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ABSTRACT

This inquiry involves two case studies that examine the beliefs of two selected ESL

teachers in Zimbabwe teaching at the secondary schoollevel. The study looks al the

various nested contexts of the two case studies at the international, national, provincial,

school and c1assroom levels with respect to Zimbabwe before and after independence in

1980. The analysis of the nested contexts aims to show how the various factors at the

different levels impinge on the ESL instruction of the two teachers.

The study adopts a naturalistic, classroom-based approach that a1lows for the

holistic investigation of teacher-learner interactions in socially-situated cognitive

instruction. Specific research questions addressed are: (a) What are the classroom

interaction patterns of each of the two teachers selected for the study? What do these

patterns and the teachers' classroom artifacts reveal about their beliefs about the

construction of social knowledge at secondary schaol level? (b) How does each teacher in

the study construct academic knowledge in his/her ESL instruction? What do the patterns

ofconstruction and the teachers' c1assroom artifacts reveal about their beliefs about the

instruction of ESL academic knowledge at the secondary school level?

The study uses tools of data collection and analysis from constitutive ethnography

and ethnomethodology. Data from interviews, classroom observations, field notes,

artifacts and documents are analyzed to see what they reveal about each teacher's beliefs

about ESL instruction. Four major thernes emerge from the analysis ofthese data: (a)

teachers' beliefs about curriculum documents (b) teachers' beliefs about ESL models for

instruction (c) teachers' beliefs about interactional rights and obligations in the classroom

and (d) teachers' beliefs about teaching linguistic and communicative competence. A major

finding of tbis inquiry is that the two selected teachers, guided by their personal beliefs,

respond in different ways to the many contextual factors that impinge on their teaching,

giving rise to each teacher's unique teaching repertoires. In the light oftbis major finding,

it is recommended that ESL teacher education programmes in Zimbabwe begin with the

student teachers' beliefs rather than the traditional "method" paradigm.
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RESUME

Cette enquête porte sur deux études de cas enchâssées et examine les convictions

de deux professeurs zimbabwéens ayant été sélectionnés et enseignant l'anglais comme

langue seconde (ALS) dans le secondaire. Cette étude se passe au Zimbabwe et analyse les

divers contextes •• emboîtés " de ces deux études de cas aussi bien aux niveaux

international, national, provincial qu'à ceux de l'école et de la salle de classe, avant et

après l'accession du Zimbabwe à l'indépendance en 1980. L'analyse de ces contextes a

pour but de connaître de quelle façon, aux divers niveaux, certains facteurs affectent

l'enseignement des professeurs d'ALS.

Cette étude adopte une méthode naturaliste dans la salle de classe pennettant une

recherche holistique des échanges professeurs-élèves dans le cadre d'un système

pédagogique cognitif situé dans un contexte social. Cette étude s'est attachée plus

particulièrement à répondre aux questions suivantes: (a) Quelles sont au sein de la classe

les caractéristiques d'interaction de chacun des professeurs? Que révèlent les méthodes et

les artefacts employés par les enseignants concernant leurs convictions quant à la

construction d'un acquis social au niveau de l'enseignement secondaire? Dans son

enseignement de l'ALS, de queUe façon chacun des enseignants structure-t-il son cours

pour permettre aux élèves d'acquérir des connaissances scolaires ? Que révèlent ces

diverses méthodes de composition d'un cours et les artefacts utilisés en classe par

l'enseignant sur leurs opinions concernant l'apprentissage de connaissances théoriques au

niveau du secondaire?

Cette étude emploie des méthodes de coUecte et d'analyse des données utilisées en

ethnographie constitutive et en ethnométhodologie. Toutes ces données ont été

rassemblées au cours d'interviews, d'observations au sein de la classe; il s'agit également

de notes prises sur place, d'artefacts et de divers documents. Ces données ont été

analysées afin de connaître les convictions des professeurs en matière d'enseignement de

l'anglais langue seconde. L'analyse de ces données nous permet de dégager quatre

thèmes: (a) les opinions des professeurs en ce qui concerne les documents du programme

(b) les opinions des professeurs sur les modèles d'enseignement de )'ALS (c) les
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convictions des professeurs quant aux droits et aux obligations des enseignants et des

élèves au sein de la classe et (d) les opinions des professeurs sur l'enseignement de la

linguistique et sur les compétences en matière de communication. De cette enquête" il

ressort principalement que les deux professeurs sélectionnés" influencés par leurs

croyances personneUes" ont des réactions totalement différentes face aux nombreux

facteurs contextuels qui affectent leur enseignement, faisant naître des répertoires

d'enseignement spécifiques à chacun d'entre eux. Cette conclusion importante nous

permet de recommender que les programmes destinés aux professeurs d'ALS au

Zimbabwe se basent sur les convictions des élèves professeurs plutôt que sur le

paradigme de la méthode traditionnelle.



• VI

TABLE OF CONTENTS

Page

ACKNOWLEDGEMENTS u

ABSTRACT iii

RES~.............................................................................................. IV

TABLE OF CONTENTS... vi

LIST OF TABLES Xli

LIST OF FIGU1lES XlV

LIST OF APPENDICES xv

CRAPTER 1: INTRODUCTION .

1. Describing the Study " " ,...... ... .. 1

1. 1 The Research Problem .

1.2 Organization of the study 4

1.3 Research Questions 4

1.4 Definitions of Academie and Social Knowledge 5

1.5 Delineation of the Study 6

1.6 Contribution to Knowledge Il

CHAPTER 2: THE STUDY'S NESTED CONTEXTS 13

•

2 A: Nested Contexts at the International and National Levels .

2.1 Zimbabwe: BriefGeographical Setting .

2.2 Pre-independence Zimbabwe .

2.2. 1 Historical Background .

2.2.2 Economic Life .

2.2.3 Social Life .

13

16

19

19

21

22



• vii

2.2.4 Education......... 23

2.3 Post-independence Zimbabwe 26

2.3.1 The Economie Situation 26

2.3.2 The Social Situation 27

2.3.3 Education 28

2 B: Nested Contexts al Provincial, School and Classroom Levels 49

2.4 Phase One: Gaining Entry into Schools in Mashonaland

East Province 49

2.5 Phase Two: Initial Contacts with Participants................................. 51

2.6 Phase Three: CoUection ofBackground Information

and Fieldwork 51

2.6.1 The Regional Director of Education 52

2.6.2 Criteria for Selecting the Two Schools 54

2.6.3 The Two Selected Secondary Schools 55

2.6.4 The LinguÎstic Contexts of the Two Schools 59

2.6.5 Criteria for Selecting the Two Teachers 66

2.6.6 Background Information on Willie and Cathy.............. 67

CHAPTER 3: REVIEW OF RELATED LITERATURE 71

•

3 A: The Search for the "Best" Method: An Historical Perspective .

3. 1 Definition ofMethod, Approach, Design and Procedure .

3.2 A Conceptual Framework for Discussing Language

Teaching Methods .

3.3 Early Language Teaching Methods .

3.4 The Grammar-Translation Method .

3.5 Language Teaching Innovations .

3.6 The Direct Method .

71

73

14

77

78

79

80



• Vll1

3.7 The Reading Method 81

3.8 The Oral Approach or Situational Language Teaching 82

3.9 The Audio-lingual Method 84

3. 10 Cognitive Code Leaming 86

3. Il Audio-visual Method 86

312 Communicative Language Teaching 87

3. 13 Tota! Physica1 Response 89

3. 14 The Natural Approach 90

3.15 The Humanistic Tradition 92

3 B: A Break with the Method Paradigm: Into Teachers' Beliefs 103

3.16 The Nature ofTeachers' Beliefs 103

3. 17 A Cognitive and Ethnographic Interpretation ofBeliefs 109

3.18 Teachers' Beliefs and the Creation of Social Knowledge 112

3. 19 Definition ofClassroom Culture 113

3.20 Teachers' Beliefs and the Creation of Academic Knowledge .. , 114

3.21 Teachers' Espoused Beliefs and Aetual Practice 115

3.22 Pre-service Teacher Education and Student Teachers' Beliefs .. 115

3.23 Teachers' Beliefs and the Instruction ofCulturally-related Texts .. 116

3.24 Changing Teachers' Beliefs 116

3.25 The Relative Importance ofTeachers' Beliefs 118

3 C: My Theoretical Assumptions Arising from the Literature Reviewed ..... 119

CHAPTER 4: METBODOLOGICAL PROCEDURES AND PERSPECTIVES

USED FOR THE STUDY 121

• 4 A: Approaches 1 Used for the Study .

4. 1 Constitutive Ethnography .

121

122



•

•

lX

4.2 Ethnomethodology 122

4.3 Pattern Theories as Applied to Constitutive Ethnography and

Ethnomethodology 124

4.4 Defining my Role as a Researcher 125

4 B: How 1Collected my Data 127

4.5 Audio-taped Lessons 127

4.6 Interviews 130

4.7 Field Notes 134

4.8 Documents _........................................... 135

4.9 Physical and Cultural Artifacts 139

4 C: How 1 Coded the Data 141

4 D: How 1 Present the Results 145

CHAPTER S: WILLIE AND CATHY'S RELIEFS ABOUT THE

CONSTRUCTION OF ESL SOCIAL TEXT.............. 146

5 A: Teachers' Beliefs about Curriculum Documents: Tensions

and Contradictions 147

5.1 Cathy's Views on the National and School Syllabuses 147

5.2 Willie and the National Syllabus 150

5.3 Use of the Textbook _... 151

5.4 No Role for Chans in ESL Teaching 160

5.5 The Scheme ofWork 160

5 B: Teachers' Beliefs about ESL Models for Instruction:

Tensions and Contradictions _ _ _ 171



•

•

x

5 C: Teachers' Beliefs about Interactional Rights and Obligations in the Classroom:

Tensions and Contradictions _ _ 190

CHAPTER 6: WILLIE AND CAmY'S BELIEFS ABOUT THE

INSTRUCTION OF ESL ACADEMie TEXT _ _ 210

6 A: Teachers' Beliefs about Teaching Linguistic and Communicative Competence:

Tensions and Contradictions 210

6.1 The Communicative Approach and the Zimbabwean "0" Level

English Syllabus 21 0

6.2 Teaching Writing 223

6.3 Teaching Reading 23 5

6.4 Teaching Listening and Speaking: The Two Neglected Areas? 248

6 B: Basic Structuring ofESL Content by Willie and Cathy 259

6 C: A Summary orthe Issues Emerging from Chapters Five and Six _ 267

CHAPTER 7: IMPLICATIONS OF THE RESULTS

AND RECOMMENDATIONS _ 275

7 A: Why Expert Teachers and the Method Paradigm Cannot be Used as Models

ofESL Teacher Education Programme 275

7 B: A Proposed Model ofESL Teacher Education Programme 279

7 C: Towards an Effective ESL Teacher Education Programme 283



•

•

xi

MY JOUR.~Y 290

REFERENCES 291

APPENDICES 313



•

•

Xli

LIST OF TABLES

Page

Table 1: Teacher Education Centres in Zimbabwe and their Programmes 35

Table 2: Zimbabwe Teachers by Qualification in Secondary Schools in 1993 38

Table 3: Primary and Secondary Schools Enrolments: 1980 - 1993 42

Table 4: Mashonaland East 1995 "0" Level Overall Pass Rate per School

Category 45

Table 5: Mashonaland East 1995 "0" Level English Language Pass Rate

per School Category 45

Table 6: The Linguistic Environment ofMhene and Dombo Scbools 63

Table 7: Background Information on Willie and Cathy.......... 68

Table 8: A Summary ofChange and Innovation in Language Teaching

Methods: Antiquity to Present-day 99

Table 9: Log of Lessons by Willie and Cathy that were Audio-taped 129

Table 10: Log ofln-depth Interviews Condueted 131

Table Il: Log ofDocuments CoUected 136

Table 12: Basic Textbooks Used by Willie and Cathy............ 140

Table 13: Willie's Sources ofTeaching Materials for Form 4C 152

Table 14: Cathy's Sources of Teaching Materials for Form 4AJ 154

Table 15: Cathys Evaluation Comments on Lessons Taught .. 164

Table 16: WtIlie's Evaluation Comments for Forms 3E and 3G Lessons 169

Table 17: The Extent to which Willie Uses Shona in bis ESL

Instruction: (Lesson 1) .. .. ..... ........ ... 179

Table 18: The extent to which Willie Uses Shona in bis ESL

Instruction (Lesson 2) 180

Table 19: Participant Structures Observed in Willie and Cathy's Lessons 200

Table 20: Positions ofWillie and Cathy on Gutierrez's (1994) Classroom

Interaction Patterns Continuum 209



•

•

xiii

Table 21: Willie's Form 4 C Sehemed Topies 249

Table 22: Cathy's Form 4A3 Sehemed Topies 249



•

•

xiv

LIST OF FIGURES

Page

Figure 1: A Conceptual Framework of Teacher Thought and Action 8

Figure 2: An Embedded Case Study Design Used for the Study 14

Figure 3: A Map ofSouthem Afiica Showing the position of Zimbabwe

on the Continent; and the Provincial Boundaries and Major Towns 18

Figure 4: The Structure ofthe Ministry ofEducation 30

Figure 5: Map ofMarondera Town Showing the Location of Mhene and

Dombo Schools 56

Figure 6: The Second "Languageness" Continuum 61

Figure 7: The Position of Shona in Relation to other Major Languages

in Zimbabwe 65

Figure 8: A Conceptual Framework ofTeaching Method 76

Figure 9: Bogdan's Conceptual Framework ofBelief 106

Figure 10: An example ofthe Layout ofa Scheme of Work

Used by Cathy and Willie 162

Figure Il: The Structure of Willie's Lesson 263

Figure 12: The Structure ofCathy's Lesson 265

Figure 13: How the Four teaching Components Should Interact:

A Conceptual Framework 281

Figure 14: A Model for the Traditional Development of Language

Teaching Practice 285



•

•

xv

LIST OF APPENDICES

Page

Appendix A: A Letter ofAccess into Schools from Mashonaland East

Regional Director of Education 313

Appendix 8: A Sample Letter oflnformed Consent for WiUie and Cathy 314

Appendix C: McGill Faculty of Education Certifieate of Ethical Acœptability 316

Appendix D: Interview Guidelines for Willie and Cathy 317

Appendix E: Interview Guidelines for Administrators 320

Appendix F: An Excerpt mustrating How Field Notes were Analyzed 323

Appendix G: An Excerpt mustrating How Interviews were Analyzed 324



•

•

CHAPTER 1: INTRODUCTION

Chapter one begins by discussing the research problem arising from my eighteen

years of teaching ESL in Zimbabwe, that ofthe teachers' inability to transfer the theory

they "had leamt" ioto practice. My study arase from a need ta search for a solution to this

problem. The research problem, therefore, raises !Wo related research questions which 1

attempt to answer. 1give definitions of key terms, social and academic knowledge, as used

in this study, together with a delineation of the study. The study looks at models ofESL

instruction in the Zimbabwean classroom setting. The chapter ends by discussing the

contribution to knowledge made by my study.

1. Describing the Study

1. 2 The Researcb Prob1em

My interest in studYing English as a Second Language dates back to my early

school days in Zimbabwe when the subject was perceived, whether rightly or wrongly, as a

key to success in life, particularly economic success. This was the general perception of

most of my contemporaries. 1 would even venture to add that, as the literature on the

contextual background reviewed in chapter IWO ofmy study shows, this position bas not

changed much even DOW eighteen years after Zimbabwe attained her independence. The

goals which motivate the study ofEnglish in Zimbabwe are largely summed up by Cook

(1991, p. 1) writing on the importance of teaching and learning languages, when he says:

Language is at the centre ofhuman life. It is one of the most important ways of
expressing our love or our hatred for people; it is vital to achieving many of our
goals and our careers; it is a source of anistic satisfaction or simple pleasure. We
use language for planning our lives and remembering our past; we exchange ideas
and experiences through language; we identify ourselves with people who speak
the same language. Sorne people are able to do tbis in more than one language.
Knowing another language may mean: getting a job; a chance to get educated; the
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ability to take a fulIer part in the life ofone's own country or the opportunity to
emigrate to another; an expansion ofone's Iiterary and cultural horizons; the
expression ofone's political opinions or religious beliefs. It affects people's careers
and possible futures, their lives and very identities. In a world where probably
more people speak two languages than speak one, language leaming and language
teaching are vital to the everyday lives of millions.

1 still remember very weU my college days when 1 was training to he an ESL

teacher. [ remember my training programme consisting mainly ofapplied linguistics and a

study of how children learn a language. A lot ofemphasis was placed on methods and

techniques ofteaching. Common modes of instruction were the lecture method and

tutorials~ during which we took copious notes on everything our lecturers said. There

were also demonstration lessons in the second year ofmy training, as preparation for

teaching praetice in the third year.

It struck me in those days that when 1 went out to do teacbing practice in the

schools, the capious notes 1 had taken zealously during lectures on how to teach and on

how children leam did not seem to help me at aU when 1 was faced with a real problem in

a real classroom. It may he possible tbat the knowledge 1 had gained in college was

helping me in my teaching; but 1 was not aware of its presence when 1 MOst needed it. AlI

1 remember is that once 1 stepped into a c1assroom, everything seemed to take on a Iife of

its own. Once the lesson had started, 1 did not seem able to exert much control over what

happened. At the end ofmy teaching praetice lesson, 1 would sadly receive what 1 thought

were my just deserts in the form of stinging criticism from my despairing tutors who

would point out how 1 had missed great opportunities for reaJ learning in my lesson. Had 1

already forgotten the sound theories of teaching we had just covered in coUege, sometimes

my tutor would scream at me in exasperation.

1 must canfess that, for me, the reallearning ofhow to teach was slow to come~ at

least it appeared to me it did not happen while 1 was training to he a teacher. 1 believe it

came slowly when 1had left coUege, and 1 had a class of my own to experiment with,

without having constantly to look over my shoulder for my tutor's ready intervention. The

first two years of my nine years of ESL teaching al secondary schoollevel in Zimbabwe
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were disastrous, particularly ifone judges by the poor examination results my classes

produced. Unfortunately for me, in those days as now, a teacher's worth in Zimbabwe was

measured solely on the observable results slhe produced in a public exam. This meant that

for two years in a row 1 had failed to perfonn my expected funetion as a teacher! And

indeed, the problem was not ooly with exam results, but with my teaching in general. 1

kept wondering why aU 1 had leamt on my teaching course seemed unable to help me now.

1 would like ta think that it was sheer effort on my part to do things difFerently in

the classroom, rather than the theories 1 had leamt in college, that gradually began to

produce sorne improvements in my teaching, even ifthe improvements were ooly in the

exam results 1 produced. Ofcourse, 1 had no choice but to improve ifl was to remain in

my chosen career. 1 had to find ways, on my own, offuIfilling the expectations of my

school and those ofthe community 1 served. In those nine years ofESL teaching in high

school, 1 worried about finding better methods of teaching, but it never occurred to me

that the problem lay with my teacher educators who should, perbaps, have looked outside

the method paradigrn for a solution to the problems 1 was facing. But the one thing 1 did

realize in t~ose early years of my teaching was that the teaching methods 1 had learned in

college had failed me.

When nine years later 1became a teacher educator in my tum and started preparing

ESL teachers myseIt: 1 still had not resolved the problem ofwhy our teaching theories

could not be put into practice. My approach to teacher preparation was not very difFerent

from what 1 had been exposed to as a student teacher. Like my former teacher educators, 1

suffered for nine years the fiustration of seeing my students apparently ignoring ail they

had been taught as saon as they stepped ioto the classroom to do their teaching praetice.

The instruetional theories we had covered in coUege seemed to he suddenly or

mysteriously forgotten by the student teachers, once they were faced with a real class to

teach. It was at this time that 1 began to question some ofour approaches to teacher

education. If the prescribed ESL teaching methods seemed not to help our students t surely

wet as teacher educators, should he looking elsewhere.

In 1994 1 received an award and study leave that enabled me to conduet the
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present study in which 1 investigated ESL instruction in Zimbabwe with a view to finding

ways ofbringing about change in the classroom. It is my hope that my eighteen years of

ESL teaching experience in Zimbabwe combined with the results ofthis present inquiry

will bring some insights into how the joumey trom being a novice teacher to being an

expert one might he shortened by the introduction ofa different view of teacher education.

1. 2 O[poiutjon ortbe Study

Chapter one describes the research problem, the research questions and delineation

of the study. Chapter two presents the nested contexts ofthe study trom the international

to the classroom levels. Chapter tbree is a review of related Iiterature; and chapter four

describes the methods used for the study. Chapters five and six present and discuss the

results of the study. Chapter seven discusses the implications ofthe results and

recommendations are oifered in tight ofthe findings.

1. 3 Researcb OuestioQS

1focus on the foUowing research questions:

1) What are the classroom interaction patterns ofeach of the two teachers selected for tbis

study? What do these patterns and the teachers' classroom artifaets reveal about their

beliefs about the construction of social knowledge at secondary schoollevel?

2) How do the two teachers in the study construct academic knowledge in their ESL

instruction? What do the patterns of construction and the teachers' classroom artifacts

reveal about their heliefs about the instruction ofESL academic knowledge at secondary

school Jevel?
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1. 4 Definitions of Academie and Social KoowlediC

For this study, 1 interpret academic knowledge to mean cognitive reasoning that

cao he equated with content or subject matter; and social knowledge will mean the social

rules or patterns of participation in a classroom lesson. These definitions come from

Erickson (1982) who detines academic knowledge as a "pattemed set ofconstraints

provided by the logic ofsequencing in the subject-matter context of the lesson" (p. 154).

This he distinguishes from social knowledge, which he describes as "a patterned set of

eonstraints on the allocation of interaclionaI rights and obligations ofvarious members of

the interaeting group" (p. 154). Green, Weade and Graham (1988) give similar definitions

for the two concepts. They refer to academic knowledge as academic text, and social

knowledge as social text. They say that academic text refers to the content ofthe lessons

and the structure oftbis content, while the social text involves expectations about

participation, in terms ofwho cao ta1k, when, where, how, with who~ and for what

purpose. They go on to say that these expectations for panicipation set the procedures for

lesson participatio~ such as students giving answers in turn, and waiting to be caIled upon

rather than shouting out answers. The academic and the social texts are said to co-occur

and are interrelated, with the academie text being embedded in and realized through a

social text (Green, Weade and Graham, 1988).

Erickson (1982) argues that soCÎolinguistically-oriented researchers have tended to

study mainly the social participation structure of lessons, whereas curriculum researchers

and cognitive scientists have concerned themselves primarily with the academic or

cognitive task structure of the (essons. Other researchers maintain that bath aspects,

academic and social, co-occur and are interrelated 50 that they ought to he considered

together in the study ofa teacherls behaviour in the classroom (Erickson, 1982~ Green et

al., 1988~ OI5O~ 1988~ Fox, 1993). It is for tbis reason that 1 look at bath the social and

academic components ofclassroom instruction, but from the persPective of the teachers.

This emic approach is in keeping with the growing empirical evidence that cognition is not

divided up among the areas of the mind, body, activity and culturally organïzed settings.
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Instead, there is growing evidence that it is distributed among ail these factors (Fox,

1993). The same is true of the methodological perspectives 1 have adopted for my study,

which are guided more by what is pragmatically appropriate for the investigation of my

problem, rather than being lied down to one particular perspective, which might or might

not apply to the context ofZimbabwe where my study is situated.

1. 5 Delineatjoo orthe Study

1 used Clark and Peterson's (1986) conceptual framework of teacher thought and

action as a basis for detining and deÜDeating my study. This conceptual framework is best

understood in tenns of how the two authors define teaching and leaming. Accordingly, it

is important that 1 first define the terms teaching and learning, to show clearly how they

are used throughout my study.

A concept can he defined in different ways dePellding on one's perspective.

Tochon and Dionne (1994) offer a broad and mutti-perspective definition ofteaching that

will fit in with the conceptual framework ofClark and Peterson which will be discussed in

the foUowing paragraphs. Tochon and Dionne (1994) describe teaching as "a dynamic

funetion between instructional design and pedagogy, that is, respectively, long-term

epistemic structures and short-term situated cognitions" (p.82). In tbis definition, the two

authors distinguish between preparations made by a teacher prior to encountering students

in class, which they call1ong-term epistemic structures, and the actual encounter in the

classroom, which they cali short-term situated cognition. For this study, the definition of

leaming is taken from Gee (1990) who, trom a sociological perspective, distinguishes

informai leaming, which he calls acquisition, from formalleaming. Acquisition is a

subconscious or informal process of learning through exposure, trial and error, and

practice within social groups. Formalleaming, on the other hand, is detined as a conscious

gain of knowledge through teaching or through certain life experiences that trigger

conscious retlection. From a cognitive perspective, learning is conceived as a process of

acquisition by an individual of specific skills or expertise (Lar~ 1989). The above
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definitional perspectives ofteaching and learning are ail used in my study, because they

complement rather than conftict with each other. The foUowing figure 1 illustrates the

conceptual framework ofteacher thought and action which 1 use to delineate my study.

Each of the features indicated by each concentric circle in figure 1 should be interpreted as

being present across ail the different layers of the concentric circles.
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According to Clark and Peterson (1986), the vast majority of work on the

cognitive processes involved in teaching has been condueted since 1976. The two authors

maintain that prior to 1975, the dominant paradigm was the process-produet approach to

the study of teaching effectiveness. This claim may not be an accurate portrait of research

in LI teaching, in which the proœss-produet approach was dominant in the early

seventies. According to Clark and Peterson (1986), the process-product studies were

mainly concemed with tinding the relationship between teachers' classroom behaviour,

students' classroom behaviour, and students' achievement. Woods (1996) also sees a shift

in research concems over the years from the original focus on the method of teaching as it

affects the leamer and leaming processes to the present focus on the classroom setting in

wbich fonnalleaming is taking place.

According to my conceptual framework in figure l, and according ta the

definitions ofteaching given earlier, there are two areas that are involved in the process of

teaching. They are teachers' thought processes and teachers' actions and their observable

etfects. Although the two areas in the ftamework are reciprocally related, and therefore

should ideally be studied together, my study will focus on thought processes oftwo

teachers, as revealed by their actions and behaviours. The study does not look at the

observable etfects of the teachers thought processes and actions, except in very general

terms, as tbis would necessitate a separate study. Instead, my main concem is to find out

the two teachers' beliefs about ESL instruction ftom their own perspective. Specifie areas

for investigation are: (i) the teachers' theories and beliefs (ii) their planning and (iü) the

teachers' interactive thoughts and decisions, as shown in figure 1.

From a cognitive perspective, a teachers theories cao be taken to represent bis or

her domain, also calIed tacit knowledge~ and a teacher's beliefs cao also be called bis

personal knowledge. Domain and personal knowledge cao exist in either declarative or

procedural fonn. In a teaching situation, there can be tension and contradictions between

domain and personal knowledge, except where, as will he explained in chapter two under

the definition ofbeüe( bath theory and beliefhave become integrated, by so resolving the

possible tension and contradictions that can exist between them. There cao also he



•

•

10

tensions and contradictions among beliefs (Rokeach, 1968; Maguire, 1989). Thus, one

can say that both the domain knowledge and the teacher's beliefs are involved in a

teacher's planning, interactive thoughts and decisions, with each vying for influence over

the other. From my study, 1 argue that it is the teacher's heliefs that have the stronger

influence on a teacber's planning, interactive thoughts and decisions. In other words, my

argument is that teaching, irrespective ofother contextual variables that may also come

into play, is intluenced MOst strong(y by a teacber's beliefs.

The teaching aet involves both the social and cognitive companents. A teacher's

interactive thoughts and decisions are bis or her moment-to-moment actions while

carrying out the aetual task of instruction, which task is modified by prevailing

instruetional contexts. We cao infer a teacher's beliefs about bis or ber teaching trom bis

or her plans, classroom behaviours and artifacts. A teacbers plan cao be seen as bis or her

hypothesis, or idealised schema wbich is to he realised in focal teaching (Suclunan, 1987;

Ym, 1993; Seliger and Shahomy, 1990; Nationallnstitute ofEducation, 1975). Thus~ in

my conceptual framewo~ we have the four major companents ofthe teaching task with

wbich this study is concemed. These are thedo~ the teachers' personal knowledge,

their plans, and tbeir actions. AU ofthese must he investigated in a valid study of teachers'

beliefs, as Pajares (1992) argues: "It is also clear that, if reasonable inferences about

beliefs require assessments of what individuals say, intend~ and do~ tben teachers' verbal

expressions, predispositions to aetio~ and teaching behaviours must ail he included in

assessments ofbeliefs" (p. 327).

Inconsistencies are often found between what we know~ what we believe, what we

would like to do, and what we actua1ly do (Johnson, 1992). An explanation for tbis

inconsistency may he found in one of the basic assumptions of the mental model (NeweU

and Simon, 1972), which assumes that a person's knowledge output, whether declarative

or procedural~ is a mental representation ofhis or her cognitive knowledge strueture.

According to tbis assumptio~ ifthere were no contextual factors outside the mind, one

would expect a perfect match between the two, the mental representation and observable

behaviour. But teaching does not occur in a vacuum or in the mind alone, but in a social
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contexty which Clark and Peterson (1986) refer to as constraints and opportunities. Thus,

Clark and Peterson (1986) argue that a complete understanding orthe pracess ofteaching

also demands an understanding ofthe constraints and opportunities that impinge on the

teacher. It is these constraints and opportunities that account for the inconsistencies

among the four components ofteaching mentioned earlïer. Examples ofthese constraints

and opportunities, their definitions and distinctiODSy are dealt with in chapter two. They

occur at the internationallevel, al the nationallevel ofgovemment, al the regionallevel, as

weU as in the home environment, the neighbourhoocl and the school (see Mayhery 1990).

1. 6 Contribution to Know1edlle

This study contributes to knowledge in two ways. Firstly, it contributes some fresh

insights into the on-going debate among applied Iinguists on classroom research and

theoretically and practically sound methods ofteaching in general, and on ESL teaching in

Zimbabwe in particu1ar. Insights ioto how teachers perceive their teaching are ofdirect

benefit ta teacher educatio~ because the ultimate objective ofclassroom research is to

improve the pupils' leaming of instroetional content through the development of sound

teacher education programmes.

Secondly, the study makes a contribution to research methodology, because it uses

multiple techniques ofdata coUeeting, processing and analysis. The approach gives a

holistic approach to the study ofclassroom interaction through the process of triangulated

results for cross-validation measurement. The qualitative approach to classroom research

adopted for tbis study is bath comprehensive and unique in that it investigates bath the

social and academic components of sociaUy-situated ESL instruction, with a view to

finding empiricaUy how the two co-occur in focal teaching. To my knowledge, no similar

investigation involving both the social and academic components of instruction, using an

embedded case study design, multi-method and multi-data coUection and analysis

techniques7 bas been done in ESL instruction at secondary schoollevel in a developing

country like Zimbabwe with a vastly different socio-linguistic setting from that of
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developed countries7 such as America and Britain, as the next chapter iUustrates.
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CHAPTER 1: THE STUDY'S NESTED CONTEXTS

Chapter two has two sections. Section one describes the nested contexts for the

two case studies at the international and nationallevels. This contextual information

covers the geographica1, historical, social, political, economic and educational aspects of

the case studies. Section two presents contextual descriptions of the two case studies at

the levels ofthe province, the school and the classroom. Criteria are given for choosing

the two schools and the two teachers, as weil as background information on them. Most

of the contextual information in tbis chapter was coUected during 6eldwork.

2 A: Nested Contexts at the International and National Levels

My study uses an ernbedded case study approach. Figure 2 illustrates the ditrerent

levels implicated in the design. My approach to the discussion in tbis cbapter is to move

from the outer circles ofthe embedded case study to the inner circles, as iIIustrated in

figure 2.
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Yin (1986) defines a case study as "an empirical inquiry that investigates a

contemporary phenomenon within its real-life context~ when the boundaries between the

phenomenon and context are not clearly evidenced~ and in which multiple sources of

evidence are used" (p.23). My study, which looks at ESL teaching in Zimbabwe within its

real-life contexts, bas no control over these contexts and the way they may impinge on the

teaching, but seeks instead to understand the process through which they do tbis

(Maguire, 1989~ Hammersley and Atkinson, 1993~ Seliger and Shohamy, 1990). In

general, case studies are an appropriate strategy in a study where "howll and "why"

questions are posed, where the researcher bas little control over the events and where the

subject of investigation is within sorne real-life context (Yin, 1986~ Yin, 1993; Heras,

1994). Because ofthis, it is imponant that my research design involve flexible, reflexive

and recursive processes which operate throughout every stage of the study.

A case study design also enables me to compare the two selected teachers

operating in a more or less similar context, and to generate hypotheses ftom tbis

comparison, within a naturaI setting ofteaching and learning. An investigation of teachers'

beliefs particularly requires a research design that takes ioto consideration the real life

context of the phenomenon to be investigated. This is because a teacher's belief system

May be modified by context in which he or she operates, as Abelson (1979) points out:

At one extreme, as in many teaching systems, the teacher's behaviour may be
rigidly regimented by a supervisor or the method or materials may become a virtual
script for the lesson. Teachers are held responsible for getting students through the
materiaI and exams that test whether the material was leamed and are observed
and evaluated on their adherence to the IImethod ll (p.118).

At the other extreme is a situation in which the leamer may he responsible for

structuring the course (Abelson, 1979). In bath situations, the ways in which a teacher's

beliefs operate in the classroom are determined by the contexts ofthe teaching system.

This has implications for the design ofthis present study, such as the need to document

fully the contexts in which the two teachers in my study work.

The nested contexts described in this chapter are specifically relevant to ESL
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teaching in Zimbabwe at the secondary schoollevel. The background infonnation or

nested contexts are necessary for a better understanding and appreciation ofthe

instruetional issues raised and discussed in chapters five and six on results (Maguire,

1989). The political and socio-cultural context ofESL teaching in Zimbabwe is also very

imponant for the two case studies because the environment in which the teachers operate

has a bearing on their classroom behaviour. Ulicbny and Watson-Gegeo (1989), citing

MeNeill's (1986) argument, say:

Patterns in the classroom are linked to the reward structure bullt into schools as
bureaucratie institutions. Teachers normally have no input into the organisational
structure of the schoal, which is managed by local authorities and school
administrators, and a1tered by periodic reform initiatives. A chain of authority trom
school administrators to staffdevelopers decides class loads, class compositio~
curricula, and schedules. The only place teachers exercise control is in their
classrooms. In faet, they must demonstrate control, in the form ofdisciplined
students and acceptable test scores, in order to he rewarded in the system (pp. 234
- 5)

A number of studies have shown the enormous contextual constraints under which

classroom teachers MaY he forced to work (e.g. studies by ludd, in Long and Richards,

1987; Duranti, 1992; Ulichnyand Watson-Gegeo, 1989; Kleinsasser, 1993). These

contextual influences on language teaching MaY not he self-evideR~ although they rnay

sometimes aet as a constraint or an enhancement ofopportunities for language teaching

(Stern, 1983).

2. 1Zimbabwe' BrieCGeopphicaJ Seuioa

Zimbabwe is a landlocked country with a total area of about 391, 000 square

kilometres, about the size ofCalifornia, or 60010 greater than the United Kingdom. The

whole country lies Rorth of the Tropic ofCapricom, between latitudes 15 degrees 33

minutes and 22 degrees 24 minutes (Stoneman and Cliffet 1989). The following map of

southem Africa shows the position ofthe country within the continent of Africa. The map
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ofZimbabwe shows the nine political and educational administrative provinces and major

towns. The capital city, Harare, forms the ninth province in its own right. This study was

carried out in the province ofMashonaland East, whose provincial capital is Marondera.
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Zimbabwe has a sub-tropical climate with two main seasons of summer and winter.

Summers are wet and last from November to March. The dry winter season is from May

to August (Sîmson, 1979). About eighty percent ofthe country is high veldt~ over 2000

feet~ and this bas the etTect ofmoderating the potentially hot temperatures in summer. The

average temperature is 22 degrees centigrade in the hottest month ofOctober~and 13

degrees centigrade in the coldest month ofJuly. In the low veldt, temperatures average

between 20 degrees centigrade and 30 degrees centigrade (Sïmson, 1979). The total

population estimate in 1992 was 10.8 million (Weiss~ 1994). According to Stoneman and

Cliffe (1989)~ Shonas make up 75% of the population, Ndebeles, 190At and others about

60/0. Others include Whites, mostly ofEuropean ori~ Tonga, Venda and Sbangaan. The

different first languages in Zimbabwe are not mutually comprehensible. Nearly ha1fofthe

white population left the country at independence, and those that remained make up

about 2% ofthe total population. About 4 million ofthe population is urbanised, although

many of the urbanised blacks still maintain both direct and indirect links with the rural

areas.

The three major languages spoken in the country as LI are Shona (75%), Ndebele

(190110), English (2%). Others make up 4% and include Tonga, Venda and Shangaan

(Stoneman and Cliffe, 1989). English is the official language; and Shona and Ndebele are

national languages. A national language is one that is used for official purposes in such

public places as parliament and law courts, besides having a social purpose.

2. 2 Pre-independeoce Zimbabwe

2.2.1 Historical Backamund

Zimbabwe is a former colony ofBritain. ColoniaJism in Zimbabwe is better

understood in the context of international colonialism, as this was not an experience

peculiar to Zimbabwe. A brief look at colonialism in the larger world context will be

followed by a brief history ofthe colonial experience in Zimbabwe.
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ln his discussion ofcolonialism, Perley (1993) distinguishes two types of

colonialism. The first type is what is normally understood as colonialism, namely,

domination ofa geographically politica1 unit by a difTerent race or culture. An example of

this is what took place in MOst parts of Africa saon after the Berlin Conference in 1884 ­

5. Characteristics of tbis traditional colonialism, according to Perley (1993), are

exploitation of the 1an<L raw materials, and labour of the colonised nations, whose values

are also eroded. The colonizer is discriminatory and oppressive and the colonised nation

becomes a dependant of the colonizer.

The second type ofcolonialism discussed by Perley (1993) is internai colonialism,

which has ilS roots in traditional colonialism. This kind ofcolonialism bas four

components, which Perley (1993: 119) gives as (a) forced involuntary entry (h)

suppressio~ transformation or destruction ofnative values, orientation and ways of life (c)

using education and missionaries to manipulate and manage the colonized (d) domination,

exploitation and oppression ofthe colonized who are looked upon as inferior. To achieve

the four objectives above, education is planned and controUed by the colonisers to serve

their interests. Missionaries work to destroy the national way of life ofthe colonised.

Perley (1993) then gives examples ofhow the four components of internai colonialism

above have been applied to subjugate the Indian people ofNorth America, Welsh and the

Australian Aboriginals.

Welch (1988) also discusses the same theory of internai colonialism as Perley

(1993) does~ but with special reference to ilS application to the Aborigines of Australia,

where missionaries are said to have imposed their spiritual and material superiority over

the natives~ and where education still serves "as an instrument ofinternal colonialism by

socializing the colonised into an acceptance ofinferior status, power and wealth" (p. 206).

In the same context, Welch (1988) also discusses other victims ofintemal colonialism,

such as black South Afiicans and North and Latin American Indians. 1 tum now to the

situation in Zimbabwe with regards 10 the colonial experience there.

According to Simson (1979), present-day Zimbabwe was peopled as early as

400,000 Be by Bantu people who make up the majority ofthe country's present



•

•

21

population. These Bantu people had migrated from the nonh of the continent by the

founh century AD (Simson, 1979). After the Berlin Conference in 1884 -S, Cecil John

Rhodes planned to open a road trom the Cape, in South Atii~ to CUro, in North Afiica.

This led to the colonisation ofRhodesia in 1890, which was later named after hint

(Man~ 1986).

Zimbabwe experienced the traditional type ofcolonialism described by Parley

( 1993). During colonial rule, the African chiefs, who had been the ttaditional rulers ofthe

land, lost their power. Instead, the Native Commissioners and missionaries were supposed

to represent Black interests (Maravanyika, 1990; Chiwome, 1996). Linden (1980) says

that the colonisation ofZimbabwe in 1890 "brought the Zimbabwe people into the world

stage as wage-labourers, competing farmers and labour tenants" (p.3). Except for sixteen

years, from 1965 to 1980, under the Unilateral Declaration of Independence (VOn,

Rhodesia remained a British colony up until 1980 when the country gained independence.

Today, Zimbabwe is a member ofthe Commonwealth, among other organisations.

2.2.2 Economje life

On the Zimbabwean economy and society before independence, Sîmson (1979)

observes: "The Zimbabwean economy and society are extremely dualistic, in aU spheres of

sociallife. A sharp dividing line exists between whites and blacks" (p. 1). The Zimbabwean

economy in the pre-independence era was a1ways dominated by whites in the sectors of

fanning, mining, industry and commerce. Asians of Indian origjn were mainly found in the

commercial sector while most Whites were in farming and industry, with Blacks providing

most of the labour for these sectors (Simson, 1979). Zimbabwe's economy before and

after independence bas been based largely on agriculture and mining. The country's main

exports were and still are tobacco, asbestos, goId, meat, copper, chrome ore, raw sugar

and clothing (Simson, 1979).
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2.2.3 Social liCe

ZiJnbabwean society before and also after independence bas always been split ioto

urban and rural dweUers. Although the rural-to-urban drift is now growing fast, before

independence eighty percent ofthe population of the country lived in the rural aceas. At

independence in 1980, Weiss (1994) gives the rural population as 60%. Simsen (1919)

says that the urban African population was disproportionately made up of working-age

males and to a lesser degree females. The main cause ofthe drift by mostly young people

to the urban centres was economic. However, most adult Aftican men circulated

continually between town and country. They went to town ta seek work that would give

them money with which to supplement subsistence farming in the rural areas. Simsen

(1979), writing before independence, says "500.!c. to 6OO.!c. of the Afiican households in the

rural areas are partly or whoUy dependent on incames eamed in the wage economy, rather

than from subsistence farming" (p. 10). A majority ofthe Afiicans who came to urban

centres to work a1ways regarded the rural areas as their permanent homes, where they

would eventually retire and die (Linden, 1980). The attachInent to the land by the majority

of the Africans is said to he immensely strong and religious (Linden, 1980).

The urbanization of Afiican workers a10ng the patterns described earlier brought

about the disruption of the African family. For example, the drift into urban centres of the

young people left an excess ofold people in the rural areas who were not able to work on

the land produetively. Urban working men were able ta visit their families only

occasionally during leave or public holidays. Sometimes the wife and children visited the

man in town during winter, when there was less work to do on the land (Chavhunduka,

1970). However, as more people were coming iota towns to work, the link between the

urban and the rural got weaker and weaker, as is described in the section on sociallife

after independence.

Zimbabwean culture before and after independence is as much a produet of

European as weU as indigenous influences. Although the country is mostly Christian, tbis

Christianity is often married with indigenous religion (Stoneman and ClitTe, 1989). This is
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why Sïmson (1979) says that the majority of the Aftican population in Zimbabwe is not

Christian in the true sense ofthe word: the majority "believe in traditional religion or

independent Aftican sects which combine Christian and traditional spiritual beliefs and

practices" (p. 4) (see also Rajan, 1996, for a similar situation in Kenya). In 1978, out ofa

population ofseven million Afiicans, about one million were members ofChristian

churches t with the Catholics Conning the largest group (Sim5On, 1979). The wlûte

population al that time was Christian and predominantly Protestant.

2.2.4 Education

The education system in pre-independence Zimbabwe was divided into three

separate systems: the European education system, the Coloured and Indian education

system, and the African education system. My discussion of pre-independence education

in Zimbabwe is with special reference to the Aftican education system and ESL. As in

many Aftican countries, early education in Zimbabwe was associated with early

missionary efforts to teach Africans to read and write, 50 that they could read the Bible for

themselves (Maravanyika, 1990; Chiwome, 1996). Atkinson (1972) says that contact

between local African peoples and white missionaries in Zimbabwe began ha1fa century

before European settlers moved in in 1890. For example, in 1859, the mission at Inyati

was founded by the London Missionary Society. Linden (1980) says that the missionaries

saw education, coupled with the work of hospitals and dispensariest as their contribution

to the African people: "the Rhodesian church was almost entirely recruited from school

converts" (p.41). As a result, it is said that in the local language, Shon&, going to school

and going to church became synonrmous.

The tirst Roman Catholic mission at Empandeni predates the settler occupation of

Zimbabwe in 1890. The Dutch Reformed Church had its earliest mission established at

Morgenster in 1891. The first secondary school for Africans in Zimbabwe was established

at St. Augustine's, Penhalonga, in 1939, by the Anglicans. As in many parts of the

Commonwealth, the expansion in secondary education was greatly influenced by
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examining bodies in the United Kingdom, such as those at Cambridge and London

University (Atkinson, 1972).

At first the colonial government opPOsed the idea ofeducating local Afiicans,

because ofa fear of insecurity: "The feeling of in5eCUrity among the European community

has frequently proved a decisive factor in the development ofeducational policy in

Rhodesia" (Atkinson, 1972, p.4). In order to put ail educational matters under their

controL the colonial govemment introduced the system ofgrants to those schools that

toed the govemment line, and most mission..run schools feU victim to this, as they needed

money for their operation. The limitations on Aftican education that were set by the

government resulted in Afiican education being limited to producing workers for

agriculture and industry. Atkinson (1972) says that up ta the early 19405 the ooly available

fonn of schooling for the Africans was at the elementary level.

The tirst government secondary scbools were Goromonzi and Fletcher high

schools, whicb were opened in 1946 and 1957 respectively. Previous to that, there had

ooly been two industrial $Chools for Africans, one at Domboshawa, opened in 1920, and

the other at Tjolotjlo, founded in 1922. Most schoals in Zimbabwe today were founded by

the missionaries, a1though many were handed ovec to local authorities over the years,

through government coercion.

Apart from the tinancial constraints that were faced by the early mission schools,

there was also the probiem ofgetting qualified teachers to staff them. The country did not

have a teachers' coUege of its own, until the first European teachers' coUege was

established at Evelyn High School, Bulawayo, in 1918; and it was not until much later that

African teachers for the Afiican schoals were trained in the country. For exarnple, in 1929,

out ofa total of 1,723 Afiican teachers in primary schools, 1,624 held qualifications lower

than standard six, which is eight years of primary education (Atkinson, 1972).

From the outset, it had been decided that the teaching ofEnglish, which was the

country's official language, would help to bring about senier influence on the local

Africans. Accordingly, an educational Ordinance was passed in 1903 which recommended

that Afiican pupils be taught to speak and understand the English language. This was
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intended for purely funetional purposes (Atkinso~ 1972). For example, one inspector of

schools quoted in Atkinson (1972:90) had this to sayon the issue: "Injustice arises tram

the faet that natives and whites are mutually uninteUigible, and tbis might he made to

disappear gradually ifunderstanding the English language was insisted 00".

But the teaching ofEngiish to Afiicans met with a lot of problems. To begin with,

the European fanners, who were conservative and consisted mostly of people of Afrikaans

stock, resisted the attempt ta introduce English and preferred a pidgin language, called

Chi/apa/apa, which was widely used on white fanns. Chi/apalapa is a mixture ofBantu

languages, Afrikaans and Eoglish. Atkinson (1972) says that the teachers who were

supposed to teach Eoglish to African students had no guidance 00 ESL teaching, as this

knowledge was virtually non-existent in the country. As a result, they reüed on the "rough

and reading fashioo ofthe phrase book" that had been developed by Jesuit Fathers at

Chishawasha Mission and recommended by the School Inspectors, a procedure which

produced ooly poor results (Atkinso~ 1972).

The curriculum for both White and Black schaols in pre-independence Zimbabwe

was modeUed on the British system. Atkinson (1972: 13) explains its main weakness for

Zimbabwe: the faet that it was too bookish and the reasons for tbis:

No doubt this was partly due to the Africans' own preference for book-work ­
something which he saw as a necessary preparation for the sedentary occupations
capable of bringing him nearest to the prestige and influence ofEuropean
civilization. This preference was not without sorne justification in view ofthe faet
that book-training was essentiaJ for admission to such avenues ofemployment as
teaching, catechetical and clerical work, commerce and the üke. Yet there a1so
appears to have been a tendency among educational administrators - whether they
found themselves in govemment or missionary services - to take their blue- prints
for educational planning direct ftom overseas, with remarkably litt1e attempt to re­
adapt them to the needs ofan African background.

According to Challis (1980), pre-independence schools in Zimbabwe were

primarily for the maintenance ofEuropean political power and moral responsibility, ail

geared specifica1ly at "the promotion ofBritish empire loyalty and Public school ideal"
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(p.53). These ideals were greatly stimulated by "the recruitment ofsenior teachers and

members of the inspectorate who had received the education ofgentlemen" (p. 53).

2 3 POSl-indcpendeo" Zimbabwe

2 3 J The Economie Situation

Weiss (1994) provides a comprehensive account of the economic and sociallife in

Zimbabwe after independence in 1980. At independence, there was an attempt by the new

black govemment to foUow a socialist transformation, but various factors, global and

domestic, forced the country into establishing a free-market economy (Weiss, 1994;

MaravanYika, 1990). Independence ushered in economic opportunities for blacks who in

the pre-independence era had been marginalised economically, educationaUy and socially.

With independence there emerged a new class of 'elite blacks with a lifestyle distinct from

that of the peasants and the low-incorne urban black workers. The black 'elite's lifestyle

and interests began to match those of the whites who had been the rulers of the land

before independence. This new class ofblacks is made up ofeducated professionals and

business leadership (Weiss, 1994). Most businesses nm by tbis 'elite are commercial, such

as tiquor stores, and agricultural. Weiss (1994) says that after independence "few blacks

entered the manufaeturing industry because of a lack ofcapital and expenise" (p. 141).

The start of the 1990s saw efforts by the new black govemment to empower

blacks economicaUy. Weiss (1994) gives a few examples to demonstrate this. In 1990, the

Indigenous Business Development Couneil (IBDC) was instituted to advise its members

and educate them on how to identify business opportunities, as weU as to seek donor

funds which were to be channeUed to its members. One of the major objectives of the

Small Enterprise Development Corporation (SEDICO) is to seek funds to train black

businessmen and wornen (Weiss, 1994). The new blaek government bas also entered into

business ventures7 such as in mining, banking and the media (Weiss, 1994).
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2.3.2 The Social Situation

The rural-to-urban drift still continued after independenœ; and it was usually the

low-income earners who looked upon the rural areas as their retirement homes. For the

black elite', the ünk between the urban and the rural areas weakened, as did the traditional

bonds of the extended family which were increasingly strained by the pressures of the

modem economy, forcing many of the black elite' and indeed many others to restriet their

attention to their nuclear familles. On the condition ofthe workers and peasants after

independence, Weiss (1994: 144), says: "... by the 1990s MOst peasants had not risen

above subsistenœ levels. The buying power of the urban low-incorne group had also not

improved over the 1980 level". Books and educational media in both LI and L2 are searce

resources for these ecomomicaJly-disadvantaged groups.

Meanwhile, the incorne gap between the new 'elite and the workers, the petit

bourgeoisie and the peasants, continued ta widen. After independenœ the rural-to-urban

drift intensified. Weiss (1994) says that in the 19905, some four million out of ten million

blacks were urbanised. After independence, the education system continued to produce

significant numbers of academically qualified high schoal graduates for white coUar jobs,

which were, however, very scarce. The large unemployment pool of schoal leavers

therefore grew up. Weiss (1994) puts the figure at 90,000 schoolleavers per year.

Unemployment among urban youth was recently estimated at 45% and that for rural youth

al 15% (Weiss, 1994).

At independence, the new government initiated arnbitious social programmes in

education and health eue which cost the govemment enormous amounts of money.

However, as the economy could not support and sustain these social programmes, the

quality of the service they provided was eroded. This mainly affected the poorer urban and

rural dweUers. The new black elite', who could afford the high fees, sent their children to

very expensive private schools~ and depended for their health care on similarly expensive

private clinics.

It soon became apparent that the economy of independent Zimbabwe could Dot
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support and sustain the ambitious social reform programmes initiated at independence; and

the govemment was forced to adopt some structural adjustment to the economy to save it

from colJapsing. In 1990, the government accepted the IMFJWorld Bank Economical

Structural Adjustment Programme (ESAP) (Weiss, 1994); and the programme bas gone

through various phases up to the time of tbis present study.

2.3.3 Education

In his paper on Zimbabwean education, in The World Bank Report Number 91 of

1990, Maravanyika argues that "pre-independence education policies are still a very strong

factor in influencing envisaged post-independence policy changes" (p. 1). He gives three

reasons for the lack ofqualitative transformation in the Zimbabwean education system. At

independence in 1980, the new black govemment advocated an education system that

would develop along socialist lines. But, as the new govemment did not have the

economic muscle to effect this new direction in educational policy, it became more ofan

empty slogan than a reality. On tbis, Maravanyika (1990: 1) observes: ".... in spite of the

post-independence enunciations that education should develop along socialist lines, more

has been achieved in quantitative changes of the inherited system than in its qualitative

transformation" .

The second reason Maravanyika gives for lack ofchange in the education system

has to do with a lack ofcoordination on the pan of the policy-makers between the socio­

cultural processes and the educational plans. And the third reason is that the policy-makers

are themselves products of pre-independence education, a factor that tends ta make them

want for their children the same kind ofeducation they themselves received, an education

they believe wiU make their children escape trom rural poverty. These problems are not

ooly peculiar to Zimbabwe, but accur "... in other developing countries, especially in

Africa at analogous periods in their histories" (Maravanyika, 1990, p. 2). FoUowing is a

description of the Zimbabwean system ofeducation in post-independence Zimbabwe in

which my two case studies are situated.
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The stD1etwe of the mjnisJY ofeducatioQ

The foUowing figure 4 summarises the structure of the Ministry ofEducation in

which the two teachers selected for this study, Wdlie and Cathy, worked . The double

arrows in the figure indicate a two-way communication channel. As mentioned earlier,

there are DÎne educational regioDS in the country. Each region is headed by a Regional

Director, who is equivalent ta a Chief Education Officer.
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Fiaure 4: The structure of the Ministry ofEducation

Composed ITom data obtained in an interview with Sam, Mashonaland East Regional

Director ofEducation, March, 1997.
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After the Regional Director come two deputies, one for primary schools and the

other for secondary schools. Below the deputies there are a number ofEducation

Officers·. At secondary schoal level, the education officers are responsible for ditrerent

subject areas. They visit schools to monitor and nunure the standards of teaching and

learning in their subject areas. In the primary school section, education officers are

responsible for supervising at the provinciallevel ail the subjects on the curriculum. Below

them are District Education Officers, who are responsible for a circuit, a group of schaols

in a specific zone or district. At the schoollevel, we have the Headmaster and the deputy,

foUowed by the Senior Teacher and the Head of Department, in that order.

The sçhooJ curriculum

The Ministry of Education's Curriculum Development Unit is responsible for the

development ofail curricula for both primary and secondary schools. The Zimbabwean

system ofeducation is still very much a model ofpre-independence education syst~

which continued to he modeUed on the old British system, long after it had disappeared

from Britain itself Weiss (1994) bas this to sayon tbis point: "Foreigners were dismayed

at the rigidity of the Zimbabwe's school syst~ modeUed on white pre-independence

education. It surprised visitors to see black boys in fonnal attire, with blazers, ties and

caps, even old-style boaters" (p.116). This rigidity in the school system is also reflected in

the curriculum, which is stiU largely pre-independence and conservative (Maravanyik~

1990). On tbis, Stoneman and Cliffe (1989: 170) note: "An equally serious problem has

been the limited degree of change in the curriculum. Despite new syUabuses at primary and

secondary levels, classroom praetice obstinately remains set in a pre-independence mould" .

Stoneman and Cliffe (1989) cite the inadequacy ofteacher training, the high number of

unqualified and under-qualified teachers and insufficient investment in facilities and

1In the past, Education Officers in Zimbabwe were called inspectors. Their raie was like
that of the old inspectors in Canada before there were consultants in School Boards. But
Education Officers in Zimbabwe still Perform the same evaluative roles.
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equipment as some of the major causes ofJack of innovation in the curriculum and its

implementation. The two authors conclude that as a result "classroom praetice often

remains tied to rote-leaming of faets" (p. 17). Atkinson (1972) describes pre-independence

education in Zimbabwe as "too bookish", an observation that can still he seen in the post­

independence education situation. An example oftbis bookishness is the lack of an

alternative to the over- academic "0" level examination. However, Weiss (1994) says that

in the private schools, there is a definite move towards more modem methods of teaching.

Maravanyika (1990:3) sees a lack of change in the curriculum as part ofa generallack of

desire for change at a11levels of the country's society: " ... the majority of the PeOple did

not a1ways regard independenœ as an opportunity to transform society but as an

opportunity to have access to those social, economic, political and educational institutions

that they felt they had been denied".

The sçbool IYstem

The school system follows the 7- 6- 3 educational pattern. Primary school in

Zimbabwe is for seven years. In the infant grades, one to three, instruction is in the child's

first language, with English being taught as a subject a10ng with the rest of the other

subjects on the curriculum. At present, Shona and Ndebele are the two indigenous

languages used for instruction in the infant grades. Current government policy is to extend

instruction in LI in the first three grades to cover indigenous minority language groups,

such as Tonga, Venda and Shangaan. These minority language groups form about 4% of

the country's total population. From grade four ofprimary school, except in the teaching

of indigenous languages, the official policy is to give instruction in English in all other

subjects on the school curriculum.

At the end ofseven years ofprimary education, students take a public exam, the

Grade seven exam. Entry into secondary school is competitive, based on the results of the

Grade seven exam. At the end of the first two years of secondary school, students take

another public exam, the Zimbabwe Junior Certificate Examination (ZJC). A majority of
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students leave school after a four-year secondary educatio~ marked by the '0' level

exams, meaning ordinary level. Those who pass "0" level join the labour market or follow

training in various professions, such as in education, health and agriculture. But not ail can

be absorbed into the labour market. Unemployment among these and other schoolleavers

is very high. According to the 1991 Intercensal Demographie Survey, 57% ofsecondary

schoolleavers were unemployed. Currently, the national unemployment rate is gjven as

45% (Dakwa, 1997).

