FGD of the instructors confirmed that there were no attempts by the 

staff to get their students keep learning journals. Though the programme document 

recommended the use of different mechanisms for learners' self-regulation , the actual 

absence of the use of reflective journal, which provides a vehicle for student teachers to 

eva luate their actions and experiences in classroom during their field-based learning 

(Ross, 1987), and the absence of action research seminars denied them the opportunities 

of regulating their actions and developing greater awareness of discrepancies between 

their goals and practices. 

Desp ite the questionable authenticity of the reports, the action research process seemed to 

provide the student teachers with opportunities to engage in self-monitoring of practice as 

long as they were involved in the process, which wou ld potentially improve their 

reasoning and dec ision-making skills and abili ty to be analytical about their practices 
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when selecting a topic, defining a problem, designing and experiment ing alternati ve 

actions, gathering information on the impact of the alternative actions and re fl ecting on 

the process and result of their projects. 

The observed attempts on behal f of some of the uni versity supervi sors to hold a reflective 

dialogue in haste with student teachers also deprived the student teachers of their chance 

to develop awareness of mismatch between their beliefs and practices. 

7.1.5.2. Roles of Cooperating Teachers in the Existing Partnership 

The data sources used to investigate the roles of cooperating teachers in the ex isting 

school - university partnership are the interviews (FGDs), conference observat ions and 

the school report reviews. 

Cooperatillg teachers ' roles 

As confil111ed in the cooperating teachers ' FGD, all high school teachers of Engli sh 

language, regardless of their qualifications, experiences and commitment, in the high 

schools where the student teachers are placed for practicum, were made to take part in the 

programme. Moreover, they also disclosed that they were not given any training or 

induction to prepare them fo r this duty. 

This seems the reason why the non-existence of the cooperating teachers' role to support, 

gu ide and advise them during their school placement has been con finned by all other 

parties in the process. For example, one student teacher in their FGD remarked in thi s 

way: 

I remember seeing the school teacher only in the first week of the placement in 
which I had to observe his classes. I observed him only for two periods. Then he 
gave me the book and a duster and disappeared. 

The instructors in the FGD seemed to agree when one of them commented as follows: 

For example, when the student teacher is practicing teaching, they (cooperating 
teachers) need to be in class to assist the practic ing teacher. Most of them give 
the class and go away. They won 't be around, they won 't help the student. This is 
one. Another thing is the evaluation itself. They are giving full marks to the 
student teachers. They don 't want to be strict, though [sic because) they haven ' t 
been attending. 
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Moreover, the interview with a practicum coordinator confimled the non existence of the 

cooperating teachers' role to support, guide and advise student teachers during their 

school placement. 

I would rather say there is nothing as such ...... When our student teachers arrive 
at schools where they are assigned, the school teachers hand in their classes to 
them and disappear from the schools ...... So it is better to say thc cooperating 
teachers [sic. Their roles] are non existent. It is the coordinators who assign 
student teachers, follow their attendance and help them if they have somc 
problems. But these people cannot assist the student teachers with pedagogica l 
Issues. 

This shows that student teachers, as a result, find themselves caught in a situation 111 

which the 'immediate supervisor' of their day-by-day progress has not forma lly prepared 

for educating them, whi le the supervisor with' forma l preparation' in teacher education is 

not readily avai lable. 

On the other hand, the cooperating teachers had something to say III response to the 

blames. One of them said the fo llowing: 

... There is no interaction between the university and high school teachers about 
this teaching learning process. Before six or five years, we were ........ But now 
we don't do this. I think the teachers (instructors) come one or two times and 
eval uate ...... and give marks. Even the teachers (instructors) themselves don't 
ask what were the mistake of the studcnts (studcnt teachers) [sic what the 
mistakes of the students were]. ... Even we don ' t interact with them. Even they 
do not give us any reading, any training about this. So there isn't any help ... 

The absence of their roles was also evidenced in the field visit when the researcher tried 

to capture data from their pre- and post-teaching conferences with the student teacher. It 

was observed that supervision of practicing student teachers is faci litated by a site­

coordinator or a lead teacher who helps coordinate placements and serves as a liaison 

offi cer between the school and the university. This was also further confirmed by the 

rev iew of the school reports on the performance of the practicing student teachers. These 

reports, whi ch should have been written by the actua l classroom teacher, were filled out 

by the school coordinators who acted as lead teachers. As shown in the overview of the 

school reports the issues included in the report fonnat are all related to the student 

teachers outside classroom experiences in the school. It is even difficult to say that the 

classroom teachers act as a cooperating teacher with no preparation for the role other than 
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preparation for classroom teaching as there is no evident attempt to integrate students' 

experiences through discuss ions. 

The student teaches in their FGD mentioned the type of help that these cooperating 

teacher rendered, i.e. they gave the material needed, they allowed to be observed during 

the first week of the placement and some of them lent a hand when requested. This fact 

was al so corroborated by the cooperating teachers themselves in their FGD. 

The practicum coordinator at the faculty level also admitted that much of the help 

expected from schools, which was related to administrative rather than pedagogica l issues 

came from the school coordinators, usually one or two people, to whom a sort of 

workshop had been organized at the beginning of the year. 

The student teachers ' action research reports, though they stated the names of some 

cooperating teachers in the section "Who could help me?", none of them mentioned the 

type or the degree of collaboration in the process. 

This diminished role of cooperating teachers also clearly depicts not only the weak or 

ineffective school-university partnership, despite the proposed strong collaboration 

among these institutions and their members but also the little concern of both the 

departrnent and the faculty for integration of students' experiences to specific course 

content through the ex isting collaboration because the school reports on student teachers' 

perfornlance have got anything to do with general and subject-specific pedagogy, in this 

case ELT-specific pedagogy. 

The existing school-university partnership 

The existing school university partnership lacks a genuine and effective communication, 

common frame of reference and shared vision. As opposed to the promised benefits of 

the strong partnership recommended both in the TESO document and in the literature, the 

prevalent partnership does not allow students teachers to draw on different experiences 

and perspecti ves. 

Despite the real need for establishment of partnerships based on collegiality and mutual 

recognition of the importance of the rol es of student teachers, cooperating teachers, 

schools and the teacher education faculties (Cameron & Wilson, 1993; Gendall , 1997; 

Goodfellow, 1998), the prevalent partnership has not been facilitated and shared 
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understandings have no! been developed by providing cooperating teachers with the 

opportuni ty and ski lls to work closely with pre-service teacher educators through 

secondmen! as tutors into the programme (Russell & Chapman, 1999). It seems to be one 

reason for which the reported problems of writing fictitiou s reports and copying from 

friends have flouri shed. If cooperating teachers were given proper training and equal 

responsibilities, they could definitely control the problems because they wo uld be ab le to 

work more c lose ly than the uni versity supervisors with the student teachers. 

Because the knowledge base required to be an effective cooperating teacher which 

includes personal knowledge, the craft knowledge of a skilled teacher, knowledge of 

educational theory, knowledge gained fro m classroom research and a good understanding 

of the dimensions of teaching that need to be considered in plarming effecti ve strategies 

to work with student teachers (Cameron & Wilson, 1993; Gibbs, 1996; Goodfellow, 

1998; Korthhagen & Kessels, 1999) have not been plmmed and enacted before placement 

of cooperating teachers, all the practicum sessions would appear to be shaped by the 

craftsman apprenticeship model. 

7.1.5.3. Roles of Teacher Educators 

The data sources used to investigate the tasks in theoretical courses are the interviews 

(FGDs) and classroom observations. 

The multiple data sources confirmed that the teacher educators had assumed all the du ties 

and responsibi lities of the programme activities . For example, the teacher educators in 

their FGD di sclosed that they were working in a very tight schedule both in the campus 

based and field based activities. They al so pointed 0 ut a bout s tudent t eachers copyi ng 

from each or writing fictitious school observation reports in their portfolios. So it will no! 

be surprising to discover as numerous cases of student teachers' copying and cheating or 

writing fictitious repol1s as possib le when one consider the circumstance under which the 

teacher educators are work ing in a tight schedule, being solely responsib le for every 

activity of the programme. No wonder their feedback becomes more eva luat ive than 

clinical given that the partnership with schools scattered in a wide geographical di stance 

with poor infrastructure resulted in a limited number of teacher educato rs visits to schools 

during the practicum placements. 
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This situation, in turn , has led to the existing mode of supervision which contributes to 

complaints by student teachers that university instructors are not readi ly ava ilable and not 

helpful when they are ava il able. These complaints can be understood easily when one 

considers the ci rcumstances under which the task of supervision is conducted. The 

university supervisor has responsibili ty for several students placed in a di stant school 

wi thin a short period of time. As university instructors, they direct their primary efforts 

and attentions toward the campus where they primarily work and where they are too busy 

to pay full attention to supervision of student teachers in widely scattered schools. 

Therefore, it is difficult to imagine that these supervi sors can adequately help student 

teachers with continuous development of appropriate teaching sty les when they observe 

only small segments of teaching performances in relatively unfamiliar classrooms. 

Therefore, the supervision seem to result in barely more than a public relations gesture 

rather than a substantial attempt to enhance student teachers' profess ional development. 

7.2. INTERPRETATION OF THE RESULTS 

In this section, the findings of the qualitative part of the study reported in the preced ing 

section wi ll be discussed and some attempts will be made to relate these fi ndings to those 

of the quantitative part of the study reported in the preceding chapter. 

7.2.1. Beliefs about Basic Assumptions and principles 

In Section 7. 1.2 the findings show that there are numerous pieces of evidence that 

indicate low level of beliefs about the theories, principles and basic assumptions 

underlying constructivist pedagogy. 

First of all , the finding showed that cooperating teachers ' diminished roles in the 

programme as co-educators. They were not found participating in he lping student 

teachers with their portfolio and action research projects, nor were they seen presenting 

challenge and support to help student teachers deconstruct their prior beliefs and 

reconstruct new meanings in any teaching conferences. The only type of help they 

rendered to student teachers in the practicum programme was supplying some material s 

and allowing student teachers to observe their classes. These findings are consistent with 

those of the quantitati ve part which revealed that they self-rated their collegial roles 
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higher than their profess ional roles and their ratings of the practicum support system, and 

their dialogues with student teachers were significantly lower than their counterparts' 

ratings. 

All these findings confirming their diminished roles can be related to the fact that they 

were not empowered in any way to take the responsibility and to assume their new roles. 

The absence of training or induction, or even briefing sessions can be attributable to their 

lack of conceptual clarity with the principles and assumptions underlying thc new 

programme which perhaps has negatively impacted their participation as co-educators. 

As the quantitative part of the study showed that they had the least strong beliefs about 

constructivist pedagogy, the qualitative part also confirmed that their little participation 

might be the result of their lived philosophy which they have not yet modified. 

Secondly, the proposed strong school-university partnership has not come true . The 

findings indicate that existing school-university partnership has remained unchanged in a 

sense that it is in effect for the benefits of the teacher education faculty to create practice 

opportunities for its student teachers. This weak or ineffective school-university 

partnership can also be related to the belief that the practicum is primarily for practice 

opportunities, as it is true for an applied science model in which the traditional theory­

practice divide prevails. These findings point up to the conceptual problems with the 

implementers as well as the policy makers. 

Thirdly the criticism upon the cooperating teachers for contributing littl e to the process is 

another piece of evidence demonstrating the conceptual problems in the university 

teacher education programme because the university teacher education programme and 

the teacher educators had unjustly expected the cooperating teachers to play their roles 

without any training or induction for their preparation. This shows that the teacher 

education faculty in general and the English Department in particular fai led to critically 

examine why such an extended practicum and the related tasks are needed and how 

effectively they could be managed. 

On the other hand, though the findings of the quantitative part of the study showed that 

the teacher educators had strong beliefs about principles, theories and basic assumptions 

of constructivist pedagogy, their actual practices have not been found supporting their 
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claims. As shown in the nature of the tasks of the programme, the proper implementation 

of the programme activities like portfolio and reflective dialogue was not consistent with 

the teacher educators' espoused beliefs about the principles and theories . The content of 

EFL student teachers' portfolios and their process, for example, were not made consistent 

with the basic assumptions that brought them in effect in the programme. The findings 

that the teaching conferences did not help student teachers enter into reflective dialogues 

as much as expected are inconsistent with the espoused beliefs about the basic 

assumptions of reflective approach. 

Besides, the emphasis of general pedagogical knowledge over pedagogical content 

knowledge in the field-based experiences of student teacher such as the content of the 

school reports, the evaluation checklist and the portfolios do not support the espoused 

strong beliefs of teacher educators. Such inconsistencies are likely to serve as evidence of 

problems with conceptual awareness because all these findings point up to the fact that 

deep-rooted beliefs of the implementers do guide their actions in the programme. 

7.2.3. Beliefs about Goals 
The findings show that the cooperating teachers are not aware of the goal of the 

programme in any way. Their placement as cooperating teachers in the programme 

without any training or induction confirms not only their bare-handedness but also the 

conceptual problem of the policy makers and the teacher education programme owners, 

who seem to hold an assumption that any schoolteacher can act effectively as a mentor. 

This may appear as if expecting to reap what one has not sown. In other words, this tends 

to be an attempt to deprofessionlize teacher education, as Tripp (1990) remarked, which 

views that both learning to teach and teaching to teach as simple as anything. This in turn 

indicates the insufficient conception of educational theories and vague understanding of 

the major goals of the programme. 

The finding also showed that the EFL teacher educators' claimed awareness of the goals 

of the progranune to produce well-educated, competent and reflective practitioners, but 

they pointed out three contextual factors (large number of student teachers, poor 

academic background of the candidates and heavy workload) affecting the proper 

implementation of the various programme activities leading to the goa ls. 

148 



Even if these conditions have the potentia l to affect the motivation and commitment of 

implementers, they cannot totally wipe them out if the teacher educators really have 

strong beliefs about the goa ls of the programme and strong be liefs about their efficacy to 

implement the change which they clearly perceived the need for. These factors can be 

real excuses for not putting any effort for implementing a change if the implementers fe lt 

coerced when entering into the process. The findings of this part of the study revealed 

that some of the educators did not seem to have felt the need for the change introduced by 

TESO. 

These kinds of people are often heard complaining about the contextual factors and 

fa ilure of programmes rather than contributing their own part to the solutions of the 

problems of which they are part. If they are asked for solutions to the problems, their 

most likely answer is a return to old practices, which they are confident in and familiar 

with. 

The finding that the programme is being implemented in an environment that does not 

support all the means to the end indicates that most of the activities are kept in place in 

programmatic (as a program component) rather than pedagogical or developmental terms 

(as compunent of profess ional development). The greatest worry of the university about 

the management of the practicum programme, leaving aside the main task (how the 

student teachers could benefit a lot form the programme) can be one indicator of weaker 

beliefs about the goals of the programme. 

If the portfolios not requiring to include personal philosophies or theories of language 

teaching, the absence of EL T -specific issues in the practicum evaluation checklist, and 

the traditional supervisor-dominated teaching conferences have not become the part of 

their agenda as EFL teacher educators to produce reflective practitioners, what other 

major concern can they have on their agenda as long as they claim strong beliefs in this 

goal. 

The actual practices such as the portfolio construction, the action research projects and 

reflective dialogue during teaching conferences seem to have been tuned to the applied 

science model. This feature indicates the insufficient conception of educational theories 

and vague understanding of the major goa ls of the programme. 
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As Ziechner (1983) observes that reflection can be incorporated in every teacher 

education paradigm in attempt to update their programmes, the current programme 

practices are all old practices redressed in features of the new paradigm. Thus, this 

situation can be explained by different factors. Primarily, the acceptance of these new 

elements and modifying them by features of old paradigm shows that the programme 

implementers have weak conceptual bases to argue on and have accepted the elements to 

be incorporated in programmatic terms. All teacher educators in the department seem to 

struggle to attend to the external requ irements which might indicate that the low leve l of 

awareness about theory of teaching, the role of cooperating teachers in teaching to teach , 

and of the purpose of portfolio compi ling and action research leaves many teacher 

educators with few conceptual tools to analyze reform movements and appears to render 

them more wi lling to cooperate and comply to external mandates. In other words, they do 

not question the purpose because they do not have a framework within which to do so, 

and they succumb to the accountability pressure by attending to the most pressing needs 

to comply with the requirements without a critica l analysis of their work. 

Secondly, the modifi cation of the elements in the old paradigm has been made in light of 

what the teacher educators are confident in and what they are familiar with, which is 

referred to as pitfall of familiarity in the literature. This is also consistent with what 

Kuhn (1970) says about the struggle of the old paradigms for survival by incorporating 

some fea tures to address the anomalies in the old paradigm. 

The general pedagogical knowledge has been found predominating m the practicum 

courses as observed in the evaluation checklist and the portfolios. This seems to have its 

roots in the conceptual problems of the EFL teacher educators who may not have 

adequate conceptua l orientation to resist the dominancy of the pedagogical science 

educators or in the little interest Imotivation of the EFL teacher educators to take the 

responsibi lity and to tailor the practicum experiences in ELT-specific issues . 

7.2.3. Tasks and Activities in EFL Practicum 

In section 7. 1.5 the reported findings show that the tasks in the practicum courses have 

problems in terms of transparency consistence, integration of theory and practice and 

organization. The inclusion of the portfolio compiling task, for example, appears to be 

programmatic rather than developmental/pedagogical, because what the student teachers 
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did in the process is not adequate to portray their professional development in terms of 

articulating their beliefs ideas and their developments and making the tacit explicit 

(Freese, 1999). This finding can explain the finding of the quantitative part of this study 

that revealed that the teacher educators rated the usefulness of student teachers ' portfolio 

compiling experiences in the programme. 

The absence of teaching conferences between cooperating teachers and student teachers 

and the supervisor-dominated conferences between teacher educators and student 

teachers are indicators of incongruence between the programme practices and the 

assumptions and goals underlying them. These findings are consistent with the finding of 

the quantitative part of this study that revealed low rated dialogues with the cooperating 

teachers. 

The finding revealed that the tasks of action research have qualities of external 

transparency and organization in a sense that the task has been embedded in the 

programme as a component, even though the alleged non-authenticity has cast doubt 

about their quality of theory-practice integration and consistency, This finding can 

explain the finding of the quantitative part of this study that revea led a remarkable 

difference between the teacher educators' and student teachers ' ratings of the usefulness 

of action research experiences in the programme. 

Moreover, the observed qualities of external transparency and organization 111 all the 

three types of tasks in a sense that the programme has spared time and space for the tasks 

despite their poor management and in a sense that student teachers are clearly instructed 

to do these tasks to promote reflectivity despite their inconsistent and inefficient 

enactment suggest the prevalence of more rhetoric than practice in the programme. 

The major focus of the TESO programme, the extended practicum experience, has been 

taken for only practicing or acquiring teaching skills for the student teachers. But this 

component has always been kept in place not merely for practice opportunities to tryout 

theories learned in the university based courses, as it were in the applied science model, 

but also for learning ground where student teachers are encouraged to integrate theory 

and practice by practicing theories and theorizing from their practices. So this component 

is very essential to acquire teaching skills, reasoning and decision making skills and 

knowledge of the context (school, school culture and society) as Richards' (1998) 
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classification. Reflection through portfolios compiling, action research and teaching 

conferences cou ld have been effectively achieved through these tasks. However, the 

existing extended practicum experience has been criticized for not being as fruitful as the 

amount of attention given to it primarily because the related activities like action 

research, portfolio and dialogic reflection in the teaching conferences have been taken as 

peripheral to the central work of teaching practice, as Zeichner (1993) commented. All 

the debates to minimize the weight given to practicum seem to stem out of thi s 

misconception. 

7.2.4. Participants' Roles 

The fi ndings showed that the practicum activities, at least theoretically, supported 

opportuniti es for student teachers ' roles in the knowledge construction process in terms 

of reflectivity, negotiation and regulation except intersubjectivity. In terms of reflectivity, 

the portfolio fonnat created opportunities for student teachers' refl ection on their 

classroom observations, their own teaching, and so did the action research project and the 

teaching conferences on the general process of their projects and on their own teaching, 

respectively. However, the content of the reflection are limited in scope and quality. The 

a<.:liull research also had a potential to provide the opportunitics for student teachers' roles 

in terms of negotiation and regulation despite the dubious authenticity. 

However, student teachers' roles in terms of intersubjectivity are found very scant. This 

is related to the supervisor-dominated post-teaching conferences, the absence of portfolio 

groups, action research seminars and journal. 

The absence of conferences (both pre- and post-teaching) between cooperating teachers 

and student teachers, and the supervisor-dominated post-teaching conferences seemed to 

have impacted the process of knowledge construction through learners' exposure to 

cognitive conflicts. This in turn affected the expected new roles of teacher educators, 

cooperating teachers and student teachers. This finding confirmed the findings of the 

quantitative part of the study that revealed the low rated roles of teacher educators and 

cooperating teachers in general and even lower rated roles of cooperating teachers in 

particular. 
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The fi ndings also showed that cooperating teachers had very little role in the programme 

even though both the TESO document and the li terature insist on their indispensable 

roles. The fi ndings also showed the faculty frequently suggested that the schools were not 

doing an adequate job of working with student teachers though the fact was that the 

classroom teachers acted as cooperating teachers with no preparation for the ro le other 

than preparation for classroom teaching, as opposed to the constructivist standpoint . This 

criticism appears to be groundless fo r the fo llowing facts. 

I. Student teachers' school placement is conducted on a basis of a priori assumpt ion 

is that evelY classroom teacher effectively supervises student teachers. 

2. The university supervisors seem to have considered student teachers their primary 

respons ibi li ty. Their contact and communication have been focused toward only 

student teachers but not cooperating teachers. 

3. The university is not in a pos ition to use its specialized knowledge of teacher 

education to help classroom teachers work more effectively with student teachers 

by directing their efforts toward developing experiences for cooperating teachers 

and promoting a willingness and helpful atti tudes, knowledge, and skills to 

enhance a teacher's ability to guide student teachers. 

Theoretically, it is believed that the school- university collaboration or partnership IS 

meant for mutual benefits. Other than the intended benefits for student teachers to gain 

from the partnership, cooperating teachers and their schools are expected to benefit from 

it. Genuine school-university partnership is likely to provide teachers with greatly 

enhanced opportunities and more time to reflect on their teaching while working with 

student teachers and to be immersed in the literature and on-going dialogue with other 

teacher educators, which would likely have an impact on the pro fessional development. 

However, thi s has not materi alised in our context as long as the university has not created 

the opportunities for the cooperating teachers to be empowered to the required level to 

have both the knowledge base and the confidence to actively assist the student teachers in 

their profess ional development. This situation can be said to contribute to the persistent 

dichotomy between theory and practice. 
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Moreover, it seems that the fac ul ty has the academic culture in education that tcnds to 

marginalise school teachers, to which Tripp (l990) refers as an ideo logy that denigrates 

and de-pro fessionalises teachers as long as the opportunity for the establishment of 

personal and professional relationships between student-teachers, schoolteachers and 

lecturers has not yet led to a more balanced input into the process. This in turn means that 

the new approach has not recogni sed and legitimised the teacher education role of 

classroom teachers in spite of a sharp expansion in practicum courses invo lving a series 

of school experiences in the EFL teacher education programme, meant to allow the 

contextualising of pedagogica l learning. 

The situati on of the current partnership has been observed to be essentially partnership of 

institutions, not people, in which the participants were entered into being forced upon the 

participants by admini strative decree. The evident problems of the partnership can be 

attributed to insufficient educational concepts, as the existing school-university 

partnership is used as imposed structure of curriculum reform, provoking 'contrived 

co llegiality' as Rudduck (1 992) and Grimmett & Crehan (1992) term it in their studies 

because the cooperati ng teachers are not benefi ciaries in any way from the programme. 

As opposed to the fac t that in many teacher education programmes, supervisors at the 

university monitor the practicum, but the responsibility fo r the practicum is handed to the 

mentors in school (Hascher, Cocard and Moser, 2004), what has been clearly observed in 

the practicum setting is that the perceived higher status has made teacher educators 

assume more responsibili ty in the process of teacher preparation. 

7.2.5. Major Factor Affecting the implementation Process 

From all the findings reported and discussed so far, it is possible to conclude that the 

programme implementation has been heavily affected by r conceptual problems as a 

major factor as these findings are related to mainly conceptual prob lems in the 

implementation process . It might be good to discuss how this major factor manifests itself 

in the implementat ion problems. 

These problems can be attributed to various possible factors interrelated to each other. 

Among them, the fo llowing are believed to be explanatory . 

1. Absence of attempt to address the role of beliefs in the learning process 
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When the actual practicum experiences are examined fro m a perspective that cognitive 

psychology offers on both how important student teaching is and how its potential can be 

reali zed, the tasks and the practical activities have not yet taken any constructivist shape. 

In light of cognitive psychologists' assumptions about the roles that beliefs play in 

thinking, acting, and learning, the EFL teacher education programme activities have not 

helped stl.dent teachers to examine and revise their belief systems through the refl ections 

the student teachers carried out. The absence of portfolio groups, learning journals, and 

action research seminars has not changed the beliefs about knowledge, learn ing, and 

teaching that underlie new forms of practice to differ from those that underlie more 

traditional pedagogy. 

To fac ilitate fundamental changes in teaching practice through these dual roles of beliefs 

- as both targets of change and filters through which change occurs - cooperating teachers 

and university supervisors should have been actively present in student teaching (Feiman­

Nemser & Buchmann , 1987) to challenge student teachers' existing beliefs and practices 

(McDiarmid, 1990) as well as to model pedagogical thinking and actions. Likewise, the 

nature of the portfolios should have enabled them to articulate their personal beliefs and 

theories to be modified through seminars and workshops. This means the student teachers 

are denied the opportunities for good integration of theory and practice according to 

constructivist theories of learning. 

2. Not recognizing the role of collaboration in the process of learning 10 teach 

If one accepts Vygotsky's arguments that thinking begins on a social plane before it 

becomes internalized, co llaboration can provide social support for reflection and a basis 

for dialogue between the learner and "more knowledgeable others" or opportunities to learn from 

peers. Be it in peer group discuss ions or in teaching conferences with either a university 

supervisor or a cooperating teacher, defending one's ideas in a group encourages 

consideration of the underlying reasons and principles for one's beliefs. Members of a 

group encourage their peers to back up their arguments. This requires elaborati on and 

extension of ideas and provides those ideas with more coherence. Opposing arguments 

from some members require rethinking original statements and thus encourage further 

elaborations (Brown & Palinscar, 1989). 

