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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 wi thin

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 this 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 re.earcher!s 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 endJthe data was analyzed.

The results indicated that:

(1)A significant degree of modification of perceptions and behaviour} is

feasible and acceptable in a fairly short period of time and with

relatively little need for persulSion 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 aduust 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) The issue of who exercises control and authority in the classroom and the

re~_et'ionship 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:

(a) Materials that encourage interactive learning of English should be

developed for high schools.

Cb) }iaterials developers be fully aware of the cultural and educational

expectations of teachers and learners and should take these into account

in whatever they prepare.

(c) Teachers be reoriented cautiously and systematically on the rational behind

the benefits of learning-based approaches. Discussions should be encouraged

on cultural issues that may inhibit change.

Cd) In particular the impact of traditional cultural attitudes in certain

areas that may have a bearinc on the success of initiatives to implement

change eg. boy-girl ~elationships and the question of control in the

classroom should be discussed.



TABLE OF CONTmTS

ACKNOWLEX:i»imT
ABSTRACT
LIST OF TABLES AND FIGURES

1. INTRODUCTION ------------------ 1
Background
1.1. Statement of the Problem ------------------------- 3
1.2. Importance of the Study ---------------- 3
1.3. The Scope of the Study --- ----- 4
1.4. Limitations of the Study ••• -------------- - 5

2. REVIEW OF RELATED LITERATURE AND OF THE
ETHIOPIAN CONTEXT ••• -------------- 6

2.0. Introduction ••• ----------- ,
2.1. Teachers' and Learners' Educational

and Cultural Expectations... ---- ------ 6
2.1.1. Culture and Cultural Expectations •••-------- 7
2.1.2. Educational Expectations ••• ---------------- 9
2.1.3. Some Examples of Differing

Cultural and Educational Expectations •••
2.2. Transmission-oriented Vs Interaction-oriented

10

Learning •••• ---------------------- 13
2.3. reacher and Learner Roles in Interaction oriented

and Transmission oriented Learning ••• ------------- 17
2.3.1. Interaction Oriented reacher and Learner

Roles ••• ----------------------- ---- 17
2.3.2. Transmission Oriented Teacher and Learner

Roles ••• ----~------- -------------- . 18
2.4. Innovating within the Language Learning process... 19
2.5. Changing Teacher and Learner Perceptions and

Expectations ••• ------------------ 21
2.5.1. Changing Teacher Perceptions and Expectations 22
2.5.2. Chan~ng L~arner Perceptions and Expectations 25

2.6. Introducing a Degree of Interaction in ELT Methods
in Ethiopian High Schools ••• -------------- 28



PAGE

3. PROCEDURE

3.1. Sampling ••• --------------------
3.1.1. Sampling of Schools ••• -------
3.1.2. Sampling of Itudent Population ••• ---
3.1.3. Sampling of Teacher Population ••• -----

3.2. Preparation and Application of Materials ••• --
3.2.1. Preparation of Tasks ••• -----
3.2.2. Orienting of Teachers --- ----

3.3. @onatruction and Distribution of the

32

32
32
33
33
33
34

Questionnaire ••• ----------------------------
3.3.1. Students' Questionnaire ••• ---------
3.3.2. Teachers' Questionnaire •••• ----------

3.4. Preparation and Adminstration of Interviews •••
3.4.1. Students' Interviews •.••------
3.4.2. Teachers' Interview ---------------

3.5. Se1f-Obeervation ••••--------------------------
3.6. Observation of other Teachers ••• -------------

35
35
36
36
36

Y1
Y1
Y1

4. RESULTS AND DISCUSSION
4.1. Analysis and Discussion of Questionnaires •••

4.1.1. Teachers' Questionnaire ••• ---------
4.1.2. Students' Questionnaire ••• ---------

4.2. Analysis and Discussion of Interviews •••• --
4.2.1. Teachers' Interviews •••------------
4.2.2. Students' Interviews •t-"'t--~-----res\U. e ox

4.3. Analysis and Discussion of/Observa:ion -----
4.3.1. Self-Observation ••• ----------------
4.3.2. Observation of Other Teachers ••• ---

38
38
51
66
66
70
72

72

75
5, CONCLUSIONS AND RECOLHENDATIONS

5.1. ~onclusions ••• -----------------------------
5.2. Recommendations ••• ------------------------

78
81

•..1



PAGE-
BIBLIOGRAPHY

APPENDICES

Appendix A Teaching Materials -------------------
Appendix B Teachers' ~estionnaire --------------
Appendix C Students' ~estionnaire ---.----
Appendix D Teachers' Interview -----------------
Appendix E Students' Interview --- . - -
Appendix F Supplementary Tabulated data related

to Teachers' Questionnaire -----------
Appendix G 3upplementary Tabulated data related

to Students' Questionnaire -----------

86
102
107
118
119

120

122



LIST OF TABLES

1. Teachers' responses Concerning how~hey feel they

TABLE PAGE

teach well ------------------
2. Teachers' responses concerning whether they

were happy ~~their role or not --------------
3. Teachers' responses Concerning to what extent

they wanted the lessons to be under their control
4. Teachers' responses concerning to what extent

they felt they were fulfilling their role as
teachers in an interactive activity lessons -----

5. Teachers' responses as to their view of what
makes 'a good learner of English-----------------

6. 'reachers' responses as to what extent they would
feel happy teaching English in pairs/groups in
the future -- - - --- -- ------

~. Teachers' responses as to whether the group
activitj lessons where like their 'normal'
lessons or not ---------------------------------

8. Teachers' responses as to whether students
learned more working in grou~s than in a whole

class ------------------------------------------

42

44

47

9. Teachers' responses as to whether students
cooperated well in the lessons ------------------ 49

10. Teachers' responses as to what extent the interactive-
oriented approach meets the learning needs of their
students ---------. •. -------------------

11. Students' responses as to how they feel they learn
~glish well ------~------------------------- 52

12. Student6' responses as to whether they enjoyed
working in groups or not -------------------

13. Students' responses as to whether they learned
more working in groups than in a whole class ----

.../



14. Students' responses as to which kind of
grouping they preferred -------------- - __

15. Students' responses as to their view of
'a good English teacher' --- - -.-- ---------

16. Students responses as to how they like to
learn English best --------------------------

17. Students responses as to what extent they
would want the lesson to be under the teachers'

55

59

control _ .•.._- - - ----------- 60
18. Student~ responses as to what extent the

teacher was fulfilling his role as a teacher
in those interactive-oriented lessons ------

19. Students responses as to whether the group
activity lessons were like their 'normal'

61

lessons ------------------------,----------111<'j

20. Students' responses as to how",like to learn
62

~ .~gll.sh ------------- -.---- ---- 62
21. Studentd responses as to what extent they

would like to learn English in pairs/groups
in the future --------------------,-------

22. Students! responses as to how they feel
about the value of group activity lessons - . . . .

23. 3tudents responses as to whether they
worked well in the lessons or not ---------

63

64



LIST OF FIGURES

FIGURE PAGE

1. Comparison between Educational and
~ultural Expectations of Japanese
Peopie and Americans -------------------- 11

2. The Hierarchy of Interrelating
sub-systems in which an Innovation
has to operate ------------ - -------- 20



-.

BACKGROUND

Aquick review of the ~lish curriculum and the textbooks lNlsed.OIl

it reflect that Ethiopian schoOls perpetuate the more traditional pattern

of foreign language study.

Aa the experience and oDservation of the writer of this paper go, students

are generally expected to learn newvocabul&r1i tema with little regard to

their main context. Languageforms are learned 'bybeing manipulated.generally

as discrete items, usually unnaturally and a,ain without any attention to

contextual Ileaning. Furthermore the importanceof learning rules about the

language is lIlost 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 newexcitement and confidence in adopting

interactive-oriented approaches",DeCkelrt(1987),Ethiopian teachers of English

should by no meansremain exceptional. Thus, the need to catch up with the

current trends regarding language teaching/learning and to apply relevant

findings in the field of ELTin Ethiopia is very clear.

In spite of the fact that in-service training courses in Ethiopia are

not freely available, the numerouspublished materials from the outside world

can help us take hold of the rationale behind and the appropriate implementation

of a more interaction oriented approach. Asprofessionals, weneed to up-to-

date our knowledgeof the field and should engageourselves in consistent

innovation within this field. To sumup, in order to get good results, we

need to employ -a host o! newtechniques.

.../
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However,before a:ll'1 attempt is lI&deto put this idea into practice,

the need to take account of the readiness of participants in thia case

'imp~menters' and 'clients' ie. teachers and students.:,J(KemJ.ec!,.'stertlls)

to ac'ept these new ways is extremel,. important. Tms is becauae in

introducing interaction - oriented approaches to students/teachers who

have previousl.1 studied foreign languages in a traditional. fashion. we are

likel,. to encounter student/teacher resenrations and resistance •

•• 4:>:
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1.1. Statement of the probl_

The purpose of this study is to find.out the effects of teachers' and
learners' educational and.cultural expectations on innovating with1n- the
language learning process. This study therefore attempts to answer the
following questions:

1. To what extent do the educational and cultural expectations ot

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 sodes
like pa.il{group work to De implemented in high school classes in

Ethiopia?
3. Do students accept the roles and responsibilities implied DY 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 studl

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 regarded
subject on the curriculum. In -BPit'e of all these facts, the English proficiency
of the vast majority of Ethiopian students at all levels seems inadequate.
In this r-egard,Haile Getachew (1984), Alamirew (1992) and stoddart (1986)
observe that Ethiopian students spend a great deal of time in studying English,
but their English proficency is not satisfactory in comparison with the time
spen t on teaching the language.
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'niis maybe partly because of the teaching methodused, which is, as

mentioned earlier, the traditional grammatical approach. The general reality

in manyclasses is that Engli'sh is taught as a dead language, something for

the teacher to analyze :bl.front of the students vith graumar rules and specific

vocabulary to 'be mastered.for the exam1nations at the end of the semester.

English is simply another content area to be memorizedrather than a aki.ll

to be acquired and used.

Therefore, to overcolllethis problem it is relevant to consider the

possiblity of introducing someof the recent methodological insights into

high school teaching. Recent ~iscussion of second- and foreign language

learning in the classroom setting emphasizes the importuce of target language

interaction amongstudents for developing communicativeskills in the second

language. (Longand Porter, 1985)

However,before introducing any change in the method, it i. very important
\

to investigate whether such changes are feasible ~or acceptable to the

participants in the teaching - learning process in the light of constraints

on the situation. In this study, I amparticularly concerned with constraints

presented by cultural and educational expectations - attitudes, perceptions,

values ~tc~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

Tb.i.sstudy has 'beenlim ted to data obtained fro.:

1. Students of one grade 10 class at Bole Senior SecondarySchool

where the ~esearcher is working. Grade10 students were .elected

'because at this level students are under no pressure of ESLCEeaam
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preparation and as a result it vas expected that they would take

the reseuch project more seriously.

2. The teacher (myself) of these students.

3. Sixteen teachers from four govaament schools where the research

activities are also carried out.

1.4. Limitations of the stucq

Inclusion of more sections and a greater DWIlberof teachera would have

provided a more ideal sample for the study from which to generalize. Howefar,

such an undertaking would have called for more f'lmds and would haTe involved

more time and personnel to carry out the project. !he writer of this thesis

has, therefore, taken the sample from one Grade 10 section of one high school

and sixteen teachers from four government schools.



Reviewof Related L1terature 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 tr;r to assess the effects of te~chenf and

learners' cultural and educational expectations on implementingchange in the
'a

form of/mori interactive learning approach, I will then give a brief analysis

,and comparisonbetween the more traditional transmission-ot-learning approach

commonin Ethiopia and more recent tnteractivelearning approache~together

with teacher and learner roles implicit in these approaches. This will be

followed by a review of research concerning the main issues to De considered

wen innovating within the language learning process and the constraints aDd

needs to be addressed. whenintroducing change in the direction of morerecent

ELTmethotis.

2.1. ~eachers' and Learners' Educational and

eultural Expectations

In any teaching and learning situations including EFt learning situations

teachers and learners have expectations mainly about the content they are to

learnt the roles they are expected to play and the methodologythat is IIlOst

appropriate.

There will also be expectations about what language iSt howit is best

Learned, howit should be used etc. These expectations maybe articulated

explicitly by teachers to learners or maysimply be implicit. Woodsand

Hammersley.1977(quoted in Cortazzi, 1990) describe the perceptions and

expectations of British teachers and pupils as "a matrix of assumptions by

vhich one makessense of the world." These assumptions are seen as being

constructed through social interaction in terms 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 (1D90) argues that:

"These expectations derive primarily from
often hidden ass~tions embedded in
participants cultural backgrounds and/or
stem from general orientations towards
learning resulting from previous educational
experience."

Cortazzi furih e r explains that both cultural and educational expectations are

deri ved from socialization patterns in childhood and during key stages in

education.

2.1.1. Culture and Cultural Expectations
\\ Culture embraces all aspects of the ~tterns of life and the achievements

Cunningjworth (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 ~ of

thinking, concepts, values forms of organization. Since language

is a tirect 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 h~6tory of a society's civilization-

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

ie. its heritage.

Hughes (1986:162) further 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 t e motives, intentions, desires or we can consider the SaJDe

motives on the institutional/societal level.

Valdes (1990:20) asserts the inevi tabili ty of learning culture in the

language classroom as follows:

''ivbateverapproach, method or technique is used
greetings are usually first on the ageno.. 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 frOll
repetition drills,tofminc in the blanks to
sophosticated compositions in advanced classes
must be about something and ~oet invariable that
something will be cultural no matter what g}lise
it travels under"

As far as learning culture is concerned, Valette (1986) contends that

while there are dangers in extreme monocu1turalism, there are also dangers

in extreme acceptance or attempts to accept and implant the tradition~ and

values of a second language culture and in not adequately understanding

the gap between the '-I cul ture 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 mediumof language, but children

are also socialized into waysof using language whichis in i tsel! an

important part of culture. Thus adults use of first Languagein interaction

is thus a major if not the most important meansof transmitting cultural

knowledgeand is a powerful meansof socialization. Vygotaky(1962) and

Bruner (1985), (Quotedin Cortazzi, 1990) even argue that language is a

by-product of cultural transmission. Thus as a result of enrly 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, attitudes and

expectations of language behaviol1rJlanguage learning and language use.

2.1.2. Educational Expectations

The expectations that result from socialization in the family and first

language communityare subsequently "overlaid with further expectations of

language learning and language in general derived from the educational system

itself." (Cortazzi, 1990:57)
Classroominteraction mayin fact be regarded as "a culturally transmitted

source of instruction about rights, rules, roles and unspokenassumptions

about howto learn and wr~t is worth learning. "(Willes (1983), (refered to

in Cortazzi (1990). Thus by educational expectations weare referring to

the effects of teach~rs'and learners'expectations of learning on the learning

process. \Yhatcounts as teaching and learning7 Howare knowledgeand learning

jointly constructed in the classroom? etc. Thepoint 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 interacti~ they become a

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

2.1.3. Some examnles of differing Cultural and

Educational Expectation~

One area in which ~estern 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 circuitousness. (~des, 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 Language learners are thus

likely to perceive readinb skills as involving the need to know vocabulary

by memorizing words and reading slowly word by word. This is a view of learning

that has many similarities with the experience of an Ethiopian child learning

Amharic, but contrasts greatly with recent i-iesternapproaches involving

*<' .1



- 11 -

interactive learning, and a cOlllJllU.nicatinapproach to readiDg involTiDg

guessing, prediction, reading with different speeds accoading to purposeJ

etc. In such approaches the need to IIdOrise is de-emphasized. UDleas

there is a stead7 and careful approach to illplementing innovation in suoh

a context, the approach ll:ight 'be seen as iDappropriate or 'bad teaohiDg.

