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ABSTRACT

The purpose of this study was to find out the effects of teachers'
and learners' educational and cultural expectations on innovating within

the language learning process,

To achieve this aim, first, specially prepared materials which were
considered suitable for interactive learning were taught by the researcher
himself and by 16 other teachers from 4 government schools, for a period of
6 weeks, During thie time the researcher observed the teachers teaching a
number of the lessons and also carried out self-observation during his own
teaching, Subsequently 11 of the teachers who had taught the interactive
lessons and 60 of the students from the researcherbs own class completed
questionnaires aimed at assessing the feasibility, acceptability and
relevance of interactive learning in the light of teachers' and learners'
cultural and educational expectations. The researcher also interviewed
20 of the students and 6 of the 11 teachers who had completed questionnaires.

At the end,the data was analyzed.

The results indicated that:

(1) A significant degree of modification of perceptions and behavioutsis
feasible and acceptable in a fairly short period of time and with
relatively little need for persussion which suggests that, while overall
cultural parameters obviously have a bearing on what happens in the
classroom, to some extent what happens there is due to habit, prior
experience, lack of exposure to more appropriate procedures etc,

(2) It was possible to persuade most teachers fairly easily of the relevance
and value for learners of a more interactive learning process., However
in the classroom, teachers found it very difficult to adgust their

teaching style over the 6 week period, On the other hand, students
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were very enthusiastic in the classroom about the interactive learning approach

but found it difficult to reconcile how they liked to learn with how they

felt they ought to be learning, based on their prior cultural and educational

perceptions of who does what in the classroom,

(3)

(8)

(a)

()

(c)

(d)

The issue of who exercises control and authority in the classroom and the
reletionship between boys and girls in carrying out group work were both
found to be influenced strongly by cultural expectations. Both issues
would certainly have a strong bearing on the success of any innovation,
Overall it was concluded that it is possible that we can implement at

least to a degree an interactive learning approach in our high schools,

On the basis of the study it is recommended that:
Materials that encourage interactive learning of English should be
developed for high schools,
Materials developers be fully aware of the cultural and educational
expectations of teachers and learners and should take these into account
in whatever they prepare.
Teachers be reoriented cautiously and systematically on the rational behind
the benefits of learning-b;sed approaches. Discussions should be encouraged
on cultural issues that may inhibit change.
In particular the impact of traditional cultural attitudes in certain
areas that may have a bearins on the success of initiatives to implement
change eg. boy-gir‘ yvelationships and the question of control in the

classroom should be discussed,
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CHAPTER ONE
INTRODUCTION

BACKGROUND

A quick review of the English curriculum and the textbooks based on

it reflect that Ethiopian schools perpetuate the more traditional pattern

of foreign language study.

As the experience agd observ#tion of the writer of this paper go, students
are generally expected to learn new vocabulary itemsm with little regérd to
their main context., Language forms are learned by being manipulated generally
as discrete items, usually unnaturally and egain without any attention to
contextual meaning., Furthermore the importance of learning rules about the

language is most of the time confused with learning the language itself,

This being so, at a time when, '"teachers of the English language in
diverse settings have found a new excitement and confidence in adopting
interactive-oriented approaches',Detkert(1987), Ethiopian teachers of English
should by no means remain exceptional, Thus, the need to catch up with the
current trends regarding language teaching/learning and to apply relevant

findings in the field of ELT in Ethiopia is very clear,

In spite of the fact that in-service training courses in Ethiopia are
not freely available, the numerous published materials from the outside world
can help us take hold of the rationale behind and the appropriate implementation
of a more interaction oriesnted approach., As professionals, we need to up-to=-
date our knowledge of the field and should engage ourselves in consistent
innovation within this fields To sum up, in order to get good results, we

need to employ g host of new techniques,
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However, before any attempt is made to put this idea into practice,
the need to take account of the readiness of participants in this case
‘implementers' and 'clients' ie. teachers and students, (Kennedy's terss)
to acéept these new ways is extremely important, This is because in
introducing interaction - oriented approaches to students/teachers who
have previously studied foreign languages in a traditional fashion, we are

likely to encounter student/teacher reservations and resistance,



l.1, Statement of the problem

The purpose of this study is to find out the effects of teachers' and
learners' educational and cultural expectations on innovating within the
language learning process. This study therefore attempts to answer the

following questions:

1, To what extent do the educational and cultural expectations of
teachers and learners have a bearing on managing the introduction
of a more interactive approach to high schools in Ethiopia?

2. To what extent is it feasible for more interactive learning modes
like pair/group work to be implemented in high school classes in
Ethiopia?

3., Do students accept the roles and responsibilities implied by a more
democratic and interactive classroom process more easily than teachers?
why?

4, To what extent is it possible to persuade teachers of the relevance
and value for learners and for themselves of a more interactive

learning process?

1.2, Importance of the study

English is introduced at Grade three as a subject and it is the medium
of instruction from grade seven, It is a compulsory and highly regardéd
subject on the curriculum, In spiteof all these facts, the English proficiency
of the vast majority of Ethiopian students at all levels seems inadeguate,
In this regard, Haile Getachew (1984), Alamirew (1992) and Stoddart (1986)
obgerve that Ethiopian students spend a great desl of time in studying English,
but their English proficency is not satisfactory in comparison with the time

spent on teaching the language,



This may be partly because of the teaching method used, which is, as
mentioned earlier, the traditional grammatical approach. The general reality
in many classes is that English is taught as a dead language, something for
the teacher to analygze in front of the students with grammar rules and specific
vocabulary to be mastered for the examinations at the end of the semester,
English is simply another content area to be memorized rather than a skill
to be acquired and used.

Therefore, to overcome this problem it is relevant to consider the
possiblity of introducing some of the recent methodological insights into
high school teaching, Recent discussion of second - and foreign language
learning in the classroom setting emphasizes the importamce of target language
interaction among students for developing communicative skills in the second
language. (Long and Porter, 1985)

However, before introducing any change in the method, it is very important
to investigate whether such changes are feasible and/or acceptable to the
participants in the teaching - learning process in the light of constraints
on the situations In this study, I am particularly concerned with constraints
'~ presented by cultural and educational-expectations - attitudes, perceptions,
values etc-that teachers and learners bring to the learning process, I am
concerned to find out to what extent change can be introduced in the light

of these expectations,

1.3. The scope of the study

This study has been limited to data obtained from:
1. Students of one grade 10 class at Bole Senior Secondary School
where the researcher is working, Grade 10 students were Belected

because at this level students are under no pressure of ESLCE emam
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preparation and as a result it was expected that they would take
the research project more seriously,

2. The teacher (myself) of these students,

3. Sixteen teachers from four govérmment schools where the research

activities are also carried out,

l.4. Limitations of the study

Inclusion of more sections and a greater nnmbef of teacherz would have
provided a more ideal sample for the study from which to generalize. Howefer,
such an undertaking would have called for more funds and would have involved
more time and personnel to carry out the project, The writer of this thesis
has, therefore, taken the sample from one Grade 10 section of one high school

and sixteen teachers from four government schoolss



CHAPTER TWO
Review of Related Literature and of the Ethiopian Context

2.0, Introduction

In this chapter a review of the research literature concerning teachers!
and learners' educational and cultural expectations will be given. Since the
topic of the current research is to try to assess the effects of teachers and
learners' cultural and educational expectations on implementing change in the
form of/:ord interactive learning approach, I will then give a brief analysis
and comparison between the more traditional transmission-of-learning approach
common in Ethiopia and more recent interactive learning approaches, together
with teacher and learner roles implicit in these approaches. This will be
followed by a review of research concerning the main issues to be considered
when innovating within the language learning process and the constraints and
needs to be addressed when introducing change in the direction of more recent

ELT methods,

2.1l. Teachers' and Learners' Educational and
Cultural Expectations

In any teaching and learning situations including EFL learning situations
teachers and learners have expectations mainly about the content they are to
learn, the roles they are expected to play and the methodology that is most
appropriate,

There will also be expectations about what language is, how it is best
learned, how it should be used etc. These expectations may be articulated
explicitly by teachers to learners or may simply be implicit, Woods and
Hammersley, 1977 (quoted in Cortazzi, 1990) describe the perceptions and
expectations of British teachers and pupils as "a matrix of assumptions by
which one makes sense of the world.," These assumptions are seen as being

constructed through social interaction in terus given by culture,ie" Culture
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serves as a framework for the perception of others and guides the interpretation
of classroom interaction and more broadly, the construction of meaning in the
classroom, "(Cortazzi, 1990:55)
Cortazzi (1890) argues that:

""These expectations derive primarily from

often hidden assugptions embedded in

participante cultural backgrounds and/or

stem from general orientations towards

learning resulting from previous educational

experience, "
Cortazzi further explains that both cultural and educational expectations are
derived from socialization patterns in childhood and during key stages in

education,

2.1l.1s Culture and Cultural Expectations

‘' Culture embraces all aspects of the patterns of life and the achievements
Cunninggwerth (1984)
of a national grouping,'/Culture both in itself and as it impinges on the
language classroom can be seen as many faceted,
Valette (1986) defines culture as being composed of two major components:
1. Anthropological/Sociological culture: attitudes, custumary belief,
patterns of behavior, daily activities of people, their way of
thinking, concepts, values forms of organization., Since language
is a direct manifestation of this aspect of culture, a society cannot
be understood without the knowledge of its language?
2. The other component of culture is the history of a society's civilization-

geography, history, achievements in sciences, social sciences,arts,

ie, its heritage.

Hughes (1986:162) furgher subdivides the first aspect of culture into
what can be described at individual level and what can be described at

institutional level. In other words ,he holds the view that we can consider
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an individual's motives, intentions, desires or we can consider the same
motives on the institutional/societal level,

Valdes (1990:20) asserts the inevitability of learning culture in the
language classroom as follows:

"Whatever approach, method or technique is used
greetings are usually first on the agenda, How
can any teacher fail to see the cultural nature
of the way people greet each other in any stage
in any language? ... Every language lesson from
repetition drills,tofilling in the blanks to
sophosticated compositions in advanced classes
must be about something and almost invariable that
something will be cultural no matter what guise
it travels under"

As far as learning culture is concerned, Valette (1986) contends that
while there are dangers in extreme monoculturalism, there are also dangers
in extreme acceptance or attempts to accept and implant the traditiong and
values of a second Aanguage culture and in not adequately understanding

the gap between the L7 culture and the local culture. This is a

point of relevance to the current research that will be taken up again later,

As mentioned at the beginning of this chapter, teachers and learners
have expectations of various types. These expectations emanate from
socialization patterns in early childhood as well as during later key stages

in education,

By socialization, Wentworth (1980) quoted in Cortazzi (1990), means
the process of acquiring adult roles, internalizing the cultural beliefs
and values of society. Thus parents and other adults or older peers display
in interaction with children the expected ways of thinking, feeling and

acting required by society,
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As Cortazzi points out, socialization is clearly linked to cultural
transmission, It takes place through the medium of language, but children
are also socialized into ways of using language which is in itself an
important part of culture., Thus adults use of first Language in interaction
is thus a major if not the most important means of transmitting cultural
knowledge and is a powerful means of socialization. Vygotaky (1962) and
Bruner (198%), (Quoted in Cortazzi, 1990) even argue that language is a
by-product of cultural transmission, Thus as a result of eurly socialization
in the family and in particular language socialization, ie. experience of
language as spoken with adults in the first language speech community,
learners bring with them to the classroom particular beliefs, atti@udes and

expectations of language behavioil, language learning and language use.

2.1.2. Educational Expectations

The expectations that result from socialization in the family and first
language community are subsequently '"overlaid with further expectations of
language-learning and language in general derived from the educational system
itself." (Cortazzi, 1990:57)

Classroom interaction may in fact be regarded as "a culturally transmitted
source of instruction about rights, rules, roles and unspoken assumptions
about how to learn and what is worth learning, "(Willes (1983), (refered to
in Cortazzi (1990). Thus by educational expectations we are referring to
the effects of teachers'and learners "expectations of learning on the learning
process, What counts as teaching and learning? How are knowledge and learning
jointly constructed in the classroom? etc. The point is that learners are

socialized into such patterns and are prepared for particular roles in pre-school
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experience with adults and, through classroom interactiem, they become a

deeply embedded part of learning expectations about what a normal classroom is.

2.1.3. Some examples of differing Cultural and

Educational Expectation$

One area in which Western cultural and educational expectations differ
from those of other cultures is in attitudes to ways of thinking particularly
in relation to reading and writing, Cultural and educational expectations of
Western Education include: (1) Knowing and understanding different points
of view; (2) critical evaluation of alternatives (3) arriving at balanced
judgements and (4) presenting clear lines of argument (Cortazzi, 1990), This
is because Western Culture implies a questioning mind and certain ways of

thinking and certain kinds of thought patterns.

In this regard, developing an argument in English typically involves
examining, analyzing comparing and contrasting and applying. It thus requires
succinct logical patterns and this may not be admired or immediately acceptable

in societies that value elaborate expression and circuitousnese. (Voldes, 1990)

Cortazzi gives, as an example of how the perceived nature of language
and learners' cultural and educational experience of it can influence their
expectations of Second language learning, the example of Chinese. A young
Chinese learner learning to read and write Chinese needs to do a lot of copying
and memorization of characters. Chinese first lanzuage learners are thus
likely to perceive reading skills as involving the need to know vocabulary
by memorizing words and reading slowly word by worde This is a view of learning
that has many similarities with the experience of an Ethiopian child learning

Amharic, but contrasts greatly with recent iWestern approaches involving
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interactive learning, and a commnicative approach to reading involving
guessing, prediction, reading with different speeds accomding to purpose ,
etc, In such approaches the need to memorize is de-emphasized., Unless
there is a steady and careful approach to implementing innovation in such

a context, the approach might be seen as inappropriate or bad teaching,.

Cortazzi gives a broader and more systematic comparison between educational
and cultural expectations of Japanese people and Americans. The table he

uses is reproduced below. (Cortazzi 1990:62)

Figure 1
Japan USA
CULTURE: homogenous heterogenous
hierarchical egalitarian
group harmony individuality
consensus independence
group dependence self-confidence
avoid confrontation confrontation acceptable
emphasize empathy stress verbal
non-verbal elements communication
EDUCATIONg repetition, memory, understanding
persistence,respect
authority develop critical ideas
exams are crucial | exams less important
fear of failure less fear of failure
accept group consensus debate ideas
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LANGUAGE: Complex scripts one simple script

strong word orientation meaning orientation
prefer hints, ambiguity prefer explicitness, being

indirectness straight forward

listener interpret§ .
use of intuituion
avoid disagreement
avoid direct questions
distrust speech

prefer formal regulated

situations

speaker makes clear
verbal clarity
disagreement acceptable
many direct questions
speech shows confidence
prefer informal

spontaneous

reluctance for verbal willingness for verbal

intimacy intimacy

It is evident to the researcher that while there may be difference of
emphasis, many of the non-Western expectations outlined above - the cultural
expectations (eg. hierarchical, homogenous, desire for group harmony and
consensus) educational expectations (focus on repetition, memory; learning
comes from persistent apolication; respect for authority; extreme value
placed on examination achievement; fear of failure and losing facej accepting
group behaviour patterns) and language expectation (language is used to hint
at meaning, rather than present meaning explicitly; the role of the listener
or reader is to interpret etc,) are very similar to the cultural and educational
and language expectations that Ethiopian learners bring with them to the
classroom, And it is the intention of this research to try to identify to
what extent such expectations influence the possibility of implementing

change through a more interactive teaching - learning process,
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2.2, Transmission=Oriented Learning Vs, Interactiom
Oriented Learning

Different assumptions about language and language learning held by
different cultures reflect different views about what should b@ taught and
the dynamics of the learning process, If we take Cortazzi?’(199Q=58)
argument and ask questions about many classrooms throughout the world, such

as?
= Who speaks most of the time?