155 



So when the collaborative aspects of the tasks in the programme are investigated in this 

critica l lens, the social nature is not evident at all in most of the programme tasks. 

Analysis of the data showed that the partnership with peers and experienced co lleagues 

had not enabled them to gain more understanding of their teaching. 

Firstly, if the programme accepts action research as a means to promote reflective sk ill s 

and habits, the action research projects should have equally addressed the two 

components (a) researching one's own practice and situation, and (b) doing so 

collaboratively. The collaboration cou ld have been achieved by, for example, creating a 

forum for a seminar and working collaboratively to improve that practice/situation (e.g., 

Altrichter, 1985). Secondly, accessing the student teachers thinking about their teaching 

and learning dnring portfolio construction may be through such things as portfolio groups 

In any case, reflecting on these experiences is important so that student teachers have an 

opportunity to reconsider their point of view and to see situations in new or different 

ways. Portfolio group sessions offer student teachers a safe, trusting, and non­

judgemental envirollment in which to exp lore their views and to reflect on their teaching 

and learning. These sessions form the basis of the processes that are the precursors to 

portfolio item production. The process invo lves learning about teaching, as well as 

learning about learning. 

3. Lack of structure and guidance for reflection 

Another possible explanation for the major difficu lty observed in the student teachers ' 

reflective reports is that the identi fica tion of a sui table knowledge base as a starting point 

was not made for helping student teachers first understand concepts of reflection and then 

apply especially the more demanding forms to their own teaching. There seemed to be 

dangers of requiring individuals to refl ect without learning, as opposed to the emphas is of 

the li terature on the need fo r support, guidance and direction for student teachers. For 

example, Parson and Stephenson (2005) stress on support in developing specific 

metacognitive analytical skill s on experiences with which they are quite familiar and in 

which they are confiden t. A well-structured reflection framework (Boud & Walker, 1998; 

Edwards and Collison, 1996; Reiman, 1999) with explicit prompts to help students to 

regulate and monitor their cognition (Schraw, 1998) is believed to give the trainee 

teachers experience of the process of refl ection through clearly defined situati ons 
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(Korthagen, 1999). Hatton and Smith (1995) also mention the need to consider time and 

opportunity for development to foster effective refl ection . 

Despite this, there seemed to be not only an emphasis upon reflection too soon in thcir 

preparation, which may be alienating to neophytes, but also a requirement for reflection 

without clear gu idance. In such cases, it can become difficult to sustain, for both the 

student teachers and the instructors may see it as a rather esoteric and useless di version 

from mastering the technical skills and content of teaching which they regard as essent ia l, 

especiall y early in their training (Zeichner, 1990). In teaching preservice teachers to 

deve lop reflecti ve habits of mind, it is wise of the teacher educators to determine the 

content for and quality of reflection as Valli (1997) recommended. While the content of 

reflection requires furnishing neophytes guidelines about what to look for as they think 

back on their teaching, the quality of reflection involves guiding preservice teachers to 

use all aspects and types of refl ectivity as they think about their teaching. 

In constructivist perspective, student teachers explore their beliefs and knowledge, often 

with the guidance of the ' more knowledgeable other ' (MKO), i.e., a university supervisor 

and a cooperating teacher in the school-based experiences, with an intent of helping them 

to analyze their own experiences so that they may become aware of their own contextual 

knowledge and their practical reasoning about classroom situations. This is often done by 

analyzing videotapes of one's own teaching, observing peers while teaching, holding 

recall stimulated discussions, keeping reflective journals, sharing ideas with a 'critical 

peer' and participating in action research seminars, which are all alien to the existing 

programme. The absence of such carefull y structured refl ective tasks for critical analys is 

in the practicum experiences has left the student teacher di sempowered to construct their 

own understandings, theories or personal philosophies . 

4. Viewing practicum as merely practice opportunity 

A further possible explanation for the difficulty in the inconsistent enactment of the 

strategies for helping student teachers develop reflecti ve skills and habits is that the 

teacher educators could not see the activities such as reflective dialogues, portfolio 

development, learning journal, action research, and peer reflective groups as important as 

the central task of learning to teach through practical classroom experience. 
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All these factors are directly related to the problem of conceptual clarity in the 

programme. There seems to be an assumption on behalf of the programme designers that 

everyone in the programme, especially the teacher educators, the cooperating teachers 

and the concerned experts in the Ministry of Education, would have a clear conceptual 

grasp of the modern teacher education rhetoric. 
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CHAPTER VIII 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

8.1. SUMMARY 

The objective of this evaluation was to investi gate the implementation process of the new 

EFL teacher education programme. To specifically address the problem of how well, by 

what process and in what context the EFL teacher education programme was 

implemented, and to identify factors that affected the implementation of the new 

programme, this implementation study aimed at describing the process of the new EFL 

teacher education programme in facu lties of education in Ethiopia by using both closed 

ended survey questionnaires and an open ended , discovery oriented qualitative method 

The two major objectives of the study were to explore the extent to which EFL teacher 

education programme participants' hold a shared set of beliefs about the new EFL teacher 

education operation and practices, and to explore factors that affect the proper 

implementation of the new EFL teacher education programme practices in light of the 

constructivist paradigm. 

In order to evaluate the implementation of the new EFL teacher education programme, a 

conceptual framework was designed to gather and analyse data examining the content, 

tasks, and roles in light of the basic philosophical underpinnings and goa ls underpinning 

the programme, which are believed both to provide a direction to practices and to 

establi sh a framework for the assessment of the implementation process. Therefore, 

criteria were conceptualised within a constructivist perspective of teacher education and 

grouped into four broad areas: assumptions, goals, tasks, and roles, which are considered 

essentia l for critical regu lation of an EFL teacher education programme within the 

context. Scales were developed to identify degrees of presence of the required attributes 

for assess ing each area in the quantitative part of this study and essentia l questions were 

set to explore the required attributes for assessing each area in the qualitative part of this 

study. 
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As this evaluation study mixed both quantitative and qualitative methods, quantitative 

data were gathered from the six universities while the qualitative data were co llected 

from Bahir Dar Un iversity as a case programme for in-depth investigation. Thus the 

study began with a quantitative method in which the application of theories or concepts 

was investigated, to be followed by a qualitative method involving detailed qualitati ve, 

open-ended interv iews and document analysis to collect detailed views from participants 

and programme activities within a selected programme as a case. 

The survey results showed that the participants of the programme had different levels of 

beliefs, proved to be statistically significant through a one-way ANOYA, which indicated 

that the teacher educators had stronger beliefs about constructivist pedagogy tha n either 

the student teachers who were about to graduate soon or the cooperating teachers who are 

supposed to help the EFL teacher education programme as co-educators. 

However, the qualitative data di sproved the participants ' claimed beliefs about the basic 

assumptions and theoretical bases underlying constructivist pedagogy as the actua l 

programme practices have been found inconsistent with the espoused beliefs. 

The survey results also showed that, though the programme participants perceived the 

goals of the EFL teacher education programme positi vely, the group mean score of the 

teacher educators was significantly different from that of the cooperating teachers and 

that of the student teachers, and there was no sign ificant difference between the latter 

groups' mean scores. 

The qualitative data gathered from multiple sources seem to disconfirm that the 

participants had a good level of awareness about the goals of the new EFL teacher 

education programme despite their claimed awareness. Though the teacher educators 

claimed that they were quite aware of the goals of the current EFL teacher education 

programme, i.e. to produce well -educated reflective Engli sh language teacher, numerous 

things such as the absence of training for cooperating teachers and the absence of 

activities like reflective dialogues, portfolios and action research seminars to promote the 

student teachers' reflective habits, skills and attitude both in the theoretical and practical 
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courses indicated that the programme was being implemented in an environment that did 

not support all the means to the end. 

The resu lts of the survey study revea led that the tasks and practical activities in practicum 

courses were not equally perceived by the three groups of respondents and that in some 

cases they were found less effectively employed in the programme. For example, the 

practi cum support system, the reflecti ve dialogues during teaching conferences, teaching 

portfolio compiling experiences and action research component were not implemented in 

a satisfying manner. The qualitative data supported these findings by showing that the 

tasks in practical acti vities had problems in terms of transparency, consistence, 

integration of theory and practice and organization, which are related to mainly 

conceptual prob lems. 

The survey results also showed that the student teachers rated the roles of both 

supervisors and cooperating teachers in practicum below the expected mean va lue and 

that cooperating teachers rated their own collegial and professional roles in the practicum 

experiences below the expected mean va lue. However, the university supervisors rated 

their own roles no more different from the expected mean value. The qualitative casc 

study also confirmed that the non-existent roles of cooperating teachers and the same 

unchanged traditional roles of the university supervisors in the new practicum setting. 

8.2. CONCLUSIONS 

Based on these findings, it is possible to draw the following conclusions. 

I. The ongoing EFL teacher education programme is operating in the condition in 

which the teacher educators and cooperating teachers, allegedly working towards 

the same goa l, do not seem to hold shared beliefs about the basic assumptions and 

goals underlying the programme. 

2. There is a sizable inconsistency between the practicum activities and the 

assumptions and goals underpinning them. Though attempts have been made to 

include those features of constructivist paradigm, the actual practices are not 

shaped by the constructivist conceptions. The activities or the tasks have not fully 

developed upon the basic principles, theories and assumptions of constructi vist 
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pedagogy and the overall goals underlying the new EFL teacher education 

programme. 

3. The roles of the programme participants have not changed at all in li ne with the 

constructi vist epistemology, which addresses the role of beli efs, co ll aboration and 

structure and guidance in the learning process. 

4. The enormous conceptual problem on behalf of the programme implementers is 

mainly responsible for deficiency in employing the suggested psycho-pedagogical 

strategies to promote student teachers ' reflective skills in the extended practicum 

experiences. This is attributab le to the fact that the aims of the activities were not 

clearly conceptuali zed as the evident prob lems in the school - university 

partnership, s upervisory styles employed in student teaching, content of student 

teaching portfolio and reflection. 

5. No attempt seemed to have been in place to clearly communicate the conceptual 

bases of the programme to cooperating teachers and empower them to explo it 

their better opportun ities to help student teachers with school-based learning 

expenences. 

6. The suggested strong school - university partnership has not yet evo lved as 

university-dominated power relation characterizes the prevailing partnership. 

7. There is a tendency to take a simplistic point of view about learning to teach and 

teaching to teach in a reflective approach, as it was evident in the invo lvement of 

every schoolteacher in nearby schools through administrative decrees and in 

expecting school teachers to work effectively as cooperating teachers without 

promoting a willing spirit and a helpful attitude, knowledge, and skills. 

8. Finall y, there is an enormous mismatch between rhetoric and practice 111 the 

implementation process of the programme. Thus it is possible to say that the 

paradigm shift has not yet emerged so far. Instead, all the e fforts have been 

concluded in incorporating the jargons of constructivist pedagogy and attempting 

in labeling the traditional practices, which the participants are fami li ar with and 

confident in . 
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8.3. RECOMMEND A TIONS 

Based on the findings and the conclusions drawn from the study, the following 

recommendations are suggested in line with the identifi ed factors affecting the proper 

implementati on of the paradigm shift in EFL teacher education in Ethiopian context. 

I. Forums for conceptual deliberatiolls: Different forums should be held at various 

levels for conceptual deliberations to help change implementers deve lop their 

level of awareness about theori es, their role, and the purpose of programme 

activiti es and to equip them wi th conceptual tools to analyze reform movements. 

If so, everyone will be in a position to questi on the purpose of every component 

of a programme because they have a framework within which to do so. 

2. Guidelines alld structured activities: As long as the EFL teacher education 

programme subscribes to constructivist approach, the learning tasks should take 

into account the roles that beliefs play in thinking, acting, and learning. The EFL 

teacher education programme should help student teachers to examine and rev ise 

their belief systems through the refl ections the student teachers carry out in the 

programme activities like portfolios, learning journals, and action research, which 

must be carefully guided and structured. The English Department should develop 

gu idelines to help student teachers clearly know what, why and how to do in their 

school-based experiences. 

3. Building small learning comlllunities: As recent research in teacher preparation 

indicates that learning is enhanced through a sense of community, the cohort 

structure can be used to model community building within the teacher 

socialization process. If students working in small groups, mutuall y observing 

each other, acting as ' critical fri ends ' to each other in their portfolio groups and 

their action research seminars, thi s may encourage dialogue and discuss ion that 

will help students to identi fy, arti cul ate and exchange ideas and views about their 

practice and with help, devise strategies for change or development. It is poss ible 

that students can act as a scaffo ld for each other 's thinking and that the interaction 

of peers at various stages in the development of reflective thinking in acti vities 

that require questioning, joint decision making and negotiation . 
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Ultimately, this effort can lead not only to student teachers ' active engagement in 

the learning to teach process requiring them to assume their new roles in terms of 

negotiation and inter(subjectivity) in social constructivist perspective but also to 

a good learning opportunity for practicing using the language in an authentic 

manner and improving their proficiency as they work on the tasks, requiring an 

extensive use of Engli sh language as a tool in both written and spoken forms. 

4. Empowering cooperating teachers: To make the student teaching a more fruitful 

experience for practicing students, teacher education programmes should 

reconceptualizc the roles of the un iversity supervisor and cooperating teacher in a 

way that university supervisors use their limited time in schools to help 

cooperating teachers become teacher educators. Rather than providing feedback 

on specific lesson characteristics, it is much better if the univers ity supervisor 

empowers the cooperating teachers to the required level by modeling ways of 

observing student teachers and strategies for conducting conferences that focus on 

teach ing and learning and help student teachers to become reflective about their 

practice. If so they can hand down the responsibility of supervision to cooperating 

teachers, who are always readily avai lable for the practicing student teachers. The 

university supervisor can also provide support and guidance for student teachers 

to integrate theoretical and research-based ideas from their university courses into 

their teaching. 

5. Mechanisms to sl/pport {lml encol/rage self-stl/dy: EFL teacher education 

programmes should devise mechanisms to support and encourage teacher 

educators to carry out action research in order to find solutions to the numerous 

problems in their own context. This can be helpful to the programme in two ways. 

Firstly, they may develop new insight into their profession and be able to so lve 

the problems in their own situation. Secondly, they will be able to practice what 

they preach, i.e., if they can put into practice what they teach to their students 

about action research to so lve problems in their immediate contexts, and then they 

will be modeling self-study for their students for furt her professional 

development. 
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6. Geflui lie partnership: To improve the situation of the cu rrent partnership, in 

which the cooperating teachers were entered into being forced upon by 

admin istrative circulars without any induction, the university should recognize 

their roles and empower them profess ionally through short term training to eq uip 

them with the necessa,y know ledge," skills, attitudes and di spos itions. It should 

also pay compensation for their time and energy so that they can hand le their 

responsibi li ties effective ly. 

7.Furthe r studies: To investigate the content of theoretical courses and the effects 

of contextual factors, further studi es should be conducted. 
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Appendix A: Student Teachers' Questionnaire 

Dear Respondent: 

ADDIS ABEllA UN IVERSITY 

SCUOOL OF GRADUATE ST UDIES 

INSTITUTE OF LANGUAGE STUDIES 

DEI'AllTMENT OF FORE ICN LANGUAGES ANI> LITERATURE 

Student Teachers ' Questionnaire 

The purpose of thi s quest ionnaire is to gather info rmation about implementation of the new ELT teache r education programme you 
have already completed. The information yo u provide will be used only fo r a research purpose and wi ll remain highl y confidential. 
There is no need to write your name. Your genuine responses contribute the most valuab le pari 10 the successful completion of th is 
study, which leads to a doctoral degree. You are therefore kindly requested to provide genuine information. Your cooperation is ve ry 
much apprec iated . 

Thank you ve ry much. 

Jlcrsonal lnformation 

Institu lion: ____________ Sex: 0 Male 0 Female Age: __ 

i'''linor Area of Study _ ______ _ 

Yearof Admission: 0 1995 E.C. 0 1996 E.C. D 1997 E.C. D 1998 E.C. 

Type of Admission: 0 Regular 0 Advanced Standing 

Di d you have any prior teaching ex perience before joining this programme? 0 Yes 

Ir yes, How long? year(s) 

At wha t level? 0 Primary school first cycle 

o Primary school second cyele 

o Secondary school 



I 

( 

1. Assumptions 
Please read the following statements and for each statement seleC I the response that best represents your agreement or disagrcemcnt. 
SA: Strongly Agree A: Agree 1'/ : Neutral D: Di .. llgrcl' SI): Strongly Di ... agrcc 

T he En ' li sh lanell aee teacher educat ion Ilroeramme I am currentl ' attendinl! is based on the assumpt ion that 
SA A N D SD 

A Studen ts' learning can be best enhanced when they work together and share 
ideas in pairs or small Aroups. 

B Knowledge can be best acquired when leamel'S are engaged in meaningful 
aelivil ies related to their prior knowledge. 

C Activities should precede concepts to help learners construct concepts by 
thcmselves in a meaningful way. 

D Lcamers can learn best when thcy arc engaged in problem solvi ng tasks. 
E Knowledge is something objcctive which can be cut up and transmitted to 

leamers. 
F The most important duty of a good teacher is 10 transmit hislher knowledge 

to leamers. 
G A best teacher is the one who works in collaboration with colleagues to 

better renect, deliberate and understand practice. 
H A best teacher is the one who examines hislher practice to identify values, 

assumptions, beliefs and personal theories. 
I Knowledge is some thi ng that is represented an d organized in an individual 

leamer's mi nd through social interaction. 
J The Illost important dut y of a good teacher is 10 help leame rs master a lot of 

information related to the subiect. 

2 Goals 
Please read the following statements and fo r each statement select the response that best represents your agreement or disagrcemenL 
SA: Strongly Agree A: Agree N: Neutra l 0: Disagree SO: Str'ongly Disagree 

T he over'all eoa l of the English La nguage teacher education l)rogra mlllC I a m currenll attend in is to help III 
SA A N D SD 

A Become a well·educated renective teacher. 
B Build links between knowledge and practice through situated leaming tasks. 
C Deve lop autonomy and re nectivi ty through sel f- regulating acti vities. 
D Examine my pre-existing be liefs, conceptions, experience and knowledge in 

relation to new chall enging ideas and experience 
E Become an expert in my sub'ect area. 
r- Become a good teacher who can transmit hislher knowledge to leamers. 
G Master a set of pre-specified teach ing techniques and skills 

3. Tasks and Learning Activities 

3. 1. Practicum Support System 
IlJease rate 0 11 a sca le fl'O Il1 1 to 5 (I = Never at all, S = Always) the fr'eq uell ey of the fo ll owing opport un itics for you duri ng 

youI' practicum placeme nt in the programme. 
N I evcl' AI ways 

A Video- recordi ng studen t teachers' teaching for later discussion Q) Q) (j) ® ® 

B A spec ific set of guidelines organizing their prac tical experience in schools. Q) Q) (j) ® ® 

c A detailed outline of the cooperation between the school and the univers ity. Q) Q) (j) ® ® 

D A description of how their relat ionship with the coopera ting teacher would be orga nized. Q) Q) (j) ® ® 

E Information on what thei r duties and righ ts in the schools would be. Q) Q) (j) ® ® 

r- Adv ice and guideli ne on how they would moni tor and renec t on their experience. Q) Q) (j) ® ® 

G Scheduled sess ions for sharing ideas with peers Q) Q) (j) ® ® 

H Belonging to portfoli o work groups. Q) @ (j) ® ® 

I Compili ng a port folio during pl'acticum experiences. Q) @ (j) ® ® 

J Attending pre-teaching conferences Q) Q) (j) ® ® 

K Attending post-teaching conferences Q) @ (j) ® ® 
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I. 

3.2. Dialogues with a university supervisor Post-teaching Conferences 

Please rate the frequency of the followin g opportunities for yo u during the meeting or discussioll you hold with a ullivenit y 
su pcrvisor after his/her observation of you I" st udent teaching in Practicum Co ur"ses in the programme. 

Tota ll ' Absent Very FrcQuent 

A Di scussing events/ incidents in your own teaching stimulated by a <D @ @ ® © @ (J) ® ® 
recorded data 

B Describing what you have done <D @ @ ® © @ (J) ® ® 

C Explaining why you have done certain things <D @ @ ® © @ (J) ® ® 

D Commenting 011 how you would like to improve <D @ @ ® © @ !J) ® ® 

E Discussing the highlights in terms of your development as a teacher <D @ @ ® © @ (J) ® ® 

F Discussing some of the obstacles which seem to impede your progress <D @ @ ® © @ (J) ® ® 

G Discussing the breakthroughs you have had tha t foster your knowledge <D @ @ ® © @ !J) ® ® 
and teaching practice 

H Discussing any self initiated action that has scared , wonied, pleased or <D @ @ ® © @ !J) ® ® 
affected you 

I Discussing anything you wish you did differently and thc reasons why <D @ @ ® © @ (J) ® ® 
you wish so 

3.3. Dialogues with a Cooperating Teachers at Post-teaching Conferences 

1)lcase rate the frequency of th e following oPllOrtunities for yo u during the meeting or discussion you hold wit h a coopl'nlting 
teacher (school teacher") after his/her observation of yo ur st ud ent teaching in Practicurn Courses in the programme. 

Torallv Absent Ve r ' Frc( lIenl 

A Discussing events/incidents in your OW11 teaching stimulated by a <D @ @ ® © @ (J) ® ® 
recorded data 

B Describing what you have done <D @ @ ® © @ !J) ® ® 

C Explaining why you have done certain things <D @ @ ® © @ (J) ® ® 

D Commenting on how you wou ld like 10 improve <D @ @ ® © @ (J) ® ® 

E Discussing the highlights in terms of your development as a teacher <D @ @ ® © @ !J) ® ® 

F Discussing some of the obstacles which seem to impede your progress <D @ @ ® © @ (J) ® ® 

G Discussing the breakthroughs you have had Ihal foster your knowledge <D @ @ ® © @ (J) ® ® 
and teaching practice 

H Discussing any self initiated action that has scared, wOlTied, p leased or <D @ @ ® © @ (J) ® ® 
affected you 

I Discuss ing anything you wish you did differently and the reasons why <D @ @ ® © @ !J) ® ® 
you wish so 

3.4. Portfolio Compiling Experience 

Have you compiled portfolios to reflect on their practiculll experiences? <DYes <V No 

If your answer to the above item is Yes, please rate how useful the Portfolio Co mpilin g Experiences havc been to YOll in terms of 
the following opportunities: 

N f I II I 0 1 usc II at a v u ri cry SCII 

A To refine your reflective capacity <D @ @ ® © @ (J) ® ® 

B To document and to describe your teaching experiences <D @ @ ® © @ !J) ® ® 

c To articulate your professional knowledge <D @ @ ® © @ (J) ® ® 

D To reflect on what, how and why you have taught <D @ @ ® © @ (J) ® ® 

E To incl ude your own philosophy of teachi ng <D @ @ ® © @ (J) ® ® 

F To include your daily joumals <D @ @ ® © @ !J) ® ® 

G To include your observation of other teachers/ friends <D @ @ ® © @ (J) ® ® 
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3.5. Action Research 

Ilave you conducted aclion J'c:>earch ill Ih\.! programme? CD Yc:> 

If your answer to the above item is Yes, please rate how useful Ihis Action Research Experience has been 10 you in lenns of Ihe 
following 0pP0rlunities : 

NOlusdul at a ll v u l'rv selu l 

A To observe what was going on in the classroom. CD @ @ ® @ ® !j) ® ® 

8 To define and redefine the problem you wanted to address. CD @ @ ® @ ® !j) ® ® 

c To generate various ideas for changing the situation and decidc what CD @ @ ® @ ® !j) ® ® 
action to undertake. 

D To justify your actions and evaluatc them and the decision making CD @ @ ® @ ® !j) ® ® 
nrocess. 

E To refine your observational skills. CD @ @ ® @ ® !j) ® ® 

F To refine your data-collecting skills. CD @ @ ® @ ® !j) ® ® 

G To refine your problem solving skills. CD @ @ ® @ ® !j) ® ® 

H To refine you r renective skills. CD @ @ ® @ ® !j) ® ® 

4. Roles and responsibilities 

A. Plcasc rate frcqucn cy of your instl'lIctors' actions which mi ght ,·cprcscnt thcir rol es a nd res ponsibilities as advisors in t he programll1c. 
Totall ' Absent VCI"\' Frcolicil t 

A Structuring your leaming by deciding what areas they should work on CD @ @ ® @ ® !j) ® ® 

8 Guiding you into a critical dialogue concerning you CU1Tent practice CD @ @ ® @ ® !j) ® ® 

c Providing you with a framework to examine the teaching experience CD @ @ ® @ ® !j) ® ® 
and to ex-;'licillv sel tawel for the next exnerience 

D Setting a framework for YOll for independent development as a teacher CD @ @ ® @ ® !j) ® ® 

E Helping you to articulate and refine their views of teaching process and CD @ @ ® @ ® !j) ® ® 
their own leaming 

F Helping you to extemalize the mental processes they use to make sense CD @ @ ® @ ® !j) ® ® 
of teaching 

G Helping you to create in YOll the ability to be self-evaluative and CD @ @ ® @ ® !j) ® ® 
autonomous 

H Listening to and valuing your histories and experiences to help them for CD @ @ ® @ ® !j) ® ® 
the transition 

I Imposing on you what they thought to be con·ecl. CD @ @ ® @ ® !j) ® ® 

J Encouraging you to devise ncw ways of teaching ralher than CD @ a> ® @ ® !j) ® ® 
confOmli;1(!-to tradition 

B. Please ratc frequency of you,· cooperatlJlg teachers' (school teachers ') actions which might rcprcsc nt their ro les 
and respo nsibilities as advisors in th c programme. 