Cortazzi gives a \roader and 110" 8)lStema.tic comparison between educational

and cultural expectations of Japanese people and Americans. The taU. he

uses is reproduced below. (CortazZ( 1990:62)

Figure 1

Japan USA

CULTURE:hOllOgenoua----------------- heterogenous

hieruchical egall tarian

group harmony indi viduali t7

COnB8ll8UB independence

group dependence self-confidence

avoid confrontation confrontation accepta81e

emphasize empathy stress verbal.

non-ver\al elements communication

EDUCATION, repetition, .emory, understandjng

persistence,respect
authority develop critical ideas

exams are crucial exams less important

fear or failure less fear of failu.e

accept group consensus debate ideas

.../
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LANGUAGE: Complex scripts

strong word orientation

prefer hints, ambiguity

indirectness

listener interpre~',

use of intuituion

avoid disagreement

avoid direct questions

distrust speech

prefer formal regulated

situations

reluctance for verbal

intimacy

one simple script

meaning orientation

prefer explicitness, being

straight forward

speaker makes clear

verbal clarity

disagreement acceptable

many direct questions

speech shows confidence

prefer informal

spontaneous

willingness for verbal

intimacy

It is evident to the researcher that while there may be difference of

emphasis, many of the non-~estern expectations outlined above - the cultural

expectations (eg. hierarchica1~ homogenous, desire for group harmony &nd

consensus) educational expectations (focus on repetition, memory; learning

comes from persistent application; respect for aut~ority; extreme value

placed on examination achievement; fear of failure and losing face; 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.

.0./
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2.2. Transmission-8riented Learning Vs. Interaction

Oriented Learniy

Different assumptions about language and language learning held lay

different cultures refiect different vieva about what should lC taught and

the dynamics of the learning process. If we take Cortazzi~S(1990~58)

argument and ask questions about IIaJ11 cla.ssroome thro1Ighout the world, such

as:

- Whospeaks most of the time?

- Whoasks most of the questions?

- Whoevaluates the answers to questions?

- Whohas the right to interrupt others?

- Who88.18 whether, whenand.howothers 'IM.Y' speak?

Whocontrols the language of interaction?

- Whosays what has been learnt,h9wwell 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. 'Ibis is a culture bound view, typical

of cultures "stressing continuity. suspicious of change, emphasizing stabilit1

and group identit,.". It is also typical of the situation in Ethiopia. It

can be contrasted with the more innovative view that learners collecti Tel1

Wild up knowledgeand ideas through activit,., interaction and increasj ng

confidence in verDal expression. .Barnes 1976, ~i:tad in Cortazzi 1990).

The transmissio~oriented and interaction-oriented or more communicative

approaches vil1 nowbe briefly comparedin order to provide a frameworkfor

discussing teacher and learner roles in more detail.

•••1
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The transJl'.1ssien.erien1:edview of lan9Ua!e learAint belda that

lantuage teacbin! is cencerned with develepin! students' mastery ef

rules governing the idealized Jangua,e learDiD9 as a precess of
develepin, a cap~ility te eperate in situatiens ef 'language uae'.

(Murdech.1989)

In the transmission ••riented view discrete i1:a.. an. .1ngle

sentences are the central fecus ef attentlen while in the

interacti0n-oriented vlew language is regarded as a "aeanintful

disceurse which can •• examined with reference te the centextual

features ef the real-life situation in which it i. used.tt(Hurdech 19~)

The methGdeleglea asseciated with the feraer view tend te ~e

highly teacher - centered,where the teacher is seea as res,.nsi •••

f~r explaining the rule er meaning, previding exeapllficatiens ef

it and giving the student practice in apply1n! it while the latter

view emphasizes the active nature ef the learner in the process

.ringing meaning te the written and spoken werd.

In recent years, we have e.served the emergence af s••e degree

ef cense~~ in ELT mathodelegical texts, course .e.ks etc. emanating
the

particularly from Britain/United States, Canada and ether Western

secieties regarding teaching and learning ge.l. and the metheds

where .y these gea18 can be .est aChieved. Wright (1987) descri.es

the mGst effective ef the recent methods as those eaplasizing

learning as an interactive negetiatien pr0cess whera learners Duild
up knewledge and skills ceeperatively and where the teacher's rele

is te manage and facilitate the learning precess.

•••1
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Calderon, (cited in Christison 1990) defines cooperative learning

as follows:

"•••• a strategy for the clas~ that
is used to increase motivation aDd
retention, to help students develop a
posi t1ve image of self aDd others, to, ~
pro'fide a vehicle for critical thinld.D&
and pro1t1em- sol 'fing, and to encourage
colla\orative social Skills."

Long and Porter (198,5)also discuss the value of group work and aention the

following pedB«Ogicreasons for usiDg it:

- to increase the nUDer of opportunities for language practice

- to iJlprove the quality of student talk. (not merely respondiDg

but initiating as vell)

to individualize instruction

to create a positive affective c1ill8.te in the c1assrooa.

- to increase student IIOtivaticm

In other words, group work, which is one of the most important activities

in the currently popular inte~active!/communicative approach, allows students

to use language in a particular va:y. If the students realize that the

language they are learning is of somevalue to them, they will use it and

Whenthey use it, they communicate. Through group work students participate

acti vely in discussions, sharing opinions, agreeing and disagreeing vi th each

other.

From the discussions above the following reasons regarding the usefulnesa

and effectiveness of group work can be noted:

...1
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(1) The aim is for students to become independent from the teacher.

The teacher is seen not as the obly 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 resourees 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 relatively '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

relati vely small proportion of classes in Hestern countries. 1-1yaim 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.

. .. 1
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2.3. Teacher and Learner Roles in Interaction Oriented
and Transmission Oriented Learning.

.. ...• .
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 borne in mind again that those scholars *-of course looldng
at those roles from ~estern cultural perispective mentioned at the end
of the previous section.

Wright (1987:51-~)identifies two major roles for teachers in the
classrooa: (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~ ~rimary 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 language.

SeconcUy, he argues that teachers also control the social and learnillC
bebavioUyof their learne18through the choice of activities and ways in which
they organize the learning group to perform activities. Each of th~ 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 CaDdJ1n

1980 (cited in Richards and Rogers, 1986:77) descri\e the learner's role

within the CommunicativeLanguageTeaching in the following terms:

nTherole of learner as negotiatOr. -between
the self, the learning process and the object
of learning-emerges from and interacts vith
the role of joint negotiator vi thin the group •
and vithin the classroom procedures and
activities which the group undertakes. The
implication for the learner is that he should
oontrihute as muchas he gains, and thereby
learn in an .~~terdependent way:

Thus the overall ailIlis for the learner to worktowards autonomyand the

developing of a le8rning style that ~l.e him to operate as an iJld.jpen~t

learner.

2.3.2. Transmission - Oriented Teacher and Learner Ioles

To begin with, let us consider the following characterization of the

teacher's role by Dykstra (cited in WriSht 1987:49)

"•••• near automatonswhostand up, call roll,
talk a lot, give cues, ask simple content
questions, check for comprehension,check
for recall, keep recor4s, discipline students,

~ grades and generally carry on with clerical
taska far below what their ownlevel of
ability might be~

Wecan see that such characterization is fairly typical of a tradi tiona!

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 terllS of providing

input in the form of models and explanations of the language systell and

then closely controlling practice of these models.
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In the sameway, transmission - oriented roles are assumedfor students.

In such views learners are required simply to listen to what the teacher

says. Theyare not encouraged to initiate interaction. Wherethere is

interaction, students ncrma1lyconverse with the teacher in generally

predictible ''Teacher-talk''.

Students are also expected to memorizeessential patterna and stauctures,

ie, the focus is mainly on accuracy and this results in giving extreme .-...~
of

emphasis to correctness which leads students to fear /losing face by speaking

out and ID8kingerrors.

Generally. students play a paBsive role. There is lack of student

involvement in activities and in !lOst cases students are willing to contribute

only relatively controlled responses.

2.4. Innovating Within the LanguageLearning Process

White (1987) describes innovation as "planned and deliberate change

intended to \ring about improvement. It is fundamental in nature and it

is perceived as newby all involved with it."

Kennedy(1988) also claias that innovating inTOlves behavioral change

and underlying any behaviour are deep-seated attitudes and beliefs. So, to

produce any significant change people need to act differently and maybe

required to change the waythey think about certain issues. Change.according

to Kennedy, takes place in an environmentwhich conSists of a hierarchy of

interrelating systems, the most generalized of which is the cultural system.

The figure below is taken fromKenne.d~(1988:332) and illustrates the hierarchy

of interrelating systems he proposes.

.../
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innovation

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

Kennedyargues that in the changeprocess all the participants need

to be inTolved and consulted. Lambrightand Flynn (cited in Kennedy,l~)

have distinguished five roles tor participants in the changeprocess: those

of adopters, implementers, clients, suppliers and enterpreneurs. Here the

discussion focusses on implementers and clients who.in the case of !!LT,are

teachers and students respectively.

Kelly (cited in Kennedy,1988) suggests that for an innovation to be

Tiewed.V9U~ :here must be initial dissatisfaction with the existing

state of affairs. The greater the dissatisfaction the morewilling the

participants will be to actively seek newsolutions to their problem.

Concentrating on the teachers or implementers, Kennedyalso mentions

the need for initial dissatisfaction to be high and that then there must

follow a matching process between the teachers workingcontext 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 matchingmust be '~' in all three. He mentions the three

areas as follovs:
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(1) Feasibility - given the resources and the organization within
~ch the teaohers are working, do the teachers believe the

innovation oan be implemented? An innovation involving group
work ~ be rejected if resources do not permit the SJIIal.lclasses
which teachers may feel necessary for this kind of methodology.

(2) Acceptability: Teachers matoh 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 adopted. 'rhus a transmission centered teacher is more likel1
to welcome materials deriving from this style of teaching than
those deri ring from interpreti Te teaching style.

(3) -Belevance: 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
PerceptioD!fExpectations

The main aillof this paper is to assess the feasibilit~ 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 perceptions ~ well as,there being major
constraints imposed by lack of resource~rigid administration, large classes etc.
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2.5.1. 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 techniq.es
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 Decome active
participants in their learning, we haTe 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 techniques such as pair/group work means we
are expecting teachers to encourage learners to gradually assume greater
responsib1ity for their learning as interaction is no longer entirely mediated
by the teacher. This role, Which results in a greater gegree of learner
independence may not always be comfortable'for teachers at first although

1tit is possible that students may adapt tQ/more readily. r~is 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 approaches
invo1 'We may ''viewthese ideas not as a positive development but as a double -
edged threat: a threat to their classroom persona and a threat to their

j
,

••1



23 -

inherited techniquesll(t·furdoch 199f). In other word,; teachers aay 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 co8D1tive 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 established
patterns of behavior in the classroom
setting. Ind these patterns of behavior
and related ideas of the nature of language

.teaching may cause interference, confusion,
or resistance when theyr.~:ie."'_'O)the course
innut 'fl~ .

He further points out that for teachers who are used to employing transmission -

oriented techniquesl it may be difficult for them to accept input on

interactive - oriented techniques at all. Alternatively, they may De

convinced of the case for the need for new approaches and techniques 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 tA8mselves 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 mem6rizing.

! •
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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 clearl,.
and logica1l,.. Students thus perceive the language learning process in
the classroom primaril,. as an occassion for a teacher's guidance through
a text'book or for examination on their own maste17 of a text8ook. In other
words,attending class is perceived as mainl,. exposure to a body of aaterials
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 W8.1s of teaching. Thus be

warns us:
I~ying to push teachers into making what the,.

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 actuall,.
failures, the teacher reverting to former
practices when the trainer is no longer present."

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

have to modify their expectations. In fact, what Murdoch argues, as alread,J
mentioned, is from the point of view of formal teacher training programmes.
Similarly Wallace (1991) argues that the need for giving teachers a well -
planned re-orientation ~;Ch encourages them to reflect on their attitudes,and
beliefalperceptions of language and language learning on custOllar1behavior
in language teaching. In this way we may to some degree be able to modi!,.
their perceptions and actual classroom behaviors over a period of time.ie.
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It may thus be possible to implement a modest degree of chlage in attitude

to this behavior. Hence, from the tea.:!:.!rs' point of viev trying to
Iintroduce a different methodological approach needs caution.

2.5.2. Changing Students' Perception and Expectations

Nolasco and Arthur (1986) note that in introducing new methods learners'

expectations must always be taken into account and change should be

introduced gradually.

Abbott (1987), Cortazzi (1990) and Nolasco,;llnJArthur(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 ~ront of the class and the students in straight ~ws watching the teacher.

As a result, they will be conf~sed and hesitant when these expectations are

not met. In such conditions, Christison stresses that the students need to

understfu~d why it is that they are doing things differently and how it will

help them reach their goals.

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 t teach t. '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 typw of
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~estions the teacher will, . ask as well as how they are expected to anfmer

~ them. They roughly know not only what the ~verage teacher will and will not

accept but also they will have th~ir own particular perceptions of "the good

teacher "and" the good lesson".
e~

Girard 1m describ.ee 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 English

teaches good pronunciation

By and large, Ethiopian students may be expected to evaluate/appreciate

a teacher as a "good language 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 - writin~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 feacher'."

..
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Accordingly, to pract~e 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
arid ask each other questionstThe teacher

.should.ask the questions and listen to the
answers and correct them. If we are all
talking in pairs toge:ther, how can the
teacher correc us? It

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 'lDIi1 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 (1987,17) 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, Uola et al (1989 :16 ~ discussing classroom management
for structuring stUdents' interaction to promote learning, draws attention
to the following:

n(a major) consideration that mast be taken into
account is the students' cultural and social values,
their expectation about classroom learning, and
their personal learnin~ styles. ~T~ues and expectat-
ions vary from coun;-~ to count.tj •••• (It may be
that for some cultures or indi~~Fl students
group work will not be as successful or will
need more practice because of cultural ~ues orpast experiences tt
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Ellis and Sinclair (1989) also agree that learners bring into the

classroom their ownexpectations about language learning, their teacher's

role and the~r ownroles and they point out that these expectations are often

the result of past learning experience and cultural background. Accordingly,

they recommendlearner 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 viII be required to modify their perceptions about what teachers'

and learners' roles and expectations should be. At the same time weneed

to be aware of howstudents are likely to respond to high student involvement

learning methodsand thus bear in mind what degree of change is likely to be

feasible, and acceptable.

2.6. Introducing a Degree of Interaction in ELTMethodsin

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 vith little

or no active student participation.

Besides, from the observati9ns 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 modeof classroom organization and a

traditional grammatical approach to second language learning. Further, a

quick review of ENEtextbooks reveals that the reading materials and learning

acti vi ties are somewhatcontrived, and cannot be easily modified, except by

really innovative teachers, for genuine interactive learning.

. I....• .) ..;;

, ,
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Thus. cooperative, interactiTe learning, learner responsibility and

the developing of learning strategie~ in English receive scant attention

because teachers/learners are either not aware of them as effective ways
-of facilitating language learning or are not convinced of their value.