- Who asks most of the questions?
- Who evaluates the answers to questions?

= Who has the right to interrupt others?

vho says whether, when and how others may speak?

Who controls the language of interaction?
- Who says what has been learnt,how well and why?

The answer would be: the teacher, The reason as he also maintains is

that there exists a certain set of expectations that create a transmission
teacher - dominated view of learning. 1Ihis is a culture bound view, typical
of cultures "stressing continuity, suspicious of change, emphasizing stability
and group identity". It is also typical of the situation in Ethiopia, It
can be contrasted with the more innovative view that learners collectively
build up knowledge and ideas £hrough activity, interaction and increasing

confidence in verbal expression. .Barmes 1976, (cited in Cortazzi 1990),

The ftransmission~oriented and interaction-oriented or more communicative
approaches will now be briefly compared in order to provide a framework for

discussing teacher and learner roles in more detail,
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The transmissienseriented view of language learning helds that

language teaching is cencerned with develeping students® mastery ef
rules geverning the idealized }anguage learning as a precess of
develeping a capability te eperate in situatiens ef ‘*language use'.

(Murdech 1989)

In the transmissioneoriented vliew discrete 1ten‘ and single
sentences are the central fecus ef attentien while in the
interaction-oriented view language is regarded as a "meaningful
disceurse which can be examined with reference te the contcxtuai

features of the real-life situation in which it is used."(Murdech 198%)

The methodelegies asseciated with the fermer view tend te be

highly teacher - centered, where the teacher is seem as respensibile
fer explaining the rule ;r meaning, previding exemplificatiens ef
it and giving the student practice in applying it while the latter
view emphasizes the active nature ef the learner in the precess

bringing meaning te the written and spoken werd.

In recent years, we have ebserved the emergence of seme degree
of censensuss in ELT mathedelegical texts, ceurse beeks etce. emanating
particularly froem Britainyxg:;ted States, Cznade and ether Western
secieties regarding teaching and learning geals and the metheds
where by these geals can be best achieved, Wright (1987) describes
the mest effective ef the recent methods as those empRasizing
learning as an interactive negetiatien process where learners build

up knewledge and skills ceeperatively and where the teacher's rele

is te manage and facilitate the learning precesse
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Calderon, (cited in Christison 1990) defines cooperative learning

as follows:

" eeo & strategy for the classroom that
is used to increase motivation and
retention, to help students develop a
positive image of self and others, to _
provide a vehicle for critical thinking
and problem - solving, and to encourage
collaborative social skills,"

N

Long and Porter (1985) also discuss the value of group work and mention the

following pedagogic reasons for using it:

= to increase the number of opportunities for language practice

to improve the quality of student talk. (not merely responding
but initiating as well)

to individualize instruction

- to create a positive affective climate in the classroom.

- to increase student motivation

In other words, group work, which is one of the most important activities
in the currently popular intebactive /communicative approach, allows students
to use language in a particular way. If the students realize that the
language they are learning is of some value to them, they will use it and
when they use it, they communicate. Through group work students participate
actively in discussions, sharing opinions, agreeing and disagreeing with each
other,

From the discussions above the following reasons regarding the usefulness

and effectiveness of group work can be noted:
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(1) The aim is for students to become independent from the teacher,
The teacher is seen not as the ohly learning center and the
students are expected to take an active role in the learning

process, using the language as a means of communication,

(2) There will be more social interaction and effective learning is

likely to be increased,
(3) Students will exploit their language resourses to the utmost.

(4) Students will remember much better the things that they do and

learn on their own,

However, the question of how and to what extent we can apply these
insights in Ethiopian high school situations bearing in mind the educational
and cultural expectations of teachers and learners is not so easy to pronounce
upon, It is the purpose of this research to study this issue further. To
adopt a redatively 'strong' version of interaction- oriented language
teaching/learning is clearly not feasible or relevant, nor is it likely t&
be acceptable in Ethiopia. I am also aware that any 'strong' or 'weak!
version of CLT is itself an approach based on a fairly academic-based Western
view of language teaching/learning, which is probably implemented fully in a
relatively small proportion of classes in VWestern countries, My aim is therefore
to find out to what extent certain aspects of interactive learning/communicative
language teaching may be considered sufficiently and acceptable to implennet

in Ethiopian high schools,

ooo/



2.3 Teacher and Learner Roles in Interaction Oriented
and Transmission Oriented Learning,

4

2.3.1. Interaction=Oriented Teacher and Learner Roles

Harmer (1983), Breen and Candlin (1980) and Wright (1987) assign
a variety of roles to teachers during the teaching - learning process.
It must be borme in mind again that those scholars a:!:é of course locking
at those roles from Yestern cultural perispective.nentioned at the end

of the previous section,

Wright (1987:51-52)identifies two major roles for teachers in the
classroom: (1) to create the conditions under which learning can take
place - the social side of teaching, (2) to impart, by a variety of means,

knowledge to their learners - the task - oriented side of teaching.

He argues that the teacher’s primary role when setting up learning
activities is creating a variety of appropriate conditions under which
effective learning can take place. The function of such a management role
is to motivate learners who are demotivated and to nurture those who are

already well motivated to the task of learning the languages

Secondly, he argues that teachers also control the social and learning
behaviojirof their learnems through the choice of activities and ways in which
they organize the learning group to perform activities. Each of the ways
of organizing entails different types of social relationships between
teacher and learners., Each will imply different social relationships
between learners too, and will also entail different types, products and
contributions from the learners. Consequently, these relationships are

accompanied by expectations of one over the other,
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As regards interaction - oriented learner roles Breen and Candlin
1980 (cited in Richards and Rogers, 1986:77) describe the learner's role

within the Communicative Language Teaching in the following terms:

""The role of learner as negotiater -between

the self, the learning process and the object
of learning-emerges from and interacts with

the role of joint negotiator within the group a
and within the classroom procedures and
activities which the group undertakes. The
implication for the learner is that he should
contribute as much as he gains, and thereby
learn in an interdependent way:

Thus the overall aim is for the learner to work towards autonomy and the
developing of a learning style that emable him to operate as an indfpendast

learner.

2¢3.2, Transmission - Oriénted Teacher and Learner Holes

To begin with, let us consider the following characterization of the
teacher's role by Dykstra (cited in Wright 1987:49)
"eeee near automatons who stand up, call roll,
talk a lot, give cues, ask simple content
questions, check for comprehension, check
for recall, keep records, discipline students,
bestow grades and generally carry on with clerical
tasks far below what their own level of
ability might bel
We can see that such characterization is fairly typical of a traditional

teacher role where she/he dominates all work in the classroom.

Similarly, McGreal (1989:19) asserts that in the traditional classroom,
the teacher has taken on the role of the great leader, imparter of knowledge
and has generally been the center of all activity. Murdoch (1990:15) also
maintains that the teacher's role was seen mainly in terms of providing
input in the form of models and explanations of the language system and

then closely controlling practice of these models,
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In the same way, transmission - oriented roles are assumed for students,
In such views learners are required simply to listem to what the teacher
says. They are not encouraged to initiate interaction. Vhere there is
interaction, students normally converse with the teacher in generally

predictible "Teacher-talk'l,

Students are also expected to memorize essential patterns and stmuctures,
ie,the focus is mainly on accuracy and this results in giving extreme ~ -
of
emphasis to correctneass which leads students to fear/losing face by speaking

out and making errors,

Generally, students play a passive role. There is lack of student
involvement in activities and in most cases students are willing to contribute

only relatively controlled responses,

2.4, Innovating Within the Language Learning Process

White (1987) describes innovation as "planned and deliberate change
intended to bring about improvement. It is fundamental in nature and it

is perceived as new by all involved with it."

Kennedy (1988) also claims that innovating involves behavioral change
and underlying any behaviour are deep-seated attitudes and beliefs, So, to
produce any significant change people need to act differently and may be
required to change the way they think about certain issues. Change, according
to Kennedy, takes place in an environment which confists of a hierarchy of
interrelating systems, the most generalized of which is the cultural systen,
The figure below is taken from Eennedy (1988:332) and illustrates the hierarchy

of interrelating systems he proposes.

ves/
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Political
Adminstrative
Educational
Institutional

Classroom

innovation

Fig. 2 The hierarchy of interrelating subsystems in which an
innovation has to operate.

Kennedy argues that in the change process all the participants need
to be involved and consulted. iambright and Flynn (cited in Kennedy, 1388)
have distinguished five roles for participants in the change process: those
of adopters, implementers, clients, suppliers and enterpreneurs. Here the
discussion focusses on implementers and clients who, in the case of ELT, are
teachers and students respectively,

Kelly (cited in Kennedy, 1988) suggests that for an innovation to be
viewed favourdily chere must be initial dissatisfaction with the existing
state of affairs. The greater the dissatisfaction the more willing the

participants will be to actively seek new solutions to their problem.

Concentrating on the teachers or implementers, Kennedy also mentions
the need for initial dissatisfaction to bé high and that then there must
follow a matching process between the teachers working context and the
nature of the innovation, Kennedy (1988:337) identifies three areas in
which the matching process occurs and suggests that for the innovation to
be accepted the matching must be 'high' in all three. He mentions the three

areas as follows:
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(1) Feasibility - given the resources and the organization within
vhich the teachers are working, do the teachers believe the

innovation can be implemented? An innovation involving group
work may be rejected if resources do not permit the small classes
which teachers may feel necessary for this kind of methodology.

(2) Acceptability: Teachers match their teaching style and philosophy
and their expectations against that presented by the innovation,
If there is a high degree of matching, the innovation is likely
to be adopteds Thus a transmission centered teacher is more likely
to welcome materials deriving from this style of teaching than
those deriving from interpretive teaching styles

(3) TRelevance: The innovation is more likely to be accepted if it
appears to match the needs of the students as perceived by the

teachers.

Of these areas, the second - acceptability is of most concern to me though
I will also, in the course of my research, be considering feasibility and

relevance as the three are clearly interrelated,

2.5 Changing Teacher and Learner
Perceptions/Expectations

The main aim of this paper is to assess the feasibilityJ relevance and
acceptability of introducing a degree of change in the direction of interaction-
oriented teacher and learner roles, in a situation where there are strong
cultural and educational expectations regarding the roles teachers and learners
should play. Implementing such change is not likely to be an easy task for
" the participants need to modify their perceptions3as well as,there being major

constraints imposed by lack of resourceg)rigid administration, large classes etc.



2,5.1s Changing Teachers' Perceptions and Expectations

With regard to the implementation of a more interactive communicative
approach, teachers will not only need to change their teaching techniques
but also will need to modify their perceptions of what constitutes teaching
and learning. Hyland (1991) states that, "if we wish to take the idea of
communicative teaching seriously and allow our students to become active
participants in their learning, we have to relinquish our traditional

teacher roles.,"

It is very likely to be difficult for teachers to relinquish their
traditional roles over-night, possibly more difficult than for students
to acquire new roles, In other words, it is difficult to wipe out the

impacts and attitudes of the traditional methods of teaching the language.

Introducing interactive techmiques such as pair/group work means we
are expecting teachers to encourage learners to gradually assume greater
responsiblity for their learning as interaction is no longer entirely mediated
by the teacher. This role, which results in a greater degree of learner
independence may not always be comfortable for teachers at first although
it is possible that students may adapt tq/igre readily, This discomfort
emanates from different educational and cultural perceptions and expectations

of the learning process.

Teachers who are accustomed to transmission - oriented roles, who like
to dominate all work in the classroom, and who are then exposed to the
classroom dynamics and techniques that the more interactive oriented avproaches
involwe may ''view these ideas not as a positive development but as a double -

edged threat: a threat to their classroom persona and a threat to their



inherited techniques"(Murdoch 1999). In other uordgsteachers may feel
that relinguishing teacher control for interactive learning will cause them

to lose face,

Discussing teacher training based on the need to teach students how
to deal with language in context involving them in cognitive activities
that arouse their interest, Murdoch (1990) asserts that teachers with
previous experience in TEFL pose difficult problems., He says:
"The very fact that they are 'experienced
teachers' means that they have egtablished
patterns of behavior in the classrooam
setting., And these patterns of behavior
and related ideas of the nature of language
- teaching may cause interference, confusion,
or resistance when theyrx:>ie” the course
input," ]
He further points out that for teachers who are used to employing transmission =
oriented techniques, it may be difficult for them to accept input on
interactive - oriented techniques at all, Alternatively, they may be
convinced of the case for the need for new approaches and technigues but
may find it impossible to integrate them with their established behaviour,
ie. it may be difficult for them to reconcile new ideas with their previously
acquired teaching skills, One factor in this difficulty mentioned by
Murdoch, is the influence of the methods by which they thbmselves were

taught languages.

A further problem is the method expected by the students. In the
Ethiopian context, generally students are typically required to consider
only one point of view and accept information without questioning. They
are seldom encouraged to hypothesize, critically evaluate and they have
little experience of developing clear lines of argument, Their expectations

of the learning process are based ultimately on receiving and memorizing,
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Their primary role in learning English is thus to know words and sentences,
or master grammatical rules for recall and use on written examinations
rather than working out their own arguments and expressing thea clearly

and logically. Students thus perceive the language learning process in

the classroom primarily as an occassion for a teacher's guidance through

a textbook or for examination on their own mastery of a textbook., In other
vords,attending class is perceived as mainly exposure to a body of materials
that will inevitably reappear in part or in full in the final examination,
Thus the method which students are accustomed to will be a barrier to

teachers seeking to implement change,

Abbott (1987:48) notes other sources of resistance to new teaching
methods, Within a transmission - oriented situations, students, parents
and the school administration with their attitudes have some effect on
teachers and may prevent them from trying out new ways of teaching. Thus he
warns us:

"Trying to push teachers into making what they
see as radical changes in the way they run

their lessons is frequently counter = productive,
the more you push the stiffer the resistance;

and apparent successes are sometimes actually

failures, the teacher reverting to former
practices when the trainer is no longer present,'

of
Therefore, for any degree/innovation to be successful, teachers will

have to modify their expectations. In fact, what Murdoch argues, as already
mentigned, is from the point of view of formal teacher training programmes.
Similarly ¥allace (1991) argues that the need for giving teachers a well -
plannedazg-orientation whith encourages them to reflect on their attitudes,
belieﬁyierceptions of language and language learning on customary behavior
in language teaching, In this way we may to some degree be able to modify

their perceptions and actual classroom behaviors over a period of time,ies
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It may thus be possible to implement a modest degree of chl‘se in attitude
to this behavior. Hence, from the teachers' point of view trying to

introduce a different methodological approach needs caution.