Tota lly Abscnt Ven F'·CUIIC I " A Observing you at work. CD @ @ ® @ ® !j) ® ® 

8 Providing you with constructive feedback. CD @ @ ® @ ® !j) ® ® 

c Orienting you to the school. CD @ @ ® @ ® !j) ® ® 

D Co-planning lessons with you CD @ @ ® @ ® !j) ® ® 

E Guiding them throughout your placement. CD @ @ ® <1J ® !j) ® ® 

F Modeling effective teaching strategies CD @ @ ® @ ® !j) ® ® 

G Allowing you to teach and take risks in new methods. CD @ @ ® @ ® !j) ® ® 

H Mccling with the university supervisor and them for three-way CD @ @ ® @ ® !j) ® ® 
conferences. 

I Consulting with a university supervisor about your grade. CD @ a> ® @ ® !j) ® ® 

J Guiding you inlo a critical dialoguc conceming the cun·ent practice CD @ @ ® @ ® !j) ® ® 
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Appendix B: Instructors' Questionnaire 

Dear Respondent: 

AD UI S ABEB A UN IV ERS ITY 

SCHOOL OF GRAIJ UATE ST UD IES 

INSTITUTE OF L ANGUAGE ST UD IES 

DEPARTMENT OF FORE IGN LA NGUGES AND LITERATURE 

Instructors' Questionnaire 

The purpose of this questionnai re is to gather information about implementation orthe new ELT teacher education programme you are 
current ly invol ved in as a teacher educator. The information you provide will be used on ly for a research purpose and will remain 

f highly confidential. Your genuine responses contribute the mosl valuab le part to the successfu l completion of th is study, wh ich leads 
to a doctoral degree. You arc therefore kindly requested to provide genuine information. Your cooperation is very Illllch appreciated. 

Thank you very much. 

Personal Information 

Institution :. __________ _ 

Sex: 0 Male 0 Fcmale 

Highest Academic Degree: 0 B.A.lB.Ed 

Position : 0 Graduatc Assistant 

Professor 0 Associate Professor 

Field of Specialization. _____ _ 

o MA/r.·I.Ed o PhD 

o Assistant Lecturer o Lecturer 

o Professor 

Number of Years Served as a teacher and/or teacher educator _____ _ 

o Assistant 
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I. Assumptions 
Plea<;e read the following sla lemenl~ and for eac h statement selecl lhe response that best represent~ you r agreement or di<;agrcemerll 
SA: Strongly Agree A: Agree 1\': Ne utral 0: Disagree SO: Strongly Disagree 

The EJll!lish laul!ual!e teac her educatio n IU'Ol!,'amrnc 1 alii in vo lved as a teac Ie" e d tl cator " ase . b d lot 011 t Ie assulIl ltlOlI II. 
SA A N Il SD 

A Studen ts' learning can be best enhanced when they work together and share 
ideas in pai rs or sma ll groups , 

8 Knowledge can be best acquired when Icamers are engaged in meani ngful 
act ivities related to their prior knowledge, 

C Activ ities shou ld precede concepts to help leamers construct concepts by 
themselves in a meaningful way. 

D Lcamers can leam best when they arc engaged in problem solving tasks. 
E Knowledge is something objcc tive, which can be cut up and transmitted to 

leamers, 
F The most importan t duty of a good teacher is to transmit hi slher knowledge 

to learners. 
G A best teacher is the one who works in collaboration with colleagues to 

better reflect, del iberate and understand practi ce. 
H A best teacher is the one who examines his/her practice to ident ify values, 

assumptions, beliefs and personal theories. 
I Knowledge is something that is represented and organized in an individual 

learncr's mind through social interaction. 
J The most important du ty of a good teacher is 10 help learners master a lot of 

information related to the subject. 

2 Goa ls 
Please read the followin g statemen ts and for each statement select the response that best represen ts your agreement or di sagreemen t. 
SA: Strongly Agrec A: Agrcc N: Neu tral 0: Disag ree SO: Strongly Disagree 

student teachers The overa ll ~oa l of the EnfJ!ish LallJ.:uao(' teacher educat iolllll"O" ramll1e I a m involved as a teacher educator is to hd 1 . 

A 
8 
C 
D 

E 
r-
G 

Become well-educated renective teachers. 
Build links between knowledgc and practice through situatcd leaming tasks. 
Develop autonomy and rencctivity through self- regu lating activities . 
Examine their pre-exi sting beli efs, experience and knowlcdgc in relation to 
new challenging ideas and ex perience 
Become experts in their subject area. 
Becoille good teachers who can transmi t h is/ It!::r kllvwlt:u 'C tv leamers. 
Master a sel of pre-spec ifi ed teaching techniques and ski lls 

3. Tasks and Learning Activities in Practicull1 Experiences 
3.1. Practicum support System 

SA A N D SD 

Plense ratc on a scale frOIll 1 to 5 (I = Never at all, 5 "" Always) tire frequency of the following opportunities for 
student teac hers in t ir e Practiculll COllrses in the programme. 

Never Always 

A Video- recording student teachers' leaching for later discussion Q) Ql Q) ® ® 

D A specific set of guidelines organizing thei r practical experience in Q) Ql Q) ® ® 
sc hools. 

C A detailed outline o f the cooperation between the school and the Q) Ql Q) ® ® 
university. 

D A description of how their relati onship with the coopera tin g teacher Q) Ql Q) ® ® 
would be organized. 

E Information on what thcir duties and rights in the schools would be. Q) Ql Q) ® ® 

r- Advice and guideline on how they would mon itor and renect on their Q) Ql Q) ® ® 
experi ence. 

G Scheduled sessions for sharing ideas with peers Q) Ql Q) ® ® 

H Belonging to portfolio work grou ps. Q) Ql Q) ® ® 

I Compiling a portfolio during pract icum experiences. Q) Ql Q) ® ® 

J Attendi ng pre-teaching conferences Q) Ql Q) ® ® 

K Attending post-teaching con lerenccs Q) Ql Q) ® ® 
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3.2. Dialogues in Post-teaching Conferences 

Please I'a te the fnqueue)' of the following Ollportunities for studclH teach ers dul"ing thc meet ing or discussion ),0 11 hold 
with them aftcr your observation in Practiclim Co urses in the programme. 

• v •••• • , . .... " ... .. . . " . ..... .. ... 
A Discussing evenlsllncidents in students' own teaching stimulated <D@®®(\)@<V®® 

by a recorded teachin~ 
n Describing what they have donc <D@®®(\)@<V®® 

C Explaining why they have done certain things <D@®®(\)@<V®® 

0 Commenting on how they would like to improve <D@®®(\)@<V®® 

E Discussing the highlights in terms of their development as a <D@®®(\)@<V®® 
teacher 

F Discussing some of the obstacles which seem to impede their <D@®®(\)@<V®® 
progress 

G Discussing the breakthroughs they have had that foster their <D0®®(\)@<V®® 
knowledge and teaching practice 

H Discussing any self initiated action that has scared, wOITied, <D@®®(\)@<V®® 
pleased or affected them. 

[ Discussing anything they wish they did differently and the reasons <D@®®(\)@<V®® 
why they wish so 

J Complying with my expectations as a supervisor <D0®®(\)@<V@® 

3.3. Portfolio Compiling Ex perience 

Do student teachers compile portfolios to reflect on their practicum experiences? 

CD Yes @No 

[I' your answer to the above item is Yes, please rate how useful those Portfolio Compiling Experiences have been to studcnt 
teachers in terms of opportunities to the following: 

l ,,-m II ~C I IiI a. au vt:q ' U~C I III 

A To refine their reflective capacity <D@®®(\)@<V@® 

8 To document and to describe their teaching experiences <D@®®(\)@<V@® 

C To articulate their professional knowledge <D@(j)®®@<V®<ID 

D To reflect on what, how and why they taught <D@®®(\)@<V®® 

E To include their own philosophy of teaching <D0®®(\)@<V®® 

F To include their daily joul1lals <D@®®(\)@<V@® 

G To include their observation of other teachers/ friends <D0®®(\)@<V@® 

3.4. Action Research 
Do student teachers conduct action researc h in the programme? CD Yes @ No 

[I' your answer to the above item is Yes, please rate how useful this Action Research Experience has been to student tcachers in 
terms of opportunities to the following: 

, ....... " ..... , ...... , . " OJ" ... ,,, ' 

A To observe what was going on in the classroom. <D0®®(\)@<V@® 

B To define and redefine the problem they wanted to address. <D@®®(\)@<V@® 

C To generate various ideas for changing the situation and decide what <D0®®(\)@<V@® 
action to undertake. 

D To justify their actions and evaluate them and the decision making process. <D0®®(\)@<V®® 

E To refine their observational sk ills. <D0®®(\)@<V®® 

F To refine their data-collecting skills. <D0®®(\)@<V@® 

G To refine their problem solving skills. <D0®®(\)@<V@® 

H To refine their reflective skills. <D0®®(\)@<V@® 
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4. Roles and responsibilities 

Please rate frequency of your own acti ons which might represen t your rolcs and rCSIJOllsibilitics as an instructor in the programme. 
Very Low Vel·y HiJ.:h 

A Structuring studen t teachers ' leam in g by deciding what areas they CD @ Q) @ ® @ (J) ® ® 
should work on 

B Guidi ng them in to a cri tical dialogue conceming their current CD @ Q) @ ® @ (J) ® ® 
practice 

C Provid ing them with a framework to examine the teachin g CD @ Q) @ ® @ (J) ® ® 
experience and to explicitly se t target for the next ex )erience 

D Sening a framework for them for indepcnderll developmen t as a CD @ Q) @ ® @ (J) ® ® 
teacher 

E Hel ping them to articulate and refine their views of teaching CD @ Q) @ ® @ (J) ® ® 
process and their own lcami ng 

r Helping thcm to extemalize Ihe menial processes they usc to make CD @ Q) @ ® @ (J) ® ® 
sense of teaching 

G Helping to create in them the ability to be se lf-eva luative and CD @ Q) @ ® @ (J) ® ® 
autonomous 

H Listening to and valuing their histories and experiences to help CD @ Q) @ ® @ (J) ® ® 
them for the transition 

I Imposing on them what I thought to be conecl. CD @ Q) @ ® @ (J) ® ® 

J Encouraging them to devi se new ways of teaching rather than CD @ Q) @ ® @ (J) ® ® 
conforming to tradition 
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Appendix C: Cooperating Teachers' Questionnaire 

Dear Respondent: 

ADDIS ADEnA UNIVERSITY 

snlOOL OF GRADUAT E STUDI ES 

INSTITUTE OF LANGUAGE ST UDIES 

DEI'ARTMENT OF FO I~E I GN LANGUGES AND L ITE I~ATURE 

Cooperating Teachers' Questionnaire 

The purpose of this quest ionnaire is to gather information about implementation of the new ELT teacher educat ion programme you arc 
currently involved in as a teacher educator. The information you provide will be used only for a research purpose and will remain 
highly confident ial. Your genuine responses contribute the most valuable part to the successful completion of this study, which leads 
to a doctoral degree. You are therefore ki ndl y requested to provide genuine in fo rmation. Vour cooperation is very much appreciated. 

Thank YOll very much. 

Personal Information 

School: _____ _____ _ 

Sex: 0 Male D Female 

Highest Academic Qualification: 0 Diploma 0 12+3 o B.A.IB.Ed o M.A.IM.Ed 

Position: 0 Beginning Teacher o Junior Teacher n Teacher n Senior Teacher 0 Associate Teacher 

Field of Speciali zation, _____ _ 

Number of Years Served as a teacher ______ _ 

Number of Years Served as a cooperating teacher (helping student teachers during practice teaching) _____ _ 
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1. Assumptions 
Plt:ase read thc foll owing statcments and for cac h statcment seleclthc responsc that best represents your agreement or disagreement. 
SA : Strollgly Agree A: Agree No' Neutral Do' Di~;agree SD: Strollgly Disagree 

The En rlish Ia n 'uage teac hcr· education programme I am involved as a coopcralin teacher is bascd 0 11 the assumllti on Ihal 
SA A N D SD 

A Students' leaming can be best enhanced when 1 hey work together and share 
ideas in pairs or small groups. 

B Knowledge can be best acquired whcn Icamers are engaged in meaningful 
activitics related to their prior knowledge. 

; C Activities shou ld precede concepts to help leamers construct concepts by 
themselves in a meaningful way. 

D Learners can leam best when they are engaged in problem solving tasks. 

E Knowledgc is something objcctive like universal truths which can be cut up and 
transmitted to leamers. 

F The most important duty of a good tcaehcr is to transmit his/her knowledge to 
learners. 

G A best teacher is thc one who works in collaboration wi th colleagues to better 
renect, deliberate and understand practice. 

H A best teacher is the one who examines his/her practice to identify values, 
assumptions, beliefs and pcrsonal theories. 

I Kn owledge is something that is represented and organized in an individua l 
leamcr's mind through social interaction . 

'] J 
The most important duty of a good teacher is to help leamers master a lot of 
information related to the subiect. 

2 Goals 
Please read the fol1owing statements and for each statement select the response that best represents your agreement or disagreement. 
SA: Strongly Agree A: Agree N: Neutral D: Disagree S D: Strollgly Disagree 

The uverall 'oal of the Enl!: Jish Lan 'UlH!e teacher educa tion nr01!ra llllllC I alii involved as a leacher educator is to hel I student !ellchen 

A Become well -educated reflective teachers. 
B Build lin ks between knowledge and oraeticc through situated leall1in!! tasks. 
C Develop autononw and reflectivity through self- regulating activities. 
D Examine thei r pre-existing beliefs, experience and knowledge in relation to new 

challenging ideas and experience 
E Become experts in their subi ect area. 
F Become good teachers who can tran smit his/her knowledge 10 leamers. 
G Master a set of pre-specificd teaching techniques and skills 

3. Practicum Experiences 
3.1. Practiclim Support System 

SA A N D SD 

A. Pleasc ratc on a sca le from I to 5 (I = Never at all, 5 = Always) the frequency of th e fo ll owi ng opport uniti es for st ud cnt 

teac hers in thc Practicum COlII·ses in the programme. 

N ever A W:lVS 

A Video- recording student teachers' teaching for later discussion <D @ (j) ® ® 

B A specific set of guidelines organizing their practical experience in schools. <D @ (j) ® ® 

c A detailed outline of the cooperat ion between the school and the university. <D @ (j) ® ® 

D A description of how their relationship with the cooperating teacher would be <D @ (j) ® ® 
organ ized. 

E Information on what their duties and ri ghts in the schools would be. <D @ (j) ® ® 

F Advice and guideline on how they would moni lor and reflect on thei r experience . <D @ (j) ® ® 

G Scheduled sessions for shari ng ideas with peers <D @ (j) ® ® 

H Belonging to portfolio work groups. <D @ (j) ® ® 

I Compiling a portfolio during practicum experiences. <D @ (j) ® ® 

J Attending pre-teaching conferences <D @ (j) ® ® 

K Attending post-teaching conferences <D @ (j) ® ® 
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3.2 . Dialogues in Post-teaching Conferences 

Please ra te th e frequeucy of t he follo wi ng op po rtuniti es for stud ent tcachers durin g th e meetin g 0 ' · discussio n you ho ld 
wit h th em after you,· obse rvat ion in Practic lIIll Courses in the programme. 

Ver ' Low Ve ry Hi 01 

A Discussing even ls/incidents in studen ts' own teaching Q) @ G) @) ® © (J) ® ® 
sti mul ated by a recorded teaching 

B Describing what they have done Q) @ G) @) ® © (J) ® ® 

C Explaining why they have done certain things Q) @ G) @) ® © (J) ® ® 

0 Commenting on how they would like to improve Q) @ G) @) ® © (J) ® ® 

E Discussing the highlights in terms of their development as Q) @ G) @) ® © (J) ® ® 
a teacher 

f- Discussing some of the obs tacles which seem to impede Q) @ G) @) ® © (J) ® ® 
their progress 

G Discussing the breakthroughs they have had that foster Q) @ G) @) ® © (J) ® ® 
their knowledge and teaching practice 

H Disc ussing any self in itiated action that has scared, Q) @ G) @) ® © (J) ® ® 
wOlTied , pleased or affected them. 

[ Discussing an ythi ng they wish they did differently and the Q) @ G) @) ® © (J) ® ® 
reasons why they wish so 

J Complying with my expectations as a supervisor Q) @ G) @) ® © (J) ® ® 

3.3. Portfolio Compiling Experiences 

C. Do you help student teachers while they co mpil e po,·tfolios so that they renect on their practicum experiences? 

<DYes 

If your answer to the above item is Yes, please r ale how u seflll t he P o r t fo lio C ompil in g E xperie nces have been 10 
student teachers in term s of opportunitics to the following: 

Not usefu l a t a ll Very Useful 
A To refine their reflective capacity Q) @ G) @) ® © (J) ® ® 

8 To document and 10 describe thei r leaching experiences Q) @ G) @) ® ® (J) ® ® 

c To articulate their professional knowledge Q) @ G) @) ® © (J) ® ® 

0 To reflect on what, how and why they taught Q) @ G) @) ® © (J) ® ® 

E To include their own phi losophy of leaching Q) @ G) @) ® © (J) ® ® 

f- To include their dail y journ als Q) @ G) @) ® ® (J) ® ® 

G To incl ude their observation of other teachers/ friend s Q) @ G) @) ® ®(J) ® ® 

1 1 



3.4. Action Research Experiences 

Do yOlI help student teachers whi le they conduct Action Researc h in the programme? 

(DYes 

If you r answer to the last item above is Yes, please rate how useful this Action Research Ex perience has been to 
student teachers in terms of opportunities to the following: 

Not useful al a ll Ve ry Usefu l 
A To observe what is going on in the classroom. (i) 0 G) @) ® ® <V ® ® 

B To define and redefine the problem they want to address (i) 0 G) @) ® ® <V ® ® 

c To generate variolls ideas for changing the situation and decide what (i) 0 G) @) ® ® <V ® ® 
action to undertake 

D To justify their actions and evaluate them and the decision making (i) 0 G) @) ® ® <V ® ® 
process 

E To refine their observational skills (i) 0 G) @) ® ® <V ® ® 

f To refine their data-collecting skills. (i) 0 G) @) ® ® <V ® ® 

G To refine their problcm solving skills. (i) 0 G) @) ® ® <V ® ® 

H To refine their reflec tive skills. (i) 0 G) @) ® ® <V ® ® 

... 
4. Roles and responsib ili tIes 

Please rate frequency OfyOlIf own actions which might represent your mil'S a nd n:!spollsibilities as a cooperating teach er in the programme. 
Very Low Vcr ' Hiuh 

A Observing them at work. (i) 0 G) @) ® ® <V ® ® 

B Providing them with constructive feedback. (i) 0 G) @) ® ® <V ® ® 

c Orienting them to the school. (i) 0 G) @) ® ® <V ® ® 

D Co-planning lessons with them (i) 0 G) @) ® ® <V ® ® 

E Guiding them throughout their placement. (i) 0 G) @) ® ® <V ® ® 

F Modeling effective teaching strategies (i) 0 G) @) ® ® <V ® ® 

G Allowing them to teach and take risks in new methods . (i) 0 G) @) ® ® <V ® ® 

H Meeting with the university supervisor and them for three-way (i) 0 G) @) ® ® <V ® ® 
conferences. 

I Consu lting with a university supervisor about grade. (i) 0 G) @) ® ® <V ® ® 

J Structuring student teachers' leaming by deciding what areas I hey (i) 0 G) @) ® ® <V ® ® 
should work on 

K Guiding them into a critical dialogue conceming their cunent (i) 0 G) @) ® ® <V ® ® 
practice 

L Providing them with a framework 10 examine the tcaching (i) 0 G) @) ® ® <V ® ® 
experience and to explicitly set target for the next experience 

M Setting a framework for them for independent development as a (i) 0 G) @) ® ® <V ® ® 
teacher 

N Help ing them to articulate and refine their views of teaching process (i) 0 G) @) ® ® <V ® ® 
and their own leaming 

0 Help ing them to externalize the mental processes Ihey use to make (i) 0 G) @) ® ® <V ® ® 
sense of teaching 

p Help ing to create in them the ability to be self-evaluative and (i) 0 G) @) ® ® <V ® ® 
autonomous 

Q Listening to and val uing their histories and experiences to help them (i) 0 G) @) ® ® <V ® ® 
for the trans ition 
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Appendix D: Student Teachers' Focus Group Discussion Guide 
I . What do you think are the basic assumptions and philosophical bases underlying the reform introduced by TESO project? 

What do you think are the overall goa ls of the new programme? 

2. How do you view the nature of the learning activities and tasks in relation to learner-centered ness, active learning, 

reflectivity and cooperative learn ing? What strategies arc employed to foster reflective capacity of student teachers? What 

types of reflective experience docs the programme provide for student teachers? 

3. What opportun ities do you think student teachers ' portfolio compil ing provides for them? How do the portfolios student­

teachers compile for practicum courses help them to refine their reflective capacity? 

4. Did you r experience of doing act ion research influence your reflections on your teaching? How docs the action research 

conducted in the programme provide student- teachers with the opportunity to refine their reflective capacity? 

5. What do you think t he school-universi ty co ll aboration in the programme is I ike? What are the facto rs you perceived as 

facilitators and hindrances in the process for student teachers' practicum experiences? Is there a match between the practices 

applied in the practicul11 settings and the practices being emphasized in faculty classes? 

6. What are the roles and responsib il ities of cooperating teachers? How effect ively do you think they are discharging their 

responsibil ities? 

7. Describe the relationship you share with your mentor teacher. In what way(s) has your mentor teacher been particularly 

helpful? What criticisms do you have of her as a mentor? How has she met your expectations aboLlt how a mentor teacher 

would (or should) be? How has she contradicted your expectations about how a mentor teacher would (or should) be? 

Appendix E: Instructors' Focus Group Guide 

\. What a re the underlying reasons for the introduction and implementati on of the new TESO programme? I-Iow can you 

explain the basic assumptions and philosophical bases underlying the reform introduced by TESO project? 

2. What do you think are the overa ll goals of the new programme? 

3. How do you view the nature of the learning activities and tasks in relation to learner-centeredness, active learning, 

reflectivity and cooperative learning? What strategies are employed to foster reflective capacity of stude llt teachers? What 

types of refl ect ive experience does the programme provide for student teachers? 

4. What are the factors you perce ived as facilitators and hindrances in the process for student teachers' practicum experiences? 

Is there a match between the practices applied in the practicum settings and the practices being emphasized in faculty 

classes? 

5. What opportunities do you think student teachers' action research provides for them? How does the action research 

conducted in the programme provide student teachers with the opportuni ty to refine their reflective capacity? 

6. How do the portfolios student-teachers compile for practicum courses help them to refine their reflective capacity? What 

opportunities do you think student teachers' portfolio compiling provides for them? How do the portfolios student-teachers 

compile for different courses help them to refine their reflective capaci ty? Did the experience of constructing a portfolio 

influence their reflect ions on their teach ing? Arc there portfolio work groups during the practicum placements? Why or why 

not? 

7. What do you think the school-university collaboration in the programme is like? How do yo u explain the opportunities for 

collaborative enterprise in the programme? Do cooperating teachers meet with department faculty to discuss how to best 

organize the practicum experience? 

8. What are the roles and responsibilities of cooperat ing teachers? How effectively do you think they arc discharging thei r 

responsibilities? In what way(s) have the cooperating teachers been particularly helpful to student teachers? What criticisms 

do you have of them as cooperat ing teachers? 
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Appendix F: Cooperating Teachers' Focus Group Discussion Guide 

I. Why did you agree to become a cooperat ing teacher? How dId you become a cooperatll1g teacher"? Old you reCCl\le any tral11mg to 

become a coopera ting teacher? 

2. Are you aware of basic assumptions and philosophical bases underl ying the new practicum programme? 

3. What arc your responsibilities ora coopcrating teacher? 

4. What kind of help do you g ive to student teachers assigned to you? 

5. Arc univcrsity supervisors cOlllmined \0 developing strong collaborative relationship and ongoing communica tion among each 

other to ensure that linkages among courses and between courses and fi eld ex pericnces are clearly evident? Do yo u as a coopera ting 

teacher meet with department raculty to di scuss how to best organi ze the practicum ex perience? 

Appendix G: Practicum Coordinator Interview Guide 

I . What arc the underlying reasons for the introduction and implementat ion of the new TESO programme? How can you 

explain the basic assumptions and philosophical bases underl ying the reform introduced by TESO project? 

2. What do you th ink arc the overall goal s of the practi cum component of the new programme? 

3. Can you explain your personal views of the strengths, weaknesses opportuni ties and th reats of the pract ica l component of 

the new TESO programme? 

4. What I ypes 0 freneetive experience does t he programme provide for student teachers? What opportunities do YO ll thi nk 

student leachers' portfol io compi ling provides for them? How does the action research conducted in the programllle provide 

student teachers with the opportunity to refine their reneet ive capacity? 

5. What do you think the school-uni versity collaboration in the programme is like? How do you explain the opportunities for 

collaborative enterpri se in the programme? Do cooperating teachers meet with department faculty to di sc ll ss how to best 

organi ze the practicum experience? Is there an ongoing communicati on between uni versity instructors and coopera ting 

teac hers to enSllre that linkages between courses and fi eld experiences arc clearly evident? 

6. Do cooperating teachers meet with department faculty to di scuss how to best organize the practicum experi encc? Is there a 

structure t hat a llows both partners to gain understanding of each other and how their respective experiences in areas of 

experti se can enrich bo th the teacher candidates and the school? Is there an ongoing communication betwecn un iversi ty 

instructors and schoolteachers to ensure that linkages between courses and field experiences are clearl y evident? 