However, Sara (l989).s~udied a number of elementary school classes to

see if employing collllllWlicativegames and activities would result in more

effective learning than the existing method does. Her research thus focussed

o~pne_aBpect of interactive learning in CDT and she arrived at a number of

conclus.ions 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 reco!DIDended that a study be conducted as to hoy to integrate language

games and activities more extensively wi thin the current purely structural

syllabus. She also reco:nmended 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. He 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 g~oup aetivity lessons

except ahortag~ of time~
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Therefere it i. expected by the current researcher that certain
oj

aspectsAinteracti ve methods can »e intreduced in our high scheels although

prebably enly gradually and cautieusly because ef the need te take account

ef and mod1.fy ~.;eachers·and learners' expectat1o~. In particular it is

expected thata

(1) Students will need te see the purpese and "nefits ef learning-
based appreaches if they are te be accepted. They may reJect the

new ideas as ceunter te widely accepted cultural and educational

norma or cemplain that the teacher is not teaching if the security

and sense of order feund in the familiar classre •• reutines are

suddenly 'vielated' by se.ething new.
(2) Teachers will alae need t. see the purpose and benefits •• th te

theJlland te learners of leu-ninq based appreaches. Tbey may ~ew

these appreaches as a 'threat te their classr ••• persena and

in4erited tecbinques'. They may regard the innovatien as net

feas~le - given the reseurces and ever-all centext they are

w.rking within. They may find the change in teaching style and

ph1l.s.p~ required by the innovation te be culturally

unaccept&ble.

(3) Teachers will need te be more sensitive te hew students learn

beth in teras ef implementing new Iletltedsand in the time

needed te inte!~ate new learning. They will need te be .ade

aware ef he-.,students respend te higa-student-invelvement
learning metk."ods. Generally speaJc1ng learr.ers frem Western

cultures are mere likely to be able te ad~pt quickly te reflection

self analysis and risk-taking since these ~ehaviouss are

familiar te them already fre. real life experience. Hewever,

students in Ethiopia are likely te need a much lenger

period ef adjustment ,. beceme truly inv.lved.
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Generally, among other issues the following questions need to be
considered and answered.

(1) To what extent do the educational and cultural expectations ot

teachers and learners have a bearinc on managing the introduction
ot a acre interactive approach using cQnm1nicative techniques to
-lUgh schools in Ethiopia?

(2) 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 work.

(3)Do students accept the roles and responsibilities implied bf
a more democratic and interactive classroom process more easil1
than teachers? Hhy?

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

It is mainly with theBe questions in llind that this research has been
carried out.



PROCEDURE
3.1. Sampling Schools, Students and Teachers

3.1.1. Sampling 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 di*tant schools. The first three were
chosen for their proximity and the last as it is the school where I work.
An additional reason for .electing the latter is that I belieTed I could
get adequate cooperation from the adminstration as well as from the teachers
and the students. 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 IIOre
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 eight~afternoon 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 ESLCE 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 project.
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3.1.3. 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,

.aluea clarification techniques etc. were developed.

Moreover, the main emphasis of the activities was on meanings ~o be

communicated and less emphasis was given to forms and Stf1J (tQ~6··to be

learned. For developing the tasks and activities,I adapted materials from

the worls 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 wo~ other

factors that were considered were as follows:

- 'lbe activities should retain a degree of relevance to the content of

the WE Course ie. in terms of level and language content.

- They should be relatively simple to adminiSter and for students to

carry out.

•••1
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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

treer activities.

3.2.2. Orienting Teachers

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 sheet~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 stop.

- to demonstrate the activities by getting pairs of students to ask

and answer in front of the class.

- to get students familiarized with pair/group work by giving thea

very short, simple tasks to perform initially and after the st1ideBts

had got used to the idea of working in pairs/groups, to extend the

range of activities offered.

.../



35 -

to form groups of 6-8 students (which were at the same time

conv_ient for pair work) and to l18.kethem elect their leader/

secretary·
to assist each group when doing the tasks.

to note down errors and give corrections after the activit1 is over.

The researcher himself taught one section of Grade 10 trying out speciall1

prepared materials (see appendixA)wich vere 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

similar11 taught the materials over a six week peri 6d for two 40 minute

session per week in their own schools.

3.3 Construction and Distribution of the Questionnaire

Tw 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 learners

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 SecondarJ 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 v.as available

" ;,/
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even after regular classes to give students a chance of olarification. At
the en~,60 students returned the questionnaire and these vere analyzed.

j.3.2. Teachers' Questionnaire

This questionnaire contained 20 items (see appendix.il).The questionn-
sires were distributed during the fourth weat to the sixteen teachers who
taught the specially prepared materials for six weeks. The researcher,
together vith the teachers, went through the questionnaire items in order
to clarify any technical concepts which he felt would create misunderstanding.
The teachers kept the questionnaires vith them for two weeks. Finally•.eleven
teachers returned the filled questionnaires and these were analyzed.

3.4. Preparation and Adminstration of Intervie.a

3.4.1. Students' Interivews

As a complementary tool to the questionnaires. mother tongue interviews
(see appendixG)were conducted with a random sample of students. The purpose
of having the interview in Amharic was to assist students in renecting on
their feelings and attitudes more thoroughly and naturally since their
English capability would not enable them to express themselvea clearly and
they would anyway natuaally express feelings and emotions more comlortably
in Amharic.

~e interview consisted of 5 items. A total of 20 students (10 boys
and 10 girls) 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,l felt that students
would feel freer with him than with me. Then, recorded interviews were
analyzed.

-
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3.4.2. 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 researChirduring lessons taught

by the sixteen teachers based on the points indicated under 3.2.2 and more

specificaIly in relation to classroom organization, implementation of the

tasks, overall teaching - learning performance~etc. I also considered other

issues from the teachers' questionnaire.



CHAPTER FOUR

RESULTS AND DISCUSSICJf

4.1. Analysis and discussion of Questionnaires

4.1.1. Teachers' Qgestionnaire

This questionnaire was admin~d to 16 teachers who taught the
speciall,. prepared materials for six weeks. There vere 20 items in the

questionnaire. The questions or statements were grouped as follows:
(1) Questions dealing with teacher roles, attitudes, feelings etc.

as perceived by teachers.
(2) Questions dealing vith student roles as perceived by teachers.
(3) Questions dealing vith the benefi ts of pairl group work,jie.

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 select four statements 'tthichthey

felt explained how they'taught English well and to rank them frea 1-4. Among
the eight statements given for respondents to choose from,four referred to
broadly transmission-oriented teacher roles and the other four broad!,.to
roles appropriate to interactive learning. Tbe aim was to find out which
teacher roles (transmission-oriented or interaction~ri.nted) teachers preferred
wi. th 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 Table 1) it would appear that inherited transmission -

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

•••1
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number of choices made reflecting positive attitudes to interactive teacher

roles was very high.

I feel I teach well when I
I -R A N I:

.L t:. :> ••NO. 0% NO.of NO.of No. of
Teacher~ ~ Teachel % Teache r ~ [teachers %

Transmission~oriented
18.2 %T. roles - - - - 1 9.1 % 2

Interaction~riented
T. roles 11 l~ 11 ~()Qi 10 90.9 % 9 81.8 %

Total 11 l~ 11 100% 11 lOO ~ 11 l~
Table 1

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

"I reel I teach well when I --------------"
- 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' OUtural
and educational perceptions regarding their traditional teacher role~ had been
surprisingly, successfully mc4ified. 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 modi". 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 attitud1nal- change or whether
it was an intellectual response onlYieg. because teachers had worked out what the

)

the researcher wanted them to say.

.../
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In item "8" teachers were asked to eJIP1ain how they felt about their

role during those interactive 1eaeons, to respond whether they felt happy

or not and state their reasons.
2

reported (see Tab1E1'be1ow .) that they felt happy in their modified roles.

The majority of them as with item ''7"

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

No. of
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 wrong. The sources

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

such activities is 'relieved' of his role. In fact1the role required of a
teacher in a more communicative classroom is more demanding than the role

required of a teacher in transmission~.riented activities.

. .. 1
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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 itam '''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 ~ew

to responses to item "81t and '''7'' in the sense that almost all of the teachers
responded positively. Thus it would appear that teachers believed they were

genui~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 aloqJ.

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

In it_ "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.

..0/
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To what extent would you want the
lesson to be under your (teacher's)

control?

No. of
RESPONSES Teachers ~

A 100 ~ - -
B About 7% 4 36.4%

c " ~ 3 27.2%

D " 2'; 4 36.4~

E 0 - -
Total 11 lOO~

Table 3
While some teachers indicated a preference for continuing to control a high

percentage of lesson activities (7~),others suggested they would be willing

to adopt more of a background role. It seems reaasonable that teachers took

these positions becauaefon the one handAthey had claimed that they were

comfortable with facilitating teacher roles, while on the other ryand they still

retained a strong culturally;!educationally determined belief that the teacher

should dominate many aspects of the lesson. This need to control the leason

was actually observed clearly by the researcher during observation of the

actual teaching of many of the task-based lessons.

In item '119", 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 belieTed they

were accomplishing their roles more succesfully 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? , 54.%
as sucessfully? 4 ;6.4%
less sucessfuJ.ly? 1 9.1%

Total 11 lOO.~

Table 4

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 "l" 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 4

No. of No~ of I No. orl No.of
1~e&C1ir8 % fi-i~~,u?i} % ·-~r.·:rI/J. % -ff~1lkA %.,: I ~'t.{-'I

Transmission -
oriented_~dent
behaviours .3 Zl.3 1 9.1 4 36.4 3 Zl.3

Interaction-
oriented :'Sfi~de(.t

8 10 91.9 7 63.6 . • 72.7behaviours 72.7
Total 11 lcQ % 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.

More 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 claimed 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. ~us 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

: •.I
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in persona'. and in teaching techniques. this implied. '!heimplication is
that, for teachers, the cultural and educational expectations about what
they felt ought to happen conflicted with what they wanted to see, but vere
frightened of allOv1~;O happen.

Next the results dealing with the benefits of pair/group work as

perceived by teachers will be analysed.

In item ''ll."teachers were aIIked to state what they thought the benefits
of using pair/group work vere in comparison with their previous W8J8

teaching English. In their responses they reported that it had the following

advantages:

"Group work It

- encourages students to practise English;
- enhances students speaking ability._
- helps students to get a chance to participate in activites.
- enables students to develop interest.

In item "12" teachers were asked to what extent they vould feel happy
teaching English in this vay.ie in pairs/groups in the future).,

To what extent would you feel happy

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

NO. oX"
RESPONSES Teachers %

A. 100 % - -
B. about 75 % 6 54•.~
c. about ~,; 5 45.~d. about 25 % - -e. 0 - -

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 ~rk but still their past exposure to a transmission -

oriented view of teaching was reflect~. The fact that none of them chose

either of the extremes implies a kind of perplexity was being experienced.

Item ''13t1 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 teaching of English. Nearly all of them

said that they were dissatisfied. Some of the reasons they mentioned mainly

focused on lack of student motivation,unsuitabl. teaching materials/etc. Their

responses thus supported the argument stated by lelly (cited in Kennedy, 1988)

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 soae of the probl~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 sho~ note 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 tr., fact

that the change of attitude and behaviour required of them were ~onsioualy

perceived as too much of a threat to their cultural and educational expectations,

of what constitutes learning and teaching, how it should be carried out> etc.
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Teachers ware 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 ''l8u asked teacQ.ers 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 wi thin 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 Dased on the

textbook and the teaching method which is implied by the book as well as

what is expected by the school adminstration.

In item ''l0''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.

~ere the new group activity
lessons like your "Hormal" lessons?

RESPONCES No. of
Teachers %

Yes 4 36.4%
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~e1t students had

learned more working in groups.

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

RESPONSES No. of %Teachers

Yes 9 8l.~
No 2 l8.~
Total 11 lOO_~

Table 8

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

had learned and they suggested the following:

.../
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"students learned to -----------"
- practise English with their classmates.
- solve problems in English.
- discuss freely~
- correct their own as well as others errors.
- share ideas and experiences.
- guide themselves.
- do things by themselves.
- participate in learning actiTities.

In the same way in item 1/5" 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 ~ooperated well in the lessons because If

- most of the tasks were prepared in a simple way so
students liked them.

- they found it fun and game~e.
- they didn' t worry to make mista8es.
- there was a group competition, etc.

Those who reported negatively came up with the following justifications:
"Students didn't cooperate well because If

- students have no attention.
- the lessons are a bit complex)etc.

Did you think your students
c oQperateci-well in the lessons?

Responses No. of
%Teachers

Yes 8 72.7 %
No 3 27.3%

Total 11 100.0 %

Table 9

/.".,
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In item "15" teachers were asked to renect their opinions on the
•feasibility of suah activities. Except some of them who sai~ it is difficult

• Ito implement since the overall situation in the school doesn't perm1t, 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 c~ges they would bave 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 4 36.4%
unsuccessfully - - .

Total 11 100 %

Table 10

And finally, in item ,~" 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 cl'6n~ges. This relates to

the responses to item ''6''. This is most certainly true and was confirmed by

my 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 ot lack

of time for adminstering and analysing all the questionnaires. However

the student responses obtained do .'~ :.,it is believed, 6«er~ the best

possible data that could have been obtained as they were obtained from the

students taught by the researcher who mayth~ 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 tollows:

(1) Questions (1,2,3,4,5,6,7,8) dealt with students' roles,

feelings, attitudes etc.

(2) Questions (9,lO,11,l2) related to teacher roles as

perceived by students.

(3) Questions (13,15,16) dealt with the lesson as perceived

by students.

(4) Questions (14,17) dealt with the benefits ot interactive learning

perceived by students.

The results of the questionnaire dealing with student roles, teelings

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 behavf.or-a, (transmission-oriented or interaction-oriented) students

•• fill
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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.I 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 2nd 3rd and 4th.

I ~earn English 'Well~en I ---------------

R A N Jt

1 2 3 4
RESPONSES No. of No. of No. of No. of

Students % studente % atuderrte % student %

rrransmission-
prientedteacher

33.~Ibehaviours 45 7% 26 43.~ 20 26 43.~

Interaction-
priented teacher
Ibehaviours 15 2% 34 56.'79 40 66.'n 34 56.7%

Total 60 l~ 60 l~ 60 b.~ 60 ~~

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

•••1
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"I learn English well when I ---------"
- am corrected whenever I make a mistake.
- absorb knowledge about English from my teacher.

The most popular choices regarding interaction-oriented behaTiours were:
"I learn English well when I It

- practise with my classmates.
participate in group discussion.

More detailed information can be obtained by referring to Table 11 a in

Appendix G.

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 vell implied more strongly participatory

behaviors. (compare Table 1)

Item "2" was designed to assess the attitudes of students towards

the nev approach intDOduced to them. As shown in Table 12, the majority

of students r~sponded 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 ~~Ud~!~ %

Yes 48 80%
No 12 ~

Total 60 1~

Table 12

Item tl3" was designed for the purpose of cross-cheking students'
feelings towards the newly introduced approach. The-responses (see Table

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?

RESPONSES No. of
Students %

Yes 49 8l.~
No 11 l8.~
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

work. 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 the,. 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 11

- practise English.
- participate in group discussions.
- correct others.
- identify lIy 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 relinqaish the traditional learning

modes and behaviors which they perceived to be major factors in helping

them to learn well.