At the end of six years of secondary schooling, students sit the'A' level exam,

meaning advanced level, and there is a stitfcompetition to enter the country's six

universities. Entry is based on the results of this exam. The University ofZimbabwe is the

largest absorber of 'A' level graduates. The other tive universities, National University of

Science and Technology, Afiica University, Solusi University, Gweru University and the

Great Zimbabwe University are still in their infancy, and their total enrolments are very

small compared to that of the University ofZimbabwe, which is about 9,000. Currently

there is talk ofplans ta build and open more universities in the country, such as The

Catholic and Open Universities, ta cater for the many "A" level graduates who are failing

to secure places at existing universities in the country.

Scbool terms (semcsters)

The academic year in Zimbabwe for teachers' coUeges, primary and secondary

schools $larts from mid-January and ends around the tir$l week ofDecember. There are

three school vacations during the year. The tir$l one is from approximately mid-April to

about beginning ofMay~ the second is ftom mid-August to early September~ and the third

from early December ta mid-January. Currently, the country's universities, such as the

University of Zimbabwe, whose academic calendar years used to run trom mid-March to

the end of December, are in the process ofchangjng to the semester system similar to that

of European and North American universities.
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leaçbcr education cenues in Zimbabwe

Table 1 shows teacher education coUeges in Zimbabwe, and the nature of the

programmes they offer.
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Table 1

Teacber Education Centres in Zimbabwe and tbejr PrQ&WJlIDCS

Name of Teaehers' Minimum Academie Length of Level Taught by

College Entry Qualification Programme Teaeher

Belvedere (a)Post-"O" Level (a)Three Years Secondary(Acadeoüe

(Academie) (h) Post- (Academie) (b) &, Technical)

agrieultural Diploma Sixteen Months

in Edu. (e) Post_ItO" (Technica1) (e) Four

Level Voc-technical Years (vocational)

Bondolfi "0" Level Three Years Primary

Chinhoyi post_Iton Level Voc- Four Years Secondary (Voe-

technical technical)

Gwanda "0" Level (ZINTEC) Four Years Primary

Gweru (a) Post-agrie. (a) Sïxteen Months Secondary (Technical

Diploma in Edu.(b) (b)Three Years (e) &, Academie)

"0" Level (H. Two years (d) Three

Economies) (c) Post- Years

"A" Level Dip. Ed.

(d) Post-"A" Level

B.Ed. (science)

Hillside (a) post_no" Level (a)Three Years Secondary (Fine Arts

(Fine Arts) (h) Post- (b)Two Years &, Academie)

"A" Level (Academie)

(Academie)

Marymount "0" Level Three Years Primary

Masvingo "0" Level Three Years Primary

Mkoba "0" Level Three Years Primary
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Mutare "0" Level Three Years Secondary

Morgan "0" Level (ZINTEC) Four Years Primary

Morgenster "0" Level Three Years Primary

Nyadire "0" Level Three Years Primary

Seke "0" Level Three Years Primary

United CoUege of "Olt Level Three Years Primary

Education
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Programmes in the teachers' coUeges in Table 1 are a1ways changing in arder ta

meet current requirements for teachers for the country. The University ofZimbabwe and

ilS affiliate, the University CoUege ofBindur~ are currently the only centres producing

university graduate teachers for the country. Teacher training programmes are still in the

pipeline in the other five universities. Of the Meen teachers' coUeges listed in Table 1, five

offer secondary school training; these are Belvedere, Chinhoyi , Gweru, Hillside, and

Mutare. The rest otfer training for primary schaol teachers. AIl the fifteen teachers'

coUeges in Table 1 are associate coUeges ofthe University ofZimbabwe.

Not aU the teachers working in the country's secondary schoals today come tram

the teachers' centres already mentioned. The foUowing Table 2 gives a range of sources of

secondary school teachers in Zimbabwe, ranging trom the untrained teacher ta the

certified honours graduate.
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Table 2

Zimbabwe Teacbers by Oualification in SCCOndl[)' Scbools in 1993

Qualification Male Female Total

Certified Honoors 314 126 440

Graduate

Certified Graduate 954 419 1373

Bachelorof 916 249 1165

Education

Uncertified Honours 446 145 591

Graduate

Uncertified Graduate 1007 547 1554

Zintec Graduate 156 61 217

"0" Levet plus 4 335 290 625

Years Training

(primary)

"0" Levet plus 4 3536 1778 5314

Years Training

(Secondary

Academie)

"0" Levet plus 4 824 480 1304

Years Training

(Secondary

Technical)

"0" Levet plus 3 533 353 886

Years Training

(primary)
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"0" Level plus 3 2163 1218 3381

Years Training

(Secondary

Academie)

"0" Level plus 3 385 321 706

Years Training

(Secondary

Technical)

"0" Level plus 2 83 50 133

Years Training

(primary)

"0" Level plus 2 248 106 354

Years Training

(Secondary

Academie)

110" Level plus 2 71 31 102

Years Training

(Seeondary

Teehnieal)

Junior Certificate plus 6 8 14

3 Years Training

Junior Certificate plus 21 15 36

2 Years Training

Standard 6 plus 2 34 14 48

Years Training

5 Years Teacher 27 7 34

Training
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4 Years Teacher 410 206 616

Training

Joumeyman 183 42 225

Zintec Trainee 72 43 115

Student Trainee 690 509 Il99

Non-teaching 126 68 194

Diplomas

Unrecognised Degree 119 52 171

Untrained 2338 872 3210

Total 1993 15997 8010 2400

Table 2 was composed ftom data obtained trom the Annual Repon of the Secretary for

Education and Culture of3 1 December, 1993, Zimbabwe Government Publications.
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There are a number ofstatistical points worth noting in table 2. The first one is that

the majority of secondary sc:hool teachers in 1993 were non-university graduates. The

other feature worth noting is that in 1993 there were still a large number ofuntrained

teachers in Zimbabwean secondary schools, a Iittle over one eighth ofail teachers in the

secondary schools. The majority ofsecondary school teachers in 1993 was made up of

post-"ü" level three-and-four-year trained teachers. Five years later, in 1998, 1 believe that

these trends have not changed very much.

Most ofthe untrained teachers in the secondary school came with the huge

expansion in secondary education soon after independence. For example, the number of

secondary schools increased from 177 at independence to 1206 in 1984, an increase of

681%. Total enrolment rose by 538% from 66,215 in 1980 to 422,538 during the same

period (Maravanyika, 1990). Table 3 ilIustrates tbis quantitative expansion in both primary

and secondary education.
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Table 3

PrimlQ' and SecondlQ' Scbools Enrolments· 1980 - 1995

Year Primary (in thousands) Secondary (in thousands)

1980 1~250 1~275

1981 1~750 1~800

1982 1,900 2~IOO

1983 2,000 2,280

1984 2,250 2,600

1985 2,250 2,650

1986 2,260 2,700

1987 2,260 2,800

1988 2,250 2,800

1989 2,255 2,850

1990 2,100 2,750

1991 2,270 2,900

1992 2,270 2,950

1993 2,300 3,000

1994 2,280 3,200

1995 2,290 3,300

Table 3 was composed from data obtained from Computers and Statistics Unit (1995),

Ministry of Education and Culture, Zimbabwe Government Publications.
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Stoneman and Clitre (1989) say that between 1979 and 1983, the proportion of

untrained teachers rose iTom 90,4 to 47%; and in the secondary s<:hools in 1985, 32% of

the teachers were untrained. Maravanyika (1990) says that by 1984, out ofthe 54,424

primary school teachers, 490,4 were untrained; of the secondary school teachers, 600A. were

either untrained or were operating above their levels. In an attempt to solve the problem of

untrained teachers, the govemment ofZimbabwe took two steps. First, expatriate teachers

were recruited, mainly tram Australia, Britain, Canada and West Germany. Secondly, a

four-year teacher distance education programme, caIIed ZINTEC, (Zimbabwe Integrated

National Training Education CoUege), was instituted in January, 1981, as an additionaI

teacher education programme (Chïvore, 1990). The main goal orthe programme, as

originally conceived, was to accelerate the production ofprimary $Chool teachers in a

cost-effective manner. Over the years, however, it bas been adapted according to the

country's changing needs for trained teachers, in terms of the form and pattern of training.

Ali trained teachers in Zimbabwe are currently able to gel a teaching job on

completion of their training, although this may he in remote areas where they may shun to

work. Trained teachers, particularly in science and maths, are stiU in great demand in

secondary and tertiary institutions.

Types ofsecondary scboo1s iD Zimbabwe

As we have seen, there are many categories of secondary school teachers, but there

are ooly three major types of secondary schools in the country. These categories are

mainly based on the resources available to a school; and tbis makes it possible to make

valid comparisons between schools in the same category and between schools in different

categories. In this study, 1 have used the three general categories used by the Mashonaland

East Regional Office ofEducation for its analysis of "0" level results in the province. My

discussion of school categories is limited to provincial rather than national figures, but

they cao he seen as representative of the whole country.

The tirst category includes ail the secondary boarding schools in the province. This
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category has some sub-categories, namely: private boarding schools, government boarding

schools and mission-run boarding schoals. The last sub-category, mission boarding school,

has the largest number of schools of tbis kind in the province.

Mission boarding schools have a long tradition; sorne ofthem date back to pre­

colonial days~ and over the years they have grown in size and established high standards of

education. As a resu1t, this type ofschool tends to be very POpuiar with exam-results­

cooscious parents and students. The mission schools have also been able to accumulate

significant teaching and leaming resources, such as books, over the long years of their

existence. Before independence, many of them received sorne financial aid from their

parent churches overseas. Because of the higb demand for places al these boarding

schools, many of them have strict entrance examinations for their Fonn one intakes, unlike

the rural and urban secondary day schoals that take in virtuaIly any Grade seven graduate

aspiring to a secondary education.

The second tyPe of secondary schoal covers aU govemment rural and urban day

schools. In the urban areas, these include the govemment, mission and municipal council­

run schools. In tenns ofteaching and leaming facilities, these schools are roughly the

same, except that the urban secondary day-school student tends to he more exposed to

pro-formal education learning experiences provided by bis or her environment. This type

of schoal is mainlya feature ofthe huge post-independence expansion in secondary

education. The two teachers selected for my study, Wtllie and Cathy, bath teach in tbis

type of schoal.

The third category is the rural secondary day $Chaol, most of whicb are run by the

local district council. This type of school is again a result ofthe huge expansion in

secondary education saon after indePendence. In terms of resources, tbis is the least weU­

provided, and yet it is one of the most common types of $Choal in the province in terms of

numbers. Mainly because ofthe lack ofresources, tbis lcind ofschool does not attract

qualified and effective teachers (Siyakwazi and Nyawaranda, 1993).

There is also a fourth group of scbools, but they are too few to he labelled a

category. These are the private, very expensive, well-equipped boarding schaols. This type
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of school has been included under category one already discussed.

The pattern of national exam results tended to follow the three main categories of

secondary schools described, as illustrated by the provincefs 1995 overall and English

Language "0" level restllts, shown in tables 4 and S. The great discrepancy in the

distribution of resources, material and human, is reflected in the results of the national

"0" level examination, shown in the two tables. It is clear that the pattern of restJlts is

determined by the differenœs between the three categories of school.

Table 4

Masbooalaod East 1995 "0" Level Overall pus Rate pet CateM0O' QfScbool

Txge of Scbool % Pus Rate posjtion in the

Re&ion

1) Boarding Scbools 53.9

2) Govt. Rural and Urban Day Schools 11.2

3) Rural Day Schools 5.7

N. B. A pass is five subjects or more including English.

2

3

Table 5

Mashonaland East 1995 "0" Level Eoalisb Lao&UliC Pus Rate "cr Scbool CateaolY

Tables 4 and 5 were composed trom data obtained tram Mashonaland East Regional

Office of Education, 1995 "0" Level Analysis of Results, Marondera.•

T~e of Scbool

1) Boarding Schools

2) Govt. Rural and Urban Day Schools

3) Rural Day Schools

°19 Pus Rate

59.3

17.3

8.7

Position in the

Re&ion

1

2

3
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Weiss (1994), cites the adverse economic conditions of the 19805, combined with

a high birth rate in the country, as being responsible for stalling 810wtb in school

enrolment, and for the deterioration in the quality ofeducation at a11levels. The countrys

resources have not kept up with the vast demand for education. The huge expansion in

education soon after independence was at the expense ofquality education.

A school with better teaching and leaming facilities tends to attcaet better qualified

teachers (Siyakwazi and Nyawaranda, 1993). This bas the etfeet ofleaving the remotest

parts ofthe country with the most poorly qualified teachers, a situation which results in

the perpetuation of poor quality education in these schools. Today, the govemment

seems to he fighting a losing battle in trying ta deploy teachers fairly and evenly to ail

parts of the country. For example, a policy to promote teachers based on their rural

service and to give them an aIlowance for working in the rural area was instituted soon

after independence. However, these incentives have since been abolished for lack of

money and a1sa because more teachers are being produced by teachers' coUeges.

Poor exam results could alsa be attributed to the type of exam the students are

made to take. Weiss (1994) argues that it is not good for ail Zimbabwean secondary

schools to aspire to British-style "0" levels. He suggests that students be streamed ta

accommodate the less academic children, as a way ofaddressing the problem ofthousands

of unemployed schoolleavers and the high number ofdropouts. It would appear that this

important issue bas not Yet received the serious consideration and debate that it deserves.

The place ofEnalisb in tbe secondlQ' $Cbool curriculum· Tbe di&lQssic situation

Furguson (1959), coined the terro diglossia ta refer to the difTerent funetions

assigned to one or more varieties of the same language in use in a speech community. This

definition of classical diglossia bas since been expanded to include the relationship

between one or more different languages. The superposed variety of language is referred

to as "High", and other varieties or languages "Low". Romaine (1995) says that "usuaUy

the more powerful groups in any society are able to force their language upon the less
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powerful" (p. 23). She gives an example ofFiniand, where the Sami (Lapps), Romanies

and Sweeds have to leam Finnish, while the Fions do not bave to leam these other

languages. Another example she gives is tbat of the Panjabi and Welsh speakers in Britain

who are expected to leam English, but the English-speaking people do not have to leam

these other languages. In Quebec, where Bill 101 made French the only official language

in the province, internai colonialism is said to operate because the bill tends to marginalise

the languages and cultures ofminority peoples (Romaine, 1995~ Meisel, 1978), including,

ironically enough, the use ofEnglish.

After the end of the apartheid regime in South Aftica, eleven languages were given

official status. Bm even in a situation where alllan8U8ges are given equal status in theory,

in practice there will always he one or a few among them that are "High", because

diglossia is a stable phenomenon (Romaine, 1995). In MOst countries ofAfrica., where

there are many indigenous languages, exoglossic language policies have been adopted for

political reasons, such as for nation building and for the convenience ofthe workings of

the modem post-industrial state (Schiffinan, 1996). In most ofthese cases, the language of

the former colonizing power is adopted as the official language, or a language for wider

communication. Examples of tbis are Zimbabwe, Kenya and Nigeria. With this brief look

at a few examples ofdiglossia at the intemationallevel, we will DOW look at the diglossie

situation between English and the local languages, as it applies to Zimbabwe in general

and to tbis study in particular.

Western education was initiaUy welcomed by Zimbabwe's Afiicans as a means of

escaping from the rural poverty in which they Iived. However, as tbis education took hold,

students were gradually divorced from their Afiican sensibilities, as Chiwome (1996: 17)

argues:

Colonial education made Western values an integral part of the minds of African
students. European imperialist beliefs and assumptions got integrated into the
perceptions of the literate people. These perceptions made students panly identify
with colonial religion and, in general, with the settler culture.
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The English language was panicularly highly regarded by Afiican students, as Chiwome

(1996:7) explains:

The English language was prestigious. It was the medium ofmost instruction. For
that reason it came ta he viewed as the gateway to success. Its literature was
viewed as world literature. The aesthetic sensibilities ofthe literature were
canonized as universal. Candidates aspired towards passing English, the language
without which the Cambridge School Certificate would not he valid.

In the diglossic situation described by ChiwODle, the mother tangue "was

associated with the rural poverty tram which successtW candidates were expected ta

dissociate themselves" (Chîwome, 1996, p.7). Chiwome's (1996) description of the

diglossie state between English and the Zimbabwean local languages in pre-independence

Zimbabwe still holds eighteen years after independence. English is a very important subject

on the school curriculum in Zimbabwe today. Recause of its high status as an official

language, because of its perceived international status, and because it is a compulsory

subject at "0" level, English receives a disproponionate amount ofattention in the

secondary school cuniculum; in faet, it takes the lion's share ofthe time alIocated to

subjects on the school's timetable. Even outside school life, English is still highly regarded

in the wider community. For example, it is a requirement for entry into MOst teniary

institutions or employment. Indeed, as Chïwome (1996) says, it is seen as a gateway to

success in life, in both social and economic terms (cf Nyawaranda, 1988; Weiss, 1994).

The exam system

Before independence, most 'Q' and 'A' level exams were controlled by either

Cambridge or London University. After independence~ the process oflocalising these

exams beg~ and ail schoal exams in the country up to "0" level have now been localised

and put under the control of the Zimbabwe School Examinations Council, a parastatal

body created from the old Examination Branch of the Ministry ofEducation. Localisation

al "A" level is still in process.
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2 B: Nested Contexts at Provincial" School and Classroom Levels

Raving discussed in section one the larger contexts in which my two case studies

are embedded~ 1will DOW look closely at the immediate contexts in which Willie and

Cathy, the two teachers fonning the two case studies, worked. 1begin at the provincial

level and move to the level of the school and that of the classroom in that order.

Tbere seem to he contlicting views among researehers as to whether to use letters

or fictitious names for participants in a study in order to protect their identity. Using

letters is said to dehumanize the participants and yet fictitious names are said to carry

certain connotations (see Woods, 1996)_ In keeping with the ethnographie tradition

chosen for this study, 1 have opted to use pseudonyms rather than letters of the alphabet

both for ail my participants and for the schools in which they taught. Tbe two teachers

selected as the main participants in this study will tbus he known as Wdlie and Cathy.

Other pseudonyms used are Cost~ for the Headmaster ofMhene High schoal; Nath~ for

the Headmaster ofDombo High School; S~ for the Regional Director ofEducatioD,

Mashonaland East province; David, for the Education Officer for English for the province;

and Jane, for the Head of the English department at Dombo High school.

2.4 Phase One- GainioS Entty jnto Schools in MashQnaJaod East Province

My two case studies were conducted in the province of Mashonaland East (see

figure 3 for a map ofZimbabwe showing the nine political and educational administrative

provinces in the country). The province bas a population of 219,516, according to the

Central Statistical Office, 1992 census. Its provincial capital is Maronder~ a town of sorne

50,000 people, according to the Marondera Municipality Master Plan, 1996. The town is

mainly a commercial and administrative centre. It is 75 kilometres east ofHarare" the

capital city of the country. The province's economy is based mainly on agriculture, with

tobacco as the main cash crop grown on commercial farms. Subsistence Canning is

practised by peasants in communal areas of the province. Shona is the dominant LI
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spoken throughout the province. English is normally used~ even by non...L 1 speakers, in

more formai situations and institutions, such as the law courts and schaols, where it is the

official language for any business conducted. My entry into the province ofMashonaland

East for fieldwork was done in three phases.

Phase one involved my initial attempts to gain access into schools in Mashonaland

East from Canada. This phase covered the period trom 1 April, 1996 to 30 November,

1996. It involved seeking permission to conduet fieldwork in the province from the

Regional Director of Education for the province and also ftom the headmasters ofthe

schools where 1 was planning ta coUect my data. It also involved looking for volunteers

among ESL teachers who would panicipate in my study. In April, 1996, 1 wrote to the

Regional Director of Education in the province asking for permission to conduct research

in two secondary schoals in his province. Protocol in the Ministry of Education in

Zimbabwe requires that one tirst gets permission from the Regional Director of Education

of a province before one cao approach the schaols about doing research there. 1 explained

to the Regional Director the nature and purpose of my study. In the letter 1 also indieated

the date 1 hoped to stan and finish my tieldwork. (see Appendix A for a letter from the

Acting Deputy Regional Director agreeing to my request).

With the permission from the Regional Director, [ then started trying to gain entry

at the next level, that of the school. Initially, 1 wrote to twelve secondary schools in the

province asking their headmasters for permission to conduct research in their schools. 1

explained to them the nature and purpose of my study. 1 also told them that 1 was

approaching them with the permission from the Regional Director of Education in the

province. Of the twelve schools 1 wrote to, four were in the town ofMarondera and the

other eight were in the rural areas of the province. Of these twelve schools, three rural

schools and three urban schools agreed to participate in my study. From these six schools,

l had to choose two. The criteria 1 used will be discussed later under the heading: "Criteria

for Seleeting the Two Schools".

Obviously, before the schools could be chosen~ suitable teachers willing to be

participants, had to he identified. 1 therefore had ta write to the aetual teachers of English
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in the six schools asking for volunteers to participate in my study. Again protacol required

that 1 contact these teachers through their Headmasters or Headmistresses. In practice,

this simply meant writing a covering letter to the Headmaster or Headmistress ofeach

school explaining that 1was asking for volunteers among bis or her teachers of English. 1

then enclosed the letters to the teachers in my letter to the headmaster/mistress. In the

letter to the teachers, 1 explained the nature and purpose of my study and the rights and

benefits of participants. 1 asked those teachers who were willing to participate ta fil] out a

questionnaire involving a few details, such as their qualifications and length of teaching

experience (see Appendix B for a copy of the letter ta the teachers). ln ail, ten

questionnaires were retumed, and it is from these that 1 selected the two teachers, Willie

and Cathy. The criteria for the selection will he discussed under the heading: "Criteria for

Selecting the Iwo Ieachers". After choosing the two teachers and thus the two schools, 1

started preparing the nec:essary equipment and tools 1 wouJd need for the fieldwork.

2.5 Phase Iwo· Initial Comlcts witb Participants

Phase two covered the period from 4 December, 1996, up to when schools opened

for the new academic year on 15 January, 1997. For phases two and three, 1 was in

Zimbabwe. Phase two involved making appointments and meeting the participants

involved in the study. Ail ofus needed to get to know each other before 1 was ta start my

classroom observation when the schools opened. We had to discuss my study more fully,

and i had to answer AnY questions the panicipants had about what was to happen. During

this phase, 1 a1so obtained consent forms signed by the two selected teachers, and slaned

coUecting other data, such as documents on recent provincial "0" level results, trom the

Regional Office.

2.6 Phase Ibree· Collection ofBlcklUoilod Information and Fieldwork

Phase three lasted from 15 January, 1997, the date that the new school year began,
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until 1 April, 1997. Most of the data were coUected during tbis phase. The foUowing

sections describe in more detail the background information that 1 collected during the

three phases. Discussion of findings regarding Willie and Cathy's respective beliefs about

ESL teacbing has been postponed until the section on results in chapters five and six, as

tbis seemed more appropriate.

2.6. 1 The ReaiQoal DirectQr Qf EducatiQn· MasbQnalaod East Province

In an interview in Marc~ 1997, Sam, the Regional Director of Education for

Mashooaland East, says that he sees bis role as that of monitoring the aetivities of ail those

people who work under hint; ensuring equitable distribution ofavaiJable resources to ail

the schools in the province; looking after the provincial education budget and motivating

and selling ministry policy. In the interview, he says tbat he is able to influence what goes

00 in the schools in bis province through workshops and seminars with the heads of

schools. The seminars are held at least once a term. The forum for the dissemination of

information is provided by the National Association of Secondary Heads of Schools

(NASH). We aIso discussed bis views on the teacbing of English in his province. The

following excerpt illustrates bis views on the role of the English language in the school

curriculum (Bold emphasis mine: see footnote 2 following).

Excerpt 1: Enilisb is central in the $Choot curriculum

Englis~ as a subject, is • very important subjecr ... because it is the official
language oftbis country. It has a special place in our schools. It is taught from
grade one upwards; and is a medium of instruction from grade tbree. It gets
more attention than the rat of the subjects. [t is a subject which is necessary
for anyone to do bis or her teacher-training course; and it is a subject that is
required for employment in any sector; 50 that without English, a person cannot
get a good job (Marc~ 1997).

21 have used bold face in the excerpts to bighlight key words and phrases upon which
subsequent discussion and analysis are focused.
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From excerpt l, we can infer the bigh status accorded to the English language in

schools under Sam's charge. However, in tbis excerpt, Sam is not being accurate when he

says that English is a medium of instruction trom grade three upwards. The official policy

is that it is a medium of instruction from grade four upwards. On the standard of English,

written and spoken in the schools in bis province, Sam, in the same interview, says that

tbis varies from school to school. Sam thinks it is quite satisfaetory in the urban schools,

because students have greater chances ofcoming into contact with the target language.

This is not necessarily the case in the rural areas where students generally have a poor

command of English. However, Sam sees an improvement in the general performance of

students in the "0" level exams, as he says in the interview, "Dy 100king at howour

students perform in examinations, especially al the "0" level, you will notice that over the

years there bas been an improvement in the grades tbat students generally get". Sam

attributes tbis to what he caIls in the interview "an improvement in the availability of

qualified teachers to teach their special subjeets". On the availability of teachers of

English, he says that English is adequately staffed, as the following excerpt 2 shows.

Excerpt 2: The Ena1jsb de.panment js adeguately staffed

We have teachers, .dequate te.chen, to teach English in our secondary schools,
from form one to fonn four ... In sorne cases, we have univenity graduates who
do not have a graduate cenificate in education, but, nevertheless, for the purposes
of teaching English, they are doing • very good job (March, 1997).

ln the interview, Sam admits that the existence of the problem ofunemployment of

schoolleavers stems from a system ofeducation that is too academic. However, he

indicates that steps are being taken to rernedy tbis proble~ as the following excerpt 3

shows.



•

•

54

Excerpt J: Education refo[JD js in the pipeline

What we are trying to do now is to look again at the system, review it and see
whether it is possible for us to provide a programme of seconda.,. edu~atioD for
the las lifted - a programme that will prepare them for life. Perhaps you have
heard people talking ofeducation refo~ we are talking ofedu~.tioa reform~
which means looking at our education system to see whetber it's relevant (March~
1997).

Before independence in Zimbabwe, tbere were two streams of secondary schools.

One was vocationally-oriented. ft was calIed the F2 secondary. The one that was

academically-oriented was called FI secondary. The F2 secondary stream was phased out

soon after independence. In excerpt 3, Sam seems to suggest that the idea of reintroducing

two strearns of secondary schools as before is being considered.

2.6.2 Criteria for Se1eclin& the Iwo ScboQls

Two schools were selected for the two case studies~ after they had met the

following criteria:

a) The headmaster had to agree to my carrying out research in bis or her school.

b) In order to make a fair comparison between the two cases~ the two schools had to share

a more or less similar contextual environment (e.g. both had to he in a rural area or an

urban ar~ to minimize the differences between them).

c) There had to be teachers of ESL in the school who were wiUing to take part in my

study~ and who met the criteria for the selection of the teachers.

d) Each school had also to be one ofthe "commonest" types of secondary schools in the

province, in terms ofnumbers. The two commonest types of school were the rural

council-run secondary day school and the urban secondary day school.
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2.6.3 The Two Selected SecoodéllY Scbools

My two selected schools are Mhene and Dombo secondary schools. They are

situated about a kilometre apart in the same high-density 3 suburb ofthe provincial town

of Marondera. (cf map in figure 5). Students attending Mhene and Dombo secondary

schools come from the surrounding high-density suburbs of the town of Marondera. Most

children from the low-density suburbs attend former whites-only schools. Some go to

expensive private boarding schools in ditferent pans of the country. FoUowing is a map of

Marondera showing the location ofMhene and Dombo secondary schools.

JIn Zimbabwe~ residential areas are economically segregated into high- and low-density
suburbs. High-density suburbs are borne to the majority of the population~ the lower-income
groups. The higher-income group~ who can afford more spacious housing~ are round in the low­
density suburbs. Before independence~ low-density suburbs were reserved exclusively for whites,
but now they are more raciaUy mixed.
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Mhene and Dombo secondary schools were founded after independence in 1982

and 1989 respectively. Both are run by the Municipal Council ofMarondera town. Ali

teachers in Zimbabwe are paid by the government, with the exception of a few in mostly

private schools. Each of the schools bas a total student population of about 800. The two

schools were still enrolling new students at the time data for this study were being

collected. Students are not streamed in either schools. Both schools require theit students

to wear school unifonn; each bas its own uniform. The classroom blacks and the schoal

offices are solidly built ofbrick under asbestos roofs. Both schools have running water and

are electrified. This is not a1ways the case in poorer and more remote schools.

ln interviews with the headmasters ofthese schools in February, 1997, both freely

expressed their views about their roles. Costa, the Headmaster of Mhene Secondary

SchooL sees bis role as tbat of "creating an enabling environment, 50 that thase who have

the ability, those who work hard, will find it easy to pass the examinationstt
• He believes

that a school gets its tone trom its headmaster. Costa is a firm believer in orderliness and

discipline for both teachers and students: "Teachers can't do as they wish. IfMohammed

cannot go to the mount~ then the mountain can go to Mohammed. 1 am an ardent

believer ofdiscipline and that leaming is not possible without it"." Nath~ Headmaster of

Dorobo Secondary School, says that bis role as an administrator is that of "irnplementing

governrnent policy in the school in liaison with Education Officers in the Regional Office"

(February, 1997). Both headmasters agree that the Regional Office should give them the

power to recruit their own staff The curreot practice is that the staffing of schools is the

responsibility of the Regional Office.

The two headmasters are able to run their schools through a system of

~Readerswill note that Costa's English is not entirely that of a native speaker. Here, for
example, the saying he chooses is not the most pertinent and does not aetually convey bis
intended meaning, namely that ifteachers and students are not self-disciplined, discipline must be
imposed from above. However, 1 have deliberately chosen Dot to alter the utterances of the
participants in tbis study, so as to give the full flavour oftheir speech and to indicate the linguistic
constraints witbin which they are operating. 1 have adopted the same approach in translating
participants' utterances from the mother tongue into English, so as not to lose the sense of locality
in the description oftheir experiences.
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departments~ each in turn being administered by a Head ofDepanment. Although a

headmaster can inspect the work ofa teacher~ he usually delegates tbis responsibility to

the head ofdepartment. However~ bath headmasters say they prefer to approve or veto

any decisions that are made in the departments in their schools.

Neither school bas any expücit policy on language use~ except for the Ministry

policy that stipulates that instruction should be in the medium of English. In both schools~

English has the rughest number of lessons per dass and per week. A lesson in this study

refers to a teaching session, usually of tbirty...five minutes to forty minutes, depending on

the school. Mhene school bas forty-minute tessons, while Dombo school has thïrty-five. A

double lesson is one that has seventy to eighty minutes without a break in between.

Costa sees English as a very important subject on the school curriculum. He

allocates more instruetional rime to it than to any other subject in bis school~ so that

English bas DÎne lessons per class per week, while other subjects have an average ofsix

each. He says that he cannot force students to use English outside the classroom because

the practice lIwas frowned upon by the politicians" (February, 1997). Nathan has a more

ambivalent view of English: lIThere is a danger ofpromoting English at the expense of

Shona .. - We're trying to he nice with everybodyll (February~ (997). Both headmasters,

however~ say that they encourage both students and staff to use English as much as

possible. In the same province ofMashonaland East, there is at least one secondary school

1 know, Monte Cassino Boarding Secondary School~ a 8irls' boarding school, where

students are required to cornmunicate in English at ail times~ tbis is a school rule and

deliberate policy.

In interviews, both Costa and Nathan saw their students' standard of English as

low, and blamed tbis on the poor environment in which the students live. They also saw it

as a result of the low calibre of students in their schools, and of what they see as a

discontinuity of teaching and learning patterns between primary and secondary schools.

Primary schools are blamed for teaching most subjects, including English, in Shona, and

for their multiple-choice type ofexamination. These factors are interpreted to mean that

students are not trained in sentence construction and the production of longer pieces of
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written discourse. This is said to have a damaging etfect on the standard of English at the

secondary school level. However, both headmasters admitted that the practice of teaching

nearly aU subjects in Shona is not peculiar to the primary school alone. It is also a common

practice in the secondary schools.

Mass education and the resultant shortages ofteaching and leaming materials are

aIso blamed for the poor standard ofEnglish in the country in general and in the two

schools in particular. 80th Costa and Nathan feel that academically less-able students

should not be allowed to foUow an "0" level academic stre~ as is the case at the

moment. Costa expresses strong feelings about the waste resulting iTom the present

system ofeducatio~which he says is totally irrelevant to the more than eighty percent of

the students who are not academically-inclined. He uses the patterns of the "0" level

results discussed earlier to iIIustrate bis point. Instead, the two Headmasters suggested

that the old skill-oriented secondary school programme, the F2 secondary, should be

reintroduced in one fonn or another.

In terms of teaching and leaming facilities, Mhene and Dombo schools both have

each a library with more books than those found in rural council-run secondary day

schools. The two schools also have science labs, facilities that are not usually available in

council-run rural secondary schools. However, in an interview, Jane, the Head of

Department for English (RaD, English) in Dombo school, says that her schoollibrary "is

not well-equipped with books" (March, 1997). The HOD English for Mhene school,

Willie, has initiated a library fee for students who want to borrow schoollibrary books.

This money is used to buy more books for the school library. Those students who cannot

afford to pay the library fee are allowed to read books in the schoollibrary, but they rnay

not borrow books iTom there.

2.6.4 The LioiUistjc Cootext orthe Iwo Schools

The socio-political environment in which English language instruction occurs bas a

direct impact on the shape ofEnglish instruction ( Judd~ 1987). Strictly speaking, the
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linguistie eontext of Mhene and Dombo schools vis-a-vis the use of English cannot he

called an ESL eontext. ft is what Judd (1987) ca1ls English as an Additional Language

(EAL). An EAL situation is "one in which speakers leam English after tbey leam anotber

primary language and use it for the purposes ofcommunicating with others who have

different primary languages" (Judd, 1987, p.S). This situation obtains in multilingual

societies where English is used for intra-country communication or as a linqua franca. This

is a more ümited use of the language than in an ESL situation (Judd, 1987). Examples

given by the author in which EAL obtains are fonner British colonies Iike Nigeria,

Botswana and Ghana. These examples are Dot very different from Zimbabwe, another

fonner British colony from the same region as Judd's examples. However, English is

officially regarded as both an official and a second language in Zimbabwe.

Judd (1987) describes an ESL situation as "one in which non-native English

speakers spend a vast majority of their rime communicating in English. More precisely, the

speakers will be using English to express basicaUy ail oftheir ideas and feelings, with the

possible exception ofintimate conversation with close fiiends and family" (p. 5). One of

the examples he gives of an ESL situation is Canada. In MontreaL for example, many

ethnie groups who are non-native speakers ofeither French or English, use one of these

languages, that are second languages to them, to communicate with each other. Hardly

any of Judd's descriptors ofan ESL context apply to Mhene and Dombo schools. In both

sehools, both teachers and their students use English only minima1ly outside the English

classroom. Shona is the language used in the students' homes as weil as those oftheir

teaehers. One cao aetually say that the "second languageness" fonns a continuum, with

ESL in a perfect bilingual situation on one extreme and EFL on the other. The rest fall in­

between, as in the following figure 6 .
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(3) (4)

•

ESL .••.••••••••••••••••••••••••••••••E& ...•.....•........••..ELWC•..•.............•.EFL

(perfect Bilingualism) (My Two Case Studies)

~:

( 1) ESL = English as a Second Language

(2) EAL = English as an Additional Language

(3) ELWC = Englisb as a Language of Wider Communication

(4) EFL = English as a Foreign Language

FiiUre 6: The second "1anguageness" continuum
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Only a few students who leave the province of Mashonaland East or go outside

Zimbabwe would need English as a language for wider communication (ELWC).

However~ English is not a foreign language in Zimbabwe, because the language still serves

the function ofofficial language ofcommunication in most fonnal situations, such as law

courts, many business situations and in sorne professions like teaching. 1 have, however,

observed that in Many business situations, such as in management seminars, participants

insist on English in the seminar~ but aU speak their mother tongue in the tea-break. In a

situation where English is a foreign language, it hardly plays a communicative function

(Judd, 1987). For example, it MaY only he used in translations ofessential information,

such as technical manuals, medical articles and 50 on. An example ofa country that would

study English as a foreign language is Russia.

Both Mhene and Dombo schools fit typology four of Mackey's (1970) nine

typologies ofbilingual education. Table 6 summarizes the nine typologies that describe the

home language ofthe students attending Mhene and Dombo schaols in relation to other

languages spoken al national, area and schoollevels. Here the tenn spoken is used loosely,

because at the schoollevel, while English is officially the language of instruction, it is

hardly spoken at ail once the students walk out of the classroom.
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Table 6

The Linwistic EnYÎronment ofMbene and Dombo Scbools

Typology Country Area School Home

1 Nil Nil Nil x

2 x Nil Nil x

3 N"1I x Nil x

4 x x Nil x

5 Nil x (may be Nil x

bilingual)

6 x (may be Nil Nil x

bilingual)

7 x (may he x (may he N'II x

bilingual) bilingual)

8 x x (may be Nil x

bilingual)

9 x (may be x Nil x

bilingual)

Key:

x = Presence of home language as unilingual or bilingual

Nil = Absence of home language
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The linguistic situation in my study is an example oftypology four in table 6.

There have been very few studies~ ifany~ similar to mine, that have looked at tbis type of

context. In typology four, the language of the area and the national language are the same

as that of the home language ofthe students and their teachers. In my study, the national

language and the language ofthe home are both Shona. Willie and Cathy are required by

instructionallanguage poliey in Zimbabwe to give instruction in Englis~ except in the

teaching of Shona, despite the fact that their national, area and home language is Shona.

But tbis is ooly the oftieialline; in praetice, most teaehers teach in both English and Shona,

as Costa and Nathan, the two headmasters, have said. This indicates the strong diglossie

tensions in the two schools between the two languages, English and Shona. The foUowing

Figure 7 illustrates the position ofShona, the home language ofthe students and teaebers

al Mhene and Dombo schools~ in relation to other languages spoken in the country, in the

area and in the scbools.
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_~~__ na t i on al(shona, nde beLe, engL i s

_~_-...,....- scheol (english)

--!o----4--~-h ame (sh ana)

Figure 7: The position ofShona in relation 10 olher major languaGes in Zimbabwe
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A further look at typology four helps to explain a point made earlier why English

in Mhene and Dombo schools only serves the funetion of being an additional language

(EAL). Typology four also helps to explain why it is that MOst students have hardly any

contact with written or spoken English other than that ofthe textbook and their c1assroom

teachers. This is because they are surrounded by a predominant language that also happens

to be their LI? but which is not the language ofthe school. This situation has serious

implications for students' examination results not ooly in English but also in all other

subjects, since nearly ail examinations are in English.

ln interpreting the DÎne typologies in table 6? national language bas been taken to

Mean the language commonly used by the majority of the populatio~ which May not

necessarily be the official language. In Zimbabwe, Shona and Ndebele, the two main

indigenous languages, were elevated at independence from vernaculars to national

language status. This means that they can now be used as auxiliary languages to English in

such formaI situations as parliament and the law courts. However, this does not apply to

schools.

2.6.5 Criteria for Se1ectina the Two Teachers

1 used the foUowing criteria to select teachers for tbis study:

a) Both teachers were to have al least five years ofESL teaching experience, because it

was assumed by then that their beliefs about teaching ESL wouId be weU-set or defined.

b) ln order to a1low for possible comparisons, the two ESL teachers had to be teaching in

a more or less similar environment.

c) Both teachers were to be trained ESL teachers, because Ibis study looks ooly at

professionally qualified teachers in the field.

d) They could be male or female teachers. What mattered in tbis study was each teacher's

beliefs about ESL teaching; and 1felt that the gender factor wouId not influence this in any

significant way.

e) Teachers could be degreed or non-degreed. The teacher's academic qualification or type
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of professional qualification was not considered in tbis study.

t) The teachers' LI was to he the same as that oftheir students. In tbis study, bath

teachers spoke Shona as their LI, Iike their students.

g) The two teachers were to be teaching English as a Second Language al the secondary

school level in Zimbabwe~ but they could he teaching any fonn in the secondary school.

2.6.6 Backaround Information 00 Willie and Cathy

In giviog background information on WiUie and Cathy, it is necessary ta strike a

careful balance between giving sufficient detail to he useful and the need to protect the

identity of the participants, which is harder to do when they hold senior positions in the

school. However, 1 was happy to he able to select two heads ofdepartment because they

were more experienced than other teachers who volunteered, and were thus more

confident and happy to participate in my study. The foUowing Table 7 summarises

background information on Willie and Cathy.
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Table 7

BackiTound Information 00 WiUie and Cathy

Attribute Willie Cathy

Gender Male Female

Highest Academie "0" Level (Kutama High B. A. Lioguisties & History

Qualification School) (University ofZimbabwe)

Highest Professional University Certificate in Post Graduate Certificate

Qualification Education (Gweru in Education (University of

Teachers' College) Zimbabwe)

Position Held in Present Head ofEng[jsh Head of History

School Department Department

ESL Teaching Experience 14 Years 7 Years

Grades Taught for ESL 2 Form 3s~ 1 Form 4 1 Form 2; 1 Form 4

Total Number ofESL 23 9

Lessons Taught per Week

Length ofEach Lesson 40 Minutes 35 Minutes
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Since Willie was head of the English depanment~ 1 gained some insights into how

the other teachers in his department were operating~ a faet which usefully widened my

information base. However~ Willie did not seem to see or encourage a great dea1 of

diversity, as he explained: "Our approach is almost the same. It is standardized by the

HüO who visits and advises the teachers under him. 1visit them and write reports on their

teaching. 1teU them: this should have been done tbis way; tbis that way. That's how we

standardise our approach" (January, 1997). Willie's comments provide a good example of

bis acceptance of power and authority and the hierarcbical nature of the schoal system.

Willie is forty-five. He bas a clear~ sonorous voice. His teaching is charaeterized by

energetic and enthusiastic movements across the full breadth and length of the classroom~

while facing six rows ofunifonned students seated at their desks. Willie has a good sense

of humour, and both he and his students definitely appear to enjoy bis teaching. Most of

bis lessons are punetuated with hearty laughter trom him and bis class.

Cathy heads the History department~and teaches more History than English

lessons. She conduets most of ber lessons while standing in a more or less fixed position in

front of the c1ass. She deliberately speaks slowly. Her voice is loud and clear. She bas a

serious and business-like approach ta ber teaching~ and likes her classes ta he orderly,

above aU else. It would appear that, for her, time spent cracking jokes in c1ass is ti..-ne

wasted.

Although Willie differs from Cathy bath in being male and a non-university

graduate, the two have many things in common that validate a comparative examination of

their teaching:

a) Both their schools are in the same category ofgovernment rural and urban day schools.

b) Both their schools are situated in the same high-density suburb ofNyameni.

c) Both teachers have English and History as their majors, although Willie is currently

teaching English ooly.

d) Willie is Head ofthe English Depanment, and Cathy is Head of the History

Department. Cathy was Head of the English Department at her previous school, Muonde

High School.
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e) Both teachers have more than five years of ESL teaching experience at secondary

schoollevel.

Haviog looked at the various contexts of my embedded case studies, 1 wish DOW

to tum to the review ofliterature related to my study.
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CBAPTER 3: REVIEW OF RELATED LITERATURE

Chapter three reviews different language teaching methods and approaches from

an historical perspective covering the period trom around AD 35 - 95, to the present day,

the late 1990s. The general conclusion of tbis review is that it is futile to follow the

method paradigm in the search for "the best method" ofteaching language. The 1990s are

marked by a break with the method paradi~ and a sense of the need to look for new and

better ways of teaching language. In my study, 1argue that one possible way of

approaching the problem is by focusing on teachers' beliefs. Thus, after giving an historical

outline of the language teaching methods and approaches, tbis chapter ends \Vith a review

of the topic ofteachers' beliefs on teaching. A review of literature on teachers' beliefs

suggests that beliefs are crucial to a teacher's behaviour in the classroom. The literature

review chapter gave rise to the two research questions stated earlier in chapter one of tbis

study.

3 A: The Search for the "Best" Method: An Historical Perspective

The history of language teaching methods is important because trom it we are able

to appreciate its contemporary state (Simpson, 1979). The history of how language

teaching methods have developed over the centuries is panicularly important to language

teachers and researchers because they need to be aware ofthe historical roots oftheir

profession; to avoid the risk of reinventing the wheel. This cao also help to put into

proper perspective any changes one May propose to existing methods (Nunan, 1991; van

EIs, Bongaerts, Extra, van Os, Jansen-van Dieten, 1984; Darian, 1972). Stem (1983) says

that if a study has no bistorical perspective, its theories williack depth and continuity, with

the possible risk that we end up in a vicious circle of repeating the sarne studies without

making any progress.

There have been very few studies on the history of language teaching methods, and

little historical documentation exists (Kelly, 1976; Ste~ 1983). What makes the subject
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particularly difficult to discuss at a global level is that methods in certain countries and in

certain periods, especially before the eighteenth and nineteenth centuries, have never been

described (van Els et al., 1984). The authors go on to say that even with the best­

documented period, that spanning the last 1SO years, many details are still unrecorded.

These lirniting factors are retlected in this section ofmy review, where the focus is on

Europe and Ameri~ and with special reference ta Engfish as a Second Language; but it

must be remembered that these areas 1describe fonn a small part ofthe world history of

language teaching methods.

Another problem in discussing the history of language teaching methods is lhat

developments did not take place in the same way and al the same rate and to the same

extent in different countnes. As a result, the history of language teaching methods does

not fall into neat time frames. There are a lot ofoverlaps, as the methodological

movements are not universaI . This makes it difficult to discuss the changes in the methods

chronologically, because sorne of the methods that have been developed but superseded

are still being used in sorne ofour classrooms today (Nunan, 1991; Celce-Murcia, 1991;

van Eis et al., 1984). On the same issue, Kelly (1976) says that nobody really knows what

is new and what is old in present-day language teaching procedures. With these provisos,

however, 1 will attempt to charaeterize, in global terms and in chronological sequence, the

historical development of language teaching methods, although the difficulties 1 have

outlined restrict the scope of tbis discussion.

Stem (1983) sees language teaching methods as originating from a response to the

demands for language education; and as there are constant changes in these demands, 50

too the methods change, or new ones are invented. Methods are also said to change as a

result ofchanges in language theories. And, finally, changes in method result from changes

in the experience, intuitions and opinions ofpractising teachers (Ste~ 1983).

Richards and Rodgers (1986) say that language teaching methods come from two

possible sources: the theory of the nature oflanguage and the theory oflanguage leaming.

The theory of language contains four possible sources of language teaching methods.

There are those methods that come about from a structural view of language, those that
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come from a functional view, and those that come from an interaetional and social

construetivist views. Most traditional methods, as we shall see tater, share the structural

view of language. Those affected by the funetional view see language as a vehicle for

expressing meaning, their emphasis being on language use (Halliday, 1978). The

interactional and social constructivist views of language lead to methods that view

language as a vehicle for the realization of interpersonal relations and for the performance

of social and cultural transactions between individuals respectively (Richards and Rodgers,

1986). Examples ofail these methods are discussed laler in tbis section.

According to Richards and Rodgers (1986), methods tbat derive primarily from a

theory of language leaming respond to two basic questions. The first one asks about the

psycholinguistic and cognitive processes involved in language teaching. The second asks

about the conditions necessary for the leaming processes to he aetivated. Nunan (1991:

229) uses three slightly ditferent categories to classify language teaching methods. These

are the psychological tradition, the methodological tradition and the humanistic tradition.

Methods foUowing the psychological tradition are a result ofa reaetion, panicularly in the

40s and 50s, against more traditional methods. Their principal rationaJe is provided by

behaviourist and cognitive psychology, and strueturalist theories of language. Methods

arising from the humanistic tradition are founded not on linguistic or psychological lenets,

but on a common belief in the primacy ofaffective and emotional factors within the

learning process. Methodologjcal tradition methods draw direetly on research and theory

into the generation offirst and second languages, and attempt to apply Ibis to second

language c1assrooms (Nunan, 1991). To Nunan's three categories ofmethod, 1 would add

a fourth one, the traditional methods, modeUed on the teaching ofLatin grammar which

chara(,1:erize most of the early history of language teaching.

3. 1 Definition of Metbod. Approaçb Desian and Procedure

Language teaching methods have been cal1ed by different names, and tbis makes it

difficult to conceptualize sorne of them for discussion purposes, because their names have
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not been applied in a consistent and unambiguous way. This results in some of the

methods being "hidden behind names and techniques" (Kelly, 1976, p. 2). Before

discussing any of these methods, therefore, it is important that a definition of metbod be

given as weU as a conceptual framework iota which the various teaching methods will he

discussed.

A number ofstudies have auempted to 0Perationalize the term "method". Stem

( 1983) views the generic term "method" as being equivocal, at least as it is used by

different people. He defines method as a procedure involving the selection of material to

be taught, the gradation of material, its presentation, and any pedagogical implementation

which will induce learning. An approach is seen as axiomatic or the theoretical basis of

language teaching. Stem (1983) goes on to say that technique is implementational; in the

form of panicular tricks, stratagems or contrivances used in the classroom. Techniques

must harmonize with the underlying approach and method.

Stemls (1983) definitions ofmethod, approach and technique are similar to those

ofRichards and Rodgers (1986), who define method as an umbreUa term for the

specification and interrelation of theory and praetice. An approach is defined by Richards

and Rodgers (1986) as "those assumptions, beliefs, and theories about the nature of

language and the nature of language leaming which operate as axiomatic construets or

reference points and provide a theoretical foundation for what language teachers

ultimately do with learners in classrooms" (p. 146). For thern, approach involves desi8Il,

through which theories of language and language leaming are related to both the form and

funetion of instruetional rnaterials and classroom teaching activities. Procedures are

defined as classroom techniques and practices which result from particular approaches

and designs. AIl language teaching methods are seen ta operate explicitly from a theory of

language and beliefs or theories about how language is leamed.

3.2 A Conceptual Framework for Disçyssjoa Ynaua&C Teacbioa Methods

A conceptual framework for discussing language teaching methods cao most
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helpfully be described as consisting of four components, namely, models of language,

models of language generation, models ofwhat content to teach, and models ofhow this

content should he taught (Richards and Rodgers, 1986). The first two comPOoents

determine the last two. The following figure 8 shows visuaUy the conceptuaJ ftamework

which 1 use in tbis chapter for discussing language teaching methods. My main Cocus in

tbis chapter is on models of how ESL content should he taught, traditionally known as

language teaching methods. Under method we have approac~design and procedure.

Approach includes theories about the nature of language and language teaching and

learning. Design covers four areas oflinguistic content, the role ofleamers, the role of

teachers, and the role of language teaching materials. Procedure involves techniques and

praetices in instructional situations.
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Fiaure 8 : A conceptual framework of teaching method
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With a conceptual definition of what constitutes method, we wiU now look al how

different language teaching methods have evolved over the years.

3.3 Early LaoiUlKe Teaebin& Metbods

Darian (1972) tells us that in the days ofantiquity, AD 35 - 95, language teaching

consisted mainly of reading a passage aloud, say, an Aesop fable. The students would then

retell the story in tbeir own words and later rewrite the story in simple language. Other

leaming and teaching aetivities were paraphrasing in class and composition writing. In the

Middle Ages, students had ta memorize everything that was taugbt. They did tbis by

Ildebating methods drawn ftom medieval philosophy", which remained "until they were

displaced by the Grammar-Translation Method, an eighteenth centwy development"

(Kelly, 1976, p. 44). During the period of the Roman Empire, the Romans used to study

Greek as a second language by employing Greek tutors and also by having Greek­

speaking slaves and servants in the household (Mackey, 1975). But as the Roman Empire

expanded, 50 did the study ofLatin grammar, which came to replace the study ofGreek. It

was the need to study Latin that later gave rise to the Grammar-Translation Method. The

method was a response to a growing demand for the teaching and learning of foreign

languages.

Sorne methods which are still in use taday cao be traced back to this time, when

Latin was the world's most widely studied foreign language, holding the place that English

does today. Long after the coUapse of the Roman Empire, Latin grammar, rhetoric and

literature continued to be widely studied in ditrerent parts of the world. Latin was largely

taugbt through rote leaming ofgrammar rules. Richards and Rogers (1986) say that the

model for the study of Latin became the model for ail foreign language study from the

seventeenth century to the nineteenth century. The wide study ofLatin grammar was

justified on the grounds that it developed general intellectual abilities; and even when there

was no need for the actuallanguage, study ofthe grammar became an end in itself(Stem,

1983; Kelly, 1976).
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When modem languages were introduced into European school curriculums in the

eighteenth centwy , they were taugbt along the same lines as Latin. Howatt (1985) says

that throughout the seventeenth century, the teaching of modem languages remained a

small-scale enterprise, usually involving an individual student with a private tutor, but

occasionally in small classes. The Grammar-Translation Method was imposed on the study

of modem languages because its framework was already familiar to both teachers and

students trom their classical studies (Rowan, 1985).

3.4 The Grammar-Translation Method

The modem fonn of the Grammar-Translation Method is said to be an offspring of

German scholarship; but originally il was developed in the Middle Ages to teach Greek

and Latin speakers the formai skeleton oftheir own languages (Kelly, 1976; Howatt,

1985). Its main objective is to know everything about the language rather than to be able

to use it (Richards and Rodgers, 1986). Stem (1983) says that this method is sometimes

aIso referred to as the Traditional Method. Howatt (1985) calls it "the grammar-school

method", because it was primarily developed for the secon<tary schools ofthe time. In the

U.S.A., the Grammar-Translation Method was first known as the Prussian Method

(Richards and Rodgers, 1986). Kelly (1976) says that MOst nineteenth century teachers

saw translation as the ooly sure method of transmitting meaning, an article of faith that

was later to be challenged by the new and innovative methods that were to foUow it.

The Grammar-Translation Method is not founded on any empirical theory of

language or language leaming. It has no basis in linguistics, psychology or educational

theory (Richards and Rodgers, 1986). The method emphasizes the teaching ofreading in

the foreign language, 50 as to benefit either from its literature or trom the mental discipline

involved in studying it. The method is modeUed on the study of Latin Grammar and

rhetoric, an approach that views the fonnal analysis ofa language as a valuable intellectual

exercise in itself (Kelly, 1976). Knowledge of language is seen to necessitate little more

than memorizing and accurately reproducing the grammar rules ofa language. Speakïng
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and listening skills are largely neglected.

The basic unit of teaching and language practice in the Grammar-Translation

Method is the non-contextualired sentence. Vocabulary for teaching is selected trom the

texts read~ and is taught through translation or bilingual word Iists, dietionary study, and

memorization (Stern, 1983; Howatt, 1985). The method's central feature is the

replacement oftraditional texts by exemplificatory sentences which are treated in isolation

(Howatt, 1985). Richards and Rodgers (1986) say that the Grammar-Translation Method

dominated European and foreign language teaching trom the 1840s to the 1940s, and, in a

modified fonn, is still being used in sorne parts of the world today.

Stem (1983) argues that the Grammar-Translation Method, because of its

emphasis on the memorization oflinguistic rules and faets~ its bigh proportion ofteacher­

talk, and the faet that students are merely passive recipients~ is often criticised for being

cold and Iifeless. Learning and teaching under the method must be a tedious and tonurous

experience for bath teachers and learners. However, the method is said to make few

demands on the teachers; and its grammar teaching may be usefu1 to second-language

leamers (Stem, 1983).

3.5 Lani"Aie Ieacbioa Iooovatioos

Innovations in language teaching methods towards the mid-nineteenth century

were facilitated by a need for oral communication in foreign languages as more

opportunities for communication arose among the European nations. This oeed led to

criticism of the praetices of the Grammar-Translation Method. During tbis period, interest

in how children learn languages was also developing. These oew ideas were able to take

root towards the end of the nineteenth century when professional organisations, such as

the Refonn Movement, and the International Phonetic Association, were founded, the

latter in 1886. Howett (1985) describes tbis period as one of international and

interdisciplinary cooperatio~ with a lot ofdebate among linguists focused on the best

ways ofteaching foreign languages. For example, Henry Sweet in England argued that
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sound methodological principles should be based on a scientific analysis of language and a

study of psychology (Richards and Rodgers, 1986). Wilhelm Vietor in Gennany stressed

the teaching of the new science of phonetics to enable accurate pronunciation ofthe target

language. The end of the nineteenth century, therefore, saw a movement towards the

study of language based on a scientific approach. The period aise marks the beginnings of

Applied Linguistics as a discipline. There was "interest in developing principles for

language teaching out of naturalistic principles of language leaming, such as are seen in

mst language acquisition" (Richards and Rodgers, 1986, p. 8).

3.6 The Direct Metbod

The innovative ideas discussed in the previous section 100 to the creation of natural

methods of language teaching, tbat is, those based on observation and imitation of

children's first-Ianguage learning. This emphasis led ultimately to the development of what

came to be known as the Direct Method, whose prirnary aim is to follow "naturalistic"

principles of language learning. According to Nunan's (1991) the Direct Method falls

under the methodological tradition. The target language is taught without the use of the

leamers' fust language, through demonstration and action, and active use of the target

language in the classroom (Stern, 1983). The emphasis is on the spoken skills of the

language. The Direct Metbod thus brought about an important shift from the literacy

language of the Grammar-Translation Method to spoken everyday language as the object

ofearly instruction. Stem (1983) claims that the Direct Method is the predecessor of the

present-day immersion techniques, such as thase used in Canada.

In the Direct Method, the standard procedure is the teacher's presentation of a

text. Difficult expressions in the text are explained in the target language. Any grammar

items for teaching are taken from the text which is being studied. The teacher also asks

questions about the text; and later students read it aloud. Other praetice exercises consist

of transpositions, substitutions, dictation and free composition (Stern, 1983).