2¢5.2s Changing Students' Perception and Expectations

Nolasco and Arthur (1986) note that in introducing new methods learmers'
expectations must always be taken into account and change should be

introduced gradually.

Abbott (1987), Cortazzi (1990) and Nolasco.dArthur (1988) agree that
organizing lessons differently from what the students are used to will
inevitably provoke a reaction from the students because students come to
lessons with expectations as to what is normal classroom organization and
behavior. Christison (1990) observes that students typically come to EFL

classes expecting'the traditional classroom arrangement with the teacher

in front of the class and the students in straight rows watching the teacher,
As a result, they will be confused and hesitant when these expectations are
not met. In such conditions,(huﬁstison stresses that the students need to
understand why it is that they are doing things differently and how it will
help them reach their goalse

As regards students expectations, Byrne (1987:34) also observes the
following:

"In some countries, students (parents)
expect the teacher to stand in front of
the class ==-- and 'teach', That is,
to control and instruct the students.
In this case, they will probably expect

other things too = lots of drills and no
language games for example."

Similarly, Nolasco and Arthur (1988:38) discuss that students in large

classes know how lessons are usually structured and they know what type of

Qv e/
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Questions the teacher will  ask as well as how they are expected to answer
- them, They roughly know not only what the gverage teacher will and will not
accept but also they will have their own particular perceptions of ''the good

teacher '"and" the good lesson''s

es

Girard 1977 describes the qualities of a good language teacher and
mentions the following: as part of a much longer list of qualities, A good

language teacher is one who,

makes students participate

insists on the spoken language

makes pupils work

speaks good Znglish

teaches good pronunciation

By and large, Ethiopian students may be expected to evaluate/appreciate
a teacher as a ''good Mnguace teacher'" on the basis of rather different
qualities, For example, they may perceive a good language teacher to be

one who:

- lectures and explains everything

- insists on silence and is good at keeping control

-~ gives notes for everything and makes them copy

- has good hand - writing and frequently uses L1 to help
them understand language items

- teaches grammar rules well

This matches with O'Brien's (1986:84) claim that "in any given teaching
situation there is some sort of generally perceived, if not always explicitly

specified, model of the 'good Teacher',"



Accordingly, to practille interactive techniques such as pair/group work
in a transmission oriented learning situation may clash with educational
and broader cultural expectations of learners. Cortazzi (1990:59) points

out likely student reactions as follows:

"Why are we being asked to talk to each other
° . and ask each other questionsfThe teacher
' ‘should ask the questions and listen to the
' answers and correct them, If we are all
talking in pairs together, how can the
teacher correc us?"

The reactions mentioned above show what students in traditional
classrooms expect the norm to be, As a result, a teacher who attempts to
introduce a more interactive approach may face difficulties unless learners
are encouraged to modify their perceptions. Failure to take account of the
need for this may lead to the diminution of his status and perceived

competence in learners' eyes as he is not behaving in ways learners have

come to expect good teachers to behave.

During such situations, Deckert (1987317) insists on the need for
student re-orientation, For example, students need to know that the classroom
is a place to use the foreign language and not essentially a place to learn

right answers,

In the same way, Ilola et al (1989:16), discussing classroom management
for structuring students’interaction to promote learning, draws attention

to the following:

"(a major) consideration that mmst be taken into
account is the students' cultural and social values,
their expectation about classroom learning, and
their personal learning sfyles. alues and expectat-
ions vary from countfyy to countiy .... It may be
that for some cultures or indivigual students
group work will not be as successful or will
need more practice because of cultural walues or
past experiences =---="
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Ellis and Sinclair (1989) also agree that learners bring into the
classroom their own expectations about language learning, their teacher's
role and their own roles and they point out that these expectations are often
the result of past learning experience and cultural background, Accordingly,
they recommend learner training so that students can understand what is

happening in the classroom and why,

Thus to produce a significant change in learner behavior, learners
and teachers will be required to modify their perceptions about what teachers'
and learners' roles and expectations should be. At the same time we need
to be aware of how students are likely to respond to high student involvement
learning methods and thus bear in mind what degree of change is likely to be

feasible., and acceptables.

2.6. Introducing a Degree of Interaction in ELT Methods in
Ethiopian High Schools

Stoddart (1986) and Alamirew (1992) have argued that English language
teaching in Ethiopia is based on a structural - grammatical approach and
state that the teaching = learning is mainly teacher - centred with little

or no active student participation,

Besides, from the observations and experiences of the writer of this
paper, it seems that in Ethiopian high schools teachers and learners typically
accept as given a teacher-centered mode of classroom organization and a
traditional grammatical approach to second language learning, Further, a
quick review of ENE textbooks reveals that the reading materials and learning
activities are somewhat contrived, and cannot be easily modified, except by

really innovative teachers, for genuine interactive learning,



Thus, cooperative, interactive learning, learner responsibility and
the developing of learning strategies in English receive scant attention
because teachers/learners are either not aware of them as effective ways

of facilitating laﬁéuage learning or are not convinced of their value,

However, Sara (1989) studied a number of elementary school classes to
" see if employing communicative games and activities would result in more
effective learning than the existing method does. Her research thus focussed
on;;neLaBpect of interactive learning in CLT and she arrived at a number of
cohcluéions relevant to the present study:
‘ - Games can be used in large classes
- Teachers can cope with teaching games and activities in

Ethiopian government elementary schools.

She recommended that a study be conducted as to how to integrate language
games and activities more extensively within the current purely structural
syllabus, She also recommended to change the syllabus as a whole and to

retrain teachers on how to teach students in a more interactive way,

The present research is therefore related to the afforementioned study
except that it is wider in its scope,ie. takes a range of techniques appropriate
to CLT and is concerned with a particular focus: to what extent expectations
influence the feasibility, acceptability and relevance of change; and it is

aimed at high school situations,

Similarly, Alamirew (1992) carried out research on the application of

group work in learning English in high schools, H

e reported that teachers
seemed very happy with the use of group work in the belief that the method
would help students develop their English proficiency. He further found out
that teachers didn't have any difficulty during the group activity lessons

excent shortage of time.

*



Therefere it is expected by the current researcher that certain

&
aspectsjinteractive methods can be intreduced in our high scheels although

prebably enly gradually and cautieusly becsuse ef the need te take acceunt

of and modify “eachers' and learners' expectationf. In particular it is

expected that:

(1)

(2)

(3)

Students will need te see the purpese and benefits ef learning=-
based appreaches if they are te be acceptede They may reject the
new ideas as ceunter te widely accepted cultural and educational
nerms or cemplain that the teacher is net teaching if the security
and sense of erder feund in the familiar classreem reutines are
suddenly *vielated' by semething new,

Teachers will alse need te see the purpese and benefits beth te
them and te learners of learning based appreachese. They may ¥iew
these appreaches as a 'threat te their classreem persena and
1n&erited techinques', They may regard the innevatien as net
feasible = given the reseurses and ever-all centext they are
working within. They may find the change in teaching style and
phileseply required by the innovation te be culturally
unacceptable.

Teachers will need te be more sensitive te heow students learn
beth in terms ef implementing new mefiteds and in the‘tine

needed te integrate new learninge They will need te be made
aware of he - students respend te high-student-invelvement

learning mef&éds. Generally speaking learr.ers frem Western
Cultures are mere likely to be able te ad:pt quickly te reflection

self analysis and risk-taking since these behaviouss are
familiar te them already frem real life experience. Hewever,
students in Ethiepia are likely te need a much lenger

peried of adjustment &8 beceme truly invelved,
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Generally, among other issues the following questions need to be

considered and answered.

1)

(2)

(3)

(4)

To what extent do the educational and cultural expectations of
teachers and learners have a bearing on managing the introduction
of a more interactive approach using communicative techniques to
‘high schools in Ethiopia?

To what extent is it feesible for pair/group work to be implemented
in high school classes in Ethiopia - given the resources large
class size, system of organziation etc, in which teachers and
learners worke.

Do students accept the roles and responsibilities implied by

a more democratic and interactive classroom process more easily
than teachers? why?

To what extent is it possible to persuade teachers of the relevance
and value for learners and for themselves of a more interactive

learning process?

It is mainly with theee questions in mind that this research has been

carried out,



CHAPTER THREE

PROCEDURE

3el. Sampling Schools, Students and Teachers

Jelels S&ﬂpling of Schools

For this study four government schools in Addis Ababa, Misrak
Comprehensive, Kokebe Tsibah Senior Secondary, Wondirad Senior Secondary
and Bole Senior Secondary were sampled. I selected these Schools after
taking into account the transportation and other problems that I might
have faced if I had chosen more distant schools. The first three were
chosen for their proximity and the last as it is the school where I work.

An additional reason for selecting the latter is that I believed I could
get adequate cooperation from the adminstration as well as from the teachers
and the studentss A total of four schools were sampled in order to

maximize the data that could be obtained,

Besides, as all government high schools in this country use the
same textbooks and have an equal number of periods for English and more
or less equally qualified teachers, these schools can be said to approximately
represent Grade 10 students and teachers of government schools elsewhere in

the country.

3,1.2. Sampling of Student Population

From eightecanafternoon shift Grade 10 sections at Bole Senior Secondary
School one section was selected by lot. Grade 10 was selected because at
this level students are under no pressure from ESICE exam preparation and
compared to students of other grades it was assumed that students at this

level (grade) would give more attention to the research projects



3ele3s Sampling of Teacher Population

Sixteen grade 10 teachers' of English, that is, four teachers from each
school were sampled by means of lot., In addition I was personally involved

as Itaught the Grade 10 class at Bole High School,

3+2. Preparation and Application of Teaching Materials

3.,2.1. Preparation of Tasks

Tasks were adapted and prepared based on the guidelines recommended
by Littlewood (1981:17-18) in that they should provide "whole-task" practice,
improve motivation, allow natural learning and create a context that supports
learning, Thus, interactive tasks of guessing games, information transfer
and information gap activities, problem-solving tasks, ranking exercises,

walues clerification techniques etc. were devéloped.

Moreover, the main emphasis of the activities was on meanings *o be
communicated and less emphasis was given to forms and {yycCturato be
learned. For developing the tasks and activities,I adapted materials from
the workts of the following writers: Harmer,(1983); Klippel, (1983); Ur,(1988)

and Doff,(1988),

The materials were prepared in such a way that they required interaction
and cooperation while at the same time were suitable for group work, Other

factors that were considered were as follows:

- The activities should retain a degree of relevance to the content of
the ENE Course ie. in terms of level and language content.
- They should be relatively simple to administer and for students to

carry oute
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- They should be relevant to students experience and interests.
- They should be manageable in terms of time available.
- They should be graded: from controlled to less controlled and to

freer activities.

2,242+ Orienting Teachars

The researcher oriented teachers on how to present and manage the tasks
for the research. First, they were provided with the specially prepared
materials, the ones meationed above, which included task sheeta and teacher
notes, Furthermore the teachers were given a specific orientation which

focussed on the following main points:

- Teachers were given careful orientation on how they could get

the students to carry out the tasks, Specifically, as the

researcher did himself when introducing materials to his own

students, teachers were given advice to do the following:

= to set up a routine so that students could gradually accept
and get used to the idea of working in pairs/groups and know
exactly what to do.

- to give clear instructions (even using Amharic when they thought it
was necessary) about when to start, what to do and when to stope

- to demonstrate the activities by getting pairs of students to ask
and answer in front of the class,

- to gdt students familiarized with pair/group work by giving them
very short, simple tasks to perform initially and after the studeamts
had got used to the idea of working in pairs/groups, to extend the

range of activities offered.

ooo/



- to form groups of 6-8 students (which were at the same time
convesient for pair work) and to make them elect their leader/
secretary.

- to assist each group when doing the tasks.,

- to note down errors and give corrections after the activity is over.

The researcher himself taught one section of Grade 10 trying out specially
prepared materials (see appendixA)which were considered suitable for
interactive work in pairs/groups. These were taught along with normal ENE
(English for New Ethiopia) materials for six weeks., The sixteen teachers
similarly taught the materials over a six week periéd for two 40 minute

session per week in their own schools,

3.3 Construction and Distribution of the Questionnaire

Two questionnaires were constructed for the purpose of helping teachers
and students to reflect on their attitudes to the interactive learning tasks
and to help the researcher identify to what extent teachers and learmers

were able to accept the innovation, to what extent not and for what reasons,

3.3,1. Students' Questionnaire

The students' questionnaire was designed in Amharic to assist students
with answering, It contained 17 items. The questionnaires were distributed
to 65 students who participated in the six weeks of interactive lessons at
Bole Secondary School. Students were briefed on the purpose of the
questionnaire., Apart from this the researcher clarified the questions item
by item to avoid the possibility that students might misinterpret. Students

kept the questionnaires with them for one week and the researcher was available



even after regular classes to give students a chance of clarification, At

the end, 60 students returned the questionnaire and these were analyzed,

B¢ 3.2 Teachers' Questionnaire

This questionnaire contained 20 items (see appendix B), The questionn-
aires were distributed during the fourth week to the sixteen teachers who
taught the specially prepared materials for six weeks., The researcher,
together with the teachers, went through the questionnaire items in order
to clarify any technicaliconcepts which he felt would create misunderstanding,
The teachers kept the questionnaires with them for two weeks, Finally;eleven

teachers returned the filled questionnaires and these were analyzed.

3.4, Preparation and Adminstration of Interviems

3.4,1, Students' Interivews

As a complementary tool to the questionnaires, mother tongue interviews
(see appendii(ﬂwere conducted with a random sample of students. The purpose
of having the interview in Amharic was to assist students in reflecting on
their feelings and attitudes more thoroughly and naturally since their
English capability would not enable them to express themselved clearly and
they would anyway natumally express feelings and emotions more comfortably

in Amharice

"The interview consisted of 5 items, A total of 20 students (10 boys
and 10 girla)_were interviewed and recorded. The interview was conducted
by a colleague from the school's Guidance and Counseling section after being
oriented on how to handle the activity by the resarcher. The aim was to
minimize interviewees' inhibitions. In other words,I felt that students
would feel freer with him than with me, Then, recorded interviews were

analyzed,



2,4,2, Teachers' Interview

The interview consisted of 9 major items. A total of 6 teachers
selected randomly were interviewed and recorded. The interview was
conducted by the researcher himself and the interviewees were allowed to
use either Amharic or English or both in order to elicit whatever feeling

or thoughts they had., Finally these were analyzed.

3.5, Self=-Observation

This was used in order to supplement the findings of the questionnaires
and the interviews and to effect a degree of triangulation.