In item "811 students were asked whether they would prefer to work in

a mixwd 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~ork?

RES?ONSES No. of
:students %

mixed ?fj 6~
sincl.e 21 3~

Total 60 l~

Table 14



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

BoYs' responses
- what females think will

not be the same as we males.-;»

Girls' responses

- If we girls are all in one group
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

- I am shy with girls so
I want to work only wi th boys.

- Girls are shy so they cannot
do well in English ••

- when we work with girls, others
misinb!rprete it .-----------.

- I can freely interact with boys.

- If a girl,/or instance, knows
something about what we are
discussing J I don't ask her to
explain it for me. Beiag a male
how can I ask a female?

Girls' .responses
- Boys always dominate and always

like to talk· So, I want to work
with girls.

&irla
- If w~work in one group/we'll have

common interests and so we work well.

•..1



57 -

From the aboTe justifications and from my observation we may conclude

the following:
'to~be

Firstly, there appear~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 fe-males to be

subordinate to males. As 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. For example, it appears

that girls may fear being mockel/ior 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.

. .. 1
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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 (i•• both

transmission-and interaction-oriented teacher roles) As the results ahow
(se(.table 15),/50% of the first choices were still given to tr!d i.tional roles

but students were also able to see the positive value of facilitating and

mom toring 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:

itA good English teacher is one who .. __ .tt

- 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 11

- organizes interesting activities for students to doo

- likes to make students talk in ~glish.

A good English teacher is one who ---------------

R A N K
1 2 3 '+

RESPONSES
- No.of No. of No. of No. 01

atudenta % students % student s % student ~ %
Transmission -
oriented T. roles ~ ~% 12 20 % 8 13.7% 22 "36.3C
Interaction -
oriented T. roles 30 ;i)% 48 80% 52 86.~ 38 63.7%

Total 60 P.OO % 60 100 % 60 100 % 60 ~OO %
Table 15

•.•1
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More detailed information can be obtained by referring to Table 15 a in
Appendix :;

It•• ''11''vas designed 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>.,..it
seems that most of the student were often surely still in favour of
transmission-oriented teacher roles. The responses to this item are more

the
extreme and seem to contradict to a degree to/responses to item '~tI (see
;16.ble15). This implies that there is a s!'rtof ambivalence in students'
minds.

I Like the teacher to

1'( A n A

RESPONSES 1 2
No. of No. of
~ ~ ,.. .••..•. .L ~

A. expliin everything to us. 14 23.~ 11 18.~
B. give us problems to work on our

selves~ 18 ;IJ % 11 18.*
C. help me to talk about my interests. 7 ll.7% 14 23.~
D. tell me all my mistakes. 21 35 % 24 40%

Total 60 ioos 60 100%
I

Transmission-oriented teacher roles 35 58.~ 35 58.~
Interaction-oriented Teacher roles 25 41.7% 25 41.7%

Total 60 l~ 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 'fable 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 question.

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 43.3 %
B About 75 % 21 35 %
c About 5>% 10 16.7 %
D About 25 % 3 5%
E 0 - -

Total 60 100 %

Table 17

From the students' responses as well as from the teachers' responses

(refer to tible 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 direcUy

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

absolute respect for authority rather than open-minded debate of ideas.

I.../
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The answers to those two questions above therefore show a strong degree ql
ambivalence towards the changes being discussed and a reluctance to accept

the value of more democratic learner - centered learning.

In item ''l2t1 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 !able 18) the majority of students reported

that they believed the teacher was fulfilling his role more aucessfully.

Do you consider the teacher is
fulfiling his role as a teacher
in these kind of activities

RESPONSES No. of
students %

A more sucessfull 54 91.5 %
B less sucessfull 5 8.5 %
c not at all - -

Total 59 100 %

#. 1 no responses
Table 18

This response corresponds with the r-eeponse given to item "911• 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 studentsJfelt that control and power should still

be vested strongly in the teacher, a perception clearly determined by

cultural/educational expectations about normal classroom behaviours.

The results from the questionnaire dealing with the lesson as perceived

by the students will be analyzed next.

" ~,,/
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Item 1'13" 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·~~ble 19)

Were the new group activity lessons
like your ~ormalll lessons?

RESPONSES No. of
students %

Yes 17 28.3 %
No 43 71.7 %

Total 60 100 %

Table 19

Item ''16''was related in intention to item 1113". Here students were

required to select and rank two statements out of four which described

the modes of organization which they preferred to be used when they learned

English. The statements referred to modes of organization typical of the

two appraaches.
-

~~en we analyze the responses (see ~able 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 40% selected pair and group work modes.