The Direct Method was praetical and successful ooly in private language schools~
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but was found difticult to implement in public secondary schools (Richards and Rodgers,

1986~ Stem, 1983). Il was found that the method overemphasized and distorted

simiJarities between the first language and the foreign language. As the method depended

heavily on the teacher's knowledge of the first language, it failed where teachers lacked

adequate skills in tbis area. As a result, by 1920, the use of the Direct Method in public

schools in Europe had declined. In France and Germany, the method began to he

supplemented with grammar·based activities.

In the U. S. A., the 1923 Coleman Report on foreign language teaching concluded

that no single method could guarantee successful results. The report argued for more

practical goals in foreign language teaching and the "graduai introduction ofwords and

grammatical structures in simple reading texts" (Richards and Rodgers, 1986, p. II). The

Coleman Report resulted in a shift in foreign language teaching in the U. S. A. away from

an emphasis on oral skills, as in the Direct Method, and towards an emphasis on reading

(Mackey, 1975). This continued up until the Second World War when new demands were

made on foreign language teaching methods, and further changes brought about.

3.7 The Readina Method

The main result of the Coleman Report was the short-lived Reading Method,

which deliberately restrieted the goal of language teaching to training in reading

comprehension, both intensive and extensive. The Reading Method did not retlect theories

of reading. Its theoretical assumptions, design and procedures are not very different from

thase of the Grammar-Translation Method (Ste~ 1983). Lists of words are taught

through text, translation or pieture. Simplified novels are employed as supplementary

readers in order to consolidate students' vocabulary (Mackey, 1975).

By the 1920s and 1930s, there was already dissatisfaction with the Reading

Method, and a search for something new. This led to a review ofsome of the basic ideas

of the earlier Reform Movement. The main aim was to come up with a language teaching

method with a sound theoretical basis. This was reinforced by the linguistic needs of the
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Second World War which led the U. S. inte the development ofwhat came to be known

as the Audiolingual Method of foreign language teaching. The equivalent method in

Britain was called the Oral Approach or Situational Language Teaching (Richards and

Rodgers, 1986).

3.8 The Oral ~proacb or SituationaJ Lanauaae Teachina

This methodology forms part of the psychological tradition, according to Nunan's

(1991) classification of language teaching methods. Il was developed between the 1930s

and the 19605 by British applied linguists. Harold Palmer and A. S. Homby were its main

proponents. They were intluenced both by the Direct Method, and also by the works of

Otto Jaspersen and Daniel Jones (Richards and Rodgers, 1986).

The Oral Approach or Situational Language Teaching resulted from a desire to

develop a more scientitic foundation for an oral approach to teaching Englis~ and to

irnprove on the Direct Method. In the 60s, the method came to be called simply the

Situational Approach, because one of its main charaeteristics was the introduction and

practice ofnew language points in specific situations. The term Situational Language

Teaching includes both the Structural-Situational and the Oral Approach (Richards and

Rodgers, 1986). But the methods used lacked the conceptual thinking about situatedness

that contemporary theorists assume.

The Situational Approach was based on British Structuralism, and its emphasis on

speaking as the most important language skill. The method attempted to link knowledge

of the structures of language and situations and moving towards a more functional trend in

language teaching. Linguists such as Firth and HaUiday, and their stress on the importance

ofcontext in negotiating meaning, provided much of the influence behind tbis (Richards

and Rodgers, 1986).

The Situational Approach is a type ofbehaviourist habit-leaming theory (Stern,

1983; Richards and Rodgers, 1986). And its inductive approach to the teaching of

grammar is similar to that of the Direct Method. From the inductive process ofleaming
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through taught-situations, the leamers are expected to generalize to situations outside the

classroom, in the same way that they are assumed to do in the first language. The main

objective of the SituationaI Approach is to teach a praetical command ofthe four basic

skills of language, which are listening, SPeaking, reading and writing. The approach is

structural, with emphasis on accuracy in pronunciation, grammatical structures and

sentence patterns. From its structural objectives, the Situational Approach al50 generates a

structural syUabus, which consists in the main of lists of sentence patterns and of

vocabulary lists for sPeCific situations. While apparently similar, it should not he confused

with the situational syllabus developed on the basis of the communicative language

teaching approach.

In terms of leaming and teaching activities, the SituationaI Approach is dominated

by the practice of sentence pattern drills. This consists mainly ofguided repetition and

substitution aetivities, including chorus repetition, dietation, drills and controlled oral­

based reading and writing tasks (Stern, 1983; Richards and Rodgers, 1986). Pair and

group work are also employed for praetice. As far as possible, leaming and teaching

activities are located in a context or situation. This is created or aided by the use of

concrete objects, pietures and realia, aetion, mime, and 50 on. (Richards and Rodgers,

1986).

In the Situational Approach, the main role of the leamer is sirnply to listen, respond

to the teacher's commands and participate in drill exercises. He or she bas no control over

the content and pace of the leaming process. The ooly opportunity in which a leamer is

likely to take an active role in the leaming process is during pair or group wor~ aIthough

tbis too is strictly controlled by the teacher. The teacher aets as a model performer and

presenter who is also expected to be a sk.ilful conductor of the leaming process, as weil as

a skilful supervisor of praetice drills. A textbook and visual aids are the key tools in this

process. The main aim of the method is to "move from controlled to freer practice of

structures and from oral use of sentence patterns to the automatic use in speech, reading,

and writingU (Richards and Rodgers, 1986, p. 39). Many British text books today still

bear the stamp of the Situational Approach, which continued to be widely used even in the
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1980s (Richards and Rodgers, 1986). We will now tum to the AudioÜDgual Method, a

counterpart ofthe Situational Approach.

3.9 Ihe AudjoliOi"al Mcthod

Like the Situational Approach, this method is part of the psychological tradition in

language teaching approaches (Nunan, 1991). It was based largely on the work of Yale

University's Bloomfiel~ and is a produet of the American entry into World War Iwo, an

act which brought a demand for conversational proticiency in foreign languages,

particularly among the servicemen who were fighting in foreign lands (Kelly, 1976;

Mackey, 1975). Because ofthis, it is sometimes referred to as the Army Method.

The Audiolingual Method was used to serve the American war effort for ooly two

years before the war came to an end. After the war, sorne linguists seized the opportunity

created by a growing demand for an oraJ...based approach to retine and adapt the Army

Method. The teaching ofEnglish as a Foreign Language would serve the economic and

political interests of the U. S, which was emerging as a new world power. Although the

Situational Approach in Britain was the counterpart of the Audio-lingual in the States, the

two methods seem to have developed independently ofeach other (Richards and Rodgers,

1986). The American method was strongly allied to American structural ÜDguistics and its

applied linguistic applications, particularly contrastive analysis (Richards and Rodgers,

1986: Stern, 1983); and was the result ofan amalgamation of the structural approach,

insights from behaviourist psychology, structurallinguistic theory and the contrastive

analysis of the SOs and 60s (Stern, 1983; Nunan, 1991). Looking at the final produet in

1964, Professor Nelson Brooks claimed that it had changed language teaching from an art

to a science; and up until the late 19605 the method was in great favour in both the U. S.

and Canada (Richards and Rodgers, 1986; Nunan, 1991).

Ihe Audiolingual Method is based on the structural theory oflanguage, a view that

language consists ofa pyramidal structure ofsmalllinguistic blacks beginning with

phonemes and extending to sentence types; leaming a language is seen as a process of
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mastering these building blacks of language, and leaming the rules by which the elements

are combined (Celce-Murcia, 1991). The method emphasises the primacy of speech; and

the theory of leaming is behavioral in that language mastery is represented as acquiring a

set of appropriate stimulus-response language chains (Stern, 1983; Celce-Murcia, 1991).

Instruction which foUows the Audiolingual Method places heavy emphasis on speech

ability (Mackey, 1975). The shon-range objectives are teachiog üstening comprehension,

accurate pronunciation, recognition of speech symbols as graphic signs on a printed page,

and the ability to reproduce these in writing. The ultimate aim is for the leamer to

achieve native-sPeaker-level use of the foreign language. After the war, modifications to

the method added larger doses ofreading and writing (Mackey, 1975).

The syUabus for the AudioÜDgual Method is stnIeture-based. The skills are taught

in order, namely, üstening, speaking, reading and writing. Teaching and leaming activities

include dialogues, drills and pattern practice exercises. The leamer's main role is a reactive

one; he or she simply responds to stimuli provided by the teacher, and has little or 00

control over the content, pace or style of learning (Richards and Rodgers, (986). Leamers

are discouraged ftom initiating interaction so as to avoid situations where they might make

mistakes (Celce-Murcia, (991). Instead, it is the teacher who plays the dominant role by

modelling the target language, controlling the direction and pace of the learning, and

monitoring and correcting learners' performance. Instructional malerial is primarily

teacher-centred; in the elementary stages, the use oftextbooks by students is discouraged.

Tape recorders and other audioüngual equipment, such as the language lab, are widely

used and virtually essential for Audiolingual Method-teaching.

Classroom procedure consists mainly of oral instruction with üttle formai grammar

teaching. The focus ofinstruetion rarely moves beyond the level orthe sentence, and the

target language is used as the medium of instruction . A typical lesson would start offwith

the teacher or tape giving a model dialogue, which the students would then read aloud in

chorus. The dialogue would form a basis for pattern drills of various kinds, during which

grammatical explanations might also be given. Reading, writing, or vocabulary activities

based on the dialogue could be introduced, and further practice work would be done in the
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language lab.

The popularity of the Audiolingual Method reached its peak in the 1960s but

thereafter began to fall as a result of the challenge ofNoam Chomsky and a number of

psychologists who criticised the strueturalist approach to language description and the

behaviourist theory of language teaching, the two foundations upon which the

Audiolingual Method was based (Celce-Murcia., 1991; Nunan, 1991). Instead, Chomsky

put forward the theory oftransformational grammar which stresses the innate capacities of

the mind giving rise to a universai grammar.

3.10 Copjtjve Code LearnjOi

Cognitive Code Learning was derived from Chomsky's transfonnational grammar

and cognitive psychology in the mid-sixties, and provided an alternative to the

Audiolingual Method (St~ 1983). However, this method never caught on in foreign

language teaching, because it did not offer c1ear methodological guidelines (Nunan, 1991;

Richards and Rodgers, 1986).

3. Il Audjoyisual Melbod

ln the period from the 1950s to the early 1970s, when the Audiolingual Method

was taking hold in the V.S. and the Situational Approach was doing the same in Britain,

another approach was being developed in France, the Audiovisual Method. Like the

others, it is part ofwhat Nunan (1991) calls the psychological tradition of language

teaching. It was intended for use with aduIt learners. Its principal feature is the visual

presentation ofvarious scenarios in order to involve learners in meaningful utterances and

contexts. The theoretical assumptions which underlie the Audiovisual Method are based

on a view of language as social and situational phenomena (Ste~ 1983). The main goal is

to familiarize the learner with everyday language. The main teaching technique involves

the teaching ofeveryday language through such technology as film strips and audio-tapes.
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The teacher's role is to explain, demonstrate, and question, while students engage in

dialogue and drills as practice and to help them memorize. Gt-adually, the students are

supposed to graduate trom tape·film strip to their own independent production of

everyday language. The Audiovisual Method, like the Direct Method, bas been criticised

for its unproven assumptions that leamers will transfer skills trom visual material to real

life situations, and for taking for granted that strietly-controUed leaming sequences and a

rigid arder ofactivities will resu1t in effective leaming (Stem, 1983).

Chomsky's challenge to the Audiolingual Method and the Situational Approach

resulted in a period marked by confusion, eXPeriment and adaptation, which ooly stabilised

with the advent ofCommunicative Language Teaching.

3. 12 Communicatiye LaniUllie TeaçbiOK

Communicative Language Teaching bas been described as an approach ratber tban

a teaching method (Richards and Rodgers, 1986). It developed, as we have noted, as a

result ofcriticism, by Chomsky among others, ofboth American Audiolingual Method and

the British Situational Approach. Tbe MOst significant early advocates of Communicative

Language Teaching were the British linguists Christopher Candlin and Henry Widdowson,

who were in tum strongiy influenced by the systemic linguistics of Firth, Halliday, and the

American sociolinguists, D. Hymes, J. Gumpertz and W. Labov. Chandlin and Widdowson

were also affected by John Austin and 1. Searle1s work on speech act theory (Howatt,

1985). Communicative Language Teaching also met the growing demand for closer

communication among the member countries of the EuroPean Common Market and the

Council ofEurope.

There is no single model ofCommunicative Language Teaching that is universally

accepted as authoritative, although there is one common thread that runs through aU its

models, the attention paid to the funetional as weil as the structural aspects of language.

There are therefore strong and weak versions ofCommunicative Language Teaching

(Howatt, 1985~ Yalden, 1987). Communicative Language Teaching widened funher in the
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19705 with Hymes' challenge to Chomsky's distinction between competence and

performance. The approach is based on a theory of language as communication; and,

accordingly, its main teaching goal is the development of the students' communicative

competence. lt is a leamer-centred and experience-based view of second language

teaching. Learning and teaching objectives of Communicative Language Teaching are

determined by the needs of the learners. These objectives work on many levels: linguistic

and instrumentaL affective and interpersonal, individual and educational, ail approached as

integrative content (Richards and Rodgers, 1986).

Despite a fairly- broad consensus on the overall objectives ofCommunicative

Language Teaching, and despite the proposai of a number ofmodels, there appears to be

no agreement as to what the content and organization of a communicative syllabus should

be (Rowan, 1985; Yalden, 1987). Examples ofleaming and teaching aetivities are

unlimited; the ooly guiding principle is that these activities should engage the leamer in

authentic communication. The teacher's role is that offacilitator ofthe leamer's

communicative experience. The secondary roles of the teacher are those of needs analyst,

counsellor and group process manager (Celee-Murcia, 1991). The main role of the

instructional material is similar to that ofthe teacher, namely, to promote communication.

Teaching materials can be text-based or task-based, the latter involving games, rea1ia, for

example. Because ofthis great variety ofpossible procedures and classroom techniques, it

is impossible to characterize any set of procedures for Communicative Language

Teaching.

Although Communicative Language Teaching was much in favour in the 80s, some

of its claims have recently been questioned. Celce-Murcia ( 1991), for example, argues

that "... there is no aetual empirical evidence that proves 'communicative' language

classrooms, especiaUy those that preclude any learner focus on fo~ produce bener

language leamers than do more traditional classrooms" (p. 462). Questions are also being

raised as to whether Communicative Language Teaching produces equally effective results

at all levels of leaming; and whether it can he handled efficiently when the teachers are not

native speakers of the target language. In addition, the problems of syllabus design and the
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teaching ofgrammar are still largely unresolved (Yald~ 1987; Howatt, 1985). While ail

this criticism suggests that the heyday ofCommunicative Language Teaching is over, its

principles are still being recommended for ESL teaching in Zimbabwe, as my data seem to

suggest.

3. 13 Total PhysjcaJ Responsc

This method, whose development is associated with James Asher, is constructed

on principles supposedly derived from theories about first language generatio~ although

Many first language theorists would not agree with Asher's claims. However, whether or

not Asher's claims are accepted, his method falls ioto what Nunan (1991) describes as the

methodological or second-Ianguage-generation tradition of language teaching

methodology, in which the leaming of a second language is seen as a process similar to

first language leaming. ft is an attempt to teach language through physical or motor

activity. Asher does not directly discuss the nature of language and how it should he

organised for teaching and learning (Richards and Rodgers, 1986). We cao infer from bis

aetual classroom activities that he is working with assumptions similar to strueturalist or

grammar-based views oflanguage Methodologies.

The theory of leaming which underpins the Total Physical Response Method is

reminiscent of the stimulus-resPOnse models of behaviorism. Based on Piaget's

developmental psychology, tbis method claims that language is generated through motor

movement, with the initial period being ümited to watching and listening; until gradually

the learner is led to produce bis or her own language and later to initiate other more

abstraet language processes (Nunan, 1991). Leaming language in tbis way is also said to

reduce stress in leaming, because it fosters but does not force language generation

(Richards and Rodgers, 1986). The ultirnate aim of Total Physical ResPOnse is to teach

speaking skills at beginner level, with comprehension used as a means to an end. The

approach is teacher-centred and controlled. The syllabus is sentence-based, dominated by

the use of imperatives in combination with other techniques such as conversational
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dialogue, role-plays and slide presentations.

The role of the leamer is primarily that of listener or performer; leamers have very

tittle influence over the content to he learned. The teacher acts bath as a model and as

director of the leaming process. In the initial stages, the teacher rarely corrects the leamer,

and, in general, the textbook is only used in the later leaming stages. ln the early stages,

the teacher relies more on detailed lesson plans, and on bis or her voice, actions and

gestures as a basis for classroom activities. In the later stages, the teacher employs realia

that are commonly found in the classroo~ such as books, pens, furniture, pietures and

charts.

A typicallesson following the Total Physical Response Method would start off

with a review of the previous worle, to be followed by the introduction of new commands

by the teacher. For example, in introducing a new command, the teacher might begin by

saying: "Mary, stand up! Touch your leg! Walk two steps forward, etc., " and the student

would try to follow the commands. The new commands that are introduced are later

practised in such activities as dialogues, role plays and slide presentations. The main

criticism that bas been levelled against such methodology is that tbis is not the way people

normally communicate or act. Moreover, The Total Physical Response Method offers no

explanation or theory on the relationship between comprehension, language production

and communication. From a communicative language teaching perspective, one would

question the relevance of the method's sentence-syllabus and limited utterances to the

learner's language needs in the real world. Asher himself must have realised limitations of

bis method, because he recommends that it he used in association with other language

teaching rnethods and techniques (Richards and Rodgers, 1986).

3. 14 The N'lural Approacb

This metbod a1so falls under the methodologjcal tradition, as it draws on research

and theory into tirst and second language generation and attempts to apply the findings to

second language leaming (Nunan, 1991). The method was created by Tracy TorreU, a
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teacher of Spanish in California, U. S., in 1977, and is based on Krashen's Monitor Model.

The Natural Approaeh should not he confused with the Natural Method, already discussed

under its other name, the Direct Method. Although both use the model ofa child's learning

of its first language, the Natural Approach is different in that it attempts to find a seientifie

rationale for its procedures. As detined by TorreU and Krashen, the method confonns to

the naturalistic prineiples found in successful second-language leaming. The Natural

Approaeh emphasises input and exposure to the language rather than on practice, and thus

resembles the hearing-before-produetion model of the Direct Method (Richards and

Rodgers, 1986).

Torrell sees the primary funetion of language as ofcommunication, although bis

main approaeh is still structural, and thus resembles the Audiolingual Method. The input

hypothesis imposes a hierarchical structural complexity of language, as it demands that the

language be divided into different struetures that are served up as input at ditferent stages

ofleaming. In tbis way, we cao say that the Natural Approach does not offer an insightful

view of language leaming. The SPeCifie syllabus objectives of the Natural Approach

depend on the needs of leamers. The syllabus consists ofa number of general goals for

the language course and a list of situations and topies as syllabus suggestions. While the

syllabus May be rather vague, great importance is placed on combatting leamers' anxiety.

The Monitor Model therefore demands that the lesson atmosphere be made interesting,

friendly and relaxed, in order to achieve a low affective tilter, a low level ofemotional

resistance to the subject being leamt (Richards and Rodgers, 1986).

The Natural Approach requires that the choice of teaching and learning activities

be determined by the need for comprehensible input in the target language. From the initial

stage of listening to teacher talle, the students are gradually challenged into doing most of

the talking themselves. Teaching techniques taken from other methods, such as mime,

gesture, group work, are also used. The teacher aets as a primary source of

comprehensible input and the creator of an appropriately relaxed classroom atmosphere

that wiH allow for a " low affective tilter". Instructional materials, sueh as pictures,

schedules, maps, and the like are authentie rather than speeia1ly produced for the
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classroom or found in textbooks (Richards and Rodgers, 1986). A wide variety oflesson

procedures is borrowed from other methods~but these procedures are adapted so that

they suit the Natural Approach.

Richards and Rodgers (1986) conclude that the emergence of the Natural

Approach is evolutionary rather than revolutionary, in that it grew out of other trends, and

it shares the weaknesses ofsome of the methods on which it is based. For example, the

Monitor Model, on which the Natural Approach draws heavily, has recendy been criticised

because of the lack ofempirical evidence to back up its claims (cf McLaughlin., 1988).

3.15 The Humanistic Tradition

In the early 70s, a different type ofapproach to foreign language teaching started

to develop independently. It derived its ideas trom humanistic psychology and can be

placed in a humanistic tradition, although it bas been claimed that some of the methods

that form part ofthis tradition are inhumane to the leamers (Nunan, 1991). The primary

feature of humanistic language teaching is its claim which takes into consideration the

leamers' affective domain, such as their emotional fears and oeeds (Nun~ 1991). Several

different approaches lay claim to the humanistic tradition. Despite their differences, they

ail share a common belief in the primacy ofaffective and emotional factors within the

leaming process. Their basic tenet is lhat teaching should be made subservient to learning,

although tbis does oot mean that teachers should abandon ail control to leamers (Nunan,

1991). The main movements within the humanistic tradition are the Silent Way,

Community Language Teaching and Suggestopedia.

The Silent WIY

The Silent Way was created by Caleb Gattegno in 1972 using concepts derived

from Bruner's early works (e. g. Bruner, 1968). Its basic assumption is that language

learning can most effectively take place when the teacher is as silent as possible, but
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encourages ms or her leamers to produce as much language as they can (Richards and

Rodgers, (986). The method claims that leaming is oost facilitated by a problem-solving

approach to the materia! they are to leéU1l, where students discover rather than memorize

how the target language works.

Gettegno views language as a substitute for experience, and meaning as given by

experience. Like several other approaches, the Silent Way uses the processes of tirst

language generation as a basis for the teaching of foreign languages. However, because

the approach is 50 strietly controlled by the teacher, it cannot be equated with any natural

approaches to language learning (Richards and Rodgers, 1986). Silence is considered

important because it is presumed to give the student space in which to concentrate on the

leaming task. The method claims that leaming is achieved by self-correction through a

state of relaxed self-awareness which comes from an emotionally peaceful state ofmind.

The aim at the beginning stages is for students to comprehend the basic elements of the

target language when spoken, while the general goal is to achieve near-native tluency in

the target language. The syUabus takes a structural approach to the organization of

language content. This content is taught through artificial situations, with the sentence as

the basic unit of teaching. There is said ta be no general Silent Way syUabus~ and no

details are given on the actual arrangement and prioritising of the content ta he taught

(Richards and Rodgers, 1986).

Learning is largely inductive, and silent way teaching and learning activities consist

of simple, linguistic tasks where, for example, a teacher models a word, phrase or sentence

with the help of charts, rods or other physical objects. The teacher then elicits a leamer­

response. ModeUing is kept to a minimum, so as to create opportunities for the learners to

produce as much language as possible. The learners start by listening, during which time

they are supposed to carry out a systematic analysis of what they hear. With more directed

practice and experimentation, learners are eXPeCted gradually to assume independence,

and take responsibility for their own learning (Crawford-Lange, 1987). As much as

possible, the learners are encouraged to interact 50 as to learn from each other. The

teacher's main role is basically to teach, to test and then to as quickly as possible get out of
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the way of the students' learning (Richards and Rodgers, 1986). The teacher is supposed

to refrain trom speaking aloud, but should silently monitor the interactions of his or her

learners, and communicate by means of pantomime, puppetry and the lïke.

Physical objects are an essential accompaniment to silent way teaching. The

common instructional rnaterial consists ofcoloured rods, colour--coded pronunciation and

vocabulary wall charts, a pointer and reading and writing exercises. Colours are intended

to stimulate student learning, and the pointer is used to indicate the sound symbols that

students should practise. The wall charts are for helping students to remember

pronunciation and for vocabulary building. The colour rads are used in various ways to

show the meanings ofwords and structures visually, rather than by translation ioto the

learners' native language. The rads can be used for many purposes by an inventive teacher.

The Silent Way foUows a standard lesson format. The lesson starts offwith

pronunciation models and a practice exercise, foUowed by the teacher silendy pointing to

individual symbols for students to identifY. The same appües to the treatrnent of

vocabulary. Students practise in artificial situations which are based on the lesson's theme.

From tbis descriptio~ it cao be seen that the Silent Way is not entirely revolutionary. lt

does, however, have innovation elements, namely, the less dominant role of the teacher,

the responsibility placed on the students and the instructional materials used (Richards and

Rodgers, 1986).

Community LaniU1ae Teachioa

Community Language Teaching is another example of a method in the humanistic

tradition. It was developed by Charles Curran and bis associates, and applies the theory

and techniques of psychologjcal counselling to language leaming. The basic element of the

counselling is empathie understanding, advocated by such psychologists as C. Rodgers

(1969). Because of tbis, the method is sometimes referred to as the CounseUing-Leaming

Method (Nunan, 1991~ Crawford-Lange, 1987). It also draws on bilingual education

programmes, and considers such factors as the role and funetions of the first language in
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the instruction and leaming of the second language.

Curran himselfwrote very little about bis theory of language, but his ideas were

expounded by bis student, La forge. Language is seen as a social process which ditfers

From language as communication. Language as a social process goes beyond the

communication role of language and defines a speaking subject in relationship to its other

(Richards and Rodgers, 1986). The method advocates a holistic approach to language

leaming, which must thus take account of bath cognitive and affective domains. The

leaming of a new language is compared to the live processes ofdevelopment in humans

whereby a newly born child moves trom a stage of initial insecurity to a measure of

independence from a parent, and then to the ability to speak independently, the capacity to

accept criticism, and, finally, as an adult, to a full and a well-developed style (Crawford­

Lange, 1987; Richards and Rodgers, 1986).

The general goal ofCommunity Language Teaching Method is the attainment of

near-natïve mastery ofthe target language; sma1ler, more specific objectives are not given.

The method does not have a conventionallanguage syllabus; instead the course is based

on topies which are ehosen by the leamers according to their needs. Specific grammatical

items are sometimes isolated by the teacher for more detailed study and anaIysis. Teaching

and learning aetivities used consist mainly of translatio~group work, recording,

transeriptio~ analysis, reflection and observation, listening and free conversation

(Richards and Rodgers, 1986).

Leaming takes place through leamers interaeting with each other, typically in

groups of six to twelve sitting in a circle. The teacher's role is prirnarily to provide

whatever language leamers might need to express themselves on their chosen topics. The

teacher also acts as a counsellor, supporting the leamers as the class goes through the five

stages outlined earlier. Teaching materials can be teacher- or student-developed. They

May consist ofsummaries ofwhatever linguistic features are raised by the conversations

produced by students. These summaries are presented on the board or overhead

projector. Textbooks are seen as unnecessary and limiting.

No description of a typical community language teaching lesson can be given~ as
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each course is unique (Richards and Rodgers, 1986). In general terms, however, a typical

lesson would have a circle of learners facing each other, and would consist ofa period of

silence, followed by discussion, a surnmary of the discussion or a dramatic presentation,

with music, puppets, drums and pictures and 50 on. Ali these activities would he student­

led, with the teacher coming in with the required language input only when needed. 80th

the first and the target languages are used in the lesson. Students might audio-tape some

of their deliberations~ transcribe and later analyze them or present them as drama. The

lesson would usually end with the teacher asking the dass to reflect on what they had

done.

Tbe Community Language Learning Method makes a lot ofdemands on the

language teacher, who must prepare instruetional materials and evaluate the leaming

process with no syUabus to aet as guide. The teacher must also be proticient in both the

learners' tirst language and the target language. The teacher would also need formai

training in counselling, which is central to this method, ifhe or she is to play bis or her role

efficiently. However, there bas been sorne scepticism as to whether the counselling

process actually parallels new language learning (Richards and Rodgers, 1986).

Suggestopedia, also classified by Nunan (1991) as a humanistic method, was

developed by Georgi Lozanov, a Bulgarian psychiatrie educator. Its approach to leaming

is derived from Suggestology, a science concemed with the systematic study of the non­

rational and non-conscious influences to which humans are seen as constantly responding

(Richards and Rodgers, 1986). The method also borrows on the Eastern yoga tradition

and on elements of Soviet psychology. Yoga provides the states ofconsciousness and

concentration, and the use of rhythmic breathing claimed to aid leaming; while Soviet

psychology provides the notion of the appropriate learning environment and the belief that

all students are capable of achieving the same level of skiU in a subject.

Lozanov did not articulate a systematic theory of language, but from bis emphasis
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on memorizatio~ we can infer that most importance is attached to lexis and lexical

translation~ although a holistic approach to texts is recommended. In terms of learning

theory, the idea of suggestion is at the heart of Suggestopedia (Richards and Rodgers,

1986). This involves the teacher acting as an authoritative source of knowledge, and the

student playing a subordinate role like that ofa child to a parent. Most important, thou~

is the creation of an environment appropriate for learning: that is an environment which

will release tensio~ enhance the power ofcODcentratio~and thus facilitate the absorption

of new material (Crawford-Lange, 1987). This environment is best created by such

techniques as varying the tone and rhythm of repeated rnaterial and the use of

dramatisatio~music~ decoratioD and reclining chairs arranged in a cirde and so on.

The ultimate aim of Suggestopedia is to deliver advanced conversational

proficiency quickly. The method is otrered under a ten-unit package covered in thirty days~

meetings for study last four hours a day, six days a week. The focus is on acquiring a

stipulated number of items of lexis along with their grammatical associations (Richards

and Rodgers~ 1986). Dialogues and grammar are bullt around the graded lexis. Leaming

and teaching activities consist in the main of imitation of the teacher, questions and

answers~ role-playing, games, songs~ gymnaslic exercises, most ofwhich are common to

other methods of language teaching.

Suggestopedia sees the mental state of the leamer as critical to success, because

ooly the right state of mind cao allow new material to be absorbed. The teacher's primary

role is therefore to create situations in which the leamer "is MOst suggestible and to

present linguistic material in a way most likely to encourage positive reception and

retention by the learner't (Richards and Rodgers, 1986, p. 149). Texts and tapes are the

prirnary instructional materials, and classroom fixtures and music are used to support

these.

Suggestopedia does provide a basic (esson procedure, but roorn is always available

for variations and adaptations (Richards and Rodgers, 1986). In general~ the teacher starts

with an oral review of the previous lesson, with students in reclining chairs arranged in a

circle. The review takes the form of a seminar. In the next stage, new material is presented
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and discussed in the target language, although students are free to use their first language.

The material may focus on dialogue patterns, grammar and vocabulary. The tbird stage is

caJled the seance or concen session, which forms the real hean of Suggestopedia. Here,

the slow movements (lago) ofBaroque musical compositions with sixty-beat rhythm are

played on a tape recorder while students read the texts they are to leam. The session is

punetuated with periods ofsilence. The students then close their books and listen to the

teacher reading the text aloud. Finally, the students are asked to read the text again once

before going to bed, and once on getting up in the moming. Ali tbis is aimed at inducing a

kind of hypnotic etrect on the leamers, which is believed to stimulate leaming (Nunan,

1991~ Crawford-lange, 1987). These daims are said to he based on scientific theory, but in

fact have been frequently criticised for being only pseudoscientific (cf. Richards and

Rodgers, 1986).

Table 8 provides a summary ofail the methods discussed in tbis section.
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Table 8

A Summary ofChanac and looovation in Lani"aKe Teaçbioa Metbods· AntiQuity to

present-day

PERIOD DECADE MAIN FEATURES

1 Antiquity to 1880 Early language teaching

metbods; Grammar-

Translation Metbod

2 1880 - 1920 Reform Movement; Direct

Metbod; Pbonetics

3 1920 - 1940 Coleman Report; Reading

Metbod

4 1940 - 1950 American Army Metbod;

Linguistics

5 1950 - 1960 Situational Language

Teaching {Britain);

Audiolingual Metbod (U. S.

and Canada); Audiovisual

Metbod (France);

Psycholinguistics

6 1960 - 1970 Audiolingual and Situational

Metbods Challenged by

Cbomsky; Transformational

Grammar; Cognitive Code

Leaming; Sociolinguistics
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7 1970 - 1980 New Methods; The

Humanistic tradition;

Language Leaming Research;

Curriculum emphasis

8 1980 - 1990 Communicative Approaches

9 1990 to Present-day Breakaway from Method

Concept; Research ioto

Language Classrooms
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A look at the history of language teaching methods summarised in table 8 shows

clearly that, as Stem (1983) argues, language teaching theories, and espeeially theories of

teaching method, have had a long, fascinating and somewhat tortuous bistory. Despite

tbis, theorists are still far from reaching a consensus as to the MOst effective or scientific

methods of language teaching. Nunan (1991), for example, writing about the search for

the best method, says somewhat despairingly, "We have yet to devise a method which is

capable ofteaching anybody anything" (p. 248). Van Els et al. (1984) also argue that there

have been times in the history of language teaching methods where there bas been

development without progress; tbis is caused by what they cali the pendulum eiTeet:

"...much that is presented as new and revolutionary is in faet notbing more than thinking

but once again and labelling old ideas and procedures" (p. 141).

Mackey (1975) uses images similar to that ofthe pendulum to lament the past and

present state of language teaching. He sees the large number of unresolved

methodological issues as the "causes ofthe periodical swing of language teaching opinion

from one extreme to the other, a vacillation deplored long ago by scholars like Sweet and

Palmer, since it makes language teaching a matter offad and fashion, a matter ofopinion

rather than fact" (p. Ix). Van Eis et al. (1984) see the lack ofprogress in foreign language

teaching throughout the centuries as due mainly to "the state ofour knowledge about

language learning" (p. 143), astate they see as inadequate. For them, the whole history of

foreign language teaching methods can he summed up as "a long past but ooly a short

history" (p. 143). For them, the real history of language teaching, when something real

aetually happened, came about as a result of the adoption of a more scientific approach in

linguistics and the rise ofexperimental psychology, and insights into memory and leaming.

In a preface to bis book, Chaudron (1988) argues that before the advent ofthis scientific

efa, the language teaching methods that were proposed were rarely based on theory:

Theories and claims about language teaching methods, effective curriculum~ or the
importance of leamer charaeteristics have rarely been based on actual research in
language classrooms, despite the integral role that the classroom teaching and
learning plays in theoretical and practical proposais (p. xv).



•

•

102

Language teaching historians largely agree that fads and fashions are still a main

characteristic of the present-day language teaching profession. They are particularly

evident in the area of methodology where they come and go with monotonous regularity

(Nun~ 1991~ Van Els et al. 1984~ Mackey, 1975). Unfortunately, it is language teachers

who have always borne the blunt of these trends and haphazard changes. Stem (1983:

515) gives details:

Language teachers - probably more than other professionals - find that they are
constantly bombarded trom alI sides with a surfeit of information, prescriptions,
directions, advice, suggestions, innovations, research results, and what purports to
be scientific evidence.

While this situation may weU be universal, it is particularly evident in developing

countries like Zimbabwe, where virtually anything that cornes with a new label tends to he

accepted uncritically:

The Third World has frequently been the victim in the past of the over-enthusiastic
promotion of "packagedtl methods originally devised for quite different
circumstances, and there has been instances of the same kind of "salesmanship"
with communicative approaches" (Howan, 1985, p. 288).

In order to avoid the stressful and even dangerous situation where the language

teacher is constantly being led up blind alIeys, it would be extremely useful if the language

teaching profession could come up with a workable criteria with which to investigate the

empirical wonhiness of new rnethods and approaches. One such framework has been

proposed by Von Eckardt (1995), who provides criteria for investigating the scientific

basis of a teaching method in the fonn of research questions.

There are at present encouraging signs that a break with the futile search for "the

best method tl will tinally take us out ofthe vicious circle in which we have been trapped

for centuries. Current research on language teaching methods is turning increasingly to the

examination of what actually happens in language classrooms in order that researchers will
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be able to generate theories based on scientific evidence. An example of such a view is

given by Prabhu (1990: 175):

.. if we regard our professional effort as a search for the best method whic~ when
found~ will replace aU other methods~we may not only be working towards an
unrealizable goal but, in the process~he misconstruing the nature of teaching as a
set ofprocedures that can by themselves carry a guarantee of learning outcomes.

Prabhu (1990) as weU as Natalicio and Heresford (1971) are proposing a new

definition of method, which they see now as ingrained in the qualities that give a teacher

bis or her special individuality. It is this individuality that determines the unique ways in

wbich each teacher handles any teaching method. This investigation ofaetuallanguage

classrooms may weil he a useful area for research ioto teaching methods (cf. EUis~ 1992).

The next section reviews the literature on teachers' beliefs, an area which May prove more

fiuitful than the method paradigm, ifwe wish to find ways of influencing teachers'

behaviour in the classroom.

3 B: A Break with the Method Paradigm: Into Teachers' Beliefs

3. 16 The Nature of Teacbers' Beliefs

The literature reviewed concerning the search for the "best method" ofteaching

language seems to point to the general conclusion that it is futile to search for ways of

effective teacbing within the method paradigm. It is tbis conclusion that led me towards an

examination of teachers' beliefs about teaching and leaming with the underlying aim of

improving ESL teaching. Nespor (1987), quoted in Pajares (1992) says on tbis subject: "...

in spite of their idiosyncracies, beliefs are far more influential than knowledge in

determining how individuals organize and define tasks and problems and are stronger

predietors ofbehaviour" (see also Geertz, 1973; Long, 1991; Goodso~ 1992).

Although Many educationists and researchers acknowledge that a teachers beliefs
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are crucial for bis or her classroom behaviour (e.g. Geertz., 1973; Long~ 1991; Goodson,.

1992)~ very few researchers have been willing to study lbis phenomenon,. because of the

definitional problems it raises. In any study~ it is important tirst to detine the construet

under investigation and then to explain how it differs from that ofsimilar constructs. It is

also necessary for a researcher to specify the nature of the phenomenon under

investigation "50 that research May be informed by the assumptions tbis understanding will

create" (pajares, 1992~ p. 308). Pajares (1992) argues that the reason that teachers' beliefs

have not been adequately examined is the difficulty ofdefinition as weU as the problem of

poor conceptualizations and differing understandings by researchers ofbeliefs and belief

structures. He says that the topic of teachers' beliefs is also avoided because~ as a global

construet~ belief does not lend itself easily to empirical investigation. It is "often seen as

the more proper concern ofphilosophy or, in its more spiritual aspects, religion" (pajares~

1992~ p.309). But Pajares (1992) argues lhat beliefs are "a legitimate subject oflinguistic

inquiry in fields as diverse as medicine~ law~ anthropology~ sociology, political science, and

business, as weU as psychology, where attitudes and values have long been a focus of

social and personality research" (p.308). Moreover~ as the notion ofbeliefis a key concept

in my study~ it is essential that a comprehensive definition is proposed.

Studies that have attempted to study teachers' beliefs have brought a variety of

definitions and conceptualizations to the phenomenon. Many of these researchers rarely

define "belief' or use it explicitly as a conceptual tool in the educational community;

obviously, though a great deal depends on the researchers orientation and perspective

(Eisenhart~ Shrurn, Harding and Cuthbert~ 1988). Some of the definitional names listed by

Pajares (1992) that have appeared in studies ofthe same phenomenon are: attitudes~

values, judgements, axioms~ opinions, ideology, perceptions~ conceptions~ conceptual

systems, preconceptions, dispositions, implicit theories, explicit theories~ lay theories~

personal theories, internai mental processes, action strategies~ mies ofpraetice, practical

principles~ perspectives ofunderstanding, social strategy, and 50 on. (see also Halkes~

1988; Roehler, DutJ: Hemnann,. Conley and Johnson,. 1988; Bullough, 1991; Goodman~

1988~ Calderhead and Robso~ 1991). Pajares (1992: 314) refers to ail these names as
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"new jargo~ old meaning'\ that is, he sees themall as an attempt to describe the same

thing.

ln traditional cognitive science, beliefs are conceived of in terms of the symbolic

representatio~ or the mental model which is manifested in a person's behaviour. In tbis

traditional cognitive science mould, the world is centred in the mind. In recent years,

however, there have been attempts witbin cognitive science to widen tbis traditional

mentalistic model 50 that it includes the notion of situated cognition. This views

knowledge as residing in bath the head and the world, thus making it a socio-cognitive

phenomenon (Brown, Collins and Duguid, 1988; Norman, 1993). This widening of the

field ofcognitive science bas resulted in a shift trom investigating simple components of a

system in isolation from each other to examining naturally occurring behaviour which is

both purposeful and context-dependent (Graves, 1996). As weU as accepting the idea of

the traditional symboüc processing, situated cognition takes into account the role of the

environment, the context, the social and cultural setting, and the situations in which aetors,

here teachers and leamers, find themselves (Norman, 1993). Duranti, in Duranti and

Goodwin (1992), sees discourse as mediating between the different versions of the world

which people have when they interaet with each other. Gumperz, also in Duranti and

Goodwin (1992), sees context as a cognitive process through wbich cultural and other

types of background knowledge are brought into the interpretive process.

While these ideas are helpful, Bogdan, in Bogdan (00.) (1986), a philosopher of

science, has come up with a clearer and more useful socio-cognitive definition and

conceptualization of belie( which my study will take as its operational definition of the

belief phenomenon. Bogdan's definitional and conceptual framework ofbelief, which suits

my objective oflooking at ESL instruction from a socio-cultural-cognitive perspective, is

shown in summary fashion in figure 9 that foUows, and is al50 explained in my text.
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Relief is

feeling.
sentimc:nr

brJin stJre

occurrent S!Jtl:

FiiWre 9: Bogdan's conceptual framework of belief

Source: Bogdan, R. E. (ed.) (1986, p. 5). Reproduction of figure lOis by permission of

Oxford University Press.
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According to Bogdan's theoretical framework ofbelief, as shown in figure 9, there

are two possible ways of100king at the concept of belief~ it is either existent or non­

existent. The belief eliminativists, as Bogdan (1986) calls them, would say belief is

nothing, meaning that the notion describes nothing in the mind or outside it. They wouId

dismiss the notion ofbeliefas merely a linguistic practice and usage. 1cannot subscribe to

tbis view, because, as will be shown later, there is plenty of evidence that the phenomenon

called belief does exist.

Bogdan (1986) explains that there are currently two overall schools of thought

dividing those who subscribe to the existence ofbelief. Briefly, the older Platonie view

takes belief to be an attitude, or a capacity directed towards cenain aspects of the world

and responsible for producing cenain specifie cognitive experiences. This is a dispositional

view which tends to appeal to the more scientifically and behavioristically inclined

(Bogdan, 1986). The second view regards belief as a conscious experience~ more

introspective or mentalist researchers tend to subscribe to tbis more modem notion.

Bogdan (1986) is quick to point out, however, that neither view is completely

adequate to de~ribe the notion ofbelief For example, the dispositional capacity is shared

by other mental attitudes and understandings, such as desires and intentions~ and the overt

action cannot be the ooly manifestation of belief Oven action cao, for example, be

manifested by other beliefs, mental attitudes, inferences and other phenornena. The

Platonic view cannot pass the reliability property, one ofa set of criteria laid down by von

Eckardt (1995) for testing the scientific worthiness ofany claim a study may make. The

view will fail the test because of ilS inconsistency and inclusiveness. As for the concept of

belief as conscious experience, it is not clear whether it is the belief itselfor a resull of

believing, or both, that are the evidence for believing. Il has also been argued that the

notion ofconscious experience cannot accommodate unconscious belief, a widely, if not

universally accepted, phenomenon. Thus, neither concept of belief outlined above stands

up as a valid definition.

One alternative way of 100king at belief, according to Bogdan (1986), is to view it

as a mental representation in either a visual image or a sentence or proposition in sorne
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naturallanguage. For sorne people, propositions or meanings only exist in the head as

syntaetic forms under concepts, and yet others claim that what is in the head is not enough

to fix a meaning or a proposition. The latter argue that extemal, non-mental co-ordinates

are also needed, a view that 1 share in this study_These extemal non-mental co-ordinates

May be either abstract and ideal or particular and physical.

However, these external co-ordinates are not by themselves sufficient to

charaeterize the essence of belief To understand the full meaning ofbelie( linguistic

conventions and social praetices must also he included, because an individual who

possesses a helief is a product ofa given linguistic community, a factor that will affect

what he or she thinks and believes, as weU as the way we should construe and explain

what he or she thinks and believes (BagdaD, 1986). What all tbis means is that belief is

neither purely cognitive nor purely a psyehological construet (Bogd~ 1986). A naturalist

approach views the head as being part of the world, and therefore to understand its

contents is to understand what extemal inputs have reaehed it. Bogdan (1986)

convineingly argues that "... social and language games, hence factors extemal to the

mind, shape the contents ofhuman thoughts, beliefs, and speech aets" (p. Il).

Accordingly, Bogdan (1986) likens a beliefto a map by which we steer. A map

represents a particular territory, and the graphic representation ofa map corresponds to

the syntaetic fonn of belief The purpose of a map, to represent a territory, corresponds to

the intentional content ofbelief The next key question is how the map is going to do the

steering. Bogdan (1986) argues that a map cannot achieve this simply by existing. What is

needed, he says, is a traveller who knows where he or she is and where he or she is going,

besides having cenain specific objectives and expectations. The traveller in the analogy

corresponds ta the external eoordinates already discussed It is this locational information

that is needed in order to make the map guide the steering.

Bogdan (1986) says that the extemal determinants ofcontent and belief are not

necessarily represented in the mind. Instead, they May possess the capaeity to shape

content without being explieitly eneoded in it. Examples ofsueh external factors are the

environment, the social and linguistic eommunity and the personal history of the
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individual in question. In order for these factors to he able to shape contents and beliefs,

they have to be deep and enduring. There are sorne people who regard the inclusion of the

extemal factors in mentalism as making an otherwise neat paradigm rnessy. In answer to

this, Bogdan (1986) would say that it is unfortunate that "truth" is often messy. Our final

definition ofheliefthen, resulting from a discussion ofall its potential components and

attributes, is that it is an attitude to certain mental representations, and has a fonnal

structure, an intentional content, and semantic co-ordinates (Bog~ 1986). Following is

a description of the relationship between a cognitive and ethnographie interpretations of

belief.

3. 17 A Coaoitiye and Etbngmpbjç [otc[J)retation of Beliefs

Shulman (1986) sees a striking similarity between sorne aspects of research in the

traditions ofschoal ethnography and sorne in cognitive science. Both approaches ascribe

substantial cognitive and/or social organization to the participants, and both assume that

prior knowledge, experience, or attitude frames any new encounters and the participants'

interpretation ofthem, and that the performances being viewed are rule-govemed.

Shulman goes on to say that the system of rules for the cognitive scientist is often

expressed in the fonn ofa computer simulation programme, or, if it concerns memory

organization and processes, as a semantic network or tlow diagrams. On the other band,

the system of rules for the schoal ethnographer is typica1ly presented in narrative fo~ or

as a set of propositions.

Pattern theories, as they apply to human behaviour, can be explained in terms of a

script-based theory ofunderstanding (Schank and Abelson, 1977). The theory stipulates

that in order to understand what is going on in a given situation, a person must have been

in that situation before. This means that understanding is knowledge-based (Schank and

Abelson, 1977). People are able to understand the actions ofothers, and whether they

make sense or not, in 50 far as they are part ofa shared pattern of previous actions and

experiences. We build new knowledge on old, and any deviation trom the expected pattern
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causes difficulty for the interpreter.

Shared patterns ofaetion can he called scripts or frames. We acquire them early on

in life as pan ofour process of socialization through human experience. These scripts

provide us with two types ofknowledge that enable us to act appropriately: general and

specifie knowledge. General knowledge enables one to interpret the actions of others from

shared human experiences; and specifie knowledge allows for the interpretation of and

participation in events we have been through many limes before (Schank and Abelson,

1977). Because certain events occur very frequently, they come to fonn large conceptual

units called scripts. Schank and Abelson (1977) define a script as ..a structure that

describes appropriate sequence of events in a particular context" (p.41). Like frames,

scripts are made up ofslots, and there are clear requirements as to what can fiU these slots.

Scripts are non-productive; they are fixed, stereotyped sequences ofactions that define

well-known situations, such as buying stamps in a post office. An instantiated script is a

particular script called upon to perform a panicular role; and a number ofthese

interconnected scripts form what may he referred to as "the whole view" of an event or

situation (Schank and Abelson, 1977).

Certain prompts, caIled "headers", will detennine when a script should be called

into play, and the strength of their prediction for an instantiation wiU determine whether or

not they are selected. Sometimes there are interferences and detraetions of these headers,

such as an unrelated sentence in a script which may cause a break in the link. These

detractors may he corrected, or one may give up the attempt to interpret an event or

action. However, detractions can also initiate new goals that may lead the actor

temporarily or permanently out ofthe original script. This is a major way in which scripts

grow (Schank and Abelson, 1977). New participants are said to have much simpler

scripts. Scripts can he used to explain stereotyped patterns of culturally consensual

behaviour. These behaviour patterns can also be varied. Several scripts can operate al the

same time in a competing way; and it is possible for one player or two players to operate

within different scripts al the same time, which often creates confusion and

misunderstanding.
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Sinee scripts are predetermined, fixed patterns, they cannot he useful in new

situations. For that, one would need a plan, which is a repository ofgeneral information

that will connect events that cannot be connected by any available script. Schank and

Abelson (1977) define a plan as the "reasoning by which an individual decides upon one or

more actions, each ofwhich can then lead to chains or results and enablements" (p.70).

Plans are therefore sets ofchoices at one's disposai when one is attempting to accomplish

a goal. When plans have been employed for sorne time, they give rise to scripts, the

differenee between them heing that scripts are specifie and plans are general. If

understanding is detined as the process ofknowing the overaU intent ofan action, and

forming links among ditferent related actions, then plans are used only where there is no

direct connectability. In more recognisable situations, a script is used instead.

The relationship between plans and goals is an essential part of any discussion

about belief The function ofgoals is to organize 50 that standard sub-goals May he

aebieved (Schank and Abelson, 1977). A plan can only be chosen after a goal has been

selected. Knowledge ofgoals cornes from our knowledge ofuniversal motivations and of

the usual funetions ofobjects and places~ these goals MaY he ordered in a vast hierarchy

(Schank and Abelson, 1977).

Cognitive scientists see goals as derived primarily from actions rather than from

statements about goals. Goals frequently occur together as a response to input. They May

form a theme that can he equated with a belief Most humans cao he assumed to share

certain basic sets ofbeliefs about human behaviour, and tbis is what makes human

interaction possible. Human interaction is thus govemed by belief expectancy rules, that is,

rules ofbehaviour which assume or expect common beliefs. It would appear that goals are

set up either when an expectancy role is satisfied, or when the goals themselves are

thematically driven (Schank and Abelson, 1977). The selection ofa goal depends largely

on motivation, on the relative balance of positive over negative incentives and on the

perceived probability that the goal is attainable (Schank and Abelson, 1977). A person's

goals are said to he determined by his or her role in life, for example, that ofa soldier or

teacher. Language plays a crucial role in the acquisition of scripts, plans and goals.
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Reviews of studies for tbis present inquiry indicate that a teacher's orientation,

preferences and beliefs play a crucial role in determining how bis or her classroom, social~

and academic knowledge will evolve (e.g. Gutierrez, 1994~ Pajares, 1992). The interaction

patterns in a classroom are largely determined by a teacher's beliefs about teaching and

learning (Cazden, (988). Since these cannot be directly observed or measured, they have

to be inferred trom the teacher's patterns of interaction~which in tum are based on and

involve what he or she intends, says, does and evaIuates. These factors can be categorized

as plan, words, action and review (pajares, 1992). These will be some of the key elements

used in the investigation ofWillie and Cathy's teaching. 1 tum now ta some specific

studies that have been conducted on teachers' beliefs.

3. 18 Teacbers' Beliers and the Creation of Social Knowledae

Philips (1983) says that in traditional classroom teaching, children are expected to

master both the content ofthe curriculum material and the socially appropriate use of

communicative resources through which leaming takes place. This socially appropriate

classroom behaviour is necessary for the successful transmission ofthe curriculum

content. Particularly in the carly grades of schooling, teachers make a conscious effort to

teach children how to behave in a manner that is socially appropriate for the maintenance

ofofficial classroom interaction (philips, 1983). The teacher uses what is traditionally

known as class control or discipline in order to maintain what Philips (1983:74) calls "the

official structure of interaction", while students may engage in covert exchanges among

themselves which have little to do with curriculum content. In a classroom situation,

therefore, there is constant reconstruction and negotiation of sociaUy appropriate

classroom behaviours by both teacher and students. There is thus no one single classroom

culture, but severa! subcultures which exist alongside the official teacher·controlled one

(philips, 1983; Gumperz and HYmes, 1989). There are other factors which influence a

teacher's classroom behaviour, notably the actions and ideas of the headmaster or

headmistress. The headmaster's or headmistress' behaviour can itselfbe intluenced by
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other external factors, such as the relationship with the people who supervise and control

school heads (see, for example, Bourdieu, 1994; Maguire, 1995).

3. 19 Definition of Class[QQm Culture

The term "classroom culture" will be used in my description ofclassroom

interaction patterns in this study. It is therefore important that 1 explain the sense in which

the term is used here. In this study, the tenn "classroom culture" is used to refer to

established rules or shared frames of reference, in the form ofconcepts, beliefs, and

principles ofaction. These shared frames can he academic or social (Green et al., 1988).

The culture ofa group is not usually available or explicit; instead it has to he inferred from

the words and actions of the members of the group who are being studied and being

exposed to new concepts (Geertz, 1983).

Edwards and Mercer (1989) analyzed transcripts of classroom interaction to find

out how shared knowledge is established between the teacher and pupils. The study

concluded that education is the conditioning of pupils to fit in with the established culture

of educated thought and practice, and that the teacher is the agent ofthis enculturation.

Gutierrez (1994) says that through their interaction with students, teachers signal what

they prefer trom students, 50 that students learn what actions are appropriate, what roles

are possible and how they should play their role as students. It is also the individual

teacher's beliefs about teaching and leaming that shaPe and establish particular repertoires

for that teacher's classroom culture. Each classroom, although it May share common

organizational patterns with other classrooms, offers particular opponunities for

interaction to create difIerent ways ofbeing and knowing (Beras, 1994; Ernst, 1994;

Ulichny and Watson-Gegeo, 1989~ Maguire, 1989). Becoming a student, therefore, means

becoming involved with complex mediating structures, including teacher agency, which

impinge on the process of learning (cf Maguire, 1994).
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3.20 Teaebers' Beliefs and the Creation of Academie J(now1ed&e

Fox (1993) gives a detailed description of how tutoring occurs in Maths~ and

most of the phenomena she describes in the teaching of maths can also he found in other

instructional types, such as ESL instruction. She sees the function oftutoring as chiefly

that ofproviding an arena for the contextualization ofabstraet formal concepts and

notations for the student. This tutoring is described as a situated activity in which both the

tutor and the student co-construct meaning. According ta Fox (1993), face-ta-face

tutoring consists of two main aetivities, the description and explanation ofa selected

domain by the tutor, and the working out of solutions by the student. The tutor's

description and explanation cao be viewed as narrative (Fox, 1993), which is produced

essentially by one persan, the tutor, with opportunities for the students to give feedback

either by completing the tutor's utterances, or by asking clarification questions. The

tutoring narrative MaY aIso include requests by the teacher for confirmation and checks of

the students' understanding.

Writing on similar lines, Tocho", quoted in Tochon and Dionne (1994),

distinguishes three pragmatic funetions specifically related to language teaching; these are

narrative, instrumental and experiential. The narrative level is said ta transfonn declarative

knowledge into stories, themes and images as different ways of transmitting knowledge.

The instrumentai pragrnatic funetion organizes procedural intentions into skills, operations

and procedures that can be transferred trom one domain to another. The experiential

pragmatic function transforms conditional or contextual knowledge into global actions,

interactions and aetualized experiences. In other words, the tirst function is that of

transmitting knowledge by simple telling. The second involves the teacher's strategies for

transmitting knowledge~ and the third involves the teacher's use of bis or her background

knowledge to make moment-by-moment decisions in aetual classroom encounters with the

students. The first funetion cao be called domain knowledge; the second procedural~ and

the third involves the teacher's beliefs.

Other studies have been carried out to determine the role ofa teacher's cognitive
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reasoning in his or her teaching ofsubject matter. Greenleafand Freedman (1993) used

the conversational analysis framework to analyze classroom talk in order to describe the

intellectual work ofthe classroom. Another study ofthe cognitive reasoning of a teacher

is by Macbeth (1994). He divided tifth grade English lesson transcripts into segments and

each segment was anaIyzed to show what was instructive about it and how the instruction

was managed. The study showed that the way teachers organize their instruction is

determined by their perception ofwhat teaching is and what they believe about how

students learn. This accounts for sorne ofthe unique ways in which individual teachers

approach their teaching.

J .21 Teachers' Espoused Beliers and ActuaJ praet;ce

A number ofstudies interestingly show that discrepancies can exist between

teachers' espoused beliefs and what they aetuaUy do in the practice of teaching (NoD,

1993~ Cole and Knowles, 1993~ Kleinsasser, 1993~ Rust, 1994). Findings from these

studies underijne the need for researchers on teachers' beliefs to go beyond what teachers

profess to do in a classroom and to observe their teaching and aetual c1assroom practice.

The discrepancy between theory and practice bas been used in the studies reviewed to

explain why, even after successfully going through a teacher education course, sorne

trained teachers still teach in ways contrary to the methods they encountered and leamt

during training. This is, of course, ooly one ofthe factors afTeeting tbis situation.