During the six weeks of group activity lessons, the researcher
recorded in a note both what he observed about what happened in each of

his own lessons and his own feelings and thoughts about those lessons,

3,6, Observation of other Teachers

Similarly, observations were made by the researcherduring lessons taught
by the sixteen teachers based on the points indicated under 3.2.2 and more
specifically in relation to classroom organization, implementation of the
tasks, overall teaching - learning performances,etc. I also considered other

issues from the teachers' questionnaire,

C‘O./



CHAPTER FOUR

RESULTS AND DISCUSSION

L,1, Analysis and discussion of Questionnaires
k,1.1., Teachers' Questionnaire

This questionnaire was administered to 16 teachers who taught the
specially prepared materials for six weeks, There were 20 items in the
questionnaire. The questions or statements were grouped as follows:

(1) Questions dealing with teacher roles, attitudes, feelings étc.

as perceived by teachers,

(2) Questions dealing with student roles as perceived by teachers.

(3) Questions dealing with the benefits of pair/group work, ie.

interactive learning as perceived by teachers.

(4) Questions dealing with the lesson overall as perceived by teachers,

The questionnaire can be referred to in full in Appendix B

First the results from the questionnaire sections dealing with teacher
roles as perceived by teachers will be discussed,

In item 7" teachers were asked to Belect four statements which they
felt explained how they taught English well and to rank them from 1-4, Among
the eight statements given for respondents to choose trom)four referred to
broadly transmission-oriented teacher roles and the other four broadly to
roles appropriate to interactive learning, The aim was to find out which
teacher roles (transmission-oriented or interaction>oriénted) teachers preferred
with the aim of providing an indication as to what extent teachers might be
ready to accept modified teacher - roles related to interactive learning,

From the figures (see-T;ble 1) it would appear that inherited transmission -

driven expectations of teachers' roles had been dramatically modified ie. the

ooo/



number of choices made reflecting positive attitudes to interactive teacher

roles was very high,

I feel I teach well when I

R A N X
ac L
No. o ‘hi.of No.of 0. OF
Teacher % |Teachexry % |Teach % |Teachers| %
Transmission-oriented
Ts roles - - - - 1 9.1 2 18,2 %
Interaction~oriented
T, roles 11 100% | 11 0¥ | 10 (90,94 9 81.8 %
Total 11 (100% | 11 [100%| 11 poo% 11 100%
Table 1

Among the choices from the list, the following were the most popular:

"] feel I teach well when I ——eeemeeeemee- -

= organize activities for students to do,
- help learners develop confidence in using English,

More detailed information can be obtained by referring to table la in
Appendix F,

It can be argued on the basis of this evidence that teachers Cultural
and educational perceptions regarding their traditional teacher roleé had been
surprisingly, successfully modified. If true this might imply that if teachers
are given proper re-orientation, they could within a relatively short period
of time be encouraged to modify not only their perceptions and expectations
but also their behaviour. It would therefore be important to see from subse-
quent data whether this reflected a genuine attitudinal™ change or whether
it was an intellectual response only; eg. because teachers had worked out what the

the researcher wanted them to say,
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In item "8" teachers were asked to emplain how they felt about their
role during those interactive leassons, to respond whether they felt happy
or not and state thﬁgr reasons., The majority of them as with item "7"

reported (see Table/ below .) that they felt happy in their modified roles,

Were you happy with your role
during those task based lessons?

No. oA
RESPONSES | Teachers %
Yes 9 81.8 %
No 2 18.2 %
Total 11 100,0 %

Table 2

Their justifications have been summarized below:

"I felt happy because "

- I assumed the role of facilitator not actor myself,

- I observed my students responding in English and that is
surprising for me,

= I was able to distinguish between slow learners

and fast learners.
- I acted only as a guide,

Very few teachers responded that they felt unhappy. The main reason they gave

was that during such activities the teacher is somewhat 'idle' and is not supposed
to interfere; eg. to tell students whatever he thinks is Hrong.rrThe sources

of these kinds of feelings seem to be the misconception that the teacher in

such activities is 'relieved' of his role. In fact, the role required of a
teacher in a more communicative classroom is more demanding than the role

required of a teacher in transmission-briented activities.
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From the results we can conclude that teachers seemed to generally

accept the idea of the teacher adopting a facililating role as opposed to
a controlling role and this corresponds with the responses to item "7"

(see Table 1).

Item "16" was related to item "8", It asked teachers to what extent
it was acceptable to them to use these kinds of task and adopt interaction -
oriented teacher roles, The responses to this question are similar in v?ev
to responses to item "8" and "7" in the sense that almost all of the teachers
responded positivély., Thus it would appear that teachers believed they were
é;nginéb'adopting facilitator roles and were approving of the change. However
from my observation, their responses were not entirely realistic. Thus,

though, to a certain degree supportive and accepting teacher behaviors were

reflected by a good number of the subjects, the following behaviors were
frequently noted.

Some teachers:

- were rather authoritarian or even classroom tyrants.
= assumed superiority over their students.

- picked on the students when they made mistakes,
- were aloq}.

Thus there was a disparity between their actual behavior and the changes in
behavior, classroom atmosphere,etc, they believed they were making,

In ttem "9" it was intended to find out indirectly which roles teachers

preferred by asking them to what extent they wanted the lessons to be under their
control. The interesting thing is that from the figures (see Table 3) we can

observe that teachers' answers to this question were not entirely but at least

broadly consistent with their opinions as expressed in the items discussed

so far,
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To what extent would you want the

lesson to be under your (teacher's)

control?

RESPONSES Teachens %
A 100 % - -
B About 7% b 3%.4%
c "os50% 3 27.2%
D "2 - %.4%
E O - -

Total n 100%

Table 3

vhile some teachers indicated a preference for continuing to control a high
percentage of lesson activities (75¥), others suggested they would be willing
to adopt more of a background role., It seems resasonable that teachers took
these positions because,on the one hand,they had claimed that they were
comfortable with facilitating teacher roles, while on the other hand they still
retained a strong culturally//educationally determined belief that the teacher
should dominate many aspects of the lesson. This need to control the lesson
was actually observed clearly by the researcher during observation of the
actual teaching of many of the task-based lessons.

In item '"19", teachers were asked to evaluate to what extent they felt

they were fulfilling their role as a teacher in those kinds of activities,
From the figures (see Table 4), we can see that most of them believed they

were accoumplishing their roles more succesfiully as teachers,
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Do you think you are fulfilling your
role as a teacher in these kinds of activities?

RESPONSES No, of
Teacher %
more sucessfully? 6 She
as sucessfully? L 2%6.4%
less sucessfully? 1 9.1%
Total 11 100,0%

Table &

However, as pointed out above, my observation suggested that the impulse

to control was so great for many of the teachers that whatever change was

introduced was relatively small and that some teachers in fact hardly carried

out facilitating roles at all,

Next we should turn to the results from the questionnaire questions
dealing with learner roles as perceived by teachers.

Regarding this point, item '"l1" asked teachers to select and rank four
statements which in their view best described the behaviors of a good learner
of English given a balance of eight possible transmission-and interaction-
oriented student behaviors.

The results show us (see Table 5) that most of the teachers identified
good learners in terms of students who adopted interactive-oriented student

behaviors.
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A good learner of English is one who

R A N K
1 2 3 [
No. of No. of No. of No.of
Toachrs: % e o g BV Tepcide ® \Teadal %
% c(«(% | Culien JEacket,
Transmission -
oriented gtudent
behaviours 3 2743 1 9.1 L | 2.4 3 | 203
Interaction-
oriented 's/urecd
behaviours 8 72.7 10 91.9 7 63.6 - k] 7247
Total 11 100 % 11 100 % 11 100 % 11 100 %

Table 5

The following were the most commonly selected choices:

" A good learner of English is one who "

- likes to practise English with his/her classmates.
- listens to what others say.

Hore detailed information can be obtained by referring to Table 5 a in
Appendix F,

It seems that teachers realized that the students should take an active
part in the teaching = learning process. However, this contradicts the data
from the observation I made. In most of the sessions I observed, the teachers,
though they ckaimed they were encouraging interactive learner roles, were

actually expecting students to speak and react strictly according to the

teacher's instructions. Sometimes, some teachers even gave commands in
such a way that students were terrorized. Thus it can be argued that teachers

were prepared to believe as an intellectual response, in the value of more

learner centered roles, but in reality still felt threatened by the change
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in persona . and in teaching techniques. this implied. The implication is
that, for teachers, the cultural and educational expectations about what
they felt ought to happen conflicted with what they wanted to see, but were

t
frightened of allowingéto happen,

Next the results dealing with the benefits of pair/group work as
perceived by teachers will be analysed,

In item '"11" teachers were amked to state what they thought the benefits
of using pair/group work were in comparison with their previous wayms

teaching English, In their responses they reported that it had the following
advantages:

"Group WOrk ===———--= 5

= encourages students to practise English.
- enhances students speaking ability,.

- helps students to gdt a chance to participate in activites.

- enables students to develop interest.

In item 12" teachers were asked to what extent they would feel happy

teaching English in this way;ie in pairs/groups in the future).

“ . To what extent would you feel happy

teaching English in this way (in groups) in the future?

N0.0?

RESPONSES Teachers %
A, 100 % - .
B, about 75 % 6 Sho5%
. about 50 ¢ 45,
d. about 25 % .5. 5_%
e, O - -

Total 11 100 %

Table 6
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As the results show (see Table 6) teachers seemed to have realized the
benefits of group work but still their past exposure to a transmission -
oriented view of teaching was reflected. The fact that none of them chose

either of the extremes implies a kind of perplexity was being experienced.
Item '13" was designed to complement item 14, In the first item teachers

were required to respond whether they were satisified or disatisfied with the
existing situation regarding the tea;hing of English, Nearly all of them
said that they were dissatisfied. Some of the reasons they mentioned mainly
focused on lack of student motivation,wsuftable teaching materials, etce Their
responses thus supported the argument stated by Xelly (cited in Kennedy, 1983)
that for an innovation to be viewed favourably there must be initial |
dissatisfaction with the existing state of affairs. So, there are grounds to
suggest that teachers might accept a degree of innovation,

Item 14" then asked teachers whether the interactive approach to learning
and teaching might in their view help to solve some of the problem§of
teaching and learning English in Ethiopia., Nearly all of them agreed it would
and even suggested the approach be implemented from lower grades. In their

responses they claimed that they had a professional obligation and desire to

enable students to communicate more freely in English,.

Finally we shoulinote one important point., In all the responses to
questions 11 - 14 regarding the benefits of group work, teachers identified
benefits from the students part only. While group work also benefits the
teacher, none of them realized this. This may have been due to th- fact
that the change of attitude and behaviour required of them were Sghconsiously
perceived as too much of a threat to their cultural and educational expeétations,

of what constitutes learning and teaching, how it should be carried out, etc.
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Teachers wbre happy with the idea of students engaging in group work but
reluctant to accept the reality of a change in the power relationship between

students and themselves.

Next the results of questionnaire items related to the lesson as perceived

by the teachers will be discussed.

Item '"18" asked teachers whether they had tried such kinds of activity-
based learning in pairs or groups before. The intention was to find out if
teachers had attempted any kind of innovation within the language learning/
teaching process® None of them reported that they had tried it. This is not
surprising as teachers are rigidly dependent on work schedules based on the
textbook and the teaching method which is implied by the book as well as

what is expected by the school adminstratione

In item '"10" they were asked to decide whether the new group activity
lessons were like their 'normal' lessons or not. As the results show (see Table

7) the majority of teachers agreed that they were not like the 'normal' lessons.

#dere the new group activity
lessons like your "Normal' lessons?

No. of
RESPONCES Tegchgrs %
Yes b 26.4%
No 7 63,6 % .
Total 11 100,0 %

Table 7
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However, the fact that 4 teachers suggested that they ¥ere like their normal
lessons seems to confirm that those teachers at least perceived themselves

as continuing to dominate during the group lessons,.

In Item "6" teachers were asked to report what problems (if any) they had
during the group activity lessons. They mentioned problems such as: (1)
large class size (2) lack of teacher's experience in managing group work
(3) shortage of time (4) lack of student motivation, (5) students' lack of
language proficiency. None of them reported any hindrance to interaction

which might be attributed directly to cultural or educational perceptions,

Item "3" asked teachers to report whether they thought students
learned more working in a group than in a whole class. From the figures
(see Table 8) most of the teachers reported that they felt students had

learned more working in groups.

Do you think that your students
iearned more working in a group
than in a whole class?

RESPONSES | No. of %
Teachers
Yes 9 81.8%
NO 2 180%
Total 11 100,04
Table 8

In item "4" teachers were asked to mention what they thought students

had learned ang they suggested the following:
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"students learned to e

- practise English with their classmates.
- so0lve problems in English,
=~ discuss freely:

- correct their own as well as othdrs errors.

- share ideas and experiences.

- guide themselves.

- do things by themselves.

- participate in learning activities,

In the same way in item ''S" teachers were asked to say whether students
had cooperated well in the group activities or not. As the figures (see
Table 9) show the majority of them reported positiwely and gave the following

reasons:

""Students Cooperated well in the lessons because ======—====='
- most of the tasks were prepared in a simple way so

students liked them.
- they found it fun and game-like.
- they didn't worry to make mistakes.

= there was a group competition, etc,

Those who reported negatively came up with the following justifications:
""Students didn't cooperate well because ====-ce-e-= s

- students have no attention .

- the lessons are a bit complex etc,

Did you think your students
°o§2eratedfwell in the lessons?

No.

Responses | rTeachers| %
YeB 8 72.7 %
No 1 27 03 %

Total 1 100,0 %

Table 9
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In item "15" teachers were asked to reflect their opinions on the
feasibility of suah activities. Except some of them who said,'it is difficult
to implement since the overall situation in the school doesn't permig, the
rest said that it was feasible, Similarly item 17" asked whether teachers
thought this approach meets the learning needs of students. As the figures
indicate (see Table 10) many teachers responded that it meets the students
learning needs successfully. However, I have certain reservations about
whether they fully understood the implications of their answers, particularly
regarding its acceptability in terms of changes they would have to make in
their own perceptions, style, classroom roles,etc,in order to implement,

Do you think this approach meets the learning
needs of your students?

Respondents No, of %
Teachers
more successfully ?7 63.6%
less successfully b 36.4%
unsuccessfully - -
Total 11 100 %
Table 10

And finally, in item "20" teachers were asked whether they had had enough
time to adjust to accommodate the changes or not. Almost all of them reported
that they hadn't had enough time to adjust to the chfnges. This relates to

the responses to item "6", This is most certainly true and was confirmed by

@y own observations,
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4,1.,2. Students' Questionnaire

This questionaire was administered to students who were taught by
the researcher himself, It had been intended to administer the questionnaire
to a sample of students from the four schools where other teachers had
taught the sample lessons but this plan had to be abandoned because of lack
of time for adminstering and analysing all the questionnaires. However
the student responses obtained do * ., it is believed, gffepr: the best
possible data that could have been obtained as they were obtained from the
students taught by the researcher who may thug be expected to have been

exposed to the approach in the most authentic way.