I Like to learn English -------------

R A N K
No. of % No. of %

~~~ss~on_Or~ented modes Ss Sa
, . :;6 60% "51 61.7 %

Interaction-oriented modes 24 40% 23 38.3 %

Total 60 100 % 60 100 %

Table 20

1t .•• 1



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 gl'oup:linthe future. The results show (see 'fable 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 ''l6t1

To what extent would you like
to learn English in thi s way
(in groups) in the future?

RESPONSES No. of
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 %

~ab1e 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

indi vidual awareness of the benef i ts of the teaching tHY 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 analyzed.

•.•1
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In itam ''17'' students were asked to select 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 Table 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.

When we work in groups -----~-----

B. A N K
J. .:! 3 '+- .5 ~ fj 8

RESPONSES lJQ INo No~ No No No No Noof ~ ~f % of ~ of % of % of % of % of %> s.S. 8 8 S 8 S 8

Benefits 48 8O.i 42 7~ 40 bl'1 48 8~ 44 113.~ 51 8~ 52 86.? 46 76.?
Distractors 12 ~ 18 ~ 20 13n 12 ~ li 26.7% 9 l~ 8 13.~ 14 23•...

Total 60 100 60 100 60 lea 60 100 60 100 60 100 60 100 pO 100
Table 22

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

fI'./henwe work in groups ----------------"

- we can discuss things wi th our classmates.
- we get more chance to practise using English.

Some students also made haphazard choices such as:

''\111enwe work in groups -------------------"
- we learn more about spelling rules.
- we learn more grammar.

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

Appendix ~

.../
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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 ia
a iIbole class?

lI'eapOD.s~ No. of
students %

Yes 49 81.7%
No II l8.~

Total 60 100 %

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 summari zed as follows:

"'rihenworking in a group t 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 mist~es •
- help others.

participate in discussions in solving problems •
- make good student-teacher and student-student relatinships •.
- compete on behalf of my group, etc.

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 appealed 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 Piscussion of~~terviews

4.2.1. Teachers' Interview

This structured interview consisted of a number of related questions.

A total of 6 teachers ~ 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~ ~ey 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. tor the second questio~most of the responses

were misdirected except that a few of the respondents said that the approach

was out of the students' orientation.
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vfuen 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
r

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. Oae teacher

reported the following:

"----Students'expectation for such a long time
is to see their teacher doing everything and
being very gealle ------ and for the time being
students were really puzzled because they were
not expecting teachers to act with them andparticipate in certain activities fI

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 somekbw appreciated the role of facilitating

which,to a relative degree, they played during those interactive-

oriented activities.

In a furhher question teachers were asked whether they felt students

were really learning English. All of them responded posi tively which -

would imply that teachers realized the benefits of the approach in that it

might lead to more effective learning.

. .. 1



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. }~y 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.

~is 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 occassional)y 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 '~2" (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-orientatio~

re-training programme.
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When I asked teachers whethers this kind of teaching would be

culturally acceptable to them er ne-theee teachers said it was

acceptable, two reported that it was not acceptable to them and one

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

who said it was not acceptaDle were/follows:

speaking English to one another ameng students i. considered
something laughable.
As this kind of approach is liberal, during activities students
~y be required to discuse things frankly and honestly. In this
case students may hide tbingsbecause their culture restrict.
them from doing so. For examplel Let us say a student is a
smoker er he passed the night outside yesterday. 1£ he is given
a questionnaire t~ saying, "What did you do yesterday? he/she
would not sJY. "Yesterday I smoked.", or "I passed the night
outside. "If he/she dares to say this he/she will be ridiculed
because such things are culturally unacceptable.

Such attitudes and perceptiens are deep-rooted in our society and we

have no 'automatic right' to Change them. Therefore, while we say &1. to

implement interactive learning it is clear that there will be certain

aspects which will be in contradiction with the local culture and ~hus

caution will be needed and modifidation and dilution will be inevitable.

FinallY,teachers were asked to ~ive a· general evaluation of the)

lessons they participated in and the approach in general. They reported

a variety of epiniQns including the followingl

It is advisable for language teachers to use different methods
such as this one.

- It is nice and appreciable.
The standard of the students doesn't allow us to use this
approach ,etc.

-·.1
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It would appear therefore that teachers generally !enuinly do approve of

this approach and that a degree of change towards interactive learning could

be implemented !iven time, in spite of whatever cultural and educational

constraints there say be.

4.2.2. Students' Interviews

During this interview, a total of 5 questions vere presented. Twenty

students (10 boys and 10 girls) out of the class I had tau!ht for 6 veeks

were interviewed. Tbe interview was conducted by a neutral person in

Amharic, in order to encour&!e students to talk freely.

The first question was designed to elicit whether the students felt

.ore relaxed when working in their respective groups than in a whole class

situation. Almost all of the students agreed they did feel more related

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 justification5given in response to the related question

in the questionnaire.

Secondly, students were asked vhether 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, 7~ said they would prefer to vork in a mixed sex group vhile

2~ said they would prefer to work in a single sex group. The justifications

given for vorking in a mixed group referred to the advantages of working

toge ther, vhile those selecting single sexed grouping mentioned shyness

and rear of ridicule as reasons. There is thus a major difference between

the responses to the same item in the questionnaire and in the interviev.

The reason for this vill 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 vas 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. rhis implies

that students realized the general educational benefits of interactive

learning.

Finall~ 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 aight 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,J

in my opinionjmost 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 practic~ Ironically, they denied the influence of

cultural perceptions in determining their feelings about interactive activities

because they themselves are influenced by the typical young personk reluctance

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

•• tt>!
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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. '~s, 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. 'fhe

following is a ~ef 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. however, I resisted the

te~ptation and this helped to encourage students to be more independent as

time went on.

. ..1
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Students were surprised to see the t'eacher 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 discussion. Some were loolting 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 percei~ed as a sign of

weakness and will be scor-ned. 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 exampl~ while I was
I

conducting a feedback session on the task "Going to Dire Dawart and a girl

from one group \liaS reporting on behalf of the group, a girl from a different

group said "That is false! 11 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. tiare is the ,suomary 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

.../
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~st students were better aDle te cepe .y themselves with the
tasks set for them.

- Many students had .ecome relatively more independent and resourceful.
Many students were able to think through a task and were mere
willing te ask questions fer clarification.
The number of students reluctant to participate had been reduced.

- From the discussions we had after class some students told me that
they were now trying to us. -- English outside the school compound.

-

Most students had grown relatively mere confident.
Most students were happy to participate in demenstratinq the task
with the teacher in the preparation for pair/group work.

- Students had ),eceme "re c••perative within their groups and shewed
eagerness to learn.
I had developed a better teacher-student relationship with the class.
I felt I had worked to the best of my abilities and by the end ~ey
were showing me better c.,peration,'
Initially students were using t.o much Amharic during group' liscussio~,
but gradually it was reduced. At times) I was pleasantly surprised
when some ~f them tried to employ different communication strategies
in English. (e~.cireumlocution cede .witching) etc.)
Sy the end) however) quite a few ef t.he girls still showed reluctance
in participation.

Although this summary seems vary positive, it is not ay intention to suggest
that traditional norms were discarded, but rather to suggest that as far

as the students were cencerned they were relatively enthusiastic about the

change of approach and would support such an approach in future as they

could see the benefits of it ta themselves.

.../
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4.3.2. Observation of other Teachers/teaching

As mentioned in Chapter 3 (3.6), I made a number of observations during

lessons taught by other teachers. This observation ~ 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 classrooc
thw

organization, the degree of success teachers had in ~mplementaion of tasks

and overall teachingr-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 of confidence
aJld

in using the communicative aspects of English themselves!(2) because

of some dissatisfaction in teaching itself.

-Almost all of the teachers were tempted to stop students who made

mistakes and tried to correct them. It seems that they felt they were

nO'tdoing 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 demandl/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
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creating a closer relationship with the students, in actual fact they were

still far apart, and taking their uSUal positions in front from

where they Qic~tetthe activities.

- Except in some rare cases, most of the teachers organized students

successfully in group •• Though there was often a very large

number of students within a group} the groups tended to consist~

of 6 - 10 students and 7-9 groups in each of the classes.

- Some teachers showed a tendency of over-using Amharic.Though they were

advised to use it only as a final reSQrt when other methods didn't

work, I found they were time and again using Amharic. ','iecan easily

guess how much worse the situation in their actual classes would
be. 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 lessons students
I

may think that only Amharic can be used for communication and may

'treat English as an academic subject rather than as a means of

co:nmunications.

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 ·!egrees, .·aw the

innovation as a threat to their classroom status and to their repertoire of

familiar teaching techniqlles. I t was difficult for them to move aside from

their traditional role as source of authority and knowledge. 'lhus1while

they may have seen the purpose of the approach and the' benefi ts to the

students, they themselves in varying degrees were suspicious of the changes

it de~anded.The implication is that they found the changes in teaching
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,~ot
style I enti!'elYAculturally acceptable. They would obviously need to

become more sensitive to how learners learn and would need time to

integrate the new teaching/learning procedures w~th thiir own teaching

styles and perceptions. lhe 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 happening in the class

and why.



CHAPTER FIVE

CONCLUSIONS AND RECOHHENDATIONS

5.1 Conclusions

The main purpose of this study was to find out the effects of cultural

and educationaJ. expectations of teachers and 1 earners on innovating wi thin

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 ear 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 culturaJ. 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 culturaJ.

I
P" llil
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expectations. 'rwo aspect of classroom interaction on which cultural

expectations had a very strong bearing were:

control, power, authority and respect in the classroom

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

5.1.2. 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 behaKWd in the classroom. '~ey were enthusiastic

about pair and group work, participated well, enjoyed the freedom and

responsibility and felt they were learning more. It appeared tha~ 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