J .22 Pre-seMee Teaeher Education and Stydent Teachers' Beliefs

Studies under tbis heading look at what actually goes on in teacher education

programmes and classrooms with respect to the beliefs student teachers bring with them to

Pre-service teacher education. The basic question these studies are asking is: what

assumptions about student teachers' leaming are embedded in teacher education

programmes? Researchers generaUy agree that initial teacher education bas little impact
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on how student teachers perceive and praetise their teaching (Bednar, 1993~ Bird,

Anderson, Sullivan and Swidler, 1993; Bramald, Hardman and Leal, 1995~ CarrasquiUo

and Teng, 1994; Powell, 1992~ Calderhead and Robson, 1991; Goodman, 1986;

Hol1ingswort~ 1989). There is resistance on the part of student teachers to utilize new

ideas leamt during training, because teacher education programmes fail ta address the

deeply entrenched beliefs that trainees bring to teacher education. It is these beliefs on

which they continue to operate, in spite of any education programmes they might be

exposed to. However, not ail training is wasted, because sorne studies have shown that,

approached in an appropriate way, sorne of the teachers' entrenched beliefs can be

dislodged. 1discuss this phenomenon in the foUowing section on changjng teachers'

beliefs.

3.23 Teacbers' Beliefs and the IOSlD1etion ofCulturaUy-related lexts

Shkedi and Horenczyk (1995) say that teachers' beüefs can especially affect the

way they teach a culturally-related text, such as the Bible or a üterature set text. In their

study, they found that such a text is approached ditrerently by ditrerent teachers,

depending on how each teacher relates to its contents. At stake here are the teachers own

views or beliefs and how they are affected by those suggested in the culturally-valued text.

This puts the teacher in a dilemma, caused by what Shkedi et al ( 1995) cali a "meeting of

horizons between the presuppositions of the reader and the claims of the text" (p. 107).

The researchers concluded their study by saying that teachers' ideological views are a

major component of the pedagogical content knowledge.

3.24 ChaoiÏoa leacbers' Beliefs

Attempts have been made to find ways of making teacher education effective in

spite of the initial beliefs that student teachers bring to their training. Studies have also

been carried out on how trained teachers handle change after in-service workshops which
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are aimed at introducing new teaching programmes. Maguire's (1989) study on

understanding and implementing a whole-Ianguage programme in Quebec found that

reflective teachers were far ahead of their coUeagues in their wiUingness and ability to

implement a new programme. Eclectic teachers were partial converts, and finally came a

group who completely resisted any change. The study shows how complex and difficult it

can be to make teachers change. A study by Rossman, Corbett and Firestone (1988), on

the process ofchange in three different schools, concluded that in order to reform schools~

it is necessary to pay close attention to the belief systems of the individuals within schools.

Any attempt that is perceived as challenging individuals' sacredly-held beliefs is bound to

be resisted. A number ofother studies (e.g. Fullan, 1992) have also raised the peninent

question of what it means to bring about educational change, and what is needed ta do

tbis.

Unless teacher educators make a serious and coDSCious attempt to find a variety of

approaches ta deal with the beliefs student teachers initiaUy bring with them ta teacher

education, they are likely to fail to have effects they desire~ especiaUy as regards the aetual

practice ofteaching (Calderhead~ 1988; Goodman, 1986; Gross~ 1992; Guillaume and

Rudney, 1993; Kegan, 1992; Knowles and Holt-Reynolds, 1991; Wubbels, 1992; Bird et

al, 1993; Floder., 1985; Guskey, 1986; Bu1lou~ 1991). The knowledge of set scripts, as

described by Schank and Abelson, (1977) discussed earlier, should enable us to find or

create teacher education programmes that cao capitalize on this knowledge and thus

reorient the beliefs oftrainees coming into pre-service teacher education programmes. The

following literature discussed indicates that teaching is basically an individual aetivity, a

personal joumey of self...discovery ofwhat really works for an individual teacher in a

specifie classroom context.

The search to change teachers' beliefs presupposes a common goal among teacher

educators. Broussean and Freeman (1988) carried out a study to find out how education

faculty members define desirable teacher beüefs; and the results showed that while there

was general agreement on what heliefs are desirable, there was no agreement on what

methods could he used to shape students' beliefs.
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3.25 Tbe Relatiye Importance of Teachers' Beliefs

There seem to he very few studies tbat have disputed the claim that teachers'

beliefs are crucial for a teachers classroom behaviour. However, those tbat do attempt to

dispute this claim do not dismiss teachers' beliefs as completely irrelevant, but rather

debate the degree to which these beliefs actually determine a teachers classroom

behavioUT. Roebler, I>ufl: HermaDIl, Conley, and Johnson (1988) argue that it is the

teacher's knowledge structures, rather than beliefs, tbat play a decisive role in what he or

she does in the classroom. Tabachnick and Zeichner's study (1994) concluded that while

the beliefs a student teacher brings to teacher education give direction to the outcome of

socialisation, the interactive process ofa teacher education programme also plays a major

part in the final outcome of the socialization process.

Bednars study (1993) traced change in reading cognition development of teachers

from their junior year reading course through their student teaching to their tirst year as

actual teachers. During training, the student teachers were exposed to sPeCific reading

theories, principles and praetices. The study found tbat the more comfortable and

knowledgeable teachers were about their discipline, the more the change was evident in

their teaching. The implication of these results is that a teacher education programme cao

ooly be effective if its impact is felt by the student teacher. Programmes need to make tbis

aim the comerstone oftheir approach.

Kegan (1992) produced a review of fony studies on teachers' beliefs published

between 1987 and 1991. His aim was to discover ifthere were any coherent thernes

running through these studies. The findings were, first that student teachers enter teacher

education with preconceived beliefs, and second, that the themes of teachers just learning

to teach are very similar to those of long-practising teachers, which suggests a lack of

change in classroom praetice, leading Bourdieu (1994) to argue tbat one just reifies or

reproduces the former. The results of the studies reviewed by Kegan were found to be

consistent with those prior to 1987 (Kegan, 1992).

Kegan's review, however, was criticised by Grossrnan (1992) who accused Kegan
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of selecting only those studies that tend to agree with bis preconceived ideas. Despite tbis

criticism~ Grossman did not totally reject the daim about the importance of teachers'

bdiefs but focused bis attack on what he saw as a weakness in Kegan's review paradi~

bis lack ofa critical perspective on the studies he reviewed and bis failure to point out the

weak methodology employed in some of the studies he reviewed.

Teachers use their beliefs to make sense of the difTerent contexts and environments

within which they work. These varied contexts are fraught with problems that are iU­

defined and deeply entangled (Nespor, 1987). Keg~ quoted in Pajares (1992: 329)

summarizes the importance ofa teacher's beliefs working in such contexts, when he says:

"... the more one reads of teacher belie!, the more strongly one suspects that tbis piebald

of personal knowledge lies at the very heart of teaching".

3 C: My Theoretical Assumptions Arising from the Literature Reviewed

Following are the theoretical assumptions underlying my study. They are derived

from the literature on 1an8U8ge teaching methods and teachers' beliefs which 1have

discussed earlier, and also from Iiterature on methodological approaches adopted for tbis

study, which are discussed in the next chapter. However, because of the complex nature of

teaching and learnin~ 1cannot claim that my assumptions are entirely comprehensive and

complete.

The general conclusion from the literature reviewed in tbis study appears to

indicate that in any research into the ways that ordinary members of a cultural or social

group make meaning oftheir experiences, the researcher must stan from the perspectives

of the participants under study. This is necessary because the social world of the

participants is built upon the meanings that they assign to the world that surrounds them

(Coulon~ 1995~ Denzin, 1992). Members ofa cultural or social group negotiate

meaningful reality of their varied worlds trom their everyday experiences. This social

reality is described and constituted in language (Coulon, 1995). Because of tbis, it is

essential that panicipants he investigated in their authentic settings. My study's research
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into Willie and Cathy's beliefs about ESL teaching must focus on their actuallanguage

c1assrooms ifchange is to be effected there (Gertz, 1973~ Long" 1991~ Goodson" 1992).

Moreover, in a teacbing-Ieaming situatio~ the construction of social and academic

knowledge involves negotiation by both the teacher and the students (Mehan,. 1979~

Heras, 1994). In tbis situation, different roles are assigned for the teacher and the students

and are detined by the school's organisational structure and society. The roles are

manifested and realized in routine classroom interactions (Me~ 1979~ Heras" 1994).

Because social and academic knowledge are negotiated by both the teacher and the

students, c1assroom teaching always involves an act of improvisation (Erickso~ 1982~

Denzin, 1992)~ but because teacher and student power are unequal" and because of their

different roles, it is the teacher's beliefs which largely dominate ways ofbeing and knowing

in the classroom. It is therefore futile to search for answers to effective language teaching

within the method paradigm (Prabbu, 1990;N~ 1991). Instead" teaching should be

looked upon as an activity whose success depends on "whether it is infonned or not

informed on the teacher's sense ofpossibility and subjective sense ofplausibility" (prabhu,

1990, p. 175). This, in essence, means searching "for ways in which teachers' and

specialists' pedagogic perceptions can MOst widely interact with one another, 50 that

teaching cao become most widely and maximally real" (prabhu, 1990, p.176). The

assumptions 1have reached and described here gave rise to the researcb questions stated

earlier in chapter one oftbis study, and which are repeated here as foUows:

( 1) What are the ESL classroom interactive patterns of the two teachers selected for the

study? What do these patterns and the teachers' c1assroom artifacts reveal about their

heliefs about the construction of social knowledge at secondary school level?

(2) How does each teacher construct academic knowledge in hislher ESL instruction?

What do the patterns ofconstruction and the teachers' classroom anifacts reveal about

their beliefs about the instruction ofESL academic knowledge at secondary schoollevel?

In the next chapter" 1 present the methodological approaches tbat 1 used for the

study.
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CHAPTER 4: MEmODOLOGICAL PROCEDURES AND PERSPECTIVES

USED FOR THE STUDY

In chapter four 1 look at the theoretical and methodological perspectives adopted

for the study. This is an embedded case study that draws its rnethodological perspectives

on constitutive ethnography and ethnomethodology. Data for the study were collected

through interviews, classroorn observations, field notes, documents and artifacts. A

comparative theme analysis of the data is done within an interpretive framework. Results

in the following chapters five and six are presented in the form of inferential and

explanatory descriptive analyses.

4 A: Approaches 1 Used for the Study

A researcher's methodological procedures are influenced by bis or her theoretical

perspectives. This study takes a qualitative approach, using tools of data coUection and

analysis from constitutive ethnography (Denzin, 1992) and ethnornethodology (Mehan,

1979). The approach allows for the holistic investigation of teacher-learner interaction in

socially-situated cognitive instruction. My study is similar to sorne qualitative research

studies and researchers who aim "to discover phenornena such as patterns of second

language behaviour not previously described and to understand those phenomena tram the

perspective of participants in the activity" (Seliger and Shahomy, 1990, p.120).

Accordingly, methodological approaches ofmy study are grounded in "pattern theories"

(Lincoln and Guba, 1985). Pattern theories are based on a number of sub-theories, such as

theories of language socialisation; socio-cultural development theories; socio-historical

and cross-cultural development theories, and theories from linguistic anthropology and

conversational analysis (Gutierrez, 1994).
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4. 1 Constitutjve Etbo0iTaphy

Constitutive ethnography, the methodological perspective 1 used for the collection

and analysis ofmy data, is a social psychological theory that is rootOO in Americao

pragmatism (see Mead, 1962). Mehan (1979) describes it as "... the description of the

social organization of routine, everyday events" (p. 8). He goes on to say= If ••• constitutive

ethnographers study the strueturing activities and the social faets ofeducation they

constitute rather than merely describing recurrent patterns or seeking correlations among

antecedent and consequent variables" (Me~ 1979, p. 18). The goal ofconstitutive

ethnography, therefore, is to construet a model that accounts for the organization ofeach

and every instance under study. Mehan's classic structure ofteachers' lessons (the I-R-E

pattern) is one example ofa model ofa classroom lesson. Constitutive ethnography

emphasizes the use ofparticipant observation as an appropriate method for studyjng social

reality. This means that 1 as a researcher had to take ioto account the detailed processes of

the role played by my participants in the construction oftheir own world: "A researcher

must first take into account the points ofview of the aetors under study, because it is

through the meaning that they assign to objects, to people, and to the symbols that

surround them that the aetors build up their social world't (Coulo~ 1995, p.7).

4.2 EthnomethodoloKY

1 see constitutive ethnography going band in hand with the ethnomethodological

perspective 1a1so took in the collection and analysis of my data. Ethnomethodology is the

study of the ordinary methods that are used by ordinary people to realize their actions. In

an introduction to bis book, Coulon (1995) describes ethnomethodology as "... the careful

and systematic examination of the reality-generating mechanisms ofeveryday life".

Ethnomethodology is a research perspective that cao be traced back to Garfinkel (1967)~

who Vlrites: "l use the term 'ethnomethodology' to refer to the investigation of rational

propenies of indexical expressions and other practical actions as contingent ongoing
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accomplishments oforganized artful practices of everyday life" (p. 11).

Ethnomethodology can also be traced to cognitive sociology (e.g. Cicourel~ 1974). The

approach to social inquiry is based on the assumption that ordinary people are endowed

with social reality~ and this reality is described and constituted in language. This approach

to social inquiry focuses on the day-to-day praetical reasoning of how people coostruct

their definitions of social structures. 1 draw 00 ethnomethodology in analyzing and

describing the methods and procedures that Willie and Cathy use for carrying out the

different teaching tasks that they accomplish in their ordinary lives (c f. Heritage, 1984;

Sevigny, 1981). Members ofany society, such as a classroom, are able to acquire a sense

of belonging and acceptance because they are able to negotiate and adapt to the shared

frame ofreference of the society. However~ because social reality is not a preexisting entry

but is constantly being created by the aetors within it, there are often contradictions in the

process ofadaptation (Coulo~ 1995). Ethnomethodology focuses on the discovery of the

methods by which aetors in a society aetualize the rules of negotiation and adaptation.

These rotes are normally revealed in the aetors' narrative accounts; but ethnomethodology

does not regard these accounts as description of reality; rather they are a revelation of

how the aetors' world is constituted. Coulon (1995) explains the process:

Contrary to what is sometimes asserted, ethnomethodologists do not regard aetors'
accounts as descriptions of social reality. The anaIysis of these accounts is ooly
useful for them in so far as it reveals in what way aetors pennanently reconstruet a
fra8ile and precarious social order to understand each other and to be able to
communicate (p. 26).

Coulon (1995) also states that ethnomethodology has not yet developed its own

tools for field researc~ but borrows these trom ethnograpby. Such tools may be borrowed

from conversational analysis, the ethnography ofcommunicatio~cognitive sociology and

constitutive ethnography (cf. Jacob, 1987; Bogdan and Bilde~ 1992). These approaches

are differentiated by their focus on and views oflanguage. For example, the ethnography

of communication focuses on language and communication as cultural behaviour; while

conversation analysis is concemed with the construction of social order as revealed in the
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sequential structures in conversation (Schiffi'in, 1994). The view 1 adopt and language

Cocus are grounded in constitutive ethnography~ but 1 tend to agree with Mehan and

Wood (1915) who argue that the question ofwhich particular ethnomethodological

analysis is used is irrelevant~ and that some people may even create their own method, as

long as the anaIysis is able to capture the underlying system of the interactive phenomenon

being studied. Bath constitutive ethnography and ethnomethodology are necessary for my

study because of the complexity of the multi-Iayered and overlapping activities involved in

classroom interaction. These aetivities involve both the social and the cognitive

components ofteaehing and learning. Capturing the complexity of these aetivities requires

multiple perspectives (Gutierrez, 1994~ Yin, 1986; Seliger and Shohamy, 1990).

4.3 Pattern Theories as Agplied to Constitutive EtbnolflPbY Md Etbn0metbodoloKY

Pattern theories, or shared frames ofunderstandings, have their basis in the notion

ofdiscourse as a medium ofsocial interaction. Specifie rules or shared experiences make it

possible for members oïan organization or group to interact or communicate with each

other (Crago, 1992; Erickso~ 1982: Heras, 1994; Jacob, 1987). These theories operate at

different levels of human society, including that of the classroom, which can he treated as

a social organization in its own right (Cazden, 1988).

In analyzing data using an ethnomethodological approach, 1 looked for the

"system" or patterns of a society's everyday activities using my background expectancies

and cornrnon-sense knowledge ofthe faets ofsociallife (Garfinkel, 1967). 1 engaged in

interpretive work under the assumption that understanding a phenomenon under

observation is dePendent on understanding matters or patterns based on common

knowledge about the society under investigation. In this way, it was possible for me to

provide an integrated pieture that includes sorne theory about the events under

examination.

Shared frames of understanding make it possible for both the teacher and the

students to cooperate in a tesson. Ideally, both should he active participants in the creation
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of a classroom culture, although tbis is not always the case (Erickson, 1982). 80th

teachers and students come to classrooms with prior intentions, expectations and

experiences, but through interaction in the classroom, each influences the other and they

estabüsh ground rules which will guide them in their interactions and u1timately aet as

social poücies. In an ideal situation, students and teachers reach a common knowledge and

understanding that enables them ta work together as a group. But in their moment-by­

moment interaction, they also negotiate their cultural difTerences and different

understandings, a process which occurs simultaneously with the teachingllearning of the

content of the curriculum.

4.4 Qefinj0a my Raie as a Besearçher

In carrying out this present c1assroom-based inquiry, 1 was aware that 1 was

entering the field as "an insider". 1 had taught English in two Zimbabwean high schools for

nine years and a further nine years had been spent in teacher education in the same

country. 1 was able to take advantage of the knowledge 1 had gained from tbis experience

to perceive and interpret the signjficance of the data 1 was obtaining in my observations

and that which was given or lent ta me. For example, 1 knew that ESL teachers in

Zimbabwe keep personal curriculum documents such as scheme-cum-plans, an emic term

for a scheme of work combined with a lesson plan. 1 also had a general idea of how ESL

teachers in Zimbabwe think and funetion. In approaching the teachers, 1 therefore had an

idea of what to look for. In tbis way, my position as a researcher allowed me to exploit

"the self as an instrument" (Eisner, 1991, p. 34).

My role as an "insider" cao raise the question ofobjectivity in my inquiry.

Objectivis~ which is normally associated with positivism, separates an observer from the

observed by relegating the researcher to an outside position (Coulon, 1995). Constitutive

ethnography and ethnomethodology, on which my study draws its theoretical and

methodological perspectives, embrace the concept of subjectivity in research through

ret1exivity. Reflexivity is a self-conscious engagement between a researcher and the world
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slhe investigates. The concept recognizes that the researcher is part of the social world

s/he studies (Hammersley and Atkinso~ 1993). The reflexivity that is embraced by

constitutive ethnography and ethnomethodology aIIowed my subjectivity as a researcher

to be Itappreciated as a phenomenon that belongs naturally to the field under study"

(Coulon, 1995). In tbis way, my research process became a joint production between

myself and the panicipants in the inquiry (Harnmersley and Atkinso~ 1993). This

interrelationship between l, the researcher, and the participants meant that there was no

epistemological break between us.

However, a number of tensions and contradictions did arise because 1was

inhabiting multiple roles. Such tensions and contradictions are, however, normally taken as

given in qualitative research üke mine. For example, my efforts to see the research process

as a joint production by myself and the participants contradicted with my position as the

"owner" and stakeholder of the research project. 1 was the owner because 1 was the

initiater ofthe project's agenda; and my participants knew that 1 was the ooly one who

stood to gain a higher educational qualification trom my study. This then meant that 1

a10ne had full responsibility for the definition and design of my study and for choosing the

participants who would figure in it. The participants only came in at a later stage, and at

my invitation. This made them unequal stakeholders in the project. However, in choosing

the participants, 1 exercised my responsibilities to explain to them the purpose ofmy study

and their rights and benefits. In doing this, 1was guided by the McGill Faculty of

Education Research Ethics Committee Guidelines gjven in Appendix C.

Another tension arose from my awareness that my position as a teacher at the

University ofZimbabwe, and as a Ph. D. student in an overseas university, presented sorne

difficulties when 1 attempted to share or discuss sorne common experiences with the

participant teachers. 1 would like to think that this unequal balance ofpower, brought

about by my positions and circurnstances, did affect the level and amount of information 1

obtained trom my participants. 1 therefore could not help feeling "an outsider", in spite of

my wide experience in local education and my atternpts to engage the participants in a

joint production.
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4 B: How 1Collected My Data

1 spent four months in Zimbabwe collecting data for my study, trom the beginning

ofDecember, 1996, to the end ofMarch, 1997.1 coUected five types ofdata; namely,

audio-taped lessons, interviews, field notes, documents and physica1 and cultural artifaets.

Data was collected in the following ways.

4.5 AudjQ-taped Lessons

It was important to audio...tape Willie and Cathy's lessons in order to infer their

beliefs from the analysis of their verbal behaviour. 1 came into persona! contact with Willie

and Cathy two weeks before schools opened; the timing was deliberate so that 1could get

to know them and their work. When schools opened, 1 spent the fust two weeks

familiarising myselfwith the classroom teaching-learning environment ofeach teacher. It

was important that 1was "accepted" into their classroom environments, trusted and

respected by both teachers and their students to facilitate the collection ofvalid data. It

was especially important to me that the teachers, Wtllie and Cathy, did not confuse my

role with that of an Education Officer out to pass judgement on their teaching. By

explaining fully my role and my study to the~ 1 sought their trust and respect. Getting to

know Willie and Cathy and their students before 1 audio-taped their lessons a1so meant

that the data 1 later coUected was, 1 betieve, as authentic as possible (Jacob, 1987;

Seedman, 1991; Nunan, 1988; LeCompte and Goetz, 1982; Bogdan and Taylor, 1975).

In my familiarization weeks, before audio...taping the lessons, 1 made two

interesting observations. The fust involved the faet that there were definite variations in

the way Willie and Cathy interacted with their classes where one lesson plan was used to

teach two or more different classes from the same grade. Although there were common

elements in the way the teachers interacted with different classes, 1 decided to occasionally

audio-tape severa! examples of the same lesson taugbt to two or more different classes in

the hope ofcapturing both the basic patterns and the divergencies. My second observation
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was that generally the first lesson taught each day tended to be deüvered with more zeal

and enthusiasm than the subsequent ones~ irrespective ofwhether or not the same subject

was repeated. This trend was more noticeable in Willie than in Cathy. As 1 was aware that

my presence in the classroom did have an etfect on the behaviours of both teachers and

students, 1 felt tbis pattern may have meant that the teachers aeted as under observation in

the fust lesso~ but by the second had reverted to their "normal" teaching style.

Over a period often weeks~ 1 audio-taped ten of each teacher's lessons~ and

observations noted earlier led me occa5ionally to audio-tape two of Willie and Cathy's

tessons per day~ to capture as much of the variety ofeach teacher's classroom interaction

patterns as was possible. 1 deüberately avoided video-taping in order to minimize the

distraction that it would he likely to have caused for both the teachers and the students. A

summary of the lessons 1 recorded is given in table 9 following.
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Table 9

LOi of Lessons by WiJlie and Cathy tbat were AudiQ-taperl

N=20

Name of Teacher Lesson Number Date and Farm Topic

Willie 1 6-2-97 (3E) Summary

" 2 7-2-97 (4C) Noun-Noun

Confusion (gr)

" 3 14-2-97 (3E) Errors (gr)

Il 4 14-2-97 (3E) Registers

Il S 21-2-97 (4C) Parts ofSpeech (gr)

Il 6 21-2-97 (3G) Composition

Il 7 21-2-97 (30) Vocabulary

Il 8 4-3-97 (3G) Nouns (gr)

Il 9 4-3-97 (3G) Summary

Il 10 18-3-97 (3G) Library

Cathy 1 31-1-97 (4A3) Comprehension

" 2 6-2-97 (4A3) Indirect Speech (gr)

Il 3 10-2-97 (4A3) Composition

" 4 11-2-97 (4A3) Summary

Il 5 12-2-97 (4A3) Registers

Il 6 13-2-97 (2A2) Lit. Set Book

Il 7 13-2-97 (4A3) Clauses (gr)

Il 8 14-2-97 (2A2) Lit. Set Book

Il 9 14-2-97 (4A3) Study Hints

" 10 17-2-97 (4A3) Aurai Comprehension
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4.6 Interviews

1 conducted interviews with the participants for three main reasons: (1) to gain

insights into the behaviours ofmy participants which 1could not get from observation

alone. 1 wished to explore their feelings, intentions and the way they interpreted the world

around them (2) to obtain background information on the participants, such as their

qualifications and length of teaching experience (3) to identify other relevant sources of

evidence (Yin, 1986). Table 10 shows the participants who were interviewed, the number

of interviews conducted and their length (see Appendix D and Appendix E for the

guidelines 1 used for interviewing Willie and Cathy, and those used when interviewing

administratorss) .

SI have used "Administrators" as a collective loose term to refer to the Regional Directof,
Education Officers, Headmasters and Heads of Departments.
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N ame of Interviewee PositionITitle Date Length of

Interview

Willie ESL Teacher &. H.O.D. 29-1-97 3.5 Hrs

Eoglish: Mhene Sec. School

Willie ESL Teacher &. H.O.D. 12-3-97 3 Hrs

English: Mhene Sec. School

Cathy ESL Teacher: Dombo Sec. 31-1-97 2.5 Hrs

School

Cathy ESL Teacher: Dombo Sec. 26-2-97 3 Hrs

School

Jane Head ofEnglish Department: 11-3-97 2Hrs

Dombo Sec. School

Costa Headmaster: Mhene Sec. 19-2-97 1 Hr

School

Nathan Headmaster: Dombo Sec. 27-2-97 1.25 Hrs

School

David Education Ofticer for English: 10-2-97 2 Hrs

Mash. East

Sam Regional Director of 11-3-97 1.5 Hrs

Education: Mash. East

Total = 19.75 Hrs
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1 had planned that my interviews with Willie and Cathy would be mainly conducted

in Shona, the teachers' LI. This was because 1 did not want to create the formai,

evaluative atmosphere associated with inspection visits by Education Oflicers, who are

required to conduct their business in the official language, English. 1would later translate

these interviews into English. In praetice, however, 1 found that in MOst ofthese

interviews, we ended up switching freely from English to Shona and vice versa, according

to the preferences ofeach participant. Condueting interviews in Shona presented its own

challenges and problems of translation. Many times [ felt that [ could not capture in my

English translation all the nuances my participants were expressing in Sholla, their mother

tongue. At tirnes 1 even feft the inadequacy of either language, whether Shona or English,

to express what was conveyed by the participants' gestures, facial expressions and tone.

However, it is inevitable that a personal interview cannot he entirely represented by a mere

transcript of the conversation.

My first interviews with Willie and Cathy enabled me to formulate questions for

subsequent and retrospective interviews, which were planned for nearer the end of the

observation period (Nunan, 1988). The retrospective interviews were carried out towards

the end of my observations in order ta check for patterns ofconsistency in the data

supplied, and thus helped to validate the data collected. The interviews were open-ended

rather than structured, because the former tend to generate naturally occurring talk wbich

allows the participants to define their own reality (Mehan and Wood, 1975; Bogdan and

Bilden, 1992). ln between the two in-depth interviews, [ conducted rnany informal

conversations with Willie and Cathy during tea time or as we walked together to or from

their schools.

Unfortunately, there were fewer opportunities for tbis type ofinformal chat with

Cathy than with Willie, because of my male gender and the cultural constraints of the

society. For example, tea time al bath Mhene and Dombo schools is at around ten in the

morning and lasts for thirty minutes. Teachers take their tea in the staff-room. [ observed

that there were two factors affecting the way teachers sat together at tea-time; these were

the same in both schools. Teachers who taught the same subject or subjects tended to sit
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together for tea. The other detennining factor was gender, so that male and female

teachers sat in separate areas ofthe staff-room. This is aImost certainly because of the

Shooa praetice which encourages the separation of the two genders, 50 that in a traditional

family setting, such as in a traditional "kitchen-living room", fernale members ofa family,

including the mother, sit and eat on one side of the roo~ while the men sit and eat on the

other.

Because of this apparently cultural practice, it was much easier for me to have

informai chats with Willie than with Cathy. 1was also a member of the Shona community,

so was expected to hehave according to what custom prescribed. 1had to be careful not to

offend the sensibilities of the school community in which 1was working, nor could 1 risk

offending my participants by trying to "cross" sensitive boundaries set by custom. For

example, it would bave been regarded as "improper" for me and Cathy to he seen together

very often in informai situations, which is why MOst ofmy informaI chats with her were

condueted in the presence ofother teachers, usually the woman with whom she shared an

office.

On these informai occasions, both Willie and Cathy tended to talk about their

work informally. For example, on 23/2/97, while we walked home together after school

finished at 4: 00 pm, Willie complained about how sorne student teachers were out of

touch with the realities of the classroom. When 1asked him to elaborate, he told me that

he was having problems with some student teachers in bis department whom he said were

planning their lessons with an ideal student in mind. "These student-teachers do not know

that there is no ideal student in any school", he said. These and similar comments helped

me infer sorne ofWillie's heliefs about ESL teaching. The one problem 1faced here was

that 1 never jotted down notes while we were talking, with the result that 1could not

always recall every detait of the conversation later, when 1 would jot down sorne notes on

the conversations. Thus, while 1 had the advantage of not disturbing the natural tlow of

the conversation, 1 lost sorne of the details discussed.

Willie and Cathy helped me in transcribing their interview and lesson transcripts.

After audio-taping a lesson or an interview, 1 would leave it with the teacher concemed
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who would then do the transcribing. When each tape was transcribed, 1 verified the

accuracy of the transcription by playing back the tape and comparing its contents with the

transcription done by the teacher. When 1 tinished checking for accuracy of each original

transcription, 1then asked the teacher to comment informaUy on the contents ofthe

transcription. 1also asked the two teachers if there was anything they did not agree with

and would like changed on the original transcriptions. 1 ootOO their comments and made

the necessary changes, while still keeping the original versions. 1 also asked Willie and

Cathy to comment on my initial interpretations of the transcriptions. In allowing Willie and

Cathy to interact with their own teXls, by confirming and recreating them, 1 was guided

by the need to develop an emic perspective of the teachers' heliefs about ESL teaching in

order to give my inquiry an "ecological validity" (Bogdan and Biklen, 1992). Maguire and

McAlpine (1996) define ecological validity as a process ofensuring that the form ofthe

findings, interpretations, and reporting are useful and credible to those being researched.

They say that in order to achieve tbis, the findings, interpretations and rePOning should he

in a language and context in wbich the participants both understand and feel comfortable.

However, 1 also discovered that by allowing the participants to interact with their

teXls, tbis tended to bring about the practice effect. For example, in a casual conversation

with Willie about his lesson transcript, he remarked, "Oh, 1 now have a better idea of what

1 do when 1am teaching!" It appeared that tbis discovery came as a surprise to him; and 1

wondered what etrect such similar discoveries had on WiUie and Cathy's subsequent

lessons which 1 went on to observe and audio-tape.

4.7 Field ~tes

During my tieldwork period, 1 also took field notes in order to gain added

understanding of Willie and Cathy's teaching, and ofthe contexts in which their teaching

was taking place (Yin, 1986; Watson-Gegeo, 1988; Merriam, 1990). Each set ofmy field

notes carried details of the tide, the date, the time and place ofobservation and were in the

fonn of narrative scenarios. The field notes contained descriptions of the panicipants and
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events, narrative accounts ofc1assroom proceedings, research plans, and a record ofmy

general impressions, opinions and working hypotheses. The setting was al50 described in

detail, with sketches or diagrams where appropriate. 1 tried ta take these notes as

inconspicuouslyas possible, 50 that the participants did not feel inhibited. lnitially, the

notes were coUected in spiral-bound note-books, and written in personal shorthand. Later,

1expanded and typed them out 50 that they could be accessed easily. 1 left wide margins

on bath sides of the paper for comments, coding and analysis.

4.8 Documents

1 looked at Wallie and Cathy's per50nai curriculum documents, sucb as their

schemes ofwork mainly in order to gain insight into the purposes, assumptions and

perspectives of the two teachers (Bogdan and Bilden, 1992). These personal documents

were also useful for corroborating and augmenting evidence from other sources, and for

raising issues which required further inquiry, such as retrospective interviews (Yi~ 1986;

Lincoln and Guba, 1985; Misbler, 1986). 1 also coUected official documents, such as the

national ESL syllabus and other Ministry ofEducation publications to gain knowledge of

the context of the two case studies. Table Il foUowing gives details ofthe documents

collected.
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Document No. Nature ofDocument Source Date

1 English "0" Level Willie 11-3-97

School Syllabus

2 Z. J. C. English Il 11-3-97

SchoolSyUabus

3 Willie's C. V. " 29-1-97

4 Minutes of English " 29-1-97

Department Meeting

5 Personal English " 17-1-97

Timetable

6 EngJish Results: " 11-3-97

(1995 & 1996)

Mhene Sec. School

7 Teachers' Evaluation " 11-3-97

Reports by H.O.D.

English: Mhene Sec.

School

8 English Schemes of " 11-3-97

Work: Forms 3 & 4

9 Mhene Sec. School " 6-2-97

English Department

Mission

StatementITargets
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10 Mhene Sec. School ., 6-2-97

English Departmental

Poliey

Il Forrn 2 Scheme of Cathy 6-3-97

Work

12 Persona! EngJish Il 20-1-97

Timetable

13 Forrn 4 English .. 6-3-97

Scheme of Work

14 Dombo Sec. School Jane: H.O.D. English: 6-2-97

English Depanmental Dombo Sec. Schoot

Policy

IS Supplement to .. 6-2-97

Dombo Sec. Sehool

English School

Syllabus

16 "0" Level Mash. East Mash. East Regional 6-2-97

Results (1995) Office

17 1997-8 "0" Levet E.O. Curriculum 23-7-96

English National Development Unit

Syllabus (1122)

18 30 Marcil, 1990 Ministry of Education 23-1-97

Sehool Demographie & Culture Head

Statistics Office

19 Teno 1 (1991) .. .. 23-1-97

20 Term 1 (1992) .. .. 23-1-97

21 Term 1 (1993) .. .. 23-1-97

22 Terrn 1 (1994) .. .. 23-1-97
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23 Term 1 (1995) " " 23-1-97

24 Term 1 (1996) " " 23-1-97

25 Secretary of " 23-1-97

Education Annual

Report (1991)

Total = 25
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4.9 Physjcal and CylturaJ Artjfaçts

Anifaets are tools, instruments or works ofart (Yin, 1986). Examples ofartifacts 1

assumed WiUie and Cathy would he using in their teaching are teacher-prepared teaching

aids, such as charts and models. In MOst oftheir classes 1observed, however, there were

only a few instances in which the teachers used anything other than the traditional

textbook, chalk and talk. Table 12 shows a list of the basic textbooks that Willie and

Cathy were observed using. My own persona! observation from the nine years 1was in

teacher education is that many ESL teachers in Zimbabwe believe that, apan from the

textbook, ESL teaching does not require any teaching aid. When 1 went out to do my

fieldwork, 1was therefore interested to know what Willie and Cathy feh about the use of

teaching aids in ESL instruction.
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Name ofTeacher Title & AuthoT ofText Fonn

Willie Step Ahead Book 4 by S. 4

Chinodya

Willie Step Ahead Book 3 by S. 3

Chinodya

Willie A Handbook Qo CQmmO" 3&4

Errors by M. Lewis & w.

Masters

Willie Ena1jsb for Zimbabwe BQok 3 3

by N.J.H. Grant & E.O.

Mamutse

Cathy Structures & S)cills in Eoa'jsb 4

Book 4 by D. Dawson

Cathy Step Abead Book 4 by S. 4

Chinodya

Cathy EOi1jsb for Overseas 4

Candidates by G. CQX

Cathy Structures & Skills in Eoalisb 2

Book 2 by D. Dawson

Cathy God's case· No Appeal by D. 2

Fulani (ZJC set book)
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lnitially, 1 had planned ta record Willie and Cathy's artifacts by taking photographs

with a small camera. However, as most of the anifaets were in the form ofthe teacher's

chalkboard work, this was rarely possible and proved very distracting, especially when a

lesson was in progress. Nor could 1 take the photographs of the chalkboard work at the

end of the lesson, because the board was frequently cleaned and re-used in the course of

each lesson. My ooly solution was ta rely on the field notes 1 took as each lesson

progressed, which included the teacher's illustrations on the board.

In the four months 1 was in the field, 1 came to realize that there was 50 much data

to coUect that 1 often felt 1 needed more time ta get to know adequately the participants 1

was working with and the environment in which they taught. LeCompte et. al (1982)

recommend six months to three years in the field as the optimum length of time for

ethnographic studies in which the focus is on assessing the rate and direction ofchange in

a phenomenon. They say tbis is necessary to account for the process ofhistory and

maturation. My study, however, looks ooly at the history of the teachers' career in ESL

teaching up to the time of the study. It does not attempt ta measure the rate and direction

ofchange in the teachers. However, 1 feel strongly that my data would have been

enriched by a longer period of interaction with my participants and their environments.

Financial constraints, unfortunately, made tbis impossible.

4 C: How 1 Coded the Data

The scheme ofcategories and the analytic frame 1 designed were created to suit the

data 1 collected and the concems of my study. My ultimate aim in the coding and analysis

of my data was to gain a better understanding of Willie and Cathy's experiences of and

beliefs about ESL teaching and leaming. 1 was attempting to grasp the ways in which

these two teachers construet their meanings of ESL teaching. 1 al50 wanted to describe

that meaning as validly as possible. 1 carried out the coding of the data mysel( because it

was an on-going process, dialectic and recursive (Bogdan and Biklen, 1992; Lin, 1994;

Maguire, 1989), not just a routine task. Doing the coding and analysis myself meant that 1
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also gained a deeper understanding ofthe issues involved. 1was a1so able to calI upon my

own experience and judgement to make sense out ofdata which might otherwise have

been arnbiguous and subject to varied interpretations. This process is called researcher

reflexivity; a tool 1 used for critically inspe<:ting my research process. Retlexivity in a

qualitative inquiry like mine is the process ofself-retlection ofone's biases and preferences

(Bogdan and Bilden, 1992).

Excerpts from my field notes and one interview are included in Appendices F and

G respeetively to illustrate how the analysis was carried out. In analyzing the field notes,

lesson transcripts and interviews, as in the appendices referred to, 1divided a page into

three columns. With the text in the middle ofthe page, 1 used the left margiD to record

notes on strategies, retlections, organization ofdata, hunches, and so on; and, in the right

margin, 1 wrote down the emerging patterns or themes. Several steps were taken to

develop a coding scheme for ail the data. First, 1 developed a preliminary coding scheme

based on a smaU batcb of data. 1read through the data and coded it according to these

preliminary categories, in order to primarily assess their workability. When 1 was going

through all the data, the initial categories were discarded, modified or new ODes

developed, according to the concerns ofmy study and the nature of the data 1 was

working with. A category on queries, however, was maintained throughout the analysis;

and is being offered here as an example ofhow 1 developed my own coding scheme.

Excerpt 4 from Cathy's lesson transcript of 14/2/97 ilIustrates an item in a category on

queries. The queried part in the excerpt is the laughter by the students, and is shown in

boldo At the point at which the excerpt is taken, the teacher is asking groups to report on

their findings.
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Excerpt 4: An musratia" of the QueQ' catei0Q'6

1 Cathy: O. K. Sinee two or three groups are working on one aspect, let's find out
2 what we have, and then we can build up from there~ otherwise we'll
3 not have enough time to discuss. So, let's start.
4 Class: (Iaugbter)
5 Cathy: Your group, Ordias! Let's hear what you have done.

At first, incidents of laughter by Cathy's classes did not malee much sense to me in

my analysis. 1 therefore classified them as queries. But with more ofthe laughter oecurring

in my data, the phenomenon began to make sorne sense to me. My method was to ask

myself why is the laughter occurring? This led me to postulate a number ofworking

hypotheses on a number of items in the query category, including the laughter, as 1sifted

through my data recursively. 1 tried linking queries to other categories in my data in an

attempt to find patterns in their occurrence. 1 tested hypotheses and their interpretations

against more evidence from my data. It is through this recursive process that sorne items

in the query category began to make sense to me, and thus 1was able to re-categorize

them appropriately. For example, 1 was able to infer that an error by a student in Cathy's

class was generally regarded by other students as a source ofwry humour. In excerpt 4,

the students' laughter seems to be aimed al both Ordias and the teacher. It appears the

laughter is meant to make Ordias look stupid, because he cannot respond to the teacher's

elicitation. In addition, the teacher is made to also appear stupid for asking an apparently

daydreaming student to respond to her question. From such analyses, 1 was led to ask

myself what kind of relationship obtains between Cathy and her class, and among the

students themselves? By asking such questions, 1 was able to link the episodes of laughters

to other patterns of interaction emerging in the lessons, such as the noise made by Catby's

students soon after sbe walked out of the classroom. From such links and inferences, 1was

able to arrive at the category on "discipline". It wouId appear her students perceived her

6Excerpts from lesson transcripts used in tbis dissertation, unlike those trom interviews
and documents, normally carry a number ofvoiees and, for easy referenee in their
discussion and analysis, their lines are numbered.
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need for "orderliness" in her classes as an imposition on their perceived personal freedom.

Cathy's students tended to resist tbis imposition in various muted forms, such as by their

laughter and wry humour. Other categories, not necessarily originating as queries, were

arrived at in a similar manner to that on queries.

My new and complete list ofcategories was then tested again by using it to code

through all the data until 1 was satistied 1 had an appropriate coding scheme; tbis 1 then

used for the analysis of ail my data. In coding the data, 1 underlined key exemplars and

made brief notes on them for possible inclusion in narrative segments; they were to serve

as illustration of the points made in the descriptions. In the end, major domains and

themes falling under the exemplars were written separately on small cards which were then

sorted and organised according to the way they would appear in the report. 1 analyzed

documents and anifacts in the same way as field notes, lesson transcripts and interviews;

that is they were also coded according to emerging themes.

Following are the four major domains that emerged from the data 1 analyzed.

(a) Teachers' beliefs about curriculum documents

(b) Teachers' beliefs about ESL models for instruction

(c) Teachers' beliefs about interactional rights and obligations in the classroom

(d) Teachers' beliefs about the teaching oflinguistic and communicative competence.

ln (d), 1 am using linguistic competence to refer to the ability to use the system of

the language, such as its structure and grammar. Communicative competence, on the other

hand, is the ability to use a language to create meaning. The first three domains are

discussed in chapter five following, and the fourth is discussed in chapter six. In my

discussion of the findings, 1 use a comparative therne analysis to examine Willie and

Cathy's teaching; drawing evidence from the data collected from the five sources, and

triangulating them for convergent validation. In the triangulation of the data, explanations

are sought for any tensions and contradictions that emerge. The anaIysis of academic

knowledge which is needed to answer research question two in chapter six is treated in the

same way as the analysis of social knowledge in chapter five.
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4 0: How 1 Present the Results

1 present the results in the form ofexemplars from field notes~ interviews~

documents and lesson transcripts. From these exemplars, 1 make inferential and

explanatory descriptive analyses. In the descriptions~1 use quantitative approaches~ such

as frequency counts where these are appropriate. FoUowing is an analysis of the data and

the discussion of research question one.
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CHAPTER 5: WILLIE AND CATHY'S BELIEFS ABOUT THE

CONSTRUCTION OF ESL SOCIAL TEXT

First of all~ 1 have a very tirm and friendly approacb in the sense that 1 can even
get in a class joking or laughing. And then 1 stop laughing and students wonder.
Then 1 say: Please pick any piece of paper that is near you and straighten your
desks (Willie, January, 1997).

The words in bold in the preceding excerpt from an interview with Willie highJight

the tension and contradictions 1 found in both Willie and Cathy's ESL instruction. These

tensions and contradictions revealed to me the complexity ofWillie and Cathy's beliefs

about ESL instruction discussed in tbis chapter and the next.

Chapter five discusses research question one. The question asks: What are the ESL

classroom interaction patterns ofWillie and Cathy? What do these patterns and the

teachers' classroom anifaets reveal about their beliefs about the construction ofsocial

knowledge at secondary schoollevel? This chapter deals with the expectations about

participation in the classroom and the norms developed. In tbis part of the inquiry, 1 also

discuss thernes falling under the broader aspects ofteaching and learning~ such as the two

teachers' beliefs about curriculum documents. Because a teacher's preparations prior to

classroom encounters influence the interactional rights and obligations which are revealed

during classroom encounters, it is important that 1 start offby looking at the major pre­

encounter thernes emerging trom my data analysis. 1 have grouped these pre-encounter

themes under two main domains . The domains are (a) teachers' beliefs about curriculum

documents and (b) teachers' beliefs about ESL models for instruction. 1 also discuss sub­

themes emerging from these two domains. A discussion of the two main domains is

followed by that of the tbird domai~ that of classroom interactional rights and obligations

and its sub-themes. The third domain involves social encounters between the teacher and

the students. Thus, my approach in this chapter is to move from the curriculum documents

used by Willie and Cathy to classroom interactional rights and obligations embedded in

their classroom practice. Curriculum documents include both official and personaJ
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documents. Official documents include the national syllabus, the school syllabus and the

course textbooks. Teacher-created documents include schemes ofwork, records ofwork,

records of marks and lesson plans. Both Willie and Cathy's ESL classroom interaction

patterns, although different in sorne aspects, suggest a largely traditional role for the

teacher and the students.

5 A: Teachers' Beliefs about Curriculum Documents: Tensions and Contradictions

Under tbis main domain, 1 discuss official curriculum documents and personal

curriculum documents used by Cathy and Willie.

5.1 CathYs Views on tbe National and Scbool Syllabuses

Cathy is the female teacher at Dombo Secondary School; she is also a university

graduate. FoUowing is excerpt 5 from an interview with her which illustrates her views on

the national and school syllabuses.

Excerpt 5: We fjod out ifwe baye coyered eveQ1bini

When 1 was at Muonde High School, 1 was Head of the Eoglish Depanment.
So, 1 would devise9 ofcoun~ the scbool syllabus. But 1would sit together with
the "0" level teachers. What we would do is: we opened tbe teItbook and
round out wbat it otrered, for example, (rom unit one to unit su. And that's the
work for term one. So, for term one, we say, depending on how long the term is,
maybe SiI co.positions and maybe tbirteen co.prehension passaga in most
cases. Under language, we then found out wbat could be coverecl; maybe
prepositions, whatever. But 1 don't tbink it was of any use. It was there in the
file to he seen by officiais, because no one ever made use of it ... It was ratber
limiting, 1 think, bec::ause it would pracribe how you were going ta deal with
prepositions ooly; how you were going to deal with the simple present tense only~

how you were going to deal with the simple past tense ooly. It was limiting
because the teacher would find out that tbere was more his class would need.
And maybe bis particular class did not need that depth on the simple present tense
or the simple past tense ooly ... The problem is: most ofus teacben do not
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actuaBy nad out wbat we have dORe and wbat we haven't. So, teachers wouId
do it in a haphazard way, in which tbey wouldn't cover everythial. But, for
example, the way we do it here (her present school), we sit down and we plan.
We say: tbis tenn we are doing this and that. That helps us to evaluate ounelves,
to find out ifwe have covered everythinl. But the way we did it at Muonde High,
honestly, we just did it anyhow (January, 1997).

A model of language teaching that emerges from excerpt 5 is that ofa teacher who

is tom between meeting the needs ofher students and "covering everything" prescribed by

the syllabus and the textbook. The phrase "covering everything" is repeated more than

three limes in excerpt 5. This lexical repetition suggests that Cathy is very much

concerned with covering a lot ofground with her classes. This need to coyer everything

seems to be motivated by the public exam in which her students could be tested on

anything on the syUabus. Thus, for Cathy, covering everything appears to absolve her from

any blame that might he leveUed against her ifher students should face a question in an

exam which they have not covered in class.

An emphasis on the quantity ofwork covered is supported by Cathy's mention of

the possible number ofcomprehension exercises and written compositions her class is

expected to cover in a term ofabout thirteen weeks. In tbis case, Cathy gives a possible

coverage of six written compositions and thineen comprehension exercises per term. The

idea of covering everything cao aise be inferred from Cathy's reference to teachers who do

not find out what they have covered with their classes. She is critical of such teachers for

their "haphazard way". According to Cathy, teachers who do not take stock ofthe work

covered with their classes are not able to "evaluate" their teaching. It would appear that

for her the quantity ofwork covered is the measure ofone's teaching. In the interview, she

does not mention the qua1ity of tbis work covered, suggesting that her main concem is on

the quantity rather than quality ofwork covered. My conclusion here, however, is

tentative, as it is possible that 1 might have failed in the interview to elicit from her

answers that have to do with quality work.

Linked to the idea of "covering everything" is Cathy's reliance on the textbook

when making up her scheme. She describes her method as following the teaching units in a
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textbook sequentially, as if to make sure that she does not miss anything: "We opened the

textbook and found out what it otTered, for example, trom unit one to unit six. And that's

the work for tenn one". The words "trom unit one to unit six" suggest a ünear and

sequential view of language teaching rather than a cyclic one. Tension arises trom Cathy's

need to follow sequentially the work laid out in the textbook and the need to meet the

individual needs of her students at the same time. This tension arises because there is no

guarantee that the sequential teaching units in a textbook will agree with the individual

needs of her students.

The reason why Cathy prefers to scheme' her work from a textbook rather than

from the national or school syUabus is probably that the textbooks available appear more

user-friendly than the syUabuses. For example, the textbook which she was observed using

otfers detailed guidelines on ESL content and how to teach it. The teaching content is laid

out for the teacher ioto weekly teaching units. This is not sa with the national syllabus,

whieh simply lists topies for teaching. It is therefore not surprising that Cathy considers

the national and schoal syUabuses to he "limiting" and keeps them in the file ooly "to he

seen by officials". In Zimbabwean secondary schools, the ESL school syllabus is supposed

to he drawn up trom the national syllabus to meet the individual needs ofeach school.

ESL teachers are supposed to scheme from the schoal syllabus. Preparing a school

syllabus trom the national syllabus demands a lot ofwork and ereativity on the part of the

teaeher. This burden is made tighter by the textbooks which are especially written for

Zimbabwe and geared to the eurrent syllabus and tend to do most ofthe work for the

teaeher. It is therefore not surprising that Cathy prefers the textbook to the syUabus for

her seheming. 1 was able to confirm her reliance on a textbook to underpin her preparing

of schemes of work during the observations 1 made on her classroom teaching. Table 14

following gives an indication ofthe extent to which Cathy uses the textbook.

711To scheme" is an emic tenn used in Zimbabwe for "making up a scheme".
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5.2 Wjllie and the National Syllabus

WiUie is the non-university graduate male ESL teacher al Mhene secondary school.

He argues that bis teaching is guided by the national syllabus: "We teach to the

expectations of tlle national syllabus; and in third term we are driUing for the eum. If

the syllabus says 1 teach nouns or adjectives from Stcp AhCld ( a course book), which

book 1 don't have., it is necessary to make arrangements to get il through swoppiDg of

texts with aDotber tucher" (January, 1997).

WilIie's words suggest a structural rather than the currently recommended

integrative approach ta language teaching. This structural approach seems to he

prescribed by the nature of the ESL syllabus wbich is structural. Prescription of the

instructional approach is suggested by Wallie's words: "If the syllabus says 1 teach nouns or

adjectives...", suggesting these linguistic items are taught as discrete linguistic skills rather

than as integrative language units or discourse. The words "drilling for the exam" a1so

suggest a mechanical and repetitive approach ta the teaching ofthese linguistic structures

as exam preparation. "Drilling" a1so suggests a behaviouristic view on language., a view

that places emphasis on habit formation through repetition.

The model of language teaching suggested by Willie's words is not very different

from that implied by Cathy. Both teachers appear to share a traditional approach to ESL

teaching that is typified by the grarrdJ1ar-translation method., wbich dates back to the days

of the ancient Roman empire, as reviewed in chapter three. However, Willie tends to place

more value than Cathy on the national syllabus as opposed to course textbook. Both

teachers, however, appear to be motivated by the requirements of the exam rather than by

any real linguistic needs of their students. A1though WiUie says he finds the national

syllabus useful in bis teacbing, he still refers to the textboo~ such as Ste.p Ahead, as one

ofhis major sources ofboth content and methodology.

Willie and Cathy's traditional approach to ESL teaching could be explained by the

fact that both teachers are probably themselves produets oftraditional ESL teaching. Both

teachers were not explicit about tbis point in the interviews. But from the way bath of
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them spoke in support oftraditional grammar teaching, as we shall see later, we are able

ta infer that their early experiences could weU have influenced their beliefs on ESL

teaching (cf Bird, Sullivan and Swidler, 1993). It is also possible that their training as

ESL teachers was within the mould of traditional ESL instruction or that their training,

whether traditional or otherwise, had little impact on them (cf Rossman, Corbett and

Firestone, (988). Another factor that might also affect the way Willie and Cathy view their

teaching is the lack ofavailability ofteaching and learning materials in theiT schools. For

example, WiUie taIks of"swopping of texts with anotber teacher", suggesting a critical

shonage of teaching resources, such as textbooks, in bis schaol in general and also in bis

English department in particular. The availability ofteaching materials or their Jack can

affect teacher behaviour in the classroom. FoUowing is how Wtllie and Cathy use the

textbook in their teaching.

5.3 Use of the Iextbook

The foUowing tables 13 and 14 show the extent to which Wtllie and Cathy

respectively use the basic textbook as a source ofteaching material. Information in the

tables is obtained from the two teachers' schemes of work for one fonn four class each.

The work considered in each scheme ofwork is from 15 January, 1997, when schoois

opened for the new academic year, to 21 February, 1997. The choice ofthis period of

teaching and the grade of the class is arbitrary. Tables 13 and 14 show numerically each

teacher's sources of materia! for the lessons taught in the selected period.
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Table 13

Willje's Sources of Teacbina Materials for Form 4 ç

Item Number Title ofTopie Source ofMaterial

1 Orientation work No indication

2 Oral work on phrasai verbs Ste" abead book 4

3 Corrections as remedial work Stcp ahead book 4

4 Composition No indication

5 Common errors Step abead book 4

6 Language written exercise Stc:p abMd book 4

7 Comprehension Stc:p abMd book 4

8 Summary Step ahtad book 4

9 Combining sentences Ste" abead book 4

10 Composition Step abead book 4

Il Sentence transformation Step abead book 4

12 Oral comprehension Stc:p ahead book 4

13 Composition Pupils' previous essays and

Itmistakeslt. Randall's posters

14 Summary Past exam paper

15 Sentence transformation Ste" ahwJ book 4

16 Noun-noun confusion A Haodbook on common

e[fQrs

17 Composition Randall's posters

18 Verb tenses Enilisb for Zimbabwe

19 Appropriate registers Past exam paper

20 Comprehension Past exam paper

2l Library Novels
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22 Composition Randall's materials

23 Total for textbook sources 13

24 . Total for "others"· 8

25 Total for ail sources 21

·Others include where no indication of source of material is made and any other source
that is not a course book.
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Table 14

Catby's Sources Qf Teaçbioa Materials for FOOD 4 A3

Item Number Title ofTopic Source ofMaterial

1 Issuing oftextbooks Not applicable

2 Course outline and Structures and skills book 4

comprehension

3 The simple present tense Structures and skills book 4

4 Comprehension Structures and skills book 4

5 Library Not indicated

6 Communication skiUs Not indicated

7 Composition Not indicated

8 Composition Structyres and skills book 4

9 Library Not indicated

10 Introductions Step abead book 4

Il Summary Structures and skills book 4

12 Phrasai verbs Step abead book 4

13 Library Not indicated

14 Comprehension Stcp aheaci bOQk 4

15 Summary Structures and skills book 4

16 Misplaced clauses Stcp abead book 4

17 Aurai comprehension Eoalisb for overseas

candidates

18 CQmposition NQt indicated

19 Improving study habits Step abead book 4

20 Library Not indicated

21 Comprehension Structures and skills book 4
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22 Total for textbook sources 13

23 Total for "others" 7

24 Total for aIl sources 20
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Tables 13 and 14 show clearly that the textbook is Willie and Cathy's dominant

source of teaching material. For both teachers~ frequency of use of the textbook is about

65% compared to the use of other sources of teaching material. This percentage is

calculated from the number of rimes each source of teaching material appears in each

teacher's scheme ofwork for the selected classes during the period covered by tables 13

and 14. The tables 13 and 14 also reflect an underlying assumption by Willie and Cathy

that ESL instruetional content is found between the leaves ofa textbook rather than in real

life. Other sources of teaching materials~ such as newspapers, the radio, the computer and

so on are rarely, ifat aU, mentioned in the teachers' schemes ofwor~ suggesting that their

use in these classrooms is also rare.

WiIlie's belief in the value ofa textbook in ESL teaching and learning is illustrated

by the foUowing excerpt 6 from an interview. In the excerpt, Willie is narrating the story

ofhow he always manages to get supplies of textbooks for his department, in spite of the

protests of his schoal that il does not have money to buy them.

Excerpt 6: 1asked for textbooks and Iibnuy books

1 penisted in the department. lasked for teItbooks aad library books. In my
first staff meeting, 1 asked the secretary ta quote me saying: "1 cannot see the
department (English) suffering a deaf ear". 1 ,enisted and the minutes were taken.
And they (Administration) said, "Let's get him out of the way". 1 got the money
and 1went ta Longmans and bought those books. And for the library, 1 made
every studeat to pay 55.00 a term for libnry, and those are the students who
borrow books from the library. Those who don't pay do not borrow books (March,
1997).

Excerpt 6 suggests Willie's strong belief that a textbook is an imponant tool and

resource for both the ESL teacher and the student. The repetition of the word "persisted"

in the excerpt demonstrates the strength ofWillie's attachment to the textbook in bis

teaching. The following excerpt trom an interview with Cathy indicates that she too has a

strong belief in the usefulness ofthe textbook in the classroom.
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Excerpt 7: 1 dOD't tbiok a tcacher cao teacb without a textbook

1 don't tbink a teacher ca. te.ch witbout ODe (textbook). For example, when
you are dealing with comprehension wor~ you wouldn't have the passages, unless
you take them ftom a novel. You estran a pusage from it (nove!) aDd devise
questions based o. it. But then the problem with this is that tbe esercise might
not he up to sta.danl for pupils. Maybe it might he too high or too low
depending on the skill of the teacher. And then a1so there should he a
reI.lioDShip betweea what we ".ve ia the tn.book aad what the eum
requires. So, 1 think it's necesYry to have a tes'book every time (February,
1997).