There were 17 questions in this questionnaire. The questions or
statements were grouped as follows:
(1) Questions (1,2,3,4,5,6,7,8) dealt with students' roles,
feelings, attitudes etc,
(2) Questions (9,10,11,12) related to teacher roles as
perceived by students.
(3) uestions (13,15,16) dealt with the lesson as perceived
by students,
(4) Questions (14,17) dealt with the benefits of interactive learning

perceived by students.

The results of the questionnaire dealing with student roles, feelings

and attitudes will now be discussed.

Item "1" asked students to select four statements out of eight which
they felt explained how they learned English well and to rank them from
1-4, This was intended to enable the researcher to discover which learner

roles and behaviors. (transmission oriented or interaction-oriented) students
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liked and through them to evaluate to what degree they were ready to
accept new learner roles and behaviors related to interactive learning.
It would also enable a comparison to be made with how teachers thought
learners learned well, Among the eight statements given four referred to
transmission-oriented student. roles and behaviors and the other four to

roles and behaviors appriate to interactive learning,.

The figures (see Table 11) indicate that preferences for traditional
transmission - oriented modes of learning remained strong, but a very
significant number of choices reflecting positive attitudes to cooperative

learning were also made, particularly throughout an 3rd and hth.

I learn English Well When I -
R A N K
1 2 3 &
i
S No. of No. of o, of No. of
Student % |studentd % |studentd % |student %
Transmission-
oriented teacher
fpehaviours ks |75 26 | 43.3| 20 333 26 L3, %
Interaction-
oriented teacher
fbehaviours 15 2% 3h 56,74 40 66.7ﬁ 34 56 7%
Total 60 |100% 60 100% 60 100% 60 [100%

Table 11
The following were the major popular choices regarding transmission - oriented

behaviours,
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"I learn English well when I =—e——-eee=='

- am corrected whenever I make a mistake.
- absorb knowledge about English from my teacher.

The most popular choices regarding interaction-oriented behaviours were:

"I learn English well when I "
- practise with my classmates,
- participate in group discussion.
More detailed information can be obtained by referring to Table 11 a in

Appendix (=,

From Table 11 it seems that these students' perceptions regarding transmission-
oriented learner roles and behavior had been partially modified, which

implies that if learners could be oriented and trained properly, they

could even within a relatively short period of time (this research lasted

only 6 weeks) be encouraged to modify their perceptions to a certain

extent in spite of their traditional cultural and educational expectations.
Interestingly, by comparison with student responses, teadhers had indicated
that for them learning English well implied more strongly participatory

behaviors. (compare Table 1)

Item "2" was designed to assess the attitudes of students towards
the new approach intpoduced to them. As shown in Table 12, the majority
of students responded that they had enjoyed the interactive activity lessons.
However, a small but significant number of respondents reported that they

had not enjoyed working in groups,
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Did you enjoy working in a group?
RESPONSES | MaaSit %
Yes 48 80%
No 12 20%
Total 60 100%
Table 12

Item "3" was designed for the purpose of cross-cheking students'
The responses (see Table

feelings towards the newly introduced approach.
13) confirm the view expressed in responses to item 3 that in'spite of their
being accustomed to a teacher-dominated classroom, nearly all of the students
enjoyed and were in favour of the newly introduced approach,

Do you think that you learned

more working in a group than

a whole class?

RESPOR No. of
REES Students %
Yes 49 81.7%
No 11 18.25 ‘
Total 60 100 %
Table 13

In item "4" those who said yes to item "3" above mentioned almost
similar points to those given to the questions about the benefits of group
worke Those who opposed complained they were not followed up by the teacher

about their achievements and reported disturbances among group members,
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In item "6" students were asked whether they thought they learned well
in the lessons or not. From the results nearly all of them agreed and

reported that they had learned the following:

"I learned tO === L

- practise English,

participate in group discussions.,

correct others,

identify my mistakes,etc.
However, a few of them disagreed and reported the following reasons:

- It is a waste of time..
- we were simply discussing and joking
- students were mocking and I don't think I have learned anything.
On balance, it can be said that for the majority of students the benefits
of interactive group = based learning were very clear though there were
suggestions that students did not want to relinquish the traditional learning
modes and behaviors which they perceived to be msjor factors in helping

them to iearn well,

In item "8" studebts were asked whether they would prefer to work in
a mixed sex group or in a single sex group. As the figures indicate

(see Table 14) most of the students said they preferred to work in mixed

groups.
In which group would you prefer to work?

———— z:&e;:s %

mixed 3 65%

single 21 3%

Total 60 100%

Table 14
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Their response are analyzed below:

First, the justifications of those who opted for working in mixed
groups are summarized. Then the justifications of those who opted in
favour of working in single sex groups are given,

1

(1) "I prefer to work in a mixed sex group because

Boys' responses Girls' responses
- what females think will - If we girls are all in one group
not be  the same as we males. we tend to talk about other issues.

- If we girls are all in one group
and I make mistakes, it is common

that other girls mock me,

"

(2) "I prefer to work in a single sex group because

Boys' responses Girls' responses
- I am shy with girls so - Boys always dominate and always
I want to work only with boys, like to talk’ So, I want to work
- Girls are shy so they cannot i %:;3{:
do well in English. - If we/work in one group, we'll have
- when we work with girls, others cormon interests and so we work well.

misinterprete it e "
- I can freely interact with boyse

- If a girlufor instance, knows
something about what we are
discussing ,I don't ask her to
explain it for me. DBeimng a male
how can I ask a female? ‘

.../



From the above justifications and from my observation we may conclude

the following:
£6- be
Firstly, there appearg/a fairly strongly chauvinistic outlook

towards the girls on the part of the boys. This can be related to the
overall socio-cultural attitude towards women, which assumes females to be
subordinate to males. 4s a result’such an attitude may have a negative
effect on the possibility of effectively implementing an interactive
approach since this approach implies a more democratic, less gender-.

conscious classroom process,

Secondly, in traditional Ethiopian culture, girls are not allowed to
establish relations with the opposite sex without their parents' knowledge
and permission, Concern for this code of conduct seems ' ' to be reflected
at least by some students. Such belief and attitudes would probably reduce
certain learners' participation during mixed group interactive learning and
this would need to be respected if a class of students was to be expected to

participate successfully in interactive learning activities at all,

Thirdly, there is a strong fear of failure. TFor example, it appears
that girls may fear being mocked;g;r making mistakes in front of other girls
more than in front of boys. This fear of losing face and of failure generally
is a culturally determined attitude and one that would need sensitive handling

when trying to implement change on a larger national scale,

Now questionnaire responses dealing with teacher roles as perceived by

students will be discussed.
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In item "9" students were asked to Select and rank four statements
which in their view best described the roles and behaviour -of a good English
teacher from a list of possible teacher roles and behaviour (ie. both
transmissions=and interaction-oriented teacher toles) As the results show
(sec Table 15)750% of the first choices were still given to®aditional roles
but students were also able to see the positive value of facilitating and
monitoring as opposed to controlling roles and behaviour, This can be seen
by the large number of second, third and fourth interaction—oriented choices.
Popular choices from the transmission-oriented roles and behaviors were the

following:

A good English teacher is one who "

- likes to control all the lesson,
- believes his job is to give knowledge about English to pupils.

Popular choices from the interaction-oriented roles were:

"A good English teacher is one who -

- organizes interesting activities for students to do.
- likes to make students talk in &nglish,

A good English teacher is one who

R A N K
) 1 2 3 4
RESEOR RS No,of No, of No. oftL No. of
student % |students| % |studen % | studen %
Transmission - -
oriented T, roles 30 % 12 20 % 8 13,7% 22 6. R
Interaction ~
oriented T, roles 30 50 % 48 80 %| 52 86, 38 63+ 7%
Total 60 100 % - 60 100 ¥| 60 100 60 00 %
Table 15
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More detailed information can be obtained by referring to Table 15 a in
Appendix &

Ite® '"11" was désigned to reveal which teacher roles students preferred .
Students were to select and rank 2 out of 4 given statements. This was
intended in an indirect way to evaluate whether students approved of the
changes they had experienced. As the figures indicate (see Table 16),‘11:
seems that most of the student were often surely still in favour of
transmission-oriented teacher roles. ‘he re8po§ses to this item are more
extreme and seem to contradict to a degree to/:e;ponses to item "9" (see
Jable 15). This implies that there is a srt of ambivalence in students'
minds,

I Like the teacher to

RESPONSES 1 2
No. of No. of
S LM&—L
A, explain everything to us. 14 23, 3% 11 18. %
B, give us problems to work on our
selves. 18 0 % 11 18. %
C. help me to talk about my interests. 7 11,7%| 14 23. %
D, tell me all my mistakes. 21 35 % 24 4o %
Total 60 100% 60 100%
Transmission-oriented teacher roles 35 S8, %% 35 58, 3%
Interaction-oriented Teacher roles 25 43,7 25 L1,7%
Total 60 100% 60 100%
Table 16
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Furthermore, in item '"10" students were asked to indicate to what extent
they would in future prefer the lesson to be under the teachers' control.
The results (see Table 17) show that the majority of the students would still
prefer the teacher to control all aspects of the lesson. This seems to
contradict to some extent the responses given to item "9'" where students
selected a majority of interactive - oriented roles as their first two choices.
It also compares sharply with the responses of teachers to the same questions
No teacher indicated that they wished the lesson to be 100% under their control.

To what extent would you
want the lesson to be under

the teacher's control?

No. of
RESPONSES Students %
A 100 % 26 42,3 9
B About 75 % 21 35 %
C About 50 % 10 16.7 %
D About 25 % 3 5%
E O - -
Total 60 100 %

Table 17

From the students' responses as well as from the teachers' responses
(refer to Mble 3) we can observe that the question of power in the classroom,
of who should be in control, is a major factor in teachers' and learners'
perceptions of how teaching and learning should be conducted. This is directly
related to the cultural and educational expectations of Ethiopians. The
expectations are typically that responsibility in society and the school
should be hierarchical rather than egalitarian and that there must be an

absotute respect for authority rather than open-minded debate of ideas,

’
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The answers to those two questions above therefore show a strong degree of
ambivalence towards the changes being discussed and a reluctance to accept

the value of more democratic learner -~ centered learning.

In item '"12" students were asked to evaluate to what extent they felt
the teacher was fulfilling his role as a teacher in this kind of activity.
As the results indicate (see Table 18) the majority of students reported
that they believed the teacher was fulfilling his role more sucessfully.

Do you consider the teacher is

fulfiling his role as a teacher

in these kind of activities

- No, of
RESPONSES students %
A more sucessfully Sk 91.5 %
B less sucessfully 5 8.5 %
C not at all - -
Total 59 100 %

# 1 no responses
Table 18
This response corresponds with the response given to item "9", In other
words, students approved of the change in methodology, but wanted the
security of the teacher in command of the class to continue., Both teachers
and, even more strongly students, felt that control and power should still
be vested strongly in the teacher, a perception clearly determine@ by

cultural/educational expectations about normal classroom behaviourse

The results from the questionnaire dealing with the lesson as perceived

by the students will be analyzed next,



Item 13" asked students to respond whether the interactive lessons
were like their normal lessons or not. Most of the students responded
that they were not like the 'normal' lessons. (see Pable 19)

Here the new group activity lessons

like your Mnormal' lessons?

No., of
s students %
Yes 1? 2803 %
No ""3 7107 %
Total 60 100 %

Table 19

Item 16" was related in intention to item '13", Here students were
required to select and rank two statements out of four which described
the modes of organization which they preférred to be used when they learned
English, The statements referred to modes of organization typical of the

two appreaches.

When we analyze the responses (see Table 20) we observe that the
majority of students identified/prefrred modes of classroom organization more
typical of transmission - oriented learning - whole class and individual

work, though 4O¥ selected pair and group work modes.

I Like to learn English ===--em-ee-=e
R A N K
No.s:f % N°§s°f %
Transmission-oriented modes
Interaction-oriented modes 24 4o % 23 38.3 %
Total 60 100 % 60 100 %
Table 20



More detailed information can be obtained by referring to Table 20 a in
- Appendix G,

Item '"15'" was designed to find out to what extent students would like to
learn English in gooupsin the future. The results show (see Table 21) that
the majority of students reported that they would like to learn in this
way. However this is contradictory to the response to item "16"

To what extent would you like
to learn English in this way

(in groups) in the future?

No. of

RESPO%\TSES students %

A 100 % 33 55 %
B About 75 % 10 16.7 %
C About 50 % 8 13,3 %

D About 25 % 3 5%

E 0 6 10%

Total 60 100 %

Table 21
Thus as was true with other items, there appears to be a kind of inner

conflict between what students say they appreciate (reflecting their own
individual awareness of the benefits of the teaching taey experienced using
an interaction approach) and how they feel they ought to be learning (as

determined by more traditional cultural and educational beliefs).

Finally the questionnaire results dealing with the benefits of group

work as perceived by students will be analy,ed,

.../
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In item '"17" students were asked to Belect and rank eight out of
seventeen statements which they thought best described how they felt about
the benefits of group activity lessons. The figures show (see Tdable 22) that
most of the students realized the value of group work which may be related

to their earlier indication that they also like group work activity lessons.

#“hen we work in groups =----- ————
R A N X
g 2 3 o 5 7 8
RESPONSES e No{ [No No No N No
off  Pf | g lof] % [of| % fof | % |of | % |of| « |of| ¥
S. . 8 £ 8 s 8 8

Benefits L8| 80wl b2 | 70% |40 |6t 7|48 80% | k4| 13.3%| 51| 8 52| 86.7 46| 76.7
Distractors [12| 20%|18 | 30%|20 [37:]112| 20% | 16| 26.7%| 9| 1% 8| 13. 1#-23.§
00 60

jc0 |60 [100 | 60 [100 60 [100 | 60|100 PO |100

Table 22

The most popular choices regarding the benefits of group work were:

Total 60 |1 60 | 100

"ihen we work in groups =-----=====ce---

- we can discuss things with our classmates,

- we get more chance to practise using English,

Some students also made haphazard choices such as:

"hen we work in groups =e-----ee-cecoemeaea
- we learn more about spelling rules.

= we learn more grammar,

More detailed information can be obtained by referring to Table 22 a in

Appendix G

oes/



In item "3" students were required to list whether they thought they
learned more working in a group than in a whole class. As the results show
(see Table 23) the majority of students agreed that they did.

Do you think that you learned
more working in a group than im
a #whole class?

espon§§s fiega
students| %
Yes Lg 81.7%
No 11 18. %
Total 60 100 %
i Table 23

In item '"14" students were asked to compare their previous way of
learning English with the new way of learning in pairs/groups. Their

responses to this item have been summarized as follows:

"When working in a group, I learned to "
- say whatever I like.
- practise speaking English.

= ask and answer freely.

- speak in front of my classmates .

- share knowledge and abilities among classmates ,

- not to worry about mistakes,

- help others.,

- participate in discussions in solving problems ,

- make good student-teacher and student-student relatinships,
- compete on behalf of my group, etce

From the students' responses overall we can conclude that students liked
group work for they realized its benefits but after six weeks they still

retained deep-rooted perceptions about how they felt they ought to learn,
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In other words, on the one hand,they enjoyed the group work activity
method which appeated to their interests and to their perceptions that
they were really learning English. On the other hand, their past exposure
to the transmission-oriented approach to learning made them worry about how
they ought to be learning. There appeared to be a kind of contradiction

between their likes/preferences and their educational expectations.