J

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 wanted 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 determined by their cultural expectations.

5.1.3. Although it would certainly take more time and effort than was

available for this research, it appeared it was possible to per~t~de teachers

of the relevance and value for learners of a more interactive learning processo

.../
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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 chenges. They seem capable of accepting a more

interaction oriented perspective on a rational level but not on the affectiv~

level at which cultural and educational expectations operate. In their

questionnaire answers teachers accepted the possibility of less teacher-

dominated teaching. Howeve~in their teaching they shoved,their instinct
..

was strongly for control to remain in their hands. ~his need to control

seemsto be determined by deep-rooted cultural expectations about power and

authority which would take time to adjust.

S.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 prQierred single sex grouping in classroom activities. ~is

supports my own findings too. As a result/I believe it would be then best

to allow students to choose whether t,ey would prefer to work in a mixed

group or in a single sex group. .Jome students wou'Ld thus opt for a mixed

sex group while others might opt for a single sex group. lhis would be

deter~ined by individual students sensitivity to traditional cultural

perceptions about relations between boys and eirls.

5.1.5. It seems it is possible that we can implement at least to a

degree an interactive learning ap?roach in our high school classes-given the

existing constraints, class size, system of organizationjetc. Change is not

/~ •••G.'..
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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." 'I'hi.smeans 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 'contro1'everrching, students are in fact likely to learn

more.

5.2. :Recommendations

On the basis of the study, the following recommendation are given:

(1) Teachers should be re-oriented on the rationa1ebehind the benefits of

learning-based approacheS: and as to how they can teach English in this

way. To this end, ~eminars 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. TheBe seminars should

aim to re-orient teachers on how to implement interactive a~proaches

and how to provide more opportunities for learner to learn more ~ndependent1~
/

;
f- '."f
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Equally importantly, discussions on cultural issues that will have an

effect on the implementation of such ap~roaches should be part of this

in· service training.

(2) The English panel in the 12partment 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.

(3) Materials writers should take into account the impact of traditional

cultural attitudes in ce~tain 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.

(4) Teachers' books should contain awareness raising material regarding

atti tudes 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

r:Q:,.• :101' .. /.
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( Hot IlOeooOn2ily ~l~:lt)

.bih:u-i e •

• note dotrn erroro Doli!. ci70 tloI'Toe-!;iono only niter
t.'.~OcotiTi ~r ~ ovor.

you/
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TASK 1

Gue seing Game s

A. Omas the pioture
•• J ,F ,f

1. For ~hi. you need e. pile of 'oard.a for Task 1 :
2. ChQoaeone Ca.rd f'rm'thO Set ~ f~Bh 'croUs'" With -aiJ;:::!J.a piotuxes•

3. Ip not sh~ the Card to the olas.. - , "-, ..

4. Malm sttrlentsgU6ss ,,~t i1:1s bY 'aaking ~whoiis' .,

ag. Te"aohers Yest~rd8t' I ~nt 'to " • t 1iant'you to guess
, '

how I went t~~~' You' can eJ.k ~st1"OnS like this.
Stu:lents~ Did'yOu go 'by ~'1?' ." < c, ~

. Did. yoU gci' ~ car?' r

Did you go by buD?

Did yOt! 'lffiik'?
, ' j

" ", • + ...• ; '"

B. 1. Teaoher nooinates two· students ani calls them to tho front.
2. ~r £P,V08 tbem olear inStructiOns. ()\e' IftUient holds the

pioture, the otbor Btud.on't ~Soe. bi" ,a.sking the rest of' the ole.as

eg. ~, Gooss ha1r I went to ••••••••

32' Did bo go b.T ••••••••• ?
Class: No, ho didn't.

~ NBt. of the clD.as ro6p<'ftd. j.a ahol:UB.
3. Ton.ohor at..'\..?"Jd.a l'LtddBand.lots too ~4!lnts t~l\D ovor tba ant.ivity.

C. Gooss tho 2cntonoo.
1. Taooher writos a sentenoo on a p1000 of' paper

og. I wont to tho marlrot to buy vogeta.blos.
I wont to tho stadium to wntoh a. foot'hr..ll mntoh •
I wnt to school to learn En51ish.

2. Toncber doos not shOtT th:l sorrtenoe , but writos tho 00010 struotu:ro
OIl t ro boo.rd.

I wont (oorzmrooro)to (do sanothtng)
Did you (Go to Dobra Zeit) to (900 :your sistor).

3. Students guoss too oxaot sontonoo by ask:1~ ,.lOstiano.
og. Did 10U go to tho park to 900 too Joopard?

4. FolloW ~ procodlllX)a lJOllti(lDCd urxtor a:wrc100 "B".
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1. Introduoo too ooncept of milling.
2. UoLlinc:to 0. student an:l 00.11him to tho !r~t~: so-o:.:'Ot~13'·giVO

hfra [l. sorrtonoo writton en u Pl~~ of papox whi"ohd.~soTiboa a simple
'\ :..... P t,

nativi ty. _.,
I. J • ; . ~ •.•.:,., r. ' . .~ ~ • ~ -..

3. Toll Iftudon'is that in this_ mimo gn.mo 000 student Iflioos an aotion,
- '. . I "», • • ,.

tho otm~8 in &rOllI'S haw to' g,uoas what it is. Tho .rudont "ho
'. • \. { <, • .• • ~ . • .., •• -.- )

guessos oorrootly sots A_ r>oi~t tor his gTo~. At tho 000. of tb;)
I - ••• I..: .... •. .'~

gnmEI, too group with ,tho most point G~s.
• /. "', I

4. IJo11' stutants to try to gw ~~ ~~ s1 tunt1en.

og.
You IU'O r;~ 0. light bulb.
You o.ra Mending your olothea.
You aro chopping an onion.

. -" . :; ~.,'.'" r; f' ..

You ~ p~eli.ng pot[l.toc~, "
'You aro fryinG an ogg.. . '.' ,'-.'

..'
..:.. ..

" !

! ~. . ; ,
......

~. ! ., -

J_

. - . -'

" '"
, r

.;.

:.

. .~. ' .

.,' I

" ' i> ',.4' .
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TA~ 2

A. Tn; ~oro inventory

r---- -----.--

I
I ~:: muoh ••••••• ia tooro?

Holt Lm.ny ••••••• arc tOOl"O?

I Utito dOIDl th:J missing info~tion I
f : - - -." t
~ [~:oro ~to!X A~ t

!=: 15~ 1
) Pot2.toos 10 kilos \

II iChooao I
Coffeo 12 kilos

., r.;ak: -----------l
!
I

BO'I1 Iil8llY ••••••••• aro tbo~ I
Uri to doml tho misoing infolnntion.!.---- -----:---------1
[i;O i:~l!ig-i': '.I I
ApploB t1
bananas , kilos

Row cruch- •••••••• ~isthoro

OrnngoEl

Potntooa
Choose

Coffoo

Oraneos

3 kilos
,
I
I,
I

Bu_tto~ 4 kilos If DuttGr '. I
L;,::o_~--_~__6 k:i_·l,..;:o;,,;;s~__ JL~:9J_' ..~__ki_I_O_S_.__ ~

15 ]dIoe

~'llXO

1. Givo out store inventory Card A.and Card B to 3tudontoA and students

B roapoctivoly.
2. To11 '3's not to ShotT thoir o<'\I'dB to thoir partm.rs.

3. Toll 3' a to aak 'flO8tions usill6 -BOlT 'ImJtjh/ ROIl OC\.nyt and to wri to
d.nwn.iIb:l n.1••• "« ill!'onlll.t1on on'thoir cm'd.s.

4. TIclp t.hom.inth eoao useful. ~"€O far quostioruJ tU'ld. aJlSl10XS an1
givo a. shmrt dcmanstrntoion. 'l'boy ~t work 11kD thisl

As ROil lilC'.11y bananc s nro thoro?

BI 5 ldlos (fA' ilritoe ~ kilos on his lint) •••••• HolTmuch buttor

is thoro?

As 4 kilos ••••••• ~tc.
s. ~ ~ ~cnt..v ~ cui too tagk. Go ~~ aM. ~t.or.

B. ricture Differences

Di~play the pictures, and aRk ~tudents to find and define differences
~~tw~~~ t~em, usin~ ne~Rtivp etatence~; that i~ they mURt define what i8
no+ r o bone pictllre (contra5te~ with .••..hat ill 60 in ano t her-, ) Give out
; jr~:;re.q lA,.?a Rnd ]b,?b to stud nt A F\lld st den~ E r~~T'<::~tiyi:J~;', ~-e...
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TASK 31 TIYJsnno no 00.

Aiu: For ouch stt'dont to find at lo.:\st one person in too cmss lTho,me
born in too B.:'\.D:) E16nthno bo/sho was, at loa.st one per-eon whohas tho

BCJ:X) nu.1bor of brothero, c+o,

t T:.3K ~ ; ---- --

I
Find. BOClCOno "Tho•••••••••••••••••••
W'~a born in tho &"\I.X) month 0.8 you.
MS tho sn.r.xl ntnoor of brothers ~s you.
h,;.B tho Bc.I.lO nu iboz-s of oi stors o.S you.

-~-.---- -- -------_.

. ~-.
Me

f got
I

I Writo th: MSiTOrs you rs;ot on this t<'.blo:t nr- =-::;..:.."-T-----l-tr-fr-iO-~-~

!~~f~~l~-.---------=~~~----------:=-:== I
nUl.IOCr eyf simora . .' - ,
Fnvourlto-coTot;r - -----,. -.--.~~.--.~-----.-.- I
Tina .of GO.:tti~~ =="t. __:::. ._ I

tlJO SrJ.,X) tnvourito colour as you. '.

UI> o.t tho sano tiro as you did thio mornil'l\J.

Procedure
1. ~Trito too t",sk on the bln.clQo.:U'd. Toll st s to oopy too tablo.
2. Explain llhat studonts have to do. o.g S t S havo to' ask their

friends questions to firrl as li\.."U1y s'o no t]lOY can ,.,ho aro tho SEoJOO

cs them in SODO tray. 3' s can wnlk round tho roon o.ndask quost f ona,

or, ii' this is difficult, they oen work in gI'O'l.q)S of 6-8. Toll s's
they havo to oouploto tho tablo during too td.ek, with. tbJ ansvor s
they got •.

Toll then how IilUoh tin:>·they hnvo.

3. Ddscuaa :possiblo qUDstions/anINors. Got sttdonts to try first lIi.g.

Whon wore you born? I In which nonbh woro you :born?/ I imB born in •••

Rowf.)~ brothora / siatars bavo ycru1! I have ••••••

Wh'\t is youx fnvouri to oolcru:r?/]I~ fevourito coIour- is ••••
Whn,t tir.iC did you got up this DornirJ/fl/ I got up nt ••••

4. Dononst.rato, if nocossary, with 8. olovor studont.
5. Check 0.11 students knowwhat to do. ltoc!.nd tboLl to writo down what

they find out. They can trri to nero thaz"1. one Jl...1I.10 for each answor.
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6. lDt atudcnts cnrry out tho task. Go round lll'ld Doni tor

7. FcodbC\ck: Got sono s+udont e to toll you wh.e.t,they r.nvo found. out •

.9::lr.Jo b Ia.ckboard work r:l(lY ho Ip og:

••••••••••••• and I wore born in (oonth) •·............ and I h..""I.VO (nunbor) brotbors.

• •••••••••••• and I hc•.••vo ( tlU':1 bo r) siators.

• •••••••••••• and I lilro tbo StlDO colour, (colo1.T).

• •••••••••••• got up nt (tino) , tho ~""10 tino [\8 I did this norning.

ND Alor.lu and. I•••I AlolJu, Eirut o.nd. I •••

on I f'ound. no-ono ~Thowas born ••• /h..""l.s ••••• 1Likos ••••• /got up. i•••

8. Optional follow-up nctivitys 5' s write ' sontonoos, og. oooploting

the sontonces above, to doscribo w~'\t they hnvo found out.

TA~A __]},o~~?21al Llntch.

Air.H To get s's to tnlk about their fc1\I'B.

Tine s about 20-25 oinuto 8.

Answer each of' too following quo stions by putting a c4-C1G.~ Yoa

or No.

Yos No

Yos Ho

Yos No

Yoa No

Yvs No

YOB No

Do you bo cono vory nervous when you tclro OX:UlS? YOG No {

INow join your group and coaparo your anewor-s to tho quostions. I
~

3 thoro n.nythil'l8 you arc all a.fraid of? ~

Is thoro l'.nythine nobody is nfrnid of? . .

Find out w~_~or>::_~~rnid ~h:_l! ..t~_~_if you __~~_~_,_

Procedure
1. Tell IS'!J thc.,t they arc going to answer ~ qucstiOMtl,iro to BOO what

tr~y ~ cfr~id of.
2. GivG out tro ta ak ghcot and allow t.hon about 5 riirurte s to ccnploto

too t.,sk imivid'\.ll!.lly .•

Arc you afrcdd of in~cts?

.Are you 2.fr~,id of the d~k?

Aro you <'..fre.id of death?

J..ro you Irl'r.-.id of strro.ngo dogs?
Aro y <.JU n.fn'.id of ghosts?

Arc you n£r4.id of trn.voll:ing in t'l. trod?

:.. "Y°:'_i • .')1 }',~; .:!~ t}l:1 ~)~01)'-' ~,"t'-,' ::-;:",,(i ,~'11/);f !,'!, '" t1JG'.;tt; 10 ninut(") i:--" i: ';r.,
II..:l' 1".~('~\..fJ.f.,

t, " ..• ~
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l.in: To [;ot Dr S to CODIJa.I'O infornation about tiTO :9001)10 diocussing

t~ir lifo oxpo r-Lo nco a ~nl p lana, and thon to t~lk about each ot hcr-s!

oxpcr-i.cnco s and p Iaria,

Tir.1cl eo ninuto s '

I
I
I
t
J

~
I

Tl~SK ~ 5
• - . ' ..

Tho ~Oi?iM Hcrr..ld roador-e ' co Iunn asked rocdors frcO all over tho. ...
country to 9000 in dotllils of thoir Livo s , to holp tron naJm a S'U:rV'oy. of thoir ro0dore' oxpor-Lcnco s and hopes for tho futuro.

1. Bolaw aro aCCleof tho things two of tho roado r-s Sl',id. TIOf'.dwhat

they a"id. Thon cOl!1plotc tho followinc' chnrt, usi~ infonaation froo.

tho ar-t i cIo a,

J.xJ:voy of reader-a I experience s and ?L~s

Fntu:.a ! Addis Aloo ,ITown I! School ---1l
•
I Interosts

t
i -

Rulos and. reeulations

Futuro pLana
--

FatuIDa is 20 yon.rs old.

1'D an only chi ld ['L."1d I Livo with r;-;:[- parorrt s in Diro Dawa. •. They arc

both toach0rD in too Loca I junior secondary school. In Dil'O Dawn tr.ore
is only one conprohonaivo high school ani I at tend tho ccor.1orci."..1

1\ aoction tr..uro. I'm in Grndo 11•••••• Lito in Diro Do.wn. is Q."_'i~ oxpon8i~o.

Evon thon, I got 20 birr ovary wookcrrl froL: r~ parents and I go to tho l'
/' CincOI1.. Ly w).in hobby is roading books, but I e.Lso orijoy w::i:"i ting lottorI ..... I hrwo qui to n Go'od rolationship with r:;y paront s and they lot 00

do alr.loat ~hil'lG I chooeo , th~h I hswo to bo hOLlO by 8 :pIil on wook- !
days ••••••• ,Then I loave hceo , I wou.lc! like t-o join tho .Junj.o.r Collot;o i

of Conncr-oc in f.ddi B J,.baba. ,

\



Addis Alco ie 19 yonrs old.

I'D tho first d:"..ughtorof r:ryfnl.lily. Ny parorrt a aro divorcod nnd I livo
with f.1Y notoor, who is ;.- typlst/socrotn.ry in the Bahr :oar Toxtilo Faotory

horo , , • ••••• I go to tho Tnl'll:. .:bnior (bcomt:'.I'y J:::hool. After I finish

r.v socozdary oduca t i.on, I plan to ~ork in 1.ddis ,Abnbn••••• l don't ffo out
nuch durinc; tho weokends bocauso thoro is' notlrine to do in this s_18.1ltown.
Girls nro not n,llowod into bars here'. I SO[1GtirlOSgo to r:ry fri0nds~ but I

I
I havo.to be back by 8 :pD. ' I onjoy reeding novols in Anh.."'..rio. I

I,
I

2. Which of tho two girls do you think has c bettor lifo?

3. m...oro .,ould you prefor to livo - Dire Da.wn.or Bahr Do.r?

4. Into:rvicw Mother student about his/her axporicncas (hono life, school,
otc}, Lrrtorost s and plana, Mako notes on too info:roo.tioo usinc tho

following hocd i.nga,

I ' 11000 II -, -- - ,

I S:hool
;

..
I --_ ..• _- --- ..-- 0<- r

I Interests I

I Rules and regula.t ions

Futuro plms
I I I
! - -

Procedure

1.. Toll the ole..ae they a.ro soin£ to road two p.rticlos in which young poopIo
dosoribc their interosts, thoir ro.lntionships with their p~s and their
plans. Lsk S<D~ pro-quostions to olicit ide('.Babout wbnt they would oxpoct

too YO\Jll.b pcop Io to StlY.

2. Give out tho t['.sk Sl100tS. Toll Sf B to road tho o.rticloB ~ c00lllata t.OO

chart. Slow thoD hov to do it if 1'lGC0~.:ry. Thoy CN1 8Ilswor qu.2-3 t" .•180.

3. ;3' S digeUBS ~fm'a to qu. 1-3 in pf'.irs, U.on with tho too.c!lo_r.