Excerpt 7 shows that Cathy is aware ofother possible sources ofESL teaching

materials and resources apart from the textbook. We are able to infer tbis from her

mention of the use ofa Dovel as a possible source ofcomprehension material. But il would

appear, to Cathy, that these other sources and resources are not as authoritative as the

textbook. For example, Cathy says that a teacher-prepared comprehension exercise based

on a novel "rnight not he up to standard for pupils". Her feason for saying this is that the

quality and suitability of the teacher-prepared exercise depends on "the skill of the

teacher". It would apPear that Cathy doubts the ability ofan ESL teacher to devise a

comprehension exercise, or any other ESL language exercise, that would he "up to

standard for pupils". This "standard for pupils" is, in fact, the exam-standard. Cathy seems

ta see the exam as the measure of ail things. This is why she says that there "... should be a

relationship between what we bave in the textbook and what the exam requires". Cathy,

therefore, regards a textbook as an authority that is written to the requirements of the

exam. To her, a textbook derives ilS authority tram meeting the exam requirements. From

ail this~ we are able ta see how the exam explicitly and implicitly influences Cathy's

teaching. Excerpt 8, trom my field Dotes of 14/2/97 on Cathy's lesson on study skills~

taught to Form 4A3, illustrates how the textbook forms the central pan ofCathy's

teaching. The excerpt describes the beginning ofthe lesson.
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Excerpt 8: Take out four books and open on paae

Cathy's lesson was based on material from Stcp Abead, Book 4, page 17. On
mentioning the tide, the c1ass serambled for a partuer to Ihaft a book with. In
the process, they made 50 much noise when moving desks that it was aImost
impossible ta hear the teachers instructions. She had ta scream at the top of
her voice: "You are irritating me!" in response to this noise. Basically, the
teacher's introduction involved aIIocating tuu on page 17 of the testbook to the
class who were to work in groups of four. Sile read out the ÎDltructioDI oa the
tub as Riven in the book. In these groups, students were asked ta find out what
they remembered about the study hints they had discussed in the previous lesson.
Each group was aIIocated a different task to do, al described on page 17 of the
testbook.

In this early part of the tesson, Cathy typically announces the agenda for the lesson.

This is foUowed by the mention of the textbook page for the malerial the tesson is based

on. From my per50nal observations ofESL tcachers in Zimbabwe, the way that Cathy

opens her tesson is typical of most ESL teachers' lessons in Zimbabwe, except for the

noisy openings which characterized most of her lessons 1observed. From excerpt 8, we

are able to infer how Cathy uses the textbook as a souree of bath teaching material and

teaching techniques. In the excerpt, for example, both the tasks and the way they should

be tackled come word for ward from the instructions in the textbook, which is foUowed

aImost slavishly from page ta page. This pracriee suggests a linear sequential view of

language teaching. We have already seen how Cathy thinks that foUowing the Iinear

sequence of teaching material, as laid out in a textbook, will ensure that she covers

everything her students have ta know about the target language for the exam. To Cathy,

therefore, a textbook provides reliable guide for preparing her students for the exam. Her

students' scramble for textbooks to share shows how this basic resouree, in spite of the

high value placed on it, is in short supply in her schoal.

Cathy's over-reliance on the textbook tends to contradiet what she says about

language learning in the following excerpt 9 ftom an interview.
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Excerpt 9: We acqujre a laniUaKC by usina it

1 think when someone acquires a laalUal~ by usiag it, applying what they have
acquired, then the students aetually Inra tbat laaguage better than when they
just read about the language, and tb~ don't use wbat th~ rnd~ they reserve it
for written work. They don't leam tbe l.nlUal~as mucb tbat way (Febnwy,
1997).

Excerpt 9 shows an awareness in Cathy that language teaching should he for use

rather than usage. But teaching language for real use suggests moving away from

textbook-oriented teaching to teaching language for life. Cathy, however, does not seem

to be aware of the contradiction between how she uses a textbook in her teaching and

what she says about the need to teach language for use, that is, between the frozen

language of the textbook and that of the living language in everyday use. This is an

illustration of the tension between what Cathy claims she believes and values and what she

actually does.

The contradictions arising from both Willie and Cathys over-reliance on textbooks

can he explained in Many ways. We have already seen how this couId he the result of the

teachers need to meet the demands of the exam. It could also be a survival tactic for a

teacher who is under pressure from tight schedules and the demands ofadministrators

(Mayher, 1990). It could also be a sign ofa lack of self-confidence in the teacher (see, for

example, Richards and Rodgers, 1986).1 a1so observed that a lesson based on a textbook

tends to be more predictable, more formai and quieter than a non-textbook lesson, because

it is not driven by moment-to-moment needs of the students (cf. Nunan, 1991; Green,

Weade and Graham, 1988). While a textbook can give models ofcontent, tbis model, like

ail print, tends to freeze meaning by constraining the potential meaning. This is because

textbook language cannot present the ever-changing living language ofeveryday use,

particularly the spoken language. Nor does it present language in an authentic period and

context. This may explain something 1 have frequently observed in Zimbabwe, the faet that

Many ESL students tend to use formai English for most occasions, even where this is not

appropriate. Their spoken English sounds more written or textbookish than everyday
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spoken language. For example, when in buying a train ticket, these students would say:

"Could 1 have one ticket to Gweru and one retum one", while the nonnal spoken fonn for

tbis would he: "One retum ticket to Gweru~ please". These students are acknowledged to

he particularly weak in the recognition and use ofappropriate register in natural contexts.

Closely linked to the textbook are other teaching and leaming aids, such as charts

and models, which Cathy and Willie referred to in interviews. Following are their views of

these symbolic representational tools of teaching.

5.4 No &ole for Chans in ESL Teacbjoa

Willie says that charts and other teaching and learning anefaets~ such as models,

have no place in ESL teaching and leaming; "Maybe it's more workable for science

teAcben who use diagrams. 1 don't really see how an English teacher can use charts as the

other content subjects do. This is very rare. We rely on magazines" (Ianuary, 1997).

In my field notes [ noted that neither Willie nor Cathy used any teaching and

learning aids, to supplement the textbook. This suggests a lack of invitational leaming

environments in their classrooOlS. Entries in my field notes for each observed lesson make

frequent mention of "blank walls, no charts or other teaching aids in the c1assroom". This

confirms Willie's words that ESL teachers tend to rely more on printed teaching and

leaming materials, such as the textbook. 1 will now move the discussion to personal

curriculum documents.

5.5 The Scheme ofWork

Both Willie and Cathy use a scheme-cum-plan. This is an emic term used in

Zimbabwe for a scheme ofwork that combines teaching to be covered with lesson plans

for teaehing it. In tbis study, the document will simply be referred to as scheme of work. A

scheme ofwork is a double-spread sheet divided into columns for dates, lesson topies,

source of teaching materia!, objectives, methods, and teacher-student activities. The last
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two columns are left blank for general and specifie evaluation comments which are fiUed in

after the lesson has been taught. Figure 10 is an illustration of the layout ofa scheme of

work that is combined with lesson plans. The figure is an excerpt from Cathy's scheme of

work for Foon 4 A3.

The format of Cathy and Willie's schemes of work where language is divided into

separate lesson topics, source of teaching material" objectives, methods and teacher­

student tasks, seems to suggest that ESL content cao be parceUed up into smal1er units,

called lessons, which can then be taught as separate Iinguistic entities. This is a rigidly

structural approach to language teaching and learning. This view of language can a1so be

found in the syUabuses and the textbooks that Cathy and Willie use in their teaching. The

structural view of language goes against the currently-recommended integrative approach

to language teaching. Integrative language teaching argues lhat any attempt to fragment

language ioto its componential sub-skills, whether as functional patterns, vocabulary Iists

or pronunciation patterns, destroys it. Integrative language teaching is based on the

assumption that knowledge is socially construeted by both the teacher and the students,

and that the major purpose of language is for the creation and communication of meaning.

To fragment language into its various components for teaching and learning purposes is

therefore to violate the basic purpose of language.
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From a teaeher's evaluation eomments on the lesson taught, we cao infer bis or her

views on the purpose and value of a scheme of work. FoUowing is Table 15 exeerpted

from Cathy's scheme of work iUustrating the nature of her evaluation eomments. The

eomments are for lessons taught to Foon 4 A3 during a five-day school week beginning

20 January, 1997, and ending 24 January, 1997. The lesson number is found in the tirst

eolumn ofthe table. In the second eolumn are the topies schemed for each lesson. The

third eolumn contains Cathy's comments on each lesson taught. My discussion is

particularly concemed with the nature ofCathy's evaluation eomments in the third eolumn.
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Table 15

Cathy's EYaluation CQmments 00 Lessons Tauibt

Lesson Number Topic Evaluation Comments

1 The Simple Present Tense The work was rather

disappointing, since most

pupils had forgouen bo,," to

form the tense. After

revising, the oral work was

more promising.

2&3 Comprehension The work went weil and

pupils seemed to enjoy the

work.

4 Library (Discussion of The discussion was lively and

Importance ofExtensive interesting. It is

Reading) disappointing that pupils

lack resources hence they

had not read over the

vacation.

5&6 Communication Skills The work was quite

interesting, but time could

not aIIow for the exercise. 1t

will be done in another

lesson.
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From Cathy's evaluation comments, we are able to infer her views about ESL

models of instruction and the concepts underlying her work. From table 15, we can again

infer Cathy's concem about covering the planned curriculum. We can tell tbis from her

disappointment, e.g. with lesson one and four, because she cannot caver what she bas

planned to do with her class. In fesson one, she appears to lay the blame for not covering

the planned work on her students who have forgotten how to foern tenses. In lessons four,

five and six, a lack ofadequate resources, such as textbooks and time, are blamed for the

failure to cover the curriculum. Where Cathy is able to cover the planned curriculum, she

records that as heing "more promising", and that the work 'fwent weil". Thus, to Cathy, as

we have already seen with her use of the textbook, covering everything bas become the

main focus of her teaching. Nowhere in the evaluation comments 1 scrutinised does she

question her own teaching approach or its role in determining what happens in her lessons.

This shows a lack of ref1ective teaching on her part.

Another conceptual connection we can make trom Cathy's evaluation comments is

what appears to be her assumption that leaming ESL should he an enjoyable eXPerience

for students. We are able to infer tbis from her comments, such as "... pupils seemed to

enjoy the work", and 'fthe work was quite interestingft
• This assumption suggests an

awareness of the concept of Krashen's (1987) affective filter hyPOthesis. The hypothesis

argues that success in L2 acquisition is enhanced by an environment that aIIows the leamer

to be free of anxiety. Thus, when students enjoy a lesson, they are assumed to be self­

motivated and self-confident, factors that are assumed to facilitate the acquisition of L2.

However, there seems to he no awareness of implications of tbis for overall methodology.

Following is an excerpt from an intelView with Cathy showing her views on her

record ofwork, which illustrates ber consistency in wishing to cover everything.

Excerpt Il: A record ofwork" A i"ide for work pot coyered

1 find the evaluations in the scheme ofwork very useful in the sense that ifyou
baveo't coverecl a certain aspect and you have recorded that you baven'.
covered it, you still have to come to it. After teaching a lesson, you make a
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comment that there is a nftCI to 10 back to tbis. This will guid~ you oeIt tilD~

wb~o you are Icb~miDg for the foUowing weeks. You 10 back to that aspect
which you think is lackiDg iD tb~ students. 1 think it's quit~ uHlul (January,
1997).

Again, Cathy's words in excerpt II confirm the conclusions trom Table 15 that her

evaluations ofwork taught are done primarily to keep a record ofwhat work has been

covered. Uer evaluations lack depth and any coverage of how and why the work was

covered in a particular manner, and what lessons could he drawn trom tbis experience.

Such a depth ofanalysis is associated with ret1ective teaching, for which Cathy shows little

evidence. One ofthe fundamental principles of ret1ective teaching involves the teacher

questioning and reflecting on bis or her approaches and in the process combining bis or

her personal knowledge and doing, technical knowledge and artistry (cf. Schon, 1987~

Goodson, 1992).

Cathy's views on the record ofmarks for students are reflected in the foUowing

excerpt trom an interview, and fit in with other beüefs she showed.

Excerpt 12: Record ofmarks for monitoriOi students' proaw:ss

Now, with the record of marks, 1 find it v~ry userul. When you have written the
names of the students and done the recordings of their marks, you can find out
who is doiDI tb~ work and who is aot. You cao also find out whether the
student is loinl up or loiDg dOWD, and then you can advise the student. You can
couDsel the student, or you cao find out wby he is going down, and then you cao
help him and build up bis skills (January, 1997).

From excerpt 12, we cao infer that Cathy bas two main reasons for recording her

students' marks. The first one has to do with checking to see which students are doing

their work and wbich are not. In tbis way, the record of marks aets as a kind of detection

device for catcbing those students who are not working as bard as they should. The

second purpose is diagnostic. A student who is identified as slacking or "going down" in

his or her work is counseUed. The teacher helps the student to "build up bis skiUs". These



•

•

167

two aims in keeping a record of marks show how Cathy regards it as playing a checking

role. 1 will now tum to Willie's views on the same topics, beginning with personal

curriculum documents.

We are able to infer Willie's beliefs on schemes ofwork, records ofwork and

records of students' marks from the inspection reports he writes on teachers in bis

department in bis role as Head of the English department. FoUowing is an excerpt from

one of these inspection reports which makes explicit his beliefs on personal curriculum

documents. The excerpt is from a report of 3/3/97 on an inspection carried out by Willie

on one of the teachers in bis departrnent. The excerpt cavers section (C) of the report,

which is on the inspection of the teacher's schemes and records ofwork.

Excerpt 13: WjIlje's expectalioos Qn personal curriculum docymems

(C) SCHEl\ŒS AND RECORD BOOKS
The teacher's schemes have been inspected on tbis day, (4/3/97), and the foUowing noted:
(a) AlI week-end dates are shown.
(b) The relevant CQlumns are aU meaningfully completed with the Reference tests showing
pages from which work is coming.
(c) The covered work is currently evaluated for general and individual comments and the
schemes have been made to required end of tbis quarter (2/3/97).
(d) 1 expected that some parts ofyour schemes should show a re-schemed piece of work
as remedial work from the previously done exercises - none seems to have been noted.
Both fonn three and fonn one schemes of work and mark records are aIl up to date with
One "Fit having so far the highest recorded number ofexercises and tests. Please enter the
other marks for the other classes.

From excerpt 13 we cao infer that Willie attaches great importance to the details

given in curriculum documents, such details as the dates, page references and appropriate

layout. He also believes that there should be a meaningful evaluation of lessons taught.

Point (d) in excerpt 13 shows that Willie regards the evaluation comments in a scheme of

work as necessary for identifying which work needs further coverage in the form of

remedial exercises. Following is an excerpt ftom an interview which shows bis

observations on the personal curriculum documents kept by the teachers in bis department.
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Excerpt 14: A teacher sbQuld "ways he researcbio&

And tben we go ta a teacher who re-schemes a poorly done lesso~ and teaches it
in a ditrerent way altogether. Theo we have teachers who are weak. They talle
teacbial as a routiDe. A teacher Ibould always be raearcbiDg most of the
time, because things are changing. Sorne (teachers) simply change dates and they
keep on using the very same scheme. They don't change. Some cao even say: why
should we scheme (when) we canjust go in and teach? Mer ail, it (scheming) is
more clerical tbaD is aecessary. This is a weakness wbich is very prevaleat
among old teachers, the I-doo't-care type (March, 1997).

From excerpt 14, we are able ta infer again the importance Willie attaches to

persona! curriculum documents. He regards them as an important leaming experience for a

teacher, old or new, in the profession. This is elearly shawn in bis assertion that a teacher

should always he a researeher 50 as not to let bis teaching become routine. One way of

doing tbis is by planning new work in light of the experiences ofprevious lessons. This

implies that a teaeher has to evaluate bis or her lessons meaningfully 50 that he or she cao

beoefit from the experience of teaching each tesson. This kind ofapproach to lesson

evaluation is akin to retlective teaching (Sehou, 1983; 1987).

The foUowing table 16 is coostrueted from Willie's scheme ofwork, and 1 quote it

here as an illustration of the extent to which he praetises what he preaches. The table

focuses on bis evaluations on the lessons taught. It is excerpted trom bis scheme ofwork

for Form 3 E and 3 G, and covers work for a full teaehing week beginning 27/1/97 and

ending 31/1/97. The choice of tbis part of bis scheme is random.
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Table 16

Willje's Evaluation COlDQleŒS for FO[Q1S 3 E and 3 G LesSQos

Lesson Number Topie ofLesson Evaluation Comments

1 Composition Generally, both classes listed

up very interesting

esperiences in their groups.

Weitten work to rouow nest

week.

2 Punetuation It was interesting to find that

pupils in 3E round tbis very

interating. 3G did not do

tbis.

3 Use ofSO, 100, and very This work to be nlocated

next. As the term progresses,

there is need for grammar

wo~ e.g. verb tenses.

4 Library Reading Pupils seemed to enjoy

reading in the library.

However, there must be lots

ofdiscipline on the part of

other teachers to safeguard

our books•
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There are sorne similarities but also sorne subtle differences between beliefs

revealed by Cathy's and Willie's evaluation comments, as shown in tables 15 and 16

respectively. Both teachers' comments show a belief in a linear sequence of language

teaching. An example of this can he found in WilIie's words, "written work to follow next

week"" and "to he relocated next". Unlike Cathy, however, Willie does not lay blame on

bis students for the failure to cover the work he has planned. In tbis way, Willie appears to

take it as normal and acceptable that work planned for teacbing may not ail be covered

within a set time frame. This suggests that the pace at which Wdlie covers bis planned

work is determined more by the needs of bis students than by the time frame laid out in the

scheme of work.

Another recurrent theme in Willie's evaluation comments is the lack of teaching

and learning resources in bis school. In bis comments on lesson four, Wtllie mentions the

inadequate reading resources in bis schoollibrary, hence the need to conserve what few

books there are by preventing their being stolen.

Willie also appears to he aware of the need for pupil engagement. We are able to

infer tbis from bis comments on lessons two and three. On lesson two, he writes, "Pupils

in 3E found tbis interesting"; and on lesson three he writes, "Pupils seemed to enjoy

reading in the library". As we have already seen, sunilar comments are also found in

Cathy's lesson evaluations. But, unlike Cathy, Willie appears to be consciously observing

and reacting to bis students· responses to bis lessons, a feature that seems to be absent in

Cathy's evaluation comments. For example, on lesson one, Willie notes that the lists gjven

by bis two classes on their holiday aetivities are "interesting experiences". On lesson two,

he says, "It was interesting to find that pupils ... " These two examples show that Willie is

at least partiaUy a ret1ective teacher, attempting to refleet on the effects of bis own

teaching. In these examples, Willie is reaeting to the interactions he experiences with bis

students. This is different from Cathy's comments which tend to describe ooly the

behaviour of the students, e.g. "pupils seemed to enjoy the work", instead of reflecting on

the effeets ofthe teacher's strategies on the students, as Willie tends to do. Because of

tbis, Cathy's comments cao he said to be student-focused and WiIlie's teacher-focused. It is
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tbis subtle difference in focus that make Willie's comments more reflective than those of

Cathy. WiJlie~ however, does not go very far in analyzing why, for example, he finds the

students' lists interesting. In other words, he does not anaJyze what it is in bis own

teaching technique that bas brought about interesting lists trom the students. However,

even tbis degree ofanalysis can lead a teacher into reflecting more on bis or her teaching

strategies with a view to finding ways of improving them.

From Willie's comments on lesson three, we are able to infer that~ trom bis

perspective, more formai grammar lessons enable bis students to accornplish sorne tasks in

the target language. This assumption seems to result from Willie's assessment of bis

students' needs. For example, he observes that bis students need a knowledge ofverb

tenses to enable them to perform better on their leaming tasles. This observation suggests

that Willie not ooly aims to cover the planned work, but is also sensitive to the needs of

bis students, at least oftheir overall academic language needs.

Barnes (1992) distinguishes two views ofteaching and learning, what he calls the

transmission view and the interpretation view. The transmission view focuses on the

acquisition ofknowledge and is product-oriented. The interpretation view lays emphasis

on the personal, cognitive development of the leamer by taking bim or her as a partner in

the construction ofknowledge. The data provided by Cathy and Willie's documents would

suggest that their teaching is oriented more towards teaching in the transmission model

rather than teaching as joint construction of knowledge by the teacher and the students.

The next section dea1s with a new dom~ that ofWillie and Cathy's views on models for

ESL instruction.

5 B: Teachers' Beliefs about ESL Models for Instruction: Tensions and Contradictions

FoUowing is an excerpt from an interview with Willie which ilIustrates bis

understanding of how ESL instruction ditTers from LI instruction.
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Excerpt 15 :You baye &ot to teaçb second Jao&Uaae

From my experience, 1 think they (LI and U) are differeDt. IfLI is Shona, L2 is
English. You have these iDterrerences, 50 the approach (to teaching) is different in
the sense that you would want the child to have the habits oran LI speaker, yet
the child is learning the targel language as a second language. The leaming of the
tirst language is sort ofinbom. For example, you don't teach the child
pronunciatio~ spelling, tone. They come naturally. But with second language, you
bave lot to tncll pronunciation, tone, pausing, diction, stress and emphasis and
ail those things. So, the approach ÎJ difrerenL 1 strongly believe it is difl'erent
(Ianuary, 1997).

WiUie adopts a nativist view ofLI. We can infer tbis trom his reference to Lias

"inbom". He says LI cornes "naturally". Wtllie contrasts what he calIs the naturaJ learning

of L1 with that ofL2 wbich he says involves concious teaching and leaming: Il •.. you have

got ta teach ..." This makes the leaming ofL2, trom WiIlie's perspective, a matter of habit

formation. However, he found difficulty in articulating the differences between what he

would consider to he LI and L2 instructional approaches. In excerpt 15, Willie is ooly able

to state that LI instruction is different trom that ofL2, and the description of the

difference in approach stops here. Willie sees LI interfering with the leaming ofL2. The

interference view was popular in the 50s and 60s and was closely related to contrastive

analysis, which claims that it is possible to prediet an L2 learner's problems by contrasting

the linguistic systems of the target language with that ofthe leamer's tirst language. Where

there are difIerences, contrastive analysis claims, the L2 learner will find those areas

problematic and vice versa. Today, however, claims by contrastive anaIysis have been

found to be limited. In examining the relationship between LI and L2, the emphasis has

shifted from LI interference, a term that carries negative connotations, to such theories as

the interlaoguage continuum and the common underlying proficiency hypothesis (cf

Cummins, 1979).

When 1asked Cathy if there were any differences in approaches ta LI and L2

teaching, she answered as foUows:
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Excerpt 16~ It depepds 00 bow cbalJeoKioa the 1aoi"iae js

1 find that for most ofour children who have DOt Men espoHei to English in the
home situation, it is quite taxing for them. It is quite dimeult for them. When 1
was at Muonde High School, 1 round that most of the students 1 was teaching
were quite fluent in English. And MOst ofthe esercises 1gave them were not as
chaUenging as students al tbis schoal (her present school) find the~ because they
(at Muonde High) were more conversant with the language tban the students 1
have al this schaol. At Muonde Hi~ the studenls there are of: 1 could say, of a
tittle middle dass backgrounds. And most of the children there are of
ministers, chldreD of rieh people. So, they have been espoHd to Enllish Cor
quite a IODler lime tha. the sndenll here ... So, our teaching approach here is
very difl'eftDt (Ianuary, 1997).

To sorne extent, Cathy, like Willie, seems to hold the view that L2 demands a

consciously different teaching and learning approach as compared to LI. This view cornes

out clearly in her comparison of students at her former schaol, Muonde Hi~ with those

at her present school, Dombo High. Muonde High is situated in a low-density , multiracial,

comparatively aftluent suburb ofMarondera town. Dombo High, on the other hand, is in a

high-density, lower-class suhurb of the town. In excerpt 16, Cathy expresses an awareness

of the social and class issues affecting ESL teaching and leaming in the two schools. For

example, she seems to imply that students from rich families, although they may not be LI

speakers of the target language, are greatly helped in the learning ofthe target language by

their greater exposure to the target language compared to students from lower class

families. Students from the lower class families, many of whom attend Dombo High

school, find the leaming ofthe target language" quite difficult for them". Because she is

aware of how a student's background influences bis or her leaming, Cathy sees a need for

a difference in her approach depending on the students' backgrounds: "Sa, our teaching

approach here is very different", she says. However, as occurred with Willie, 1 could not

get her to spell out any specific ways in which the approaches to teaching the two types of

student would be different. Their failure to articulate the differences in approach to

teaching LI and L2 suggests to me that neither of them may he aware ofthe ditferences

between LI and L2 instructional approaches. Interestingly, current thinking suggests that
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the differences in approach to the teaching of the two languages, LI and L2, should be

less emphasized than they have been until now. It is now being argued that the teaching of

L2 should he approached from the student's own familiar background, bis LI, and that

should he used in order to lead him or her gradually on to newer ground, that of the L2,

50 as to minimize possible discontinuities between the home and the school (cf. Cleghom,

1992). It would appear, however, that Cathy and Willie have no access to such conceptual

development in the teaching of language.

Use QfmQther t00i'e'e in L2 instructiQn and leamiDa

In a situation where the L2 is very rarely used outside the school, there is

frequently much debate about the use ofLI in the classroom. Following is excerpt 17

from an interview with Cathy which illustrates her views on the use of the mother tongue

in ESL classes.

Excerpt 17: No rQle fQr the mother toope in ESL tcacbioa

1 don't think anyone should even resort to the use of the mother tongue
(when teaching a target language), even though at times 1 do when l'm in a
tilht corner. For example, with the class 1 had here last year, 1 would say
something but they would Dot undentand. 1 let worked up and 1 tell the.. in
Sbona ... 1 mean when l'm trying ta communicate with the student but 1 can't.
But 1 have, ofcourse, the language. 1 can use the English Iangual~ for
eumple, to esplain a word. 1 tbink 1 normaUy use the other language (U) in
gïving instructioDs, like in explaining: you have to do this, or you do it tbis way.
But they (students) don't foUow tbat instruction, very simple instruction.
They don't follow that. Sa, you may get emotional (Ianuary, 1997).

ln excerpt 17, we can see that Cathy strongly believes in the use of the target

language for instruction, in spite of the problems students might have in understanding the

teacher. This shows her strong disapproval ofthe use of the mother tangue in second

language instruction. Cathy gets frustrated when students fail to foUow wbat she considers
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to be simple instructions. Her dilemma arises from the faet that the target language, her

preferred medium of instruction, cannot always achieve the desired results, 50mething that

can easily be achieved by using the mother tongue of the students. But, ofcourse, her

convictions wiU not aIIow her ta use the mother tongue, except when she gets "emotional"

or worked up. My interpretation of her getting "emotional" is when she gets 50 frustrated

that she drops her guard and resorts to the use ofthe nlother tongue. However, there was

only one incident l observed in her teaching when tbis occurred, which 1 will discuss in

detaillater in the next section.

In the foUowing excerpt, Cathy elaborates on why teachers should not use the

mother tongue in second language instruction.

Excerpt 18: Teacbers sbouid he &ood models

1 think the impression is (given by teachers who use Shona in ESL instruction) yes,
you can leam English. But, itls just then to be le.mt to pus. It's a language that
you can leam jUlt to Acquin it for tbe sake of it. 1 think that's the attitude they
(students) gel. And also, maybe, they don't develop agood attitude towanls tbat
language (L2), using it frequently~ because they know, anyway, whatever they
want ta know, they will know it in their mother tongue (February, 1997).

Excerpt 18 suggests Cathys concem about negative attitudes students might

develop towards ESL if the mother tongue is used in ESL instruction. She fears students

might lose the motivation to leam the target language when an alternative language is used

for communication in the classroom. If she employs Shona in her ESL class, Cathy fears

that her students might be deprived ofthe opportunity to practise the target language.

From tbis, we cao infer that she believes in the saYing that practice makes perfecto She

appears to take herself as a good model for her students. In ail ten of Cathy's lessons that

were audio-taped, there is only one instance in which she uses Shona in her instruction.

The instance involves her use ofa one short sentence, a mixture ofone Shona word and

one slang word. The sentence is found in her lesson of 10/2/97, on situational

composition, taught to Form 4A3. The sentence is: /we chopaz! (You, he quick!). It is
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uttered in response to a student who is taking his time in gettmg bis book and delaying her

when she wants to start. This isolated instance of non-use of English by Cathy shows how

strong her beliefs are in the use of the target language for its instruction. In a way, Cathy's

non-use of the mother tongue in theory and practice suggests an ESL model for

instruction that is infonned by a 'purist' view.

Excerpt 18 also suggests Cathy's concern that English is not only for the exam. But

this view of hers is not supported by her classroom practice, as we shall see later.

Willie's position is very different, and bis belief in the usefulness of Shona in ESL

instruction cao be iUustrated by the foUowing excerpt from an interview.

Excerpt 19: Shona is belpful in ESL iostructioD.

We can also say that Shona is dynamic. It is accepted in other languages, because
there are certain wonls we bave whicb otber lanpages do not have, for
example, the word sadza. (thick porridge, a staple Shona dish). English does not
have sadza. So, we are using those words in our written compositions. 1 think, in
that way, Shona is helping. It makes tbe cbild feel that tbeir IaDluale is
almost as interaatioDai as othen, wbicb is very positive.
And then you try and make students know that our language is as rich as others by
saying: 1 want you to take tbis Shona passage and translate it into English. Or 1
want you ta translate an English passage mto Shona. And then you can say: the
way we write in English is different trom the way we write in Shona, because we
are tryiDI to naD away rrom literai translations. So, from that respect, the
exercise will make them (students) rea1ize Englisb is Dot writteD in the same
way as Shona. And if they know the difference, tbis CUI help tbem to avoid
literai traDslations and redundancy ... 1 would say Shon. is belpful. Like 1 was
doing yesterday. 1 want the child to know the meaning of "He is too much ofa
father".The child cannot know that metaphoricallanguage. And we also have our
metaphor in Shona: Zigomo rerume. This means he is a big persan. So, you caD
use that eumple in Shona to show that in English we do bave also metapbon
which function the same as tbole iD Sbona. So, you start from tbe known to
the unlmown ••• 1 sometimes use Shona to explain certain concepts when 1 want
them (students) to understand; and 1 always get positive results. 1 dOD't tbiDk
tbere is aDytbinl wronl in tryïDI to ule tbe mother Ianpage to esplain what
students don't undentaDd in EnRiisb, and tbereafter give them tlle correct
esplanation in EnRiish, wben tbey DOW wbat you mean in tbeir language.
This is the most positive way ofdoing it (January, 1997).
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From excerpt 19, we can infer that, unlike Cathy, Willie sees "nothing wrong in

trying to use the mother language to explain what students don't understand in English".

Sachiko (1992) argues that there are different opinions among teachers on the use of the

mother tongue in instruction, and that these retlect the differences in the teachers' wider

beliefs about the best way to learn a language. Willie's use of Shona in bis ESL instruction

seems ta be motivated by a need to approach teaching and leaming ftom the known to the

unknown. It would appear that he wants to capitalize on what bis students bring to the

ESL classroom in the fonn ofknowledge of their LI. His approach seems to he built on

the assumption that new knowledge is built on old. Using Shona in ESL instruction is,

therefore, an attempt by Willie to bridge discontinuities that may emerge between the

students' LI and the target language. Wtllie shows bis strong belief in the use oÎ the

mother tongue in ESL instruetion by repeating, for etfect, such phrases as, "Shona is

helping", "Shona is helpful", "positive results", and "most positive way ofdoing it".

Willie sees various funetions being performed by Shona in bis ESL instruction. In

the first part ofexcerpt 19, Willie seems to imply tbat students gain confidence if they are

made to be proud oftheir LI. This confidence is exploited in order to form a good

foundation on which to lay the target language, English. Shona is also used by Willie as an

extra resource for lexical items that May not be available in the target language, such as

the word sadza WtlIie a1so uses the contrastive approach to teach new concepts in ESL,

such as literai translation and metaphors. It is thus evident he regards the two languages,

Shona and English, as complementary.

What Willie says in excerpt 19 trom an interview is confinned by observations 1

made on his classroom practice. Excerpt 20, trom bis lesson transcript,9 illustrates how he

uses Shona in ESL instruction. The excerpt is from a transcript of 6/2/97, ofa lesson in

summary writing, taught to Form 3E. Shona words are italicised to distinguish them trom

9"fhe teacher and students' pseudonyms are used to identify the speakers. Where students
speak in unïson, they are identified as c1ass. Short descriptions of lesson procedures which are
non-verbal, e.g. pauses, duration for group work, etc. are given in brackets.
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English words.

Excerpt 20: Iwo complementary lanpaies

1
2
3
4
5
6
7
8
9
10
Il
12
13
14
15
16
17

WiIlie:

Melci:
WiIlie:
Chipo:
Willie:
Chipo:
Willie:
Mary:
Willie:

Class:
Mercy:

Now, what is character, apan from a charaeter being an actor in a
book? What else is character? Can you give that meaning of
character in Shona? Meki?
Mutauri. (A speaker).
Yes, it's mlltouri, isn't? (Yes, it's a speaker, isn't?)
Zviito. (Manners).
Ah, zviito hadzisi tsika here? (Is zviilo not manners?)
Chimiro (Appearance).
Chimiro chako. (Your appearance). A-~ 1 wouldn't say that.
Unhu. (8ehaviour).
Unhu? Your behaviour? Charaeter is behaviour? You cao say tbis
persan has a very good charaeter. Munhu uyu one unhu. That's a
weil behaved person. Tilrati hauna rmhu, tiri lcureva chii? /we
musikana? (What do we mean when we say you are not weil
behaved? You~ Mercy?) Hauna unhu iwe! (You are bad mannered!)
(Iaughter) E-h!
Une tsika dzakaipa. (You have bad manners).

•

In excerpt 20, Willie is attempting to teach the concept of "charaeter" by asking

students to give Shona equivalents of the English word. ln exchaoges between Willie and

the students, both freely switch from English to Shona and vice versa. From the excerpt,

we can see how, in this instance, Shona is used by the teacher both to give contextual

dues and to accommodate the students' lack of proficiency in the target language (cf

Martin-Jones, 1995). The teacher also uses Shona lexical items to contrast with English

ones as a way ofteacbing English vocabulary. This is exemplified by how the word

"character" is treated in excerpt 20. In this example, the teacher asks students to give him

a Shona equivalent word for "character". Thus, through tbis translation and contrastive

approach, the teacher is able to convey to bis students the concept of"charaeter." This

treatment of the word is a good example ofteaching which moves from the known to the

unknown. ft would appear that, through tbis approach~ Willie is attempting to link the

students' knowledge ofLI, Shon~ to that of the target language, English.
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It is difficult to quantifY the extent ofWtllie's use of Shona in his ESL instruction.

Ho\vever, the amount of Shona used tends to vary slightly from tesson to tesson. To give

an idea of this variation and the amount of Shona used in his lessons, 1 divided the

sentences he spoke in two ofhis lessons into three categories. The first category is made

up of sentences that are wholly in English; the second by those that are wholly in Shona;

and the third by those that are a mixture ofEnglish and Shona. The tirst lesson transcript

taken randomly for illustration is that of 21/2/97, taught to Form 4C, on pans of speech.

The results are presented in table 17. The second transcript is for a lesson of 14/2/97,

taught to Form 3E, on appropriate registers. Table 18 shows the results.

Table 17

The Extent to whieb WiUje Uses Shon' in bis ESL instruction (Lesson 1)

Number Type ofSentences Frequency %

1 All-English Sentences 252 86.301

2 Ali-Sbona Sentences 18 6.164

3 English-mixed-with- 22 7.534

Shona Sentences

4 Total Number of 292 100

Sentences

Table 17 shows tbat Willie's tesson contains about 86% all-English sentences,

about 6% all-Shona sentences and about 7% English-mixed-with-Shona sentences. Willie

shows a slight tendency in tbis lesson to use a mixture ofEnglish and Shona rather than

pure Shona sentences. Following is table 18 which analyses the transcript ofWillie's

second lesson.
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Table 18

The Extent tQ whieh Wjllie Uses Shona in bis ESL instruction (Lesson 2)

Number Type of Sentences Frequency %

1 All-English Sentences 213 86.235

2 Ali-Shona Sentences 12 4.858

3 English-mixed-with- 22 8.907

ShQna Sentences

4 Total Number of 247 100

Sentences

The extent ofWillie's use of Shona in ESL instruction exceeds by a large margin

that ofCathy. Willie's pattern of Shona use in table 17 is a1most similar to that in table 18~

with the ~o tables showing only a slight variation in the amount of Shona used in the two

lessons. An analysis ofWillie's other eight lessons would~ 1 am sure, show more or less

similar results. However, Wong-Fillmore (l980)~ who has analyzed a much wider range

of teachers~ argues that the arnQunt ofL 1 used in a classrQom often depends both on the

kind ofclassrQom aetivity and/or the individualized instruction between the teacher and

the students.

A general observation 1 made about Willie's lessons is that ESL lessons with Shona

tended tQ flQW mQre easily than English-only tessons (cf Cleghorn~ 1992). Following is

excerpt 21 which ilIustrates tbis point. The excerpt is taken from my field notes 00 a

lesson cooducted by Willie.

Excerpt 2 1: Eoalisb-witb-Sbona lessons are more re1axed

Pupils were advised tQ read magazines and newspapers. They were also
encouraged to speak in English with eacb other~ but not to mimic English tones.
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The teacher eocle-switches rreely rrom Englisb to Shon.~ especiaUy when he is
stressiDI a point. The studeau tend ta take Ibis as a eue to aIso switeh to
Sboaa wbenever tbe teacher does so. The atmolphere in the class appean to
relu wben the dass switebes rrom Englisb to SboDa. This May he due ta the
effect of a r...i1iar cocle~ Sho~ in which both the teacher and the students feel
more at home to express their ideas (Field Notes~ 15/1/97).

Willie's use ofShona in ESL instruction contradiets the language policy of

Zimbabwe. The policy says that aU instruction, except in the teaching of indigenous

languages, should he in English after grade three ofthe primary schaol. However, the

continued use of Shona in ESL instruction, let alone its use in the teaching of other

subjects, shows the complexity ofchoosing what language to use in the classroom. This

complexity demonstrates tbat language use in the classroom cannot he effeetively

legislated by language palicy (Martin-Jones, 1995). Moreover, Zimbabwe's policy on the

language of instruction seems to he a contradiction ofwhat recent research bas revealed

about the use of the first language in second language instruction. Sorne recent studies

have indicated a possible transfer between LI and L2 (cf Cleghorn, Merritt and Abagi,

1989~ Anerback, 1993; Frederiksen, Donin and Decary, 1995). Atkinson (1987), although

waming against the danger ofan overuse of the mother tongue, argues that a teacher

ignoring the mother tongue in a monotingual classroom "is almost certainly to teach with

less than maximum efficiency" (p. 247). The complementary role played by Shona in

Willie's ESL instruction seems to add weight to Cummins' (1979) common underlying

hypothesis, which states that there is a common or interdependent relationship between

sorne aspects ofLI and L2 proficiency in a bilingual across lang'.Jages. However~ the

debate on the transfer between LI and L2 is not conclusive. Other research studies (e.g.

Roller, 1988) have seen tinle evidence ofthis transfer; and sorne ofL2 writing have

indicated that transfer involves more than just the language (Maguire, 1994).

Not ooly is there debate about the use ofL 1 in ESL teaching, but the problem of

what kind ofEngiish ta teach was also raised by Cathy and Willie. What foUows are Willie

and Cathy's models ofESL for instruction. The following interview excerpt illustrates

Cathy's views on this topie. Here, she felt no ambivalence.
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Excerpt 22: En&lisb E0lÙisb. not reaiooal Eo&Jishes

1 prefer English English (to regional English), because that's what would he
eIpected at the end 01 the coune wheo students actually write the eUDI. (By
English English) 1 mean the English which aD LI speaker caD nad without
haviDg any problelDs; the English which 1 UD read theD Ilmow what the
candidate waals to say ... English is an iDtemationai IaDpage, and if it is
regionalized, then it's no longer intemational, and 1 would not understand it.
Theo, why are we leaming English, anyway? We are leaming it as an
intemationallanpage ror cO.lDunication. So, ifwe regionalize it, would it be
possible for us to communicate with people trom other regions? (February,
1997).

Excerpt 22 makes it clear that Cathy prefers to teach the variety ofEnglish

provided by LI speakers ofEnglish. By English English, 1 assume Cathy means standard

English as spoken by LI speakers ofEnglish. Cathy rejects regional Englishes for two

reasons. The first bas to do with the demands ofthe exam: "... what would he expected at

the end of the course when students actually write the exam". Il would appear that for her

the nature ofthe exarn dictates what variety ofEnglish to teach. Until reœntly,

Zimbabwe's "0" and "Ait level exams were marked in Britain, where one can assume the

markers were LI speakers ofEnglish. It is then easy to see why Cathy models her English

for instruction on LI speakers of English. Her acknowledgement of the exam in her choice

ofan ESL teaching model is easy to understand in the context ofthe Zimbabwean system

ofeducation and of a society which places immense emphasis on passing the "0" level

exam.

The second reason for Cathys preference for the LI variety of English for

instruction has ta do with her belief in the need for a wider goal ofcommunication. She

argues that tbis cao hest be achieved by standardizing the English language, using LI

speakers as the yardstick. From excerpt 22, it would appear that Cathy takes a firm view

on the perennial debate about the need for a single variety of standard English versus

regional standards ofEngiish. Current thinking on the issue (e.g. Kachru, 1986) tends to

take a non-prescriptive view; more emphasis being placed on efficient and effective
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communication than on the need for uniformity in the type of English used in different

regions of the world.

In the foUowing interview excerpt 23, however, we see that Cathy makes an

exception on the issue of regional accents. She seems to believe that ditrerent regions,

while they should strive to speak standard English, they should, at the same time, maintain

their accents (cf Hughes and Trudgill, 1979).

Excerpt 23: No Deed to cbanae the studept's accept

1 think we should .-etain the ArricaD accent, because that's what we are; that's the
way we speak. But al times 1 have spoken to a Nigerian doctor. There are times
thal YOU CADDot undentaDd what they (Nigerians) are ..ying to you. So, 1
think they (students) should take the English pronunciation. But they sboulda't
take tbe accent. 1 don't think il is important ... 1 think the harm ( in adopting the
LI English accent) is that the pupils could be divorced rrom their own world,
trom their own context. They are Dot emulating the wbites; and they may
become more white than the whites themselves, as you know (February, 1997).

In excerpt 23, Cathy makes a distinction between accent and pronunciation. What

she calls English pronunciation is probably R P (Received Pronunciation, a variety of

English associated with the upper classes and accepted as standard in Britain), which,

however, she allows to carry regional accents. Here, Cathy seems to he unaware of a

contradiction arising trom the faet that the English pronunciation she advocates cannot, in

fact, accommodate other various regional accents. Another contradiction arising from her

views on what type ofEnglish to teach concems the feasibility ofESL teachers, the

majority of whom are second-language speakers ofEnglish, attempting to provide the LI

model ofEnglish she advocates. 1 would argue that tbis is not possible in present-day

Zimbabwe. In her advocacy of standard English, Cathy a1so seems to be unaware that

there is no one variety of standard English, but regional standards; even in Britain where

English is the first language (cf. Kachru, 1986). Another contradiction is that what may he

called standard English is itselfa variety ofEnglish that has been chosen and given the

label standard, not that there is anything intrinsically "standard" about it (see, for example,
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Romaine, 1995; Grosjoan, 1982; Hughes and Trudgill, 1979).

Excerpt 23 also raises issues ofclass and identity. It is clear that Cathy sees

language as a great classifier. For example, she seems to be aware of the need to maintain

the identity of her students, fearing that if they adopted LI English accents, they might

lose theu Afiican identity and become "more white than the whites themselves",

something she sees as undesirable. Because of the high status accorded to En8lish in

Zimbabwe today, Cathys fears are by no means unfounded. For example, "Nose Brigadell

is a rather derogatory term used in Zimbabwe to describe those Africans who go out of

their way to mimic LI speakers ofEnglish and hold the mistaken view that to sound like a

real native speaker ofEnglish is the highest fonn ofaccomplishment in the learning of the

target language.

Cathy also bas detinite views on what model of literature in English she should

expose her students to, as the next interview excerpt iIIustrates.

Excerpt 24: ESL writers mjslead students who are learnina Enldisb

The first speaker will explore his world (in literature). He will talk about what is
familiar, something of the seaside and so fo~ something which we (L2s) are not
50 familiar with here. And so, the wealtb of language, tbe depth, the
vocabulary, the esprasion, tbere is more wealth in that. That's what 1 have
found out, especially when 1 read a number ofPacesetters written by severai
African authors. Now, most ofthem will raort to Dlother tongue beR and
tbert. And then, it's rather misleading for tbe student who is leaming Englisb,
tbe direct translations from the motber tongue. Because i have discovered, as
an "0" level marker, that the student who is the ~andidate is the loser. They
(students) don't know what word to use; and then they just resort to the mother
tongue. But they do not explain the mother tongue words used. They assume the
marker knows what they are talking about. Ofcourse, 1 know~ but l'm marking as
if1 do not know (February, 1997).

In excerpt 24, we cao see again how the exam influences Cathy's views on what

variety of English to teach and her assumptions about students' intentions and needs. Her

belief in LI speakers ofEnglish as the best models ofwhat variety ofEnglish to teach
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encompasses even the domain ofliterature to which her students should he exposed. From

the excerpt, we can infer that Cathy believes tbat Afiican ESL writers do not provide a

good model ofEnglish for her exam-bound students. She feels that the variety of English

used by African writers is at variance with the demands of the national exam in English to

which her students are subjected at the end of their course. It would appear, therefore,

that Cathy's preference for the LI model of literature is again determined by what she

perceives to he the demands of the national exam in English, and her constant concem is

to see that her students successfully pass this exam.

1 would argue, however, that there is a contradiction in imposing a rigid exam tbat

denies a candidate the opportunity ofenriching his or her repertoire ofESL from

borrowing, where necessary, from local languages. This borrowing could he, for example,

at the lexical level where English might lack the appropriate lexical items to describe a

local phenomenon. 1 believe that this aetually enriches the English language rather than

impoverishes it. One ofthe reasons often given for English having been able to spread 50

easily throughout the world is its capacity to be "bent" to suit local conditions. Many

African writers in English, such as Achebe, Mungoshi and Ngugi, occasionally incorporate

into their writing in English translations of expressions from the local languages, in what

Cathy disapprovingly calls "direct translations trom the mother tongue", in order to

capture the authentic flavour of the locality they are writing about. There is, ofcourse, as

in any area, the danger ofgoing to extremes in tbis practice. 1 agree, stretched too far, the

regjonalizing and indiginizing ofEnglish may result in the creation of pidgin English, as

has been the case in certain Afiican countries, such as Nigeria. When tbis happens, as

Cathy says, it ends up defeating one of the main purposes for leaming English, that of

wider communication.

In spite ofCathy's preference for LI writers of English as a model for her students,

1 observed her teaching a literature set-book written by an Aftican writer in English. The

title of the book was: Qod's Case' No IPpeal, written by Dan Fulani. This is another

example of the contradictions resulting trom what the curriculum prescribes and what

teachers prefer. In Cathy's case, since the literature set-book is prescribed by the national
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curriculum, she has no choice but to teach the set text.

Willie appears to take an opposite view to that ofCathy on the subject of

indiginization of English. Following is excerpt 25 from an interview with Willie iIIustrating

the variety of English he prefers for instruction.

Excerpt 25: We cao end up havi0a Zjmbabweao Ena1jsb

Vou see~ we can end up having what's known as Zimbabwean English (trom the
influence of the indigenous languages). For instance, ifwe looked at the tones
across Afric~ you hear them say: "That is a bla - ck ma - n driving a bla - ck car".
So, you cao easily tell that tbis is a Zambian. And you can tell that tbis is a
Nigerian and Gbanaian. That distinction you caDDot take otT, as you cao easily
teU that tbis is a Portuguese by the accent. His EngJish is still inclined to
Portuguese. In that context, therefore, 1have always asked my students to
emulate tbe people iD this country, myself as an example. And 1 have often
asked them to listen to the Headmaster (March, 1997).

In excerpt 25, we can see that Wdlie, unlike Cathy, values the use ofregional

varieties ofEnglish in instruction. 1also saw evidence in bis lessons of bis belief in the

vaIue ofregional varieties ofEnglish. A few examples will suffice here. In a lesson on

6/2/97, taught to Form 3E, on summary writing, Willie tells bis class, "1 don't think it's

necessary to speak like the English of the British. Our accent will remain ours". In another

lesson of4/3/97 on teaching summary writing, taught to Form JO, the passage Willie

chose for summary was from the novel, Son of the Soil, by Wl1son Katiyo, a Zimbabwean

ESL writer. In the course ofdiscussing the summary passage, Willie admired the literaI

translations from Shona to English employed by the author. His words to tbis etfect are

found in the following excerpt 26 ftom the lesson.

Excerpt 26: Describjoa situations as tbey are

• 1
2
J

Willie: 1am glad that our authors are coming up and describing the situations
as tbey are, by trying to ioterpret the Shona culture as they write (in
English). A pure example here is when the two boys (in the passage) are
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talking to Ambuya. They say,"My man", and "My wife". Then you can say:
"Vadzimai vangu ava; mwana wemwana wavo muzulcuru" (My wife, 1 am
your grand child, the child ofyour cbild). This is very special ... And
even if this book was read in England, the roder would reason out
tbe me.ning from tbe strengtb oftbe motber language (Shona), as it
appears. That's where we try to battle to put on this mother language
(Shona) when we are writing our books.

•

Excerpt 26 suggests WiUie's perception that L2 writers of English are best suited

to write about their own experiences. In the excerpt, he admires such writers for

incorporating cenain lexical items from the local language into their writings in English in

order to achieve authenticity and realism. ft would appear tbis is why Wùlie exposes bis

students to such literature. Borrowing lexical items from a local language and occasionally

using literai translations is appropriate in that it enhances communication between the

writer and the reader. The praetice only becomes a liability when communication is

compromised.

One would expect Willie and Cathy to correct their students' errors according to

what they respectively believe to he suitable varieties ofEnglish for their students.

Excerpt 27, from an interview with Cathy, and excerpt 28, from an interview with Willie,

iUustrate their respective approaches to correcting their students' errOTS. Both teachers'

strategies for dealing with errors suggest a "treating" rather than a "curing" approach to

students' errors. This imponant distinction was made by A1lwright and Bailey (1994).

They say that treating oferrors is simply removing the signs and symptoms ofa problem

without eradicating its cause. Curing, on the other band, means effecting a lasting solution

to a pToblem, in tbis case the problem of errOTS.

Excerpt 27: Owell on tbem (errors) in a kjnd ofremedial exercise.

1 give tbem a composition to "rite and then 1 find commOD erron. oflen
noting the common erron. Then 1 put il up as an exercise after the
composition. 1discovered that it was very difficult to do the corrections in
c=omposition. With the fonn threes that 1 had at Muonde High School, 1 would
say: if you get a sentence wrong, you rewrite the whole seDtence correcting



•

•

188

the wrong one. If itls ooly a single word that is WTong in a sentenceyyou write
the word tbree times in aliDe. SOy here (present school) 1 found that the
incidence oferror was very dense. SOy what 1 would do wasyestract the common
erron and men dweU on them in a kind of ftlDediai esercÎSe. After the
composition, when 1bring the books back to class when we want to do another
composition, before we do that composition, we do the remedial esercÎJe. We do
that exercise 50 that we know how to handle the WTong sentences or whatever
the students will have got wrong. Then they do tbe corrections in their
composition eserciJe books below the previously .-ritten composition. Those
will be the corrections (January, 1997).

Excerpt 28: You dQ one thioa al a time

GeneraUy, we taIk about the general mistakes al a dasI7 like if they are using
the black system, a common error of the class. Theo 1 tell them: in composition,
we use indentation, not the black system which is reserved for letter writing. Ifyou
are blacking in composition, how do you show dialogue and the paragraph? 1
explain the reasons why we indent, and explain why the block is used in letter
writing.
With gram.Ar miltakes, 1 would write tbose separatel)', and then read tbe
wrong sentences iD clus and ask the class to ideDtify the erron and to correct
tbém. This is how they come to correct their errors in the exercise book. Vou do
one tbiDg at a lime. IritIs grammar, itls grammar. You don'! touch on spelling. If
you see that their grammar is coming Upy you go to speUing. But tbis composition 1
marked is like maiden marking for them. 1 am marking as it would be marked at
Cambridge. 1 am marking everything. 1 teU them, next time l'm going to mark, l'm
going to look at grammar or spelling. To involve tbem, you cao ask them to
exchange their books and ask them to mark each other's speUings only. You ask
the other student to use the dictionary and underline tbe spelling mistakes only
(Januaryy 1997).

From excerpts 27 and 28 from interviews with Cathy and Willie respectively, we

can infer that both teachers~ rather than curing them, deal with errors by treating, that is

they attack the symptoms rather than the underlying "disease". The remedial exercises

referred to by both Cathy and Willie, and the praetice ofasking students ta do corrections

seem to be built on the assumption that providing students with correct models of

language will eradicate their WTong models of language. In the Zimbabwean context, the

practice seems ta he motivated by the type ofexam which tends to reward candidates for
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correct forms ooly. In tbis case, the exam bas the backwash effect ofmaking ESL

teachers~ such as Cathy and Willie, look at their teaching as mainly an error-purifying

process leading to the exam. This suggests a view that regards the production of text as a

process of immaculate conception (Maguire, 1991).

Cathy and Willie both use the terms "error" and "mistake" apparently

indiscriminately to describe the wrong models of language produced by their students.

Cathy's preference for the term "error" is more appropriate given the situation both

teachers are in, as it is a term normally associated with a lack of knowledge of the correct

model oflanguage rather than "mistake", which should he used to describe a slip ofthe

tongue or pen which, once pointed out, can easily he corrected by the writer or speaker. In

other words, a mistake is not an indicator of ignorance of the correct model of language ta

use, white an error is. In excerpt 28, Willie also appears unawace lhat spelling is also a

grammatical issue. This lack ofawareness comes out in bis words: "You do one thing at a

time. If it's grammar, it's grammar. You don't touch on speUing. "

Excerpts 27 and 28 also teU us a lot about Cathy and Willie's assumptions about

writing. The view ofwriting that emerges from the two excerpts is the transmission view

(Barnes, 1992). In tbis model, writing is treated as a mere recording and acquisition of

information, such as the correct forms ofthe target language. This is a produet-oriented

approach that is centred on student tasks, their assessment and correction. Barns (1992)

contrasts tbis transmission model of writing with the interpretation model, which takes

into consideration the personal cognitive development of the student, bis attitude and the

context in which the teaching and leaming of writing is done. A detailed discussion of

Willie and Cathy's models ofwriting will be given in the next chapter.

Treating students' errors rather than curing them can be a frustrating experience for

a teacher. Excerpt 29 foUowing from an interview illustrates sorne oftbis frustration. In

the excerpt, Cathy is discussing the recurring grammar errors in her students' written

compositions.
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Excerpt 29: They (students) still repeat the errors

ID te.ching of gnuDm.r, 1 bave not bftn successful. At rimes 1am frustrated,
because 1have tried to, 1have had lessons on that. But still when pupils write
compositions and their summaries, tbey still repeat the erron we bave learat iD
the tasOD. So, 1 have been discouraged by that. 1 am faitinl to find out how then
1 could teach them so tbat tbey can really apply wbat tbey bave Inrat to tbe
writteD work and 50 on (February, 1997).

According to the theory of interlanguage continuu~ students' errors May continue

to surface in spite of the teachers efforts to eradicate them. Tbis theory assumes that the

leamer has responsibility for texts, and that sooner or later the student's performance will

improve, irrespective of the tcachers treatment of the student's errors. This is why the

communicative approach lays emphasis on communicative effectiveness rather than on

formai accuracy. Repeated errors by Cathy's students can he explained in tenns ofthe

interlanguage continuum theory. Based on tbis theory, it would he advisable for Cathy to

save her energy and to lessen her fiustrations by concentrating on cultivating

communicative efliciency of her students rather than focusing on their current errors.

Domain one looked at the teachers' beliefs about curriculum documents and

domain two looked al the teachers' beliefs about ESL models for instruction. 1 would like

DOW to move to the third domain, where 1will look at Willie and Cathy's beliefs about

interactional rights and obligations in the classroom.

5 C: Teachers' Beliefs about Interactional Rights and Obligations in the Classroom:

Tensions and Contradictions

The discussion of the sub-themes categorized under tbis domain focuses on

studenl-teacher, and student-student interactions rather than on the analysis ofthe content

of the classroom lessons. This is in keeping with my adopted detinition of social

knowledge construction and the nature ofthe themes which arose trom my data analysis.

My data collection was done at the beginning of the academic year in Zimbabwe. 1
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was therefore able to observe the first stages of the negotiation of shared frames of

reference between the teachers~ Willie and Cathy~ and their respective students~ and their

graduai establishment of socially appropriate classroom behaviour (philips7 1983 ~

Gumperz and Hymes, 1989). The foUowing excerpt 30, from an interview, iUustrates

Willie's beliefs about establishing socially appropriate classroom behaviour during the early

encounters with his students.

Excerpt 30: 1 tell tbem (studepts) from the 0nset and from my actions

First of ail 1 have a very fi......ad friendly approach in the sense that 1 can even
get in class jokïng or laughing. And then 1stop laughing and studeDts wonder.
Theo 1 say: pleue pick aDY piece of paper tbat is near YOD aad strailbten
your desks. 1 rob the board; and already 1 bave captureci their (students')
attention. They are listening to me wondering what 1 was laughing at. Then 1 teU
thelD from the outHt: when 1 am coming for my English lessons, 1 want you ta sit
üke this. Pick papers, and bring daily ail English books to class. And 1 don't want
people who come to class late. S07 froID the outset, they Imow (January, 1997).