7. What is student teachers supervision like? Are there any perceived problems? 
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Appendix H: Summary of the Demographic Background of the Respondents in 
the Survey Part of the Main Study 
Table 1: Student Teacher Respondents' Background 

Characteristic Category N Percent 
Institution Haramaya University 36 13.6 

Jinmla University 4 1 15.5 
Dilla Univers ity 51 19.2 
Mekelle University 29 10.9 
Bahir Dar University 74 27.9 
Addis Abeba University 34 12.8 
Total 265 100.0 

Sex Male 2 10 79.2 
Female 55 20.8 
Tota l 265 100.0 

Age Group 20-22 years 170 64.2 
23-25 years 69 26.0 
26 & above years 26 9.8 
Total 265 100.0 

Minor Area Amharic 124 46 .8 
Afan Oromo 50 18.9 
Geography 14 5.3 
History 19 7.2 
Civics & Ethical Ed. 47 17.7 
Tigregna II 4.2 
Total 265 100.0 

Year of Admission 1995 7 2.6 
1996 16 6.0 
1997 242 91.3 
Total 265 100.0 

Admission Status Regular 252 95. 1 
Advanced Standing 13 4.9 
Total 265 100.0 

Ta ble 2 T : eae Ief Ed t R uea or d eSDon euts 'B k ac <2TOU" d 
Characteristic Category N Percent 
Institution Haramaya University 8 14.5 

Jinmla University II 20.0 
Dilla Universi ty 8 14.5 
Mekelle University 9 16.4 
Bahir Dar University 12 21.8 
Addis Abeba University 7 12. 7 
Total 55 100.0 

Sex Male 51 92.7 
Female 4 7.3 
Total 55 100.0 

Qualification B.A. or B.Ed 14 25.5 
M.A. orM.Ed 39 70.9 
PhD 2 3.6 
Total 55 100.0 

Rank Graduate Ass istant II 20.0 
Assistant Lecturer 3 5.5 
Lecturer 39 70.9 
Assistant Professor I 1.8 
Associate Professor I 1.8 
Total 55 100.0 
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Specialisation TEFL 40 72.7 
Linguistics 8 14.5 
Literature 7 12.7 
Total 55 100.0 

Experience years of 1- 10 years 29 52.7 

lcaching experience II - 20 years 20 36.4 
21 or more years 6 10.9 
Total 55 100.0 

Table 3: Cooperating Teacher Respondents ' Background 

Characteristic Category N Percent 
Partner Institution Haramava University 10 16.1 

Jinmla University 11 17.7 
Dilla University 8 12.9 
Mekelle University 10 16. 1 
Bahir Dar University 12 19.4 
Addis Abeba University 11 17.7 
Total 62 100.0 

Sex Male 47 75.8 
Female 15 24 .2 
Total 62 100.0 

Quali fication 12 + 2 5 8. 1 
12 + 3 24 38.7 
B.A. Degree 33 53.2 
Total 62 100.0 

Status Junior Teacher 3 4.8 
Proper Teacher 12 19.4 
Senior Teacher 20 32.3 
Associate Teacher 27 43.5 
Total 62 100.0 

Teaching 1 - 5 years 1 1.6 
Experience 6-l0Years 2 3.2 

11 -15 Years 7 11.3 
16 - 20 Years 20 32.3 
21 - 25 Years 18 29.0 
26 - 30 Years 11 17.7 
31 Years and above 3 4.8 
Total 62 100.0 

Experience as a 0-3 Years 20 32.3 
Cooperating 4 - 6 Years 20 32. 3 
Teacher 7 - 10 Years 11 17.7 

11 Years + 11 17.7 
Total 62 100.0 
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Appendix I: Summary of the Quantitative Data Analysis in terms of 
Respondents' Institutional Background 

Table 1: Respond ents' Beliefs abo ut Basic Ass n mpl ions and "ri nci plcs Underlying Constructivist I'cdagogy 

Respondents 

Institutions 
Teacher Educators Cooperating Teachers 

Student Teachers Total 

N Mea 5. 1 N Mea n S. O. N Mcan S. D. N j\'!ran S. D. 
Haramuya Uni . 36 3.42 .290 8 4.15 .307 10 3.37 .236 54 3.5 ~ .386 

Jimma Uni . 41 3.42 .292 I I 4.12 .37( II 3.37 .220 63 3.52 .400 

Dilla Uni. 51 3.44 .461 8 4.20 .385 8 3.23 .117 67 3.5 1 .500 

Mckellc Uni . 29 3.43 .347 9 4.10 .173 10 3.54 .284 48 3.5! .397 

Bahir Dar Uni . 74 3.53 .375 I : 4.31 JOt; 12 3.53 .202 98 3.6i .433 

Addis Ababa Uni . 34 3.47 .490 7 4.28 .264 I I 3.49 .3 11 52 ).5£ .506 

Total 265 3.46 .385 5! 4.19 .309 62 3.43 .253 382 3.5f .440 

Tllblc 2: RCSllOlHlcnts' Beliefs abolllili c Goals orthc EFL Teacher cducationl'rogrammc 

Res ondents 
Teacher Educators Cooperat ing Teachers 

Institutions 
Student Teachers Total 

N Meal" S. D. N Mear S. D. N Mear S. D. N Mean S. D. 
I-!arumuya 36 2.98 .987 8 3.91 .887 10 2.89 0.938 54 3.10 1.007 
Jimma 41 3.03 .722 II 3.96 .557 I I 3.04 0.869 63 3.19 0.796 
Dilla 51 3.20 .61 8 8 3.95 .833 8 2.75 1.111 67 3.24 0.764 
Mckelle 29 3.30 .958 9 4.08 .659 10 3.03 1.052 48 3.39 0.978 
Bahil" Dar 74 3.42 .887 12 4.1 5 .690 12 3. 13 1.005 98 3.48 0.913 
Addis Ababa 34 3. 14 .930 7 4.43 .705 I I 3.40 1.065 52 3.37 1.014 
Tota l 265 3.21 .854 55 4.07 .702 ;2 3.06 0.983 382 3.31 0.912 

Tabl e 3 : Student Teacher·s' and Teach er Edu cators' Ile rccptiolls of language S kills Courses 

Student Teachers Teacher Educators Total 

Institution N Mean S. D. N Mean S. D. N Mean S. D. 
H:lrarnaya 

36 5.67 2.337 8 7.46 2.009 44 6.00 2.364 
Jimma 

41 6.30 1.853 II 6.62 2.396 52 6.37 1.959 
Dilla 

5 1 7.14 1.834 8 7.31 1.91 59 7. 16 1.828 
Mekelle 

29 6.94 1.911 9 7.20 2.223 38 7.00 1.961 
B:lhir D:lr 

74 6.51 \.366 12 7.17 2.189 86 6.60 1.509 
Addis 

34 6.74 1.887 7 7. 12 2.127 41 6.80 1.907 
Total 

265 6.56 1.853 55 7. 12 2.084 320 6.66 1.903 
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Table 4: Student Teachers' and Teacher Educators' Perceptions of Literature Courses 

Student Teachers Teacher Educators Total 

Insti tution N Mean S. O. N Mean S. O. N Mean S. O. 

Haramaya 36 4.81 2.545 8 5.98 2 .218 44 5.02 2.506 

Jimma 41 5.06 2.228 II 6.49 2.491 52 5.36 2.336 

Dilla 51 4.88 2.238 8 6.65 2.349 59 5.12 2.315 

Mekell e 29 5.15 2.128 9 6.98 2.570 38 5.58 2.340 

Bahir Dar 
74 4.75 1.799 12 7.18 2.185 86 5.09 2.028 

Addis 
34 5.48 1.955 7 6.49 2.524 41 5.65 2.063 

Total 
265 4.97 2.114 55 6.67 2.306 320 5.26 2.238 

Table 5: Mean of Student Teachers' Perceptions of Linguistics Courses 

Student Teachers Teacher Educators Total 

Institution N Mean S. D. N Mean Sid. D. N Mean S. D. 

Haramaya 
36 5.40 3.012 8 6.75 2.159 44 5.65 2.902 

Jilllllla 
4 1 6.23 1.867 II 6.80 2.162 52 6.35 1.925 

Dilla 
51 6.46 2.102 8 7.13 2.096 59 6.55 2.096 

Mekel1e 
29 6.18 2.333 9 6.97 2.048 38 6.37 2.267 

Bahir Dar 
74 5.76 1.737 12 7.42 2.193 86 5.99 U83 

Addis 
34 6.03 2.293 7 6.79 2.123 41 6.16 2.257 

Total 
265 6.00 2. 18 55 7.00 2.051 320 6.1 7 2. 188 

Table 6: Studen t Teachers' and Teacher Educato,·s ' Perceptions of ELT Method Courses 

Student Teachers Teacher Educators Tolal 

Institution 

N Mean S. D. N Mean Sid. D. N Mean S. D. 
Haralllaya 

36 6.34 2.081 8 6.73 2 .237 44 6.41 2089 
Jimma 

41 5.99 1.954 II 6.82 2.208 52 6.16 2.017 
Dilla 

51 6.21 2.055 8 6.76 2.101 59 6.29 2.052 
Mekelle 

29 6.33 2.16 9 6.6 1 2.213 38 6.40 2.146 
Ballir Dar 

74 6.54 1.739 12 7.33 2.1 66 86 6.65 1.8 11 
Addis 

34 6.40 1.916 7 6.73 2.176 41 6.45 1.938 
Total 

265 6.32 1.943 55 6.86 2.097 320 6.42 1.978 

Table 7: Student Teachers' Perceptions of Professional Science Cou rses 

Institution N Mean Sid. D. 
Haramaya 36 5.82 1.620 

Jimlllu 41 5.90 1.619 

Dilla 5 1 5.49 1.787 

Mekelle 29 6.02 1.714 

Bahir Dar 74 6.41 1.467 

Addis 34 6 .11 1.908 

Tota l 265 5.99 1.678 
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Table 8: Student Teachers' and Teacher Educators' Percept ions of Tasks in Major Area Courses 

Student Teachers Teacher Educators Total 

Institution N Mean S. D. N Mean S. D. N Mean S. D. 

Haramaya 
36 5.75 2.204 8 6.49 1.697 44 5.88 2.122 

Jimma 
41 5.47 1.917 11 6.50 1.526 52 5.69 1.876 

Dilla 
51 5.54 2.08 8 6.28 1.765 59 5.64 2.042 

Mckelle 
29 5.64 2.014 9 6.33 2.093 38 5.81 2.026 

Bahir Dar 
74 6.73 1.791 12 7.22 1.678 86 6.80 1.774 

Addis 
34 6.10 1.934 7 7.26 2.163 41 6.30 1.995 

Tota l 
265 5.98 2.016 55 6.69 1.765 320 6.10 1.991 

Table 9: Mean of Student Teachers' Perceptions of Tasks in Professional Courses 

In stitution Mean N Std. Deviation 

Haramaya 5.2136 36 2.41559 

Jimma 5.0683 41 1.91696 

Di1la 5.1667 51 2.07862 

Mekelle 4.9835 29 1.94206 

Babir Dar 5.6392 74 1.89323 

Addis Ababa 5.4837 34 1.83413 

Tota l 5.3 104 26S 2.005 14 

Table to: Par·ticipallts· I)ercept ions of Practicurn Context 

Respondents 
Teacher Educators Cooperating Teachers 

Student Teachers Total 

Institutions N vl ean S. D. N Ylcan S. D. N "'can S. D. N "'can ;;;. D. 

Haramaya 36 2.18 0.552 8 2.17 0.644 10 1.90 0.685 54 2.12 0.589 

Jimma 41 2.53 0.436 11 2.82 0.596 11 2.32 0.595 63 2.54 0.509 

Dilla 51 2.32 0.599 8 2.47 0.610 8 2.00 0.739 67 2.30 0.619 

Mekelle 29 2.38 0.569 9 2.29 0.726 10 2.16 0.621 48 2.32 0.603 

Bahir Dar 
74 2.38 0.321 12 2.65 0.581 12 2.12 0.568 98 2.38 0.412 

Addis Ababa 34 2.24 0.438 7 2.47 0.790 11 2.14 0.682 52 2.25 0.546 

Tota l 265 2.35 0.485 55 2.5 1 0.658 62 2.12 0.63 1 382 2.33 0.548 

Table 11: Student Teachers' and Teacher Educators ' Perceptions of tllch· Teach ing Co nfe rences 

In stit ution Student Teacher Teacher· Educator Tota l 
N Mean S. D. N Mean S. D. N Mean S. D. 

Haramaya 36 4.42 2.018 8 5.26 2.071 44 4.57 203 

Jimma 41 5.08 1.847 11 5.47 1.687 52 5.16 1.805 

Dilla 51 4.75 2.512 8 5.10 1.927 59 4.80 2.43 

Mekelle 29 5.20 2.057 9 5.14 2.842 38 5.19 2.225 

Bahi!" Dar 74 4.59 1.715 12 5.50 1.992 86 4.72 1.772 

Addis 34 4.32 1.973 7 5.4 2.522 41 4.50 2.082 

Tota l 
265 4.70 2.021 5S 5.33 2.074 320 4.81 2.04 
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Table 12: Student Teachers' and Cooncratin' Teachers' Perce Jtions of their Tcaehiu o Conferences 
Cooperating Teachers Total 

Student Teachers 

institution N Mean S. D. N Mean S. D. N Mean S. D. 
Haramaya 

36 2.44 1.83 8 3.67 1.461 44 2.70 1.816 

Ji111m3 
41 2.73 U83 I I 4.09 1.525 52 3.02 1.885 

Dilla 
5 1 2.31 1.66 8 3.20 1.665 59 2.43 1.674 

Mekcllc 
29 2.55 1.673 9 3.93 1.68 38 2.91 1.761 

Bahil" Dar 
74 2.00 1.196 12 3.53 1.628 86 2.22 1.363 

Addis 
34 1.94 1.326 7 3.77 1.50 I 41 2.39 1.571 

Total 
265 2.28 1.579 55 3.72 1.534 320 2.56 1.666 

Table 13: Student Teachers', Teacher Educators and Coopel·ating Teachers' )'el·ceptio lls of I'ortfolio 'York 

Siudent Teachers Teacher Educators Total 

Institution N Mean S. D. N Mean S. D. N Mean S. D. 
Haramaya 

36 4.25 2.068 8 3.54 0.883 44 4 .1 2 1.92 
Jiml11a 

41 4.33 1.579 II 3.6 1 1.116 52 4. 18 1.512 
Dilla 

51 5.20 1.455 8 3.41 1.265 59 4.96 1.55 
Mckcllc 

29 5.09 I .133 9 4.21 1.288 38 4.88 1.215 
Bahir Dar 

74 4.09 1.197 12 3.98 1.159 86 4.07 1.185 
Addis 

34 4.37 1.269 7 3.35 1.04 41 4.19 1.282 
Tota l 

265 4.51 1.509 55 3.7 1 1.1 28 320 4.37 1.48 

T bl 14 S d T , , , tu ellt cac Icrs all dT cae l eI" EI ( ucatol"s , I' erce )tiOIl 0 fA ction R ese,u'c I 

Student Teachers Teacher Educators Total 

Insti tution N Mean S. D. N Mean S. D. N Mean S. D. 
Bahir Dar 

74 6.41 1.799 II 3.67 2.186 85 6.06 2.059 
Addis 

34 6.00 2.325 7 4.25 2.104 41 5.70 2.360 
Total 

108 6.28 1.978 18 3.90 2.11 t 126 5.94 2. 158 
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Appendix J: Transcript of Teacher Educators' FGD 
Focus Group Discussion Bahir Dar University 

Date: 
Partic ipants: Eig ht EFL teacher ed ucators from Eng li sh Department of Faculty of Educat ion in Bahir Dar Un iversity 

e h: 

TE I : 

e h: 

T E 2: 

I : 
T E 2: 

e h: 

TE 2: 

Thank you for coming to this focus group discussion. As I told you each earlier, I am trying to write my di ssertation on the title 
"Implcmentation of pamdigm shift in EFL Teacher Education programme in Ethiopian Univers iti es. I would like to get your pcrspeclives 
and experiences in the ongoing TESO programme. 1 have somc questions that [ want to ask you and [ hopc you will feel ti'ce 10 elaborale on 
your answers. 
Wh at ur'e the underly in g reasons for th e introd ucti on a nd implement atio n of the new TESO programllle? I-I ow ca n yo u e.\: pl ain the 
basic ass umptions a nd philosophical bases und (' rl yin g the refo rm introdu ced by TESO I)rojec t? 
We1J, I am not acq uainted with the philosophy of TESO but I feel that they have introduced this programme in order 10 relate theoretical 
issues or theoretical points given in the universities or in co1Jeges with the practical that could be found within the high schools. This 
object ive should be to link theoretical and practical aspects [to praclical aspectsJ in high schools. 
In :Iddition to Ihis, there was a belief that teachers arc not deficient in content area courses, they lack in practical aspects like methodology, 
practicality, active learning - in these aspects . Because of this, they pUI down TESO programme. Also, what they also said was the high 
school ClllTicululll was full of redundancies. They developed some of the courses dov.m to high school. Of course, this is whal they said. In 
actuallelTI1S, I don't th ink the freshman courses were taken down to the high school levels. They ... Ihey minimi zed Ihe cou rses and made it 
a three-year programme in the degree programme. And this is, as X (the previous speaker) said, to make leacher educators eh just more of 
practice oriented rather than only conten t area spec ialis ts. It was this in mind that TESO was initiated and imp lemented. 
Yeah. In addition to this, I think TESO programme was introduced to enhance teach ing learning process; that is to en hancc the student 
leachers as active participants in teaching - Ieaming process. Before that, it was more of theoretical. 
It is true that programmes have often their philosophical bases. '111ere should be some theoretical issues that underlie the CU1Tent programme, 
but I personally sense that it is to improve their methodologies, to enable teachers to conduct their own action research. They have to reflect 
on thei r actions, sometimes modifying theil" theories, sometimes adding new theories. I think whatever is going on right now is the 
reflection o f different theories making the classroom interactive, making leamers independent, reflecti ve and self-regulated. I think 
whatever is go ing on righl now in the TESO programme has some theoretical foundati ons. That is whal I feel. 
00 you think people in Teac her Edu ca tion Progra mme, I mea n, the t('acher educators are quite aware of th e philoso llh ica l 
fo undations of the new progra mme? 

I wouldn't say that. II 's diOlcu1t to say. 

Many are actually aware but they consider it as impos ition because it was not originated from the right people, actually it was fr0111 the 
policy makers. It was not the people who work as experts in higher institution, the experts. It did not emanate from them. Because of this, 
they thought it affected the whole education system of the country. I think they were aware when it was prepared. These were a series of 
workshops. They were aware of this but they COUldn't accept it. When it comes to ils implementation, many were not in a position to accept 
it because they thought that it cou ld affect the quality of education, they believed that this much practical courses was not necessary because 
it was uhh .. .. When it was implemented they didn't consider their own ideas, their concerns. Because of th is, they were not happy them it 
was more of imposition than just participatory. 

Ca n we say th at this idea for the decis ion sho uld have co me from th e educator'S rat her than th e po lit icians'! 
YOIi see poli ticians always want to implement what they want, but they cannot implement il alone . They need also the support of the 
implemcntcrs themselves. TIle problem with TESO is that it had some haste. At least putting 111an y educators on their own side should have 
been a pre-requisite fo r the implementation. As we sec it now, TESO's theoretical framework was not wrong. It is right. No question about 
it. For example, when we come to having 25 credits of the practicum in the degree programme, it was one contentious issue. Instead of 
making 25, they were proposing twelve or thirteen or fift een. And finally at the end after two years, the policy makers started to listen and 
now they have decreascd the credits given to the practical courses. So this could have been done at the very beginning when TESO was 
started. Generally we don't dislike TESO because we had a teacher-dominated teaching in the past. Even making il the student-cen tred is 
not a problem but it had a problem in the implementation. [t has also gone to the other extreme. The content area courses were highly 
affected because of having more pract icu111 courses. So they were aware but they voided it. 
Ok, shall we move on to th e next issue? What is thc knowledge base of the new EFL teac her ed ucat ion l)rog ra11l 11lc like? How an' 
t he compone nts of th e programme organ ized? 
T his is to mea n that the IU'ogra11lme has two major cornponents: co ntent area courses, profess ional cou rses with Ilracticll11l 
activities. How do you think these components a rc organized a nd app lied? Do you see a certa in imbalance or some missin g 
elemcnt s? 
111ere is much emphasis on how to teach rather than what to teach . They lack what to teach but they leam how to teach. What to teac h 
shou ld precede how to teach. More emphasis shou ld have been given to the content area. 
Uhh ... what I would like to add here is thai much of the professional courses related to pedagogy and psychology arc repeated in TH'L 
courses. There is unfair repetition there. I feel that profess ional courses related to general pedagogy, general methodology and psychology 
should have been excluded, because most of the contents in ELT are taken from that, from psychology, from pedagogy. There is unfair 
repetition there. But s tuden ts do not . .... uhh ... Our country has its spec ial peculiar qualities. We have less access to native tongue. We have 
less access even to media because of our backgrou nd . So much emphasis should be given, I think, to the content. Much emphasis to spoken, 
much emphasis 10 grammar, much emphasis to writing. That is what I think. 
Anyway, uh .. the coverage given to the practicum courses is very much exaggerated as my colleagues have said. BUI uh ... uh .. stillthere is 
also a problem with the .. uh .. thc overall university programme. When we are going out to implement the practicu111 programme, we teach 
other students in the university and we teach other batches also within the department. W hen we a re 0 ut 0 f e <'mpus to s upcrvi se I he 
practicul11 courses, other cou rses will be affected because we do 110t teach about a 111on th . So we have to givc these 111<lkc-up classes and 
there would be a 101 of problem. So practicum courses do not affect only the teacher ed ucation programme, they alTectthe other faculties 
also . Because many leaehers, many instructors, are involved in supervising in the programme. So [think there was uhh ... uhh Ihe credils arc 
exaggerated, so minimizing the credits is also important and thi s gives us the room to have morc con lent area courses. The mosl important 
conten t area courses were not included. They were excluded, many courses. When you sec the old curriculum, we Imd so many courses tha t 
were very important 10 improve the proficiency, for example, when we come to language teaching. Language te<lehing is not only the 
teaching aspects . There the linguistics courses are very import<lnt because it is the linguistics course that help teachers also to be proficient 
not only the way of teaching language, but the language itself. Grammar, linguisti cs and literature as well. For example, to come back to 111y 

21 



C h: 

I , 

I, 

T E I: 

TE4: 

I, 
TE4: 

TE 6: 

CII : 

I, 

university experiencc, I had taken many linguistics and literature courses. And that had ... that had helped me a lot to teach my studenls, 
though I didn't have uhh .. more skills on teaching because they were not practical. nle proressional courses that I had taken were not 
practical. Even today they nrc not practical , eh the prorc""ional cou rses that studen ts learn. For example. action research. They don't know 
it practically. Onley leam il theoretically and whenever eh we just ask them, when we want them make ... eh .. do the action research, the 
seni or essay, they couldn't do it because it was theoretical. Even we are also forced to given them a refreshing courses to do the aClion 
research. In most cases il is not achievable. 

n.eecntly the weigh I assign cd for IH·aeticum courses ha s bee II reduced, I think, from 25 to 13 ercdit houl"s. 1·low do YOIl vicw this 
decision? 
Some peo ple beli eve this reduction was made in terms of implementatioll problems a nd they say th e decisio n is agai nst the 
philosophical foundation oflhe programllle. How do )'o u view this decisio n? 
I was involved in the workshop. This decision was not made without considering the theoretical assumptions. Because so many papers were 
presented on practicum, eh and this active le3l1ling method and also its implementation. Implementation was mentioned as one important 
point for the decision . Uhh .. so many experts were involved. There were department heads, faculty heads, vice-presidents, I mean, heads or 
education faculties , practicum orricers of universities. All Ethiopian Universities were attending the workshop. And in the workshop ... so 
many d iscussions were made. This involved also the people from the Ministry of education. There was a lot of debate. And r would say 
that.. ehh .. the decision wasn't hasty .. Eh ... Rather the earlier decision at the very begin ning was hasty. Ehh ... i1llposition might be 
important some ti mes. It might be importan t because as we have said it earlier ... chh ... experts in the university wcre not aware of the 
progra mme or teacher education. They shou ld have been aware berore the govemmen t because they should have sensed the ex isting 
problems, ehh .. the many prob lems ex isted at that time. But they did n' t. So the govcrnment has come with an oplion. Whenever the 
government give us .. uhh ... policy issues, we have deba te on it. We have to accept it. If we have to accept , then we have also to think of 
the implementation. How should we implement this? Eh .. what would be ehh ... how it would be important fo r the people, for the country? 
111is was the d iscussion we could have done it. 1 would say that eh .. eh .. it wasn't hasty. 

T ht." theol·y says that practicullI is 1I0t the ground ror test in g the students teachers' knowledge which the), g.lined in th e uni ve rsit y. 
rather it is part of the lea rning process that helllS st ud ent-teacher develop g rad ually, integrate th eo ry with IlI"actire and theori ze 
from their sc hool-based c.\:llericnccs. Some say if we redu ce the 25 credit hour pructicllll1 to 13 credit hours and if we move th(' 
practiculTl courses towards thc end of the prograllllllc, it mca ns we arc goi ng back to thc old programllle, back to square olle. What 
is yo ur reaction to such a n idea? 

Any way what I would like to say, ror example, yOll might send me to school to teach reading but I must ha ve rcading skills to teach. Ir 
there is some theoretica l background, there is no problem in implementation even in the classroom. And this practicum might help studen ts 
to pract ice what they have learned in class. Of course, what has been done now is that first the student teachers wi ll be exposed to some 
knowledge; that knowledge should be enough to teach at high school. They will finish that in the first year and the practiculll starts in the 
first semester of the second year. And they will go to actual school environment and they see the school environment well, what it looks 
like, what is lacking, what is avai lable , what is not. And then writing their renection in this in the classroom they observe, they will be 
involved in observation and see and then they wi ll come back to the university. They do microteaching and also try material evaluatioll. r 
don't think it is too late to start the particular courses at the end of the second semester. I would like to say that they (student teachers) are 
very weak to the other students (in the high schools). We have weak students and we take them to the school. We have to see the other side. 
We have students at high school. So they are taking them as laboratory. Because inexpericnced teacher as we sec in a month , two or three 
go out to practice teach ing. So we shou ldn't pu t ... students in the schools, as experimcnt because this is ... it is not a good thing to me. 