4,2, Analysis and Discussion ofrInterviews

4,2,1, Teachers' Interview

This structured interview consisted of a number of related questions.
A total of 6 teachers were interviewed out of the 11 teachers who taught

the six weeks of interaction-oriented lessons,

Teachers were first asked whether the approach was different from
what most teachers would expect concerning how students learn language best
and what language is. They were also asked whether the approach was
different from what children expect based on what they learn about how
language is used. Teachers found it difficult to answer these questions
as conceptually they seemed not to be aware of other theories of what

language is and ways of describing language learning,

For the first question three teachers however reported that it was
different; one teacher misunderstood the question and two teachers reported
it was basically the same. for the second questionvmost of the responses
were misdirected except that a few of the respondents said that the approach

was out of the students' orientation,



When the teachers were asked how they felt about taking on the role of
facilitator, almost all of them reported that they felt happy for similar

reasons to those given in the teachers' questionnaire.

Asked whether they were behaving as the students expected them to
behave or not, almost all of them reported that they could see they were
not at all behaving as the students expected them to behave., Ome teacher

reported the following:

"e---Students expectation for such a long time
is to see their teacher doing everything and
being very gentle -===-- and for the time being
students were really puzzled because they were
not expecting teachers to act with them and
participate in certain activities =e-=vcee=

Another teacher reported the following:" =—---- in fact students expect us

to play the whole role in the class ====--

From the discussion above we may confirm the following finding from
the questionnaire,
(1) In the usual classroom, students expect the teacher to control
all or almost all aspects of the lesson,.
(2) Teachers seemed to have somelbw appreciated the role of facilitating
whichl,to a relative degree, they played during those interactive=

oriented activities.

In a furbber question teachers were asked whether they felt students
were really learning English, All of them responded positively which
would imply that teachers realized the benefits of the approach in that it

might lead to more effective learning.
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In another question teachers were asked whether the students felt
the teacher's status as well as their perception of his competence were
reduced. Regarding the teachers' status, most teachers reported that they
felt it was true at the beginning. They said that students felt surprised
and amazed when the teacher encouraged a closer rapport with them, which
was not a common practise during their usual classroom activities, However,
eventually the teacher felt that students realized that the teacher was
not losing his status by getting closer to the students. Regarding the
possiblity that students might feel teachers' competence was reduced, none

of them reported that students felt anything like this,

Teachers were asked to report whether they had any worries about class
control, noise etc. Many of them reported that they felt really worried
because of the noise made by the group members during discussions. They
further reported that it even created a certain problem with the school
management which expected silence in the classroom during class hours.

This was clearly a matter of concern to the teachers who felt they were not
conforming to the expectations of the school management concerning how

teaching and learning should be conducted,

When teachers were asked whether they would feel comfortable using
this approach in future or not, regularly, or occassionalyy or never, all
of them agreed that they would be happy to use it, but to different degrees.
This corresponds to the responses of questionnaire item 12" (see Table 6).
So it seems that the teachers were at least partially convinced of the
benefits of interactive learning and seemed at least to some extent ready
for implementing it. As far as my observation is concerned,even if some
teachers had a positive attitude towards the research and the approach implied
by it, they would still all need to undergo some kind of re-orientation/

re-training programme,
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When I asked teachers whethers this kind ef teaching weuld be

culturally acceptable te them or no -theee teachers said it was
acceptable, twe reperted that it was net acceptable teo them and ene

responded in a confused way. Some of the justifications given by these
as

whe said it was not acceptable were/fellews:

- speaking English te one another ameng students is considered

something laughable.

- As this kind ef appreach is liberal, during activities students
may be required te discuse things frankly and honestly. In this
case students may hide things because their culture restricts
them frem deing se. Fer example: Let us say a student is a
smoker er he passed the night outside yesterdaye. If he is given
a questionnaire tadk saying, "What did you de yesterday? he/she
would not sgy, "Yesterday I smeked.", or "I passed the night
outside, "If he/she dares te say this he/she will be ridiculed

because such things are culturally unacceptable.

Such attitudes and perceptions are deep=reeoted in eur seciety and we
have ne 'autematic right! te change theme Therefere, while we may aim te
implement interactive learning it is clear that there will be certain
aspects which will be in centradictien with the lecal culture and *hus

cautien will be needed and modifidation and dilutien will be inevitable,

Finally%teachers were asked te give a. general evaluatien ef the

lesseons they participated in and the appreach in generale They reperted
a variety of opiniens including the fellewing:

- It is advisable for language teachers te use different metheds
such as this one,

- It is nice and appreciable.

- The standard of the students deesn't allew us te use this

appreach,etce



It would appear therefore that teachers generally genuinly do approve of
this approach and that a degree of change towards interactive learning could
be implemented given time, in spite of whatever cultural and educational

constraints there may be,

4,2.,2, Students' Interviews

During this interview, a total of 5 questions were presented. Twenty
students (10 boys and 10 girls) out of the class I had taught for 6 weeks
were interviewed, The interview was conducted by a ngutral person in
Amharic, in order to encourage students to talk freely.

The first question was designed to elicit whether the students felt
more relaxed when working in their respective groups than in a whole class
situation, Almost all of the students agreed they did feel more relafed
and their explanations emphasized the learning benefits of group work and the
improved overall classroom atmosphere. Their justifications were more or
less similar to the justificationsgiven in response to the related question

in the questionnaire,

Secondly, students were asked whether they preferred to work in a mixed
sex group or in a single sex group. Their responses differed from the
responses given to the related questionnaire question, Of the total
respondents, 79% said they would prefer to work in a mixed sex group while
29 said they would prefer to work in a single sex group. The justifications
given for working in a mixed group referred to the advantages of working
toge ther, while those selecting single sexed grouping mentioned shyness
and fear of ridicule as reasons. There is thus a major difference between
the responses to the same item in the questionnaire and in the interview,

The reason for this will be discussed below.

;
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Thirdly, students were asked to say whether they felt they could
learn other subjects in a similar way or whether it was an approach that was
relevant only for English., Out of the 20 students asked, 18 responded by
agreeing that other subjects could be learned in this way. This implies
that students realized the general educational benefits of interactive

learning,

Finally, students were asked whether or not they believed their cultural
perceptions, traditions,etc, had had any effect on their attitudes towards
the interactive learning activities. The majority of respondents reported
that they had not had any effect. However, from my teaching experience, as
well as from the observations I made in other classes during the six weeks of
lessons, I experienced and noted several difficulties with students which
I attribute to their cultural and educational perceptions, and I believe
these perceptions might have had some impact on their learning performances.
In fact)students do not like to appear ‘'old-fashioned' by admitting that
cultural factors influenced their responses to the interactive learning
sessions, In other words,students are embarrassed to admit to the
importance of cultural norms in front of an interviewer. Generally speaking,
in my opinion)most of the students come from families where traditions are
valued. Thus, all in all, there was a kind of observable contradiction
between what students said they accepted and what they believed they ought
to accept in actual practice, Ironically, they denied the influence of
cultural perceptions in defermining their feelings about interactive activities

because they themselves are influenced by the typical young person% reluctance

to appear 'old-fashioned' in front of an adult or their friends.

onn/
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Had it not been that this was a face to-face dialogue, they would
have answered otherwise. This can be seen from their responses to the
question that asked them which group they would prefer to work in. There
was a noticeable difference between the results of the responses to the
same item in the questionnaire and in the interview. Proportionally, more
students opted for single sex group in the questionnaire than in the
interview. This, I think, is because in the former instrument students
were relatively free to write what they felt but in the latter, the fact
that there was the interviewer observing them somehow inhibited them. This
in itself is evidence of cultural influence, regarding what constitutes an

acceptable code of behavior.

To sum up, from the students' interviews it was clear that students
cultural and educational perceptions definitely had some effect on their

attitudes towards interactive learning sessions,

4,3, Analysis and discussion of Observations

4,3,1, Self - Observation

During the six weeks of group activity lessons I recorded my own feelings
and thoughts and what I observed about what happened in each lesson, The

following is a brief summary of this self-observation.

At the initial stages students were confused about working on the tasks
in which case I was eften tempted to interyene. Lowever, I resisted the
temptation and this helped to encourage students to be more independent as

time went on.
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Students were surprised to see the teacher participating in group
activities., They expected me to take my 'position' in front of the class
and to lecture as usual. They were in a way puzzled by the noise made in
the classroom during group discussions.Some were looking at me with expectant

eyes waiting for me to control the class so that silence was kept,

Initially;most of them were reluctant to talk let alone participate
in activities. Some of them felt shy., It seemed to me that the reason
behind was that students didn't like to appear foolish in front of their
friends, because making errors is traditionally perceiV¥ed as a sign of
weakness and will be scorfied., Thus, generally, people prefer to keep quiet
rather than speak out. Especially boys didn't like to make mistakes in.front
of girls, or girls in front of other girls. For exampquwhile I was
conducting a feedback session on the task ""Going to Dire Dawa" and a girl
from one group was reporting on behalf of the group, a girl from a different
group said "That is false!'" and responded somewhat emotionally. The former
girl in a rage shouted at the latter and gave her a bad name in Amharic. As
a result the whole class was disorganized. After class, we discussed the
matter in Amharic and I found out that the cause for such an emotional
situation developing was because the correction was made by a girl to another

girl,

However, eventually the whole class improved noticeably in confidence,
cooperative spirit and fluency. Hdere is the summary of the conclussions I
came to as a result of the observations I recorded during the six weeks lessons.

By the end of the six weeks' lessons

000/
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Mest students were better able te cepe by themselves with the

tasks set feor theme

Many students had beceome relatively mere independent and reseurceful.
Many students were able te think threugh a task and were mere
willing te ask questiens fer clarificatien.

The number eof students reluctant te participate had been reduced,
From the discussions we had after class seme students teld me that
they were new trying te us& English eutside the scheel cempeund,
Most students had grewn relatively mere cenfident.

Most students were happy te participate in demenstrating the task
with the teacher in the preparation fer pair/greup werk.

Students had beceme lore ceeperative within their greups and shewed
@agerness te learne.

I had develeped a better teacher-sfudent relatienship with the classe.
I felt I had werked te the best of my abilities and by the end they
were showing me better cepperatien.

Initially students were using tee much Amharic during greup #@&scussior
but gradually it was reducede At times)I was pleasantly surprised
when some of them tried te empley different cemmunicaticn strategies
in Englishe (eg. circumlocution cede Iwitchinq;etc.)

3y the end, however, quite a few of the girls still showed reluctance
in participatien.

Altheugh this summary seems Vary positive, it is neot my intentien te suggest

that traditional norms were discarded, but rather to suggest that as far

as the students were cencerned they were relatively enthusiastic abeut the

change of appreach and weuld suppert such an appreach in future as they

could sce the benefits of it te themselvese

.../



4,3,2, Observation of éther Teachers'teaching

As mentioned in Chapter 3 (3.6), I made a number of observations during
lessons taught by other teachers. This observation was taken as a kind of
triangulation for the data collected through questionnaires and interviews,
and my own self-observation study. I was looking specifically at classroon

the

organization, the degree of success teachers had in Amplementaion of tasks

and overall teachinge-learning performances.

—

Here is the summary of the observations I recorded regarding other
teachers.Observations relevant only to the main issues have been presented.

- In general terms,six teachers performed approximately according

/
to the orientations/instructions given to them. The rest, even
if they tolerated and agreed to carry out the tasks, showed some
kind of reluctance. I felt that the source of the reluctance of
these teachers may have been (1) because of their lack ofa:gnfidence
in using the communicative aspects of English themselves/(2) because
of some dissatisfaction in teaching itself,

-Almost all of the teachers were temptéd to stop students who made
mistakes and tried to correct them, It scems that they felt they were
notdoing their job properly unless they corrected their students.

- Those teachers who in my judgement performed the tasks more effectively
showed genuine interest in the activities and gave encouragement to
students so that students could acquire language skills. They
showed a kind of devotion to enable learners to use whatever language
resources they had, In my opinion, there were teachers who believed
in teaching for its own sake.

- Almost all teachers still seemed to demanﬁ”perfect" Znglish most of

the time., They tended to explain everything. They also gravitated

to the blackboard in most cases. Though they claimed they were

@ » ka



creating a closer relationship with the students, in actual fact they were
still far apart, and taking th®ir usyal positions in front from
where they dicqatedthe activities.

- Except in some rape cases, most of the teachers organized students
successfully in groups, Though there was often a very large
number of students within a group, the groups tended to comsist,
of 6 - 10 students and 7-9 groups in each of the classes.

- Some teachers showed a tendency of over-using AmhariceThough they were
advised to use it only as a final resurt when other methods didn't
work, I found they were time and again using Amharic ‘e can easily
guess how much worse the situation in their actual classes would
bes, I am afraid many teachers are accustomed to teaching English
through Amharic. It is clear that since teachers use Amharic
frequently to communicate with students in English lessonﬁ’students
may think that only Amharic can be used for communication and may
‘treat English as an academic subject rather than as a means of

communications,

I can conclude from my observation that teachers did try to implement
the new approach with varying degrees of enthusiasm and varying.degrees of
success. It was clear that teachers again in varying . fegrees, 8-aw the
innovation as a threat to their classroom status and to their repertoire of
familiar teaching techniqees. It was difficult for them to move aside from
their gtraditional role as source of authority and knowledge. ?hus,while
they may have seen the purpose of the approach and the”benefits to the
students, they themselves in varying degrees were suspicious of the changes

it demanded.The implication is that they found the changes in teaching



 not -
style/fenti!!lxkculturally acceptabke. They would obviously need to

become more sensitive to how learners learn and would need time to
integrate the new teaching/learning procedures with thedr own teaching
styles and perceptions. <the implication is that changes like this would
have to be introduced to teachers cautiously and with thorough teacher
orientation to help teachers understand what is haprening in the class

and whyo



CHAPTER FIVE

CONCLUSIONS AND RECO:MENDATIONS

5e¢1 Conclusions

The main purpose of this study weas to find out the effects of cultural
and educational eipectations of teachers and learners on innovating within
the language learning process.

In order to achieve this the following questions were asked:

(1) To what extent do the educational and cultural expectations of
teachers and learners have a bearing on managing the introduction
of a more interactive approach using communicative techniques to
high schools in Ethiopia?

(2) To what extent is it feasible for pair/group work to be implemented
in high school classes in Ethiopia - given the existing resources,
large class size, system of organization etc. in which teachers and
learners work ?

(3) Do students accept the roles and responsibilities implied by a more
democratic and interactive classroom process more easily than teachers?

(4) To what extent is it possible to persuade teachers of the relevance
and value Bor learners and for themselves of a more interactive

learning process?