4. Proparo a' 8 for qu.4. Thoy will nood to ~ about which questtons
to ask cs wIl rvs true /Ulm-1ors.

5- S' ~ wr!'~ ;Ln~ to ~loto too tn.sk in 4. nonind 'ihon to "n'i'tq ~~ vha.t
they find out on too char-t ,

6. li'ollow-up. S' 8 can writo a. briof ~lf.'.v.ry of wlll'.t tooy rove found out.
l~ l'Iin1#lo t'rr.J~rk could be givon for wco.k&1 s. ('Botto:- a's con
iriprovi GO.) e{;
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••••••••• •• Livo s in ••••••••••••••• Ho/~1C e.ttonds ••• 0 •••• 0 ••••••••••

School and is in Credo •••••• His/Hor intorests includo ••••••• 0. 0 •••

••••••••••••• and ••••••••••••••••••••••••• His/Hor pp~nts do not n11crrT

hir:/hcr to .0 •• 0 ••• 0 •••• 0 ••••••••••••••••• 0 ••• but hO/soo is 11owod to

••••••••••••••••••••••••••••••••••••••••••• ~ib.cnbD/sho finiohos secondary

school, '00/cho plana to ••••••••••••••••••••••••••••••••• I' • •••• • •• • ••• • • •

T~sk 6 Frvlily lifo

!..in~ To rrot a' a to shsaro opinions in CToul's

Tino s 30-40 ui.mrto a,

I Tl..SK~? -~ ----
------ ------ -----·-l

Road tr..o follOidnc sta.tononts carefully. Docido which ones you llGl'Oo

with and whioh you ttisngroe with. Discuss yOUI'CQinions with tro
I other ronboz-s of your group. Try to nodify ally sto.t,,)\~onts you

J disnv-rco ldth so tkt they ropro eorrt tho opinions of your gr-oup no,
I :ro~y to TOIJort your discussion to you:r teacher.
I

1I 1. Chi Idron should only lorwo hono n.ftor thoy (U'Q D.."..l'Tied.

2. People should not b.a.vo nero than 2 childron.

•.....•_------ ------------------------------------

3. Chilc1ron s~'vu:L2t'.lunys obey thoir p:'..I'Onts.

4. Sons ard daughters should :!lW<\ysa sk their paz-orrt s for por-wission

to [l,'1.ITY.

Procedure

1. Givo out a tGnk shoot to caoh rr.rmr,i?

2. Toll s' a to 1iI'itv their opinion c.bout orvch £Jtntomnt. (o~ 1. l.(SJ:Oo

~. DiG~c 2. l~rrrooto sooc extent ate) They should do this
Silently c.ni inclividu..'1.11y•

.3. Tell 8' s t l.oy aro now GOi11£; to discuss thoir opinions in ffToups.

HoLp t.hcn wit]~ sono u sof'u.L l~-u..'\Co for oxpro samg o'Piniona. 06

I strongly fIt,"TOO with thi B because ••••••
I fl.Gl'Cc to sono oxtont, but I think ••••••

I d.isr.-crco hc C.:'..U80 ••••••

In I';J c'llinion •••••••
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4. Divido Sf s i."'lto [;Toupe of 6-7. Toll then to discuss thoir nnmlOrs.

5. l..ftor about 20 Llint,tos, conduct a food.ba.ck 9C9:3ion. EnCOUTIlGO a's

to ro:;:>ort on tbo extont to '.fhich tooro wns ~r:roono;1t or dian~el1ont

in thoir croura and hov tt.oy ch,\.Tl6Odthe stntononts.

Tnak1 Visitinc tho doctor

Ain: To Givo a
'

s prnct Ico in listenil'l(; to n dio.loc;uo, first for

Giot, t]lOn for narc S'")ocific infon;V\tion.

Tino I 20 rdrnrto a

Procedure

1. Intrcxluco t~~ topic by discuS-'Jing why poopLo Co to tix> doctor, what

1m C{'....'Ylany in Enclish -;then vo GO to tho d.oct.or-, WD...ttho doctor docs

o+c , (1.ctivntinc prior lmowlodv'IQ will help s+ a to r.il'm prodiotlons

about ;'That they aI'O Goin(; to liston to.)

2. Tell s' 8 they aro ;soinc to listen to 0. corrvor-sat.Lon betweon e

d oct or- and 0. p..'"I.tiont. Writo tho followinc two ec'..i.dinc quo stiono on

too bLackboard and toll Sf s to try to an swor t)lG~.1 r.s thoy listen.

vn'.ct is urol1G 1·ri th Bolr-..y's thrrot?
Wha t docs tlXl doctor do?

( Theao quoat Lons help then to liston for the nrd n points/ Gist.)

3. TIo.:l(l the r,....G~"C once for s ' B to c-nstlor tho Gist quost Lona,
Dincu.as answer-s wi ill th) s's.

4. Rond tho first pnrt (Bolay , s oxplanation of l'Tll..'\tis wrOl1(; with hiIl)

n(:,nin and ask Sf s to ansvo r this quc.stion. (This quogi;ion !ocuaos on

noro dctnilod \In:.orstC'.IlC5n£;.)

lTh......t ox.i.ctly ia HTCY1G with BoIny?

5. TIoGdtr.o sccorrt p['.rt (the doctor's I'O[;..".rkD) O{:,'"C.inanJ. ask a's to

c.nmrcr the followir(; quost iom

;nlC.t oxac t Iy dooa th, <!octor toll BoIny to do?

6. Dinouss e's ~n3WD~Sto both qUOSti~19. Givo out tho toxt for a'a

to study l"ro hoIp w'ith too Mswora •..

,
#
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nOll.

------. -,
,
i
I,,,
I
j

it's vary pclni'ul if I try to ant anythin.:; hard , like broad I
or onytllll1G 1iko tb;,t. 1m I fool n bit coId and shfvo ry p.ll j

I

I'vo ~ot a sore thront. I'vo h.....d it for throo day s

It's roc l ly sore - it lrur-t s woon I try to ~llow, r..rrl

Doot or s NOil then, wh..'\t seODS to bo tho u.....ttcr?

no l.c.y:

the ti[);).

Doc tor-s Open your nouth end lot's h.....vo :'. look. 11011, you'vo crot l'.

throC'.t infection, but it's nothiI\::; serious. Horo you arc

tnko tIlds to a phazn ..".cy and they'll Jivo you sooo tnblots to.
t~<D. Th...•..t shou1G.010[,.1' H trl.1. If it isn't bettor in tvTO

or tJu"'Oo dnya, com C'..nG. DOO n::; n.c,tin.

for a rrook

1. :'Trito dovm fivo i tODS you trou.Id choose to hr....vo in

2. Cor:pr..l'O your list of Hor~o iTi th your lX'..xti1or and

i
I

I
I

I
I

L---~-.------.._--.--.-_.---..--.._-

'vr..,·ito n nCIT li st of itor.s 'fl~ch both of you C\{SI'Oo to.

3. Join your [,TOU:;" C'.11d. Liat [l. fln.."'1.1 list of fivo itens

1rl·.ich 0.11 too croup nonbor-s o...:::;roeto. )
Choi001·,_______.. -1-

PrOC00..l1ro
1. Givo out r.. tank shcc t to C'-1Gb. student.

2. Toll ~,:;tG to L:':.v,;im t]1['.t they r.ro coine on holicl"-Y to Diro Dnwn. for

~ 'lOok. Toll tlOJu to ,-rrito d ovm tbc itOi.la Llontioncd in too task 8~Ot
accoruarv, to c Ll, too pr-ocedure B.

3. Toll Sl8 they r.ro caine to di.ccuas t~10ir choice. EoIp then "lith TlOl'Xl

uooful b.nuu .•..:.-.;ofOl' justifyiIl,::; Civil1\, opiTtions etc.
I lioul(l t:\l<D ••• e OOCI'.UEJO ••••

I think I'TC had bottor tC\k:o •••• booauao
In fT'j oj)i :U.Ol1 )10 should t;oko ••••••
I .:'-~:T:)'') ·.ri.tb .",pe", bo crruso



Appendix B

Dear Teacher!

Thia QuostioJ1l1lliro uill :x, filled in by te~.chors VLlO ta.U£;ht tho

GY'oupACtivity Enclish J.0;JSOnD for six 'l'rool':B.

Tho pur-poco of the quc.ctior.nairo io to oolloct oomo 'back:g:rotmd

Lnf'or-aat i.on on -the a t ti,tudes of stu:ionto/tc:".c~er.J conocz-n ing methods

of tCC1.c~ir!0/1oo.rninG EnGlioh. It is intended to invo~ti[71. te what t~
of UJ2.cl'.inG /lo;].rnin(3' pr oconaor: 0 tudcnts / tOCl.chcro arc intorcc tali in.

Ttun, thoc'c ar-c no Ri(y!1t on ~-TronganPwo~S. EOl'IQ~r~ tho va Iuo of t1:io

'lUostioY'.na.iro dirootly rolios upon the cubjcct IS CC::1uino r-oaponsos to

each i "tnm. T..lOroforc, p'Io.irio ClnB1!Ortllnm <.0 truthfully as you oan,

~ Yout



l~
i

1 Pleaso chooee four atatements ulrich e~pbin howyou think students

learn DnC1ish woll. na.nk thoro in crde r of inporlance for y01:.., 10

&rive "L" to the rJost Llportnnt stator:l()nt, "211 to too next norrt

ilJl1)ortant st.:.tell.ent I ani so on.

A [;Oed lcr..rn.cr of Enelish 10 one who •
(n) 111008 to bo oo.rroctcd uhoncver 00/300 uako s nistakos _

(b) likes to praci;ioo Entilish u1.th mc/her cL-'1.sro,ntca _

( c) u01""..:'10s about L1cldng ni stnlro~.

(d) think:> about and trics to solve .prob lona

(e) r..oL4ol'1zos~ rulos uoll

(1") likos to pL'..rtic1pn.to in grouiJ dilJcusoions

C~) liotono to what others say.
(h) abeo'rb a knovIodgo nbout Enelish tron his teacher

2. Did yC'ltli: students onjoy

Yoo I I
iTo:dting in n g:;:'o'Ll:.P?

,.,. ,--,
~':o '---.J

3. Doyou think thnt your students loo....--nodnero ,~orld.nc' in n group

than in n wholo cl"sa?

»<c:: NO.C7
4. If yo~ n..1V\KU' to quaotion Ho "311 lU ''!.s.2.Il, ;Thn,t do you think they

learned ?

---- -----~-----_._-- ------

-----------------
------~------- ------------_._--------_._-------_._- ---- ----

5. Do ypu thi:-.k yOUI' studontD coopemtod lToll in the loosons?

Yos L:J
~rh;r?/llhy not'?---

No CJ
-----_. -----

------------------------------------------------
------------.------.~---

-_._. -------
------~---------- ------_._-

----------------- -_._._--. --.---

...//
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6. -:Hlat pr-obLcr ia did you have teacr.inG' tho nov Gl~ou:p activity loosons?

--------- ------------- --- ------- -----
-_._--------------.------------------_._----
----- --- - ------ ----- - - - - - -- ---.---- ..- -------

-------_._----- - ----
-_._------

--------------------
7. P'Ion oo choo so f'our rrta tonont a uhi ch o:.c:pln.in how you think you

t01.\ch 'HO 11.

I feel I tcnch vell when I
(Ll.)

(b)
(0)
(d)
(c)

(f)
(r;)

oontrol r.o~t aS~lOotn of the losson

tnlk a lot

ort1or-.izo aot iv I tics lor stiudont s to co
use 21. vartio ty of tenching toclmiqucs.

inuirr~ on ciLcnco in the Loseen,

help Loru-noz-s dove lop confidence Ln uning- 3nelisll

Givo 1<.:;·nl""l1Orst10 oppor tunf ty to talk in :inCliGh

uhcnove:r ~o:'JDiblo

(h) .:siva knov Lcdgo about; 3lt:lich to ptxjlillJ

8. Hot: di.d you feel about your role ?.S ? teacher duril1G those

t1.\ok-b::,-sed 10GSO:1G? ( ~Tcrc you h;,)py 1Iith yaux role?) ~rby?

----_._-- -----_._--_.- --- --.-- _.- -------.--
-- ----- - -- ------
--.--------- -- --- ------ -- --------
--- ------- ----------------------

------- ----
--------------- -~--

9 To l1lk'l.t oxcent trou.ld you mmt t.he 10830:1 -to be undor your

(teftcl'tor' 0) control? circle your oho ico ,

(2.) 100)' (b) about 75r (0) about 50,. (d) about 251 (c) 0

10. T:ero tl~ novr groUJ2act av Lty 100300ns lil~ too 'nol"'cc<,-lt ·lessons?

Yes / 7 1:0 !--=oJ
--------.- --.--------- ------.-- ----

---------------
--------- ------- -- - ---- ------~----------
-- - ----- ------------- -.---------.--
______ . • _ .•.. ••. __ • __ •••• _ •••• I • I s---

...
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ll. Couparod to yO\U' proviOWJ "l'V of toachirig ::neliGh,

u!1.::tt do you thinl\: arc the bonefi to of :;')[1.ir/[7oupvorla

------ ------,------------------
-----

----- -- -- ------------ -~-----._-----
12. To ll'ru:-.t oxtorrt ~'TOUlG. you fool happy to<:\chil1£; English in this

"'my (in ]!o.i)'"c/group s) in tho futuro?

(co.) ioor (lJ) about 75'1 (c) about 5O~ (d) about 25~ (0) a
".Th.~

• J i. 4.J ;

---- -------------- --- -- -----
--------- ----_._---

---------------------
-----------------~----

13. To Hh.,t extent aro you rotisfiod /disc..tisfiod with tho existinc
si t~tion ::"'CC:o..rclin,z tho tcnchin,3 of Bnc"lish?

-'- ------ -~--.------- ,,. -.- .. -----..... ..-.- ...•--
...• ---------------------~----•.-•.---
------- ----------
----- -- -- ---- .-- ----------------
---------.-----.--.---.--~---------.~--

JJl-. :90 you boLiovo th2.t this kind of £'..Pl)l~o,'.chto lo~in.::~ and

tC[1.clril\':; Dic;ht he Lp to oolvo SOi.lO of tho pr-obIcr..a of to<'-chirl£

and lo,~'.:l'nin:..- !:;nclish in :8thiopil"l.?

;'iby? /i1W not?----------------------_._--- ---------
--------

..........---. - ----_ ..•.._------------- -_.- ---- ..----
-- --------- -------
.,-...._-----------_._----------- -----_._--- -----.-

To "ih:"t o:.:-i;cnt do you think th,'\t tho ki:l':l of c..otivi tilJ's you

~""lO t('.ll{;llt in tlk.-;Va.3t all vooko r'..l.'O sui tete to too oordi t ions

you touch in? (1.0 arc feO-sible Givon 'thc l"OSoUTCOS (1m

orunizntlon in:Thi~h you arc ;10:,'10."5)

------- -- -- --.--- --- --- -- - ---- - --- ----- ----



--------------------------
---------------- _.__ .._-----

-------------- ---. ----_. ---
---------.-- ..-------------

16 To ~Ih.'\t extent is .:it :""cccpt~blo to you to uso thone kil',c. of tt\sks

and adopt tho 1'010 of too.chcrc.e f'cc iLit[\.-~or f'r-on novr on?

(~id you fool th...~atc:-...od by the C.Pl):4'U[1.chor the non te,.cher :4'010

in any 'r;:'~ illY!,lly not?)

--------------- ---------- -- .------
--------- --- ----

--------------------------
------.--- ..----~------------------..-- .•....----

17. Do you think t!lls ('..J:'li'ror-.ch ncot s tho loo.:"nin,::; needs of your studCl1to?

(Circ10 y~' ohoioo)

(r-.) !~oro succc aef'ul Iy , (b) Lc on 3tlCC03~Iful1y

lC. &'-Vc you OVC1' t:.'iod this kind of aot iv i ty-bo.ood 1ea.rnil:lg in paU-e

~ GrOUliS before?

'Thy'? f..r:.1Y not?
---------

----------------- -_._- ---
----~---------- ---- - ----- ------- -----

------------- ---------------- ------
--------- -----.- ---.------------- -----

19. Do you tb.illk you ~".) fulfillin.; you::r rolo [1.3Q. te[1.cher in thie

ki!'.d. of o.divi ty?

(.:1.) nero cucco asf'u l Iy (1)) 1'.3 m.1CCCfJsful1y (c) 10So3 ~.1_coo::;;:;fu1l:r

----------------------------------

...
20. :no you think you ~'1.c1.enough h:1C to ;).djuzt te acc enodato to tho

-_w--··-- -----~------~--~~---- ----
C~j.t'...l1.CO c?

••••••••• _""- •••.._ • ..-..-. __ ._._. ~ •.•••••••••.•• ¥'. _ •..•..•• - •••• __ <_.>Il • • •• __ "_'" •••



r::.-~ ?.L"':~Ol)Oc'S:.~ ~ct~';'~1. .:ic;'C :.1.3 to colloot. CO;~ b.~

i~o~..JCtion on ~ c"~..i~ ~ ~w ~ i!l.O'~'icibr4 ~inG
la~i~::C ~:c~.:,,}..':r.:l.:-,; :ic nD~en c.::U;-';..tli,ticn. 'ilG ~ -;0 kz:lov 'U'hat

t:,.:~0: to...~L'..r<G...•• lJ<.~':'''''::!.nclU:OOO:~ :i'OU :.::.." ir'-vm.-oetod :.n.. ~, ~
~~..,.•..• "-'''''''~':G ~:tt-- "Clo Vt:"'t.~ ....D t;~j!J~A~_.........r......-.':_'_ ~."',. _*-" _ • _. ~ V_ ~~~"Q

-..:::,on-JJ~ .,-"rni";.;) re£DO~ t.o ~ 1~. ~orot
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1) ?lCl;DO c~...o ~ ~~~~~t3 ~l ~ ho\T:IOU f.',i.-"J: ~ ~ ~

\.ell. ~:.:;: ~ !.n ca.~ oS im~~ ~~:::;a1lJ!oJ Giw "1- to the ~

______ e,

Cr.)
(";;)
(0)
C-.•,.•.,
(0)

;,~~o~c7 '\.,""O-.:.;±~ b

7'-3C r::J
~~ uc::

J.).r::J
o:J.jl"

...-- ,..•......•....•.-~-.",..

•

----------------------------------------------------------------." •.. .. ~... ,...'"•....•..~ ..'-~- •• ..., -:...! ~.••
•..~v .--. .•.•._

-
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as:;c;r;et;'#:--'Ui'Ci1"'~...,..,-·.;ao;;a=w.,..,. ••""'Id r~CIN'1=r,- ~

(~;) ~o~c ~ c:~",·~~~ ~..:.~.~+yet;,.",~,,~.::~~~1r.a a eoa! towellcr at ~..c:i~h.
~ ...•:.:.uu ill c~:" : i..;,:'lO::.. •••..o::.:.l"'lX! -:c:...... y:~~ 10, cive 81- to tlxl :.lOO't ~" .;"

6·~·~~_·'l't, ••.:u t,o .~:.:o~1C:>:"t;"'oC"1i ~,,::::,.::, -~lt S~~~ and eo OB.

:,. u",-=,<:d ~lic::. ~-Ct:.cr W C:tD -';±x>••••••••••••••
(;::..) -:.;;.:,:;; ~ cc.:.l·~"Cl all "th) l~cn

tu; ~ c ~t

~Uo~.:::~~·"';:ir.~ to ~,i,1:l.
(.1) :~ to ~;:o ~·:.ucl.ci'l~ ~ l.n ~

(0) i.:; t.-""OCld a~ ~c:.:'~-..:cO.tl.J.....ul
(::) O_'\~.:.~~.::~ ~.,;.~ .....:::s~~ ~~"'r':"'~:"~}D ::::::.' ::;"'!;u:lo::~ ~todo.
(d; :~l~;;d ~"~:.."'u ~~v'U.:o~ CO;-~~Ui.cc .:u ~~ ~

(; '1\ • ·,--:..~.r.<'. ""',._'''>-:!' <~'..' ...t:;.' -. ". -__ u L,:,. 'I, -_.--v C.J. ~~.:...c~";-"1C"·.,t...~.;....:..:c.

Co

/Cl:;.-.o:-:: :.,rr(.~~

(.::.) '1C;:;;..