I think that even the very reason that the participants, or the stakeholders of this programme are not happy is cnough for Inc to change the 
progra mmc. Teacher educators are nOl happy because of various reasons. If you go to schools, it is the same thing. They do not consider it 
as their own programme. Even the schoolteachers arc not ok. So the very reason that stakeholders are not ready to do this could be a valid 
reason fo r me to make changes towards the programme. To everybody, we can say, we cannot impose something bccause it is good. We 
have to try to see it in relation to the stakeholders. 
I don't understand why the govclllment had to introduce such changes only because it has got a good fund n·om donors. Why do we have to 
copy everythi ng rrom the rich countries? " Di ffe rent countries in the world are using th is way" can' t be a justification for a change. 
By the way my ev id ences are the peop le. You arc onc ofthcm, for example. You see previously we had four-credit hour teaching practice 
course where people should know who is where, in and ou t, and they did everything nicely. But, however now, regardless of all these 
credits, students will tell YOll nothi ng; so it will need something better. I personally say let us come from the content and then the practi ce 
will take care of itself in some way. 
Yes, because fi rst of all it is blocking our teaching. We go to schools clos ing class and students are playing here or they don ' t do any th ing. 
Of course, we have only two or three mid-tests in first semester. We are wasting that time; it is wastage for teachcrs ' time and for students 
who are leaming herc. and of course, fo r the other teachers who are teach ing thesc studcn ts participating in the practicum itself. Of course, it 
will do as it is simp ly used as escape from the rOlltines which are happening in the universities so it IHls a lot of defects, a lot of 
disadvantages. It should be reduced 10 some three or maximum four credit course because it is effect ively utilised by our students. 
How do )'0 11 "iew thi s idea in Ii li e with the conceptua l orie nt at ion of the progl·u llune? 
When we think of this practicum case, the theory part in the content courses probabl y in, for example, research and report writing, but now 
that course is not given by our department. You know that. Let us reduce some credits from this and start n·om that theory and let us come 
to the practice where students go out ror teachi ng practi ce. ·nle reduction is reasonable. So before we go to practice, let us give them enough 
theory. But I am 1101 saying theory is the best. No. Bu t theory should come firs t then practice. Some theory may help first. 
In our case, you know, there is a problem; the problem is they lack content. When I say content, r don't mean different courses must come 
after the practicum, but, you know, they need at least background knowledge j ust to renect on what they have observed. So without having 
this even they don't know how to observe let along renecting, we bave to know what to observe. 111is is the question. 

How do yo u "iew the nature of th e learning activities and tasks in relation to lea rncr-ccntel·cd ness, acti"e IClll"lIing, refleeti"ity and 
coopera ti ve learnin g? What strategies arc ell1lllo)'ed to foster r cflective callacity of s tudent teachus? 

T hose people have different experie nces. They ha"e to think of their ow II, and they ha"e to examine their ow n histo ri('s, ('.\:peri ell ces, 
beliefs, assumptions, a nd they may ha"e to develop their OWII perso na l theories. A nd thi s can be done whell they a l'e engaged in 
learn in g ex periences that ereatc good opportunities for th em to renect on th eir ow n expe ri ences. So do you think the)' have had 
these opportunities? 
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The major problem is that they don' , have this ex perience when they were at high school, to discuss in a group. rhe students aren' t well 
prepared to undertake acti ve learning here at the university. At the beginning, they aren ' , capable of saying a word or saying sentences, and 
because of that they are a~hamed of making llli stake~ in front of their classmates. That is the basic problem. because the students have no 
preparation before coming to university. We have simply different activities. But the students, themselves, arc not ready, not mentall y 
prepared to those qua liti es to undertake those activities. What the basic problem is the essence or the notion behi nd active learning and 
student-centeredness. That is to give responsibility for the students for their own le3ming; cooperative le:lrning, to leam outside the 
classrooms, but the studen ts arc not able. They don't have the basics to do these activities, and that might be the basic problems for us 

I think the problem is with student placcmcnt by the Ministry. All competent candidates are placed in other faculties like medicine, 
engineering, law, economics, and so on. TIle least scorers in the preparatory programme arc placed in education faculties and thc studen ts 
arc incapable. nley wouldn't have joined the universi ty at all if it had been three or four years before. 

Supporting what has been sa id , I'd like to lnention class size as a fac tor. We have a large number of students in a class. All the principles in 
the programmes can be put into practice in classes of a small size. [n my class for ELT methodology, there arc about 52 students. How can I 
manage to pay particular attention to each indiv id ual in such large classes? Personally, I believe it is impossible. These leaming strategies 
C~H1 be applied in small classes, having not more than twenty students. 

If I have to do my work in the sa me way as suggested in the course modules, I can't cover the syllabus. So, [often tcllmy students to do the 
group discussions with their friends out ofthc class time because the most important thing is giving the highligh ts of the lesson to cover the 
designed content of the coursc. It is time wasting for me to get students to work in pairs and groups, and also they have nothing to leam 
from each other because all the students are very weak and know noth ing. 

I wou ld like to lnention the teachers (instructors) do not have interest in thei r profession. For this reason, they don ' t want to implement 
acti ve learning methods in the classroom, because active leaming methods ask a lot. You have to consider your s tudents leaming, you have 
to follow and study their drawbacks, and you have to do something to activate this problem. Present teaching involves concems for all these 
problems. They have to do a lot to enter into the class. 

The problem with reflcctive teaching was that we haven't had the right way of monitoring. For example, one student has been ordered to 
write reflections on something. Then other students copy it, rephrase it, and then bring it to us and we con·cct those papers. Wc lack ways 
of monitoring. And in most cases, we are not able to correctl y evaluatc thcir reflections. We make them write reflcction activities, we give 
grades in the form of assignmcnt but we will not be confident about it. So I couldn't say that it has enabled many studen ts to be very 
reflective as needed. Because there should be a way of controlling it and having the students go through it. We must have adequate criteri a 
and right steps that we need to follow in monitoring such kind of activities. 

What arc the factors )'o u perceived as facilitators and hindrances in the process for st udent teachers ' practiclIl11 e.xperiellces·! Is 
there a match between the practices applied in the practicllm settings and the practices being emphasized in facult y ciasses"! 

In my opinion, it is better to talk about the problems rather than the facilitators in the practicum aspect of the programme because our 
students have not benefited anything in terms of their competence growth . In fact, some st udents bcnefit a lot frol11 practiclll11 courses to 
survive in the university, because they easily score passing gradcs in these courses, which they cannot get in thc academic courses. As to 
me, the mai n problem is the students' academic background. Most of them cannot really understand what we tell them to do. 

What I usually feel is that teachers are not satisfied in their profession. May be to a large extent because of the salary they have is much too 
little. So most of the time, teachers want to spend somewhere even in places where they should not. So they do nOt have enough time to 
COITeCt reflective ac tivities of student teachers. This is not the only thing that could be cons idered as hindrance, but you see therc is lack of 
mechanism to control copying. I mean there is copying from each othcr and if students copied from students in other sections taught by 
other teachers, it is very diflicult to control. Almost impossiblc. How can I get all students' work and check with that. So practically il may 
seem that we give marking to stic h kind of reflection activity. I don't know the way how we should control it. 
Yeah, even there is another W:ly. They pay money to write their portfolio. So they take it into the class. And for the whole group, when r 
was actuall y teaching ELT method course in one section, the whole portfolio was the same; the same con ten!, the same area. So it was 
difficult to give even grades to that portfol io. In some cascs, the portfolio passes down even from last ycar to the present students. They 
copied and came up with the same portfolio. So somethi ng shou ld be done to protect such hindrance. 

Uh uh .. uh .. still there is also a problem with the .. uh .. the overall programme of the university when we arc going out to implemen t the 
practicum programme. We teach other students in the university and we teach other batches also within the department. When we are out of 
campus to supervise the practicum courses, other courses will be afTected because we do not teach about a month . So we ha ve to give these 
make·up classes and there would be a lot of problem. 

Are st udent teache'·s sup posed to write portfolios for each co urse or for their practiculIl cou rses as well ? 1)0 they ('om l.i le portfolios 
for pract iculII ex peri ences'? 
nley have portfolios for every prac li cum course. And they have also portfolios for writ ing sk ill courses, :lnd ELT methodology courscs. 
The portfolios are there but the right time for the portfol ios arc the portfolios for methodology and other courses. Because they do it in class, 
you can monitor it. You can know who has wri tten what. And at the end you can also correct it as a full material when they just compile it. 
YOlt can give it mark at it, there is a way to monitor it but monitoring the reflective activit ies ofpracticulll is vcry diflieult. 
When they write portfolios for their pract iculll courses, what clements do they incl ud e in their portfolios? 

How can we expect these studen ts to write well·organized reflective reports? It would be foolish to expect our CUITent students to do so. 
They can't even spcll their names correctly, let alonc to express themselves in English. All the reports they submit to us a carbon copy of 
fcllow fricn ds' work. 

Because most of the timc they are required to fiJI in what is in the checklist li ke "yes" or "no" or some thing like that. But they don't know 
what to say by interpreting that kind information, so there is misunderstanding or they may not be clear about this. Even we teachers do not 
have clear idea about the mode of assessment of thc practiculll, specia lly cOllceming grading. 
TIl is is a serious issue. Students know this and because of this, the work, their reflection , is not, I think, genuine. I liked the way they are 
lying and they are lyi ng but they do not know how to make a good lies The students come to you with the teaching aids or minutes that 
another friend used for another classroolll. They arc doing the same thing and even when we are going there, lor example, they arc not 
coming to you, but rather they say, "Today I am not coming to you." Even if you refuse, they don 't care. 
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Lesson plan or evaluation checklist and the other documents imply thai il is a musllhallhey enter into the classroom and not go Without any 
preparation. And another point is that we teachers havc problem. We dan', have usually grading post-teac hing conference and wc arc not 
sure whether other people in charge of courses or operating action research are laking care for these things or I do not know but we teachers 
are not helping them just in correct way. I am not saying to all, but some teac hers are not telling them what to do in the classroom and even 
don't advise theme. 
Yes,j ust to gi ve answer to the question , there are some poi nts, to identify the weak and strong sides of the lessons they observe and teach in 
the high school. The practiculll coordi nator has prepared different formats to hel p them write their school observation reports. They fill out 
the rOnllS prepared. 
Anoth er opportullit)' for student teachers to be Illore reflectivc is action rescarch. So how docs th e actio II researc h co ndu cted ill this 
progra mme provide opportunities for them to refine their rellect ive capacity? Do they conduct action rcseal'ch ;It a ir! 

T E 5 : In the firs t practiculll thcy simply go out to observe the school environment. In the sccond practicum they suggest a topic ror thc problems they 
identi fied and in the th ird they write the proposal and reports about practicc teaching and in Ihe rourth onc they write Ihe imp!emcnta ti on 
report, what they implemenl, and finally they will write the outcome in practicum IV. And also wc will come togelher. [n practicum V, Ihey 
write action rcsearch report. llley agreed to be evaluated for example here we have arranged dcrense time, they arc going 10 defend as 
regards 10 what they have done; of course, the content, the language and wha t they secured in the action research. I think that is a 
determi nation, or is that a reneclion? 
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Actually there is confus ion when wc take the final practiclim. You know thcy are expectcd 10 do something, one is Icaching and Ihe other is 
act ion research in Ihe process of leach ing. They implemen t aclion research. I was observi ng students, and asked many studen ls "What are 
the elemen ts of your act ion research that you coul d do or you observed in your lesson?" They could not iden tify. Bccause they arc not 
implemcnti ng. Then ti nal1y when they come to the report, it is just like Wri ting composi tion. That is why [ said they are like fiction. 

In the TESO 1)I'ogl'a l11, sh 'ong school - university co llaboration is recolll lllcnded, An d docs dellartlllcntlfactilt y mcct coo llerating 
teachers a nd lead tcachers to discuss how best to o rga ni ze IlI'act icu m experience? 
Yes , ae lua lly we have orientations to sc hool coord inators every year. It is only that we have. The practicum coordinator at the facu lty level 
ori ents tbese people. 'nley also have workshops with schools aroun d. TI,ey pick the princi pals and two unit leaders evcry semester. 
So how cffect ively do ),ou think they arc d isclw r'ging the rcsponsibilities'! 
We are giving them some moli vation. We paid them .. . per st udent actually and we convince them that we they arc also stakcholders. And 
we discuss Ihal it is very important for the teachin g pro ression. And we come to consensus. When it corncs to eva luation, in most cases, 
they give 15/ 15. Th is is the problem of thc eva luation. They are very generous in givi ng marks to our students because that has to be 
evaluated. 
What do you think this gCll er'osity show? 
Well , sense of ownership. There is no sense of ownership. They haven't owned the program. They aren't in a position to consider 
themselves as stakeho lders. So, we are trying. For the laSllhree years we have been doing Ihis, and we are doing it now. And wc hope that it 
will improve. We cannot say, tha t these people are not good. So we have to make the eva luation in our home. 
The prob lem is sometimes 0 11 the criteria . They say that they have to use only on the check list given to them. But they only consider and 
give ror the criteri a since they are on the paper. 

Can ),0 11 say the cooperat in g teachcrs do not mcct yO llr expectations about how a cooperating teac her should be'! 
Our students say high school teachers do not have adequate knowledge of language instruction. For example, if I intend to teach reading 
skill , [make my students read silentl y because I was taught that reading shou ld be silent reading. But what high sc hool teachers do is just to 
make on ly one student read the p::1SSil ge in front of the students. Hence how am I goi ng to bc evaluated by thesc teachcrs and accep t the 
marks they give to our st udents? 
For example, when the student teacher is practicing leaching, they (cooperating teachers) need to be in class 10 assist the pract icing tcaeher. 
Most of them give the class and go away. They won't be around ; they won ' I help Ihe s tuden t. This is one. Another thing is the evaluation 
itsel f. They arc giv ing full marks to the student teachers. They don't want to be strict, though [sic because ] they haven'l been attendi ng. 
Do you fcc l that th ey clearly know their roles alld responsibi liti es? 
They do we give them, we explain this, we give them handouts, we distribute papers. We have a lot of formats . And them we agree but 
when it comes to implementation dri lls, away a problem here. We go and tell also what they should do. For example, as a supervisor, we go 
to schools. And them we discuss .... we should work, and what their role should be. 
But specia lly the school teachers, we ll we make them ........... but even the supervisors, most of us are not doing the right job. What he said 
moti vation could be one thin g. I don' t know how much money moti vates peopl e. 
I thin k it is equally important to look into ou r own deeds. Everybody knows that some of us are too busy to su pervise student teachers 011 

Iheir fie ld experiences and to advise them on their action researc h projects. It is clear thai they arc not doing th ings in the right way. Bu t 
they strongly clai m the work because they don' l wan t to miss the money paid for the job. I remember one case in which one practiculll 
supervisor f inis hed s upervisin g e ight s ludent teachers wi th in t wo h ours in eight classes. What does it mean? He used aroun d 10 - 15 
mi nutes ror supervi si ng each student. He didn ' t even have ti me to talk to Ihem after hi s observation . He to ld thcm to see him later in his 
office . Then I don't know what he di d . But fi na lly hc gave grades to the s tudents. I' m sure he wouldn' t have taken the responsibi li ty if there 
had been no paymclll ror it. 
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First or all. [would like to extend my thanks to yOlL for coming to this disclission forum. Ala X will chair the discussion, based on the items 
given to you. And I'll sometimes ask some questions just to get further information or evidence. 
Ok. Thank you. I will ra ise each question wjih some intervals and I hope we will have beller discuss ion on each point. The first question is 
"I-low did you become a coopera ting teacher? How were you selected to be cooperating teachers? Did yOlL have any training? 
What do we mean by a cooperating teacher? 
A cooperating (e3eher is a teacher in a school where practicing leachers are placed and who help the practici ng leacher in many respects: by 
adv ising, supporting, guiding them, j ust as you have been doing so far. So du ring the practicum placement, you arc called 'coopcrat ing 
tcachers' . 
Let me take the first chance. I think this is based on simply we are teachers in the high school. Student teachers come 10 our school and 
simp ly took over our classes. In some cases there may be some organized effort. For cxample, if you arc a unit lcader, you will be selected 
and be given traini ng for that spedlic unit leader or teacher, and then you will collaborate and organize things over. But there is nothing as 
such organ ized selection and training for all teachers. We are selected simply because we arc teachers here. 
So can we say th at every Eng lish language teacher in the high school is by default a cooperating teacher? 
Yes, of course. In Practice, the department in the university or other concel1led bodies do not consider people 's experience. qualification or 
other qual ities to select cooperating teachers from thc staff. 
Such cooperating teachers should have been selected and given special training and they should have had some bellelits for their service. 
We are, in fact, experienced teachers. If someone who is ass igned as a cooperating teacher is not an experienced one, he may not give them 
enough, uhh ... adequate support. It shou ld have been selective. 

CTS: Of course, as my friend said, the process should involved carefu l selection. If Ii practicing student teacher is assigned to an experienced teac her, 
you expect that he/she will leam a lot from that teacher. But if he/she is assigned to a novicelbeginning teacher, what do you expect him or 
her to leam? 
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Ok, did you have au )' special tnlining or induction or briefing sessions before )'OU were assigned to do the jub '! 
This was the poin t I want to ask. Here the university shou ld have trained us how we are giving them some he lp regarding the teaching 
learning methods. But they ... uhh, ... the university d idn't give us any information. Even they do have their own formats, I think. They 
don't show us, Even if they had shown us their formats, we would have been ready 10 help them. For example, there was one student 
teacher assigned to me. He was from Gambella. He was my studenlteacher so he asked me to tell him to make student work in groups. He 
wanted to see when ] was teaching in groups and how studen ts were interacting. So just] made the students work in groups as he asked me. 
He told me that there arc forma ts that he was goi ng to fill. He didn'l come back. So I didn't have the information about he did. 
llle friend of mine told me ...... and an old friend of mine from Bahir Dar University told me that the directors wenl to the universi ty and 
had a short orientat ion abou t practicum and no contact wi th sc hool teachers. 
Only the unit leaders and principals may have one·oHwo day training in the university campus. Even the training was on how to coordinate 
the programme. 
Now we have agreed that there is 110 as such well-organized select ion and training of coo perating tl'aciu.' rs. Shalt Wl' go to the second 
qu estion ? The second one is " What arc the res jlonsibiliti es of cooperatin g teachers'! " T hat Illl'a ns when yO Il a rc workin g as a 
cooperati ng teacher with th ese students leaehel'S, what arc your "esponsibilitics? 
There is simple and minor cooperation. 11mt is teHing them where I stopped. I tel1 them where I have stopped. And I give them my text 
(book), studen ts' textbook, teachers guide and my duster. ] show the trainees wh ich classes I teach. These are the things we did before. 
Yeah, sometimes they ask to give them our lesson plans. So they wil1 take and see. They are going to be ready for that ... They also ask thc 
number of students in the class, how many students, boys and girls. And sometimes some students teachers also ask us tor research topics 
for their action research, I think. And they ask us for some information[sJ and evidence[s). 
1)0 the)' expect you r help wh ell they handl e your cinsscs? 
No, they do not come to us. 
You mean th e)' dou ' t seck ),our help? 
No .. 
T he)' don ' t need your hellf! 
No, but the format, the da ily lcsson plan forma t which is used in our school and what they have, what they do in Bahir Dar universi ty is 
quite different. They don 't ask about the lesson plan ; they have their own format. So they don't ask us about lesson plan . 
Fine. They observe how we leach in the class . Thcn they ask for our lesson plan and materia ls of teaching; some of thcm also ask us to 
observe them when they teach. Then if they do some mista kes in the class when they teach, we give feedback then. 
'Vital do yo u mean b)' 'mistakes'? 
For example. when we tcae h, they observe for a wcek or Illore than that. But when thcy teach, they speak and teach in Amharic. Then at that 
time, after they fi nish their class, during that week, we teach them that is forbidden to use so much Amharic. 
There is some kind of monitoring, some kind of he lp, assistance that we give them. We tel1 them how things arc done if they ask us . We 
also help them while they are teachi ng thei r lessons and then we give then feedback. We help them with their tcaching. That 's all. 
Sometimes for thcir eva luation, they are teaching some sections. For example, they would like to teach grammar. They have their own 
materia l, teaching material. So the students in every section should go under the same programme. To exercise every sk ills , our book is 
divided into six ski lls, s tarting from comprehension upto the writ ing section. So they sometimes skip the listening and speaking section and 
they go to the grammar part beca use it is easy fo r them to teach for cvaluation. At this momen t we give some advice. 
These tcachers, or trainees, select class activities that they like to deal with during the teaching learning process. At that moment. as soon as 
] observe this, I give fecdback. But most of them, I can say, can't express themselves. So we told them that they should do reading, 
speaking. The students undermine them. Some of them, while they are teaching, they drop thcir chalk. 
How we ll aware are cooperating teachet'S about nature of prog ramme? For example, the teachel' educatioll programme in the 
universit), has its own objectives, philosophical bases or Iheoreticalmodels like reflective a llproach or cOlllpell'lIl'y-basl'd approa ch. 
Do you , as cooperating teachers, know the philosollh icalunde"pinnings of the programme? 

I don't think so. Maybe we can mention some of the objec tives because we did such kinds of practice while we were in colleges. So, as I 
think, the objective is to enable students \0 practice to ... ] mean, cxperience for teaching. And after that. we don't know. as far as I am 
concerned, we don't know any theoretical assumptions or conceptions regarding this programme. That's aIL 

As to me, before the program is starting, Ihe university should col1ecI the older teachers in the department. For example, English teachers in 
English department, mathematics teachcrs in mathematics, Civics, bla, bla ,. The university should give us awareness, how we arc actually 
helping the student teachers. If they were doing this before, even ifnot any training, if they show us the material the student tcachers have, it 
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was of great importance because we can read that and understand how they arc trained, how we can help them. It was Important. But Ihey 
didn't do this. They simply onented the directors and the vice directors. We don ' t know what they did before. So they simply sit there and 
arrange the programme. The students enter to the class and they are watching us So the programme coordinator.; and the <:tudent lellchcr<: 
arc aware of the programme. We don 't know what they do, when they are coming and why they watch us. 
You arc ex pected provid c/gi\'C so me help to thelll .. . without knowing th e intcntion of the programm{'. 
Yes, that is true. [reme mber when I was a trainee in Asmara TTL We had cooperating teachcrs. Teachers of elementary school , they cOllle 
to the Tn They give them an orien tation abou tlhe nature o f teacher train ing programme and the objectives, what trainee teachers should 
do when they arc staying in thei r schools. We all appear like formal tcachcrs. They all follow our classes .... And they comment, we take 
thei r comments. And here we must correc t our miSla kes. Th is was good . But here th ings arc different. I am simply cooperative teacher 
because [ am here. Thi s is my view. 
Let ' s move on to the nex t issue, the current sc hoo l-university co ll a bo ration o r partllershi l)' What do ),O U think about this '? What is 
the co mmuni catio n like? Is ther'e an)' meeting or workshop 011 this IU'ogranlllle? \Vhat about the bellefits of sc hool s and coo perat in g 
teac hers if th ere is such so rt of rcl ationshil) or collaboration? Do ),o u see genuin e partnership a nd commitmcnt on bot h sides, on the 
side of the uni versity instnlctors and the schoolt{'achers to work co lla bo rati vely'? 

If [ have to be honest, maybe my view is wrong. But it is based on my own experience in this school. There is no inlenlcti on between thc 
uni vcrsity and high school teachers abou t this teaching leam ing process. Before six or five years, we were di sc uss ing problems together. 
Then the pract icing teachers were small in number. But now we don't do thi s. I think the teachers come one or two times and evaluate. 
and give marks. Even the teachers themselves don ' t ask us what were the mistake of the stud ents . ... Even we don't interact with them. 
Even they do not give us any reading, any training about this . So there isn' t any hel p . 

In genera l, they come to our school if they have something to do ..... Regarding our school , they come to us and do whalthey wanl. Eh h .. 
ehh ...... there seems to be no re lation. I don't know whether HDP diploma programme is going on under the university or govel1llllen t. 
don't know, but there is some ki nd of training which is gi ven each three weeks in our school. But l don 't know whether or not th is is a 
prgoramme which is gi ven under the university. I don ' t know. I'm not sure. Even that is not related to the practieum. 
Do the unh'ersity sup{'r" iso r recognize your wo r k? 
As to me, every lime they come, they are concerned about thei r evaluation. Ehh ... the reverse is true. There is no discllssion between us. 
TIlat kind of relati onship, uhh ... uhh .. even they sometimes claim that it a must for us to do that. ...... Ehh .. So sometimes they .. ehh 
ta lk like an authority. 
[t is difficult to sec their commitment because there is no li nk between the uni vers ity and cooperating teachers. There is a gap. Regarding 
commitmen t, they are really committed to their jobs, but not to the relationship. We are also concemed with our jobs. Simply for the 
leaching learning proccss, we are preparing lesson plans. How arc we guiding their students and give Ihem some support? How are we 
cOlllmitted without an y communication wilh them? 
So call we say that th cr'e is no communication between th ese two gro ul's? 
No communication. Even they don't ask us anything about the trainees. We see them when they corne as supervisors to your class and to 
eval uate the student teacher. Until the bell rings, Ihey stand up under a shade ofa tree. Then they run into our classes. When the chlss ends, 
they talk to their students. 
Even I didn't know the supervisors of student teachers ....... Even we don't know who they are. So we can conclude from thi s, there is no 
commi tment on both sides to their comlllunication. The communicati on is between the om cia Is. If you have sOllle personal relationship with 
Ihe supervisor, YOll can have a little talk about the job as well as about personal matters. 
T he last question is a bout the nature of support coopcrating teachcrs provide to ass ist student teachers? Do you ha"c IlI'e-tcachillg 
a ntlllO.<: I-fcaehin g meetin g with student teachers? 
Yes, fi rst of all when they arc assigned to sec and obsenre the teacher, they come for a week or for five days. TIlerc are five periods in each 
week. They arc observi ng us fo r five days. After observation, we are expected to let them leach and we arc observi ng them. Then we are 
giving them a comment, a comment about their mistakes. Aner that, we will leave for two weeks or three weeks, and they arc going to be 
eval uated by their uni vers ity teachers. 
W hen students stay for a week to obs{'rve yo ur classes b{'for{' they ha ndl{' the teaching responsibility, do the)' know dcai"ly whnt to 
observe a nd do you know wh at want to obsen'e? 
They come with a ki nd of formal. TIley sit down and observe the class. And some students ask, they ask why one sec tion is better than 
another. Some dan'\. We don' t have a clear idea about their observations. 
Don ' t you discuss the observat ion? 
We expect, bUlunless they ask LIS, wc don't do that. We don't onen have di scussion. 
So before they teach their lesso ns, do they show )'o u th eir lesso n 1)la n, and di scuss their in lentions 0 1' what they Ilr'{' go in g to do '? 
That is what we mean by pre·teaching confer{,llce. 
Yeah , Most of them they prepare lesson plan and some of them show us their lesson plan. TIley have their lesson plans. As I ha ve tol d you 
before, the lesson plan format in ollr school and the lesson plan format the university are different. So we don' t give any COmlllen\. The 
university lec turers arc going to observe thcir own teachers. So they show their plans to their supervisors, because the practi cll111 student has 
his own lesson plan . 
The student teac her has to get the lesson plan approved, so Ihe department head or the vice director is coneeting the lesson plan. Regarding 
that the studen t leac her docs not bring the paper 10 me .... At last he Illay do his lesion plan for the sake of his inst ructor, in the way that hi s 
instructor wan ts it to be. 
Aftcr th e obser va tion what kind of discussion do yO ll havc with th e stud ent teach{'r? 
[don ' t know wha t I'm going to do. So there is no di scuss ion . 
The same is true for me but while I was in junior high school, I used to di scuss the strong and weak sides. [ use to do that. 
Do you know thi s is? Each year our school welcomes student teachers to teach only in Grade Nine. [n one year YOll may be assigned in 
Grade Nine and in the following year you may be assigned in Grade Ten. So if you arc teachi ng in Grade Ten, you cannot be a cooperating 
teac her because sludentteachers teach only all Grade Ni ne. You will have no con tact with this type task. 
Bul th e goa l of your programme requi res the s tud{,l1t teachers to ren ect on their teac hing. So how do yo u h{'lpt helll re ncct on thl' ir 
own teaching ex perience? 1)0 you ask thelll to renect on th eir teac hin g, to discuss whatev{'r they feel about their own experience or 
to eva luate their ow n expedence? 
What' did this year, I was teaching Grade Nine. I do have five secti ons. And ' got four studen t teachers. Just I put these student teac hers in 
each class. Four of them observed each other's class and eva luate their lessons. After that, they discussed who was making best. In such a 
way, 1 made them collec t ideas bcfore Ihey di scuss. But from the teacher, they don't ask any help. They did it independentl y. 
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So these s tudent teachers can reflect on their experiences whenever they are meeting. TIlese student leachers shou ld critique themselves 
......... to eval uate themselves and whatever they have. These students must have been lucky to work with stich creative person. But in our 

cu lture, thi s is no! common. We can't be sure abou t how honest they were during their di"cu~sion . 