A number of questionnaires, interviews and observations were used as
instruments of investigation. From the results of these investigations we

may infer the following: -

5¢1.1 It is often not easy to separate effects of cultural expedtations
from effects of educational expectations., Those behaviours which were
apparently most easily amenable to change were likely to be more strongly

based on habit, prior learning experience than primarily on cultural

Jll,
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expectations, Two aspect of classroom interaction on which cultural
expectations had a very strong bearing weré€:
- control, power, authority and respect in the classroom

- relationship between boys and girls in carrying out group work,

S5e¢le2s Most of the students who participated in the research appreciated
the benefits to them and accepted the roles and responsibilities implied
by a more democartic and interactive classroom process relatively readily
in terms of how they behawed in the classroom. <They were enthusiastic
about pair and group work, participated well, enjoyed the freedom and
responsibility and felt they were learning more, It appeared that at least
some of the typical transmission-driven behaviors such as passive listening,
accepting without questioning etc. were possible to modify quite easily
and without injuring sensitivities., These behaviors appear to be only partly
culture-bound but rather based on their experiences of how things have
always been done in the classroom ie. partly habit-based. This implies that
some of their educational expectations are more the results of habit, lack
of exposure to other approaches}etc. rather than attributable to cultural
norms. However, in their questionnaire and interview responses students
indicated that they still wahted lessons to be more or less completely under
the teacher's control. This ambivalence on the question of power/control in

the classroom seemed to be more détermined by their cultural expectations.

S5¢le3s Although it would certainly take more time and effort than was
available for this research, it appeared it was possible to persitade teachers

of the relevance and value for learners of a more interactive learning process.
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Compared to students, it seems that teachers may need little time to see

the value of such an approach but would need more time to adjust their teaching
style to accommodate the new approach because both the way they were taught
language and the method they are accustomed to using when teaching would

make them resistant to changes. They seem capable of accepting a more
interaction oriented perspective on a rational level but not on the affective
level at which cultural and educational expectations operate. In their
questionnaire answers teachers accepted the vossibility of less teacher=-
dominated teaching. Howeveqlin their teaching they showed, their instinct

was strongly for control to remain in their hands, “his need to control
seensto be determined by deep-rooted cultural expectations about power and

authority which would take time to adjust.

5.1.4., There appear to be strong cultural expectaions regarding the
roles of boys in relation to girls in the classroom and these would need to
be respected if changes are to be introduced. Haregewoin (1993) found out
that students prpoferred single sex grouping in classroom activities., <this
supports my own findings too. As a resultJI believe it would be then best
to allow students to choose whether they would prefer to work in a mixed
group or in a single sex group. -“ome students would thus opt for a mixed
sex group while others might opt for a single sex group. <“his would be

determined by individual students sensitivity to traditional cultural

perceptions about relations between boys and girlse

5¢1s5. It seems it is possible that we can implement at least to a
degree an interaciive learning approach in our high school classes-given the

existing constraints, class size, system of organization etc. Change is not



an easy thing to implement. However, if teachers are convinced of the
value of a more communicative approach and are familiar with a range of
suitable techniques, it should be possible to introduce communicative
activities reasonably systematically and a degree of change can be
implemented. We should note what Nolasco and Arthur (1986:6) state,
""Confidence and conviction are vital ingredients for the successful
introduction of change,' This means that teachers need to develop more
confidence in their ability to implement change and conviction in themselves
as being capable of identifying what level of change is appropriate. They
need to see that change in their own role does not mean a loss of status.
And they need to understand that they need to care first at all times

about how learners can be encouraged to learn most effectively.

On the students' part, students need a greater awareness of how learners
learn well and a confidence that taking some responsibility for their own
learning well result in better learning. They also need to believe that if
teachers do not 'control'everything, students are in fact likely to learn

moTree

S5e2s :Recommendations

On the basis of the study, the following recommendation are given:
(1) Teachers should be re-oriented on the rationalebehind the benefits of
learning-based approached& and as to how they can teach English in this
way. To this end, geminars and workshops should be organized to help
teachers to reflect on their attitudes to language, how learners learn
language well and how teachers teach languages. These seminars should
aim to re-orient teachers on how to implement interactive approaches

and how to provide more opportunitiés for learner to learn more independently,
/
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(2)

(3

(&)

Equally importantly, discussions on cultural issues that will have an
effect on the implementation of such aporoaches should be part of this

in-service training,

The English panel in the Iepartment of Curriculum should be developing

materials that encourage interactive learning (preferabley starting from
the lower grades) for learners and teachers are at least partially
ready to accept these current approaches. Apart from this, the need
for consciousness raising among materials weiters concerning the

cultural issues involved is vital.

Materials writers should take into account the impact of traditional
cultural attitudes in cettain areas that may affect the success of
initiatives to implement change group work activities may be more
sensitively handled in single sex groups to avoid embarrassment due to

cultural norms about boy-girl relationships being upset.

Teachers' books should contain awaréness raising material regarding
attitudes to language and language learning, while students' books
should include exercises which promote interaction and develop learning

strategies,
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Appendix A;Teaching Materials

TATDR'S

Soar Tonelor. -/

Tore are grocinlly rwoiorod =anitorials fioh aro oconoilored
pultable for intor:oti-w worlk ia pairs/ sroupd.'Thoso activitioso
Totcin a dogreo of ro¥oviiwoco to tho contont of W courno (Grado

10). Fnoh of tho ~ctivitios ig followod Uy ~wocoduros to bo foll-

oimd.

Ayart froa tho disowsien foriontatien wo will lLavo,ploaso
~y attontion to tho followring pointa ;
. Nalo s%ulonts fora crowe of 6 — O otulonts oad oloot
thoir growp goazotamy.
( ot nooosgily perianont)

. Mabonato instruetiems axd / or notivitiosy ovon in
Azharie,

. ag3ist ecoh group won doing the taglD.

« noto dowm errors aid Flvo eorroetions only aftor
the aotivi{y io ovor.

« koon a roecxd of yowr oloorvrtions and foolings.
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TASK 1
Guessing Gemes
Cuess the pioture '
1, For tils you need a pile of cards for Tesk 1 -
2. Choose one Card from tho set of flash doxrde with sifTle pictures,
3+ B0 not show the Card to the olass,
4. Make stulents guess what it Is by asking Questicds = .
ege. ’I‘ea.oherz Yesterda,y 1 went to o I want you to guess
how I went there. You can ask Queations like this,
Studentss Did you go by cdmel? T ¢
'Did you go By car? ' e
Did you go by bus?
Did you walk ?

1. Teachor nominates two students and calls them to the front.
2. Taagher givas them olear instructions, One student holds the
~ pioture, the othor etudent Quosses by .asldrg tho rost of the olass

og. 31: Quoess hott I went t0 seeaceces
Syt Did DO g0 BY seseseeas?
Class: No, he didn't,
The rast of the class rospond im ghorus,
3. Tocchor stands asideand lots tho dtudents tokp over tha activity,

Guoss tho Jontenoce,
1. Teacher writos a sentence on a pisoe of paper
oge I went to tho market to duy vegetabdblos,
I wont to tho stadium to wntch a football match »
I wont to school to learm Bnglish,

2. Tencher doos not show tho sentence, but writos the basic astructuro
on the board,
I wert (somewhore) to (do samothing)
Did you {gc to Debro Zeit) to (soo your sistor).
3. Studonte guoss tho oxact sontonco by asking qwstions,
oge Did you go to the park to sce tho loopard?
4. Follow the procodumos nontiopod undor axorciso "B



1.
2,

3e

4e

De

I’

Introduce the concopt of miming,.
Nominato o studont and call hin to tho front a.nd soo*otl\ly ‘givo

“him a sontonoo writton on a piooo of papor. whioh dosoribos a simplo

activity. »
Toll sudents thn.t in thie miro ga.mo om studont mimos an aotmn;
tho othors in groups have tq guass what it 18._ Tho studont who

~ guassos gorroctly gots & point for his gro@. At "tho ond of tho

geme, tho group with tho most points wins,
Holp studonts to txy to guwss tho situation,
Oge e Gl
You aro chargmz a light bulb.
You are monding your olothoge
You aro chopping an onion, .,
You are peeling potatoqs, ,_‘
You aro frying an ogge, _b |
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A- ™ Storo inventory

TASK 2

Agk:

HOWw MUGh seseseeiB thoro?

How many seeeese aro thoro?

Writo dovm tho nissing 1nformation

———

ipplos
Banenag
Potatoos
Chooso
Coffoo
Orongos
Buttor
rico

|__Coawots

Peccod1ze )
Give out storo invontory Card A end Card B to StudontsA and Studonts

1,

2.
3.

4

B rospoctively.

L Store Jnvontory .A‘_l

15 ldloa

10 kilos

12 kilos

4 kKlos

P

6 kKilos

: <

1]

- —— e e ==

Ask:

How mCh"ooooaono;ié thoro ‘
How nany eseecces.arc thord?

Urito down tho miaoing infomntion.!

o —w——_n—“- -—— - - —

- ————

—————

o invontory 3B l

Apples -
bananas 5 kilos

Potatoos i
Checose 3 kilos

Coffoo e i
Oranges - 15 Klos

Butter

rico - 20 Klos

S ———

LIt e

| _Cexzots

Toll S's not to show thoir cards to their partnors.
Toll 8's to ask guostions using *How much/ How many' and to write
doem dha niging inforation on thoir cardse
Ielp thom with somo useful languago far questions and answors and
givo a short dcmanstration. Thoy night work like thiss
A: How mony bananas aro thore?
Bt 5 kilos ('A' writos 5 kilos on his 1ist) +e...sHow much buttor
 is thoro?
At 4 K108 seeeeee ctco
S~ Iod tha stwdonts oczry ouj tha taﬂk. Co nweunt erd menitar,

B, Ticture Differences

hetwean them

Display the pictures, and ask students to find and define differences

y using negative stmtences; that is they must define what is

rot ro in one pictnre (contrasted with what is so in another,) Give out

ictures ]a 2a and 1b,2b to student A and student B remspectivzly 1

'."'12_"'enceﬂ QL 1o

&

L IVZAY
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TASK 3: ho s 28 .

Aing

For each student to find at loast ono person in the class who was

born in tho samo ménth as ho/sho was, at loast ono porsan who has tho
scnme nunbor of brothers, cto,

T,.I'K SHEDT 3

Find s8ocono Who seseecescsccsacones
was born in tho sarno month as you,

hos the s mmbor ¢« drothers os youe
hrs tho sano nuibors of sistors ashyou.
has tho s~ favourito colour as ymx; -

— . - . G G e et e = o . e ——— ——— — - —— . —— ——

got up ot tho samc timo a8 you did this morning, ..

Writo the answors you got on this fnblo:

Py }y frionds

Fonth of bixth 1~ 7T ] i et

Numbor of brothers

Muiber of sistorg - o

Favourito colour ) - 1 i -“

&P@L@ﬁﬂﬁi&%m,_Y |

Prooedurc

l. Urito tho task on the bhckbo:mi Toll s's to copy tho tableo.

2., IExplain what studonts have to dos 0eg S '8 havo to ask thoir
fricnds questions to find as many s's as thoy can who aro the samo
a8 thon in somo way, S's oan walk round tho roon and ask quostions,
or, if this is difficult, thoy can work in groups of 6-83, Tcll s's
thoy havo to coipploto tho tablo during tho taak, with.tho answors
thoy sgote - : B : i )

Toll thom how much timo thoy havo.

3« Discuss possidlo questions/answors. Got studonts to try first s.g.
Whon wero you born? / In which nonth woro you Sorﬁ?/ I wo8 born inee..
How nany brothors / sistors have you?/ I havo eeevee
What is your favourito colour?/ My favourito colour 18 sees
What tinc did you get up this momin@/ I got up at «eve

4. Domonstrato, if nocossary, with a clovor studonte.

5« Check all studonts know what to do. Rontnd thom to writo down what

thoy f£ind out, Thoy can writo nore than onc nano for cach answor,
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6e Lot students carry out tho task.e Go round and nonitor
Te Fcodback: Got sono studonts to toll you whet they have found out.
Sore blackboard work nay holp og:

esescsssessse and I woro born in (month) ,

eeesssscences and I have (mmbor) brothors.

eessscessesss and I havo (mmbor) sistors.

eeesssescesse ond I liko tho sanc colour, (colour),

esscsssssaces got up at (tina), tho samo tirc as I did this norning.

NB Aleuu and Ieee/ Aloiu, Hirut and Tesee
0 I found no-ono who was born.../has...../ hms...../got UPessee

8. Optionnl follow-up activitys S's writc ' sontoncos, oge comploting
the sontonces abovo, to describo what they have found out,

TASK 4 Biotional natch.

Aing To get 3's to talk about their feonrs,

Tinc: about 20-25 nminutos,

TASK SFERT 4

Answor cach of the following quostions by putting a circla yound Yos |

or No,

Aro you afraid of insocts? Yos Ko
Ao you efraid of the dark? | | Yos No
Are you nfreid of doath? : ' Yos No
Aro you afrcid of strongo dogs? Yos No
Aro you afreid of ghosts? - Yos Ko
Arc you afrcid of travolling in a taxi? Yos No
Do you becoinio vory norvous whon you talo oxans? Yos No

Now join your group and comparc your ansvwors to the quostions.
Is therc angthing you axrs a2ll afrald of?

Is theore anything nobody is afraid of?

Find out why pcople arc afraid and help then if you cane

"

Procedurc )
le Tell s's that they are going to answer a qucstionnnirg 40 soo what

., - eee o

they axce afraid of.

2. Givo out the task shcot and allow then about § ninutes to conploto
the tosk individually.

grovr wory and allow 8%g abeout 10 ninutc
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TASK S _ Describing oxporicnces ond plons

Lin: To got s's to conparo infornetion about two noople discussing
thoir lifo oxporioncos and plans, and thon to talk about oach othors!

exporicncos and plans,

Tincs €0 ninutos

TASK JHEET §
The Bthiopian Herald roadors' colunn askod rosdors frc@ all ovor tho
country to sond in dotnils of their lives, to holp thon mako a survoy

of thoir rcadors' oxperionces and hopes for the futurc,

1. Below aro sanc of the things two of tho rcaders sside Rerd what
thoy said. Thon complote the following chart, usiné; information from
tho articles.

Survoy of readors' oxporicnces and plons

Fatuza Addis Alon

Town |
z School

—

' Intcrosts

Rules and regulations

Futurc plens

Fatuma is 20 yoars old.

I'm an only child and I live with my parcnts in Dire Dawa, - Thoy arc

both tcachors in tho local junior socondary school, 1In Dire Dawa thore
is only ono comprchonsive high school and I attend tho commoxrcinl !
soction thoroe I'm in Grado lleeesss Lifo in Diro Dewn is quito ox;xmsiv:’e.
Even tlen, I got 20 birr overy weolend frow ry parcnis and I go to tho
' Cincnn. Ly nain hobby is roading books, but I also enjoy writing lottort#
esese I havo quitc a good rolationship with iy paronts and thoy lot mo
do alnost anything I chooso, thoush I have to bo houe by 8 pn on wook-
dnyBseeesee Whon I loave hooeo, I would like %o join tho Junior College |
of Ccrmnerce in /fddis Abzba.