What Willie says in excerpt 30 about telling and demonstrating bis preferred

c1assroom behaviour is confirmed by bis classroom practice~ as the foUowing excerpt from

my field notes shows. The field notes were taken during an observation ofWillie's

comprehension lesson of 2111197, taught to Form 30, in the third lesson of the new

school year.

Excerpt 3 1: Rejnforcjna tbe mies

Tbe te.cber greeted the class .ad asked them if tbey still remembered my
name. (1 had been introduced to the class before). There ",as 00 bid to answer
tbe teacber's question. Willie then asked the class to ask me for my name after
the lesson.
Defore the start ofthe lesso~ the dass was asked to pick any pieces of paper that
might be lying on the Ooor. Composition esercise books that had Dot been
~overed accordiol to the teacber's rules were retumed to tbeir OWDen
unmarked. The books would oRly be marked after they were covered in khaki and
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plastic cover. They were also to Ile property l.beUed .ccordiDI to the tucher's
instructions pen in earlier lessons. Willie appears to he particular about
tidiness and order in bis classroom (Field Notes~ 21/1/97).

Excerpts 30 and 31 show how Willie~ in early encounters with new students~

deliberately and explicitly gives bis class sorne basic organizational classroorn rules and

norms for order. One can infer trom tbis Willie's preference for an orderly classroorn

atmosphere and a belief that tbis is conducive to teaching and leaming. Tbis is shown by

bis insistence on straightening the desks and picking any pieces ofpaper tbat might be

lying on the classroom floor. All tbis cornes before the beginning of the actuallesson for

the day. Willie's socialization of bis students ioto what he regards as appropriate classroom

behaviour is etfected mostly through the teacher's use of directives and commands~ rather

than through a process ofjoint oegotiation of the frame ofreference. For example~ in

excerpt 30~ one cao infer a teacher-directed and teacher-dominated socialization of the

students from WtlIie's use of such tenns as "1 teIl them..."~ "1 want you to... Il ~ "Pick

papers... "~ and "1 don't want people who... " In excerpt 31, Willie reveals a similar

approach to students' socialization. The process of socialization he uses is teacher-driven

and teacher-centred. Appropriate behaviour in Willie's class is "... according to the

teacher's rules" and "... according to the teacher's instructions." It would appear that in

both excerpts 30 and 3 1, WiUie is using bis accumulated teaching experience to short­

circuit what might appear to him to he a long process of negotiated classroom

expectations and norms ofbehaviour.

In the two excerpts 30 and 31 ~ we can see examples ofsorne of the rules that

Willie gives to bis students. New rules are reinforced in subsequent lessons~ as we see

happening in excerpt 31. In tbis way, the students are socialized ioto particular ways that

Willie expects business in bis classes to be conducted. Willie's approach is contrary to the

ideal state ofjoint negotiation of frames of reference by both the teacher and the students.

There are~ however~ sorne participation rules that are tacitly and not directly

communicated to students by Willie. These rules are not organizational~ as are in excerpts

30 and 3 1. They are rules goveming the norms and expectations for classroom
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participation. The students' answering of the teacher's greetings at the beginning ofa

lesson is an example ofa tacit rule that the students follow. They do not need the teacher

to tell them to answer his greetings in a particular way. Here, Willie makes sorne

assumptions about students' texts. Another example ofa tacit rule are students' bids,

indicated by the raising ofhands in response to the teacher's elicitations. Students have

leamt these tacit rules over the years they have been in school (Mehan, 1979).

Cathys procedures are similar to Willie's. The following excerpt from my field

notes illustrates how Cathy's organizational mies are established in early encounters with

her students. The notes are based on one ofher early lessons, a language exercise with

Form 4A3.

Excerpt 32: Establjshioa appropriate odes ofc1assmoID bebaviQur

After 1wu iDtroduced to the clus. the teacher remiaded the studeDts
about the importance of good discipline iD clus. The students were told ta
work bard, as tbis was going to he a very short year. The teacher stressed the
importaDce of neatoess, covering aDd .abeBinl books appropriately. The class
would write a monthly test on a Friday. They were told that aIl form fours in the
school would write the same test (Field Notes, 20/1197).

Excerpt 32 is an illustration ofhow Cathy explicitly speUs out the norms and

expectations ofbehaviour and tasks for her class, such as the need for good discipline, the

need for neatness, and covering and labelling books according to her instructions. By

putting the need for good classroom discipline upfront in the day's business suggests

Cathy's preoccupation with managerial aspects of ESL classroom instruction rather than

the actuaI engagement of students in a lesson. Reminding students before the lesson begins

that they are expected to he well·behaved, places the responsibility for the success of the

lesson squarely on the shoulders of her students. This, ta me, suggests a teaching and

learning situation in which the maintenance of appropriate classroom behaviour is shaped

and directed by norms and expectations preset by the teacher. This leaves Cathy's

students, üke Willie's, with very little room for active participation in what should ideally
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be a process ofa negotiated frame of reference.

The foUowing excerpt 33 is from Cathy's les50n of 13/2/97 taught ta Fonn 4A3 on

clauses. It illustrates again how she establishes the social cules ofbehaviour for her dass.

The excerpt describes the end ofthe lesson where she is giving students instructions on

the writing task she bas set them.

Excerpt 33: Remember la write "eally

1 Cathy: Now~ we are not going ta do that one orally. 1 want you to quiddy write
2 down your uswen; to transform these sentences 50 that they read
3 correctly. You will start otTfrom number three up ta number ten; as
4 qui~ldy as you ~aa. Then we will do them together. RelDeDlber to write
5 aully. You write the day, tbe date and the tide. You write the
6 aUlDber one ia the liae. aUDlber IWo ia the liDe and so on. (Individual
7 written work for four minutes) You don't have to ~opy the senten~es~

8 because you will have the textbook when you revise the exercise. (Bell to
9 announce end oflesson goes). Please finish otTquicldy. How Many people
10 are through? WIll you show by raising your band?

In excerpt 33~ Cathy reinforces sorne of the rules she has given to her class in

earlier lessons. Again, both the rules themselves and the way they are given to students~

mainly by way ofcommands~ show how tittle negotiation ofclassroom norms and

expectations there is in the class. In tbis way~ Cathy assumes the ideal canonica1 text~ with

one of the teacher's main roles being that of law-giver and manager of orderly learning in

the dassroom. One exarnple of tbis is her emphasis on neatness~ a symbol of her

preference for orderliness in aU aspects of the classroom. We know that the rule about

neatness has been given before, because of her use of the word "remember". The students

who are writing an exercise are reminded of the cule. In any lesson~ teachers can reinforce

old rules as weil as introduce new ones. For example, it is possible that the cule about

writing the day~ date and title~ and lhat about numbering questions~ are new to Cathy's

dass. Tbis~ however, does not exclude the possibility that such cules May have been given

to the students before by the teachers who May have taught them before Cathy. The IUle
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about raising hands to show that one has finished writing an exercise could also he both a

new or an old rule imposed by Cathy. In situations where no rule has been given, students

negotiate appropriate responses and behavioUTs in a moment-ta-moment interpretation of

the teaching-leaming context. A similar process may also appiy ta the teacher who is

condueting a tesson. This is what makes non-routine teaching and leaming improvisation

acts in which bath the teacher and the students are actively involved in the construction

and negotiation of meaningful ways ofbeing and learning (Hens,. 1994; Maguire,. 1997).

1 now look at Willie and Cathy's views on the raies of the teacher and the students

in classroom interaction. 1 will begin by looking at WiIlie's views,. as exemplified in excerpt

34 following.

Excerpt 34: A aood listeoer and a maximum participant

A student sbould he a good listeaer and a DlUÎDlum participaDt ... They
(students) sbould not keep quiet. Ifyou don't give them a chance ta sp~ you
don't know whether they are doing the correct thing. They sbould expose their
errors,. then you correct them. Now, ifyou dose them and dose them, they end up
not knowing what's going o~ because you don't give them a chance to speak. That
is why 1 have often asked them (students): "You are thinking ofsomething.
What is it that you are thinking?" Then the student would speak. So, by tbis, at
least they will panicipate. Sa, the children sbould he participatiag and they
sbould he good listenen; and must a1so he able ta speak and answer (the
teacher's questions) (March, 1991).

Excerpt 34 suggests the raies that Willie wants bis students to play: (a) being good

listeners (b) talking in class so that they expose their errors for the teacher to correct and

(c) answering the teacher's questions. From the same excerpt 34, we are a1so able to infer

what Willie considers to he the teacher's roles. These are (a) creating opportunities for

students ta talk in class sa tbat they expose their errors to the teacher and (b) correcting

students' errors. It is obvious tbat not alI the students' and the teacher's roles are covered

in tbis one shan excerpt presented as an illustration. But those that are found here strongJy

suggest that Willie believes in the traditional roles of the c1assroom teacher, for example,
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as initiater ofclassroom talk through bis elicitations, and as correcter of students' errors.

Willie's repetition of the modal verb "should" and bis insistence that students should be

good listeners also imply an assumption that the teacher should do MOst of the talking in

class. The logie ofbis reasoning might he interpreted as: Ifstudents listen carefuUy to

what the teacher says, then they are most likely to answer bis or her questions weil. When

they answer the teacher's questions, he or she can detect errors in the students' use of the

target language. At tbis point the teacher cao transfer to bis or ber other role, that of

correeter of students. The whole strategy is extremely eontrived and totally eontrolled by

the teacher.

What Willie says in excerpt 34 is confirmed by the observations 1 made on bis

teaehing. Of bis ten lessons 1audiotaPed.. there is ooly one occasion, occurring in the

tesson of21/2/97, in which a student asks Wùlie a question, thereby initiating elassroom

talk. On ail other occasions, it is the teaeher who sets the agenda for each lesson and

initiates aIl elassroom talk, except where bis students are working in groups.

ln Cathy's ten audiotaped lessons, there are no occasions at ail in which students

initiate c1assroom talle The following excerpts 35 and 36 iIIustrate Cathy's views on the

roles of the teacher and students in classroom interaction.

Excerpt 35: Keep tbem buS)"

[ think the secret behind (good discipline in c1ass) is giving them (students)
Adequate worll; keeping them busy. Now, ifthey are busy, they have no time to
fidget; they have no time to play around. Now, also, ifyou insist on quality
work.. ifyou insist they should bring their books to class, and then they bring their
books to class, they won't give one Any problems, where someone is not writing
because they have left their textbook at home. Ofcourse, ftom time ta time
you have two or three pupils who want to find out what you will do to them (if
they misbehave) ... But, in MOst cases, 1 find that most ofthem comply
(January, 1997).
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Excerpt 36: AllowiOK a little bit of play and bejoK yety firm.

We were taught bya lady, Mrs Pobi. She influenced me because she would insist
on quality work. She would dow us a liUle bit of play in the classroom but, ail
the same, she was in control. She was very firm. We would work effectively,
but ail the same in a relaxed atmosphere ... A ftlued atlDosphere is an
atmospbere wbere tbe students are not in fear of the teacber. They respect the
teacher. The student knows he is in a classroom. So, they work freely without
feeling they have to do tbis for the sake of the teacber (January, 1997).

In excerpt 36, Cathy admits admiring and being influenced by one of her former

teachers who was finnly "in control" ofher students. From excerpts 35 and 36, we can see

that Cathy opts for, indeed imposes, the foUowing raies on her students: (a) perforrning

tasks given by the teacher (b) producing quality work on the set tasks (c) following the

teacher's rules, such as bringing ail textbooks to class (d) showing respect for the teacher

(e) knowing appropriate modes ofclassroom behaviour. 80th excerpts aIso indicate the

following roles for the teacher: (a) maintaining discipline in the c1assroom byoccupying

students with work (b) seeing to it that c1assroom rules are observed by the students (c)

creating a firm and yet relaxed classroom atmosphere to enable teaching and leaming to

take place. The roles assigned by Cathy to the teacher and students make it clear that she

sees the teacher as the law-giver and as essential control. This leaves the student as a Mere

follower of the teacher's rules. Cathys emphasis on c1assroom discipline, wbich cornes out

clearly in bath excerpts, suggests that she strongly advocates a firm handling of students

and strict discipline in her class. Although Cathy mentions the need for a relaxed

classroom atmosphere in excerpt 36, tbis is tempered by the need for the student ta

respect the teacher and to know that "he is in a classroom". What tbis seems to imply is

that the relaxed atmosphere is defined by the teacher rather than the students.

FoUowing is an excerpt from my field notes wbich illustrates the classroom

atmosphere 1 observed in a number ofCathy's lessons. The notes are on a lesson she

taught ta Form 4A3 on 10/2/97.
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Excerpt 37: Bouled up ener&y?

Once the students have settled down and the lesson has staned, aU is quiet in the
dassroolD for most of the lesson. When finalIy the beU goes7to announce the end
of the lesso~ and as 1 and Cathy walk out of the classroo~suddenly the noise,
as at the belinninl of the lesson, erupts again, as if it had bftn bottled up
duriDg the lason. This is not the fint tilDe 1 bave observed Ibis noise on tllae
occasions. The noise could he a raponse to tbe teacher's watchful eye on
discipline in tbe dassrooDl. This could result in studeDts MiDI forced to
maintain an artificial semblaace ofquiemal7which can ooly he broken once
the teacher walks out of the classroom (Field Notes7 10/2/97).

Excerpt 37 suggests Cathy's tight grip on class discipline and a resultant outburst

of noise at the end ofher lessons. From aU this7it would appear that the balance between a

relaxed classroom atmosphere and the firmness Cathy talks about in excerpt 36 iS7in

aetuality7 tilted heavily towards firmness. In tbis waY7 excerpts 35 and 367in which Cathy

explains what she believes in and values7needs to be set against what she actuaUy does.

SpecificallY7 Cathy's claim to admire a relaxed c1assroom atmosphere in excerpt 36 is not

supported by her real c1assroom praetice, as revealed in excerpt 37. The next section is on

the nature of the participant structures 1 observed in Willie and Cathy's classrooms.

Participant structures

This section discusses the nature of interactions in Willie and Cathy's c1assrooms. 1

am looking at how each teacher organizes bis or her classes for teaching and leaming in

terms ofparticipant structures (see Philips, 1983). The focus ofmy discussion is on the

interaction patterns between the two teachers and their students and also on how students

interact among themselves, rather than on the actual content of the lessons 1 observed.

Following is table 19 showing the frequency of the participant structures in Willie and

Cathy's ten audio-taped lessons each. The time7in minutes7taken up by each participant

structure is shown in brackets.
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Willie's lessons were for forty minutes each~ and those for Cathy were thïrty-five

minutes each. For the purposes ofcompiling table 19, and in arder to come up with a

unifonn length of time for each tesson for each teacher, 1decided to record the time taken

up by each participant structure occurring trom the lime the teacher started teaching, up ta

the end offorty minutes ofteaching for Willie, and thirty five minutes for Cathy, and

disregarded any participant structure occurring outside these boundaries. This ensured that

my observations ofthe participant structures occurred within a unifonn duration for each

teacher, forty minutes per tesson for Willie and thïrty-five minutes per lesson for Cathy.
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Table 19

Participant Structures Observed in Willie and CathYs Lessons

PairWork Group Work (+2) One-to-One Desk Work WholeClass

Less. Willi Cath Willi Cath Willi Cath Willi Cath Willi Cath

No.

1 0 0 1 (5) 0 0 0 0 0 (35) (35)

2 0 0 1 (6) 0 0 0 0 1 (4) (34) (31)

3 1 (4) 1 (3) 0 0 0 0 0 1 (5) (36) (27)

4 0 1 (4) 1 (5) 0 0 0 0 0 (35) (31)

5 0 1 (4) 0 0 0 0 0 0 (40) (31)

6 0 0 0 0 1 (1) 0 0 0 (39) (35)

7 1 (5) 0 0 0 0 0 0 1 (5) (35) (30)

8 0 0 0 0 0 0 0 1 (4) (40) (31)

9 0 0 0 1 (5) 0 0 0 0 (40) (30)

10 0 0 0 0 0 0 1 (3) 1 (5) (J7) (JO)

Total (9) (Il) (16) (5) (1) (0) (3) (23) (371) (311)

Time 2.25 J.14 4% 1.43 0.25 0% 0.75 6.57 92.75 88.85

&% % % 0/0 % % 0/0 0/0 %
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Although participant structures in a lesson are sequential, the order in which they

appear in table 19 is not necessarily their sequential order in the actuallessons taught. In

stead the table gives the cumber ofoccasions on which WiUie or Cathy used a particular

type of participant structure in each of the teachers' ten audiotaped lessons. An occasion is

defined as the duration during which a participant structure is in operation in a classroom

lesson. In aU five participant structures were identified as operating in Willie and Cathy's

c1assrooms. They are pair work, group wor~ one-to-one encounters between the teacher

and an individual student, individual desk wor~ and whole-class participation. 1divided

group work into two sub-categories. The categories are pair work, involving two students

working together, and group work, where more than two students work together.

The whole-class participant structure is when the teacher is engaged in whole-class

teaching. When Willie and Cathy were not emploYing the other four participant structures,

they were teaching their classes as one group, the whole-class participant structure; and

tbis was observed to be the case on most occasions. Whole-class teaching took up most of

the rime for each lesson, as shawn in table 19. The one-to-one encounter between a

teacher and an individual student was observed to occur mostly while students were doing

written work in class. In the ten audiotaped lessons for each teacher, no student was

observed going ta the teacher's table for consultations with the teacher. In the one instance

of a one-to-one encounter, it was Willie, the teacher, who was observed going to a

student's desk to give individual attention. This is to say, the one-ta-one encounter was

initiated by the teacher. There were very few occasions when Willie or Cathy combined

any of the five participant structures in their lessons; and these combinations have not been

considered in the table.

Table 19 shows that Cathy gjves her students more time for individual work than

Willie does. For both teachers, the one-to-one encounter between a teacher and a student

is the least-used participant structure. Cathy tends to prefer her students working in pairs

rather than in larger groups, while Wtllie tends to use pair work and larger group work in

almost equal proponions. Galton, Simon and Croll's study (1989) of 158 prirnary school

teachers in Britain over one year found out that 90 per cent of the teachers never used co-
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operative group work. The most commonly used participant structure was whole-class

teaching.

My observations of Willie and Cathy's teaching also suggests a dominance ofthe

whole-class participant structure over any other structure. This suggests classroom

interaction in which basically the teacher is doing most of the classroom talking, in what

Fox (1993) refers to as a "conduit metaphor" (p. 95). A conduit metaphor follows the

transmission model of teaching where the teacher takes on the role of passing on

infonnation or knowledge to students, instead ofactively involving them in the process of

creating knowledge, such as by allowing them to initiate and direct class discussions.

Where the teacher is doing most of the talking to a class of say forty students, the goal of

engaging the students is minimized. Even if the teacher occasionally directs a few

questions to the class, the opportunity for each of the forty students to have meaningful

interaction with the teacher or with other students in the class is very Iimited. This is what

tends to make the whole.class participant structure a transmission model of teaching (cf

Philips, 1983; Fuller and Snyder, 1991; Ernst, 1994). Galton et al. (1989) found that while

a teacher might interact with pupils for most of a teaching session, irrespective of what

type of participant structure is in use, the individual pupil interaets with the teacher for

ooly a small proportion oftbis time. They funher observed that the bulk of this interaction

with the teacher is when the teacher is addressing the class as a whole.

However, not all researchers share the view that the more the students are given

the opportunity to speak in class the more they are likely to be partners with the teacher

in the creation of knowledge. For example, Mehan (1979) argues convincingly that even

where the teacher is doing all the talking, students can still be joint participants in

classroom events. He argues that students are not completely passive when the teacher is

doiog the talking, but are aetively listening, nodding heads and engaging in eye contact

with the teacher, by 50 "demonstrating that the assembly ofclassroom events is a joint

accomplishment ofteachers and students" (p. 40).

Following is excerpt 38 fram an interview that suggests Cathy's preference for

whole-class teaching.
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Excerpt 38: Wbole cliSS teaçbiO&· 1 find it's more effective

Most of the lime [use whole class teaching. [find it's more effective. 1 think it's
much more effective because 1 discovered that when students are working in
groups, one penoD domÎnates with ..ost or the ideas. The othen sit and relu.
and they dOD't benefit anything. That's why 1 usually use the whole class
approach (January., 1997).

From excerpt 38, it would appear that Cathy uses the whole-class participant

structure as an instrument ofcontrol and power. 1 would suppon this claim with Cathy's

statement that by using the whole-class participant structure, she is able to monitor the

panicipation ofmost students in her class, which clearly suggests the exercise of power

and control. My observations ofCathy's classes showed that those students who showed

signs of not working as bard as she thought they should were made ta do so. This is no

doubt why Cathy sees the whole-class participant structure as the most effective. For her.,

the appeal of the whole-class panicipant structure doubtless lies in the faet that it makes

fewer demands on her than do other structures, and in its capacity to allow full control of

classroom events by the teacher. McNeil., cited in Ulichny and Watson-Gegeo (1989) says

that teachers who teach defensively tend to choose a mode of presentation they perceive

will make their workload more efficient. He goes on to say that the choice ofpresentation

is usually one that creates as little resistance from the students as possible.

The following two excerpts 39 and 40 illustrate sorne common interaction patterns

1 observed in Cathy's classes. Excerpt 39 is from her lesson of 14/2/97, taugbt to Form

2A. The class is reading a literature set-book. In the previous lesson., the c1ass was

assigned to read a chapter ahead as preparation for the present lesson from which the

excerpt is taken. The excerpt is taken from the beginning of the lesson., where Cathy is

finding out how weU the students have understood the chapter she assigned for reading as

homework.
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Excerpt 39: CathY$ whole-c1ass interaction patterns

1Cathy:
2
3
4
5
6
7Eddy:
8Cathy:
9Eddy:
IOCathy:
Il
12Rose:
13Cathy:
14
15Betty:

Now, yesterday we were looking at God's Case' No Appeal. We discussed
the tide ofthe text, and we know what the title of the text means. Then we
looked at the introduction to the book. Now, 1 asked you to go and read
the rest ofthe chapter. 1 said you should go and read the rest of the chapter
and find out about the letter. Who had written the letter? Who had written
the letter? Yes?
Yunah.
What is the relationship between tbis man and Theo?
He is Theo's brother.
He is Theo's brother. What was he writing about? What was he writing
about in the letter? Yes?
He was teUing Theo about his father, Behorna, who had died.
His father, Behoma, had died; and he was writing tbis letter explaining to

him that he was going to do what? What was Theo to do? Betty?
To leave bis job and retum to Adagara.

•

In excerpt 39, we see Cathy making ail the initiations of classroom talk. The

initiations are ofthe elicitation type. This makes the teacher bath the initiater of the

agenda for the lesson and also the director of its pace and direction. Exchanges between

Cathy and her students fol1ow the tbree-pan I-R-E pattern, and these ref1ect traditional

classroom pedagogy (see Sinclair and Coulthard, 1975; Mehan, 1979). Cathy nonnaUy

pauses after asking a question and before inviting responses from her students. She tends

to repeat her questions or rephrase them when no bids are fonhcoming from the class (e.g.

lines 10 and Il). From excerpt 39, we can see that Cathy's evaluations of students'

answers are mostly in the forro ofrepetition ofa student's answer (e.g. line 10). Where the

given answer is wrong, she tends to rephrase her elicitations, or to sirnplify them. She

usually elaborates when a student gives an incomplete response, ratber than seeking

further details trom other students (e.g. line 13).

The next excerpt 40 is taken from a comprehension lesson taught by Cathy to

Forro 4A3 on 17/2/97, and funher illustrates the interaction patterns in her classes. In tbis

lessort, groups are reponing back on their findings.
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Excerpt 40: Interaction patterns dUODi rcport-backs by iPJlups in Cathy's lesson

1 Cathy:
2 Chipo:
3 Cathy:
4
5
6 Chipo:
7
8 Cathy:
9
10
Il
12
13
14 Ruth:
15 Cathy:
17

Group 2, what, what did you leam about life long ago?
There were no proper schoals. They leamed under the trees.

That is not in the text. We are looking at the passage and we want to find
out what the passage is saying about life long ago. What did you find out
trom the passage?
They believed that when a person dies, he will become a gho$l (laugher by
class).
It's not there in the passage. Next group, then we will discuss the first part
ofit. No, the other group that was working on number one (pause). Now,
life long ago, what did we find out in our groups? First ofaU, we heard
about education. In this text, it says there were mission schools. And from
the evidence we are given, it shows that schoals were very few. What else?
Ruth?
They read the white man's books.
They read the white man's books. Why do you think they caIled them the
white man's books? Yes?

•

The common interaction pattern found in excerpt 40 is again the three-part I-R-E

type. In the excerpt, Cathy initiates the talk, even though the groups are supposed to be

reporting on their findings. The teacher uses initiations of the elicitation, infonnative and

directive types. AIl the teacher's questions in the excerpt are examples of the elicitation

type of initiations. The informative initiations are found, for example, in lines 8 to 10,

where the teacher is telling the class what they have already covered in the passage, that is

education in the pasto An example of the directive type of initiation is found in lines 6 and

7, where the teacher is asking the next group to start reporting on their findings. In line 6,

Cathy is directing the course of the discussion by telling the class what they should do first

before going on to the next $lep.

An intere$ling point that is not directly related to my concems in tbis section is

Cathy's belief in the authority of the text, as revealed in lines 3 to 4 and in line 8, where

she is directing her students to the meaning that she assumes to be contained in the text. 1

will discuss this text-as-authority model ofreading in more detail in the next chapter

where it is more appropriate.
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Cathy does not approve ofchorus answers in her fessons. The foUowing excerpt

from her summary lesson of 11/2/97, taught to Form 4A3., ilIustrates this:

Excerpt 41: No sboutioK. 00 chorus anSWC(s

1 Cathy: How do you spell ankles?
2 Class: A-N-K-L-E-S!
3 Cathy: We are not in a tire., are we?
4 Class: No!
5 Cathy: Neither are we in a kinderganen., are we?

Cathy prefers tbat ber students bid for answers by raising their bands and wait for

her to invite them to speak. Her use of sarcasm in line 3 ofexcerpt 41 demonstrates ber

aversion to chorus answers. Where student names are kno~ Cathy uses them to appoint

who sbould speak. Her disapproval ofchorus answers suggests her concem for orderliness

in her classes. This is a1so in keeping with her preference for whole-class teaching in which

she is able to monitor and control the participation of each student. If students gave

chorus answers, Cathy would not be able to tell who was participatiog and who was not,

again an indication ofpower and control by the teacher.

1observed Cathy sPeaking in a deliberately slow, clear and loud voice in most of

her lessons. Following is an except from an interview in which she explains why she

adjusts her speech to accommodate her students.

Excerpt 42: 1 bad to speak yery slowly

When 1 first came here (ber present school), 1was teaching form threes. They had
a problem iD undentandiDg the way 1wu speaking. Ill s as if1was speaking
very fast. Aad they could not grasp what 1 was sayiDg. And 1had to speak
very slowly, and even repeat some of the words so that they (students) could
undentaad me. Sa, 1could say, with Eaglish, you do more to help the
students (January, 1997).

In subsequent discussions foUowing excerpt 42 , Cathy says that the standard of
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her students' English at her present school is very low, hence her attempt to accommodate

them by adjusting the way she speaks to them. This aet on her part shows that she is

aware of the problems of her students, and she makes attempts to accommodate them. In

tbis way at least, ber classroom talk can he said to be student-centred (cf Brinto~ Snow

and Wesche, 1989).

There are similarities and differences between WiJlie's classroom interaction

patterns and those for Cathy. Following is excerpt 43 tram Willie's lesson of 14/2/97,

taught to Form 3E on appropriate registers, and illustrating sorne common interaction

patterns in bis classes. In the lesson ftom which excerpt 43 is taken, the dass is reading

descriptions of various scenarios trom a textbook. The task for the class is to describe the

tone depieted by each scenario.

Excerpt 43: Common interaction patterns in Wjllje's classes

1 Willie:
2 John:
3
4
5
6 Willie:
7 Lucy:
8 Willie:
9
10 Neri:
Il
12 Willie:
13
14
15
16 Class:
17 Willie:
18 Class:
20 Willie:
21• 22
23

Number 2. Yes, read number 2.
(reading question number 2 from a textbook) Your father says:
Cecilia is coming to stay with us". Then you say: "Oh, no! Not
her again!" You will find that there is ooly one response there.
What does tbis reveal about YOUf attitude?
(repeats the question). What does that mean?
It shows that Cecilia hates that person.
Yes, it shows you hate that person. Yeso Why? You cao think ofa
reason why. Yes?
1 think the persan has come again; and she doesn't want her ta
come again.
Yes; it shows that the persan has previously been there and is
coming agaio. "Oh, no! Not him again!" There must be, therefore,
something he did which tbis person does not like. Handiti? (Iso't
that 50?).
U-uh!
You see that?
U-uh!
Yes; tbis is what l'm saying. The answer must show that you hate
tbis person, or you like bim. You must have an explanation of the
reasoo. Obviously it's written, but the punctuation mark, the
exclamation mark, shows whether he's happy or not. "Oh, no! Il
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There is an exclamation mark. Is that right? It shows that this
person is surprised, is alarmed at that tbis person is coming
again, and is disturbed. But 1 want us to come to know tbis one.
Which person are our cousins? In Shona, which persons are
your cousins? Yes, iwe muphanha iwe! (Vou young man!)
Who is the person you caU your cousin?

•

In excerpt 43, we cao see that Willie's exchange sequences, Iikc Cathy's, are of the

I-R-E type. He tends to repeat student answers and elaborates them in bis evaluations.

Willie's elicitations, such as "Isn't that 50?" and "You see that?" explicitly invite chorus

answers and agreement (Me~ 1979). Willie, unlike Cathy, does not seem to mind the

chorus answers, because nowhere in his ten audiotaped lessons does he speak against

them. l observed that Willie tends to pause after asking the class a question. During the

pause, students make bids for answers. Ifthe bids are slow to come, Willie gives prompts

or repeats or simplifies the elicitations. ln bis evaluatiODS, he usually acknowledges correct

answers with encouragjng comments such as "very good", "goOO", and so on, something

that Cathy rarely does. Wtllie encourages participation by ail students, and sometimes

invites individual students to respond to bis elicitations, such as in excerpt 43, where he

invites "the young man" to tell hirn in Shona what he understands by the term "cousin".

Willie and Cathy's classroom interaction patterns, as demonstrated in the excerpts

discussed in tbis section, show the cooperative nature ofclassroom acts. The smooth

development ofa lesson is determined by the degree to wbich the teacher and the students

cao establish and maintain a shared frame ofreference (Mehan, 1979; Heras, 1994). Table

20 gives the framework for summarizing my discussion of research question one, on the

construction of social knowledge by the two teachers, using Gutierrez's (1994) three types

ofclassroom interaction patterns and situating Willie and Cathy's classroom interaction

patterns within the continuum which they form. Each teacher's position is indicated by the

"x" signs in table 20. Neither teacher's patterns of interaction and participant structures

can be said to be responsive or collaborative script, a fact which is indicated by a "0"

under the appropriate column in the table.
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Table 20

Positions of Willie and Cathy 00 Gutierrez's (J 994) ClasSfQOID ImeractioQ Patterns

Continuum

Type of Interaction Type of Interaction Type of Interaction

(1) (2) (3)

Recitation Script Responsive Script Responsive and

CoUaborative Script

Limited in terms of More relaxed in Highly dynamic;

students' teacher control; involves co-

opportunities for students' responses construction ofbath

initiating and are solicited and discourse and

receiving assistance encouraged; knowledge betweeo

from peers and in interactions are muJti- the teacher and the

generating discourse directional; both student

and knowledge teacher and students

initiate relevant sub-

topics ofa lessoo.

x (Cathy's position) x (Willie's Position) 0
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CHAPTER 6: WILLIE AND CATHY'S BELIEFS ABOUT THE INSTRUCTION

OF ESL ACADEMIe TEXT

1use the communicative approach where we, say it's an orallesson, then the
pupils Ïnteract. Then~ through the interactions, they are aetually acquiring the
graDlmar. And then also through what 1can say, aetually what 1can say teacher
exposition, where you are teUing them what a noun is, and then giving them
notes on the noua; and then making them apply the rules, if there are any rules;
then you give them an exercise on that (Cathy~ February, 1997).

The preceding excerpt is taken from an interview with Cathy and ilIustrates how

Cathy, and indeed WilIie, claim to construct the academic content of their ESL instruction.

This tapie forms the subject of this chapter, which provides analysis and discussion of my

second research question two: How do WiUie and Cathy construct content or academic

knowledge in their ESL instruction? What do the patterns ofconstruction and the

teachers' classroom artifaets revea1 about their beliefs about the instruction ofESL

academic knowledge at secondary schoollevel? The discussion in this chapter is

concemed with the general issue of teaching linguistic and communicative competence,

and tbis is broken iota four related sub-themes: (a) the teaching of formai grammar versus

a communicative approach (b) the teaching ofwriting (c) the teaching ofreading and (d)

the teaching of listening and speaking. As in chapter five, 1use a comparative therne

analysis in my discussion. Any tensions and contradictions arising from the analysis ofdata

are discussed within the interpretive framework.

6 A: Teachers' Beliefs about Teaching Linguistic and Communicative Competence:

Tensions and Contradictions

6.1 The Communicative Approacb and the Zimbabwean "Q" Level Enilish Syllabus

The current 1997-8 Zimbabwean "0" level EngJish language syllabus (1122) does
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not mention the communicative approach by name in its recommendations to ESL

teachersy but it does use the terms "funetional and purposeful" (p. 2) to describe the

approach it desires. The syllabus states that one of its main aims is to prepare leamers for

the different roles and situations in which they are likely to find themselves after leaving

schooL Accordingly, the ESL teacher's approach should he "more functional and

purposeful by drawing language structures and examples fro~ and relating them toy such

roles and situations the leamer is likely to tind himselfor herself after leaving school" ( p.

2). By emphasizing meaningful and purposeful communicatiofly the syllabus can be said to

be in favour of a version of the communicative approach, although this is not spelt out

explicitly in the document. That the syllabus is, in faet, intended to he communicative cao

be inferred trom the section which deals with teaching objectives. An excerpt from tbis

section reads:

Sorne teachers think that using the communicative approach means that they
should not teach language structures and should never use the words noun, verb,
and adjective. This is not true! The communicative approach tries to discourage
teachers from having pupils learn structures in isolation - for instance, memorizing
adjectives without using them, conjugating verbs without putting them in
sentencesy learning grammatical tenns such as 'relative clauses', and 'predicate
phrases', etc. Helping pupils learn and use language structures is perfectly
consistent with the communicative approach (p. 10).

These lines suggest that teachers will already have been taught that their main

teaching approach should he communicative, but we can also infer the syllabus designers'

fear that the approach might be misinterpreted by sorne teachers; hence an attempt to

define the approach more clearly. There are, of course, Many versions of the

communicative approach, ranging from weak to strong along a continuum, and it would

appear that the version prescribed to Zimbabwean teachers by the "0" level syllabus is a

concoction of the communicative and structural approaches to ESL instruction. Elements

of the traditional structural approach to language teaching can be seen in the insistence

that linguistic items such as verbs and relative clauses should be taught according to the



•

•

212

prescriptions ofthe syllabus., and the syllabus is indeed attempting to reassure those who

fear that structures will be neglected. However, merely using the learnt structures, like

verbs, in sentences, as recommended, does not in itself malee for communicative teaching,

if this is not done in the context ofpurposeful and meaningful communication. So, in spite

of the attempt to define what the communicative approach is, the syllabus does not go far

enough, and it is stiO possible for some teachers to misinterpret the real nature of the

approach. For example, some teachers migbt think they are using the communicative

approach when they are merely using structures in isolated sentences which bear no

resemblance to purposeful, meaningful, coherent and cohesive discourse.

The communicative .""roach· A prescription for teachers

In an interview, Willie states that the communicative approach is prescribed to

teachers by the Curriculum Development Unit, who in tum are influenced by the

Zimbabwe School Examinations Council, the examiners who have taken over from

overseas examining bodies such as Cambridge University: "They (syllabus makers) are

sayÎng, as much as we wouldn't go into the classroom and say: We're doing verbs. Right

from the word go, you conjugate go, went, gODe, bas gone. They don't .ant you to do

that. They say you are teaching the language in isolation" (January, 1997).

Willie's use and repetition of the proDoun "they" shows that he does not see himself

as forming part of the process of syllabus design, which suggests that the document is

something external and imposed on him. The syllabus seems to be opposed to formaI

grammar teaching ofthe type where verbs are conjugated in isolation in WiIlie's example.

However, Willie's words and tone suggest that, given a choice, he would not himself

follow a communicative approach in bis teachin& despite the faet that the communicative

approach is currently the official approach recommended for ESL teaching in Zimbabwe.

According to the literature reviewed in chapter three of this dissertation on the history of

teaching methods, the nineties have been characterized by a break with the method

paradigm. Researchers have begun to look outside it to find more effective ways of
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teaching, but it would appear, trom WilIie's words, that he bas not yet encountered tbis

shift in perspective.

In interview excerpt 44, Willie recaUs his definition and vision ofthe

communicative approach.

Excerpt 44: The communicative approach is in terms of reiÏsters

You teach them (students) in a funetional situation: "Every day 1go to school", 50

they know that a repeated action "bich is continuous for a period is present
tense ... Don't teach "went" alone. The child must Sft the worel in cORtext ­
that's the functional approach. And the communicative approacll is
actuaUy in tenns of regïsten. Itts also situational communicative approach
to laDpage, what is the appropriate register (January, 1997).

We can infer from this that the communicative approach involves a variety of

tbings for Willie. First he sees it as the teaching of appropriate registers, but he a1so

introduces other descriptors for the approach by using such phrases as "the funetional

situation" and the "situational communicative approach". He gives an example ofa

sentence to show what he means by a "funetional situation" that enables the child to "see

the word in context". However, his example still confuses an isolated sentence with the

functional situatio~ suggesting that, in Willie's view, language in cootext, what he

mistakenly caUs the functional approach, stops at the level of the sentence rather than

embracing the level of discourse. This example iIIustrates my earlier argument that the

meaning of communicative teaching as defined in the current "0" level Zimbabwean

English syllabus stillleaves room for misinterpretation by teachers.

Moreover, Willie is not entirely clear as to exactly what the communicative

approach entails. His confusion is shown by bis use of three different terms in bis attempt

to describe what it means: "functional approach", "situational communicative approach"

and "appropriate register". If teachers - and Willie is the Head of an English Department ­

do not have a proper grasp of the approach they are supposed to implement, it raises the

serious question of whether they were ever adequately prepared for the introduction of the
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approach. In an interview, Willie admits that the launch of the communicative approach in

Zimbabwe, simply by its unheralded appearance in the early 80s, threw Many ESL teachers

into a state ofconfusion: "Teachers have aetuaUy abandoned grammar in the name of

communicative teaching. The result is a great number offailures" (January, 1997).

Similarly, Nunan (1991) says that the communicative approach bas also brought

uncertainty to the teaching ofgrammar in Many other places. This is why, perhaps, the

Zimbabwean "0" level syUabus wams against abandoning the teaching of language

structures. In fact, as 1 have already pointed out, 1 see part of the teachers' problem as

arising from the contradiction in the ESL "0" level syUabus; it uses a structural tramework

while insisting that teachers use il in a communicative way. Given tbis very basic

contradiction, it is not surprising to see a lot of "confusion" in those teachers who attempt

to use whatever they see as "the communicative approach" -

Willie's comments certainly show that he is not convinced tbat the communicative

approach cao produce good results. His scepticism is evident in the foUowing interview

excerpt 45.

Excerpt 45: Orammar sMuId he tmil» as it wu t'uaN before

l'm Dot convinced (by the argument for the communicative approach). l'd rather
dea1 with them, say verbs. 1 will constnct sentences when they (students) have
known what a verb is. lfthey don't know "went" is the past tense of "go", you are
teaching them trom what they don't know, because they have not done the verb
conjugation. So, rd believe grammar should he taught as it .as taught hefore,
as background knowledge. But Dot heavy doses thougb (January, 1997).

This excerpt clearly illustrates Willie's bottom-up approach to grammar teaching;

he starts at word level, builds up to the phrase level and finally moves to the sentence

level. Willie clarifies bis belief in this bottom-up approach when he says further on in the

interview, "You cannot write a more interesting sentence without knowinl that tbis

phrase is an adjectival clause. Ifyou can't see that, tbere is no ••y you can write good

English. This analysis (of sentences), 1 think, basically, we need to have it" (January,
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1997).

Willie's approach to grammar teaching, according to excerpt 45, is basically

traditional, as indicated by bis assertion that grammar "should he taught as it was taught

before". This surely refers to some kind oftraditional way. Hence, there is a degree of

tension between Wtllie's personal lack of faith in the communicative approach and the

officially prescribed approach to ESL teaching. Willie admits that, in tense situations, such

as inspections by an Education Officer, he gears bis teaching to the expectations of the

Education Officer rather than foUowing bis own convictions.

Willie says that bis preference for fonnal grammar teaching is partly influenced by

rus being a product of traditional grammar teaching, as he puts it in a March 1997

interview: nI did the sub-standards. 1 did the standards which had the appropriate

approach, not the communicative one. 1 didn't do the grades. ,t The tenns "sub-standards't

and "the stL,dards" Willie is referring to are the tenns used to refer ta class levels in the

old system ofeducation in Zimbabwe. These were replaced by the new education system,

and new terms in the late sixties. The new system used the tenn Ilgrade" instead of

"standard" to refer to levels ofprimary school classes. From Willie's reference to the old

system as "the appropriate approach", it seems that he views the new system ofeducation

as a watered-down version of the old system he experienced as a student and is still

influenced by as a teacher. This example ofWillie lends support to Rokeach (1968) and

Bird, Anderson, Sullivan and Swidler (1993) who daim that teachers' most solid beliefs

about teaching are formed early on in life when they are still students.

The foUowing examples ofWillie's grammar lessons express and substantiate bis

views on the teaching ofgrammar which, according to evidence tram the interview, are

largely traditional. In an ohserved lesson on 15/1/97 taught to Fonn 4 C, which was

recorded in field notes but not audiotaped, Willie uses my introduction to his class as an

occasion to teach how introductions are constructed in English. An illustration of this is

found in the foUowing excerpt 46 trom my field notes showing how Willie sometimes

brings situational language teaching into his formal grammar lessons, a practice which 1

take to be further evidence ofthe conflicting tensions hetween bis personal convictions
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and a desire to tow the official line.

Excerpt 46: ExplojtjOK the opportunity ofthe moment

Date: 151anuary~ 1997. Time: 9:05
It is the second lesSOR that Willie is teaching today. ft is Form 4 c.
1accompany Wtllie to tbis class. On entering the classroom~ tbe clus stands up

at once to greet us by shoutiDI iD • cborus. This scenario unfolds as follows:

1 Class: Good morning, Sirs!
2 Willie: Good morning class; and sit down.
3 Today, we bave a visitor~ Mc Now, in Englisb, how do you introduce
4 a person? Zvakasiyanaka nezvamunoita muShona! (It's different from
5 what you do in Shona). How do you introduce your friend? Chipo?
6 Chipo: When 1 introduce my friend, 1 say, 1 tirst tell them her name and then they
7 shake bands (laughter by class).
8 Willie: And thea tbey shake bands? Alright, alright; someone else to try? 1 want
9 you to say the aetual words you use. Yes? 1 waat you to see how the
10 practice is ditl'erent in tbe Iwo IaDpages, ...

For the next five minutes, the class, led by the teacher, looks at how
introductions are constructed in both English and Shona. Then the lesson
for the day $larts with the teacher explaining to the dass the syllabus and
other requirements for the course. This is followed by a formai grammar
lesson on verb tenses (Field Notes, 15/1/97).

In excerpt 46, e.g. from lines 3-4, we can see that Willie is exploiting the

opportunity ofmy presence and introducing me to teach registers in English. In this case,

he uses a real situation to teach language. This is an example of situational language

teaching, as he himself explains in a March~ 1997, interview: "This is trying to make pupils

learn in situations they find themselves". Excerpt 46 shows that Wilüe's teaching strategies

at times genuinely retlect the Situational Approac~ which was common in British and

Zimbabwean schools from the 60s through to the 80s. As we have already seen in the

literature reviewing chapter three, the SituationaI Approach was founded on British

Structuralis~ and one of its main characteristics is that of introducing and praetising new

language points situationally in an attempt to Iink knowledge of the structures ofa
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language to situations in which those structures are used (Richards and Rodgers, 1986).

The approach a1so represents a move towards funetionallanguage teaching. This is

probably why Willie, in excerpt 44, tends to confuse the Situational with the

Communicative Approach, where he talks of "situational communicative approach to

language teaching". Because of its inductive approach to the teaching ofgrammar, the

Situational Approach can be classified as a behaviourist habit-leaming theory. It assumes

that a language pattern tbat is praetised in one situation will be later generalised by

students to other situations (Stem, 1983; Richards and Rodgers, 1986).

My field notes on Wtllie's grammar lessons, however, suggest a strong tendency to

an eclectic approach; a rePeated pattern is bis switch ftom situationallanguage teaching to

fonnallanguage teaching. His lesson of 21/2/97 taugbt to Form 4C is a clear example of

an extremely formai grammar lesson recorded in my field notes taken during observation.

The lesson is on parts of speech. Willie starts off the lesson in a typically traditional style,

and tbis sets the tone for the whole lesso~ as follows:

Excerpt 47: Semences are analysed joto tbeir yarious components.

WilIie: "Right, today we're going to look at adjectives. Wh.t is an adjective?
ln fact, don't look up in your books! Close your books. Wh.t is an adjective?" A
summary of the rest of the lessan goes like tbis: Sentences are analyzed into their
various components, in the old formai grammar fashion. Parts of the analyzed
sentences are used by students in sentences to test their understanding of their
meaning and function. In the course ofthe analyses, cules ofgrammar are gjven by
the teacher to the students on how to fonn adjectives (Field Notes, 21/2/97).

Willie's language teaching tendencies emerge consistently ftom these excerpts from

interviews and observed lessons. For example, the observed lesson of 21 /2/97 shows that

Willie's approach to ESL teaching often involves formai explanations ofgrammar mies

rather than communicative activities. Occasionally, however, WiUie employs situational

language teaching, as in excerpt 46 from an observed lesson. There remains a discrepancy

between this behaviour and bis claim in interview excerpt 4S that grammar should be
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taught as it has a1ways been taught before, in the traditional way. ft would appear that

when Willie is not teaching fonnal grammar, he is consciously making an effort to align bis

teaching to what he perceives to he the official line of approach to ESL instruction, the

communicative approach. It is because of these tensions and contradictions that Willie's

overall ESL instruction approach can be called eclectic.

Nunan (1991) maintains that there are three approaches to the teaching of

grammar. In the first one, grammar can he taught fonnaUy. The second approach is

situational language teaching, which involves teaching grarnmar patterns through the

process of analogy rather than the explanation of rules. The third approach to grarnmar

teaching is the most communicative: giving students opportunities to use the target

language in a variety of realistic situations. Each of these approaches bas its advantages

and disadvantages. Stern (1983) argues that where grammar teaching is not related to

society (excerpt 47 is an example), language ceases to perform one of its main functions,

that ofestablishing contact and communication among members ofa group or society.

Nunan (1991) maintains that where common grammatical patterns are processed through

analogy rather than explanation of rules, as Willie does in excerpt 46, students May not be

able to use the taught structures in genuine communication outside the classroom. In the

third approach, which is purely communicative, students May lack the grammatical rules of

the target language, which, according to Celce-Murcia (1991), cao lead to "the

development of a broke~ ungrammatical, pidginized fonn of the target language" (p.

462). l would like to add to Nunan's three approaches a fourth one, the eclectic approac~

which we have seen in Willie. The problem with tbis approach is that it is not informed by

any instructional theory and the learning ofESL is left to chance. ln the tightly-scheduled

programme of ESL instruction in Zimbabwe, one cannot afford to do this, and the eclectic

approach is thus unsatisfactory.

Current debate among applied linguists is not about whether grammar should be

taught at ail, but about how to define grammar, when to teach it, and how and how much

should be taught. Nunan (1991: 149) sees "Iittle support for an approach in which all

explicit grammatical instruction is eschewed". The current recommendation on the
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teaching ofgrammar~ and one which 1go along wit~ is that the teaching ofform, meaning

and content be integrated. Using this approach, grammar is integrated at discourse level

rather than being treated as a nurnber ofdiscrete language entities (cf Frederiksen, Donin~

and Decary, 1995; Celce-Murcia, 1991;N~ 1991).

In contrast to Willie, Cathy admits in the January 1997 interview that she is not

familiar with the communicative approach. She even says on this occasion that she has

never heard ofthe te~ although she later uses it in the February 1997 interview from

which the following excerpt 48 is taken to illustrate ber own teaching.

Excerpt 48: Cathys perception ofthe communicative approacb

1 use the communicative approach where, let's say it's an oral lesson, then the
pupils interact. Theo, throulh the interactioD, tbey are actually acquiring
gramlDar. Then also through what 1 cao calI tacher espolitioD, where you teU
tbem wbat a nOUB is and theD giving tIlelD notes on the DOUD, and theD
lDalUng tbem apply tbe nales - if there are any nales - then you can give them
an exercise on tbat (February, 1997).

Cathy's description of the communicative approach in excerpt 48 confirms her

admission in the January 1997 interview that she is not familiar with the approach. Her

description of the communicative approach reads like that of formaI gramrnar teaching.

We are able to infer this tram ber use ofsuch phrases as "teacber exposition"., "tell them

what a noun is", "giving them notes on the noun", "making thern apply the rules" and

"give them an exercise". These phrases and the sequentiallesson steps characterize a

fonnal grammar lesson rather than a communicative one. Here again, one wonders how a

teacher can he expected to implement a recommended, indeed required, approach for

which he or she has not been prepared. It is not surprising if teachers stick to their own

familiar ways ofteaching in such situations. Mayher (1990) maintains that teacbers tend to

teach in ways that are familiar ta them. This may he a truisrn., but it has important

implications.

Although Cathy's situation is similar to WilIie's, she differs from him in her
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perception of her role in the classroom when teaching formaI grammar. Cathy relies more

00 "telling lt her students the rules ofgrammar through what she caUs Itteacher exposition"

than does Willie. In her case, the grammar rules come straight from the textbook, which

she tends to use more often than Willie does. However, both teachers share a firm beliefin

formai grammar teaching. This may weil result from the faet that Cathy, üke Willie, is a

product of the old system ofeducation and its emphasis on formal grammar teacbing.

Excerpt 49 from an interview illustrates Cathy's suppon for tbis method.

Excerpt 49: Formai arammar js more effective

1feel that from the way we were taught grammar, it was more effective. But not
what is heinl prescribed to us, that we shoulda't teach gralDmar as
grammar, but ratber accordinl to context, where we derive the language
structures from the passage or from a certain context that we have dealt with. And
1 find that it is less effective witb our students (January, 1997).

Cathy's belief in formai gramrnar teaching is supported by evidence from her

observed teaching, which is more consistently traditional than Wilüe's. Nunan (1991)

describes a traditionallanguage classroom as "a place where leamers received systematic

instruction in the grammar, vocabulary and pronounciation of the language - provided

with opportunities for practising the new features of the language as these were

iotroduced" (pp. 143-144). The following excerpt 50, from one ofCathy's lessons, also

reveals her preference for formai grammar teaching. The lesson was taught on 6/2/97 to

Form 4A3 on indirect speech. The excerpt cornes from the first part of the lesson; and a

summary of the rest of the lesson cornes from my accompanYing lesson notes.

Excerpt 50: Catby's formai arammar tessoD

•
1 Cathy:
2 Class:
3 Cathy:
4

Good morning, class!
Good morning, madam!
Alright, sit down. Wbat's the difl'erence between direct and indirect
speech? What's the difference between direct and indirect speech? Is there
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6 Chipo:
7
8 Cathy:
9
10 Meki:
Il Cathy:
12
13
14
15
16
17
18 Petty:
19 Cathy:
20 Petty:
21 Cathy:
22 Petty:
23 Cathy:
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any difference?
Direct speech, you say the aetual words and indirect speech, you will he
reporting what someone said.
Any other dift'erence, wben you are writiug tbe two? Is there any other
difference?
We use quotation marks..
l'm sure he is referring to punetuation. That is quotation marks. We use
quotation marks in direct speecb. Is it? (writing the quotes on the
board). So, you write inverted commas (pause). This is bow you write
il. It's different from indirect speech. 80, in direct speecb you have
iuvertecl commas, opening invertecl commas, closiDI inverted commas.
For example: He said, "We May find Peter here tomorrow". That1s direct
speech. How do we cbaDge it to indirect speecb?
He said tbat. ..
Speak up so tbat everyone can bar you.
He said tbat we May find Peter here tomorrow.
He said tbat we may fiud Peter here tomorrow?
He said tbat tbey would find Peter there the next day.
"We' chaages to "tbey". What else changes in that?

•

A summary ofthe rest of the lesson is as follows: The class is given a few more
sentences in direct speech and are asked to change them into indirect speech.
In the process, the teacher gives rules on indirect speech. In the last part of
the lesson, the teacher assigns the class a written exercise from a textbook.
The exercise requires the students to change sentences trom direct speech into
indirect in a writing exercise (Field Notes., 6/2/97).

In excerpt 50, Cathy's lesson embodies typical features of formai grammar

teaching. For example., the grammar-translation approach is evident in the type oftasks

that are given to the class. These tasks involve transforming sentences from direct to

indirect speech. Cathy gives the transformation rules while students are doing these tasks.

Here., language elements are treated as discrete entities~ and the highest level ofoperation

is at the sentence rather than discourse level. A written practice exercise set as a follow-up

to oral wor~ a characteristic of fonnal grammar teaching, is given at the end.

In an interview., and using the teaching oftenses as an example., Cathy describes

how she normally teaches her grammar lessons: "1 usually teach the tenses., to start witb.,

by developing wbat to use, when to use it, and how to use it. And then from time to time

doing a variety of esercises. We refer to the tenses through the tests, esercisa... lt
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(January, 1997). In this excerpt, we again see Cathy's emphasis on explicitly "telling" her

students the grammar rules. This can he inferred trom her use of the words "what",

"when" and "how" to describe how she nonnally approaches her grammar lessons.

Although Cathy believes in fonnal grammar teaching, she says she is not free ta

teach ESL according to her convictions, because of the methodological prescriptions that

are imposed on her: "1 wouldn't really go into it (formai grammar teaching) as 1 tbink 1

sbould" (January, 1997). She feels that ber bands are tied by the prescriptions from the

syllabus, the textbook and the Education Officer (E.O.) in charge ofEnglish in her

province. In the February interview, she complains that "the E. O. insists on the

communicative approach quite a lot" (February, 1997).

When 1asked Cathy in an interview how she thought language items taught and

leamt as formal grammar cao he transferred into language use, she explains: "The link is

made when they (students) write a composition. You find they have not mastered the

rules ... and then, in the revision, you relate wbat they bave learat in grammar to

wbat tbey bave produced in tbe composition" (February, 1997). From her words, we

can infer that Cathy believes that grammar rules cao help ber students master the target

language. In this case she seems to operate on the assumption that a knowledge offormal

grammar structures generates language use, although she does not speU out exactly how

tbis cornes about. ln practice, however, Cathy bas come to realize that a knowledge of

formai grammar does not always transfer into language use. She explains the problem in

an interview when she says: "1 am faOinl to find out how 1 could teach them (students) 50

tbat tbey cao really apply wbat tbey bave le.mt to tbe writteo work and 50 on"

(February, 1997). There is, therefore, a contradiction between Cathy's beliefs on the one

hand and her practice, on the other. At one time Cathy says she finds the teaching of

formai grammar to he more effective than the recommended communicative approach.

Yet she also admits that tbere are problems with the transfer of knowledge of formal

grammar rules to language use, problems which would not surprise researchers like

Mayher (1990) who have round that there may not necessarily be any transfer between

knowledge of formal grammar and language use.
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Tension is a1so revealed when Cathy says that language should be taught so that it

cao be used in reallife, but also believes in formai grammar teaching, which puts tittle or

no emphasis on language use. This contradiction emerges clearly in an interview excerpt:

fi l think when someone acquira a languale by usinl it, applying what tbey have

acquired, then the students actuaUy Inra tbat lanpage better tban ..hen tbey just

read about tbe language; and they reserve it for written work. They don't learn the

language much that way" (Febroary, 1997). This seems to imply that Cathy sees linguistic

competence and communicative competence as one and the same thing. This is perhaps

why she is able to substitute one for the other, when she says in the same interview, "1

think there is need to learn the grammar and use it effeetively, communicatively"

(February, 1997). She is unable ta see the inability offormal grammar to bring about the

communicative competence she refers to. This contradiction seems to stem from her lack

of a clear conceptualization of the communicative approacb, the result of ber being asked

to adopt an approach to ESL instruction with which she is not familiar. This helps to

explain in part the persistence ofCathy and Wdlie's use of formai grammar teaching.

Corder (1979) sees this kind of persistence as stemming from the fact that traditional

granunar is the only language component that has received sufticient development in

terms of well-defined teaching content. As we have already seen, teachers tend to teach

what they best know how to describe (Corder, 1979; Mayher, 1990).

6 2 Teachioi Writioi

This section compares Cathy and Willie's beliefs on the teaching ofwriting, based

on interviews, observations of their classes, field notes and their personal documents. 1

would like to suggest that Cathy and Willie's approaches to teaching writing can best be

understood in the context of four major theoretical perspectives that have dominated the

teaching of writing and, to some extent, reading as weil, from the 70s through to the

present day. It is appropriate, therefore, that 1 first discuss these approaches in order to

gain a theoretical framework within which to discuss Cathy and Willie's approaches to the
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teaching of writing. The models will also underlie the discussion on the teaching of

reading in the next section. Despite haviog chosen to stan from the theoretical perspective

rather than from the data itsel( 1 am fully aware of the danger oftrying to"fit" data ioto an

existing model.