The univers ity has to adjus t the programme to share Ollr experience with them. 

Appendix L: Translated Transcript of Student Teachers' 
Discussion 
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Do yo u have to COlll I,i le profil es durin g you r pracliClI 1II c.\: (lcricnce? In sO llie co un tri es, stud ent teac hel'S arc expected to co nstruct 
portfo li os whi ch inchHJc the learner' s artifacts, p('!"So na l phil oso ph ies a lld cx pcri clH:cs a nd reactions to their ex periences from the 
beginning to the end of the progra mme. What do you do to document yo ur ex perie nces a nd to show your professional development'! 
In our case, we have action plans fo r our six- week or eight - week student - teaching. You act according to your plan and at Ihe end you 
evaluate whether or 110t you have accomplished it. YOll are expected to write your rel1ection as requested in thc formal. We do 110t keep 
diaries for our day 10 day activities. There arc some formats for our lesson plan evaluation, observation report and other things we example 
these issues. You submit th is report to your supervisor. Then the supervisor evaluates you while you teach . 
Maybe there are some people who Iry 10 keep diaries bu t we were not told to do thi s. No one lold us that it would be good if we keep diaries 
and compile our portfolios in such a way. 
The ot her impor'tant thin g to help you develo ll ski ll s of reflection is :action resea rch. Could yo u describe th e process of you action 
rese:lrc h? 
First of al l, there is an introduction. In the introduction , you cxplain how yOll identified the problem, why you chose that problem, and what 
you intended to improve the si tuation. Then you describe your objectives and what yOll intended to implement to and how you would 
evaluate the effect. TIlis is usually done in the first threc weeds. Then you give this proposa l to your supervisor. Afterward you implement 
your actions in the remaining time . 
What p roblems have you faced during this process? Do you think yo u have enou gh ti me to criticall y OllSl.'l·ve tire 1)l'Obl (, lIIs a nd to 
criti ca lly a na lyse the situation a nd implement yo ur aite rn lltivc course of action? 

Ok, there are lots of problems here. We had a six-week programme. We used the first two weeks for observation. We observe while the 
regu lar teacher teaches. You evaluate both the students and teacher. It is this lime in which you try to identify a problem or yOll action 
rescarc h. In third week , yOll teach the class whi le the regular teacher is observing you . [n the remaining three weeks, you teac h the class like 
a regular teacher and try to implemen t what you ha ve designed in order to address the problem you have identified earlier. It is in this three­
weed period you try to implemcnt your action and evaluate how much you have changed the condition . TIle period is \00 short for everyone, 
I th ink. 
Thc procedure is thcre, the first two weeks arc for observation. But I tried to save my time by using only one week for the observation. 1 
started to discuss wit h the students some points in selection to the problem 1 intended a problem. Bu t a four wceks' time is never enough to 
teach and tryout different strategies to solve Ihe problem you have identificd. Bccause it is difficult to change students ' behavior in three 
ycars' time, let alone in four weeks' time. It is difficult for anyone to change students' listening or speaking sk ill s in three or four years. 

1 used this procedure for my action research. As I first entered the classroom fo r obscrvation, I asked the students in English why I came to 
their class, No one tried to reply in English. Then I thought ahout what the cause cold be. Then when [ asked them why they do not use 
English, they told me that their teacher often sk ipped the speak ing section of the units. 111en I started to think about the solution and how I 
could improve the situation. I considered my own experiences in high school. [ considcred how I could motivate the students so speak in 
English. I realized that their regular teacher skipped the speaking ski lls do not improve at all. Then when I took Ihe teaching responsibility, r 
taught speaking skills using the available material in the book as well as the materials I collected from different sources. r tried to encourage 
everyone to be actively engaged in tite activities. Thcn [evaluated my ac tion. 
Wlr at is your dialogue wit h YOllr coo perat ing teacher' o r sUJler'visor li ke? YO Il usua ll y ha ve a feedba ck S(.'ssioll aftcl' th e supen'isol' o r' 
the coo perating teacher observes yo u teaching, What arc the iss ues t1urill g the di scuss ion? Who takes morl' of he time durillg th e 
d iscussion? 
For example, the supervisor who came to evaluate us in my school makes you explain your own lesson first. He lets you ta lk about your 
own strengths and weaknesses. He asks you "What arc your strengths? And what arc your weaknesses?" Then you tcll him what you think . 
It is then that he gives you his comments. He explai ns wha t problems you have had and tells you what you have to improve in the future 
111is is a good procedure. But we have not had this kind of supervisor. What our supervisor did was just telling you you r weak sides and 
mentioni ng points that you have to improve in the future , I-Ie did not let us explain what we had done, what we had felt and believed about 
our performance. We did not have this kind of opportunity at all. We had to accept what he had to suy about our performance. 
In our case , you are invited to speak only in there are things that you have 10 expl ain in your lesson plan . It is Ihe supervisor that gives you 

everyt hing. You cannot cven explain why you have done thins in the way you did. He asks you why or why not you have done certain 
things in the class, but he docs not expect you r seasons. He sometimes remarks "You did nothing. Your stood there do ing nothing," It is this 
kind of comment that yOll hear from him. He docs not want to listen to what want to say about your actions in the lesson. For example, you 
ha ve walked around the class to manage group-work activities. You have your own reasons, but our supervisor asks yOll why you should 
walk around the groups, rather than letting you explain the reason. 
When my supervisor, for example, gives his feedback, he does not begin with your strengths; he tells you your weaknesses or focuses on the 
negative side. When I tried to raise a question , we entered into confrontation. then he said, " I have finished, that is all." He never allows 
an yone to question his comments. When I tried again to explain my reason, I ioid him that 1 followed the textbook and the teacher's guide . 
But he refused to listen 10 me sayin g that the book is not the bible. Sometimes, he tended to call you bad names such as ' keshim" (meaning 
'si lly/awkward ') 
But in my case, it was different. My supervisor allowed me to talk about my strong sidcs first. He has his own comments to add aftcr we 
talk about ourselves. For cxample, he asked me how I found teaching to get my opinion about the event as SOOI1 as we got oul of the 
classroom. Then he took me to staff lounge and asked me to tell him what I felt about the lesson. I expressed whal I felt. TIlen he staned 
with the pos itive side. Hen he added the points that I wou ld have to improve in the next lessons. 
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Appendix M: Transcript of Interview of Practicum Coordinator 

I: What do you think arc the b<lsic assumptions and philosophical bases underlying the new teacher education programmes? And what arc the 
goals of the programme? 

PC: Do you mean the practicum or the general programme? 
I: Yes, The practicum. In fact, the practicum occupies a large portion in the programme. What arc the philosophica l bases lor Ih is? 
I)C: Ok, but whatI'm going to tell you is from my personal reading. J think the theoretical foundation orthe programme is (I conslructivisllhcory. 

The learner can construCl knowledge by himself .... the theoretical bas is is constructivist theory. Research has proved this. [n order to produce 
wcll·educated competent teachers, educators must present theory and practice side by side. A studen t teacher leams about 1caming theories in 
the university and observes and experiments them during practicum settings. Eventua lly, he will develop his own theories. 

I: Personal theories, you mean? 
I~C: It is in this way that effec tive teachers can emerge . The literature states thaI compctcnI teachers cannot be produced by si mpl y feeding them 

with theories. 
I: So, can we say that these theoretical assumptions and theoretical bases underlie the goals of the programme? In light 01" these theoretical bases, 

what is bei ng done? 
I)C: [n the programme document, the goa ls arc designed in the line with these theories. Producing renective practitioners who can develop their 

own personal theories based own their own spcc ific situations is one major goal. ;\ long this theory, there is a suggested model. According to 
th is model, student teachers should have exposure to the rcality in schools starting right from the beginni ng to the end of the programme. They 
should leam the theoretical part in the un iversity. In the meant ime, they should experience the reality in practice. This provides them wilh the 
opportunity to in tegrate theory and practice and to construct knowledge on their own. To this end, student teachers shou ld conduct school 
observations, they should also undergo peer-teaching and microteaching in the campus before they have finally an extended prac tice teachi ng 
periods to make meanings frOIll all what they leamed in the campus. 

I: I think th e TF.:SO document IU'oposed five practicllm sess ions in th e pl"Ogramltl e. Hut recently a change hlls beclIlllade to reduce th e 
number and weig ht of the practicllm sessions. How do you vi t!w thi s cha nge in line with the th eoreti ca l foundat io ns of the progra nllll t!? 

I)C : The earlier progra mmc, which had five distinct practicum sessions, came in effect with theoretical justification and model. But now the last 
part that had a wi der coverage and a greater weigh t has been cancelled. As the earlier version was tried out, it was faced with enormous 
imp lementation problems. It has some managcment problems, so it had a problem of practicality. For example, the large number of student 
teachers in the programme may have been the reason . Or the absence of structured organization or financial problems. or lack of awareness 
raisi ng orien tation to the implemen ters might have been the reasons. Anyway, it was changed. But the change has been made on the basis of 
the implementation problems, not on the basis of theoretical justification. All the discussion duri ng the forum was about the implemcntation 
problems. lllerefore, it looked as if people had voted for the reduction and no one asked about how the change could fit in the theoretical 
conceptions of teacher education programme. 

I: If we were about to make SWOT (Strength, Weakness, Opportunities and Threats) analys is about the programme, what would you say? 
PC: The strength of the programme seems that it enabled student teachers to un derstand the school situations beller than they would before. TIley 

were able to experi ence the school realities. 11 also created on opportuni ty for teacher educators to read extensively on teacher education. For 
example, they had to have a clear understanding of teaching, action research , assessment, etc., because they had to evallJ<lte student teachers in 
a real sc hool situation. In the preceding teacher education programme, instructors were focllsing on pure acadcmic tasks; they were not th;l{ 
much concerned about teaching sk ills . But now as the student teachers are challenging them on grading, they have started to WOITy about 
issues of teaching. And I think this is one positive development. What is more, the schoolteachers (cooperating teachings) arc also positively 
affected by this programme. Our student teachers discuss issues like student-centred methods, leaching materials , and the likes in the schools 
tllcy have been assigned. They sometimes (:arry the ir own teaching aids to these schools. In this wuy, I think. the programme has its own 
posi tive impact on the schoolteachers. 

I: Wh at ollportul1 ities do you th ink there wou ld be if we we re to rea li ze a ll the elelllents of the shift? 
PC : If the awareness is created on all stakeholders (the instructors, school teachers and school leaders), 1 don't think it will be diflicult to 

implement the shift. For example, if you assigned student teachers from each department for a two-week practicllm session systematically 
every semester, it would not add a load to the school system and the faculty management and the student te:Jchers would be able to use the 
time effectively. 

I: Do you thin k lack of awareness can be a threat to the success of th e programme? 
PC: Yes, I do. But [fthat awareness is developed, it would be an opportun ity. 
I: T he ,)rogramllle document recommend s a stron g co ll aboration between universiti es a nd schoo ls or good university-school partners hip 

as one Illc:Jns to the success of the programme. In thi s r es pect, ho w do you view th e exis ting collaboration betwccn thi s un iversity a nd 
partner sc hool s? 

PC : [t is very weak I can say there is none at a[l. [n different countries school teachers arc aware that they are equally responsible with university 
and college instructors and that schools arc teacher trai ning centers, too. But there is no awareness of that kind in our context. 

I: But the officia ls in il.egio nal Ed ucatioll Bureau, zOlla l edu cat ion desks say t hat they are workin g towfl rds thi s (' nd . They sfl y that 
schoo ls a rc all coo llerat i"e. How do yo u think th ey say so? 

I) C : Yes, our partner schools host our student teachers in fear of the officials in the worda or zonal education offices. There are occasionally 
di rectives/instructions issued from these offices. However, the second cause for their cooperation is the schoolteachers' bcJiefthat our student 
teachers give them days ofT. In deed, they get some rest when Ollr student teachers hand le their classes. This is the major practical reason rather 
than their be liefs in their roles as stakeholders in the programme. 

I: How do you facilitate the sc hoo l - university link durin g pract iculII p lacement a nd a re th ere lead teachers in each sc hoo l to coordinate 
th e st udent teac hers ' fi eld e.'\:pel"i ellces? 

PC : Yes, they set up one committee between the regional education bureau and the university at the beginning of the programme. But they did not 
meet more than one ti me. Later, we fo mled the link with the schools. Now there arc coordinators at school level. There are four coordinators 
through whom we send our studcnt teachers. Ini tially, a training was given for two directors and two coordinators from each school because 
they were believed to he lp our student teachers with active lcaming, action research and other related aspects. Now tha t has been qui tted and 
we call each school to send two coordinators. Then we place student teachers in the schools. The coordinators arc informed about what they 
have to do and they arc made to facil itate things there. We pay them some reimbursement and they do the work. If there is no payment. they 
don 't do the work 

I: Wh ll t about at the deparlmcllt Ic\'el? For eXa ml)l e, do you 110t give a ny trai nin g to schoo lteachers in English o r Biology Dellartmenr! 
I)C: No, Never at all. 
I: Is there an o ngoin g co mmuni cation between uni versit y ins t ru cto rs a nd coo pel'ating tea chers to ensure th at linka ges betwccn co urses 

a nd fie ld experi ences arc cl early evident ? What is the ongoing communication between schools and the uni versi ty like? 
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I}C: Ou r communication is only when we have practicum placements. We often call the schools to inform them that we arc about to send our 
student teac hers. We sometimes go to the nearby schools to inform thcm. 

I: Do you give o l"ien tation to the studcnt teacher a bout their duties, roles a nd rights in the schools whey they aloe placed or beforc th ey ~o 
out to schoo ls? 

I' C: No, they get this information through thc coordinators in the schools. 
I: Do the student teache.-s have a guidelin e how to orga ni ze th eir school ex peri ences? 
I'C: Ycs, First of all they are given a course outline. Other than this, objectives, activities and assessmen t rorms. Thcy also take a port folio form in 

which they fill out some things, [for example], lesson plan forms and action rcsearch guideline and teaching m,ttcrials. There arc also 
con'esponding checklist forms ror instructors who supervise them. 

I: What about information about th ei.· relationship wit h the coopl"'ati ng teachers at school? 
I'C: There is a sort of the orientation, We tell them that they have to speak to them (the school coordinators) to be assigned to different classes and 

that they have to ask them if they race any problem. 
I: What about their duties and rights? 
I}C: This is just part of the orientation. Because there are related tasks, we tell them to abide by the school rules and rcgulations just like an y 

teac her in the school. 

I: What types of renective ex perience docs th e programme pro vide for student teaehcrs? ' Vilat kind of su ppo.·t arc student teach ers 
given a bout how t hey mo nitor and refl ect on th eir fi eld/school ex periences? 

I' C: We have di fferent mechanisms. The guideline is one and the portfolio format is another. For example, after they prepare a lesson plan and 
teach the lesson, they make lesson evaluation. If it is school observation, they write reports. They are made to include their reneetions there, 
TIle superv ising instructors also conduct feedback sessions after their observations . TIley also conduct action research. lllCse arc al1the ways. 
However, there is no onc intensive mechanism here 

I: Do studcnt teachcn have any opportuniti es in th e system to work in groups, for exa mple, to di scuss th eir schooll'xperiell ces, to share 
their experie nccs, to observe one another just like peer I"enective grou ps? 

PC: No, we have not anything designed in this way. Of course, 1hey are made occasionally to make minute plan in group. As you ha ve said, there 
are different things like critical friends to facilitate renection in the literature , 

I: Do student teachers and sllpervisol"S hold pre~and post~teaching eo nfe"cllces? 
I'C : No, but student teachers do that with their lellow friends by themselves. 
I: What do you think the reaso n is? 
PC: Perhaps lack of awareness . [ come to sec all these issues these days as [ read the literature because of my assignment to this position. 

Previously we simply expected our student teachers to go to schools and practice teaching there by default. J3y the way, it should have been 
designed in such away that all teacher educators from all departments would participate in it. Nevertheless, now the programme is running in 
the way 1 imagine. Now I have come to realize that all these things should have been known by al l. Discussion forums should be organized in 
all departments, but we have not yet done it. Most of the things we have mentioned so far can be done successfully not by single coordinator 
alone, but by everyone in the faculty. 1 think the main problem is this. For example, if J suggest doing something in a cen.tin way, every 
thing goes that way. No one tries to make justifiable challenge. But if there were awareness development programme, they could help me or do 
something better. 

I: Another issue is about the nature of help the cooperating teache.·s provide for student teachers, How effici ently do you think they are 
a wa .·e of their ro les a nd r esponsibiliti es? How much do you think th ey a rc awa r e of th ei r f oles? 

PC: 1 would rather say there is nothing as such. Now if you try to see the simple represen tation, you can say thaI when our studcnt tcachers atTive at 
schools wbere they arc assigned, the school teachers hand in thei r classes to them and disappear hom the schools. But i n p rincip1e t he 
cooperating teachers should work with the student teacher with a close follow~up from the beginning to the end of the trainee's placement. 
Unfortunately, the schoolteachers use the trainee's school placement as a vacatioll . So it is possible to say there are no cooperating teachers or 
mentors in the programme. We can say that it is so because of lack of awareness. The cooperat ing teachers in the school arc no better than our 
student teachers. We tell them about student-centered teaching here on the campus, but what they see happening there in school s is quite the 
reverse. 1 think it may have some negative impact on them. So it is better to say the cooperating teachers are non~existen t. It is the coordinators 
who assign student teachers, fol low their attendance and help them if they have some problems. But these pcople cannot assist thc studcnt 
teachers with pedagogical issues. The mentors are not working. 

I: Student teachers arc supposed to co mpil e/construct I)Ortfolios about their field experiences. How are they goi ng about if! 
PC: We advise them, we give them guidelines and we tell them to compile every single piece they do. But some supervising instructors require 

their supervisees to do all that they were told to, while some others focus only on teaching evaluation . The advisees of the latter, consequently, 
do not WOITy about their portfolio. 

I: What is stud ent teachers SUI)efVision like? Arc thcre auy perceived problems? 

PC: The number of supervisors' school visits is very limited. Another problem is inability to employ the right method ofpracticum supervision. 

I: How frequ ently do sup ervising instructol"S visit th eir supe"visees durin g their placement? 
I)C: For example, during the longest practicum session they visit them twice. The first visi t is meant to observe them whole teaching and to give 

them feedback. The second one is for evaluation purpose. I don't thi nk this was designed so in the programme document. Because of financial 
problems, it is practically being llsed for evaluating how much our student teachers are able to teach what they have studied on the campus. 

I: Don ' t yo u think this is related to the applied scie nce model or technical~rationaJity mod el of practice tcaching? 
I' C : I strongly believe that this is the foundation fo r our practices. This is the dominant assumption living with the university instructors and with 

the schoolteachers. This must be changed. Unless it is changed, no one listens to you even when you try to explain things in the new 
perspective. These underlying assumptions auract them to that end. 

I: How do you think this problem, incongruity between discoul"Se and IlI'actice, cou ld be solved? 
PC: The ongoing HOP (Higher Diploma Programme) is one great thing. -nle very process of the HD P renects the same thing that our programme is 

striving for; so when ins tructors go ou t for supervision they will renect it. Similar trainings like CPO (Continuous Professional Development) 
are given for high school teachers . However, the teacher educators should undergo this type of training first. This seems thc rationale for 
earlier commencement of HOP than CPO. [n addition, the teacher educators should have exposure to international ex periences. through 
differen t ways, because most people th ink that t he governmen t has simply copied and imposed these innovations for no logi cal reasons. 
TIlerefore, peopJe must read and discuss these issues . 1 know there are many African countries whi ch have good experiences of educat ional 
innovations. We can establish a link with other universities to have exposure; otherwise, wc have to go through the literature. Thanks to 
lntemet techn ology, we can be networked with famous teacher education institutions and everyone can have access to the literature. 
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Appendix N: Sample of Supervisor-Supervisee post-teaching conference 
transcript 

s: Ok 
s: Alright, X, welcome to the fi rst discussion sess ion. That's good. J mean to reveal what you see your strengths and weaknesses but before [tel l 

you my feedback . could you te!] me what your felt about particularl y your strengths and weaknesses? Yeah , yeah, no, 110 fdon't ali'aid] [mean 
yeah 

K: r mean , . ...... [ think may be. Let me first I think I will try ... I have !ricd to present the lesson according to the lesson plan I have prepared, as 
much as poss ible. But you know whether I fulfill your criteria, I don't know. 

S : I don't have, I mean, new criteria ........ you know the criteria you know the characteristics or qualities of em~ctivc teachers, you eva luate 
yourself based on these criteria . 

K: Right, but. . ... as I am a beginner teacher, I know I have some problems. For example, in presenting language prob lem, language probl em, 
how to manage the classroom and the like I have tried much as possible to manage the classroom. Di sciplinary, of course I have tried to, you 
know, present the lesson as much as possible. But it's better that you tell me what J failed. 

S: No, J mean YOll have mentioned some of your strengths. What are your weaknesses? 
K: My weakness? 
S: You felt something, yeah? 
K: Right 
S; Therefore .... remember the mistakes minor mistakes or the weakness you .. ... . .. .. ... in teaching·leallling process. 
K: It ' s what I told you. You know. 
S : Do you want to take all the feedback from me? You shouldn't do that. You have to self·eva luate yourself first. I mean, to improve your 

teaching, you are expected to iden tify your strengths and weaknesses. Therefore as a teacher you should .......... . You shou ld be open, free. 
Tell me, I mean, your weakness and I mean you faced someth ing, at least. You told me, I mean, some of the things that were 
good. What were your weaknesses? 

K: I have a language problem 
S: Ok, language problem, ok, which . .. and the other one? 
K: Ummm . . . ... .. Ianguage problem and you know at the time I present that lesson, I fell afraid 
S: Ok 
K: To some extent. 
S: Alright. 
K: I felt afraid to some extent and the like. This will be improved in the future. I hope so. 
S: Yeah, yeah, I think so. Ok. Let me tell you the s trength I have seen , yeah, and I mean, I have seen. First of all, you r voice was ni ce. It was 

audible. Every student/from the front to the back can, I mean, hear what you are saying. That is very nice. That's good. An d you wrote difficult 
words on the blackboard with their definitions. That is also another quality that is also the strength. In addition to that, I mean , you don't feel 
discomfort you don't feel, J mean , afraid, do you? You don't. I have seen good c onfidenee. That 's n ice. A nd a s 111 uch asp ossible, you 
managed, you tried to manage class. These are the strengths. That's good. But when we come to the feedback I'll ask you so me question s. 
Instead of using plasma, you used your own, I mean, you teach dictation. Why do you have any intention to do that? 

K: No, you know 1 have asked the students to open the plasma , but I think it has some problem. The plasma has somc electronically problem, but 
the reason is that. I feel better if! use it. 

S: So you're used your own technique. Thai is good . The title you .. 
K: Even I have prepared myself accordingly, according to plasma, but at the time when. . you know the rea son I confused is that you know! 

need some help from plasma , ! know that as plasma help me bUI the reason I felt fear to some extent is that when clectric ... .. elecironi c 
problem appeared at that time. 

S: Ok, Ok. Uh . . ... The topic tit le was dictation How Bees Co mmuni ca te Dictatio n, is that? 
K: Yeah. 
S: What was the objective of thi s session? 
K: The objective of the session was, YOll know, as it is dictation studen ts were to write while I read the passage to studen ts to write, YOll know, the 

correct spelling of the words and the punctuation not at all but. . .... This is the suggested procedure of the dictation as we ha ve seen in 
the teacher's guide. This is the suggested procedure which the teacher must used while the lesson of dictation. This is my objective. 