Addis Alen ie 19 yoars old.

I'n the first daughter of ny fanily. My paronts aro divorced and I livo
with oy nother, who is & typist/scerotary in tho Bahr Dar Taxtilo Factory
hCTCsesseees I g0 to tho Tann Tnior ocondary Schools After I finish

Ly socondary oducation, I plan to work in Addis Ababa ...3e1 don't go out
puch during the weokends bocause thore is nothing to do in this anall town.
Girls arc not allowed into bars horc, I sonetirnwos go to ny frionds', but

I havo to be back by 8 pne. ' I onjoy roading novols in Anheriocs

2. Which of tho two girls do you think bhas a bottor lifo?
3. Whore would you proefor to 1live - Diro Dawe or Bahr Dar? Why?

4., Intervicw another student about his/hor axporicnces (home life, school,
otc), intorosts and plans. Mako notes on tho information using tho
following hoadings. ' ;

— v ——— ————— -

Interests

Rulcs and rogulations

Futurc plans

Procedurc

1. Toll the oless tlhey are going to read two articles in which young peoplo

2e

s
4e

De

6o

dosoribe thoir intorosts, their relationships with thoir peyonts and thoir
plans, Lsk soae pro—quostions to elicit ideas about what thoy would oxpoct
tho younz pooplo to saye.

Givo out tho task shootse Toll s's to recad the articloes and cooplate tha
chart, ©Show thon how to do it if necesspory. Thoy can anéwor qQu.2-3 also,
S's diseuss anguwars tQ que 1-3 in peirs, thon with the toacher.

Proparo s's for ques4. Thoy will noed to think about which questians

to ask as woll a8 truoc answorse ’

S's woTk in padxs ta comloto tho task in 4. Ronind thon to wedtg jip whai
thoy find out on the chart,

Pollow-ups S's can writo a briof swwery of what thoy havo found oute

L sinplo frmiwcwerk could bo givon for week s's. (Bottor s's can

iriprovise, ) og
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og
escesnseseslive8 IN seescncocessnce HO/ELC ettonds .......V............
School and is in Grodo eseses  His/Bor intorosts include seesececscses
olo s eieioiclaleisie s ol ATXIINY S o o olololelole 2 ca o s lololsle o lalale DI B HOT: p:-uﬁni:s do not allow
Bif/NOT £O sescesssossesecasacascsnesessesnassbut ho/sho i3 1lowod to
cessesstteriitetetttartasstsosasareessssses hon ho/sho finishos socondary

SChOOl, hC/B]D Plr'.".na to R N R XN

Task 6 Fonily lifo

2ins To got 8's to sharo opinions in groups ' .

Tinos 30-40 ninutcs,

r""——-————'—‘""'-‘ -—- - Ga— (. S ——
TASK HE0T ©

Read the followin: statcnents carefully. Decide which ones you agree
with and which you &isagrec with, Discuss your opinions with tho
othor mombers of your groupe. Try to modify any stateiionts you

disagrco with so that thoy reprosent the opinions of your group. 3o

reacy to roport your discussion to your tcachor,

- —

l. Children should only lonvo hono aftor thoy aro narricd.
2. Tcople should not have norc than 2 childron,
3¢ Children should always oboy their porcnts,

4, Sons and daughtors should zlways ask thoir parcnts for pornission

to narry.

Procedurc

1. Givo out = tosk shoet to cach group.

2 Toll s's to writo thoir opinion ebout oach statoront. (og 1. Agroo
3. Discgrec 2. Agreo to sornc oxtent ote) Thoy should do this
silently and individunlly,

3¢ Tecll s's tlcy aro now going to discuss thweir opinions in (froups.

Help then with sone uscful languase for cxpressing opinions, og

I stronzly agroe with thie because seseee
I agrec to sone extent, but I thinkeieeesoss
I diS&g‘rOO boOCIUBO sesees

In iy ¢pinion seeveee
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4, Divido s's into groups of 6~7, Toll thon to discuss thoir answors.
5« 4ftor about 20 nimvtos, conduct a fcodback scssion, Encouragoe s's
to report on tho oxtont to which thore was agrociont or disazroonont

in their groups and how thcy chonged the statomonts,

Task 7 Visiting tho doctor

Ains To give s!'s practico in listening to a dialoguo, first for

¢ist, thon for nore spocific information.
Tiros 20 minutes
Procedurce

s 8 troduco the topic by discussing why pcople go to tho doctor, what -
wo can say in English whon we go to the doctor, what tho doctor docs
ctes (Activating prior lmowlodgo will help s's to nake prodiotions
about vhat they aro going to liston to.) |

2o Tell s's thoy aro joing to liston to o convorsation botwoon 2
doctor and a pationt. Writo the following two gvidinciquostions on
the Dlackboard and toll s's to try to answor thwn cs they liston,

What is wrong with Boloy's throat?
Wlat docs tlo doctor do?

( Meso quostions help then to listen for the rain points/ gist,)

3¢ Road the passase once for s's to answor tho gist quostions,
Discuss answcrs with tix s's,

4. Rend tho first part (Bolay's oxplanation of what is wrong with hin)
agein and ask 8's to answor this question., (This quostion focusos on

nore detailod undorstanding, )
What oxactly is wréng with Belay?

5e¢ Road tho sccoml prrt (the doctor's rorarks) agzin and ask s's to

answer the following quostions
What oxnctly doos the doctor tell Bolay to do?

6. Disouss 8's answord to both quostions, Give out the toxt for s's
to study and help with the answors. -
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——a ——— — —— —

.rLI S[ENING TRAT 'OR TA3K 7P

Doctors Now then, what scens to bo the natier?

by o e o+

Beleys  Holl, I've got a soro throate I've hnd it for throo doys
nows It's roally sorc - it luuats whon I try to swnllow, and

i it's vory painful if I try to cat anythin; hamd, like broad

or anything liko that, /Lnd I focl a bit cold and shivery ~11

. _ i
tlhie tinoe

Doctor: Opon your nouth and lot's hove & locke Woll, you've got o

throat infoction, but it's nothin; sorious, Horo you aro -
tako thds to a pharnacy and they'll give you somc tablots to
toloe That should cleor it w, If it isn't bottor in two

or threc days, come and soc e agnine

o e n —

SRS

r-——-— - o

TASK 8

Going to Diio Dawa

Ixngine thnt you arc going on holiday to Dire Dawa
for a wock 7
1, “rito down five itens you would cheosce to hovo in

your lwion(Ce

2. Conpare your list of itons with your partior and
writo o now list of itcns which both of you agroo to.
3. Join your group and list a finnl list of fivo itons

which all tho group nenvers agroc toe

S ey ey e

- —— - s o

4. Mmo nenber of tho growp oxplains and justifios your choiccd.

]
e

L——-M_- - - ———. — e - ——— At T W m e - . el —— c————

Proceduiro
1, Cive out o task shect to cach studont.

2¢ Tcll o's to iiwyine thot they are going on holiday to Diro Dawa for

2 wocke Toll tlun to writo down tle itons iwontioned in tho task shoct
according; Yo all tho proccdurcs.

3. Tell s's thoy oro going to discuss thoir choice. Holp thon with womo
useful lanjunro for justifying giving opinions otc,
I viould 1ok sese DOCAUDSC seee
I think we had bottor take .... bocauso
Iy opinion we should tRlD eeesee
o;mod Witk seses bDOocCouso

H

d¢ Gui oo



Appendix B

TELCHCRG! QUISTIOTTAIRE

Dear Teacher!

This Qquastiomnaire will be filled in by teochors who taught the
group activity IEnglish Jensons for six weoks,

The purposo of the questiomnaire is to colloct somo background
informetion on the attitudcs of students/tcachers concerning methods
of tcaching/loarning Bnglish, Tt is intended to investigate what type
of teaching /lca:ming procenses s‘mdonts/ tocachers arc intorected in,

Thus, there are no Right on ronz answorse Howevsr, thc value of this

Quecetiornmairg dirootly rclics upon the cubject's genuine responscs to

cach itemes Thoreforey ple~sc answer them as truthfully as you can.

Thank Youl
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1 Please choose four statements which explain how you think students
learn Inglish wcll, Rank thom in order of importance for you, ie
give "1" to the nost important statement, "2" to the next nost
important statenent, and so on,

A good learner of BEnglish is one who _ .
(a) likes to bo corrocted whonever he/she makos mistakes
(b) likes to praciise English with his/hor classmates
(¢) worries about making nistakes.

(d) thinks about and trics to solve problons
(e) renmorizos gremmar rules well

(?) likos to participato in group discussions
(g) listons to what others say.
(h) absorbs lnowledge about English from his tcacher

i

2¢ Did your students enjoy working in a group?

Yos 7 ro [7

3. Do you think that your studenis lecaznod nore working in a group

than in a wholo clnss?

Yes /7 : mo [2°7

4e If your antcuer to quostion No "3" is "Iea", That do you think thoy
learncd ?

By, St S . . P A B - — e o e et e 5 et . ~ . et

- e . -

5« Do ypu think your studonts cooperated well in the lossons?

Yos /7 Yo /77
hy? /uhy not?

- = ——

- —— e e e . g ——— o ——

omnlf
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6e That probleny did you have toachin(; tho ncw group activity lcssons?

— —— - — - - e . - a e —— . ——

Ts Plcaoc chooso four staterents vhich explain how you think you
tocach woll, _
I focl I teach well whon I

(a) eontrol nost asnccts of the lesson

(b) trlk 2 lot

(c) organiszc activitios for students to do e
(@) use a varicty of tcaching tochniques,
(o) ineist on cilence in tlx lcsson.
(£) Lelp loaimors dovelop confidence in using Znglish _
(g) givo loarners the opportﬁnity to talk in 3nglis

wheneves possible ' -

(h) give kmouledgo about 3nglich to pupils

8. How did you fecl about your role as a tcacker during thosc

tack-based lessons ? ( Werc you hunpy with your role?) Thy?

9 To wvhat oxicnt would you want the lesson to be undor your

(tcacter's) control? circlo your choicaos
(2) 100¢ () avout 75¢ (c) about 50¢ (d) about 25¢ (c¢) O

10, 'ero tle now group activity lessons lile tho 'nomral! -losscns?
Yos [/ o [/
Thy? Al not? | . e

P ———— - —— - —

—-- ~— e - - ame - A e e s an A & & A B B RN F TR S Ea——
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1l Coipared to your previous woy of tcaching Inglish,

what do you think arc the honofits of pnir/group work?

- e — — e -

12, To what cxtent would you fool happy tcaching English in this
way (in po.irc/groups) in tho future?

(a) 100< () avout 75¢  (c) about 505 (d) about 25¢ (o) O
My?

— e = aie e - — . e e e ————— e - - -
— - — = — — -

— - o —

s e i - ———— e e

134, To what cxtent arc you satisfiod /disatisfiod with tho existing

situntion rcgoxrding tho teaching of English?

— - — - P W . PG T G -V G " W Sg——
s e et e e e e e ——— . —— ——— —————— STy Wm e

—————— ————— . — —— —— —

— e - -—— - e e - - G - et - .
14, Do you beliove that this ldnd of epprocch to learning and

tcaching might help to solve soie of the problcens of tcoching
and Jerorning Bnglish in Bthiopia?

Why? /iy not?

———— - ——— > o & gt e - - - - —— o
. —— - et W ot e et s . e . g et - ——— -— -~

—— - - ————— A ——— ——— e D et . = 0.

G et N et . . W b G e W ) B W oy gy Tkl T O e
- 15 To whot cxical do you think thatl the kind of activitiosg you

5 . \ . . s
boo toyht in thcvast 8ix wocks axo suited to tho conditicns
you toach in? (&.0 arc fcasible givon the resourcos erd

orgenization in which you aro wowki~z)

e e m e s A v e e B e - e +a AP ———————n - TP

A ——— - G o~ p— -
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26 To what oxtent is it ncceptable to you to usc those kind of tasks
and adopt tho role of toacher as facilitator fron now on?
(9id you focl throatcnod by the approach or the new teacher rolo
in any woy? ly/ My not?)

—— o —— W e e e m— e o — i G

17« Do you think this appronch ncots tho learning nceds of your students?
(Circle your choioc) ’
(n) lore succcastully. (b) less succosstully (o) wnsuccossfully
1C. IHnve you cver tricd this kind of activity-basod learning in paire
oT groups beforc? ‘
Ty? /iy not?

e — —  ® ———— ——— — —

o — - —— - - - - a—

15, Do you think you ar:s fulfilling your rolc as a tcacher in this
Knd of aciivity? '

(a) novo zuccossiully (b) a3 succcosfully (e¢) loss svccossfully

wy?

—— - e — e - ———— - ————— ——— —

- - -

— A A @ ot ——— -~ o — —_

20, Do you think you had onough tine to adjust to acconodate to tho

el Goie?:
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Appendix ¢ OStudents' -uestionneire

(Amhsric Version) _
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Appendix D

Teacher Interview Juestiong

Do you think this approach is different from what:
(a) most teachers expect of how students learn language best?
(b) most teachers expect what language Is?
Do you think this approach is different from what children expect
based on what they learned about how language is used?
dow did you feel about your role?
Do you think you were behaving as students expected you to behave?
Did you feel students were really learning English?
Do you think thgy felt
a) your status was reduced 7
b) your competence was reduced /
Did you have any worries about ciass control, noise etc?
«would you feel comfortable using this approach in future? Regularly
or occassionally or never?
Overall, do you think this kind of teaching and learning is culturally

acceptable?

(10) vhat general comments/evaluations gg you have pegarding the lessons you

participated in?
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Arpendix E

tudent Interview uestions

(1) “id you feel relaxed when working in your group?

(2) -ould you like to work in a mixed (boys/rirls) group® vr in a

single sex group?

{3) If your choice to wuestion .0 2 is the second choice, why' Is it

POECLUSE wmamuee
- you don't like boys/girle?
- of your reli-ious?

- it is culturally unacceptable’

{4} "o you think you could learn other subjects in this interactive

woy Oy is it somethin~ that ie relevant only for -arlish?

-

{2} “o yourthink you culsure hnn sny effect on the way you participate

in these kinds of activities, -
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Appendix E: Students' Interview Questions

(Amharic Version)

194 9T 2 omo d

nMTU GNT 3API@P YT THTY U (relaxed)
el /el eeNath? eeNalTa?

NP GNT epet AHD /MCNAY /TCRAT?

Ue NTT 012F 1949TF NY12 A2 M T Y
agh
he OTF 1942TF AMFT 012F 1949F MF U6
NBEW LT AT

APCRU ®N&és M N

PCQY "A" hUY »h1R4

. AT AAETOS £12F ANG TOR
e NEPTh123 NP Th+TAG K@ 1T MeaTT / 11y

A TY TUCTT AN UINT R 144 OHt. NA&Y

(interactive way) ®AC W TTH eeNAYn =oNaTo?
oen
U HA AAEATYIH ARYIAHT N F 182

NHU 9217 TWUCTANTIET NNRYY / hehQddh QUAY
FIC UTC @AY oNATA?
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