The first of the four approaches to writing is that of the expressionists (e. g.

Britton" 1972)" who were prominent in the 70s. Their focus is on the writer's individual

personality" and they regard writing as a creative aet which" through self.expression" fulfils

the function ofself-discovery. In the expressionist model ofwriting" the writing process is

generative rather than linear, something typical in Cathy and Willie's approaches. An

example of the linear writing process can be found in the foUowing excerpt from an

interview with Cathy.

Excerpt 51: A Mw agprQach to tcachina wrjtjoa

"... al the beginoing, we talk about the introduction, the body and the
conciusioD. And then when we are talking about the introduction" we are talking
about the funetion of the introduction. Then we go to the body... " (Cathy, Ianuary,
1997).

In excerpt SI, Cathy has divided up the writing task into linear and sequential

units, here the introduction" the body and the conclusion. The expressionist model of

writing is integrative rather than linear. The model" however, is limited to the writing of

narratives, and is difficult to apply to descriptive, expository or discursive writing. It

therefore May not adequately prepare Zimbabwean students for an ESL exam that

demands skills in writing several different types of texts.

The cognitive model, which constitutes the second approach" appeared in the 70s

and 80s. An example is provided by Flower (1966). Cognitivists focus on the writer's

individual characteristics. They regard writing as a mental process involving problem­

solving and writer strategies. An example of problem-solving cao be found in planning a

composition" in which the writer sets goals and organizes bis or her ideas before writing.
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Translating and reviewing are examples ofwriter strategies that MaY he used. Cognitivists

view writing in terms of text structures and representation features. Specifie disciplinary

features of the text are associated with the writer's cognitive growth. The problem with

the cognitive model of writing is that ofverifying ilS elaims and assumptions about the

mental processes involved in writing. How does one teU, for example, that the orderly

flow of text structures and representations are mental processes and not the result of some

of the methods used for elieiting data, such as the think-aloud method?

The last two models ofwriting share a social perspective, and have their basis in T.

Kuhn's claim that scientifie knowledge is essentially the common property of a group.

Social interaetionists came into prominence in the 1980s, and their influence is still felt

today. They focus on writers' dialogues and meanings, and the model they posit regards

writing as dialogie interactions involving the co-construetion ofmeanings between the

writer and the reader. Because ofthis interactive nature, writing is regarded as a rhetorical

aet involving inter-subjectivity. In the interaction between the writer and the reader, texts

function as forums for mutuality and coUaboration.

Social constructivists, as exemplified by Vygotsky, in Rieber and Carton (1987),

and Emig (1971), focus on the writer and his or her social context. They regard writing as

a social praetice involving the construction ofmeaning. This process involves multiple

voices, writer identities, a process in which the audience constitutes a discourse

community. In this model of writing, texts funetion as social-cultural meanings.

As we have already seen in excerpt 51, Cathy normally approaches the teaching of

writing by moving from controUed writing to freer writing. The students' writing is

controlled by her practice of teaching one writing skiU at a time, such as introductions, the

body and the conclusion. With Cathy, controlled writing is mostly done at Form one and

two levels, and ftee writing is normally done at the upper levels of Forms three and four.

The following longer excerpt 52, from which excerpt 51 is extracted, offers a broader

picture of Cathy's views on the topic.
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Excerpt 52: FrQm words tQ topic sentences and then to parapphs.

When you are teaching composition, the students should know the difl'erent types
of ~ompositioDs,50 that they know what they are bandling. When you are
teaching them, my approach with the form ones has been to give them a
composition and rmd out where tbey are in terms of espression; iD tenns of
tenses. And then when 1 teach them the composition, [ espose them to a variety
ofcompositions and then, lefs say 1 have given them a composition: "A
Ioumey by Bus", we11 try and nDd out the ".gu.ge that will be appropriate ­
the wood, the scenery, the busstop, maybe how busy...
At limes 1 tell tbem .ppropriate words to use to start with, then gradually they
rmd their OWD in addition to what 1 will have given them. In their ~ompositioD
piao, 1empbuize tbat tbey should have a central idea. If it's a joumey by bus,
what about the joumey? For example, when you are travelling trom Marondera to
Harare, 50mething there should he a central idea which shouJd guide the reader.
Like, for example, if there was a fight with the conductor maybe, that's the central
idea. And then they look at the characters. In their plaD, they should have
charaeters, fe- characten to avoid confusion. So, they find what characters they
are going to mclude in the composition. Theo, as [ said, the vocabul.ry; what new
words do they come across which they think they shouJd include in the
composition? And then, aU that, they have it in their outline. After that they can
write the composition. But, at the begiDning, we talk about the introduction,
tbe body and the conciusion. And then when we are talking about the
introduction, we are talkïng of the function of the introduction, the
efl'ectiveness of the introduction. Then we go to tbe body. When we are talking
about the chronology of ideas, we are talking of the paragrapb structure. a topic
sentence and supporting ideas, and tben we talk about the ~oodusion ...
When the students have now grasped the composition stnacture, they can write it
chronologically. They can now write it with coherence. We then look at the
sentence structure, whether they are able to vary their sentences. whether they
are able to include short sentences, complex sentences and idioms and whatever, in
building the wealth ofthe language (Ianuary, 1997).

Excerpt 52 gives a detailed picture ofCathy's views on teaching writing. What

emerges clearly from the excerpt is the product·oriented approach to writing that

characterized much teaching ofwriting in the sixties and seventies. The approach involves

a focus on linguistic and rhetorical fonns. For example, Cathy mentions her preoccupation

with such linguistic elements as "tenses" and appropriate "vocabulary" to describe, for

example, a joumey by bus. She alsa refers to teaching the structures of simple and
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complex sentences and idioms. Ail these examples relate to linguistic and rhetorical forms

ofdiscourse. It would appear that at the early stages of secondary school, Forms one and

two, Cathy is preoccupied with developing in her students these basic linguistic and

rhetorical forms, tools she believes are essential for the "proper" writing task to come

later. This probably explains why on meeting her Form ones for the first time she gives

them a diagnostic composition "to find out where they are in terms ofexpression, in terms

oftenses". Her need to find out the students' standard of "expression" and "tenses" shows

her concem with linguistic and rhetorical forms. Her concem that her students recognize

the "central idea that guides the reader" and use "few characters to avoid confusion"

suggests a preoccupation with rhetorical fonns ofdiscourse coherence.

While Cathy is gearing her approach to the lower levels of secondary schoal ooly,

witbin her underlying concepts is the danger of making the teaching ofwriting an

extension ofthe teaching of linguistic structures rather than an approach to writing as an

integrative whole. The controlled approach to writing that Cathy uses at fonn one and two

levels has much in common with the audiolingual method reviewed in chapter three of tbis

study. The audiolingual method makes the aetual process ofwriting subservient to such

linguistic control devices as fill-ins, substitutions, completions and use of topic sentences

(Raimes, 1991).

In adopting the product-oriented approach to writing, Cathy's rationale seems to

he that her students lack the basic language structures and rhetorical forms to enable them

to follow any model ofwriting. For her, any model ofwriting tirst requires a basic

knowledge of the target language, hence her focus on "giving" them tirst what she

perceives to he "the language" they will need to embark on their writing. ( am not

suggesting that Cathy is conscious ofmaking these decisions in her teaching~ indeed, she

seems unaware that any theoretical choices exist. Mer approach to the teacbing of writing

does not fit ioto any of the four models described at the beginning of tbis section, because

she treats the aet of writing as the mastery of discrete entities ofdiscourse. But tbis is not

to say that there MaY oot be found in her actual teaching certain elements borrowed from

the models ofwritiog discussed earlier in tbis section. At Form three and four levels,
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Cathy's focus on writing tends to be centred on exam praetice~ as she says in the following

excerpt trom an interview.

Excerpt 53: Incidept of eqgc is 50 depse

1 give them a composition. They write the compositio~ and then 1 find common
erron~ often puttinl the common erron do"n. Then 1 put tbat up as an
eIerciH~ after the composition. 1discovered that it was very difticult to do
corrections in compositions. With the fonn threes that 1 had at Muonde High
school" 1 would say, ifyou get a sentence wrong, you write the whole sentence
down. If it's only a single wor~ you write the word three times in a line. Here
(present school), 1 round that the incident of error was so dense. So, what 1
would do was eItnct the cODlmon erron and then dwell on tbem in a kind of
remedial eIercise. After the compositio~ when 1bring the books back to class
when we want to do another composition, before we do that composition, we do
that exercise. When they (students) know bow to bandle the sentences or
whatever they will have got wrong, then they cornet that in tbeir composition
eIerciH books (January, 1997).

Cathy's focus in excerpt 53 is on the deteetion of students' errors, which she later

treats as "remedial" exercises. ft would appear that this produet-oriented approach to

writing, where emphasis is placed on imitating, copying and correcting wrong models of

language is a wash-back etreet of the Zimbabwean exam system whose reward system is

largely based on correct forms of language. The foUowing is an excerpt from my field

notes on Cathy's lesson of 10/2/91, taugbt to Fonn 4A3. ft is an illustration ofhow Cathy's

teaching of writing is greatly influenced by the exam. The excerpt also offers a comparison

between what Cathy says in the interview and what she actually does in the classroom.

Her classroom practice is illustrated by excerpts 54 and 55.

Excerpt 54: An eXlOlple QfCatby's lessop on writina.

The lesson involves the writing of a report. The objectives of the lesso~ as they
appear in the scheme ofwor~ are listed as:
By end of the lesso~ pupils should be able to

(a) say wbat the situational composition is
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(b) make an effective plan
(c) 'l'rite up the composition.
The source ofteaching material is put down as Structures and Skills Book 4 ( a
coune book). The stages for the lesson, as they appear in the lesson plan, are:
(a) Class discussion on what a situational composition is
(b) Remiader on skils required
(c) The question discussed in class i. e. groups first then whoIe class
(d) Written work (individu")

The lesson follows more or less the same steps as oudined above. The textbook
tide on which the lesson is based is difl'eftDt from the ODe in the tacher's
scheme ofwork. The lesson is from Step Abead. book 4, page 47. Pain are asked
to imagine tbey are a Ranger who has been caIled to rescue a man who is being
attacked by a lion. After the rescue operatio~ the Ranger writes a report to bis
Senior Officer on the incident. Points to include in the report are pen in the
testbook. The task for each pair is to identify key worell of the question to show
their understanding of the question (Field Notes, 10/2/97).

Excerpt SS foUowing is taken at the point where pairs in the lesson from which

excerpt S4 is taken are reporting their findings to the class.

Excerpt 55: Look al the Question (in the textbook)

•

1 Cathy:
2
3
4
5 Peter:
6 Cathy:
7 Peter:
8 Cathy:
9 Esther:
10 Cathy:
11
12 John:
13 Cathy:
14 John:
15 Cathy:
16 John:
17 Cathy:

Let's find out what you have so far. Let's find out what you have gathered
so far. Look at the question. What bave you ideDtilied as the key points
ortlle question? (pause) What have you identified as the key words that
will guide you?
Just...
Just what?
T0 kill down the lion as weil as reassure the villagers of their safety.
Esther?
It's a report

Yes, it's a report. Vou have identified that you are supposed to write a
report. That's the tirst thing. What else?
???(not cIear)
What did you underline in the question?
Actions you took to rescue the wounded man.
Who is writing the report? Who is going to write the report?
A ranger.
A ranger. Vou are a ranger and you are writing to? To wbom are you
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19 Mary:
20 Cathy:
21
22 Tendai:
23 Cathy:
24
25 Rumbi:
26
27 Cathy:
28 Kara:
29 Cathy:
30 Joyce:
31 Cathy:
32
33 Joyce:
34 Cathy:
35
36
37
38
39
40
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addrasinl tbe report?
Ta the Senior Officer.
Ta the Senior officer. And what are you writing about? What are you
writing about? Yes, Tendai?
About a man who has been attacked
About a man who has been attacked~ man attacked by lion. What elle is of
importance there? Rumbidzai?
The action you took to rescue the wounded man and to track down the
lion.
What else? Yes?
Tracking down the lion.
What else, Joyce?
As weil as to reassure the villagers oftheir safety.
What did you underliDe as the key idea there? Are you going to
underline "as weU as"?
Reassure the villagers of their safety.
Reassure the villagers oftheir safety. So, those are the key issues. Tbose
are the key ideas ...bicb should be tbere iD your report to tbe Senior

Ofticer. And then it (question) says: Use sorne or all of the
points, and add other ideas ofyour owo. Now, when you
look at the first one, "men out hunting", wbat is it saying? Vou
Dftd to understand tbe nota fint before you start to realT8Dle tbem

or before you start to expound on tbem.

•

Excerpt 55 is an illustration ofCathy's preoccupation with interpreting an exam­

type ofquestion. The question is taken from a course book. Because of the importance

attached to passing the exam in the Zimbabwean context, it is easy to see why Cathy is sa

concemed about students getting the correct interpretation of the question. This, however,

has the etTect of reducing the writing task ta a comprehension-type exercise. Cathy's

reliance on the course book for the lesson's content and guidance on teaching strategies

exposes her to the possibilities of using outdated models of writing that may be at odds

with current theories on writing and the prevailing teaching and learning conditions in her

classroom. Nunan (1991) argues that a textbook is "incapable of catering for the diversity

of needs which exist in most language classrooms" (p.209). However, he also sees the

textbook as fulfilling a teacher education function, as weil as that oftime-saving for a

teacher who would otherwise have to prepare teaching materials trom scratch.

WiUie's general approach ta the teaching ofwriting resembles that ofCathy, as
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illustrated by the foUowing excerpt from an interview.

Excerpt 56: Stanioa with basic tbinas

We enhance writing by starting witb basic tbinlS, making sentences, using
pbrases~ and perhaps telling tbe studenu to use these worels to describe
something. You gjve a picture, say to the fonn ones. You ask them to write
teD Hatenees ret.ted to tbis picture. And there you just look for the use of the
subject, the use of the verb, the use of adjectives and something like that. And
then you go on ta say, perhaps: 1 .ant you to write about your childbood or
your fint day .t scbool, the MOst common one~ or My New School. Then you
say: 1 want you to write jusl tbe fint paragrap" about your ne. schoo•.
Then you ask them to read the paragraph. Then you ask them to write tbe Dext
tbree p.ra....phs~ and then write the conclusion, something like that (January,
1997).

In excerpt 56, we can see that, like Cathy, Willie's approach is bottom-up, which is

typical of the product-oriented approach. Using this approach, writing skills are broken up

inta discrete entities that are taught separately. The assumption underlying tbis approach is

that language is built up ofsmall blocks or units that cao be dismantled for teacbing and

learning purposes. At the end of the day, the leamer is expected to put together all these

building blocks in order to fonn meaningful discourse. This is a linear, structural view of

writing, and is sometimes also referred to as the instruetional approach. In the foUowing

excerpt 57 from an interview, Willie explains bis rationale for adopting this atomic and

linear approach.

Excerpt 57: Buildina them up step by step.

The idea is to make sure that they (students) are coming (rom stage ODe9 tben to
the next stage; and also for you the teacher to know how far the children have
gone in the previous year. You have got ta build them up~ and it's acceptable that
you .rite one paragrapb and tben you mark it. You start otTon the rilbt
p.tb, and you also get to know who is a slow learner whom you can tell to rewrite
the poorly written paragraph (January~ 1997).
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Willie, like Cathy, uses composition writing as a vehicle for teaching linguistic

structures, such as vocabulary. The following excerpt 58 is an illustration ofthis point.

The excerpt is from Willie's lesson of 21/2/97. The excerpt cornes from a point in the

lesson where groups are reponing on their holiday experiences to the whole class. Willie

jots down on the board the points that are being raised by the c1ass.

Excerpt 58: Teaçhioa vocabu1m tbroup writina

1 Willie:
2
3 Class:
4 WilIie:
5
6 Mary:
7 Willie:
8 Tom:
9 Class:
10 WilIie:
Il Tom:
12 Willie:
13
14 Neni:
15 Willie:

You were herding cattle. (Writes on the board) Yes?
Somebody said: 1wu keepiul chicken yesterday!
(Iaughter)
Wbat sbould YOD say wben YOD talk about cbicken? It's not
keepiul cbicken.
1 was eating food.
Wb.t do we say?
1 was watching chicken.
(Iaughter)

Yes? Again?
1was looking after chicken.
Looking a(ter....; tbat's more so. 1 was keeping cbicken is
more Sbona, isn't? Yes?
1was rearing cbicken.
No. Yeso It is Shona-English...

•

In excerpt 58 , we can see that, apart from teaching content and its organization,

Willie uses the opportunity offered by the composition lesson to teach lexical forms that

go with tbis content. This is another example ofthe transmission model where the teacher

attempts to"give" the target language to the students, a practice we have also seen in

Cathy's teaching. For example, in lines 4, 7 and 12, WiUie asks bis students leading

questions to help them find the appropriate word or expression to describe a holiday

experience, that oflooking after chickens. WiUie's main strategy for doing tbis, as we

have already seen, is to move from the known, the students' LI, to equivalent translations

into the target language. Willie probably assumes, like Cathy, that his students lack the

appropriate forms to express themselves in the target language. He therefore attempts to



•

•

233

integrate vocabulary teaching into writing lessons. Either he is acting upon tbis "deficit

theory" (Bemstei~ 1977); or he believes writing cao best be taugbt through the study of

linguistic structures.

Like Cathy's, Willie's approach to writing, as exemplified in excerpts 56 and 57,

does not 6t ioto any of the four current theories ofwriting described earlier in tbis section.

Both teachers' approaches appear to be based on writing models that were in operation in

the sixties and early seventies, and which were influenced by produet-oriented research

studies on teaching and by the audiolingual method. Willie's words in excerpt 57, such as

"trom stage one, then to the next stage", "build them up" and "one paragraph" at a time,

suggest a linear approach to writing, wbich is contrary to the expressionist non-linear

generative view of the writing process. The linear approach embraced by both Cathy and

Willie, in which the teacher's main concern appears to be the "transmission" ofthe target

language, rather than its generation in the students, also distinguishes it from the problem­

solving approach of the cognjtivist theory of writing. The absence of active involvement

by students in the creation of discourse, because of the teachers control ofthe writing

tasks, means that the students are largely excluded trom the coUaborative aet ofcreating a

discourse wbich is relevant and meaningful to them. Willie and Cathy's focus on the

linguistic and rhetorical forms further excludes any social dimension from their approach

to writing, 50 that their model cannot be categorized as either interaetionist or

constructivist. In failing to reflect any of the current thinking on writing, Cathy and Willie's

classes run the risk of degenerating into a series ofdry drills on isolated linguistic and

rhetorical forms of discourse as exam preparation. However, observations ofboth

teachers' aetual teaching did show the incorporation of sorne elements of the newer

theoretical perspectives discussed eartier in tbis section. Excerpt 59, from my field notes,

is an illustration oftbis point. The composition lesson is by WiUie and is entitled: My

Holiday Experiences. It was taugbt by Willie on 21/2/97 to Form 3G.
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Excerpt 59: Sorne fcw clements are bQrrowed from ditferept writiDa models.

Objectives for Wtllie's lesso~ as they appear in his scherne of work, are as follows:
(a) Pupils to .amte tbeir e~perieD(es in lJ'Oups.
(b) They list down the esperiences as part of the plan.
Under the column "Source ofTeacbing Materials'" Willie writes:
"Teacher's ideas based on pupils' previous knowledge". The steps for the lesso~ as
they appear in the lesson plan, are listed as follows:
(a) Introduce the topic.
(b) Ask pupils to work in groups as they Iist down their experiences.
(c) General class discussion
(d) Homework
The aetuallesson taught foUows the above steps and is guided by the stated
objectives. In groups, students list down their holiday experiences. These are then
reponed to the whole class in a brainstorming manner. The teacher jots down on
the board in point forro the contributions from groups. The ideas are then
arranged into paragraphs .ccordinl to tbemes. In the end the class is assigned
composition topic to write on as homework (Field Notes, 21/2197).

Sorne elements ofthe social construetivist theory on writing can be inferred from

the group-work task of brainstorming the composition topic. Dy working together as a

group, the students might come up with experienees and discourses that they have in

commo~ 50 that what they eventually put down on paper is meaningful and relevant to

thern. In tbis way, the group is able to produee discourse coUaboratively with themselves

as the possible audience. This bears sorne resemblance to the social construetivist model of

writing in wbich multiple voices are involved in the construction ofmeaning. In tbis way,

the aetual writing task becomes a social act.

The planning phase, in objective (b) ofWiUie's lesson, suggests an element of the

cognitive perspective on writing, although there is not much explicit evidence of the

problem-solving that normally goes with tbis kind of planning. Brainstorming in groups

and during a class discussion might also be considered to form one of the writer's

strategies which are key elernents in the cognitive process ofwriting. Brainstorming

suggests a process-oriented approach to writing which takes into consideration the

process through which writers normally go in composing text. Sorne of these processes

include the writing ofmany drafts, conferencing and coUaboration, elements that tend to
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reflect a social perspective on writing rather than a cognitive one. 1 see it as a problem of

ideas here~ that Willie and Cathy have not been exposed to current thinking on writing.

Thus citation of the few examples ofelements borrowed from the current theoretical

perspectives on writing is not included to suggest that Cathy and Willie's approaches to

writing are influenced by any of the gjven models of writing. Rather one might best

describe the approaches ofboth teachers as eclectic. This eclecticism is more noticeable in

Willie than in Cathy. The eclecticism seems to result from Willie and Cathy's ad hoc

responses to the different contextual factors which they encounter in their teaching

environments~ such as the demands of the exam, prescriptions from the E. Os. and the

influence ofthe textbooks. ft may also be true that the four models ofwriting discussed at

the beginning of tbis sedion are not as applicable to L2 teaching and leaming situations as

they are to LI. 1 suggest tbis because of the ditferent contextual factors that are likely to

impinge on the two situations, and would force teachers to modify their approaches and

instructional strategies to suit their teaching and leaming environments. This~ 1 would

argue, is where teaching becomes dynamic and an aet of improvisation, qualities that may

make the categorization ofthis teaching into neat and preconceived theories or "methods"

of instruction impossible.

6.3 Teaehini Readina

Theoretical perspectives on reading closely parallel those on writing (Christi~

1994). The reading-as-translation model assumes a bottom-up approach. One of ilS main

assumptions is that meaning is found in a text. Each component sub-skill~ e.g. graphie

reeognitjon~ the meanings of individual words and phrases~ are proeessed as discrete

entities.

The cognitive model of reading focuses on the process of reading rather than its

produet. In this model~ readers are viewed as active information processors in that they

construct meaning through interacting with the text. The schema theory was origjnally

offered as an explanation of the reader's acceptance or rejection of a writer's hypothesis in
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the process of reading and meaning construction. In the face of heavy criticis~ however,

this theory was superseded, because it could not explain several key factors, such as the

origin ofa reader's schema. Other theories, such as the frame theory (cf Frederiksen,

1975) took ils place. The current co8JÜtivist theory ofreading adopts both a top-down

and bottom-up approach to the reading process, arguing that the two processes can occur

simultaneously. When tbis happens, the upper layers ofdiscourse are processed from the

top down by more proticient readers while less proticient readers, and for unfamiliar texts,

a bottom-up processing is done at the lower level of linguistic structure (Grabe, 1991 ~

Frederiksen and Donin, 1991).

The social interactive model of reading views knowledge as transferable trom one

source to another; for example, a reader's knowledge ofL1 is said to be transferred to L2

leaming situations. In tbis model, the reader a1so interacts in meaningful dialogues with a

text to bring about the joint construction ofmeaning. This act makes reading, like writing.,

a rhetorical act involving the inter-subjective joint construction ofmeaning by both reader

and writer. The social construetivist, or the environmentalist model of reading, as it is

sometimes cal;led, focuses more on the social contexts ofthe reader, the text, the writer

and society. In tbis model, reading is viewed as a socio-cultural practice involving the

construction ofmeaning; and the writer and the reader are viewed as members ofa

discourse community. Socio-cultural meaning in a text is negotiated by the reader in the

context of the reader, the writer, the text and the society. With tbis briefoutline ofcurrent

models of reading as a framework., 1 wish now to tum to a discussion ofWillie and Cathy's

perspectives on reading and their actual teacbing strategies.

My field notes show that WiIlie's reading programmes include both extensive and

intensive reading. Extensive reading is mostly done in the schoollibrary and in the

students' homes. Willie's timetable shows that each of bis forms has one lesson a week

allocated for library reading. He says he encourages bis students to read as Many books,

magazines and newspapers as possible, so as to get maximum exPOsure to the target

language. Following is an excerpt from an interview in wbich Willie explains how he

normally conducts extensive reading with bis classes.
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Excerpt 60: We encouraae extensive readini

We take students to the library for extensive reading. They read anytbing; and
we encourage tbem to read as mucb as poslible without getting much detail,
getting the gist, the general outline of a story. They have four exercise books; one
for stories, one for composition, one for literature and one for language. The one
we calI supplementary and story is for summarizing what they have read. They cao
do that in tbis fourth book. And tbat way we encourage esteDlive reading
(January, 1997).

WiUie's encouragement ofextensive reading appears to he driven by bis own model

that may he equivalent to Krashen's (1987) comprehensible input hypothesis. The

hypothesis assumes that L2 acquisition can be enhanced by exposing leanlers to language

wbich is just a Iittle beyond their current level ofcompetence. This could explain Willie's

apparent bombardment of bis students with the target language, through his

encouragement ofextensive reading. In this case, the comprehensible input cornes from

extensive reading ofmaterials from the schoollibrary. Grabe (1991) argues that extensive

reading promotes the leaming ofvocabulary, fluency, structural awareness, confidence and

an appreciation of reading.

What Willie says in excerpt 60 is supported by evidence trom bis actual teaching.

An example cao be found in bis library lesson of 18/3/97 with a Form 3G c1ass which 1

observed. In this lesson, students sat quietly in the library throughout the period reading

books, newspapers and magazines. This silent reading resembles the sustained reading

programme recommended for the building of fluency, confidence and appreciation of

reading (Grabe, 1991). However, Willie's effort to improve bis students' command of the

target language through extensive reading is hampered by a significant lack of suitable or

even unsuitable reading resources. The few reading rnaterials 1 saw in ms school library do

not allow the student much choice, especially considering the size ofMhene School. This

lack of adequate reading material is an obvious constraint on one of the major aims of

extensive reading, that of cultivating in the students a Iife·long love of reading. A large

supply of reading material in terms of quantity as weil as quality ensures that the students
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have a wide enough choice to caler for their different reading tastes. It is when students'

interests are catered for in their reading that they are likely to develop a habit of reading

which will continue even after leaving school. 1 shall retum later in my discussion to tbis

theme of reading resources in Willie and Cathy's schools when [ discuss teaching and

learning resources al Mhene and Dombo schools.

Willie teaches intensive reading mainly through summary and comprehension

exercises. ln addition to these, he also bas a class reader for intensive study with bis

classes. Willie defines summary and comprehension tasks in terms ofthe skills each

demands. In an interview, he gives an example of the stages he normally goes through in

teaching summary writing, which he sees as an aspect of intensive reading. Following is an

excerpt from an interview which iIIustrates tbis approach.

Excerpt 61: Wbat do you do wbeo YQU summarize?

ln fact, in summary and comprehension, there is content. The content in summary
would involve defining a summary 50 tbat tbe students UOW tbat to
summarize is to shorten a story or a passage. And then wbat do you do wben
YOU sUIDIDarize? You look for the main points; you look for the characters; you
look for the places, events, which are important. And then, once you have done
that, you say, in summary, you are 100king for the key ward., e.g. Explain the
reasons why the child cried from 2 o'clock to 4 o'clock. Tbere is a sUlDmary
question. And the Iœy words are reasons, the reasons for crying. You are DOW

answering the key words in the summary question. You are 100king for the
reasons. Not reasons for not eating but reasons for crying. And then you tell them
that once you know the key words, you al50 remember what are called task
boundaries. You start from line 50 and 50. You look for these points within that
area, not outside tbis area. So, those are the task boundaries. Tbe euminen can
say: sUIDmame the "hole passage. They tell you where to start and where to
end. And then you also tell tbe students, after listing the points, you now try and
joïn them coherently, putting similar ideas together. And the~ by ail means~ tl)'" to
use YOUf own words in joining your points into coherent discourse. And it is
therefore wrong to plagiarize ifyou are making a summary (January~ 1997).

After going through ail the steps for summary writing, Willie says he assigns his

students passages to summarize as practice. Excerpt 61 shows how Willie focuses on
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meeting the requirements of the summary question in the ex~ thus reducing the whole

purpose ofdoing intensive reading to the single aim ofmastering techniques for sumntary

writing in order to score a bigh mark in the relevant exam question. This is another

example of the 'twash-back" effect of the exam in Willie's teaching. It is evident that Willie

has the exam at the back of bis mind in excerpt 61 trom bis use ofsuch words as "the

examiner can say", "key words in the summary question" and "wrong to plagiarize". He

seems to be almost exclusively concemed with getting bis students to interpret correctly

the meaning of the question - that is, the exam question ~ by identifying its "key" words.

This preoccupation shows how strongly WiIlie's teaching is intluenced by the exam. What

seerns to emerge overall from excerpt 61 is the skill-oriented approach to summary

writing. Examples of the skills mentioned are identifying key points, identifYing key words,

making notes, and joining and expanding notes iota discourse~ each of these is treated

separately. This is a bottom-up approach to reading in that the summary task is broken up

ioto sub-skills which are taught separately. The approach fits the reading~as-translation

model outlined at the begjnning ofthis sectio~ an approach whose main assumption is

that meaning is found in the text, and whose focus is on the mastery ofeach of the

component sub-skills that make up the text.

The reading-as-translation model that Wtllie uses for the teacbing of summary is

not very different ftom the one he uses for teaching comprehension, as the foUowing

excerpt from an interview shows.

Excerpt 62: Students read the passaae about tbree tjmes

1 gjve them (students) two different types of approaches. Ifthey are intelligent, 1
would ask tbem to read tbe questions fint, 50 that when they read the passage,
tbey are readiDg it to tind answen to the questions. Normally, one would read
the passage fint for the general oudine, for the gist, and the second time for
detail. And then we read the questions and then try to answer them. We try to
undentand the new worels by inference. So, basicaUy, the students would nad
the passage about three times~ the first reading for the general outline~ the
second for detail and inference ofwords~ and reading as they answer the questions.
Sometimes 1just come into the classroom and say: Open your books on page 2.
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Do Jucb and Juch a comprebension, witbout talking mucb to tbe clus. Mere 1
am testinl tbeir comprebension skils under esam conditions. We then discuss
the answers and the passage after written work (January, 1997).

The main assumption underlying excerpt 62 is that meaning is contained in a teX!,

and has to he decoded. Reading to decode meaning focuses on the mastery ofeach

component sub-skill. This comes out clearly from the several readings Willie's students

have to do in order to "find" the meaning supposedly "hidden" in the text. At other tintes

Willie treats the comprehension task simply as a "testing" exercise, instead ofmaking it a

leaming experience in which the reader is able to interaet with the text in negotiating

meaning during the reading process. Treating comprehension as a test again appears to he

motivated by a need to praetise for the exaJD.

The reading-as-translation model reflected here received a lot of input iTom the

audiolingual method whose focus in reading is to examine grammar, vocabulary and

pronunciation as separate entities. My experience of teaching and observing ESL teaching

in Zimbabwe shows that the reading-as-translation model is widespread in Zimbabwean

ESL classrooms. This is in spite of the faet that it bas received Iittle support trom current

reading research. Current research on reading tends to support those models of reading

that focus on the reading process rather than the product, such as the cognitivist or the

two social models of reading discussed earlier.

Willie nonnally teaches new vocabulary in both summaJ}' and comprehension

lessons, just as he teaches it in composition classes. Excerpt 63 from an interview shows

how he normally bandles vocabulary teaching in summary and comprehension lessons.

Excerpt 63: We oever move aboyt wjtb a dietjooiUY

1 normally ask them (students) not to continually refer to dietionaries, because we
are saying: in reallile, we never move about with a dictionary. You are reading a
newspaper and you find the word pandemonium: you cannot say: let me see what
the dietionary says. The news is on! You just try to get the meaning out of it! And
again~ another aspect, 1 have also UJed big Sbona words (studentsf LI). And 1
say: what do you think these words Mean: Uri mharapatsatsayemunhu. From the
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way 1 have used the word mharapatsatsa, what do you think it means? And the
chiId says: 1 think it's somebody without good manners. So, we encourage
deducing meaning from tbe contest (January, (997).

Excerpt 63 iIlustrates Willie's use ofcontext to infer meanings of new words. He

also uses examples of Shona words, the students' LI, to demonstrate the concept of

inference. Once again, Willie cao be seen to approach the teaching of concepts by leading

students trom the known to the unknown. His use of Shona to teach universallanguage

concepts is one of bis important teaching strategies. He consciously uses what bis students

bring with them by way of their LI linguistic and communicative competence, to teach

ESL. The assumption implied here is that at least sorne linguistic and communicative

strategies in LI are transferrable to the target language. It is not as if the students, in their

study ofL2, are staning from zero. They already know how to Mean in their own

language. This phenomenon is explained by Cummins' (1979) common underlying

proficiency hypothesis. The hypothesis assumes that literary-related aspects of a bilingual's

proficiency in LI and L2 are common or interdependent across languages.

What Willie says on the use ofcontext to infer the meaning of new words is

supported by evidence from bis teaching. Excerpt 64 from my field notes on bis

comprehension lesson of21/1/97 illustrates tbis.

Excerpt 64: From the known to the uoknown

The oral comprehension exercise involved the teacher asking leading questions on
meanings of words and phrases in the passage read, eacb lime referring the clas5
to the contest provided by tbe passage. The teacher used a Sbona word,
tsvigiri, in the sentence: Do you take your tea with tsvigiri, as a way of
demonstratÎag bow the concept of contest operates in botb Sbona and
English. 1 thought tbis was a userul way or linldng student's esperiences in
tbeir LI to tbe new esperiences in LI (Field Notes, 21/1/97).

Here, again, in excerpt 64, we are able to see how Willie uses Shona concepts,

which bis students already possess, to teach ESL strategies for inferring meanings of new
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words trom context.

Cathy, like Willie, a1so believes that extensive reading is necessary for second­

language generatio~ for bath the student and the teacher, as she says in excerpt 65 from

an interview.

Excerpt 65: Tbrou&b readjni students cao aCQujre laniUlie

1 think reading is very important, because, through reading, tbroulh extensive
reading, that's where students can acquire tbe lanpage. So, at this school,
there is little one can do, because the students are poor. We tried to initiate a
circulation library, where students would bring in novels and exchange them in
class, but the students did not bring the books. They don't have them. And our
library is so limited tbat the students can only have ODe book in a number of
weeu, which is DOt eDough (January, 1997).

ln the February, 1997 interview, Cathy repeats the idea of the value ofreading for

both the student and the teacher when she says: Ifl think English is aided by reading a lot.

Because when you are reading a lot, you get an experience with the language. And any

teacher who teaches English and does not read, you find that bis English goes down and

down. " Cathys words suggest that teachers ofEnglish should set a good example of

reading to their students. This cornes out c1early when she says: "1 don't know if it would

be possible, maybe even to have a week of reading, where teachers and students come

together for a week ofreading" (February, 1997). Cathy sees the henefit of extensive

reading as "getting experience with the language". Her view seems to be informed by a

need to give the students maximum exposure to the target language, ~omething that seems

again to be equivalent to Krashen's (1987) comprehensible input hypothesis. Cathy

believes she cao counteract an environment that is greatly deprived ofopportunities to

experience the target language by encouraging extensive reading. But, as she points out in

excerpt 65, the problem oflack ofreading materials aften constrains her efforts to do this.

There is thus a tension between the need to promote wide reading by the students and

enhance their experience ofthe target language, and the lack of the reading material which
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would encourage tbis reading. This tension can be summed up in one phrase: literacy

without literature.

As we have already seen, Cathy prefers to expose her students to LI models of

literature. In her case, this means literature by LI speakers ofEnglish. We have aJso seen

that her choice ofmodel has to do with her concem to see her students through an exam

at the end oftheir course. In the Zimbabwean situation, for historical reasons, the LI

model of English, in particular British English, is often used as the model by which exam

scripts in English are measured. However, 1 would like to think that with the localization

of the Zimbabwean exarns now complete, it may be possible that sorne other model of

English will emerge as the model for the English exam in the country.

Cathy does not seem to be aware of the cultural contradictions inherent in the LI

model of literature she would choose to present to her students. One could validly ask

how culturally relevant such a literature is to her ESL students? But, as we have already

seen, it would appear that Cathy's choice is influenced more by the demands of the exam

than by the need for cultural relevance. In this, Cathy differs from Willie's who bath uses

and praises Iiterature in English by local ESL writers, and is thus at least implicitly

concemed with cultural relevance.

In her treatment of intensive reading, Cathy resembles Willie in her use of

comprehension and summary exercises. Her normal approach ta the teaching of these

depends on the level of class she is teaching, as she explains in the following excerpt 66

from an interview.

Excerpt 66: We find out whether they bave iTasPed anythina

When it's Z.J.C. (form one and two), 1 do the prereading activitie5. We look at
the pictures tbrougb stimulating questions to nnd out wbat we are goiog to
read in the passage. Theo, after the prereading, usually 1 read out the passage to
the students. After reading the passage, we do IODle discussions to nad out
wbether tbey have undentood aU the words and 50 00. After that, 1 will ask the
students ta read the passage again. Then they go on to answer tbe questions on
the pusage. But at times we do not give meanings to the words, because 1 want



•

•

244

them to find out from the contest, to find out meaninp from the contest. So,
instead ofdoing it together as a class, 1would rather let thenl do it on tbeir own.
As a class we discuss the answers after they have tried to do the exercise on their
own. That's the way 1 do it with the Z.J.C.
Then, with the "Q" levels, usually they go over the passage silendy. Then after
the first sîlent reading, we find out whetber they have grasped anything. That
is, 1 will ask the questions which require just bringing to memory what they
have Men reading. So, they identify what they have been reading, whether they
know the generaJ outline of the story; maybe look at some ofthe difticult
structura. At times they don't read silently. At tima tbey take tums to read
aloud. At times 1 read to them; and then after that they wiU nad through the
passage again silendy. Then they do the quations. At times we do a Cew of the
questions orally as a guide, and then they will do the rest. At times 1ask them to
do the questions in pain; and then they write down whatever their findings are as
..ritten work (January, 1997).

Cathys pre-reading actîvities, aimed at "priming" or "aetivating" the mind of the

reader are typica1 of the pre-reading tasks that were prescribed by the old schema theory

(Grabe, 1991). However, a definite pattern ofreading-as-translation Madel emerges from

the other details in excerpt 66. When Cathy says she conduets a discussion to find out

whether her students have "understood ail the words and 50 on", and to find out "whether

they have grasped anything tt
, it illustrates an assumption that the text is the authority and

that meaning is found in the text. The quoted words suggest that it is the reader who has

to "find' the meaning that is supposed to reside in the text, rather than, for example, the

reader negotiating meaning in the text in a collaborative effort between the reader and the

writer, as in the interactive model ofreading. To further iIIustrate Cathy's assumption that

the text is a canonical authority, we see her asking her students to do several readings of

the comprehension passage as a way ofmaking sure that they do not miss any "hidden"

meaning that might be contained in the teX!. Cathy's fact-finding questions, whose purpose

is for "just bringing to memory what they (students) have been reading," also suggest her

assumption that meaning resides in the text. Her use of the word "memory" would suggest

a mere parroting of the contents ofa passage without any meaningful interaction of the

reader with the text. AlI tbis and the fact that the reading comprehension task is broken up

into discrete componential sub-skills, such as the study of the meanings of the "words" and
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"sorne of the difficult structures" suggest that Cathy follows aImost exclusively a reading­

as-translation model.

As we have seen in the discussion on Willie, the reading-as-translation model goes

contrary to current models of reading discussed earlier, such as the social constructivist

model that looks at reading as a joint construction of meaning between the writer and the

reader. In the reading-as-translation model, readers are passive receivers ofinformation

which is assumed to reside in the text, rather than being active information processors as

in the cognitivist and social construetivist models of reading, to give ooly two examples of

current reading models.

Cathy's reliance on the reading-as..translation model was also observed in her

actual reading lessons, such as her lesson of31/1/97 taught to Form 4A3. Even within this

model, however, there are contradictions. For exarnple, in excerpt 66, Cathy says she

encourages the use ofcontext to infer meanings ofnew words, something that Willie

daims and appears ta practise. But in the lesson of 13/2/97, Cathy instead encourages her

Form 2A2 class to use dietionaries to find the meanings ofnew words. This is done even

before the students have tried to guess at the meaning of the new words in their context.

Following is excerpt 67 from the lesson when this took place.

Excerpt 67: Let's heM what your dietjooary yYs

1 Cathy:Ifyou have your dictionary, please take it out. Let's hear what your
2 dictionary says about lia case". You have your dictionaries but you don't
3 kn01\' how to use them! How do you use your dictionary? You look up
4 under "c". Then move down the page until you find the word "case".
5 Then read out the meanings. What meaDing do you find?

In excerpt 67 from Cathy's lesson, instead of the students inferring the meanings of

new words from the context provided by the text, their task becomes simply that of

replacing selected new words in the passage with new words from the dictionary. Cathy's

approach to vocabulary teaching here is a direct contradiction ofwhat she daims to do in

excerpt 66.
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Cathy was twice observed when teacbing a literature set teX! ta Form 2A2 on

13/2/97 and 14/2/97. For the lesson of 13/2/97, the dass had been assigned to read the

teX! in advance and during the tesson they took turns to read the story a1oud. This lesson

suggests Cathy's belief that the main goal of studying Iiterature is not to gain pleasure from

reading but to master the details of the teX! for exam purposes. For example, she tells tbis

to her Form 2A2 class in the (esson of 13/2/97, from which excerpt 68 is taken.

Excerpt 68: A set tex! js Dot read for eQÏoyment

1 Cathy:When you are reading tbis book, the üterature text, it's not • novel that you
2 are reading for enjoyment. It is very difl'erent trom your reading of the
3 Mills and Boons (romance genre for adolescents) that you borrow from the
4 library; or the Pacesetters (adventure series for adolescents) that you
5 borrow from the übrary. Vou are reading tbis book to master
6 the book, to DOW it weil.

The sharp distinction that Cathy makes here between reading for pleasure and

studying a teX! for the exam, could go a long way to explain why there seems ta be a

discontinuity between the reading that is done in school and the reading that takes place

when one finishes schoo!. It bas been observed that students in Zimbabwe generally do not

continue to read once they 1eave $Chool (cf. Chiwome, 1996). This might have something

to do with an overemphasis on reading to pass the exam in the schools: "You are reading

this book to master the book, to know it well ll
• These words by Cathy further suggest her

assumption that meaning is within a teX!, which students have to "master". The word

"master" further suggests the passive reader associated with the reading-as-translation

model. Cathy's statement that the study ofliterature is simply an acquisition of

infonnation for the eXé!Jl1, and her open rejection of the possibility that it could be a

pleasurable experience, means that any love of reading is doomed, as students begin to

associate all reading with the exam. And once the exam is over, students do see no need to

continue reading, an attitude which has resulted in the death of a reading culture in

Zimbabwe.
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1 also observed Cathy giving notes to her literature class, a practice in keeping with

her views that the study ofa set text is for the mastery of its contents. An example is

found in the lesson of 14/2/97, where the class is given teacher-prepared notes on the

chapters that had been covered in dass. The tasks she sets on the set text are generally

exam-oriented. They appear to be comprehension-type tasks based on the parts of the text

students have read. Most ofthe questions simply ask for the reproduction of "faets" in the

set text, a phenomenon typical of the reading-as-translation model. Exarnples ofquestions

given as written work are found in the lesson of 13/2/97, taught to a Form 2A2 dass.

Following are Cathy's questions as extracted from my field notes on the lessan.

Excerpt 69: Ail faet-tindina Questions

1) What do you know about Theo so far?
2) What have you learnt about the court situation?
3) New words and expressions: give their meanings.
a) gravely
b) sobbing with emotion
c) adversary
d) barrister
e) the sky is the limit
t) jury
(Field Notes, 13/2/97).

From the above questions, we are able to infer that for Cathy the study ofliterature

is an extension of the summary and comprehension work we have already seen her doing

with intensive reading texts. Similar fact-finding questions are given for written homework

in her lesson of 14/2/97, except that in this lesson one divergent question-type is included

out of a total of five questions. The divergent question reads: Ifyou were Theo, what

would make it difficult for you to leave England?

An examination of the data on Cathy and Willie's approaches to teaching reading

leads me to conclude that they are strongly indebted to the 1960s and early 1970s

reading-as-translation model. In addition, the Zimbabwean English exams at secondary

schoollevel have a lot to account for in their influence on Cathy and Willie's approaches
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to teaching reading. It would appear that as long as the exams remain cast in their 0ld7

traditionaJ mould., teachers like Willie and Cathy will find it difficult to break away from its

backwash effects, as such an attempt would he perceived as risking a disaster, bath for the

students who might fail the exam., and for the teachers, who are judged by the results they

I·producett.

6.4 Teachina Listenjoa and Speakjna' The Iwo NeaJected Are's?

In tbis sectio~ it is important that 1 make a distinction between "speaking" and

tttalktt
, because the two terms convey different orientations. Speaking is associated with

the traditional view which regards language as divisible into the separate skills of listening,

speaking, reading and writing. The current integrative approaeh to teaching language uses

the term "talle" to distinguish itself from the traditional approaeh associated with the term

"speaking lt
. However, in describing Wdlie and Cathy's perspectives on oral work., 1 have

tended to use the term "speaking" rather than t'talk", because it seems more appropriate to

describe their teacbing approaches.

Listening and speaking were definitely neglected areas in Willie and Cathy's

teaching of ESL. 1 arrived at tbis conclusion after making a count of the actuaJ content

topics that appear in the scheme ofwork ofeach teacher for one Form four class for the

fuU month ofFebruary, 1997. My choice of the month ofFebruary and the two Form four

classes was random. By content topic 1 Mean an occasion when a language component

appears in a scheme ofwor~ irrespective ofthe number of lessons the component May

actually have taken to teach. Following are tables 21 and 22 showing the frequency of

appearance of topies in Willie and Cathy's schemes ofwork.
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Topie Frequency

Composition 3

Summary 1

Grarnrnar 5

Library 3

Comprehension 2

Total 14

Table 22

Cathts FOfD) 4A3 Schemed Iopjes

Topie Frequency

Composition 2

Summary 2

Grammar 3

Library 2

Comprehension 2

Spoken (Introductions) 1

Listening (Aurai Comprehension) 1

Total 13
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In tables 21 and 22, we can see that Willie, in the whole month ofFebruary, 1997,

has schemed no formal time for teaching speaking and listening. For the same period,

Cathy has one mention each for teaching listening and speaking. These results suggest that

both teachers pay signjficantly less attention to speaking and Iistening than to other ESL

topics. This view is strengthened when we realise that Cathy only teaches the two siriUs

because her scheme ofwork is 50 closely based on the textbook. One possible explanation

for lack ofemphasis on speaking and listening is that in Zimbabwe they are not formally

examined in either the ZIC or the "0" level exams. An oral exam in English, once part of

the ZJC exam, was discontinued in the early seventies. Morley (1991) says that between

the forties and the sixties, pronunciation was viewed as an imponant pan of the

curriculum. But from the sixties onwards, its importance was heavily questioned. Many

programmes dropped the component a1together, with the 80's and 90's laying more

emphasis on the development of funetional communicative speech or pronunciation

patterns.

Although Table 21 shows that Willie has not formally schemed any teaching

involving listening and speaking, he believes that bis students should speak the target

language as much as possible, as he says in an interview: "1 a1ways want them (students)

to talk and discuss in class, the way tbey would speak naturaDy ... In fact, 1 don't want

students to stare at me wben 1 ask tbem a question, because they can't answer [gel

angry at them for that" (January, 1997). From Willie's words, "the way they would speak

naturally", we can infer that one of bis prime goals is for students to acbieve a natural

facility with the spoken target language. However, he does not seem to he aware of the

contradiction that as long as bis approach is cast in the traditional mould of teaching

"speaking" rather than "talktl , that goal will be frustrated. Willie's approach to the teaching

of tlspeaking" is largely traditional. For example, he says he is angry at his students for not

answering bis questions in class. Willie does not seem to be aware here that classroom

"speaking", including bis questions to the class, is not natural "talk". For example, in real

life, people do not go about asking people questions whose answers they know, as a

teacher tends to do in the classroom. If the teacher's speaking in the classroom is
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unnatural, it is unreasonable to expect natural speaking by the students. The greatest

challenge facing Willie, therefore, ifhe wants to provide opportunities for natural "ta1k"

to oceur, is to find or ereate teaching and leaming aetivities that encourage natural talk in

ms students. The current approach recommended is to treat language as an integration of

skills rather than as a number ofcompoRent sub-skills. This is where WilIie's largely

traditional approach lets him down. Following are excerpts from my data to funher

illustrate WilIie's largely traditional approach to the teaching of speaking.

Willie was observed in a number ofms lessons encouraging bis students to practise

speaking in the target language. Examples of such observed lessons are that of6/2/97 and

14/2/97. The following excerpt 70 from bis lesson of6/2/97, taught to Form 3E, illustrates

Willie encouraging bis students to praetise speaking in the target language. The lesson is

on summary writing. The class bas been given the task of listing the reasons for Nhamo's,

a eharacter in the passage, wanting to leave home. Students are working individually on

the task.

Excerpt 70: Mike as much noise as you cau in EniÜsb

1 Willie:
2
3
4
5
6
7
8
9

Right, 50 you are going to make a list ofNhamo's reasons for leaving
home, then summarize them in 3 shon paragraph of continuous
writing ofoot more than tbirty words. Now, which is the key, or which are
the key words in the summary? That's the summary question or the
summary statement. Which is the key word? Now, discuss il. 1 waot to
come to you, and you will show me the word. Talk to your rriends.
IdeotifY the key word in the summary question or in the summary
statement. YOD should talk. You are supposed to talk. Make as much
noise as you cao in English (Group work).

•
For WiUie, encouraging students to praetise speakiog the target language is done

mostly through the use ofimperatives, such as "discuss", "talk" and "malee". For a more

positive response from the class, Willie would perhaps need to create situations in the

classroom in which bis studeots would ta1k naturally rather than simply eommanding them

to do so. This eould involve the dramatisation of rea1-life situations, sueh as buyjng
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groceries in a shop or going to the hospital. Although dramatisation of sueh situations in

the classroom is still a contrived aetivity , it May he the second hest way to teach natural

talk in a classroom situation, assuming that the ideal is to immerse the students in an

environment in wbich the target language is spoken, so that they pick it up naturally. In

the Zimbabwean situation, tbis kind of immersion is not feasible.

Excerpt 71 a1so shows Willie encouraging bis students to speak in the target

language. The excerpt is trom my field notes of21/1/97, when 1observed him teaehing an

oral comprehension lesson to Form 3G.

Excerpt 71: Say sometbiOa - eyen if it's wroOIl.

The teacher wrote neatly on the board the date and the topie of the lesson. Both
tides were underlined. He introduced the topie by asking the class to define "oral
work". The te8cber used ODe of the stadents' an",en to teach that the word
"discuss" does Dot carry a preposition "about". The class was asked to choose
their own groups for reading and discussing a passage entitled "FoUowing the
Honey Bird".
During report back to the whole class, the teacher asked for the Shona narnes of
birds, including that of the honey bird. He told the class a legendary stocy ofthe
honey bird. As he told the stocy, he wrote the new words he was using on the
board, sueh as "entice". Students were asked to go and ask their parents to tell
them more legends on the honey bird. In dealing with new words, the teacher
stressed the importance of inferring meaning from context, but he did not
demonstrate how tbis could be done.
The teacher paid individual attention to bis class by calling on students who
appeared confused to tell bim if they were facing any problems. Complements such
as "Good!" were given for good answers. The teacher eocouraged participation
by aU students. For example, he told those students he thought were not talking
much in the c1ass,"Pleas~ say somethiog, even iCit's wroDI." However, the
teacher tends to do more taUdng ... (Field Notes, 21/1/97).

Willie's strategies for encouraging bis students to talk in the target language are

still largely the same as those in exeerpt 70 and 71. He encourages bis students to use the

target language and he explains in the interview excerpt 72 bis reasons for doing so.
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Excerpt 72: (If the studepts talk) 1 cao tell ifthey are correct or WfQDi

1 want them to talk because tbis is how 1 can tell if the sentences they are
usinlare correct or wronl. And7 1 don't want them to give me short sentences7

the cODvenational sentenca. And ifthey are in grOUPS7 1 encourage them to
talk. But because 1 don't waat aoise7 they are always talldnl in low voices
(January, 1997).

Willie contradicts himself where on one hand he wants his students to use natural

language, and yet on the other, as in excerpt 72, he insists that bis students produce long

sentences. Willie does not seem to be aware tbat this insistence on long sentences is not at

ail ref1ective of natural speec~ which is usually pithy and uses one-ward or even

incomplete sentences. Willie's insistence on long sentences seems to be based on the

assumption that the more sentences the studentss~ and the longer they are, the more

they are likely to make errors which the teacher cao correct. This assumption would

suggest that WiUie's ESL instruction bas one of its bases rooted in students' errors. This

tends to make bis teaching error-focused rather than being focused on funetionaJ language

use. From all this7 we are able to infer that for Willie, the ultimate aim of encouraging

spoken English is to "change" bis students' language into correct forms of speech.

However7 in reallife, such correct forms of speech appear ooly at the lower levels of

discourse. Willie's approach to spoken English is thus far from the contextual7 suggesting

that he is unaware ofthe currently accepted approach to the teaching of natural talk7

which lays emphasis on communicative interactions and functionallanguage use (Morley,

1991 ~ Nunan, 1991).

It would also appear that the kind of reasons Willie gives for wanting bis students

to talle are unlikely to encourage them to talk; on the contrary, they would a1ways be

conscious ofbeing corrected by the teacher. This may account for Willie's observation that

his students are "a1ways talking in low voices". Willie thinks tbis is because he does not

approve of noise in classes, but it may weil be because bis listening makes them self­

conscious and inhibited. And here lies another contradiction. In excerpt 70, he asks bis

students to make as much noise in English as possible, as practice in using the target
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language~ and yet in the January, 1997, interview he says he does not like noise in bis

classes. With these kinds ofcontradictions, it is not surprising that the students may find

rus messages confusing and opt for the safety of silence.

Willie employs a number of techniques ta encourage bis students ta talk in class.

He gives examples ofthese in the January 1997 interview. One ofthern, which has already

been described in chapter five, is bis use ofShon~ the students' LI, in bis ESL lessons. He

says he also employs such techniques as impromptu speeches, debates, games, jokes and

dramatisations. He says he occasionally invites bis students to ask him some personal

questions wbich he answers as a way ofencouragjng talk between him and bis students. In

the lesson of 21/2/97, Willie uses the game of Ittarget" to teach vocabulary. Excerpt 73

foUowing from my field notes of 13/2/97 shows Willie's use of demonstrations and jokes

to relax the atmosphere in the classroom 50 as ta make bis students feel free ta talk in the

target language.

Excerpt 73: Gettini tbem to laulW sa that they talk

The teacher is trying to convey the concept of the present, the past, the present
perfeet, the past perfeet and the past continuous. He demonstrates these verb
fonns by penonuin. ditrerent .musinl actions in front of the class, and then
asking the class to describe bis actions using the appropriate verb tenses. For
example, after kickinl a dust bin into one comer of the classroom, he asks the
class ta describe what he has just done. The class responds to the teacher's
actions and jokes by laugbinl uproariously. Many students appear keen to
participate in tbis lesson which seems to be very escitinl (Field Notes, 13/2/97).

On the value of bis techniques, WiUie says in an interview: "You want them

(students) to feel free, then you cao now talk, and you build as you go ... expose them to

oral communication as much as possible before any ",ritten work" (January, 1997).

Willie's mention of the need to expose bis students to as much spoken English as possible

seems to go against the position taken by Allwright and Bailley (1994), who write: "Ali

we cao say with confidence is that it is a dangerous oversimplification to suggest that

verbal interaction in the classroom is just a case of the more the menier" (p. 145).
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Allwright and Bailley's argument seems to suggest tbat WiUie needs to think out real

teaching strategies within which classroom talk cao occur, rather tban sirnply encouraging

aimless talk by bis students.

Willie treats the teaching of pronunciation incidentally. This usually involves a

quick correction ofa mispronounced word by a student. He gives the model pronunciation

which the student is asked to repeat after him. Sometimes Willie gives a short explanatio~

using the contrastive approac~ on how sorne sounds differ in Engiish frorn those found in

Shona. Excerpt 74 from Willie's lesson of6/2/97, taught to Form 3E on summary writing,

is an illustration ofhow Willie normally handles pronunciation in bis lessons.

Excerpt 74: Vou don't say "g keed'"

1 Willie:
2
3 Class:
4 WilIie:
5 Nani:
6 WilIie:

Vou don't say "askeed!" 1 want you to listen to the ..ay 1 pronounce
that word...Askd", not "askeed". Cu you say that?
Askd!
Yes, yes, askd! Good!
Askd! (laughter by c1ass)
Askd! Weil, don't say "askeed!"

•

Willie resorts to teaching pronunciation when the need arises. Sometimes he gives

short drills on particular words which bis students find difficult, as in excerpt 74.

Students SbQuld he Good Listeners

Although in the January, 1997, interview Willie says he normally teacbes listening

by making bis classes listen to taped material, there was no evidence of tbis in either the

lessons 1 observed or in bis schemes of work. One of the general observations 1 made

about Willie's teaching is that he tends to talk a lot in most of bis lessons. This has the

effect of limiting student talk. But Willie seems to believe that the major role ofa student

is to answer bis questions and listen to him attentively. In the January, 1997, interview, he

says: ..... they (students) should be good listenen, and must also be able to speak and
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answer." The role Willie assigns to bis students may account for the very limited instances

of student initiations in bis lessons, except, perhaps, when the students are involved in a

group task.