S: "nerefore, I mean students were expected to listen and writer. What were ......... That is good. Do you think that the objectives achieved? 
K: Actually, it is not measurable because you know, I an not checking I have not checked students' achievements , but this opportunity will give to 

students themselves to get feedback from the mistakes yOll know as [ have tried to mention at that time, if you had heard J make students to 
assume as if it was a test OLit of twenty and to deduct if they misspell words seriously, but when it is recognizable to deduct half marks when 
they were not use capital leiter where necessary. These are the objectives and I wrote the model answer on Ihe bib as I saw me, and that is the 
evaluation system J have used. But I think it is very difficult to measure to see thc whole class achievement at Ihat time si nce the number of 
students are more than. 

S: Yeah more Ihan forty 
K: Forty, Uhmmal sixty·seven arou nd. J think you see it is difficult to measure. To some cxtent, I have, you know, done . . 
S : Ok. That is good. You're used one technique. There was also another one. Instead of checking all students' paper at a time , YOll can make them 

exchange their paper .... exchange their exercise books. And then , I mean .... , make con·ections or feedback . That was, [ thin k, one of the easiest 
possible solution. 

K: YOll know the reason why J made this? 
S: Uhhm? 
K: If the students have a problem with themselves, it's better to leal1l from their own mistakes. If I gave them, ...... if they made sl udents to 

exchange their exercise books, Ihey may not do very wel l for each other. But I think it better to see their own mistake I depending upon the 
model answer given to them. I think the reason why I used Ihi s is that. 

S: You want to check I mean whether they perform the activity well as not. You lise one technique. But self~cor,.ection and teacher correction 
may appear later. It may not be application at this s ituation. 

S: The other one is when you see the passage, il was too long, it was borin g. Do you th ink that? The paragraph or the cssay consists threc 
paragraphs. It was difficult I think to dictate. And students get bored. 

K: Two paragraphs. I think it was two paragraph 
S : Two paragraphs. It was too difficul t to dictate 
K: So what can I do at that time? 

30 



s: I think you can adopt il. I mcan inste:Jd of m:Jking them write you can usc only one par:Jgraph. I mean that was possible . I mean I say some 
students a lill ie bored to wTlte atl the sentences. You can change the paragraph or Umhh . 

K: Ch:mgc 
S : Ye:lh, or minimize 
S: Thc other one you wrotc :ll l the passage on the bl:lckboard . Why? 
K: 111is is thc modcl answer as I told you. 
S, Uhh 
K: What J need atthal time, by dcrx:nd ing on the model answer or look in g at, students to correct themse lves and to you know u ... uh-ehh ... to 

ehh evaluate themselves. Where I am to make Studen ts, you know, this is suggested procedure of dictation aClUa lly. 
S: That is thc sugges ted procedure. 
K: Yea h, suggested procedure, but on the suggested procedure of dictation it says that if you fail uhh. I mean if you feel studen t misspell the 

word. 
S: Some words 
K: Yeah , some words, they edi t five times. And you write the modcl answer on the blackbO:J rd and J follow the procedure. 
S: (Laughing) So you wrote the two paragraphs that took your time 
K: You know [have given the time 
S: Good, but you know instead of writing the two paragraphs, you focus on some selected words/vocabulary which YOll think that. 
K : They may fa il to write, Ri ght, 
S: Ok, thaI is ok, YOll may think like that. That is ok, but the other thing you used students' Ll . 
K : SOITY? 
S: Students' Ll. Students' target language, I mean Amharic , should you use that. J mean why do you use Amharic now and then? Why. 
K: You know I fec i they may misu nderstand my instruction. To make studcnts understand very wcll the instruc tions I ha ve giv ing to them. 
S: Uhh, you know, if you think students may not understand your instruct ion 
K: My instruction 
S: You can do tha I, but we can use students ' L1 now and then 
K: Righ t- Right 
S: You did that, but for other time you can use students ' LI once, twice, three times or four times. I mean in a period or a sess ion . But if you use 

their Ll, now and then, you know, it may not have a positive effect. 11mt ............ The other thing designed were not ach ieved. For instance 
you have said, "cOlTCctly spell the words in the dictionary 1 mean in the dictation by punctu:Jting it .... " The othcr onc .... uhm ..... umh . [mean 
what ki nds of objectives should we design when we prepare the lesson plan? 'n lat should be specific , measurable, uhm achievement, umh . 
SMART for short Specific, measumble 

K: Ac hi evement 
S: Achievable, reliable and tangib le. 

APPENDIX 0: Sample School Report on Student Teacher's Performance 
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APPENDIX P: Student Teacher Evaluation Checklist 

'rEA(~'fiiN(;' PRACTJCIE"E:\/ALLlA"I ION l'()H.M 

! ~~_:~ :j"2';"~'~-: 
<r, He <> 1" I ,~·I''''' '' . 

C)b · t'.::(jve~ (I ' " .J I " :n ... n_~.~ "'I~ J 

I 

t_-_--,---f--_~--'----'-I--'-_~~~l ___ "·""~::J 
------). __ ... 

,~w "npc~,yc,.,.,,,,,, 

r (-"i<,~;c-;~,;-i " , ;'-;;'-''-'';'',~~~ - ~~- ~ ........... ~~~~·-----·--~-~-~f~·· ·· ··· 

~- C;.,.-;-,"ra i' "."TUn." "" fl 'e-,'" ,,,;;,:::;;,.,- "l.:;-::;';~-;-.~~<.l 
! 

--+~-~~-~- ~- ~- ~--~ --~ ~ 
I 

--i---
I 

-! [-g;,,, ' - --------_. -- - --'.----.. ,""'-

I , 
.I __ _~_ ~_~ _~_ ~ __ 
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--·T·C>ri~r,jll "1 t i ty--Z;rIT;~:-'-;:-';-r;-';-':t" ..- -.. -.. --j.~ .~~-~.- ._.- •• ~. - - -j-.-

! '\~ I ":~;' t1"I"':1l1 ' Qr'""1.I 1 ~ <..:\ ~;j~I"" i~~-;~-~:C !;~:;l,~:jlh I h~,- I"l-al i ly ! 
l~h<' <l VI' ,' oJl kll\"n.\ Icd-~-;;-";;i th,e Stl-;~t '~;;~t l' 1I1() \'; 1 .111lW:d ~;;;~Tu ~' ir -"\ 
}'L'lll\ 11,4 I 
/ \ ~'i,'lh' .; .11 lL:dund,l]ll ,d c,l" - ----- - ! 
1>C:l"oSon •. 11 o.;n; .. )n~)";~~ctcu;-:;;-:-g;;r;I7.-;:;: th(., IJl fOnll~111<")n in ' 1 ~¢i~:'rn'ol- i--' -)-
v.'..:11 S llrnJI' ~lri/T(j ,cpu.-t --------1-- ___ _ ! .J_ L 

, 
!_. 1--

(, """"'111 I 
I 
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APPENDIX Q: Sample Student Teaching Portfolio 

LESSON OBSERVATION (2 copies) 
--"--'----

Titleoflessol1 Numbe;ors;:;:,de;;~-~ ~ ----~i 
Underline or circle the clements thilt were prescnt in thc lesson observed and thell 
add additional COllllllents below if required. 

lTEACHEU ACT-rVITY includes: fhe tl!<lcher communicated thl! objectives to -the swdenLS. ~;·~··;;;~"l~~;'ll~:'d'~:;-;~~-· .. -~ 
I act ive learning methods, questions \o"ere asked throughout the lesson, the lesson was well focused on vbjccli\'es. a high leve! 

of subject knowledge \ ... as evident. knowledge was delivered allUl appropriate leve[ for sllIdents , positive interaction with. 
students. lesson well paced, a f;lI1ge of ~1lt..c.."ampJe$ w¢rc llsed to help understandingl. main points were summarised at 
the end, the teacher used methods thnt enrt\) l.::d assessJl}cnt of the SlU9~<!-!ili" lHlderSll1nding, boys and girls were given equal 
opportullit.ies. ..-----.-

Additioua l COllllllents 

t.·' r J.- ,,\.,..-I j ~~.,; ~t., l l.. t 
< , Vl I' )! ;:., -. , , 

vL>.--t-i:. f ..:t-,~ 1~'1: ...... ,. 
~ I v-t:.x.. . w;: ,,~~ ~ 'GA" 

. :....,f.;,::. ~ :""1 

r-;.,... (/1AL-"~ 
t./-~- ~ c...::....( ~ '_ 0~.'k. 

STUDENT ACT[V[TY includes: the students were acti\'!~ly involved in Ihc Jesso:l. all students cOllld see a !("xt bOf'k 
jf required , snldenlS able to ans\\er questions asked. over 50% of students in clnss answered qucstions. students dppt:<lrcd lu 
Ilndcnaand the subjcct content, students had [he oppornmity to show their understanding, students wen; encouraged (0 ask 
qucstions, boys and girls responded cqu:I!ly. Simien!:;' chi ldren's tlclivitie!' were vnried. a pO~ilivc clwlll~l1ge was given. 
AdditjolwJ Com ltlcnls 

'~,,",\,( .&1'-- '" 

11~.{ ~~- :. 

·f 2A ... : .. Y' __ .:':' 

' ... {{t..LJ1.f f \ 

t;u.:.;)r (....:.~ .:... ... .:_>.<:..14''' ~ 
l.~j C,L"{ lJ :7.{/ :, '.' '-

L .1 , 

. . 
# .... "t .. 

! 
I 

l One or two suggestions for improvemcn( 

I ~11JL. U&;:.iL.>2'1.i tv.;d' ('t' U ... ~ .. , (/Jt()ff.~ ~/I- '",.'" >11/ 
l 

,L" ,lvi;yL-i? "v .. .i·1 0'1 [tdA,Z h-(,I"1.-[ 7<: .'[.("". ,. ~~ \ _ ......... -\,/'" t.... ~~~ d~, (. 

General COlnnlents 

---
, , t I 
\ v, ,~ 

, 

C ,'-
1 , 

-~ ... 

I 
, 

k~ 

~ .-.,.-: ;/ - ,- "'! 
/ J ...... ..; , .... ·c .... ~;"..I,....· · _1 )L \; .. (, { 

I. J..:-
G i,JJ..;cw 1V0U: ) ~ Z (M.;L, 

A/ J<-

~ l' "'t L; ~ 

( .. 

)JI, 

'Ij'v. 

C ... -\. 

A' '.< ~ 

. , 

,. 

J . , 
! 
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~__ REFLECTIONS ON YOUR LESSON ORSERVATlON~Q cOl,ies) __ 
I \Vhat te~l ching methods did Ihl.! t~acher lise? 

\~i·I., J).-', - \.?s21 L;;j~tl;( t(~:~ (:_,~~~' ;..~~(rk.v'.lA·'i€" y' 

Did the (cacha usc questioning':' Reflect and analyst' the questioning tcchniqLl~:-' or tho.; kachcr u~illg 

I 
the prompts li sted \~ <!'rc ,-!U~SIIOIlS :lsI-cd to tho: \\ f:ok clas:i l)1 lIlcil\ idunh or huth" DId lhl' Ic" .. h t: l clloosl: dl\' ___ l\,;!l\ 

sludents ~Il:swcr questIon:. 01 ~hd shc fhc l\(:f.,'P o:>kmg lhe sa me Stud(,llt:. 1 Old Ihe h . .-achcr .15k ('po.;l\ que:.uons - ]r )CS bl\1o:: 
e:\~mpJcs \Vcr.! abl.lu l equill numb'::r::; ofgll /s and In)Vs I!lvol\'~d III am,\\<!rlng Ihe q'h.~!>unn·) 

'\ ';,'1 ,~, " ," " ,' ' ! .. .: I f· 1..r .~ (1. -1- ___ \ -;,,;..A,.f-Vv~ l.t..-k... ___ i/-

I 
1 =$' ....... .,;\.1.'\ v:\C1J ,i .... ({ t,;' ' ) 

"-:"\ f[ c :" 
1 " .;-l <.. \ 

I 
l..,-' :,;..,.,l_,~ ~J' ,---~I\.. ti " ... 

, , , " 

J>-: :- ' ,.,. (~ ,t- , ,~ ) J , _ _ , 'f ... ~ _~" __ 

I Describe \\:hat actlvilles the smdl.!l1!s \\erc engaged 11l during Iht! lesson t' g .,11!i\\enng. qLl<: "li~)n:i , reading. I c')]lying !hml the b()ard, discus~ ion, wnUell work. from text book, Ol her wrillCIl work., practkal tlct!\ i\ii..'5 Uf .m) urh-zr. 

l,.:' ·"l-JIIo?J\ i.Z\(jrr i''?' H'1 ,·11'i. -2 (-f,,;r"( (,(w{t£. 1(' ~,'; (. ~t. j(;.. 

·c ~.A,( , 
, I l J I 

I _ ~U __ ~ 'l \vas the teacher able to asseS$ the undet stdnding oCthe.: students') \Vhm method!> did shC/ hL: u:,e j~)1 
asscssm~nt'! E g qllestiOlls to:'l. wid!.': r<1llge ofsrudems, obSerVftllOn of \\1 Itten \\()Ik Itstl.."nrng to ;'illld,:nts' dl'>CUS:.lOll 

ObSl!fvilllOn Df.1I1 act ivity, qui~. r,l!e play. etc . 

-,;! I ;."{:.'/1 J~~w) fC )-.f;-t.ti~(.~1- l (i<::1,..-(;A ... ".j..L~t .. ,,- ~.: }I, I 

I ) n;"'1",t.' 1!7Y:.-:,u..i ;;l.-tt .... it""';i ),7.: (, -II ... :... L ,,{ .. , .. ~ I ,"- '1 t 

Roughly eSlimate the following: 
Th~ percentage of time the teacht:!f talked = ~'7 \ '-- 6 

" 

~~, 

_I he pClccntag~ of lJlll~ the swuenl s tal ked = 1 ~.-' , /2. 0 

Commenl .; ," ", ..... : ( ~- . t\. -r ~ r t, LL ... O :-{A..f..rJ " (: .J J:< ... '" t- ~ (., 
/ '- ' .. 

'L' .< \ (.. ,y-. ~\_, J .: rlr __ , 1 '--) i. I , ... , \ f. '.1 t: ,\ 

1~ ':": ' t.-" ( - ' )~iCf L.J-:.- , ),'l j· :r . 1< ~ L: JH, ~...i..:.-J_'".,J:._ 
General C ornlllclli s 

, -

- I' " -/,,' i 
. .1..<. {.- :., ~. t LJ l· ,,-.f.·1 

t"~, ,~( ~-'{,;'j, 

( .. J.~ c' • 

/, -1a~ J.J! 
!? l ('r. 'l: r .I 

L ... >/ .. .....: 

" 

1...;" Lc ~ H0 (L: , \ '~lCl .... I2...J 
:!». )Jt<...·L~ H I £)~~- i \. C i' h 

.' 

, , . ' . 
~,(. .. , 

t \.:1 ( I. ( 

, , , 

• , ) I.. ' 

Lc.~ __ · ~~~ . .(' 