c~::'x/

C- .., .-.-., .•. N~··•••, •..•.......'-"v 1 ~i' Cd) lbcut ZS;r. (0) 0
:,;'CU 1~ to loc.:on ~-C:..:.--("'\

•I)

~. _~_<n.- ~.~ ...---- --_ ...•.. -." ......•• -;
\.;~'---..; ~.a.....J

#. "\~)
(c)
t '.\~) •....- -.---.•. -

-.. ~~. ~.--..".- ....•.•..-~ . . "c-c:J..;c~, _.~ _'. 1J _
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Appendix D

Teacher Interview Qqestions

(1) 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?

(2) Do you think this approach is different from what children expect

based on what they learned about how language is used?

(3) now did you feel about your role?

(4) Do you think you were behaving as students expected you to behave?

(5) Did you feel students were really learning English?

(6) Do you think thfY felt

a) your status was reduced?

b) your competence was reduced?

(7) Did you have any worries about class control, noise etc?

(8) «oul.d you feel comfortable using this approach in future? Regularly

or occasaionally or never?

(9) 6verall, do you think this kind of teaching and learning is culturally

acceptable?

(10) 1,-lhatgeneral cOl!lOents/evaluations do you have ~egarding the lessons you

participated in?
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.,tudent bterview .ueetions

(1) Vid you feel relaxed .••·!1enworldLg in your &roup?

(2) ,ould you like to work in D mixed (bo;rs/~rlrs) group; Jr in a

single &eX group?

t 3) If your choice to ,ueation i,o. 2 is the necond choice, wby7 Is it

because

- you don't like boy~gi~l.?

- of ,0ur- reli,';iou5';

- it is c'..lltur"lly umlcce)t.:lble·:

(4; ',0 YO:l think you could learn other 9UUJOCt.:; in this interacti ••

'::) ·;0 YO'.lrt~ink j'~ll cul ':'!!'~""P ,.ny effect ()f. t.ho ",'8. you ;>articipate

in these ldnd"l of ac t ivt t i.ee•.

" "



Appendix E: Students' Interview Questions

(Amharic Version)
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." C ~~ 1':'C e.- tJ" 't" le,.o tJ&'irrtl ?



f

1 feel ( t'.:'E.eil ..•..,)11 if':.t I ••••••••• "

'l'llble 1u,---- _._~ ~ ._~ .- ~ .._ ...........--.·_.•..••..._·'-._· •..~....-u ·_'I ·' ~_· __.._ ···-..··

: ! R A ;'1 X.

I
I -, '-[-~r,-'-·;--'T-·~-.T~" ... ~

I .'1:' 7\-'." ;-> 1 I 2 1 I - L.___ '~l
1

Rlli. Oll~.", ~"::~rT rrr of" I'-~-~j;r~ll--~'r:~i:~,;)"r'-'
f I '/ I/.I /. ' " ·I TQo.d.tJh \ ,* 1:).(0.(.(,}IJ I · J. A" • 4. J · l-t'".., 1\' ,J .\ /1•., f a .••.•.,.,.. ,.,-..•,..... .'WI

;~- ••• w --~-". w·,,··_ - _. "----!--- ~~.--~!,..y---· ..·-·-r~--·~:·---·-- '--:--r- -..·1 ..··_··
! A. \."!OYlt:r.ol mont !3en<::>(~f;rJ of the 1 ~8ao'~ ,- l - I - '-, I l)" /., ."- ! ,,,... , _",. ....•.._ .. _...••...,-..,...._"'''''_.------..:.c:..: .•......,~ .•..._.......__-_~, ~__ ,._ ...• t. • ----- •.-,-"""""-'" .•.••....•........•..•.' ......•.~' - .•~~~ -M ··rl----,,,~"_'"'"- , _,--.",,---.
t

-, I " I 1

B t ClJ.k 3. lot. t - ! - i .,- I - ~- -,"~ ~....
i c'··O·;~:~~.~:_:~~i~i;~-:1:0~·8:;~-;:,~::dO-:--~--r·s:·---j:;;;;.r-.: f;,-t/~r~;'··--!;1.J;·rl·-!-"~~';:'~~...i~'_~"'w. 101I".,."..••-.- __ .~ ••• , ••• ..-~--... . .......~.~' ~" ••••••••. "'"""•••••••'U"l-..••" -...-, ••••••.••••".o.n! -~ • ~.,. ••_ •••••_ ••••.•.•••••••••••••••••_ ••••• _ ••• __ •••..,. ••••_YQ'f ••••.n••.•• .....,· ••..•..•_h __ t~._

L....:D, l.L~~_2Y2£kty_2!...J;2!!£t.in~L:~£h!\i;.sm2.~ __ .L.J_ .._~.!t~~.t _ y:__ ll!:?2; L_ !..~,_!p:}},L '~ ..!.l·~·I:;
o I' I ,I I" I(\J ',. ~ • 'of- ,....- - I -- •.- ---:..- f I ': i·1 ~ t .:.,., r, • .1}lI-:j..'L!...2:!L0-" 1£.."'''-~.2.n.....j!.!LJ.Q.::..'l.'~•• _ . . .•....1_...• __ .1 .. _ ..•.. _. .1 ~. .._ .... - (_-1__..-,'...~,.e-

~_,!_!_J.~~1,'p__}..<?',~J:::'S~;~'J_j£?'~1.Q1L.£(.t!J}·.2:W;.~~~_JJ!,.J~P1?!~...·.~~el5..·::)}..!.J _~.~_~_, ... I~?~.;~f ._~t..~,....~t?t.Y·'!L..,~?,,'.,,~'?~5!:I ..,_::.A_" ! ,.'.'," ,
I I ; ! : I I / ' :

"

G. r-:ivo:) 1.~!3:,~'YJ(;>.n3th"-'l n.ppcrbmity to t:;\lk ill ;';))~liGh i' I') : I ;. ' I' t I I., j.~ l'~',.,"I I I 1·' 1,1 I '1''-' ) l'~t-: '.,t
" OJ ~ {. , I' r- . i

1
'·--~, h.;.,~'l..~;y~9,~"..2i'F!E..Q,1~-•.,. ... ---- •• ---.---,---- ..., ..--~.' r~----·--l---··-II,·_··,'-'-'..··I---·l--"---·-~·{,,'... ',' i'I I ' ,

t H: ~,vt ~:"~:'.~~)~~Sfl-~~OU~;Yj-';Sh -fo f\).~~!~-----.--.--i-.-=--.-J-:,--,,--=--,L: j __=..__.L-=._._I ,__!..__1 >1 >~;
J._.,- .. I.eo.•.~.::~ ._ ..•__ .•..•• . __ •.__ ...1 Jl_.li:,:L:..,L_.!.L._j.!!~;::',L_.U .L~~.~z.J__U_ J. .: ..';' i

l~~::nt'l'-ii~:;:,n-~\ricnt~d"r~:~~rrOl~~--~"· . _. ,-.- -.wr-~--r-~~-·-r-=~~"T--~·---r~.~;f--;~"··f,' ;",.." i~--~-, ~~~.---.--.-"--."-.."~'--~"".--,~-------... r-~-j-·-·r·-..",~..-! ·-··I'----·~-~--,-----.~,
~\I ' -. . -,' .. - __ ,_ ',I ,..._----l~~ .•••_ j CoA • .iil....1 ~ j 4" •



!

.'

A good learner of English is one who •••••••••
"" .' &:;11..".,:.,."........ .• '\".\h 1,\ .' ..J~ -.' :. #O, ••••••••••••••••••••••••••••••••••• -~ ._ ••••••••••••••• - ••••••.••••••••••••• _, .~.~ --_.- ,.. ---- ••••••••••• --~ - - .•••• ~Ji_ •.• ~ -. .

t. " '."t'.·.-·· , 1s: q::,lt1t,

i..;~"r..r , •••. , 11 .:\
'.• 'It..., .•..••." . I - - r -'[--T----~,,-.---T' ..~-.,,---.-.~ I .~~.«';.'-& 7J_ j'";..' • J •

s : .t,-.'l':., 'I!.;~1.· " I I
t .'-,~y':~:.,,"~~·t-~- 1 ? f - : b...
, 'fo;.fi'<.'.~'!.'r:;'.. 1 ... _ -__ ~ .:;:._ .. - ·_J

1

· -" .. _. ~- ~. --- : ... -.:I .~..> . ,.... '. ~ • I ..I . ;.~~.::I/~};'.' J '-It '>I ~ }h. e I. It· ':2, .~ k t .: .? . j'
. ":tt:,,. .,.>'~... RESPONSES I .\. ~ I •• oJ -/ i~ -, ;~\~r:,.\';;~'tf~l.;" ,,--. t • • .'. _ I~ t -

thY! i.;,> ,/c.c.r;!,.. Iv rE:.~·I,t.(J! f.fr., »r. 'I t . l ,':' '. "
t!',;~ ~:." 'I ,~d l- . ,. .. ").. 1 t -. I ~

. •. '•. ' _.. •.••••---..._............. •••• ••.••••••••••••••...••••.•••••.•••.••.•••.~__ ,... _ ~ -_oA. _ "'-...-,. ...••.•.•.._ ..•••• , ••.••.••__ _ ~__ •••••..•..•••.•__. .........••..~...•...•..•••.••

J ,'''--",.:!,,;" 4 .w, '.' ~f'" \<111 ,

L A."!ik~.!. t.<? 9.L.92.!!.'1~~_;.~t.Wl!_£.'.:~:E..J~.~!f~!1_r'!::·."~.~.l.~}:~!:~'~~~~~_lL.L~:!J.,LLt ,!, J. -I" J '~) ••

r ' I I I I" . . ~ • .... fA r.. ", , q •. I1 B~ 11kea to I .'l..::!ttst) J.~T:r:lI sh Hith 111::3 1'1' C' cl ~1(~lJ;;li '~.. I) ; ',!S'i~. ! \'" ,j. ~~ I! j l,! i /r-c•"':::::~Ol:;::~~:'~:i:;::-=<-.. -- .._....._.-'j -...- . . I ~--: '~"--'~r' '.'j .~.
1 du.... __ .~._._~" __ ,,_, .. ~,. -, __ ... "_'_~_" _ft ~· .~ •••••••• -1" ~'" ,~.J_~~_'.l·' ....~~._.1__... ~.- ...~.. " ._., ....
f . :!,'.",-,,'. . I I I I ,'i
t . .,,·.r', 'J 'I'f l·, •
I • D" t'f';;¥ll~ •• ab oub ·.'ud l~l';:H.' l', 'lol'v" '0 ·•....)1·'.,..:c'J ,I <l'/l .... !.- I • I r' IJ.I I, • u..•..•..1J:' C", 0. •••.V f. '-' ..J ••• i:J.' . " (J .' ..•• &:.:. .." J I' .;, J I.' r !t.. •.... t -- ••. ,-~.- _."'.' _ ••• -'~ .-- • -,-_.--",' •••••••• ".,.".- ~ . .-~~ •••• -~ 'Ow." •• _- . - .'- ..•.• <. -. . ~ f'~'.-'--' .,.... -.~t ..•.•••'" ._'J .... -~

I
....1 .' • . . I ,.'. !"'.?: t__)E~.·m~:r{.:tl.~?~U;:2f<.m~Ul~i~.£!!.~~J1:,,-._.,_~~_ .__ , _ ._' ._.: " !-'-::. __-..~",j_~~_~!~:. _ I

, • ,. . . 1 ' I I I I!.',',:,:.(, . ,ft>, .' ••.• ~ ••...•.• ~. •• "I' ,.11 ~ t ". )\ f;f{., F.:. li!.~~_~9-:~..0~~:"2.t..J._.!·':;Lp:.t:~~w~..sL;"!.£1~:".:.;~d.2t~}..! ,•.~~~_~~,_".__.. __:..... <, _ ~ ~ :. •." ,i?u,.,_~,..)_!· / l-.~.;·:'. ~.1 ~ !:.:~.;
! '.~.;; ". ' !" \ I " i. . ;! : 'I.' •.• oJ. v. •., " • l' f'. •. ,.'.. G. listens ~" '",·-tl:'t "t,no),'.:s '~a.,... -,,;I I" :t ~ d:\"·/. ~ ,I'.-t,:,

~:-~ ._ ••••. ~.,. •••••• --' ·.IW•. ,. •••••~_ ••~J..,.,· ...••...,~·_ •..••••••·_.Ifo<~ •••••••••~l~ •••P' __ .•_· .•.• _~,_·· ••_,...,..11I •••...•...••• "".~ ..•••..••..• ,. •• \i. \........-..._..•.._.."I~.'..~•.. _L,_ ~,.i. --' ., \ j '..I... ,II. absorbs i-:.'l.c~ledQ".') ",h.!)\)t ,£";'.In-:l i..sh :li'I);) (Ij J 't-:.:;· ..,v:l.'·,'_ I I . ~}'rJ; "- II - \ I i '1.'/,; (

I -.._.._.._._.._.,_.~,_.J..•.-. V" •• :: __ ,'i::.:...l..:''''' -- •.--~, .--~ .•.-.-.~.-- •.....• , --~.,,~- ••.. --.---~~.~wl--·-·.A>.'"-l·, _.. _.,. ~'f' ..,' 'j"-~" ----·1' ..~ !

....LJO T:J1J 1"·' I • .. '.". I I~'"I. J I / ".•' \ /1 J ,.. .'. 1 / I_ r.~",, .~_~ . ..( . . I' ~' I
-_ •••-. ..._ •••••••••••__ .,.... 6 OIl••_.~ .•_ ••.••-. _ .•, • • ~·I.·_.· •• __ -.-. 1. "'.. _ .. ~.. ., ._~_ _ .. ~ .. ~

~l

!

,....... ~:

I~.T;ansm~~~~:~:l.:~:d'l-e~:--I,',~~,~---' -=-- :. __r;---l;;;ll-Ir,~;to ; ~'!~--1;;.;t'-·~1
f- •..• -- ..-,-------~- t..e....l'lJlJ..lI~l__ .- --- -'-1"~' .-..[--_.1- --- ,. 1,,, .. :-".- ...
t t' ~tera~t1-.9.1L9..!:!.ft1ll.~LL~1:r~;).)~'~:t~~.vUx1A&L., ---t...3_-.~.tt~~l-L~_J:!..::.:!?L..?..__.l!!!:~.,,,__:L, .. 'l-i

t' ~ :~~

1

I
I



I J (; .: t·;·i 1 ~"}I \et'~.-~lt \o.1'·'18(l J If, •. fl·. III •••••• ., ••

.,Xable ~~_~ l'i~.- . . - -_._._--_ .. - ~~.-~..---.-. --'- - "-"~-'-~ -.-~--- --

R A l'i K

1 2 , 4-

R.mPOlISm No. of No. ot No.ot No. ot

" " %
student. student! atudent! studentsr:' ....corrected whanaver I "ake a mistoke. q If ~ /0 Ih'1J. I> Ia '/. /3 21,..:<.._

s ~-J /. (,
, ,

B. ltractise with mY classmates. /I It-t I- /I 1/'1 I. 10 j
O. worry about makinft mistakes. 2- 1·) /. - - J s I /·7
D. thiDk about and trv to solve vroblems. 3 s s g.j /. g 13-1l. 12" 2(; ,-'

~ E. memorise ~rammar rul es. b 10 10 16·7/. j j·l/' k t Lo
~ .

~
' -

F. Dsrtieinate in Cl'l."OUD discussion. J.J/. /0 Ib·7/. ll,.. ),oj. /I u
G. listen to what others save S t-1/. g /1·3 /. q I!" /. S ~.
H. absorb knowled~e about ~jp'H fib trom IlY teacher .. e1~ Cfb·I/. b ,~/. b J 0/. f:, N

,60 bO ' . l,o bo
' .

TC1rAL /f)°/· I /1)./. ",j. ,~

"'-"~.
-·~-··t·

~.
. ~

•.. ~j
i
t
i
1f.

~.4-',,,",,~''-'
"!>.. 1

I. I.,.-,l

/ ~

I.-~-.~.i
.....• ,....,.10'\

J"o' ••.••• c' •.•• ,~

!..' I

." i

-
Transa1seion-ori~ted etudet ~l hehayfou rs c;.r 71'/.

. ."

~~ 'f3·Ji. ).0 33-11- .,1~ Ll3~.'~~,,%
be.hAvlocA r.s

~'" - •••...

Interaetive·oriented student J{ ;.fj- 3C1- S6·71. c;.o ".-;i, 34- -, . «.5 "',, .ii'_,0..4....-..t.._._



.l PK Eas11all teaoher i. ODe vll.

,~

-•..•.....- .•....
.1

.~..::.

a· .A • X
, ' -~".

..•~;;', J ",. 1 2 ·4-•• ,',' '\>- • "

f lIESPEEB fl' °l ,IJt 0d :tl.::o~ ,- -i,:,.: J iI",L ~•.•. f. /. ,'" t. j1.:, .r~ ...'f')a ~.
..i ,":;'>

1... , of k~~t. centrel all tbe I••••• II 18-S"/. J -.g·lt. I I l:7i'- J S
• J~jB. 1:e1.1rS; • l.t -' '

.;
~.', - - ).-

~c~,be11<:~ve.)hi. ~eb 1. te p.•.•kaevle4se ab.ut EDgliah II' ,t·J~ S- f·Jf. 3 IS I '} t:
" ; -te -.4'•.

-- , . ' •
l)~":ldies t. aake .tud.eat. t. talk iI h.' .••" g /J"~ /7 ;'I-Y~ /I- J/~J)! /0

"s» J
1:!titR..:

• S 8-'~' I '·77- l ¥- ,.L' X. Reed.at lte--" 1'1II. ceat1'el',:' ...,
7•. ••• iD.t.re8tiD~act:irlt_ ter atud.ent. te de. /1 )1-'(1. II , '-11- ~ 11/.: , t /<1

G•. 1le1.•• 1earaers 4eTel.-o ceati •.ence 1Jl usinI- 'F.a.,.'i ••~_ J [l- I?" ;., /. . ,"0 ll')): , , 1/. "

B. •••• • yarlat"Y etteaft".c •• teclm1aue •• ~ J.J f. t ; 'f 7), : ," Lol- If xr
I. Iaai.t. _ el1eu. 1Ja tile 1888-'.

,. J-Sf ~ J'J~ I '·'i.l Cf ,.-.
•I

, , c
, ,

J. ftreat •• aial> ..... ~•• leaaersritll 1mB.iabent. , '·7/. - , - - - I - -
TO"rAL '0 )"7. ~o loe). bO 10it 7- ~o IC~.

8s1011 ~rlented r~.:tJ,\-,~-~, ». t"'J 11'*(" ~D SOX ,"- ~.,;c e /1-3 ~ ~'-. s";":
.;

Interactive ,riented rTeo....r)...pA-, ~o'e~ 30 JQ /. <II to,/ .{~ g"7X 38 'J6.3.:
70TA t: ~o 10-,. ,C '''1. 6c I"). b".--1-1~

~
~i'~~

.,
I '

;.
('I

~-~

'j' -:i
Pi.~

A
I ::'l-
I "
~.:t:,..
itC'\

;~
r..'

"

•

!~

~...::
":,,- ~:

\'

!""r'
s:-~

S
~;;·,ro('.

~;
-, 'i

. \~.
;i
~; .

, -~Ij t:

~
'. ~',

f ,..-t

:- .• "l...:'

.-'.J.
4,;"0"

[j

-'''''''''it



<t ;:: •• - .- _ _.'

• • •~:<:! '
»»,

~r~-~-'" ,- .....••;, . •• ~". I

124

.

•.
~

• M
II i

t It-J, , f'I',.
a I «a.

l ••
~ i

~

II ,
i
,,



.. .•.
"''hen we work in groUP!! •

T.IIh1". ??Q
.••• ..•••. ;d'.~...""..

1 , B. A .DI A '., _,_J •.... •• ~,~ . 4- lei 6 I ? ; ..
110&2-" I •.J •• _I I u~ •.1 aAt • .1 ''''0 ~ "e. _\ I ••• c.L '! ';'r ,;:'7-:.• BESPO.'I3m ~ " • ,. •. -;J " ~""_" "I ,.. ., 'J I"· --:J ,,' 110I.;00 -- •• ,,,, - IT /.' I""" •.' 'i~ ~ 1. lsNJ. I /. ~ r- i~ ..L.. ,- hI. .•...•. ,. hJuLL I..J..J. • U~~~

, - 4i""'.s: we 0" discuse thincre witb our clamu.tea.. : lit JH. l :1-1 r :t-1 i \~"lI- ,., I •., II- ,-; t...~_.,jl
!~ we learn more about s'Dell1D2 rules. !~ i'3 " ilk." '•.,.l 11·1 L : 10 s It--l 1 {"IJ~=~
lc, we learn more ,.. • :~ rl'l Y '"': t, If r t·, '1 • s I L !l'l ~ 1·1J ';~. {!
: 1). we hear .ore Fmdiah. : 'I •., l '!! '1 , ? iU·1. ( ,.,', ,·,1 s :,..1: r: '-;1$
!Be we ~t a chane. to be It leader. : - ! - ) r r r (' I L :l-'i 1 :!' ~ l-l t ~ :3'1:-;~~'-~
!Y. we haTe .ore full but we are not realy , J ! t" 1 ~ _. _ I ') l'''! _ f _ _ '_ I J ,., (~'<·~"l.·-
, le.~" ft. , .- • ' ~ IJ , " ,t • t. !I__ ~:" ~'1i"'-~

6. !!tt::.,~ut.ore about what othen think s :'03 ~ ~J J '- 10! ~ J.lj 3> f t !n.) 3 i {i" ;:
-'. ,- -.~ "f

; L we OD JUke aistakes without wo~ abo1lt }'J r I 10 i, to I 2.. !Ji i., .,.!) t r l I J''': ~ ;~
.• tlwL .) b ~ 'r ~ .), t t :.

'1':.- •• _ t.

_~.I. ·we are 1mCertldn what the teacher vanta. . J I !'~1 - • - 1 ~ 3-1! - 1-:, /-")~ - t - ! - ,- !r:J. ve can ask lION ouestion. 2 :1·3- '--:'01--,- I"j ,-1 If t ct I,·, q t", S' 1,-1:,:~::'~L
~ .! I! I. ~L ve are too 8a.? to talk. I J-' - - \. ),1' - - 1. 13·1 - - , H,' ;. 'j• ._~.. .J.!.

! J I.. "e haTe to really thiDk to solve -orobleu. , 1-7 , ,., - - i, '0. r l8'\' r 1:-3 c:; ') ! i .'; :2
;"•._.~"3.".v; ~· , " "', .. ;.M. we are eOD.!'wledand don't know what to do. -, - - t - - - I I-?! 1. tl" ,.. '1·1 - -.,.,.{=...i1

!•.we nt more chance to t>raetiae us1.nJr blP' ish. 't. :20 f 'n·, - - t.f, II.-,: f .Il-\. IIJ U..t fI ,., : J.",11
: O. ::ti!::.to respect ditterent ide •• and (_-:'.''. l n s 8-1 f 11'1 I ,-, i 3 : { ! " 0 7 ,,., .r ~

P. we leara te aocial. skins ror gett~ aloBS "1-',' 3 lr 7 11-,1 t nOlj' ~ to 2. i]otl Iz.. Iz.: ~''"'''''fwith othera. , ! It' • '9 ,
Q.. we fiBd ita waste ot time. I -1-- F - ! .:I- ,-1 t·,i-2"h:li z, l,·l) .: i- : Ii",: 5_ ---1

'1'etel. f bO ~IO bO -"~ '0 '" ~ .eo '0 ',eo' bo '00: bO "00 I ~.:::' 1,.
~·-:""(l,··"-!""""-r. .- •....••..

: Benefits of ~roUD work : Y.f :!o IJ~ i70 ,+0 ""-, 'Ix 1o Y-tJ, 1J.1. II tf s« if.-, ~~f~LJL
f... Distraetore I Z ~o II 1]0 ). 0 ll1-1 '1- 1.2.0 /" u» ~ ~I( r /J.] l:l..~~
I "T o+0.. / bo /'0 '0 IN> ~o 100 60 1.0/ 60 /f1Q bo 110 "0 J~ !..~,t~--- -~



DECLARATION

I, the undersigned, declare that this thesis is my work and

that all sources of materials used for this thesis have been duly

acknowledged.

Name: AYNEABEBA ANDUALEM

Signature: 5~------------------
Place: Institute of Language Studies,

Addis Ababa University

Date of Submission: June 7, 1993