The next excerpt 75 from an interview with Cathy illustrates how she normally

teaches speaking and Iistening.

Excerpt 75: There is no oral exam

As it is now, tbere is no oral eum. But there is that part which we caU registers,
in Section B of Paper 2, where the pupils would he required to respond to
situations, to evaluate responses, to find out whether it is appropriate and 50 on.
When we are dealing with that, we will he dealing with things Iike introductions,
apologies, etc. So, that's how 1 have done the oral part of the English language.
As for pronunciation, tbat 1 just do withiD, Dlay~ "ben we are doiDI
lanluale or comprebension. Whatever we may he doing, we just correct
mispronunciation. We don't tach them fOl"lDaUy but iDcidentaUy
(January, 1997).

Excerpt 75 suggests that for Cathy spea.king would be given serious consideration

ooly if it were examined at the end ofa course. For example, aspects of speech behaviour,

and register such as how to make introductions and giving apologies, which Cathy talks

about in excerpt 75, are currently examined in the Zimbabwean "0" level English exam~

and Cathy therefore bas reason to teach it. It would once again appear that what Cathy

chooses to teach is dictated purely by the exam. In tbis way, her teaching can be said to be

a "wash-back" etfect of the exam. The faet that pronunciation is not examined means that

it is relegated to incidental teaching, as she says in excerpt 75. This explains why tbis area

does not feature as much as other topies in Cathy's scheme ofwork. Following is an

excerpt from my field notes on how Cathy normally handles the teaching ofregjster.

Excerpt 76: Read out the introductions tMina tums

Cathy's lesson of 12/2/97 on registers, taught to Form 4A3, involves reading from
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a textbook about how formal and informai introductions are made in English. She
tells her class: "So, we are looking at those introductions on page eigbt. Below
are the introductions. Study them with the person sitting next to you. IIU uk you
to read out the introductions takïng tums." This lesson doa Dot go beyond
the euaaples given in the book. Students are not liven the opportunity to
actuaUy practise introduciDg someone in English (Field Notes, 12/2/97).

What seems to emerge trom excerpt 76 is the textbook model ofteaching speaking

rather than natural talk. Cathy cannot take her class beyond the language of the textbook,

so that they can experience it fust-hand. In her classes, learning language is not even seen

as functional, because the students cannot use it in reallife for human interaction and

communication. This is the result of too much reüance on the textbook and attempting to

meet the demands of the exam.

Excerpt 77 from Cathy's lesson of 10/2/97, taugbt to Form 4A3, illustrates how

she teaches pronunciation incidentally. The lesson is on situational composition. The

excerpt is taken al a point where the class, through the teacher's elicitations, is describing a

character who has hurt himself in an adventure.

Excerpt 77: Is that "han" or "hua"?

1 Cathy:
2 loe:
3 Cathy:
4 loe:
5 Cathy:
6 loe:
7 Cathy:
8 loe:

Who can explain in other words? Joseph?
Whether he was hart, whether he was badly hart.
Htln'! How do you speU "tUf?
H-U-R-T.
H",,! Is that"tUf?
No.
Tbat's la"".
HlIrt.

•
Treating pronunciation incidentally. as Willie and Cathy do, means that it lacks the

functional framework ofcommunicative interaction. For example. unfamiliar words that

are encountered in the course of the teaching ofother language topies are drilled in

isolation.

Cathy's listening comprehension lesson of 17/2/97. taught to Form 4A3, involves
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the teacher reading a passage aloud three times white the c1ass listens without seeing the

text she is reading. After the third reading~ students are asked to answer comprehension

questions~ still without seeing the passage. After the written exercise,. the teacher revises it

with the class. What seems to emerge from Cathy's lesson on listening is the listener-as-a­

tape-recorder model (Nunan~ 1991). The exercise is limited to the level ofmemorization.

This is the lowest level of Iistening where students are not actively involved in the

reconstruction and interpretation ofthe text being read. In order for the students to be

made active participants in the construction of meaning in the aurai comprehension

exercise, they would need to he equipped tirst with some listening strategies~ a dimension

that seems to he lacking in Cathy's approach. As a result~ the aurai comprehension is

reduced to a testing rather than a learning experience.

1conclude tbis section by pointing out sorne major tensions arising from, on one

hand~ the way that Willie and Cathy's handle speaking and Iistening~ and on the other~ what

the current Zimbabwean national English syllabus says about the teaching of these skills.

One ofthe three airns ofteaching English stated in the current 1997-98 Zirnbabwean "0"

level English Language syllabus is "to provide Zimbabwean pupils with functional

communicative skills which they will need in their working situations" (p. 2). Specific

objectives for teaching and learning speaking are listed (pp. 6-7) as:

a) identify pauses and stressed words in spoken English, and speak with acceptable

phrasing and pauses~

b) express ideas orally;

c) speak freely, couneously and appropriately in a variety of social interactions;

d) speak in the correct register.

Objectives for teaching and leaming listening (p.7) are listed as:

a) listen with concentration and patience;

b) follow the plot ofa story being read aloud, and a speakers line of argument;

c) understand and act on oral messages, announcements, explanations, instructions and

directions;

d) answer factual, interpretive and evaluative questions based on what they (students)
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have listened to.

In neither the speaking nor the listening objectives stated in the syUabus is there

any reference to treating any of the stated objectives in the context of aetual discourse.

How these objectives are to be met is a problem left to each individual teacher. ft is hardly

surprising that Willie and Cathy, in their attempts to realize some of the speaking and

listening objectives, tend to treat them as separate and disjointed linguistic enrities, just as

they are stated in the syllabus. This, as we have already seen, results in the teaching of

these skills as separate sub-skilts rather than as integrarive discourse. This mayalso

account for the eclectic manner in which the skills are taugbt by both teachers. Tables 21

and 22 also show that little attention is paid to these objectives, as Willie and Cathy tend

to choose their teaching area according to whether they are examined or not. Their

apparent neglect of speaking and listening means that the important syUabus aims of

preparing students for the world ofwork after school is not being adet!uately fulfilled. This

is a contradiction because speaking and Iistening are very useful in the world ofwor~ and

indeed in much social interaction. The contradiction and tension seem to result from a

conflict between the two goals: teaching for Iife and teaching for the exam.

6 B: Basic Strueturing of ESL Content by Wilüe and Cathy

The expression "strueturing of the content ofa lesson" is used here to discuss the

ways Willie and Cathy present academic content or text in their lessons, and this is

naturally determined by what each teacher regards as ESL cont~nt. Cathy's content, as we

have already seen, tends to be defined and struetured by the textbook she normally relies

on. Willie's content tends to extend beyond the textbook, as he relies less on tbis resource

than does Cathy. Most ofWiUie's tessons are, in fact, characterized by deviations from the

main focus of the lesson. 1 define deviation here as an occasion in a tesson when a teacher

is "offtask." Whether a teacher is "on task" or "offtask" is measured against the main

objectives ofeach lesson. For example, if in a lesson whose main objective is to teach

summary writing, a teacher engages bis or her class in narrating folk·tales and analyzing
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their structures, that would be considered a deviation from the main objective ofteaching

summary writing.

Observing Willie's construction ofacademic knowledge in his lessons can be

compared to travelling a10ng a wide road that is fun oftwists and tums and which

sometimes bring surprises to a traveller on the road. Cathy's lessons, by contrast, resemble

a straight and narrow road that enables a traveUer to see where he or she is going. 1will

take one lesson by WiUie and another by Cathy as illustrations of these metaphoTs. Each

tesson is summarised in terms of its teaching units in order to show the range and

structure of its various units of content. For each lesson 1gjve the sequentiallist of

teaching units to illustrate how each teacher generally defines and organizes ESL content.

Sinclair and Coulthard (1975) define a teaching unit as ,. a stage in the lesson

involving teaching exchanges that are bounded by framing moves" (p. 44). Framing moves

indicate the end ofone stage in a lesson and the beginning ofanother. They are

distinguished by a marker, such as the verbal form "right". This marker is followed by a

silent stress (Sinclair and Coulthard, 1975). Garfinkel (1967) caIls the teaching units scenic

practiees, which are said to accomplish the particularity ofparticular situations. Mehan

(1979) caUs these teaching units topically related sets. A topically related set is identified

in a lesson transcript by being bounded by "a c10sed set ofverbal forms that appear at no

other places in the lesson" (Meh~ 1979, p. 66). Examples ofthese verbal forms include

uh, now, ok, but, uh - let's see, last ofail. These verbal forms are produced with a sharp

staccato tone (Meh~ 1979). The foUo\ving excerpt from one of Willie's lesson transcripts

shows an example of a bounded topically related unit. The topically related unit is found

between the first Marker "now", in bold, and the next marker "right", a1so in bold. Excerpt

78 following is an example ofa teaching unit that 1used to show the divergence between

Willie's and Cathy's tessons.

Excerpt 78: An example ofa bQunded tQpicaJly re1ated unit

• 1 WiIlie: No", she has brought in something~ another thing. We cali boys handsome.
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3 Class:
4 WilIie:
5
6 Class:
7 Willie:
8 John:
9 Willie:
10 Peter:
Il Class:
12 Willie:
13
14 Peter:
15 WiUie:
16
17 Class:
18 Willie:

261

What about girls?
Pretty !lBeautiful!
Beautiful~ pretty, yeso If someone says, if 1 say: John is a beautiful boy,
what does that mean?
Ah ..a! (laughter)
Yes, we can say that!
We say he is a good boy.
No.
He means he looks like a girl.
Ah....ah!
More, more than handsome- There are sorne men who are more beautiful
than wornen.
Uh..huh.
And then if 1 say, you are handsome, referring to a girl, it means you are
ugly.
(laughter).
Right, adjectives describe nouns. What about adverbs? Adverbs? Yes?

•

In a tesson of6/2/97, taught to Form 3E on summary writing, Willie is able to

accomplish in a forty-minute lesson the following sequential teaching units (see figure Il).

A time line indicating approximate time (in minutes) taken up by each unit is given in

brackets.

a) He announces and explains to bis class the National Essay Writing Competition that is

currently on (2 min.).

b) He covers an aspect of local geography by discussing with bis class the Dames of the

different provinces in the country (4 min.).

c) He discusses with bis class appropriate vocabulary and prepositions to use in specific

situations, such as watching and listening to news~ listening at and Iistening to news, etc.

This leads to a discussion ofcurrent programs on local T. V. and radio (3 min.).

d) He goes over previous work with class (4 min.).

e) He discusses with class the steps to take in summarizing a passage (6 min.).

t) There is a discussion of new vocabulary arising from the lesson, such as the word

"character". This spills over ioto a discussion ofcharacteristics of living and dead things (5

min.).
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g) New vocabulary arising trom the class discussion, such as shopping list,. grocery,.

grocer's,. grocer, and terminology used in describing relationships is discussed (3 min.).

h) The lesson touches on pronunciation,. e.g. of the word "asked" (2 min.).

i) There is a discussion on soccer commentary on the local radio (3 min.).

j) The teacher dwells on the importance of following instructions in an exam (2 min.).

k) The constituents ofa sentence, such as the subject, verb and the object are covered (2

min.).

1) Sorne spelling rules are given (1 min.).

m) There is group work on summary writing (3 min.).

Willie covers most of the teaching units without referring to a textbook. The

patterning of teaching units here reveals a highly fragmented lesson. The teaching units in

figure II,. ranging trom unit (a) ta unit (m),. seem largely unconnected. Considering the

main objective ofthe tesson to he the teaching of summary writing,. it becomes difficult to

detennine where the rea1 summary lesson begins and ends, because of so many other

fragments. On tbis tapie, Lin (1994) points out the problems involved in determining

where in an English lesson actual English teaching begins and ends. Deviations are a

common phenomenon in most ofWilliets tessons 1 observed. In an interview,. Willie

exptains this charaeteristic in terms of what he caUs situational teaching and learning. "This

is trying to make pupils leam in situations they find themselves inlt (Marc~ 1997). The

following figure Il shows graphicaUy how Williets tesson is structured. The letters (a) to

(m) show the sequential teaching units of the lesson. Teaching units that deviate from the

main focus of the lesson are shown in a line above that of the more focused units. The

approximate time (in minutes) taken up by each teaching unit is shown in brackets.
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deviations

(a) (h) (c) (d)
(2) (4) (3) (4)

FiiUre Il: The structure of Willie's lesson

summary tasb 3»)
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At the beginning of the lesson represented by figure Il, Willie does not state that

the day's lesson is on summary writing, although this is clear from his scheme of work. Il

is ooly at unit (e) that an observer and the students, who have not seen Willie's scheme of

work, will probably become aware that the lesson's main objective and focus are summary

writing. Teaching units (a) to (d) do not appear to he related to the summary task. No

sooner does Willie introduce the summary writing task in unit (e) than he deviates again

into units (t) through to unit (1). In the last teaching unit (m), Willie cornes back to the

summary task. This is when the class breaks up inta group work. Very linle time is

actually devoted ta the main objective of the lesso~ the teaching of summary writing, as

compared to the lime spent on apparently "offtask" deviatioDS. As a percentage, 22.50/0

of the lime is spent on task while 77.5 % of the time appears ta be offtask.

Cathy's observed lessons, unlike Willie's, are usually straight-to-the-POint lessons

with very little deviatioDS. Figure 12 is a graphie illustration ofone ofCathy's lessons. It is

a thirty-five minute lesson, also on summary writing, taught ta Form 4A3 ou 11/2/97. The

letters (a) and (b) show the deviations in the tesson, and letters (c) through to (t) are the

sequential teaching units that are directly related to the summary writing task. Figures in

brackets indicate the time (in minutes) taken up by each teaching unit.
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deviatioDS

summary tasks

(cl (cl) (el (1)

(8) (5) (6) (6)

FiiUre 12: The structure of Cathy's tesson
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In this lesson~ Cathy accomplishes the following:

a) She revises with her class a comprehension exercise given previously to students as

written homework (7 min.).

b) Pronunciation and spelling ofa few words are covered during the revision (3 min.).

e) Cathy goes over with her c1ass steps involved in summarizing a passage. The steps are

read out from the textbook (8 min.).

d) Pairs are asked to make plans for their summaries (5 min.).

e) Pairs report baek to the whole class on their plans discussed (6 min.).

f) Cathy gives the class a passage to summarize as homework (6 min.).

Cathy's observed tessons typicaUy start with a revision of the written work done

by students in the previous lesson. In figure 12, the revision is marked by the letters (a)

and (b). This is about 28% ofthe total time spent on the day's lesson. After the revisio~

teaching units (c) through to (t) are devoted entirely to the task ofsummary writing~

which is the main objective of the day's lesson. This takes up about 72 % of the total time

of the whole lesson. Cathy's lesson is far more focused than WilIie's on the main objective

of the lesson. There are fewer deviations~ mainly because she is following the textbook

rather than the moment-to-moment dietates of the classroom situation.

There are difIering views as to which lesson-type is better. Erickson (1982) sees

deviations, such as those favoured by WilIie, as necessary adaptations by a teacher to the

dictates of the moment-to-moment teaching and learning: "... deviations from an ideal

formal order are not just to be thought as random errors (noise in the system) but are

better eharacterized as adaptation to the exigencies of the moment - actions that make

sense within an adequately specified context" (p. 169). In spite ofwhat Erickson (1982)

says about a teacher's deviations, one might still ask how much time should he allowed for

these deviations in view of the need to accomplish the main objectives of a lesson? In fact~

one could even go further to ask whether a teacher's stated lesson objectives should be the

yardstick for defining the lesson's main focus. This question is particularly difficult to

answer in a discipline such as ESL where the boundary between what is relevant lesson

content and what is not is often blurred (Lin~ 1994).
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An examination ofWillie and Cathy's teaching has shown that lessons by

individual teachers can he placed on a continuum in terms oftheir structure. On one end

cao be found those that are ritualistic and on the other those that are totally unplanned and

improvised acts of teaching (Erickson, 1982). Based on the evidence given in chapters five

and six~ Cathy's lessons can he said to lean more towards the ritualistic; that is they are

predietable and follow a routine or a familiar script (see Schank and Abelson~ 1977). The

routine in Cathy's lessons, as we have already see~ appears to result from her overreliance

on the course book and the need to prepare her students for the exam. Willie's lessons, on

the other hand, certainly contain frequent periods of improvisation, though they cannot be

said to be unplanned. Willie is less dependent on the textbook than Cathy, and he

sometimes takes tbis freedom to extremes in lessons wbich seem to have little direction or

ai~ as evidenced by the many deviations in his lessons.

6 C: A Summary of the Issues Emerging trom Chapters Five and Six

ln the process of investigating Willie and Cathy's beliefs about teaching ESL, 1

have become aware of the complex nature of such a task and the difficulties inherent in it.

This is due to the variety ofcontextual influences that impinge on the teachers' theoretical

and practical ways ofdealing with their worlds ofc1assroom teaching. The problem is

particularly complex and difficult in a study like mine that looks at the various nested

contexts in which Willie and Cathy work. These nested contexts range trom the large ones

at the intemationallevel down ta those of the world of the classroom. These factors, as

described in chapter two, May include political, socio-cultural, educational, economic,

linguistic and geographical factors, and many factors May he interrelated. My experience

ofteaching ESL in Zimbabwe for eighteen years, and an exarnination ofWillie and Cathy's

teaching, has shown me that a number ofthese contextual factors can strongly influence a

teacher's behaviour in the c1assroom. The influences may he tacit or overt.

The Many contextual factors in which teaching takes place make language

pedagogy complex and very difficult to capture coherently and comprehensively through
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descriptive systems or any set ofcategories. The complexity is brought about by the

different expectations of both the teacher and students, and the different contexts and

goals each teacher and students bring to the classroom. It is therefore possible that, in

comparing the ways that Wùlie and Cathy deal with the construction of their social and

academic knowledge, 1 may have oversimplified the issues involved (Green and Harker,

1982). There is the possibility that 1may have over-interpreted such complex phenomena

as classroom teaching and learning; or under-interpreted them in the analysis and

interpretation ofmy data., thus falling into either type one or type two errors (Gee~

1973). However, 1 hope that my insistence on discovering WiUie and Cathy's own beliefs

about ESL instruction trom their own perspectives bas made such errors less likely. This is

why al the various stages ofdata collection and in my early informai analyses of the data

collected, 1 SOUght the participants' input (Mehan, 1979).

1 would also like to think that my detailed analysis ofCathy and Willie's patterns of

teaching does reveal a number of interesting overall instructional patterns. Willie's general

teaching style appears to he eclectic and full ofcontradictions. It is possible, for example,

to find two theoretically opposite teaching styles employed in one tesson; these styles

could be, for example, traditional and innovative. Analyzed data have shown the co­

occurrence ofsuch dual elements in Willie's teaching. It is this phenomenon that forces us

to see WilIie's teaching as eclectic, and thus difficult to fit into any one model ofESL

instruction. Elements ofeclecticism in WiUie's teacbing could be a result of bis efforts to

switch trom traditional teaching to what he perceives to be current innovative teaching, a

switch which he appears to be making through a conscious effort, an effort necessitated,

among other reasons, by a desire to meet the pedagogjcal requirements of bis Education

Officer. Occasionally, thoug~ when he lowers bis guard, WiUie reverts to traditional

teaching, which seems to come to mm more naturally, in spite ofhimself This traditional

teaching is largely influenced by the type of exam Willie's students are prepared for.

Cathy's general style of teaching, on the other hand9 is more consistent and less

contradictory than that of Willie. Many of her teaching strategies are those associated with

traditionaI ESL instruction. Examples are the generally non-functional and linear
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approaches clearly indicated by the different excerpts from the analyzed data offered here

as illustrations. Cathy seems to make no pretences to be innovative in her teaching. She

appears content to remain firm1y rooted in the familiar script of traditional ESL

instruction, which is anchored in the course book. This, as we have a1ready seen, tends to

make her teaching arid and more routine than the moment-to-moment improvisation,

which May characterize more searching and innovative approaches to teaching.

Ofmore interest in my study, 1 think., is how each orthe two teachers, guided by

ms or her beliefs, negotiates bis or her own teaching style through their complex and

unique teaching environments. Following is a summary of the complex and unique context

in which Cathy and Willie teach. It may he possible that sorne elements of tbis context may

be found in other teaching environments not covered by this study.

ln Zimbabwe, the study of English bas a1ways been perceived as bringing economic

success among other benefits. Because of tbis perception, both the teacher and the

students are motivated to teach and study the subject respectively. For example, in my two

case studies, English in bath schools, Mhene and Dornbo, receives the greatest amount of

time and attention as compared to any other subject on the curriculum. In Zimbabwe,

English is also the only subject that is compulsory at "0" level. This special treatrnent

accorded to English gives it a high status both in and outside schoollife. This May explain

why teachers and students tend to be more motivated in the subject.

But, as we have a1ready seen, the high status accorded to English results in a lot of

tensions and contradictions arising from the nation's need to promote mother tongues. For

example, soon after independence in Zimbabwe in the early 1980s, the country was

gripped by a nationalistic fever that called for the promotion of the mother tongues in the

country for cultural identity. Indeed, for sorne time, English ceased to be a compulsory

subject at 'fO" level. Many debates were initiated about the teaching and learning of

English in Zimbabwe vis-a-vis that of the mother tongues in the country. In those early

days ofindependence, as is still the case even now, it was usually left to the classroom

teacher to effect the delicate balance of fulfilling the nationalistic aspirations, such as the

promotion of the rnother tongue, and the perceived economic benefits associated with the
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teaching of English as an international language. The tensions resulting from tbis are still

being felt even to this day; and are aptly surnmed up by the following excerpt 79 from an

interview with Nath~ the Headmaster ofDombo secondary school.

Excerpt 79' Students could train to t"ch without En&1isb

The problem of teachers' poor English dates back to those days (soon after
independence) when students could train to teach without English language. But
DOW that a pass in English is compulsory for entry into teacher educatio~ maybe
the people will take the subject more seriously ... But there is a1ways the problem
of conflict between English and Shona. There is a danger of promoting English at
the expense of Shona. People will see this as downplaying the importance of
Shona. But we say, at least in class, teachers should use English when
communicating with the students ... We are trying to he nice with everyone
(February, 1997).

Excerpt 79 is an example of the tension arising from the diglossie situation

betweeD English and Sbona in my two case studies. As we have already seen, Cathy and

WiUie respond ditferently to such tensions. For example, Cathy settles for an aII-English

medium of instruction in ber classes white Willie seeks a compromise between the two

competing languages by making them complementary in bis ESL instruction. This

difference in their response is a small but far from isolated examples of bow teachers are

affected by and respond differently to the Many contextual factors that May impinge on

their teaching. The situation can become even more complex where these eontextual

factors are interrelated, resulting in further tensions and contradictions through which a

teacher has to negotiate bis or her classroom tesson, guided by bis or her beliefs.

Apart from the conflict between English and Shona in my two case studies~ tbere

are otber constraints tbat Willie and Cathy face in their instruction of English. For

example, the Iinguistic environment in which English is taught and learnt in the two

schools offers tittte opportunity to the students for practising the target language. Contact

with the target language is usually limited to the formai classroom situation. Outside the

c1assroo~ the students are immersed in their mother tongue environment, Shona, a
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position that~ as we have already seen~ Cathy seems to be greatly concemed about.

The problem ofpoor exposure to the target language is exacerbated by a situation

where the target language, Englis~ happens also to he the official language of the country.

This means that, unlike in the case where English is studied as a foreign language~ English

in Zimbabwe should be taught for use in public places, such as the law courts and the

world of work. However, a contradiction arises when we consider that authentic language

use is nonnally found outside the frozen language of the textbook and the four walls of the

formaI c1assroom. It would seem that the few hours spent a week on the study of English

under c1assroom conditions result in the poor generation ofnatural spoken English by both

the teacher and the students. Students, sorne ofwhorn will becorne ESL teachers~ lack

appropriate living models of the target language, and end up fossilising at a weaker

version of interlanguage between Shona and English. A similar observation was made

sorne years back by Hofinan (1974, p. 42), on the teaching and leaming ofEnglish in pre­

independence Zimbabwe, when he wrote:

The African child is now completely at the Mercy ofsecond - or - third -band
English provided by African teachers, and the direct contact with well-intentioned
mother tongue sPeakers ofEnglish would do them much good.

The situation in pre-independence Zimbabwe that Hofinan (1974) is describing in

the preceding excerpt is more critical eighteen years after Zimbabwe gained her

independence in 1980 when about halfof the native speakers of English left the country,

so that those that rernained behind make up only about 2% ofthe total population of the

country. 1 would argue that a distinct~ low variety ofZirnbabwean English is evolving in

Willie and Cathy's situation where English is taught and learnt almost entirely in the

absence of any contact with its native speakers , and in circumstances that are poor in

terms of teaching and learning materials. This point is borne out by the great difference in

"0" level English results among the different categories of schools in the country, as

discussed in chapter two of this study. The situation is slightly different with more aftIuent

black Zimbabweans who, through such modem technology as radios and T. Vs., can still
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come into contact with English as it is used by ifS native speakers. This 'elite group also

has an abundance of teaching and learning materials comparatively speaking. It is from

among this 'elite class of black Zimbabweans that 1 think a high variety ofZirnbabwean

English is in the making.

Extensive reading in the target language as a second best way ofaddressing the

problem of the lack ofexposure to the target language, in the case ofWillie and Cathy, is

frustrated by a lack ofadequate and suitable teaching and leaming materials in their

schools. Books and educational media are searce resorces in bath LI and L2. The main

reason for tbis lack is economic. As we have already seen, Cathy and Willie's students are

from the economically disadvantaged sector of the community of Marondera who cannot

afford good quality education. For example, the parents are too poor to buy enough

teaching and learning materials for their children, such as books. As we have already see~

a lack of reading materiaJs results in the death ofa reading culture in the students and even

in the community as a whole.

Coupled with a lack ofreading materiaJs are the largely traditional curriculum and

examination which affect Cathy and WlIlie's teaching in varying ways. For example, the

demands of the largely traditional ex~ with an emphasis on the correct forms of

language rather than effective communicatio~ force Cathy and Willie to approach their

teaching in ways they perceive will give them good exam results. For bath teachers, it is a

question of survival in the profession. To the teachers, therefore, the end justifies the

means. ln the process innovative teaching is compromised by a need to meet the

expectations of the community served by the two teachers. Members of this community

May include the E.O, the Headmaster, the H.O. O. and the parents of the students.

Teaching that is subjected to the pressures of the exam is likely to be arid, because it tends

to follow a familiar script, usually ofa drilling and memorization type, perceived to

produce good exam results. This is particularly so if the exam's focus happens to be on the

reproduction of "faels", as the current Zimbabwean "0" level ESL exam seems to be. In

following a familiar script, the teacher moves mechanically through predietable, well­

defined lesson steps rather than letting the classroom events take on a life of their own in a
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creative and stimulating way. Following a familiar teaching script is a negation of the

natura! generation of the target language by the students. 1 would also add that such

teaching must he boring to the students who in the process are reduced to passive

recipients of knowledge passed on to them by the conduit or transmission model of

teaching. However, following a familiar script May bring security and comfon to a less

confident teacher, because its demands are less than those of a lesson involving

improvisation.

The familiar teaching script followed by WiUie and Cathy could be taken to

represent the well-formed or strong beliefs which enable each teacher to survive in the

classroom, no matter how illogical and contradictory the script may he. As we have

already seen in chapter three on the review of teachers' beliefs, it would take an

appropriate approach and a great deal ofeffort to dislodge the weil-set beliefs teachers

may hold. Literature reviewed in chapter three on teachers' beliefs and the results

discussed in chapters five and six of this study have 100 me to the generaJ conclusion that

although there might be other factors influencing a teacher's thought processes, ultimately

it is bis or her beliefs that are decisive in the choices he or she makes in the aetual practice

ofteaching. In my inquiry, 1 have come to the general conclusion that in studying a

teacher's beliefs about teaching, it is important to consider the environmental factors that

may impinge on bis or her teacbing, since it is in the teaching environment that a teacher's

beliefs are constantly being created and shaped. Each teacher's beliefs and teaching

practice are so unique that it is almost impossible to fix them into the straight jacket or any

neat ESL instructional model; but the attempt to place them somewhere on "fragmented

theories" or on a "broken continuum" has not, 1 hope, been unhelpful.

Finally, a pertinent question arises as to whether Willie and Cathy could effectively

teach ESL anywhere in the world outside their familiar environments. In fact, the question

is asking: how flexible are Willie and Cathy's beliefs about ESL instruction?

It would appear that Willie and Cathy's beliefs about ESL instruction are firmly set

in the traditional mode of instruction. Based on the results ofchapters five and si~ it

would appear that the two teachers would find it difficult to adjust their teaching styles to
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the new demands of a different teaching context. My conclusion is base<! mainly on the

largely traditional and routine teaching observed in the two teachers, which suggests a

lack of flexibility on their pan to respond to the demands ofa new and unfamiliar teaching

environment. 1attribute tbis lack of flexibility mainly to the type of teacher education that

Willie and Cathy have gone through. The next chapter discusses how ESL teacher

education programmes in Zimbabwe might be designed to produce a cadre of teacher with

the capacity to adapt to the varied and ever-changing teaching contexts of the twenty-tirst

century.
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CRAPTER 7: IMPLICATIONS OF THE RESULTS AND RECOMMENDATIONS

Chapter seven stans by giving a summary of the main results of my study in order

to relate them to their implications for the preparation ofESL teachers in Zimbabwe. My

argument is that if change in an ESL c1assroom in Zimbabwe is to be etfected~ it has to

start at the teacher preparation stage. Using a conceptual framework in which theoretical

and applied linguistics and language learning interact with c1assroom practice~ 1 argue that

teacher education programmes that are based on giving prescriptions to student teachers

are not likely to have an impact on the student teachers. Instead~ 1 suggest that teachers be

empowered with research and retlective teacbing skills in order to become adaptable and

autonomous professionals.

7 A: Why Expert Teachers and the Method Paradigm Cannot be Used as Models ofESL

Teacher Education Programme

Results discussed in chapters five and six oftbis study show that Willie and Cathy

respond differently to the many different contextual factors that impinge on their teacbing.

This accounts for the two teachers' unique teaching repertoires. It bas been argued in tbis

study that each teacher's responses to the various contextual factors are guided by bis or

her beliefs about ESL instruction. If teaching is basically an individual tas~ and is always

occurring in ever-changing contexts, it is therefore necessary that a teacher education

programme be informed by these theoretical considerations. This chapter is an attempt to

describe an ESL teacher education programme that is so informed.

Preparing teachers for a complex and ever-changing teacbing and learning world

does oot call for simplistic solutions~ because the issues involved are inevitably complex.

The challenge is to educate teachers who are able to adapt to the many ever-changing

cootexts that daily impinge on their work. In the light of my tindings, and from my

personal experiences as a teacher educator in Zimbabwe, 1 now believe that traditional

prescriptions of teaching methods and demonstrations by expert teachers, as is currently
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the case in Zimbabwe, are not enough to solve the problem ofbringing about change for

the better in the ESL classroom. The following section of my concluding chapter explains

why tbis is so.

The practice ofmodeUing teacher education on expert teachers and the method

paradigm is very common among teacher educators in Zimbabwe today. The main

techniques is micro-teaching, often in the fonn ofdemonstration lessons and prescriptive

lectures on methodology (cf Freeman, 1994). The Iiterature on teachers' beliefs and the

results of my study question the eifectiveness oftbis prevalent approach to teacher

preparation in Zimbabwe.

My study bas shown that teaching ESL in the contextual environment, as WiUie

and Cathy do, basically brings out an individualistic response to the various factors

impinging on the teacher's work. Centrally, though, these responses are guided by each

individual teacher's beliefs. It does not, therefore, make much sense to use a teacher

preparation strategy wbich prescribes "expertise" on teaching to a student-teacher who

already has his or her own well-formed beüefs about teaching and leaming in bis or her

unique context. It has been argued in my study that no outside prescription will take root

in such a teacher, because the assumption that "knowing something in one context will

convert ioto doing it in another" is mistaken (Freeman, 1994, p. 1). Modelling one's

teaching on the properties of good teachers reduces the model to the level of technique.

As 1 pointed out in my introductory chapter, the problem is not one ofnot knowing how

to teac~ like experts do, but ofwhy the known expertise is not put into practice by those

who have acquired it. This is the problem that initially gave rise to my study. Teaching a

model is another way of prescribing a method of teaching which, as 1have already argued,

will not lead to the solution of the problem. This is because prescription is based on the

mistaken assumption that teaching is uniquely a matter ofobjective principles about

language and learning, and that ail aspects ofgood teaching cao be taught to a student­

teacher or even a praetising teacher. On tbis, 1 agree with Freeman (1990: 107) who

argues:
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... such a doctrinaire approach cao lead to fonnulaic teaching and to prescriptive
intervention by the educator in everything the student teacher does. Idiosyncratic
aspects of the students' teaching are stymied as the relationship becomes a matter
of the student replicating the educator's views and praetices in the classroom.

Teaching, in its broadest sense and as we have seen with Willie and Cathy, includes

such large units as material and syllabus preparation, scheming and lesson planning. AIl

these upper levels of the teaching act cao he obtained !Tom the textbook a colleague or an

institutional directive. But notbing short ofa teacher's unique beliefs about teaching and

learning cao fill out the lower but cruciallevels of the actual utterances in the classroom,

such as the initiations, the moves, and the responses to the varying contexts of the

classroorn. Moreover, these lower level units do determine the relationship of the upper

units ofteaching (Woods, 1996). The grey area of the lower level units is precisely where

prescriptions cease to impact on an individual's focal teaching, because of the uniqueness

of the contexts in which these lower level units are played out.

However, sorne basic principles ofgood teaching about which people can agree

can be found at the high level units ofteaching. But, as 1 have alreadyargued, these high

level units of teaching are dependent on the lower units of teaching, that is, at the level of

a teacher's personal belief It is here at the personallevel that emphasis should he put ifwe

are to influence teachers to change. A cornbination of the high level and low level units in

focal teaching is what makes the conducting ofa classroom lesson an act of improvisation

(Erickson, 1982). This improvisation applies to both teacher and students, thus making

ideal classroom talk a "collective improvisation of meaning and social organization ftom

moment to moment" (Erickson, 1982, p. 153).

From the preceding argument, it is logical to ask how teacher education is possible

without sorne form ofprescription from the teacher educator? This may be a wrong

question to ask, but it raises what Richards, in Richards and Nunan (1990, p. 1) refers to

as "the dilemma of teacher education in second language teaching." Here, the hard choice

is between the micro approach, what Freeman (1994, p.IS) calls "front loading approach

to teacher education", and the macro approac~ a holistic examination of the total context
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ofclassroom teaching and leaming. [n other terms, it is a reduetionist versus an inquiry

model of teaeher education. Richards, in Richards and Nunan (1990) argues that

observable categories or skills for good teaching are easy to identify, but these do not

constitute ail there is to teaching. Also involved are high-influence categories that go

beyond training, such persona! qualities as the teacher's interest in the topie, bis or her

creativity, judgement and adaptability. This is the area of personal beliefs. These are

factors that can also affect how one teaches. Breaking down teacher preparation into

atomized, discrete and trainable skiUs is a training rather than educating view of teacher

preparation. It is merely another version of the method approach. Richards (1990) argues

instead for a theory of language teaching that would work through the study of the

teaching proeess itself. And, as teaching is intimately related to leaming, a theory of

language learning bas also to he considered in tbis process. This is the view 1 also share, a

view that largely motivated this present study. It is a view based on the assumption that

teaching is an individual aetivity that is driven by one's unique beliefs about teaching and

learning.

A study of the teaching process itself would focus on the nature and significance of

classroom events. It would involve both low-inference and high-inference categories. Il

would approach teacher education through a process ofclarifYing and elucidating the

concepts and thinking processes that guide effective second language teaching. [n short, it

would he teacher preparation along the lines of retlective teaching. ft would become a

process ofquestioning persona! beliefs about teacbing and learning. ft wouId be an

approach which would aim al making a student teacher an autonomous leamer and

researcher in addition to being an apprentice (Richards, 1990). A teacher who is an

autonomous leamer and researcher is one who is constantly finding for himselfor herself

ways of enhancing the learning of his or her students. This can he done by inquiry into

how students leam, so that the teacher cao marry in practice bis or her theories of

language teaching with those of language learning. Using the actual teaching process

approach, the role ofthe teacher educator goes beyond that oftrainer to become the

"guide in the process ofgenerating and testing hypotheses and in using the knowledge 50
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acquired as a basis for further development" (Richards~ 1990, p. 15).

This argument for the macro approach to teacher education would he incomplete

without suggesting how it could be implemented in practice. Following is a proposed

model for such implementation.

7 B: A Proposed Madel of ESL Teacher Education Programme

From the literature reviewed in my study and trom the results ofthe study, it

would appear that what is required in today's changing instruetional contexts are teachers

with the capacity to combine a model of instruction with an understanding of their

particular content area, personal beliefs and insights ioto student leaming. A teacher who

is able to survive the many changing teaching environments and teaching fads that have

charaeterized the teaching profession over the last century (cf chapter 3 on literature

review) is one who is prepared to understand and be able to explain the "why" ofhis or

her teaching (Ya1de~ 1987). This is the kind of teacher who is able "to draw on

knowledge and siriUs in making on line decisions to solve problems that are unique to a

particular teaching situation" (Richards et al, 1990, p.2). Such a teacher will have more in

common with other professionals, such as doctors, lawyers and architects, in that he or

she will not aet like a technician who executes skilled performances according to

prescriptions or arigorithims defined by others. Instead, he or she will be able to

understand the growing body ofempirical and theoretical knowledge which constitute the

literature of teacher research. S/he will he able to combine ail tbis knowledge with bis or

her own experience in order to arrive at informed judgements about bis or her own

teaching (National Institute of Education, 1975).

In an ideal teacher preparation programme, the three components of theoretical

linguistics, student leaming theories and applied linguistics would ail inform or interact

with the fourth component, c1assroom praetice~ as shown in the following figure 13. A

teacher who is able to draw upon the three knowledge sources of theoretical linguistics,

student learning theories and applied linguistics is the teacher who has been exposed to the
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three areas in such a way that they become part of ms or her personal belief system and

deeper self Throughout tbis study~ the argument has not been aimed against the teaching

of any of these three areas, but rather al how they should be taught. The four teaching

components oftheoreticallinguistics~student leaming theories, applied linguistics and

classroom practice, ofcourse, do not occur in a vacuu~ but in a social~ cultural, political

and economic contexts, ooly to name a few factors. The challenge is, therefore, to prepare

a cadre of teachers who are able ta respond adequately to each of these contextuaI factors.
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A - 1Momica1 Linguistics

:a -~ AcquisitionlLeaming

C - Applied Linguistica

1) - Classroom Practice

FiiUre 13: How the four teaching components should interact: A conceptual framework
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Traditionally, in Zimbabwe. the ESL teacher education programme has been

centred mainJy around the areas ofapplied linguistics and general theories of language

leaming. The two components, applied linguistics and theories of language learning,

logically go together, because teaching approaches, methods and techniques have to match

theories of learning if they are to be effective in the classroom. The Zimbabwean situation

is not very different from most traditionallanguage education depanments, where it is

assumed, rightly or wrongly, that student teachers come to the department already

equipped with a knowledge of theoreticallin8UÎstics, such as grammar and other language

skills such as listening, sPeaking, reading and writing. The teacher educator sees bis or her

role simply as that of instrueting the student teachers on how to apply their assumed

knowledge to classroom teaching. This is normally done in the fonn of lectures and

seminars on ESL teaching methods and L2 learning theories. This traditional approach to

teacher education is what Freeman (1994, p. 15) refers to as the "front-Ioading" approach;

an approach in which a student is given an "identity kit which teacher education

programmes promote through lectures, group work, papers, reading anicles and books

and the like" (p. 16).

The baSic assumption of traditional ESL teacher education in Zimbabwe is that by

exposing the student teacher to the approaches, methods and techniques of ESL teacbing

and to sorne ESL leaming theories, the student will emerge from the programme

reasonably comPetent to conduet classes on his or her owo. This theorising is interspersed

with brief periods during which the student teacher is sent out on teaching practice, and

teacher educators visit the student in the field ta assess bis or her teaching skills using a

predesigned assessment tool, a check list for the "identity kit". Classroom praetice is

assumed to give immediate context to the three components of theoretical linguistics,

language learning theories and applied linguistics. It is assumed that the student teacher

will be able to cali on bis or her experience and knowledge to negotiate through a lesson

with a c1ass.

Most research on the theory and practice of teaching has shawn, however, that

there are frequent inconsistencies between theory and practice wherever teacher education
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adopts the "ftont-Ioading" approach in which student teachers are seen as receptacles of

prepackaged knowledge. This approach falls shon because it does not take into account

the student teacher's own version of the world ofteaching and learning (Freeman, 1990).

lt is now generally believed that the knowledge a student teacher receives in a teachers'

college does not to any large extent translate into practice (see NoLl, 1993; Cole and

Knowles, 1993; K1einsasser, 1993; Rust, (994). Results ofthese studies indicate that

student teachers enter teacher education programmes with their own beliefs of the nature

of teaching and learning, and traditional teacher education programmes are rarely able to

dislodge these beliefs before the students leave college. The result is the perpetuation of

the status quo; the teachers go on from college to teach in the way they themselves were

taught. We have seen, for exarnple, how the teaching ofWillie and Cathy, my two case

studies, is largely traditional. This points to the need for alternative approaches to teacher

education prograrns in Zimbabwe.

One recommended approach, as suggested in my preceding discussion, is to

approach teacher education through the student's own world, guiding hint or her to

interpret tbis world individually (see, for example, fullan, 1992; Goodson, 1992). If

student teachers are not gjven the tools ofautonomous learning, they will easily fall victim

to uncreative, routine teaching dictated to them by the norms or contextual factors under

which they find themselves working on a daily basis. This is one way the status quo is

rnaintained in the classroom (Freeman, 1994). Following is a suggested teacher education

programme that aims to break the impasse brought about by recycled routines of

traditional teaching.

7 C: Towards an Effective ESL Teacher Education Programme

In this final section of the recommendations chapter, 1will discuss how the four

components of subjeet content, theories of language learning, language teaching

methodology and c1assroom practice ought to interact in order to make teaching effective

in today's changjng instructional contexts. It is important that the four components include



•

•

284

among them a knowledge ofhow students learn a language~ aIthough tbis part bas not

been fully covered in my study.. for reasons already given. Theories of language learning

cater for the learner for whom teaching is done. In naming the four components, 1 have

used the words "ought ta" because 1am not sure that in Zimbabwe's ESL classroom

situation today, ail the four components are interacting to any effective extent.

In an ideal ESL teaehing situation, the four components involved in teaching

should work in synchronie hannony, each feeding into the other for theoretically sound

ESL instruction and leaming. In the traditional system ofeducation, which Zimbabwe

seems ta follow, the process involves three groups ofpeople. These are the theoretical

scientist, the applied linguist and the classroom teacher. The theoretical scientist provides

teaching content to the applied linguist, who in tum tries il out as procedures for

conveying the knowledge to the leamer. Knowledge ofhow languages are learned guides

tbis methodology. And, finally, ail tbis knowledge ftom the two people is made available

to the c1assroom teaeher for implementation in classroom instruction. Thus, in tbis

bierarchical model.. it is the classroom teacher who is at the bottont, who acts as the final

consumer of ail the knowledge manufactured by the "experts" above mm or her. This

traditional synchronie harmony among the four components is ilIustrated in figure 14

following.
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Theoretical
Linguistics

(Theoretical
5cientist)

••

"
Theories of L2

Leaming;
Methodo'ogy

(App/ied Linguist)

~l

"C/assroom
Teaching Practice

(C/assroom
Teacher)

Figure 14: A model for the traditional development of language teaching practice
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The problem with the top-down model in figure 14 is that it is likely to be

ineffective, because the teacher, a key player in the equation, is not part of the

manufacturing of knowledge on how to teach. This point has been demonstrated in the

past hundred years, during which "progressive educational ideas, by and large, have never

really taken root in c1assrooms, not even in the teaching ofEnglish, the subject in which

there has probably been the MOSt radicaf theorizing over those hundred years" ( Mayher,

1990: ix). In today's educational set-up, according to Mayher (1990), university professors

oftheoretical and applied Iinguistics prescribe their results to the classroom teacher, who

often finds, however, that these theorists are out of touch with the real problems of

classroom instruction:

For Many professionals, including teachers, there has been a growing
disenchantment with technically rational solutions for the real problems they face
daily in the classroom, and a consequent growing scepticism that university theory
and research, stilliargely dominated by technical rationality, will help them much
(Mayher, 1990, p. 7).

The technical approach, or theoretical prescriptions referred to by Mayher (1990)

are still very much a feature of ESL teacher education in Zimbabwe today, at least as 1

know it trom my experience ofESL teacher preparation in Zimbabwe. One result of tbis is

that teachers dismiss ail the theories equally and instead sirnply follow their noses and

adopt a generally eclectic approach to teaching methods (Corder, 1979). This is what we

saw happening particularly with Willie in this study.

The assumption that theory will automatically trara..;form itself into practice has

since been proved wrong. More and more educationists are begjnning to realize that one

important factor is missing from the traditional ESL teacher education paradigm: the

missing link which would balance the whole equation is the teacher. It is now being

realised that, by virtue of being in the front line, the teacher should be involved in all the

research, planning and decision-making that affect classroom praetice. A c1assroom

teacher should be involved in all these activities because slhe is the one who meets on a

daily basis the problems and successes of trying out all the prescriptions from those
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above. An involved teacher will not act like a technici~ but like a professional who is

able to rationalize his or her decisions and actions~ as Yalden (1987: 4) says: "We may be

very good in training teachers in the use of specifie techniques~ gadgets, in a cookbook

approach to the classroo~ but we have been very lax in developing a cadre of teachers

who know why they do what they do". The teacher who knows why slhe is doing what

slhe is doing is the one most likely to meet successfully the Many new challenges of the

twenty-first century ESL cIassroom. This is the kind of teacher who is going to bring

about meaningful change in our present schools (see FuUan.. 1992).

An alternative approach to traditional ESL teacher education, therefore~ ought to

break down the old, artificial barriers dividing the classroom teacher from the bases of

knowledge manufaeturing~ educational planning and decision-making. This approach calls

for the reversai of the top-down approach to the bottom-up approach., in what Mayher

(1990: 9) calls an "ecological changett
• This means teacher education programmes that

emphasize empowennent ofthe student teacher by giving him or her classroom-based

research skills (Wallat~ Green, ConJin and Haramis, 1981; Fullan, 1992). Equipped with

these skills, the teacher will he able to explore independently the very basis of ms or her

own beliefs about teaching. The teacher will also be able to raise questions and explore

how bis or her students learn. These action research skills will fonn a sound basis for a

teacher to start bis or her own life-Iong journey of self-discovery in terros ofwhat works

weIl for hislher classroom. Such a teacher will be able to arrive at what constitutes good

teaching by integrating theory with hislher own personal knowledge, thereby narrowing

the gap between theory and practice. Where teachers feel they might not be able to "go it

aJone" in research ventures, they will be able to join collaborative research teams that may

include some university professors. The other alternative would he to create social forums

or teaching centres through which teachers could share their views. The key idea would he

to involve the classroom teacher as much as possible, with the idea that the

implementation of research results would depend to a large extent on the classroom

teacher.

Giving teachers simple research skills will enable them to evaluate critically any
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prescription from above that might come to them in the name ofinnovation. The research

skills will make them discerning professionals who will not easily faU vietim to new

teaching fads and fashions. The fads and fashions are what Chomsky (1975) wams

language teachers in particular tn guard against7 when he writes:

In general., the willingness to rely on "experts" is a frightening aspect of
contemporary POliticai and sociallife. Teachers7 in panieular., have a responsibility
to make sure that ideas and proposais are evaluated on their merits7 and not
passively accepted on grounds ofauthority, real or presumed.The field oflanguage
teaching is no exception. It is possible -even likely, that principles ofpsychology
and linguistics, and research in these disciplines7 may supply insights useful to the
language teacher. But this must be demonstrated., and cannot he presunled. It is the
language teacher hirnselfwho must validate or refute any specific proposai.There
is very tinle in psychology or linguistics that he cao accept on faith" (p. 237).

My interpretation of Chomsky's words in the preceding quotation is that teachers

should critically evaluate any ideas or proposais., political, social, cultural or other, before

they attempt to introduce them into their teaching. We need a new approach to teacher

education that has the POtential of producing teachers with the ability to do this. An

example ofsuch an approach to teacher education cao be found in Schon (1983~ ]987)

and Goodson (1 992), whose main concem is reflective teaching. Richards and Lockhart

( 1994) aIso discuss the reflective approach to teaching as it applies to second language

classrooms. Using the reflective approach to teacher education., Goodson (1992)

discusses how change can be effected in teachers. In short., reflective teaching is a

reflection in action which combines personal knowledge and doing., technical knowledge

and artistry (Schon., 1983; 1987). This is an approach to teacher preparation that involves

"comparing our knowing with our doing, our beliefs with our practices, and exploring.,

with artistry, the connections among them" (Mayher, 1990: 9). Over time., teachers

develop their own perceptions about how classroom aetivity leads to desired leaming

outcomes., and this is usually through the process of reflective teaching, leaming through

natural rather than enforced experimentation and ref1ection (Abelson, 1979).

From the results ofmy study., 1 am more convinced than ever before tbat ifwe
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approach ESL teacher education programmes by first examining and questioning beliefs

student teachers bring to teachers' coUeges~ we may be able to influence them to practise

their teaching based on sound theory. To produce knowledgeable, adaptable and

committed ESL teachers, we need to begin by understanding their long-held beliefs about

teaching. Ifwe, as teacher educators, can educate our teachers to question the bases of

their beliefs, we are more likely to bring ioto our classrooms teachers who are refleetive

and adaptable to the ever-changing teaching and learning environments promised by the

twenty-first century.
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MYJOURNEY

From the start of this intellectual joumey
To its end now in sight
Il was a long, long joumey
A joumey that bas taken me to unfamiliar lands
The road was long and full of surprising twists and tums
1crossed Mountains and river valleys 1did not know before
But as weil there were familiar paths to cross

Many times 1 got lost on the way
My compass could not tell me where to go
As 1 had to chart my own course
1 walked during the day
1groped in the dark
1 followed false paths
1 retraced my footsteps back to start
But only to set offagain on another course

1 doubted my strength to continue
1 felt like giving it ail up
1 looked back where 1 had come
Alas, it was a long way to retreat!
1had no choice but to forge ahead!

At times my joumey gave me joy
The joy that kept me going for days
Other times it was ordinary chore
1 learnt to survive on my wits
1 taught myself to look ahead with hope
But often 1 stopped to ask myself
Will tbis joumey ever end?
Though 1feel 1 have almost arrived at last
l'm still not sure ifthis is not a mirage.
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APPENDIX B

A Sample Letter of Informed Consent for Willie and Cathy

My name is Vitalis Nyawaranda. 1 am doing graduate studies at McGill University,

Canada. 1am currently working on a dissenation on teaching English as a Second

Language at secondary schoollevel in Zimbabwe.

1 plan to colleet data for my study from 5 December, 1997, to 31 March, 1997. This

will involve my audio-taping ten lessons ofa teacher's lessons spread over three months.

The audio-taping will he done with minimum disruption of the teacher's normal teaching

routine. Teachers participating in the study will also be interviewed on their teaching

during the same period.

AlI information to be collected will be treated with great confidentiality. This

information will he used onJy for the study~ and no real names of the participants and their

schools will he used in the study'5 repon. Again any information that is likely to reveal the

identity of the participants will not be included in the study. [would also like to stress that

my study is in no way intended as an assessment or evaluation of the participant's teaching.

It is simply an attempt to establish the state of the art with regards to ESL teaching in

Zimbabwean secondary schools. [ believe that such a knowledge will be useful as a basis

for recommending any alternative ways ofapproaching ESL teaching or teacher education

in Zimbabwe that might he suggested by the findings of my study.

Through this letter, 1 am asking ifyou would be willing to participate in my study.

Your volunteering to participate will not take away from you the right to withdraw from

the study any time and for any reason you might have. As a participant, you are also free

not to give any information, such as of a personal nature, you might feel uncomfortable to

reveal. 1 plan to be in Zimbabwe as from 5 December, 1997, during which time 1 hope to

be able to explain funher my study to you and to answer any questions you may have

concerning the study.

Ifyou are willing to assist, 1 would he grateful ifyou could indicate 50 by filling out

the blanks (1) to (3) below, and return the fonn to me al the address enclosed.
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Narne ofTeacher (Please print): .

Signature of Teacher: .

Date: .

Narne ofResearcher: .

Signature of Researcher: .

Date: .
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APPENDIX D

Interview Guidelines for Willie and Cathy

Rationale

In condueting the interviews, special care was taken to seek the participants' perspectives

on the issues raised in these guidelines, hence the informa! and open-ended approach to

the interviews adopted. To allow for a more relaxed and informai atmosphere in these

interviews, participants were interviewed in Shona, their LI. It was left to them to choose

to code-switch between the two languages, Shona and English. The interviews were later

translated by me into English. The following questions are guidelines that 100 into in-depth

discussions with the participants.

Section A

Persona] Details QfParticipants

1) Could you please gjve me a brief history about yourself, with special reference to the

following: (a) your academic and professional qualifications and (b) your teaching

experience (Examples of areas expected to cover are: academic and professional

qualifications, type of training program pursued, length of ESL teaching experience,

current grades being taugbt, size of classes, any other subjects taught besides ESL,

teacher's timetable, textbooks in use, any positions held by the teacher in the school, etc.).

SectiQn B

Teacher's Beliers Qn Specifie TQPies Qn ESL leachioK

2) What do YQU understand by the term English as a Second Language?
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3) How do you distinguish ESL teaching from LI teaching?

4) How do you oorrnally teach

-listening

-speaking

-reading

-writiog

-grammar?

Section ç

Teachioi A~proachesand Documentation

5) What do you uoderstand by language and language teaching?

6) What are your views 00 the use and funetion of the national and school syllabuses in

teaching ESL?

7) What do you consider to be the role of the teacher in ESL teaching and leaming?

8) What do you consider to be the role of the student in ESL teaching and learning?

9) What do you consider to be the use and funetion ofteaching and learning materials

such as textbooks, charts, models, etc. in ESL teaching and leaming?

10) What are your views on the usefulness or otherwise of such curriculum documents as

the scheme of work, the lesson plan, etc. in ESL teaching?

Il) How do you normally organize your classes for ESL teaching, e.g. group work, whole

dass etc., and why?

Sectjoo D

Class Manaiement

12) How do you normally maintain discipline in your classes?
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13) What lever of noise do you normally allow in your ESL classes?

14) How do you nonnally get the attention ofa class?

Section E

Persona! Lire Stories

15) What are sorne of the success stories you have met in your years of teaching ESL?

16) What frustrations and disappointments have you experienced in your ESL teaching?

17) What are your plans~ hopes and fears about your ESL teaching?

18) Is there any teacher you admired when you were a student? If so~ why?

19) What are sorne of the opponunities and constraints you are facing in your teaching of

ESL?

20) What are yom views on the ESL exam results at the nationallevel in general and in

your school in particular? How might these results be improved?
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APPENDIX E

Interview Guidelines for Administrators

Rationale

In interviewing administrators, 1 was guided by current research literature which suggests

that what the teacher does in the classroom is influenced, arnong other contextual

variables, by those charged with the responsibility of monitoring and evaluating bis or her

work. A collective and loose label, administrators, bas been used here to refer to such

people, who include the head of Department, the Headmaster, the Education Officer and

the Regional Director ofEducation in the province in which the two teachers in tbis study

work.

ln conducting the interviews, special emphasis was placed on getting evidence from the

perspectives ofthe participants, hence the open-ended nature of the interviews adopted.

The following are the thematic areas and examples ofquestions which guided the in-depth

open-ended interviews with the administrators. Specific questions, with special reference

to ESL teaching, were fonnulated and tailor-made to suit each type of administrator

mentioned above.

Historical and Administratiye

1) Could you please give me a brief history about your institutio~ e.g. when it was

founded, its mission statement, etc.

2) How Many staff members are employed in your institution?

3) What are the enrolment figures?

4) How do you run your institution?

5) What do you see as your role in the administration of your institution in general and in

the administration of ESL teaching in particular?
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6) What are the reward and punishment systems in your institution?

7) How do you define curriculum change and innovation with special reference to your

institution and your role as an administrator?

8) How does the system ofdepartmental govemance function in your institution?

Dii!ossic

9) What are your observations on how the language policy is working in Zimbabwean

schools today?

10) What role do you see the English Language playing in the country in general and in

your institution in particular?

11) What role do you see Shona playing in your institution in general and in ESL teaching

in particular?

Staffina

12) What is the staffing situation like in your institution?

13) Are there any staff development programmes in your institution? If yes~ how are these

programmes ruo?

14) How do you normally motivate your staff?

Moral and Material Support

15) What is your assessment of the quantity and quality of material support, such as

books, stationery~ teaching and learning aids, the library, that your institution is receiving?

16) What are your views on the moral support that you or your institution are receiving

from your authorities?
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Teacbioa and Leamj0ll Environment

17) How would you describe the environment provided by your institution in terms of its

capacity to facilitate teaching and leaming?

18) What are the opportunities and/or constraints that your institution or department is

facing in ils quest to achieve its goals?

Exams and Employment 0PPQrtunitjes

19) What are your views on the general standard ofEnglish, written and spoken~ in the

country in generaJ and in your institution in particular?

20) How might ESL exam results be improved in the country in general and in your

institution in particular? What raie do YOU see yourself playing in tbis regard?

21) What are the employment opportunities open ta graduates from your institution?

22) In your assessment, do you think your institution is preparing students adequately for

life after school?