; . 
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~_-;:::;--:--;--:--:--;-_.=L:.:E:.:Sc::S-=.ON PL&"I (2 coni".~) ____________ -' 

~~~~~~~{~IW!~--- ~----~~--~Ic::D~a=te70~1~' I~esso~n~~~--, 
Numbcrofstuileuts: bovs: ~) girls: total: I Grade 1-r>- ,Unit: ,I,/" 

f-____ -.:T"'c==" eh 01" s Ac t::..i'''''i.:.ty'---___ , I TJme_1-,,-------"S-"tl"'Id"-c"'·I""It~,' Activity 

:,: 01 "~:..,jk.jt ( - ;. ,j -, -

#J' :/' 'Y, . ( . ....." - t.lL~'~· ~I... 

\); (_' {J(. _~;L .. 
):(,-\ ') 

i ,JL-: I~) 
f.. d !-L ~-L. .... .A Z.,{. i-, ! ~7 ~.:1...:_ 

I.- '-. L . ...::.. ~; J) 
,~ .- 1 i.. r. 

) I 

;~~~;v'lJ~ 

~, ,,-~1 ('"'-:~~/':' 7 .-
I/~ 

Resources (teaching materials) 

I 

[, 
1\ 

Assessment to bc used 
· l(~~ .j.l 

• ·f 

, J .. " 
1..J. I I...---\' , 

, 
. .-1...::.,-(1..-'-(":", ~:.:.( 

i J • , - ! '~-<"",-I, t..-V"" _ 

:-, ~ r::.,..... 

( ~ ~:' i', 

~ 

fJ L-!L. 
' " ,. -" ~ ...... 

, -, 
,., 1'-· ._, 

I 
~ 

.. "" 
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LESSON EV ALUA nON ( 2 copies) 

! Two successful things about the lesson. (W\llll did you do that l1l;:le rhe lesson sllcc~ssfl.1l'?) .-------.... ----.. --

-~ M.e(fJ.lcL:J/cYi -::/) l:>.<cet,{v~ 1 LcL:.e. .lw.;J l:-'v!-"'hc)~'- \'! 
. lcZ. f,·w .-/.;x· rh.If<Li~1 f' /<--r (l...)j,?<2 I 

. " ~ ....... t.l/ .. ' ':. ~J 1 

,{0';..(i!vcVi I~P~UJc'l-(.Ig'1 y ( (' r1/~<,{r .-.. :<!. .(-O""j f 

~',b.<..c:.J., l ''h. E'i/&x 4-J.-i":L.€I.c.r),.:::::'1 C~..vJ.( -c..U -:-: J.~ i, 
I .{;;v<-) JA-Li;/1.4-h.U .• c-( fA-L'-/i-...,d)·0 I C-/;w?. cd",_A .-( "-, ' '. • "-C. 
j <{,i"id-,'(l (l f.:.A_ (~.Ji..e1-'Lhc!\'f\.j 

.-

, 
-. I 

. I . \ 
.J h ; 

l ) 
._----' -' ---' 



Annu:1I and tJl1i'i Plan Evalu<ltion 

DIRECTION: colJccr ~IU annuaJ plan and a unit pJan from the s("hoolteachcl's and 

evaluate them using the folJo\"t'ing checklist and reflect. 

Tiel\: O(unubscrvablc)t or l(J>oor), or 2(Good), or 3(Vcry good), or 4(Extt'llcnt) when 

the criteria is achieved 

fNol items - i 0 --n--1 2 -T3-j4 ---i 
r-r f\1atching bCT\Veen tile breadth of content \\'ith I,-in-,-e-"c-II;-o-c-a-le-d.,----ij--j-- T~-r---r-, 
I? Adequacy of the introduct ion in ov~r viewing t1le unit ! ~--r--l -1'--1' 
I ; Relevance of tl;c ··objcctivcs to t1;~-cu~;iCll-f~:;-ror which studl.!nts ~ ------~-!t- I 

wi ll be held accounlable I I I j I 
, I ' 

I <I The objectives promote a range of Icoming OUlcomes aCIOSs TT---~--I: 
I sevclal domains oficaming (cog __ oil: psych.) I I i L ! 

I ' I kThe o~ied"'"~ ,,',,'" " 'om, '" 0,", ,,,"''',,. "" ~"W~'" -··ri··· ; n! i 
.nowor 0 I i I j 

I I I j 

6 TJ1~' objecliv\!s corrcspOlltrto the readin·~s·';:;ld ability levej of th~·l-· 1 r----T"-----T--i 
I Ii, I i 
I students ______ _ . ..--.- -.. --------1---1--1----- ~ -.--r--: 
L 7 Consistency ()rt~c elements in the unit plan .1-----f--. --.l-,-.J ""'1.. ____ _ 

18 I Efforts made to use stlldent-centered melhods ! : I, I 1 

f~-o ~;~;~::~'n::-I::~::~i;il~(;~'~~~~~iZatcJ --- - ··--------- -L_J -:~E=~'J-i 
I I the plan contain continuous Hsscssmenl I I I ; L i 
~ .. the plan provide for assess ing learners on tilt; extents to whil.!h lh!..!y I 1--·· ····-: --r-. ·1 -----1 Ie I ' " I 
I J have accomplished the Jesson obj ectiv~s ! : : ; 1 ! 
~ I._....L_'_._ ":_----1 __ J 

General Conunent: 

1:t -,-,.~ ", 
, 

\,'-1...;.., [~lJ'i'"' LH"f0'rti'LtI./ . i; ,.' ,.: L 

~ .... {. .. \...,.1 

, 1.';:, , 

, . 
I L, i.. 'J 1 

i, . 1 .; 
) IV ... ·'&A-~·· 

. I' (c,h , L Ii' /i-l t ('-lLd 

• r- rt- I " ; .,- ~LP 
... {, \. .l; ~ I.....y"... , 

-;/'L-'I .... 

, -

.{./~ 

r 
&;.:. , • 

~ -, 
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Hetlccllon on the ~-.\..onuaI and {in.it P iau uf tht: SdlUl)b 

(Pl ~ase use 11 ~epanHe paper to all s w er the folloVving question~ ) 

1. Write alJ Ule evidences that make you rnt t! 0, 1.2,3. or 4 for each item in the 

above checklist. 

2. Suggest the possib le chang!;!s to be made on the annual and unit pJuns o f til::.: 

school so that these pluns become standardized. 

" I 
'-~1-'r .~ ...... . .r r" • 1_· Cl.I!" t·C ... " ... . , ,. I L-~ , ....... , / 

, 
'_' 

J 

, 
r 

L~';:"'·'" 'j 

j"'~~'~:'~t.. .. <~. tr "{·:u .. ~.,: .", 

"·£.;..t-i..';' (., ~ ~ { ~ ... ( 

, J Lt (, <L/"(-L:.,..i 
" 

,'-:, 
~ 

~A d ... "--·/ .t ... ·'--:... 'i) .. ~~~ {h--c. 
. . I 

d.' :. (' ,-t.~:"" 
rL,. ( . .J.,... j. (, ~~. t.,..... , jI~-<J..,(, 

Lio l.<.:::. \- C .. ,L l. .... .,:. (~1 -1 L'-'f 

• . ' i. '~ .• ..('.{.,-

, dLl'e 

rrJ 

L" L;:r;"L ... ·f L- i.... 1"'7~',-"' .. '- 'c.~ '1 l,.. t 4: 'I ., I,. 

-f ;, .... ~(. t··· .. -. r.~ -;. (/' ,." .' .- .<--< '-'- ) t. _". ~ \. _ ~ 

iJ{.!·l.()...-/£L(~(;"~." i. J l ... ' 

(:U'i':"'<:.J'?"' Ve.A . -i /-L.. ( ......... L.l, ({ 
,_; ' If ./..:. ... : l-u~(.1 ",--LI r'· t(j..../ I • 

i /~ t, J ..;) fJ,.::, (~~J ..... L.; 

.• j'~.I · ; pn:.t.( f~r'-.. · t ~ .,', { 

,; •.. , .. ~,,\ .. w:· (,~.{ ~.~ ,,~ 
f 

"", 't· .... \ "'1 .c. -!..:... , 
L-{:: ( " "" C 'el I, f .. 

I (G i L (:it. L<.:~ '- ;1 < 

.(, 111( ....... .ff· ~") ,'c..i.;I.. .. { !t..t .. ~ .i i.~.1 <..,' , j _--( 

)'1.'-11 '-' IT)" t'l " ,,',,·d ( ' , .\ 

C· •.. ~- '{ k.. ....£.1· . ! ,'\ ....... 1 
t .. ~ l.:. "·C". (.. 1.~. 
(;...~.J-I·'I.<.-' 

'.i-~ J "'" (J !e~~I ... ,,,""/j{ 
~ (,.(.c;. { ...... (.(,.(- 0; ~ t .. , 

'L 4, .. \ ...... )·F.",. r !,.~ .... 2.t.."-!.(!... 
i;>":;''-'~';'" .• >, <":" ~.' -L.,;'j t', 

~' ,;..4. ~ • 

J- :<- :-of". 
~i.:,.~ t 

L 

-~- , 
t "" .• / '"~.< .. (' ( /<~:., fl.\. ) .. ~: '~.I''Y'r"~:.Ll'-'';j··. ,j t .... 

L .... ~.~'.. ... ('.:. :1 !.\...l, , l "'--) ':F l... .. ' } } Lt..!...l..:....., l:r J 

.. ... L -:... 1 ( X ..... ) ~.}..:..::."- ~ "-I,. . .....c (vl(; jA 

, 

" , 

C ;1 

., .< 

, 
f h .(~ ,·l.-.. ·i I. ... ,; 

;, • 'f' {. .:: ":::/ 

, "." .. ~ . ( 
.......... r":" .., f- •. I 

c , 

i. '" I.~ 
f ·. L~·"i..( 

!/ 

( < 

'./ ' 

I ' 

r,' ' " '- '" 

" L.. 
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l,uJt.tt:C j::ti.(.1,J& { f~ V~(t~\,cYl< t1 ... ~.J.-f.~. 7r <~; 1.1 t I. L 1£,-

ivf6
C
{L :,y\oI;.l'Yt(<.Af..Q" .\ ~11l<& ;, !"¢r~L 4b4?",,,c,ud ~ (,,--

f~~r~lri~f' 1. .,--

/;.;~.'"" ,,1 r ,1,"'...--<_,.(_ , 

'" -;. '{l V .. " v! -f-:;-Y-

1/', .. ~ ',' 1 ' 
C.' <;:>,;,_(. (, L. (;-c 

f.,A f,.'<...( 
/. 

,/ - -{J:~'H/'" .-<~ !.j 

,,' , , 
~ t ___ 

'1 j ~w/k.{L;i 1 

1:>",-/ Ii. "I/'t',<, y{ 

Li.; .. CbIf. .. ! !.. ... (;)~I.-, \ .~rf . ...::~.e.....1 

\·);·.1· tt J.,-<::::~.-,. ,-- ~Jd,:: (" 

rJ"V 1..'" (:.f~' 1-, 
'i,..,) (,A~", y'" !H~::...~j-l L·.\;. , 
·i-'r , -

fcc;.ct (;::J , 

(, [-i..t-. vL-/._:f-..z....:J.-1 f LL~,._.r /U:- 'L--J 

'-

'.' 

., 

~ 

..--l-':.,.c -Ji J,~ 
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. , 
I • ~ 
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APPENDIX R: Sample Action Research Report 

-rabies of" content 

<:o ntcn t p age 

Ackno,,-Icognlcn t 

1. lnn-odllct'ion_ 

2_ ' ;Y hat' ""H.'S Ill:'" c on c el-n '? 

3 _ ' ",'hy ,y~}S I con ecnl c d? 

2 

,. 3 

4. 

5 . 

6. 

vYhat ",",ould I d o? ... __ 

vVho could h e lp l11c'! . 

""'hat did I do ? ........... . 

_ . . . ... . ................ ... . .............................. .f 

.. 5 

7 . l-l o"" C~ln J cv a hl~l te Ill:" ' ''' o l- k ? ........ . ....... .. . 

. 6 

.. 7 

8 . V\' hat h n v c I ICHI-nf f o r ' rn doing Hl:;''- :".- I-i"' n rcs(.', a.-c.:h '! . 

H .ci"Cl·cncc 

A .. ppendix 

INTRODUCTION 

. 'I 0 

.J J 

.. . . 12 

1 am student of 13ahir D<'lr Univer sity in the departl1,ent of English. I have 

beer. here since: 2006. wa.s in DangJa for the iast six weeks for rhe 

pUt-pose of" P racr.ic:lm, During my pn'icricum II, was assigned to 

:V1eng~~ sha ,Jernbcl·ic SCniOl" Second ... l"}: School. In educat.ion nc ticn 

r'ese,nrch is the rneans by which l.cachers, pract itioners, and schoo! 

adrninisl.TH,LO'·S le2.1'l1 fl"Om their' p:-{,~cdc(--: .,~.nd experience in solving 

prob!em~~ _ I was assigned to this s.cboo1 in order to obser'v'C: 

the bchavio!' of students in school and cJassr00111 

\-....-ha.r reach en; and students do in the class 

wba_t n1eLhc,do iogy the teachers uscd in class during teaching 

learning 

what ,-esClur'ces arc Llsed by teachers and students 

My pract.iC\JI11 lJ at Meng",sha Je rnb;·\!'ie SenioT Secondary School rnndc 

lT~e as 1 identi fied the title of Iny action research that "Ho\\' can 1 i!l1pnlYt ~ 

students' p anicip,-1tion in group disc.ussion English lesson" Th e reason 

why I v,anted t.o de-aJ wir.h this problem is th ar , participation of oHudenl.s 

in gh_' Up discu ssion is ll1e t hod of teo.ching tbn bdng self interaction and 

crct..lLe pl-obJelTl solver citi zen , In t.his case the s1.1.lricnts a.ct i\Oel) 

parricipBte in the cJasSn)(1!11 acth'ities when~ t h e tea.che!" is f~~ciiitl'i.1 () [-~~ 

and students al'e active pa r ticipant on ,'.·hal their t'.eache,· gan': rh(~n1 

Group discussjon i~ s8.[isL'3c1.01-Y tcaching lea r n ing approach conce'·ning 

st11denrs panicipa. rjon. self inst!"tJction achieving educational objectives 

and the \>,'8y' stud('nts solYc community problcms . 

In generally, I obsen'ed for a week in o :'dc r to attain n::l e "-,,-mt ~kil! an d 

experience fn)n1 reachers H _bo enables TO increa~e the ability of teaching 
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learning proct'~s or stLl(lents LctH.:hcrs I.hi~ i~ ~vher'l tbe Leach(: .. r~ H"(' 

J'esponsible fC)I' th~lr acuon and LO lullIH lhls I'~sponsibd ,t:y 1 .... ,/,,;11(;; 1,,_1."'" 

to u.se dirf~renl lec.hn.iques and his O~\'n strategies rclfl.t.ed to this, Peter 

w. Aira.sian. /1996 :23/st:a.to.::d thar.:., ·'Tea.cher!;l collect .and interpret 

val'iol ... lS sCl urce~ of eviden.ce to help s t:LldenLs evaluale and choos(' 

Nuitable decision t."lnd COl..:lrSCS of L~cl.ion." 

W"HAT W"AS IVIY CONCERN? 

IJuri .ng n,y te:1="l.c.hing prac"ticc:s [ did n,y BeHon research size \vith I~ c,<lc::hll~g 

pracue..::, Thc~H.: \ .v ol...1ld be dO.l'"),e vvith students C"lnd others to solve the 

pT'oblerns In Me~ngash.a Jenlbel'ie Senior SeGOTlc!t,U 'Y School of g"adc <,),-11 

Rocnul paI"ticipHtion or student:R' u sing g r OU l-::> diSe1.1Ssion \"'e r e very lo\.v 

!nOSL inSll-l..lcl..iol'"l~Jl 1--:Jn;)cess \-Vas caTT i ed out by lI"aditional r"n.c::thod iS iSLlch 

as lecL'ure n"1.ethl,d, cxpJanation and etc. 

Whe:., I told to students La discuss using g r Olll"") discussion on cerlnin 

iSSl.H":"" Lhey c lo n Ol parlicipCl.'L<': octivcly . . RaLheY. they \.alk abOUT oth~ !· 

issues, 'n.""lost of thenl. COLlld not. f;l!-:>k questions and gave f;lnS\,VC1': no 

,~x ]':>eJ'ienc(:' of using group discussion . Therefore, all t.he situ,,'1tk1n 

lnention.l'.:~d :::-l'::)I;Jv"'~ initiL"I.ted rn c 1..0 foc.used on the pcoblen""l a nd ~o r ny 

concer n is t o ,in""lpl-OVe st:l.ldent:s> P::-', I,· t:.icipaLion Lls i n g g )"OUP discLlssion. 

Under n,y ,'escDl'eil J '\vis.h to brin g abOl..lt a chungeo .in the I~L't.rnCJ-s' c ln ~~; 

activit:ies and Lhc irnplelncntation of Ll sing gl"O'UP discLlssion rnC:~Lh ud of 

ceac.h,ing in M,!:ngasila .)en")berie Senior Second nJ'Y School. sa.\\' 1 hI-!' 

t h ere ,"vas only spei'l,king about using of group di scussion rn<.:Li"10c\ hu,. 

ha.ve t.ried to c,'e,,'.te good teachjng l earning envj,'onn1.ent by 1'.l pplying 

these "USing gr01...lp dis.c'LIs~do1') te::tc.hing lne:th odology in the class r-oorn 

L'Ind foJ' cheil- (uLure- life. Relating LO this idea, Bodell (1995:76) sl.,.-Iled 

lhat: "plnnnir~ g. is Lhe process ,-..,f" c! ... ~c.id,ng '-vh."'-t. Iilnd ho ....... t"'~£Jcher:::; \.,""lllt 

the ir studen, s 1. ... , ICEu'n. ,. 

"W"HY"-VAS 1: CONCER.NED? 

I\s J lTiud LO JTlur·'Lion ,,,bove rnC)Sl. nf t.he $l.uden.I. :~ ....... ere rni>-.;und~·J"~lO()d 

th eir' n"")Je ""hc'n lhcv pHrtic:ipatc in g"oup d i scussicH' \"hen I inte:'vI(''\~' c:-d 

U,..-:rn U ... ey l o ld ITie 1: l-1at. gl-oup disc\;If'Osion is ne\v phen ...... n, e nH 10 I_h"'nl. In 

I OVl.·c r leve l. the 1-:;LL-ld(:onts h,L,\c! no,. experienccd ho,"v to per.fOriTl \viLh i'l (l 

group unclcl' n,y UPP I·Oto\Cl"l. ! "'"ish. to bring H change of stLld ... ., n t"!l in ,~In!')!". 

aCTivit .. )' .;'!nd inlple ,r-nen.t.at.ion of using g'·Ol.1P dj$(:;~. l s~ .. ;o.n ITl.."hud ()f" 

te.('l,ching. 1 ~~.dl.·I1.i n g: 1:0 Chis i dt~ u. , PnlToT ('1982:7) s t .ated 1.:10"11 "Th.:­

ill"lph~n' en t;.n I·.i()n r l.H") C UOn oec LU-S \vh c: n t h e teuch er i s int.cr Dcting \. ..... il ll 

The negligeneo:: or $t:LlclenLs and Le.:~chers, especially the ,-cachers hnvt· ! he 

I"C, sP<...IJ·lsibilil.y in t.he present ~it\.Jf...Ilion of lo\¥ pa,rU c ipaLion of group 

discussion. ' , ·hc"'::«;lr.::, I \\"u.nLe d 1...0 in")prove ·tcnchCI I" I'csponsibilitv and 

&Ludcnt.s oedv;,)" on geQ'up diseLlssion. On these \Vtc"l.Y. ntt.ituc:k,,.. (·,f 

It.;:,Lcbens: l o \\"ords group disCl.l t;;.sioll l-nc t .hud o r It,:i.l.ching is ch<" ol.h<:r 

,'cc: .... son for n,y ,~O J.1.C"(":l'n.. Wh<.:,r1 Lhe U:l,H.::her cnLer('-"d Lhe r..:ln5s he rOCl..'SC~; 

on. ly on I CCll,II-C rI"lCl'h~~,d rathc,· thnn l .l,~ing gT·'.>l.,lP .:liHcu's$ioTJ of" ",,(.uc:l<.:nl~ 

T':~aC"he,' did 1'101 lhin l ..: o r T. lii,., J·nt:thod as rrlcans <;If bringing good <,," " ":(.Iti\"('· 

~nvirnlln'<':'111 fCII' Liu- !~lud er.\ .s. 

~r'he " ... I .T l I:;>C l ' of ..,;t.,--,dent.$ in Lhc ch;H;>;lrOO n, can n,o,kc I:he n,cl.hod d , ffi ....... ,ll 

1.0 app.I:-'. Accordll"1-g lO the 1""1(' ..... ' EthlOpiF.1.I1 r<iUC":Dt.lO n oJ cl..Irri('u l LlI""1""1 poll'.":-·. 

the nUIT1\:lcr of ",t.udenls il-:l a single- cl;,.tssrOOITI ShOl.lld be lin'riLt::d In inv ... )"· .... 

the lT' in nctiv<:· learn.ing. As cric": s hunk (199591 stul(:cl '''rhe .·eh:'ltiu-n~'l1ip 

of clnssroonl sire 10 pupil :::\c:hi~vul'nent is 1't:!"l·nnl- l(:( . bly S lron.g, I.llr;!~· 
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reduction ,hy H third ol,- hr'"11fl pnln'is~ learning l)cnefit.~ of d n ' Cll!:l)lludt: 

con1 l'l1 0nly belie\'("d n ot to be \v1 1.:.h in the po\"-el- o f leach c;~t" to acllleve ," 

Genet-ally , th e n,ain purpose of my concern is v,:hal 1 tried to su,!\.e as 

follows: 

To assist students to d (_~velop posit ive attitude LO\V;:U-c\ s se lf 

confiden ce to discuss 011 the lesson_ 

To identify the aniLudc (interest) of students to\\-::n-ds \,,-hich 

n,elhod of t:eaching is favorable for theIT!. 

It n l.ay serve as stal-ting poinT for '-eseHI-ch LO bt:: conciuctr:;-d 

on students-centered leHrning_ 

T o give som e insight. t.o teacher \vh o seal-ch wFlys of 

n"lolivuting th e students to'vval-ds student - centered lea n ,i n g 

appnlHch. 

WHAT COULD I DO? 

As I explained above, gt-OUp discussion nlet.hod of teachi ng; is one- of the 

best. v"ays of teaching. So students and teachel-s Sllould kno,,,- !lS 

advar1tages and follo,-v r.h<.',- n,eLhod LO beconle good b e nefic ia ry fro!" t.h(-,;, 

tnethod. l\1y rnain objective w as 1;0 n 1 inin'1i7.e the p l-ob lern of st.udents· 

part.icipatlon in grou.p discussion dU"ing English lesson. Sorne of thCln 

"r.,·-el-e: 

• ",,-anted to creaL":: sl..tilable and condusivl.' class rOOln 

cl1vir on1.Tl e nt. 

t \,,-;::ulted to Inorivale and encourc1.ge those st\_ldent.s \\'h o "u'e 

in .fCL1T to c.liscuss in group. 

1 ".:anted 1.(l create con1pct:ent group in the clnss and aCli\-c 

Ica n'lers \.\'ho an:: actively pan.icipant.. 
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1 encouraged and advised students La take rcsponsibilll," f ill 

'their o\vn learning. 

Gen_erally, undel" .my resea r ch I \vish to bl'ing abollt ch<::ul.gc in lcarncJ"::'; 

class activit:ies a n d the ilTlplerncnlation of l.1si.ng pair and .... 1.rol.lp 

discussion rnethod of Leaching. 

WHO COULD HELP ME? 

When I COliducled 111)' action resear ch,"T " 'as h elped by clilTerent p erson;:'l1. 

individuals nn d u .sed <iiffen!nt. r eference ITlat:edal. 

Pi!·st. ly. B ahi l' Oal" Univcr~ity (aCUIty of Education would be hdpc<.l rn<.: 

bOlh by pnH'iding such a c h .. "'lllce to conduct on action J'esearch anc1 

fiTlancir11 suppo ,·t. and [onn.at of action ,-esearch. 

Secondly, the director of schooj was helped m e by introducing I"ne wirh 

aU the SCh(H.)J COJl"lIHunity and replied pasit:ively all what I asked far hini 

Also Ato Muiui<:cn \Vassie a s(;""!n:io!' of English l:eache l' helped J"~ hy 

inu'oducing i"l1e wit:.h students class, by g iving rnatednls that:. are Lls,:!'d to 

teach and givi ng critical feedback, con.nients f.\nd suggestion on n , y 

leaching lTlethodoJogy. Thl~ ciDSSrOOnl students a _roe also helped ITIe b.v 

their discipl ine when 1 was taught I.he lTl and they fill t n m e questionnain.~ 

that J prepa!-ed for dala gatherin.g for rny su.ccess (If JTl'y rnelhodo]ogy nnd 

action reses l"ch . 

Finally I \\'ould lik.c to cxpre s~.; my grea.lful thn .. nk'~; t.0 J"ny udviso J" W,H; 

gave me h eJpful continuous advise, generoLlS assistance in CO JTeCLing, 

organizing and (-\·alust.ing ~'111 I.he rn<II(~r.iaJ in this J·esea l·ch -rllf"Crugh J!"l~ 

"Vl.'ork. 

-
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WHAT DID I DO? 

As I explained nbove group discussion rnethod of te;;.lching is one ()f the 

best ways of teaching. So studen1.S and teachers should kno\.... its 

advantHgcous and follow Lhe n,eLhod to becornc goon. The pdncipal nin1 

of In)' l"ese:;:lrch is to inlpl"OVe the students participation in .Gn~up 

discussion dl...lI-ing English lcs~;on. So, in oJ-del' to arrive at rny objC<..:LlVCS 

I'CSU!t of the analysed rlnd evidences co llect through olht'?]" rnethod. Those 

tnethods arc: 

1. planned 1:0 ["eaITHnge the studenl:s' seating aITangc:'Tnents. To d" th i s. 

considered: 

The 

The total Tlurnber of students and ho\," rnany gl"OUP can [ fonT'!. 

The n.uITl ber of passive (less participant) and aClive scudent.:o.; in 

group discussion. 

The nurnber of Illaie a .:nd rernale students in each group. 

rnain p1..l!-pose of this sC8.ting \\'as t.o rn."3.ke 

beterogeneou~~ 01- [nixed grou'p, Relaling to this C!-iek Shank (J995: 369 

370) staled that «seating alTangen.ent (p<3.tter·n) is aspects of phy~,ica: 

envirQnTnent that ,"\Ie as leachers ean l1lanipulate is t.he se-r..lI.ing 

arrangcrncnl. students need to kno·v./ that the claSSrOOJ1l is sAfe, 

cOn'lfol-Lable p l ace in \-vilieh the:v can en.gage ill positi,,..c social a.nd 

acadernic expc!-icnces. ln tenOlction betv .. 'ee:n st'udents <"lnd tcachel- an;.' ;'liso 

innuenced by the \vay st:"udenl.s ar-e setH.ed." 

J Bef()l-e 1 directly started the topic explan :-1!' inn ! rilsked the srU<1/,'nls 

\vhal they knc\.\' <.'l.bOl...lt the tOFlie. S 'uch T1.!ethod \vas D-ulinly designed to 

(, 
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encourage a n d motivate students to make them act ive participc\l1ts in 

group discussion. 

3. I encouraged the learners to ask if there is any unclear instruction 

about the lesson in their d iscussion. Further more I gave more 

opportunity again for those passive students. 

4. In order to avoid the problem of fear of students, I invited those 

students influenced by that problem to talk (speak) different things in 

front of the class. 

5. I summarized the key points of the lesson by revising what they 

discussed in the class. 

6. I informed about the next period's topic to the students in order that 

they read what they are going to learn. 

HOW CAN I EVALUATE MY WORK? 

To detect the effectiveness of the action taken to solve the problem, 

different evidences were gathered . I invited the students to give me 

comments, suggestion about the instructional process, and the methods 

I used . Through tbis I got enough feedback about the minimization of the 

problem. They said that it was very interesting attractive and all 

inclusive. 

I made some interview with some students regarding the change that I 

observed in the classroorh. Now the number of students participating in 

group discussion increased than before, the interest, initiation, positive 

feeling and their participation in group discussion, was cbanged. 

Generally, based on tbe above information to check my work whether it 

is achieved or not [ interviewed the students and teacher. I a lso prepar-ed 

questionnaires. 
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INTERVIEW 

Again the class teacher and 75% (56 number) of sLUdenLs from 74 

students in the class on the bases of their participation in class room 

\\'hen I use gmup discussion Leaching method, When [ selected these 

sLudents for inLerview my purpose \\'as lO understand \\'hether the 

method has advantage or disadvantage for both class tcacher and 

st:udents . For instance, I listed some of them as follows . 

INTERVIEW TO THE CLASS STUDENTS 

.I., What a re your problems that vou do not parti.cipate in group 

d iscussion? 

2 , Do you think that \\'hen you form group discussion there will be 

disturbance in class room? 

3, Ar e you afraid of your friends when you are speaking in English 

lan g u age du ring group d iscussion? 

INTERVIEW FOR CLASS ROOM TEACHER 

1, [-low is the r ecent: ach ievement. of students' par t icipation m group 

di scussion cOIn pared Lo the previous one'? 

2, What do you think is the pmb!em of students that they do not 

participate in group discussion? 

Accord in g to the result of the interview t o th e class teacher and the 

sample students the panicipation of students in group discLlssion in 

English lesson and their academic achievement \\'as highly imprO\'ed, In 

addi tion, the teacher said, there was great behavioral change in Ihei~ 

particip ation in gmup discussion, 

48 



QUESTIONNAIRE 

\Vhen ! was pl-epared five (5) questionnain: with close ended itenlS th.3l 

help me to identi(y the participation of students in g roup discussioTl 

students \ve!-e made to provide theit" response based on the r ating scale 

such as su"ongl:i agree, Agree, Undecided . Disagree and Strongly 

disagree . 

The pUt"pose of t.his C]ucstionnai r"c to k::no",,. the. attitude of Mcngasha 

~Jenlbel"ie Senior second"lry School student to \vards srudcnts 

participation in group discLlssion app!"oach at English lesson. So .Y(YU an:.' 

kind!): requested to answer the follow ing question hone~~Lly. 

Inst.ruction I: You are requested to pUt" ...J" !na.d< undel" the nl.HnbcT of 

your cho-iee: 

1. Stand for "strongiy disagree" 

2. 

3. 

4. 

"Disagree" 

"Undecided" 

" Agree" 

"Strongly agree'· 

He:-; n on se 

I_N_1. 1_°_' _1 ;tt~:~;:~::_ ~~~;~I~'~~";~;I~:'\'I{~~:;' ~o~: :;~,~: ~s ion ma kes i-1=IT2+jT 4 ~5 
2 1 enjoy le,_'lrning when there is active participation j I.' i 

of stu dents in class roorn i :~ 1------1 
i 3 J feel sorry whel; group discus~jon -is not used in I-i-----y !----------'. 
I the classroom i i ! r 4 A g r oup discussion learning helps students us~-··-r------+----I----··· 
I his!lj(_~] · ba_ckgrouncl knowledge and experience to i 
I solve PJ"oblen"l 
!.S-I A gl"01.lp discu::.~~;iOJ1---re~:;:-{:-;:-)Tng-is 
I , helping students sec fo]- them 
L J-~}_1_ ~?_,,-,~JI:';_9ge is developed. 

important in 
selves h(nv 

') 
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As I tried to prepared the a b ove question n aire it was possibl e ro see fro m 

the I-esponse of th e l1.1 ajor ity o f scudents [raIn t hese questionnaire, there 

are important change t hat studen t a r e using group discussion and 

increased interest of tbe students toward the tnethocl. 

WHAT HAVE I LEARNT FROM DOING MY RESEARCH? 

When I conducted my resear ch, I had som_c intcnded objectives. In 

addition to these objectives I have learn e d nlany useful points from m y 

research work . I listed some of thCITl are as follows. 

.. Smooth rela t ionship between th e teach er and the students nla_kes 

the teaching learning process effective . 

.. r have understood the problerns of students ' participation 111 group 

discussion arnong the secondary school student. 

.. To bring active participation or the Iearner in th e classroon~, Lhe 

value of encouragernent, motivation and reinforcemen t fronl tb e 

teachel- to the students has very significant role. 

The teacher can ilTlprOVe the acadernic perrorn~ance of low achiever 

students lhrough tutorial classes. 

• An action rese<..'tTch is one of the best methods used by teachers as 

a mirror to evaluate their duties. 

In addit ion , this was a good chance for nlC to develop the experience of 

c onducting an action research. In 111Y featLn-e life in teaching , prirnatilv I 

will be dCITlocratic teacher and J wi"! 1 encourage ITly students to freely 

express what they feel. \vill do action researches after selecting 

problenls that h ave great irnpact on the teaching learning proccss. Thi s 

will be in Coopcl-ation v-.rith the school teachers . Regarding illy te8ching 

style, I will has flexible when use different n~ethods depending on the 

nature of the topic concerned. 

10 
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APPENDIX I 

Bahi,- Oal- UniVt: l-sity 

F'aculty of Education 

Department of English 

Questionnoil'e lO be filled by sludents o f Mengasba Jernbe l-ie Senior 

secondary School. The purpose of th is questionna.i l-e is to know the 

attitude of M'engo.sh a JClnberie S(-~niOl- Secondary School si.uc-](·nts 

fo:n.val-ds St.udents pr-ll-ticipation in group discussion appl-oach .H Enlliish 

lesson. So you are kindly requested t.o answer the [allowing ques l io n 

honestly_ 

1 . Pel-sonal Infonnat ioll 

Gn:'lde 9 Lh ,Roorn 1 

:2, l!istJ'uction: r ead tbe following iLerns ca l-crully and indicate the 

clcg r-ec of your agl-eernent by putting" -J "undcl- lhe nUl1ibcl- o f 

YOUI- choice: 

1. Stand fOI- "sll-ongly disagree" 

2. 

3. 

4. 

5. 

"Disagree" 

"Undecided" 

" Agree" 

"St l-ong!), agn::e" 

--~ Re~ollse 
No. ITEM I 21 3[-:.r5:::1

1 1 Students participation in gl-0-Up discussion 111akes =B 
~_ ~ntuden ts~ te,,->,cher !·clat.jonship positive. 

2 I enjoy lea.rning when lhere is active parti cIpatiOn o f - 'b~ 
student!'> in class l'OOln 

f-03;--+-I''''r~e~e~I'-'sorry when group discussjon is not used in the I ---, 
claSSrOQI11 i 

1-;4,----+-A';='-·group .. --cfrsc\.~s-siol1 learning helps students -t7SCj --~----
his/ her background knowledge and expo!:l"icnce to I 
solve I:lI"ob!el'n . 

~L:5:~~~:~,:,::g:r~':')U~-~j'~~d_i_S_C_C_'S __ S_i~ __ " __ I_e_a_,_.n __ in __ g __ l_S __ i_IT_l_P_O_,_.,_a __ n_' __ i_n __ l_,_e_l_p_i_l,_g-" ____ J' __ ~L-_--__ -J .. --------sLudents sec ror thcrn selves ho\o\' knovv]ecige is 
de-vela :led. 

51 



REFERENCE: 

e n .l ick - S h ank ! 1995 i : 

D o n a ld R: D ebor h L B ai nee l" an d K i ITIk rnetcalf. 

Ne"- "'I.'·o rk: McGro w -H il L 

Gal-:'-' D. l:3o!-ic h / 1995 / J;;Xj£.gJj~....9.i..:t.!,;!'! __ <;;bir.!.&J\1s:~..t~r.Ls,i · 

Th e U nive l -:"> il,)'- of Tex as A t Austin 

PalTott ELi zabet h ./ 1<Z·J82 / : Effectin;." Tcnchil 22. 

Unlv('"rs 'i T;'-" o f ] .an Cd .s re r", 

P ere )- Vi A i r-asia !; ; 19 0 6 : ~ I R ssrC'orn .'\.sseSS1Tlc n t:. 1 3, <1 oed .! 

N ew Y o r k : I'v1 cG I-a ,v Hill C on1.panics I nc. 

APPENDIX I 

Bahl'- D a l- Un ivt: rsity 

Faculty of Edu c ati o n 

Oep<''lTtment of Eng lish 

Questionnain" to be rilled by students of Mengasha Jembe rie S c niOl­

sC'condaJ-Y S c hool. T h e pur-pose Qf lh is questionnail"e is to k n o w ! h e 

allicude o f Mengas h a JCITlbe ri e Scnio ,· S ccond a l-Y S choo l st ud e n lS 

forwards Studenls p a l-ti c ipalion in group d ' s c ussjon a ppr-oac h at E n glish 

k·sson. So you a re kindly requested to answer the follo\\-ing qu es l ion 

honest!:y . 

I . PI'~'T sona l lnfonnatio n 

Crade 9u~ R oon1 \ 

:.2 . InSU' uction: n ::ad the follol.ving iten~s Cal"cru lly and in d icate the 

dcgr"ec o f your- agl eernent by putting" -J "und e r the nUI11 b c r o f 

YOU I- c h o ice : 

1. Sta n d for " strollgl y disagre e " 

2. 

3 . 

4 . 

5. 

"Disagr ee" 

"Undecided" 

" Agree " 

"Stl"ongly agree" 

12. 
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